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Abstract
This article reports on a two-year, funded, qualitative inquiry into the challenges and possibilities of integrating video pro-
duction into pre-service teacher education as a critical digital literacy practice. This includes the skills, knowledge, and
dispositions that lead to ability to critique and create digital texts that interrogate the self, the other, and the world (Ávila
& Zacher Pandya, 2013). Video making holds out enormous potential given our increasingly diverse classrooms and the
growing need to have students connect and collaborate within their own communities and globally (Dwyer, 2016; Ontario
Ministry of Education, 2015, 2016; Spires, Paul, Himes, & Yuan, 2018;Watt, 2017, 2018;Watt, Abdulqadir, Siyad, & Hujaleh,
2019). Video is especially significant in light of the fact that it is replacing print text as a dominant mode of communica-
tion (Manjou, 2018). Multimodal composing such as video production is, in fact, considered by some to be the essential
21st century literacy (Miller & McVee, 2012), but much remains to be done to bring digital technologies as literacy into
the elementary classroom. Qualitative data includes a focus group, questionnaires, observations, and content analysis
of teacher candidate videos and instructional plans. This study considers how video production can be integrated into
teacher education programs to engage cross-curricular expectations and critical digital literacy perspectives. It responds
to the pressing question of how to do teacher education differently in the digital age.
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Video making needs to trickle down into the younger
grades because it is how we are communicating now.
(Teacher candidate)

1. Introduction

The nature of reading, writing, and video communica-
tion have fundamentally transformed due to the Inter-
net. The literacy practices needed to function fully in
the world today continuously expand as technologies
advance. Teachers, teacher educators, and literacy re-
searchers are struggling to keep pace. Even though dig-
ital literacy is mandated in every Canadian province,
change in the classroom has tended to be slow (Brown,
2017; Daniels, Jacobsen, Varnhagen, & Friesen, 2013;

Hoechsmann & DeWaard, 2015; Lotherington, Fisher,
Jenson, & Lindo, 2016). This may be understandable
given the enormity of the task. Some of the challenges
to integration include: a lack of technology in class-
rooms, inadequate teacher education and in-service pro-
fessional learning, teacher attitudes and beliefs (Hagood,
2013), an enduring adherence to traditional notions of lit-
eracy, and a persistent view of technologies as an “add-
on” rather than a central component of literacy today
(Daniels et al., 2013; Hoechsmann & DeWaard, 2015).

At the same time, children and youth are often inno-
vators of New Literacy practices as they engagewith tech-
nologies outside school hours (Ito et al., 2009; Sanford,
Rogers, & Kendrick, 2014; Watt, Abdulqadir, Hujaleh, &
Siyad, 2019; Watt, Abdulqadir, Siyad & Hujaleh, 2019).
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There is generally a gap between the literacies practices
students encounter in school and those they engagewith
on their own time, which puts schools at risk of becom-
ing less engaging and relevant. We have entered into a
new era of literacies, and New Literacies (Leu, Kinzer,
Coiro, Castek, & Henry, 2013) theory, research, and prac-
tices are needed to negotiate this terrain. The current
study focuses on how preservice teacher understandings
of what counts as literacy dramatically shift after a brief
hands-on video making workshop, followed by collabo-
ratively designing an instructional plan that integrates
student video production. This research takes place at a
large Canadian university in the province of Ontario, but
findings may be relevant for techer education programs
across Canada and beyond.

2. From Critical Literacies to Critical Digital Literacies

Proponents of new and multiliteracies studies regard lit-
eracy as a collection of emerging practices for communi-
cating in diverse andmultiple social and cultural contexts
(Cope & Kalantzis, 2000; Lankshear & Knobel, 2011; New
London Group, 1996). “New Literacies” (Leu et al., 2013)
has been proposed as an umbrella term to bring together
diverse areas of research, theory, and practice within
the ever-expanding field. Alongside traditional print text,
New Literacies theory and pedagogies embrace different
modes of meaning making (i.e., multimodal)—including
visual, audio, spatial, and gestural (Kress, 2010). This
broadened notion of literacy accounts for the expanded
role digital technologies play in everyday life, including in-
creased contact with difference both online and face-to-
face. Multiliteracies pedagogy in teacher education has
always been based on principles of social justice and eq-
uity, and critical literacies are also an important compo-
nent of New Literacies theory and practice.

Definitions of digital literacy also encompass a broad
and evolving range of topics and issues related to Inter-
net use. As Spires (2018) suggests, there is no consen-
sus on a framework for digital literacies that adequately
meets the demands of our contemporary global soci-
ety. Digital literacies are shaped and defined according
to the sociocultural contexts in which they occur, and
are continuously expanding as new technologies are in-
troduced. According to a recent survey, those of most
concern to Canadian educators include: online safety,
appropriate online behaviour, dealing with cyberbully-
ing, privacy issues, and the accuracy of online informa-
tion (Johnson, Riel, & Froese-Germain, 2016), and educa-
tional resources are being developed to address these ar-
eas (e.g., Common Sense Education, 2018;Media Smarts,
2016). However, this study looks at the potential of creat-
ing and communicating digital content to engage curricu-
lum and critical perspectives in the Freirian sense (Freire,
2000) of critical literacy. Traditionally, the focus has been
on the skills, dispositions, and knowledges needed to crit-
ically examine power relations through texts. The term,
“critical digital literacies” marks a shift to include digi-

tal spaces and tools. In this study, video production is
thus conceptualized as a critical digital literacy practice.
Video technologies allow individuals to “engage with, re-
spond to, and create both text-based and multimodal
forms of literacy” (Ávila & Zacher Pandya, 2013, p. 3).
Video production is an increasingly significant, yet under-
appreciated means to foster critical literacies in educa-
tional contexts.

Vasquez’s (2013) perspectives on critical literacy are
also relevant for both the elementary educational con-
text and the teacher education classroom. She does not
view critical literacy as an add-on, “but a frame through
which to participate in the world” (p. 82). It is not a topic
to be taken up, but a lens for teaching across the cur-
riculum. For Vasquez, this implies that “issues and topics
that capture students’ interests as they participate in the
world around them should be used as text to build a cur-
riculum that has significance in their lives” (p. 82). She ar-
gues students’ cultural identities, lived experiences, and
digital literacy practices should be engaged to construct
meaningful curriculum. This view resonates stronglywith
the assumptions underlying the current study.

3. Making the Case for Video

Everyday life, learning, and citizenship today require chil-
dren and youth to not only be critical consumers of
information, but also collaborators in the production
of knowledge (Jenkins, Purushotma, Weigel, Clinton, &
Robinson, 2006; OntarioMinistry of Education, 2006). Al-
though digital technologies have become an integral part
of the social, economic, and political landscape, their use
in classrooms remains underdeveloped (Brown, 2017;
Johnson et al., 2016; Lotherington et al., 2016; Miller,
2013; Watt, 2017). Lotherington et al. (2016) point out
most teacher education programs in Ontario continue to
offer only “cursory and superficial” (p. 72), rather than
systematic, approaches to the integration of digital tech-
nologies. The focus tends to be on technology instruc-
tion rather than on how technologies facilitate multi-
modal learning processes. Brown (2017) similarly finds
that the infusion of digital technologies into lesson de-
sign is largely lacking in pre-service teacher education
across Canada.

