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To reach new horizons in pursuit of economic growth and innovation, European education
institutions need to ignite an entrepreneurial spirit among learners of all age. As a matter of fact,
entrepreneurial competences are no longer considered to be ondyamel for starting new
odzaAySaaSad wliKSNE GKSe& NS O2yaARSNBR G2
(Entrepreneurship Education. A guide for Educators, 2014, p.7) and key for mastering the challenge
of lifelong learning, as EU policy makers hapeatedly emphasized.

Our Erasmus+ funded proje@itt F NI Y SNEKAL) F2NJ LYAGALFE 9y GNBL
(PIETENhas been inspired by this new scope for Entrepreneurship Education. PIETE will foster
entrepreneurial competence deliverance within Higher Eduation Institutions (HEIs) that are
responsible for preservice teacher training. It does so by relying on thefeam

Entrepreneurship Competence Framework (EntreComp) as well as on institutional tandem
constellations between experts of entrepreneurship and initial teacher training. These features
make PIETE a unique paaropean pilot initiative with high impact patials on preservice
teacher students who will soon become part of a new generation of entrepreneurial school
teachers.

Univations strongly believes in the European idea and is very proud to be leading the PIETE
partner consortium. We will do our bestritake PIETE a source of inspiration for those who want
to start equally minded initiatives and are keen to foster entrepreneurial thinking beyond known
scopes.

Yours
Daniel Worch
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INTRODUCTION

This methodological framework allows for a coherent mapping of actors, artefacts, and practices
involved in the preservice teacher training within education systems. As such, the framework
provides a basis to understand the functionality of Teacher fgaf®enter (TTCs) in terms of
institutional circumstances, curricular focaad responsibilities of educators involved in ISGED 3

4 teacher development. By raising awareness for given necessities within and capacities of Initial
Teacher Education (ITEhe framework allows to identify areas in which elements of
Entrepreneurship Education (EE)as understood under the European Entrepreneurship
Competence Framework (EntreComman be most efficiently and suitably integrated.

The framework contains two baslimensions: On the one hanidexplains how ITE works from a
systemic perspective, on the other hand it asks where EE can be found within this perspective
already With this twofold orientation in mind, the text is structured as follo@apter Idelivers

a methodology that allows to briefly introduce any given Education system, i.e. provision of an
overview about different levels and tracks of education. In addition, this chapter maps the ITE
system by rlying on a conceptual framewonkhich differentiates between actors and artefacts

to reveal underlying structures and dynamiChapter 2describes the maimactors of the ITE

system as there are ITE providers, school authorities, schools, teacher educators and teacher
candidates

etc. These actors ardescribed with regards to their function and relevance within the system.
Chapter 300ks at theartefactsof ITE systems by analyzing educational policy documents and how
they are being implemented by TTCs. Here we especially focus on curriculaoissydsre the

modes in which EE could be addressed. The last section of this chapter asks for national strategies
and initiatives for EEEhapter 4explores the concretpracticesof ITE actors as they are displayed
within fields of teaching, knowing antganizing. Here we take a closer look into the institution of
¢¢/a YR lala F2N RSTAYAY BhapeNSfiaaByNdystemize® thal KS L
findings of the framework by mapping the main elements of ITE alongside-nmaes® and
micro-levels.

In sum and for the purpose of the European prdpaetnership for Initial Entrepreneurship Teacher
Education (PIET,Ehese results facilitate the identification of relevant structural and institutional
elements that are barriers to the integmati of EE. Furthermore, they reveal potentials on how to
activate educators as catalysts to foster entrepreneurial acting and thimkmg ITE.

This framework ais1to be easily applicable to different national or regional contexts. Its
functionality wil be showcased by applying it onto the educational contexts of PIETE partner
institutions in Austria (PHT), Poland (UBBY Hungary (USZ)he cases will be presented as
separate reports in the respective national languages. However, the Austrianitalse Wwe made

in English to demonstrate the full potential of this framework to all readers.



This chapter presents a methodology that aflow briefly introduce @ 2 dzys lediBatibn
system to individuals who are not familiar with it. It does so by providing guidance on which
fundamental information is needed to display its main features. Hence, this mainly concerns the
provision of insights that allow to get a fairerview on existent levels and tracks of education
To add, such an overview naturally also compiles information on how many years of education
each level requires and which educational options pupils (at schools) or students (at colleges,
universitid 0 Kl @S G0 OSNIFAY LRAY(GEA O0aUNIOlAYyIEOD
upper secondary education (ISCED 4) before starting ITE study programs, which in most countries
comprises3-4 years Bachelor and2lyears Master programs.

