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Abstract. The main task of this follow-up study was to describe teachers’ expectations, experiences
and possible changes in the pedagogical use of ICT. As a part of an ICT development project, three
sets of data were gathered from a region in Eastern Finland, by means of questionnaire. A total
of 156 teachers of primary and early secondary education returned the questionnaire in 1999, 155
teachers in 2001, and 81 in 2004. The results indicate that teachers have increased their use of
various ICT applications (especially data processors, web-browsers, e-mails, and CD-ROMs) both
in their private lives and in pedagogical practice. Based on their own self-assessment, the teachers’
ICT abilities have improved during the project period. Co-operative activities by means of ICT also
increased between colleagues. Although teachers saw ICT as helpful for pupils’ learning, some
sceptical attitudes emerged as well.

Key words: information and communication technology, pedagogical use of ICT, teaching and
learning, basic education.

1. Introduction

Various rapid technological innovations have opened up huge numbers of opportunities
for pedagogical uses of information and communication technology (ICT) during the past
decade. National and international investigations and their meta-analyses have supported
the optimistic view that many difficulties in teaching and learning can be erased or re-
lieved by means of ICT. The history of CAI programs (computer-assisted instruction)
was promising, but the Internet, CD-ROMs, functionally versatile workstations with fast
processors and information networks in particular, including digital platforms for web-
based learning, launched a new era for educators.

Information networks have improved living conditions and opportunities to earn a liv-
ing for several vocational groups, from farmers to secretaries, from handicraft designers
to high-tech businessmen. Distance learning has spread in a way which seems realistic
in relation to its extended applications. Various forms of e-Learning are becoming more
popular at all levels of education, from day-care centres and secondary schools to univer-
sities.

Scrimshaw (2002) has summarised the reasons for the pedagogical use of ICT (Ta-
ble 1).

Despite the promising opportunities of e-Learning, m-Learning or u-Learning (elec-
tronic, mobile, ubiquitous), the problems should also be kept in mind. The advantages
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Table 1

Purposes for which ICT is being introduced to schools (Scrimshaw, 2002, p. 9)

Direct support
to learning

Indirect support
to learning

Achieving
community

purposes

• More efficient learning • Teacher development • Promoting greater social equality

• Promoting active learning • Encouraging educators to pub-
lish their own resources

• Providing a suitably skilled labour
force

• Promoting independent learning• Improved administration and
management

• Developing group works skills • Improved assessment services

• Developing citizenship skills • Improved employment oppor-
tunities

• Developing communication skills

• Developing ICT skills

of computers, open learning environments, digital materials or networking are some-
times overstressed. Teachers’ IT skills are not always the best possible. The promotion of
greater social equality in relation to relatively expensive digital technology may be more
of a dream than a reality because of different financial priorities in different local munic-
ipalities. Robertson (2002), for example, has shed critical light on these aspects from the
British viewpoint.

In this article I will elaborate on the strengths and weaknesses of ICT by discussing a
case-study from the Kainuu region in Finland (see Fig. 1) and compare it to national and
international (especially European) data, as well. Finland is known as a highly techni-
cal country due to a good technical infrastructure, successful basic and higher education
and its internationally recognised high-tech companies, like Nokia (mobile phones). Al-
though the basics for the pedagogical use of ICT is good, needs for improvement are also
necessary in Finland.

1.1. Perspectives of Teachers in Relation to the Pedagogical Use of ICT

Teachers are the obvious key persons to bring the versatile digital world to schools and
pupils. Their IT attitudes and skills have been eagerly investigated and it has been found
that teachers have mainly positive attitudes towards and beliefs about ICT’s power to
enhance teaching-learning processes and to improve pupils’ learning (Dal, 2004; Hernes
et al., 2005, p. 285; Hylén, 2003, p. 12; Williamset al., 2000, pp. 308–312.) Sceptical
scenarios and negative experiences have also been reported: for example, Watson (2001)
refers to the British surveys of 1989 and 1997, in which only 10% of teachers said that
ICT had an impact on teaching and learning. He also points to the fact that this figure was
20% in Finland according to Sinko and Lehtinen (1999) and asks why one must wait so
long for significant results.