Mobile devices and editing software now make it
possible to shoot and edit video anywhere, and more
needs to be done with video to engage both familiar
and new forms of student learning processes (Miller,
2013; Steeves, 2014). Traditional beliefs about what
counts as literacy are a key impediment to integrating
other modalities such as video into classroom pedagogy
(Miller, 2013). A focus on teachers’ attitudes toward lit-
eracy and learning, however, may lead to change. Hands-
on workshops with technologies combined with reflec-
tion onmultimodal forms of learningmaymove teachers
beyond the belief in a single mode—traditional print lit-
eracy. Such experiences help teachers adopt what Bailey
(2006) refers to as, “a New Literacies stance.” This con-
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ceptualization accommodates print literacy beliefs and
values, while viewing literacy as dynamic and able to
changewith new social realities, such as the “digital turn”
(Mills, 2010) taking place in literacies research. A New Lit-
eracies stance means developing new attitudes regard-
ing the nature, significance, and value of multimodal
texts, while recognizing that students who grow up with
technology may be quite adept at collaborative learning.
To bring critical digital literacy practices into the class-
room thus implies challenging teacher attitudes toward,
and beliefs about, multimodal literacies, how students
learn using technologies outside of school, and what
counts as knowing in the digital age (Miller, 2013 p. 404).

In addition, although children and youth are com-
fortable with these techonologies, they are not using
them to full educational advantage (Miller, 2013). This is
confirmed by a national survey (Steeves, 2014) of 5,426
students in grades 4 to 11, that considers the role of
networked technologies in the lives of Canadian youth.
They are “confident and enthusiastic users” (p. 3) of net-
worked technologies, but do not use them to their full
potential. For example, although 75% of respondants
share videos on YouTube, fully 67% report that they do
not creatively use digital media such as posting home-
made videos online. This suggests students are major
consumers of digital video texts, but seldom utilize this
influential medium to create their ownmessages. Digital
and media literacy require students to have the capacity
to both critically read and produce digital texts.

Research also indicates students are more likely to
succeed academically if they see themselves represented
in the school curriculum (Dei, James, James-Wilson,
Karumanchery, & Zine, 2000; Ontario Ministry of Educa-
tion, 2009b). Even in less culturally diverse classrooms
students need to be exposed to awide range of identities
and perspectives to develop the ability to negotiate dif-
ference in their daily lives, both face-to-face and online.
Canada is a multicultural society where respect for diver-
sity and equity are core values even if this will always
be an ongoing process. While making videos and design-
ing instructional plans during the video production work-
shops, teacher candidates also have the opportunity to
work with two Muslim female YouTubers from the local
Somali-Canadian community. Their very prescence in the
classroom as guest speakers and workshop leaders pro-
vokes an unsettling of assumptions, for Muslim women
are often the subject of media representations rather
than producers of knowledge (Watt, 2011a, 2011b, 2012,
2016b). Power relations are disrupted by having racial-
ized black, Muslim, female, youth YouTubers from a com-
munity at risk of marginalization, as media experts.

Although a recent study (Johnson et al., 2016) in-
dicates a majority of Canadian teachers are starting to
make fuller use of digital technologies in the classroom,
many still feel uneasy and ill-prepared to work with
students who have grown up with these technologies
(Lotherington et al., 2016). Research suggests experi-
enced teachers—who are often assumed to be less tech-

nologically adept—may be actually more likely to intro-
duce digital technologies into the classroom, possibly be-
cause they are not as concerned about classroom man-
agement. They are more willing and better equiped to
take risks (Johnson et al., 2016; Johnson, personal com-
munication, 2018). With so much to learn about curricu-
lum, pedagogy, and how to meet the needs of a diverse
student population, it is understandable that teacher
candidates new to the field might not consider video
production a priority. They are also unlikely to experi-
ence video making in their teacher education courses or
during practicum experiences in the schools. Research
confirms teacher education programs are not providing
all pre-service teachers with relevant opportunities to
learn in technology rich, collaborative environments, and
practicum may similarly offer relatively few tech sup-
ports for candidates (Brown, 2017; Lotherington et al.,
2016). Faculty members who teach in teacher education
programs are often, themselves, ill-prepared to integrate
digital technologies into teaching and learning. In short,
Brown suggests teacher education programs are strug-
gling to keep up with societal needs.

At the same time, even very young children are dis-
covering the power of video to engage and communicate
meanings beyondwhat print text allows. They create and
share songs, stories, and drawings privately and with on-
line audiences (Hobbs, 2017; Lange, 2014; Vasquez &
Branigan Felderman, 2013). They take photos and make
videos as a form of play (Lange, 2014; Wohlwend, 2013).
Althoughmedia production ismandated in provincial cur-
ricula across Canada (Media Smarts, 2018), and students
find it highly motivating (Miller, 2010; Mills, 2010; Spires,
Hervey,Morris, & Stelpflug, 2012), few studies have been
conducted on the use of video production in elemen-
tary teacher education programs. This may be due to
the fact that video has not been part of the elementary
school learning experience until recently, as technolo-
gies have become more widely available and easier to
use. This research therefore inquires into how teacher
candidates (and in-service teachers) can be supported
in their efforts to engage curriculum expectations, di-
verse identities, and critical perspectives through the cre-
ation and sharing of digital content using video technolo-
gies. This is about much more than acquiring technologi-
cal expertise.

4. Background to the Study

My previous collaborative research conducted with
three YouTubers—Kayf Abdulqadir, Fartousa Siyad, and
Hodan Hujaleh—provided the impetus for the current
study (Watt, Abdulqadir, Hujaleh et al., 2019; Watt,
Abdulqadir, Siyad et al., 2019). That project inquires into
the content of their videos, their media making pro-
cesses, and how their work influenced their sense of
identity as media activists from a community at risk of
marginalization. Their videos powerfully speak back to
dominant representations of Somali andMuslim women
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in the mainstream mass media (Watt, 2011a, 2011b,
2012). They are the first females in the Somali diaspora,
and among the first Muslim woman, to create and share
comedic content online, based on their lived experiences
as racialized, Somali-Canadian, Muslim, female youth.
Over the course of our collaboration I followed Kayf,
Fartousa and Hodan around; listened to stories of their
high schooling experiences and growing up in Ontario;
discussed their videos and the production process; and
co-produced a documentary to bring their work to edu-
cators and community audiences. I witnessed their grow-
ing awareness of themselves as media activists making a
difference in the world. During this time, I was also in-
spired by the work of educators who create opportuni-
ties for youth to make videos to inquire into their own
lived experience and promote social justice and intercul-
tural understanding (e.g., Goodman, 2003, 2018; Ratner
& Friesem, 2018). Since video technologies have become
widely available, relatively inexpensive, and increasingly
easy to use, it is long past time that all students expe-
rience the transformative potential of meaning making
and sharing with this medium.

Teacher education programs are potentially impor-
tant sites to bring about educational reform. New teach-
ers are exposed to research, theory, and pedagogies in
their courses. Even if practicumexperiences don’t always
mirror the most recent innovations, it is hoped recent
graduates will be better able to negotiate these complex
challenges. I have led video making workshops with nu-
merous students in our teacher education program, both
withmy own students and at the request of other profes-
sors. However, my own areas of expertise is in literacies
and curriculum studies, not digital technologies. Could a
professorwithout a background in video production help
student teachers learn to make videos? My work with
three YouTubers convincedme of the importance of initi-
ating videoworkshopswith teacher candidates. I learned
valuable technical skills working with Kayf, Fartousa, and
Hodan. Much more importantly, they taught me new
ways to approach teaching and learning in the digital age.
As YouTubers, they understand the importance of col-
laboration, distributed knowledge, learning in real-time,
persistence, asking for help when you need it, and a will-
ingness to take risks.

