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The following paper outlines our understanding of the digital futures faced by children and
adolescents, especially as these relate to their education. It examines established trends, the impact
these might have on development and learning, and how we might design education to optimise
valued outcomes. We identify a set of potential benefits and risks, and propose principles for how, as
a nation, we could capitalise on those benefits and mitigate the risks.
1. Living and working digitally: trends
1.1 Across the world, children and adolescents have increasingly ubiquitous access to and use of
online devices, smart tools, and technologies. In education, this will mean digital environments
universally available in schools, changing the nature of learning and teaching. Artificial
Intelligence and machine learning (technologies that learn, model, and predict: AI), smart
tools, and automated technologies are changing the nature of schooling and daily life in
general.
1.2 The trends are very clear. In 2016, 43% of the world’s population had access to the internet
(up from 6.5% in 2000), with 3.2 billion people online. 1 In the US, 84% of children and
teenagers have internet access, 75% of 12 – 17 year olds have their own cell phones (up from
45% in 2004), and nearly all teenagers use text messaging, some with high frequency (a third
more than 100 per day). 2 93% of all UK classrooms contain an interactive whiteboard and,
worldwide in 2016, these were predicted to reach one in eight classrooms (estimated at 34
million teaching spaces) 3. In 2012, 96% of 15-year-olds in OECD countries had a computer at
home and 72% used a desktop computer, laptop, or tablet at school. 4 The average 8-to-10 year
old in the US spends nearly 8 hours a day with a variety of different media and older teenagers
spend >11 hour per day.

1.3 The data are similar for New Zealand. An overall estimate for accessing any form of social
media was 2.8 million in a month in 2014 and, in 2015, the usage of Facebook was estimated
to be 2M+ per day (33% for news, 79% to stay connected with friends and family); Nielsen, in
2016, estimated 81% of the population of 10 year olds owned mobile devices and 88% of this
age group used the internet across a week. 5 We have increasing digital connectedness: in
2015, 72 % of adults owned or accessed a laptop or notebook for private use (up from 66
percent in 2013); the exponential growth in smart phones will reach a ceiling shortly –
currently 70% across all ages, but 91% for 18 year olds. New generations of personal devices
with increased functionality will allow even greater personalised access to, and choice of, what
is available through social networks and the internet; in New Zealand, the range of uses
includes information, news, and social contact. 6
1.4 As with many other educational innovations, there is a risk of differential access, whereby
richer or more privileged groups get access to innovation and resources and those less rich
and less privileged groups get less, with compounding effects on educational achievement
gaps (known as ‘Matthew Effects’). 7 Between countries, the differences in access to, and use
of, computers are associated with national wealth and within countries, they are associated
with individual Socio Economic Status (SES). 8
1.5 There is evidence from 2014 for a similar ‘digital divide’ in New Zealand. 9 Whereas over 90%
of schools reported online learning occurring at school, the pattern was markedly different at
home, with substantially higher proportions of students in more affluent (higher decile)
schools than of students in low-decile schools reporting internet access at home . These
differences appear to be exacerbated in Māori medium settings.
1.6 This first digital divide is still an issue in New Zealand. Access to broadband, wireless and the
infrastructure of digital technology may be becoming more fully national, but the overall costs
of access are still high in international terms, internet speeds are relatively low in international
terms, and there are regional and household differences in both access and costs. 10 A 2015
survey indicated age and household income, ethnicity and regional location, remained
significant factors in differential internet usage. 11
1.7 In addition, a second ‘digital divide’, reported internationally and also in New Zealand, can
occur whereby there is less complex and less educationally relevant usage patterns by students
from poorer and less privileged communities 12
2. Work trends
2.1 Four trends are apparent in work places in developed countries, including New Zealand. One
is for workplaces to increasingly require a minimum level of digital skills. This trend is
accompanied by a second: adults with higher levels of problem-solving skills using digital tools

have higher employment rates and receive higher wages. A third trend is an increasing rate of
job automation consequent upon the use of AI and digital tools and resulting in a reduction or
change in workforce needs. Most vulnerable are jobs have been routine, but the capabilities
of machine learning now extend beyond routine work, even to aspects of ‘judgment’ and
‘creativity’.
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Fourthly, the labour market increasingly rewards social skills, especially those

relating to teamwork, collaboration, and oral-communication skills.14 Labour-force
participation among adults with the highest levels of skills in solving problems using digital
devices is 6 percentage points higher than that among adults with the lowest level of
proficiency in those skills, and 15 points higher than those with no skills; this last group suffer
a serious wage penalty (earning 6% per hour less than those with the lowest proficiency). 15
3. Living in the digital world: benefits and risks in four areas
Like any tool being adopted by a society, increased access to, and use of, digital technology will
inevitably impact on aspects of children’s development. There is evidence currently for both
benefits and risks in four areas of development. Caution is needed when discussing these risks and
benefits because, in some areas, there is only limited evidence for the claims.
3.1. Citizenship
•

Digital media (including social media) provide increasingly immediate and direct access
to networks, commentary, information, and ideas, with a consequent amplification of
contacts, social influence, and the shaping of ideas and beliefs. There are potential
benefits of greater connectedness, notably an increasingly well informed and critically
aware citizenry, with amplified social cohesion.