One reason for the slow progress lies in the technical and pedagogical skills of teach-
ers, which should be improved by their initial and in-service education. Without proper
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basic computers skills, peripherals and network tools and without a clear vision of their
pedagogical use, nothing important will occur in the classrooms. New ICT requirements
are challenging, especially for the experienced teachers but there is remarkable variation
in IT skills between teachers for all age groups, school subjects and educational levels.
Finland has, among many other countries, invested notable sums of money in order to
establish and update teachers’ skills and knowledge. The results are quite good but they
could be better.

Being able to teach through ICT is not an inborn ability, it must and can be learned.
Promising experiences are obtained from peer-teaching and peer-tutoring instead of ex-
ternally organised training sessions (McCarney, 2004). As is the common way, teachers
usually start using computers for their private affairs and the planning of teaching and
gradually they gain enough courage to use computers in the classrooms with pupils.
Among the most popular applications, word processors, web-browsers and CD-ROMs,
sometimes spreadsheets, graphics and databases are also mentioned.

On the other hand, teachers’ expertise in pedagogy should be appreciated by offering
more technical support than nowadays seems to be the case in many countries. The use of
computers can be psychologically explained as a combination of attitudes and skills. Trust
in computers (technical stability), computer confidence and computers’ perceived general
value and status value are important factors for attitudes. If the attitudes are positive,
teachers may want to improve their skills, if they trust themselves and their learning;
if not, they may refuse to use computers in the classrooms, especially when technical
support is not easily available (Bradley and Russell, 1997; Kian-Sam and Chee-Kiat,
2002).

Simpson and Payne’s (2002, pp. 35–36) assessment of the most influential factors
in the pedagogical use of ICT from a teacher’s viewpoint is apparent in the following
summary:

• the knowledge of the teacher on what technology was available, what it was capable
of, and how it might be used within the classroom;

• the location of the technology within the school;
• the decision taking processes which determine the allocation of resources and the

distribution of ICT in schools;
• the confidence and expertise which the teacher has in using the ICT available;
• the teacher’s knowledge of and responses to the skills and expectations of the

pupils;
• the subject and typical established teaching practices of the individual teacher.

1.2. Perspectives of Pupils in Relation to the Pedagogical Use of ICT

As indicated in the Table 1 from Scrimshaw, a lot of hope has been placed upon the en-
hancement of pupils’ learning in ICT discussions: more efficient, active and autonomous
learning is expected to occur thanks to ICT. Many research results offer evidence for
these hopes, but the individual effect of ICT is difficult to prove because of the variety of
individual and contextual factors that influence learning (Markauskaite, 2003).
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Advocates for the pedagogical use of ICT have spoken of the open environment,

stressed the management and assessment of multitude information, and found new oppor-

tunities to emphasise pupils’ active roles in teaching-learning processes (Jonassenet al.,

2002). The use of the Internet, intranets and emails enable new contacts across the classes,

schools and nations, not to mention the benefits of word processors and the most common

peripherals (printer, dvd/cd drives, data projector, digital camera, video-conference tools)

for learning processes and results.

Lately, researchers around the world have been very keen on collaborative web-based

learning. According to constructivist learning conceptions, distributed cognition and de-

velopment of expertise are applied and web-based learning is also appreciated in the

context of basic education. Simultaneously, many teachers are worried about pupils’ net-

addiction and loneliness, due to communication purely by means of technology (Blan-

chard and Marshal, 2005; Charlton, 2002; Fisher and Mandl, 2005; Jonassenet al., 2002).

According to many Finnish and international surveys and investigations, pupils are

still motivated to learn with computers and they would like computers to be used more at

schools than currently happens. The latest international PISA (Program for International

Student Assessment; 41 countries involved) results show that pupils’ access to computers

at home or at school has improved but huge variation exists between countries (OECD

2005, 22). On the one hand, pupils learn their advanced IT skills through their leisure

time, through hobbies and together with friends. On the other hand, not all adolescents

have a computer at home with which to learn. If the schools and teachers are not interested

in providing their pupils with at least basic ICT skills, schools’ opportunities to increase

educational equality in this respect will be neglected.

