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Technology in Teacher Education in the USA: 
what makes for sustainable good practice? 

NIKI DAVIS 
Iowa State University, Ames, USA and  
Institute of Education, University of London, United Kingdom

ABSTRACT Good practice with information and communication technologies 
(ICT) in teacher education is responsive to its society’s needs. This article 
provides a complementary view to those from Europe and elsewhere in the 
world from the perspective of federal USA, with this nation’s localised support 
for K-12 schools. It is part of the quick-scan study in 2002 led by Paul 
Kirschner of the Open University of the Netherlands. Five teacher education 
programmes were selected to illustrate best practice with technology (as ICT 
is called in the USA) in US teacher education. Although the ICT benchmarks 
described by Kirschner & Davis (this issue) were present in every case, a 
better distinguishing factor was that all had a mission to serve their diverse 
communities. In addition, these programmes provide complementary 
professional development in the schools in which pre-service students gain 
internships. The review of best practice comes after 3 years of significant 
federal funding provided through the Federal Department of Education’s 
initiative: ‘Preparing Tomorrow’s Teachers to use Technology’ (PT3). Strategic 
planning for this initiative by government agencies and professional 
organisations is also described. It is noted that there is still much work to be 
done towards social justice and digital equity within and beyond the USA. 

Introduction

Good practice with information and communication technologies (ICT) in 
teacher education is responsive to its society’s needs. Therefore this article 
starts with a description of the context of teacher education in the USA and 
its development recently. The article is not designed as a comparative study; 
instead it draws upon an international framework developed recently for 
UNESCO (in press) to justify an approach through culture and context for 
the interpretation of good practice with technology in teacher education. 
(Davis, 2002, provides a description of the framework in a previous issue of 
this journal.) This article provides a complementary view to those from 
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Europe and elsewhere in the world from the perspective of federal USA. It is 
part of the quick-scan study in 2002 led by Paul Kirschner of the Open 
University of the Netherlands (Kirschner, this issue). It also attempts to 
analyse what can make such good practice sustainable, drawing upon recent 
research in the USA. 

Context and Background 

Education in the USA is largely controlled by individual states and funding 
for K-12 (kindergarten to 12th grade schools) is to a large extent dependent 
on the local community and culture. This reflects the political system, which 
informs both national and local direction and funding of education. Teacher 
education is provided through universities and colleges and other agencies, 
particularly the regional agencies responsible for the management of K-12 
schools. However, the latter do not provide pre-service teacher education. 
Universities may be publicly funded and are required to take all students 
that achieve their entrance requirements in that state through open 
enrolment. Alternatively, they may be private universities who accept a 
selected cross-section of the students who apply. In addition to the dominant 
US culture of European origin, there are also institutions that have 
allegiances to minority cultures: Historically Black, Hispanic and Tribal 
Colleges. Students pay fees, which are usually higher for private universities, 
to study to become accredited teachers, usually through an undergraduate 
degree programme that commonly takes 5 years or more. Relative to the 
United Kingdom (UK), few students are encouraged to take a degree first 
and then a post-baccalaureate course to become licensed teachers. Students 
may elect to take some of their courses at a community college (college of 
further education) and transfer them into their degree programme. 
Temporary measures to accredit teachers to work in public schools are 
rising in many states due to the increasing shortage of teachers. This is 
particularly true of science and math teachers at the secondary level and in 
poorly resourced communities. Special programmes in inner-city schools are 
also developing to train assistant teachers already in the classroom. 

Table I describes the range of agencies and professional organisations 
that support and impact on technology in teacher education in the USA, in 
the opinion of the author. These organisations influence practice by setting 
standards, which might be called competences or a national curriculum in 
other countries. Awards for exemplary practice further influence practice 
because organisations and individuals value them as external indicators of 
the quality and esteem of their programmes. Quality assurance for teacher 
education programmes is voluntary, unless mandated by individual states. 
Standards that have been implemented at national and regional/state levels 
are helping to motivate and sustain change with ICT in teacher education 
across the USA. Models of programme evaluation have noted that change 
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that aligns with mandated standards improves sustainability (see Stake’s 
1967 evaluation framework, for example).  

