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Executive Summary

In November 2004, the Scottish Executive Educallepartment (SEED) commissioned the
Faculty of Education in the University of Glasgamder the leadership of Professor J. Eric
Wilkinson, to undertake an evaluation of the Movilmage Education (MIE) Project in
Angus. The evaluation ran from November 2004 tpt&aber 2008. The Final Report
provides an account of the work undertaken, pres#re findings and discusses the key
issues.

Moving Image Education (MIE) is a means of promgtiiteracy — in its widest sense — in
schools. The traditional view of literacy as congpee in reading, talking/listening and
writing print-based material is no longer tenabiethie 21 century. Whilst the ability to
access, analyse and produce traditional texts remaiportant for young people in schools,
the concept of literacy itself has been extendeddinde other media, thereby suggesting that
it is necessary for young people to engage witkempthon-traditional texts, including those
constructed through moving images.

The Moving Image Project in Angus
The Moving Image Education (MIE) project began i@02-05 with all P6 classes (and
composite classes with P6 pupils) in six primarfyogds in a single secondary school cluster
in Angus. In year 2 the programme was extendedPfoin all schools involved and
negotiations opened up with staff in the secondahpol with a view to introducing MIE into
the first year, that is, S1 in year 3 of the prbjét 2006-07, MIE was first introduced into the
secondary school with the new intake of S1 pupltswas then extended to S2 in 2007-08,
such that the first cohort of pupils had four yezperience of MIE.
The key aims of the MIE project were as follows:
» development of literacy teaching through the mediamoving image
e anincrease in 5-14 attainment levels in readirbvariting in P6, P7, S1 and S2
» enhanced core skills in ICT and teamwork
* anincrease in the range of teachers’ skills erdity teaching
» the development of skills among support staff ithbAngus Council and Angus
Digital Media Centre, enabling them to sustain arpland their use of moving image
education in learning and teaching
e improvements in creativity, transition, motivatioanhancement of external links,

expansion of the creative use of ICT, teamwork auadication for work and
enterprise.
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Aims of the Evaluation and Research Questions
The four aims of the evaluation of MIE were asduis:

* to assess the overall impact of the project on tdechers and pupils in the
participating schools;

* to identify what, if any, impact it has had on tbevelopment of teaching and
learning skills and in particular the developmeiiteracy;

» to explore the impact of the project on the develept of ICT skills and teamwork in
those pupils participating in the project;

* to identify what, if any, improvement participatiom the project has had on pupil
attitudes, motivation, self-esteem, achievementatadnment levels; development of
a more creative approach to learning and transiba@econdary school.

In line with these aims, a number of research duestvere articulated.

Research Design

The research used both a longitudinal and crodsssat design and a comparative statistical
approach to teacher assessments of attainmerdadimgeand writing. The data collected were
both qualitative and quantitative.

The longitudinal aspect focused on two successtl®rts of P6 pupils and their teachers,
MIE staff and other stakeholders engaged with thavikg Image Education Project, each
year from 2004 to 2008. The cross-sectional aspemirred in the final year, 2007-2008. It
involved all P6-S2 pupils in that year and theaders.

The methodologies used for collecting the qualitatiata were:
» observation of MIE sessions in each of the sevanas
* 1:1 interviews with teachers involved in MIE
» focus groups of pupils participating in MIE actigg
e 1:1 interviews with MIE staff
e 1:1 interview with a Council representative

For the observation of MIE sessions, a pre-desigmedorma was used. It focussed on the
pedagogic methods used by the member of MIE dtadf,engagement of the pupils in the
range of MIE activities and the role of the classcher in MIE sessions.

In terms of the quantitative data, three sourcasfofmation were used:

* questionnaires completed by all pupils involved/iE 2004-08
* the 5-14 National Assessment grades P6-S2 (2002}200eading and writing
* PIPS scores for P7 in 2006
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Sampling

In order to obtain the views of a representativaupgrof pupils in all six primary schools, the
evaluation team selected approximately 25% of pupileach school for inclusion in focus
groups. In five of the schools, six pupils were sd# on the basis of gender, age and 5-14
attainment levels. Each group consisted of one aradeone female from the highest attaining
group, one male and one female from the mid-attgigiroup and one male and one female
from the lowest attaining group. In composite agsghere was also an even distribution of
pupils from the different year groups. In the catéhe smallest rural school, there were only
nine pupils; therefore all pupils were includedtie focus groups rather than omitting three
pupils. Initially, 55 pupils formed nine focus gmsiamong the primary schools. In the
secondary school the number of groups was reducéuree, involving some 25 S1 and S2
pupils that had transferred to the secondary sdhd2006 and 2007 respectively.

Conclusions
On the basis of the findings outlined in the FiRaport, the following conclusions have
emerged:

» At the outset there was, in general, a positivetiea to the introduction of Moving
Image Education into the selected cluster of schodlithough many aspects of MIE
were regarded as challenging, particularly the rimeth aspects, there was no sense
that the schools saw MIE as burdensome or periphera

 On the whole, teachers in the primary schools nmedpod very positively to the
various activities associated with MIE, though aakmminority were initially
cautious given the level of technical skill require

* The role of the Lead Practitioners was crucial.eifBkill, enthusiasm and expertise
played a very large part in the success of MIE.

* MIE proceeded more successfully when teachers dedait as an alternative (and
better) pedagogy for the teaching and learningaafitional literacy skills.

» Virtually all pupils were enthused by MIE. They s@vas exciting, challenging, fun
and highly motivating.

* There are some tentative indications that engaginillE over a period of time
impacts positively on children’s literacy as we#l an their ICT and group work
skills. Teachers were convinced that MIE had imptbwhildren’s talking and
listening skills though there were mixed views de impact of MIE on children’s
writing. As far as the formal assessments were e, there was some evidence,
though by no means conclusive, that MIE had impdoekildren’s reading and
writing skills.

» Headteachers in general were supportive of MIEti@darly when faced with such
eager and willing learners, though MIE was morecsasful when the headteacher
adopted a ‘champion’ role in the promotion of MIE.

* The role of the local authority, including involvent of senior management, was
significant in developing MIE in the cluster of sdis involved.
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MIE is now sustainable in the initial cluster ofrpary schools providing that access
to technical expertise is available, if required request.

MIE has been more successfully introduced into phmamary schools. In the
secondary school, for a range of reasons sucheastthcture, organisation, teacher
attitudes and teacher absence, the introductiorMt has been problematic.
However, the outcome of the initial problem of aducing MIE into the secondary
school has been the willingness on the part of maaghers to experiment with an
inter-disciplinary approach to MIE.

Despite the many challenges which arose, membefedEnglish Department in the
secondary school remained key players in the dpuatat of MIE.