Initial Teaher Education

Each ITE system contains a variety of different actors and artefacts on different levels. However,
the setup and interdependencies of these parts substantially vary among countries and
sometimes even regions. Despite the latter, it is oal gmprovide a commoframework, which
allows to coherently map these elements. Thus, while the framework foremost helps to create a
general understandingf characteristic features of each system (e.g. regulations,, rateb
relationships) it may alsoebexploited for comparative exercises and, consequently, kdietd
upon national or regional differences and similarities.

I Information in this sectiois based on official data from national institutions as well as from international country
reports (e.g. OECD, Eurydid#)ps://eacen.ec.europa.eu/nationglolicies/eurydice/nationadlescription _en
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To describe the systemic view of ITE in more detail, we refemdthexr framework, which
differentiates betweeractors(e.g. teacher candidates) aadefacts(e.g. teaching standards) in
order to reveal the underlying structures and dynamics (see Figure 1).

International Labour unions
Organisations
Professional
NGOs organisations
Teaching
Standards [
= sl = ~
/  Authorites and  \ - — = O iy
I governing bodies | / \ I Schools |
. ITE Providers
|| Ministry | ‘ | 1 | | students |
Regulations Teacher In-Site Training
| | Local authorities | | S I Educators | | | Teachers I
Certifications | | | |
|| School boards | T, Researchers Early Professional Leaders
| | Inspectorate I of ITE || Teacher I Development | | jentors I
\ Candidates 7 | |
| Agencies I s oot Parents
\ / -
\ — —_— —
Teacher education
curriculum
Media Private businesses

Figure 1: Potential actors and artefacts in ITE systems (OECD, 2019b,
Bothcategories, actors andtafacts, can b@erceived asigentsd SOl dza S 02 0K Ol y
sense of influencing the system.

Agents thus could be institutions, organizations, authorities or individual human actors as well
as material structures, programs or documents (Burns &K@Q16, pp. 25).
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Actors can beational, regional or local authorities, schools, ITE providers, teacher educators
and teacher candidate=tc. In the following, they will be described with regards to their function
and relevance as well as their interactions (e.g. collaboration betwbenls and TTCs).

ITE Providers

In thissection,we present (1}he institutional settingof ITE providers. In most countries the
responsible institutions are universities and/or other higher education institutions like colleges.
However, how are ITE prders organized across the country? Are they public or private? How
much autonomy do they have in relation to superior agencies like federal ministries? On another
level, we also ask about the organization of ITE providers (hierarchy, decisionmaking boards,
personnel structure, adminstration) as well as their connectedness to other actors and levels.

Another important element is (2ye education progragwhich these ITE providers pursue. In
their global analysis of teacher education systems, Daflaimgmond& Liebermann (2012)
differentiate two forms of education programshich also serve as reference points for our
analysis. Firstly, they defirecademic programswhich are research oriented and refer to
academic knowledge, mainly being locateduniversiies. Secondly, they defingrofessional
programs which refer to vocational competencies and focus on practical education, thus mainly
being located at other higher education institutionsike o6 ¢t NRI 32 3 A an@#sBia | 2 OK &
and Switzerland onogskolerin Sweden ohogescholemn the Netherlands (Swennen & Snoek,
2012, p. 22). According to these differenbgrams the organizational cultures, personal identities
and professional practices vary from case to case, e.g. in Austria educafmgessional
programsmay have a stronger sense of identity for being a teacher than university researchers.
This is because they are trained teachers in the first place and often teach at the same time at
schools and at ITE providers. At university, howéyaching has a different appreciation in terms
of career opportunities andhus, sometimes is being seen as imposition.
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The next element of analysis are {8 identities and rolesf the individual actors. Who are
the educators, researchers and teachandidates? What are their roles and identities inside and
outside of the organization? How about the attractiveness of their profession (compared to others
in the same area)? How popular and hewarthwhile is it to become a teacher? Are salaries
attractive and what career stages and opportunities do teachers have?

