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The Rapunzel factor:

Building professional capacity through teachers’ ecommunities
Rapunzel’s Braids

Once upon a time in an isolated tower, Rapunzel was languishing.  She had lived on the island in the Sea of Despond since the eighties where her golden hair had become thin and lank.  Her only visitor was Margaret, the witch, who had locked her up in the first place,  and had the only key.  Sometimes Margaret appeared alone, and sometimes in a puff of hot air with Chris, the Chief Interrogator.  But around the turn of the millennium even their visits ceased and Rapunzel found herself quite alone. She was anxious about her professional future.  Was there no one left to care?  Who could she talk to?  She had, indeed, forgotten how to talk.  

Professing-in-Action

The concept of professionalism in working life grew from a human need to build, share and practice new knowledge with others who had similar interests and concerns.  The professions evolved and consolidated their position in the UK during the Victorian era.  The term profession was first used to refer to gentlemanly pursuits like medicine, law and divinity.   Professionals were expected to have a strong code of ethics and to provide an altruistic public service. 

Members of professional organisations are still encouraged to ’profess’ viewpoints, beliefs and ethical codes based on a secure knowledge base that is endorsed by an expert community.  The Latin origins of the verb, ‘to profess’,  point to the dual nature of the concept.  ‘Pro’ means before others and ‘fateri’ means to avow, a more powerful word than its kin ‘fari’ to speak.  Professionalism thus has its roots in both to make a declaration or affirmation and to do so openly and publicly.

All professions expect their adherents to go through an approved accreditation process. The doctorate is an important educational qualification because it indicates that the award holder has created new knowledge. Indeed this is the hallmark of the degree which distinguishes it from the Masters and the undergraduate degree. The Doctorate must not only master a subject but contribute to the knowledge pool. The doctorate is an important milestone for all professionals, including doctors and lawyers,  who have developed new theories and/or changed practice. 

Traditionally university academics have been rewarded for publishing their current thinking based on research evidence in recognised professional journals and informed colleagues in small gatherings or societies.  Today, however, professors are just as likely to profess from their ivory tower on the radio or the silver screen or broadcast in virtual ‘hotseats’ and eforums. 

The opportunities that academics in education have traditionally enjoyed to extend their knowledge, engage with colleagues and broadcast to the nation have not been extended to teachers in classrooms the last hundred years.  Teachers in schools are not called on to ‘profess’ on teaching and learning in the same authoritative way.  Teachers do not have recognised channels for publication where they can present a shared authoritative viewpoint. Union publications are too self interested to count.  Does this mean that teachers who stay in the classroom do not know anything about teaching and learning?  Or are teachers waiting for someone else to show them how to enter into the profession in the fullest sense? 

In Nowhereland
 anything is possible.  So in an attitude of ‘militant optimism of the will’, this article is about helping teachers to develop new professional opportunities for themselves (Halpin 2001, Halpin 2003 p2). In this context, digital access is particularly important for a scattered and underfunded teaching profession.  Computers can act as a catalyst helping teachers to open new doors into the ivory tower, knock through connecting walls, shout from the virtual roof tops when new discoveries are made and, perhaps, construct an alternative virtual bungalow where no professional can aspire to the top floor and refuse to mingle. 

This article is about teachers gaining a ‘strong and principled voice’ and learning how to use it effectively (Freidson 1994).  This voice is developed in a spirit of collegiality where teachers share in the building of professional knowledge and construct meaning with each other through professional dialogue and joint publishing routes. This debating exercise is seen as an opportunity to reassert professional confidence and assertiveness.

The article is written in five sections: 

The section on the democratisation of professional organizations discusses the changes that have taken place in the structure of professional organisations in the UK in the last hundred years.

A history of cynical, contradictory and resistant voices traces the way in which teachers have represented their grievances to government and each other in the last two decades. 

Incoherent professional targets suggests, through the lens of ICT teacher education, why some teachers have been confused and irritated by government initiatives in which they have not been consulted.

The renaissance of teaching focuses on hopeful signs that the teaching profession and the government may have established the foundations of a dialogue. 

We have to build the Republic of Heaven here describes a GTC ejournal project which offers one way forward for improving morale and retention and for building new strategies for the future of education. 

Four themes also reoccur throughout this article: regaining teachers’ voices, building communities of practice, the renaissance of the profession and the Utopian ideal. 

