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Introduction

One of the most important things to remember about human development is that our personal view of the world is completely unique. Our view of the world is filtered by who we are, where we come from and what we believe in. Thus, although we might be looking at the same thing as others are looking at, we will see something different to what they do, and although we might listen to something that is being listened to by others, we will hear something different from them. In the classroom, what this means is that every time a teacher says something, it is likely that there are 20 or more different perceptions of what has been said. In the school, every time the school leader makes a decision, there will be multiple views of what happened and why.

There is a perception, held by some, that teacher education is not delivering the quality of teachers that are required for this rapidly changing world. Teacher education is facing a number of tensions as pressures have come from many quarters in the last decade, with perhaps the most intense focus being on the issue of teacher quality. This call for an improvement in the quality of teachers is welcomed by many, but there are inherent dangers too. Cochran-Smith (2004a, p. 3) writes:

Over the past several years, a new consensus has emerged that teacher quality is one of the most, if not the most, significant factor in students’ achievement and educational improvement. In a certain sense, of course, this is good news, which simply affirms what most educators have believed for years: teachers’ work is important in students’ achievement and in their life chances. In another sense, however, this conclusion is problematic, even dangerous. When teacher quality is unequivocally identified as the primary factor that accounts for differences in student learning, some policy makers and citizens may infer that individual teachers alone are responsible for the successes and failures of the educational system despite the mitigation of social and cultural contexts, support provided for teachers’ ongoing development, the historical failure of the system to serve particular groups, the disparate resources devoted to education across schools and school systems, and the match or mismatch of school and community expectations and values. Influenced by the new consensus about teacher quality, some constituencies may infer that “teachers teaching better” is the panacea for disparities in school achievement and thus conclude that everybody else is off the hook for addressing the structural inequalities and differential power relations that permeate our nation’s schools.

The issue of increasingly varied demographic conditions that have led to students from all over the world being in a single classroom, with the associated need for teachers to deal with multiculturalism, whether they like it or not, has created a new complexity not faced by most teachers a decade or so ago. Teacher shortages in some parts of the world has led to the possibility of teachers moving from one country to another as the demand for teachers and associated wage rates make teaching a market unlike we have experienced before.  As teachers increasingly are blamed for lack of student performance, as politicians choose to offset any responsibility they have for the conditions under which teacher work, so too, teacher educators are targeted as being one of the problems associated with what is perceived to be low levels of student achievement. 

These and other dilemmas for teacher education institutions and teacher educators open up the opportunity for a detailed analysis of a number of major issues using data collected from around the world. The key issues of globalization versus diversity, the need for high quality pre-service programs, for well managed and supported integration of new teachers into the teaching force and ongoing professional development for that workforce, lead to two of the major factors that will impinge on the teaching profession in the future; the need for the teacher to become a consistent, reflective practitioner and the need to use rapidly developing technologies, both ICT and other learning technologies, in an increasingly effective manner, to promote high quality student learning for all students. 

It is a fairly trying time for teacher educators, as well as for anyone else in education. In many western countries, governments are now thinking that the cost of educating their populations should be lowered at the same time as they expect school administrators, teachers, and teacher educators, to do much more, in more difficult circumstances, than they have ever done before. This has been translated by government as the need to have 'highly qualified teachers' in front of every classroom. US Secretary of Education, Margaret Spellings, in her 2005 report on teacher quality argued the focus should be on:

...the essential principles for building outstanding teacher preparation programs in the 21st century and ... on the critical teaching skills all teachers must learn. In particular, all teacher preparation programs must provide teachers with solid and current content knowledge and essential skills. These include the abilities to use research-based methods appropriate for their content expertise; to teach diverse learners and to teach in high-need schools; and to use data to make informed instructional decisions. Successful and promising strategies for promoting these skills include making teacher education a university-wide commitment; strengthening, broadening, and integrating field experience throughout the preparation program; strengthening partnerships; and creating quality mentoring and support programs.






(Spellings, 2005, p. iii)

Each of these strategies involves the necessity of doing things differently than how they were done in the past. Typically, Colleges of Education are seen as being at the bottom of the totem pole in universities, with some disciplines arguing that Teacher Education shouldn’t even be there in the first place. 

As well, comparatively recent research activity, now called the school effectiveness movement, has tried to show that schools can and do make a difference, as a refutation of the earlier work by Coleman and others in the 1960s which concluded:

Schools bring little influence to bear on a child’s achievement that is independent of his background and general social context.