In general, teacher educators have different roles and identities. They can be educators,
lecturers, researchers or practitioners, to name just the most common categories. A practical
method toanalyse their role of teaching is to define their relation to practice in terfirstadrder
practitionersor second order practitione(Murray & Male, 2005). First order practitioners teach
students in a specific subject with specific content (e.gsiph)¢ we label them as teachers.
Second order practitioners teach students who are to become teachers, they teach teaching (e.g.
subjectrelated didactics and teaching methodologwe label them asducatorsIn general, pre
service teacher educatosse seconebrder-practitioners, they teach teaching. However, they can
also be first order practitioners at the same time, e.g. when they are teaching a specific subject in
a school. One important conclusion which research has drawn from this diffecenisathe lack
of professionalization and the lack of identity of seeorakr practitioners (as educators) (Izadinia,
2014, Swennen et al., 2010). The reasons therefoinggeconnected: on the one hantheir
profession (as educators) is not linkedraditional institutions like schools or universities. Thus
it has not the same level of institutionalization and legitimation. That is also why these practitioners
struggle with other identities which may be more powerful and representative in terms of
institutionalized background and traditional legitimation, e.g. being a lecturer at university or a
teacher at school (Swennen & Snoek, 2012, p. 25).

Another way to explore the role of initial teacher educators is through their relation to research.
Those wb work at university and are required tolfil performance targets in research may
conceive themselvgwimarilyas researchers, in contrast to those who never have worked in any
NE&aSIkNOK 2NASYGSR SY@ANRYYSyildod ! G £0KXSF &K AYDBK Si
education institutions can recently be observed in several counvigsh transforms not only
their organizational cultures but also th8iry LJ 2 ideBtfies.Q

Finally¢ and as we focus on the teacher educators, to a less egtertalso my ask, who (4)
the teacher candidatesre and how they successfully apply for the study programs. Here we
present basic demographic information and ask, where the students are coming from, whether
most of them are following a continuous education path&dyd A ¥ GKSNX | NB I f a2
OADPSDd SRAzOF GA2y L f o6F O13INRdzyR YR ljdzZr £t ATAOI (A2
over the years, e.g. due to changing job requirements for teachers or paradigm shifts of
pedagogical methods (like mgerative learning), so have also changed the roles and identities of
ITE studentsThus,it will be relevant to ask for the TTC strategies of attracting and selecting the
candidates: Who are the target groups for attracting potential students? Are thec#is criteria
for selection? What chances and opportunities of employment are offered to the candidates?
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School authorities

In this section we analyse the role and responsibility of school authoFitisswe have to
identify the relevant (1actorsand their (2)responsibilities The actors might be bureaucratic
institutions at the federal (e.g. ministries), provincial (e.g. school boards or inspectorate) or local
(e.g. municipalities) level. Next to these publithorities,there might be other agencigwhich
need to be conskred on a structural level, inasmuch as they have legally compulsive mandates.
Such agencies could be consultancies or advisers for political institutions or performing monitoring
functions.

The responsibilities of these actors vary in scope and issusaaruk related to questions like
the following: Who is in charge of recruiting and employing the teacher workforce for which
schoollevel? Are there mentoring programs for new teachers? What forms of quality assurance
do exist? Who decides upon accreddatiprocedures? Which authority does the inspection of
schools? In mamyontexts,a transparent allocation of responsibilities is not easy. This is especially
the case, if a task or service has been outsourced, and thus the actor, who makes a de@sion, is n
necessarily the same as being responsible for it.

In a second step of analysis, after identifying the relevant actors and their responsibilities, we
ask for their (3jnterconnectednessin many education systems (e.g. Austria), decis@king
about many issues is shared across central government, the provinces, municj@aldisshools.
Within this divided responsibility, questions of autonomy arise: Which processes are standardized
and which not? Who is depending on whom? What hierarti@egeen &torsdo emergeSchool
boards are a prominent example of convergence of rights and duties from different levels, as they
commonly administrate education systenmstact, they often construct a link between the federal
and the local level. Depending oretbontext,school boardfiave a wide realm of responsibility,
ranging from the execution of educational duties to inspection, quality assurance and education
controlling.

Schools

Next to school authorities, the actosgthin schools need to be analysedh&als are important
places of ITE, because here usually happens the first contact between teautheates and
pupils. Generallythis takes place in there-serviceeducation during several internships and
trainings. The first ongoing and continuousfoomtation over a full teaching period takes place
during in-service educatiofinduction phase).