Agency or 
organisation

Remit URL or standards or 
guidance 

Award? 

National Council for 
Accreditation of 
Teacher Education 
(NCATE)

One of 2 national 
quality assurance 
agencies 

None for technology in 
teacher education 

Teacher Education 
Accreditation 
Council (TEAC) 

One of 2 national 
quality assurance 
agencies 

None for technology in 
teacher education 

Association of 
Teacher Education 
(ATE)

One of two major 
professional
organisations of 
teacher
educators 

None for technology in 
teacher education 

American 
Association of 
Colleges of Teacher 
Education (AACTE) 

One of two major 
professional
organisations of 
teacher
educators 

http://www.aacte.org/ 
Awards/practice_ 
awards.htm 

The earliest award for the 
integration of technology in 
a programme of teacher 
education 

International Society 
for Technology in 
Education (ISTE)  

ICT professional 
society serving 
the needs of ICT-
using teachers 
and teacher 
educators 

http://cnets.iste.org ISTE NETS Distinguished 
Achievement Award 

Society for 
Information
Technology and 
Teacher Education 
(SITE)

ICT professional 
society focused 
on the needs of 
ICT-using teacher 
educators 

http://www.aace.org/ 
site

Award for digital equity in 
teacher education 

Chief Executive 
Officers Forum 
(CEO Forum) 

An influential 
working group of 
captains of 
industry set up 
to inform the 
development of 
technology in 
education 

http://www.ceoforum. 
org

CEO Forum reports 
provide guidance that 
mention cases of good 
practice 

Department of 
Education Initiative 
Preparing 
Tomorrow’s
Teachers to use 
Technology (PT3) 

Federal grant 
programme to 
develop ICT in 
initial teacher 
education 

http://www.pt3.org Not applicable, selects and 
manages grants 

Table I. Organisations in the USA that promote and sustain ICT in teacher education.  

The major ICT standards for ICT in teacher education, NETS, have been 
developed by the International Society for Technology in Education (ISTE) 
and adopted by the National Council for Accreditation of Teacher Education 
(NCATE). These standards align closely with those identified by this study – 
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they incorporate all six benchmarks in considerable detail except for the 
final two, that involve assessment paradigms and the policy dimension (as 
discussed by Kirschner & Davis, this issue). The development of student 
teacher standards from the detailed standards for K-12 students and the 
subsequent development of administrator standards have strengthened the 
coherence of this movement, which also fits with a wider standards 
movement in education across the USA. However, the level of detail of these 
technology standards poses problems for their integration with content 
standards that may be stronger in the long term. In a chapter providing 
international guidance for UNESCO (in press, see Chapter 5), this author 
discusses the need to embed ICT standards in the culture and context locally 
and globally. 

ICT in Education and Teacher Education 

New technology has been part of US education for many years and is 
embedded within US culture in many ways (Macionis, 2002). It began with 
the widescale implementation of teaching machines based upon programmed 
learning/behaviourism. Seymour Papert’s (1980) book Mindstorms 
generated considerable enthusiasm in the 1980s across the USA, as well as 
in other parts of the world. There have been significant, although patchy, 
financial investments in new technology across the USA for decades. 
However, as in other countries, neither the scale of investment nor the 
results match those in commerce and industry, with the ‘Apple Classrooms 
Of Tomorrow’ (ACOT) providing one notable exception (Sandholtz et al, 
1997). Both ACOT and Henry Becker’s seminal survey published in 1994 
showed that such good practice took several years to develop. The lack of 
good practice across the USA was noted by the US Office of Technology 
Assessment (OTA) report on technology in teacher education of 1995 and 
this started calls for action. The NCATE Task Force on Technology (1997) 
found that teacher educators reported the following problems when using 
technology: a lack of time to learn about new technologies; a lack of 
technology and technical support; a limited number of faculty technology 
training opportunities; and an academic reward system that did not provide 
incentives for technology innovation. This appears to be the case in other 
countries such as the Netherlands, as discussed by Kirschner & Wopereis in 
this issue. Teacher education had been given little support in its efforts to 
use and integrate technology into its classrooms (OTA, 1995; Willis & 
Mehlinger, 1996; Panel on Educational Technology, 1997). In 1998, ISTE 
surveyed schools, colleges, and departments of education to identify how 
they were preparing new teachers to use technology in classrooms to collect 
baseline information about the preparation of pre-service teachers to use 
technology (Milken Exchange on Education Technology, 1999). Findings 
from the survey indicated that the technology skills of teacher education 
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faculty were comparable to the technology skills of the students they teach; 
however, most teacher educators did not model the use of technology in 
their teaching and most pre-service teachers did not use or integrate 
technology during their field experiences. One recommendation was to 
develop models that would identify, study, and disseminate effective uses of 
technology for both teacher education and K-12 schools. Further research in 
Henry Becker’s 1998 national survey of technology-using teachers and their 
schools, Teaching Learning and Computing (Becker & Riel, 1999), clarified 
systematic ways in which the development of practice can be encouraged. 

