
The Professional Development Needs 
of Secondary School Information 
Technology Co-ordinators

STEVE 
University of Wales Swansea, United Kingdom
IAN SELWOOD

ABSTRACT Analysis of a recent survey in the United Kingdom of the roles,
concerns, training needs and support priorities of secondary school
Information Technology Co-ordinators has revealed a number of factors and
relationships amongst these variables and with other variables concerning the
characteristics of schools. In this article we present and discuss the results of a
recent survey in the United Kingdom of the roles, concerns, training needs and
support priorities of secondary school Information Technology Co-ordinators
(ITCs). We draw conclusions concerning the unique problems faced by ITCs as
a result of the expectations placed upon them, not only to teach their own
subject, but also to train and support other teachers in the pedagogical
application of information technology (IT). In response to a great variety of
needs, there is only limited support provided for them formally by their schools
and by external sources. The most highly valued support comes from informal
sources. We consider the implications of these conclusions for those concerned
with providing professional development in IT education. We suggest that
partnership approaches may provide the basis for much improved support for
ITCs, with the aim of raising the standard of teaching in schools, both of IT as
a subject and with IT as an aid. We also highlight the challenges for the
partnerships between schools and higher education institutions which are
attempting to provide initial teacher education for IT specialists.

Introduction

An IT Co-ordinator (ITC) in a UK secondary school is required to combine a
daunting number of roles and skills. No other middle management role
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carries the same expectations of provision of in-service training (INSET) and
cross-curricular support for colleagues, of technical expertise, and of
whole-school resource management, frequently in addition to the
management of a department responsible for teaching IT as a specialist
subject. Tagg (1995), for example, identifies nine such tasks to be carried
out in addition to the role of the specialist teacher, six of which involve
supporting, advising or training other staff. Few other roles can vary as
much from one school to another, or can be filled by staff with such varied
backgrounds. Very few ITCs were initially trained to teach IT as a specialist
subject (Her Majesty’s Inspectorate, 1992); furthermore, there is anecdotal
evidence that many teachers with long experience in specialist IT teaching
are seen by their head teachers as unsuited to the cross-curricular role.
In order to illuminate the nature of the contexts, roles, concerns and

ITCs,
Education Group  in the spring of 1996. The main purposes of

1. summarise the contexts which ITCs experienced, the extent to which
certain possible features of the ITC’s role were carried out by ITCs, and
the nature of the difficulties perceived by ITCs in meeting these
expectations;
2. determine the relative value which ITCs placed on sources of
professional development;
3. explore relationships amongst contexts, roles, concerns and
professional development sources;
4. draw conclusions regarding the implications for those aiming to
provide initial training and professional development in IT for teachers,
particularly the IT subject associations.

A questionnaire was sent to all secondary schools and further education
colleges in the UK. Since Scotland and Northern Ireland have different
national curricula, the analysis presented here is based on the 456 responses
which were received from the 4760 questionnaires sent out to institutions in
England and Wales. Although this is a low response rate, and as a sample it
may be biased towards those experiencing most difficulty with implementing
the IT curriculum, the number of responses is large enough to support some
tentative conclusions concerning relationships between the variables and
their implications for providers of support and training.

Results

We present only those details which are relevant to our conclusions. A
descriptive summary of the other main results of the survey may be found
elsewhere (Kennewell, 1996). Since nearly all respondents had the title of
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Information Technology Co-ordinator, we shall subsequently refer to all the
respondents as ITCs.

Contexts

The type of school/college was classified as one of four types where
possible. These are listed below, togther with the number of responses from
each type:
x Schools funded by Local Education Authorities (LEA); n=265.
x Grant Maintained (GM) schools funded directly by the government; n=64.
x Schools which are fee paying and self-managing and not bound by the