My first effort to have student teachers make videos
to engage curriculum and critical perspectives was four
years ago in a course on the social contexts of school-
ing, with teacher candidates at the primary grade (K to 3)
level. This was an opportunity to test out my ideas on
how to introduce teacher candidates to video produc-
tion as a critical digital literacy practice. During the term
we took up a range of social justice issues, including
how to negotiate homophobia, racisms, sexism, inequal-
ity and priviledge; culturally appropriate pedagogies; is-
sues around representation; and the consequences of
absence in the curriculum. Course content provided stu-
dents with a number of critical lenses through which to
consider curriculum. For the final assignment, teacher

candidates were asked to create an integrated unit plan
in their subject area specializations that involved primary
grade students making videos. The class worked in col-
laborative teams of three or four, and in spite of initial
anxieties, together we negotiated technical, curricular,
critical, and pedagogical challenges. The videos and in-
structional plans were inspiring. This is a sampling of
the comments teacher candidates made on an anony-
mous questionnaire:

• We had a lot of fun doing this, and that’s what we
want for students.

• It’s much simpler to make a video than people
think.

• Kids who aren’t strong writers can express them-
selves by making a video.

• You can get parents involved with a project like
this.

• I can’t believe how empowering it felt to make a
video. Kids will love this!

• Nobody is an expert....We are all learning all the
time.

• We all expressed our unique perspectives in our
videos.

The response from teacher candidates at the screening
and sharing session was transformative for everyone in
the room. Student teacherswere deeply inspired by their
videos, and by the creative, critical, collaborative, and
curricular possibilities offered by multimodal meaning
making. It was clear that learning processes involved in
videomakingwere unique.Most students articulated the
intention to make videos with their own primary stu-
dents in the future. At this point, it was obvious that
video production was worth pursuing with other teacher
candidates, especially since few professors involved in
teacher education were doing it.

5. The Research Context

This inquiry involves 40 pre-service elementary teachers
in an integrated Language Arts/Arts course taught by the
researcher, in a two-year teacher education program, at
a large Canadian university. This small sample size and
the fact that research was conducted in my own class-
room might be considered limitations. However, it was
important to work with students in depth for the dura-
tion of one semester to integrate critical video making
into existing required course content. It would have been
difficult for another professor to dedicate so much class
time for research purposes as I would essentially have
had to teach their course.

The elementary Language Arts/Arts course at my in-
sitution prepares candidates to teach the four strands of
the Ontario Language Arts Curriculum (Ontario Ministry
of Education, 2006) at the Grade 4 to 6 level. These
strands include reading, writing, oral communication,
and media literacy. The Arts (Ontario Ministry of Educa-
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tion, 2009a) components integrated into the course are:
dance, drama, fine arts, and music. It is taught frommul-
tiliteracies perspectives, with an emphais on the role of
student backgrounds and identities in the development
of literacy. Classes took place over one semester, meet-
ing for twelve, three-hour sessions. Teacher candidates
were in the second semester of a four semester certifi-
cation program. This was the only literacy course they
had taken so far in their program, and they would com-
plete a second course at the primary (grades 1 to 3) level
in year two. Student teachers could opt to take the one
available stand-alone technology course during their fi-
nal semester in the program. They had no other technol-
ogy experiences in any of their course work up until this
point. Two research questions guide this inquiry:

RQ1: How can video production be integrated into el-
ementary teacher education to engage curriculum, di-
verse student identities, and critical perspectives?
RQ2: What insights can be gained into how to pre-
pare pre-service teachers to navigate the 21st century
classroom in relation to critical digital literacies?

The primary task involved teacher candidates collaborat-
ing in teams of three or four to design a multimodal in-
structional plan to engage cross-curricular expectations
(in Language Arts, The Arts, and optionally in other cur-
riculum areas), diverse student identites, and/or critical
perspectives. The plan had to be designed as a teacher
resource for other educators and posted to the course
Wikispace in order to expand the audience for their unit
plan beyond the professor. The content of the instruc-
tional unit was open-ended to permit students to choose
areas of personal interest, and it had to involve students
making videos. Each team was asked to produce a short
mentor video they could share with their students as ex-
emplars. Thementor videoswere screened in class when
students shared their instructional plans. Although all
teacher candidates indicated theywere active on various
social media, only two had ever produced a video and
shared it online (in a non-educational context), before
doing this assignment.

6. Data Collection and Analysis

Visual ethnographic methods are used to collect data
and respond to the research questions (Denzin &
Lincoln, 2011; Pink, 2007; Rose, 2012), since the teacher-
produced videos are a central component of this study.
As Pink points out, visual studies usually also incorpo-
rate traditional data sources, which is the case with
this project. The final product and processes involved
in making the videos are inextricably tied up with
teacher candidate knowledge, identity, lived experience,
and assumptions about teaching and learning litera-
cies. Visual ethnography is therefore appropriate to un-
derstand their assumptions and changing conceptions
of literacies.

In addition to the student mentor videos, a num-
ber of documents were collected and analyzed. These
include the multimodal instructional plans created by
teacher candidates and a reflective essay to justify the
plan, analyze the collaborative video making process,
and outline perecived challenges and possiblities of mul-
timodal curriculum design with video. Participants also
completed two anonymous questionnaires—one at the
beginning of the video workshop and the other on the
day the instructional plans were handed in. These were
designed primarily to capture understandings of liter-
acy, past experience with video making, and attitudes to-
wards making videos with students before and after the
workshops. The researcher and two doctoral candidate
research assistants also took photographs and recorded
field notes during the video production workshop. One
focus group session was held after the end of the term,
which was video recorded and transcribed. Participants
were asked about their experiences completing the video
and the multimodal instructional plan, as well as about
their understandings of literacy.

Qualitative data analysis and writing were ongoing
before, during, and after the course. Content analysis
was conducted on the mentor videos to look for themes,
critical perspectives, curriculum connections, and techni-
cal aspects. The videos, instructional plans, and reflective
essays were independently coded by the researcher and
two graduate student research assistants, for emergent
themes related to the research questions. We were par-
ticularly interested in identifying language and themes
related to the process of video making, critical perspec-
tives, and literacies. Interpretation considers evidence
from these numerous sources in relation to a New Lit-
eracies theoretical and pedagogical framework. The re-
searcher did not know who had agreed to participate in
the study, and no data analysis was conducted until fi-
nal marks were submitted after the course. The video
workshop process is transferable to other contexts, but
results cannont be generalized based on one example.
Tri-council ethics approval involving human subjects was
granted from the researcher’s university.

7. The Multimodal Curriculum Design Process

A number of experiences during the semester lead up
to completion of this final assignment, in which teacher
candidates were expected to apply theory and pedago-
gies they had learned during the course. The sequence
of activities was designed to increase knowledge and un-
derstanding of curriculum content, in addition to the-
ory and pedagogies related to both traditional print lit-
eracies and New Literacies. The Arts component is also
treated as an important form of meaning-making, or lit-
eracy. Working with an understanding of Arts practices
as literacy reinforces an expansive notion of literacies,
and helps students to understand the concept of multi-
modality. Teacher candidates are exposed to print and
New Literacies simultaneously and thus experience how
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they are not separate, but interrelated and dependent
upon one another. Evidence from their multimodal in-
structional plans suggests a strong appreciation of the
synergy that emerges when print and digital texts are in-
tegrated throughout the curriculum design process.

Early in the term, student teachers are introduced to
the content of Language Arts (Ontario Ministry of Edu-
cation, 2006) and The Arts (Ontario Ministry of Educa-
tion, 2009a) curricula, as well as to historic and current
understandings of literacies teaching and learning. Criti-
cal literacies follow soon after, to underline their signif-
icance. It is stressed that teaching children how to read
andwrite is, of course, central to their classroompractice.
However, they should never lose sight of the fact that it
is what students do with literacy that is most important,
even at the elementary school level (Willinsky, 2001).

