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1. Executive Summary
“The COVID-19 pandemic has created the largest disruption of education systems in
history… The crisis is exacerbating pre-existing education disparities by reducing the
opportunities for many of the most vulnerable children, youth, and adults… On the other
hand, this crisis has stimulated innovation within the education sector”. UN Policy Brief1

This paper reports on what has been learned from the experiences of learners, teachers, schools, families and
systems during and after the COVID-19 pandemic response. It provides a summary of key findings from New
Zealand and international research, drawn from a synthesis of over 40 national and international reports and
articles.
The review has a particular focus on the role and use of digital technologies during Covid-19 lockdowns and
describes how what has been learned could inform the planned refresh of the Education System Digital
Strategy.
The most significant finding from the review is the importance of taking a coherent, system-wide approach to
digital planning and investment. The jurisdictions able to respond most quickly and effectively to pandemic
lockdowns were those where digital technologies were well embedded in day-to-day teaching and learning,
and integrated systems were in place to support them. For these jurisdictions the transition to online
modalities was relatively seamless, in stark contrast with others in which digital investment was fragmented
and ad hoc rather than part of a system-wide plan.
Research indicates that to fully embrace the potential of digital technologies to enhance teaching, learning and
administration, help ensure education continuity in the event of widespread disruption, and better protect
against cyber-attacks and privacy breaches, every part of the system must be aligned and connected. When
this is achieved, the following system benefits will be realised:
1. Equitable access and use – closing the digital divide by ensuring digital access to all, building teacher
and leader capability, and attending to learner and whānau needs and capability.
2. Flexibility – exploiting the opportunity to create genuinely personalised, adaptive and flexible
approaches to education delivery, including distance, blended and online learning.
3. Resilience – ensuring the system has the capacity to respond with greater ease and seamlessness in
the event of any future emergency.
4. Systemness – describing the overall state of the education system where all interconnected parts work
together to create successful outcomes.
A second significant finding is the way the pandemic response exposed and exacerbated existing inequalities.
The notion of a digital divide’ features throughout the reports, denoting first, a lack of universal access to
technology, and second, a lack of the skills and capability needed to use digital technologies in ways that
support effective teaching and learning. The shift to learning at home widened the divide, affecting not just
learners but also teachers who were under pressure to cope with an increased (and unfamiliar) workload, while
managing their own and their families’ response to the pandemic.
A third key finding relates to the impact of increased exposure to digital technologies by learners and teachers
working remotely. While the experience of working remotely during COVID-19 caused frustration and anxiety,

https://www.un.org/development/desa/dspd/wp-content/uploads/sites/22/2020/08/sg_policy_brief_covid19_and_education_august_2020.pdf

1
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resulting in a negative experience for many, for others it created new insights into what is possible and enabled
them (many for the first time) to truly express themselves as learners or teachers, finding new and different
ways of working that helped overcome previous barriers. The negative impacts reported as a result of
increased screen time included impact on health and wellbeing, as well as exposure to risks as a result of
inappropriate online behaviours or access to inappropriate materials online.
Finally, the evidence highlights the considerable potential for increased flexibility in approaches to education
delivery. For countries that faced – and in many cases continue to face – prolonged school closures, online
practices have become embedded and new and more effective digital pedagogies developed. These shifts
have highlighted potential benefits of a future approach that is hybrid, combining the benefits of physical
attendance at school with the opportunities created by including online modalities.
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2. Introduction
Every country should be rethinking its education system in light of the risks and
opportunities of ICT… Schools require systemwide adaptations with the introduction of
technology. From ‘What Technology Can and Can’t Do for Education’ - Diaz and Lee, 2020

The global COVID-19 pandemic pulled back the curtain on what learners are doing at school and exposed
weaknesses in the structures and processes that define how we work with our students, the expectations we
have of them and of our teachers. The experience of lockdown has provided unprecedented opportunity to
observe, reflect on and learn from the ways in which educators, parents and learners responded to the
challenge of maintaining connections and a learning relationship when attending a physical school was no
longer possible.
The crisis exposed the many inadequacies and inequities in our school systems - from the provisioning of
broadband, data access and computers required for online education, and supportive environments needed to
focus on learning, to enabling local initiatives and aligning resources with needs. As inequity is amplified in this
time of crisis, this moment also holds the possibility that we will not return to the status quo when things
return to “normal”. (OECD, March 2021)
The summary of research reports in this paper focusers on what has been learned from the experiences of
learners, teachers, schools, families and systems during and after the COVID-19 pandemic response. It provides
a summary of key findings from New Zealand and international research.
The summary was originally prepared as part of a larger evidence review prepared for the NZ Ministry of
Education that focused specifically on the role and use of digital technologies during Covid-19 lockdowns.
The most significant finding from that review was the importance of taking a coherent, system-wide approach
to digital planning and investment. The jurisdictions able to respond most quickly and effectively to pandemic
lockdowns were those where digital technologies were well embedded in day-to-day teaching and learning,
and integrated systems were in place to support them. For these jurisdictions the transition to online
modalities was relatively seamless, in stark contrast with others where digital investment is fragmented and ad
hoc rather than part of a system-wide plan.
Research indicates that to fully embrace the potential of digital technologies to enhance teaching, learning and
administration, help ensure education continuity in the event of widespread disruption, and better protect
against cyber-attacks and privacy breaches, every part of the system must be aligned and connected. When
this is achieved, the following system benefits will be realised:
5. Equitable access and use – closing the digital divide by ensuring digital access to all, building teacher
and leader capability, and attending to learner and whānau needs and capability.
6. Flexibility – exploiting the opportunity to create genuinely personalised, adaptive and flexible
approaches to education delivery, including distance, blended and online learning.
7. Resilience – ensuring the system has the capacity to respond with greater ease and seamlessness in
the event of any future emergency.
8. Systemness – describing the overall state of the education system where all of the interconnected
parts operate as a whole.
The way the pandemic response exposed and exacerbated existing inequalities was a second key finding. The
notion of a ‘digital divide’ features throughout the reports, encompassing both a lack of universal access to
technology, and a lack of the skills and capability needed to use digital technologies in ways that support
effective teaching and learning. The shift to learning at home widened the divide, affecting not just learners but
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also teachers who were under pressure to cope with an increased (and unfamiliar) workload, while managing
their own and their families’ response to the pandemic.
For certain groups the experience of operating in different ways during the pandemic provided significant
benefits, highlighting the considerable potential for increased flexibility in approaches to education delivery.
Many reports contain the voice of teachers, students and parents, reporting on the ways in which learning in
the online environment offered them significantly better opportunities for learning than in traditional, face-toface settings. The increased focus on self-management, self-directed approaches to learning, with greater
levels of agency and accommodation of individual needs, together with the ability to spend uninterrupted
periods of time on areas of interest were among the common areas of feedback.
For countries that faced – and in many cases continue to face – prolonged school closures, online practices
have become embedded and new and more effective digital pedagogies developed. These shifts have
highlighted potential benefits of a future approach that is hybrid, combining the benefits of physical
attendance at school with the opportunities created by including online modalities.
Finally, the impact of increased exposure to digital technologies by learners and teachers working remotely
features as a key concern. While the experience of working remotely during COVID-19 caused frustration and
anxiety, resulting in a negative experience for many, for others it created new insights into what is possible and
enabled them (many for the first time) to truly express themselves as learners or teachers, finding new and
different ways of working that helped overcome barriers for them in the past. The negative impacts reported
as a result of increased screen time included impact on health and wellbeing, as well as exposure to risks as a
result of inappropriate online behaviours or access to inappropriate materials online.
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3. What we have learned from COVID-19 in NZ
The following statements summarise key lessons from the NZ experience of the COVID-19 response:
1.

Our education system vision is for learning that is inclusive, equitable, connected and future
focused. Digital technologies have a major role to play in realising this vision.

2.

Data from the OECD shows that compared to other OECD jurisdictions, New Zealand educators are
relatively high users of digital technologies in the classroom, but there is still wide variability in
the quality of digital learning experiences.

3.

COVID-19 resulted in a rapid shift in the use of digital and distance learning, and some restructuring of
timetables, platforms and pedagogies. The impact of the pandemic lockdown was particularly
disruptive in schools or classes where digital technologies are not well integrated into day-to-day
teaching and learning.

4.

As seen more broadly across the public and private sectors, the rapid increase in use of a wide range
of digital platforms and tools during COVID-19 increased existing privacy and security risks in the
sector. Globally and in NZ there have been more cyber security attacks on educational institutions,
and there are challenges ensuring privacy and security of learner data in our devolved education
system.

5.

The COVID-19 response and recovery highlighted – and exacerbated – inequity. Many learners/ākonga
were disadvantaged by lack of access to:
• a suitable digital device and the internet off campus
• spaces suitable for learning, such as in overcrowded houses
• physical materials for learning
• effective adult support for learning
• responsive and culturally differentiated learning opportunities.

6.

The disparities during lockdown disproportionately affected Māori and Pacific learners and most
particularly those families with many and complex risk factors such as low household income,
unemployment, overcrowding and concerns about being able to meet basic needs.

7.

COVID-19 increased anxiety for many people, highlighting the need to focus on relationships and on
the health and wellbeing of learners, families, whānau and teachers. Overall, attendance in
2020 increased compared to 2019, and fewer students left secondary school than at the same time in
2019.

8.

COVID-19 demonstrated the need for more flexible learning models with higher levels of learner
agency (choice, voice and responsibility) and parent and whānau support. Not all teachers were
confident users of technology and not all schools have effective digital pedagogical practices in place to
support digital learning within the classroom or by distance.

9.

The COVID-19 pandemic has demonstrated the critical role of digital and distance learning to ensure
education continues for learners who, because of illness, quarantine, lockdowns, extreme weather or
other events must learn off-campus, but it has also shown that there are conditions that have to be
met for distance and digital learning to be successful.

10. New Zealand faces ongoing teacher supply issues, particularly in some subject areas. Blended and

distance learning provides an opportunity to develop new models of teaching and learning that help
ensure access to the full curriculum to learners of all ages, regardless of location.
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4. A spectrum of experiences
“…many students—particularly students of colour—have thrived in virtual learning
environments, in part due to less instances of daily racism in classrooms. According to
a National Parents Union Survey in October 2020, 45 percent of parents of K-12 students
would opt to keep their children fully online if given the opportunity.” Digital Promise, 2021

While the experience of working remotely during COVID-19 caused frustration and anxiety, resulting in a
negative experience for many, for others it created new insights into what is possible and enabled them (many
for the first time) to truly express themselves as learners or teachers, finding new and different ways of
working that helped overcome barriers for them in the past.
The experiences of teachers, students and whānau in New Zealand during the lockdown period is summarised
well in fig.1 by Mutch (2020, page 249). Mutch provides a continuum of lockdown learning experiences in NZ.
• The first six factors (orange) focus on the learning provisions, such as digital access and devices, the
home study environment and materials or content for learning.
• The next six factors (blue) relate to what happened during the learning process, including what
students brought to their learning and how this was fostered by their teachers and/or family.
• The final six factors (purple) relate to the learning outcomes, including how the learning provisions,
context and process enhanced their learning; what they gained from the experience.

Learning Provisions

Fig.1 Continuum of lockdown learning experiences
Accessible internet and device

Limited access

Sufficient skills for study online

Limited skills and training

Quiet or suitable study place
Relevant materials

Inappropriate or insufficient materials

Quality curriculum

Busy work rather than deep learning

Flexibility, choice or tailored activities

Learning process

Clear communication between school and families
Clear instructions and expectations
Regular contact and feedback from teacher

One-size-fits-all activities
Difficult access or unclear messages
Confusing or vague instructions and expectations
Irregular contact and limited feedback

Learning support from family

Families lacking knowledge, skill, time or energy

Self-regulation and time management

Students struggle with managing time and focus

Autonomy and independence
Less distraction
Learning outcomes

Crowded or noisy home situation

Improved concentration
Regular engagement
Enjoyment in learning
Visible progress
Enhanced wellbeing

Students lack confidence and are dependent on others
More distraction, loss of focus
Inability to concentrate
Intermittent or no engagement
Loss of enjoyment in learning
Lack of progress, slipping back
Loss of wellbeing, anxiety, stress, mental health concerns

The challenge for leadership at all levels of the system is to work together to address the issues that made
learning during the pandemic a negative experience for many, while at the same time amplifying the positive
experiences reported. The positive experiences must become, intentional and an inherent part of the system
design moving forward.
Wenmoth, D. (2021). COVID Research
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5. The role of technology in the pandemic
response
An almost universal response to school closures has been the creation of online learning
platforms to support teachers, students and their families. However, not all students have
the same access to information and communication technologies (ICTs), which also varies
greatly across countries. While the most vulnerable students might not have access to
digital learning resources, some governments and civil society organisations have provided
them with computers or tablets as well as internet access, or have organised teaching
through television, phones or radio. (OECD, November 2020)

In all research reports the use of digital technologies is a key focus and a range of uses are identified. Success
stories of educational transformation have achieved this by widely, but not exclusively, incorporating
technology. The education response in countries that have already invested in system-wide infrastructure and
support were able to respond and adapt more easily with a technological response to the COVID-19 school
closures. Marcel Cabrol of the Inter-American Development Bank notes, countries like Estonia, Finland, and the
Republic of Korea have leapfrogged in performance and learning outcomes in the past few decades. These
countries invested heavily in expanding digital access, but their education reforms were led by a clear new
vision for education, a review of the national curriculum, inclusion of new ways of learning and teaching, and
continuous teacher training, which together optimized the technological improvements in the education
system (Karni, B (ed.) 2020).
The PIVOT research (Flac et.al., April 2020) of NZ and Australian schools found four broad categories of digital
technologies used by teachers to support online teaching and learning during lockdown:
1. Student/Course Management Systems (SMS/CMS)
Provide administrative functions and content management systems for schools. These tools include
student management functions, such as attendance records and contact lists, which support online
coordination between students, teachers and parents; and course management functions including
organising lesson materials, setting assignments, digital grading, and tools for providing feedback on
student work. Examples include Compass, SEQTA, and Schoolbox.
2. Synchronous Collaboration Tools (SCT)
Such tools support live online classroom instruction where students and teachers can collaborate to
share screens, audio, video, and text, in real time. Most of these tools were not created for educational
purposes. Some present security and privacy concerns. Examples include WebEx, Zoom, and Skype.
3. Virtual Learning Environments (without Integrated Learning Content) (VLE)
Online platforms for content delivery that can be used to manage student learning and
communication. These platforms are content-agnostic and do not include integrated banks
of learning content. Some, such as Google Classroom, were explicitly designed for the K-12 educational
sector and include student/course management features. Others, such as Microsoft Teams, do not.
Other examples include Blackboard Learn, Canvas, and Moodle.
4. Virtual Learning Environments with Integrated Learning Content (VLEC)
Describe VLEs which include integrated banks of learning content (such as activities, videos, and
assessments) that teachers can curate and organise to suit their school’s curriculum. Some platforms,
such as Stile Science, are specific to one content domain. Some, such as Education Perfect (EP), cover a
wider range of the school curriculum. Other examples include Seesaw and Connect Education.
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These categories fit the evidence of this review. In a report on how Australian schools responded to the
pandemic, Sacks, Bayles, Taggart and Noble (2020) note that school-led remote learning is not a new concept,
citing homework that students regularly complete outside normal school hours. They conclude that the COVID19 response has resulted in a very different form of school-led remote learning which has considerable
challenges, including:
•
•
•
•
•
•
•

reduced one-to-one engagement with teachers
difficulty in ascertaining engagement levels of students
restricted ability to monitor individual student progress
increased level of oversight required from parents and carers (particularly for younger children)
increased social isolation and reduced ability to support student wellbeing
interruption to learning support for those children with additional needs
differential levels of access to technology, including internet and devices, to support learning

These findings are consistent with the evidence base in this review. While the response to these challenges
involved a variety of pedagogical considerations, a common theme is the use of technology to ‘bridge the gap’
between school and home, and teachers and students, during the lockdown period when physical attendance
was not possible.
In examining the role of digital technology to support, augment and enable the provision of quality educational
service delivery during the lockdowns the following questions arise:
•
•
•
•
•
•
•
•
•
•

What are the benefits and value of cloud services?
What approaches are required to address data security, personal privacy and system interoperability?
What approaches are required to manage identity, logins, accounts (personal, school), subscriptions
etc.
How to achieve a robust software accreditation process that allows confidence in recommending
services and content for sharing?
How can health concerns around the impact of increased screen time be addressed?
How can strong home-school partnerships be built, using digital technologies to enable a range of
communications (incl. emergency comms)?
What are the critical equity issues about device ownership and internet access at school and at home –
for learners and for teachers?
How can the need to develop teacher and learner capabilities and competence to use digital
technologies effectively and wisely be addressed?
What role should technology play in the delivery of K-12 education and how will the technology
landscape evolve to do this?
What should systems, schools and teachers do to keep pace?

Answers are beyond any individual educator or school. These are system level concerns and demand a system
level response.
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6. The importance of a system response
Neither the industry or public policy to date takes much of an interest in an ecosystems
approach for technology. We have a pathwork of solutions where the whole does not
transcend beyond its parts. We buy a television and expect we can watch programmes from
multiple providers – schools are dependent on proprietry, often incompatible, partial
solutions. They cannot put the data together, cannot harness the data to help teachers
teach better, students learn better or schools to become more effective.
Andreas Schleicher, Digital Outlook, OECD 2021

The most significant finding of this research review is the critical focus on the need for a whole of system
response. Across international jurisdictions the response to school closures involved attention to individual
elements of the education system; the provision of connectivity and devices, the availability of learning content
and resources, the upskilling of teachers to work remotely with learners in an online environment.
While the focus on each of these things proved useful in and of itself, it was the extent to which attention was
paid to the system as a whole, and the relationship and impact of an intervention at one point on what is
happening elsewhere in the system where the biggest gains were made. This is referred to as systemness, a
term used to describe the state, quality, or condition of a complex system, that is, of a set of interconnected
elements that behave as, or appear to be, a whole, exhibiting behaviour distinct from the behaviour of the
parts2.
Systemness is particularly important when considering the role and impact of digital technologies in education
– and more generally. As Neil Postman observed, “technological change is not additive, it is ecological. A new
technology does not add or subtract something. It changes everything3”.
Fig.2 illustrates the elements of the education system to be examined as jurisdictions moved teaching and
learning online.

Fig.2 System dimensions

The links represent the connectedness between the elements of the system, with the idea that systemness is
achieved when all of the links are intact and functioning..
Broken links may result from not considering how elements need to be aligned, or lack of attention to any one
element within the system. Consider the following for example:
•

Provisioning of internet connectivity is an important link between the physical connectivity and digital
devices used in school or home, but without any form of filtering use is limited because of fears about
the nature of content learners may be exposed to.

•

A database of online content is provided to ensure teachers have access to materials they can direct
learners to, but without a sufficiently dynamic way of adding metadata. Consequently, the content
cannot be easily searched for and becomes under-utilised.

2

https://en.wikipedia.org/wiki/Systemness

3

https://www.goodreads.com/quotes/1407946-technological-change-is-neither-additive-nor-subtractive-it-is-ecological
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6.1 A focus of the evidence regarding systemness
The research reports outlined emphasis that schools, teachers and jurisdictions placed on different elements or
combinations of elements of the systemness diagram. For example:
•

The focus on whole of system issues including policy, resourcing, infrastructure and assessment
approaches featured in the work of: Barbour et.al. (2020); Darling-Hammond et.al. (2020); the OECD
(Gouëdard, July 2020). Effective system-level responses were a feature of high performing education
systems in their approach to distance learning according to NCEE (June 2020). Patrick and Chambers
(2020) from the Aurora Institute identify 10 leading system-level issues. Reimers and Schleicher (2020a
and 2020b) provide a comprehensive range of actions for system leaders to consider.

•

The World Bank (March,2020) argues that a successful response (to the COVID-19 lockdown) depends
on the readiness of the existing system to support online learning at scale (including the local
'ecosystem' of edtech providers and vendors, and the availability of existing educational content,
platforms and distribution channels) as well as how much time there is to prepare before schools close.
They also note that the inclusion of edtech-competent staff in planning and implementation decisions
related to online learning is critical to this working well.

•

Reports from local New Zealand contexts repeat these themes from the perspective of individual
schools or clusters. For example: Burnside High School (Stidder et.al. Aug.2020) and the Greater
Christchurch Schools Network (Wall, Mayes and James, 2020).

•

Equity is highlighted as a significant issue in many education systems. The OECD (Nov. 2020) identifies
a range of policy and resourcing options to be considered, including the provision of equitable and
inclusive access to digital learning devices, provision of information and learning resources in different
languages, ensuring learner’s socio-emotional needs are addressed and the provision of adequate
support for teachers. The acceleration of inequity in some areas as a result of the lockdown measures
is also a concern highlighted by the Brookings Institute (Vegas and Winthrop, Sept. 2020).

•

Several reports focus on the impact on learners, teachers and parents/whānau that fit within the
context of teaching and learning. These include the report of the Commissioner for Children and Young
People from South Australia (Connolly, H, 2020), the research of Avery et.al. (2021) highlighting
experiences of learners in the US and New Zealand and the McKinsey report (Dorn et.al., 2021) which
focuses on the learning imperative. Hood (2020) identifies a range of concerns about system
preparedness at the teaching and learning end of the continuum, as do the series of NZ Education
Review Office (ERO) reports.

•

Preparation of teachers to work in the online environment is a key theme in these reports. Flack et.
al. (2020) note that teachers were divided about the efficacy of online learning, with almost equal
numbers responding they were ‘confident’ and ‘not confident’ about it. Lai and Pratt (2020) highlight
the opportunities for considering different roles for teachers in the virtual learning environment.

•

The importance of using the right technologies in the right ways for the right purposes is highlighted.
For example, in research about the experiences of high school students during lockdown in NZ, Anne
Yates et.al., (2020) conclude that the use of a framework of supportive pedagogy, mediated by
technology presented in their research could be applied during future emergency events which require
school closures.