National Curriculum (Independent); n=81.
x Colleges teaching only students over age 16; n=14.
The last group were excluded from the analysis, as their roles and curricula
are significantly different with respect to the issues under consideration.
For each year group, ITCs were asked to indicate which one or more
of four IT curriculum implementation models best represented their
school’s practice:
Model 1: other subject departments schedule IT lessons when appropriate to
their scheme of work.
Model 2: IT lessons are scheduled centrally, but are allocated to other
subject departments to teach IT.
Model 3: IT lessons are taught by specialist teachers, with activity contexts
provided by other subjects.
Model 4: IT lessons are taught by specialist teachers, with activity contexts
devised by the IT specialists.
These models were based on those identified by Selwood & Jenkinson
(1995).
For subsequent analysis, the various combinations of models were
each allocated a curriculum permeation level from 1 (no permeation)
to 9 (full permeation). The level for each model or combination was
determined intuitively, rather than on any objective criteria or arithme-
tic procedures. For example:
model 1 was rated 9
model 2 was rated 7
model 3 was rated 3
model 4 was rated 1
a combination of models 1 and 4 was rated 4
a combination of models 1 and 3 was rated 7
a combination of models 1, 3 and 4 was rated 5.
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These permeation levels were then applied consistently to each year group
in each school.
The results shown in Table I reveal a pattern showing increasing
curriculum permeation from year 7 (11-12 year olds) to year 11 (15-16
year olds).

5.6211

5.5310

5.239

5.028

4.157

Mean permeation level
(range from 1 to 9)

Year
group

Table I. Mean permeation level of schools’ IT 
curriculum models by year group (n=442).

Roles and Concerns

A list of seven roles was presented to respondents, and they were asked to
indicate which of the roles they carried out in practice, and which two of
these were the most difficult. These roles had been previously identified
through discussion with a focus group of ITCs (Table II).

15Other

570Examination courses at KS4
(14-16 year olds) and post-16

173Specialist IT at KS3 (11-14
years olds)

1667Classroom support for staff

6691Co-ordination across the
curriculum

3192Staff training

4481System maintenance

2387Resource allocation

% of those with
the role who

felt it was one
of the two most

difficult

% of ITCs
with the

role

Role of ITC

Table II. ITC’s roles and the extent to which they were seen as the most difficult (n=442).
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Since the last three were seen as the most difficult by relatively few ITCs,
they were not considered in subsequent analysis.
ITCs were invited to add other comments to the questionnaire, and
these help to complete the picture. These comments revealed that
many ITCs are feeling under great pressure to fulfil a variety of roles,
with inadequate time, often no technical support and a lack of under-
standing of the issues by senior management. For these ITCs, it is not
the nature of the tasks which make them difficult, but the sheer
number of them.
ITCs were also asked to express their concerns for the future, by
means of an open response format question. Their responses (Table
III) were subsequently classified as one or more of:
x resources (e.g. hardware, software, maintenance, money);
x aspects of the curriculum (e.g. other subjects, courses for 14-16 year olds,

assessment, pupil access);
x concerns over other matters which placed constraints on their work (such

as shortage of time, the need to provide training for colleagues, the need
to update their own knowledge, senior management attitudes).

91.9Any type of concern

42.5Other constraints

39.5Curriculum issues

58.3Resource issues

% of ITCs expressing
this type of concern

Type of concern

Table III. Types of concern expressed and their frequency (n=442).

Sources of Professional Development

ITCs were asked to rate various possible sources of advice and support on a
0 to 5 scale, with 0 representing ‘not used’ and 5 ‘very useful’ (Table IV). A
mean of the non-zero scores was calculated.
Four main factors emerged from a factor analysis of these preferences,
and we have given a name to each based on the common characteris-
tics of the variables which load on them:
x Periodical reader (sources 6, 7, 9, 11, 13)
x National support user (sources 3, 5, 10)
x Local support user (sources 1, 4)
x Expertise seeker (sources 2, 8, 12)
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We have also calculated factor scores for each ITC as the mean of the values
of the component variables of each factor. For example, a respondent’s score
for ‘Periodical reader’ is the mean of their rating for sources 6, 7, 9, 11 and
13. These scores were used to explore relationships with other variables.

1.94413. Academic journals

2.12312. Higher education institutions

2.27711. General educational
publications

2.63910. NCET staff

2.6809. Popular computer magazines

2.7408. Independent consultants

2.7857. Commercial IT education
magazines

2.7806. Journals of professional
associations for IT in education

2.9815. SCAA guidance

3684. LEA advisory services

3843. NCET publications

3712. Other books/packs

3861. Colleagues

Mean rating of
those using the

source (range 1-5)

% using the
source

Source of advice and support

Table IV. Sources of advice and support, listed in order 
of decreasing value to ITCs (n=442).

