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Abstract
Participants in circle rituals are exposed to other people looking at them and have little
possibility to evade this surveillanc e. The others6 | ooks constitute th

make one feel ashamed, which shows the objectivating nature of looks. Based on a

contrasting analysis of the field notes from two ethnographic studies at different

educational institutions, this contr ibution will focus on this paradox nature of the circle

between subjectivation and de -subjectivation. The paper will examine the following
qguestions: Whi ch ways of-)subfedivatpm are madei ppsailbvlet os d&re ( d e
prevented by different ways o f intervening practiced by education professionals? How do

children and adolescents deal with the paradox nature of circle situations in the context

of certain power relationships? The interpretation yields insights into the specific

connection between the educational -material formation, disciplinary techniques, and

power.

Keywords: ritual T power T (de-)subjectivation T disciplining T ethnography

1. Introduction

Primarily in the context of the kindergarten, primary school and youth work,

circle rituals characterize and structure everyday educational life. The goals of

circle rituals are the experience of mutual affection, equal rights, the softening of
hierarchies, and more. Based on a contrasting analysis of a morning circle at a
kindergarten and a circle meeting during a dancing project at an open social
education institution for girls, this contribution will point out wh at core paradoxes
are constitutive, across institutions, and how the ways in which actors deal with

these paradox situations are reshaped.

From a performative theory point of view, educational reality is constituted by

what happens in the course of perfor mative acts (Austin, 1962/2002) that are
staged in a ritualized way by social actors (see Wulf & Zirfas, 2007, p. 17). Circle

rituals of the kind that are the focus of this analysis may be considered to be
exemplary for the all in all strongly ritualized n ature of the educational
institutions  kindergarten and open social educational institution. For the
reconstruction of circle rituals, two of the social functions of rituals as worked out

by Wulf et al. (2001) prove to be helpful: First, rituals produce col lectively
shared knowledge and action practices and reproduce them by way of this social

order (see Wulf & Zirfas, 2001, p. 198). Second, due to their staging nature they
establish exclusions and thus produce community (p. 204). In our opinion, what
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is cru cial for determining rituals is not superficially their regularity but rather

their significance for the social. Also, what is constitutive for the ritualized

staging of educational e Vv er y dmegenck offthe pepge t he Apl
contributingtot he event who commonly perform an actic
bodily -mimetic processes, produce a commonly shared reality (Wulf & Zirfas,

2007, p. 17).

If, according to the performative view, one understands the reality of educational
everyday life as being cre ated collectively by the children and adolescents
together with the education professionals, then at the methodological level, the
question of the how of these collective stagings is the focus of our empirical
reconstruction. Accordingly, dense description s (Geertz, 1973) of educational
everyday life were given in the course of the two ethnographic studies, which are
located in the reconstruction of meaning paradigm. The interpretation of the data
material was conducted using a sequential analytical procedu re, in that the
material, following suggestions developed by grounded theory (Strauss & Corbin,

1996), was coded in the following sequence: open coding, axial coding,
theoretical coding.

2. Scenes

2.1 Morning circle at the kindergarten

What constitutes the ritual of the morning circle in this kindergarten group is that

it always starts in the same way, in that the names of the children, present or
absent, are called out in a playful way. By way of this ritual, the group is created
performativ ely. The scenes presented in the following reveal how this
constituting of the group is continued by means of the staging of a formalized

circle game, and how the children are in addition verbally and physically
introduced to the valid norms of behavior of the morning circle. The following
scenes were selected to show fragile moments in these stagings. The focus is on
situations in which (game) processes that usually run smoothly are interrupted,

which prompts the educators to intervene in special ways.

(. ) For the next game, ATur n, smal | spinning t
as the next player. At once Hannah covers her face with her hands and, in a

tear ful VOi Cce, says, ino, no, no, 0 while shaking
do it i nst ethede@uodatod, asksnSdently Hannah shakes her head. Then

lrina tells Mirj a: AThen do it agai n, Mirja.o
pointing with her forefinger, and chooses another child. Hannah takes her hands

down and loudly joins the singing durin g the next rounds. (...) When she is

chosen for the third time, Hannah again covers her face with her hands and

shaking her head says, i No, no, no. o Angel i ka,
AfTher eds no need t o cry, Hannah. Y o uld dboith 6 t hav
instead?0 ANo, no, no, 06 Hannah continues, stil!/l
AShall [ do it instead?0 Angeli ka asks. iNo, no
Tami, then you do it again, o Angelika says.



