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Executive Summary 
‘I still read books but most of my friends don’t. We live in a visual world. We get our information and 

entertainment online – from websites and social media. And games.’ 15-year-old, Year 10 student, 

Aotearoa New Zealand. 

The multimodal world that today's learners negotiate is changing rapidly. Much of their learning comes 

through the modes of viewing and presenting, yet there is little current focus on building teachers' capability 

to grow learners' knowledge and skills about the conventions and 'rules' of viewing and presenting. In the 

21st Century the development of visual literacy is essential for both everyday and academic competence. 

This report explores the literature about the most effective, engaging and equitable viewing and presenting 

approaches that could be used to support the literacy learning of all learners in Aotearoa New Zealand, 

including Māori, Pasifika, neurodiverse and other underserved groups (described in Appendix C). It describes 

what is happening currently, provides a powerful fit for the OECD report on Seven Principles of Learning, and 

makes recommendations for moving forward. 

What Has Been Happening? 

A decline in teacher understanding and focus regarding viewing and presenting was identified. For many NZ 

teachers, viewing and presenting are centred around elements such as posters, speeches, and (in Secondary 

schools) watching and studying movies. There are, however, pockets of strong practice where teachers with 

passion for visual language (viewing and presenting) have developed and applied their pedagogical 

knowledge. This practice needs to be consistently developed by all teachers so that these vital skills are not 

left to chance. 

What Conditions for Learning are Necessary to Support Powerful Viewing and 

Presenting Approaches? 

Universal Design for Learning (UDL) was identified as a powerful tool for planning to motivate and include all 

learners, including Māori and other underserved groups of learners, in all curriculum areas and across the 

whole learning pathway. UDL also effectively promotes the wellbeing and engagement of learners.  

Puentedura's Substitution Augmentation Modification and Redefinition (SMAR) model, which builds teacher 

capability by requiring teachers to carefully and intentionally consider the purpose and potential advantage 

of applying technological (including digital) tools, was noted as an essential framework for teachers to use 

when planning quality viewing and presenting tasks and experiences. It was noted that most teachers operate 

at the enhancement (substitution and augmentation) stages, and that the transformational (modification 

and redefinition) stages were still mainly aspirational. Demands and challenges of 21st Century learning 

would suit a stronger uptake of transformational   and creative practices. 

What Approaches Were Identified? 

1. Creative use of digital tools and technologies 

Learners need to become critical consumers, capable of using their knowledge of the rapidly-evolving 

conventions and nuances of modern viewing and presenting elements when making meaning from the visual 

and multimodal texts around them. The COVID-19 crisis highlighted the role that digital tools play in 

education globally. When used well, some learners benefited enormously from the use of digital tools, but 

others had the opposite experience. 
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Digital tools and technologies in many forms provide ways for learners to personalise their experience of 

visual learning through images and artefacts made by others. All learners can access experiences beyond 

their immediate environment in this way, choosing culturally-relevant visual representations and features 

which support them in necessary ways. This offers equity for our underserved learners. 

When creating meaning, digital tools and technologies provide multiple opportunities for learners to try out 

ideas, and learn by adjusting, selecting, rejecting, and sharing images and artefacts in ways not previously 

possible. Collaborative learning and teaching is facilitated, and the learners become teachers and teachers 

learners. These tuakana-teina and ako relationships are compelling, especially as many learners are drawn 

to visual representations and find them engaging (e.g graphic novels). For example, the challenge of creating 

meaning in cartoon form using tools such as Book Creator and Pixton, is taken up with enthusiasm by 

learners. However, the quality of the learning is not automatically assured. Without pedagogical 

underpinnings for both viewing and presenting, the advantages offered by the digital tools may not actually 

advance learning. 

Deliberate acts of teaching, by both teachers and learners through joint deconstruction and construction of 

visual and multimodal texts are much more than 'tips and tricks' because they include information about the 

impact of decisions and choices on the efficacy of visual communication. 

2: Game-based learning, Gamification, and Gaming.  

Game-based learning (using games as part of the learning process), gamification (turning the learning process 

as a whole into a game) and gaming (playing computer or video games online, often collaboratively) are 

important 21st Century teaching and learning approaches, and viewing and presenting are integral aspects 

of them. They are motivating and engaging for all learners, who may demonstrate a greater level of expertise 

than their teachers. Some teachers find this threatening, or are open to the potential of these approaches 

but do not yet have the necessary skills or experience to implement them. As with the use of digital tools, 

this can be limiting for learners.  

Customised, open platform games such as Minecraft's Te Motu/The Island support and encourage learners 

who appreciate Te Ao Māori.   

3: Dramatic inquiry 

'Dramatic inquiry' includes a range of related teaching approaches where the learners learn through 

imagined contexts (drama). They are challenged to explore concepts and problem solve in creative and 

innovative ways. This contrasts with the more traditional form of theatre-related drama in which participants 

craft a performance for an audience.  

Four teaching and learning approaches strongly support viewing and presenting: 

• Child-structured dramatic play  

• Drama for Learning  

• Process Drama  

• Mantle of the Expert 
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Dramatic inquiry promotes inclusion and provides learners with a safe place to explore difficult or 

contentious issues, including making mistakes, through drama and across all curriculum areas. This 

motivating and engaging approach is found to be particularly effective with Māori and Pasifika learners. 

The affordances of digital devices such as smartphones and iPad/tablet cameras provide opportunities for 

learners to capture, view and review their learning through drama, as well as intentionally create static and 

moving images. 

4: Experiential learning 

Sometimes referred to as ‘hands-on’ learning, this approach allows children to actively engage in acquiring 

skills and knowledge to make and create meaning through viewing and presenting. Dramatic inquiry and the 

creative use of digital tools and technologies approaches also promote experiential learning and through 

that, collaboration. Teachers can include experiential learning in their classrooms without the barriers of 

technological or dramatic expertise, which then has the potential to build their pedagogical knowledge and 

confidence across the approaches.  

5: Applied metacognition 

This approach can be described as ‘thinking about thinking’.  When teachers understand the underpinnings 

of cognition, they can support learners to know about and understand how to regulate cognition. 

Images can be used to develop metacognitive skills in learners, who can then create images to present their 

learning. This approach, when used skilfully, can extend learners across all curriculum areas and the whole 

learning pathway. This use of images can also be particularly helpful for learners who struggle with traditional 

text.  

Recommendations are made about suggested 'best fits' for the approaches across the learning pathway. 

Key Recommendations to the Ministry of Education: 

• To provide resources (online and face-to-face) at ITE and PLD levels to increase teachers' pedagogy 

and culturally-responsive and culturally-relevant practices when teaching and learning about and 

through viewing and presenting modes. 

• To establish a representative working party to develop a set of detailed progressions reflecting the 

viewing and presenting features, conventions, and intentions etc. as they increase in complexity. 

• To revisit and update the Exploring Language Handbook (1996) section on visual language, and possibly 

situate it on TKI Literacy sites. 

• That a series of scenarios / vignettes / exemplars be developed to support teachers' developing 

understanding of possible ways to connect pedagogies and methodologies to classroom practice. 

Conclusion 

Viewing and presenting are integral to human interaction and to the adoption of digital tools to enhance our 

lives. Explicit teaching of the deep skills, knowledge and practices included in viewing and presenting have 

tended to be overlooked in the New Zealand Education system in recent years.  

Our learners need help and support to acquire the skills and knowledge they need to make good choices 

when faced with the overwhelming multimodal messaging that is seen everywhere in modern life. Learning 
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how to use and understand how techniques are deliberately employed for target audiences is too important 

to be left to chance. The time is ripe for a renewed focus on viewing and presenting. 

The challenge now is for our teachers to be supported to find the right balance of approaches and tools.  
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Introduction 

‘I still read books but most of my friends don’t. We live in a visual world. We get or information and 

entertainment online – from websites and Social Media. And games.’1  15-year old Year 10 student, 

Aotearoa New Zealand 

Regardless of whether or not this observation, which reflects the experience of teenagers across the world,2 

is universally held by NZ teenagers, it does offer an interesting insight into a possible positioning of visual 

communication in today’s world for learners in Aotearoa New Zealand. 

In this rapidly transforming world, the demands of visual communication, with its myriad of forms, are 

changing. They are complicated and interrelated with other modes of oral and written language. Much new 

learning occurs through them. We are all expected to be able to understand, respond to and create our own, 

similar forms of messages, but to do so effectively is not intuitive.  

In Aotearoa New Zealand early learning centres and schools, our learners face the same expectations. Much 

of their current learning occurs through the modes of viewing and presenting. Yet there is currently little 

focus on the pedagogical knowledge of teachers to prepare them about the skills, knowledge, understandings 

and nuances of viewing and presenting, which are essential to quality communication through images/ 

artefacts.  

This report presents the outcomes of a review of materials relating to the English curriculum area of visual 

language, including viewing and presenting. The questions that informed and led the review were: 

1. What does the literature show to be the most effective, engaging and equitable viewing and presenting 

approaches to effectively support learning and viewing and presenting demands across the curriculum 

along the whole learning pathway? 

2. What is the current state of teacher knowledge and practice in terms of those approaches? 

The report begins with an Introduction that explores the importance, history and current state of the viewing 

and presenting modes in the English curriculum in Aotearoa New Zealand schools. Further sections cover: 

Universal Design for Learning (UDL), Wellbeing and Engagement of Learners, Viewing and Presenting as 

Learning Gateways for Ākonga Māori and Other Underserved Learners; Viewing and Presenting and Te Tiriti 

o Waitangi; Effective, Engaging and Equitable Classroom Approaches; Viewing and Presenting Across the 

Learning Pathway; Conclusion. Important concepts were also woven throughout relevant sections.  

Appendices cover: background information relating to the authors; methodology; information relating to 

identified groups of underserved learners. 

Recommendations are positioned at the end of relevant sections and also as a general set following the 

conclusion. 

 

1 S. Hennig. Personal Communication, 2nd June 2021.  

2 Metros, S., & Woolsey, K. (2008). Digital Literacies in the Age of Sight and Sound. Theory into Practice. 47, 79-82. DOI: 
10.1080/00405840801992207.  
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Viewing and Presenting Defined in the New Zealand Education Context 

Viewing (making meaning from images/artefacts) and Presenting (creating meaning through 

images/artefacts) are the complementary modes/domains of what was originally known as the Visual 

Language Strand (alongside the Written and Oral strands) within the English learning area of the 1993 New 

Zealand Curriculum (NZC). In the 2007 NZC,3 the English modes were reorganised across two interconnected 

strands – making meaning of ideas or information they receive (listening, reading, and viewing) and creating 

meaning for themselves or others (speaking, writing, and presenting)(p18).  

Viewing can be explained as the 'reception' mode and presenting as 'the transmission' mode of visual 

language communication. Viewing might also be described as making sense of others' visual messages, while 

presenting allows for the creation of visual messages for others, based on the application of conventions and 

shared and negotiated understandings. Both modes involve active processing.  

In the 21st century, development of visual literacy in both viewing and presenting is crucial for everyday and 

academic competence. Learners need to have skills to decode, read, interpret, and critically analyse in order 

to make sense of, critically consider, respond to and use the visual messages (images) they encounter.4  

When learners are competent in these skills and able to connect them with interrelated oral and written 

modes of language messaging, their ability to operate effectively in a complex and changing multimodal 

world is magnified. 

Bull and Anstey5 note that the combinations of modes (multimodal texts) routinely experienced in modern 

messaging include: 

• linguistic meaning (e.g. use of vocabulary and grammar) 

• visual meaning (e.g. still and moving images: page/screen layout and organisation, use of colour, 

vectors and viewpoint) 

• auditory meaning (e.g. music, sound effects and silence, use of movement, speed and stillness) 

• gestural meaning (e.g. facial expression, intentional signing and body language – which may have 

cultural nuances) 

• spatial meaning (e.g. layout and organisation of objects and space; proximity, direction, position) 

The types of conventions and features involved in viewing and presenting processes are wide-ranging and 

often context-specific (including culturally). They include signs and signifiers, symbols and motifs, semiotic 

systems, stylistic and structural codes, representations, form and setting, sequence, angles, positioning and 

so on. When learners are given the language to talk about and the support to discover the ways that they 

can use these elements, their experimentation and decision-making about making meaning and creating 

meaning can become intentional, rather than random. The teacher's role is to facilitate the learning for all 

 
3 Ministry of Education. (2007). The New Zealand Curriculum. Wellington: Learning Media Limited. ISBN: 978 0 7903 

2614 6 .  
4 DET Western Australia (2011) First steps viewing map of development. Pearson: Melbourne. p4. 
5 Bull, G. & Anstey, M. (2006) The literacy landscape. Pearson Education Australia: NSW. 
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learners, rather than be the source of the learning, but they do need to have a working understanding 

(teacher pedagogy) to do so.6 

These are complex and nuanced, incorporating conventions and grammars which can impact enormously on 

message making and message creating when understood properly. Knowing and using the skills of viewing 

and presenting will not only improve the quality of our learners' products, but perhaps more importantly, 

ensure that clear and culturally-responsive communication occurs.7 

 

Viewing and Presenting – Declining Teacher Understandings and Focus 

At the time of the introduction of these modes to the New Zealand curriculum (early 1990s), and in Initial 

Teacher Education (ITE) courses, specific conventions and skills connected to viewing and presenting were 

detailed as necessary to support the development of shared understandings. These included such concepts 

as connotation and denotation (e.g. the frequent use of the colour red to denote danger) alongside specific 

techniques and subject-specific vocabulary to support viewing and presenting. Teacher support materials of 

the day took the form of The Exploring Language Handbook8  (it was affectionately known as the ‘Blue Book). 

Some of this text is still currently available on the TKI Literacy Online. Unfortunately, only a summary of the 

Exploring Visual Language remains – providing a tantalising glimpse of the deeper understanding of these 

conventions previously held and valued by teachers. 

"[It] reflects the choices and decisions that any originators of visual language, including students, make 

when they present visual texts. Purpose, intended audience, and topic influence the choice of genre: 

visual language, like written and oral language, has its own genres, distinctive features, codes, and 

conventions. These, in turn, contribute to the effects and meaning communicated to viewers.9"  

For many New Zealand teachers, viewing and presenting modes subsequently became centred on static 

images (such as posters, book covers or scientific diagrams). These could easily be used to convey knowledge 

and information across space and time, unlike moving images (e.g. videoed footage) which required access 

to expensive equipment, not available to many learners. Moving image presentations were therefore more 

frequently created in the 'here and now', so were unavailable to revisit, other than via memory.  

Thus, in many teachers' eyes, viewing and presenting became synonymous with what are now understood 

to be a very narrow range of tasks, frequently seen as add ons to the 'serious' modes of literacy – reading 

and writing (which had been prioritised through the nationwide focus on National Standards, PaCT and the 

Reading and Writing Progressions). Attention turned away from detailed unpacking of the refined skills, 

knowledge and understandings which underpin and determine the quality of visual language processes and 

products. Viewing and presenting became assumed skills which learners were expected to apply, often as 

minor elements of a suite of responses that included reading, writing, listening and speaking. Direct teaching 

of their affordances was largely neglected. 

 
6 Lived professional experience of the authors and colleagues.  
7 Bull, G. & Anstey, M. (2006) Op. Cit.  
8 Mabbett, B. New Zealand Ministry of Education.(1996). Exploring Language: a Handbook for Teachers. Wellington: 
Learning Media. ISBN 0478029934  

9https://englishonline.tki.org.nz/English-Online/Planning-for-my-students-needs/Exploring-…” Retrieved 12th July 
2021.  

https://englishonline.tki.org.nz/English-Online/Planning-for-my-students-needs/Exploring-%E2%80%A6
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The Current Situation 

The NZC includes viewing and presenting as an integral part of the English learning area. Viewing is included 

in the Making Meaning strand, and presenting is included in the interconnected Creating Meaning strand. 