•

The paper from CUREE (Perry et.al., Aug,2020) highlights the overarching need for a greater level of
system-level research and evidence to underpin decisions being made.
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6.2 Achieving systemness in the New Zealand context
The strategic importance of a whole-of-system approach is to achieve coherence and resilience across the
education system to ensure that every learner will benefit, in the most unusual circumstances.
Following earthquakes in Christchurch, the Ministry of Education (MOE) worked with the community and
education sector to develop a plan for renewal that would meet current and future educational needs of children
and young people. Outcomes were published in Directions for Education Renewal in Greater Christchurch (2012).
A report by Wenmoth (2015) recommended “it will be important to align investments in ICT infrastructure to
maximise the benefits of fibre connections… This investment needs to be not just in ensuring the right
infrastructure is in place, but also in professional development to ensure teachers have the appropriate skills to
interact with technically savvy young people.”
In 2015 education agencies developed an Education System Digital Strategy, founded on a vision for a digitally
enabled, connected learning ecosystem. The strategy acnowledges the context and history of our education
system for the past 30 years, where schools have been allowed to pursue solutions of their own choosing and
which suit their local context. This has resulted in significant inequity and system vulnerability. While some
schools and clusters of schools are operating effectively with digital solutions they have chosen there are
others where students don’t have access to digital devices, and schools and families lack the level of
connectivity required to participate fully in the digital world.
The focus on digital inclusion is highlighted by the Digital Inclusion Research Group (Zwimpfer et.al. 2017) who
conclude that “the New Zealand Government’s investment in ultrafast fibre broadband (UFB) networks means
[New Zealand is] ranked among world leaders in terms of digital infrastructure. However, affordability of access
remains an issue for some and our lead on digital infrastructure does not seem to have translated to worldleading rates of digital inclusion.” Newton (2018) notes that New Zealand’s devolved education system means
each early childhood education service, school, and tertiary provider is responsible for its own teaching and
learning resources, assets, and infrastructure. Integration between administration systems is difficult, the
duplication is time consuming and costly, and not all education providers have the ICT expertise to maintain a
reliable internal network.
Newton argues that education needs a cohesive digital ecosystem that enables an increasingly seamless and
collaborative learning environment. Building ICT infrastructure and capacity is a priority for most education
jurisdictions. New Zealand is viewed as an international leader in building the physical infrastructure. However,
moving to a more cohesive digital ecosystem “so all students and educators … have access to a robust and
comprehensive infrastructure when and where they need it for learning” (US Department of Education, 2017,
p 69) is a challenge.
Education must be poised to take advantage of the increasingly powerful suite of emerging digital
technologies, the impact of which will be far broader than the current focus on devices in classrooms. As a
system, this must be done in a way that achieves coherence across the entire system.
Almost all research reports from New Zealand made mention of the need for a cohesive digital ecosystem to
ensure that all learners and their whānau could participate fully in remote learning contexts, and that all
teachers and schools were able to provide quality programmes of learning and support in this way.
Achieving ‘systemness’ is not just about ending up with a robust, end-to-end approach in the digital
architecture, but must address the issue of lack of equity, which featured significantly in many national and
global reports.
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6.3 Systemness in the global context
Fullan (Sept. 2020), claims there has been a lack of change within education systems for decades. Frustration
has steadily risen among teachers, principals and at other levels of the system. He recognises that the Covid-19
pandemic has exposed inequities such as access to devices, platforms, and/or places to do schoolwork outside
schools.
In a summary of how system leaders in the US have responded to the pandemic, Rothman (2020) notes that
district leaders could not be trained to overhaul their systems overnight, and their experience did not
necessarily prepare them for it. He cites examples of positive and successful responses and identifies how the
preparation of system leaders in strategic thinking and system redesign equipped them to act quickly and
effectively.
Various models and frameworks have emerged which reinforce the need for a system focus on how we build a
more robust, equitable and sustainable education future. In their Framework for restarting and re-inventing
school Darling-Hammond et.al (2020) suggest that it is time to use the huge disruptions caused by the COVID19 pandemic to reinvent our systems of education. They ask, “How can we harness these understandings as we
necessarily redesign school? How can we transform what has not been working for children and for our society
into a more equitable and empowering future?”
This framework (shown on the left) builds
on other student-centred, equity-oriented
frameworks, synthesizing key ideas while
organising them within a broader
framework focused on authentic learning
and equity. The role that children, families,
educators, and communities play in
creating and advancing a vision for quality
and equity in our schools and school
systems is woven into the framework.
Image Source: Darling-Hammond et.al (2020)
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7. System level concerns
Digital technology has the potential to enhance learning, yet international research shows
that significant use of screens at school is associated with reduced educational achievement.
High screen use is also linked with negative impacts on children's health, development and
well-being.
https://www.sensiblescreenuse.org/

Concerns about the increased use of digital technologies during remote online learning were identified in
several research reports. The impact on student health and wellbeing, and potential risks as a result of
inappropriate use of technology (intended or unintended) were a concern.

7.1 Health and Wellbeing concerns
The report from the Commissioner for Children and Young People in South Australia (Connolly, 2020) identified
themes from insights into the impact of COVID-19 on children under 13 years of age:
•
•
•

•

•

Hopeless and helpless – experiences of the digital divide, of relationship stress, declining aspirations,
and lost social, economic and community participation.
Identity and opportunities – the impact of COVID-19 disruptions on short-term and long-term
aspirations; including the fear of not being able to access stable, safe and secure work opportunities
Participation and motivation - For many young people, long-term study, work, travel and relationship
aspirations are closely linked to their feelings and experiences of having a sense of purpose and
meaning in their lives.
Relationships and connections - physical distancing and isolation has had significant impact on the
intimacy of friendships and romantic relationships. The loss of physical and offline connections with
peers, teachers and other trusted adults has also been a concern for many young people.
Access and equity - Many young people explained that digital access was central to how they were
coping, enabling them to access information and stay connected with others and with their learning.

The wider impact of COVID-19 on the lives of students, whānau and communities was identified as a significant
concern in the Springboard Trust survey of NZ principals (Leeson, Duigan, Wehrle & Bevis, 2020). One principal
reported that during lockdown, they provided between 350 and 400 lunches to struggling families. A ‘wellbeing
before achievement’ approach has been adopted by many principals in their study, which did result in some
reports expressing concern about any government focus on achievement in such a disruptive year.
ERO (2021b) concluded that during the COVID-19 lockdown the wellbeing and engagement of many children
was well supported, but that additional support would be needed for children whose wellbeing and learning
was disrupted due to COVID-19. Looking into the future, they suggest leaders and kaiako will need to:
•
•
•

identify who these children are and understand the ongoing impact on their wellbeing and learning,
monitor these children and their families, particularly, children with additional learning needs, health
issues, disabilities and children who lacked access to resources and support to learn during lockdown,
identify what additional support these children need to address any wellbeing and learning issues.

Even prior to COVID-19 the proliferation of digital technologies has been accompanied by increasing concern
about children’s well-being. Fears that smartphones are ruining a generation and that children are depressed
because of technology arise regularly in the media, and even in some research. However, the literature
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regarding the impact of digital technologies on the lives of young people tends to be inconclusive, with
evidence supporting both the negative impacts as well as of some beneficial effects of digital technology use.
Chapter two of the 21st Century Children project4 (OECD Oct,2019) examines the nature of modern childhood
and ways in which schools and communities can work together to protect and guide children while still
allowing them the flexibility to make their own mistakes. Many of the technology-related issues and concerns
that have emerged through the reports cited in this paper are addressed in the OECD report, including:
1. Positive trends: (i.e. trends with potential benefits for learners)
a. Increasing access - as a result of personally owned, mobile devices
b. Children as content creators – new tools make it easier for children to express themselves and
share ideas and information, fostering creativity in mixed media and modes.
c. Online civic engagement – a rise in social activism and interest in the things that affect them in
their context and their future, providing a channel for their ‘voice’ to be heard.
2. Concerning trends: (i.e. trends where there is insufficient or inconclusive evidence of impact)
a. Increasing time spent online – often at the expense of other activities
b. Use in young children – increasing device use and screen time among the very young
c. Social media use – increasingly becoming the ‘source of truth’ for many young people
d. Diversification of digital technologies - Internet of things, AI and social robots etc.
3. High risk trends: (i.e. trends where there is clear evidence of negative impact, risk or harm)
a. Exposure to digital risks – risks identified in three categories; content, contact and conduct.
b. 2nd Digital divide - goes beyond the issue of access to technology. A second digital divide
separates those with the competencies and skills to benefit from computer use from those
without.
These concerning and high-risk trends relate to the safe and appropriate use of digital technologies discussed
in Section 8.2.

7.2 Promoting safe and appropriate use of digital technologies
Despite a proliferation of research on the topic, there are still many unknowns when it comes to children and
digital technologies. The OECD report, Educating 21st Century Children: Emotional Well-Being in the Digital Age
(October,2019) identifies the current issues:
•

•

•

•

•

4

There is a paucity of research on young children: the focus has historically been on adolescents and
pre-teens, therefore filling the gap on how younger children engage with technology and how this
affects different outcomes is necessary.
There is a heavy emphasis on the negative aspects of digital technology use such as risks and
maladaptive behaviours: it is critical to expand the knowledge base on the different online
opportunities children can harness, both in personal and educational settings.
There is a strong focus on certain risks while others remain relatively unstudied. For example, there is
little research to date on “cyber bystanders”, or children who witness cyberbullying online, despite not
being the perpetrator or victim.
Research tends to be behind the curve: by the time certain developments are studied, they may be
obsolete or overshadowed by newer developments. The ebb and flow in popularity of different
platforms makes it difficult to study and understand the impacts on children, and on parents (Chapter
6).
Research regarding health and well-being tends to be weak: the research base often focuses on
correlational results using cross-sectional study design. There is thus a need for longitudinal data, and

http://www.oecd.org/education/ceri/21st-century-children.htm
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to assess how and why children use technology (not just that they are using it, which is inevitable).
Furthermore, linking effect sizes to real world outcomes is important.
With the increased use of digital devices as a means of engaging with learning during COVID-19 lockdown the
impact of increased screen time became the focus of attention for a number of researchers. Sensible Screen
Use5 is a coalition of health and education professionals and researchers whose mission is to see purposeful,
thoughtful and evidence-based digital technology use in schools. According to this group, current research
shows that high screen use is associated with negative impacts on children’s health and has also been
associated with reduced learning outcomes.
This group claims that after reviewing international research and considering expert information, they have
found that there is potential for moderate, purposeful use of digital technology in schools to enhance learning
and digital skills. However, the digital curriculum in many schools has become about screen learning, which is
neither moderate nor evidence based. While more objective and scientific research is desirable, action is
required now about managing screen use in schools by children and adolescents.
Specific areas of concern relating to the increased use of digital technologies by young learners raised by this
group and identified in the papers reviewed for this report include:
•
•
•
•
•

Negative impact on learning outcomes
Neurological impact on the brain development of young learners
Negative impact on vision and hearing
Negative impact on sleep and physical health generally
Social and emotional impacts, particularly as a result of online bullying and exposure to inappropriate
online content.

While parents, schools and teachers can all play a role in helping young people make sensible decisions about
how much time they spend online and the places they choose to visit, there are a number of key system-level
actions that can be taken to mitigate the risks. These include:
1. The collaborative development of a set of evidence-based guidelines for the use of digital technologies
in schools and in homes in order to gain the best that technology can offer our tamariki, while
minimising risk, as suggested by the Sensible Screen Use group.
2. Implementation of effective internet filtering services as part of internet provision for educational
purposes. This is currently a feature of N4L provision, but not all schools are signed up. The service
provision is designed specifically for school connections and not yet available for students connecting
to their learning from home.
3. Improved system monitoring for instances of cyber bullying or the sharing of offensive material over
networks used for educational purposes.

5

https://www.sensiblescreenuse.org
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8. Policy and Strategy Implications
As we move into the next stages of the pandemic, the lessons learnt from this first stage can
pave the way for more strategic education implementation processes for schools reopening
and beyond. In times of emergency, when constraints on resources, capacity, and time are
binding, and evidence of what may work is limited, having an implementation framework
can save time, efforts, and result in better outcomes. (OECD, July 2020)

The most significant finding of this review is the importance of taking a coherent, system-wide approach to
digital planning and investment. The jurisdictions able to respond most quickly and effectively to pandemic
lockdowns were those where digital technologies were well embedded in day-to-day teaching and learning,
and integrated systems were in place to support them. For these jurisdictions the transition to online
modalities was relatively seamless, in stark contrast with others
where digital investment is fragmented and ad hoc rather than part
Policy is the weakest link in the chain.
of a system-wide plan.
We need to ensure that policy makers
Many issues and concerns raised in this paper could be addressed
through changes in practice within existing policy settings at a local,
regional or national level. However, work should focus on the key
system benefits sought as a result of the shifts to more open, flexible
and distance ways of working.

and administrators fully understand
the technology... Legislation should
provide overarching frameworks,
rather than being tied to specific
applications.

Andreas Schleicher, Digital Outlook, OECD 2021

Research indicates that to fully embrace the potential of digital
technologies to enhance teaching, learning and administration, help ensure education continuity in the event
of widespread disruption, and better protect against cyber-attacks and privacy breaches, every part of the
system must be aligned and connected. When this is achieved, the following system benefits will be realised:
1. Equitable access and use – closing the digital divide by ensuring digital access to all, building teacher
and leader capability, and attending to learner and whānau needs and capability.
2. Flexibility – exploiting the opportunity to create genuinely personalised, adaptive and flexible
approaches to education delivery, including distance, blended and online learning.
3. Resilience – ensuring the system has the capacity to respond with greater ease and seamlessness in
the event of any future emergency.
4. Systemness – describing the overall state of the education system where all parts operate as an
interconnected whole.
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8.1 Equitable access and use
Developing digital skills in childhood is important to ensure children are safely and
effectively engaging with digital technologies, whether at home, for school, and later on in
life in the workplace. OECD (2020 policy brief)

Access is central to the endeavours of governments and systems to address what has been termed the ‘digital
divide’. As OECD (2020) policy brief highlights, the second digital divide separates those with the knowledge
and skills to make effective use of access to digital technologies from those who don’t. Focusing simply on
providing devices and Internet access is essential but not sufficient. Effective engagement with digital
technology includes both
•

•

Access: while most children in OECD countries have home internet access and the array of digital tools
at their fingertips is unprecedented, there are still some who lack either connectivity to the internet or
to a digital device, or both.
Use: Despite widespread access, there is a gap in the use of digital technology and corresponding skills,
especially between advantaged and disadvantaged children. This gap is widening.

Empowering an active and ethical digital generation means equipping children to, positively and responsibly
engage in society, both on and offline. Digital citizenship is about the norms of behaviour regarding the use of
digital technologies. It involves:
•
•
•

competent and positive engagement with digital technology (access and skills)
active and responsible participation (empowerment and etiquette)
lifelong learning in formal, non-formal and informal contexts (including risk management and
resilience). (OECD, 2020 policy brief)

A major challenge highlighted in a report on Digital Citizenship from the Council of Europe (Richardson and
Milovidov, 2019) is the lack of awareness among educators (including educational policy makers) of the
importance of digital citizenship competence development for the well-being of young people growing up in
today’s highly digitised world, and the limited number of suitable pedagogical resources available.
The need to understand digital citizenship applies to learners and to the adults guiding their learning.
Policy considerations include:
•
•
•

Role of MoE/government in providing filtered internet access for all learners.
Role of MoE/government in providing digital devices for all learners – including consideration of
support through device life cycle and disposal of end-of-life devices.
Alignment of all MoE work with current privacy legislation to ensure options being taken meet the
requirements of this legislation and provide assurance of privacy at all levels for everyone within the
education system.

Making a defined level of digital fluency a requirement for teacher registration and supporting this with
programmes of specialist professional development to ensure all teachers are equipped to work effectively
with digital technologies and within online teaching and learning environments. All teachers need to have a
sound understanding of the science of learning and know how to translate the theory of how people learn into
effective pedagogical approaches. (Hood, 2020) The provision of greater access and increasing levels of use
cannot be divorced from ensuring a system response to address the health and wellbeing concerns that are
identified as a result of increased use of digital technologies. This includes promoting safe and appropriate use
of digital technologies to mitigate potential risks and harm that may be present for online users.
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8.2 Increased flexibility
Remote and hybrid learning are more than just digital versions of the classroom. When the
pandemic struck early in 2020, many educators had little choice but to move existing classes
online. Now we have the opportunity to design better solutions to maximize student
learning in remote and hybrid settings. (McKinsey, August 2020)

Many learners regarded the greater flexibility in the way they could
engage in learning as a positive experience during the lockdown.
While some students struggled to self-manage, feeling they ‘had
too much freedom’ (Anne Yates et.al. 2020), others relished the
opportunity to learn at their own place and pace, and to be able to
pursue learning activities in depth, unhindered by the constraints of
the systems and structures of the traditional school and classroom.
Moore and Anderson (2020) found learners’ ability and desire to
self-regulate their learning was the main theme noted across all
age groups, a finding reinforced by the reports from ERO
(2020a,b,c).

“I would love to keep home learning
but also have the option to go into
school some days of the week for a
tutorial thing. I would also like it if we
did 2 days at home and 3 days at
school. I would like it if the teachers
would do online live videos where we
can ask questions etc. “
(yr.11 learner)

One dimension of the Framework for Restarting and Reinventing school (Darling-Hammond et.al. 2020)
colleagues challenges educators to provide expanded learning time for learners. The authors argue that now,
more than ever, policymakers must determine the extent to which out-of-school time exacerbates or mitigates
inequitable educational outcomes for students. They suggest that providing expanded learning time involves;
•
•
•
•
•

Infusing high-quality tutoring within and beyond the school day.
Providing high-quality after-school programs.
Creating high-quality summer programs.
Expanding the reach and duration of early learning programs.
Enacting policies and access funding to support expanded learning time.

In a comparison of 5 stories of success, What technology can and can’t do for education, Diaz and Lee (June,
2020) observe that “new approaches to learning are flipping the traditional setting in the classroom, in which
the teacher used to be in control of the learning process. They promote student participation and give students
an active role in learning, empowering students [so that] learning becomes fun and motivating when students
see that what they learn is connected to their real lives and recognize that they can affect the quality of their
own learning.”
Thus, the system benefits of creating greater flexibility include:
•
•
•
•
•

time – thinking differently about when and for how long learning experiences may be engaged with.
location – thinking differently about where learning takes place (school, community venues, local
businesses etc.)
approach to learning – thinking differently about the nature of learning engagement to suit the
particular needs and interests of learners and the ways in which they learn.
participation – creating opportunities for collaboration between learners who share similar interests
but who are located in different areas.
shared expertise – enabling the expertise of specialists to be made available across the network at the
time and in the way(s) that are appropriate for various cohorts of learners.
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8.3 System resilience
The menu of potential options for policymakers to consider largely depends on two factors:
the readiness of the existing system to support online learning at scale (including the local
'ecosystem' of edtech providers and vendors, and the availability of existing educational
content, platforms and distribution channels) as well as how much time there is to prepare
before schools close. (World Bank, March,2020)

What education systems around the world learned from the COVID-19 lockdown, was the extent to which they
were (or weren’t) prepared for the challenge of providing for a continuity of learning when physical attendance
at school was no longer an option. Creating a coherent, system-wide approach will ensure we have greater
resilience should we face further disruption and school closures.
One option for policymakers to consider depends on the readiness of the existing system to support online
learning at scale (World Bank, March 2020).
The response of the Estonian education system shows
how a system with a high level of readiness could
respond seamlessly, as noted in the Guardian
Newspaper6 based on feedback from schools, Estonian
officials identify the success factors that contributed to
this smooth transition to distance education as being:
•
•
•
•

sufficient digital skills among students and
teachers to cope with the new situation
adequate digital infrastructure in schools and at
homes
information and clear messages for organising
distance learning
good governance, cooperation, partnership and
information-sharing between stakeholders.

Long before coronavirus began to wreak havoc on
the world, Estonia made the development of digital
skills, high-speed internet and a sophisticated IT
infrastructure a national priority. In 2001, it was one
of the first countries in the world to classify internet
access as a human right.
Estonian schools have been using digital study
materials and electronic school management
systems for years, so when the pandemic hit and
schools were forced to close in Tallinn, Estonian
children went home where their studies moved
seamlessly online.
(The Guardian, 30 October, 2020)

Reimers and Schleicher (2020a) note that investment in digital technologies prior to the pandemic put
countries such as Finland and Norway at a significant advantage when faced with school closures, enabling a
seamless transition to online modalities. They contrast this with countries such as South Africa, Brazil, Chile and
Mexico where such investments have not been made, and where there are tremendous inequalities and
differences in capacity to begin with. In such countries existing inequalities, educational and social, were
exacerbated when the pandemic occurred.
When considering national responses NZ sits in the middle. While there has been a long period of investment
in digital technologies and in building the capability of educators the focus has been on individual schools and
not always on building coherent, system-wide capability.
The challenge NZ faces, to leverage from the experience of the pandemic is that further work must be done by
system leaders to enable a seamless system-wide response for the future. This involves rethinking some
regulatory frameworks which proved to be an obstacle to innovation in cases referenced by Reimers and
Schleicher (2020a).
Many people are looking forward to things ‘returning to normal’. With the re-opening of schools and the return
to regular forms of engagement there is a risk that we will fail to learn the lessons from the lockdown period.

6

https://www.theguardian.com/world/2020/oct/30/lessons-from-estonia-why-excels-digital-learning-during-covid
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Some researchers are observing that the period of high engagement, energy to innovate and focus on the
‘common good’ that was evident during the lockdown is now subsiding. They fear we no longer care about
making transformational change we have had glimpses of during the COVID-19 period.
This may be understood as a typical human response after a prolonged period of disruption. However, it must
not hold us back from re-imagining how we make changes to fundamental structures and processes in our
system as a whole. The imperative is in the evidence that we are likely to experience further events that may
cause our education organisations to close for periods of time.
•

•
•

•

In the past we tolerated teachers and children going to school sick. We no longer tolerate that,
particularly while the risk of COVID infection continues. How do we cater for teachers and learners
while not ‘at school’?
United Nations warns that future pandemics will emerge more often, spread more rapidly, cause
greater damage to the global economy and kill more people than COVID-197
There is growing scientific evidence in NZ of increased movement along the alpine fault and the
increased likelihood of earthquakes which will likely impact physical structures (schools as well as
homes etc.)
There are concerns about the consequences of climate change and extreme weather events such as
floods, fires, sea level rise etc. – all of which will disrupt access to the physical locations of schools.

8.4 Systemness
Neither the industry or public policy to date takes much of an interest in an ecosystems
approach for technology. We have a patchwork of solutions where the whole does not
transcend beyond its parts (Schleicher, 2021)

Systemness describes the overall state of the education system where interconnected parts operate as a
whole.
It is consistent with the concept of creating and sustaining an education ecosystem, emphasised in recent
OECD literature (OECD-Education International, 2021 and Reimers and Schleicher, 2020c). An ecosystem is the
sum of its interconnected parts.
Systemness is the outcome of taking a whole of system approach emphasising a desired ‘end state’ of policy
and strategy work. Benefits include:
•
•
•
•

Providing the same experience and quality for all stakeholders.
All components of the system work toward the same system level goals.
Consistency of processes, protocols and outcomes.
Alignment of activity at all levels of the system.

Attending to the coherence of the system in relation to digital delivery and online and distance education in
the New Zealand education system is likely to provide the greater resilience and outcomes we require for the
future. It will require intervention in the system through renewed strategy, policy and potentially some
regulatory reform.

7

https://news.un.org/en/story/2020/10/1076392
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9. Achieving Coherence: System requirements for
digital learning
It is no longer appropriate or adequate to refer to ‘education systems’ as comprising government
(and private providers) plus schools. The focus [systems must be on] seeking to understand the
dynamic of systems: what are the key elements, which affect each other, and how?”
Valerie Hannon, (Board Director, Innovation Unit UK)

Fig.3 below illustrates the necessity of an end-to-end view of the system level support required to provide
digital and distance learning that is equitable, high quality and sustainable. The illustration highlights many of
the specific concerns identified in the review of evidence; in particular, the areas of risk that led to ineffective
system responses. The bottom row illustrates what is involved in an effective system response.
The links connecting the headings (in blue) depict the overall connectedness of all of the parts. If any of these
links are broken or a particular element of the value chain neglected, the entire system ceases to function; or
at best, its function is severely limited (in terms of equity, quality or sustainability).

Fig.3 Expanded view of system dimensions

The indicators provided are illustrative for the purpose of capturing the idea as a single image. They do not
represent the complete range of concerns or issues at each stage.
This framework for illustrating the connectedness between the component parts of a digitally-enabled
ecosystem serves as a way of organising what has been learned from the digital elements of the responses
made in different jurisdictions, and the impact made at a system level if one or more of these elements is
missed or inadequately addressed.
The illustration (fig.3) is presented as a typical ‘technology stack’, however its usefulness comes from
considering any one of these dimensions as a starting point for understanding the need for a fully aligned,
connected digital ecosystem. This is illustrated in the examples on the following page.
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9.1 Example one: delivery of online content
During lockdown many jurisdictions (including NZ) worked hard to make learning content available to teachers
and learners online. Fig.4 illustrates how the elements of the model may be sequenced to demonstrate the
flow of decisions required to ensure, in this case, that the provision of online content and resources can
actually reach the people it is intended for, and that it is then used in ways that support pedagogically sound
teaching and learning.