This then was the context for the largest initiative in the world to 
develop ICT in teacher education, which started in 1999. It was called ‘PT3: 
Preparing Tomorrow’s Teachers to use Technology’. 

PT3: a federal capacity-building approach for the USA 

In 1999, educators and policy makers in the United States became aware of 
the growing crisis in teacher retention and recruitment. Although it was 
reasoned almost a decade earlier that pre-service teacher education 
programmes could significantly impact on the future use of computer-related 
technology in K-12 schools, by effectively preparing teachers who had the 
knowledge and the ability to use and integrate computer-related technology 
to enhance teaching and learning (Berney, 1991), this had been slow to 
develop. Policy makers now accepted that the improvement of pre-service 
teacher education would be an effective use of resources at a time when 
schools would be losing a high percentage of teachers within 5 years (over 
60% in many regions). A federal programme called Preparing Tomorrow’s 
Teachers to use Technology (2001) was established under the leadership of 
Tom Carroll, a cultural anthropologist with experience in government 
agencies, including negotiation of the E-rate to provide more equitable 
access to the Internet for poorly resourced schools. Carroll brought together 
an advisory group of leading ICT teacher educators so that he could better 
understand the context and culture of their work, informed by what became 
known as the ‘SITE Ames White Paper’ (Thompson et al, 1999). The group 
informed a national initiative that would build capacity for ICT teacher 
education, focusing on pre-service teacher education. 

The call for proposals in the 1st year announced three types of grant: 
capacity building, implementation and catalyst. Capacity-building grants 
provided funding to plan for change, thus improving the ability of 
historically poor universities to participate. This category was supported 
only during the 1st year of the initiative. Implementation grants aimed to 
implement model practice with technology in all locations of the teacher 
education programme: colleges of education, other colleges that provided 
courses to students in teacher education programmes, and in the students’ 
field experience within K-12 schools. A strategy of matched funding required 
the grantees to gain the support of each organisation’s leadership and 
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complementary funding was provided in many ways, with contributions of 
time and expertise from within and beyond the universities (partner schools 
that host practice teaching and the regional agencies for education), and 
vendors’ discounted hardware, software prices and training support. 

Catalyst grants developed initiatives that built on existing technology 
expertise with innovative ways to expand capacity across a large geographic 
area or to develop resources. Some of the catalyst projects developed high-
quality resources to support teacher education, such as multimedia case 
studies, examples of electronic portfolios and a digital equity toolkit. Many 
of these can be accessed on the Internet through the PT3 community’s web 
site (http://www.pt3.org). The PT3 catalyst project, the ‘National 
Technology Leadership Initiative’, brought teacher education content 
associations into the national initiative with summit meetings and 
established ongoing partnerships, including a flagship on-line journal to 
promote discussion and development of current issues in technology and 
teacher education (http://www.citejournal.org), with editorial autonomy of 
sections by content associations. For example, the US Association of Science 
Teacher Educators edits the section for technology in science teacher 
education.

