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Introduction 

Over the past two decades there has been a significant reaction in education towards the 
impact of new technologies on children and young people and on teaching and learning. 
Curriculum has been introduced to deal with, adapt to, and in the most progressive cases, 
fully integrate hi-tech systems. Research has documented and reported on changes, 
prophesised new directions and redefined notions of technology. 



In this paper we explore how technologies, with a particular focus on digital video, might be 
incorporated more fully into child-focused research. We endeavour to locate participatory 
research practices that engage with children and young people, and in the latter section of 
this paper, discuss the role of Productive Pedagogies (Education Queensland, 2001) in 
developing effective research strategies for children in the classroom context. We argue that 
media technology, specifically video, is not always valued as a means for enabling young 
people to be empowered and to inform research and social change. Underpinning this 
argument is a challenge to researchers to reconsider reflective practice and the way in which 
the academy engages with children when dealing with research issues that directly affect 
them. 

The United Nations Convention on the Rights of the Child, which Australia ratified in 1991, 
promotes children's rights to participate and have access to all forms of media. 

Articles 12 and 13 state that: 

States Parties shall assure to the child who is capable of forming his or her 
own views the right to express those views freely in all matters affecting the 
child, the views of the child being given due weight in accordance with the 
age and maturity of the child. (Article 12.1) 

The child shall have the right to freedom of expression; this right shall include 
freedom to seek, receive and impart information and ideas of all kinds, 
regardless of frontiers, either orally, in writing or in print, in the form of art, or 
through any other media of the child's choice. (Article 13.1) 

However, incorporating these rights into research processes may not always be seen as an 
obvious approach. General research on, or about children can often override the strength 
and significance of children's contributions. Yet it is now well recognised that children and 
young people today form a highly visual and techno-literate generation. They are often more 
aware of the world in which they operate than researchers from academic settings might 
realise. Exploring and maximising their views through the medium of technology offers the 
potential for quality child and youth-focused research opportunities. 

Indeed the digital environments which young people inhabit can enable them to speak out 
and contribute in ways they find meaningful. Pasnik (1998) states that children "have been 
called everything from kindersurfers to cybertots...[and] as a group they are known as the 
Wired Generation or in trademark vernacular, the clickerati" (p.5). Green and Bigum (1993) 
have argued that children are the aliens in traditional classroom structures and various 
others, including Smith and Curtin (1997), have claimed that schools need to rethink how 
pedagogic discourses can account for, and adapt to, the changing shape of the digitally 
interactive being that is the learner in many classrooms of today. As Hargreaves (1994) has 
pointed out, the constant call for change has wearied educators. While many may have 
incorporated new technologies into their teaching, there is still a need to reflect on practice 
and processes with regard to implementation and research. Video, as a well established 
medium for documentation, is now far more accessible in digital format and provides 
avenues for greater appreciation and development of visual literacies and child/youth 
participation at a level larger than the immediate classroom. 

Media education 

Media, in relation to young people, have tended to focus on protective issues. Shielding the 
young from what some perceive to be the ogres of violence, sleaze and commercialism has 
been a key priority. Yet, as highlighted in a recent UNESCO policy paper (Buckingham, 



2001), in order for young people to be treated as citizens with their own rights then, as with 
many other life issues, they need to learn skills that equip them to decipher and deconstruct 
media imagery to become producers of knowledge and contribute to information systems. 

Media education, as a curriculum subject area, is not about providing young people with 
technical skills to use the differing technologies. This is classified as educational technology 
and although relevant, the focus of "media education" is to enhance children and young 
people's ability to critically analyse the media. Green (cited in Lankshear, Bigum et al., 1997) 
has explored the link between the differing but connected dimensions of [visual] literacies 
from a sociocultural context: "the operational, the cultural, and the critical" (p.16). 

This is also highlighted in the Grunwald Declaration, resulting from UNESCO's 1982 
International Symposium on Media Education that states the purpose is to: 

develop the knowledge, skills and attitudes which will encourage the growth 
of critical awareness and, consequently, [be] of greater competence among 
the users of electronic and print media. Ideally, such programs should include 
the analysis of media products, the use of media as means of creative 
expression, and effective use of and participation in media channels. (cited in 
Buckingham, 2001, p. 24). 

As Buckingham (2001) claims, the goal is not to prepare young people for careers in the 
television industry or journalism as studies in upper secondary and tertiary specialise in such 
areas, rather it is to educate children and young people as citizens and as knowledge 
builders. Understanding, deconstructing, and creating information through the media, such 
as video, allows for children and young people to be informed contributors while also 
developing skills and awareness. 