MIE as it has been operating in the cluster of ethes highly compatible with the
impending introduction of the Curriculum for Exaglce in Scottish schools.

(vi)



CHAPTER 1 : BACKGROUND
1.1 Introduction

In November 2004, the Scottish Executive Educailepartment (SEED) commissioned the
Faculty of Education in the University of Glasgamder the leadership of Professor J. Eric
Wilkinson, to undertake an evaluation of the Movilmgage Education (MIE) Project in
Angus (ref. 2CV/P002/055). The evaluation was pihto run from November 2004 to
September 2008. This Final Report provides anwadoof the work undertaken, presents the
findings and discusses the key issues.

1.2  Issues in Moving Image Education

Moving Image Education (MIE) is a means of promgtiiteracy — in its widest sense — in

schools. The traditional view of literacy as congpee in reading, talking/listening and

writing print-based material is no longer tenabtetihe 21' century (see Lankshear and

Knobel, 2003). Whilst the ability to access, asalyand produce traditional texts remains
important for young people in schools, the conaapliteracy itself has been extended to

include other media, thereby suggesting that iteisessary for young people to engage with
other, non-traditional texts, including those camsted through moving images (Schwarz and
Brown 2005). Indeed, Buckingham (2005:8) argues:

...contemporary childhoods are now permeated, even in
some respects defined, by the modern media — by
television , video, computer games, the internetila
phones and popular music, and by the enormous range
of media related commodities that make up
contemporary consumer culture.

(Buckingham 2005: 8)

Moreover, Buckingham goes on to argue that childmeth young people today may, in fact,
spend more time engaging with media than they dih iy other activity other than
sleeping. This has led some sections of adulespto argue that the media, and television in
particular, have ‘destroyed’ childhood. The natofetelevision programmes and DVDs
aimed at children and young people and the ahifityhildren to access a range of materials
on the internet has resulted in adults’ concergsnding the need to protect young people
from possible corruption and exploitation. On titbker hand, a counter argument, that the
media, and television and the internet in particuteave served to liberate and empower
children and young people, exists. Most young pedylve the ability to access materials
relatively free of adult supervision, they are ameged through gaming and advertising to
behave as autonomous decision makers and consuaneksthrough their own and others’
interactive websites, express views and opinionsaion topic that they and other young
people consider worthy (Buckingham 2000, 2005). gdRdless of whichever side or mix of
the argument to which one chooses to subscribesuitent situation suggest an imperative to
equip our children and young people with the sldit&l abilities to engage with the media,
including moving images. The obvious context facls an enterprise is the teaching of
media literacy in schools.

Media Literacy as a concept has been developed camested in recent years. The
precariousness of the concept is reflected indhge of terminology used to refer to various
aspects of emerging thinking: for example, diditakacy, visual literacy, and, more recently,
media intelligence. It is significant, perhapsttvhilst the term ‘media’ naturally embraces
written, audio and visual forms of communicatioecent discourse appears to focus largely



on moving image artefacts constructed for the Vimgdia of film, television, video (DVD)
and games. McBrien (2005) arguing for a criticapragch to media education, cites
Considine and Haley’'s (1999) seven principles oflimditeracy as a foundation. In terms of
moving image education, McBrien would recognisd #lamoving images are constructed,
offer one version of reality and have a commerpiadpose. Furthermore, the principles
argue that moving images convey values and idesdoghat their messages have social
consequences, and that meaning is negotiated bwigveer. Put simply, the medium
mediates and the viewer constructs meaning ana semslation to the images portrayed. As
Cortes argues:

The mass media teach whether or not media makensdrio
or realize it. And users learn from the media thbke or not
they try or are even aware of it.

(Cortes 2005: 55).

With globalisation, the world is becoming increagyninterconnected, with simultaneous
pressures towards, paradoxically, both unity anerdity. One of the major factors in the
diversification of youth cultures is the rate atiethcultural objects and ideas are transmitted
throughout the world. But, in communities that ang off from technologies that can
disseminate information and ideas widely, thereeapp to be much less diversity (Besley,
2003; Buckingham 2000, 2005). Young people prodiedr identities and cultures from
images and ideas they receive from the media. dDtiee effects of the MIE project is likely
to be greater connectedness with the world aneécurdeas and issues. With the emergence
of a series of new ICT technologies, contemporaffuce has introduced a range of new
‘texts’ and ways of communicating into our liveSuch ‘texts’ are no longer simply written
technology of books/magazines, but may also bel amé visual technologies such as film,
video, TV, Internet, advertising, mass media, azchigg, all of which produce our culture(s).
In our contemporary world, young people need thewktedge and skills to be able to ‘read’
critically the multiple cultural texts to which thare exposed — i.e. multiple critical literacies.
Henry Giroux suggests that “students need to leailive in a substantive democracy, read
critically in various spheres of culture, engagesthcritical traditions of the past that continue
to shape how we think about the present and theduand engage multiple texts for the
wisdom they provide and the maps they offer usvoih a world that is more multicultural,
diverse, and democratic” (Giroux, 199p://www.zmag.org/zmag/articles/Girouxsept97 atm

Giroux (1990) argues that the new information andhimunication technologies, through
emphasizing individualism, create both a sensdiefiaion and boredom with school which
can no longer compete with such exciting technaloggday, in sharp contrast to the era of
the omnipotent, all-knowing teacher, and in a matima threatens traditional lines of teacher
authority, there is an unprecedented dilemma fanymaachers when pupils probably know
more about the information technologies than they Brom playing video games, and play-
station, using the Internet and text-messaging,ynmaupils use a whole different range of
information processing, thinking and problem saivekills to those that are required when
negotiating written text (books/literature) (Besl@p03). ICT technologies such as texting,
photo messaging and email challenge the conventibianguage literacy. Indeed, it has
been claimed that they form part of what has besled new literacies (Lankshear and
Knobel 2003). Furthermore, there is a growingisaéibn that literacyer seis more than a
narrow use of language. The recent Project foerhdtional Student Assessment
(http://www.pisa.oecd.odg recognised literacy in at least three domainsnglage,
mathematics and science. Buckingham (2006) argbaes rhedia literacy, including the
moving image media, can and should be used to olewaitical competence in a range of
domains. The existence of communications mediahiithvtexts are no longer solely verbal
but include visual images, sound and music hadestged the dominance of the written word
and is fundamentally reshaping how we use langugBeickingham 2006: 35). Thus, if our




young people are to grow up capable of engaginigalty with the world around them, they
need to learn new ways of analysing media textslamavorld that they represent.

The first issue for the researchers in this projdwrefore, concerns the nature of literacy
itself. The project allows for the measurementpefformance in traditional and moving
image literacies and an important outcome of theeaech that would benefit Scottish
Education generally would be findings on the nanfréteracy as it is understood in the®21
century.