Actes de la 9" Conférence Internationale Education, Economie et SociBtis 2010

(...) Then, several children, one after t he other, present songs. Meanwhile, Mirja
stands up again and again, (...) turns around, goes to Irina, and sits down on
her lap. Then she stands up again and takes one step out of the circle. Irina

holds her and draws her back onto her lap, saying silentl y, fAPsst. Mirja, Ha
singing a song.o0 Mirja makes a squealing noise,
across Irinaés | ap. She stretches her arm towar
from the circle. Il rina holds her, s [itythatryau, i No, I
want 2?0 Again Mirja stretches her body towards t
AWait, Mirj a, stay here a while. Later you may |

for a short time until finally circle time comes to an end. (...)

2.2 Adance p roject at a youth center

The dance project starts with a preparatory meeting, during which the six girls,

ages 11 to 15, without having been asked, sit down in a circle in the almost

empty room. The way of negotiating as well as insisting on valid rules f or the
circle formation constructs this meeting as an educational setting. The following

scene shows, how power relations and disciplining strategies are connected to
performatively constituting the group.

AAl so, you muses Rehancypbuiferexa mple T do | wantto participate

or not, all right? Also you, Annemarie, and then you will have to come every

ti me. And Il ndir a, do you want t o participat
Sozialpadagogin, or social education worker [SE 1], asks each the girls who are

sitting in a circle, addressing each of them in
Et hel has shown them [the dancing steps] to me,
here at all, 0 another girl shouts. AWell, exact]
serious, because itbébs also a group, and you must be
now, 0 Tamara says. nwel I, Il would I|Iike to say s
ot her . For exampl e, there are a few people, 0 | :
had her hand up the whole ti me . ANow pl ease |l isten to lzg
education worker says, when two girls starting talking to each other. Uzgiil goes

on: (...) Afor example, as Olga [another soci al
want to do a presentation of the dance. But if so me of us donot c ome, |

i s dumb, because, what is the point, what i s t he
exactly what | 6ve just sai do, Tamara [ SE 1] s ay
they wondét come, Dbecause i f we ealtnaeys hmaveea 6tt o | 21
it yet , t hen I certainly donodt know, t hen someh
dance with us becauseo AYes, exactly, girls who
know the dance wil/l simply not be all owéad to pe
education worker. iBut what i f somebody i S i
di fferent, but still i f she doesnot know t he
AUmm, Ol ga, o0 | zgg¢l does not finish her sentence
stupid if everyone knows t he dance steps and one girl doe
is why you must show the others the steps mor e,

continues. (...)
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3. Formations of the Material and the Symbolic Circle

Circle rituals serve the constituting of groups, both in the spatial -material and
the symbolic -immaterial sense. If the former is constituted by the spatial -
materi al arrangement of the participantsé
functions as a criterion for the latter. Although in both settings physical presence
means an obligation to take part in the circle ritual, at the same time it proves to

be a fragile constitutional feature of belonging to the group, to the symbolic -ideal
circle. The setting at the kindergarten is precisely also about communicating to

the children that also children not present are part of the group, in the dance
project by contrast, it is negotiated via the present girls present themselves, to

what extent they are legitimate members of the symbolic circle. For th e
kindergarten, the formal aspect of being enrolled functions as the criterion of
belonging to the group, and taking part in the circle is binding without question

for all children present. For the voluntary dance group, in contrast, declaring to

take part regularly proves to be a necessary, although not sufficient, criterion,

for the young people are supposed to deliver performance and accept majority
decisions. In this respect, belonging to the dancing group appears precarious and
potentially shaming. At the day nursery the formal circle is the more strongly
topic of discussion among children and professionals, in the dance group, via the
discussion on ideally belonging to the group, the focus is primarily on the
constitution of the symbolic circle. Thus, in both contexts it is not only about the
in situ observable, formal  -material circle, but also always about a symbolic, ideal
circle, which is performatively created by the material formation.

4. Paradoxes of the Circle

Thus, circle situations have not only a formal but also an ideal group - constituting
function. Viewed from the outside, this material formation presents itself as a

closed entity that is seldom broken up, and only to let in legitimate members.