Besides explaining the concrete setting of pinactical training/ia several prservice and i
service stages, it will be a question to answer in each oueport, ifpupilsat school have a
relevant (and observable) role for ITE. Which kind of influence do they have on teacher candidates?
The same question concerparents What is their role? One could assume, that parents directly
or indirectly (via thénead of school or regular teachers) address specific expectations to the pre
service or irservicecandidates or thathey accompany their sons and daughténsevaluation
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forumsand thus generate some form of pressure to the candidate. This bringsthes maore
obvious relevance of the other actansolved inrschoos: teachers, leaders and mentolf®achers

are colleagues of the candidates and also have responsibility for their success. What do we know
about this responsibility? How much support do theye to candidates (next to organizational and
administrative support)? Even more important is the role of sdeaders as they usually are the

first contact personso cooperate with school boards and ITE providers thind, are responsible

for the dlocation of graduates as well as, in terms of positive references, for their future career
opportunities. Finallg and perhaps the most important school actors in the context af ti&e

are the mentors Are the teacher candidates conducted and accamgd in their practical
training? What is the role of mentors (or coaches)? What are their obligations and responsibilities
in relation to the candidates?

General agents

As teacher training does not happen in isolated regional or national contextsjdecatinen of
general agents is aful. General agents are actord)ich become relevant at different levels, with
different purposes, and at different stages of the process of ITE. Also here we first have to identify
these actors and define their specifales and responsibilities. Then we need to allocate their
influence and explain their interconnectedness with the main actors of ITE.

A first category of agents are organizations ftother training and developmeniOnce in
service, which offers of pra$eional development do teachers have? This question is especially
interesting with respect to EE, as in many countries EE is not an integral or compulsory part within
LE9>X NIGKSNI Yy 2LIGA2y & LINI 2F GSI @sSINBRQ O2
99 INB 2NHIYyAT SR SEGSNylLfftezr GKSe& NBYLFAY 2dzi:
incorporation of entrepreneurship education are through external actors and as part of specific
LINE AN Ya 2NHI YAaSR 0 & 204, y. A& )iTN3 nSeans tak, orsdRtiiepdrel A 2 Y
in service, teachers (and schools) rely on the support from other stakeholders to develop such
competencies.

Another category of general agents &bour unionge.g. the Teacher Union in Austria and its
strong political influence) anprofessional organizatioris.g. the European Association for Quality
Assurance in Higher Education). Next to ,thwe@ have the relevance of NGOs and private
businesses on national and international level. Especially the irélugincorporatiors has
increased in some respects, as they cooperate with TTCs, organize business visits, internships and
other opportunities of nodormal learning. Then there is the rolemédia media coverage and
media institutionalization are importamdicators for the public discourse on ITE.

Finally, there is a range of international organizations whose agendas have influence on ITE on
national level. Examples are t@&ECDaNd its comprehensive research on teaching and learning
(e.g. TALISurveys)the UNand its Sustainable Development Goals,BEband its strategies for
Lifelong Learning. Even more compulsive are initiatives for general educational standardization like
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the Bologna Process, the framework of the European Higher Education Ardaurtdpean
Qualifications Framework and other transnational processes (see Symeonidis, 2018).
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There is a category in our analysis which highlights tblesaents of ITEwhich are not
represented by organizations or individuals but still have important influence. These elements are

A

materialized asrtefactst YR (G Kdza OFly al Oié Ay (GKS alyYyS &aSya
Teaching standards and regulations

A first céegory of artefacts arteaching standardand practical guidelines. National standards
can be important for ITE as they

A provide a competency framework for teachers (e.g. competency areas with activity

LI NI YSGSNBR O2y OSNYyAyYy3 (r8datdkemNitidh mathods), 8> 1y 2 9
A guide the curriculum of teaching institutions,
A assess graduating teacher candidates

However, only few European countries have national standards for ITE, e.g. Finland, Sweden,
Poland, Ireland, Spain and Turkey (Eurydic&2)2As a matter of fact, most other European
countries have no central guidelines to support teachers, some (like Austria) at least provide
teaching materials.