The NZC states that learners need to practise making meaning and creating meaning at each level of the 

Curriculum, and there are resource banks available in TKI to assist teachers to plan for this. However it seems 

that teachers are not paying equal attention to all the modes. 

The authors' professional observations (and those of many colleagues) over the last 20 years indicate that in 

many classrooms, viewing and presenting have been reduced to aspects such as making posters, giving 

speeches, or (particularly in Secondary schools) watching and studying movies. This varies from classroom to 

classroom and from subject to subject, but there is not a rich and exciting range of opportunities and 

experiences evident.10 This appears to be borne out by the results of the 2019 NMSSA report on multimodal 

texts and critical literacy.11 These results showed that learners generally were able to make and create 

meaning from literal texts, but had more difficulty in relation to  abstract texts, such as might be required in 

the sciences or in later years of learning. However, learners also struggled to understand that texts are not 

neutral or objective, and that our points of view relate to our personal experiences. Presentation of a wider 

range of viewing and presenting opportunities across all curriculum areas could aid our learners in these 

areas.  

Possible reasons for the reduction in the range of viewing and presenting opportunities in classroom practices 

could include the crowded curriculum, with many aspects of all subjects jostling for time allocation. In 

addition, classes are becoming more diverse with teachers being faced with an ever-broadening range of 

learner needs to cater for. Today’s learners, however, live in a constantly changing and complex visual world 

in which they need to develop the ability to be discriminatory consumers and creators, and so this reality 

needs to be catered for in 21st Century classrooms.12 Viewing and presenting offer exciting possibilities for 

this to be done, especially through the affordances of digital tools and techniques, multimodal texts and 

dramatic inquiry.  

 

Why Viewing and Presenting are So Important Now  

During the first two decades of the 21st Century, the importance and place of visual communication in our 

wider society has grown significantly. The rise of the internet and other screen-based communications, 

together with rapidly-advancing and increasingly-inexpensive digital tools, mean that both making meaning 

and creating meaning through viewing and presenting modes can now be within the grasp of all learners.   

This has come at an opportune time in education, as schools and educators worldwide are embracing the 

seven principles of learning identified by the OECD Nature of Learning report (see Figure 1).13 New Zealand 

teachers are working to empower all our learners  through putting learners at the centre; providing 

opportunities to make learning social; integrating emotion; recognising individual differences; stretching all 

 
10 Lived professional experience of the authors.  
11 Educational Assessment Research Council. (2019). NMSSA Report 22-IN-3:Insights for Teachers 3. NMSSA English 2019 
-Multimodal Texts and Critical Literacy. ISBN:978-1-927286-y64-7 

12 Metros, S., & Woolsey, K. (2008). Op. Cit.  
13 https://www.oecd.org/education/ceri/50300814.pdf 

https://www.oecd.org/education/ceri/50300814.pdf
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learners; involving peer and self feedback in assessment processes; and building 'horizontal connections' with 

authentic, purposeful learning experiences. The strategies, approaches and tools offered to learners by 

viewing and presenting through deepening their understanding of the power and potential of these 

domains/modes to enhance visual-verbal communication and access new experiences and information, 

provides a powerful fit for these OECD aspirational principles. They hold real promise for providing equitable 

and effective learning for all, especially for Māori and other underserved learners. 

 

Figure 1: OECD's Seven Principles of Learning  

 

Source: Image adapted from OECD by Ministry of Education for TKI Inclusive Education website14 

As the range of images and artefacts available to learners has exponentially grown from the traditional forms 

(e.g. internal visualisation / dramatic expression / pictures / television and film), digital multimedia 

technologies are becoming increasingly available to learners across Aotearoa New Zealand, which have the 

potential to enable deeper, meaningful and connected thinking, interpretation and creation. These same 

tools and emerging new technologies, which have drawn learners into a world that increasingly relies on 

visual images (static and moving) to promote messages and to position thinking, can provide multiple ways 

for learners to access learning across the curriculum when used well .  

Digital technologies have been embraced by teachers to enable greater levels of learner agency. Learners are 

encouraged to experiment, innovate, create and present/share their inquiry findings, often around 'passion 

 
14https://www.inclusive.tki.org.nz/guides/planning-innovative-learning-environments-iles/understanding-innovative-
learning-environments/ 

https://www.inclusive.tki.org.nz/guides/planning-innovative-learning-environments-iles/understanding-innovative-learning-environments/
https://www.inclusive.tki.org.nz/guides/planning-innovative-learning-environments-iles/understanding-innovative-learning-environments/
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projects'. Competitions such as the Grow Waitaha DigiAwards15 have emerged to provide platforms for 

creating and sharing of digital media to a much wider audience.   

These relatively novel, social approaches to learning foster engagement and a sense of wellbeing, which are 

connected to the learners' agency and self-direction. However, because for many learners the use of these 

tools when presenting/sharing is not yet underpinned by the pedagogies of viewing and presenting, their 

creativity tends towards random, rather than informed choices, underpinned by principles of appropriate 

digital citizenship capabilities. Some of the important visual communication and messaging can be lost or 

missed. But in today's world, the ability to understand and apply viewing and presenting skills is necessary 

for all learners – not just those lucky enough to have teachers who have a particular interest and strength. 

Strengthening the pedagogical knowledge of teachers to actively support learners from the early years 

onwards would lead to increasingly informed, clearer and effective visual communication practices as they 

move through schooling and continue as life-long learners.  

While there has been a rise in the variety and use of appropriate digital technologies and tools (Chromebooks, 

iPads, apps, extensions, multiple digital platforms etc.) within changing flexible school environments,16 the 

anecdotal consensus from educators and facilitators17 who spend time working across many schools, is that 

the quality of this has been mainly reliant on piecemeal individual teacher knowledge, skill and enthusiasm. 

It has been more about using innovations in a relatively superficial way than systematically growing a depth 

of understanding and then providing opportunities for creative and transformative application.  

We know that viewing and presenting are important avenues for developing and internalising habits of mind 

such as observation, innovation and thinking that may then be transferred to other fields of knowledge.18 

Therefore the development of image and imagination in a learner’s mind (through processes such as 

visualisation and visual thinking when taking on a dramatic role) can lead to perception, which in turn can 

enable the creation of new ideas. From this viewpoint, viewing and presenting are foundational aspects of 

learning. The principle of developing static or moving images as a conduit to learning can be applied to all 

areas of the curriculum and across the whole learning pathway. 

Not all learners across Aotearoa New Zealand have been able to benefit from deeper learning about viewing 

and presenting which could capitalise on their motivation and engagement to make gains across the 

curriculum, as well as have a positive impact on their enjoyment of learning, and wellbeing. There is a need 

for all teachers to gain skill and competence in viewing and presenting pedagogies so that they can offer the 

best and most relevant learning opportunities to their learners and rangitahi. 

 
15 https://www.growwaitaha.co.nz/digiawards/ 

16 https://2020.org.nz/blog/2017/05/16/digital-technologies-help-student-achievement/ 

17 Professional experience of the authors and personal communication, N. Shepherd, 4 July 2021. 

18 Bahia, S., & Trindade, J. (2012). Entwining Psychology and Visual Arts: A Classroom Experience. Psychology Research 
2(2), 89-98to Reduce Barriers to Digital and Media Literacy Competence. Journal of Media Literacy Education. 
http//doi.org/10.23860/JMLE-2019-09-02-02  

https://2020.org.nz/blog/2017/05/16/digital-technologies-help-student-achievement/
http/doi.org/10.23860/JMLE-2019-09-02-02
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Universal Design for Learning (UDL) 

Catering for an increasingly wide range of diverse learners is now a reality in educational settings worldwide. 

Since this is to be anticipated by all teachers, variation is predictable and therefore should be planned for.19 

Universal Design for Learning (UDL) is a powerful framework for designing instruction to cater for the wide 

range of learners found in today’s classes. 

UDL particularly suits the needs of Māori and other underserved groups of learners because it requires 

teachers to 'plan to the edges' of the class, and consider tasks and learning experiences which are broad 

enough to offer challenge and support appropriate to all. UDL does not seek to fit diverse learners into a 

teaching model created for the 'norm'; rather it leads to the design of an inclusive and culturally-responsive 

learning environment where all can feel a sense of belonging. 

UDL consists of three principles:  

1. Multiple means of engagement 

2. Multiple means of representation 

3. Multiple means of action and expression 

Originally the principles were listed with ‘multiple means of engagement’ as the third principle but this has 

now been moved into first position, on the grounds that learners must be engaged before they can progress 

to learn through the other two principles of representation and action and expression.20 The viewing domain 

can be powerfully employed to establish such engagement. 

UDL implementation is supported by a set of guidelines and checkpoints.21 It is possible to implement UDL 

without advanced technologies, but it is much easier and more efficient to provide multiple pathways to 

learning with technological support. UDL principles, guidelines and checkpoints can be applied across the 

whole learning pathway, to any group of learners and to any subject. This means it has potential to enhance 

learning outcomes for groups of underserved learners and for those who have disabilities which could restrict 

their access to lessons. Not all the guidelines and checkpoints need to be included in every lesson planned 

around the UDL principles. The actual design depends on the learning environment and the learners involved, 

as well as the barriers that may be identified within the environment.  

A key component of UDL, as identified by educators, is intentionality – the importance of intentional 

planning, implementation, reflection and revision. In addition, UDL planning identifies unintentional barriers 

to learning, as well as providing pathways to reduce or eliminate these.22 Studies that relate to learners in 

other countries and across the whole learning pathway show that providing physical accessibility for learners 

with disabilities through ramps and automatic doors also improves access for all learners. This metaphor 

exemplifies the ability of UDL to improve learning for all learners as well as for those with disabilities.23 

 
19 Dalton, E. (2017). Beyond Universal Design for Learning: Guiding Principles to Reduce Barriers to Digital and Media 
Literacy Competence. Journal of Media Literacy Education. 9(2), 19-17. https://doi.org/10.23860/JMLE-2019-09-02-02  
20 Ibid.  
21Evmenova, A. (2021). Preparing Teachers to Use Universal Design for Learning to Support Diverse Learners. Journal of 
Online Learning Research. 4(2), 141-71.   

22 Ibid. 
23 Kennette, L. & Wilson, N. (2019). Universal Design for Learning (UDL): What Is It and How Do I Implement it? 
Transformative Dialogues: Teaching and Learning Journal 12,(1).  

https://doi.org/10.23860/JMLE-2019-09-02-02
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Viewing and presenting can be utilised as strong options for engaging all learners (for example, at the outset 

of lessons) through the use of UDL. Digital forms of presentation could be very effective here, because many 

of today’s learners are attuned to visual media. An example of good UDL thinking is the careful selection of 

viewing and presenting resources to suit the needs of, for example, neurodiverse and/or Blind and Low Vision 

(BLV) learners by ensuring uncluttered large print or low-light level versions are available.   

The development of active and informed viewing and presenting processes are closely supported by the 

representation principle of UDL by providing alternative options for lessons to be presented through and 

explored by learners. For example, teachers might present materials through a variety of audio, visual or 

tactile media in addition to print-based materials. Learners could choose which one to access according to 

preferences or self-challenge.  

Viewing and presenting are also integral to the principle of multiple means of action and expression, such as 

when options for learners to demonstrate their understanding are widened to include multimodal pathways 

e.g. speaking and creative, or dramatic, products as well as digital or printed ones.24 The development of 

media literacy, particularly through scaffolded and informed viewing and presenting skills and knowledge, 

can lead to greater achievement, effort and persistence in learning.25  

UDL has potential to benefit all learners, but it is particularly important for learners with disabilities and 

underserved learners. For example, digital media can be adapted to cater for the needs of neurodiverse and 

blind and low vision (BLV) learners through use of personalised modified brightness, colour, font size, 

contrast, speed of slide presentation or time allowed for reading etc.26 Māori culture has a strong oratory 

tradition, and teachers could use this by planning opportunities (for cultural expression) whereby Māori 

learners and others might choose to demonstrate their understanding orally.   

 
 
24 Jung, L. (2021). Lesson Planning with Universal Design for Learning. Educational Leadership.  

25  Dalton, Op. Cit.  
26  Dalton. Op. Cit. 
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Recommendation:  

• That online resources, ITE and PLD provide sufficient focus for all teachers to be familiar with UDL 

thinking and capable of using the UDL principles when planning for all learners. 

 

Wellbeing and Engagement 

Wellbeing and engagement are key aspects leading to student achievement, and both are related to positive 

outcomes in later life. In fact, it has even been argued that wellbeing is ultimately what education is all 

about.27  

Wellbeing is a complex and multi-dimensional concept,28 and is starting to receive attention in schools across 

Aotearoa New Zealand.29 In the wake of unexpected and significant life challenges such as earthquakes and 

floods, the Mosque attacks and more recently the COVID-19 crisis and lockdown, the need for schools to 

directly address and support learners' physical, emotional/mental, social (and in some settings, spiritual) 

wellbeing is becoming imperative. Anxiety has been reported in a recent Life Education Trust survey report 

as the major issue facing New Zealand schools in 2021.30 

Viewing and presenting offer (for some learners, less stressful) alternatives to the more traditional modes of 

reading and writing for learners to access and demonstrate learning concepts. While all modes are important 

in the balance, for some learners the appeal of choosing viewing and presenting portals to learning is more 

exciting, motivating, relevant and engaging. Having a choice of mode gives them authentic agency, 

strengthens their self-confidence to show the concepts they have grasped, and is likely to result in 

concomitant increases in their sense of wellbeing and willingness to engage.  

Human connection (relationships / whānau / peers) is an important component of wellbeing. Other 

components are educational wellbeing; being aware, giving and being active.31 Opportunities for all of these 

components can be included in a comprehensive UDL plan when teachers carefully consider their specific 

group of learners and provide a range of relevant viewing and presenting learning options. 

Making meaning (e.g. through interpreting the mood of a character by considering a detailed graphic of their 

face instead of reading a descriptive paragraph) and creating meaning (e.g. by showing their summary of a 

piece of new learning by designing and presenting a short video clip of their team 'presenting a news bulletin') 

through viewing and presenting modes, can become enticingly purposeful.  When boosted by collaborative 

interactions (both within and outside the school community) and/or by the deeper possibilities provided by 

 
27 McNerney, S. (2011). A Brief Guide to Embodied Cognition: Why You are not Your Brain. Scientific 
American.https://blogs.scientificamerican.com/guest-blogs/a-brief-guide-to-embodied-cognition-why-you-are-not-
your-brain 
 
28 Haydon, G. (2007). Wellbeing: What is it and Why Does it Matter? Learning for Life. Wellbeing: what is it and why 
does it matter? - Teaching Expertise 
 
29 Quinlan, D. & Hone, l. (2020). The Educators’ Guide to whole-school wellbeing: A Practical Guide to Getting Started, 
Best-practice Process and Effective Implementation. Abingdon: Rutlegde.  
30 https://www.lifeeducation.org.nz/anxiety-biggest-issue-in-schools 
31https://www.inclusive.tki.org.nz/guides/planning-innovative-learning-environments-iles/identify-barriers-to-
learning-and-wellbeing-and-ways-to-ease-cognitive-stress-and-overload 

https://blogs.scientificamerican.com/guest-blogs/a-brief-guide-to-embodied-cognition-why-you-are-not-your-brain
https://blogs.scientificamerican.com/guest-blogs/a-brief-guide-to-embodied-cognition-why-you-are-not-your-brain
https://www.teachingexpertise.com/articles/wellbeing-what-is-it-and-why-does-it-matter/
https://www.teachingexpertise.com/articles/wellbeing-what-is-it-and-why-does-it-matter/
https://www.teachingexpertise.com/articles/wellbeing-what-is-it-and-why-does-it-matter/
https://www.lifeeducation.org.nz/anxiety-biggest-issue-in-schools
https://www.inclusive.tki.org.nz/guides/planning-innovative-learning-environments-iles/identify-barriers-to-learning-and-wellbeing-and-ways-to-ease-cognitive-stress-and-overload
https://www.inclusive.tki.org.nz/guides/planning-innovative-learning-environments-iles/identify-barriers-to-learning-and-wellbeing-and-ways-to-ease-cognitive-stress-and-overload
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new technologies, tools and approaches, learning this way is empowering, especially for learners whose 

preferred ways of learning do not readily fit traditional Eurocentric approaches. 

