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INtRODUCtION

During the past couple of decades, the emergence 
of ICT and the Internet have contributed to trans-

forming how we organise and carry out our work, 
our shopping, our play and leisure activities, and 
our communication with friends and family. Even 
more important than these changes, at least for 
our argument, are the transformations of how 

ABStRACt

The authors discuss why it seems to be difficult to change educational practices in ways that put them 
in alignment with the competencies needed in a networked society and global economy. During the past 
decade most developed countries have invested heavily in improving education with ICT. However, these 
efforts’ effects have not met people’s high expectations. The authors provide insights into the complexi-
ties involved in changing institutional practices and argue that using new technologies to make learn-
ing and teaching active, innovative and productive must be cultivated over time. Furthermore, change 
requires a systemic perspective because multiple factors interact to determine what actually happens in 
classrooms. Teachers’ competencies are particularly crucial. Furthermore, ambitious plans setting out 
new goals for students’ learning need to be matched with assessment practices that assess the skills we 
want to develop in students.
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we organise, access and share information and 
knowledge. Obviously, these changes pose some 
very important challenges as to how we organise 
teaching and learning in schools. In this chapter, 
we discuss how national educational policy ad-
dresses these challenges and examine how schools 
as historical institutions in society have taken up 
and responded to these policies that deal with ICT’s 
implementation in teaching and learning.

The Norwegian Ministry of Education and 
Research (NMER) has invested quite extensively 
in implementing ICT in schools, particularly dur-
ing the past decade. The government has devised 
several national plans and put a significant amount 
of money into developing pedagogical practices 
and pupils’ ICT skills. Furthermore, the average 
pupil per computer ratio in Norwegian schools 
is very low. In most upper secondary schools, 
students even have access to their own laptop. 
Having said that, the uptake of ICT in schools and 
its effect on pupils’ learning have not met society’s 
high expectations (Arnseth, et al., 2007). Our aim 
is to discuss and provide some explanations for 
why this might be the case. Our main argument 
is that ICT’s introduction poses some challenges 
to institutionalised traditions of teaching, learn-
ing and managing knowledge, traditions that it 
is important to be aware of in order to integrate 
ICT into teaching and learning. These historically 
developed traditions for organising teaching and 
learning impact how we make sense of ICT and 
incorporate it into pedagogical practices.

There are several explanations for teachers’ 
reluctance to take up ICT and use it as part of 
their pedagogies. A particularly popular one 
seems to be that teachers and schools as institu-
tions are conservative and resist change. In our 
view, more interesting explanations than this one 
emerge if we zoom in on the interface between 
the abilities the technology makes available and 
the characteristics of teachers’ and learners’ actual 
practices (Arnseth & Ludvigsen, 2006). If we do 
this, we can come up with highly interesting and 

useful explanations of how teachers make sense 
of ICTs as learning tools.

However, how teachers can incorporate ICTs 
into their pedagogy to make learning better or 
more effective than it currently is is only half 
the story when it comes to national educational 
policy on ICT and education. Just as important 
as this issue are issues of how ICTs require and 
demand the development of new competencies 
and literacies, from technical skills to complex 
cognitive skills regarding, for instance, learners’ 
abilities to find, compare and evaluate informa-
tion on the Internet.

During the past five years, the issue of digital 
literacy or digital competencies, which is the term 
policy documents use, has become central to our 
national policy agenda. The remaining part of 
this chapter uses these two terms interchangeably. 
This refocusing of attention regarding ICT and 
education means that ICT is not just a means for 
making education effective or productive, even 
though the national agenda by no means excludes 
these issues. Instead, using, knowing about and 
making critical judgements about ICT applications 
and sites have become ends in their own right.

In Norway, digital literacy has become one of 
five generic skills and competencies that are to be 
implemented across the different subjects in the 
national curriculum. Despite this, the curriculum 
does not clearly define what digital literacy is, or 
how it should be elaborated, described and as-
sessed. There is also considerable room for teach-
ers to interpret how to elaborate and incorporate 
digital literacy into their pedagogical practice. In 
this chapter we discuss both how ICT is conceived 
with regard to pedagogies, that is, how teachers 
can use ICT as part of their strategies for teaching 
the curriculum to their students, and the issue of 
digital literacy as a generic skill that pupils need 
to learn.

The policy developments mentioned above 
also have been mirrored by a substantial research 
agenda. Several national and international surveys 



 

 

13 more pages are available in the full version of this document, which may

be purchased using the "Add to Cart" button on the publisher's webpage:

www.igi-global.com/chapter/challenges-aligning-pedagogical-practices-

pupils/42541

Related Content

Analytical Knowledge Warehousing for Business Intelligence
Chun-Che Huangand Tzu-Liang ("Bill") Tseng (2009). Encyclopedia of Data Warehousing and Mining,

Second Edition (pp. 31-38).

www.irma-international.org/chapter/analytical-knowledge-warehousing-business-intelligence/10794

Mining Repetitive Patterns in Multimedia Data
Junsong Yuan (2009). Encyclopedia of Data Warehousing and Mining, Second Edition (pp. 1287-1291).

www.irma-international.org/chapter/mining-repetitive-patterns-multimedia-data/10988

Multiple Hypothesis Testing for Data Mining
Sach Mukherjee (2009). Encyclopedia of Data Warehousing and Mining, Second Edition (pp. 1390-1395).

www.irma-international.org/chapter/multiple-hypothesis-testing-data-mining/11003

OLAP Visualization: Models, Issues, and Techniques
Alfredo Cuzzocreaand Svetlana Mansmann (2009). Encyclopedia of Data Warehousing and Mining,

Second Edition (pp. 1439-1446).

www.irma-international.org/chapter/olap-visualization-models-issues-techniques/11010

Data Reduction with Rough Sets
Richard Jensen (2009). Encyclopedia of Data Warehousing and Mining, Second Edition (pp. 556-560).

www.irma-international.org/chapter/data-reduction-rough-sets/10875

http://www.igi-global.com/chapter/challenges-aligning-pedagogical-practices-pupils/42541
http://www.igi-global.com/chapter/challenges-aligning-pedagogical-practices-pupils/42541
http://www.irma-international.org/chapter/analytical-knowledge-warehousing-business-intelligence/10794
http://www.irma-international.org/chapter/mining-repetitive-patterns-multimedia-data/10988
http://www.irma-international.org/chapter/multiple-hypothesis-testing-data-mining/11003
http://www.irma-international.org/chapter/olap-visualization-models-issues-techniques/11010
http://www.irma-international.org/chapter/data-reduction-rough-sets/10875