To get teacher candidates thinking about how crit-
ical perspectives may be enacted through the use of
video technologies, Kayf and Fartousa are invited as
guest speakers. They share their YouTube videos and
lived experiences as racialized youth from a community
at risk of marginalization. After screening their work,
they talk about how their videos are inspired by their
family experiences and cultural background as Somali-
Canadians. They also discuss their experience of absence
in the Ontario Curriculum, and how they had to nego-
tiate stereotypical representations of Muslim women in
the mass media as high school students in the years fol-
lowing 9/11. Through the use of humor—both in person
and in their videos—Kayf and Fartousa open up critical
conversations in a less threatening way. By laughing at
themselves, they make others feel at ease, which leads
to difficult conversations around difference.

This guest speaker session serves a number of pur-
poses: 1) teacher candidates have an opportunity to
meet and talk with racialized, Muslim female youth,
who, for virutally all members of the class, are from
a different religious and cultural background; 2) having
Somali-Canadian, Muslim females talking about making
videos instead of being the subject of media portray-
als, disrupts power relations; 3) personal narratives of
the potential transformative power of representing one-
self through making and sharing YouTube videos legit-
imizes New Literacies practices children and youth are
involved in outside the classroom and highlights their sig-
nificance; and 4) student teachers become curious about
how video productionmight fit into their own school con-
texts. In other words, this session performs video mak-
ing and sharing as critical digital literacy practice. By be-
ing part of this face-to-face conversation on YouTube
videos, teacher candidates are invited to participate in a
meaningful conversation on difference. Screening and re-
sponding to videos is an engagingway to involve students
in critical reflection and discussion on difficult topics.

The final assignment is introduced the following
week, mid-way through the semester. Teacher candi-
dates then participate in a three-hour video produc-
tion workshop as preparation for completion of the mul-

timodal instructional plan. Students complete a short
questionnaire to identify their previous experience with,
and attitudes towards, video production. A short reading
introducing student filmmaking (Hutchison, 2012) and
simple video making resources are posted to the class
Wikispace before this session as resources for anyone
interested (e.g., shot sheets, blank storyboards, a chart
with steps in the video making process, cross-curricular
suggestions for video projects, and ideas for different ap-
proaches to representation such as puppets). Students
are asked to form groups of 3 or 4 before the work-
shop. One member of each team must have a device
with a camera. All of the videos end up being shot on
mobile phones.

8. The Video Production Workshop

To set the stage on the day of the workshop, the class
begins by having teacher candidates respond to the
following question: What do you consider to be the
benefits and challenges of having elementary students
make videos in the classroom? The answers are posted
anonymously on a screen at the front of the class using
Padlet, an online bulletin board. The responses appear in
Table 1.

Over the past three years, I have asked the same
question to more than 500 teacher candidates at the
beginning of video production workshops, and the pat-
tern of answers has been similar for each group. There
are generallymore concerns than posssible benefits, sug-
gesting resistance or lack of awareness about the po-
tential of video. Before teachers have the experience of
making a video, themselves, it’s potential for multimodal
meaning making tends to be vastly underappreciated.
Most teacher candidates have had no experience with
video production during their own schooling.

My research team and I then briefly review steps in
the video making process, offer basic tips such as the im-
portance of paying attention to sound quality, and pro-
vide storyboards. Students are prompted to plan, shoot,
and publish a 30 second one-shot video, to be screened
during the last 20 minutes of class. They are expected
to create a student mentor video that could be shown
to their elementary students as an exemplar (as part
of their instructional unit). In terms of subject matter,
groups choose a topic from any curricular area, but there
must be strong links to the Language Arts Curriculum,
with connections to The Arts. At this point, teacher candi-
dates are also encouraged to think about how they could
make their video critical and we discuss some examples.

Editing is not required, but most groups choose to
undertake simple editing. Kayf, Fartousa and two grad-
uate students are on hand to help out with any techni-
cal or creative issues that arise. We purposely avoid ex-
plicit teaching of technical skills. Students are expected
to learn in their collaborative groups and get help from
our team, if needed. This makes them feel support is
available, but they soon realize they are capable of cop-
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Table 1. Challenges and benefits of making videos in the elementary classroom.

Challenges of having elementary students make videos in the classroom

• I don’t know anything about video or editing.
• I have never made a video before.
• There are so many other more important things we need to learn in our teacher education program.
• Access to technology is limited in schools. Is it expensive?
• It takes too much class time and effort for students to make a polished video.
• Privacy and safety issues with kids filming one another and sharing online.
• Video may be too distracting and kids might fool around too much. It might be hard to manage.
• Need for parental consent.
• It’s too risky.
• I would only do it after I had the proper training and ongoing support.
• We already have so many responsiblities. It’s too much.
• I haven’t seen any teachers in my school doing this. Is it even allowed?
• There could be tech failures and I wouldn’t know what to do.
• I worry kids could damage the equipment.
• How would you evaluate a video?
• Is it in the curriculum?
• Kids already spend too much time on screens.
• Students might be overstimulated.
• Some kids might not want to be filmed.

Benefits of having elementary students make videos in the classroom

• It engages many types of learners.
• Students who struggle with traditional literacies might excel making a video.
• We need to keep up with new technologies.
• Kids would find it fun.
• It encourages creativity.
• Videos could be shared with many audiences, including families and other classes.
• It is another way to demonstrate learning.
• It would be good to use with students who are anxious about public speaking.
• It’s a platform where students could raise important issues.
• Kids need to learn to use different technologies.

ingwithin their teams. Seldomdo teacher candidates ask
for assistance at this stage. Once they are convinced of
the value of videomaking as a significant literacy practice
they can pursue other opportunities to develop technical
expertise if they are interested, but this is not necessary.

As the professor, it is important to decenter as
“knower” to disrupt the notion that a teacher must know
more than students, and to model a collaborative ap-
proach to teaching and learning. Everyone is expected to
learn with, and from, one another and to access readily
available online resources if needed. By the end of this
session teacher candidates have a better appreciation of
the concept of distributed expertise and the benefits of
sharing knowledge, skills, and powerwith students in the
digital classroom. Along with experiencing the power of
collaboration and learning-as-you-go, this is one of the
main goals of the workshop. The de-emphasis on tech-
nological skills and time pressure create the conditions in
which collaboration is necessary to get their video ready
in time for screening. Some studentswill have some tech-
nical expertise, others will write the script, while others
will be willing to act in the video. I first witnessed this

approach to video making during a workshop for Israeli
and Palestinian youth, led by Dr. Yonty Friesem at the
Summer Institute in Digital Literacy at the University of
Rhode Island. Teammembers had to rely on one another
to get their videos made in time for public screening.
Rather than focus on technological skills, the emphasis is
on teamwork and comprehensible content. There have
only been two groups over the years who did not meet
the screening deadline at the end of a workshop. This
was because they had members with video experience
and their projects became too complex to finish in the
time allotted, so their screeningwas delayed until the fol-
lowing class.

Some of the student teachers were anxious at the
start of the workshop. Most had never made a video
before and imagined it to be difficult. After instructions
were given, everyone got to work quickly and focused
intensely on the task. There was soon a high level of
engagement, with much talk and laughter in the class-
room and hallway where students were working. Some
groups used puppets from the resource center and oth-
ers acted in their videos. Once everything was posted to
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YouTube it was time for the screening. Teams were visi-
bly relieved they were able to meet the deadline. They
were proud and many were surprised to be able to pro-
duce a video to share with classmates. Each group intro-
duced and screened their work, and the class response
was overwhelmingly positive. Everyone seemed to feel
the excitement and a sense of accomplishment. Teacher
candidates are also surprised at how easy it is to make
a video, which opens up thinking about what is possible
with students.