As suggested above, in addition to being integral to UDL, engagement is closely linked to wellbeing, because 

learners who are engaged in their learning are more likely to be successful and feel a sense of achievement. 

This is closely identified with wellbeing.32 The classroom approaches identified in this review all align by 

promoting engagement and wellbeing through viewing and presenting.  

Recommendations: 

• Viewing and presenting experiences should be actively leveraged to build wellbeing and engagement 

during the UDL planning process.  

• Teachers need to be inclusive in their choice of viewing and presenting resources so that all learners 

can see themselves represented. 

 

Viewing and Presenting as Learning Gateways for Ākonga Māori and 

Other Underserved Learners 

There is growing understanding that, in general, Māori, Pasifika and other diverse groups of learners have 

not been well served through the Aotearoa New Zealand school system. This is not to say that none of them 

have achieved well; rather that the approaches did not suit many of them. For example, many schools have 

needed to focus on PLD which supports Māori boys' writing through a te Ao Māori lens, as this was seen as 

a way to 'close the gap' for what was termed 'priority learners'.   

By taking an alternative strengths-based approach to how learning can be demonstrated, teachers can use a 

viewing and presenting focus. This allows learners the opportunity to demonstrate their depth of knowledge 

and understanding on the same basis as all their peers. Using their knowledge of UDL (and if appropriate, the 

SAMR model – see later section), and armed with strong pedagogical knowledge about the specific 

conventions and language features of viewing and presenting, teachers can notice and match tools, 

challenges and learning experiences to learners and their interests and help to scaffold next-step learning 

exploration.  

This resonates more naturally for these underserved learner groups, for example the Ministry of Educations' 

refreshed Ka Hikitia strategy includes a graphic presentation33 which embodies the power of viewing and 

presenting from a te Ao Māori perspective. 

In order to provide a comprehensive range of viewing and presenting approaches to support and extend the 

teaching and learning of underserved groups of learners, a variety of such groups of learners were considered 

in this review. Māori, Pasifika; Neurodiverse; Blind and Low Vision (BLV); Deaf and Hard of Hearing (DHH) and 

English Language Learners (ELL) learner groups were identified. This is not an exhaustive list, rather it is used 

to suggest the advantages that can exist when planning for specific learners within a UDL framework. Some 

 
32 Haydon, (2007). OP.Cit.  

33 https://assets.education.govt.nz/public/Uploads/Ka-Hikitia-Ka-Hapaitia-FINAL.pdf 

https://assets.education.govt.nz/public/Uploads/Ka-Hikitia-Ka-Hapaitia-FINAL.pdf
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approaches may be effective in catering for more than one of these groups, but each group has its own set 

of challenges and strengths, and these are discussed where appropriate. 

See Appendix C for further information about each of these groups, and the characteristics which make 

viewing and presenting modes of Literacy resonate for them. 

Recommendation: 

• That teachers work with Māori and Pasifika learners giving them agency to select viewing and 

presenting tools and strategies that resonate culturally for them. This could include collaboration. 

 

Viewing and Presenting and Te Tiriti o Waitangi: The Treaty of Waitangi 

Schools in Aotearoa New Zealand have an obligation to honour Te Titiri o Waitangi / The Treaty of Waitangi34. 

This is relevant to all learners, and is to be enacted in their education, but it is of particular cultural 

significance to ākonga Māori and their whānau.  

The Māori worldview of interconnectedness maps strongly to the varied and creative manifestations of 

viewing and presenting. It, too, is creative, authentic and brings together strands and metaphors to provide 

explanation and explore new learning. Viewing and presenting therefore offer teachers ideal pathways to 

develop cultural capability and enact Te Tiriti within their everyday class programmes. 

In addition, the document itself is an important artefact, available for all New Zealanders to visit and view 

free of charge. The He Tohu exhibition35 in Wellington includes powerful examples of ways to present 

important concepts (create meaning), and how to experience/view them carefully (make meaning) in order 

to learn, receive and share important messages.  

One such example is the large interactive animated graphic map showing the many trading pathways of 

tangata whenua in the time prior to European settlement. It communicates a message that would be less 

accessible or memorable in text form. The potential wide audience (all New Zealanders) has been considered 

in the design of this experience, which makes it a powerful example of UDL. 

This is also a good example of digital tools being applied to improve learning through providing 

visual/interactive experiences that would be unavailable without them (see later discussion about SAMR). 

Another example could be the use of immersive virtual reality (VR). These examples can be considered 

alongside assistive technologies as models to provide access to the curriculum for learners who might 

otherwise face barriers. 

Recommendations: 

• Teachers should endeavour to include graphic images and other culturally appropriate forms of 

expression when designing learning programmes for Māori and other underserved groups of learners. 

 
34 https://teara.govt.nz/en/document/4216/the-three-articles-of-the-treaty-of-waitangi 

35 https://natlib.govt.nz/he-tohu 

https://teara.govt.nz/en/document/4216/the-three-articles-of-the-treaty-of-waitangi
https://natlib.govt.nz/he-tohu
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• When selecting resources to demonstrate viewing and presenting processes teachers should ensure 

that these resources provide access and opportunities for extension for underserved learners. 

 

Effective, Engaging and Equitable Classroom Approaches 

This section of the review considers viewing and presenting approaches that have been shown to be effective 

in improving learning outcomes across the whole learning pathway.  

In each approach, the quality of learning is dependent on teachers' capabilities – their familiarity with the 

potential affordances of the tools and experiences they are offering, and their strong pedagogical knowledge 

around the relevant conventions and features. The creative efforts of learners are much stronger and more 

powerful when built on a foundation of intentional learning. Skilful and well-timed teacher scaffolding will 

enhance learning without impeding student agency, or interrupting student enthusiasm and the flow of 

mahi/work. 

Whilst some of the approaches may have been familiar to at least some New Zealand teachers in the past, 

for most they may have been neglected, or used superficially. Pockets of expertise do exist (for example, 

some efforts36 have recently been put into reigniting the use of Process Drama to strengthen literacy) but 

these are not yet widely known or used.   

Pre-digital approaches to teaching and learning through viewing and presenting can now be adapted to 

capitalise on the affordances of new technologies, or newly-developed tools. Optimal use of these will 

require considerable upskilling by most teachers. 

Five key engaging creative strengths-based approaches have been identified: 

• Creative Use of Digital Tools and Technologies 

• Game Based Learning (GBL) 

• Dramatic Inquiry: 

○ Child-structured dramatic play 

○ Drama for learning 

○ Process Drama 

○ Mantle of the Expert 

● Experiential Learning 

● Applied Metacognition 

 

Although described separately, these approaches overlap and intertwine. Because they meet the conditions 

of Universal Design for Learning37 (multiple forms of representation, engagement, and action and 

 
36 Wells, T., & Sandretto, S. Using process drama to expand the literacy curriculum: an exemplar. NZCER Press. 
37 https://www.inclusive.tki.org.nz/guides/universal-design-for-learning/ 

https://www.inclusive.tki.org.nz/guides/universal-design-for-learning/
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expression), they also offer support to meet the curriculum demands of/through viewing and presenting for 

underserved groups of learners. 

 

Approach 1: Creative Use of Digital Tools and Technologies 

The recent and rapid development of digital media has provided many digital tools and technologies which 

are accessible to learners. New Zealand schools have been early adopters of both digital hardware (iPads, 

Chromebooks etc.) and software (e.g. apps, extensions, websites).  

In order to optimise the use of digital technologies, it is important for teachers to consider why they are 

useful38 viewing and presenting tasks which simply require learners to digitally replace hard copy images / 

artefacts with no extra advantage for learners are not moving learning forward. However, if for example, the 

tool enables multiple learners to access a single image simultaneously, or provides accessible features that 

allow a student with low vision to customise an enlargement of the image, then the tool use is appropriate 

and useful. 

Exciting possibilities have opened up for Māori, Pasifika and our other groups of underserved learners, 

through customisation of learning experiences becoming available through digital developments. As with 

more traditional forms of viewing and presenting, learners are likely to gain the most long-term benefit when 

they are offered elements of explicit teaching alongside their exploration of digital tools and worlds. This 

includes innovative developments such as digital gamification and virtual reality. 

In order to make good decisions about the affordances of such tool use, teachers need to be supported by a 

framework. The SAMR model is very useful here. 

 

Digital Tools and the SAMR Model 

Developed by Puentedura, the SAMR model is a framework which shows the impact of digital literacies, 

particularly through viewing and presenting, on teaching and learning.39 It is summarised in Figure 2.40 

  

 
38Sinek S. (2009) Start with why: how great leaders inspire everyone to take action.Penguin: NewYork. 

39 Fastiggi, W. (N.D.) The SAMR Model. Technology for Learners. Https://technologyforlearners.com/the-samr-model  
40https://d18891bkk3ccc2.cloudfront.net/wp-content/uploads/2014/12/Photo-16-12-2014-10-38-30.png 

https://technologyforlearners.com/the-samr-model
https://d18891bkk3ccc2.cloudfront.net/wp-content/uploads/2014/12/Photo-16-12-2014-10-38-30.png
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Figure 2 – Puentedura's SAMR Model 

 

The first two stages of the SAMR model represent enhancement of existing ways of teaching, which does not 

require digital technology to carry out the learning task. Instead the technology provides a digital medium 

for learning to take place. This may enhance learning, but does not transform it.  

Context examples:  

● Year 1 learners learning about the characteristics of shapes via the class and teacher watching a clip of 

another teacher demonstrating and labelling, rather than by the class teacher teaching the same lesson 

to the class (making meaning – viewing, substitution) 

● Design of a shape poster using a template app rather than drawing (creating meaning – presenting, 

substitution) 

● The teacher shows the class a short colour-coded animated version of a difficult concept, to support 

direct instruction and clarify meaning (making meaning – viewing, augmentation) 

● Learners use a tool such as Prezi or slide presentation to contextualise their oral presentations and 

make them more engaging (creating meaning – presenting, augmentation). 

The modification and redefinition stages strongly depend on technology to actively assist in new ways that 

learning can occur. They are therefore transformational in terms of student learning.41  

Modification can be supported in a number of ways:  

• Learning management systems such as Google Classroom42, Moodle, Schoology or Canvas to manage 

the logistical aspects of running a classroom. 

 
41 Fastiggi, W. (N.D.) The SAMR Model. Technology for Learners. Https://technologyforlearners.com/the-samr-model  
42 Neaves, K. (2019). 4 Tips for Managing Blended Learning. Edutopia. /article/4-tips-managing-blended-learning  

https://technologyforlearners.com/the-samr-model
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• Opening up new channels of communication, many of which can help underserved or marginalised 

learners. For example, learners who are reluctant to speak out may benefit from backchannels43 – 

alternative conversations that can run alongside instruction.  

• Zoom and other online video-based platforms can be used to facilitate learning at a distance. The 

affordances of this tool became appreciated globally with the onset of the COVID-19 lockdowns in 

2020, when en masse learners found it necessary to learn online from home.   

With redefinition, learning is fundamentally transformed, enabling activities that are otherwise impossible in 

the classroom. Virtual penpals, virtual field trips and virtual audiences can all become part of the classroom 

setting.44 Tools such as Zoom have also been used to facilitate otherwise impossible human interaction during 

COVID-19 lockdowns. Teaching, conversations and even dramatic play presentations were adapted and 

reimagined for audience sharing in different ways. 

Context examples: 

• Learners use Google Earth tool to 'visit and explore' the street map layout in an Australian location 

that they are hoping to visit one day when COVID-19 restrictions lift (making meaning – viewing, 

modification) 

• Learners use multimodal tools to create vodcasts (sound and video) about their hobbies, which could 

be shared with a wider audience as well as the class (creating meaning – presenting, modification) 

• Learners collaboratively carefully analyse and think about amazing mathematical graphics that deepen 

their understanding, and are inspired to then experiment and digitally create similar multimedia 

supports for science concepts to be shared with younger learners (making and creating meaning - 

viewing and presenting, redefinition) 

• Learners use apps, virtual reality tools and other technologies of their choice to create a multimedia 

experience comparing the ways that mariners from different cultures used stars to navigate. This could 

be connected to Matariki celebrations (creating meaning  – presenting, redefinition). 

The SAMR model is essentially a planning framework for designing better and more inclusive learning 

activities. Important considerations when planning with the SAMR model include: 

• Always consider whether or not the technology improves the learning process. If it does, then it is 

appropriate to use. If not, more traditional methods can work as well, or better. 

• Collaboration is extremely important and consideration should be given to how technology can be 

used to facilitate collaboration.  

• Technology should be used to expose learners to the outside world, to improve their cultural 

understanding and to build key literacy skills.45  

The SAMR model requires teachers to be aware of the range of options available and choose the best 

strategies for the lesson at hand, in order to meet the expected learning outcomes. There is a place for each 

 
43 Holland, B. (2014). The Backchannel: Giving Every Student a Voice in the Blended Mobile Classroom. Edutopia. 
https://.edutopia.org/backchannel-student-voice-blended-classroom-beth-holland  
44 Terada, Y. (2020). A Powerful Model for Understanding Good Tech Integration. Edutopia. 
https://wwwedutopia.org/article/powerful-model-understanding-good-tech-integration 68(1), 48-64. Retrieved 
20/6/21 from http://.tandf.co.uk/journals  

45  Fastiggi, (N.D.) Op. cit.  

https://.edutopia.org/backchannel-student-voice-blended-classroom-beth-holland
https://wwwedutopia.org/article/powerful-model-understanding-good-tech-integration
http://.tandf.co.uk/journals
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SAMR stage in the classroom, but the ones with perhaps the most potential for enhancing learning in the 21st 

Century are the transformative stages of modification and redefinition. 

The importance of developing and enhancing teachers’ use of Creative Digital Tools and Technologies was 

highlighted during the 2020 COVID-19 lockdowns when children were required to learn online from home. 

Many learners experienced class Zoom meetings and worked from digitally adapted worksheets but much 

more could have been done. Forward planning for a possible future pandemic should include developing the 

expertise and experience of teachers to work within the transformative stages of the SAMR model.   

SAMR is not an end in itself but a powerful tool for planning to include and use digital technologies in the 

classroom, at an appropriate level. When fully integrated, digital technologies can transform learning with 

enhanced outcomes for all learners.  

 

Digital Tools and Viewing and Presenting  

Hafner, Chik and Jones46 observed that in recent times, tools and practices for communicating and developing 

literacy have changed significantly because of rapid advances in information and communication 

technologies, as well as factors such as globalisation and migration leading to greater diversity in local 

communities.  