Types of Journal Article. ITCs were asked to rate various possible types of
journal article on a 0 (‘do not read’) to 5 (‘very interested’) scale (Table V).
Two main factors emerged from a factor analysis, and we have formed
scores for these in the same way as for the sources of support:
x Curriculum interest (Types 1, 3, 6, 7, 8, 10, 11)
x Resources interest (Types 2, 4, 5, 9)
Types of Local Meeting. ITCs were asked to rate various possible types of
meeting on a 0 (‘no interest’) to 5 (‘would definitely attend’) scale (Table VI).

Two main factors emerged from a factor analysis, and again we have
formed scores for these:
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x Theoretical (Types 4, 5, 6, 7)
x Practical (Types 1, 2, 3)

2.211. Gender issues

2.310. Administrative applications of IT

2.39. Book reviews

2.78. Advice on resource
allocation/maintenance

2.97. Research on the impact of IT on learning

36. Reports on IT in the curriculum

3.25. Hardware reviews

3.44. News of forthcoming technology

3.73. Teaching IT as a subject

3.72. Software reviews

3.71. New ideas for applying IT in curriculum

Mean rating of
all respondents

(range 0-5)

Type of article

Table V. Types of journal article, listed in order of decreasing 
value to ITCs (n=442).

2.47. Discussion of effects of IT in society

2.46. Speaker on IT in a particular school

2.55. Speaker on technical matters

2.84. Speaker on ‘real world’ application

3.33. Demonstration of hardware or software

3.42. Workshop on particular resources

3.51. Workshop on use of IT in another subject

Mean rating of
all respondents

(range 0-5)

Type of meeting

Table VI. Types of meeting, listed in order of decreasing 
value to ITCs (n=442).
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Relationships Amongst the Variables

In order to analyse the associations within the data, a variety of possible
relationships were hypothesised, and appropriate statistical tests applied. In
the following analysis, ‘significant’ is used to mean statistically significant at
the 5% level, and ‘very significant’ to mean significant at the 1% level or
better.

Permeation. There was a significant positive correlation between the
measure of permeation and the size of school. Both LEA and GM schools
were more permeated than Independent schools, although this effect did not
quite reach a significant level. Within schools, year 8 (12-13 year olds) was
very significantly more permeated than year 7, and year 10 (14-15 year olds)
significantly more permeated than year 9. This is the reverse of the pattern
found two years earlier in a smaller study (Selwood & Jenkinson, 1995).
Examination of the frequencies of the separate delivery models (Kennewell,
1996) suggests that schools having a mixed model of delivery had moved
towards one of the extremes of either full permeation or reliance mainly on
discrete lessons.

Most Difficult Roles. There was no significant relationship between
co-ordinators’ difficulties and the type of school, but LEA schools tended to
have a higher proportion of co-ordinators who indicated that staff training
was most difficult and a lower proportion who indicated that classroom
support was most difficult, whereas a higher proportion of teachers in GM
schools found that co-ordination was most difficult. ITCs who found system
maintenance most difficult were more likely to be in smaller schools, and
those with co-ordination problems were more likely to be from larger
schools, though neither difference was significant. Those who found
co-ordination across the curriculum most difficult worked with a very
significantly higher level of curriculum permeation than those who did not
(i.e. co-ordination was most difficult in schools with a high level of
permeation).

Concerns for the Future. ITCs in LEA schools had a very significantly
higher rate of expressing concern than those from each other type of school.
This difference was reflected in each separate type of concern, but was only
significantly higher for resource issues. Although there were no significant
differences according to size of school, some patterns emerged. Those ITCs
who expressed concerns worked in larger schools than those who expressed
no concerns. Those who listed resource concerns tended to be based in
smaller schools and had a lower level of permeation than those listing other
types of concern. ITCs with concerns about the curriculum worked with a
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significantly higher level of permeation in years 10 and 11, but a slightly
lower level in years 7, 8 and 9.
As we would expect, there are some significant relationships between
the difficulties in the role and concerns for the future. ITCs with
curriculum concerns are less likely to indicate that system mainte-
nance is difficult, and more likely to find co-ordination difficult, than
those without curriculum concerns. Those with resource concerns are
more likely to find resource allocation and system maintenance
difficult.