•

Social media can enhance access to valuable support networks, providing positive
effects for those with health needs and fostering social inclusion and community
membership for marginalised or excluded groups, such as LGBTI youth. 16

The

significance of not being connected is illustrated by the relationship between usage and
mental and physical health outcomes which, for adolescents, is not linear. Negative
outcomes have been found at both extremes of low/no Internet usage and heavy usage
(>2 hours/day). 17
•

The risks to citizenship come from how opinions can be manipulated with the rapid and
extensive access to information and with the use of smart social-media platforms. Selfperpetuating and reinforcing systems of knowledge can be created whereby
misinformation, inaccuracies or untruths are taken as truths through the repetition and
support within the network. 18 The potential consequence is the uncritical adoption of
positions on political and other issues, and uninformed resistance to alternative views.

An example of how the digital environment can exacerbate risks, is computational
propaganda: algorithms, automation, and human curation designed to purposefully
distribute misleading information over social-media networks. 19 Use of this tool is
increasingly influencing popular decision making, including in democratic elections.
Judgments about health matters and complex science issues are increasingly
susceptible to these influences. Prevalence and impact on individuals appear to be
particularly high in social platforms, rather than in digital forms of traditional media. 20
3.2. Well-being
•

Of particular concern is how the tools can impact on social and emotional skills and,
more generally, on the psychological well-being of children and young people. The
concern here is for the generalised impact on these social and emotional skills, not just
in the digital contexts but. Given the significance of intra-personal skills (e.g., selfcontrol) and inter-personal (e.g. prosocial) skills to individual and societal well-being,
an important finding is that digital technology can have positive effects. There is
widespread evidence that the use of digital tools in classrooms is associated with
increased engagement (less distractibility, persistence, and independence) and
increased agency or self-efficacy. 21 Similarly, adding well designed digital games to
business as usual in the classroom is associated with increases in various social and
emotional skills. 22

•

However, consistently producing benefits for social and emotional skills is dependent
on a number of specific conditions that include: the complexity of the activities
accessed through the digital devices; how well matched they are with current skill levels
of students; the degree to which teachers add instructional support – for example, in
the form of feedback; and whether there is a whole-school approach to the promotion
of the skills. 23 These conditions also determine whether the increases in these skills are
generalised across aspects of functioning and academic achievement of children and
young persons.

•

There are risks to social-emotional skills. High use of digital devices by younger children
has been associated with increased distractibility and, by older children, with addictionlike behaviours or pathological engagement. 24

An increase from 2007 in the UK in

young women aged 16-24 years with Common Mental Disorders was linked with
increased time on the internet or using social media. 25 As noted above, negative
outcomes for aspects of mental health have been found for heavy Internet use (>2
hours/day). 26 Also, an online ‘disinhibition effect’ has been identified. 27 This describes
how users of the internet and social media tend to be less inhibited and have reduced
capacity to judge the appropriateness of their own behaviour.

•

Social media, coupled with personal devices, potentially change patterns of types of
bullying behaviour. 28 Cyber-bullying (also called cyber-victimisation) where actions
through digital means are intended to harm peers, has been associated with the same
negative consequences that face-to-face bullying has, including anxiety and lower
academic achievement, suicidal ideation, self-harm and sometimes suicide. Prevalence
rates of cyber-bullying vary markedly among countries. Overall, prevalence may be
lower than traditional bullying but is comorbid with traditional forms. Exposure
patterns are different from face-to-face bullying: cyber incidents are less avoidable
given ubiquitous access and use and are less able to be detected by others who could
provide guidance such as parents and teachers. Further, the cyber world is less
amenable to third-party prevention or interruption; thus, large ripple effects are
possible across online communities. Some groups are more vulnerable than others
(e.g., LGBTQI youth or those diagnosed with Autism Spectrum Disorder). 29 The lack of
personal and social control in cyber-bullying suggests that there is a risk that it has a
greater impact than in-person bullying. More research is needed on this point but
current evidence suggests that the range of negative consequences is the same (i.e.,
social, academic, and health), but cyberbullying may have greater effects on suicidal
ideation than face-to-face bullying.