The democratisation of professional organisations 

Antagonism towards the professions has been common since their inception. The socialist George Bernard Shaw famously exposed an element of self protectionism in 1906 in the Doctor’s Dilemma when he said, ‘all professions are conspiracies against the laity’.  Indeed,  the recent Shipman murder case and complaints against lawyers’ fees do raise questions about whether self -regulation is sufficient protection for the public.  

Dislike of professional protectionism has not been confined to the political left wing. Margaret Thatcher, the Tory Prime Minister, also disliked the professions.  She saw them as a corrupted aristocracy.  But she did not replace the ‘old school tie’ network of consultants with a democracy. The replacement was an open plutocracy (Sardar 2000).

In a powerful Reith Lecture, O’Neill (2002) was skeptical about such tight control of the professions.  She suggested that too much accountability was, in fact, eroding profession confidence.  Professionals should not be subject to so much external interference.  Society should put more faith in their training, their collegiality and their integrity.  Professionals should be permitted to exercise their judgment without irrelevant form filling at each turn.  

O’Neill’s views accord with modern holistic learning theories where a broad range of talents, emotional judgment and leadership qualities are valued as highly as academic prowess and feats of memory (West 1991, Gardner 1993, 1999, Goleman 1996, James 1996, Nemerowicz & Rosi 1997, Fullan 2001).

O’Neill also points out that some new modes of public accountability are, in fact, incoherent. For example, nobody actually thinks that examination results are the only arbiter of good teaching, yet many teachers have been demoralized by the need to prove ever higher standards in this area. Sometimes, as a result, schools change to an A-level examination board with ‘easier examinations’ in order to keep a high place in the leagues.  But schools do this at a professional cost when they believe that the easier syllabus is educationally inferior.  This kind of juggling which runs counter to professional judgement can have a profound effect on professional and institutional behaviour and self esteem.  As a result of matters like these teachers have developed a culture of suspicion and low morale, which leads to professional cynicism and mistrust.

Freidson (2001) takes the O’Neill principle of professional integrity even further in her book, ‘Soul of the Profession’.  There she elevates teacher professionalism to the status of a religion. She proposes that teachers find a ‘strong, principled voice’,  both in broad policy-making forums and in the communities where practice takes place. This voice, however, cannot be left to individuals, she warns, because the most influential source of evaluation and protest comes from a collegiate body which provides authoritative support to individuals and expresses forcibly the collective opinion of the discipline.  

This Freidson ideal of the ‘community of practice’ has emerged from the early utopian pursuit of social communities, from the business world of Wenger and Lave and from education commentators like Sachs, Hargreaves and Goodson and Whitty, who see the building of an authoritative and democratic community as an important step in reinstating the professional teachers’ authentic voice (Hargreaves and Goodson 1996, Wenger 1998, Lave 1998, Sachs 2001, Whitty 2002).

Building on the idea of the professions being responsible to the community they serve, some professional bodies have become more responsive to public concern since the 1980s. The balance of membership has been adjusted to reflect a more inclusive and democratic approach.  Professional organisations who want to remain vibrant and lively have been the most likely to question the traditional attributes for membership.

In the early 90s I become a test membership case for three organisations from which I had previously been excluded:  the British Computer Society, the Society of Authors and the National Association of Advisers in Computer Education.  The reasons I had been excluded included having an arts degree, because some of my publications were educational software titles, perhaps because I was female,  and certainly because my career had been interrupted by the birth of children. Up until 1992, the British Computer Society had only accepted members who had degrees in computer science and had followed conventional business careers in a linear fashion.  This meant that their professional bodies had high percentages of male IT technicians. Forward-looking members wanted to widen the membership and recognise the creative contribution to computing products and services of people who were self taught. I was not able to program computers, but I had authored three BCS publications on ICT and two best-selling software titles.  As I had managed a software development team, I was invited to make a case for membership. As a result  of my successful application all the application forms were redesigned to allow for diversity.  At the same time I was the first person to be elected to membership by the Society of Authors on the basis of authoring an educational adventure game and a newsroom simulation as well as books and poetry. 