With regard to child and youth participation in the media there are a number of participatory 
schemes in operation ranging from tokenism through to youth-initiated and shared decision-
making with adults. Hart's (1992) Ladder of Participation (see Table 1) identifies various 
levels to describe the way in which children and young people are expected to, or 
encouraged to, engage. Each of the rungs indicates a gradual shift from "manipulation" 
through to "youth-initiated" where ideas and projects are shared with adults so that young 
people have autonomy and decision-making opportunities while simultaneously learning 
from adults' life experiences. 

Table 1. 

Hart's (1992) Ladder of Participation 

8. Youth-initiated, shared decisions with adults 

7. Youth-initiated and directed 

6. Adult-initiated, shared decisions with youth 

5. Consulted and informed 

4. Assigned but informed 



3. Tokenism 

2. Decoration 

1. Manipulation 

Source: Hart's Ladder of Participation from (1992) Children's Participation from Tokenism to 
Citizenship. Florence: UNICEF Innocenti Research Centre. 

Participation is a key component of UNICEF's International Children's Day of Broadcasting 
that has, in recent years, been held annually on the second Sunday of December to 
demonstrate an ongoing effort to support children and young people's involvement in the 
media. On this day partnering television, radio, computer and other networks across the 
world broadcast programs by and for young people of all ages. 

Programs have included a range of child-directed productions such as young people 
interviewing presidents, prime ministers and other significant officials about governance of 
their country; children and young people involved in creating an idea and working with adult 
experts to write, direct, perform and produce; and child/youth-focused fiction and 
documentary projects made by adults in consultation with children and young people. An 
example is "Troc," an Albanian television news magazine coordinated by children and young 
people that is described here: 

"Troc" means "tell it like it is," and Troc does exactly that. Kids develop the 
stories themselves and do the reporting without too much adult supervision 
and they are able to approach subjects most adult programming is afraid to 
touch. In one case, an expose they did resulted in the firing of a dormitory 
manager in a local school. Here we follow Ebi and Akil as they report on a 
local business set up to provide jobs to troubled youth in Tirana. 

UNICEF has garnered broad global support for the Children's Broadcasting Day initiative 
and has consequently set up MAGIC: Media Activities and Good Ideas by, with and for 
Children, which operates as "a comprehensive, international resource of information, advice 
and best practice on children and media". Projects illustrate the upper spectrum of youth 
participation levels as addressed in Hart's (1992) ladder, for example: 

• a network of child journalists across north-west Haiti, trained in media skills and child 
rights issues, who produce radio programmes, a website and a magazine 

• a community-based human rights and media project by and for girls and young 
women in Egypt 

• a training programme that helps children affected by war, exploitation, poverty and 
abuse in Eastern Europe use the media to voice their ideas, needs and opinions 

• a musical production in the Philippines that enables children living or working on the 
streets to discover and cultivate their talents. 

The Australian Primary Schools' Film Festival, established last year on the Gold Coast, was 
developed in recognition of this event with students encouraged to write, perform and 
produce short films of three minutes, using a narrative or documentary style about their 
humanitarian and environmental concerns. This festival has been one of the first in Australia 
to acknowledge that young people of primary school age might now have access to digital 
cameras and basic film editing facilities and therefore also require a platform to showcase 
their work and have their voices heard through this medium. 



While the festival encourages a large degree of child/youth participation, it is only within the 
classroom context that the participative level can be fully noted. The way in which educators 
conceptualise video technology and media education with their students is important. It may 
appear to be a simple, albeit time-consuming, task to set up a video and train a few students 
to film, but without an appropriate pedagogy the process may not value and acknowledge 
the full participation of the learner. 

This leads to questions regarding best practice in relation to media education. Hammer and 
Kellner (2001) argue that "even with the widespread availability of inexpensive video 
equipment within both schools and universities, teachers rarely teach students how to 
critically analyse media materials in their classrooms or promote media literacy, let alone 
cultivate media literacy skills in order to teach students how to use the equipment to produce 
their own contemporary media forms" (p. 7). 

To gather a socially critical and a fully integrated approach to media education and 
education technology, reflections on the understanding of technology are necessary, such 
as: 

• how to avoid reproducing cultural images through deconstructing interpretations of 
the media 

• how to engage young people in presenting and producing information that is 
authentic 

• how to recognise the Foucauldian power-knowledge constraints when young people 
are confronted with speaking through a medium to an unknown audience, and to a 
film crew directed by teacher or peers. 