9. Results and Discussion

9.1. Elementary Pre-Service Teachers Make Videos:
Attitudinal Shifts

Survey responses on the pre-workshop questionnaire
and interview data from the focus group session indicate
that at first themajority of teacher candidates were posi-
tive, even if somewhat uncertain, about the value ofmak-
ing videos with elementary students. It may be thatmost
thought this seemed a good pedagogical strategy, but
they did not know what that might look like. They were
concerned about a lack of technical skills, questioned the
relevance of using student-made videos to engage cur-
riculum expectations, and did not consider video mak-
ing a practical classroom activity due to time constraints
and technological requirements. Many also wondered if
video production could be too distracting or difficult for
students in the elementary grades.

This was the first time video had been introduced
in their teacher education program, and none of the
teacher candidates had seen student-produced videos
during practicum or in their own schooling experiences.
However, questionnaire data collected after the instruc-
tional plans were finished indicate that participation in
the collaborative process of multimodal curriculum de-
sign led to postitive attitudinal changes. Table 2 provides
a summary of this shift.

The most significant result according to the final
questionnaire was that 100%—all teacher candidates
in the class—indicated they plan to have their future
students make videos to engage curriculum and digi-
tal literacies.

Candidates were surprised making a video was much
easier than they had anticipated, and most found it en-

joyable and engaging. Student teacher reflections on the
process from the focus group discussion suggest a high
level of enthusiasm after the hands-on experience mak-
ing videos themselves, followed by having to incorporate
video making into an instructional plan:

I’m very inexperienced with video and technology.
I find technology very daunting and I don’t really like
videos onmy phone or anything like that. I don’t know
how to upload or edit them, so I really have no expe-
rience. This project stressed me out in the beginning
because I didn’t really know what we were going to
have to do. When Dianementioned video production,
I was like, “Oh, my God!” [laughter], but it wasn’t that
hard after we did it. It was the collaborative part that
made it work. You had support from your colleagues.

I was so impressed with how much everyone got out
of making videos in this course.

You could see how excited many people were making
their video. I would never have thought of bringing
video into my teaching before this. It was such a new
idea to me.

These comments coincide with our team’s observations
of teacher candidates during the video workshop. There
was doubt at first, but by the time the videos were
screened at the end of class, trepidation shifted to en-
thusiasm. Participants recognize video making is new in
most classrooms and understand they are being initiated
into a practice that has a great deal of potential.

After the workshop, student teachers view the tech-
nical aspects of video making as within their reach, and
they recognize the benefits of collaboration on a techni-
cal task most assumed was beyond their level of knowl-
edge and technical expertise. A number of students
noted that they benefited not only from learning how
to make and share a video with other members of their
team, but also from viewing the videos other groups
had created:

This experience made me more comfortable bringing
video into the classroom. I think I was still a little ten-
tative about the assignment after we were done. We
weren’t sure thatwewent into enough depthwith the

Table 2. Teacher candidate attitudes to video production in the elementary classroom before and after designing a multi-
modal instructional plan.

Before Completing the Video Workshop and After Completing the Video Workshop and
Multimodal Instructional Plan Multimodal Instructional Plan

73% of teacher candidates did not feel confident integrating 93% of teacher candidates felt confident integrating
video into instruction to engage curriculum and video into instruction to engage curriculum and
critical perspectives. critical perspectives.

64% believed students could benefit from making videos 100% believed students could benefit from making videos
in the classroom. in the classroom.

Media and Communication, 2019, Volume 7, Issue 2, Pages 82–99 89



critical part. During the screening, when we sawwhat
all the other groups had produced we got a much bet-
ter idea of what it means to be critical and how we
could bring that into the classroom using video. It was
very helpful to watch other people’s videos.

I got so many great ideas from watching the videos
made by my classmates. I really want to get the kids
to make a video on my next practicum placement.

It was so great to see so much engagement in our
class. We aren’t always that excited by what we do
in teacher education. Even though students in our
class didn’t have much experience making videos, we
forged ahead together. I think its important to take
risks, ourselves, because we are asking kids to take
risks. You don’t always understand an assignment or
a technology, but you have to struggle through it and
I think this helps you grow.

Student teachers articulate the benefits of collaborat-
ing on a curriculum design project and of sharing work
with other educators. With so many demands on teach-
ers today—including the need to integrate digital tech-
nologies into the curriculum—collaboration on curricu-
lum planning has become essential, and also enriching in
terms of professional learning (Knobel & Kalman, 2016).
Unfortunately, although collaboration is often promoted
in teacher education programs, these programs tend
to require students to complete assignments indepen-
dently for fear that gradesmay not accurately reflect indi-
vidual achievement. This is one of of the issues we need
to work through as educational paradigms shift. If collab-
oration is truly valued, how must assessment and evalu-
ation transform?

9.2. The Multimodal Curriculum Design Projects:
Engaging Curriculum and Critical Digital Literacies

In addition to a more “can-do” attitude regarding the
technical aspects of video production, and a stronger un-
derstanding of the benefits of collaboration in the digital
classroom, focus group data and content analysis of the
instructional plans also indicate student teachers had a
good grasp of how to use videomaking to integrate cross-
curricular expectations and critical literacies into instruc-
tion. My research team analyzed the unit plans and ac-
companying studentmentor videos the teams of teacher
candidates completed collaboratively as the final assign-
ment in the course. Content and themes were identified
to look for evidence student teachers were able to ap-
ply new skills and understanding by integrating student
video production into a unit of study in Language Arts
(with the option of including other subject areas), to en-
gage curriculum expectations and critical perspectives.
We also sought evidence that understandings of literacy
had expanded, which is discussed further below. In total,
10 assignments were analyzed. All groups successfully

integrated traditional print and New Literacies perspec-
tives into a Language Arts unit plan, and engaged curricu-
lum expectations and critical perspectives.

Teacher candidates chose critical content they were
familiar and/or comfortable with, with some groups go-
ing further than others. Students come to teacher educa-
tion fromvarious academic backgrounds, and those from
disciplines more focused on critical perspectives found
the task easier. A number of critical issues are taken up in
the instructional plans, including environmental sustain-
ability, identity and difference, intercultural understand-
ing, and gender. In several of the unit plans, students de-
construct representations to identify who is portrayed
and who is left out. After a unit of study, most of the
videos involved students sharing their research, knowl-
edge, understanding, and/or identities with audiences
beyond the classroom to inform and to inspire change.
For example, in one instructional plan students are asked
to create a news broadcast to think critically about en-
dangered animals and the impact humans have on their
habitat and community. The unit plans describe the pur-
pose and audience for the student videos:

Students will direct their videos to the school com-
munity and encourage their peers to make con-
scious choices when in a natural environment. The
student’s videos will capture the attention of their
school community by using real-life facts on their
chosen endangered animal and ways in which we
can change our lifestyles to promote healthy habitats
and communities.

Other topics taken up in the instructional plans include:
an anti-bullying awareness campaign; creating non-
stereotypical news stories; challenging gender stereo-
typing in advertisements for children’s products; telling
a fairy tale from a different perspective; writing a per-
sonal anthem based on student identities and interests;
a novel study that focuses on critical thinking; creat-
ing a public service announcement on endangered an-
imal species; and a critical approach to exploring iden-
tity through dance. Critical digital literacy practices of-
fer opportunities for students to become designers of
powerful texts (Kress, 2010). As Ávila and Zacher Pandya
(2013) remind us, in the context of participatory culture
(Burgess & Green, 2009; Jenkins et al., 2006), they of-
fer alternative methods of teaching and learning that po-
tentially disrupt traditional banking systems of education
(Freire, 2000).