The PT3 programme has built regional and national capacity for 
planning and managing change for ICT in teacher education. Each project 
was directed to spend at least 20% on evaluation, with an emphasis on 
evidence to disseminate information on the development of the project and 
the provision of summative reports, including alignment with government 
indicators. The PT3 leadership formed a national group of evaluators to 
analyse the changing national picture and to develop evaluators’ 
appreciation of systemic change in education. An annual conference of the 
PT3 projects, complemented with strands within the annual conferences of 
professional societies for ICT (Society for Information Technology and 
Teacher Education and ISTE), provided an opportunity for all project 
leaders and evaluators to benefit from ongoing research and evaluation and 
build networks. 

From this description, the reader will understand the relatively rich 
context from which to pick cases from around 1000 institutions that provide 
teacher education. 

Five US Case Studies of Good Practice 

The invitation to collaborate with an international study of initiatives in the 
field of teacher education across the globe came when the first round of PT3 
projects were nearing the end of their 3-year project periods. Three annual 
competitions have now been held, resulting in 445 grants to teacher 
education programmes in the USA. Therefore there were many hundreds of 
examples of good practice in the US from which to choose and the number 
continues to grow. Two criteria were used to select five cases, but there is 
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no claim that they represent the range of good practice within the USA. The 
criteria were: practical access to information within the short time available 
to obtain information, and external recognition of the exemplary nature of 
the teacher education programme. The latter was provided through awards 
discussed earlier in this article including the technology award from the 
American Association of Colleges of Teacher Education (AACTE) , the ISTE 
National Educational Technology Standards Distinguished Achievement 
award, that recognises institutions that have exhibited models of integration 
of the NETS for teachers into their teacher education programmes 
(http://cnets.iste.org), and citations of good practice by the CEO Forum. 
Two out of the five cases had more than one award. The ISU graduate 
programme that prepares teacher educators did not qualify for these awards, 
but it is recognised as a leading doctoral programme in Peterson’s Guide 
(2003). That case was added to the survey to establish the need for quality 
preparation of the next generation of teacher educators, so as to support 
sustainable reform of technology in teacher education. In addition, all the 
cases selected followed the three basic principles for ICT in teacher 
education noted by the Ames White Paper (Thompson et al, 1999), namely: 

o ICT should be infused into the entire teacher education programme. 
o Technology should be introduced in context. 
o Students should experience innovative, technology-supported learning 

environments in their teacher education programme. 

The presentation of the five cases now attempts to uncover key mechanisms 
for how and why these cases have been able to develop and sustain good 
practice. They start with the two most easily accessible teacher education 
programmes to the author, which are both provided through her university 
Department of Curriculum and Instruction in Iowa State University (ISU) 
and supported by the educational technology centre that she co-directs. 

ISU’s Synergy: elementary pre-service and Ph.D. programmes 

Elementary pre-service programme. The whole ISU degree programme in 
elementary education (ages 5-12 years) consists of at least 135.5 semester 
hours, which are selected by students with help from advisors. A semester 
hour is roughly 1 hour per week for a 15-week semester, but lab courses 
usually count 1 semester hour for 2 hours in the lab. The students’ 
programme ends with 16 credits of student teaching in a school, and 
successful completion is required for licensure. This teacher education 
programme won the national technology award from AACTE in 2000 before 
PT3. The most recent developments funded by a PT3 implementation grant 
for the ‘TechCo’ project focus on simultaneous renewal across the University 
and in four K-6 (i.e, elementary) schools (Thompson et al, 2002). The project 
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has increased the ICT throughout courses in the programme, introducing it 
in the context of content courses and innovative practice in these four 
technology-rich schools. Unlike the UK, there are few cohort groups of 
students who take a series of courses together. TechCo created a cohort of 
20 students to work intensively in the four technology-rich schools. One 
course that introduces every student to educational computing is mandatory 
and takes place across a semester with 2 hours of lectures and 2 hours of 
lab work (http://www.educ2.iastate.edu/ ci/classes/201/). Around 700 
students take this course each year, including students in the elementary, 
secondary and tertiary programmes. Labs, open-access facilities and a 
resource collection in the Center for Technology in Learning and Teaching 
(CTLT) with student assistants, support the course lecture. The programme 
also aims to model good practice with technology by those who teach 
courses within the Department and in other colleges, including sciences and 
engineering. In addition, students who choose to take a specific set of 
courses can add technology as a minor subject to complement their major in 
elementary education. The students who choose a technology minor often 
become curriculum leaders of technology in the schools in which they teach. 
Undergraduate students have opportunities for paid work in the CTLT and a 
lively Educational Computing Club that serves K-12 school needs.  