A second issue, following on from the first, comtethe nature of Moving Image Education:
what constitutes MIE and how it differs from anyhet form of education. Buckingham
(2000) argues that education in media generallybeas centred on analysis of media as a
‘defensive’ approach related to adults’ concerngitatect young people from thenoral,
cultural or political shortcomings of the medi&Buckingham 2000:205). Now, he further
argues, the pervasiveness of media requires usvielap beyond the stage of critical viewers
to become criticaparticipants and culturalproducers (Buckingham 2000; Hart and Hicks
2002; Schwarz and Brown 2003 pedagogical terms, this represents a shift faopassive
position of ‘being taught’ or instructed to one lefirners actively constructing their own
learning. Moreover, there is a general recognitigthin the literature that engaging with
media is a social rather than solitary functiorerewhere a child is watching or surfing alone.
There are clear resonances here with those theofitmarning that argue that learning is
constructed socially (Piaget; Vygotsky). Whilse tmedia, and moving images in particular,
may be ubiquitous in our everyday lives, movinggesas a learning context is new and this
represents a considerable challenge for teachers.

Pugenteet al. (2005), writing on the Canadian experience, pdeitis main ways of teaching
media. First, is a medium based approach in waiplarticular medium’s characteristics are
explored in depth; second is a theme-based apprfslith might be familiar to most
teachers); third, as a stand alone unit; and foumbdia studies integrated into other
classroom activities. Buckingham (2005) arguing ¢hse for digital media, insists that if we
are to use (in this case moving images) to tedwn an instrumental or functional use is
inadequate and we must develop our students’ @riigvareness of the production, use,
effect, and intended audience of moving image rnaEsemMIE, for him, requires to be both a
subject of study and a means of learning in whieh tritical and creative aspects are
integrated (Buckingham 2006).

How this is manifest in classrooms raises questmin@hat constitutes good practice, the
relationship between moving images in the classremm outside, and how teachers are
supported in developing the pedagogies necessasygport their pupils’ learning in this
context. The teachers’ world in schools has bemmimated by the written word but within
MIE, visual images, music and sound are as impbmad teachers find themselves being
learners as much as their pupils (Goetizal. 2005). Buckingham likens this to a context of
‘edutainment’ in which pupils interact with a mixX wisual texts, music, and sound, and
which, therefore, demandsnbre informal, less didactic styles of addie@uckingham
2005: 18) than may be current in schools. Buckingk2006) argues that what is required is
a pedagogical approach based on conceptual leattmdnas its roots firmly in the work of
Vygotsky. Buckingham is particularly attracted hwyot aspects of Vygotsky's work: the
suggestion that rather than wait until children aemady’ they should be supported or
‘scaffolded’ through social and teacher supporad¢hieve what they are currently unable to
do on their own; and secondly, the interface betwsbat might be termed spontaneous or
‘folk’ knowledge and scientific (including sociakigntific) knowledge (Vygotsky 1962,
1978). Buckingham envisages Vygotsky’s theoriesféering a dynamic model of learning
and teaching based on dialogue. In the dialogicess, the teacher first engages with pupils’
spontaneous knowledge and through a collaborativeegs of action and reflection develop a
‘conscious mastery’ (Buckingham 2006: 145). Bugkiam's proposed model, however, has



similarities to what has been advocated as a ritefiicies approach and he pushes the model
beyond mastery to encompass to what Scottish Sdreea called ‘critical connectedness’
that transforms practice. In terms of Moving Imdggucation, therefore, Buckingham’s
aspirations for media education can be seen tomthtse of Scottish Screen:

The aim of [Moving Image Education] then, is notraheto enable
children to ‘read’ — or make sense of — [moving geptexts, or to
enable them to ‘write’ their own. It must also blathem to
reflect systematically on the processes of readind writing, to
understand and to analyse their own experienceeaslers and
writers.

(Buckingham 2006: 141)

The researchers are interested to know if MIE i®ran of situated learning that has a
theoretical basis in the work of Vygotsky or ifdaed, it offers new insights into learning and
pedagogy as argued by Buckingham.

A third issue is that of transfer. Whilst it isgsible and relatively simple for learners to
nurture and refine their skills in a particular dom it is notoriously difficult, especially for
young learners, to carry that skill into anothgveas of their school education. In the context
of MIE, taking pupils’ learning into other domaifiacluding the world beyond school) will
consist of more than attempting to combine edunadiod a medium still largely associated
with entertainment, or being enthusiastic about édacational potential of MIE, but will
require teachers to examine theories of learnimgetample, metacognition and critical skills
(see Head 2005, 2007; Martin 2007), that claimddress this issue. Research on any skills
development initiative, particularly in the field metacognition, highlights the problem of
transfer. It is therefore of concern to the evatmtvhether MIE has any impact on teachers’
practice and children’s learning in other aspeéthe 5-14 curriculum and their experiences
beyond school.

A recent Ofcom report (Ofcom 2008) indicated tttatdren in Scotland are more likely than
children in the other three UK countries to haweider range of media in their bedrooms,
and are more likely to watch or download onlineeddcontent (Ofcom 2008: 60-61).
Significantly, 47% of those Scottish children a@etl5 who watch television stated that they
trust the content that they view. More importanggrhaps, 59% of Scottish children of the
same age indicated that they trust the contenited ¢hat they access online. At the same
time, only 3% of Scottish parents had major coneagrgarding their children’s television
viewing and whilst almost half were concerned alibair children’s use of the internet, only
10% considered it to be one of their major concerfisom a social perspective, therefore,
there is a strong argument that the developmewbwhg people’s critical media intelligence
is both an entitlement and an imperative. Buckimgh@000, 2005) contextualises media
education generally within a rights framework. Hees young people’s traditional
relationship with media as passive, with provisb®ing mediated through adults and adult
institutions. He advocates that children’s (arigpabple’s) rights to expression, participation
and consumption demand a new relationship in whatticipants are active, informed and
have developed the skills and abilities necessargngage with and change media. This
ability is underpinned by the right to education.

Pugenteet al. (2005) identify nine factors that they consideb#&crucial for the success of a
media-based initiative such as MIE. They arguéttha initiative must be grounded in ‘grass
roots’ and have the full support of the local auitlypthere should be in-service training for
and collaboration among teacher, suitable materaals the support of appropriate media
‘consultants’.  Finally, they argue, there shoulel ‘Bppropriate evaluation instruments’
(Pugenteet al 2005: 158).



