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Foreword 
 
 

How is information and communication technology (ICT) changing 
teaching and learning practices in secondary schools worldwide in the 
21st-century? This is the central question addressed by researchers 
involved in the series of surveys comprising the Second Information 
Technology in Education Study (SITES). The question is a multifaceted 
one, with each facet raising additional questions relating to both theory 
and practice. These include the following:   

• What traditional and new pedagogies are evident in the 21st 
century?  

• What is the role of ICT in the teaching and learning process? 
• What ICT-infrastructure is available in schools? 
• How can teachers and their administrators be prepared for 

effective practice? 
• How have these conditions and considerations changed since the 

first SITES survey in 1998? 
• What are the trends within and between national education 

systems? 
• What do the differences and similarities between these systems 

suggest? 
• How should change be promoted in education in order to support 

teachers in their work? 
• Is there evidence that key strategic factors commonly found in 

ICT-related educational policies do influence teachers’ pedagogical 
use of ICT? 

Because these questions are interconnected, the SITES 2006 
researchers recognized that if we are to make sense of changes in 
pedagogical practices as a result of ICT-use, then we need to view those 
practices in terms of the interacting layers in the 22 education systems 
surveyed. The evidence presented in this report was therefore drawn 
from “layers” within each education system, most notably from 
principals and technology coordinators within the set of schools sampled 
for each system and from at least two mathematics and two science 



 
 
 

Foreword by Niki Davis 
  

xxxiv 

teachers teaching Grade 8 classes in each school. The evidence presented 
here also relates to a comparison across 15 of the 22 systems between the 
data gathered from the 2006 survey and that gathered from the 1998 
survey (Pelgrum & Anderson, 1999).  

The SITES researchers took extraordinary care with the thousands 
of questionnaires in many languages that came out of these surveys to 
ensure the data they contained could be compared across levels, systems, 
and time. The information that has emerged from the surveys confirms 
the complexity of change relative to ICT in education and the need for 
ecological perspectives on the socio-cultural changes occurring in 
education worldwide. The diversity of factors that influence a teacher’s 
adoption of ICT can also be envisioned in layers that frame perspectives 
of the classroom as nested within the school, the local area, the region, 
and the global “biosphere” of education. For example, current theoretical 
models describe multi-staged adoption of ICT in a classroom that stems 
from each teacher’s current concerns, with these, in turn, inter-connected 
with the vision of the leader of the department and the school (Davis, 
2008). 

The chapters of this book have been carefully organized to take 
readers through three layers of educational ecologies and their 
interactions, and also to educate readers on the many methodological 
challenges that beset the SITES researchers and the ways in which they 
solved them. Technology also played its part in the research process, 
with the participating systems able to engage in online data collection if 
they so chose, and with researchers having access to analytical tools 
including relational analysis with multi-level modeling. Building on the 
SITES 2003 case studies of innovative practice (Kozma et al., 2003), the 
researchers involved in SITES 2006 categorized pedagogical practices 
into traditional and two complementary aspects of 21st-century 
pedagogy, namely lifelong-learning and connectedness.  

The findings presented in this book are fascinating and valuable. If 
the relevant agents within each system act on the implications arising 
out of these findings, we should see a considerably more effective use of 
the very large investments made worldwide in ICT in education. It is 
relevant to note here that publication of this important book coincides 
with UNESCO’s release of its ICT-competency standards for teachers 
(UNESCO, 2008), which in itself is a confirmation that governments, 
experts, and practitioners increasingly are recognizing the important role 
that ICT can play in supporting educational improvement and reform.  
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The book’s recommendations not only combine well but also verify 
an ecological perspective that could have better informed past initiatives. 
For example, adoption of SITES 2006 recommendation 5, “Policies that 
adopt a balanced, holistic approach catering for leadership development, 
professional development, pedagogical and technical support for ICT-
use as well as improved ICT-infrastructure in schools will be more 
successful than policies focusing on one or two strategic areas,”could 
have avoided the widely publicized challenges of inadequate leadership 
development and infrastructure experienced in mandatory ICT-related 
teacher training in the UK (Davis, Preston & Sahin, 2008). In addition, 
the positive effect of recommendation 5 would be amplified many times 
if combined with recommendation 7, which links school development 
into the broader curriculum framework of the system or nation, and 
even more so if it were to include the 21st-century student outcomes 
emphasized in recommendation 1. 

If our society is to adjust to and avoid damaging turmoil, alienation, 
and the threat of disintegration, then the impact and potential of ICT 
must be at everyone’s fingertips. In short, we all have a role in its 
development (Dutton, 2004). It may be impossible to change our 19th- 
and 20th-century education systems to serve new generations equitably, 
but we must strive to do so. Lifelong learning and connectedness are 
essential additions to education designed for the 21st century, but they 
will not take firm root unless they are aligned with development of 
appropriate ICT-related pedagogies across and within our interlinked 
educational ecosystems, and herein lies the importance of this report on 
the SITES 2006 survey. This book provides the world with an 
extraordinarily valuable comparative study, and I recommend it to 
leaders of all education systems.  
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