(Coleman, et al, 1966, p. 325)

However, the school effectiveness research has been a double-edged sword. As Reynolds has argued, the school effectiveness research has had the positive effect of ‘helping to destroy the belief that schools can do nothing to change the society around them… and the myth that the influence of the family is so strong on children’s development that they are unable to be affected by school’ (Reynolds, 1994, p. 2), but he also argues that it has had the negative effect of ‘creating the widespread, popular view that schools do not just make a difference, but that they make all the difference’ (Reynolds, 1994, p. 2).

This fairly new expectation that every student can and will be educated to high levels of achievement, as typified by the No Child Left Behind Act in the USA, has been made more difficult by a government that chooses to spend less on all forms of education than previously. Although nearly 60% of Americans indicated they would vote for a presidential candidate with a strong focus on public education and who would funnel more resources into education (Public Education, 2004), in February 2005, President Bush called for almost a 10% cut in education funding for the 2005-06 year, which would have seen the elimination of 48 programs (AACTE Briefs, March 21, 2005).  

The challenge is even greater when one looks at student achievement historically in the United States. For almost thirty years, the percentage of students who achieve proficiency has remained at approximately 30%. To imply that teachers, and teacher educators, can somehow increase this percentage to 100% or somewhere close to it, with less funding at the classroom level and less public support for the profession than ever before suggests that No Child Left Behind might simply be another slogan to disguise a chronic and perhaps unmovable level of underperformance. One might ask why the richest country in the world, one that could put man on the moon, when it put its mind to it, fails to educate nearly seventy percent of its people? One possible answer is that, as a community, it chooses not to. A commitment to address the real social issues that support underachievement in school would have far greater implications than any new slogan might have.

Instead, there have been reports in some parts of the world that suggest that teachers are not well trained. Much of the criticism has been directed at the training institutions.

Schools of Education …are neither preparing teachers adequately to use the concrete findings of the best research in education, nor are they providing their students with a thoughtful and academically rich background in the fundamentals of what it means to be an outstanding educator.






(Steiner and Rozen, 2003, np)

Comments such as these have led to a lowering of status for teachers and, in many cases, an unwillingness on the part of young people to enter the profession. To try and overcome this, alternative ways of certifying teachers has emerged. The 2003 Report to Congress by then Secretary Rod Paige (see www.title2.org), indicated the Bush government's commitment to 'raising the academic standards for teachers while lowering the barriers that are keeping many talented people out of the teaching profession' and the response to this has been twofold. First there has been a push to increase the responsibility on Colleges of Education to improve what they do, and this has been accompanied by more focused attention on certain areas (such as Reading) and much higher standards of accreditation. Governments raised the expectations about the level of ability required by graduates of teacher education institutions, to the extent that in some places, laws have been passed that hold Colleges of Education responsible for the achievement of the students that their graduates teach, regardless of the conditions under which they work in the field. If a principal complains that a new teacher is not as good as they require, the College of Education must undertake at their cost, the remedial activity requested.

At the same time, many governments, because of the shortage of teachers available, are setting up alternative methods for people to enter the teaching force. Some of these alternative programs involve very little, if any, academic training in the practice of pedagogy. Temporary Certification is handed out to almost anyone with a degree and a willingness to do the job. Thus at a time when teacher education institutions are being held accountable for their graduates, other people who may not have any training at all are being encouraged to become teachers. If this is not a contradiction, we are not sure what is.

David Imig, former President of the American Association of Colleges of Teacher Education, interpreted this as meaning 'increasing prospective teachers' content knowledge while lowering requirements in pedagogy or teacher education' (Imig, 2004, p.2). This has brought about the situation where people who have an undergraduate degree in 'one of the so-called core subjects' (Ibid, p. 2) are given a fast-track alternative program to get them into the front of the classrooms as soon as possible. What is being said here is that anyone who has the content knowledge can become a teacher. It suggests that there is only minimal inherent training required to teach. This has led to the position where 'instead of investing in traditional preparation, the government will continue to invest millions in alternative certification and in studies that might show the success of alternative efforts' (Ibid, p. 2).

This move to alternative certification closely parallels the move towards charter schools as the chosen mechanism for improving public education in the US. Here, schools are given the choice to opt out of the system and become determine their own course and future. The No Child Left Behind website (http://www.ed.gov/nclb/landing.jhtml?src=pb) is instructive in that it is, in effect, an advertising mechanism for charter schools. Yet all of the evidence suggests that charter schools, by and large, are no more nor less successful than are public schools. As in the public school system, the demographics of the students, the passion and ability of the teachers and the pressure of the parents will lead to the outcomes the school has. In some cases, charter schools have improved student achievement, in some cases they have got worse, but in most cases the results are similar to what they were previously. One might argue, that since the parents had made the decision to remove their child from the public school system, that the level of parental pressure in a charter school would be higher than that in a comparative public school. If this was so, then charter schools should make a difference. When they didn't, the government conveniently changed the argument for having charter schools from one related to quality to one related to choice.