1.3 The Moving Image Project

The Moving Image Education (MIE) project began i@02-05 with all P6 classes (and
composite classes with P6 pupils) in six primaryogds in a single secondary school cluster
in Angus. In year 2 the programme was extendedPoin all schools involved and
negotiations opened up with staff in the secondahpol with a view to introducing MIE into
the first year, that is, S1 in year 3 of the projéT 2006-07, MIE was first introduced into the
secondary school with the new intake of S1 pupltswas then extended to S2 in 2007-08,
such that the first cohort of pupils had four yeziperience of MIE.

The key aims of the MIE project are as follows:

» development of literacy teaching through the mediamoving image

e anincrease in 5-14 attainment levels in readirhvariting in P6, P7, S1 and S2

» enhanced core skills in ICT and teamwork

* anincrease in the range of teachers’ skills ardity teaching

» the development of skills among support staff ithbAngus Council and Angus
Digital Media Centre, enabling them to sustain arpand their use of moving image
education in learning and teaching

e improvements in creativity, transition, motivatioenhancement of external links,

expansion of the creative use of ICT, teamwork aadication for work and
enterprise.



CHAPTER 2 : THE RESEARCH DESIGN AND METHODOLOGY

2.1

Aims of the Evaluation and Research Questions

The four aims of the evaluation of MIE were asdols:

to assess the overall impact of the project on téwchers and pupils in the
participating schools;

to identify what, if any, impact it has had on tbevelopment of teaching and
learning skills and in particular the developmeiiteracy;

to explore the impact of the project on the develept of ICT skills and teamwork in
those pupils participating in the project;

to identify what, if any, improvement participatiam the project has had on pupil
attitudes, motivation, self-esteem, achievementatadnment levels; development of
a more creative approach to learning and transiba@econdary school.

In line with these aims, a number of research dqureshave been articulated. They are:

Overall impact of MIE on teachers and pupils in theparticipating schools

What assumptions underpin the design of the Moltimgge Education Project? Do
staff in the schools share such assumptions?

How did teachers respond to the input from Movimgde Education staff?

Have teachers (principally primary school headteeshP6 and P7 teachers and
S1/S2 teachers) detected an improvement in atffudeotivation, self-esteem,

achievement and attainment levels; development ofioae creative approach to

learning; transition; development of ICT skills atehmwork in those pupils who

participated in the project?

How did participating pupils respond to the inpuni Moving Image Education
staff?

Impact and change in development of teaching andaening skills and in
particular the development of literacy:.

Have participating teachers changed their stradegieteaching literacy skills in
response to participation in the MIE? If so, toaivbxtent?

If teachers have changed their teaching approatioeg,have pupils responded to
such changes?

Have participating pupils improved their literagy fiesponse to participation in the
MIE? If so, to what extent?

Have there been changes in attainment in naticgeding and writing level test
results? If so, to what extent?



2.2

Impact of the project on the development of ICT skis and teamwork in those
pupils participating in the project:

To what extent have pupils developed ICT skills sgaamwork?

To what extent are such matters rated by extexp@res (HMIE, Advisers, ITE/CPD
staff)?

Identify what, if any, improvement participation in the project has had on pupil
attitudes, motivation, self-esteem, achievement andattainment levels;
development of a more creative approach to learningand transition to
secondary school

Do teachers report participating pupils displayingreater
communication and better behaviour (e.g. less agg) at school?

co-operation,
Has the transition for primary to secondary schbeén improved by the MIE
project?

Has a more creative approach to learning been clexe?

Research Desigh

The research used both a longitudinal and crosimeat design and a comparative statistical
approach to teacher assessments of attainmerdadmgeand writing. The data collected were
both qualitative and quantitative.

The longitudinal aspect focused on two successiv®rts of P6 pupils and their teachers,
MIE staff and other stakeholders engaged with thaeving Image Education Project, each
year from 2004 to 2008. The cross-sectional aspemirred in the final year, 2007-2008. It
involved all P6-S2 pupils in that year and theadigers.

The timescale for data collection is shown in Tdble

Table 1: Timescale for data collection from pupitel teachers involved in MIE

2.3

T1 T2 T3 T4
2004-2005 2005-2006 2006-2007 2007-2008
Cohort 1 P6 P7 S1 S2
Cohort 2 - P6 P7 S1
Methodology

The methodologies used for collecting the qualitatiata were:

observation of MIE sessions in each of the sevhnals
1:1 interviews with teachers involved in MIE

focus groups of pupils participating in MIE actig#
1:1 interviews with MIE staff

1:1 interviews with a Council representative

1

This design is slightly more intense than specifiethe original proposal due to the issues thasemhen

MIE was introduced into the secondary school ferfttst time in 2005



For the observation of MIE sessions, a pre-desigmedorma was used (see Appendix A). It
focussed on the pedagogic methods used by the merhbHE staff, the engagement of the
pupils in the range of MIE activities and the rofahe class teacher in MIE sessions.

The teachers’ interview schedule consisted of tianes as follows:

» impact of MIE on the patrticipating schools

» impact on teaching and learning, especially omditg
» changes to pupil attitudes and behaviour

» teacher perspectives

» reflection

A copy of the schedule is provided in the Apperiglix

The interview schedules for MIE staff, headteaclard a Council representative contained
similar themes adjusted according to the role nkerviewers played in the MIE work. Copies
are provided in Appendices C, D and E.

The focus group discussions also centred roundrdauof themes as follows:

» initial response to MIE
e initial impact
e getting on at school

All pupils willingly contributed to the discussianghich were conducted in an informal and
open manner.

In terms of the quantitative data, three sourcasfofmation were used:

» questionnaires from all pupils involved in MIE 2008 (see Appendix F)
* the 5-14 National Assessment grades P6-S2 (2002)200eading and writing
* PIPS scores for P7 in 2006

2.4  Sampling

In order to obtain the views of a representativaupgrof pupils in all six primary schools, the
evaluation team selected approximately 25% of pupileach school for inclusion in focus
groups. In five of the schools, six pupils were sd# on the basis of gender, age and 5-14
attainment levels. Each group consisted of one aradeone female from the highest attaining
group, one male and one female from the mid-attgigiroup and one male and one female
from the lowest attaining group. In composite agsghere was also an even distribution of
pupils from the different year groups. In the cabthe smallest rural school, there were only
nine pupils; therefore all pupils were includedtie focus groups rather than omitting three
pupils. Initially, 55 pupils formed nine focus gmsiamong the primary schools. In the
secondary school the number of groups was reducéuree, involving some 25 S1 and S2
pupils that had transferred to the secondary sdhd2006 and 2007 respectively.