Distance learning or blended learning is perhaps not a common solution for the young-

sters but it should be considered and developed seriously in sparsely populated areas

where the availability and quality of traditional institution-based education is threatened

due to, for example, strong out-migration (Oliver and Trigwell, 2005; Ludlowet al.,

2002). At least some courses could be experimented with in the upper grades of compre-

hensive school (age group of 12–16 years). Many countries have successfully established

virtual schools for the general upper secondary school (age group of 16–19) including in

Finland (part of my empirical data emanates from a school that belongs to this kind of a

network).

In summary, from both the teachers’ and the pupils’ perspectives, it can be said that

ICT innovations are not easy to successfully implement, even though many advantages

of the newer technology are apparent. Both mental and physical obstacles have emerged

when local or national educational authorities or researchers have tried to promote ICT at

schools. On the other hand, significant improvements are also evident when key elements

from the developmental efforts match together. I will now focus on one of the many ef-

forts in order to show, by means of empirical data, how a group of Finnish comprehensive

school teachers succeeded in their pedagogical work with ICT.
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1.3. Research Tasks

The Finnish Ministry of Education has launched three broad national programmes for the
development of ICT in education since 1995 (see the latest: Opetusministeriö, 2004). The
National Board of Education prepared and implemented many development plans to put
the broader strategies into practice. Notable investments in hardware, software and the in-
service education of teachers have been carried out based on these strategies. Dozens of
development projects organised by different agencies, researchers and consultants have
been in progress to encourage schools, teachers and pupils to use ICT. Among these many
projects was the Kainuu project, established in 1999, which this article discusses.

The main task of this follow-up study was to describe the teachers’ expectations, expe-
riences and possible changes in their pedagogical use of ICT. The key areas of experiences
and changes were the teachers’ 1) private and pedagogical use of ICT, 2) assessments of
their pupils’ interests in using ICT, 3) teaching-learning methods in ICT and 4) opinions
on aspects of ICT in the curriculum. In this article, I will address the first two areas.

2. Methods

The Kainuu project was launched in the middle of 1999, with the participation of four
municipalities in the Kainuu region (Hyrynsalmi, Paltamo, Puolanka and Ristijärvi; see
Fig. 1) and a neighbouring municipality, Pudasjärvi, which were responsible for its costs
in conjunction with the Finnish National Board of Education.

The Kainuu region is situated in Eastern Finland. It suffers from severe out-migration,
and therefore dozens of small schools have been closed during the project’s active years.
Sustainable solutions to guarantee quality education for the remaining pupils are needed.
The five participating municipalities had a total of 23 605 inhabitants at the beginning
of 1999 (range 1 798–10 044) and 22 059 at the end of 2004 (range 1659–9561). The
municipalities are sparsely populated, with a mean population density of 2.7 persons per
square kilometre (range 1.7–5; mean for Finland 17 inhabitants/km2).

The Kainuu project aimed at increasing the use of ICT in its different forms and ways,
especially in the primary and early secondary education (pupils aged from 7 to 16). This
required in-service education for teachers, to improve their technical and pedagogical ICT
skills. Networking across the municipalities by means of emails, video conferencing and
electronic discussion tools was encouraged. The project was based on a ’differentiated
step-by-step strategy’, i.e., teachers were not forced to participate and their activities
were not strictly controlled.

The data were gathered by means of questionnaires because of the size of the tar-
get group. The questionnaire consisted of the following parts of which B, E and F, in
particular, are the focus of this article:

A. Background information (e.g., municipality, sex, teaching experience, type and size
of school, subjects taught, ICT facilities at the school, nature of the school curricu-
lum)
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Fig. 1. Kainuu region in Finland.