Sources of Advice and Support. LEA school ITCs showed significantly
higher ratings on the ‘local support user’ score than did those from GM
schools, and GM schools were themselves significantly higher than
Independent schools in this respect. GM ITCs were significantly higher on
the ‘expertise seeker’ score than those from LEA schools, and significantly
higher on the ‘national support user’ score than those from Independent
schools. There was a significantly higher ‘national support user’ score for
ITCs who were concerned about resource issues, and for those concerned
about curriculum issues, than for those who did not list these concerns.
Both those who were concerned about resources, and those who were
concerned about constraints other than resources, rated local sources very
significantly higher than those who did not list these concerns. Overall, ITCs
who expressed some concern gave a very significantly higher mean score to
sources of support than those who did not express concerns. This difference
was also significant for those expressing concern about resources and about
constraints other than resources. Furthermore, for those expressing any sort
of concern, local sources were rated very significantly higher than national
sources. There was no significant relation between sources of support and
level of curriculum permeation.

Types of Article and Meeting. ITCs indicating that staff training was difficult
and those indicating that co-ordination across the curriculum was difficult
had significantly higher curriculum interest than those who did not rate
these as the most difficult. Those who expressed some concerns for the
future gave a significantly higher mean score for interest in journal articles
overall than those who did not express concerns. Again, there was no
significant relation between the focus of interest and the level of curriculum
permeation. There were no significant relationships between interest in
meetings and other variables. Indeed, the mean score for meetings overall
was almost identical for those who expressed no concerns for the future as
for those who did. There was a very significant degree of correlation
amongst the measures of interest in support sources, articles and meetings.
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Discussion of Results

There is evidence for a number of relationships connecting the curriculum
implementation model, the size of school, the difficulties perceived in the
role of ITC, concerns for the future, and value attached to sources of
professional development.
The pattern of curriculum implementation shows increasing permea-
tion through the 11-16 age range, with the highest proportion of
discrete IT lessons in year 7. A previous study (Kennewell, 1995)
indicates that such lessons may be scheduled because secondary
schools feel that their intake from different primary schools have
received very different levels of IT teaching and that all pupils should
have a standard IT skills course regardless of previous experience. The
ITCs were relatively satisfied with provision for 11-14 year old pupils,
but this may be a reflection more of their need for stability in schemes
of work than of high quality teaching and learning.
From their comments, the concerns which ITCs expressed about 14-16
year old pupils seemed to reflect the combined pressure of two
demands: firstly, to achieve high grades in public examinations for
those studying specialist IT and secondly, to ensure that all pupils
were developing further their IT capability in a situation where they
experience few discrete lessons and inadequate understanding of
relevant IT concepts amongst teachers of other subjects (Selwood &
Jenkinson, 1995). These sentiments were commonly expressed in
respondents’ comments. Many were concerned particularly about the
level of access to IT for their pupils, which was often too infrequent to
enable effective progression. 
Concerns about the application of IT in other subjects was manifested
in the top ratings given to the difficulty of the role ‘Co-ordination
across the curriculum’, and to interest in the type of article ‘New ideas
for applying IT in the curriculum’ and the type of meeting ‘Workshop
on use of IT in another subject’. Schools with high permeation
presented the greatest challenge to effective co-ordination. 
Large schools tend to have a greater level of permeation. It is not clear
why this should be so, but many ITCs indicate ‘timetabling’ or
‘rooms’ as concerns for the future, and it is likely that larger schools
have insufficient IT rooms to schedule discrete lessons. Furthermore,
the shortage of specialist IT teachers consistently highlighted by
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reports of school inspections (Her Majesty’s Inspectorate, 1992) and
confirmed by our survey (Kennewell, 1996) may also be a barrier to
scheduling specialist lessons. Smaller schools tended to identify more
problems with system maintenance, but this may merely reflect the
fact that the ITC in a small school is less likely to have the support of
a technician and anyway has fewer colleagues to co-ordinate and train.
Whilst co-ordination was most commonly identified as a current diffi-
culty, it was the lack of adequate resources which was identified by the
greatest number of ITCs when considering concerns for the future.
The most common problem was the need for upgrading resources, and
it appears that the steadily growing number of computers in schools
hides an increasing problem of out-of-date equipment which makes
high demands for system maintenance whilst offering only limited
scope for pupils’ IT capability development. The responses concerning
the value of published articles indicate that co-ordinators are more
interested in software than hardware; however, hardware was listed
more frequently than software as a concern, and co-ordinators fear that
the current hardware will not be adequate in future to run the desired
software. The incompatibility of equipment is also identified as a
concern by many; the figures for purchase of new computers show
clearly the switch from British Acorn RISCOS computers to Windows
systems, and there are concerns from those using Apple Macs about
the future availability of these.
Even the best sources of professional development available to ITCs
are rated only at the middle of the scale by those who use them, and
many ITCs did not use the full range of sources. Single publications
were seen as more useful than periodicals, and personal contact with
colleagues in other schools or with LEA advisory staff was also
relatively highly rated. Forms of support concerned with practical
issues were far more highly rated than the more academic forms. In
general, those expressing concerns for the future saw the support
available to them as more valuable than those who did not. Some of
those who did not express concern may be self-sufficient experts who
are confident in the prospects for the future, but many others may be
pre-occupied by immediate pressures and remain unaware of their
needs for development.
Different types of school tend to turn to different sources of support,
and it is not surprising that LEA-based services are predominantly
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associated with LEA maintained schools, despite the more commercial
orientation which LEA services have had to adopt. Our results serve to
confirm Wright & Bottery’s (1996) findings concerning the lack of a
true market for INSET services. It is noticeable that GM schools give
higher ratings generally to sources of support, perhaps because they
have had to take more initiative in seeking support since leaving LEA
control. They may also be in a better position financially to seek
support which is specific to their needs.
Some ITCs place greater emphasis on curriculum advice, others on
resource advice, and these interests are broadly in line with their
concerns. It is not clear whether these biases stem from stable
attitudes, or from the priorities which ITCs currently perceive; further
study of this aspect is needed. The interest in practical matters is
further highlighted by the responses concerning articles and meetings.
Although this is not surprising in the light of the pressures and
concerns expressed by ITCs, it may represent very short-term thinking
on the part of ITCs whom headteachers should encourage to think at a
more long-term, strategic level (Ofsted, 1995). 
To summarise our conclusions:
x In many schools, the shortage of resources and the age of equipment