Fig.4 System dimensions – delivering online content

9.2 Example two: Introducing online pedagogical changes
Ensuring teachers are supported to become effective in working in the online environment was another focus
for many jurisdictions, particularly those where the lockdown period has continued for extended periods of
time. In fig.5 the start point is a focus on changing pedagogical practice to improve engagement and
participation in online learning. This alters the sequence to illustrate the end-to-end system thinking and
provision of support to ensure the change in teaching practice can be successfully achieved:

Fig.5 System dimensions – online pedagogical change
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9.3 Examining each element more closely
The following pages provide a more in-depth look at each of these elements, providing links to the evidence
found in the various papers surveyed for this report, and then focusing on the implications and risks when
attention is not paid to the various issues associated with that element.
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10. Physical connectivity
The crisis is exacerbating pre-existing education disparities by reducing the opportunities
for many of the most vulnerable children, youth, and adults – those living in poor or rural
areas, girls, refugees, persons with disabilities and forcibly displaced persons – to continue
their learning. (UN, 2020 – Policy Brief)

New Zealand educational institutions have benefited from the Ultra-Fast Broadband initiative, a government
program of building fibre-to-the-home networks covering 87% of the population by the end of 2022. This has
been achieved through a public–private partnership of the government with four companies with total
government investment of NZ$1.5 billion.
The scope of this project ensured not only that the fibre connectivity was taken to the front gate of every
premise, but that there was also provision for making the connection from the gate to the actual premises.
While all but just a handful of schools have taken advantage of this connection, the story is quite different for
the homes that our students (and some teachers) live in. A number of issues contribute to this, significantly the
extra cost for the ongoing subscription to an Internet provider that comes with being connected, but also the
difficulties for many families who don’t own their own homes and are reliant on the property owner to initiate
connection.
For some of these people alternative means of connecting to the Internet can be explored, including the use of
jump modems, community internet via modems on poles, satellite connections or via mobile phones as data
hubs on 4G or 5G. All such options come at a cost and are dependent on availability of networks to connect to.
When the lockdown started, the Ministry of Education estimated that there were 82,000 households with
145,000 school-aged children who didn't have broadband at home, and were presumed not to have suitable
computers either. That is about one-sixth of the country's 816,600 schoolchildren. Provision was made for the
purchase and distribution of a significant number of jump modems that could be easily installed and allow
users to connect their devices to the Internet via a 4G network. By July 31 2020 the MOE had funded 37,500
six-month, free internet connections, booked a further 15,500, and delivered 25,000 computers with still
70,000 students without computers.

10.1 Consequences of having no physical connection
Failure to provide adequate physical connectivity means a complete lack of
access to any services from school or home. Connectivity is the foundation stone
of the technical architecture, and as the lessons of the COVID-19 lockdown have
demonstrated, it cannot be taken for granted that simply laying the wires near to
the school or home will actually mean the connection is made.
Those without a physical connection at home become reliant on public access
hotspots, or using expensive data plans on their mobile phones. Such lack of connectivity contributes to the
widening of the digital divide, and the growing inequity among our population in terms of access.
Consider, for example, the issues of connectivity for rural vs urban schools. Or the barriers to connectivity
faced by those who can’t afford the current price for internet connection, or who are unable to secure a
contract for internet connection because they are in short-term rental accommodation for example. Such
people are therefore ineligible to have their physical connection installed as it depends on nominating (and
signing a contract with) an Internet Service Provider (ISP).
The issue of digital inclusion becomes significant here, as identified in the report from InternetNZ (2020) that
calls for coordination across government to fully address these concerns.
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11. Internet Connectivity
Recommendation: government [must provide] support to make connectivity affordable and
accessible for New Zealanders on low incomes and who have recently become unemployed.
We need to think beyond the shorter term fixes generously offered by providers. Solutions
might include subsidies, options that work for renters, and providing connectivity as
standard in public housing. (InternetNZ, 2020 – Five point plan for digital inclusion.)

During lockdown, Internet use changed in general with regards to how families communicate, how they work,
how they shop, and how they engage with health and fitness. The Internet has been an extremely important
connecting tool for families to engage with others and engage with basic everyday activities that normally they
would leave the house for outside lockdown. (Wall et al, 2020) This use highlights the essential service the
Internet provides within a modern society – becoming the ‘fifth utility’ in most households.
As highlighted on the previous section, the link between physical connectivity and Internet provision involves
establishing a contract with an internet service provider (ISP) for the provision of the service. Service provision,
and cost, depends on a range of variables including the allocation of data provided and the length of contract
for example. Individuals and families make their selection based on what they can afford, the number of
people in the house who may need to be connected and the actual projection of use (e.g. simply for email and
web searching or for streaming media etc.)
While in lockdown the circumstances for many families changed significantly. Where many homes were signed
up for unlimited broadband connections, others were signed up with limited data caps, meaning their ability to
participate fully in the online educational programmes was limited by the amount of data being consumed. In
addition, with everyone being locked down at home, the numbers of concurrent users of the internet within
many households increased, thus adding to the demand for data and bandwidth.
Additionally, families in fixed term rental accommodation find it difficult to sign up for the longer term
contracts which are generally cheaper, and are thus penalized because of their circumstances. Or worse, the
uncertainty of their tenancy may make it difficult or impossible to find an ISP to sign with in the first place.

11.1 Issues regarding Internet connectivity
Being physically connected to the network is pointless without the ability to
connect to the Internet through an Internet Service Provider (ISP).
While there are many options for connecting to the Internet available to learners
and parents/whānau for connection from home, the quality of these
connections will be determined by what they can afford. Sub-optimal connection
speeds result in poor quality online experiences for example, particularly when used for things such as online
video conferencing, streaming media or where there are multiple users connecting from the same location.
Besides the issues of data and bandwidth another key part of the offering of any ISP is the level of security
provided to ensure that users (particularly children) are not exposed to the sorts of things that will cause harm.
Filtering becomes an issue here, and the mechanism for achieving this becomes critical at a system level. When
an education system requires its teachers and learners to carry out their work online, it is no longer acceptable
to leave the responsibility for ensuring that there are mechanisms in place to filter unwanted content to the
user of the device, to parents/whanau or even to the local school. It is a national governance issue that must
clearly be addressed.
Only after the initial period of getting online during lockdown, establishing synchronous connections and
accessing online content, did schools, teachers, parents and learners begin to express concerns about what
they may be exposed to – or with whom their personal data may be shared.
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The work of the Network for Learning in New Zealand is vitally important here, and the design of an effective,
efficient filtering service that can be rolled out across all users of the network must be a priority. Consideration
must be given to the efficacy of the current state which leaves the decision to join N4L up to the local school.
While the number of schools who have chosen to do this is very high, the few that do not represent a risk to
the overall network and patterns of use in our system. Extending the provisioning of such filtering (and other
online safety measures) beyond the parameters of the school to include access for educational use from home
must be a high priority for policy and resourcing decision makers.
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12. Digital Devices
Young people spoke about a lack of resources and the challenges that sharing laptops
presented during COVID-19, including how this created the need for them to buy their own
laptop and computer equipment to enable them to work or learn from home. (Connolly,
2020)

An almost universal response to school closures has been the creation of online learning platforms to support
teachers, students and their families. However, not all students have the same access to information and
communication technologies (ICTs), which also varies greatly across countries. (OECD, November 2020)
As the report of the 21st Century Learning Working Group notes (Ministry of Education, 2013):
Personal use of digital devices, such as laptops, tablets and smartphones, has been evolving for
around two decades. Devices have become increasingly affordable and mobile. Mobile digital
devices provide versatile, engaging tools that allow students to learn, create, share and
collaborate anywhere, at any time. Mobile digital devices will become as integral to teaching
and learning in the future as textbooks, pencils and paper are now.
We expect that, by 2017, as ultra-fast broadband is rolled out, it will be the norm for learners to
use personal digital devices. The 2012 School ICT Infrastructure Survey indicated that many New
Zealand schools have introduced, or are introducing, one-to-one digital device programmes. Of
the 600 schools that responded, 25% operate a ‘bring your own device’ (BYOD) programme, or
will do so by the end of 2013. A further 39% intended to start a BYOD programme in 2013.
From “Future Focused Learning in Connected Communities”, p.11

Internationally there are a number of jurisdictions that have pursued a regional or national policy of providing
devices for learners en-masse. In many instances this is accompanied by a centralized device management
system that takes responsibility for the updating of system software and applications on the device, enabling it
to be easily reconfigured for a new user or to be used in a different context.
Many NZ schools have been working for some time now to ensure students have adequate access to an
internet capable device while at school, but few have addressed this in terms of ensuring there is equitable
access for students when they are completing learning tasks at home.
There are a number of approaches that schools currently use to encourage the provision of devices for
learners, some key ones are illustrated in the table below;
Approach used

Benefits/disadvantages

Students required to purchase their own device.
This may include the purchase of a device as part
of the ‘stationery list’ for students at the start of
the year for example.

Learners have access to a device that is ‘their own’ and
with which they are familiar. The type and capability of
the device is likely to vary greatly, including everything
from mobile phones to recycled devices to modern,
state of the art devices.

Providing support for parents/whanau by
brokering arrangements with some form of lease
agreement where the device is either owned by
the family at the end of a defined period or can be
swapped for another and the lease term extended.

Learners have access to a device that is ‘their own’ and
with which they are familiar. The device is likely to be fit
for purpose if specified products are identified and used
for the lease agreements. Students are able to continue
learning tasks seamlessly at school and at home.

School purchases sets of devices which are made
available to students for use at school and
provision made for them to be taken home and

Students benefit from having access to a device that
they can use at school and at home. Schools bear the
full costs of damage, replacement, software and system
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used overnight.

updates etc.

School purchases sets of devices for use on school
premises during school hours, and provide secure
places on-site for them to be locked up and
charged overnight.

Learners are likely to have the access they need to
devices that are fit for purpose to support their learning
while at school, but are not then able to take them
home and so are dependent on whether or not there
may be a device available to them at home that they
can use to continue learning online.

12.1 Issues regarding digital devices
There are many things to consider when providing devices for learning.
While there are many options for connecting to the Internet available to
learners and parents/whānau for connection from home, the quality of these
connections will be determined by what they can afford. Sub-optimal
connection speeds result in poor quality online experiences for example,
particularly when used for things such as online video conferencing, streaming media or where there are
multiple users connecting from the same location.
In their report on the challenges in addressing rangatahi
education, Hunia et. al. (July 2020) identified that lack of
access and low levels of use of technology (digital devices and
internet), disproportionately impacts Māori. It reflects existing
inequalities that have been uncovered and exacerbated
through the conditions imposed by the COVID-19 lockdown.
The authors reference the initial Whai Maia COVID-19 Impacts
survey8 that revealed a large number of struggling whānau,
and in particular, a concerning lack of access to technology
among tamariki and rangatahi, which was impeding their
ability to engage in online learning. This was followed up by
an extensive response by the iwi that saw 400 digital devices
distributed by Ngāti Whātua Ōrākei to their tamariki and
rangatahi struggling with online learning.

“I am currently using my parent’s digital
devices, neither of which have the capability to
allow me to use a mic or my headphones to
engage in Zoom conferences with my teachers.
This has been frustrating and interfering with
my online classes. Secondly, I am online
learning with a full timetabled schedule,
Monday to Friday, with a variety of conferences
or self-directed learning. Having the
Chromebook will help me be more independent
and confidently moving forward with my
studies and classes.” (Rangatahi, Level 1 NCEA)
(quoted in Hunia et.al, July 2020)

From a system perspective there are a number of issues that must be addressed here, including:
•

Device ownership – if a device is essential for learning, what are the legal, moral and ethical concerns
around requiring these to be purchased?

•

Type of device – once a purchase is determined, how is the device type decided? Will it provide the
performance needed to run the applications being used?

•

Support and maintenance – who is responsible for support and maintenance in the case of damage, or
where updates and upgrades are required?

•

Device life-cycle – what can be done, at a system level, to address the growing mountain of e-waste
resulting from devices reaching their end-of-life.

8

Ngāti Whātua Ōrakei (NWŌ), 2020. COVID-19 Impacts report. Whai Maia. http://ngatiwhatuaorakei.com/wpcontent/uploads/2020/05/NWO%CC%84-Covid-19-Wha%CC%84nau-Survey-Insights.pdf
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12.2 Base connectivity needs

The three dimensions of the model described to this point are fundamental to ensure equitable access to the
internet and the opportunity to benefit from its use. The lack of any of these things in any setting forms the
basis of what has been described by the OECD as the ‘first digital divide’.
While separated into three sections for the purpose of this paper, the vital connection between these three
elements provides the first real illustration of the need for a comprehensive, system-wide approach to
developing a robust digital ecosystem to support learning across the whole of our education system.
To illustrate this further, a recent study by the Consortium of School Networking (CoSN, Spring 2021) of
thirteen K-12 urban, suburban and rural school districts from across the United States with approximately
750,000 students resulting presents findings to serve as a guide for school district technology leaders working
to improve online learning equity, focusing on the importance of the three dimensions of the diagram covered
so far in this paper. While focused on the US context, the findings are relevant to NZ settings also. They include:
•

Learning with Video is Essential for Education. A high percentage of traffic in remote learning is used
for video, which requires sufficient upload and download speeds. This increasingly popular learning
trend is expected to continue for the foreseeable future.

•

Students are Mobile and Rely on Wi-Fi. Many students participate in online learning activities outside
of their own home, with a significant percentage (over 90% in the sample) using Wi-Fi to do so.
Students oftentimes concurrently use district-provided devices and personal devices, increasing Wi-Fi
bandwidth needs.

•

Certain Communities, Especially in Remote and Rural Areas, Require More Support and
Resources. Students in remote or rural areas most often have limited internet access and students
working in areas with a large concentration of other students also experience poor connectivity.

•

The Remote Learning Experience is Significantly Impacted by Device Quality. The quality of a
student’s experience can be impacted by the age, type, quality and configuration of the device they’re
using. Routinely collecting data sets that provide insight into student use of district-provided devices
can enhance their experiences.
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13. Platforms and Services
Teachers identified a high quality technology platform as the most critical support for highquality distance teaching. (PIVOT – Flack et.al. April 2020)

Once connected to the Internet via a service provider, and having access to a device that is capable of
sustaining that connection, the next key part of the system is to understand what you are connecting to. This
‘layer’ in the ‘pipeline’ is where a variety of platforms and services come into play. In particular, the shift to
cloud-based platforms and services has been the dominant change in paradigm in recent years, enabling far
greater ubiquity of connection and supply than previously.
In the OECD report on the impact of COVID-19 on education, Andreas Schleicher (2020) noted that online
platforms were used in nearly all OECD and partner countries. Online learning tools ranged from educational
content which students could explore at their own discretion and formalised learning programmes conducted
at their own pace, to real-time lessons led by their teachers using virtual meeting platforms.
A post COVID PIVOT report highlighted that NZ schools are using between 2-5 technologies to support distance
learning, and reports how teachers expressed mixed levels of satisfaction with four broad types of remote
learning technologies and tools now in use across schools. (Flack, Walker, Bickerstaff, Earle & Margetts, 2020).
In her study Nina Hood tells of one teacher, for example, who needed to become familiar with 15 different
platforms and applications that would be used by the school (Hood, 2020).
This is a key issue in the NZ context, where schools have been left to make their own decisions about platforms
they use and services they subscribe to. An argument for this is that schools benefit by allowing them to make
choices that best meet their needs – and consequently allows multiple vendors to be active in the marketplace.
While these positives can be taken into account, a key issue here is the lack of interoperability between many
of these systems, thus making it difficult – or impossible – for system level information to be accessed when
required. This was the experience of the MoE when planning how best to address the needs of students during
lockdown. While decisions were made very quickly to establish various forms of online support – there was no
ability at a system level to easily and reliably access much needed data to inform decisions about who would
require access to the Internet and devices for example. This significantly impeded the ability of the system to
provide and assured quality of support and provision to all learners in the country. Contrast this with the
experience of the Miami-Dade County schools described in the second scenario in the prelude to this paper.
Central to much of this discussion is the issue of identity and access management. Schools currently rely on
their student management system (SMS) to keep track of student activity in their school. Having access to
verified student identity information becomes critical when considering how to provide access and levels of
access to other systems the student may need to use. Without this, students (and teachers) end up with
multiple log-ins to multiple systems as is the case currently, making it impossible at a system level to provide a
system-level overview of information about students that can help inform decisions in a timely and appropriate
manner.

13.1 Issues relating to platforms and services
As noted above, the wide-spread adoption of cloud-based platforms and
services has been a key characteristic of IT implementation in recent years. For
schools, this means a significant reduction in time and effort associated with
maintaining server-based infrastructure and software, as well as a greater level
of ubiquity of access to learning content and tools for teachers and learners.
But with the benefits there also come a number of issues to be addressed. These include:
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•

Common platforms
In many jurisdictions around the world, including New Zealand, the benefits of using common
platforms were highlighted in the COVID response. For example, schools with an established
pattern of use of the Google G-suite or Microsoft 365 found the immediate need to work remotely
to be much less problematic than those who found themselves needing to use such platforms for
the first time – particularly from home.
A number of other platforms became widely used, including several synchronous conferencing
tools such as Zoom, Teams and Google Meet. Such tools enabled teachers and students to
maintain a strong sense of virtual connection and ‘presence’ during the time of remote learning.
Again, schools already using such platforms settled much more quickly into remote ways of
working than those who didn’t.
While the use of such platforms was reported as a benefit for many, that benefit was limited to
those using the same platform. For example, those using MS Teams for video conferencing couldn’t
join a Zoom meeting without using the Zoom platform.
Also to be considered here is the school’s Student Management System (SMS) which provides the
important link for schools to provide access for staff and learners to many of the other platforms
used (see identity management comments below). In NZ schools are free to use whatever SMS
they choose, some being fully cloud-based platforms while others are still to make the full
transition into becoming a cloud-based service. A critical issue here is that there is currently no
common store of information about students or teachers in NZ, although this is planned to change
with the adoption of the SalesForce platform by the Ministry of Education.

• System/platform interoperability
The concept of system/platform interoperability then is a key issue in achieving a fully
interoperable digital ecosystem for education. Four scenarios dominate the landscape:
a) A Thousand flowers blooming – individual learners, teachers, schools, clusters etc. continue
to use the platforms and services they prefer – requiring them to be familiar with multiple
setups, and manage multiple accounts etc.
b) “Islands” of excellence – where groups of schools are defined by the particular
platforms/systems being used based on the choices made about what suits them best (e.g.
“we are a Google and Zoom school”). The experience of users within the group (‘island’) is
seamless and provides the interoperability that supports great learning, but doesn’t allow the
same experience ‘off the island’.
c) A standardised suite – where a single platform is selected for each specific requirement and
everyone is required to work with these. This is an approach used in a number of
international jurisdictions but not in NZ. While there are many efficiencies to be gained from
this approach, there are dangers also of becoming ‘trapped’ with a single system that can
become slow to respond to the need for change.
d) An integrated ecosystem – where multiple platforms are used simultaneously and movement
between them is enabled as the result of standards-based development and/or the use of
‘brokering’ software. While this may be regarded as ‘nirvana’ state by many future-focused
thinkers and leaders, it does require a significant degree of technical design, development
and implementation – plus political will and leadership - to achieve.

• Identity management
Access to and use of any digital platform or service is dependent on each individual user being
identified and granted permission by the system (or associated service) to do so. This is currently
an area of significant concern across the education sector in NZ – as in many other parts of the
world. In NZ the current approach of leaving decisions re platform and service use to the local
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school has resulted in what may be regarded as a ‘wild west’ approach, with individual teachers
and students managing an ever-increasing number of personal log-ins, many of which require
updating in a regular basis.
While there are some de-facto standards emerging (e.g. the use of a Google or Microsoft identity
to enable logging into other systems) there are significant issues around (a) the security of
personal information being stored and managed, and (b) the inability of systems to provide any
form of oversight/insight of an individual’s activity across these systems.

• Data Security
A lot of media attention has been given in recent times to the security risks and increasing
incidences of data breaches among businesses and national agencies. Concerns over the security of
personal information, through to the security of national and international information feature
here. This is a particular issue given the architecture of the ‘cloud’ and the principles of an ‘open
web’ where transparency and sharing are considered key attributes.
Such concerns are referred to in several of the COVID-19 reports cited. The urgency under which
decisions were made to make content and connections available to teachers and learners working
from home often meant that consideration of these risks weren’t fully taken into account.
A good example here was the explosive rise in use of Zoom as a synchronous video-conferencing
tool and the subsequent concerns over the ease with which meeting IDs could be guessed (as they
only had 11 digits), allowing uninvited guests to join (or ‘bomb’) a conference. Then there were
the claims about end-to-end encryption which turned out to be false – but later rectified.
While some argue that these concerns make the case for using an alternative platform, the reality
is Zoom is far from being the only video conferencing app with security issues. Services such
as Google Meet, Microsoft Teams, and Webex have also received attention from security experts
over privacy concerns.

• Device Management
The distribution of devices to students as a part of the remote learning response highlighted issues
regarding the ongoing management and support for these devices. In jurisdictions where some
form of centralised device management process was in place this was handled easily, but in many
cases (including NZ), the devices were simply delivered with a minimal set of applications installed
and the new user was then left with the responsibility to manage updates and upgrades to
operating systems and applications. (ref. the Prelude to this paper for an illustration of this).
This highlights the conflicting philosophical positions
"Government should be concerned with
guiding much of the decision making about the national
general welfare, public good, human
roll-out of technology to support teaching and learning
rights, equality, and fairness and adopt
in and beyond the classroom. One the one hand there is
technology only where it supports those
the view that learners (and teachers) should own and
values. Transparency is only one part of
the answer - and it must apply to all parts
manage their own device as a part of what it means to
of systems… not just the final decision
be a ‘digital citizen’ in the modern world. On the other is
making bit.” (Jennifer Cobbe)
the responsibility of central agencies to ensure equity in
all areas of the system, including the provisioning (and
https://www.pelicancrossing.net/netwars/2
021/01/surveillance_without_borders.html
management) of devices where required to ensure
equitable participation in the learning experience, while
at the same time mitigating risks for all as they work and learn in these environments.
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14. Applications, content and data
Well before the crisis this year, top-performing jurisdictions began to organize high-quality
digital teaching and learning resources and make them easily accessible to teachers. The
digital resources they organized are not limited to “add-on” or enrichment resources; they
also include specifically designed resources to support teaching and learning of the full
range of subjects and grade levels in the jurisdiction-level curriculum. (NCEE, June 2020)

In the 30 years that digital technologies have been used in education there have been significant changes in the
technologies themselves (i.e. server, desktop, laptop, mobile device), and the ways in which applications and
content are stored and managed to be accessed and used by them (i.e. hard drive, CD-ROM, server, cloud etc.).
The dominant approach nowadays involves cloud-based technologies and content capable of being accessed
on a range of devices, particularly mobile.
In this section we consider:
•

Applications – what might previously have been termed ‘software’ and installed on local servers or
individual computers, the use of the word applications refers broadly to the cloud-based versions of the
same things. For example, productivity applications (word processors, spreadsheets, databases etc.),
Tutorials (e.g. Duolingo for teaching languages), Educational games (e.g. Spelling Bee, Crossword creator
etc.) and many more. Specific apps that can be installed on mobile devices are also included here.

•

Content – In former times educational content came mostly in the form of textbooks and other forms of
printed media. Digital content is now available in a wide array of formats – including text-based, audio
files, video and multimedia. The key to working effectively with digital content in the cloud environment
rests on the way it is stored and managed, and then the way(s) it can be discovered and accessed.
Educational can also vary in terms of its size and Another important thing about digital content is that is
can be created and shared by users – so it’s not simply about

•

Data – this term is used in a wide range of contexts, and in educational terms can refer to the
information that is collected and managed about learners to help inform the support they are given and
to help monitor their progress in learning. Data is generated from almost every form of online activity,
and the collection, storage, management, ownership and security of that data are all issues to be
considered by educational leaders, particularly when operating in the cloud environment.

The OECD (March, 2020) notes that during school closures, digital resources became the lifeline for education
and the pandemic pushed teachers and students to quickly adapt to teach and learn online. The NCEE (June,
2020) observed that top performing jurisdictions (during COVID-19) organized high-quality digital teaching and
learning resources and make them easily accessible to teachers.
The NZ MoE response to COVID-19 lockdown, like most other countries in the world, included making
resources available for learners via an online platform. In addition, provision was made for communications
platforms to be provided free of charge to enable teachers and schools to communicate with students and
whānau through the lockdown period.
It is interesting to note that among the reports produced within the NZ context there is very little specific
mention of content, applications or data, either as contributing to success or as an issue or area of concern.
The more commonly identified things related to access and devices, and to aspects of teaching and learning
(including wellbeing, online safety, digital literacy, competence and confidence). This would suggest that for
the most part, teachers, schools and students were able to find and use online applications and content that
met their needs (at least in the short term).
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While many schools made use of their existing Office365 or Google Classroom accounts to provide
environments for connecting with learners and sharing learning content, the content was being used could vary
from teacher to teacher and school to school. In some cases this was consisted merely of sharing PDF
‘worksheets’ to be completed by learners. In other cases teachers made use of 3rd party content through
providers such as Te Kura, the Open Polytech or commercial providers such as Mathletics or Education Perfect.
In their report to the Minister the 21st Century Learning Group (2014) noted that the internet offers learners
access to a wealth of content, but not all content is easy to find or offered at no cost. Nor is content always
available in ways that make it accessible to all. No learner should be disadvantaged because of disability,
geography, poor health, language, cost or lack of facilities. Learners with social, economic, health and disability
issues face greater barriers to access and will require targeted actions to ensure equity of access. Their report
argues the case for centralised data storage:
We believe the Government should consider a shared, nationally-hosted back-end system that
provides an integrated data repository, consistent with the all-of-government cloud strategy.
Each SMS vendor could have its own front-end that delivers services such as parent portals. The
data could be collected once through a back-end system and used many times by individual
schools and service providers, as well as informing national educational analysis. This proposal
should significantly reduce schools’ training and support costs. We recommend an urgent
investigation into this proposal. (p.18)

As Vegas and Winthrop (Sept, 2020) note in their report, the COVID-19 pandemic has created a leapfrog
moment: Innovation has suddenly moved from the margins to the centre of many education systems, and
there is an opportunity to identify new strategies, that if sustained, can help young people get an education
that prepares them for our changing times.