Critical pedagogical strategies used in the unit plans
include: discussion, writing tasks, reflection, question-
ning, deconstructingmedia representations, and produc-
ing digital/media messages. A number of the unit plans
have students viewing and critiquing videos before they
create their own. This is a key strategy, for students
need experience analyzing how multimodal texts make
meaning in order to produce digital texts that communi-
cate effectively. Student teachers also built in opportuni-
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ties for critical feedback from various audiences during
screenings of rough cut videos and during final screen-
ings, which opens up additional spaces for critical con-
versations. One group explains:

Students will screen their videos in the library as part
of a film festival. Classeswill be invited to view student
films at their individual tables and students will have
the opportunity to explain their video, the production,
and their critical examination of news stories.

Given their limited knowledge of video production at this
point, most groups chose not to formally evaluate tech-
nical aspects of the student videos, but instead focused
on effectiveness of communicating the message, organi-
zation, and evidence of knowledge and understanding of
curriculum expectations. Of course, technical choices af-
fectmeaningmaking, but teachers recognized this would
gradually become more sophisticated as they and their
students gained more experience with video. Some of
the unit plans also evaluate collaborative skills, which,
again, illustrates the degree to which teacher candidates
considered community building to be one of the most
significant benefits of video production.

Following is a closer examination of three of the mul-
timodal instructional plans. These were chosen to illus-
trate the broad range of cross-curricular topics and ped-
agogies taken up by teacher candidates. The first, de-
signed for Grade 6, engages gender roles through a study
of advertising directed at children. The authors demon-
strate how video production can be used to engage cross-
curricular expectations and critical perspectives. The sec-
ond unit plan has Grade 4 students critically evaluate
whose point of view is presented in a text and identify
missing or alternative points of view, through rereadings
of traditional fairy tales. The studentmentor video repre-
sents thewolf’s point of view in the story, The Three Little
Pigs. In the third instructional plan, designed for Grade
5, students take up a critical perspective on traditional
dances from around theworld. The focus on intercultural
understanding opens up a space to bring diverse student
identities and cultures into the classroom and is thus an
important example of how video can engage multilitera-
cies perspectives.

9.2.1. Example 1: Gender Roles and Stereotypes in
Advertisements for Children’s Products

As one team notes in the introduction to their instruc-
tional plan, “video making is a wonderful way to inte-
grate curriculumexpectations.” All groups successfully in-
tegrated Arts and Language Arts curriculum expectations
into their plans. However,most wentwell beyond this ba-
sic requirement to include other curriculum areas such
as Science, Social Studies, and Health. This unit on gen-
der roles and stereotypes in advertisments for children’s
products integrates cross-curriculuar expectations while
taking up critical perspectives on gender. Students at the

Grade 6 level can relate to the topic of gender roles and
advertising, making this a developmentally-appropriate
means to engage these key areas of critical literacy. The
unit is summarized in the introduction:

During the unit students critically analyze the impli-
cations of gender roles and stereotypes. They be-
gin by comparing two commercials advertising the
same product, but each has a significantly different
intended target audience, based on gender. The class
analyzes and discusses how this product is presented
differently to girls and boys. They will aquire a work-
ing understanding of how stereotypes about gender
and gender roles impact the human development and
self concept of others. Theywill also learn appropriate
ways to deal with and modify these assumptions and
stereotypes by creating their own media texts. Stu-
dents work in teams to apply their understandings by
designing and filming a commercial for the same prod-
uct that is gender neutral.

The authors of the unit plan explain how it integrates
cross-curricular expectations from Language Arts (read-
ing, writing, and media literacy), The Arts (drama), and
Health and Physical Education (human development and
sexual health). They describe how it engages critical lit-
eracy skills to evaluate gender roles and stereotypes
in advertising (although they do not critique binary
gender identities), and that New Literacies are devel-
oped as students create videos to apply and then share
their understandings.

The student mentor video depicts people playing
with the product, which is a play dough. Only hands
and arms are filmed, and subjects wear black, so no ex-
plicit allusions are made to gender. The use of a variety
of colours also disrupts a particular colour being associ-
ated with being female or male, also opening a space for
the existence of other gender identities (Figure 1). This
contrasts with the two advertisements students critique
together, which specifically target girls and boys using
colour and themes. This student mentor video provides
a comprehensible alternative to the product’s stereotyp-
ical ads, scaffolding student learning.

In their reflective essay, these teacher candidates
draw upon concepts taken up during the course in class
activities and readings to justify their curriculum design
choices. This is an opportunity to apply what they have
been learning all semester. For example, they reference
a number course readings related to literacies and eq-
uity, including Ontario Ministry of Education policy doc-
uments. This excerpt from the unit plan describes how
power circulates in media representations, and explains
how a child’s gender identity is formed gradually, with
media being an influential site:

Watching little girls play with dolls, and little boys play
with trucks can have a huge impact on shaping the
identity of a child. It could also be an issue when an in-
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Figure 1. Student mentor video depicting neutral gender roles in advertising for children.

dividual child doesn’t fit into the roles on offer in the
media. This unit gives students the opportunity to crit-
ically analyze factors that may have shaped their own
sense of identity.

This team also mentions the power of video making to
encourage creativity and facilitate the learning process.
They argue assignments that ask students tomake videos
to demonstrate understanding and share their perspec-
tives are also likely to foster a love of learning given that
many students find video enjoyable and motivating. The
final student videos are assessed on curriculum and crit-
ical content as well as depth of understanding of stereo-
typical gender roles.

This multimodal instructional plan thus provides an
example of how video production as a critical digital lit-
eracy practice can be integrated into the Grade 6 cur-
riculum. With no previous experience or available exem-
plars, these teacher candidates engage the topic of gen-
der stereotyping, and bring together numerous curricu-
lar areas of inquiry by focusing on critically reading and
producing digital video advertisements.

9.2.2. Example 2: A Fractured Fairy Tale: The Three Pigs
and the Big Sick Wolf

This second instructional plan for Grade 3 or 4 stu-
dents contributes to understandings of how to engage
critical literacy with younger children (Vasquez, 2013;
Wohlwend, 2013). The unit invites students to reread tra-
ditional fairy tales from an alternative point of view. Frac-
tured fairy tales are not new to the literacy field, but the
practice of rereading is only one half of the critical liter-
acy process. Students also need to be able to create their
own meanings, which is where video production can be
introduced. As the authors of this unit contend, “it is im-
portant for students to understand the various ways they
can create meaning without pen and paper.” Like other
groups, the designers of this unit note:

Students will demonstrate their ability to express
their thoughts and ideas in a new format. By using a
multimedia platform and creating a short video, stu-
dents will be involved in traditional print literacy prac-
tices before they even begin the filming process. They
will complete lessons and activities that include brain-
storming and planning; and rewriting scripts by mod-
ifying the plot, setting and/or characters. Students
will critique and offer peer assessments of their class-
mates’ videos and written work.

Again, video (Figure 2) greatly expands opportunities
for sharing and critique, which makes it an appropritate
medium to engage not only disciplinary knowledge, but
critical digital literacies.

This group draws from Harste (2014) to emphasize
the importance of transmediation in the classroom. They
explain that “oving across sign systems (from language to
art, for example) has been shown to generate new ideas
and new insights” (p. 91). In the introduction to the unit,
teacher candidates lay out that during this unit of study,
through video production “students are able to portray a
variety of emotions and sensations that would often be
lacking in a written piece.” They write that “by offering
students the opportunity to express themselves using a
variety of multimedia forms we are creating a dynamic
and engaging learning space.” Throughout the course the
importance of student engagement was stressed, and
based on their own experiences during the video produc-
tion workshop, student teachers came to view video as a
meaningful way to motivate and engage their students.