makes the work of the teacher responsible for IT difficult.
x Keeping equipment running from day to day is seen as a necessity,

whereas curriculum matters are less pressing.
x Policies of permeating IT throughout the curriculum pose particular

difficulties in ensuring that pupils develop IT concepts and skills, and
these challenges conflict with simultaneous demands for teaching
specialist lessons.

x Because of their workload, many ITCs see the professional development
of colleagues as a problem rather than an opportunity.

x ITCs are primarily concerned with practical matters, and rate highly the
types of article and types of meeting which provide ideas for the
classroom.

x Assistance with helping to teach IT through other subjects is the highest
priority at present, although there is considerable interest in ideas for
teaching IT as a subject itself.

x The needs of ITCs vary according to the size and type of school, as well as
their roles and interests.

x Many ITCs do not place great value on the sources of professional
development available to them, and those who value one source of
professional development tend to value other sources as well.
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x Colleagues in other schools are seen as the best sources of support and
advice.

Implications

Supporting the Use of IT across the Curriculum. Selwood & Jenkinson’s
(1995) survey of ITCs found considerable dissatisfaction with the ability of
other subjects to provide teaching of relevant IT concepts, and our more
recent survey confirms this. However, the Department for Education and
Employment’s (1997) survey indicated that 63% of secondary school
teachers felt confident in their use of IT with pupils (based on estimates by
their Heads of Department), which suggests that there is a large hurdle to be
surmounted if teachers are to progress from using IT in the classroom to
developing pupils’ IT capability.
In another study (Williams & Moss, 1993) teachers indicated a strong
preference for training from their IT co-ordinator, rather than from
specialists external to the school. But many teachers perceive subject-
specific barriers to effective exploitation of IT (Pelgrum & Plomp,
1991; Kennewell, 1997), and it is hard for co-ordinators, who lack
appropriate knowledge of content and pedagogy in other subjects, to
overcome those barriers. This is particularly the case for 14-16 year
old pupils: it is hard to integrate the more advanced IT skills expected
at this stage into subjects with their own demanding syllabuses.
Some school inspection reports have noted that results are unsatisfac-
tory when schools plan to teach IT in a fully permeated fashion, yet
other reports comment unfavourably on the limited use of IT in other
subjects (Bowen, 1995). A mixed delivery model is thus clearly
favoured by inspectors, and this is reflected in the recommendations of
government advisors (such as Dearing, 1994). In due course, these
intentions may reverse the tendency which we have found for polarisa-
tion towards the extremes of permeation or separation of IT delivery.