However, we would argue that such moves, at both the school and College of Education level are based on at least a simplistic view, if not on completely misguided perceptions, of the real world. A similar thing applies to comments being made about education systems. There are a number of people who suggest that something is wrong. Quotes by some eminent people suggest that schools need to change and that change is long overdue. Peter Drucker suggests that the young people of today cannot even understand the world that most of us grew up in. He argued (1993: 209) that ‘No other institution faces challenges as radical as those that will transform the school’.
Gerstner et al (1994: 3) argued:


...this one most vital area of our national life -public education - has not undergone the process of revitalising change.  In our economic and social life we expect change, but in the public schools we have clung tenaciously to the ideas and techniques of earlier decades and even previous centuries.

Hargreaves (1994: 43-44) suggested that:


Schools are still modelled on a curious mix of the factory, the asylum and the prison... We are glad to see the end of the traditional factory; why should we expect the school modelled on it to be welcome to children?

David Hood (1998:3) argued that there had been little substantial change in the way schools went about their business for some time:

Structurally the curriculum is much the same as it has been for the last 50 years, as is how teachers approach the curriculum. Students are still divided into classes of about the same number, primarily based on age. The day is rigidly fixed within specific timeframes and divided by inflexible timetables. Teachers teach subjects, and front up each hour to a different group of students. Classrooms are designed and used as they were 50 years ago, even though the décor might have changed. Assessment of learning is still dominated by national external examinations.

However we could equally well argue that the past twenty or so years have seen as much or more change in public education than have occurred since education was first formalised. From another perspective, we can see how much we have learned in a broader sense. The change to the new millennium was an interesting time, for it gave us the opportunity to not only review the progress that has occurred in the last decade, but also provides us with that broader perspective of what has happened in the 1900s and even progress through the whole millennium. Education has played a central role in shaping the events of the millennium, so it is of value for us to do such a review for education, and its most physical of manifestations, the school.

If we take a step backwards we can look at the progress made in education over the course of the second millennium. Then we can not only see the giant strides that have been taken in that time, but we can also see some trends that might help us to chart the way forward. For instance, it is possible to look at the progress of education in various ways. First, we might consider the focus of education at various times during the millennium. This provides us with an understanding of the purpose of education and who was involved in its development and delivery. Second, over the course of the millennium, education not only changed in terms of its focus, but also in terms of its scope. The scope of education provides us with an understanding of how far education reached in terms of its effectiveness and delivery. 

In the year 1000, the focus of education was firmly on the individual. Education was for the aristocracy, as a means of maintaining their position of power and privilege. Those who had the good fortune to be involved in education were being trained to be ‘good’ individuals with the hope and understanding that they would be leaders within a community of uneducated peasants. It could be argued that this was a society where some were ‘born to rule.’ Beare (1998: 4-5) describes this as the ‘pre-industrial metaphor’ for education. They were taught individually or in small groups, by tutors or specialist teachers. In terms of the scope of education, we could argue that, at the start of the second millennium few people received any education at all and only a handful received what today might be considered to be an effective education. One could argue that these conditions lasted for the most of the millennium, certainly until well into the 1800s.

By around the 1850s, community pressure was being exerted in many countries to provide a ‘universal’ education. This started to occur in the last half of the last century, and it could be argued that the development of formal education, particularly in Europe, closely followed the demise of child labor in those countries. As the age of young people who could work in the factories or the mines was raised, there were more and more young people running around the industrial towns unsupervised, and sometimes causing trouble, whilst their parents worked. The response was to put children into a school and give them a basic education until they reached the age of employment. Beare (1998: 5-6) calls this ‘the industrial metaphor’ where ‘the factory-production metaphor [was] applied to schooling’. 

By the start of the 1900s, the focus of education had changed from the development of the individual to the development of communities. This manifested itself in different ways, with state or provincial systems in some countries, school districts in other countries and local education authorities in others. The task of education was more than the development of individuals, but to consider whole communities, and people were placed in their rightful place in the community on the basis of the level of education they had obtained. Those who were considered as suitable for work in factories or fields were given a basic education and left school as soon as they were able. Those who became the artisans were given specialist training in their art or craft. Those who were to become the creators and thinkers were given higher level education and those who were to be the bosses and aristocrats were still given an education in schools separated from the masses, schools that have now become part of the burgeoning private school system. By the start of the 20th century, most people received some education, but only some received what today might be called an effective education. This focus and scope of education lasted for the best part of the twentieth century. 