B. Previous personal experiences in using ICT (e.g., applications used in private life
and at school, use of telematics, distance or online learning, need for in-service
education, estimate of present ICT skills)

C. Previous experiences in curriculum design (school-based, generally, or in relation
to technology)

D. Previous experiences in teaching methods (in general or in relation to technology)
E. Ideas for using ICT for teachers’ networking or for pupils activities as a part of the

forthcoming project (open questions)
F. Attitudes towards ICT in teaching and learning (20 items, Likert scale: 5= I

agree... 1= I disagree)
G. Concluding remarks (e.g., general attitude towards the project, extra opinions)

Three sets of data were gathered: first in October 1999 (expectations), second in Jan-
uary 2001 (experiences of the first 1.5 years) and third in October 2004 (final assessment
of the 4 years). The first two inquiries took place during two large in-service education
days, during which the teachers filled-in the questionnaire. A total of 156 teachers (72%)
returned the questionnaire in 1999 and 155 teachers (74%) returned it in 2001. The third
inquiry was implemented by means of a postal survey about 10 months after the project
was closed, and only 81 (48%) teachers returned the questionnaire, which threatens the
reliability of the results.

No exact comparisons (person by person) between the three data sets were attempted
because the project functioned on a voluntary basis, and it was not possible to exactly
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estimate the total number of active teachers, moderate actors or onlookers. The three
respondent groups were almost identical in terms of their background information (sex,
age, teaching experience, school type and size).

The research data discussed here refers to a heterogeneous teacher group which tried
to follow Finnish ICT strategies at their own pace and in their own terms. Although they
received some extra support from the project, they tried to improve the use of ICT mainly
by means of normal resources. They are ”ordinary Finnish teachers” although they live
and work in a different geographical area compared to, for example, the Helsinki capital
area. The data includes teachers not only from rural areas but also from big schools (=
more than 200 pupils) situated in densely populated areas. It includes both IT beginners
and experts but the majority of the respondents is somewhere between beginners and
experts, as is typically the case in Finland and in many OECD countries.

The results from the Kainuu region are compared to some national (e.g., Huovinen,
1998; Ilomäki, 2002; Ilomäki and Rahikainen, 2001; Nordic countries, 2006; Sinko and
Lehtinen, 1999) and international (e.g., Dal, 2004; Herneset al., 2005; Higgins, 2005;
Hylén, 2003; Jedeskog, 2000; Kankaanrantaet al., 2000; OECD, 2005; Simpson and
Payne, 2002; Williamset al., 2000) data, in order to shed light on the broader context of
this case-study.

3. Results

About two thirds of the Kainuu teachers were women, and half of the teachers were
working either at the pre-primary or at the primary school level (grades 0–6). One third
or fourth of the respondents had an M.Ed. or M.Phil. Degree and the mean length of
their teaching experience was 18 years. Only slight but not significant variations between
different sets of data were noticed in these descriptive figures. The teachers were typical
of those of the Kainuu region and Eastern Finland in general (Rönnberg, 2000).

3.1. Teachers as Users of the ICT at Schools

The Kainuu teachers reported that they had increased their use of ICT both in the planning
of teaching and in its use in the classrooms. 24% of the second inquiry and 46% of the
third inquiry reported expanded use. About half of the respondents said that they used
ICT in the classrooms, which is very similar to Norwegian (Herneset al., 2005) and
Islandic (Dal, 2004) teachers. In Eurobarometer Flash, the biggest number of ICT-related
lessons was reported from Great-Britain (Hylén, 2003, pp. 10–11). In the PISA data, 36%
of Finnish schools reported that they used computers at schools at least a few times per
week, however the average of OECD countries was 43% (Kupari and Välijärvi, 2005,
p. 174).

The most familiar applications were data processors, the Internet, subject-based com-
puter programs (incl. CD-ROMs) and email; 43–70% of Kainuu teachers announced that
they were personally familiar with these applications. The percentages increased 10–15
units during the project’s four active years. The results of all inquiries indicated that the
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men were more familiar with all kinds of applications than the women, and that the teach-
ers at the primary school level were the most active in using ICT in the classroom.