The third professional organisation, the National Association of Advisers in Computer Education, only admitted HMI and local education authority IT inspectors in the 1980s.  After the HMI revamp in 1995, the seventy or so ‘grey suited men’
, decided to admit IT advisers and independent IT consultants as well as IT inspectors. Not long afterward the new OFSTED inspection service included practising heads and lay people. The organisation is considering whether it should broaden the membership to include other groups who could now benefit from the type of support provided to current members.
The evolving NAACE professional body represents a new kind of inclusive professional community, which tries to view professional challenges from more than one perspective.  The MirandaNet Fellowship, which was founded in 1992, is another homogeneous professional body  which includes teachers, teacher educators, researchers, government policy makers and company representatives.  Innovative professional bodies like NAACE and MirandaNet promote a collaborative professional route that includes partnership with the ICT industry.  MirandaNet awards Fellowships to companies for extended involvement in ICT projects with teachers. In UK education strong partnership with industry is an important element of growth for the profession and companies alike and a source of understanding of the different motivator in society. 
 Professional organisations like this could form the basis of new social structures in education prophesised when New Labour came to power by adherents like Hutton, Bentley and Barber (Hutton 1995, Barber 1996, Bentley 1998). 

These new non-hierarchical institutions, each with strong virtual links could also provide temporal embodiments of the Third Way where collaboration rather than conflict are practised in the UK.  These long term communities of  educators, policy makers and industrialist working together on common goals provide a chamber for the kind of social democratic debate that Giddens suggests is essential to ensure a world that can manage global markets and strengthen international bodies to achieve a world that mixes stability, equity and prosperity (Giddens 1998). 

But debating democratic solutions with people with conflicting interests is not an easy option.  By taking this route of engagement with their professional destiny, teachers should, perhaps, exercise  patience and restraint in the presentation of strong  arguments.  

A history of cynical, contradictory and resistant voices  

Restraint is difficult to achieve when teachers feel they have been unfairly treated. Many teachers have, indeed, felt disenfranchised from the professional policy making process. Since the Local Management of Schools Act in 1985, greater centralisation and accountability through the National Curriculum, OFSTED  and SATs seemed to alter the landscape of teaching and erode any sense of autonomy in the classroom (Hopkins 2002). Innovative teachers, in particular, feel disadvantaged because opportunities for developing holistic approaches in constructive and co-constructive learning situations seem to be restricted by government target setting.  In examinations and SATs testing the progress of the individual is valued,  rather than the construction of meaning by a group. 

Not all teachers feel this loss of creative autonomy,  especially those who have been trained recently in managerial mode. This new breed believe that education’s end product, the educated pupil, is easily quantifiable.  The dominant discourse is that efficient management can solve any problem, and that business practices are suitable for implementation in schools (Sachs 2001). 

These differing professional discourses are underpinned by views about teaching and learning.  These concepts are illustrated by a diagram that has been adapted from a model about learning and technology designed by Watkins (Figure 1). In the current model, performance and product take precedence over process.  Taking risks in learning, experimentation and innovation are not encouraged by this kind of accountability. There are still no proven testing mechanisms to value collaborative learning, co-construction and co-authorship.

Perhaps co-authorship is a step too far, but establishing a respected, altruistic and self-regulating professional body of teachers would give the impression of speaking from the same hymn sheet. But it seems that disunited teachers have been excluded from policy discussions for so long that they no longer have facility in the concepts and the language and vocabulary that attend them.  Saunders (2002) the Head of Policy for the General Teaching Council, suggests that to regain the high ground in the consultation process with policy makers, teachers have to reclaim the language of pedagogy.  Without this underpinning grasp of the pedagogical foundations, teachers’ voices sound fragmented and superficial.

Over the last century the establishment of a self -regulatory body has not been easy. Like George Bernard Shaw, some left-inclined teachers and unions have been suspicious of professional bodies seeing them as elitist.  Yet, in contradiction, some of these same teachers are now adopting the modes of self regulation traditionally associated with the conservative professions of medicine and law (Whitty 1997). For example, in public forums like a  Radio 4 interview, the National Union of Teachers’ leader, Doug McAvoy (2003), was promoting the notion of exclusivity by preventing teaching assistants from undertaking the teaching of full classes. The government spokesperson countered with the view that teachers’ could be relied upon to use their professional judgement to know when the use of assistants was appropriate and when not.  (McAvoy 2003). 