More relevant than (often not existing) teaching standardsqaadification standardsvhich
define what kind of qualification is required to become a teacher. These requirements mainly refer
to curricular requirements (degree, ECTS, practical training), but also professional experience
might be a topic (e.g. in vocational education and traingpending on the personnel categories
of ITE providers, different qualification standards need to be considered.

2 See the case of Estonia which is a reference here (OECD, 2019b, p. 131)

1 Funded by th
R!g‘l’.eﬁ - Ereamuz+ Progrermme ITE Framework Report

of the European Union



Page| 15

Further artefacts of this category aregulationsand certifications which define e.g. quality
assurance systems, development plans or e@in processes. Fingllye should not forget the
requirements and regulations faccreditationof ITE providers.

Curricula

One of the most important artefacts aceirricula On the level of the educati®ystem,we
differentiate ITE curricula (higherwezhtion level for students) and school curricula (primary and
secondary schools for pupils). The latter may also have some relevance for ITE, when it comes to
the practical training in schools, but are not focus in our framework. We recommend three steps
of analysis:

(1) In generathere are two basic curricul@odelsin ITE, towards which our analysis should be
oriented to: the concurrent model and the consecutive model, as well as the coexistence of both.
Ly O2y OdzNNBy( LINE I NI Yudied alorigsile &lScetibr@l adddadfesSianal & | N
studies throughout the duration of the training, [they] allow a more integrated learning
experience, as pedagogical and subject matter (content knowledge) training take place at the same
GAYSeE O0h9/ By 0@nmdlSY RWA&II RS yial 3S Aa (GKIFG GKSe
GSIFOKAY3 LINRPFTSaaAzys SalLlSOAltfe FT2N 6K2aS 46K:
OAOARPOD® [/ 2yaSOdziA@S LINPINI YA 2y GKSndani KSNJ K
GSFOKSNJ SRdzOI GA2y FFGSNI O2YLX SGA2y 2F Fy20KSN
for more flexibility when entering the teaching profession but also results in a weakened
professional identity, (i.emore expertise in a specifield or subject, but less competence in
pedagogical and didactical issues). In fact, a coexistence of both models may facilitate attracting
different profiles of individuals and provide a fair basis to adapt to different circumstances.
However to maintaitthe two training systems simultaneously may also trigger (unbearable) extra
costs (ibid.).

(2) Within these basic models, seveasate dimensionsof curricula can be distinguished. The
OECD differentiates in the TALIS report (2019a) three core dimensions of teacher training which
also provide a useful frame for the analysis at hand: (1) content, (2) pedagogy and (3) classroom
practice. These dimemms include questions such as whether there are mandatory elements of
LIN OGAOFE GNFXAYAY3I AYy L¢9 o6aO0flFaaNRB2yY LINI OGdAO
teachers or just some (see OECD, 2019a). Depending on each national or regionalticergex
YAIKG 0S | ySSR F2NJ Fdz2NHKSNJ RAFFSNBYUGAlLF GA2Y X
LIKIFaSé¢ 0O2YLI2asSa || FT2d2NIK RAYSyairzy ySSRAy3d (2

(3) A third step of analysgsafter defining the basic curricula model and explainingate ¢
dimensionsg is aimed at theelevanceof EEand asks for the quantity and the quality of its
integration into the curricula. As the following list shows, this integration can be effected in
different ways (Eurydice, 2012):
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a)Crosscurriculaly ¢! YRSNJ G KA A& | LIINRF OKZ NI 0KSNJ GKFy
particular subject, entrepreneurship objectives are expressed as being transversal, horizontal or
crosscurricular. They form part of the values and competences to bela®d throughout all
adzo2aSoita FyR OdzNNAOdz dzy | OGAQBAGASEaDPE 69 dzNERAO.

b) Compulsory subjecEntrepreneurial issues are integrated into the curriculum as compulsory
separate subjects or integrated into other compulsory subjects.

c) Optional sbject Entrepreneurial issues are integrated as separate optional subjects or
integrated into other optional subjects.

d) Educational objectivesThere is a range of general educational objectives (e.g. self
confidence, planningand teamwork and learningoutcomes which include entrepreneurial
dimensions but are not explicitly linked to EE.