These issues are also raised by Buckingham, Harvey and Sefton-Green (1999) who stress 
that: 

the value of digital technology in this situation depends to a large extent on 
the pedagogic relationships that are established around it - for example, on 
how young people are given access to the skills and competencies they 
need, how far they can control the process, and how far they can enter into a 
dialogue with their peers and teachers. It also depends, more broadly, on the 
social contexts that surround it - on the motivations of the young people who 
use it, on the ways in which cultural production relates to other aspects of 
their lives, on the audience for their productions and so on. (p.7). 

Implications for research 

If children and young people can speak through the medium of video they can contribute 
their views to an audience beyond their classroom. They are able to utilise skills in research 
and offer the "other" - the researcher or whoever else is sitting on the periphery and 
struggling to gain access to classroom research - the potential to hear their views. 

Seeking out the voices of children and young people involves critical reflection on the "how" 
issues raised above that endeavour to problematise dialogue and discourse. This is an 
ongoing process between and among participants - students and teachers alike. However, 
once students feel comfortable in front of the camera and comfortable with those behind the 
camera, the opportunities to learn through narratives is immense both for speaker and 
listener, performer and witness. In primary and secondary classrooms there are a number of 
non-threatening subject areas to explore using narrative and it can be argued that the event 
of articulating views and experiences is a research process in itself. 



Ultimately, the narrative process can inform personal and social dimensions of research as 
Felman and Laub (1992) advocate: 

repossessing one's life story through giving testimony is itself a form of action, 
of change... [it] invariably plays a decisive formative role in who one comes to 
be, and in how one comes to live one's life. (p. 86-87) 

In addition, "stimulated recall" is a research process that has been used to develop teachers' 
reflective practice (see for example, Meade & McMeniman, 1992). It is argued that the act of 
replaying a video recording can challenge the narrator/performer to confront their own views 
and step momentarily into a pseudo sense of "other" to review and analyse their own ways 
of being. 

Key to using video in the classroom is defining a pedagogy that incorporates a high level of 
child/youth participation. Participatory research is nominated as an effective process that: 

attempts to break down the distinction between the researchers and the 
researched, the subjects and objects of knowledge production by the 
participation of the people-for-themselves in the process of gaining and 
creating knowledge. In the process, research is seen not only as a process of 
creating knowledge, but simultaneously as education and development of 
consciousness, and the mobilization for action (Gaventa, 1988, p.19). 

Buckingham et al. (1999) describe four factors in maximising video technology with young 
learners. They include: 

1. gaining access 
2. processes and products 
3. reaching audiences 
4. making a difference (pp.2-7). 

Educators have incorporated video and other technologies into the classroom environment, 
and they have also valued the notion of peer-tutoring, that in teaching one learns. Video 
research with children and young people offers an interesting and potentially valuable 
opportunity to allow learners to teach and reflect and in so doing challenge traditional 
classroom practices. 

It is feasible to say that in reinventing and restructuring pedagogic discourses, learning 
opportunities become part of what Grossberg (1994) calls pedagogies of articulation and risk 
where children and young people can "begin to reconstruct their world in new ways, and to 
rearticulate their future in unimagined and perhaps even unimaginable ways...[gaining] some 
understanding of their own involvement in the world, and in the making of their own future" 
(1994, p.18). 

Pedagogical responses 

Constructing students as active researchers, whose knowledge and skill base includes 
critical analysis and production of media texts, might require challenges and changes to 
teachers' pedagogies in some cases. Dixon highlights how out-of-touch schooling generally 
is with students' worlds when he says that "worldwide school is a pufferbilly locomotive 
chugging incongruously through a high-tech landscape" (quoted in Caldwell, 1996, p. 248). 
There is much evidence in the literature to suggest that widespread reform is needed to 
accommodate the increasingly complex and diverse societal contexts in which our young 
people live and will live in the future (Cooper & Henderson, 1995, Fullan, 1993, Hargreaves, 



1994). Aviram (1996) argues that "the current education system in the developed world is an 
anomalous institution insofar as there are ever-widening gaps between it and the reality in 
which it is required to act" (p. 427). Elkind (1997) makes a powerful critique of today's 
schooling, designed as it was for other times, when he says: 

This era [that of the modern] was built on three seminal ideas, which nurtured 
the intellectual flowering of that historical epoch. These seminal beliefs were 
in progress, universality, and regularity. Modern education...gives abundant 
evidence of its modern heritage. 