•

Current usage in schools shows how digital tools can be used to increase other areas
related to well-being such as self-expression, creativity and entrepreneurial activity. 30
There is potential to increase opportunities for development in these areas, although
the evidence base for how best to optimise is limited. Much more research is needed
in this area. Educational programmes focused on using digital tools for creativity and
self-expression, indicate that careful educational design is needed to ensure positive
outcomes.

3.3. Cognitive development
•

Cognitive benefits, via enhanced visual and perceptual skills and knowledge acquisition,
have been found for multitasking and for digital environments generally, including
games xxxi. The benefits accrue: when tasks are sufficiently complex and
developmentally appropriate; when there is greater self-regulation and engagement;
and, in educational settings, when there is substantial teacher guidance xxxii. An example
is the use of interactive books with preschoolers. xxxiii If interactive books are designed
well – and this means the interactive features are closely connected with the meaning
of what is being read in ways that highlight aspects of the narrative – an added value
for understanding and vocabulary can occur. In addition, adding high-quality
interactions can increase the effectiveness of these books.

•

However, there are potential costs for cognitive and brain development in terms of
efficiency and accuracy of performance, especially for younger children whose
attention systems and executive functions are immature. xxxiv Early use of digital media
with large cumulative hours of use, together with content that is not of high quality,
predict deficits in the ability to understand others’ thoughts and feelings (cognitive
empathy), as well as poorer self-control. xxxv

•

There is little evidence that, by itself, the provision of digital devices consistently
increases the learning of academic subjects and raises achievement levels. Recent
comparisons across countries show that heavy investment in digital technology has had
little or no impact on 15 year olds’ achievement in reading, science, and math. xxxvi
However, within countries, experimental studies show that implementation of digital
environments can have positive effects. Increased learner control over the pace,
sequence and content of learning, is consistently found to increase behavioural
engagement. xxxvii

•

However, studies generally show no generalised positive effects of this increased
agency, for example on achievement, without other conditions being in place. xxxviii
These conditions include: increased time on higher-order tasks (such as editing and
synthesising in writing); increased teacher-student interactions, either face-to-face or
online; supportive home-school relationships; and enhanced aspects of guidance and
feedback xxxix.With these in place positive effects on academic outcomes have been
found including on ill-structured problems in STEM subjects. xl
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3.4. Socialisation
•

What children and adolescents experience in family settings influences their learning in
educational settings. Similarly, what happens in classrooms affects patterns of learning
and development in families. This means a major goal in many educational systems is
to promote parental engagement. In terms of effects on learning and development,
engagement is most effective where information flow is high and mutually supportive
activities take place (such as support for reading at home which complements reading
at school).xli Because of these reciprocal relationships, developments in digital
education are likely to impact families and communities and, in turn, this will impact
learning at school.

•

Positive effects of digital tools have been found on family socialisation. Each of the
benefits noted above can add value to the way in which parents rear children and
interact with adolescents. For example, parents may enhance aspects of cognitive and
language development in their children through their selection and use of digital tools
such as educational apps and interactive storybooks. These effects have flow-on
effects in preparation for schooling and beyond. With careful design – which includes,
for younger children, periods of pausing for parents to interact – apps can have benefits
on learning, including in mathematics. xlii However, despite the bourgeoning market in
digital devices for parenting, very few of the digital tools that are marketed as
educational have been experimentally tested.

•

As noted above, there are positive effects of the use of social media and digital
platforms for communicating with others and establishing social networks. This means
increased connectivity with family members, including caregivers, is possible. We
know, for example, that transgender adolescents who feel supported by their parents
have lower rates of depression and anxiety. xliii

•

There are risks to effective socialisation, which follow from those outlined above. Some
digital tools can have unintended negative effects on language interactions because of
their design, by misdirecting attention away from more complex learning. xliv However,
there are additional risks through overuse of digital devices. For under two’s, overuse
reduces time spent in parenting practices known to be effective in socialisation such as
face-to-face interaction. xlv Heavy parent use of mobile devices is associated with fewer
verbal and nonverbal interactions between parents and children and may be associated
with more parent–child conflict. xlvi As yet, there are no population-based data for New
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Zealand to show whether, or to what degree, these unwanted effects might be
occurring here.
•

Similar negative effects on family relationships have been found for adolescents. xlvii Up
to half of adolescents in the US report being addicted to their smart phones. But poorer
family functioning and lower rates of parent-child interactions occur with high screen
use. Parent usage also can be a problem. High rates of screen time by parents and heavy
usage of mobile devices have been associated with lower parent-child interactions and
increased conflict.

•

Risks are likely to be exaggerated where there is limited sharing of expectations and
activities between schools and families / whānau. There is little local evidence about
the degrees of consistency and mutual understanding of expectations and practices
that currently exist between parents and teachers.