14.1 Issues regarding applications, content and data
Because of the relative ease with which individuals can access and use a
variety of applications and content on the WWW it can be easy to overlook
the often complex structures and conditions under which they exist and
operate. The ‘invisible’ exchange of data that is being gathered and stored as
these things are used creates another set of concerns.
The issues identified below were all things that emerged as needing to be addressed during the lockdown
period as jurisdictions around the world sought to provide access to online learning experiences for students in
their emergency remote learning responses.

14.1.1 Data security and privacy of personal information
Every transaction on the Web creates a record that can be stored and used – this is often referred to as a user’s
‘digital footprint. Where this data is stored, how it is managed and who ‘owns’ it are all issues to be considered
when accessing and using online applications and content.
This data is frequently used to provide a more ‘personalised’ user experience, but for many application and
content providers, it is also used to generate revenue from advertisers or market researchers for example.
The personal data that is used by applications and content sites to permit access is another key issue to be
addressed as this data also has to be stored and managed somewhere. The increased emphasis on a Single Sign
On (SSO) approach where the personal data is stored in a trusted space (e.g. a school’s SMS) and in turn
referenced by the application or content provider provides a way of mitigating the risk of personal data being
stored in multiple places and the risk of it being accessed in unintended ways.
The key issue here is an awareness one, ensuring that when selecting content and applications to use in
educational settings, due diligence has been applied to considering the implications of any personal data that is
requested as a condition of use or access.
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14.1.2 Managing subscriptions and logins
Accessing sites where online applications and content are stored usually requires the use of a personal login
that enables the system to ‘know’ who is accessing and using them, and so that a personalized record of use
can be maintained. The login is also used as a way of managing subscriptions where a payment is required to
access and use the particular application or content.
As more and more use is made of online applications and content, so too the requirement to manage an ever
increasing number of subscriptions and logins. This can become an extremely daunting task. Concerns have
been raised in a number of forums about the dangers of using weak (i.e. easily guessed) passwords, or of using
the same username and password combination for multiple sites. Many sites attempt to address this by forcing
regular changes to passwords and/or enforcing more complex passwords to be used. While helpful, this
contributes even further to the complexity of managing multiple logins by individuals.
Systems that operate a secure approach to establishing and maintaining a digital identity that can then be used
to authenticate users in other sites and applications are seen as key to resolving this. Larger providers such as
Facebook, Google and Microsoft are already offering a ‘de-facto’ approach, where the authenticated identity
created within any of these platforms can be used to provide access to other online applications and sites.
While this works in principle, it does not address some of the privacy concerns raised elsewhere in this paper.

14.1.3 Copyright/Creative Commons
“It’s all free on the Internet” has become an all too familiar phrase. While it is true that the Internet has made
it easy to access and use online content, the fact is that it has all been created by someone(s) as issues of who
owns it are still needing to be addressed.
Traditionally the rights of content creators have been addressed through the legislative frameworks of various
‘copyright’ acts. Much of the thinking behind this was based on the traditional media used for publishing
materials in the form of books, songs or films for example.
The ease with which online content can be shared, copied, adapted and re-represented complicates matters
significantly. During the lockdown (and probably before) much of the material developed and shared by
teachers with their students was sourced from other places – some in the form of websites that learners were
sent to and others in the form of ‘worksheets’ comprising of various pieces of content, often copied from other
places. While the provisions of the Copyright Act allow for education use under certain conditions, there are
lots of ‘grey’ areas in which it is interpreted.
Given the extent to which the use of content in an online environment has altered the way we interact with it,
the emergence of the Creative Commons licensing approach provides a useful way of allowing for a range of
levels of use and re-use, while still acknowledging the rights of the original author(s). As the MoE pursues the
development of more curriculum-related content it would be important that a decision about how it is to be
licensed be made early in the process.

14.1.4 Accessibility
When selecting content and applications for learners to engage with online it becomes important to take into
account the various physiological and learning needs they may have. In a regular classroom setting, for
example, a student with vision difficulties may be seated near the front of a class, or a learner with hearing loss
provided with a specialized headset etc. In an online environment all content appears the same to all users, so
particular attention needs to be given to the design of the interface as well as the various ways in which
information is made available. For example, different colour combinations (text and background) suit different
learners, so providing the ability to switch between can be useful. Some browsers already have an
‘accessibility’ mode built in for this purpose.
The Universal Design For Learning (UDL) framework should be considered here as it provides specific guidance
around ensuring there are multiple approaches used to present information, and multiple ways for users to
interact with it.
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14.1.5 Mobile-friendly content
The issue of device access during lockdown demonstrated clearly the need to ensure that any form of online
content for learning can be made available on any sort of device. For a number of learners in lockdown a
mobile phone was the only device available to access their learning. Fortunately applications such as Zoom,
Google Meet and Teams are all ‘mobile friendly’ which made the synchronous participation possible on a
mobile phone, but many websites referred to by teachers weren’t and so the user experience was limited by
what they could access.

14.1.6 Content life-cycles
Finding content that is out of date or no longer aligned with current curriculum was an issue for some teachers
and learners. This includes content on the MoE’s TKI site for example.
This highlights the need for a robust content life-cycle management process to be established to ensure any
content that is created and made available to support learning is subject to an ongoing process of review and
updating (and eventual deletion where appropriate) to ensure the information is relevant to current needs.

14.1.7 Links to the curriculum
Linked to the notion of content life-cycle is the need for a dynamic link to curriculum. The traditional approach
to online educational content provision has involved using the current curriculum to inform the design, and
then listing the item with appropriate metadata to enable users to ‘discover’ its existence online.
This approach works well for the initial period of the content items existence, but if/when there is a change in
curriculum it doesn’t allow for a dynamic updating of the curriculum link(s) to ensure its relevance is
maintained.

14.1.8 Culturally appropriate content
NZ teachers reported using a wide variety of online content and applications that were created overseas
(particularly from North America) to engage their learners with during lockdown. While this was helpful for the
emergency remote learning period, it highlighted the need for the ongoing development of NZ-based content
that addresses appropriately the cultural context of NZ. This includes not just the information that is provided,
but also the use of images, icons, and audio (voice, accents, pronunciation etc,) that are used in the design of
the content or application interface.

14.1.9 3rd party content
All of the issues above are compounded when considering the use of 3rd party content. During the lockdown
period a number of commercial providers offered their content and applications to NZ teachers and students
for free or at a greatly reduced price in order to ensure there were good quality online learning materials
available to them.
While this generosity is to be applauded, it creates genuine concerns regarding who has ‘control’ over the
quality, relevance and curriculum alignment of such things. And significant as well, what assurances are there
that the personal data captured through the process of access and use won’t be released beyond the scope of
the 3rd party provider.
An example of how this issue has been addressed internationally can be found in the USA where 300
companies have signed onto the Student Privacy Pledge9, a voluntary but legally binding industry pledge to
safeguard student privacy regarding the collection, maintenance, and use of student personal information.

9
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15. Teaching and Learning
Education systems worldwide are at a critical inflection point. Along with the staggering cost
to human lives and livelihoods, the COVID-19 pandemic has accelerated trends that are
reshaping the skills and demands that today’s students will need to meet. The war for talent
is likely to intensify. Standing on the front lines of that battle are the teachers. In this survey,
many expressed a clear belief that children learn best from people, not programs. Every day,
teachers see the difficult challenges remote learning presents to their students but also the
opportunities that virtual classrooms offer to connect in new ways. (McKinsey & Company10)

Although represented as a single column in this sequence, the dimension of teaching and learning is the most
complex of all, and covers a much broader range of activity. The impact of digital technologies on teaching and
learning has been reported on for over three decades, with conclusions varying depending on the perspectives
being taken. These fall (broadly) into two camps:
•

Using technology to augment and support the existing structures and systems of schooling, and

•

Leveraging technology to drive innovation and change in approaches to teaching and learning.

The tensions between these perspectives is evident in the reporting on how digital technologies were used
during the response to the COVID-19 pandemic, and it will be important as further analysis is considered, to
ensure that these differences are critically examined and considered to inform future directions.
Unprecedented at such scale, the reported experience of teachers and learners through the various
approaches to emergency remote learning varied widely. As such, these provide valuable insights as to what
worked and what didn’t , for who, and under what conditions. A critical analysis of these questions leads
inevitably to a philosophical discussion of the ‘why’ of education (at least, the formal processes of schooling) as
well as revealing some of the hitherto less focused on issues such as wellbeing and personal safety as they
related to learning.

15.1 Online learning worked for some learners…
At its best, lockdown learning was better for some children than going to school. Hood (2020) found in a survey
she conducted that "a substantial minority" of the students she surveyed said they would prefer to continue
learning at home.
One parent told her: "My daughter loved it so much we are considering Te Kura [Correspondence School]
depending on how school handles the return to school. Her results were excellent, her anxiety very low and
she enjoyed school more than she has for years."
Another lockdown report from the Greater Christchurch Schools Network Trust (Wall, 2020) found that 42 per
cent of students felt their learning actually progressed more at home than at school; 35 per cent said they
progressed about the same in either place, and only 22 per cent said they progressed more at school.
Asked what went well in the lockdown, they were most likely to talk about being in control of their own
learning. "I like setting my own time frame and doing all my work at my own pace," one said.
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15.2 …But not for others.
ERO report Not all students were able to learn from home. Secondary school students, boys and those without
access to devices faced challenges. Teachers also faced challenges teaching remotely.
(Hunia et al, July 2020)
While a small minority of teachers preferred the experience of remote teaching and learning, and a
considerable minority of students reported enjoying the opportunity to learn from home, a majority of
respondents felt that important aspects of schooling were lost during remote learning (Hood, 2020)
In their report on Australian schools’ responses, Sacks, Bayles, Taggart and Noble (2020) identified several key
challenges:
•

reduced one-to-one engagement with teachers

•

difficulty in ascertaining engagement levels of students

•

restricted ability to monitor individual student progress

•

increased level of oversight required from parents and carers (particularly for younger children)

•

increased social isolation and reduced ability to support student wellbeing

•

interruption to learning support for those children with additional needs

•

differential levels of access to technology, including internet and devices, to support learning

Similar experiences were reported in other jurisdictions, including the US where Rothman (2020) adds
Inequities in resources, Services for students with special needs and a fair system of grading (assessment) to
the list of challenges that remain for schools and educators post-COVID.
Teachers in a survey conducted by PIVOT (Flack, Walker, Bickerstaff, Earle & Margetts, 2020) were divided
about the efficacy of online learning, with almost equal numbers responding they were ‘confident’ and ‘not
confident’ about it.

15.3 Relationships matter
Much of the success of remote learning was reliant on the strength of relationships that existed – between
teachers and students, between the school and parents, and between school leaders and teachers. These
relationships were further underpinned by a strong, coherent school culture that was embedded across all
aspects of the school, its processes and systems (Hood, 2020).
The importance of relationships in the case of Māori learners is highlighted in the ERO (Dec. 2020b) report, the
flaxroots report from the Centre for Advanced Futures (Hunia et.al.,2020) and the voices of Māori report from
Evaluation Associates (Riwai-Couch et.al. 2020). By contrast, in the Canadian context, Nagle, Barbour and
LaBonte (Aug. 2020) note that few jurisdictions offered considerations for the support of indigenous learners.
In the interim ERO report (August, 2020) many school leaders reported that regular communication helped to
build teacher relationships with whānau and gave whānau greater insight into their children’s learning.
Teachers used a combination of phone calls, emails, video calling and other digital platforms to regularly check
in with learners and whānau. This was regarded as key to maintaining learner engagement, and as a way of
monitoring learner and whānau wellbeing. ERO also noted that regular and clear communication with kaiako,
parents and whānau had been a key priority for all early years services.
Digital technologies played a pivotal role in this process, helping enable and sustain relationships among and
between teachers, schools, learners and parents/whanau. Many of the reports cited noted how lack of access
to devices or the internet prevented students from being able to participate fully in the online communications
and to access learning resources. While the provision of the Home Learning TV- Papa Kāinga TV channel went
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some way towards helping here, as did the Learning Packs which were posted out, they lacked the level of
immediacy of connectedness with teachers and other students that the online environments afforded.
Many students found it difficult to manage workloads and learning from home. Students cited workload and
timely access to support from teachers as particular challenges. These responses came from those who were
less likely to report having someone at home who could help with their schoolwork (ERO, June 2020).
providing regular formative assessment and feedback that was connected to the expectations set by the
teacher was crucial for motivation and engagement as well as ongoing learning. Our teachers however, felt
they were giving far more written feedback than they normally would and this created an increased,
unmanageable workload. [Stidder, Nrouwer and Baldwin (August 2020)]
A number of students felt there was a lack of contact. It seemed expectations were unclear about what contact
looks like. [Stidder, Nrouwer and Baldwin (August 2020)] Key recommendation in their report reads: “Clearly
communicate expectations of teaching and learning to the school community.”
The table developed by Mutch (2021) provides another view of the continuum of experiences that learners
faced.

15.4 Issues related to Teaching and Learning
As mentioned earlier, this element in the chain is perhaps the most complex
and includes the widest range of concerns to be addressed. Ultimately, the
provision of a robust, reliable, safe and equitable connectivity to content and
services will only be of use if the ‘end users’ are sufficiently skilled and
knowledgeable to leverage the potential this offers. The sudden shift to
emergency remote teaching and learning revealed a significant number of issues to be addressed as outlined
below.

15.4.1 A change in pedagogical focus required
Through the lockdown period there was substantial variation in how schools and individual teachers
approached teaching and learning, and this variation was similarly matched by a wide range of experiences of
these approaches by teachers, students and parents. (Hood, 2020)
The challenges for teachers in terms of shifting pedagogical practice in an online environment were highlighted
in an Australian PWC report11 that identified the following issues:
•

reduced one-to-one engagement with teachers

•

difficulty in ascertaining engagement levels of students

•

restricted ability to monitor individual student progress

•

increased level of oversight required from parents and carers (particularly for younger children)

•

increased social isolation and reduced ability to support student wellbeing

•

interruption to learning support for those children with additional needs

•

differential levels of access to technology, including internet and devices, to support learning

A key issue arising from the separation of teachers and students during the period of emergency remote
learning was the emphasis that this placed on learners taking greater responsibility for their own learning, and
teachers planning to accommodate the fact that they would no longer be ‘present’ throughout the learning
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activity taking place. In a small scale study undertaken by NZ’s Evaluation Associates, the researchers reported
that Learners’ ability and desire to self-regulate their learning was the main theme noted across all age groups
(Moore and Anderson, 2020)
From their internal evaluation of online learning approaches at Burnside High School, Stidder, Nrouwer and
Baldwin (August 2020) recommended that the school and teachers… “Provide and integrate more
opportunities for student heutagogy; self-management and self-directed learning, so that students can work at
their own pace… and use a range and balance of synchronous and asynchronous approaches to teaching and
learning. This would enable the capability of self-management to be built upon in a school environment.”
In their analysis of the response of the world’s highest performing education systems, the National Council of
Education and the Economy noted that top performers responded rapidly to new challenges raised by distance
learning, as evidenced by recognizing that not all students had equal opportunities to engage in the same level
and quality of distance learning, or in some cases, to engage at all, taking very quick steps to minimize learning
gaps during distance learning , demonstrating willingness to rethink student assessment in response to the
crisis and providing hands-on learning experiences that are not easily replicated through distance learning.
(NCEE, 2020)
In the New Zealand context experiences revealed the importance of differentiating between the support
required for different groups of learners. A survey of Māori and Pasifika families in Auckland highlighted the
value of increased whanau/family engagement in the learning process. These respondents reported that while
their children seemed to lack motivation and were easily distracted, having permission from school to make
best choices for their own children and that they would be supported with guidance by the school and
teachers. (Riwai-Couch et.al. 2020)
While much of the reporting in the post-COVID research has been focused on the emergency remote teaching
and learning responses, it is worth including here the experiences reported by those who have been involved in
this sort of activity for some time. A recent report (Lai & Pratt, December 2020) on the experiences of those
participating in New Zealand’s Virtual Learning Network (VLN) classes the researchers also noted that there
was a strong, positive, and significant relationship between cognitive, teaching, and social presence and overall
learning experience for both primary and secondary eStudents (online learners). They reported that the
majority [of online students] were highly excited and passionate, valuing the flexibility and independence their
class afforded. Despite this, they also noted that 40% of Secondary students felt disadvantaged in not being
able to attend a face to face class and two thirds preferred attending face to face class if they could.
During the period of remote learning, disengagement and non-engagement became more evident to teachers,
although this does not necessarily indicate an overall increase in disengaged students. Teachers typically
identified access to a device or internet connection and the nature of the home environment as the primary
reasons for disengagement (Hood 2020), however, feedback from students in several reports suggest that
factors such as unrealistic time expectations in terms of task completion, lack of clarity around the instructional
task, failure to understand the home learning environment and lack of skills and disciplines for independent
study also contributed to lack of engagement.
In their report titled Learning in a Covid-19 World: The Impact of Covid-19 on Schools (ERO, December 2020a)
the ERO researchers found that secondary school students had been most impacted by Covid-19, and as a
group they are most at risk of disengaging from learning. A subsequent report by ERO (2021a) identifies six key
themes to consider when endeavouring to engage secondary students in learning during the Covid-19
pandemic;
•
•
•
•
•
•

Prioritise wellbeing and connection
Understand the context to respond rapidly to identified concerns
Build and strengthen relationships for learning
Communicate effectively with students and whanau
Individualise learning and promote student agency
Reframe and adapt classroom approaches
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15.4.2 Teacher capability building required
Overall, the lockdown period was an opportunity for considerable professional learning and growth for
teachers, prompting the development of new skills and knowledge, as well as new opportunities for teacher
collaboration and cooperation. (Hood, 2020)
In the PIVOT research involving Australian and NZ schools (Flack et.al. April, 2020) researchers found that
teachers struggled with how to best adapt their teaching methods for a digital environment. One educator
responded: “It is like being a beginner teacher all over again, as you don’t know what works or doesn’t work
well. You have to transition into a new teaching format very quickly, which is stressful. Researchers also found
a large minority of educators – 39% in Australia and 42% in New Zealand – reported being only “somewhat
confident” or “not at all confident” in their school’s ability to meet students’ learning needs online. Primary
educators were significantly less likely to report feeling confident than secondary educators.
In its review, ERO found that COVID-19 has accelerated the use of digital technologies in early childhood
teaching and learning. Leaders and kaiako are positive about this outcome and have indicated they would like
to build on this moving forward (ERO, 2021b)
In their research into how New Zealand senior high school students experienced learning at home during the
COVID-19 pandemic, the team from Victoria University, Wellington (Anne Yates et al, 2020) found that
students had greater agency and flexibility over their use of time which was appreciated by some, but others
lacked the skills to manage this productively. In this context students valued continuing to make academic
progress towards qualifications and maintaining their social and emotional well- being. Their report
demonstrates that supportive pedagogy through effective use of technology enabled motivation, collaboration
and authentic learning activities which enhanced the students’ experience of learning in this context. This is a
point also made by Avery et. al. (2021) in their paper, ‘Mere Engagement’ which highlights seven critical actions
that teachers can take to ensure high levels of motivation and engagement during remote or distance learning.
For the majority of teachers remote and blended teacher education is a relatively new field of practice and
study. Perry et.al claim here is currently great value in reviewing the affordances and limitations of modes and
technologies of teacher education in relation to and while not losing sight of teacher education principles.
(Perry et.al, August 2020). Barbour et. al. (December 2020) warn about the importance of avoiding equating
emergency remote teaching with online learning. They claim that it is clear from most schools and teacher’s
experience with emergency remote teaching that much more planning and deliberate attention be provided to
teacher preparation, infrastructure, education policy, and resources to be able to maintain quality instructional
continuity during a crisis.
To fully support teachers in this new endeavour it is critical to facilitate teacher professional collaboration and
learning, and to provide teachers with access to resources and online platforms for collaboration so they can
keep abreast of the rapidly evolving challenges and the educational and social responses that are needed, and
can support learning for their students in whatever modality of deliver is feasible, ideally online. (Reimers and
Schleicher, 2020a)
In their analysis of the response of the world’s highest performing education systems, the National Council of
Education and the Economy noted that top performers have increased capacity in this area since the start of
distance learning, as evidenced by guidance and supports for teachers and schools in response to specific
challenges related to distance learning and the use of expert teachers supporting distance learning beyond
their individual schools and classrooms (NCEE, 2020)
Both as plans for remote teaching were being created and once they were released, an important feature to
successful continuity of learning was to ensure teachers received professional learning on the tools and
content that was provided, as well as how to facilitate learning with those items. (Nagle, Barbour & LaBonte,
August, 2020)
This support can be provided in many ways, and doesn’t depend on a centralised approach. In their report on
learner experiences of the VLN, Lai and Pratt (December, 2020) noted how the Covid-19 pandemic revealed the
need to upskill teachers to teach online, and that experienced online facilitators (e-Teachers) were able to
serve as leaders and mentors in their schools to provide support to their colleagues.
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15.4.3 The unfulfilled promise of ICT
In their 2018 publication, “Why pedagogy matters for innovative teaching” (Paniagua, A 2018) the OECD
identify six clusters of innovative pedagogies. In discussing the case of ICTs the writers conclude…
… the increased use of computers in different subjects has not signalled a turning point in how
students acquire the complex set of skills they need to be proficient. They may become familiar
with basic tasks, but not in a way that boosts their learning or, more importantly, helps them
understand ICT as a critical tool for solving today’s challenges.
In fact, the unfulfilled promise of ICT in education underscores the importance of putting
pedagogies at the centre of education policy discussions. The importance of ICT and skills like
critical thinking and digital literacy has come into clearer focus in new projects targeting
curriculum reform, and it has been incorporated in surveys such as the Programme for
International Students Assessment (PISA). Yet neither the curriculum nor the assessments really
tell teachers how to update their practices.12

With more than three decades of continual PLD support available for teachers in NZ schools, the level of digital
competence is highly variable, and reinforces the view of the OECD report above. Feedback from a range of
jurisdictions revealed significant differences between and among schools, and between and among individual
educators in terms of (a) the types of technologies used, (b) the ways they were used, and (c) the degree to
which this use was deemed ‘successful’.
There are a number of reasons for why this may be so, however the ‘shift’ experienced during the lockdown
highlighted the significant access to technology that teachers have and their readiness to engage in multiple
modalities of collaboration and professional development using technology (Reimers and Schleicher, 2020b).
It would appear that the policy of leaving schools and teachers to determine their own approach to and level of
use of digital technologies in recent years lacked the ‘motivation’ for making a transformative change in
practice that the lockdown required of them.