...Postmodernity stresses difference as much as progress, particularity as 
opposed to universality, and irregularity in contrast with regularity. (p. 27, p. 
28, italics in original) 

The "egg-crate approach" (Hargreaves, 1995, p. 17), which served the modern era, falls 
short of supporting robust and engaging learning for today's people struggling within 
postmodern contexts. In the light of the concerns addressed in this paper, a key question 
emerges: what sort of pedagogies are needed to support students to take a more active role 
in researching their lives and contexts in ways that utilise innovative media technologies. 

The role of pedagogy 

It is appropriate that teachers look to their own roles in supporting students in these ways. 
As a result what follows is an exploration of what constitutes pedagogy generally and 
specifically what type of pedagogy is required to support the learning advocated here for 
young people. "Pedagogy refers to the socially-constructed practices that occur within 
classrooms and related sites between teachers and students and which have, as their 
central focus, processes for the production and exchange of knowledge" (Nayler, 2002). This 
definition acknowledges the work of Lusted (1986) who highlights the role of students as 
knowledge producers when he claims that knowledge is not what is offered but what is 
understood. Subsequently, he defines pedagogy as the "the transformation of 
consciousness that takes place in the interaction of three agencies--the teacher, the learner 
and the knowledge they produce together" (Lusted, p. 3). Further, Lusted's argument 
supports the notion of the "agency of the knowledge producers" when he claims that, "if 
knowledge needs to be conceived as produced in exchange, so too must all agents in its 
active production be conceived as producers, the divisions between...teaching and learning 
be dissolved" (p. 5). A key point here is that pedagogy refers not just to the technical aspects 
of teaching, but to the socially-constructed nature of the interaction between teacher, 
learners and the knowledge they produce together (Lusted, p. 3). 

Critical pedagogies 

This conceptualisation of pedagogy is in contrast to what Freire (1993) labels "banking 
education." Freire contends that "banking education" reduces the learning process to one in 
which "the students are the depositories and the teacher is the depositor" and in which 
"knowledge is a gift bestowed by those who consider themselves knowledgeable upon those 
whom they consider to know nothing" (p. 53). Teaching workers in Brazil, Freire articulated a 
"problem-posing education" in which students could produce knowledge that would support 
them to understand the social factors complicit in their oppressed existences. The liberatory 
potential of Freire's pedagogy is highlighted by Freire's claim that such education enables 
"people to develop their power to perceive critically the way they exist in the world with 
whichand in which they find themselves: they come to see the world not as a static reality, 
but as a reality in process, in transformation" (p. 64, emphasis in original). Hence, pedagogy 
is about the practical aspects of teaching, that is, the strategies used, but also about the 



political dimensions of teaching, that is, teachers' and students' use of critical lenses with 
which to view and act on their worlds (Smyth, 1994). 

The pedagogy proposed here to support young people to participate in research that helps 
them to understand their place in the world is underpinned by Freirian and other critical 
pedagogies (see Kemmis, Cole & Suggett, 1983, McLaren, 1989, Shor, 1992) but 
importantly also acknowledges the constitutive role of language in our lives to speak us into 
existence in particular ways (Alloway, 1995). More specifically, poststructural theories which 
recognise the operation of discourses or socially constructed ways of constituting human 
beings so that their social roles are identifiable and meaningful (Lankshear, 1994, p. 6) 
inform the pedagogy advocated here. Much could be said about such pedagogies informed 
by poststructural theories, but our focus will be on the critical literacy approaches essential in 
such a pedagogy. Morgan's (1997) exploration of critical literacy is worth quoting at length 
here: 

Critical literacy critics and teachers focus on the cultural and ideological 
assumptions that underwrite texts, they investigate the politics of 
representation, and they interrogate the inequitable, cultural positioning of 
speakers and readers within discourses. They ask who constructs the texts 
whose representations are dominant in a particular culture at a particular 
time; how readers come to be complicit with the persuasive ideologies of 
texts; whose interests are served by such representations and such readings; 
and when such texts and readings are inequitable in their effects, how these 
could be constructed otherwise. They seek to promote the conditions for a 
different textual practice and therefore different political relations than present 
social, economic and political inequalities as these are generated and 
preserved by literacy practices within and beyond formal education. (p. 1) 

It is proposed in this paper that pedagogies necessary to support active student engagement 
in researching their own lives which involve them as critical consumers and producers of 
media are underpinned by critical pedagogies such as that proposed by Freire (1993), as 
well as those informed by poststructural understandings of the constitutive force of 
discourse. Just as students need scaffolding for their learning, so too do teachers require 
structures to support their understandings and practice. Productive Pedagogies (Education 
Queensland, 2001a) offers such scaffolding. 