By around the 1980s, there was an emerging global economy, and technological development that changed the face of communication and knowledge exchange. Things changed quite dramatically in terms of the world balance of power. Western countries that had previously dominated the world economy and had been able to generate vast amounts of money by trading commodities such as food, wool and mineral resources to the underdeveloped countries in the east were now finding that these countries were able to use those commodities to manufacture products far cheaper than could the west, where hourly rates were up to twenty or thirty times higher than in the east. The east was now selling a range of goods from clothing, to cars to computers, back to the west and were making vast amounts of money themselves. Countries such as the USA, the UK and Australia were now finding themselves spending more money importing goods that they made exporting commodities. Underlying this change in the world economic balance was the development and use of new technology that demanded a strong basic education for all people working in these industries. The new issue of measuring academic achievement internationally found that, in many instances, students in the east were out-performing those in the west.

Around this time, the focus of education shifted again, from the local to the national, as various countries in the west distributed reports that linked the quality of education that students received with global economic supremacy, so the focus of education moved towards one that saw education as fulfilling national goals rather than providing for either the individual student or local communities. New terms echoed around the world; national goals, national curriculum, national standards, national testing became the watchwords for a new look at education. Curricula were streamlined so that most time was spent on those areas that supported the national economic goals. Literacy, numeracy, vocational education and technology became the buzz-words of the decade and subjects not closely linked to the economy went into decline. The arts, music, history, geography and physical development were left largely to individual schools, parents or students that wished to pursue them. We could describe this as the ‘post-industrial metaphor’ described by Beare (1998: 9-13), where he argues that ‘enterprise’ has become ‘the favoured way of explaining how education operates’.

The scope of education also shifted. Governments and education systems argued that all students needed to succeed, but the evidence from national literacy testing programs in Australia and from projects such as Goals 2000 in the United States indicates that we are still falling short of that goal. However, as we approach the end of the 1990s we can now say that all people get some education and that most of them have received a fairly effective education. Most students now complete school, both government and non-government schools are attended by people from all walks of life and are supported by public funding, and many students are either enrolled in higher education or employed fairly soon after school is completed.

So over the course of the millennium, the focus of education has changed from individual goals through local goals to national goals and the scope of education has moved from few people with any education at all to most people having a pretty effective education. We now have to ask ourselves, what challenges lie ahead? This challenge has been characterised (Townsend, 1998: 248) as:

We have conquered the challenge of moving from a quality education system for a few people to having a quality education system for most people. Our challenge now is to move from having a quality education system for most people to having a quality education system for all people. 

If we tabulate the changes that have happened over the second millennium as argued above, then the next major shift becomes obvious. If we look at the dominant trends in our societies these days, technology, the global economy, rapid international communication and the environment, then these trends are international or global. Now, economic problems in Asia create problems for farmers and manufacturers in Australia and America, the polluted skies of Eastern Europe have created an ozone hole over Australia, environmental decisions of the large industrialised countries threaten to flood whole countries in the South Pacific, and conflicts in Europe and Africa become headline news in other countries. The bird flu virus is an international event, no longer contained within the borders of a single country, or even continent.

Despite the rapid changes that have occurred in education over the past decade, the focus and scope of education must change once again. As far back as 1981 Minzey (1981) argued, that previous educational reform had been similar to rearranging the toys in the toy box, when what we really needed was a whole new box. This claim would still be true today. 

It is obvious that the next major focus for education is the move from the national, where each country defines its own education goals and how it offers them to its students, to an international or global focus, where issues that affect us all, literacy, health, the environment, welfare and wealth, are tackled at the global level. This is tabulated in the figure below.

	Period
	Focus of delivery
	Those effectively educated

	1000-1870 AD
	individual
	Few People

	1870-1980 AD
	Local
	Some people

	1980-2000 AD
	National
	Many People

	From 2000 AD
	Global
	All People


If we are to add to Beare’s (1998) metaphors for education, we might suggest that we have moved through the pre-industrial, post-industrial and enterprise metaphors to one that in the future will emphasise community. Here, the recognition is that for true education to occur, we cannot have education for the few who are rich and privileged (pre-industrial), we cannot see schools as factories (post-industrial) or businesses (enterprise), but must see education as a community experience, where people work together for the betterment of themselves, each other and the community as a whole. To do this the focus must become global. All people must succeed.