15.4.4 Equity concerns given sharp focus
Issues of equity have come into sharp focus during the COVID-10 response and the sudden shift to using digital
technologies to support the emergency remote learning response, particularly online learning. The lockdown
period shone a light on the range of existing inequities, disparities and divides within New Zealand’s education
system, as well as potentially exacerbating them. (Hood, 2020)
The World Bank highlights in its report that during the emergency remote education “failure is common, and
success is often a result of experience and learning from past failures” (World Bank, March 2020, p.1). They
add…
“Education systems must confront issues of inequity front and centre. They must also prepare
multi-modal responses, capitalizing on existing infrastructure and utilizing a combination of
different learning mediums to ensure students are engaged and learning. [emergency remote
education] can ensure that students continue learning through a variety of avenues. While
digital technologies can offer a wide set of capabilities for remote learning, most education
systems in low- and middle-income countries, including schools, children and/or teachers, lack
access to high-speed broadband or digital devices needed to fully deploy online learning options.
As such, education systems need to consider alternative ways for students to continue learning
when they are not in school, like in the current COVID-19 crisis” (World Bank, March 2020, p.1).
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Their later report summarised things even more succinctly…
“Transitioning to online learning at scale is a very difficult and highly complex undertaking for
education systems, even in the best of circumstances… Moving to online learning at scale raises
profound equity concerns.” (World Bank, January, 2021, p.2)

In their survey of Christchurch schools, Wall, Mayes and James (2020) concluded; “The COVID-19 lockdown
highlighted the importance of addressing the digital divide for children and young people. This means that
students without a suitable device and/or Internet connectivity were disadvantaged as they could not connect
to their teachers, classes, or access the learning material being made available to them.”
This observation is reinforced by Vegas and Winthrop (Sept. 2020) from the Brookings Institute who add;
“education inequality is accelerating in an unprecedented fashion, especially where before the pandemic it was
already high.” The World Bank (March, 2020) adds that “moving to online learning at scale raises profound
equity concerns.”
Despite the many compelling concerns, times of disruption
also pose opportunities to do things in new ways – to
actually facilitate the development of a more equitable
education system rather than amplifying existing
inequities. For example, Pasifika families reported that
being able to connect with their children in new and
perhaps unexpected ways. New learning relationships are
being forged in families, and Māori whānau reported that
the period of learning from home was valuable to them as
it allowed them to better understand how their children
like to learn and how they were approaching learning
tasks. (Riwai-Couch et.al. 2020)

“Digital inequalities are intersectional; factors
such as socio-economic background and gender
affect digital inequalities. Inequalities in digital
domains have the potential to both reinforce and
exacerbate existing social inequalities, which
make them important elements for policy makers
to address. The literature points to three main
categories of “digital divides” or levels of digital
inequality, the first, second and third level divides,
which will be subsequently outlined. The term
divide is used here, as this is what is commonly
used and understood in policy circles. However,
there is some scholarly debate on this use of
terminology that suggests a split between “haves”
and “have-nots”, rather than portraying a
spectrum of access and skills”. (OECD Oct. 2019)

In their response to flaxroots research by Ngāti Whātua
Ōrākei that provided compelling evidence of disparities in
digital education during the pandemic response, Hunia,
Salim, McNaughton, Menzies, Gluckman, and Bardsley,
(July 2020) recommend addressing the ongoing structural drivers underpinning the digital divide and
educational challenges for Māori, through an inter-sectoral approach. Further, the recommend supporting
equitable funding and resourcing of Māori-medium education in the preschool and compulsory sector based
on need.

15.4.5 Health and Wellbeing concerns
Given that the lockdown was a result of a public health emergency it is perhaps not surprising that the issue of
health and wellbeing, for learners and teachers, was highlighted as a priority concern in many of the reports
cited.
The report from the Commissioner for Children and Young People in South Australia (Connolly, 2020) identifies
the following themes based on insights into the impact of COVID-19 on children under 13 years of age in that
context:
•

Hopeless and helpless – including focus on experiences of the digital divide, of relationship stress,
declining aspirations, and lost social, economic and community participation.

•

Identity and opportunities – the impact COVID-19 disruptions were having on short-term and longterm aspirations; including the fear of not being able to access stable, safe and secure work
opportunities
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•

Participation and motivation - For many young people, their long-term study, work, travel and
relationship aspirations are closely linked to their feelings and experiences of having a sense of purpose
and meaning in their lives.

•

Relationships and connections - physical distancing and isolation has had a significant impact on the
intimacy of their friendships and romantic relationships. The loss of physical and offline connections
with peers, teachers and other trusted adults, however, has been a concern for many young people.

•

Access and equity - Many young people explained that digital access was central to how they were
coping, enabling them to access information and stay connected with others and with their learning.

The wider impact of COVID-19 on the lives of students, whānau and communities was identified as a significant
ongoing concern in the Springboard Trust survey of NZ principals (Leeson, Duigan, Wehrle & Bevis, 2020). One
principal they interviewed reported that during lockdown, they provided between 350 and 400 lunches to
struggling families. A ‘wellbeing before achievement’ approach has been adopted by many principals in their
study, which did result in some reports expressing concern about any government focus on achievement in
such a disruptive year.
ERO (2021b) concluded from their research that during the COVID-19 lockdown period the wellbeing and
engagement of many children was well supported, but that additional support will be needed for children
whose wellbeing and learning was disrupted due to COVID-19. Looking into the future, they suggest leaders
and kaiako will need to:
•

identify who these children are and understand the ongoing impact on their wellbeing and learning,

•

monitor these children and their families, particularly, children with additional learning needs, health
issues, disabilities and children who lacked access to resources and support to learn during lockdown,

•

identify what additional support these children need to address any wellbeing and learning issues.

While these broader issues and concerns regarding health and wellbeing will be picked up by other groups and
in other reports, this report focuses on the role of digital technologies.
Even prior to COVID-19 the proliferation of digital technologies has been accompanied by increasing worry
about children’s well-being. Fears that smartphones are ruining a generation and that children are depressed
because of technology arise regularly in the media, and even in some research. However, the literature
regarding the impact of digital technologies on the lives of young people tends to be inconclusive, with
evidence supporting both the negative impacts as well as of some beneficial effects of digital technology use.
This spectrum of impact is a focus of chapter two of the OECD’s 21st Century Children project13 (OECD Oct,
2019) which is looking at the nature of modern childhood and the ways in which schools and communities can
work together to protect and guide children while still allowing them the flexibility to make their own
mistakes. Many of the technology-related issues and concerns that have emerged through the reports cited in
this paper are addressed in the OECD report, including:
4. Positive trends: (i.e. trends with potential benefits for learners)
a. Increasing access - as a result of personally owned, mobile devices
b. Children as content creators – new tools make it easier for children to express themselves and
share ideas and information. Fostering creativity in mixed media and modes.
c. Online civic engagement – a rise in social activism and interest in the things that affect them in
their context and their future. Providing a channel for their ‘voice’ to be heard.
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5. Concerning trends: (i.e. trends where there is insufficient or inconclusive evidence of impact)
a. Increasing time spent online – often at the expense of other activities
b. Use in young children – increasing device use and screen time among the very young
c. Social media use – increasingly becoming the ‘source of truth’ for many young people
d. Diversification of digital technologies - Internet of things, AI and social robots etc.
6. High risk trends: (i.e. trends where there is clear evidence of negative impact, risk or harm)
a. Exposure to digital risks – risks identified in three categories; content, contact and conduct.
b. 2nd Digital divide - going beyond the issue of access to technology. A second digital
divide separates those with the competencies and skills to benefit from computer use from
those without.

15.4.6 Promoting safe and appropriate use of digital technologies
Despite the proliferation of research on the topic, there are still many unknowns when it comes to children and
digital technologies. The OECD report (October, 2019) on Educating 21st Century Children: Emotional WellBeing in the Digital Age identifies the following as current issues in the research base:
•

There is a paucity of research on young children: the focus has historically been on adolescents and
pre-teens, therefore filling the gap on how younger children engage with technology and how this
affects different outcomes is necessary.

•

There is a heavy emphasis on the negative aspects of digital technology use such as risks and
maladaptive behaviours: it is critical to expand the knowledge base on the different online
opportunities children can harness, both in personal and educational settings.

•

There is a strong focus on certain risks while others remain relatively unstudied. For example, there is
little research to date on “cyber bystanders”, or children who witness cyberbullying online, despite not
being the perpetrator or victim.

•

Research tends to be behind the curve: by the time certain developments are studied, they may be
obsolete or overshadowed by newer developments. The ebb and flow in popularity of different
platforms makes it difficult to study and understand the
Digital technology has the potential to
impacts on children, and on parents (see Chapter 6).

•

Research regarding health and well-being tends to be weak:
the research base often focuses on correlational results
using cross-sectional study design. There is thus a need for
longitudinal data, and to assess how and why children use
technology (not just that they are using it, which is
inevitable). Furthermore, linking effect sizes to real world
outcomes is important.

enhance learning, yet international
research shows that significant use of
screens at school is associated with
reduced educational achievement. High
screen use is also linked with negative
impacts on children's health,
development and well-being.
https://www.sensiblescreenuse.org/

With the increased use of digital devices as a means of engaging with learning during COVID-19 lockdown the
impact of increased screen time became the focus of attention for a number of researchers. Sensible Screen
Use14 is a coalition of health and education professionals and researchers whose mission is to see purposeful,
thoughtful and evidence-based digital technology use in schools. According to this group, current research

14
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shows that high screen use is associated with negative impacts on children’s health and has also been
associated with reduced learning outcomes.
This group claims that after reviewing international research and considering expert information, they have
found that there is potential for moderate, purposeful use of digital technology in schools to enhance learning
and digital skills. However, the digital curriculum in many schools has become about screen learning, which is
neither moderate nor evidence-based. While more objective and scientific research is desirable, action is
required now about managing screen use in schools by children and adolescents.
Specific areas of concern relating to the increased use of digital technologies by young learners raised by this
group and identified in the papers reviewed for this report include:
•

Negative impact on learning outcomes

•

Neurological impact on the brain development of young learners

•

Negative impact on vision and hearing

•

Negative impact on sleep and physical health generally

•

Social and emotional impacts, particularly as a result of online bullying and exposure to inappropriate
online content.

They Sensible Screen Use group are thus calling for the collaborative development of a set of evidence-based
guidelines for the use of digital technologies in schools in order to gain the best that technology can offer our
tamariki, while minimising risk.
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16. COVID Research Templates
Bibliographic Information

Anne Yates, Louise Starkey, Ben Egerton & Florian Flueggen (2020) High school
students’ experience of online learning during Covid-19: the influence of technology
and pedagogy, Technology, Pedagogy and Education
10.1080/1475939X.2020.1854337

Access Online

https://openaccess.wgtn.ac.nz/articles/journal_contribution/High_school_students_
experience_of_online_learning_during_Covid19_the_influence_of_technology_and_pedagogy/13315877/files/25657253.pdf

Country of Origin

New Zealand

Key Words

Secondary School
COVID-19
Personalisation
Collaboration
Authenticity

Abstract

The COVID-19 pandemic resulted in New Zealand schools closing and teaching
occurring through digital media. This paper reports research which applied Kearney
et al.’s (2012) framework as a lens to examine student experience of digital learning
at home during COVID-19. This framework provides three characteristics that
influence learners’ experience when using digital devices for learning:
personalisation, authenticity and collaboration. This study found aspects of Kearney
et al.’s framework reflected in participants’ experience and identified further
important characteristics that influenced learning. Authenticity and collaboration
facilitated learning, but participants valued supportive pedagogies and motivational
strategies which enabled academic progress and enhanced wellbeing. Effective use
of technology mediated supportive pedagogies and an alternative framework was
developed to incorporate these additional findings.

Key findings or themes

This research sought to find out how New Zealand senior high school students
experienced learning at home during the COVID-19 pandemic, how the constructs of
collaboration, personalisation and authenticity from Kearney et al. (2012) were
experienced and how technology and pedagogy influenced that experience. Aspects
of Kearney et al.’s framework were evident for learning in this context, however,
more important were teachers providing supportive pedagogies to enhance the
students’ motivation to study. Students had greater agency and flexibility over their
use of time which was appreciated by some, but others lacked the skills to manage
this productively. In this context students valued continuing to make academic
progress towards qualifications and maintaining their social and emotional wellbeing. Supportive pedagogy through effective use of technology enabled motivation,
collaboration and authentic learning activities which enhanced the students’
experience of learning in this context. The framework of supportive pedagogy
mediated by technology presented from this research could be applied during future
emergency events which require school closures.

Methodology

High school students in their final two years of schooling responded to a
questionnaire consisting of quantitative and qualitative questions with qualitative
data analysed thematically and quantitative data with descriptive statistics.

Wenmoth, D. (2021). COVID Research

page 51

Bibliographic Information

Avery, L., Jones, M., Marr, S., & Wenmoth, D. (2021). Mere engagement: Reflections
about connections between online learning, student agency, and student
engagement. Vienna, VA: Aurora Institute.

Access Online

https://aurora-institute.org/resource/mere-engagement-reflections-about-theconnections-between-online-learning-student-agency-and-student-engagement/

Country of Origin

USA

Key Words

COVID-19
Remote teaching and learning
Student agency

Abstract

This article is a collaboration between writers in the USA and New Zealand. Drawing
on their respective experiences in different parts and at different levels of the
education system the authors focus on the need for greater student agency in the
approaches taken to remote and distance education in the wake of the COVID-19
experience.

Key findings or themes

During a transition to remote or distance learning, students need a renewed sense of
agency. They must understand what they are to learn and how to demonstrate their
learning. They must know how to ask for assistance and exhibit self-direction and
efficacy when working on assignments. They own their work and put forth their best
efforts. When these attributes of student agency are in play, authentic engagement
is occurring.
This report identifies seven action steps to support students’ sense of mastery and
ownership of their learning, along with promoting their sense of connection and
belonging. They include:
1.
2.
3.
4.
5.
6.
7.

Make the implicit explicit by providing clear communications in multiple
formats.
Ensure anytime, anyplace learning with a mix of synchronous and
asynchronous learning activities.
Enable competency-based learning where students demonstrate mastery of
content.
Keep families in the loop.
Design lessons that link student interests with the environment.
Check for learning along the way.
Create equitable opportunities to learn.

Methodology

Qualitative

Bibliographic Information

Barbour, M; Hodges, C; Trust, T; LaBonte, R; Moore, S; Bond, A; Kelly, K; Lockee, B;
Hill, P (December, 2020) Understanding pandemic pedagogy: Differences between
emergency remote, remote and online teaching. Special report of the State of the
Nation: K-12 E-learning project in Canada Project. Canadian eLearning Network
(CANeLearn)
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Abstract

This report argues the importance of avoiding equating emergency remote teaching
with online learning. It is clear from most schools and teacher’s experience with
emergency remote teaching that much more planning and deliberate attention be
provided to teacher preparation, infrastructure, education policy, and resources to
be able to maintain quality instructional continuity during a crisis. This report offers
recommendations for how schools can be better prepared for future crises that
incorporate both home-based and school-based learning opportunities mediated
through online learning environments. While it is clear that schools remain a good
place for children to be supported in their emotional growth and learning, with
proper planning and good communication, homes and communities outside of
school walls can be as well.

Key findings or themes

The report provides definitions to help distinguish between the key terms used:
•

Online Education - results from careful instructional design and planning, using
a systematic model for design and development
Remote teaching – true contingency planning for remote or distance delivery
of instruction based on the realities of the pandemic at a given point in time
Emergency remote teaching – an “all hands on deck” movement to remote
delivery, with massive changes in a short period of time

•
•

It also provides a useful way to conceptualize the current situation, as well as what
may lie ahead is to consider this transition in terms of four phases:
•
•
•
•

Phase 1 – rapid transition to remote teaching and learning
Phase 2 – (re) adding basics
Phase 2 – extended transition during continued turmoil
Phase 4 – emerging new normal

A selection of key recommendations relevant to this paper…
1.

Budget, infrastructure and resource allocation:
• Map out and budget for a more robust online learning ecosystem
• Set up structures to reallocate resources more quickly
2. Support:
• Take steps to make the remote or online learning experience more
consistent across the programme or school
• Scale up (and possibly required) professional development
3. Data Collection:
• Schools and districts should centralise data collection about their students’
needs
• Data collection related to remote learning should become institutionalised
so that it is part of a regular, perhaps annual, assessment
• Teachers and administrators also need to collet student and parent
feedback about what helps and what hinders learning in the online
environment
4. Policy:
• Legislation should be developed to require educational institutions to
develop a digital learning framework and policies
• A digital learning framework and related policies should address web
accessibility, access to infrastructure (technology and internet for learners),
professional learning and ways to evaluate practices
• Policies must be informed by evidence
Methodology
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This report is a collection of revised works from other scholars, primarily focused on
the higher education context, adapted for the K-12 sector.

page 53

Bibliographic Information

Bozkurt, A., Jung, I., Xiao, J., Vladimirschi, V., Schuwer, R., Egorov, G., Lambert, S. R.,
Al-Freih, M., Pete, J., Olcott, Jr., D. Rodes, V., Aranciaga, I., Bali, M., Alvarez, Jr., A. V.,
Roberts, J., Pazurek, A., Raffaghelli, J. E., Panagiotou, N., de Coëtlogon, P., Shahadu,
S., Brown, M., Asino, T. I. Tumwesige, J., Ramírez Reyes, T., Barrios Ipenza, E.,
Ossiannilsson, E., Bond, M., Belhamel, K., Irvine, V., Sharma, R. C., Adam, T., Janssen,
B., Sklyarova, T., Olcott, N. Ambrosino, A., Lazou, C., Mocquet, B., Mano, M., &
Paskevicius, M. (2020). A global outlook to the interruption of education due to
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Key Words

COVID-19
Distance Education
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Abstract

As a response to interruption of education due to the Covid-19 pandemic, this study
is a collaborative reaction that narrates the overall view, reflections from the K12
and higher educational landscape, lessons learned and suggestions from a total of 31
countries across the world with a representation of 62.7% of the whole world
population.
The main purpose of this study is to examine country-based cases to reach a global
outlook and to better understand how societies reacted to the interruption of
education, how they shifted from face to face education to emergency remote
education.
In this study, Asia, where the Covid-19 crisis was first identified, is represented by
seven countries: China, India, Japan, Philippines, Russia, Saudi Arabia, and South
Korea (Set 1). Following that, Africa is represented by seven countries: Algeria, Egypt,
Ghana, Kenya, Namibia, South Africa, and Uganda (Set 2). Europe, with cases from
nine countries, represented by France, Greece, Ireland, Romania, Spain, Sweden, the
Netherlands, Turkey, and the United Kingdom (Set 3). While Australia/Oceania is
represented by only one country which is Australia (Set 4), North America is
represented by two cases from Canada and the US (Set 5). South America, where the
characteristics of the geography is generally rough, is represented by five countries:
Argentina, Brazil, Mexico, Peru and Uruguay (Set 6).

Key findings or themes
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In addition to the value of each case by country, the synthesis of this research
suggests that the current practices can be defined as emergency remote education
and this practice is different from planned practices such as distance education,
online learning or other derivations. Above all, this study points out how social
injustice, inequity and the digital divide have been exacerbated during the pandemic
and need unique and targeted measures if they are to be addressed. While there are
support communities and mechanisms, parents are overburdened between regular
daily/professional duties and emerging educational roles, and all parties are
experiencing trauma, psychological pressure and anxiety to various degrees, which
necessitates a pedagogy of care, affection and empathy. In terms of educational
processes, the interruption of education signifies the importance of openness in
education and highlights issues that should be taken into consideration such as using
alternative assessment and evaluation methods as well as concerns about
surveillance, ethics, and data privacy resulting from nearly exclusive dependency on
online solutions.

page 54

Issues of concern in relation to the interruption of education that are identified in
this study are:
•
•
•
•
•
•
•
•
•

Trauma, psychological pressure and anxiety
Emergency educational roles of the parents
Support communities and mechanisms
Pedagogy of care, affection and empathy
Reasonable adjustment: alternative assessment and evaluation methods
Surveillance, ethics and data privacy concerns
Digital divide
Inequity and social justice
Openness: open educational practices, open educational resources, open
scholarship, open science and open data
Gender issues
Essential (soft) skills and competencies to survive in a time of crisis

•
•
Methodology

Qualitative case study
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Connolly, H. Commissioner for Children and Young People, South Australia (2020)
Reflections on COVID-19 — In their own words, South Australian young people reflect
on the impact of the coronavirus on their world and their futures

Access Online
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Key Words

COVID-19
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Relationships
Student voice

Abstract

A report from Commissioner for Children and Young People, South Australia based
on reflections that are primarily those of young people, rather than children. Due to
the challenges that come with safely and independently engaging with children
online, our insights into the impact of COVID-19 on children under 13 years of age
have come from older brothers and sisters, parents, community volunteers and
community workers who have been supporting them.

Key findings or themes

Key themes reported on are:

•
•
•
•
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Hopeless and helpless – including focus on experiences of the digital divide, of
relationship stress, declining aspirations, and lost social, economic and
community participation.
Identity and opportunities – the impact COVID-19 disruptions were having on
short-term and long-term aspirations; including the fear of not being able to
access stable, safe and secure work opportunities
Participation and motivation - For many young people, their long-term study,
work, travel and relationship aspirations are closely linked to their feelings and
experiences of having a sense of purpose and meaning in their lives.
Relationships and connections - physical distancing and isolation has had a
significant impact on the intimacy of their friendships
and romantic relationships. The loss of physical and offline connections with
peers, teachers and other trusted adults, however, has been a concern for
many young people.
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•

Access and equity - Many young people explained that digital access was
central to how they were coping, enabling them to access information and stay
connected with others and with their learning.

Methodology

Report
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Country of Origin

USA

Key Words

COVID-19
Reinventing school
Policy and practice
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Abstract

This report provides an overarching framework that focuses on how policymakers as
well as educators can support equitable, effective teaching and learning regardless
of the medium through which that takes place. This framework provides research,
state and local examples, and policy recommendations in 10 key areas that speak
both to transforming learning and to closing opportunity and achievement gaps.

Key findings or themes

The report identifies and describes 10 policy priorities will help schools reinvent
themselves around principles of equity, authentic learning, and stronger
relationships, and they require shifts from policymakers and educators alike. It
illustrates how policymakers and educators can:
1.
2.
3.
4.
5.
6.
7.
8.
9.
10.

Close the digital divide
Strengthen distance and blended learning
Assess what students need
Ensure supports for social and emotional learning
Redesign schools for stronger relationships
Emphasize authentic, culturally responsive learning
Provide expanded learning time
Establish community schools and wraparound supports
Prepare educators for reinventing school
Leverage more adequate and equitable school funding

Methodology

Report
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Return to school
Differentiation
Remote learning
Abstract

In this article, the authors focus not on the health responses to the pandemic, which
are being addressed by public-health officials, but on the learning imperative. For
many students, a full-time return to the classroom won’t be safe for some time. It’s
therefore important to understand three lessons to get remote and hybrid learning
right (see sidebar, “Tools to help educators around the world navigate the
pandemic”).

Key findings or themes

The three key ‘lessons’ identified by the authors of this report are listed below, with
the sub-sections also listed:
1.

2.

3.