Pedagogies that support students as active and critical researchers 

The Productive Pedagogies were the result of the Queensland School Reform Longitudinal 
Study (QSRLS) (Education Queensland, 2001a). This study, commissioned by Education 
Queensland and conducted by the University of Queensland, involved the observation of 
almost 1000 lessons over a three-year period. These lessons were "rated for evidence of 20 
elements of 'productive pedagogies'" (Education Queensland, 2001a, p. xiii). The study also 
included interviews with participating teachers, administrators and other senior staff at the 24 
schools involved in the study. The classroom lessons observed were rated using a set of 
five-point scales for evidence of twenty elements of productive pedagogies. A significant 
finding of the study was that these twenty elements, which were present in varying degrees 
within the schools studied, could be categorised under the four headings or dimensions 
known as intellectual quality, connectedness, supportive classroom environment, and 
recognition of difference. 

It is argued here that the Productive Pedagogies (Education Queensland, 2001a) provide 
the necessary scaffolding to support the critical pedagogies needed for learning in which 
students are active and critical researchers who engage in the analysis and production of 



media texts. Further, it is proposed that all four dimensions of the Productive Pedagogies 
provide necessary scaffolding of the teachers' role in supporting such pedagogy (see 
Appendix 1: Productive Pedagogies). Space here does not permit an exhaustive 
examination of the twenty elements of the Productive Pedagogies, along with a careful 
explication of the role of each in supporting the pedagogies called for in this paper. However, 
an examination of several elements will highlight the ways in which the Productive 
Pedagogies can be used to provide the spaces for students as active and critical media 
analysts, producers and researchers. 

The element, knowledge as problematic, within the dimension of intellectual quality provides 
a useful example. Writing in the "Theoretical rationale for the development of productive 
pedagogies: A literature review" (Education Queensland, 2001b), the researchers distinguish 
between "knowledge as problematic" and "knowledge as given" (p. 5). The researchers 
propose that the latter involves the "typical and traditional treatments of knowledge within 
schools" which involves an understanding of knowledge as "a given body of facts, a body of 
truth to be acquired by students" (p. 5). Such a view presents knowledge as unproblematic. 
In contrast, they propose that "knowledge as problematic" recognises knowledge as a 
construction and therefore "subject to political, social and cultural influences and 
implications" (p. 5). This view of knowledge, with its rejection of knowledge as "universal and 
unchanging" (Nicholson, 1989, p. 198) aligns with the critical pedagogies informed by 
poststructural theorising called for earlier in this paper. 

As a whole the Productive Pedagogies (Education Queensland, 2001a) are underpinned by 
a strong social justice focus and as such would serve the purposes of critical, student-
initiated research. According to the researchers, the Productive Pedagogies provide a 
framework "to reflect on which pedagogies might make a difference for different groups of 
students" (Lingard, Mills and Hayes, 2000, p. 96). Further, they define pedagogy as referring 
to "the interrelationships between teacher practice and student outcomes, all located within a 
particular socio-political environment" (p. 96). The acknowledgement of teachers' practice as 
occurring within particular socio-political environments, which require local and particularised 
responses, is crucial to the pedagogies called for in this paper. An articulation 
of what teachers might need to learn in terms of their pedagogy is insufficient on its own: 
some mention needs to be made of how such learning might occur. 

Teachers' learning in relation to new pedagogies 

The QSRLS (Education Queensland, 2001a) recommends that, "schools should be 
encouraged to create and support teacher professional learning communities inside schools 
through processes and structures which encourage collaboration and reflective dialogue 
around classroom practices and deprivatised practice within the development of a coherent 
school philosophy" (p. 104). Calls for such professional learning structures are echoed in the 
literature (see Aviram, 1996, Cooper & Henderson, 1995, Costa & Garmston, 1994, Kofman 
& Senge, 1993, Senge, 1990, Nayler & Bull, 2001). Nayler & Bull (2001), for example, call 
for "learning that accommodates teachers' needs and aspirations, is part of a continuous 
process and is one in which teachers exert considerable agency" (p. 53). Importantly, such 
learning also needs to be underpinned by a critical focus. That is to say, learning 
communities "need to continuously ask whose interests are served by particular knowledge, 
learning strategies, resources and so on, as well as whose interests are not" (Nayler & 
Rossi, 2002). 