This kind of exchange with union leaders creates public confusion about teachers’ professional status.  To the public, contemporary projects of teacher professionalism seem ‘paradoxical, confused and contradictory, advancing in some respects and retreating in others’. In the following passage Hargreaves and Goodson (1996) contrast  the reality of the job at the chalk face with the seductive rhetorics of change pronounced in policy.   In their opinion, policy rhetoric fragments too easily when teachers present cynical, contradictory or resistant voices that reflect reality:  

what passes for professionalism and professionalisation is very different in the experienced lives and work of teachers than in the official discourses of policy and change which exalt and advocate it.”  (p. 22).

These  same cynical, contradictory and resistant voices can be traced in reactions to the birth of  the General Teaching Council in 2001 after one hundred years of effort.  A high percentage of teachers refused to pay the first annual subscription of £25. Some teachers argued that since the government had paid for the establishment of this body they should go on paying. A counter argument insisted that the GTC is not independent enough from government because they pay the teachers’ subscription.  These views are hard to reconcile.

When teachers enter the debate about the GTC, images of struggle and battle with government prevail in the discourse. One teacher who has refused to pay the GTC subscription voluntarily, comments in the first edition of Teaching, the GTC magazine:

“The message that the GTC has to get across is that it is not a government-backed body prone to political spin but that it is on our side, fighting our battles in places where, so often, our voices go unheeded” (GTC Teaching p.5).

Although this teacher concedes that the General Teaching Council may be able to present a genuine voice for teachers, she still does not see herself as a spokesperson for the profession with policy makers.  She is looking for a go-between.  

Her feelings of ineffectiveness and anger seem to run deep in the teaching profession. For example, two self-confessed union members registered their intention on the Times Education Supplement website to destroy the GTC forums because they did not approve of the establishment of this body. Indeed these anonymous contributions from Fatty Fatty and Eddie Wallbanger are a good demonstration of cynical, contradictory and resistant teachers’ voices. But in this case the arguments were not couched in acceptable or professional terms. For example, an efacilitator volunteer  was accused of being a ‘government lackey’. Interestingly novice efacilitator teachers on the GTC website are already  learning to parry, sidestep, thrust and dissimulate with unprofessional debaters. Faced with professional good humour the assailants have began to treat the efacilitators as colleagues and moderate their tone. Standards of debate on the GTC website are beginning to rise.   
This kind of virtual debate, which is also being developed by the National College of School Leadership, would appear to have the potential to give the profession strategies to  recover a healthy understanding of its role and build strong and effective alliances within the ranks.  If the profession communities relearn how to debate within their own professional communities where there is trust they may able to transfer these skills and present a more confident and  professional stance in public. 

Incoherent professional targets 

Many of teachers’ grievances are understandable. For example, O’Neill (2002) speaks of incoherent targets set by government that demand that professionals override their own professional judgement.  

For example, the National Grid for Learning (NGFL) presents an inherent tension. The government couples in one sentence the phrases, ‘raising standards’ and ‘transforming learning’ in the aims for the NGFL (DfEE 1997).  Teachers know that if they take risks to transform learning, then traditional examination results may fall. These conflicting messages for teachers in government policy are illustrated in figure Two. Major policy initiatives were analysed in 2000 to indicate whether they were top-down initiatives, or whether teachers were invited to take ownership and drive the policy themselves. (Preston 2000) Two major culprits on the information transmission side of the circle were the Teacher Training Agency (TTA) ICT Needs Analysis for teachers and the TTA ICT Curriculum for Initial Teacher Training. These were both developed before 2000 when the transformational learning agendas were not yet fully understood by some members of government and the consultants they employed. 

The Needs Analysis for Teachers CD-ROM was insensitive to teachers understandable sense of being under trained in ICT. The test covered a full ICT syllabus and exposed teachers lack of knowledge and expertise. Not surprisingly few schools used this tool to assess the needs of teachers who were ICT novices.  Likewise the TTA ICT Curriculum for Initial Teacher Training caused consternation amongst the teacher educators. The main criticism was that the teaching model and the language was that of information transmission.  Each section begins with the order, ‘Teachers will be taught that’….   Pachler, a teacher educator, contends that this model makes teachers recipients of knowledge, not partners in building knowledge (Pachler 1999).

This diagrammatic snapshot of initiatives was drawn up in 2000 when the climate was changing. New government appointments that followed the departure of Anthea Millett, Chief Executive of the Teacher Training Agency,  and Chris Woodhead, Chief Inspector of OFSTED.  Whitty used a battle image judiciously in referring to these two critics of teachers: 

“Those of us working in the field are hoping that both OFSTED and the TTA will become less high profile and less confrontational in their approach under their new chief executives “  (Whitty 2000).