4. Two foci for optimising benefits and mitigating risks
4.1. Critical thinking and critical literacies: The development of critical thinking and critical literacy
skills through education can help optimise the benefits and reduce risks. These skills include:
areas of strategic problem solving; being able to recognise when information is needed; and
locating, evaluating, and using the needed information effectively. They entail being aware of
authority and bias in order to make judgements about the reliability and usefulness of
information. They are especially required in the new digital environments xlviii and are
identified in recent statements about science literacy and the need for a citizenry who can
navigate around, and be able to critically engage with, the knowledge and information that
impinge on everyday lives. xlix
4.2. These forms of critical thinking and literacy can be taught. l Content-specific approaches that
are based on authentic (real world) problems and that use critical discussion plus
individualised feedback and guidance are effective approaches across age levels and content
areas.
4.3. Studies of how to promote a range of cognitive skills with digital tools are beginning. To date,
the focus has been mostly on games and acquiring knowledge and learning strategies rather
than the skills of critical thinking and critical literacy.
4.4. Self-control and social skills: Social and emotional skills are critically important for high-quality
educational trajectories, post-school outcomes, and a range of individual and collective
benefits. Together, these skills are associated with educational achievement (such that, by
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middle secondary school, the impact is as great as cognitive skills measured by prior
achievement) and, later, with long-term, economic and social benefits. li Arguably, these are
increasingly significant for resilience and well-being given the risks from digital tools outlined
above (such as cyberbullying) and as noted earlier.
4.5. Just as the cognitive and literacy skills, self-control and social skills can be taught – and from
an early age. lii School-based programmes usually create a context of caring teacher and
student relationships, safe and orderly environments, and adult norms of high expectations
and academic success. Those with additional specific features (step-by-step training, active
forms of learning, sufficient time on skill development, and explicit learning goals), are
especially effective at improving a range of skills, attitudes and academic achievement. liii
4.6. Demonstrations of how the use of digital tools can promote these skills are becoming
available. Adding games that have a deliberate focus on the social skills can impact these skills,
especially those of self-control (such as conscientiousness and accurate self-evaluation), but
there is very little evidence of the effects of games on the range of inter-personal outcomes
(teamwork, collaboration, and leadership) and these report mixed effects on achievement. liv
Very recent experimental studies have used mobile devices to support collaborative learning
in classrooms and have shown increased positive effects on peer interaction relative to
individual- or group-learning conditions; again only when the instruction is deliberately
designed to promote collaboration. lv
5. Teaching and learning digitally: new design skills are needed
5.1. Schools are in rapid transition to fully digital environments, with innovative use of online
devices, tools, and technologies. In these, students have 1:1 devices (one laptop, netbook,
tablet computer, or other mobile-computing device for every student), 24 / 7 access to digital
technologies with these personal devices, and archival cloud-based systems linked with a realtime dashboard enabling synchronous interaction.
5.2. With ubiquitous adoption, more effective and possibly different forms of teaching and
learning will emerge for valued student outcomes.

lvi

It is assumed that digital tools have

properties, among other things, to enable greatly increased learner agency, with more and
varied forms of collaborative, networked or ‘lateral’ learning; and the relationships between
teaching and learning are less hierarchical, more synchronous, more distributed in time and
place, and more personalised. These properties come from the use of personal devices for
learners with super-fast access to learning networks and smart tools for instructional

Page 9 of 17
Mail: PO Box 108-117, Symonds Street, Auckland 1150, New Zealand
Physical: Ground Floor, Boyle Building (505), 85 Park Road, Grafton, Auckland 1023
Telephone: +64 9 923 6318 Email: csa@pmcsa.org.nz Website: www.pmcsa.org.nz