Differentiate by the level of need and capability
a. Focus resources on students experiencing the greatest challenges
b. As schools reopen, prioritize elementary for in-person instruction
c. Design programs to fit the local context
d. Design systems specifically for remote and hybrid environments
Start by defining the optimal remote-learning experience for students
a. Anchor around the teaching value chain
b. Engage students with variety and reduced complexity
c. Consider new teacher-allocation models
d. Test plans using day-in-the-life-of (DILO) simulations
Relationships are the foundation of learning
a. Teachers need to feel safe and equipped to teach
b. Students must feel safe and equipped to learn
c. Parents are part of the solution

Methodology

Report

Bibliographic Information

ERO (June, 2020) COVID-19: Learning in lockdown. [initial findings] Wellington, NZ,
Education Review Office

Access online

https://www.ero.govt.nz/publications/covid-19-learning-in-lockdown/

Country of Origin

New Zealand

Key Words

COVID-19
Lockdown
Emergency remote teaching

Abstract

Key findings or themes
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This report provides a summary of experiences of both teachers and learners during
the lockdown period:
•

Mix of primary and secondary schools and schools from different deciles and
regions

•

10,000 students, 700 teachers surveyed across 70 schools

•

Data was collected from 23 April to 13 May, covering the tail end of Alert Level
4 and the beginning of Alert Level 3

Summary:
•

Older students were unable to cope with the workload whilst learning at home

•

Many students didn’t receive the feedback they needed
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•

Teachers found it difficult to monitor student progress remotely

•

Not all students were able to access the technology they needed

•

Some students didn’t engage with learning – particularly male students and
secondary students

Expanded:
Some teachers and student’s mental health was affected (although we don’t know
how much was prevalent before or how much was caused by the lockdown
experience)
For students, the concern was particularly felt by older students, most noticeably
those in years 11-13 who are working through NCEA in 2020. Three quarters of these
students felt they were not able to cope as well with the workload and expectations
while learning from home, and that the support they required was not readily
available.
Fewer obstacles existed at primary level, with far more primary students receiving
good support at home to help them learn.
Both groups recognised access to technology and online learning as an obstacle, with
some students having to share devices with others in their bubble. Sharing devices
was more common among students within schools serving the most disadvantaged
communities, but the survey also showed that more of this group tuned into Home
Learning TV. For many older students there was also agreement that parents were
less able to support them in their learning.
One group of senior students who were more positive about learning from home
were Pacific students from lower decile schools. It is possible these students had
someone in their household who was able to assist with their studies.
ERO found that teachers worked particularly hard to support their students through
the lockdown. Around 80% of students reported that their teacher had checked on
their wellbeing during the early period of Term 2.
For teachers, there were concerns that students were not positively engaging with
their learning, and that this affected their ability to track learning and progress. Only
a third of teachers felt they could effectively monitor student progress.
There were also concerns about the ability to tailor learning for each individual when
teaching from a distance. This is reflected by the student survey, which found over
half of students felt they had not received adequate feedback from teachers.
Methodology

Multi-method approach: Survey, school/ECE interviews and Focus groups/case
studies. ERO surveyed 10,000 year 4 to year 13 students, across 67 primary and
secondary schools and 694 teachers from 67 schools, over the first few weeks of
term 2, 2020.

Bibliographic Information
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Abstract
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ERO has a comprehensive and fast-tracked work programme underway to
understand the ongoing impact of Covid-19 on students, services and schools, and
on teaching and learning in Aotearoa New Zealand in the English and Māori medium
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education sectors. Given the speed with which Covid-19 is developing, ERO is
providing interim findings to inform the response by the Government, schools and
early childhood services. This report is the second of the series of preliminary
findings from this work.
Key findings or themes

EARLY YEARS
Things that helped during lockdown:
•
•
•

Regular and clear communication
Supporting parents and community
Support from the Ministry of Education

Transitioning back into services
•
•

Gradual re-opening helped
Anxiety was an issue

Ongoing challenges
•
•
•
•
•
•

Kaiako stress
Kaiako sick leave
Reduced attendance
Vulnerable groups
Greater engagement with parents and whānau
Confidence and use of digital technologies

SCHOOLS
Things that helped during lockdown:
•
•
•
•

Being prepared
Ministry of education and others’ support
Strong communications
Prioritising wellbeing

Transitioning back into services
•
•
•
•

•

66% identified this as successful
33% challenged by difficulty contacting parents, anxiety among learners or
signs of trauma, challenging behaviours, difficulty re-engaging learners
Lower decile schools reported more challenges in transitioning than higher
decile
Some specific considerations for Māori learners in EM schools, including
cultural elements in learning packs, access to devices, anxiety and health
issues
Pacific learners also concerned about access to devices and levels of anxiety
and health issues.

Ongoing challenges
•
•
•
•
•
•
•
Methodology
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Staff wellbeing
Principals’ stress
Learner progress
Student wellbeing
Financial concerns
Technology
Engagement with parents and whānau

This update sets out the preliminary findings from interviews with 95 early childhood
service providers and 110 schools. In the English medium sector, the interviews with
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early years services began in July 2020 with service leaders and will continue to the
end of August 2020. For schools, interviews with principals and Board Chairs took
place from the middle of June 2020 to late July 2020 and a further round of
interviews are underway in term 3. In the Māori medium sector, ERO’s specialist
Māori medium evaluation and review team, Te Uepū ā-Motu, gathered Covid-19
insights alongside Māori medium partners, Kōhanga reo, Puna reo, Te Aho Matua
Kura Kaupapa Māori, Ngā Kura ā Iwi and Ngā Kura Motuhake.
Bibliographic Information
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Schools. Wellington, NZ, Education Review Office

Access online

https://www.ero.govt.nz/publications/learning-in-a-covid-19-world-the-impact-ofcovid-19-on-schools/

Country of Origin

New Zealand
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Abstract

Schools faced new challenges in 2020 as a result of the COVID-19 pandemic. To
understand what these challenges were and how schools responded, the Education
Review Office interviewed 750 schools and surveyed over 2500 principals and
teachers across the country, from May through to September 2020. We found that
schools went the extra mile to keep students learning and to support the wellbeing
of students and staff. However, there is likely to have been a negative impact on
student progress and wellbeing – with students telling us they were still anxious
about COVID-19. It is likely the impacts of COVID-19 on education will continue to be
felt this year.
This report sets what the challenges have been for these schools during the
pandemic and, to support schools and the education system to respond to the
ongoing COVID-19 pandemic, the report identifies key lessons going forward and
practical steps schools can take.

Key findings or themes

This report provides an insight into how schools have navigated their way through
the COVID-19 pandemic and what the impact has been on students and their
whānau, teachers and principals. There are some clear lessons for moving forward to
support student wellbeing, engagement and learning, help teachers and principals
thrive and help schools prepare for any future lockdowns. Key lessons include:
1.

2.

3.

4.

5.
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Support student wellbeing
a. Prepare for students who are likely to still be anxious
b. Monitor student wellbeing
c. Target support for students who most need it
Support student engagement
a. Prioritise and understand student attendance and engagement
b. Work with parents and whānau to support engagement
c. Develop tailored strategies to engage students early in the year
Support student learning
a. Recognise that this cohort of students will not be where they would have
been in previous years
b. Understand the nature and size of the impact on student learning
c. Differentiate teaching for students based on identified gaps in their
learning
Enable teachers and principals to thrive
a. Keep a close eye on teacher and principal wellbeing
b. Increase support for those who need it
Prepare for future lockdowns and shocks
a. Be deliberate about the use of technology
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6.

Methodology

b. Maintain relationships with parents and whānau
At a system level:
a. Target support to the student and schools that need it
b. Monitor the ongoing impact of COVID-19 on student outcomes
c. Connect principals and schools to share their experiences

ERO used a mixed-methods approach across multiple data sources, yielding both
quantitative and qualitative data, for this investigation. The target population were
all English-medium schools in New Zealand. Data were collected across surveys of
principals, teachers and students, interviews with principals, board chairs and
teachers, and focus groups conducted with teachers, trustees, students and whānau.
Surveys were conducted both during and after the national lockdown, while the
interviews and focus groups were conducted after the national lockdown.
Quantitative data were statistically analysed using STATA, and qualitative data were
thematically analysed using NVivo.
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Abstract

Te Pou Mataaho, ERO’s evaluation and research group, and Te Uepū ā Motu, ERO’s
national evaluation and review team, pursued this evaluation to provide an evidence
base about the initial impacts of Covid-19 on Māori-medium education and how the
sector responded. This report looks specifically at the response of the Māori-medium
sector to Covid-19, highlighting how the Māori-medium sector successfully joined
forces with their communities to respond quickly to the many challenges presented
by Covid-19, and went above and beyond for learners, whānau, hapū and iwi.

Key findings or themes

The Māori-medium sector has continued to show great success in providing for
tamariki Māori and their whānau. The findings demonstrate how those within the
sector successfully joined forces with their communities to respond quickly to the
many challenges presented by Covid-19, and went above and beyond for learners,
whānau, hapū and iwi.
This research found that many learners have come through this period of crisis with
their wellbeing and engagement in learning enhanced by the experience. Leaders
and kaiako supported learners and their whānau by working with them and
remaining connected to them through high levels of whānaungatanga and
manaakitanga. Despite the inequities experienced due to a lack of resources and the
‘digital divide’, leaders reported a rise in learner and whānau engagement through
distance learning.
ERO’s findings show Māori-medium learners were more engaged and more likely to
experience wellbeing and continuity of learning when certain systems, practices and
conditions were evident prior to, and during COVID-19 Alert Levels 1-4. These
included:
•
•
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learners being at the centre of decision making; learners building resilience,
showing adaptability and developing self-led learning skills
whānaungatanga, shared responsibility and decision making driven by effective
collaborative leadership and strong communities and communication practices
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•

•
•

learner access to meaningful and differentiated learning experiences and
resources that develop their linguistic and cultural capabilities and their skills
to participate in te ao Māori and achieve education success as Māori
the evolving digital curriculums in Māori-medium education, and kaiako
capability to use technology effectively as a teaching and learning tool
kaiako and whānau having access to hard copy learning materials, digital
technology, adequate devices and reliable internet connections.

Māori communities kept connected and upheld tikanga practices. Kaiako across the
motu shared teaching and learning resources, and whānau supported authentic and
exciting home-life learning experiences.
The opportunity going forward is for ERO and its partners – Te Kōhanga Reo, Te
Rūnanga Nui o Ngā Kura Kaupapa Māori o Aotearoa and Ngā Kura ā Iwi o Aotearoa –
to use the insights from this evaluation to assist kura and services to be better
prepared to deliver distance learning in uncertain times. The creation of more
resources and improved access to technology in Māori-medium education is critical.
The findings highlight the opportunity to harness and share – across both Māorimedium and English-medium education – the effective teaching and learning
practices already occurring in te ao Māori, and enhancing Māori achieving
educational success as Māori.
Methodology

The evaluation approach has been designed by Māori, with Māori, for Māori and in
te reo Māori. It respectfully acknowledges and validates the underlying principles of
the differing provisions of Māori-medium education for Te Rūnanga Nui o Ngā Kura
Kaupapa Māori o Aotearoa, Ngā Kura ā Iwi o Aotearoa, Kōhanga Reo, Puna Reo and
Whare Kōhungahunga, and operates in accordance with these.
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Abstract

In their earlier report titled Learning in a Covid-19 World: The Impact of Covid-19 on
Schools the ERO researchers found that secondary school students had been most
impacted by Covid-19, and as a group they are most at risk of disengaging from
learning.
This report identifies six key themes to consider when endeavouring to engage
secondary students in learning during the Covid-19 pandemic, along with three tiers
of support for student engagement. It also collates a range of practical, evidencebased strategies that schools can implement to promote student re-engagement.

Key findings or themes

The ongoing Covid-19 pandemic has led to significant disruption to schooling,
ongoing uncertainty and new requirements – all of which impacts on student
engagement. Our report Learning in a Covid-19 World: The Impact of Covid-19 on
Schools has found that secondary school students have been most impacted.
To help support secondary schools with this challenge, evidence-based practices are
identified that can make a difference to engagement. This report describes practical
strategies to support student engagement during the Covid-19 pandemic, including
re-engaging students who are showing signs of disengagement. This report also sets
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out actions and innovative practices that schools have told us they found useful in
engaging students after lockdown.
The six themes are:
1.
2.
3.
4.
5.
6.

Prioritise wellbeing and connection
Understand the context to respond rapidly to identified concerns
Build and strengthen relationships for learning
Communicate effectively with students and whānau
Individualise learning and promote student agency
Reframe and adapt classroom approaches

The three tiers are:
1.
2.
3.
Methodology

Tier One – all students
Tier Two – at-risk students
Tier Three – Disengaging students

This report synthesises a range of evidence to identify the best approaches for
engaging students in education. Sources included:
•
•
•
•

a review of published literature to identify key themes and strategies of
student engagement
recent OECD and united Nations reports on education during the Covid-19
pandemic to identify current practical advice
ERO’s 2013 report on educational continuity during the Canterbury earthquake
sequence, to identify themes and strategies to support educational continuity
surveys, interviews and focus groups ERO undertook with secondary school
stakeholders to identify approaches that are already being used to engage
students.
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Abstract

Early childhood education services had to quickly adapt to changing requirements
and periods of uncertainty due to Covid-19 in 2020. Through our work on the impact
of Covid-19 we found that services went above and beyond to support children, staff
and whānau and that there have been some real gains in how leaders and kaiako
support and teach children. However, we also found that the full impact on early
childhood education may be yet to come.
To help early childhood education services and the education system to respond to
the ongoing Covid-19 pandemic, this report sets out what the challenges have been
for services and what lessons can support children, teachers and whānau going
forward.

Key findings or themes

From the interviews with leaders in early childhood services, ERO has identified
eight key lessons:
1.
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The Ministry of Education may need to continue to provide information and
support, which was well received by services. Services may need help to
develop new ways of working that includes a mix of staff and students teaching
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2.

3.
4.

5.

6.

7.

8.

and learning from home and onsite, as well as a complete closure of the
service.
Many leaders have developed or reviewed their pandemic plans. New health
and safety processes have been established and there has been an increased
focus on keeping healthy. These are positive shifts worth embedding.
The learning partnership between kaiako and parents has been strengthened
through increased and regular communication.
Many children engaged in online learning with their kaiako and peers. This
regular engagement and children being able to see their kaiako online is
thought to have been a contributing factor to how well children transitioned
back into their service.
COVID-19 has accelerated the use of digital technologies in early childhood
teaching and learning. Leaders and kaiako are positive about this outcome and
have indicated they would like to build on this moving forward.
The wellbeing and engagement of many children was well supported.
However, additional support will be needed for children whose wellbeing and
learning was disrupted due to COVID-19. Leaders and kaiako will need to:
a. identify who these children are and understand the ongoing impact on
their wellbeing and learning
b. monitor these children and their families, particularly, children with
additional learning needs, health issues, disabilities and children who
lacked access to resources and support to learn during lockdown
c. identify what additional support these children need to address any
wellbeing and learning issues.
Many leaders and kaiako took on additional work, responsibilities and roles as
they supported children and their whānau during and after lockdown. For both
leaders and kaiako, this had a toll on their own wellbeing and the impact of this
may continue for some time. Monitoring and supporting the wellbeing of
leaders and kaiako is critical as we move forward.
The full impact of the COVID-19 pandemic on children’s enrolment and
attendance in early childhood education, and the related impact on early
childhood services’ viability, has not yet been felt. In the coming months it will
be important to continue to monitor the impact of Covid-19 and if this has an
impact on the quality of provision.

Methodology

From late June through to mid-August, a month after services had reopened under
COVID-19 Alert Level 2, ERO Review Officers conducted in-depth interviews with
leaders from 400 early childhood services. From these interviews, we drew a
representative sample for a more detailed analysis of the information and
perspectives provided.
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Educational technology
Abstract

Key findings or themes

Conducted by leading Australian education consultancy Pivot Professional Learning
in partnership with online platform Education Perfect, the survey asked educators a
series of questions about their experiences with online teaching during the COVID-19
schools shutdown, and sought their views about the impacts on school children and
educational outcomes. The survey results provide revealing – and in some ways
alarming – insights into the realities of distance education, both for teachers and
home-bound students, as communities and governments continue to face difficult
choices about education during this unprecedented crisis.
1.

2.

3.
4.
5.
6.

7.

8.

9.
10.

11.

12.

13.
14.
Methodology
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Teachers were divided about the efficacy of online learning, with almost equal
numbers responding they were ‘confident’ and ‘not confident’ about it.
However, some 80 per cent believed students would need extra instructional
support when they got back to school.
When teachers were asked to pick their top three concerns about distance
learning on students, the most common responses were: students’ social
isolation, a decrease in student well-being, and potential learning loss. Notably,
educators ranked students’ social needs above learning loss.
Respondents expressed anxiety about a loss of social connection with their
students and a decrease in the effectiveness of their teaching practice.
The difficulty of engaging students who typically need one-on-one attention,
especially the young, was a theme.
Teachers struggled with how to best adapt their teaching methods for a digital
environment.
A large minority of educators – 39% in Australia and 42% in New Zealand –
reported being only “somewhat confident” or “not at all confident” in their
school’s ability to meet students’ learning needs online. Primary educators
were significantly less likely to report feeling confident than secondary
educators.
Respondents in remote, rural and lower socio-economic areas expressed
concerns about students’ lack of access to technology and reliable internet.
Primary teachers also expressed worries that they were less able to meet the
needs of their students in this regard.
Schools are using between 2-5 technologies to support distance learning.
Teachers expressed mixed levels of satisfaction with four broad types of
remote learning technologies and tools now in use across schools. Each
technology platform type was rated by teachers according to various criteria.
Teachers reported widely differing levels of confidence in various technologies
being used for teaching remotely.
Those whose primary technology was collaboration-based (such as Zoom or
Skype) were twice as likely to be “not at all confident” that the technology
supported various aspects of their teaching practice.
Teachers reported significant increases in demands on their time under remote
learning. Across both countries, 70% of teachers said planning time had
increased either “slightly” or “significantly.”
Respondents in blended environments felt burdened by having to
simultaneously teach students in person at school (for those attending) and
remotely
Many teachers also revealed they felt socially isolated.
Educators valued student feedback not only around their perceptions of
teaching and learning online, but also with respect to their personal well-being.

Survey of 3500 teachers in schools in Australia and NZ (2373 Australia, 1183 NZ)

page 65

Bibliographic Information

Gouëdard,P; Pont, B; Viennet, R (July 2020) Education Responses to COVID-19:
Implementing a way forward OECD Working Paper No.224

Access online

http://www.oecd.org/officialdocuments/publicdisplaydocumentpdf/

Country of Origin

France

Key Words

COVID-19
Education Systems
Policy

Abstract

During the COVID-19 crisis, countries have implemented a range of measures to curb
the educational impact of the pandemic. In times of emergency, speed in the
implementation of responses is key, but evidence of what may work is limited, and
constraints on resources and capacity are binding. A framework providing a coherent
implementation perspective can save time and result in better outcomes. As
countries explore ways forward to reopen schools and design new models of
education that expand the borders of the physical schools through technology, this
paper proposes a framework that can help governments structure the
implementation strategy of their evolving education responses to COVID-19. It
consists of a set of general recommendations and guiding questions that can inform
the development of mid-term education strategies and, more broadly, help build
school systems’ resilience for potential education emergencies.

Key findings or themes

Key recommendations and actions identified in this report:
1.

2.

3.

4.

Methodology
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Identify key contextual factors relevant to the crisis
a. Assess the resources necessary for a transition to distance or hybrid
learning approaches
b. Broaden the cooperation with potential partners
c. Consider health, welfare and assessment policies in the education
response
Consider stakeholders as the main drivers of change
a. Co-construct the education response with key stakeholders
b. Focus responsibilities of the different stakeholders on supporting
education delivery
c. Build on existing tools to support communication
d. Adapt existing feedback loops to gather information
Design an educational policy informed by the educational impact of the crisis
to respond to school needs
a. Develop a vision guiding the policy response
b. Choose the adequate modes of education delivery
c. Provide just in time professional development for teachers and parents
d. Empower schools in the delivery of learning
Shape a clear and coherent implementation strategy
a. Shape the implementation strategy
b. Establish a communication strategy that can reach different audiences
c. Monitor the implementation to understand progress and avoid potential
pitfalls

Qualitative - This paper was presented during the OECD Implementing Education
Policy: Annual Country Representatives Peer Learning Event June 10-11 2020, with
more than 80 participants from more than 20 OECD countries, education
stakeholder representatives and OECD staff. The authors thank participants in the
meeting for their contributions, which have enriched the final version of this paper.
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Abstract

This report is organised into four parts. Parts one to three report the findings from
the analysis of the narrative reflections. Part one explores what happened during
lockdown, considering modes of delivery and approaches to teaching and learning,
the nature of student engagement, how the lockdown period influenced issues of
equity and educational inequality, and the learning and professional development of
teachers during the lockdown period.
Part two identifies the instructional practices that appeared to lead to more positive
and successful learning experiences, while part three explores the aspects of schools,
schooling, teaching and learning that were lost or more difficult to replicate during
distance learning.
Finally, part four of the report moves beyond the findings of the data to explore
some of the challenges, opportunities and questions for New Zealand education
emerging from the lockdown period.
The aspects covered in the final section are not an exhaustive list, nor does the
discussion necessarily provide answers or a clear route forward. Rather, it identifies
areas worthy of further discussion and exploration.

Key findings or themes

1.

2.

3.

4.

5.
6.
7.
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The lockdown period shone a light on the range of existing inequities,
disparities and divides within New Zealand’s education system, as well as
potentially exacerbating them
The lockdown period also raised concerns regarding the preparedness of
schools and teachers to support the learning of neurodiverse students and
those needing additional learning support.
There was substantial variation in how schools and individual teachers
approached teaching and learning during the lockdown period, and this
variation was similarly matched by a wide range of experiences of these
approaches by teachers, students and parents.
There were significant differences in the experiences of both teachers and
students of synchronous video calls. Some teachers considered them to have
minimal pedagogical value but to play an important aspect in maintaining
relationships and facilitating ongoing engagement.
Across all sectors there was considerable variation in student engagement,
which was manifest in a variety of ways
Teachers typically identified access to a device or internet connection and the
nature of the home environment as the primary reasons for disengagement
During remote learning, disengagement and non-engagement became more
evident to teachers, although this does not necessarily indicate an overall
increase in disengaged students.
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8.

9.

10.

11.

12.

13.

14.

15.
16.
17.
18.
19.

20.

21.
22.

23.
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While attendance is higher overall during face-to-face lessons, this should not
be used as a proxy for engagement (and in turn engagement, while important,
is not a proxy for learning)
Access varied significantly both between schools and within schools. Teachers
discussed their concerns that the lockdown period will have exacerbated the
achievement gap among students.
Overall, the lockdown period was an opportunity for considerable professional
learning and growth for teachers, prompting the development of new skills and
knowledge, as well as new opportunities for teacher collaboration and
cooperation.
Concern was also raised by teachers over their levels of preparedness and
resourcing to support the learning of neurodiverse students and those needing
additional learning support, such as students with English as an additional
language
While the approaches and models of distance learning are characterised by
their heterogeneity – between schools, within schools and sometimes within
specific classes – and the experiences of both students and teachers varied
considerably, common themes emerged from the data regarding factors that
contributed to more positive experiences. Many of these factors map neatly
onto what research tells us is important for effective teaching and learning
more generally.
Much of the success of remote learning was reliant on the strength of
relationships that existed – between teachers and students, between the
school and parents, and between school leaders and teachers. These
relationships were further underpinned by a strong, coherent school culture
that was embedded across all aspects of the school, its processes and systems.
For some teachers, the lockdown period provided an opportunity to build
or strengthen their relationships with whānau as it offered greater insight
into the home lives of their students and opened up new channels of
communication.
Some parents reported that the lockdown period gave them an opportunity
to gain an insight into their children as learners.
Focusing on wellbeing was recognised by a majority of students, parents and
teachers as being important over this period.
The frequency and consistency of communication between school and home
played an important role in both students’ and parents’ experiences.
Instructions to students needed to be clear and precise, explicitly setting out
what students were required to do.
Maintaining high expectations and holding students accountable for meeting
these expectations was critical for maintaining students’ motivation and
engagement and facilitating learning.
Utilising a variety of tasks that were well-matched to the intended learning
outcomes and moving beyond low-level tasks and “busy work” to engage
students in meaningful learning, supported motivation and engagement.
Students who established some form of routine or daily structure were
more likely to stay up-to-date with work and to maintain their engagement.
Providing students with a degree of choice over how they completed a task
typically led to greater engagement in the learning and a higher probability of
the task being completed.
Providing regular formative assessment and feedback that was connected
to the expectations set by the teacher was crucial for motivation and
engagement as well as for ongoing learning.
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24. The ability to provide just-in-time support and in-the-moment feedback, as
would occur in the classroom, was identified by some teachers and students as
critical to sustaining engagement and learning
25. Self-regulation and self-management were identified as critical skills students
needed to engage successfully in distance learning, enabling them to structure
and manage their time, to prioritise activities, and to select suitable strategies
and overcome challenges.
26. There was general recognition from teachers that it was challenging to develop
the systems and structures at a distance to support the development of selfregulation and self-management skills.
27. While a small minority of teachers preferred the experience of remote
teaching and learning, and a considerable minority of students reported
enjoying the opportunity to learn from home, a majority of respondents felt
that important aspects of schooling were lost during remote learning.
28. The social component of teaching and learning was challenging to replicate in
distance models. While teachers endeavoured to offer opportunities for
connection with students (and in many instances these were appreciated by
the students), the online interactions and engagement were not a substitute
for the nature of interactions and relationships that are enabled in the
classroom.
29. Where possible, teachers did utilise co-operative learning activities and
discussions, but there was general consensus that these were, on average, less
effective than in a classroom setting.
30. New Zealand, compared with many countries around the world, has been
incredibly lucky. While the lockdown period did uncover a number of tensions,
challenges and concerns, the relative brevity of the period – eight weeks, of
which two were school holidays – in many ways reduced the level of disruption
to schooling and [hopefully] any sustained impact on student outcomes.
However, in saying that, it must be acknowledged that for some, the lockdown
period significantly impacted on their wellbeing and potentially their learning.
Methodology

An online survey with providing 251 submissions from teachers and school leaders,
64 from parents and 47 from students.
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Abstract

This report responds to flaxroots research by Ngāti Whātua Ōrākei that provides
compelling evidence of disparities in digital education during the pandemic
response. It shows the the positive effects of addressing these digital divides on the
outlook of both rangatahi and their parents about their futures. The lessons learned
can be generalised beyond the experiences of Ngāti Whātua Ōrākei.