They see a need for teachers to understand and take into account digital practices in relation to viewing and 

presenting opportunities in their teaching. Connotations and conventions related to literacy are evolving, 

because much information is now available online and much of it is visual, rather than simply traditional text. 

Today’s learners need to know how to make meaning when viewing a website, including multimodal aspects 

such as images, layout, graphics, sound and hypertext links. They must become critical digital consumers in 

order to become creators of rich digital artefacts which can be used to communicate visual messages to 

others.   

Teaching these aspects in the classroom depends on the teacher’s confidence, ability and approach, which is 

often based on their own digital experiences. However, even when an individual teacher has wide experience 

with technology they do not always draw on this in their classroom practice. It appears this could be in part 

because they may not wish to relinquish their control as ‘expert’ in the classroom to their often more digitally 

knowledgeable learners.47 The growing understanding of the place of tuakana-teina48 and ako49 should go 

some way to address this. There is also a need to address the issue of what may be called 'digital mindsets', 

through initial teacher education and in professional learning development.  

Viewing and presenting skills can be strengthened through digital tools, because of the visual nature of much 

online content, as well as the range of tools for manipulating images now available. Digital texts are complex 

and include images (static and moving), text, and hyperlinks to other relevant sources of information. They 

 
46 Hafner, C., Chik, A., & Jones, R. (Eds). (2015). Digital Literacies and Language Learning. Language Learning & 

Technology. 19(3). http://centaur.reading.ac.uk/51048/   

47 Cloonan, A., Hutchinson, K., & Paatsch, L. (2016). Renewing Assessment Practices: Literacy Teaching and Learning in 
Digital environments. The International Journal of Assessment and Evaluation. 23(4). ISSN: 2327-8692.  
48 ‘Tuakana-Teina’ is a Māori concept relating to an older sibling (Tuakana) and a younger sibling (Teina). It is an integral 
part of Māori society and provides a model for buddy systems. 
49 In te ao Māori the concept of ako means to both teach and learn. It recognises the knowledge that both teacher and 
learner bring to learning.  
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may also include sound, movement and gesture. Because of this they are often referred to as multimodal 

texts.  

Interacting with screen-based digital texts involves critically evaluating texts with images and hyperlinks, 

because these are usually not presented in a linear fashion as more traditional print-based texts are.50  

Learning from multimodal texts still involves making and communicating meaning, but a different process is 

involved. In addition to requiring new skills for interpretation and presentation, multimodal texts also require 

new approaches to planning and assessment, particularly at the transformational levels of the SAMR model.  

Learners use a different process for making meaning from non-linear screen-based texts (viewing) than that 

involved in reading words on a page. In some contexts, active viewing may involve processes of searching, 

browsing, scanning, scrolling, clicking and responding to multiple pathways via hyperlinks. Meaning is often 

embedded within a combination of visual, graphic, and textual modes. Learners require explicit teaching of 

these skills; to elicit meaning from the text, to be able to respond deeply at a personal level, and to enable 

them to discriminate between more or less valuable information.  

Learners can use techniques such as basic animation or film to present knowledge and demonstrate 

understanding, and most teachers would feel comfortable manipulating images at this level. As early as Year 

1 and 2, children have shown that they are capable of presenting their ideas using these techniques.51 Some 

high-quality creative apps and web-based extensions are being continually upgraded to give learners of all 

ages access to high quality digital storytelling, sequencing and animation resources. For example, Book 

Creator52 and Thinglink53 now provide collaborative and open multimedia tools. More advanced techniques 

such as animation, claymation and stop motion54 may lie outside the expertise of many teachers but are 

available to those with appropriate skills. There are overlaps with some of these techniques, such as 

storyboarding as part of dramatic inquiry.  

Creative Digital Technologies and Underserved Learners 

Exciting possibilities are opening up for Māori, Pasifika and our other groups of underserved learners, through 

customisation of learning experiences becoming available through digital developments. Because suggested 

resources and links can be pre-organised by teachers, and when using organisational frameworks which 

encourage learners to enact the 'front end' NZC key competencies, previously underserved learners now 

have the chance to use digital technologies at the pace, order and mode of presentation that best suits them.  

Te Ao Māori is recognised strongly through the use and relevance of visual symbols and colours, for example. 

Learners and teachers can use their digital devices to access remotely and view multiple examples of 

important icons that would not usually be geographically available to them; and to perhaps use their devices 

to record images of their own local examples. Holding collaborative online hui to kōrero, feedback, 

feedforward and honour their mahi together, they might subsequently create multimodal (combining visual 

 
50 Walsh, M. (2011). Multimodal Literacy Researching Classroom Practice. Primary English Teaching Association (e:lit): 
Australia. 

51 Siegle, D. (2014). Technology: Student Animation Projects. An Avenue to Promote Creativity and Learning.Gifted Child 
Today. DOI: 10.177/107/6217514532276  
52 https://bookcreator.com/. Retrieved 3/08/21. 
53 https://www.thinglink.com/. Retrieved 3/08/21.  
54 https://affordableschools.net/lists/5-types-of-animation/ 

https://bookcreator.com/
https://www.thinglink.com/
https://affordableschools.net/lists/5-types-of-animation/
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image sequences, carefully-constructed oratory and appropriate music/waiata) digital presentations to be 

gifted to whānau. 

Creatively, digital tools allow for multiple opportunities to test creative outputs without wasting tangible 

materials. For learners exploring the differences in textured background and fonts when creating posters, for 

example, there are many time and cost efficiencies, compared to 'making mistakes' creating a paper 

hardcopy. Without the stigma of wastage and cost, experimentation can leave the concept of 'mistakes' 

behind. Instead, learners can devise a range of alternative versions to choose from and may combine features 

from several versions. This perspective, as described to the authors by their specialist learning support 

teacher,55 has held appeal for some learners who were identified by their whānau as neurodiverse and who 

experienced significant ongoing levels of anxiety. 

Accessible features and technologies inherent in digital tools allow our underserved learners to make choices 

that work for them and their own preferred mode of learning. Some examples might include: 

• Choosing either plain backgrounds or particular colours / patterns / textures 

• Enabling learners to choose how to receive information; via graphic organisers or perhaps by audio 

explanation of diagrams 

• Allowing learners to revisit and rewind learning experiences to gain deeper understanding of new 

concepts 

• Creating video inserts for student presentations which include recordings of peers signing key New 

Zealand Sign Language (NZSL) topic terms and phrases 

• Providing a range of methods for learners to provide quality feedback to each other (e.g. using tools 

like Flipgrid)56 

• Demonstrating learning by creating sequences of graphics or diagrams which are explained by 

voiceover, or supported by speech-to-text features. 

• Using 3-D printer technology to create artefacts with relevant shape and texture for BLV learners to 

explore and learn from 

• Adding hyperlinked voice explanations of graphics that are accessed by hovering the cursor that 

provide descriptions to BLV learners (e.g "The teacher is a tall, relaxed Pasifika man with dark hair and 

a beard. He is wearing a colourful shirt, smiling and sitting at the front of the class, playing a guitar." ) 

• Creating tactile graphics or using screen readers for BLV peers 

• Applying language translation tools to help ELL learners access the finer details of new concepts that 

have been shared in graphic form. Include the specific metalanguage of viewing and presenting 

processes, not just the content vocabulary and explanations. 

● Use of digital trackers for learners and their teachers to check coverage, while allowing for learners to 

have agency about which tasks they work on at which time of the day, building on their self-knowledge 

of personal circadian rhythm. 

 
55 S. Bridges. Personal Communication, 13th July 2021.  
56 https://info.flipgrid.com/ . Retrieved 3/08/21.  

https://info.flipgrid.com/
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As with more traditional forms of viewing and presenting, learners are likely to gain the most long-term 

benefit when they are offered elements of explicit teaching alongside their exploration of digital tools and 

worlds. This includes innovative developments such as digital gamification and virtual reality. 

Because suggested resources and links can be pre-organised by teachers, and when using organisational 

frameworks which encourage learners to enact the 'front end' NZC key competencies, previously 

underserved learners now have the chance to use digital technologies at the pace, order and mode of 

presentation that best suits them.  

 

Deliberate Acts of Teaching Viewing and Presenting through Use of Digital Tools 

Although good quality digital technologies and tools are designed to be intuitively used, there is still a place 

for teachers to ensure that scaffolding is in place for next-step learning. As 'digital natives', learners are 

generally confident about experimenting and learning through trial and error57. They may discover new 

'hacks' that simplify or improve their skills and they pass this information on to friends and peers (ako).  This 

is undeniably powerful. But the sharing of such knowledge can be left up to chance, which may privilege 

some learners and not others. It is therefore also important for all learners to be supported (by the teacher 

and peers) to uncover the often hidden or overlooked digital affordances which could be used to make and 

create meaning of much better quality. These are sometimes referred to as  'tips and tricks', but can be much 

more, as they also include information about the impact of certain decisions on the efficacy of visual 

communication. 

Examples might include: 

• How to consider potential audiences and avoid the temptations of using extensive drop-down menus 

or templates to create overbusy images, which mask the intended message or make it inaccessible to 

some users  

• Exploring how to combine features for best depth effect or colour contrast 

• The organisational features embedded in digital images/artefacts 

• Differences in formatting options for different devices and platforms 

• The meta-language (subject-specific language) and purpose of recording techniques that would 

strengthen the digital recording of action clips (e.g. what over-the shoulder shots can convey; how 

body language can be used to communicate mood etc). 

Specific aspects can be examined together: 

• Viewing – through joint deconstruction (analysis or unpacking) of digital static/moving 

images/artefacts to make meaning  

• Presenting – through joint construction (co-creating) of digital static/moving images to create 

meaning. 

 

 
57 Adjin-Tettey, T.D. (2020) Can 'digital natives' be 'strangers' to digital technologies?An analytical reflection. Journal of 
Humanities and Social Sciences. (12,1). 
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Therefore, student access to these forms of digital approaches for viewing and presenting may be limited by 

teacher knowledge and understanding. Walsh58 observed that teachers were only beginning to use aspects 

of multimodal texts such as online diaries and other activities, largely situated in the enhancement levels of 

the SAMR model. Since then observations indicate that an increasing presence of digital affordances in 

everyday life has so far had little influence on transformational literacy practices in schools, with some 

notable exceptions.59  

In addition, learners’ out-of-school digital literacy practices can play an important role in school-based 

literacy development, but many teachers are unaware of these.60 Learning about the ways their learners use 

viewing and presenting in their everyday out-of-school lives will help teachers to plan and provide purposeful 

and authentic new learning experiences.61 

Exciting times are ahead. Immersive simulation technologies, for example, have been used elsewhere to 

educate medical students.62 In Aotearoa New Zealand, pockets of teachers are now exploring the use of new 

digital technology to design innovative and creative visual learning opportunities – many to address real-

world concerns.63 Learners involved in these authentic, purposeful inquiries have been highly motivated and 

deeply engaged. High quality viewing and presenting can provide access to learning for all our learners. 

Recommendations: 

• That the Ministry of Education identifies schools where staff are embracing the transformational 

stages of SAMR (modification and redefinition) 

• That an online resource is created to support teachers around the process and outcomes of viewing 

and presenting using digital tools, techniques and technologies in creative and purposeful ways (e.g. 

interviews with teachers; explanations of what worked and didn’t etc) 

• That the role of the new literacy curriculum leads and other PLD providers includes setting up a mentor 

programme through and about viewing and presenting for educators  

• That Tuakana/teina and ako dynamics should be encouraged as learners play a lead role in learning 

about and through viewing and presenting modes. 

• That teachers consider multiple ways to connect with their local and wider communities outside 

school, through viewing and presenting modes (thus fostering the horizontal connections, as 

suggested by the OECD report) 

 

 
58 Walsh, M. (2011). Op. Cit.  
59 Lived professional experience of the authors and their colleagues. 
60 Lindstrom, D., & Niederhauser, D. (2016). Digital Literacies go to School: A Cross-case analysis of the Literacy Practices 
Used in a Classroom-based Social Network Site. Computers in Schools 33(2), 103-119. 
http://dx.doi.org/10.1080/07380/073805692016.1179025.  
61 Bolstad & McDowall, 2019. Op. Cit. 
62 Pottle J. Virtual reality and the transformation of medical education. Future Healthc J. 2019;6(3):181–185. doi: 
10.7861/fhj.2019-0036 
63 https://gazette.education.govt.nz/articles/real-world-opportunities-with-virtual-reality/ 

http://dx.doi.org/10.1080/07380/073805692016.1179025
https://gazette.education.govt.nz/articles/real-world-opportunities-with-virtual-reality/
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Approach 2: Gamification, Game-Based Learning and Gaming. 

Gaming, game-based learning (GBL), and gamification are important classroom approaches in the 21st 

Century. These terms can be applied to traditional and table-top games as well as to digital environments.64 

Game-based learning involves using a game as part of the learning process; gamification is turning the 

learning process as a whole into a game;65 gaming is the practice or activity of playing computer or video 

games online.66  

Viewing and presenting are integral to games, game-based learning and gamification. For instance, at a basic 

level you cannot play a game without viewing and analysing a layout, and presenting the results of your 

thinking in the course of working through a game. Viewing is also inherent in the virtual worlds presented in 

many digital environments.  

All three of these forms of digital interaction are highly motivating and engaging for all learners, across the 

whole learning pathway and the full range of curriculum areas. They can involve digital or non-digital games, 

games that have been specifically designed for a learning purpose, or commercial games that have been co-

opted for a learning purpose.67  This is a rapidly developing field and it holds great promise for engaging and 

motivating learners. However it is still unclear to what extent learners find them motivating and engaging 

simply because of their novelty in an educational setting. As novelty wears off, will it become harder to 

motivate and engage learners through these approaches? Might learners react against the ‘appropriation’ of 

their leisure activities for their learning purposes? Future research into this could prove very interesting.  

Teachers vary in their approach to using games in their practice. As holds for all approaches, teacher 

knowledge and familiarity are necessary for successful implementation of game-based learning68. To date, 

teachers who use games tend to come from computer and information learning areas, although research has 

also found games used in STEM and literature curriculum areas.69  

Teachers have reported the need to justify what they are doing with games in their classes. They also felt 

that being open to the possibilities offered by games in educational settings was important, and allowed 

teachers from both gaming and non-gaming starting points to implement them for the benefits of their 

learners.70 

In Aotearoa New Zealand there has been a rise in interest in the potential of game-based learning and 

gamification. An extensive recent New Zealand Council for Educational Research (NZCER) report Games, 

Gamification and Game Design for Learning 71 highlighted the significant potential of this pathway to learning, 

which embodies many of the nuanced skills involved in viewing and presenting: 

 
64 Bolstad, R., & McDowall, S. (2019). Games, Gamification, and Game Design for Learning. Innovative Practices and 

Possibilities in New Zealand Schools. NZCER. ISBN 978-1-98-854266-9. 
65 Ingwersen, H. (2017). Gamification vs Games-based Learning: What’s the Difference?. Training Technology.  

https://blog.capterra.com/gamification-vs-games-based-learning.  
66 Merriam-Webster. (n.d) Merriam-Webster.com.dictionary. Retrieved 30/07/21 from https://www.merriem-

webster.com/  
67 .Bolstad & McDowall, 2019. OP. Cit 
68 Araújo, Inês. “How to gamify the classroom? A proposal for teachers training.” (2017). 
69 Kalogiannakis, M., Papadakis, S., & Zourmpakis, A-L.. (2021). Gamification in Science Education. A Systematic Review 

of the Literature.Education Sciences. 11(22). https://doi.org/10.3390/edusci1010022  
70 Bolstad & McDowall, 2019. OP. Cit.  
71 Bolstad & McDowall, 2019. OP. Cit.  

https://www.merriem-webster.com/
https://www.merriem-webster.com/
).%20https:/doi.org/10.3390/edusci1010022
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"...educators who are open to working with the wide-ranging affordances of games apply creative and 

nuanced pedagogical thinking to the design of gameful learning. This generates an array of curriculum-

linked learning opportunities, with an emphasis on 'front end' aims of The New Zealand Curriculum 

(Ministry of Education, 2007), development of key competencies, and creating an inclusive learning 

environment that supports and enables diverse strengths and interests to emerge, benefiting 

individuals as well as the collective."72 

Teachers whose plans include offering optional learning pathways of game-based learning within a UDL and 

inclusion-based framework cater for all learners. Games can be collaborative or individual, and the learning 

focus may be, for example, on recognising and identifying the purpose of particular visual features used by 

the game creators (making meaning) or of using such features purposefully in games that learners are 

designing, with specific audiences in mind. Whether traditional table-top or digital, the strong visual aspects 

of games can readily be adapted to support learners who have been underserved in the past. Selection of 

games which feature culturally rich and appropriate images will allow all learners to see themselves in the 

learning. 