resources to both teach and learn in ways not confined to the physical properties of
classrooms if, indeed, the unit of a bounded classroom is applicable at all.
5.3. Although this picture suggest the digital tools are in and of themselves sufficient to produce
qualitative changes in learning and teaching, the evidence presented above presents a more
complex and nuanced picture. This is illustrated with international and local studies which
show impressive positive benefits to writing with fully digital environments. The gains have
been found when usage involves higher order writing activities (editing, synthesising from
texts, topic based on line research); where there is increased engagement in and volumes of
writing, with increased personalised instruction; and with increased rich teacher student
interactions, either face to face or through digital exchanges. lvii lviii
5.4. In summary, deliberate design by the teacher is needed to guarantee the learning of specific
skills. This teacher augmentation of what digital tools provide means that learning can be both
more efficient and effective, as well as having new qualities that are distinctly different from
non-digital contexts for learning. Teaching also can be both more efficient and effective, and
have new qualities that are distinctly different from non-digital contexts for teaching (e.g., in
how to design and provide feedback).
6. Smart analytics and Artificial Intelligence: new resources are needed
6.1. Artificial Intelligence is advancing in many fields; reduction or elimination of some types of
work and changes to the nature of others are taking place as a consequence. A case in point
is health workers.lix Very smart AI tools are already creating more efficient and accurate forms
of diagnosis and higher quality and more reliable surgery. But AI may not replace the surgeon
and the general practitioner; rather, it is likely to free them to concentrate on the very human
aspects of their work, which involve empathy and other aspects of human interaction
associated with making decisions about patient health and well-being. In a similar way, smart
tools in agriculture are enabling greater precision in judgments and use of resources.
6.2. Precision teaching, like precision farming, should be under development right now. The
archiving and analytic functions that are currently possible presage newer and smarter
analytics for teachers and students.
6.3. We need a rapidly expanded research and development infrastructure to develop archiving
systems linked with very smart analytics to enable exponentially increased precision teaching.
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7. Design skills, smart tools and the role of the teacher
7.1. The design skills and smart tools create conditions for teachers to focus on core properties
of effective pedagogy. The role of the teacher, like that of the surgeon, may be able to
concentrate even more on those aspects of human interaction known to be essential to
effective learning for educational purposes. As noted earlier, these include close personalised
interactions with positive affect; extended reciprocal interactions involving complex language
uses; and acting on highly developed specialised knowledge of curriculum areas. The risk here
is that reliance on digital tools for teaching could reduce the close relationships between
teacher and student which are the basis for these aspects essential for learning.
8. The role of computational thinking.
8.1. Claims have been made that we could change a generation’s way of thinking across many
areas of knowledge by teaching them computational skills through programming.lx The claims
overstate the generalisability of these skills. In our view, these are forms of critical thinking
applied with digital tools to digital contexts and have a necessarily constrained range of
impacts.
8.2. Nevertheless, as noted above, we do need students to develop critical digital literacy, in which
they learn how to knowledgably appraise the design and function of programmes and apps
and other yet to be invented forms of digital tools. They do need to understand the nature of
digital algorithms sitting behind games so they can spot those that might promote gambling
or other potential harms.
8.3. Despite this content specificity, the more we learn similar skills across different activities the
more the skills are generalisable. This means that the goal should be to have curricula that
enable critical-thinking skills to be generalised and that includes with, and in the context of,
digital tools as computational thinking.
8.4. This concern for a generalised approach to promoting skills applies to the areas of self-control
and social skills noted above. The issue for our educational system is to build a coherent
within-and-across schools approach to the development of these skills.
9. Summary of Implications
9.1. A well-resourced research and e-development strategy is needed to deliver smart digital tools
that reliably and effectively promote specific skills to optimise benefits in education. The tools
are required both for students’ learning and for teaching. The former are in the design of
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programmes, apps, and social-media platforms that are appropriate for current and evolving
curricula. The latter entail access to smart analytics that enable teaching to be more databased, contingent, flexible, and personalised.
9.2. Issues in equitable access to and use of digital technology for educational purposes need to
be addressed.
9.3. A systematic focus for optimising benefits and mitigating risks through deliberate teaching is
needed. This creates three immediate challenges:
•

better evidence for how to develop the valued social and cognitive skills for all children
and young people and at scale

•

increased focus through initial teacher education and ongoing professional
development on the expertise teachers need to promote these skills

•

systematic monitoring of how well individuals are developing these skills across the
early childhood and school years; which can be linked with other life course measures
(for example in the Integrated Data Initiative) and used to judge system effectiveness

8.3 Teaching will need to be even more skillful. It will include expertise in designing instruction
with digital tools to promote valued skills (the teacher acting as instructional designer);
appropriate capability understand and use smart tools; and having requisite levels of the social
and emotional, and cognitive skills which underpin effective pedagogy. The increased
complexity of teaching in turn carries implications for the selection, training and ongoing
professional development of teachers.
9.4. Our curriculum and assessments should focus on enabling students to learn these skills in the
context of the preparation for employment after their schooling.
9.5. A systematic national approach for parents/ family / whānau education which:
•

enables greater engagement between schools and parents/ family/whānau to support
children’s digital lives and learning outside of school.

•

provides guidance for positive socialisation within digital environments.

9.6. A life course approach to promoting the valued skills is needed. In such an approach early
childhood teaching and learning should develop skills which are built on through the primary
and secondary years, which in turn prepare students for the immediate and future possible
patterns of employment, which already recognise in many areas the significance of the critical
cognitive skills and the social and emotional skills.
9.7. Each of the above directions should address the usual challenges in implementing educational
change. Notably, guaranteeing the quality and consistency of the valued teaching and
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learning outcomes at scale. The benefits and risks are too great to assume local initiatives and
implementation are sufficient to guarantee these valued outcomes nationally.
9.8. How to promote positive skills and the appropriate means to reduce the negative impacts of
social media and digital tools requires extensive public discussion. That discussion will need
to address issues of how to constrain inappropriate and damaging digital tools and social
media.