Interestingly enough, to have a global focus, every person on the globe must have the skills and attitudes necessary to take us to the next level of development. Thus to really embrace a global perspective, we must again focus on the individual. The wheel has come a full circle, with the difference this time being that the scope now must be all people rather than just a few. Back in the 1970s the community education movement exhorted that we 'Think Globally and Act Locally', but it is now obvious that we can no longer take such a narrow focus. Perhaps the catchcry for Third Millennium Schools will be to 'Think and Act both Locally and Globally'. 

What have we learned from the research?

In the past few years, we have learned a huge amount about learning and teaching and how to maximise both. In a previous paper (Townsend, 1999) I argued that, within this changing view of education, many schools still have characteristics that reflect ways of thinking from a less hectic time, where technology took decades rather than months to move from one level to the next, where society had the time and resources to provide a range of community services (health, education, welfare) at little or no cost to the recipient and where the same curriculum could go on for years before a change was needed. It is quite clear that the reform activity over the past few years, together with other social changes involving technology, globalisation, the economy and employment have led to new ways of thinking about education (Townsend, Clarke and Ainscow, 1999). We now accept the concept of lifelong learning; we now understand that school is only one avenue to an education; we now recognise the impact that technology has had on ways of learning, and so on. 

We have learned that schools can be judged in a number of ways. First, it can be argued that the search for a world class school is a world-wide activity. Governments and education systems around the world are searching for the elusive formula that will guarantee the effectiveness of schools across the whole system. The Hong Kong government, for instance, has identified a series of factors that are associated with high quality schooling. They are:

· a clear vision, underpinned by a set of values which will guide its policies, procedures and practices;

· a strong focus on the student outcomes to improve both curriculum and teaching practices;

· a professional learning community which adopts knowledge-based practices based on continuous self-evaluation in the pursuit of excellence;

· a strong alliance of stakeholders, including parents, teachers and community members, working in partnership to develop the potential of each and every student to the fullest extent; and

· school management which is open, transparent and publicly accountable for its educational achievements and proper use of public funds.
(Hong Kong School Based Management Consultation Document, 1999)
What we have learned is that schools can be judged in a number of ways. We can talk about schools as being effective or being ineffective, as improving or not improving. Stoll and Fink (1998) have characterised what we might identify as the two dimensions for judging the performance of schools, whether they are effective or ineffective and whether they are improving or declining. Stoll (1997: 9-10) characterises schools in the following way:

The moving school (effective and improving) is not only effective in ‘value added’ terms but people within it are also actively working together to respond to their changing context and keep developing...

The cruising school (effective but declining) is perceived as effective, or at least more than satisfactory, by teachers and the school’s community. It has a carefully constructed camouflage...it is usually located in a more affluent area where students achieve in spite of teaching quality...

The strolling school is neither particularly effective nor ineffective. It is moving towards some kind of school improvement but at an inadequate rate to cope with the pace of change which therefore threatens to overrun its efforts...

The sinking school (ineffective and declining) is a failing school. It is not only ineffective; the staff, whether through apathy or ignorance, are not prepared or able to change...

While the struggling school (ineffective, but improving) is ineffective because its current pupil outcomes and school and classroom processes need attention, it is aware of this, and expends considerable energy to improve.
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The difficulty with this characterisation is that schools might be moving for some things and cruising or strolling for others. So it is important, when diagnosing a school’s current performance, to look at as many issues as possible. Some of these might include:

· Student engagement






· Student achievement 

· Breadth of Curriculum






· Student welfare






· Discipline






· Parent involvement






· Pastoral care






· Teacher welfare






· Staff communication






· Parent communication






· Student leadership






· Learning technologies






· Staff-student relationships






· Teacher-administration relationship






· Staff involvement






· Professional Development






· Extra Curricular activities






· Staff morale






…and so on.

What really changes student learning?
Wang, M.C., Haertel, G.D. and Walberg, H.J. (1993/1994, Educational Leadership, pp 74-79) analyzed 179 chapters, conducted 91 research syntheses, interviewed 61 educational researchers, considered 11,000 findings related to student learning. They identified 28 areas grouped into 6 categories:
· Student Aptitude





· Classroom Instruction/Climate



· Context






· Program Design





· School Organization




· State/District Characteristics



The following specific characteristics are listed in order of their importance to student learning:
1.   Classroom Management
2.   Metacognitive processes