In relation to telematics, the teachers mainly used email and the Internet to look af-
ter their private affairs (58% said ’often’), to maintain contacts with colleagues (49%)
and to prepare their lessons (34%). Networks for information acquisition from experts,
electronic publishing and pupils’ distance assignments were mentioned quite often. Some
gradual increase in the above-described aspects can be observed from 1999 to 2001 and
2004. One fifth of the teachers used online courses as a part of their teaching and learning
in 1999, but the share for 2004 was 38%, which is a significant increase. The women
were also less experienced in these respects.

The findings about the use of various applications were quite similar to those reported
in other Finnish surveys and investigations, although the ability or activity level of Kainuu
was slightly below average (Huovinen, 1998; Ilomäki, 2002; Koivistoet al., 1999; Sinko
and Lehtinen, 1999). The main trends of the results also resemble the findings reported
by Dal (2004; Islandic teachers), Heikkilä (2005; vocational teachers of Europe), Hernes
et al. (2005; Norwegian teachers), Williamset al. (2000; Scottish teachers), Simpson and
Payne (2002; Scottish teachers), and Kankaanrantaet al. (2000; the SITES-survey on 26
countries).

As far as teachers’ ICT skills are concerned, 58% of respondents saw themselves as
beginners but only 2% saw themselves as experts at the beginning of the project in 1999,
but some improvement is evident since then (Fig. 2).

It is difficult to say, unambiguously, whether the changes in the self-assessed abili-
ties are significant or not, but compared to some research reviews of ICT progress and

Fig. 2. Teachers’ self-assessment of their ICT skills (percentage distribution).
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its general slowness (Jedeskog, 2000; McCarney, 2004; Mioduseret al., 2003; Watson,
2001; Reynoldset al., 2003; Robertson, 2003), the result can be regarded as moderate.

All around the world teachers complain about a general lack of in-service education
and technical and pedagogical support, as was also the case in my follow-up data. In prac-
tice, it is difficult to reduce gender and intergenerational differences. Trust in computers
and computer anxiety influence decisions to use ICT in classrooms, and women in partic-
ular hesitate over the technical trustworthiness of computers and networks. (Tuomivaara,
2000, pp. 219–222.) In these circumstances, separate computer courses can even increase
these teachers’ anxiety. (see also Nordic countries, 2006, pp. 87–90.)

ICT tools open up various new ways to connect professionals. According to the lat-
est Scandinavian survey, teachers (N = 1166) from Finland, Sweden, Norway and Den-
mark reported frequent daily contacts with colleagues by means of ICT (Nordic countries,
2006, pp. 70–71). Among many important objectives, the Kainuu project aimed also at
increasing the teachers’ collaboration within and between the municipalities by means of
electronic tools (emails, video conferencing, groupware). The teachers wrote about their
various expectations of this area in 1999. Not all of them came true but the main cate-
gories of their expectations were present in the experiences reported in 2001 and 2004
(Table 2).

One can conclude from Table 2 that some interesting differences exist between the
years and that the ways of using ICT were quite conventional. On the other hand, it
should be kept in mind that the number of ICT beginners among the respondents was
high and expectations must be quite modest because of the adopted step-by-step strategy.

Table 2

ICT activities with colleagues (number of mentions,f = 102)

Year Year Total
Activities with colleagues 2001 2004 2001+ 2004

f f f %

Use of email 22 06 28 27.5
� In general (7+2)
� Creating contacts (13+3)
� Exchange of materials (2+1)

Planning meetings, negotiations 19 08 27 26.5
� In general (10+2)
� Video conferences (9+3)
� In-service education sessions (0+3)

Cooperation of different kinds between teachers 14 07 21 20.6

Use of Internet and networks 11 03 14 13.7

Distance counselling 00 03 03 2.9

Other activities 08 01 09 8.8

Total 74 28 102 100

Subcategories and their frequencies (years 2001 + 2004) in italics
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Similar findings can be found from several Finnish and European surveys and investiga-
tions. However, among the participants there are also advanced users who work fluently
and almost daily with mobile or interactive technologies (e.g., laptops, video conference
software, handheld devices, interactive whiteboards), digital platforms and various pe-
ripherals (e.g., document camera, e-Music equipment).