Some game developers work interactively with educators and are keen to create challenging and open-ended 

learning experiences. A recent example is Minecraft Education's Ngā Motu/The Islands. This is described as 

"an immersive and interdisciplinary world which can bring to life indigenous culture and build social-

emotional skills, as students work together to explore their national language and culture."73 

A very useful aspect of GBL is that it affords learners a safe place to experience failure, and motivates them 

to try again. Many do not transfer this willingness to persevere after experiencing failure in their more 

traditional schoolwork.  

"In a game, if you die you can start again. At school, if you fail, you’ll still be on the same level." (Student, 

Year 6)74 

Learners who can apply their understanding of the subtle conventions and features of visual language 

(viewing and presenting) to the images, characters and actions experienced within game contexts will deepen 

their understanding of the messages and interactions and consequently strengthen their learning. They are 

presented with non-threatening ways to experience interactions and events possibly outside their personal 

life experience, and can use their growing knowledge of subtle visual information to move beyond 

unquestioning acceptance.  

 

Approach 3: Dramatic Inquiry 

Dramatic Inquiry Defined 

Dramatic inquiry is a term used to encompass a range of teaching approaches where the participants learn 

through imagined contexts (drama). By participating, the learners are challenged to explore concepts and 

problem solve in creative and innovative ways. This is in contrast to the more traditional form of drama 

related to theatre, where participants create drama that is for performance. Dramatic inquiry can be defined 

 
72 Bolstad & McDowall,2019 OP.Cit p. 1.  
73https://education.minecraft.net/content/minecraft-edu/language-masters/en-us/resources/learn-maori.html 
74 Bolstad & McDowall, 2019. Op. Cit.  p. 8.  

https://education.minecraft.net/content/minecraft-edu/language-masters/en-us/resources/learn-maori.html
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as an arts-based method for exploring curricular goals in real and fictional contexts created in the classroom 

through drama and dramatic play demonstrating understanding and sharing knowledge with others.75    

Through dramatic inquiry, participants use/engage in making meaning using the modes of viewing and 

presenting.  However, despite the significant body of research on the importance of drama education, it is 

still undervalued. The reasons why teachers are reluctant to incorporate dramatic inquiry into their practice 

is not widely researched. There is some anecdotal evidence that teachers are fearful of an approach that they 

believe requires specific skills to teach and use. In particular, teachers are concerned with the performance 

of drama and do not necessarily have the understanding of dramatic inquiry and its direct connections to the 

modes of viewing and presenting.76  Drama education in ITE varies in content and delivery and is often time-

poor. Strong programmes linking dramatic inquiry in teacher education, either in pre-service or in-service, is 

an exception rather than the norm. 

Dramatic inquiry allows the participants to learn about themselves and others through viewing and 

presenting. Participants (of all ages) will view resources (for example a photograph, painting, real-life image) 

and respond to the themes, viewpoints (perspectives) and discussions, to make meaning from them. The 

themes are explored and challenged. New concepts and viewpoints are explored and developed. The 

participants then create meaning for themselves and others by showing the new learning through the use of 

the drama conventions (for example Freeze Frames77 and Role-playing78), to share with others. It allows for 

student agency where they can experience and learn about the world they live in, challenge ideas and test 

their theories. The participants develop skills on a needs basis. It is not the product that is emphasised, but 

the process. The results will be performed, but not in a formal performance setting. They are created to share 

with others and celebrate their own learning. 

In dramatic inquiry, participants are part of the development of an authentic context and the teachers look 

for ‘teachable moments’. Skills are taught, ideas are challenged and provocation is given to extend 

participants beyond their own perceptions or viewpoints while becoming aware of others’ views and 

perspectives. The content and deliberate acts of teaching are multidisciplinary. They can include any or all of 

the learning areas, values and key competencies as deemed appropriate to the topic or theme given focus. 

 

Dramatic Inquiry and Viewing and Presenting 

Dramatic inquiry and viewing and presenting are closely connected. The viewing mode of the English 

Curriculum refers to ‘reading visual and dramatic texts’. Dramatic texts are defined not only as plays or 

written scripts but also as dramatic pieces of visual communication that constitute coherent, identifiable 

language events. As such, dramatic texts refer, for example, to oral narratives, mimes, and stepping into role. 

The presenting mode requires learners to use and combine verbal and visual features (which include drama) 

in increasingly complex ways, in order to communicate a range of information, ideas, narratives, and other 

messages to different audiences and for different purposes. Exploring visual language in relation to these 

 
75 Aitken, V. (2021). Real in all the Ways that Matter: Weaving Learning Across the Curriculum with Mantle of the Expert. 

Wellington: NCER Press. 
76 Aitken, V. (2021).. Op. Cit.  
77 Freeze Frame is a frozen image capturing the action and expression of an idea, theme, or moment. 
78 Role-playing is using the imagination to identify with someone else in order to explore and represent experience from 
their perspective or viewpoint; also called being in role. 
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viewing and presenting modes enables learners to achieve their communication objectives across the 

curriculum. 

When participants are learning through drama (using drama skills and conventions to explore wider concepts 

and themes), they are making meaning through viewing static and moving images.  When participants are 

learning in Drama (learning dramatic skills, and using drama conventions), they are developing and 

communicating ideas and using skills to create meaning through presenting new knowledge in both static 

and moving images. These can be ‘in the moment’ (real time) or digitalised for future viewing and revisiting.  

Dramatic inquiry is inclusive and can be incorporated into all other methodologies; it meets the needs of 

learners, including Māori and other underserved groups of learners,79  and promotes engagement, 

motivation, self-efficacy and metacognition.80  

Dramatic inquiry fits closely with culturally responsive practice as highlighted in The Hikairo Schema for Early 

Childhood, Primary and Secondary.81 The teaching approaches that sit within dramatic inquiry, allow for 

student agency. Learners are engaged in their learning through real and imagined contexts. There is a sharing 

of power between the learners and teacher (balance of power). It becomes relevant to the participants' 

contexts, needs, environment, cultural context and values (relevance). Deeper learning cannot be left to 

chance. It becomes the teachers responsibility to consider and cater for successful learning through engaging 

learners with their relevant next steps of learning and deliberate acts of teaching (scaffolding).  

 

Approaches Within Dramatic Inquiry: 

Using dramatic inquiry approaches to make and create meaning within viewing and presenting will engage 

and motivate learners through captivating them in the world of “make believe” using the active imagination 

and spontaneity. Through making abstract concepts concrete, learners are given the opportunity to 

understand an idea by seeing and experiencing how it works in an imagined situation.  

There are four approaches which strongly support viewing and presenting82 

•  Child-structured dramatic play is imagined and 'in the moment'. The child imagines and enacts being 

other people, or things and in different settings other than where they are. It occurs in play-based 

educational contexts. This approach best fits (but not exclusively) the early childhood years and early 

primary years, where play-based learning is widely used. 

 
79 See, for example, Dicks, J., & Le Blanc, B. (2009). Using Drama for Learning to Foster Positive Attitudes and Increase 

Motivation: Global Simulation in French Second Language Classes. Journal for Learning through the Arts. 5(1). 

http://escholarship.org/uc/item/31745098; Farrand, K & Deeg, M. (2020). Dramatic Inquiry: An Inclusive Approach to 

Learning with Collaboration and Multiple Modes. Teaching Exceptional Children. 52(3), 128-137. 

http://dx.doi.org/10.1177/0040059919889335;  
80 Searle, A. (2009). Kiwi Kids Can Fly: Making Connections with Devised Drama, the Key Competencies in the New 
Zealand Curriculum and Classroom Practice. Research in New Zealand Performing Arts. 1. 

81 Rātima, M., Smith, J., MacFarlane, A. & MacFarlane, S. (2020). The Hikairo Schema for Primary. Culturally Responsive 
Teaching and Learning. NZCER Press. ISBN: 978-1-98-854284-3..  
82 Aitken, V. (2021).. Op. Cit.  

http://escholarship.org/uc/item/31745098
http://dx.doi.org/10.1177/0040059919889335
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• Drama for Learning is when a teacher uses drama conventions (e.g. Teacher In Role, Role on the Wall, 

Freeze Frames, Spoken Thoughts) to enhance their teaching and learning within a lesson or unit often 

across or in other learning areas. This approach is useful across early childhood, primary and secondary 

settings where there are teachers with expertise. 

• Process Drama is discrete lessons or sequences of lessons where drama is used as a process, rather 

than a product (performance). It uses a motivational hook (story, book, current or historical event) to 

develop perspectives and to problem solve situations. Participants move in and out of role using drama 

conventions to explore tensions and problem solve. This approach is used by both primary and 

secondary Teachers who have expertise in the approach.  

• Mantle of the Expert involves sustained units lasting a term or longer where participants are framed 

as experienced experts and undertake a collective inquiry leading to authentic tasks across the 

curriculum. Tensions are explored and solutions are tested (played out). It is often based on real 

contexts but in an imaginary space. This approach is used by both primary and secondary teachers 

where there is expertise in the approach. 

These approaches are holistic and when used effectively, learners develop cognitive, affective, social, and 

aesthetic skills. They become problem solvers and are using multiple intelligences. They explore and use 

knowledge, consider alternatives, communicate, empathise with others, make decisions and assess 

consequences for their actions within a ‘communal imaginative’ context of drama. This communal 

imaginative context relies on viewing multiple perspectives, integrating ideas and understandings and gaining 

knowledge to develop a holistic picture of a problem. It becomes accessible for all learners including 

neurodiverse and special needs.  

 

Dramatic Inquiry and Inclusion 

There is a growing body of research that explores the place of dramatic inquiry in the classroom. Farrand & 

Deeg,83 for example, explored the practical strategies of dramatic inquiry through the lens of a teacher of 

drama. Practical steps were given while embedding these in the theory (the why) and the skills needed to 

support the tasks.  They were shown to: 

• promote academic learning and social competence 

• meet needs of learners (able, gifted and disabled/challenged) 

• utilise strengths and enable a collaborative approach  

• be inclusive of community and family. 

 

Farrand & Deeg indicated that dramatic inquiry is inclusive, thus providing opportunities for Māori, Pasifika 

and other groups of underserved learners. The learners' roles are transformed, and learners are given 

multiple opportunities to step out of traditional roles and explore 'the other'. This aligns with cultural, for 

example Māori, leadership styles and inclusive education, as outlined in Figure 3. 

 
83 Farrand, K & Deeg, M. (2020). Dramatic Inquiry: An Inclusive Approach to Learning with Collaboration and Multiple 

Modes. Teaching Exceptional Children. 52(3), 128-137. http://dx.doi.org/10.1177/0040059919889335  

http://dx.doi.org/10.1177/0040059919889335
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Figure 3: He Poutama84 

 

 

Source:https://www.inclusive.tki.org.nz/assets/Uploads/JTTR-Poutama-x2-October-2019.pdf 

 

Roy85 explored the role of drama in inclusive education, especially the notion of the right for all children to 

have an equal education. Roy argued the need to frame activities so that emotional, physical and intellectual 

barriers are removed. Learning through drama (encompassing viewing and presenting) can be used to 

communicate ideas and understandings in other ways than those afforded through traditional literacy. 

Learners can make mistakes, develop learning and communicate, often without barriers, across the 

curriculum. 

A key aspect of this research is the role that masks can play to allow children to take risks to explore new 

identities, without feeling threatened by their peers, because they are hidden (transformed) into another 

role. They are ‘playing’ at being another person/being and therefore can take risks without fear of criticism 

about their own identity. 

Roy also notes that an alternative to the mask approach is the adoption of puppets or toys as a non-

threatening 'neutral' channel through which to explore and communicate. This is enjoyed by all learners (and 

sometimes preferred by neurodiverse learners). For DH/H learners, communication through gesture, sign, 

body language and facial expression is natural. Within the context of dramatic inquiry, they have the 

opportunity to benefit from strength-based learning, and may initially show greater confidence than their 

hearing peers. 

Some schools draw on aspects of drama learning and Process Drama in play-based learning contexts. 

Teachers who have the skills and confidence to scaffold learners' active engagement, clearly expedite the 

authentic (imaginary or real-life) development of key competencies and content learning through drama 

 
84 https://www.inclusive.tki.org.nz/assets/Uploads/JTTR-Poutama-x2-October-2019.pdf 
85 Roy, D. (2017). Using Drama as a Tool for Inclusion Within the Classroom. Teacher. 2. 
https://www/teacher/magazine.com.au_en/articles/using-drama-as-a-tool-for-inclusion-within-the-classroom 

https://www.inclusive.tki.org.nz/assets/Uploads/JTTR-Poutama-x2-October-2019.pdf
https://www.inclusive.tki.org.nz/assets/Uploads/JTTR-Poutama-x2-October-2019.pdf
https://www.inclusive.tki.org.nz/assets/Uploads/JTTR-Poutama-x2-October-2019.pdf
https://www/teacher/magazine.com.au_en/articles/using-drama-as-a-tool-for-inclusion-within-the-classroom
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across the curriculum. The question now arises about how do we break this barrier down so it is not left to 

chance?  

 

Dramatic Inquiry for All Teachers 

Swanson86 explored the use of the drama convention Role on the Wall, (which sits in the area of 'drama for 

learning'). Learners used the approach to co-construct their understanding of scientists and their 

role/activities in a Year 7 and 8 New Zealand setting. The key findings from this action-based research were: 

• Learners’ understanding of the role of a scientist started as a narrow stereotypical belief 

• As they explored concepts, this narrow belief developed to a broader understanding of scientists and 

the work they do  

• Learners explored the tasks of a scientist, including the practical skills, communication skills and 

theoretical knowledge of scientists 

• Learners also discovered the depth of qualities of a person and their aptitude to being a scientist i.e. 

the thinking skills, the personality traits, and the academic skills 

This study supports the stance that drama is a helpful viewing and presenting tool that all teachers can learn 

to use to explore and challenge learners' perceptions of the world they know, while also building knowledge. 

The teacher needed to be supported (e.g. through professional learning development) to gain a basic 

understanding and knowledge of the convention of Role on the Wall to pursue the exploration; it became 

part of their kete/basket of knowledge. However, the teacher did not have to be an actor (this is a common 

misconception among teachers about the skills required to include dramatic inquiry in their practice). There 

was no 'performance' or dramatic outcome. The outcome lay in the learners' new understanding about 

science and scientists.  