Towards the inside, the circle is open; in bot h the kindergarten circle and the
educational setting of the dance project the participants in the circle rituals are

with their whole bodies always potentially exposed to the surveillance of others.

bodi

€ S

I n this way the circle proviadetssipded,echutonnatgaa
the Ainside, o for the possibilities to evade

and there is a certain degree of protectionlessness. This intimating construction

provides a stage for the children and adolescents to produce inpu t, to create an
image, but also to lose face, if this space of presentation changes into a space of
Abeing on exhibit,o or fAbeing presented. o
that at both the kindergarten and the dance class, determining the phenomen a
of Apresentationo and fAbeing presentedo
paradoxes of the ritualized circle situations, which here, in a situation of being

looked at, with the constant possibility of being looked at and thus being caught

out, are expla ined in more detail as the paradox of subjectivation and de -
subjectivation processes.

The

t h

a

functi

The objectivating and at the same time subjecti
regard) is particularly relevant for Jean -Paul Sartrebs analyses.

Nothingness : An Essay on Phenomenological Ontology, Sartre (1943/1966)
explains the extent to which the constant possibility of being seen by the Other



11
Actes de la 9" Conférence Internationale Education, Economie et SociBtis 2010

may objectivate me T not for myself, however, but for the Other (p. 343, p.
364). The look is at the same time subj ectivating, due to a feeling of being
accepted as a living, personal existence, as a subject. At the same time,
however, it is the look of the Other that can make us feel shame. With the circle
formation, the potentially shaming nature of the situation is particularly
increased, due to fact that possibilities to evade are restricted. With this
formation there is no outstanding observing position, as Michel Foucault (1977)
worked out for the Panopticon; instead, everyone participating in the circle is
raised to a potential observer. Accordingly, for the analysis of circle situations,

the term Zentrorama used by Gunnar Schmidt (2003) suggests itself: an
observed focal point, where the subject becomes blind and knows that it is being

made the object of a multit ude of looks. In this contribution, this focal point is
not grasped as geometric but as symbolic, in the sense of a guided (attention)
focus on certain participants in the circle. The two recorded settings reveal the
unequal power relations that are entail ed in this construction of the symbolic
center.

In both of the settings, this centering, this becoming a focus, takes place
through the children and young people being looked and through their being
addressed by name. As in circle situations there is high lighting of the individuals,
individual children are made the focus of attention, made the symbolic center;

they are in the spotlight, so to speak, and thus subjectivated. At the
kindergarten, this occurs when the educators address the child by name who is

not acting in accordance with the rules. During the dance class, this happens

when three out of eight girls of the group are addressed by their names and are

asked to attend the group meetings regularly. De -subjectivation results when
those being addresse d individually by looks and by their names are put on
display with their (for the time being) inabilities or shortcomings. The shaming

nature of such de -subjectivation processes is evident in that the participants
here are constructed in front of everybody as children who are not yet able to
correctly say the game question or as young girls who are unreliable attendees.

What will be interesting in the following is, first, the possibilities of the children

and young people to evade this structurally powerful , centroramic, educational
setting, and, second, the interventions and disciplining that are applied to mark

certain ways of evading as legitimate or illegitimate.

5. Ways of Dealing with the Paradox Circle Situation
5.1. Legitimate and illegitimate wa ys of evading

For the material and the symbolic formations of the circle, the paradox of the
|l ook proves to be a constitutive, although the
diverge strongly.

As to the morning circle at kindergarten, the participants s truggling to
(iNlegitimately evade happens primarily at the level of the formal -material circle.
Hannah evades the attention directed at her through verbality, by way of her
massive fAno, no, noo and her crying.
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Both the material formations of circle and space and the additionally implied
norm of not leaving the circle function as limitations of physical possibilities to
evade. Covering her face, the most symbolic part of the body, Hannah evades

the othersd | ooks as an entire pesaeveaattimes Present
means an almost absolute evading, which is marked as legitimate by the

educator Es permi ssive way of acting. On the ot
completely evade the formal -material circle by breaking out is constructed as

being illegitima te through Irina keeping hold of her body. This sanctioning makes
the previously implicit norm is now explicit.

If at the kindergarten evading from the formal -material circle on the whole

happens by physical ways of evading, with the dancing project, on the other

hand, it happens first of all through verbality. When Indira, by being addressed

by her name and being | ooked at, is made the fo

the social education worker, she turns the focus from herself to Ethel, another

grlwho is not present. The harsh intervention by

here at all, 0 marks this attempt at distracting

contrast to the very much adult -structured and adult -dominated kindergarten,

where exclusively t he professionals mark legitimate and illegitimate ways of

evading, with the dancing project this is done

move out of the focus of attention nevertheless comes along with stylizing her as

a legitimate, ready -to-perform memb er of the symbolic circle. She refers to Ethel

as having already shown her the dance steps. The strong need for negotiating

legitimate and illegitimate ways of belonging to the symbolic circle of the dancing

group is expressed by Renan’s hypothetical quest i on, AiBut what i f s o0me
il 1?26 Here it is about testing legitimate reasort
without losing symbolic membership.