As was mentioned in the Introduction, general attitudes towards computers and their
pedagogical use are reported as positive in many international evaluations (Dal, 2004;
Herneset al., 2005, 285; Hylén, 2003, 12; Williamset al., 2000, pp. 308–312). For exam-
ple, 77% of Scandinavian teachers assessed that ICT had had moderate or great positive
impact on pupil performance and on the teaching-learning processes (Nordic countries,
2006, p. 58). Finnish or Kainuu teachers are no exception from these figures, even though
the correlation between attitudes and practical experience is not linear: teachers may have
positive attitudes before real teaching experiences. Potential bad experiences of teaching
may change temporarily their thoughts in a negative direction. Yet, when familiarity with
the technology increases, attitudes once again become more positive.

3.2. Teachers’ Reports on Pupils’ ICT Usage

The results of PISA 2003 indicated that the percentage of pupils using a computer at
least a few times each week were the highest in Hungary, Great Britain and Denmark,
as far as use at school is concerned, and in Canada, Island and Sweden for use at home.
Finland represented an average level but had made clear progress from 2000 to 2003.
(OECD, 2005, 20.) The amount of use, the ease of access to the Internet, or the number
of computers are perhaps not the best indicators because according to the PISA results,
moderate use of computers is related to good school success (Kupari and Välijärvi, 2003,
p. 179). Pupils still seem to be interested in computers, although Finnish – like, for exam-
ple, Danish, Hungarian or Japanese – pupils were not so keen on technology than some
other countries’ (e.g., Canada, Germany, Iceland) pupils. The main trends are similar to
those reported in the latest survey on Scandinavian teachers (Nordic countries, 2006).

Because of scant research resources, I did not gather information from Kainuu’s pupils
directly but I asked the teachers to assess pupils’ views and interests indirectly. The fol-
lowing results are based on data reported by teachers.

In October 1999 the teachers of Kainuu expected that the exchange of emails, various
joint projects between schools (both within and between municipalities) and distance
learning by means of video conferencing might be possible and interesting. The 2001
and 2004 results (Table 3) revealed that many of the above-mentioned activities came true
in practice: the Internet was used as an information source, emails were exchanged for
different purposes, experience was gained in video conferencing and distance learning,
and pupils’ reports and writings were published electronically. The proportion of different
activities varied from 2001 to 2004, from the most conventional to newer activities.

When the respondents were asked to freely describe their various positive experiences
on the pedagogical use of ICT, 14% of the utterances (f = 116) focused on the pupils’
motivation and interest. They were also pleased with technical advances, i.e., new equip-
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Table 3

ICT activities with pupils (number of mentions,f = 180)

Year Year Total
Activities with pupils 2001 2004 2001+ 2004

f f f %

Search for information in the Internet 35 06 41 22.8

CAI programs, CD-ROMs 25 05 30 16.7
� In general (15+3)
� Programs for special education (7+0)
� PowerPoint (3+2)

Use of email 21 09 30 16.7
� In general (10+4)
� National and international contacts (6+2)
� Sending and receiving pupils’ assignments (5+3)

Video conferencing 14 03 17 9.4

Writing reports and producing other assignments 07 09 16 8.9

Electronic class newsletter 02 07 09 5.0

Web-based courses 00 08 08 4.4

Use of digital camera 04 02 06 3.3

Other activities 14 09 23 12.8
� Distance learning (3+0)
� Editing home pages (2+1)
� Project on local geography (2+1)
� Acquaintance with a virtual science museum (2+0)
� Various other experiences (6+7)

Total 123 58 180 100

Subcategories and their frequencies (years 2001 + 2004) in italics

ment and software for the use of pupils and teachers had been bought (19%) due to the
project.