Conclusion 

A key message in this paper is that the Productive Pedagogies (Education Queensland, 
2001) provide a useful framework to scaffold teachers' roles in students' learning as critical 



and active researchers. The Productive Pedagogies speak teachers and students into 
existence as learners in pursuit of intellectual quality and connectedness to their own lives, 
worlds and knowledges, as well as participants in supportive environments, and active 
agents in recognising difference. 

Hammer and Kellner (2001) argue that, "in general, media and computer literacy will enable 
students to more actively seek information and knowledge, but also provides the skills to 
actually produce and develop their own cultural artefacts within both an educational setting 
and within a much wider pedagogical, philosophical, and practical context" (p.5-6). Exploring 
"cultural artefacts" as narratives with video, offers educators and researchers insightful 
possibilities. Children and young people have a wealth of knowledge and experience often 
not expressed or valued. Yet the autobiography is a powerful tool to exploring oneself and 
affecting social change. This is clearly reflected here in the words of P.J. Hogan - once a 
child in Tweed Heads, Australia - who used his own childhood and teen experiences to pen 
and direct the [in]famous Muriel's Wedding: 

I felt embarrassed about my life. The whole three years at film school I 
refused to talk about my family, or where I was from. I just thought it wasn't 
good enough. So there was no way I was going to make personal movies 
because I was refusing to acknowledge that self. It wasn't until I left film 
school that I began to look back. I would tell funny stories about my 
family...And I realised...if I had anything to say as a film-maker I had to start 
with me." (P.J. Hogan, cited in Lowenstein, 2000, p. 303) 

In conclusion we argue that the need for teachers to bring critical understandings of the 
socio-political environments in which they work, their roles as teachers, the roles of their 
students, and the knowledge that is valued in their classrooms cannot be overstated. Unless 
teachers bring such critical understandings to the pedagogical enterprise, the spaces for 
students to themselves act in critical ways as researchers, as media analysts, and as 
producers will not be available. 
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Appendix 1: 

Productive Pedagogies 

Intellectual 
quality 

  

1. Higher-order thinking Is higher-order thinking occurring during 
the lesson? Is there evidence of conceptual depth, not content? 

2. Deep knowledge Does the lesson cover operational fields in 
any depth, detail or level of specificity? 

3. Deep understanding Do the work and response of the students 
provide evidence of depth of understanding of concepts or 
ideas? 

4. Substantive conversation Does classroom talk lead to sustained 
conversational dialogue between students, and between 
teachers and students, to create or negotiate understanding of 
subject matter? 

5. Knowledge as problematic Are students critiquing and second-



guessing texts, ideas and knowledge? 
6. Metalanguage Are aspects of language, grammar and technical 

vocabulary being foregrounded? 

Connectedness 7. Knowledge integration Does the lesson integrate a range of 
subject areas? 

8. Background knowledge Are links with students' background 
knowledge made explicit? 

9. Connectedness to the world Is the lesson, the activity or task 
connected to competencies or concepts beyond the classroom? 

10. Problem-based curriculum Is there a focus on identifying and 
solving intellectual and/or real-world problems? 

Supportive 
classroom 
environment 

11. Student direction Do students determine specific activities or 
outcomes of the lesson? 

12. Social support Is the classroom characterised by an 
atmosphere of mutual respect and support among teachers and 
students? 

13. Academic engagement Are students engaged and on task 
during the lesson? 

14. Explicit quality performance criteria Are the criteria for judging 
the range of student performance made explicit? 

15. Self-regulation Is the direction of student behaviour implicit and 
self-regulatory? 

Recognition of 
difference 

16. Cultural knowledges Are non-dominant cultural knowledges 
valued? 

17. Inclusivity Are deliberate attempts made to increase the 
participation of the diversity of students? 

18. Narrative Is the style of teaching principally narrative or is it 
expository? 

19. Group identity Does the teaching build a sense of community 
and identity? 

20. Citizenship Are attempts made to foster active citizenship within 
the classroom? 

  

Source: Education Queensland (2001) The Queensland School Reform Longitudinal 
Study: Teachers' Summary. Brisbane, p. 6. 

 