 

Dramatic Inquiry and At-Risk Learners  

Li et al.87 examined public schools in a southern California program with ‘at-risk students’ (disengaged), who 

they defined as those who were at risk of school failure due to low ability, self-esteem and involvement. The 

object was to use arts-based (viewing and presenting) teaching to support identified at-risk K-12 students, 

based on the importance of the arts as a means of connecting with, and making sense of, the world through 

meaningful encounters/contexts.  

As part of this action research, the teacher used a stipulated story and encouraged learners to devise an 

imagined movie of the story. This then led them to a unit in Greek mythology where the learners read, wrote 

and performed their roleplays. The teacher noted and remarked on the change in the four identified at-risk 

learners, particularly in their increased motivation, reading skills, and skills needed to be a team player. This 

 
86 Swanson, C. (2016). Expanding Students’ Perceptions of Scientists Through the Dramatic Technique of Role on the 
Wall. Teachers and Curriculum Kaiako me te Marautanga. 16(1). https://doi.org/10.15663/tandc.v16i1.125 
87 Li, X. et al. (2015). Dramatic Impact of Action Research of Arts-based teaching on At-risk Students. Educational Action 

Research. 23(4), 567-580.  

https://doi.org/10.15663/tandc.v16i1.125
https://doi.org/10.15663/tandc.v16i1.125
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was confirmed by the behavioural specialist, who noted changed behaviour and attitude to their learning 

and engagement. The article in its summary confirmed that this approach benefits at-risk learners. 

The successful strategies identified in this small-scale but intensive case study, are highly promising and align 

strongly with the author's own professional experience of supporting disengaged and diverse learners. There 

is clear potential for this approach to work well with Māori and Pasifika learners.  Learners become more 

engaged and motivated to participate in learning when they are experientially involved. They want to inquire 

and extend their understanding, and they want to share their learning with others. They are empowered to 

take ownership for their learning through student-centred engagement. 

 

Dramatic Inquiry and Mantle of the Expert 

There is a growing number of New Zealand teachers who are starting to use the Mantle of the Expert 

approach.  This dramatic inquiry-based approach was created by Dorothy Heathcote.  Mantle of the expert 

is a fully integrated multidisciplinary approach in which children learn across all curriculum areas by taking 

on the roles of experts engaged in a high status project for a fictional client.88 For example, they might be 

charged with designing a world-class sanctuary for injured dolphins. Or they may be museum curators with 

the job of producing an interactive exhibit on an important incident from local history. Each project is 

sustained for a long period, often an entire term’s work, and the teacher will move in and out of role along 

with the children. 

Johnson, Liu, & Goble89 explored the use of Mantle of the Expert by pre-service teachers within the social 

studies curriculum in Wisconsin, USA. They concluded that Mantle of the Expert allowed the pre-service 

teachers to explore their own creativity in lesson planning. The student teachers stated they were better able 

to discover, explore, experiment and invent within the context of visual literacy and social studies. They, 

together with their learners, were able to explore many different perspectives, both historical and 

sociological.  

The pre-service teachers were the focus of the study, yet the outcomes for both them and their learners 

were clear. All the learners became engaged in their learning as they explored perspectives and were 

challenged. Dramatic Inquiry allowed for the process of exploration, discovery, making inferences and 

engagement. Viewing and presenting, as with all dramatic inquiry approaches, are the vehicles for learning. 

 

Dramatic Inquiry, Wellbeing and Life-long learning.  

Cziboly90 reported on a powerful extensive research project focusing on how drama develops life-long 

learning skills; on wellbeing; and on competencies, based on the Lisbon Key Competencies in Education: 

1. Communication in the mother tongue 

 
88 Aitken, V. (2021).. Op. Cit.  

89 Johnson, E., Liu, K., & Goble, K. (2015). Mantle of the Expert : Integrating Dramatic Inquiry and Visual Arts in Social 

Studies.  The Social Studies. 106, 204-208.DOI: 10/1080/00377996.2015.1046543. 

90 Cziboly, A. (2010). The DICE Has Been Cast: A. Cziboly (Ed.). Research Findings and Recommendations onEducational 
Theatre and Drama. http://www.dramanetwork.eu/  

http://www.dramanetwork.eu/
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2. Learning to learn 

3. Interpersonal, intercultural and social competences; civic competence 

4. Entrepreneurship 

5. Cultural expression 

These competencies have some correlation to the key competencies in the New Zealand Curriculum. It is 

reasonable to hypothesise that drama would similarly develop life-long learning skills and competencies in 

New Zealand children.  

This study supports the many anecdotal comments made by teachers across Aotearoa New Zealand that they 

see the many ongoing benefits of drama for their children’s well-being.91 These comments include building 

self-esteem, confidence, communication, interpretation, cooperation, perspectives, values and developing 

higher-order thinking skills. The term used in the study – educational drama – is included in dramatic inquiry. 

In New Zealand we use the term Process Drama to describe this. It is drama for learning and inquiry and not 

for performance.  

The research looked at those who had participated in educational drama (classroom-based programme 

based on the principles of dramatic inquiry) as opposed to drama for performance (theatre based).  

When compared with peers who had not been participating in any educational drama programmes, learners 

had gained confidence in communicating with others, were more likely to feel that they were creative, were 

more engaged in school activities, were more confident with problem solving, coped better with stress, were 

more empathetic towards minority groups and individuals, and were able to see different perspectives and 

viewpoints. 

 

Dramatic Inquiry Alongside Viewing and Presenting in the New Zealand Curriculum  

Viewing and presenting may be used to access learning for all learners, through dramatic inquiry, across the 

learning areas and connecting to the key competencies.  

Both English and drama are about communication. In the NZ Curriculum, English is focused on making 

meaning (listening, reading and viewing) and creating meaning (speaking, writing, presenting). These are 

extended in drama through the drama conventions. By using conventions such as Process Drama and 

dramatic inquiry, learners and teachers are broadening their practice to interpret, make meaning and 

communicate92  

Within dramatic inquiry, participants constantly use the viewing and presenting modes in the English 

curriculum to make and create meaning.  

 
91 Lived professional experience of the authors and their colleagues.  

92 Wells, T., & Sandretto, S. (2017). Using Process Drama to Expand the Literacy Programme: An Exemplar. Wellington: 

NCER.  
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Aitken93 supports a two-step strategy to guide the viewer. She explains this as 'describe first, then interpret'. 

The chosen drama conventions are used during a dramatic inquiry to deepen understanding and challenge 

perspectives. Learners may first view an image, either moving or static; from a published source or from their 

own creations, to inquire, question and challenge their thinking. Learners may create tableaux (static images) 

or roleplays (moving images) to represent their views. These can then be shared to the wider class 

(presenting), who in turn view the presented convention. Teachers of drama will use the strategies of 

'describing then analysing' to begin the process of exploring possibilities and challenging their views and 

thinking.  

When actively participating in viewing and presenting, learner views are encouraged, stereotypes can be 

challenged and further discussion may develop. This process is one of the fundamental strategies used by 

the teacher of drama in dramatic inquiry.  

While viewing, participants are focused on what they see and hear. Viewers are challenged to tune in to the 

finer details; to ‘fine tune’ their observations so they do not skim the surface.  

This method also supports a collective response, which links well to other cultural viewpoints. For example, 

Māori and Pasifika learners may well respond positively to such a community-focussed approach. Learners 

bring many eyes, ears and wonderings to the image; they safely explore the presenter's intent and their own 

perceptions, which may be different to those of other participants.  

Viewing of this sort encourages the viewer to critique the detail and look at how it is created. By providing 

adequate time for this stage, the viewers become more critical in their interpretation. When giving an 

interpretation of the viewing, learners are encouraged to offer reasons for their choices. This will often lead 

to imaginative thought, new ideas and to challenge their perspective.94  

When using dramatic inquiry classroom practices, teachers and their learners can embrace and nurse 

complex theories where people are interconnected and learners expand their understanding of their world 

views of ecologies, communities and cultural accessibility. By viewing moving and static images, learners are 

making meaning through “stepping into the shoes” of other people (real or imagined), holding discussions 

and exploring new ideas from a different viewpoint (that of the role they have become). This can challenge 

their thinking and help them see other perspectives. As learners present new ideas and concepts using the 

drama conventions, and static and moving images, they are creating meaning of their new learning.  This 

process involves high student agency.  

By using dramatic inquiry approaches, participants are involved in authentic contexts and are making and 

creating meaning across the learning areas while using the key competencies of the New Zealand Curriculum. 

The dramatic inquiry approaches provide participants with rich authentic contexts where they can develop 

and apply the key competencies.   While exploring imagined or real contexts they are thinking critically and 

creatively. Dramatic inquiry provides a context for the development of thinking skills by providing a process 

whereby participants can synthesise cognitive and emotional intelligences.  When viewing static and moving 

images, participants are using language, and interpreting symbols and texts and when presenting they are 

applying these skills to their new learning. While engaged in the rich contexts, learners are participating and 

 
93 Aitken, V. (2021).. Op. Cit.    

94 Ministry of Education. (1996). Exploring Language: A Handbook for Teachers. Wellington, Learning Media.  
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contributing and are relating to others while immersed in the dramatic play, communicating their ideas, 

learning from other viewpoints while also managing self.95   

 

Dramatic Inquiry and Multimodal Viewing and Presenting 

Although digital literacies are discussed in more detail elsewhere in this report, there are links between 

dramatic inquiry and digital literacies which are better placed in this discussion.  

Coles & Bryer96 focus on the research related to the reading of the poem ‘Beowulf’. They challenge the notion 

of using reading as enactment, drawing on the work of Dorothy Heathcote (Mantle of the Expert) and Process 

Drama. Instead, dramatic inquiry and dialogic talk become the focus to explore socio-cultural dimensions of 

the reading of the poem through 'playful interactions'. The argument is made that the learners’ views of the 

meanings of the text are constructed dialogically and are also closely connected to role-play. 

Coles & Bryers’ Beowulf project started with a moment of tension in the poem and participants were asked 

to write in role (a drama convention). From this, the learners were asked to work in the medium of film 

making. This shift in modes caused a shift in orientation; participants looked for images (making meaning and 

viewing). This opened the possibilities of representing their responses (creating meaning and presenting) 

through still and moving digital images of the conflict, which in turn opened up possibilities for critical 

analysis, reflection, and mastery of new technologies. The project then developed into building computer 

games focusing on the moment of action in the poem using the immersive augmented digital tool, 

MissionMaker97. 

The project engaged participants in, and about, digital literacies. It allowed for social and cultural constructs 

that are inclusive of all participants. The key finding was about the collaborative process. Even the individual 

tasks were shared (viewing and presenting throughout the process). Decisions were developed and shaped 

through interactions in a highly dynamic process. The participants were also exposed to varying perspectives 

and narratives and critically viewed texts and images. The conclusion was that working multimodally offered 

opportunities to broaden the definition of 'English curriculum' to include the close relationship between 

reading, viewing, writing and presenting.  

One of the key outcomes taken from this research is the close relationship of the strands in the NZC and the 

links to multimodal literacies. When the participants are immersed in the dramatic inquiry and exploring the 

possibilities through dialogic talk, they are open to opportunities to move from the enhancement to the 

transformation stages of the SAMR model.  

This skill of the facilitator/teacher is vital to guide the participants with possibilities without forcing the use 

of a particular mode. However, the importance of exploring the possibilities will involve explicit teaching 

 
95 O'Connor, P. & Dunmill, M. (2005). Key Competencies and the arts curriculum. 
https://nzcurriculum.tki.org.nz/content/download/509/3834/file/nzcmp-0805.doc 

96 Coles, J., & Bryer, T. (2018). Reading as Enactment: Transforming “Beowulf”through Drama, film and Computer 
Game. English in Education. 52(1), 54-66. 
http://dx.doi.org.ezproxy.canterbury.ac,nz/10.1080/04250494.2018.1414419.   
97 https://agentsofdiscovery.com/make/ 

https://nzcurriculum.tki.org.nz/content/download/509/3834/file/nzcmp-0805.doc
about:blank
https://agentsofdiscovery.com/make/
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during the process, but not limiting the possibilities to the mode given emphasis (e.g. using a gaming app as 

the outcome). 

The teacher is the key to alerting and guiding the learner to opportunities and possibilities through 

questioning, researching and encouraging the participant through 'roadblocks' and opening them (while not 

limiting them) to new possibilities. In other words, the teacher facilitates the learners’ next steps by giving 

and supporting learning through explicit teaching moments (making meaning) yet is open to the learners’ 

innovative ideas and the teacher can ‘run’ with these rather than limit them due to their own limitations. 

Opportunities to create new meaning are encouraged and celebrated.  

There are considerable benefits and advantages arising from access to digital tools/devices (e.g. Ipads and 

smart phones). Learners now have opportunities to view and review their own work and analyse their skill 

development. 

Recommendations: 

• All children should have access to regular dramatic inquiry approaches in their schooling. 

• Upskilling of knowledge and skills for dramatic inquiry and ongoing access to mentoring support and 

online resources for all teachers 

• At ITE level, all student teachers should gain a basic knowledge of dramatic inquiry and their links to 

viewing and presenting across the curriculum is made overt 

 

Approach 4: Experiential Learning  

Experiential learning is a process of developing problem-solving skills and critical thinking. It is a fundamental 

process that allows children to actively engage in acquiring skills and knowledge98 and is sometimes defined 

as ‘hands-on’ learning, or applied creativity.99 Approaches already discussed (dramatic inquiry and digital 

tools and technologies) promote experiential learning and through that, collaboration.  Collaboration is a key 

component of experiential learning, and the approach is therefore particularly suited to meet the needs of 

Māori and Pasifika learners, who respond well to opportunities to view and present materials collectively.100 

Collaboration in experiential learning is used to help construct knowledge through mutual interaction and 

support, and allows respectful interactions with others.   

 
98 Trongtorsak, S., Saraubon, K., & Nilsook, P. (2020). Collaborative Experiential Learning Process for Enhancing Digital 
Entrepreneurship. Higher Education Studies. 11(1), 137-147. E-ISSN 1925-475X  
99 Habib, M., Nagata, F., & Watanabe, K. (2021). Mechatronics: Experiential Learning and the Stimulation of Thinking 
Skills. Education Sciences. 11(46). https://doi.org/10.139/edusci11020046.  
100 Bennett, C., & Barbour, M. (2012). The FarNet Journey : Perceptions of Māori Students Engaged in Secondary Online 
Learning. Journal of Open, Flexible and Distance Learning. 16(1) 83-98.  

https://doi.org/10.139/edusci11020046
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Trongtorsak et al.101 break the experiential learning process into five steps: 

• Inspiration 

• Exploration 

• Engagement 

• Presentation 

• Utilisation 

Viewing is a key component of Step 1: Inspiration, when static or moving images or artefacts are used to 

stimulate student interest, motivation and engagement. Presenting is inherent in Stage 4: Presentation, 

during which learners reveal the results of their newly-constructed knowledge to their peers.  

Experiential learning can be paired with viewing and presenting strategies, as shown in this example of an 

ITE course on inquiry-based Learning.102 The course began with immersion sessions involving an 

artefact/experience, which learners explored in pairs/groups. They then learned about and experienced the 

various steps of inquiry learning before following their own interests to develop and present an inquiry in 

whatever mode they chose. The process was iteratively supported by peers and mentors.  Following this, the 

learners taught and carried out inquiry learning with their own class while on professional practice.  

Another example is outlined in a study that aimed to develop cross-cultural competence.103 English Language 

Learners (ELLs) created scenarios specific to their culture, including appropriate and inappropriate responses 

and culturally-related notes. They then swapped their own scenario for one from another culture, to use for 

role-playing and decision making. Results showed that learners could learn to interact in culturally-

appropriate ways through experiential learning, being culturally challenged and reflecting on their actions.   