From the pupils’ viewpoint, quite a few teachers complained that there are not enough
work stations and that fast broadband access to the Internet is missing. Similar worries
can also be read from other national and international reports. Depending on various
teachers’ pedagogical perspectives, quality of net connections and peripherals and phys-
ical placement of computers at school, technical infrastructure can be a real obstacle to
advanced pedagogical use of ICT or it may be used as an excuse (Kiesi, 2005; Nordic
countries, 2006, pp. 82–84; OECD, 2005, p. 29; Opetushallitus, 2005, p. 35; Reynoldset
al., 2003, p. 154; Smeets and Mooij, 2001, pp. 408–409; Williamset al., 2000, p. 313.).

As a summary of pupils’ perspectives (reported by their teachers), Fig. 3 draws atten-
tion to certain attitudinal items (5-point scale, 1= I agree. . . 5 = I disagree):

The questionnaire contained 20 items but Fig. 3 only refers to those seven items di-
rectly concerned with the pupils’ perspectives on the advantages or disadvantages of
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PL1. ICT is a good tool for the indepen-
dent search for information.

PL2. ICT is at its best when substantial
and amounts of information are being
processed.

PL3. Computers are good tools in pro-
moting social learning.

PL4. CD-ROMs and websites inveigle
pupils too easily onto the wrong tracks
in their learning.

PL5. ICT increases pupils’ interest in
learning and teaching.

PL6. ICT is suitable for the development
of pupils’ cognitive abilities.

PL7. Working with computers easily
leads to mechanical learning.

Fig. 3. Teachers’ opinions of pupils’ learning (PL) with ICT (percentage distributions,NFI99 = 156 and
NTI04 = 81).

computer-mediated learning frequently mentioned in the literature. ICT was seen as a
relevant tool for gathering various kinds of information, although the number of teachers
who agreed with this decreased from 92% (year 1999) to 89% (2001) to 78% (2004).
The effects of computers on pupils’ motivation and activation were more apparent at the
beginning of the project than at the end (Mean= 3.90 → 3.93 → 3.75). An opportunity
to control a lot of information was appreciated, but some decline was also evident here
(3.93 → 3.84 → 3.70). Many teachers were afraid that the huge amount of digital infor-
mation available (especially from the Internet and CD-ROMs) can obscure the objectives
of learning (3.47 → 3.41 → 3.19). Some of them did not entirely believe that social
learning or social skills could be promoted by means of ICT (2.45 → 2.33 → 2.51).

4. Discussion

The main findings of this follow-up study indicate that in relation to ICT teachers may
make important progress in the course of time and with some external support. Their pri-
vate and public pedagogical use of ICT – self-assessed IT abilities included – increased,
and communication between colleagues found new electronic channels. The teachers
gave their pupils new opportunities to work with digital tools, seeing them as useful in
improving learning results and in the enhancement of motivation.
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However, these changes were not dramatic or fast. Existing pedagogical routines
should be appreciated and new tools must be initiated based on these existing teaching-
learning processes. The flaws of this kind of incremental development strategy are well-
known, but evidence not only from the Kainuu data but also from international experi-
ences show that revolutions are perhaps not the best ways to change teachers and schools
(Mioduseret al., 2003; Tubinet al., 2003).

The expanded use of ICT at schools belongs to those educational innovations where
the results have occurred slowly, also in international contexts (Markauskaite, 2003).
Some teachers presumably feel helpless amidst the flow of information and expectations,
especially when they do not have enough knowledge, education and experience. Negative
attitudes come to the surface when proper information is missing and initial experiments
in the classrooms are postponed. Sometimes it may be a relief to plead a lack of comput-
ers or software.

Many researchers think that incorrect arguments have been used in the efforts to pro-
mote ICT at schools. Robertson (2003, pp. 326–328) and Watson (2001, p. 215) explain
that too much is discussed about the advancement of economic growth by means of ICT,
and teachers do not like it when pupils are subordinated to business values. Reynoldset
al. (2003, pp. 151–153) are suspicious of the rhetorical optimism about how ICT may
solve all learning problems and erase various deficiencies for the whole of society.