These teacher candidates go on to justify their cur-
riculum design by emphasizing links between traditional
print literacies, digital literacies, critical literacies, and
transmediation:

Transmediation is an overarching feature of our lessons
in which students listen, interpret, and perceive fairy
tales in a certain manner and are asked to reimagine
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Figure 2. Screenshot of student mentor video: The dramatization of Three Little Pigs from the wolf’s perspective, using
stick puppets.

this tale from another point of view….They are then
asked to express it using digital video technology.

This team also articulates the need to bring critical liter-
acy into the elementary curriculum to help students iden-
tify, reflect on, and analyze power relationships in texts.
Their focus on how print and digital stories can be inter-
preted from different perspectives is an important com-
ponent of a strong critical digital literacy practice.

9.2.3. Example 3: A Critical Approach to Inquiring into
Identity Through Dance

This group inquires into identities and cultures through
dance during the video production workshop (Figure 3).
Their student mentor video consists of a series of short
dance clips found online that represent their own cul-
tural backgrounds. To make their video, they taught
themselves how to import short clips from YouTube into

an iMovie template. During the screening, it was inspir-
ing to hear their account of learning about one another
during the process of making their video in the work-
shop. These pre-service teachers explained how the cura-
tion and sharing of cultural texts to include in their short
student mentor video lead to better understanding of
one another’s identities and cultures. They were also sur-
prised at how the act of collaborating on a short video
helped them get to know one another, and now viewed
video making a powerful community-building strategy.
Multiliteracies theory stresses the importance of com-
munity and bringing student identities into the curricu-
lum to promote literacy development. If learners do not
feel like valued members of the class and/or do not
see themselves represented in the curriculum, they risk
marginalization (Dei et al., 2000; Watt, 2011a, 2011b).

This team’s multimodal instructional plan mirrors
their lived intercultural experiences during the initial
video workshop. In the introduction, the authors explain

Figure 3. Screen shot of student mentor video on critically inquiring into identity and culture through dance.
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their unit promotes critical literacy by encouraging stu-
dents to ask questions and reflect as they create their
own video and read the videos that other students make.
They underline what they consider most significant in
their Language Arts/Arts unit of study:

This dance activity promotes diversity and accep-
tance among students and awareness of other cul-
tures. Students are able to learn through collabora-
tion with peers.

One of the activities in the unit involves a critical dis-
cussion of the issue of representation in the media and
whose voices are excluded. The main assignment re-
quires students towork in groups to create a dance video
that represents their own families and cultural back-
grounds. Students use YouTube as a resource and must
include a voice over that explains meanings represented
in the dances. Through this process, it is hoped students
will challenge assumptions by learningmore about them-
selves and others. The unit integrates expectations from
the dance strand of The Arts Curriculum (Ontario Min-
istry of Education, 2009a), which madates that students
at the Grade 5 level demonstrate and understanding of
a variety of dance forms, traditions, and styles from past
and present, and their sociocultural and historical con-
texts. In addition, all four strands of the Language Arts
Curriculum (2006) are engaged in this unit, including oral
communication, reading, writing, and media literacy.

This example highlights that there is much more go-
ing on during the three-hour video production workshop
than the acquisition of technological expertise. Here,
teacher candidates focus on critical content and curricu-
lum expectations from The Arts and Language Arts. The
process of making a video collaboratively becomes the
site where students (and teacher candidates) actively en-
gage with curriculum, critical literacy, and colleagues to
co-construct new understandings of identities and cul-
tures. As this unit plan demonstrates, the multidimen-
sional aspect of video production as both process and
product opens up new venues for teaching and learning
in the digital classroom.

9.3. Expanded Understandings of Literacy

There is also evidence to suggest that participating in
a simple hands-on video production workshop followed
by a curriculum assignment requiring the integration of
video production into a Language Arts instructional plan,
expands teacher candidates’ understandings of what
counts as literacy. In their unit plans and reflective essays,
student teachers integrate literacies theory and pedago-
gies introduced during the term. The instructional plans
as a whole demonstrate that participants’ understand-
ing of video as a different form of meaning making was
strong. Although not every student teacher explicitly
mentions multimodality as an key feature of meaning
making with digital video, it was often implied in the unit

plans, the reflective essays, the focus group session, and
the questionnaire responses. Teacher candidates made
the following insightful observations about the signifi-
cance of video making:

Constructing meaning with video is unique because
it’s your whole body. You experience it through all
of your senses when making it, but when screening
it, too! To watch the images and see someone in ac-
tion, themovement, it adds another layer of meaning.
I think a lot of kids at the elementary level have an eas-
ier time expressing themselves through acting ormov-
ing. Some kids can’t write down an idea on paper, but
they could act it out. Some kids would be more com-
fortable making a video over writing a poem.

In this course I have come to appreciate digital literacy
more than I did before. I now appreciate how much
video can add to the Language Curriculum. There is
so much you can do with it.

Evenwith getting kids tomake identity texts...it’s such
an important way for people to be able to express
themselves.

I think about literacy differently now. Video can help
me communicate with the world. It is so complex. You
have to think about movement, the use of colour,
body positions. It’s all those little things that you
might not think about reading a book or a print text.
Video lets you share experience differently.

With our world immersed in social media platforms
such as Facebook and Instagram, our youth grow up
in a digital world that they need to understand and be
able to apply to their everyday ives….Youth and chil-
dren can use these to find a voice for themselves, so
educating students on the benefits and proper use of
these technologies is important….Incorporating video
production into our teaching allows for students to ex-
press themselves in ways that pen and paper simply
cannot. This is a very different, yet interesting and fun
way for students to learn.

I see the importance of bringing in video now. We
didn’t do much media literacy on my practicum. I am
much more excited about taking this into the class-
room and helping young kids learn to use video tech-
nology. I have a degree in English, so have always been
into books. I’m very old fashioned, but now I’m seeing
the benefits of incorporating new technologies and
new media into the classroom.

These teacher candidates appreciate the affordances of
video, and recognize meaning making using this tech-
nology as complex. They see that video (and other digi-
tal technologies) does not replace traditional print litera-
cies, but reinforces and extends them. Even an English
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specialist who loves books and admits to being “very
old fashioned” concludes that video should not be ig-
nored by teachers.Manymake connections between the
ubiquitous use of digital technologies outside the class-
room and what is happening, or not happening, in our
elementary schools. Conceptions of literacy greatly ex-
panded when these teacher candidates had the oppor-
tunity to experience the affordances of video production
first hand and then design their own multimodal instruc-
tional plans. Teacher candidates no longer viewed tradi-
tional print literacies and New Literacies as separate. In
all of the multimodal unit plans, there was strong evi-
dence they understood the potential of combining tra-
ditional print literacies with New Literacies, through pre-
production activities such as researching, discussion, sto-
ryboarding, script writing, and planning. They also sug-
gested opportunities to engage traditional forms of lit-
eracy post-production through follow-up activities, in-
cluding oral and written feedback and critique to other
groups, reflective writing, and discussion sessions with
various audiences. The possibilities are endless.

Every group in this study went beyond what was ex-
pectedwith this assignment, because they foundmaking
videos engaging and relevant for their students. A num-
ber reported this as their favourite assignment in the pro-
gram. They were impressed by how making videos fos-
ters collaborative skills and a sense of community. Hav-
ing students make videos is also a powerful way to en-
gage cross-curricular expectations. Significantly, all par-
ticipants stated that they plan to have future elementary
students make their own videos.