Ph.D. programme. ISU’s doctoral degree in Curriculum and Instructional 
Technology is a leader in technology and teacher education, which is also a 
signature of this degree programme (under http://www.ctlt.iastate.edu/ see 
programs and courses). Students study at least 72 semester credit hours, 
starting with a foundations course in curriculum and instructional 
technology and ending with a dissertation of original scholarship. Around 
half the courses develop knowledge of technology in an educational context, 
including classroom applications and distance education. Most students 
complete a portfolio to demonstrate their mastery of foundations of 
curriculum and instructional technology, research and leadership; including 
an aspect of technology in which they will become an expert teacher and 
teacher educator. Students have many opportunities for internships as 
teachers and researchers within their courses and in paid assistantships. 
This is seen as an important part of preparation for careers in education, 
especially teacher education. 

The underlying strength and sustainability of ISU’s teacher education 
programmes is in the acknowledgement of the importance of a community 
to support the ongoing growth of pedagogical and technical knowledge that 
can be found in the CTLT (http://www.ctlt.iastate.edu). It is grounded in 
synergy between the pre-service and graduate programmes of teacher 
education. For example, the need for teachers of labs for technology in the 
pre-service programme provides opportunities for graduate assistantships; 
and graduate students take a course that reciprocally mentors faculty into 
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better use of technology and the students into an understanding of 
university teaching. Over a decade ago, the course ‘Technology and Teacher 
Education’ was established by Ann Thompson to provide graduate students 
with an internship experience. Many of these students became teacher 
educators who are experts in ICT. These students mentored teacher 
educators in ICT skills and, in return, the teacher educators mentored the 
students in their profession. The graduate students’ adviser, who 
strategically selected or negotiated the participation of teacher educators, 
facilitated and planned the interaction. Over the years, the balance has 
moved from encouragement of reluctant teacher educators to participate, to 
the strategic choice from a long list of volunteers. Each student meets with 
his or her teacher educator mentee weekly and responds to their needs at an 
appropriate pace. During weekly meetings of the class, the graduate 
students learn about mentoring and a variety of approaches to infusing 
technology in education. These meetings foster collaboration and 
networking among the graduate students, lend moral support, provide 
opportunities for the development of technical skills, and engage students 
with relevant literature. The graduate students’ adviser insists that 
mentoring graduate students assist the teacher educator to engage with ICT, 
rather than allow the teacher educator to delegate the ICT tasks to the 
student mentor. The mentor pairs are expected to engage in many rich 
conversations as they work together, covering diverse themes and 
competencies, including social issues with ICT and discipline-specific topics. 
Toward the end of the semester, the teacher educators join the mentors’ 
class for a celebration of their collaborative professional and course 
development. At this time all participants reflect on a wide range of ICT 
applications, cultures and contexts. The graduate student adviser also 
reflects on the programme’s success in reaching department and university 
goals and gains new ideas for future planning. This model has been 
extremely successful, as measured by increased faculty competence in the 
use of technology and by the attitudes of graduate students and faculty 
(Thompson & Chaung, in press). ISU graduate students have cascaded the 
reciprocal mentoring approach from ISU to other universities and colleges 
during and after their studies. 

University of Virginia – a focus on content 

The University of Virginia, in common with ISU and the University of Texas 
at Austin, has a strong centre that supports technology in its School of 
Education. The faculty and graduate fellows of the Center for Technology 
and Teacher Education design, implement and assess curricula that 
integrate technologies into K-12 schools and their own teacher education 
programme (see http://www.teacherlink.org/). A major focus is the ways in 
which technology can be used to teach content areas including math, 
science, social studies and language arts more effectively; that is to 
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introduce innovative ICT in context. This is done in collaboration with local 
school districts. The richest symbiotic example is the ‘Technology Infusion 
Project’, which works with Albermarle schools to pair pre-service students 
with a practising teacher to identify and implement technology in 
appropriate ways into a classroom, with support from graduate students. 
Both AACTE and ISTE have made awards to the University of Virginia 
programme.