Page 13 of 17
Mail: PO Box 108-117, Symonds Street, Auckland 1150, New Zealand
Physical: Ground Floor, Boyle Building (505), 85 Park Road, Grafton, Auckland 1023
Telephone: +64 9 923 6318 Email: csa@pmcsa.org.nz Website: www.pmcsa.org.nz

References
1

Aiken, M. 2016). The Cyber Effect. London: John Murray.

American Academy of Paediatrics. (2013). Children, adolescents and the media. Paediatrics, 132;958 DOI:
10.1542/peds.2013-2656

2

3

Futuresource Consulting (2012)

OECD (2015a), Students, Computers and Learning: Making the Connection, PISA, OECD Publishing.
http://dx.doi.org/10.1787/9789264239555-en

4

5http://www.firstdigital.co.nz/blog/2015/09/16/facebook-nz-demographics-usage-statistics-2015/;

https://www.nbr.co.nz/article/who-uses-social-media-nz-commscores-breakdown-ck-150606;

Research NZ (2015). A Report on a Survey of New Zealanders’ Use of Smartphones and other Mobile Communication
Devices 2015.

6

7

McNaughton, S. (2011). Designing better schools for culturally and linguistically diverse children: A science of performance
model for research. New York, NY: Routledge.

8

OECD (2015a), op. cit.

9

2020 Communications Trust. Digital Technologies in New Zealand Schools. Report 2014.

https://www.consumer.org.nz/articles/telco-providers#article-survey-results; https://www.cable.co.uk/mediacentre/release/new-worldwide-broadband-price-league-unveiled/; https://www.nbr.co.nz/sites/default/files/2016-AnnualTelecommunications-Monitoring-Report-May-2017.pdf
10

11

http://www.aut.ac.nz/__data/assets/pdf_file/0008/635669/150416-Online-Version-WIPNZ-2015-April-15.pdf

Jesson, R, J., McNaughton, S. & Wilson, A. ( 2015). Raising literacy levels using digital learning: a design-based approach in
New Zealand. Curriculum Journal 26, no. 2: 198-223. DOI:10.1080/09585176.2015.1045535.

12

13 The Royal Society (2017). Machine learning: the power and promise of computers that learn by example.
Royalsociety.org/machine-learning.

Demming, D. J. (2015). The Growing Importance of Social Skills in the Labor Market. NBER Working Paper No. 21473;
Kautz, T., Heckman, J. J. Diris, R., ter Weel, B. & Borghans, L. (2014). Fostering and measuring skills. Improving cognitive and
non cognitive skills to promote lifetime success. NBEER Working Paper Series. Working Paper 20749.
http://www.nber.org./papers/w20749; OECD (2015b), Skills for social progress, The power of social and emotional skills,
OECD, Publishing http://www.oecd-ilibrary.org/education/skills-for-social-progress_9789264226159-en.

14

15

OECD (2015b), op. cit.

Reid Chassiakos Y, Radesky J, Christakis D, et al., AAP COUNCIL ON COMMUNICATIONS AND MEDIA. Children and
Adolescents and Digital Media. Pediatrics. 2016;138(5): e20162593

16

Bélanger,R. E., Akre, C., Berchtold, A. & Pierre-André Michaud, P-A. (2011). A U-Shaped Association Between Intensity of
Internet Use and Adolescent Health www.pediatrics.org/cgi/doi/10.1542/peds.2010-1235 doi:10.1542/peds.2010-1235.

17

Supovitz, J., Daly, A.J., del Fresno, M., & Kolouch, C. (2017). #commoncore Project. Retrieved from
http://www.hashtagcommoncore.com
18

19 Woolley, S. C. & Philip N. Howard, P. N. (2017). Computational Propaganda Worldwide:
Executive Summary. In Samuel Woolley and Philip N. Howard, Eds. Working Paper 2017.11. Oxford, UK: Project on
Computational Propaganda. comprop.oii.ox.ac.uk. 14 pp. http://comprop.oii.ox.ac.uk/wpcontent/uploads/sites/89/2017/06/Casestudies-ExecutiveSummary.pdf

Page 14 of 17
Mail: PO Box 108-117, Symonds Street, Auckland 1150, New Zealand
Physical: Ground Floor, Boyle Building (505), 85 Park Road, Grafton, Auckland 1023
Telephone: +64 9 923 6318 Email: csa@pmcsa.org.nz Website: www.pmcsa.org.nz

Nyhan, D. (2014). Americans don’t live in information cocoons. New York Times. October 24, 2014; Slatterly, J. G. (2014).
The information cocoon. The Harvard Crimson. March 5, 2014Tett
20

Karich, A. C., Burns, M. K. & Maki, K. E. (2014). Updated meta analysis of learner control within educational technology.
Review of Educational Research., 2014, 84 (3), 392-410. Zheng, B., Warschauer, M., Lin, C-H. & Chang, C. (2016).Learning in
one-to-one laptop environments: a meta-analysis and research synthesis. Review of Educational Research, 86(4), 10521084.