The end of confrontational policy makers signaled an end to the ‘informed prescription policy’  as well. In 2002 Professor David Hopkins, an advocate for action based research,  was substituted for Professor Michael Barber at the DFES Schools Efffectiveness Unit. At a conference for teachers run by the GTC and the Institute of Education, University of London, Hopkins promised first a new strategy, ‘informed professionalism’ and then, flexing the militant muscles of an optimistic will, he promised  a ‘renaissance of teaching’ (Hopkins 2002). 

A renaissance of teaching
After the series of miscarriages of professional justice over the last two decades, teachers might be excused for overlooking the change in the professional climate. Morale is low. At the start of 2003 more that a third of teachers complained that they did not plan to be still in teaching in five years time. 70,000 teachers answered this a MORI poll survey of teacher morale commissioned by the General Teaching Council. The number of respondents suggested that teachers really wanted to have their say. They blamed the workload, initiative overload, and the target driven culture and pupils’ behaviour. 

These expressions of low morale cannot be ignored. It is not surprising, therefore, that the complicity of all teachers cannot be assumed in the renaissance of teaching agenda, any more that their agreement can be expected in the ‘heat and serve’ curriculum. Twice since 1985 teachers have appeared to reject change. Firstly by resisting the standards agenda, and now resisting the transformation of learning agenda.  Fullan (1991) suggests the problem is not that teachers are rejecting reform, but that government as the leading agents of social reform often sets up teachers across the world, rather than being considered partners in a social movement.  As a result teachers are being caught in the crossfire, because the society that employed them to make a difference is, in fact, in conflict about values and aims.

Societies ‘cross-fire’ is clearly represented by the arrows in Figure 2. Nevertheless by 2003, strategies to give teachers more opportunities for professional ownership are becoming better established and articulated. (Clarke 2003) Research from other countries is helping to tip the balance from information transmission to co-construction because respected findings suggests that innovation and change come more from teachers’ informed professional practice around teaching and learning than from target setting and ‘performativity’ (OECD 2001, Saunders 2002, Hudson 2002). 

In line with this thinking the DFES announced a £92 million pound strategy for teachers’ professional development in 2001 which included a variety of  bursaries, scholarships and sabbaticals including  international travel and breaks for experienced teachers in challenging circumstances.   This funding embraces the professional development of teachers at all stages of their careers. The establishment of Beacon Schools and Networked Learning Communities indicate an end to relentless competitiveness and promotion of collaborative learning.  

In the new spirit of professional organizations there are 64 members on the GTC Council which includes not only teachers, but also union representatives and members of the client groups like parents and governors.   This body which is accountable to the client group and self-regulating gives teachers the right to a policy voice.  GTC members have already been invited by policy makers to contribute their thinking to a variety of initiatives.  Teachers who are in the working groups have given advice on professional frameworks - sabbaticals, best practice research bursaries, teachers’ international professional development, codes of conduct linked to a value system, the introduction of semi-professionals, accountability and advisory conferences Widely publicised these activities should begin to convince teachers that their voice is now welcome on policy matters. 

The divisions between teachers and learners are also beginning to blur in the new climate. Halpin (2003) draws attention to this trend when he calls for similarly engaging activities in school that would increase the democratic involvement of learners and promote inclusiveness, participation and dialogue.  He suggests series of activities that might reinvent legitimate public gatherings, encouraging alternative ways of debating and making decisions. 

Web-based learning environments are another activity that can help to promote debate and discussion. Halpin and Bonnet (2001) make a convincing case that being able to argue is what makes learning exciting.  As Bonnet says to feel comfortable with debate changes your relationship with education and just about everything else.  It transforms you from a passive and bored receptacle of other people’s wisdom into a participant: into someone who is neither scared by, nor indifferent to, the society around them but actively involved in its interpretation and transformation.

Teachers as lead learners need these transformational learning experiences just as students do. How can this best be arranged? 

We have to build the Republic of Heaven here

An opportunity has arisen to engage teachers in transformational learning activities through a three-year project to develop a sustainable GTC community of practice. In partnership with MirandaNet and the Institute Education, University of London, thirty-three teachers are aiming to develop an effective debating culture on line. They will be undertaking an accredited practice based research diploma module whilst efacilitating online forums. 