University of Texas at Austin: UTeach and recruit 

The final two cases are responsive to the growing number of US learners 
whose first language is not English. Both have received ISTE NETS awards. 
They arise in states with particularly high densities of Hispanic and other 
cultural groups and provide valuable guidance to programmes that are only 
just beginning to address this issue. 

At a time when the nation is beginning to recognise major shortages in 
the recruitment of science and math teachers, this example from the 
University of Texas illustrates a way to engage students’ interest in 
education while they are studying for their first degree. The ‘Uteach’ 
partnership between two university colleges and a school district 
successfully combines active recruitment and support for natural science 
undergraduates with tuition reimbursement, small cohort groups of students 
and guidance by master teachers in Austin’s schools (see 
http://www.uteach.utexas.edu/technology/). The related PT3 project 
successfully revised and streamlined the professional education sequence of 
courses, with early and ongoing field experiences that capture the 
imagination of pre-service teachers and provide a foundation for more 
advanced pedagogical courses. Integrated pre-service and content 
experiences prepare students to teach all levels of material to students of 
diverse cultural and socio-economic backgrounds – from the core 
curriculum to early university courses that integrate technology into math 
and science education. This includes optional service learning field 
experiences with Native American schools. The programme’s flexibility also 
permits multiple entry points (from freshman to graduate) with proficiency-
based assessment, including the development of an individual portfolio. 
UTeach won the ISTE NETS award in February 2002. 

Arizona West – community service 

Arizona State University West works with and for its local communities to 
provide an outstanding community service while also educating the next 
generation of teachers for kindergartens and elementary schools in the 
region (http://westcgi.west.asu.edu/pt3). The full description provided by
its coordinator Helen Padgett using the format of this international study is 
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given in Appendix A to this article. The two most striking features of the 
programme, developed with PT3 funding, introduce technology in context 
and support innovation as recommended by the Ames White Paper 
(Thompson et al, 1999). The programme has also been organised to infuse 
ICT as appropriate: 

‘Students Teacher Plus’ involves teams of a student teacher and a 
cooperating teacher attending workshops prior to and during the 
student teaching semester to support their joint development of units 
integrating technology into K-4 classes [ages 4-9 years], which are 
piloted by the student teachers acting as classroom teachers. 

Arizona Classrooms of Tomorrow Today – 40 model technology-rich 
classrooms in which interns, student teachers and teachers can observe 
technology being used effectively (informed by the famous Apple 
Classrooms of Tomorrow [Sandholz et al, 1997]). 

This early childhood teacher education programme has been redesigned to 
embed technology and prepare students for professional roles concerned 
with the development and educational needs of children from birth to 8 
years old. This takes three forms: modelling by faulty as they teach; 
technology-rich assignments for student teachers; and curricular units for 
the K-4 curriculum with instructional methodologies which are culturally 
and linguistically sensitive and developmentally appropriate for meeting the 
needs of a diverse population enrolled in urban, rural and very rural 
schools. English as a second language and adaptation for children with 
special needs are also integrated by complementing the expertise of student 
teachers with ASU West’s specialist programmes. 

The faulty work hard to achieve a range of standards including 
National Association for the Education of Young Children, ISTE NETS*T 
and NETS*S, and also full regional accreditation – a well-deserved winner of 
ISTE’s award in February 2002. 

Sustaining Good Practice 

This article has attempted to draw out aspects that have the potential to 
sustain best practice with ICT in teacher education. At a national level there 
have been standards, awards and a federal funding initiative. As discussed 
earlier, standards set by ISTE have helped to spread good practice and to 
sustain it, especially when adopted by NCATE, the larger national 
accrediting agency for teacher education, because this brings ICT into the 
mainstream for programme requirements (see Stake, 1967, for example). 
The design of the Federal Department of Education’s PT3 initiative is 
sustaining innovation by building capacity to change regionally and 
nationally as well as locally. Capacity building and catalyst projects have 
been particularly important to build a reservoir of expertise, resources and 
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support networks complemented by the ongoing collaboration with leading 
teacher educators and their professional organisations. 