Appropriate Use of Time. It is also clear that ITCs see ever more powerful
and easy-to-use computer systems coming on to the market, but are expected
to use non-teaching time to keep old and idiosyncratic equipment running
rather than to update their knowledge of new resources. Many schools now
have a variety of makes of computer, some with different operating systems,
and ITCs are under pressure to train other staff on unfamiliar computer
systems whilst attempting to update their own knowledge. ITCs have less
than four hours per week, on average, to support and co-ordinate IT, and
much of this may be taken up with relatively technical matters. There is still
a degree of ‘firefighting’ in the nature of support for IT in schools which
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may inhibit ITCs from conceptualising the place of IT either as an element of
the curriculum in its own right or as a means of improving teaching and
learning generally.

Professional Development for ITCs. There are thus a number of
implications for providers of initial and in-service training, and it is helpful
to set these in a developmental perspective. When the IT in Schools
Initiative (ITIS) was introduced in 1988, the United Kingdom government’s
Microelectronics Education in Schools Unit was used to co-ordinate a
nationwide program of courses for advisory teachers, who were 60% funded
by central Government and 40% LEA funded. The impact of ITIS is well
documented in two reports from Her Majesty’s Inspectorate (Her Majesty’s
Inspectorate, 1992; Ofsted, 1994). The initiative ‘has been one of the most
sustained and successful initiatives in education over the last decade’
(Ofsted, 1994: para. 44) but ‘In spite of this positive impact, few schools
seemed able to develop their use of IT and pupil’s IT capability without
further support.’ (Ofsted, 1994, p. 4). Unfortunately this ‘continued support’
declined as a result of changes in central Government funding arrangements
and the inability of LEAs to finance so many advisory teachers when their
funds for central support services were reduced as a result of the 1988
Education Reform Act. Numbers of advisory teachers funded through the
ITIS declined from 670 in 1988 to 300 in 1992 (Selwood & Allen, 1992).
This reduction in LEA support is reflected in our finding that only
68% of ITCs were using such services, yet they were still amongst the
highest rated of sources. Of the possible alternatives for providing
courses and personal advice, neither independent consultants nor
higher education institutions have been able to meet the needs of ITCs,
and colleagues in other schools are much more extensively used and
more highly valued as sources of support and advice. Many respon-
dents also highlighted the value of advice from equipment and
software vendors. The Department for Education and Employment’s
(1997) survey asked about this source specifically, and found that such
commercial suppliers were the most widely used of all sources. It
seems likely that most of such advice was given as a response to
specific enquiries, and this is clearly an important element of any
scheme which aims to meet the needs of ITCs.

Collaboration Amongst Support Providers. The lack of a true market for
INSET and the prevalence of ad hoc solutions to isolated problems suggests
that greater collaboration locally amongst potential support providers, LEA
advisory staff and ITCs would improve the suitability of overall provision.
Partnerships already exist between many schools and higher education
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institutions for the provision of initial teacher training. Many schools still
have contractual arrangements for support from local IT centres. It would be
sensible to build on these existing relationships, and the role of school
heads in bringing this about is important. Many ITCs indicated a concern
that senior managers in their schools were not interested in IT and did not
understand the role of the co-ordinator. Ofsted (1995) have identified that
‘effective co-ordination of IT in a secondary school happens where: – there is
serious commitment from school management to make co-ordination work
...’ (p. 5). Furthermore, Owen (1992) finds that ITCs have low status in
schools’ management hierarchy, which limits their ability to effect change.
The involvement of senior management of schools in discussions concerning
professional development for ITCs will be important in ensuring that the
training and support leads to improved IT teaching in schools.

Collaboration in Research. The relative lack of concern over the specialist
teaching of IT suggests that a satisfactory IT pedagogy has been established
by individual teachers. Indeed, formal inspections have reported that about
75% of IT lessons demonstrate teaching quality and standards of attainment
which are satisfactory or better (Ofsted, 1995). However, Ofsted note that
this level is rather less than the average for all other subjects. This should
not be surprising; after all, the field of IT teaching is immature, and does not
yet possess a published body of pedagogical theory. Newcomers to the role
or to the profession thus have to rely on apprenticeship and trial-and-error
approaches. Such practical experience produces situated knowledge which
does not transfer without the conscious development of an overall
conceptual structure (Perkins & Salomon, 1989). Yet neither the academic
nor the professional literature contains much discussion concerning good
practice in the teaching of IT as a subject. There is thus a need for research
to collate and analyse the practitioner knowledge which is represented in
the planning and decision-making of successful teachers, and in the
methods, activities and resources which they employ in the classroom.
Support for this work might best be supported by local networks of teachers
together with HE academics experienced in research and having national
and international links.