5.2. (Power and) Disciplining

Particularly Foucault pointed out the essential meaning of disciplining

mechanisms at and for educational institutions. From a historiographic point of

view Foucault reconstructed how disciplining at school succeeded at making the

childrendéds bodies the subject of highly compl e:
(Foucault, 1978, p . 43). What he considers constitutive for disciplining at school

is mutual and hierarchized observation, and thus Foucault (1975/1977) locates

an fAorganized surveillance relationshipo at the

(p. 228). In contrast to tradit ional classroom instruction at school, this

surveillance relationship is increased in the circle formation, due to its

Aicentroramico nature, which already has a discij

for being observed. Furthermore, in both educational s ettings the childrei
r

young peopleds body and behavior practices are
a variety of disciplining actions by the educators.

Sitting on the educatordéds | ap may be seen as a s
then also explicitly and verbally expressed (A
child threatens to break out of the circle form

Mi r j a dysnakesoleaving the circle illegitimate and draws a clear boundary. At
the kindergarten, disciplining and regulating happens exclusively at the level of
the formal circle, which as a place the children may not leave. Belonging to it
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ideally is not a topic  of discussion but is actively practiced by way of the material

formation, although without making it further explicit. In the dance project, the

ways of disciplining refer primarily to the symbolic circle, not to the ideal group;

they are of purely verbal nature and much more subtle. Unquestioningly, so to

speak as a matter of course, making the young girls form a formal circle

prominently indicates an already practiced degree of self -di sciplining. Iz
initial guestion about thet pointhi §Wbhaaass30thef
final result: the dance presentation. Latently, the statement by the social

educati on wor ker , nit wi | | | ook stupid, o refer
observers and is of a disciplining nature. Subjectivating the dancing group as

being successful is definitely necessary, in order to not be shamed in front of an

imagined audience, which would be equal to de -subjectivation. By referring to

the audience and the group as a whole, the formal, social, and normative criteria

of belonging to the symbolic  -ideal circle are legitimated.

At the kindergarten, the highest degree of disciplining in the sense of forced
inclusion is physical holding of the child, to keep the child in the circle. In
contrast, with the dance project, potent ially exclusion from the symbolic circle
functions as the highest degree of disciplining. It seems as if negotiating
belonging and exclusion works as a strategy to reproduce the norms like

reliability, willingness and the acceptance of majority decisions. The clearly
hierarchically structured power relation between professionals and children or
adol escents is reflected, among other things, by

to speak and intervene, for no reasons must be given, and it is also unequally

distributed. The adults set valid norms of behavior for the circle, without of the

need for any negotiations and without any need to explicitly formulate them as

rules. In stark contrast to the dance project, where rules are legitimated by

referring totheun ity of the groupbés majority decision,
justification of existing rules seems to be necessary.

6. Prospects

The previous considerations regarding the paradox circle situation can be

systematically theoreticisednosing Det @eeheéasbsa
6tactic,® which De Certeau applied to the analys:s
of acting (De Certeau, 1980/1988, p. 12). Through this, the focus of the analysis

shifts from the subjects i the professionals, children, a  nd adolescents i to the

possible types of action within the educational setting of the circle.

60Strategy6 requires a subject of wildl and power
circumscribed as proper (propre) and that is dominated by seeing (De Certeau,

1980/1988, p. 88). Accordingly, perfect for this is the circle over which the

educators and in which all participants are visible and observable to each other.

Precisely by dominating places through seeing, strategies can create certain

types of actingandc an f orce them upon 6those ruled, 0 as
here showed, for example by the normed practicing of the organized course of

games or by being forced to participate consistently in the dance project. In both

settings, the strategy of the profes sionals is based on their ways of disciplining,

with the goal of staging both the materi al and
the norms. o
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A o6tacticbo, on the other hand, is for De Certeau
proper (a spatial or institut ional localization) and the lack of power (De Certeau,

1980/1988, p. 89f). Accordingly, tactics themselves are not able to produce any

types of acting; all they are able to do is to tactically exploit, manipulate, and

remodel (p. 78) the strategically enfo rced types of acting. Thus, tactics may be

read as successful tricks of the Oweakdo within
(p. 92), the former scoring a coup through skillfully exploiting time and waiting

for a favorable situation (p. 90). In this sens e, both at the kindergarten and in

the dance project attempts to evade may be interpreted as tactical action.
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Abstract