At the more local level, programme action to sustain good practice 
with ICT in teacher education is a complex process that needs to respond to 
ongoing changes in education and technology. Therefore it is linked to 
coherent planning across the participating organisations (Davis, 2002, 
provides a discussion of the characteristics of complex systems and models 
of change with ICT in teacher education). Teacher education programmes 
that develop mechanisms for continuing faculty, teacher and organisational 
development become better able to sustain good practice. The ‘CREATER’ 
model of educational change emphasises the need for a change agent 
working in complex systems to create a shared agenda for change built on 
complementary individual cares and concerns (Ellsworth, 2000; see Davis, 
2002 for guidance on its use). Each of the cases selected illustrates this key 
strategy for sustainability, in which they engage partners in the provision of 
pre-service teacher education plus professional and organisational 
development in K-12 schools: 

o Iowa State University’s approach to simultaneous renewal has built 
complementary partnerships and courses that result in ongoing 
professional development for faculty and teachers plus mentoring for 
future faculty and pre-service teachers. 

o The University of Virginia approach exploits its research Center for 
Technology and Teacher Education to develop ICT applications to serve 
discipline-specific needs. It implements these innovative processes in K-12 
classrooms as part of the pre-service programme. 

o The University of Texas UTeach recruitment for math and science 
teachers is in partnership with a local district and with university faculty 
to respond to local shortages of teachers. 

o Arizona State University West’s Students Teacher Plus teams pre-service 
students with practising teachers working together on a complementary 
agenda to improve practice in K-4 schools as well as teacher education. 

Summary and New Challenges 

This article has described the recent development of technology in teacher 
education in the USA and illustrated sustainable good practice with five case 
studies. The cases have included teacher preparation from early years to 
high-school advanced courses. It is notable that all cases come from well-
resourced public universities that have a mission to serve their communities. 
This article recognises that they are doing an outstanding job in partnership 
with some of the schools that provide field experience. Many more 
universities also do this. ISTE’s NETS standards for teachers are widely 
implemented across the USA, so the benchmarks identified by Kirschner & 
Davis (this issue) are indeed prevalent in the USA. 
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However, there is little room for complacency. Much yet remains to be 
done to spread the good practice and to keep abreast of technology 
development. In addition, historically under-resourced programmes of 
teacher education continue to have more difficulties in renewing their 
programmes to integrate technology to serve their communities. Approaches 
suited to the dominant European culture in the US need to be 
complemented with approaches suited to the populations that Historically 
Black, Hispanic and Tribal Colleges serve. Programme-wide portfolio 
assessment and learning communities would appear to be culturally 
appropriate, but these have yet to be well developed and researched, and 
challenges include these colleges’ lower access to technology. Meantime the 
Government has changed in the US from a Democratic to a Republican 
Administration and priorities for funding are moving towards teacher quality 
with legislation that increases assessment for both students and teachers. 
Increased pressure for accountability is reducing opportunity for K-12 
schools to manoeuvre with the result that some withdraw from partnerships 
in teacher education. It is to be hoped that evidence from the PT3 initiative 
of the value of technology partnerships for simultaneous renewal of 
education and teacher quality may help to stem this withdrawal. 

Finally, as we look to the future, distance education is making its 
presence felt in K-12 schools and teacher education. The number of Virtual 
High Schools is increasing rapidly (Joiner, 2002). Maybe it is time to 
consider preparing tomorrow’s teachers to support distance education 
(Davis & Nilakanta, in press). It should also be noted that an increasing 
proportion of K-12 teacher preparation is also taking place through distance 
learning, including a successful programme of teacher education provided 
through the University of Phoenix. In the future we will hopefully be able to 
identify good practice for a programme of teacher education led from a 
distance, aligned possibly with the standards developed by the National Staff 
Development Council (2001), and with support from the PT3 programme. 
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APPENDIX A. ASU West Early Childhood Teacher 
Preparation Programme Description for the Dutch
study: checklist and evaluation 

Please see Kirschner & Davis (this issue) to interpret the layout of the forms 
used to collect this data. 
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