Practice based research offers teachers an opportunity to find the evidence that they need in the profession to make their case. It is an important principle of practice based research that teachers as researchers should control the process of change and development by fact-finding, planning, implementing a course of action, evaluating that action, reassessment and modification. (Somekh and Davis 1998, Elliott 1991, Hopkins 2002). 

Saunders, the GTC policy adviser for research, speaks eloquently of an evidence base which will not be a body of infinite knowledge to be prescribed and imposed on teacher, but rather as a living process built around and tested on practical experience in classrooms, developed from and adapted to particular teaching and learning settings (Saunders 2002). 

Practice based research is intended to empower teachers, facilitate their participation in professionalism, encourage them to share their stories and rethink what they know. (Thomas 1995, James 1996b, Preston 1998, 2000). But just telling stories is not enough. Barnett (1997) is critical of the action research methods based on Schon’s work because only uncritical story telling can be the result. (Schon 1983) He suggests that teachers must further engage with professional issues and practice their critical skills. Brown and Dowling make the same case for teachers being given the space to pursue an apprenticeship in research methods, rather than concentrating entirely on their own classroom or institution (Brown and Dowling 1998). For this reason selection success for the GTC depended on the conviction that inquiry and critical engagement is an essential part of being a teacher.

Teachers are only just gaining adequate access to the web so it is not surprising that their performance online has not yet reached maturity in the GTC forums,  nor has the necessary critical mass been reached. Only three stages of  Salmon’s  five stage model of effective online community interaction has been achieved :access and motivation, online socialization and information exchange. The thirty-three GTC scholars will be aiming to shift the GTC community into the last two levels of uptake: the construction of knowledge and the capacity to develop from within. (Salmon 2002).

The quality of the GTC debates is already rising because of the effective moderation of the efacilitators, but there is still much to be learnt about the language of debate and effective ways of  creating a reasonably tight structure as well as a clear sense of purpose and 'reward'. ( Hara and Kling 1999, Lamy and Goodfellow 1999, Brown 2001, Cook 2002, Lapadat 2002). 

The efacilitators are also building a closed debating community of their own and undertaking practice based research covering subjects like pupils’ elearning, adult learning, whole school contexts and elearning in subject specialisms.  A rigorous practice based data collection will ensures that their conclusions on elearning are robust. 

The efaciliators will be engaging a crucial publication sharing process that reflects the stages of their learning as individual and as a group. The GTC webspace is intended to create a comfortable online environment where the efacilitators can risks and become lead learners. (Figure 3)  At the centre of this process is a new efacilitators’ ejournal which attempts to mirror visually the learning which is taking place. http://www.actis.co.uk/cgibin/gtcnew/searchdb.pl Called Braided Voices : a professional community on elearning in practice
,  the ejournal is planned as a GTC ejournal supplement to Teaching for teachers by teachers, encouraging peer review and peer editing.  

The emergent language and style of the ejournal may not be at all like the conventional academic genre. Efacilitators will be working on appropriate debating styles, regaining the language of ICT and pedagogy and coining new words. 

A detailed map shows how the efacilitators diploma writing will be captured for others. (Figure 4) The unique feature of this publication process will be thematic summaries called Reflections.  Teacher Authors (ATs) will create a strong and authoritative voice that policy makers can trust.  These braided learning concepts are built Japanese traditions, as well as the classroom work of Scardamalia who proposed that all learners should leave their learning footprint in the school knowledge base, just as doctoral students are expected to publish an original thesis. (Scardamalia 1996, Holmes 2001, Leask and Younie 2001, Preston 2002a,b,c).  Braided learning is also an extension of research about communities of practice, intentional networks and communal constructivism (Lave 1988, Wenger 1998, Holmes et al 2001, Nardi & Engestrom 1999, Kim 2000,).  

Holmes, the originator of the Braided Learning concept, and Preston are key authors of the website where the navigation is created to help teachers take ownership of a contemporary multimodal, multivocal, multilayered and multimedia publication. (Jewitt, in press, Kress and Leuwin 2002) The website map gives an indication of the underlying concepts of  building and mining expert knowledge. (Figure 4) 

The efacilitators will want to experiment with a design that works for them. After all page numbers were not invented until a century after books appeared. (Dorner 2002). However, in order to fit the site with metaphorical safety rails for the teacher who feels disorientated in this contemporary context, the web designers reference traditions in art and the naturalistic world (Figure 5).