Jedeskog (2000) criticises the rational-instrumental development strategy where
schools’ micro-political atmosphere and structure are ignored and externally supervised
projects are implemented. Mioduseret al. (2003, 30) and Tubinet al. (2003) remind us
that ICT is a complicated and multi-levelled group of tools and it takes quite a long time
to learn to use them. Innovations at the individual level require different strategies to
those innovations that are disseminated at the organisational level. Ramsay (2001) sug-
gests, based on his ICT project in a big school (700 pupils), that schools should give solid
answers to the following three questions, which may look self-evident but are ultimately
not so simple:

• Why does the school believe it should teach and learn with ICT?
• What student learning with ICT is proposed to occur?
• How can the processes and practices of teaching and learning with ICT be put into

place?

Systematic work has been conducted for years to develop Finland into an information
society. What is meant by an information society is dependent on the speaker and the
viewpoint adopted, but in all cases citizens are expected to adopt and master new technical
skills, the aim being that all or almost all of them should acquire digital literacy. It is still
worth remembering that besides narrow interpretations (= that citizens should be able to
use technical equipment), broader thinking is needed also on the qualitative changes in
living conditions that may arise from an information society. Those include changes in
working cultures and know-how, which will require many structural changes in various
work tasks.

As far as the sociological aspects of ICT are concerned (e-Democracy), computers
for enriching teaching and learning processes are as important to pupils and teachers
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living in developing areas as anywhere else. The aims and objectives of the use of ICT
that are written into the national guidelines for local curricula are equally binding all
over the country. Summarising the experiences received from the Kainuu project, it can
be said that distance education and online learning in their different forms are essential,
functional and potential tools for teachers and pupils. They can expand the ordinary cur-
riculum, they can give pupils new experiences and skills and they may sometimes even
successfully replace a lack of local educational services.

If schools in sparsely populated areas are equipped with proper information technol-
ogy and the cooperative use of such equipment by people living nearby is well planned
and carried out, the advantages of the expensive investments can be enjoyed by a broader
sector of the population. Schools can once again become modern development centres
or workshops which serve all age groups in the neighbouring society, from children to
elderly people. Sometimes the versatile use of a school’s digital infrastructure might even
prevent the closure of a small school. I have reason to believe that these are not only
visions that fit Kainuu or Finland, but that similar challenges lie ahead for teachers, head
teachers, local educational authorities and national politicians all around the world.
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Suomijos mokytojai ir mokiniai – informacini ↪u ir komunikacini ↪u
technologij ↪u naudotojai

Päivi ATJONEN

Pagrindinis šio t↪estinio tyrimo uždavinys – aprašyti mokytoj↪u lūkešcius, patirtis ir galimus
pokyčius, susijusius su pedagoginiu informacini↪u ir komunikacini↪u technologij↪u (IKT) pedagoginiu
pritaikomumu. Vykdant IKT pl̇etros projekt↪a buvo surinktos trys duomen↪u apie ryt↪u Suomijos re-
gion ↪a gruṗes. Duomenys rinkti atliekant apklausas. 1999 metais atlikt↪u apklaus↪u anketas gr↪ažino
iš viso 156 vidurini↪u ir pradini ↪u mokykl ↪u mokytojai, 2001 metais – 155, o 2004 metais – 81.
Apklaus↪u rezultatai atskleiḋe, jog mokytojaiėmė naudotis platesniu IKT priemoni↪u spektru (ypǎc
tekst↪u rengykl̇emis, žiniatinklio naršykl̇emis, el. pašto ir kompaktini↪u disk ↪u programomis) tiek ir
atlikdami savo pedagogin↪i darb↪a, tiek ir kasdieniniame gyvenime. Pači ↪u mokytoj ↪u vertinimu, j↪u

↪igūdžiai, susij↪e su IKT, pageṙejo per projekto vykdymo laik↪a. Padiḋejo bendradarbiavimo su kole-
gomis dalis, kai tam pasitelkiamos informacinės ir komunikaciṅes technologijos. Nors daugelio
mokytoj ↪u nuomone IKT padeda mokiniams mokytis, tačiau radosi ir keletas skeptišk↪u požīuri ↪u.