Key findings or themes

Summary of recommendations:
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1.

Identify and build on the capacity of iwi, like Ngāti Whātua Ōrākei, to
promote and enhance digital inclusiveness
2. Ensure greater co-determination between the Ministry of Education and iwi
organisations to create effective partnerships so as to ensure effective
digital inclusion
3. Support more flaxroots research, partnering with iwi and Māori
communities, to assess educational impacts and needs in the post-COVID19 and recovery periods
4. Expedite universal provision of suitable devices to ensure each student has
access to their own device to promote equitable learning opportunities and
outcomes
5. Address the connectivity barriers, with urgency, to ensure all students have
appropriate and sufficient access to the internet for online learning and
support
6. Provide accelerated learning and additional tutoring to help students
recover from lockdown impacts on their learning so they can achieve
equitable success in valued outcomes, including national qualifications
7. Provide one-to-one teaching support for teachers/kaiako and
parents/whānau assisting students in remote learning
8. Provide free access to culturally responsive psychosocial support for
students, parents and teachers throughout the recovery period, especially
during the next six months, and thereafter ensure adequate psychosocial
support capability in all schools and kura kaupapa to meet ongoing needs
9. Address the ongoing structural drivers underpinning the digital divide and
educational challenges for Māori, through an inter-sectoral approach
10. Support equitable funding and resourcing of Māori-medium education in
the preschool and compulsory sector based on need.
Methodology

During April 2020, Whai Maia surveyed Ngāti Whātua Ōrākei to get an
understanding of the overall concern and need over the COVID-19 lockdown period.
From here, they asked whānau with school-aged tamariki and rangatahi currently at
levels between Year 7–13 to complete a second survey that focussed on education
needs and requirement for digital devices. Thereafter, a hui with a national group of
Māori-medium kaiako (teachers), separate to the surveyed cohorts, provided Whai
Maia with additional qualitative data related to lockdown impacts on kōhanga reo
(pre-schools) and kura kaupapa (primary/ secondary schools). At this stage, Koi Tū:
The Centre for Informed Futures was asked to partner with Ngāti Whātua Ōrākei to
assist and put an expert lens to their work and report on the educational challenges
and inequalities exposed during the lockdown period.
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This document identifies the departments and agencies that should lead the work in
these priority areas. Coordination across government will also be essential if
ministers agree to advance this agenda.
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Key findings or themes

This report identifies five priority areas requiring collaboration between the
government and respective agencies and businesses:
1.
2.
3.
4.
5.

Affordable connectivity
Getting devices to those who can’t afford them
Wrap-around support for the newly connected
Digital skills for displaced workers and small businesses
Longer term Internet resilience

Methodology

Submitted on behalf of Internet NZ members
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Abstract

This rapid report aims to provide hope amid the chaos in bringing together data on
programs geared to issues of school meals, wellbeing and mental health, viable
learning formats, and access to necessary tools and materials to continue learning
through the immediate response to lockdown.

Key findings or themes

Overview of key findings:
Food: school meals are being provided by existing, yet modified, programs with
many extending their services to all children under the age of 18. Most programs are
pick-up with some providing drive thru.
Mental Health: Most school boards are offering advice and links to resources and
supports that can be accessed either online or by phone.
Distance/Alternative Learning: Most educational needs have a distance learning
format. While the majority of these are online (podcast, Youtube, website,
application), there are some that are televised with others by radio program and yet
others are hard copy homework packets.
Access to Technology: is found as a key issue on fewer sites than other issues but is
addressed by the US and Australian authorities as important considerations. These
are generally addressed by sharing or lending programs involving an application.
Internet service is also an important issue with many US districts/boards offering
mobile hotspots either free or at a reduced cost. Many online platforms and sites are
waiving fees and are being made available to teachers, students and families.

Methodology

Report
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Virtual Learning Network
Abstract

The purpose of this study was to evaluate the affordances and barriers of the VLN
classes in New Zealand, as experienced and perceived by the eStudents and whānau,
eTeachers, eDeans and support teachers, principals, as well as non-VLN principals, to
gain a better understanding of how teaching and learning were undertaken in the
VLN classes.

Key findings or themes

Learning experience of the eStudents:
• Majority were highly excited and passionate, valuing the flexibility and
independence their class afforded.
• 40% of Secondary students felt disadvantaged in not being able to attend a face
to face class
• Two thirds preferred attending face to face class if they could
• Teaching experience of the eTeachers:
• 90% experienced users of digital tools, enthusiastic and experienced teachers
• Beginning eTeachers enjoyed the experience of teaching online less than the
experienced eTeachers
Experiencing cognitive, teaching and social presence:
• There was a strong, positive, and significant relationship between cognitive,
teaching, and social presence and overall learning experience for both primary
and secondary eStudents
• Approx two- third of the secondary eStudents felt that video-conferencing and
online discussions were effective in supporting their learning, and about 80% of
them used a variety of Internet information sources in their online class
Facilitating cognitive, teaching and social presence:
• While some secondary eTeachers facilitated cognitive presence in their online
class by encouraging class interaction, the lack of class discussion was frequently
reported, suggesting teacher-centredness was dominant in the online classes,
and limited employment of social constructivist-based pedagogies by the
eTeachers.
Learning affordances of online classes
• The majority of the eStudents felt that their online classes afforded them to
develop independent, informal learning, problem solving, and collaborating
skills, and to connect learning to real-life situations
• The vast majority of the eTeachers, eDeans, principals, and whānau of the
eStudents also agreed that the online classes had afforded the development of
all these skills, including communication skills
Pedagogical affordances of online classes:
• Over 60% of the eTeachers felt that it was more flexible to teach an online class
compared to teaching an in-person class, and about 90% of all the eTeachers felt
that their online teaching had a positive impact on classroom teaching.
• The Covid-19 pandemic revealed the need to upskill teachers to teach online,
and the eTeachers were able to serve as leaders and mentors in their schools to
provide support to their colleagues
Technological affordances of online classes
• Over 90% of the eTeachers, eDeans, principals, and whānau also agreed that the
digital tools used in the VLN classes were effective in supporting online teaching
and learning.
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Institutional affordances of online classes
• The vast majority of the participants of this study agreed that the availability of
the VLN classes afforded the eStudents to take a class which their home school
was unable to offer, either as an alternative class or an extra class to expand
their learning horizon.
Learning barriers of the online classes
• For the secondary eTeachers, how to motivate and engage students in an online
environment was the top challenge
• At the primary level, support from an on-site class teacher was considered
important by the eTeachers since the lack of support would create a barrier for
effective online teaching.
Technological Barriers of the online classes
• Internet connectivity was the top barrier at the primary level, but it was not a
major issue at the secondary level.
Institutional Barriers of the online classes
• Close to half of the eDeans and principals at the secondary level, and over 80%
of the primary principals and non-VLN principals considered funding a barrier for
taking part in VLN classes.
Methodology

A mixed research methods was employed in this study to address three research
questions. A literature review on the affordances and barriers of online teaching and
learning was conducted to develop the research questions for this study.
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Abstract

From March 25 to May 20th 2020, schools went through varying levels of
restrictions, and were thrust into a dramatically different environment – one that
they were given 48 hours to prepare for. Springboard Trust conducted extensive
surveys and one-on-one interviews with principals who are working or have worked
with them, applying reflexive thematic analysis to the results to discover the true
impact of COVID-19 on New Zealand’s education sector. This enquiry focused on
three umbrella concepts: successes, challenges and concerns for the future.
Principals overwhelmingly perceived the level of engagement that they had
established and continued through lockdown as one of their greatest successes –
particularly in relation to staff and whānau engagement, where principals found
strong two-way relationships.

Key findings or themes

Overall, principals identified the following key concepts or actions that they deemed
successful or challenging under lockdown:
Successes
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•
•
•

•

•
•

Principals had great success engaging their teaching team, students and
whānau.
Principals saw themselves as successful decision-makers under lockdown,
especially when they had to do so rapidly.
Principals found success in creating new procedures relating to a crisis and
arranging professional learning and development (PLD) for their own teams,
notably around digital capabilities.
Principals saw their use
of technology as a big success, both for distance learning and maintaining
important connections with their teams, students and community.
Principals were proud of their staff through lockdown.
Generally, principals felt the
best communication they had with teachers were clear, consistent and
timely.

Challenges
•
•
•

•
•
•
•
•

Principals found it challenging to keep school culture going when students
and teachers were distanced.
Household internet and devices, as well as distractions and competing
demands at home, proved a significant challenge for principals
Students struggled to reacclimatise to school routine, which schools
attempted to address with welcoming people at the gate, rostered
playground activity and a focus on wellbeing.
Despite Ministry of Education efforts, online learning was not available to
many students.
Principals’ teams proved both a success and a challenge
Some principals reported having to coerce some teachers and leaders into
returning when restrictions eased.
Principals felt responsible for the wellbeing and security of staff, student
sand many whānau
Principals faced significant challenges with short- notice changes from the
Ministry of Education or wider government

Future Concerns
•
•

•

•

Transition back to school after such a long period at home was difficult
students who enjoyed the home environment more than school.
There is considerable concern about the progress and relevance of schools’
strategic planning, including how to reassess its fitness for purpose and
change a strategic plan mid-initiative.
A concern remains about how best to fit lockdown lessons into any ‘new
normal’ that arises.
The wider impact of COVID-19 on the lives of students, whānau and
communities remains a significant concern.

Methodology

Phone questionnaire with 65 principals, all former participants in Springboard Trust’s
Strategic Leadership for Principals Programme (SLPP) over the last 10 years.
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Country of Origin
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Abstract

The focus of this small-scale study was to gather the voices of learners. It utilised a
qualitative methodology. The purpose was to gain a ‘snapshot’ of information about
learners’ experiences of distance learning, that could provide insights for teachers in
relation to their pedagogical and content decisions. This study was not intended to
be representative of the entire learner population, nor was it designed to capture
and compare ethnic information of learners. It encapsulates a moment in time, with
a compilation of volunteered voices. The hope is that this study might prompt
teachers to compare the experiences of their learners and consider how we can use
the learning from this period to maximize learning for ākonga going forward.

Key findings or themes

Five key themes were identified:
1.

Learners’ ability and desire to self-regulate their learning was the main theme
noted across all age groups
2. The need for high-quality interactions with teachers was reflected on by
learners.
3. Both positives and negatives were explored within the social effects of distance
learning.
4. The move to online learning caused disruption but also opportunities for new
learning.
5. Distractions for learners varied from the environment learners were working
in, their families, through to accessing their devices throughout the day.
Methodology

This small-scale, qualitative study captured 31 learner voices from six regions across
New Zealand.
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Abstract

Studies are now revealing that despite these efforts, and as the COVID-19 economic
impacts begin to bite, New Zealand’s at-risk students have fallen even further
behind. This article discusses these research findings and highlights what was learnt
from the COVID-19 experience in order to begin to redress these disparities. The
article:
•
•
•

Key findings or themes
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Outlines the chronology of the pandemic’s arrival and impact in NZ
Reviews recent studies and surveys
Argues that the post-COVID emergency provides the opportunity to take up
the challenge to address the disparities that are prevalent in our education
system

The studies highlight successes and challenges, highlighted in table 4 on page 249 of
the report illustrated below:
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The first six factors (orange) focus more on the learning provisions, such as digital
access and devices, the home study environment and materials or content for
learning. The next six factors (blue) are more about what happened during the
learning process, including what students brought to their learning and how this was
fostered by their teachers and/or family. The final six factors (purple) highlight the
learning outcomes, including how the learning provisions, context and process
enhanced their learning; what they gained from the experience. What the
continuum highlights is that, at each step, those in advantageous situations were
able to continue their learning and those already disadvantaged by the system were
primed to fall further behind.
Methodology

Academic article containing a synthesis of other reports

Bibliographic Information

Nagle, J; Barbour, M; LaBonte,R (August 2020) Documenting Triage: Detailing the
responses of provinces and territories to emergency remote teaching – a special
report of the Canadian eLearning Network (CANeLearn)

Access online

Researchgate: https://bit.ly/3dNu4vv

Country of Origin

Canada

Key Words

Emergency remote teaching
Education system response

Abstract

Through the Canadian eLearning Network (CANeLearn), a leading voice in Canada for
learner success in K-12 online and blended learning, this report highlights the moves
each Canadian jurisdiction made to continue to promote learning throughout the
pandemic. This report is designed to delineate how each jurisdiction managed their
emergency remote teaching during the Spring of 2020.

Key findings or themes

The report provides insights based on:
•
•
•

an accounting of which entities took action and, in a broad sense, what actions
they took;
the tools, content, and devices that were provided, curated, and/or created;
and
the nature of instruction that occurred (i.e., attendance requirements, teacher
expectations, grading, etc.)

Details from each state or territory are reported on in depth, with the following
high level points made:
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1.

While some jurisdictions were better positioned than others to transition to
remote teaching in a short time period, this was the first time leaders at state
and school level have been challenged by a pandemic of this magnitude.
2. Both as plans for remote teaching were being created and once they were
released, an important feature to successful continuity of learning was to
ensure teachers received professional learning on the tools and content that
was provided, as well as how to facilitate learning with those items.
3. A key hurdle that needed to be overcome for remote teaching to occur was to
ensure that students had access to the tools and content, with most states
making use of online solutions, including provision of devices for learners.
Many also made provision for off-line (correspondence) materials to be
distributed.
4. In terms of providing support for some of Canada’s most vulnerable learners,
few jurisdictions offered considerations for the support of Indigenous learners
Methodology

Data were collected by consulting various existing collections of data related to the
response from various provinces and territories and from each jurisdiction’s Ministry
of Education website, with further websites developed specifically to e-learning
through the pandemic.
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Key Words
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Abstract

This year, widespread school closures due to the coronavirus pandemic have
required almost all high-performing systems to implement distance learning to
ensure that students continue learning. This document summarizes some initial
takeaways from their experiences implementing distance learning in primary and
secondary schools.
We found that top-performing jurisdictions:
•

Were initially better positioned than the U.S. to quickly implement distance
learning;
Increased capacity in this area since the start of distance learning; and
Responded rapidly to new challenges raised by distance learning.

•
•
Key findings or themes

1.

Top performers were initially better positioned than the US to quickly
implement distance learning, as evidenced by:
o
o

o
o
o
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plans for emergency distance learning in place prior to the coronavirus
pandemic.
jurisdiction-level curriculum frameworks that set common expectations for
the breadth of conceptual knowledge, cognitive and social skills, and values
students need to develop
organized high-quality digital teaching and learning resources and make
them easily accessible to teachers
ways of monitoring the quality of the digital tools and resources that are
organized and provided at the jurisdiction level
investing in educators to ensure that they use the available digital tools and
resources effectively
page 77

public confidence in technology as a key part of daily teaching and
learning—including for broader, non-instructional purposes like tracking
students’ progress and facilitating home-school communication.
Top performers have increased capacity in this area since the start of distance
learning, as evidenced by:

o
2.

guidance and supports for teachers and schools in response to specific
challenges related to distance learning
o expert teachers supporting distance learning beyond their individual
schools and classrooms
o ensuring that students who did not have technology for distance learning
could fully participate
o creating resources for parents, guardians, and families to support their
efforts to facilitate distance learning.
3. Top performers responded rapidly to new challenges raised by distance
learning, as evidenced by:
o

o

o
o

o

recognizing that not all students had equal opportunities to engage in the
same level and quality of distance learning, or in some cases, to engage at
all
taking very quick steps to minimize learning gaps during distance learning
demonstrating willingness to rethink student assessment in response to the
crisis
providing hands-on learning experiences that are not easily replicated
through distance learning.

Methodology

Analysis of reports from global, top performing education systems
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Abstract

This Policy Brief describes OECD Member Countries’ initiatives to address the
different needs of vulnerable students during the COVID-19 pandemic. Beyond
school closures, it also examines the issue of school re-openings by presenting
countries’ current measures and providing policy pointers aimed to ensure that the
pandemic does not further hinder the inclusion of vulnerable students in education
systems.

Key findings or themes

Summary of policy options to ensure equity and inclusion during school closures due
to the COVID-19 identified in the brief:
Providing equitable and inclusive access to digital learning resources:
•
•
•
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Partnerships with national educational media (TV channels, Radio channels) to
reach the as many learners as possible;
Free online learning resources to reach all learners
Distribution of free electronic devices and learning material
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Providing equitable and inclusive access to good learning conditions:
•
•

The continuity of limited physical educational services for the most vulnerable:
Parental engagement:

Facilitating information in different languages:
•
•

Information on health and education
Multi-lingual learning resources

Ensuring that socio-emotional needs are being met:
•
•

Counselling options and socialisation opportunities;
Tools to discuss COVID-19 with vulnerable students and their families.

Offering equitable and inclusive access to extra services for vulnerable students:
•
•

Financial support
Free school meals

Ensuring support to and by teachers:
•
•
•

Resources for teachers
Support for teachers’ socio-emotional well-being
Teachers’ initiatives and networks to support the learning and the inclusion of
the most vulnerable

Methodology

Policy Brief
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Abstract

This latest Special Survey, which reflects the situation as of 1 February 2021, was a
collaborative effort between the OECD, UNESCO, UNICEF and the World Bank, which
jointly designed the survey which was then administered by the OECD for its
members and partners and by UNESCO for other countries. The data were provided
by government authorities.

Key findings or themes

Key finding relevant to this report:
During school closures, digital resources became the lifeline for education and the
pandemic pushed teachers and students to quickly adapt to teach and learn online.
Virtually all countries have rapidly enhanced digital learning opportunities for both
students and teachers and encouraged new forms of teacher collaboration. The
responses from the Special Survey show consistent patterns across countries: Online
platforms were extensively used at all levels of education, but particularly so at the
secondary level. Mobile phones were more common at the secondary level and
radio at the upper-secondary level. Take- home packages, television and other
distance-learning solutions were more common at the primary level.
The opportunities that digital technologies offer go well beyond a stop-gap solution
during the pandemic. Digital technology allows to find entirely new answers to what
people learn, how people learn, where people learn and when they learn. It can
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elevate the role of teachers from imparting knowledge towards working as cocreators of knowledge, as coaches, as mentors and as evaluators. Already today,
digital learning systems cannot just teach students, but simultaneously observe how
students study, the kind of tasks and thinking that interest them, and the kind of
problems they find boring or difficult. These systems can then adapt learning to suit
personal learning styles with far greater granularity and precision than any
traditional classroom setting possibly can. Similarly, virtual laboratories give students
an opportunity to design, conduct and learn from experiments, rather than just
learning about them.
The OECD has documented many digital contingency strategies on its COVID-19 Hub
(http://www.oecd.org/coronavirus/en/).
Key themes reported on:
•
•
•
•
•
•
•

Lost learning opportunity
Distance education during school closures
Support of students and schools during school re-openings
Examination and assessment
Supporting teachers
Financing education in response to the pandemic
Who decides? (focus on decision makers and decision making processes)

Methodology

Special Survey Report
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Abstract

Key findings or themes

In the summer of 2020, Aurora Institute's Centre for Policy and Action Research
Centre surveyed the field for the key K-12 education concerns stemming from the
COVID-19 pandemic and the ensuing school closures. This inquiry yielded
immeasurable knowledge and insight and enabled us to make recommendations on
the 10 leading issues that emerged.
1.
2.
1.
2.
3.
4.
5.
6.
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States can support blended, competency-based learning as an entry point for
innovation.
Move away from seat time credits to awarding credit based on demonstrated
mastery.
Grading policies need to be re-examined.
Rethink assessment and address the need for balanced systems of assessments
for measuring student learning.
Examine the purpose of accountability.
During COVID, States are creating flexibility and multiple pathways
for graduation requirements.
States need to ensure all communities have the necessary
technology infrastructure and Internet access. .
State and District leaders should be intentional about supporting
students with disabilities during this time.
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7.

Districts must ensure that students have continued access to meals
during school closures.
8. States need to prioritize future readiness for pandemic preparedness
and continuity of learning.
Methodology

Qualitative analysis of survey responses

Bibliographic Information

Perry, T et.al. (August 2020) Teacher Education Modality Rapid Review: Modes,
affordances and blended initial and continuing teacher education. University of
Birmingham, Department for Teacher Education and Centre for the use of Research
and Evidence in Education (CUREE)

Access online

https://www.stem.org.uk/sites/default/files/pages/downloads/Teacher%20Educatio
n%20Modality%20Rapid%20Review%20-%20UoB%20CUREE.pdf

Country of Origin

UK

Key Words

Initial Teacher Education
STEM Learning
Blended learning

Abstract

This review addresses the lack of an established body of literature or systematic
review focused specifically on effectiveness of/within modes of teacher education. It
brings together relevant studies with the potential to provide an evidence base for
effective practice for remote and blended teacher (initial and continuing) education.
The report also revisits existing general teacher education reviews and metaanalyses with a specific focus on identifying evidence and implications pertaining to
teacher education modality.