This investigation explored the digital literacy demonstrated by fifty preservice teachers

engaged in problem -based learning.  Using a case study design, the research examined

the interaction and collaboration between and among students in methods classes as

they created wikis as tools for identifying solutions to content -bound, open -ended
problems in social studies and science. Data included interviews conducted with
participants at the beginning and conclusion of the wiki project and activities documented

in w iki page histories such as adding, editing, questioning and deleting information. All

data were analyzed within Dresangébés framework for Ra
Results indicate that preservice teachers had the skills needed to use wikis as tool s for

communication and recognized the potential of wikis as meaning making tools; however,

students were unable to construct new knowledge through the wikis. Findings suggest

that meaning making through wikis requires facilitation and repeated practice.

Keywords: Digital Literacy -Literacy -Teacher  Education -Wiki Technology -Radical

Change Theory

1. Introduction

According to the National Council of Teachers of English (NCTE, 2008)
Aproficiency with the tools of technologyo and

analyze and evaluate multi -medi a textso are among thd key ¢
21° century literacies (p.1). Evidence shows that K -12 teachers are developing

and using these 21 * century literacies and finding ways to foster them in their

classrooms. I n fact, a 2009 survey of over 1,400 tea

than three -quarters (76 percent) of K  -12 teachers report that they use digital
media in their c¢l assr oo nhesetéaPhBrSvalue2a@i®rangep . 2) .

of digital media from video to interactive | ess
attitudes about the effects of digital media on their own teaching and on

student sd engagement and achievemento (PBS, 200¢
decreases (NCTE, 2009) and the number of teachers using digital media

personally and professionally increases (PBS, 2009), an expl oration of preservice
teachersdé6 digital |l iteracy seems Iimperative.

2. Perspectives/Theoretical Framework

Our understandings of literacy were framed in a sociocogntive perspective of
literacy and learning (Langer, 1987, 1989, 1990a, 1990b, 1991, 1995). Drawing
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on the work of Rogoff (1990), Vygotsky (1962, 1978) and Wertsch (1985, 1991),

this perspective consi  ders all learning to be social in nature. Individuals become
members of literate communities when they learn to use language through tools

such as reading, writing, speaking and listening for the purposes of

communicating and constructing knowledge. These tools are developed, valued
and fostered in ways that are appropriate within a specific cultural context

whether that context exists online in real time, virtual time or face to face. From
this perspective, individuals develop the tools for literacy thr ough interactions
with other community members who model ways of knowing that are appropriate

in their particular context. Based on this notion of literacy, digital literacy is the

ability to use language through Web based tools such as wikis, blogs and
interactive whiteboards for the purposes of communication and knowledge
construction.

This perspective of digital literacy guides our investigation of the ways in which

digital literacy is demonstrated through wiki technology. It is framed by

Dresang's t heoretical principles of Radical Change: interactivity, connectivity and

access, and the information behaviors related to changing forms, perspectives

and boundaries that grew out of the theory (Dresang, 1999, 2005, 2009;

Dresang and McClelland, 1999). While Radical Change theory originally

devel oped as a response t o childrenos experie
applications to digital texts. These principles and b ehaviors articulate the skills

and experiences associated with living in a digital world.

Dresang (2009) defines interactivity as fAdynamic, nonlinear, and

|l earning and information behaviorodo that provide:
by end-user s o ( Wheg dnderstood within the context of the information

behavior related to changing form , we see that content, format and style are

ever changing in the digital world. Texts may be print, not  -print, aural or visual.

They need notbe ru le governed. They are never static.

Through the principle of connectivity one is embraced by a fisense o
and can participate i n t he fconstruction of S
changing per spec tThiwneans that p changing.perspe ctives becomes

a consistent information behavior through the exchange of multiple and

Apreviously unhear d Invihe digta dvorld, phis 2s9 gvidenced

through the texts created in social networking communities such as Facebook.

The princip le of access firefers to breaking | ongstanding i
bringing entr®e to a wide diversity of formerly
27). This narrowing of the digital divide is best observed through information

behavior related to changi ng boundaries (p.29). Based on this principle, all

members of the digital world are invited to be both consumers and producers of

information regardless of age, gender, interests or assumed expertise.