3.   Cognitive processes

4.   Home Environment/Parental 

      Support

5.   Student/Teacher social interactions

6.   Social/behavioural attributes

7.   Motivational/Affective attributes

8.   Peer Group

9.   Quantity of Instruction

10. School Culture

11. Classroom Climate

12. Classroom Instruction

13. Curriculum Design
14. Academic Interactions

15. Classroom Assessment

16. Community Influences

17. Psychomotor skills

18. Teacher/Administrator 

      Decision Making

20. Parent Involvement Policy

21. Classroom Implementation 

      and Support

22. Student demographics

23. Out of Class Time

24. Program Demographics

25. School Demographics

26. State Level Policies

27. School Policies

28. District Demographics

If we look at the top five elements that contribute to student learning, it becomes obvious that it is what happens in the classroom and the home that is critical to an individual student reaching their potential. The student’s ability to learn, the way in which the classroom is organized and managed and the relationships between student, teacher and parent are the keys to learning. 
In contrast things such as student demographics (22) state (26) and school (27) policies have limited impact on learning. This suggests that the ability to learn is universal and is similar in people from various cultural and socio-economic backgrounds. However, what is learned is the distinguishing feature of success in school. Thus, there is a mismatch between what is being taught and what is being learned rather than there being some students who ‘cannot learn’.

The past decade has seen massive changes at the state and school levels by various restructuring activities, but few that have tried to change what happens in classrooms. Yet as Ashenden (1994: 13) argues:

The greatest single weakness in these reforms is that they stop at the classroom door. The classroom is the student’s workplace. It is, in essence, a 19th-century workplace - much more humane and interesting but recognisably the same place. It is an inefficient and inequitable producer of the old basics and simply incompatible with the new.

If we are concerned about helping students to learn then, there are three major issues for educators. The first is having an appropriate curriculum for a rapidly changing world, the second is to engage every student in this curriculum and the third is to enable the student to build a positive relationship to learning, so that they can become a lifelong learner. 
In some respects it is building a positive relationship to learning that is most important, after all, students will spend less than 3% of their lifetime in school. It might also be argued that under the current system of accountability, with structured curriculum based on specific standards and the continuous testing of student knowledge of that curriculum, that building a positive relationship to learning is the thing we spend the least time on.
The global curriculum at the local level
We wonder why many young people fail to see the relevance of what they are taught, why they become difficult to teach and why they drop out. The truth of the matter is that students are not any more or less involved with the curriculum than their parents were. The curriculum of today is perhaps no more or less relevant than it was when their parents went to school, but in their parents’ time people were able to get jobs that didn’t require high qualifications; jobs in banks, in factories, on the land. Now those jobs are limited or non-existent and the jobs that are available to those who drop out have very limited economic earning potential.
Perhaps it is time for us to refocus our attention as to what the curriculum is intended to do. For someone like me, who has been lucky enough to see education systems in operation all around the world, similar curriculum offerings happen everywhere. Thus the curriculum in Australia is similar to perhaps 90% of subject areas in the curriculum in China, in South Africa, in the USA, the UK and Fiji. Not only is it similar now, but it always has been. Michael Barber in the United Kingdom has argued that if we replaced technology studies in the curriculum of today with classical studies, then the curriculum of 1900 and 2000 would seem almost the same.

For more than a hundred years the curriculum content has been the main subject of discussion. Now I think we are beginning to understand that, if we are to make every student a success, then the student should be the subject of our efforts rather than the object of our efforts and we have to match our teaching and our curriculum to their capabilities and needs. 
It would seem to me that perhaps we should consider having a curriculum that, for at least fifty per cent of the time, focuses on what makes us human, that is, the human skills that are common to people no matter where they live. Perhaps twenty per cent of the time the curriculum should focus on what makes us American, or Australian or Chinese, and for thirty per cent of the time focuses on the specific content that is important to us at the time. In other words, the first fifty per cent of the curriculum could be considered the global curriculum, because it would be equally relevant to students, no matter where they lived. Twenty per cent of the time would be spent on issues of relevance to us as a nation, our history, our geography, our political systems, which wouldn’t change much over time. Thirty per cent of our time would be spent on the content knowledge that helps us to become employable, that prepares us for university, and so on. This content would change as times change, with the introduction of computer studies being the perfect example. 
Thus we might have to review the content curriculum on a regular basis, the national curriculum perhaps once in a while and the global curriculum hardly ever. Currently, and in the past, schools have taught content, and hoped that the human skills have been developed. What I am proposing here is that we focus on the development of human skills and we use the content to frame this discussion.
In our book Global Classrooms: Strategies for Engaging Students in Third Millennium Schools (Townsend and Otero, 1999), George Otero and I discuss the starting point for such a global curriculum. We argue it should be what the curriculum hopes to provide in terms of student needs. Perhaps the best starting point is to consider the skills and attitudes that we want young people to have in our communities in the future. We argue that an education charter for the Third Millennium should be based upon four pillars: 

· Education for survival (once the whole curriculum, now the building block for everything else); 

· Understanding our place in the world (how my own particular talents can be developed and used); 

· Understanding community (how I and others are connected); and 

· Understanding our personal responsibility (understanding that being a member of the world community carries responsibilities as well as rights).