CHAPTER 3 : FINDINGS : YEAR 1 — 2004/05
3.1 Introduction

The following represents the findings of the reskaeam following the first phase of the
evaluation. At this stage, the team had observ#s IBssons in all six participating primary
schools. In addition, focus groups of pupils ih @rticipating schools had taken place,
thereby allowing the pupils involved to confirmarallenge our observations and to add their
own voices to the evaluation. A series of 1:1 witavs were also conducted with teachers,
headteachers, MIE staff, including the Lead Priactitr)s and a representative of Angus
Council and their views, as reported to the resesram, are presented below.

3.2 Teachers’ response to MIE

Two rounds of interviews with teachers and headiesc were conducted in each of the
primary schools. The first of these took placeMay 2005 and the second round in the
period December 2005 to January 2006. The fitsbs@terviews represents the views of
teachers who pioneered MIE in the Angus clustesabfools. The second set of interviews
included some of these same teachers followindl @dgsion’s experience of MIE and some
others who were undertaking MIE for the first time.

Teachers’ perceptions of the impact of MIE on teaddrs and pupils in participating
schools

A number of teachers and headteachers initially $aev programme asafn add on
something that was not necessary, and an Angusdisurather than a schools’ initiative.
However, as the initiative progressed, this concdrssipated. There was a clear
understanding that the underpinning assumptiorhefgrogramme was that attainment in
literacy could be improved and that MIE could maksignificant contribution to that end.
There was also recognition that childrevatch a lot of film and TVand that making links
between moving image and literacy would be berdficiOne teacher described MIE as a
‘twenty-first century approach [and] more relevatat the times’. In the initial round of
interviews, some teachers considered that MIE wasgicplarly useful in supporting
‘reluctant writers’, ‘kids that are disaffectedind possibly having a focus on boys.

All teachers were overwhelming in their appreciataf input from MIE staff. Typically,
responses included matters concerning the use Bffivéterials and tasks, but also the way in
which they were taught, for example:

Seeing how [the Lead Practitioner] is using res@s¢s useful as we have to
do it ourselves in the future. [The] way [the Ld@hctitioner] has handled
the class...and how pupils react to him... and pawitiim has been good.

There was also an appreciation that MIE staff heehlable to allay fears regarding the use of
technology and the training days were highly appted. There was some concern,
however, that future lessons in which the teachmulaevplay a more active role or be taking
by themselves, would perhaps require some joimrphe between teachers and MIE staff,
and possibly further training in the use of equipine

Encouragingly, all teachers and headteachers eparpositive impact of the MIE project on
pupils’ attitude, motivation, self esteem and a enareative approach to learning.
Interestingly, one teacher reported that improvarspanned the range of abilities within the
class:



[there is a] more positive attitude about MIE thariting. Motivation,
especially with lower ability [for example: pupbuts his hand up all
the time, comes out with good answers and takes pPaople listen to
his opinions, boosts esteem and confidence. [ABR] give a wrong
answer. More able pupils are beingl@nged by it but it is all really
supportive of each other.

The level of motivation, teamwork and ICT skills sveemarked upon by all teachers, with
some recognising that some pupils had greateityabilan teachers in this last area. None of
the teachers viewed this as a threat but were grdga engage in what they saw as a new
and exciting learning environment. Several teacheported that, as a result of group work
in MIE, pupils were now much more willing to takarpin group work generally and to listen
to each other’s ideas.

In particular, teachers reported a significantéase in the quality of discussion. There was
an appreciation that moving image aseative medium, stimulates their thinkingsulting

in quality ideas being taken into discussion. \&thdome teachers reported an improvement
in writing within the MIE context, there was stilhcertainty regarding the impact on writing
tasks not related to MIE

Perhaps the most encouraging response in therdiusid of interviews was the number of
teachers’ perceptions that MIE had a greater impat¢he motivation, attitude and attainment
of pupils who may have required additional supparttheir learning. By the second round
of interviews, the perceived impact was highly igant for all pupils.

Similarly, all teachers reported a positive resgobyg pupils to the input from the Lead
Practitioner. All pupils were reported as bein¢hesiastic about MIE and looking forward to
MIE lessons. Whilst one teacher reported MIE lassas a good opportunity tenjoy his
input [and] good to sit back and watch and listen.others expressed a measure of
apprehension regarding the amount of preparatianwould need to go into their own MIE
lessons, their own ability to sustain the level efthusiasm displayed by the Lead
Practitioner, and the amount of work they alreadd o do in preparation and follow-up
work for MIE sessions.

Teachers’ reactions to questions regarding whetbiernot pupils had noticed any

improvement in themselves was mixed. Most were iaiceas to whether or not pupils were
more aware of their own progress. A few teachep®nted that pupils were possibly more
aware but how far this could be attributed to MiEsome of the other initiatives running in

the cluster was uncertain. Finally, a small nundfd@eachers reported that either individuals
were noticing their own improvement or that othermifs in the class had expressed
awareness that their peers were participating more.

Impact and change in teaching and learning skillsgspecially in the development of
literacy

The majority of teachers reported at the first iohinterviews that they had begun to make
some changes to their teaching. The nature ofgehantluded functional developments such
as planning. For example, one teacher reported ‘tth@ whole structure of the writing
programme has been adapted to fit. inOther teachers reported a change in teachirg sty
with one suggesting that she Haded to follow up ....... lessons in his stylewhilst another
summed up her response to MIE input as:

I listen more and listen longer. | give kids maraking and discussion
time. | am more flexible.
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Only two teachers were unable at that point tocati specific changes in teaching and
learning styles, although both mentioned a positiapact on collaborative learning and
group work which were already features of learnimtheir schools.

At the first round of interviews, all teachers wen@are of a significant impact of MIE on
pupils’ listening and talking skills but were ast ymcertain regarding reading and writing.
However, by the second round of interviews, teacheported significant developments in
writing skills. As one teacher put it:

The pupils can tell me about different genres afimg. The less able
can work to a framework and are more confiderteyrare writing
and discussing more than before.

The above comment applied to a P7 class that hgdnb®IE in P6. Another teacher
indicated that she had completely changed her apprto teaching literacy, shifting from
book-based learning to MIE

The majority of teachers reported that they respdrtd MIE by encouraging a more creative
style of learning. In the first round of interviswsome teachers were uncertain if MIE
supported more creative learning but by the secondd, the perception that it does was
unanimous. Examples of more creative learningedrigpm greater flexibility and openness:

Teamwork and discussion... before it was sitting damehwriting, but is
now more open to different ways of working...

to more specific changes in practice such as makmge use of pictures and images with
writing’ and ayoung inventorsgroup being set up in another school.

When teachers and headteachers were asked forssioggefor improvement in the design
and delivery of MIE, the overwhelming response ¥ there should be more coherence in
the writing tasks. By the time of the second rowddinterviews, this matter had been
discussed by the cluster and writing was done atkd of, for example, functional and
imaginative writing. Otherwise, teachers and heathiers were pleased with the programme
as it stood and any suggestions related largadyganisational matters.