As technology continues to permeate every aspect of knowledge acquisition and
knowledge use, both in and out of the classroom, the theory of Radical Change

and its resultant behaviors articulates and informs the skills and dispositions
necessary for developing 21 %' century literacies in an ever increasing d igital
world.
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3. Literature Review

According to the sociocognitive perspective of literacy that guide this study,
individuals develop the tools for literacy through interactions with other
community members who model ways of knowing that are appropriat e in their
particular context. Based on this notion of literacy, digital literacy involves
effective communication and knowledge construction through active membership

in Web based communities and skilled use of Web based tools such as wikis,

blogs and ot her changing and developing information and communication
technologies (ICTs) ( Coiro, Knobel, Lankshear, & Leu, 2008; Lankshear &
Knobel, 2003; Leu, Kinzer, Coiro, & Cammack, 2004; McKenna, Labbo, Kieffer, &
Reinking, 2006;  McPherson, Wang, Hsu & Tsuei, 20 07). Position statements of
national organizations such as the National Council of Teachers of English (2008)

and the International Reading Association (2009) reflect these newly developing
notions of literacy.

Wikis are uniquely suited for the explorat ion of digital literacy. Wikis serve as

the tool through which members of the digital world, as both author and

audience, are able to access, share and exchange ideas. Wikis have the
potential to become the texts that convey newly constructed knowledge o fa
community. In this way, Wikis reflect the principles and behaviors of Radical

Change Theory (Dresang, 1999, 2005, 2008) and may be Radical Change texts.

The literature related to the use of wikis in educational settings ranges from

anecdotal descri ptions to empirical research. All of it provides insight into the

use of wikis as tools for acquiring and constructing knowledge in academic

settings.  Whether describing the use of wikis in K -12 (Borja, 2006; Luce -
Kapler, 2007; Morgan & Smith, 2008), u ndergraduate (Cole, 2008; Lundin,
2008; Morgan & Smith, 2008; Wheeler, Yeomans & Wheeler, 2008) or teacher
development settings (Engstrom & Jewett, 2005), authors describe wikis as
collaborative, malleable, inquiry tools that can promote student -centered
knowledge acquisition and construction through the inherent seeking, sharing

and revising of ideas. It is these characteristics combined with the assumption

that most learners in the 21 century are fAdigital nativeso (F
prompt educators across all levels to use wikis (Borja, 2006; Cole, 2008;
Engstrom & Jewett, 2005; Luce -Kapler, 2007; Morgan & Smith, 2008; Wheeler,
Yeomans & Wheeler, 2008).

Bringing digital literacy tools typically used to engage in authentic, out of school
contexts into the classroom has its challenges. Most authors concluded that wiki

users of all ages need an orientation to wiki technology for school purposes
(Cole, 2008; Engstrom & Jewett, 2005; Luce -Kapler, 2007; Wheeler, Yeomans &
Wheeler, 2008). They noted th at some learners experienced difficulty using wiki
technology. Undergraduates (Cole, 2008) and teachers alike (Engstrom &
Jewett, 2005) reported trouble uploading, editing and browsing. Students
required to use wiki tools for school purposes did not have high motivation for or
interest in the task (Cole, 2008; Wheeler, Yeomans & Wheeler, 2008). In fact,

Cole (2008) reported that only 68% of students had actually logged on by
midterm. Of that group, no one had posted information. They cited lack of time :
lack of willingness to share and critique ideas and lack of confidence in their work
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as additional reasons for not participating (p. 144). These students also reported
feeling that the wiki was not relevant or necessary to the course or to their
learnin g. Luce -Kapler (2007) and Wheeler, Yeomans & Wheeler (2008) noted
that wiki users also experienced difficulty due to uncertainty about the
expectations of the assignment.

Teachers can meet the challenges of using digital tools to develop literacy by

prov iding modeling and scaffolding that is typical of effective instruction in any
classroom (Cole, 2008; Engstrom & Jewett, 2005; Luce -Kapler, 2007). Teachers
need to model critical thinking and information literacy skills (Engstrom & Jewett,

2005). Assignmen ts need to be contextualized within the curriculum in order to

be purposeful (Cole, 2008). Wikis need to be included because they are
necessary rather than simply because they are trendy (Cole, 2008; Wheeler,
Yeomans & Wheeler, 2008).

This literature  demonstrates that wikis have the potential to promote high level
thinking and knowledge construction. If this is to happen, teachers must provide
appropriate directions, scaffolding, opportunity and feedback. They must model
the use of digital tools for digital literacy. To do this, teachers must themselves
be proficient with these tools and possess digital literacy. Understanding the
digital literacy of preservice teachers seems to be a logical next step.