21

Clark, B. B., Tanner-Smith, E. E. & Killingsworth, S. S. (2016). Digital Games, Design, and Learning A Systematic Review
and Meta-Analysis. Review of Educational Research. 86(1), 79–122 DOI: 10.3102/0034654315582065740-779; Jabbar, A. I.
A., Felicia, P. (2015). Gameplay engagement and learning in game-based learning: A systematic review. Review of
Educational Research. 85(4), 740-779.

22

Reid Chassiakos Y, et. al. (2016). op. cit. Jabbar, A. I. A., & Felicia, P. (2015). op. cit. Karich, A. C. et. al. (2014)., Winters, F.
I., Greene, J. A., & Costich, C. M. (2008). Self-regulation of learning within computer-based learning environments: A critical
analysis. Educational Psychology Review, 20(4), 429-444; Gluckman, P. (2017). Toward a Whole of Government/Whole of
Nation Approach to Mental Health. http://www.pmcsa.org.nz/wp-content/uploads/17-08-14-Mental-health-long.pdf.
23

Courage, M.L., Bakhtiar, A., Fitzpatrick, C., Kenny, S. & Brandeau, K. (2015). Growing up multitasking: the costs and
benefits for cognitive development. Developmental Review. 35, 5-14. Reid Chassiakos Y, et. al. (2016). op. cit.

24

McManus S, Bebbington P, Jenkins R, Brugha T. (eds.) (2016) Mental health and wellbeing in England: Adult Psychiatric
Morbidity Survey 2014. Leeds: NHS Digital.

25

Bélanger, R. E., et. al. (2011). op. cit.

26
27

Aiken, M. (2016) op. cit.

Foody M, Samara M, Carlbring P. A review of cyberbullying and suggestions for online psychological therapy. Internet
Interventions 2015; 2(3): 235-42. Gardella, J. H., Fisher, B. W., & Teurbe-Tolon, A. R. (2017). A systematic review and metaanalysis of cyber-victimization and educational outcomes for adolescents. Review of Educational Research, 87( 2), pp. 283–
308. doi: 10.3102/0034654316689136
28

29

Reid Chassiakos Y, et. al. (2016). op. cit.

Dabba, N. & Kitsantas, A. (2012). Personal Learning Environments, social media, and self-regulated learning: A natural
formula for connecting formal and informal learning. The Internet and Higher Education. 15 (1) pp. 3–8; Scardamalia, M.
(2000). Can schools enter a Knowledge Society? In M. Selinger and J.Wynn (Eds.), Educational technology and the impact on
teaching and learning (pp.6-10) . Abingdon, Eng.: Research Machines.
30

xxxi

Clark, et. al., (2016). op.cit.; Jabbar et. al. (2015) op. cit.

xxxii

American Academy of Paediatrics (2013). op. cit.

xxxiii Bus, A, G.,Takacs, Z K. & Kegel, C. A. T. (2015). Affordances and limitations of electronic storybooks for young
children's emergent literacy. Developmental Review 35: 79-97.Takacs, Z. K., Swart, E. K. & Bus. A. G. 2015. Benefits and
pitfalls of multimedia and interactive features in technology-enhanced storybooks a meta-analysis. Review of educational
research 85(4), 698-739.
xxxiv

Courage, M.L. et. al. (2015). op. cit.

xxxv

Reid Chassiakos Y, et. al. (2016). op. cit.

xxxvi

OECD (2015a) op. cit.

xxxvii

Karich, A. C., et. al. (2014). op. cit.

xxxviii

Karich, A. C., et. al. (2014). op. cit.
Page 15 of 17

Mail: PO Box 108-117, Symonds Street, Auckland 1150, New Zealand
Physical: Ground Floor, Boyle Building (505), 85 Park Road, Grafton, Auckland 1023
Telephone: +64 9 923 6318 Email: csa@pmcsa.org.nz Website: www.pmcsa.org.nz

xxxix

Zheng,B., et. al. (2016). op. cit.