All teachers in the first round of interviews fétiat they had been or were being adequately
prepared for MIE. The usefulness of the trainingsdand availability of MIE staff were cited
as being of particular benefit. Only one headteadhlt that the teachers had not been
adequately prepared regarding the longer term &spefc the initiative but the same
headteacher felt that this situation would imprasdeachers had been vociferous about this.

There was also a general enthusiasm among teachgesding sustainability of the
programme. A typical response to the questionrodgg sustainability was:

Very much so. Children never get tired of it. fEh&re so many different
opportunities; filming, animation etc. Once ittted down it could be quite
demanding for teachers but they will manage it.

All teachers also reported that the success thdyeRperienced with MIE need not be unique
to either Angus Council or the particular clustaddhat all schools could benefit from the
advances in teaching, learning and attainmentithmings. This response was significantly
reinforced at the second round of interviews.
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Reflection

Overwhelmingly, the main strengths of the MIE pagme as reported by teachers at the
first round of interviews were its relevance to ggigexperience outside school, the impact it
has had on collaborative learning, and the incréaseonfidence, mutual respect and its
impact on talking and listening. One headteachemsed up teachers’ responses as:

Motivating, stimulating and refreshing approach.to#l that has had a
positive effect within the school. Skills learmatl stand them in good
stead — listening and talking have really taken @hildren who would
not normally volunteer are now rightthere waiting to discuss and
contribute.

By the second round of interviews, this response @xended to include improvements in
writing.

Issues concerning any shortcomings of the programaiaed to the amount of time that it

takes and how it would fit into the curriculum. &g, by the second round of interviews, this
was no longer an issue as teachers had extendesgehaf MIE into other topic and subject

areas and for some, it had become a newer wayaohitey and learning other aspects of the
curriculum.

3.3 Observation of MIE lessons

There were two observation periods in each of ith@remary schools. The first of these took
place in the Spring of 2005. The sessions obseovethis occasion represented the first
experiences of MIE for both pupils and their teashe

The second included classes and teachers who wdegtaking their first experience of MIE
and, in addition, those who were now into the sdqoimase of MIE where the class teacher
had a shared responsibility for each MIE sessidhe following presents the findings from
these observations.

General Observations

On both periods of observation, the majority obtass were led by the Lead Practitioner and
could most appropriately be described as wholesdlatgractive in nature, especially in the
first set of observations. This method appearetiredyr appropriate as these lessons
represented teachers’ and pupils’ first experiesfcBlIE and the Lead Practitioner acted as
both teacher and mentor. The prime focus of wankngy the first set of observations was
visual literacy, especially at the level of nawati However, there had obviously been a
considerable degree of prior collaboration betwthen_ead Practitioner and class teachers to
find ways in which to address the literacy requieats of the curriculum. On these
occasions, there was a clear sense among teabhengllE provided a context for listening
and talking but there was less certainty aboutinggaind writing. Indeed, whilst the listening
and talking observed was highly impressive (seevijglthe amount and quality of written
work did not reach the same high quality.

During the second set of observations, howevergthppeared to be a more equal emphasis
on both visual and traditional literacies, botliérms of the areas explored verbally and in the
tasks set for pupils. For example, in this seaanohd of observations, there was sufficiently
greater flexibility to allow for exploration of piug ideas and for the introduction of new
material in response to the pupils’ interests. Mexglicit links were made between visual
literacy and literacy in language. For exampleainumber of classes the Lead Practitioner
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introduced discussion on ‘the three Cs and threeuss explored the connections between
these in film and adjectives in written and vergats. In addition, the pedagogical emphasis
during these observations was more interactive tbacher led. There also appeared to be a
better time balance among talking, listening andtemw work and more coherence between
the MIE context and the writing tasks. This wagieat part due to collaboration between
the Lead Practitioner and teachers that resultelffierent types of writing task (for example,
functional writing, imaginative writing) being seis coherent sets rather than mixed
throughout the MIE programme.

Observation of pupils

Throughout both sets of observations, the vast migjof pupils appeared enthusiastic,

attentive and engaged with MIE. The pupils obvipienjoyed MIE sessions and several
commented that they would not, under any circuntg&snwant to miss them. During the

first round of observations, most pupils displayetiigh level of understanding of moving

image texts, especially the construction and fancof narrative. In sessions involving the
analysis of moving image texts, some pupils alspldyed a measure of emotional literacy
and an understanding of MIE concepts beyond theeidiate context but these tended to be
the exception.

Whilst engaged in practical tasks such as animatiothe use of Garage Band for audio-
tracking, pupils were again fully involved, enthagdic and inventive. Whilst the nature of
the MIE tasks themselves was set, the majorityjoif all, ideas on how they should be
developed appeared to emerge from pupils’ thinkindiscussion with the Lead Practitioner
and class teachers. All pupils took part in thesestical tasks and displayed high levels of
imagination and invention. Even when their idead suggestions were impractical or tended
to move out of the context of the task, they wertaverly disappointed to be ‘corrected’ and
instead of feeling that they had ‘got it wrong’efarred to look for new suggestions more
appropriate to the task.

The second round of observations revealed a sigmifi shift in the depth of pupil
engagement with all aspects of MIE, visual literaeynotional literacy and literacy in
language, including pupils in those classes hatheg first experience of MIE. Only a small
number of pupils appeared not to be fully engagezhg one time, especially during analysis
and writing tasks.

Those pupils who did engage, did so with enthusjiasmiosity and imagination. They
expressed their thoughts and ideas and explorad thethe full. Individual ideas were
supported, challenged and probed further by otlwpilp as well as the Lead Practitioner,
teachers and other adults in the room. As weihdisidual learning and exploration, a sense
of group learning also emerged. Throughout, thgilpuisplayed a high level of visual
literacy. Indeed, in one class, one pupil was #éblpredict accurately the remainder of the
film, even recognising where the director was tgyin catch the audience’s sympathy, and
the device used to do so. Throughout analysisfessthe pupils were encouraged to analyse,
speculate, and predict, but always they justiflesirt contributions with something they had
seen or heard in the film. Moreover, in particwéth classes for whom this was their second
experience of MIE the level of discussion went emarrative, and aspects of visual
literacy such as the creation and changes of maeé wxplored. Significantly, pupils were
prepared to make ‘mistakes’ as these were not derei as ‘failures’ but were viewed as
learning opportunities by pupils, teachers and_#eed Practitioner.