 

Approach 5: Applied Metacognition 

Metacognition has been defined as an awareness of one’s own thought processes and an understanding of 

the patterns behind them.104 It literally means ‘above cognition’ and is referred to informally as ‘thinking 

about thinking’. It can be broken into two components: knowing about cognition, and understanding how to 

regulate cognition. Learners employ skills such as planning (including selecting appropriate strategies related 

to the task at hand); monitoring their comprehension and how they are performing on a task; and evaluating 

the final product of a task and how effectively the task was carried out. Learners with good metacognitive 

skills are likely to be self-regulated learners who perform well in real life contexts.  

 
101 Trongtorsak, S., Saraubon, K., & Nilsook, P. (2020). Op. Cit.  

102 Personal Lived Experience of the authors and their Colleagues. Judy, with her colleague Sue Bridges, taught an 
Enquiry Course at Christchurch College of Education.  
103 Mirzaei, M.S., Meshgi, K., & Nishida, T. (2020). A Situation Creation System to Enable Experiential Learning in Virtual 
Worlds for Developing Cross-Cultural Competencies. In K.-M. Frederiksen, S.Larson, L. Bradley, & S. Thouësny (Eds), CALL 
for Widening Participation: Short Papers from EUROCALL 2020 (pp 233-239). Research-publishing.net. 
https://doi.org/10.14705/rpnet.2020.48.1194.  
104 Metacognition. (2021, June 3rd). in Wikipedia. 
https://en.wikipedia.org/w/indexphp?title=Metacognition&oldid=1026700695.  

https://en.wikipedia.org/w/indexphp?title=Metacognition&oldid=1026700695
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Metacognition and Viewing and Presenting  

Images can be used to develop metacognitive skills in learners, who can then create their own images to 

present their ideas. Bender,105 in a study that explored making meaning through graphic knowledge with 

sixth grade learners in the USA Midwest, found that visual signs were the most prevalent means of making 

meaning, although not the only one. For example, one student commented, "The pictures helped me 

understand the story because if I read something and I didn’t understand it I could easily look at the pictures 

to better understand"106  

Using images to help make meaning is not a new strategy in the classroom. The difference lies in the type of 

visual image involved and the appeal to a wide age range. For example, graphic novels, often referred to as 

‘comic books', can be undervalued in the classroom, but research107 has shown the benefit of providing such 

engaging multimodal texts in the classroom. They have been shown to promote reading for pleasure, to aid 

comprehension and to help many types of learners, (including capable learners, English Language Learners, 

struggling readers, and learners with disabilities) to construct meaning.  

In addition, Bender found that learners used visual symbols to aid their metacognition when, for example, 

they discussed how the author used image and colour to reinforce ideas also presented in the written text. 

She concluded that teachers should include multimodal texts in their instructional materials. She suggested 

that schools should also purchase multimodal texts for school libraries to allow learners access to them for 

independent reading.  

Learners can also create meaning through choosing visual media to present their learning. Digital multimedia 

tools (e.g. Book Creator,108 Pixton109) in the classroom makes this a much richer possibility than has previously 

existed for our learners. 

One example of using viewing and presenting to develop metacognition is when learners design and maintain 

a graphic illustration to map their learning across time. By designing their own chart or illustration their 

agency is honoured and enhanced. 

Another example of how viewing and presenting can be used to develop metacognition is when learners use 

complex mindmaps110 to organise and visually represent the ideas, concepts and information they are 

learning. Mindmaps are particularly useful for making connections between different aspects of an area 

under study.  

 

 
105 Bender, A. (2018). Making Meaning with Graphic Novels. Middle Grades Research  Journal. 12(1), 83-97. ISSN: 
1937-0814. 
106 Bender, (2018, p. 87).  
107 Hornbogen, Susan, "Graphic Novels: Agents of Reading Engagement" (2013). All NMU Master's Theses. 411. 
https://commons.nmu.edu/theses/411 
108 Op. Cit.  
109 https://www.pixton.com/.  
110 Buzan, T. (2002). The Mind Map Book. London: Harper Collins. ISBN 10:0007146841  

https://commons.nmu.edu/theses/411
https://www.pixton.com/
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Viewing and Presenting Approaches across the Learning Pathway 

Having identified these innovative and creative approaches, it was the original intention of the authors to 

map them onto the different levels of our learning pathway in Aotearoa New Zealand. However, when we 

began this process, and revisited the source documents, it became clear that in nearly all cases the 

approaches were suitable for potential use across the whole curriculum and learning pathway – it was the 

complexity and detail that changed as learners progressed.  

 

Figure 4: Viewing and Presenting Approaches Mapped across the Learning Pathway 

 

Learning about viewing and presenting needs to be more heavily weighted in the junior years (see Figure 5) 

so that learners understand from an early age that visual images and artefacts carry meaning, which is 

embedded/hidden within a set of 'rules' or conventions. At this level, teachers should be doing a lot of 

everyday, natural modelling of their pedagogical thinking about viewing and presenting, just as they would 

'think aloud' for Reading and Writing. For example, they might say, "Oh look! I've just noticed that in that 

poster, the main film character is in the middle and looks bigger than the others. It's also got a few clues 

around the edge about the places in the film. I wonder why that is?" 

Learning through viewing and presenting becomes more heavily weighted into the upper primary and 

secondary years. By this stage of the learning progression, learners have come to understand many of the 

main conventions of viewing and presenting, and are able to 'stand back' to think more metacognitively about 

the ways that images and artefacts are created and can be manipulated for various purposes of 

communication. 

  

   

Early years  Jnr Primary  Snr Primary  Yrs 9-
11+ 

Applied metacognition 

Play-based learning 

Drama for Learning ----------------------------> 

Mantle of the Expert 
(everyday context) 

Mantle of the Expert 
(complex and deep) 

Digital Tools and Technologies for Viewing & Presenting---> 

Game-based learning and gamification -----------------------> 

Gaming 

Experiential ---------------------------------------------------------------> 
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Figure 5:  

 

Recommendations: 

• From this review of the literature it has become clear that, provided the learning is established 

intentionally on an inclusive bed of UDL thinking, and allowing for student agency, teachers with strong 

pedagogical knowledge of viewing and presenting conventions and features can draw from any or a 

mix of these approaches that are best fit for their learners.  

• Teachers who are capable in viewing and presenting will model these practices naturally, and will 

notice and reinforce them when used by learners. 

• To build teacher capability in this area, it is strongly recommended that a working party be established 

to develop a set of detailed progressions reflecting the viewing and presenting features, conventions 

and intentions etc as they increase in complexity. This should be broad enough to fit the contexts of 

the various approaches, as well as emerging forms of visual communication. 

• This working party should involve educators from across Aotearoa New Zealand, who represent all 

learners, including groups of underserved learners, across the whole learning pathway and curriculum 

learning areas. 

 

Conclusion 

Viewing and presenting are integral to human interaction and to the adoption of digital tools to enhance our 

lives. Explicit teaching of the deep skills, knowledge and practices inherent in these modes of language have 

tended to be overlooked by most New Zealand teachers (and their ITE and PLD providers) in recent years. 

They are, therefore, not currently used optimally to benefit all learners in our schools. 

Our learners need help to acquire the skills and knowledge that enable them to make good life decisions 

when faced with the overwhelming multimodal messaging that faces them in modern life. Learning how to 

   

Early Years    Jnr Primary  Snr Primary
 Years 9-11+ 

Learning through Viewing and 
Presenting 

Learning about Viewing and 
Presenting
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make sense of this, understanding how techniques are deliberately employed for target audiences, making 

critical decisions and working out how to create messages for others, are all skills too important to be left 

to chance. The time is ripe to renew a teaching/learning focus on viewing and presenting.  

The challenge now is for our teachers to be supported to find the right balance of approaches and tools. 

 

Recommendations 

Visual language skills of viewing and presenting, including those using digital literacies, should be explicitly 

taught to learners so that they can make sound and safe decisions about when and how to apply them. This 

may include elements of trial and error, which are then reviewed collaboratively. Simply providing 

approaches and tools without accompanying explicit understanding, will lead to learners using them 

superficially and uncritically. 

In order to have confident teachers who understand and can apply the pedagogies of viewing and presenting, 

they need to be provided with in-depth knowledge, skills and practice through ITE and PLD. This should be a 

mix of face-to-face and online support. Viewing and presenting strategies should be modelled as part of this, 

where possible. 

The Exploring Language Handbook111 section on visual language should be revisited, updated for the digital 

age, and made available online (e.g. via TKI). It needs to be regularly revisited and updated as technologies 

and pedagogies evolve. 

When designing rich learning tasks across the curriculum, teachers should keep in mind: 

• Creative use of viewing and presenting approaches to engage, motivate and deepen long-term learning  

• That the mix of approaches should be culturally responsive and sensitive to all members of the student 

group 

• That Māori and Pasifika learners benefit from student agency in selecting their own preferred visual 

metaphors to underpin their learning, and this is often socially constructed 

• Static and moving images and artefacts that can be viewed in depth in order to make/gain meaning 

• Ways that learners could be involved in dramatic inquiry to explore and deeply connect with content 

and concept learning 

• The use of relevant digital classroom tools for learners to capture their own learning, in order to view 

later, adding reflection and deeper connective learning 

• That student agency is strengthened by teachers who actively notice and can provide for a range of 

strategies, approaches and tools which suit their learners' needs (UDL) 

• That a series of scenarios/vignettes/exemplars are developed to support teachers' developing 

understanding of possible ways to connect pedagogies and methodologies to classroom practice: 

 
111 https://englishonline.tki.org.nz/English-Online/Planning-for-my-students-needs/Exploring-language 

https://englishonline.tki.org.nz/English-Online/Planning-for-my-students-needs/Exploring-language


 

CORE Education Ltd | Commercial in Confidence  August 2021    Page 47 of 54 

○ Example 1: Some neurodiverse learners who experience sound sensitivity may benefit from 

viewing a video clip on their own device, with headphones at their preferred level, while the 

bulk of learners watch on a large screen.  

○ Example 2: UDL principles can be applied by the teacher presenting a scientific process as a 

colour-coded diagram. This could be hyperlinked to detailed explanations in text form (at a range 

of reading levels). Text-to-speech tools could be used if required. The teacher and learners then 

explore the content through one of the embodied approaches and learners choose a tool to 

create and present their new learning and understanding, in order to pass on the knowledge in 

an innovative and creative way which will hook and engage others. This might be through 

recording an explanation; by claymation; by creating annotated sketches and voiceover; through 

recording a conversation between peers; through role play etc.  

○ Example 3: A further scenario might describe creative opportunities for BLV/DH/H learners to 

work collaboratively with sighted/hearing peers, using processes within the recommended 

approaches. This may or may not involve digital supports. 

○ Example 4: The development of scenarios/exemplars for Process Drama and Mantle of the 

Expert to support teachers using content and resources easily accessible to schools (e.g. picture 

books, Māori myths and legends, websites and online media).  A good exemplar for this is the 

current resource which focuses on Process Drama and literacy (Wells, T.  & Sandretto, S. 2017). 

Using process drama to expand the literacy programme: An exemplar. NCER Press. 

○ Example 5: The development of online resources (video clips, UDL planning, resources, 

assessment opportunities) featuring teachers with expertise in dramatic inquiry, as they work in 

the classroom with learners and their classroom teachers, and model Process Drama and Mantle 

of the Expert, while making explicit links to viewing and presenting, learning areas and key 

competencies.  

 

Appendices 

 

Appendix A 

The Authors 

The authors, Annette and Judy, are life-long educators, initially in the primary sector. They became colleagues 

in ITE, working with on-campus and distance students. Although both Annette and Judy worked in the English 

Department, Annette specialised more in drama within the programme while Judy moved into support for 

distance students. Both worked in the Professional Studies and Professional Practice courses (later combined 

into Professional Inquiry courses) which prepared and supported student teachers in the class-based aspects 

of their degree programme. During this time, the authors visited many primary schools, at all levels from Year 

0 to Year 8. The students included 1st, 2nd, and 3rd Year Degree students as well as those enrolled in the 

Graduate Programme. 
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Several years ago both Annette and Judy moved their focus. Judy became semi-retired but continued to 

supervise ITE students on teaching practice in schools, again working with students at all levels of their ITE, 

in a variety of schools both within Canterbury and throughout New Zealand. Annette wished to refresh and 

update her classroom teaching and leadership skills, so over a period of six years worked in both primary and 

secondary schools before returning to ITE.  

The professional lived professional experiences of Judy and Annette and the professional interactions with 

their colleagues (gathered over 30+ years), are directly relevant to this report. Where pertinent, references 

to this experience have been included in the discussion of the aspects covered, particularly in relation to 

what is actually happening in many New Zealand classrooms today.  

 

Appendix B 

Methodology  

Following the scope provided, the literature was reviewed in order to identify evidence-based materials that 

demonstrate how an explicit focus on viewing and presenting approaches contribute to improved equitable 

learning outcomes for all learners across the whole learning pathway.   

The review covered a variety of sources – books, journal articles, Government (and other corporate bodies) 

reports, websites and other online forums. In particular, the fast-developing world of digital literacies meant 

that online (and sometimes ephemeral) items were extremely valuable sources of information. There is a 

body of literature available in this field, and some of this has been included. However, the time required for 

an article or book to go through the peer-review and publishing processes can result in the material included 

being superseded by later developments within a very short time after publication. For this reason, the 

discussion relating to this area has required more reliance on less scholarly materials.  

Papers from the last 15 years were considered, particularly those from New Zealand and internationally 

where the curricula are delivered primarily in English. In some cases, studies from countries outside this 

parameter contributed something of note and were therefore included.  

Through databases such as EbscoHost, a systematic review of rigorous studies in each area of interest was 

carried out. After evaluation, those with a link to viewing and presenting were considered for further 

investigation and analysis. This resulted in about 200 papers and other reliable sources being selected for in-

depth evaluation. Of these, over 70 references finally contributed to the review.  

The sources included in each area section of the report may only be referenced briefly, but each has 

contributed to the picture built up in each section of the review, and thus to the recommendations provided.  

The needs and strengths of Māori learners were considered separately because of the importance of Te Tiriti 

o Waitangi in Aotearoa New Zealand. Studies relating to Māori learners or by Māori researchers were 

prioritised for this section of the review.  

Groups of underserved learners were identified. The literature was reviewed to identify challenges related 

to each group and approaches that have demonstrated improved learning outcomes for them. The groups 

identified were: 

• Pasifika 
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• Neurodiverse 

• Blind and Low Vision  

• Deaf and Hard of Hearing Learners 

• English Language Learners 

Five approaches were identified and the literature for each was reviewed. These were: 

• Applied digital tools and technologies 

• Game based learning and gamification 

• Dramatic inquiry  

• Experiential learning 

• Applied metacognition 

 

The general areas of engagement, well-being, metacognition/self-efficacy were given weight when 

considering materials, particularly in relation to the underserved groups of learners as listed above. In the 

report, they were woven across the approaches. 

Appendix C 

Māori and Other Underserved Learners  

 

Māori Learners and Viewing and Presenting 

Traditionally, Māori have communicated through a variety of modes of viewing and presenting, such as three-

dimensional static images (e.g. carving, tā moko) and moving images (e.g. kapa haka).112 These art forms were 

the way Māori communicated knowledge, ideas and values.  