4. The Case Study

We explored the digital |l iteracy of preser vi

study using purposive sampling. Invited participants included graduate and
undergraduate preservice teachers enrolled in teacher education programs at a

small liberal arts coll ege in Northeastern United States. Twenty -seven
undergraduate students were enrolled in a required integrated math/science

methods course and twenty  -three graduate students were part of a required

integrated social studies/English methods class. Within e ach methods class,
students were divided randomly into five groups of five to seven students.
While each student was a member of a group, only thirty -six students were

active participants. Each group served as a case.

All groups used PBWiki to engage in problem -based learning projects.
Undergraduate students explored the preservation of the ladybug while graduate
students investigated Jamestown as a historical mystery. All groups participated

in a lesson on how to use wiki features and received a cle ar description of the
problem and a multi -step problem solving framework. All participants had
access to computers on campus. Most also had access at home. At each class
meeting participants were encouraged to maintain their engagement in the
project and reminded that their contributions were recorded. All instructions

were posted on the wiki. Pre and post interviews about the definition of digital

literacy were conducted.

ce



20
Proceedings" Paris International Conference on Education, Economy and Soc264,0

5. Methods of Data Collection and Analysis

Data included interviews with p articipants about their knowledge of digital

literacy prior to and at the conclusion of the problem -based wiki project
completed by each group. Wikis consisted of page histories, indicating both

types and frequencies of functions performed by participants . There were two
levels of data analysis provided by the wiki -page histories. At the first level, all
functions were identified and counted. At the second level, two researchers

reviewed the substance of each transaction to create a coding scheme (Nast asi,

1998). The coding scheme reflected literacy skills as follows: initiation, revision

and extension. The coding scheme was finalized and frequencies established. A

third rater utilized the coding scheme to code twenty -five percent of the wiki
data fo r purposes of reliability. A content analysis was applied to the interview

data, identifying underlying themes related to their understanding of digital
literacy and their own digital literacy skills.

6. Results and Findings

The research goal was to explore digital literacy through the interaction and
collaboration of participants as they used wikis as tools for identifying and
processing information in pursuit of solutions to content -bound, open -ended
problems. This study resulted in two major findi ngs that inform our
understanding of how digital literacy is developed and demonstrated.

Specifically, we identified the literacy skills that students possessed and chose to

utilize when confronted with wikis as tools for meaning making. We were also
able to identify the limits of the knowledge they were able to construct with this

tool.

Findings indicated that preservice teachers were proficient in a limited number of
skills needed to use wikis as tools for communication. These particular skills
incl uded initiation, revision and extension.

Initiation : Students exhibit the skill of initiation when they post new information

on the wiki, typically at the end of the last post without incorporating it into the

wiki narrative. An initiation could include a quote, hyperlink, graphic, and or a

brief text related to the topic of the wiki. Evidence of participant
initiation is provided below:

Student One Posting: First two successful settlements in America were
commercial ventures that we re licensed by King.

Student Two Posting: The settlers created relationships with the Native
Americans in the area.

The first posting provides historical background information on the economic
incentives, while the next student posting provides inform ation on Native
American relationships with the settlers. Participants  initiated through the
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addition of related topics containing factual information. Students below initiated
through the addition of related hyperlinks.

Student Posting: A new citi zen science project has been launched at Cornell
(the Lost Ladybug Project) to educate the public on the importance of
biodiversity.

Student Posting: Here is a website: http://www.msnbc.msn.com/id/26857828/
Generally, students initiated by posting a variety of graphic material as new
information. Table 1 below, displays the frequency and types of gra phic
initiations demonstrated in the wiki pages for the social studies and science

problem -based learning activity.

Table 1. Combined Social Studies and Science Graphic Data

Types of Graphics Science Social Total
Studies
JPEG 12 9 20
Video 0 3 3
Website (Hyperlink) 30 73 103
Word Attachment 0 2 2

Revision:  Editing, deleting, reformatting and reorganizing information posted is

the skill of revision. Participantsé revision consisted of
order and correcting errors in grammar and spelling without changing the intent

of the original post. This was limited to their own postings rather than the

postings of ot her s. Samples that il lustrate
below:

Science Student Posting: Habitabt— habitat

Social Studies Student Posting: where they- did they get their food
Table 2. Frequency of Skills shows the frequency of revisions made to both
science and social studies wiki pages.

Extension:  Students extend when they add information or related topics to that
which is an existing post. Below are samples of student extension:

Science Student Posting: The National Science Foundation has funded the "Lost
Ladybug Project” with 2 million dollars to inspire young children to hunt for
ladybugs. "A team of Cornell scientists is asking children for their help.