This was also the case in practical lessons sudheasise of Garage Band. The pupils
generated their own ideas for soundtrack and eagltdrem as fully as they could. Where a
suggestion was tried and rejected, there was reesaifailure either of the individual or the

group. Rather, there was a realization that tlggestion somehow did not quite work and
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required alteration. Whilst there was a degretialfand error about this process, it was kept
to a minimum through deep discussion of mood amthd@mong the groups. Once again, a
sense of group learning in which a common senstheftask was generated leading to a
collective competence that is greater than the sfirimdividual ability could be seen to
emerge. One observation that may be worthy ohéurexploration is that in the larger
schools discussion tended to be dominated by pwgits were obviously more able in this
area and in rural schools discussions tended tiobenated by older pupils.

During writing tasks, however, the level of engagatobserved by the evaluation team was
varied. Some of the more able pupils worked quiatld steadily on their own whilst others

requested help from the adults in the room. Howes@laborative writing tasks appeared to

provide a context in which all pupils were equaiwgaged and in which everyone’s

contributions were valued and there was little orsense of failure or poor performance.
Indeed, the standard of written work observed duthee second round of observations in
those schools that had already experienced oneo§®liE was very impressive.

Observation of teaching

Perhaps one of the most significant differencesiesl between the two rounds concerned a
shift in teacher involvement. There were two atpéc this shift, namely a pedagogical
development in the Lead Practitioner's approach aadondly, greater teacher involvement
in comparison with the first round of observations.

Whilst in the first round of observations pedagagpuld be described as largely task or
product focused, the emphasis in the second olifmrsavas on process. For example, all
pupil contributions were treated with respect ardl@ed. Whereas in the first round of
observations there would have been a tendencyhéotéad Practitioner to suggest that an
idea may not be quite appropriate, pupils were remwgouraged by the same the Lead
Practitioner and their teachers to explore the asiyjgn more deeply and decide for
themselves on the appropriateness of the idea.ilaBliyn when pupils asked questions they
were encouraged by the Lead Practitioner and temdioegenerate possible answers for
themselves. The generation of pupils’ ideas waD@aged through questioning thereby
creating a context in which the pupils were actparticipants in their own learning
throughout the lesson. Moreover, rather than thadLPractitioner making explicit links
between visual and language literacies, pupils wagsisted in making these links for
themselves through a series of thoughtful procasstepns posed by the Lead Practitioner or
a teacher. This represented a significant shifpedagogy away from the teacher expert
model in which pupils are largely passive learrtergards discovery learning in which the
teacher acts as mediator, simultaneously suppddarging for those who may be struggling
in the immediate context, whilst stretching therméag of pupils displaying a high level of
ability at that time.

During individual writing tasks, however, the foco® the task appeared to offer less
opportunity for teachers to teach in a mediatiagtye. Teachers’ and the Lead Practitioner’s
attention appeared to be drawn to more able pwglile had the majority of ideas and
suggestions and made greater demands on teacheer t®onsequently, some pupils who
appeared to be struggling would sit for some tintaut writing or putting their hands up to
attract the teacher’s attention.

Throughout the second round of observations, di@ashers and classroom assistants were
more involved in the whole-class sessions thanbesh the case in the first round. On the
first observations a number of teachers had bdbnifivolved in the practical sessions (even

revelling in the fact that the pupils often knewrmthan themselves) but they were matched
by an equal or greater number of teachers whoe quaiturally and understandably, were more
cautious. This was especially the case in theyaizahspect of MIE lessons. In the second

14



set of observations, however, all teachers, inolydhose undertaking MIE for the first time,
appeared to be more involved and more confidenutiirout.

3.4  Pupil Perspectives

The evaluation team conducted pupil focus groupgaguMay 2005 in the six participating
primary schools. Nine focus groups involving a tafa55 pupils ranging from Primary 4 -7
were set up and covered a number of broad themelésfaussion detailed below.

Initial Responses to MIE

The overall response from pupils was very positivth answers such asverythingand the
whole thinggiven to questions regarding what they considéoebde enjoyable about MIE.
Most of the pupils told the evaluation team thaythad fun during MIE. More specifically,
the pupils enjoyed making characters for their dikms, animating, watching film clips,
storyboarding scenes, working with cameras, usiegd-MAC computers and writing diaries.
In addition, some of the older pupils were awagg they were learning as well as having fun
and could see the connection between film andabtiter believing that their imagination,
language and writing skills had improved. One Prima boy stated that)'Ve enjoyed the
different way of learning, not basic way of copymg of a textbook, you can see what is
happening’ All pupils involved in the focus groups had ergdythe MIE lessons to some
degree.

In one group, none of the pupils had any negatbraments to make, while in another three
groups only one pupil felt that there were any atpef the lessons that they did not like. The
less favourable points cited were that one of ilhesfwas quite boring, standing in the cold at
a film location and a Primary 5 boy who felt thaaiking their own film was difficult. Across
the other groups, four pupils felt that there was much writing involved in the lessons. One
pupil complained about not getting to see the tlggeene in the film ‘Misa Mi’, while two
pupils from another group felt that storyboardingsva bit boring and working in groups was
frustrating because ideas were sometimes ignorad. dissatisfaction with group work was
reiterated by a Primary 6 boy from a different shweho felt that the Lead Practitioneaily
goes with the majority view, everyone should gethoose, put all ideas into a hat then
choose. He should pick people who are bad so taeyearn' Despite these complaints, it is
worth noting that only 11 pupils out of a total B who participated in the focus groups
voiced any concerns.

The pupils were able to inform the evaluation tesmout the nature of MIE lessons. The
groups were all at different stages in the programsome had almost finished making their
own film and were at the editing stage of the psscevhile others had only recently started
putting together animated sequences and soundttadkeir films. All groups had watched
film clips, discussed the characters in the filmd ¢heir feelings, made diary entries from the
point of view of either the girl in ‘Misa Mi’ or # wolf in one of the scenes, storyboarded a
scene and written a script.

Only three pupils felt that there was too much wgtinvolved in the programme and these
were pupils who did not like writing in any lessoméost of the other pupils preferred the
written work in MIE lessons to other classes. Oimesyimmed up this view by stating that
it's better, you can use your imagination ratheanhwriting down exact stuff like what | did
on holidaywhile another pupil thought that watching the fittips helped her to start writing.
One Primary 6 pupil felt that they had not doneugtowritten work.
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Initial Impact

Opinion was divided on the subject of the way tivayched films on TV; some pupils did not
think that they watched films any differently asesult of their involvement in MIE, while
others did but only if it was a boring programmeeQirl commentedl ‘sometimes look at
extended close ups and long shots, but if it is@gorogramme | don't, it would just spoil a
good programme’ The pupils who do watch film differently now coramed on their
awareness of how much hard work goes into a fitrirtability to tell the difference between
animation and live action, the number and stylshafts used in a scendeok mum, a long
shot, a close Upand how they try to figure out the storyline anfilm more than before. A
Primary 6 boy talked about how he now watches geial features on a DVD to see how
scenes were made and how real actors and aninvagicmmixed. Some pupils believed that
they increasingly enjoyed watching films becaussytivere now more aware of what was
happening due to MIE.