The rose metaphor is also designed to stimulate thinking about the aesthetic potential of web design. The rose is based on the designs of Charles Rennie  McIntosh  who is one of the main exponents of the holistic design philosophy of the Arts and Crafts movement at the turn of the twentieth century. This movement spread across England and into Europe and revolutionized design concepts. For the first time, interior design, a woman’s preserve, gained recognition and value because Art Nouveau refused to continue to differentiate between “lower’ and “higher” art forms and “higher, free” art. The Japanese artist-craftsman was the paradigm for this equality (Fahr Becker 1997).

All the parts of the Rennie McIntosh rose represented in the kaleidoscope, unexpectedly recall the fabrics of a completely different artist of that school,  William Morris,  a Utopian. This serendipity of braided images suggests that there could be a similar flash of recognition when text and ideas are reshuffled.  The ejournal could be a crucible for new insights and significant links with tradition. 
The concentration on holistic design was intended to create an environment for an ‘ideal speech situation’ :a term derived from the work of the philosopher Jurgen Habermas for an interchange of ideas in which all the parties are fully informed, acting as equals and striving towards the truth. In fact the perfect recipe for a learning situation.

The ejournal could be a catalyst and an inspiration in prompting teachers to rethink their role in as professionals in a democracy and their contribution as world citizens.  Only the teachers themselves will know when they take on the demands of dynamic debate and critical interaction on the web.

The profession reborn
 
Citizens in this uncertain world, whatever their circumstances and views, are charged by democracy to take ownership of the debate and discussion that leads to informed decisions.  It would seem then that the teachers’ first responsibility is to lead this discussion since school is the first place where we learn about citizenship, freedom and democracy.  

Chesterton (1924) turns the question back on the teacher.

“What is education? Properly speaking, there is no such thing as education.  Education is simply the soul of a society as it passes from one generation to another. Whatever the soul is like, it will have to be passed on somehow, consciously or unconsciously, and that transition may be called education. ... What we need is to have a culture before we hand it down. In other words, it is a truth, however sad and strange, that we cannot give what we have not got, and cannot teach to other people what we do not know ourselves.
”

The GTC expert ejournal could contribute to a “the tipping point”
 , a watershed where teachers regain their self respect, renegotiate their essential role in society and build a professional culture that draws cheerfully on the old,  and responds creatively to what is new – and find their collegiate voice.

The epilogue
Another two years had passed.  By now Rapunzel had been so long in her isolated tower that she believed that no-one outside the tower cared about her anymore, and much less wanted to hear her voice.  Indeed she was not sure she could speak.

Because of her diminishing faith in her own importance, she did not listen to the clamour at the foot of the tower.  “Rapunzel, Rapunzel, Rapunzel!”  She simply did not believe her name was being called. 

The crying reached a crescendo and, at last, she turned from her shimmering screen and looked out of the window.  To her surprise crowded at the foot of the tower avoiding the flower beds, was the Prime Minister with the Minister for Education, a new Chief Inspector, the Head of the Schools Effectiveness Unit and the Director of ICT in Schools.  “How on earth have they wound up at my feet, “ she wondered in amazement. 

The Chief Executive of the General Teaching Council, Carol, had been elected as the spokesperson.   “Now pay attention Rapunzel, we’ve been down here shouting for ages” said Carol, mildly irritated that Rapunzel seemed so slow to respond,  “All these high officials have banded together to plead with you to come down and work with us to create the lifelong learning Utopia we all crave.  We know now that we cannot do this without you. Your country needs you.  You need not be afraid because we stabbed Margaret, the witch, with long knives a decade ago, and condemned the Chief Interrogator to a chattering whisper in the tabloids.  He has no power over you now. ”

In the resulting  paroxysm of delight,  Rapunzel’s  voice was restored.  But she was not out of the tower yet.  “Did you take the key to the tower from Margaret’s belt when you stabbed her in the back?”,  Rapunzel shouted down to them.   “If you do not have the key, I shall have to die a lonely death here.”

The assembled officials looked at their feet in embarrassment and shuffled.  Rapunzel could see instantly that they did not have the magic key.  Suddenly, she had an inspiration. “Hang on for a few nanoseconds”, she shouted.