Science Stud ent Posting: The goal is to generate excitement about natural
science and getting outdoors; demystifying science and getting the kids
comfortable with the process of doing scientific inquires.

Table 2, Frequency of Skills, also shows the frequency of exte nsions made to
both science and social studies wiki pages.


https://e2k7ca1.strose.edu/owa/redir.aspx?C=83ed96be276c426095e2c903c05e5498&URL=http%3a%2f%2fwww.msnbc.msn.com%2fid%2f26857828%2f
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Skill Social Studies Science Total
Initiation 158 66 224
Revision 62 23 85
Extension 57 12 69

7. Knowledge Construction

Data indicated that students were adept at finding information, but they did not

engage in analyzing, evaluating or critiquing information. Their thinking about
information and the texts they created through that information remained largely

at a factual level. Knowledge was acquired and regurgitated. Knowledge was
not constructed. They did not use newly acquired facts to create unique ideas.
Students posted additional data bytes without making meaning out of posts

through substantive revisions. When s tudents did post information they did not
contextualize it, rather they just pasted the bit of data to a long list of other
postings. The studentsd postings
evaluation of sources. There was no editing of pee rsoé postings.

Both findings indicate that preservice teachers were facile with the skills needed
for using wikis as meaning making tools and that they recognized the potential of

wikis as meaning making tools. In initial interviews they characterized d igital
literacies by their technological tools. For these students, digital literacy meant
Afcameras, 0 ficomputers, o fAsatellitesodo for
for Asurfing the Web. o Final interviews

of fideci phering, O ficreating information,
Aftechnol ogi cal |l y resanvice teackiers claafty ieXxperienped a shifting
perspective of digital literacy that was both product and process, they were not

able actually us e wikis as tools for deep engagement in the process of knowledge
construction.

8. Discussion

The literature indicates that wikis are viewed as collaborative tools that facilitate

the kinds of student centered learning typically associated with problem -based
learning. Wikis require the kinds of skills that this study identified, namely
initation, revision and extension. Each of these skills shows the principles and
information behaviors of Radical Change theory (Dresang, 1999, 2005, 2009) in
practice. Wikis have the potential to foster the kinds of knowledge that 21
century literacies require (NCTE, 2008), and yet, participants in this study were
unable to demonstrate them.

Teachers and students seem equipped to use these tools and engage in these
literacies. That is the good news. The challenging news is that learners, well

versed in the use of technology in their lives outside of school, experience

difficulty using and making meaning through wikis in school settings. Our study

of prese rvice teachers confirmed this. Like Cole (2008), we had low
participation. Of the fifty participants, only thirty six participated through

represented

no

wat chi

0

were (

i a



23
Actes de la 9" Conférence Internationale Education, Economie et SociBtis 2010

individual posting. They were able to use the tools to access and contribute
information to a developing text; howe ver, this text was not truly collaborative.
They made no revisions and only limited extensions. Moreover, it was neither

original nor cohesive. Reorganization of ideas remained at the sentence level
creating a virtual laundry list of pre -existing informa tion about the problem.
While students were unable to demonstrate the objective of the assignment by
constructing new knowledge, interviews indicated that they did develop and
understanding of knowledge construction as a process and product. They
recogni zed wikis as a tool for making this happen. Like Luce -Kalper (2007), this
study points to the potential for wikis to become Radical Change texts.

Dresang does not discuss knowledge construction as part of Radical Change
theory. She explores information sources as Radical Change texts, but does not
explore the new texts that are constructed or the information that these new

texts convey.  She focuses on the process of information gathering with an eye
toward production as shown in access and boundaries, but not the product of the
process. Interestingly, neither do our students. Clearly, they understand the
process and its potential, but they were never able to construct new knowledge

with a wiki.

9. Future Directions

This study is significant because it provides a window into the 21 st century
literacies (NCTE, 2008) of 21  * century teachers. By identifying the skills
necessary for text construction, the ways in which preservice teachers
understand the knowledge construction process, and their difficulties with
creating new knowledge, this study has the potential to inform curriculum and
instruction of teacher education and professional development programs.
Specifically, this study points to the importance of creating assignments that

truly ne cessitate the use of ICTs as meaning making tools. It demonstrates the

need for identifying the types of facilitation, scaffolding, modeling and
opportunities for repeated practice necessary for using digital tools in academic
settings. Future studies mi ght consider an investigation of how to design and
embed digital literacy assignments into curriculum in meaningful ways.
Additionally, an exploration of the ways in which teachers organize, manage,

instruct and evaluate students engaged in these texts is critical.
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