Supporting the Pedagogical Application of IT. The major problem
recognised by ITCs concerns the application of IT in learning other subjects.
They seem to have some favourable factors supporting their action in this
respect; Wright & Bottery’s (1996) study indicated that schools ranked
‘school curriculum innovation’ and ‘subject updating’ as the highest of
pressures for INSET choice, and also that IT was ranked second out of all
the priorities for INSET. This study also noted the prevalence of 1-day
courses in current INSET provision, yet these can only be part of any
initiative to spread cross-curricular IT. The DfEE (1997) survey indicates that
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in most subject departments, fewer than one third of teachers had attended
more than one short in-service course. Furthermore, Ofsted (1995) found
that “there is much evidence that in-service training in IT which teachers
receive is provided in-house ...” (p. 15).
Again, partnerships are required to overcome the difficulties inherent
in this situation. The first partnership is between the ITC and the
subject teacher. The survey results indicated that ITCs were relatively
confident with classroom support for colleagues when pupils are using
IT, and that the difficulty arises when colleagues are expected to take
responsibility for IT in their classrooms. It is unrealistic to expect the
ITC to be confident with the pedagogical concepts specific to all
subjects, but he or she should be able to discuss general pedagogical
issues concerning the integration of IT, such as the management of
classes in a computer room, or the use of pupils’ motivation and perse-
verance with IT to facilitate more challenging and open-ended tasks.
The teachers within a department must develop their own pedagogical
content knowledge so as to integrate the use of IT (Kennewell, 1997),
and it may be helpful for teachers to carry out work with IT in their
subject away from the classroom, involving a partnership with an
external subject teaching expert from higher education or LEA
advisory staff, as well as support from the ITC in the classroom.

Providing for the Needs of ITCs. The long term professional development of
ITCs themselves must clearly cater for a variety of needs and interests, and a
flexible approach is required. The provision should not be a generic course
for middle managers or subject leaders, as the role of an ITC is unique and
their needs are idiosyncratic. For some, practical knowledge concerning
systems and their management is a priority; for others, help in negotiating
and collaborating with colleagues will be more appropriate. Some are
already keen to develop their theoretical knowledge, while the majority have
practical interests which they need to develop before they can be
encouraged to reflect on their work and seek patterns and generalisations.
Some are enthusiastic readers of professional literature, whilst others favour
personal contact with colleagues and advisors. There are further variations
according to size of school, the nature of curriculum implementation, and
the expectations of the ITC’s role within the school.
A traditional course would provide a standard package and would
require attendance by all for a lengthy period of time; whilst this
would have some value in establishing a network of colleagues who
know each other well, it is inappropriately disruptive to schools and
expensive for funding agencies. A viable alternative may involve
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occasional workshops and seminars in a teachers’ centre or university
base, together with a core of specialist material on the worldwide web
and the provision for participants of browsing, publishing, and e-mail
facilities with a closed discussion list as well as person-to-person
messaging. Such a ‘course’ could still be award-bearing for those ITCs
who are prepared to submit a range of specified work for assessment,
whilst also allowing a wide range of teachers to participate in those
aspects of the work which they find particularly relevant. It could
incorporate some generic material on curriculum management and
subject leadership, yet remain responsive to the particular concerns of
the IT specialist. It could enable all those with something to offer –
LEA advisors, university academics, independent consultants, subject
associations and resource suppliers – to contribute to the professional
development of ITCs.

Preparing Future ITCs. The recent expansion in England and Wales of
initial training for specialist teachers of IT may provide another way forward,
and we can draw some conclusions concerning programmes of initial
training for IT specialist teachers. There is evidence in the survey results to
suggest that progression in the role of the IT teacher is different from that
of other specialist subject teachers. Teaching IT as a subject is just the first
stage. Alongside the development of subject pedagogy, novice IT teachers
also need training in the provision of INSET and classroom support for
colleagues in the skills of operating IT resources. The role of managing
school IT resources is more complex, however, and may just be given brief
consideration in initial training. Full cross-curricular co-ordination of IT is a
managerial as well as an advanced pedagogical skill, and is a challenge
appropriate for teachers with some years’ experience of reflective teaching
with IT.

to prepare beginning teachers, it is not clear how such training may be
implemented effectively. Experienced IT co-ordinators have a vital

ITCs are the
-

ties concerning curriculum and resources. Initial teacher education

new models of mentoring
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