The traditional art forms have been maintained throughout the period following colonisation, but their 

importance as a primary means of communication was greatly diminished by the advent of Pākehā two-

dimensional print-based forms. In addition, the description of Māori art and design in Euro-centric terms can 

be seen as undermining the significance of traditional Māori visual culture.  

Research shows that ākonga Māori respond positively to classroom approaches that resonate with these 

traditional forms of communication (te Ao Māori).113 Connection to cultural belonging gives rise to wellbeing. 

In particular, kaupapa (approaches), where the mana and tuakiri (identity) of ākonga remain intact, may be 

 
112 Mills, M. (2009). Pou Rewa: The Liquid Post. Māori go Digital? Third Text, 23:3, 241-250; Witehira, J. (2013). Tarai 

Kōrero Toi: Te Hononga Toi Māori Part 3. [Doctoral Thesis in Fine Arts. Massey University.]  

113 Macfarlane, A., Webber, M., McRae, H., &Cookson-Cox, C. (2014). Ka Awatea: an iwi case study of Māori learners' 
success. Tu Rū Rangahau, University of Canterbury; Quinlan, D.M & Hone, L.C. (2020). The Educators' Guide to Whole-
school Wellbeing. Routledge: New York. 
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powerful ways of engaging, or re-engaging them.114 For example, digital and moving images may provide the 

visual data by which culturally significant concepts may be constructed.  

Māori Learners and Cultural Narrative 

Key elements of great importance in developing motivation (and thus engagement) are relationships. As a 

recent report115 noted, “Early and connected support, while meaningfully engaging whānau and community, 

will motivate learners and help them stay on track”.116  

These relationships include whānau; Mātua/Whaea; and ākonga. Whānau are important sources of 

knowledge relating to local forms of visual expression, both static and moving.117  For these reasons, whānau 

must take the lead in discussions about what could be presented in the classroom, and how appropriate 

locations and repositories of local mātauranga could be accessed. 

Cultural narrative, describing what is unique about the place and the people involved in the community of 

each educational setting, is fundamental to this process. However, a note of warning needs to be sounded: 

whānau may need to develop their understanding of the variety of ways that evidence of learning can be 

collected, and that written tasks do not always reflect the full understanding of their ākonga.118 This 

understanding can be a first step to reclaiming both mana and identity, because it opens the way to using 

visual language in both traditional and contemporary ways.  

Both the viewing and presenting aspects of visual language are manifest in traditional Māori forms of 

expression and both aspects are important in their culture. It is a characteristic of kaupapa Māori to combine 

thinking with doing, and to consider from the outset who the knowledge or art is for. Carvings, tā moko and 

kapa haka were intended to be viewed, and for knowledge to be transferred between the presenter and the 

viewer. Oratory is also a powerful form of presentation in te Ao Māori.  

The five suggested approaches offer clear opportunities for Māori ākonga and other learners to learn through 

and about viewing and presenting modes of visual communication, and for them to develop and share their 

understandings in ways that culturally resonate for them (including Te Ao Māori). 

 

Māori Learners and Digital Affordances  

From the earliest days of European encounters, Māori have explored new material technology, so it is no 

surprise that young Māori have embraced digital technology to create a new visual language, or that a 

growing resistance to the earlier forms and techniques introduced by Pākehā has prompted the uptake of 

new visual technologies119. In addition, the collaboration inherent in visual productions coincides with the 

communal aspects of Māori ways of knowing, being and doing (te Ao Māori). Collaboration is a powerful 

 
114 Te Kiri, C. (2018). Manu Tukutuku, Ma te huruhuru ka rere te manu : Empowering learners to soar. Journal of Open, 
Flexible and Distance Learning. 22(2), 10-17. Retrieved 31/5/21 
115https://xn--tepkenga-szb.ac.nz/assets/Publications/Te-Rito-Insights-from-learners-Part-One-Final-Digital.pdf p. 41. 

Retrieved 29/07/2021.  
116 Ibid. 
117 Te Kiri. (2018). Op. Cit 
118 Ibid.  

119 Dalton, E. (2017). Op. Cit.  

https://tepūkenga.ac.nz/assets/Publications/Te-Rito-Insights-from-learners-Part-One-Final-Digital.pdf
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means of engaging and motivating Māori learners, for whom success is often measured in terms of group 

success. 

Pasifika Learners 

Pasifika is a term used in New Zealand to refer to a diverse group of learners from a range of islands and 

cultures. The group includes those who have migrated from the islands as well as to those who were born in 

New Zealand but who identify with their Pasifika heritage.120 Viewing and presenting in terms of their cultural 

heritage could encourage engagement and achievement in the NZ school system.   

Pasifika Learners and Viewing and Presenting 

Pasifika learners share many of the characteristics discussed above in relation to Māori learners, particularly 

in the value placed on collective success. One difference is that a much higher proportion of Pasifika learners, 

particularly Samoan learners, are fluent in their Pasifika language and living in a household where at least 

one adult speaks the language than the proportion of Māori learners who speak te reo and are living with a 

Māori speaking adult.121  

Teachers are often unaware of the richness of the culture that Pasifika learners bring with them to school 

and therefore do not utilise this in their lessons. On the other hand, there is a risk that well-meaning teachers 

may inadvertently disengage learners by basing learning metaphors on stereotypes. 

For example, one teacher thought he was making relevant connections to his learners’ culture and heritage 

by using taro to illustrate as many aspects of his lessons as he could. Eventually the learners became tired of 

the ubiquitous taro, together with the underlying assumption that, as Pasifika, they would be familiar with 

taro. The teacher then realised that taro was not culturally relevant to many of his learners because, since it 

does not grow on all the islands, they were unfamiliar with it and could not relate to it as an object.  

This anecdote highlights that although visual imagery can be a powerful tool for engaging learners and raising 

achievement, teachers must be equipped with appropriate knowledge and understanding to implement 

visual language appropriately. Otherwise there is a risk of tokenism and inadequate culturally aware 

teaching. 

 A similar point can be made that using the patterns in ‘tapa’ cloth as a context for mathematical contexts 

may be confusing for some children. For example, in Samoa this sort of cloth is called siapo, in Tonga it is 

called ngatu and in Fiji it is called masi. Using the term tapa in all contexts shows a shallow understanding of 

cultural artefacts, but it is a common usage. The children from a range of Island cultures do all have a concept 

of the patterns and they can use these concepts to develop their understanding of maths concepts. In this 

way, culturally relevant visual images can be used to present concepts from maths and other curriculum 

 

120 Hunter, J., Hunter, R., Bills, T., Cheung, I., Hannant., Kritesh, K., & Rakesh, L. (2016). Developing Equity for Pasifika 
Learners Within a New Zealand Context: Attending to Culture and Values. New Zealand Journal of Educational Studies. 
51, 197-209. DOI: 10.1007/s40841-016-0059-7  
121 Knig, A., & Cunningham, U. (2017). Tamariki and Fanau: Child Speakers of Māori and Samoan in Aotearoa/New 
Zealand. Te Reo 1.  
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areas.122 In addition, Pasifika children can be encouraged to explore and share their cultural identity through 

viewing and presenting relevant imagery from their background cultures.  

If UDL thinking is used wisely, Pasifika learners could be supported to select and use culturally-relevant 

artefacts and images that are personally significant. 

Neurodiverse Learners 

Neurodiversity is an umbrella term originally used to describe autism but which is now also understood to 

include conditions such as dyslexia, dyspraxia, attention deficit attention disorder, dyscalculia and Tourette 

syndrome.123 Although support services and technologies are available to support these learners, inequalities 

remain in learner access to these. Although teachers may be aware of the challenges in cognitive processing 

that are associated with many of the conditions these learners present with, they are less aware of the talents 

or benefits that may also be part of them.  

Neurodiverse Learners and Viewing and Presenting 

Neurodiverse learners often have challenges with sensory inputs, including visual processing.124 This can 

affect neurodiverse learners in two ways. First, visual aspects of the classroom such as the level of lighting 

can cause difficulties, and the font used for written texts, whether print-based or digital, can enhance or 

impede visual cognition. Secondly, images and digital technologies can be used to offset some of the 

difficulties that neurodiverse learners can experience. For example, virtual learning environments (VLEs) can 

allow children with visual processing challenges to access the same curriculum as their peers in the safety of 

their own classrooms, and with the comfort of processing at their own pace. 

 

Blind and Low Vision (BLV) Learners 

Blind and Low Vision Learners and Viewing and Presenting    

The development of images in the mind to enhance learning and perception is as important to Blind and Low 

Vision (BLV) learners as to any other group, but the techniques for developing these images have to be 

adapted to suit their needs. Traditional assistive technologies (AT)  in the form of large textbooks, audio 

books, braille books, screen readers, and reading assistance from sighted peers have historically been 

available for BLV learners.125  New technologies can now provide affordances for BLV learners to experience 

visual language in vibrant and engaging ways.  

 
122 Bills, T., & Hunter, R. (2015). The role of Cultural Capital in Creating Equity for Pasifika Learners in Mathematics. In 
M. Marshman, V. Geiger, & A. Bennison (Eds.). Mathematics Education in the Margins (Proceedings of the 36th Annual 
Conference of the Mathematics Education Research Group of Australia). pp. 109-106. Sunshine Coast: MERGA.  

123 Clouder, R., Karakus, M., Cinotti, A., Ferreyra, M., Fierros, G., & Rojo, P. (2020). Neurodiversity in Higher education: 
a narrative synthesis. Higher Education. 80, 757-778. https://doi.org/10.1007/s10734-020-00513-6.  

124 Boyd, L., Day, K., Stewart, N., Abdo, K., & Lamkin, K. (2018). Levelling the Playing Field: Supporting Neurodiversity Via 
Virtual Realities. Technol Innov. 2008;20(1-2):105-116. doi: 10.21300/20.1-2.2018.105.  
125 Mates, B. (2012). Information Power to All Participants. In C.Booth (Ed). Making Libraries Accessible: Adaptive 
Design and Assistive Technology. Library Technology Reports. 

https://doi.org/10.1007/s10734-020-00513-6
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Blind and Low Vision (BLV) Learners and Digital Technologies 

In an increasingly digital world which is overwhelmingly visual, BLV learners are becoming more 

disadvantaged.126 For instance, BLV earners typically fall behind by 1-3 years in science and maths. New 

assistive technologies such as immersive virtual reality (IVR) are developing as a means of achieving more 

equitable, strengths-based outcomes. This is despite the benefits of these not being immediately evident for 

BLV, given the central role of vision in these tools. Haptic (touch-based) approaches have shown particular 

promise. These include using 3-D printed models for STEM subjects; conveying gestures wirelessly as a haptic 

signal, the use of designated musical sounds to direct BLV children physically around a Cartesian grid; and 

the use of features such as assistive touch on iPads.  To BLV learners, these are all symbols of ‘viewing’ 

because they facilitate the development of images in the mind. In this sense, they are viewing the signals and 

presenting appropriate responses.   

Deaf and Hard of Hearing Learners 

The Deaf Community is as diverse and complex as any other community. For the purposes of this review the 

general term Deaf and Hard of Hearing (DHH) learners is used.  

DHH learners draw on a range of technologies for communicating, which could include hearing aids and/or 

cochlear implants. Some will be more or less fluent in Sign language while others may have little or no signing 

ability. Lip reading and interpretation of body language and facial expression are likely to be important 

viewing skills for these learners to acquire.127 

Deaf and Hard of Hearing Learners and Viewing and Presenting 

Visual language is a key means of communication for DHH learners, so is of particular interest to them. Often 

the focus in the classroom is on which languages are being viewed and presented rather than how languages 

are being used.128 Viewing and presenting features such as gesture and movement, as well as attention to 

clarity of enunciation and lip movement, could aid and enhance the learning experience for all learners, 

including DHH learners. Static and moving images and artefacts are vital elements of the learning experience.  

Deaf and Hard of Hearing Learners and New Zealand Sign Language  

New Zealand Sign Language (NZSL) is often the primary means of visual communication for the Deaf 

community. It is inherently visual, and can be extremely nuanced and expressive. NZSL is rarely used in 

mainstream English-Medium classrooms, despite being an official language of New Zealand since 2006.129 

However in recent years signing has become familiar to viewers world wide through interpreters being 

present at major news briefings. NZSL has been rarely used in NZ schools but recently there has been a raised 

interest in signing, including signed singing. 

Sign singing relies on the performers’ hands, body and facial expressions, whereas singing uses conventions 

such as pitch and tone to convey expressions.130 Both the Māori and English versions of our National Anthem 

 

126 Dalton, E. (2017). Op. Cit.  
127 Andrews, J. (2006). Deaf Culture Values Through Children’s Fiction. Multicultural Review. 15(1), 25-36. ISSN: 
10589236 
128  Swanwick, R., & Gibb, H. (2018). The Potential of Dialogic Teaching in Deaf Education. Raising and Educating Deaf 
Children: Foundations for Policy, Practice and Outcomes. 
https://www.raisingandeducatingdeafchildren.org/2018/07/17.the-potential-of-educating-in-deaf-education/ 
129 Ministry of Education. (2021). Thumbs Up! URL: nzsl.tki.org.nz  
130 International New York Times. (2021). Making Music Visible: Singing in Sign Language.  

https://www.raisingandeducatingdeafchildren.org/2018/07/17.the-potential-of-educating-in-deaf-education/
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have been translated into NZSL.131 This video was produced by Deaf Aotearoa to provide a teaching resource 

so that all New Zealanders can learn and enjoy our national anthem in all three of New Zealand’s official 

languages. 

 

English Language Learners  

English Language Learners (ELLs) are present in many New Zealand classrooms. They are a disparate group, 

in terms of their English language proficiency, and in their cultural backgrounds. Often their teachers may 

not speak the language or languages of learners in their classes.132 However, visual images offer a universal 

language and carry equal meaning for English 'native and non-native' speakers.133  

English Language Learners and Viewing and Presenting  

Historically, images have always been used to convey a message and in the teaching and learning process are 

pivotal in supporting effective teaching materials.134 Visual images have been used to present a lesson, 

following which a young ELL recently arrived from Korea used visual images to present her understanding of 

the lesson. She was able to add one-word labels to add interpretation to her images, although these were 

not always correct. However, she was able to demonstrate how much she had gained from the lesson, in 

spite of her limited understanding of English. Her success was a result of two factors. First her teacher 

provided images throughout her lesson to illustrate the points she was making. Secondly, the same teacher 

allowed her learners to either write or draw a lesson summary. These simple techniques could be applied 

across the curriculum and to all learners, with benefits for all ELLS regardless of their language proficiency or 

cultural background. In secondary classrooms, for example, age-appropriate picture books can be used to 

address difficult issues of racism and discrimination in historical contexts. Other images that have proved 

effective are historical photos, paintings and illustrations, maps, propaganda posters, charts and graphs, 

graphic organisers, real items, and political cartoons. Political cartoons generally use humour or sarcasm to 

present a particular point of view. Learners who have come from autocratic countries may find this approach 

new and challenging. However, their role as citizens in their new country and the limits of government power 

can be explored through these cartoons.  

 

 

 

131 https://www.youtube.com/watch?v=CbDf0YG2xnA  

132 Ministry of Education. 2008. Working with English Language Learners. ISBN 978-0-487-13914-3. 

133 Satri Elmiana, D. (2019). Pedagogical Representation of Visual Images in EFL Textbooks: a Multimodal Perspective. 
Pedagogy, Culture and Society. 27(4), 613-628. https://doi.org/10.1080/14681366.2019.1569550.  

134 Biddulph, S. (2021). Op. Cit.  

https://www.youtube.com/watch?v=CbDf0YG2xnA
https://doi.org/10.1080/14681366.2019.1569550