These four pillars join to create a new set of critical learning elements, a set of Third Millennium skills and attitudes. The following are a first go at trying to construct a list of elements that might help to form a new curriculum for the future. They are not meant to be all-encompassing because individual schools will need to design a program that suits their own circumstances. The four pillars might lead to a curriculum that includes:
Education for survival 

· Literacy and numeracy

· Technological capability

· Communication skills

· Planning and development capability

· Critical thinking skills

· Adaptability

Understanding our place in the world 

· Exchange of ideas

· Work experience and entrepreneurship

· Awareness and appreciation of cultures

· Social, emotional and physical development 

· Creative capability 

· Vision and open mindedness

· Awareness of one's choices

Understanding community 

· Teamwork capability

· Citizenship studies

· Community service

· Community education

· Global awareness and education

· Development of student assets

Understanding our personal responsibility 

· Commitment to personal growth through lifelong learning

· Development of a personal value system 

· Leadership capabilities

· Commitment to community and global development

· Commitment to personal and community health

We are not suggesting that the current curriculum be overturned or thrown out, but that teachers of the specific subject areas should consider how to develop the human skills while teaching their subject. The rationale is the argument that to improve student achievement in standardized tests, we have to spend less time focusing on the tests and more time focusing on increasing learning for the student. 
Student Engagement

We now know a great deal about learning and how teachers might need to behave to engage students. Increasing student engagement involves teachers increasing their knowledge about how students learn, and we now have many areas of knowledge that help us do that, for example, the various types of intelligence, such as emotional intelligence, (Goleman, 1995), spiritual intelligence (Zohar and Marshall, 2000) and multiple intelligence (Gardner et al., 1996) and the brain research. We also know that students will learn much better if they have their parents and the community actively supporting them and the schools in which they learn.
Increasing student engagement also involves changing our focus from curriculum to people. This refocusing means moving from the current situation where many students are isolated learners, learning the facts until the exam is over and then forgetting them forever, to becoming global self-regulated learners. Through engagement where students are helped to form concepts about the world, and through introspection, where they examine the values implicit in these concepts, they become ‘global-self regulated learners’ (Otero and Sparks, 2000), where instead of needing teachers, the students need someone able to help them construct their learning environment. 

Increasing student engagement involves teachers taking the time to communicate with young people. We know that effective communication is never easy in any arena of living. Yet we still act as though we believe that message sent is message received when it comes to classroom instruction. One of the most important things to remember about human development is that our personal view of the world is completely unique. Our view of the world is filtered by who we are, where we come from and what we believe in. Thus, although we might be looking at the same thing as others are looking at, we will see something different than what they do, and although we might listen to something that is being listened to by others, we will hear something different from them. In the classroom, this means that every time a teacher says something, it is likely that there are 20 or more different perceptions of what has been said. 

To engage every student means that we need to deal with multiple perspectives simultaneously and teachers need to establish relationships with students in ways that they have not done before. The Global Classroom (Townsend and Otero, 1999) identifies a series of activities where this might happen.

Positive relationships

There are some students who, no matter how hard teachers try, seem to be impossible to reach. Some students are identified as ‘good learners’ and others are considered to be ‘non-learners’. Yet there is no such thing as a non-learner, there are people who learn things that are different (sometimes in contradiction) to what teachers are teaching. 

The work of Randall Clinch with students who are struggling to succeed at school has been given a high level of national publicity in Australia. Put simply, the activity is aimed at developing a skill-driven process that empowers individuals to integrate their thinking, feeling and acting in order to lead productive and rewarding lives. In Clinch’s words, "the main skill I am endeavouring to develop in young people is the capacity to choose their own thoughts. Clarity of thought leads to peace and inner strength. What they do with this skill is up to them, but they are unlikely to find hope or any sense of future without it."  (Clinch, 2001)
The underlying assumptions revolve around the use of either habitual or intelligent behavior. Habitual behavior occurs when a person picks up the ‘vibes’ that he senses in the environment, then habitually responds in the same way that he has previously. It is a simple matter of stimulus-response without thought. The stimulus triggers our memories and our imagination, our memories of what happened in the past and our imagination of what might (or is likely to) happen in the future, based on that stimulus. The brain research tells us if we respond to a particular stimulus in a particular way, there is a greater tendency to do the same thing the next time that stimulus appears. We become habitually responsive. The emotional response to the stimulus depends on how we see ourselves and the world outside and this can become predominantly positive (optimist) or predominantly negative (pessimist). An optimistic student can deal with or withstand the infrequent negative things that happen, but a pessimistic student sees things as just one more issue sent to trouble them. 