Most of the pupils felt that their 1.C.T. skills shamproved as a result of their involvement in
the programme. New skills such as using paper cimation and the Garage Band
soundtrack programme had been gained, as well eslility to edit films. The I-MAC
computers, which had been provided by the MIE teasre regarded as being superior to
both the existing computers in their schools anithé@r homes.

Some of the pupils had not yet used computersdin MIE lessons. The majority of pupils
who had access to computers and the Internet a¢ lused computers solely to play games.
Only one group reported that they used computec®ijunction with their school work (for
a project on the Victorians). None of the pupiledithe Internet to research films although in
one group it was mentioneflthe Lead Practitiongisometimes tells us to look at websites
One Primary 7 boy searched the Internet to findifoany of the films shown in MIE lessons
were available.

All of the pupils mentioned that they had friendsthe school. As the same classes for MIE
were used as all other classes in their schoasptipils had not made any new friends as a
result of MIE lessons. Some pupils added that dairerk was always with the same person
and there were instances where pupils fell outtdysrtners forcing their opinions on them.

MIE appeared to be making a positive impact on Igupititudes to school. Pupils reported
that they were going to bed earlier and gettingeadier for the days when they had MIE
classes. There was a widespread feeling that sefa®more fun because of MIE and that the
pupils looked forward to going to school more oesth days. One girl felt that the day passed
quicker when they received MIE, while another adtted he told his parents more about his
day at schoolrather than just answering ‘fine”In one group the pupils stated that they all
liked school more due to MIE while another groupared that they did not think any
differently about school.

Pupils in one of the groups informed the evaluatieam that their class teacher became
excited about MIE lessons, particularly animatimgl doundtracking. They felt that she was
more fun during MIE lessons but added that she “@apod teacher anyway'This feeling
was shared in other groups where pupils sensedthieat class teachers enjoyed being
involved in the programme and had fun with the [ugdne pupil commente@verybody is
more relaxed in class including the teacher wherda®IE In another group the pupils had
not noticed any difference in their class teaclsea @aesult of involvement in the programme
stating:she is a good enough teacher as she is

Opinion was divided amongst the pupils regardirgrthbility to work better in groups as a
result of their involvement in MIE. In five of tigroups there was unanimous agreement that
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working in groups had improved and that it wasrtpegferred way of working. A Primary 7
pupil commentedyour own idea is not always the best, in a group gan step back and see
the wider picture Others agreed:had some good ideas but someone else had amideag

so | was happy to use theirSome pupils were aware that working togetherrougs had
helped shy classmates with their discussion s#illd confidence. Other groups experienced
some degree of difficulty with group work, with @stonal arguments which were resolved in
some groups but not in others. As a result, a rtinof pupils preferred working on their
own rather than in a group as they felt that otiggrered their ideas.

Getting on at school

The majority of pupils reported that they were pesging at school while others felt that they
were doingo.k A Primary 6 girl who mentioned that she was feagly getting into fights
with boys provided the only negative comment. Theils’ parents were reportedly happy
with their children’s progress and were showingraerest in the MIE programme. One girl's
father played the part of a Pict in the pupil’srijlwhile others put their films onto a DVD for
their parents.

Subjects most frequently mentioned as being hardese: Maths, Writing, Spelling,
Reading, French, German, Music and Art, whilst soty identified as easiest were Maths,
Writing, Reading, Science, History, Art, PE and RME

The overwhelming majority of pupils felt that thesigould be more MIE mainly because they
enjoyed it, but also because they perceived thalged with writing, imagination, spelling
and confidence. A minority of pupils were happytwthe current amount of lessons but
would have liked more providing it did not clashttwafter-school clubs or subjects like Art
and Music.

3.5  MIE staff perspectives

All MIE staff reported that the main long-term page of MIE was to address literacy by
raising standards. It was assumed that none a$dheols had previously considered using
moving image as part of their language curricultitrere were felt to be particular aspects of
literacy in the 21 century that pertained to moving images and thatais important for
young people, in order to be fully literate, to agg with them. For instance, one participant
argued that:

Moving Image and sound is a complex language aaddminant global

form of communication. We are not literate in mgvimage and sound,
although many think they are because it presentbamus and transparent.
There is a cultural element of the richness of mpunage media as heritage.
This point is often missed as teachers try to ghtrid the mendacious methods
of the media that tries to persuade young peopleuip junk music, junk food
etc but this is to ignore the richness of more th@0 years of moving image
history.

The role and place of MIE within this aim is asedfective classroom tool. It is not an ‘add-
on’ or a separate subject. Responses from MIE #tdicate that they conceived the
programme as a vehicle for improving literacy ratihen teaching film and film making. The
Lead Practitioner felt that the programme/approaab easy to use and had in-built language
tools from which teachers and pupils could beneliit.particular, the Lead Practitioner felt
that pupils who were previously disengaged fronostihg would respond positively to MIE
because of the familiar and popular nature of tleeliom, the exciting nature of the project,
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and the use of technology. Much of this optimisraswounded on evidence from the
workshops and the Lead Practitioner felt that iais been confirmed in the project.

In the opinion of some MIE staff, standards ofrlitey were already high enough and that the
reasons for introduction of the programme werebasted on notions of underachievement.
Rather, MIE was seen as being at¢b#ing edge of something that is happening in Brim
teaching in ScotlandMIE staff expressed a sense that the programneatvéhe start of a
development that would lead to a change in praciid®nally:

MIE is about engagement, immersion, problem-sgliivergent thinking
in a realistic context. At present the balanoe biased towards skills.
MIE presents a major challenge for conventiondlosting.

MIE staff reported that they considered the teaxhdro were delivering MIE to be adept at
adopting the programme to their own purposes, tegcttyles, and classes. Consequently,
the 9 teachers involved were perceived to be daétigehe programme in different ways and
developing their own strategies for teaching MIH he aspirations of MIE staff were
expressed succinctly by one participant as:

I hope it will change the ways we encourage anovalthildren to learn.
We patronise kids in how to do things — little urstknding and engagement.
We need more ‘carrots’ — but we must expect tdngetat times.

At this stage of the project, MIE staff had prowddwo training days, and in-class support for
teachers involved in the project. As far as MI&ffstould gauge, teachers’ responses, whilst
mixed, were largely positive. They felt that teaxchsaw value in the programme, especially
in pupils’ responses, but that some had conceanseX¥ample regardin