These four dimensions refer to a Euryetieport (2012), where the integration of EE is analysed
for compulsory school levels (primary, secondary) of the educatidensysithin European
countries. Empirical results show that most countries explicitly recognise EE at least to some
degree, while the patterns of integration change from one school level to another. Concerning ITE,
there do not exist empirical results likeis so far. However, defined in the broad terms of
EntreComp, there is reason to assume that many existing ITE curricular contents (e.g. learning
outcomes) already reflect EE in other terms.

National Strategies and Initiatives of Entrepreneurship Eduacatio

In thissection,we ask for existing national strategies and initiatives to promote EE. Are there
any national strategies, action plans and initiativdgch promote EE, encourage its integration
and thus may have influence on the current situation dacational reforms? Different levels of
strategies are possible (Eurydice, 2012, p. 7):

w ALISOATFTAO auNYGS3aIASaklOlA2y LIXlya F20dzaSR S
w ONRBIFRSNJ SRdAzOI A2yt 2NJ SO2y2YAO &AGNF GS3IA S

strategies for lifelong learning, youth, employment, formal education),

w AYRAGARdIzZEE 2NJ Ydzf GALIX S AYAGAlLI GA@SE NBEIFGSR
As these strategies arnditiatesmainly materialize in official documents, we ask for the levels

and modes in which EE is curretiying addressed in national educational steering documents in

terms of general approaches, guidelines, obligations and/or recommendations.
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In a final step othe analysiswe explore the concrete practices of ITE actors as they are
displayed in the everyday léetivitiesof teaching. These practicégsicallyincludeattitudesand
competenceswhich are expressed the performance. Defied in the broad terms of EntreComp,

99 fNBIFRe 3I2Sa KFEYR AY KIFIYR 6AGK Ylye 2F GSI (
in terms of fostering creativity, innovation, and humanistic valu€s2®&L1, p. 23). For these
reasonsitissuggestéd2 dzy RSNI I 1S Iy | dzRAG 2F SEAalGAy3I | O
and overcome teacher concerns by demonstrating that much of what they already teach and the

gl e Ay 6KAOK GKS& G(SIOK AU KIFa I H22R FAG oAl

The overall purpose of this section is to ask what it means to be an educator ins$eetbrE
Whereas the former sections helped to get an overview of relevant actors and artefacts at different
levels, we will now focus on the institutional ihssgof TTCs and thus determine defining criteria
of educational work done at a mieclevel. This is mainly an empirical challenge. In fact, there is a
f20 2F ftAOGSNY Gdz2NB Fo2dzi daljdz- t AGeé ONRGSNRI 27
and programmatic ways. To add, ME/ A G A G dzi A2y & dzadzZ ffe& KIF@S GKS)
SiKAOCa¢eg 2NJ a/2RSa 2F O2yRdz0G¢3xX 6KAOK LINBaON.
LIN OGAGA2YSNR aKz2dzZ R 221 fA1S rep@reBial @dcEedzNE H |
However, these accounts do not necessarily provide insights into the realities of the gréstice
challenges, requirements and problems. Therefore, our criteria strive not so much for normative
ideals of teaching, but rather fomirical indicators. They cover different professio social and
cultural fieldswhich, in sum, constitute the teacher workforce with its practices, attitudes and
competences.
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Figure 2: The Entrepreneurial Teacher: Characteristics, ActioBa@att Measures (EC, 2011, p. 7

Teaching: skills and practices

A first set of questions deals with the main variables that define and influence daily practices of
teaching. Are there specifteaching skillsequired? Skills can contain categories like planning,
designing, performing and managing of the teaching. In more detail we can ask, what professional
and what social and emotional competenceg ( motivational and affectivaompetences) are
required. Are clsses diverse in the sense of students coming from different study programs and
studying for different purposes so that teachers need competence in diversity management? What
about individual coaching of the students and other strategies of individualizing?

Besides teaching, it may be relevant that teachers are also involMedrining activities
Learning activities foster the learning capacities of students and require teachers to act as a coach
or consultor rather than as a traditional instructor. It8g Ra y 204G 2yt e 2y GKS 0
fa2 2y GKS 2NBFYyAT FdA2yaQ OdzZ 4dzNB= adN» GS3e
SyO2dzNF 3SR G2 Gl 1S 2y NBALRYZAR p.RE Khayeshodl®be ( KS
challenged in their desionrmaking and problersolving skills and ideally work in teams as well as
G3ASH Ay @2t @SR -takinf and dedrhidigladiditiSsRhat inkidkparate the possibility of
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