Belland, B. R., Walker, A. E., Kim, N. J. & Lefler, M. (2017). Synthesizing results from empirical research on computer-based
scaffolding in STEM education: a meta-analysis. Review of Educational Research.87(2), 309-344. Van der Kelij, F. M.,
Feskens, R. C. W. & Eggen, T. J. H. M. (2015). Effects of feedback in a computer-based learning environment on students’
learning outcomes: a meta analysis. Review of Educational Research. 85(4), 475-511.

xl

Bronfenbrenner, U. (1986). Ecology of the Family as a Context for Human Development: Research Perspectives.
Developmental Psychology. 22(6),723-742.

xli

xlii

Reid Chassiakos Y, et. al. (2016). op. cit.

xliii

Reid Chassiakos Y, et. al. (2016). op. cit.

xliv

Bus, A. G., et. al (2015). Op. cit. Takacs, et. al. (2015). Op. cit.

xlv

Aiken, M. (2016). op. cit.

xlvi

Reid Chassiakos Y, et. al. (2016). op. cit.

xlvii

Reid Chassiakos Y, et. al. (2016). op. cit.

2020 Communications Trust. Digital Technologies in New Zealand Schools. Report 2014; Goldman, S. R., Braasch, J. L. G.,
Wiley, J., Graesser, A. C. & Brodowinska, K. (2011). Comprehending and learning from Internet sources: Processing patterns
of better and poorer learners. Reading Research Quarterly 47(4), 356-381.

xlviii

New Zealand Government (2014). A Nation of Curious Minds: A national strategic Plan for Science in Society. Wellington.
(www.msi.govt.nz/assets/MSI/Update-me/Science-in-society-project/science-in-society-plan).
xlix

Abrami, P.C., Bernard, R.M., Borokhovski, E., Waddington, D. I., Wadwe, C. A. & Persson, T. (2015). Strategies for teaching
students to think critically: a meta –analysis. Review of Educational Research, 85 (2), 275-314.

l

Heckman, J. J. and Y. Rubinstein (2001). The Importance of Noncognitive Skills: Lessons from the GED Testing Program. The
American Economic Review, 91 (2): 145-149. Heckman, J. J., J. Stixrud, and S. Urzua (2006). The Effects of Cognitive and
Noncognitive Abilities on Labor Market Outcomes and Social Behavior. Journal of Labor Economics, 24 (3): 411-482. Moffitt,
T. E., L. Arseneault, D. Belsky, N. Dickson, R. J. Hancox, H. Harrington and A. Caspi, (2011). A gradient of childhood selfcontrol predicts health, wealth, and public safety. Proceedings of the National Academy of Sciences of the United States of
America, 108(7): 2693–2698.

li

Kautz, T., et. al. (2014). Op. cit.; Durlak, J. A., Weisberg, R. P. Dymnicki, A.B., Taylor, R.D, & Shellinger , K. B. (2011). The
Impact of Enhancing Students’ Social and Emotional Learning: A Meta-Analysis of School-Based Universal Interventions.
Child Development, Volume 82, Number 1, Pages 405–432. DOI: 10.1111/j.1467-8624.2010.01564.x
lii

liii

Durlak, et. al. (2011). op. cit.

liv

Clark, B. B., et. al. (2016). op. cit.; Jabbar, A. I. A., et. al. (2015). op. cit.

Sung, Y-T., Yang, J-M. & Lee, H-Y. (2017). The Effects of Mobile-Computer-Supported Collaborative Learning: MetaAnalysis and Critical Synthesis. Review of Educational Research, 87(4), 768– 805 DOI: 10.3102/0034654317704307

lv

Heisawn, J & Hmelo-Silver, C. E. 2016). Seven affordances of computer-supported collaborative learning: How to support
collaborative learning? How can technologies help? Educational Psychologist, 51, 2, 247-265. Lorena, C. S., Argentin, G.,
Gyu, M., Origo,F., & Pagani, L (2017). Is it the way they use it? Teachers, ICT and student achievement. Economics of
Education Review 56, 24-39.

lvi

lvii

Zheng, B., et. al. (2016). op. cit.

lviii

Jesson, R, J., et. al. (2015).
Page 16 of 17

Mail: PO Box 108-117, Symonds Street, Auckland 1150, New Zealand
Physical: Ground Floor, Boyle Building (505), 85 Park Road, Grafton, Auckland 1023
Telephone: +64 9 923 6318 Email: csa@pmcsa.org.nz Website: www.pmcsa.org.nz

lix

https://www.theguardian.com/healthcare-network/2017/mar/11/artificial-intelligence-nhs-doctor-patient-relationship.

Florez, F. B., Casalla, R., Hernandez, M., Reyes, A., Restrepo, S. & Danies, G. (2017). Changing a generation’s way of
thinking: teaching computational thinking through programming. Review of Educational Research, 87(4), 834-860.
lx

Page 17 of 17
Mail: PO Box 108-117, Symonds Street, Auckland 1150, New Zealand
Physical: Ground Floor, Boyle Building (505), 85 Park Road, Grafton, Auckland 1023
Telephone: +64 9 923 6318 Email: csa@pmcsa.org.nz Website: www.pmcsa.org.nz