However, with intelligent behaviour there has been a thoughtful response to the environment. In this instance, the student has been taught to reinterpret, or determine, the environment and the subsequent perceptions, emotions and actions, by asking appropriate questions that support and strengthen them, even in situations that might initially be interpreted as threatening. The Clinch process trains teachers and parents to develop intelligent behaviour in their students or children.

The issue of questioning is very important. Clinch argues that all our responses to the external world are determined by our two base level emotions, which he identifies as ‘love’ and ‘fear’. If we love something we respond in a completely different way than if we feared something. He argues all our important memories are available to use and are stored in two sets of filing cabinets, one that keeps all our positive memories which he identifies as ‘love’ and one that keeps all our negative memories which he calls ‘fear’. The questions we ask can unlock the filing cabinet and we can access those memories at will.  By asking the right questions we can create positive feelings, which are much more likely to elicit positive behavior. Clinch has developed and refined a process that can be used by teachers for whole classes. The process involves students spending some time considering a range of questions and discussing them with the teacher and with other students. 

Clinch argues that to make every student a learner we need to develop four concepts, learning, teacher, school and future. The concept of learning needs to be ‘the ability to gain knowledge and the ability to do something today I couldn’t do yesterday’. The concept of teacher becomes ‘someone who facilitates or shares the learning’. The concept of school is that of ‘a place of learning’. The concept of future is ‘something that hasn’t happened yet, but I am looking forward to’.

From competence to capability

If we accept the premise that to improve student achievement, changes must be made in curriculum, engagement and relationships, then perhaps the greatest task in the future is to manage the changes that are necessary in the hearts and minds of teachers, since it is here that true improvement in student learning lies. We must move individual teachers past competence and into a position of capability. Cairns (1998: 1) argued “Modern Teachers need to be developed as capable which is seen as moving ‘beyond’ initial competencies. The Capable Teacher is what we should be seeking to develop, encourage and honour as the hallmark of our profession.”
If capability can be defined as “having justified confidence in your ability to:

· take appropriate and effective action

· communicate effectively

· collaborate with others

· learn from experiences

in changing and unfamiliar circumstances.” (Stephenson, 1994), then the capable teacher is one that is “able to move beyond basic competence (knowledge and skills) towards a flexibility (coping with present twists and turns) and an adaptability (coping with uncertain futures) in a manner that demonstrates potential and professionalism.”(Cairns, 1998: 49)

Making teachers more flexible, adaptable and professional becomes a challenge for school leaders.  If the model for developing capable teachers is a combination of three intertwined elements:

· Ability (describes both competence and capacity)

· Values (the ideals that govern the use of ability)
· Self-efficacy (the way people judge their capability to carry out actions effectively)

the challenge becomes clear. To improve teachers’ abilities we need to focus our attention on their professional development, particularly in the areas identified above; to improve teachers’ values we need to focus on developing and passing on a notion of values and teacher professionalism; and to improve teachers’ self-efficacy we need to provide teachers with the ability to believe in themselves. 

To do this we need to provide what Southworth (2000) calls the nutrients for a productive teacher culture:
· being valued

· being encouraged

· being noticed

· being trusted

· being listened to

· being respected

In the current climate of accountability and blame we can have a tendency to ask ourselves the question “When was the last time I felt valued (or encouraged, or noticed etc)?” We feel that being valued is a hierarchical activity, where we need to be valued by someone in authority over us, like a principal, a superintendent or a school system. But we might also ask ourselves “When was the last time I valued someone else (or encouraged or noticed them)?” Feeling valued is not a hierarchical exercise as every person in an organization can value others.  If this happens, soon everyone feels more valued. 

Interestingly, a productive classroom requires exactly the same nutrients and we can ask ourselves similar questions, such as “When was the last time I valued (or encouraged or noticed them) the student who gives me the most difficulty?” Is this change in the relationships between people and their learning that might lead us in the right direction.
If this is so, the teacher education challenge is to develop teachers that can build a culture where teachers, parents, students and school leaders regularly encourage each other to believe in themselves. This can also be done by helping school leaders to establish an environment that suggests that the knowledge necessary to develop best practice teaching and learning already exists in this (and every other) school and that the trick is to find the key to unlocking that knowledge. Establishing activities that allow teachers to share what they do with others in a positive, supportive way, where people value and encourage everyone in the school, is the leader’s main responsibility in a rapidly changing, and increasingly complex environment. 
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