Key findings or themes

1. Remote and blended teacher education is a relatively new field of practice and
study. There is currently great value in reviewing the affordances and limitations
of modes and technologies of teacher education in relation to and while not
losing sight of teacher education principles.
2. There are few studies that enable firm conclusions to be drawn on the relative
effectiveness of modes and approaches. The few studies we have to go on (i.e.
which allow fair comparison between similar content in different modes or
combination of approaches) suggest that there is little difference in
effectiveness.
3. The literature suggests that remote and blended teacher education show
considerable promise; that they have distinct advantages and disadvantages
relative to solely face-to-face approaches; and that they already are and are
likely to increasingly become important parts of the teacher education
landscape.
4. There is very little focus on pupil outcomes in the remote and blended teacher
education literature, much of which is focused on changes in teacher practices or
thinking and/or teacher perceptions of new ways of learning.
5. Technology (and especially video) has the potential to bring classroom
interactions into a teacher education space for examination, discussion and
reflection, without the expense of face-to-face observations.
6. High participant attrition seems to be a general issue for online modes of
delivery as well as the issue of non- or highly-passive participation, with
interactions being overly tutor-initiated and student responses limited in number
or depth.
7. Expectations around participation, and preconceptions about these, seem to
vary with teacher education modes as well as potentially being influenced by
facilitators and formal or informal rules and etiquettes.
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8. Much attention is paid to culture and community development in the literature
and reviews generally paint a positive picture of the potential to achieve this in
online spaces.
9. The literature was broadly positive about the potential of remote and blended
programmes’ potential to support reflective practice, and that asynchronous
teacher education approaches and content allows professional learning to run
alongside and shape to classroom activity over time.
10. Video technology is of particular note as it enables teachers to ‘rewind and
review the video and record more complete and accurate comments than is
possible during real-time observations’
11. Online modes and technology can be used to bring together larger groups, which
are more likely to incorporate and/or find it more economical to draw on
specialist expertise.
12. The flexibility around timings (including remote and asynchronous participation)
afforded in remote and blended learning approaches, combined with the use of
technology and pedagogical/reflection ‘smart’ tools is a supportive factor for
practicably sustaining teacher education over time.
13. Overall, there seems to be a strong case that online teacher education,
particularly when built around platforms and/or resource bases, and a strong
curriculum content offer with specialist input is eminently possible, and indeed
has many advantages over exclusively face-to-face approaches.
Methodology

Review of reviews and a rapid review focusing on evaluations of the effectiveness of
remote and blended programmes compared to a control group

https://www.oecd.org/officialdocuments/publicdisplaydocumentpdf/?cote=EDU/WKP(2020)12&docLanguage=En
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Abstract

This report aims at supporting education decision making to develop and implement
effective education responses to the COVID-19 Pandemic. The report explains why
the necessary social isolation measures will disrupt school-based education for
several months in most countries around the world. Absent an intentional and
effective strategy to protect opportunity to learn during this period, this disruption
will cause severe learning losses for students.
The report proposes that leaders of education systems and organizations develop
plans for the continuation of education through alternate modalities, during the
period of necessary social isolation. It offers a framework of areas to be covered by
such plans.
Based on a rapid assessment of education needs and emerging responses in ninety
eight countries, the report identifies the most salient needs that should be
addressed in these plans, as well as the areas likely to face more implementation
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challenges. It also examines the education responses of various countries to the
crisis. Based on an analysis of data from the most recent administration of the PISA
survey, the report also describes the challenges facing various education systems to
depend on online education as an alternative modality.
Key findings or themes

1. Education leaders should adopt a proactive approach to contributing to the
mitigation of the impact of the Pandemic and to prevent learning loss during the
period of necessary social distancing. They should also contribute to the creation
of opportunities to help reskill those displaced by the Pandemic and facilitate
their reintegration into the labour market.
2. Education systems should be working in coordination with public health
authorities to educate students, parents, teachers, and the general public about
the necessity of non- pharmaceutical interventions such as social distancing to
curb the velocity of contagion.
3. Second only to supporting learning, a key priority of education institutions
should be the well- being of students and staff.
4. It is imperative to support forms of organization that provide students time to
engage in predictable and structured learning opportunities.
5. It is critical to facilitate teacher professional collaboration and learning, and to
provide teachers with access to resources and online platforms for collaboration
so they can keep abreast of the rapidly evolving challenges and the educational
and social responses that are needed, and can support learning for their
students in whatever modality of deliver is feasible, ideally online.
6. It is essential to create curated catalogues of high quality education resources
aligned to the curriculum, as a way to facilitate access to relevant learning
materials to learners and teachers.
7. A communications strategy is critical to help maintain coherence and
collaboration as the entire school system seeks to support education during the
pandemic.
8. Regulatory frameworks need to allow educational institutions the necessary
flexibility to develop adaptive responses to the crisis.
9. Flexibility with respect to funds and regulations would enable supporting
innovative ways to educate students during the Pandemic, perhaps
with potential valuable long term effects.
10. An education strategy should prevent learning loss resulting from nonpharmaceutical interventions to mitigate the impact of the Pandemic, which is
likely to be considerable, equivalent at a minimum to two months of academic
learning and potentially more.

Methodology

The assessment surveyed respondents online in 89 countries about the education
challenges created by the Pandemic, about their responses to those challenges, and
about resources currently being used to advance education through alternative
means.
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Abstract

The OECD and the Global Education Innovation Initiative at Harvard University have
collaborated to obtain and analyse information on the education conditions faced in
countries, and on the approaches adopted to sustain educational opportunity. The
goal was to do this as rapidly as possible, in order to offer information that can be
used in the timeframe within which education leaders must respond to the
emergency. The first result was a framework developed on the basis of a rapid
survey conducted between 18 and 27 March 2020, with 333 responses from 99
different countries. The second result of this collaborative initiative was a curated
list of online education resources that had been identified in the first survey
described above. Third, they are currently documenting and analysing innovative
practices to sustain education continuity in a range of jurisdictions around the world,
showcasing practices of governments at the city, state and national levels, as well as
efforts of education organisations
in civil society.

Key findings or themes

More attention has been given to ensuring the continuity of academic learning than
to the socio- emotional development of students, and there is agreement that not all
students have been able to engage consistently with their education as provided
under these emergency strategies.
An important component of implementing the strategy of continuity was
professional development for teachers, principally using online platforms that
allowed them to communicate with their peers. At the same time, only 61% of the
government representatives reported that their teachers were offered professional
development.
The considerable effort expended in allowing teachers and students to find ways to
learn and teach remotely has immense potential to augment the pedagogical
efficacy of teachers and schools in the future, not only in the immediate return to
school, but beyond.
The efforts to sustain educational continuity during the period of physical distancing
revealed two different but equally important lessons:
1.
2.

Disparities in access to technology, connectivity and skills to engage with
technology faced by students from different socioeconomic groups.
The significant access to technology that teachers have and their readiness to
engage in multiple modalities of collaboration and professional development
using technology.

Methodology

Qualitative and quantitative survey responses
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Abstract
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This paper reports on a survey that sought the views of parents of Māori and Pasifika
students on their experiences of the first week of school-led learning at home. 134
parents responded to the survey. These parents represented at least 105 primary
and 79 secondary students from throughout New Zealand in English and Māori
medium settings. Their perspectives are shared in the hope that these might help
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schools provide more equitable programmes whilst the restrictions on attending
school in person remain, but perhaps even more importantly, to provide insights
that might help refocus education in the longer term. The intent is to seize the
opportunity afforded by the current disruption, to work more closely with whānau
to rethink how public education can best be provided to meet the needs and
aspirations of all New Zealanders.
Key findings or themes

Despite many very real concerns, times of disruption also pose opportunities to do
things in new ways – to actually facilitate the development of a more equitable
education system rather than amplifying existing inequities.
The current situation offers rich opportunities to enact these curriculum aspirations
which have often been difficult to achieve in “mainstream” schooling.
To realise this potential though it will be important to develop strong partnerships
between educators and their communities.
The current situation has provided an opportunity to take a step towards this
multidirectional communication.
Some common tensions:
•
•
•

enjoying the freedom provided in lockdown with the anxiety about falling behind
expectations of schools and what is realistically manageable
students’ relationships with whānau and relationships with friends

PART ONE
Māori parents appreciated…
•

•

•

•
•
•

that the period of learning from home was valuable to them as it allowed them
to better understand how their children like to learn and how they were
approaching learning tasks.
that school-led learning at home enabled them to better understand their
children’s ways of learning, as well as their ability to self-manage and take
responsibility for their own learning.
deciding what their children would be learning, being able to prioritise what
learning and topics were important, and aligning the learning to the values at
home.
being able to determine the daily schedule and deciding when to take breaks
and for how long.
school-led learning at home because their home provided a safe environment
having permission from school to make best choices for their own children and
that they would be supported with guidance by the school and teachers.

Concerns expressed by Māori parents…
•
•
•
•

•
•
•
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that their children seemed to lack motivation and were easily distracted
school-led learning at home did not provide the opportunity for social
interaction between children.
difficulty in juggling priorities when supporting learning at home
Difficulty with meeting school-led learning at home requirements – too much
work was being assigned and that children felt upset when they did not get
everything complete
worried that their children would fall behind because they could not support
them well enough
struggling to lead their children’s learning was the biggest overall concern of
parents of Māori children
Māori language fluency was a particular concern of parents who had children
who usually attend Māori immersion schooling
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•
•
•

not being able to find balance at home, and how they and their children were
feeling anxious and stressed
some online platforms were seen as limited and not providing the type of
engagement parents wanted
struggles with lack of devices, poor internet, costs of internet, and access to
stationery and other resources

PART TWO
Pasifika parents appreciated:
•
•
•
•
•

being able to connect with their children in new and perhaps unexpected ways.
New learning relationships are being forged in families
becoming more familiar and in-tune with learning
deciding at least some of the content of learning and being able to flexibly
schedule learning with their children
Home seen as a safe place with few distractions and no need to rush
Congruence with cultural and spiritual values

Concerns expressed by Pasifika parents:
•
•
•
•
•
•
•
•

Lack of social interaction with peers
Distractions at home and lack of engagement with work sent by school
Risk of not achieving qualifications
Not understanding the learning that their children were engaged in and not
being able to support them
Stress related to not having the time, energy or emotional capacity to support
learning
Lack of guidance about expectations
Lack of Pasifika cultural content or context in the curriculum, and lack of
differentiation to meet needs learners with special education needs
Lack of suitable or sufficient devices, and lack of paper-based resources

Methodology

Online survey with 102 responses from parents of Māori students and 32 responses
from parents of Pasifika students
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Abstract
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The Covid-19 pandemic has disrupted almost every aspect of society around the
world. Since state officials closed schools in response to the pandemic, district
leaders across the country have quickly developed new approaches to ensure that
students continued their education and that schools continued to provide students
with meals and support to meet their social and emotional needs. Though the
approaches vary, depending on the local context, they all reflect the ideas
emphasized in NCEE/NISL’s district supports: systemic and strategic thinking. And
they reflect what the superintendents had learned from their research into the
policies and practices of top-performing jurisdictions. They are tapping teachers’
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expertise and giving them opportunities to exercise leadership, and they are
maintaining high expectations for learning for all students.
Key findings or themes

District leaders were not trained to overhaul their systems overnight, and their
experience did not necessarily prepare them for it. But they knew they had to act,
and act quickly, to continue to serve students and families. And their preparation in
strategic thinking and system redesign equipped them to do so. In the process, they
learned some lessons. These include:
•
•
•

Planning matters
Communication matters
Teacher leadership matters

And some challenges remain, including:
•
•

•

Inequities in resources
Services for students with special needs
A fair system of grading (assessment)

Methodology

Analysis of leadership responses made to the pandemic among a selection of school
districts.
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Abstract

While Australia appears to have avoided some of the more severe impacts of the
epidemic in comparison with many other nations, the steady decline in education
outcomes over the last two decades when measured against our international
peers makes Australia particularly vulnerable to further pressures on our education
system.

Key findings or themes

Several key challenges identified:
•
•
•
•
•
•
•

reduced one-to-one engagement with teachers
difficulty in ascertaining engagement levels of students
restricted ability to monitor individual student progress
increased level of oversight required from parents and carers (particularly for
younger children)
increased social isolation and reduced ability to support student wellbeing
interruption to learning support for those children with additional needs
differential levels of access to technology, including internet and devices, to
support learning.

Methodology

Professional article
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Country of Origin

Paris

Key Words
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Abstract

This brochure focuses on a selection of indicators from Education at a Glance,
selected for their particular relevance in the current context. Their analysis enables
the understanding of countries’ response and potential impact from the COVID-19
containment measures.

Key findings or themes

Topics discussed:
•
•
•
•
•
•
•
•

Public financing of education in OECD countries
International student mobility
The loss of instructional time delivered in a school setting
Measures to continue students’ learning during school closure
Teachers’ preparedness to support digital learning
When and how to reopen schools
Class size, a critical parameter in the reopening of schools
Vocational education during the COVID-19 lockdown

Methodology

Summary analysis of a broader research report by the OECD
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Abstract

Key findings or themes

This paper reports on information gathered through the surveys and interviews with
staff, students and whānau during the first three weeks after returning to on-site
learning. It is important on two levels, firstly, to inform the school’s response should
another enforced period of remote learning for all students occur and secondly to
see what learnings could be used to inform the strategic planning and the direction
of teaching and learning at Burnside High School in the future. Reflecting on these
experiences as provide an opportunity to reflect and reimagine how learning in the
future could look.
The priority learning from this experience for the school was that they must be
responsive to the needs of students in all aspects of their teaching. Specific
recommendations made on the basis of the findings are:
Pedagogy
•

•
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Developing flexibility as a key theme which drives teaching and learning, this
would require having a shared understanding of what we mean by flexibility in
an onsite school environment.
Assessment flexibility and communication
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•

Use a range and balance of synchronous and asynchronous approaches to
teaching and learning. This would enable the capability of self-management to
be built upon in a school environment.
Professional development to support teachers needs in areas such as etools/flexible teaching and learning/effective feedback.

•

Wellbeing
•

Teach and monitor student wellbeing (hauora), different coping strategies, and
resilience techniques. This could come with a change to the nature of form
time.

Curriculum
•

Digital literacy upskilling for the students especially for Schoology. The ideas of
a digital passport for juniors that went across subject areas was mentioned.
Provide and integrate more opportunities for student heutagogy; selfmanagement and self-directed learning, so that students can work at their own
pace.

•

Structure
•

Review of week and day structure (Start time, lunch length, class length,
assemblies, form times).
Clearly communicate expectations of teaching and learning to the school
community.

•
Methodology

Internal school survey, with data gathered from whānau (468 responses), students
(1342 responses) & teachers (through structured discussions) in the first three weeks
after return to on-site learning.
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Abstract

Key findings or themes

This briefing note is a quick attempt to summarize and give shape to emerging
knowledge, expert opinion, and practical know-how of potential relevance to
decision makers making related decisions in real time.
•
•
•
•
•
•
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Transitioning to online learning at scale is a very difficult and highly complex
undertaking for education systems, even in the best of circumstances
Moving to online learning at scale raises profound equity concerns
Where online learning is already widespread, 'success' is more likely
Good schools, in good education systems, are most likely to do the best
Most online learners will experience difficulties
Highly motivated learners, especially those with previous experience in
online learning, are the most likely to take the most advantage of online
learning opportunities
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•
•
•
•
•

•

•
•
•

•
•
•

•
•
•

•

•
•
•
•
•
•
•
•
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The 'best' students in off-line learning environments tend to perform better
than their peers in online learning environments as well -- differentially so
Online learning for young learners is more difficult -- older students do
better
When first going online, education systems (and parents) should expect
dips in student achievement
Providing a consolidated, one-stop-shop for access to online learning
opportunities is strongly advised
Creating an inventory of existing learning content ready to be deployed via
remote learning is necessary, as well as a plan on how to make available
additional content
Organizing digital educational content to align with existing curricula can be
critical in providing users and teachers with a way to ensure that the
learning opportunities provided correspond to broader educational
objectives within an education system
Making content available on a wide variety of devices -- and mobile friendly
-- is critical
Supporting the use of low bandwidth (including offline) solutions is key
Videos can offer valuable learning resources when schools are closed,
providing that there is sufficient available bandwidth, the content is
engaging, and production values are of sufficient quality
Educational radio and television are viable options, especially in low
resource environments
Providing supplemental guidance and support on how to use and access
remote and online learning content can be critical
It may be more difficult to utilize existing learning management systems
(LMS) designed to support in class instruction for use in exclusively online
environments than it may first appear
Using multiple media channels to share information about remote and
online learning opportunities can be very useful
Many in-school activities and approaches do not translate easily to online
environments
The move to online schooling is typically limited to providing substitute
opportunities for academic teaching and learning activities -- other aspects
of the schooling experience are left out
Test prep, especially when is revolves around large scale memorization and
working through problem sets, is particularly well suited in many instances
to move to an online environment, but brings with it profound implications
for equity
Student assessment, especially high-stakes assessment, can be particularly
problematic in online environments
Few teachers are able to easily transition to online learning environments
quickly and effectively
Teachers working online need to be trained and supported
Teachers are often parents too, and may need to assist their own children
with online learning
Some pedagogical approaches can be more easily translated to online
learning and distance education environments than others
'Champion', highly capable online teachers will emerge, but they will be the
exception, not the rule
Parents and caregivers are a critical piece of the puzzle
The menu of potential options for policymakers to consider largely depends
on two factors: the readiness of the existing system to support online
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•
•

•
•
•
•

learning at scale (including the local 'ecosystem' of edtech providers and
vendors, and the availability of existing educational content, platforms and
distribution channels) as well as how much time there is to prepare before
schools close.
There is not enough experience of funding of large scale online learning for
students when schools are closed
When negotiating with vendors to help provide access to online learning
while schools are closed, policymakers are typically in a position of great
disadvantage
In order to enable access to remote learning opportunities, policymakers
can consider ways to enable connectivity and access to connected devices
The inclusion of edtech-competent staff in planning and implementation
decisions related to online learning is critical
Ensuring student safety online
Providers of online learning products and services would do well to consider
not only short term gain, but also the potential for long term partnerships

Methodology

A rapid response briefing note prepared by the EdTech team of the World Bank’s
Education Global Practice.
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Abstract

The COVID-19 crisis and the unparalleled education disruption is far from over. As
many as 100 countries have yet to announce a date for schools to reopen and across
the world, governments, unions, parents and children are grappling with when and
how to approach the next phase. Countries have started planning to reopen schools
nationwide, either based on grade level and by prioritizing exam classes, or through
localized openings in regions with fewer cases of the virus. However, given the
continued virulence of the virus, the majority of countries surveyed in May–June
2020 had yet to decide on a reopening date. These decisions carry enormous social
and economic implications and will have lasting effects on educators, on children
and youth, on their parents – especially women – and indeed on societies as a
whole.

Key findings or themes

The single most significant step that countries can take to hasten the reopening of
schools and education institutions is to suppress transmission
of the virus to control national or local outbreaks.
The pandemic has pushed the world into the deepest global recession in living
memory which will have lasting effects on economies and public finances. We must
work to protect education funding and coordinate for impact.
Strengthening the resilience of education systems enables countries to respond to
the immediate challenges of safely reopening schools and positions them to better
cope with future crises.
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The massive efforts made in a short time to respond to the shocks to education
systems remind us that change is possible.
Methodology

Qualitative and quantitative survey data
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Transformation
This report is intended to start a dialogue about educational futures in the post
COVID context. The authors argue that strong and inclusive public education systems
are essential to the short- and long-term recovery of society and that there is an
opportunity to leapfrog toward powered-up schools.
FOUR EMERGING GLOBAL TRENDS IN EDUCATION FROM COVID-19

Abstract

Key findings or themes

1.

2.

3.

4.

Accelerating education inequality: Education inequality is accelerating in an
unprecedented fashion, especially where before the pandemic it was already
high.
A leapfrog moment: Innovation has suddenly moved from the margins to the
centre of many education systems, and there is an opportunity to identify new
strategies, that if sustained, can help young people get an education that
prepares them for our changing times.
Rising public support: There is newfound public recognition of how essential
schools are in society and a window of opportunity to leverage this support for
making them stronger.
New education allies: The pandemic has galvanized new actors in the
community—from parents to social welfare organizations—to support children’s
learning like never before.

FIVE PROPOSED ACTIONS TO GUIDE THE TRANSFORMATION OF EDUCATION
SYSTEMS
5.

6.
7.

8.
9.

Methodology
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Leverage public schools: Put public schools at the centre of education systems
given their essential role in equalizing opportunity across dimensions within
society
A laser focus on the instructional core: Emphasize the instructional core, the
heart of the teaching and learning process.
Harness education technology: Deploy education technology to power up
schools long term in a way that meets the teaching and learning needs of
students and educators; otherwise, technology risks becoming a costly
distraction.
Parent engagement: Forge stronger, more trusting relationships between
parents and teachers.
An iterative approach: Embrace the principles of improvement science required
to evaluate, course correct, document, and scale new approaches that can help
power up schools over time.

Report

page 92

Bibliographic Information

Wall, G; Mayes, J; James, J (2020) Closing the Digital Divide during the COVID-19
Lockdown: Student, whānau and staff perspectives. Christchurch, NZ: Greater
Christchurch Schools Network

Access online

https://www.gcsn.school.nz/post/report-closing-the-digital-divide-during-the-covid19-lockdown

Country of Origin

New Zealand

Key Words

Greater Christchurch Schools Network (GCSN)
Lockdown
Digital Divide

Abstract

This report and associated data-gathering and analysis was conducted by the
Greater Christchurch Schools’ Network (GCSN) Trust as part of its work in bridging
the digital divide in the greater Christchurch region.
It focuses on remote learning during the level 3 and 4 lockdown New Zealand
experienced during the global COVID-19 pandemic. During this lockdown, schools
needed to transition to remote learning to minimise the spread of the COVID-19
virus.
The report summarises the connectivity of students, parents, and staff in the greater
Christchurch region, assesses the experiences of learning in lockdown of these
groups, and makes recommendations for further work in bridging the digital divide
as well as having adequate procedures and policies in place should school closures
happen again in the future.
The findings of this report highlight the ongoing impact of the digital divide,
particularly for students keeping up with their peers while learning from home. It
demonstrates the importance of continuing local and national initiatives to bridge
that divide for school-aged students.

Key findings or themes

1.

2.

3.
4.

5.

6.
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The COVID-19 lockdown highlighted the importance of addressing the digital
divide for children and young people. This means that students without a
suitable device and/or Internet connectivity were disadvantaged as they could
not connect to their teachers, classes, or access the learning material being
made available to them.
School staff overestimated the access reported by students and parents.
Teachers and staff at primary/intermediate schools tended to give somewhat
higher percentages of students without devices/Internet connectivity
compared to teachers and staff at primary/intermediate school.
A majority of teachers/staff rated their schools and themselves to be wellequipped with regards to online learning.
During lockdown, Internet use changed in general with regards to how families
communicate, how they work, how they shop, and how they engage with
health and fitness. The Internet has been an extremely important connecting
tool for families to engage with others and engage with basic everyday
activities that normally they would leave the house for outside lockdown.
There were no significant differences in perceived reports between teachers
and staff at primary/intermediate schools and teachers and staff at secondary
schools suggesting the same level of support was perceived across sectors.
Parents felt well to very well supported by the children’s schools on average.
They also felt that schools did well in meeting their individual needs.
On average, students indicated that their learning progressed about the same,
or even more than normal through learning at home. Primary/intermediate
students had higher mean levels of progression than secondary students.
Students with a device prior to lockdown progressed more on average
compared to students without a device prior to lockdown.
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7.
8.

Methodology
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Students with someone at home to help on average progressed more with
their learning compared to those without someone.
Students tended to not find their home environment disruptive to learning,
and a majority found it less disruptive than school. Perceived disruption did not
differ between sectors. Parents also tended to not find their children’s learning
disruptive to their own work. Parents indicated, however, that remote learning
required them to leave their work and lose work time etc. Many also were not
able to stop what they were doing to help students.

Survey of students, teachers/staff, and parents/whānau. 3,105 participants and 150
schools/ECE in Canterbury
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17.1 Websites:
21st Century Children Project (OECD) - http://www.oecd.org/education/ceri/21st-century-children.htm
Looking at the nature of modern childhood and the ways in which schools and communities can work
together to protect and guide children while still allowing them the flexibility to make their own
mistakes.
AIR’s COVID-19 Response and Resources - https://www.air.org/resource/air-s-covid-19-response-andresources Contains links to a wide range of research and resources from the American Institutes for
Research (AIR)
Atlantic Rim Collaborative (ARC) - http://atrico.org/home/response-to-covid-19/ links to a range of reports
compiled by the ARC secretariat, a self-funded international network of policymakers, scholars, and
educators from national and state-level systems that share similar values for education reform.
Education Continuity Stories - https://oecdedutoday.com/coronavirus/continuity-stories/ A joint international
initiative to learn from responses to the crisis, featuring case studies from around the world about the
solutions education systems are using and how they are adapting to different student and teacher
needs during the coronavirus crisis. Includes a NZ case study – Te Rito Toi (Reconnecting students
through the arts - https://oecdedutoday.com/wp-content/uploads/2020/08/New-Zealand-Te-RitoToi.pdf)
LendEd - https://www.lended.org.uk/ LendED is a BESA initiative. BESA is the trade association for the UK's
education suppliers. All of its members undergo a strenuous vetting process and sign up to BESA's
industry Code of Practice.
Learningfromhome - https://learningfromhome.govt.nz/ NZ MoE response providing resources, guidance and
information for parents, whānau, teachers and leaders from early learning to senior secondary.
Mission: Recovering Education in 2021 - https://www.worldbank.org/en/topic/education/brief/missionrecovering-education-in-2021 - an overview of the international efforts being undertaken to address
the issues and concerns raised as a result of the pandemic.
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17.2 Webinar recordings
COVID-19: lessons for digital education - https://www.youtube.com/watch?v=efPSXe1RSxs&t=3860s One of
the sessions from the June 2021 OECD series “COVID-19: lessons for education | Digital education for
a strong recovery” featuring a panel discussion focusing on the lessons learned in a number of
international jurisdictions.
Digital Education Outlook - https://www.youtube.com/watch?v=iqWZZYakgtk&t=1097s – The opening session
in the June 2021 OECD series “COVID-19: lessons for education | Digital education for a strong
recovery”, featuring the launch of the OECD's new report ‘Digital Education Outlook: Pushing the
Frontiers with AI, Blockchain, and Robots’.
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