10. Implications for Teacher Education

Returning to the research question on how video pro-
duction can be integrated into elementary teacher edu-
cation to engage curriculum, diverse student identities,
and critical perspectives, the short answer is that it may
be easier than onemight expect. As this research demon-
strates, a single collaborative hands-on experience work-
ing with video technology followed by an opportunity to
integrate that technology into an instructional plan, led
to significant changes in teacher candidates’ attitudes
and perspectives on literacies, curriculum integration,
and the importance of new communication technologies.
This one experience with video making and curriculum
design convinced teacher candidates of the significance
of video to promote traditional and new forms of learn-
ing, even with students in the elementary grades. They
left the course more confident about introducing video
production into the classroom by rethinking their own
assumptions about teaching, learning, student-teacher
roles, and expertise in a participatory culture. By grap-
pling, themselves, with the technical challenges and cur-
ricular possibilities related to video production, they be-
come convinced of its unique qualities and value. They
experienced the potential of expansive and unique forms
of meaning making now available to students through

the combination of traditional print literacies, critical per-
spectives, and digital technologies.

With regards to how to prepare pre-service teach-
ers to navigate the 21st century classroom in relation
to critical digital literacies, this study demonstrates that
it begins with teacher educators and their willingness
to take risks. Like student teachers, they also need to
be convinced that advanced technological expertise is
no longer required to introduce video production (and
other digital technologies) into their courses. It is much
more important to create space in a given course for
teacher candidates to inquire into how video produc-
tion represents a different way of learning that engages
new forms of knowledge construction essential for crit-
ical literacy in the digital age. Teacher educators need
to decenter their own authority to disrupt traditional
student-teacher roles,which are no longer appropriate in
the information age. Teacher education programs should
model collaboration and power-sharing between teach-
ers and students, where everyone learns from everyone
(Hobbs & Coiro, 2016). This implies that teacher educa-
tors acknowledge that given rapid and continuous tech-
nological advances, they are also always learners.

11. Recommendations

This inquiry demonstrates that teacher candidates’ learn-
ing in this course was transformational. Integrating video
production into elementary teacher education not only
greatly impacted teacher candidates’ understandings of
what counts as literacy.When integrated into the curricu-
lum design process, it is an effective means to engage
cross-curricular content, diverse student identities, and
critical perspectives. The multidimensional attibutes of
digital video make it the ideal technology to introduce
into teacher education programs to help pre-service
teachers gain the perspectives, dispositions, and confi-
dence they need to navigate the 21st century classroom.
Most importantly, video production facilitates the devel-
opment of critical digital literacies, which are essential
for life, learning, and citizenship today.

A number of observations and recommendations
emerge from these findings, which may inform teacher
education programs as well as professional learning for
in-service teachers:

1. Video making promotes multidimensional learn-
ing. It can be the focal point of student inquiry. During
the process of making a video students develop valuable
collaborative and community-building skills and dispo-
sitions that are transferable to other contexts. In addi-
tion, print literacies and oral communication skills are en-
gaged and reinforced, promoting these all-important tra-
ditional literacies alongside digital literacies. Videos also
become products that can be shared face-to-face or on-
line, opening up access to broader audiences and feed-
back. Having teacher candidates make their own videos
in teams exposes them to the many the affordances of
video production.
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2. Making and sharing a video is not difficult. Al-
thoughmany educators assume video is difficult to learn,
time-consuming, and too challenging for elementary stu-
dents, this research and my work with numerous teach-
ers (Canadian Institute for Digital Literacies Learning,
2017; Critical Digital Literacy Project, 2018), students,
and teacher candidates dispells this notion. More ad-
vanced technological learning can come later, if and
when it is required. The point is to be willing to get
started by learning with and from colleagues and stu-
dents, for we learn by doing (Knobel & Kalman, 2016).

Teacher educators do not need to be technology spe-
cialists. In fact, it is good practice to decenter one’s au-
thority, share power with teacher candidates, andmodel
risk-taking. New teachers need to experience what this
looks and feels like, so they will be more likely to take
similar risks in their own classrooms.

This research demonstratesmaking a single video col-
laboratively is enough to instill confidence, and because
it is enjoyable to make and see the final product, peo-
ple get hooked and want to do more. It is enough to
create a space in the classroom that invites experimen-
tation, while providing whatever support one has access
to, such as articles, website resources, YouTube tutorials,
and/or youthmediamakers or colleagueswilling to share
their work and offer support. Once teacher candidates
have made a video, follow up by having them integrate
video production into a curriculumdesign project related
to course content. This is where much of the deep learn-
ing occurs.

3. The experience of video making expands teacher
candidates’ understanding of of what counts as literacy.
Research has shown that teacher attitudes are key to
change in the classroom. The teacher candidates in this
study no longer viewed collaborative multimodal mean-
ing making with video technologies as optional. After
completing this project, they understood the uniqueness
of multimodal meaning making as complex learning and
powerful communication. They also considered digital lit-
eracies to be as important as traditional print literacies.

4. There is no need to drastically changewhat you are
already doing. The sequence of activities teacher candi-
dates completed in order to create their multimodal in-
structional plans was not novel or complicated. The only
new element was the video making. This means that any
teacher educator could potentially make this one addi-
tion to their course to open up vast new possibilities for
teaching and learning.

5. Teacher candidates should be invited to take the
lead. By the end of the semester—even though they had
never done it before and had few exemplars to follow—
all of the participants in this study were able tomake and
share a video, and then meaningfully integrate student
video making into a cross-curricular instructional plan to
engage curriculum expectations and critical perspectives.
Positioning pre-service teachers as knowledge genera-
tors (Simon, 2013) and classroom innovators may be key
to their development as critical digital literacy practition-

ers. In a course on integrating technology across the cur-
riculum, I ask teacher candidates to work in groups to de-
velop and lead aworkshop on integrating digital technolo-
gies for future colleagues they will work with after they
are hired on as certified teachers. They either draw upon
current skills and knowledge, or they may choose to re-
search a technology they are interested in for a particular
curricular purpose. Through this activity they experience
what learning looks like in the information age where ex-
pertise is one click away. By teaching colleagues, candi-
dates gain confidence as they develop a DIY ethic (Knobel
& Lankshear, 2010; Ratto & Boler, 2014), which is needed
to navigate our networked classrooms and societies.

6. Video making is an exemplary critical digital
litearcy practice. The teacher candidates in this study suc-
cessfully designed instructional plans that engaged crit-
ical perspectives in the elementary classroom. Making
and sharing videos potentially lends itself to classroom
inquiry projects that focus on important social justice is-
sues of interest to students when students are simulta-
neously introduced to critical perspectives. Video also
expands possibilities for student voice to reach commu-
nities beyond the classroom and the school, potentially
making learning more relevant and authentic. Students
find sharing their identities, lived experiences, and per-
spectives with others through video production repre-
sents engaging and empowering learning.

12. Scholarly Significance

This research contributes to New Literacies theory and
practice, curriculum studies, and teacher education by
offering insights into how to shift teachers’ understand-
ings of literacies and critical perspectives through the
integration of video production into the curriculum. In
broad terms, this investigation contributes to under-
standings of what knowledge and skills are required to
thrive in an interconnected, evolving global landscape.
Research, policy, and practice must take into account
the transformed nature of literacies in the digital age.
The process of teaching and learning New Literacies is
new to many educators and involves more than just ac-
cess to technology. Curriculum, pedagogy, and teacher
education must be reimagined. This research takes up
this pressing challenge. As Williamson (2013) reminds
us, “[a] paradox of teacher education is that we must
prepare teachers for the schools we have while at the
same time we must prepare them for the schools we
want” (p. 2). In our diverse, networked societies, new
technologies are introduced continously, and elemen-
tary school educators need to contend with this shifting
reality (Leu et al., 2015). Our schools must adapt to con-
tinuous change, and teacher education has an important
role to play in this transformation (Watt, 2016a). The in-
tegration of video production as a critical digital litearcy
practice into our teacher education programs may repre-
sent a simple, but effective means to negotiate many of
these current challenges.
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