Luckily it was still early morning, so the male, middle-American middle-aged, middle-class surfers were not yet clogging up the microwaves.  Using her pencil on her shimmering screen wireless tablet she logged straight into the General Teaching Council community chat rooms in the tower and spoke to the virtual colleagues she had never met. Strangely there were no connecting doors in the tower. 

“I’ve just been talking to THEM,” she typed, “You know that lot that we keep complaining about.  The ones we do not talk to because they do not listen… Well they are here at the gate wanting to debate the foundations of a professional Utopia.  But none of us have the magic key.  We are just shouting at each other,  which is not really the way to start an intelligent debate. Any ideas?” 

She watched eagerly whilst professional GTC efacilitators all over the country who had been practising the arts of dialogue and debate online rose to the emergency.  At last they had something productive to do.  Energetically they began weaving their professional arguments together into a plaited rope of evidence wound round a persuasive silken cord of constructive criticism and shot through with a fine silver strand of reflection. A steel hoop of self evaluation wound about the golden band of self-regulation provided the final strengthening.  

“Take this virtual braid,” typed one of these school leaders, “Throw it down to the waiting officials and wait to see what happens.”  Of course Rapunzel knew there were limits to the power of virtual strength, but she did not have to worry about how to pull the digital braid out of the tablet because, while she had been typing, her hair had grown as long as the tower.  

Rapunzel’s hair was fine and broke easily. But if the fine strands were woven together like her colleagues’ arguments, she realized that the combined strength could easily take the weight of any person who chose to climb them.  So she braided her hair into two strong plaits.  Then she threw the heavy golden coils over the window sill taking care to avoid the thorns of the climbing roses.   

First into her bedroom was the strongest and the fittest government official with by far the most persuasive arguments: the Head of the School Effectiveness Unit, David.  But by this time Rapunzel and her virtual colleagues had assembled a portfolio of effective arguments too, which made her a formidable, and attractive discutant, and not too easily seduced.  She stood her ground.

I can see you have guessed the inevitable ending to this tale from the look on your face.  Yes, mutual respect grew in this partnership.  All the high officials attended the wedding.  The bridesmaids and attendants were the GTC online community who turned up in person.  Even Eddie Wallbanger and Fatty Fatty sent grudging congratulations online. David and Rapunzel lived happily ever after in Nowhereland.  And from this happy union issued the Renaissance of Professionalism.  Oh, and I expect you’d like to know.   Carol was the midwife. 

And they all lived happily ever after.
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� Ron Barnett (1997) ‘Critical Professionalism’ in Higher Education: A Critical Business, Chapter 10, pp 132-144


� Another word for the perfect land in Book 2 of Utopia by Thomas More  published in 1516


� This phrase was commonly used by advisors who were excluded from this august body. Origin unknown.


� Doug Brown, Head of the ICT for Schools Unit at the DFES, commented on the good relationships between the ICT industry and education in this keynote to members at the


NAACE conference, Torquay, February 2003. This kind of relationship, which is nurtured by government policies like the Curriculum OnLine Portal,  does not exist in other countries. 


� The MirandaNet/IOE advanced diploma module in elearning does not currently accredit joint authorship for the Ejournal. This is being reviewed.


� Guardian 17.1.03 http://www.educationguardian.co.uk/microsite/gtc 


� Phillip Pullman. Author of  the trilogy, The  Dark Materials  in an interview with Bel Mooney on Radio 4’s Devout Sceptics – 29th December 2002


The idea of heaven stands for an idea I think very important.  It stands for a sense of community.  It stands for joy.  It stands for a sense that the universe and we together, have a common meaning and a common destiny, and a purpose.  It stands for connectedness between these things.  All these things are so important, so fundamental to what keeps me alive that I don’t want to be without them.  I don’t want to do without heaven, but I can no longer believe in a kingdom of heaven, so there must be a republic of heaven of which we are free and equal citizens - and it’s our duty to promote and preserve this.


IV            So, we are citizens here and now.


PP           Here and now, because there ain’t no elsewhere.


http://www.bbc.co.uk/radio4/religion/devoutsceptics.shtml


� There will be a vote on the final name. Hermes has also been suggested.


� Ron Barnett (1997) ‘Critical Professionalism’ in Higher Education: A Critical Business, Chapter 10, pp 132-144


�  The poet G. K. Chesterton  1924


� Reference :The Tipping Point: how little things can make a big difference : Malcolm Gladwell (Publisher etc to come)
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