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Abstract This paper revisits the analysis of how the interactive whiteboard (IWB)
can contribute to effective pedagogy. It builds on previous work concerning the
relationship between the features of IWBs and associated technologies and some
key components of pedagogy, including the stage of IWB use, the role of ICT, the
type of interactivity, and the overarching aspect of orchestration for learning. Two
example lessons are constructed to illustrate the relationships associated with a basic
stage of IWB use as a blackboard substitute and the most sophisticated, synergistic
stage of IWB use. The analysis of these lessons is used to show that in the synergistic
lesson, the IWB functions as a hub for classroom activity. The key difference is that
both the teacher and pupils use the affordances of IWB for orchestration of activity
rather than merely using a set of unrelated tools predominantly used by the teacher.
Implications are drawn concerning the need to develop skills in orchestration for
learning alongside technical skills in IWB use through initial teacher education and
subsequent professional learning.

Keywords Interactive whiteboard . Transition . Orchestration . Affordance .

Teacher’s role . Teacher education

1 Introduction

There is now a substantial body of literature concerning the interactive whiteboard
(IWB) and its use in teaching and learning from around the world including Hungary
(Lavicza and Papp‐Varga 2010), South Africa (Slay et al. 2008), Taiwan (Jang and
Tsai 2012), USA (López 2010) Germany, (Cutrim Schmid 2010), Israel, (Blau 2011),
Brazil (Freire et al. 2010), and particularly Australia (Bennett and Lockyer 2008;
Holmes 2009; Winzenried et al. 2010; Serow and Callingham 2011) and most
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recently Turkey (Somyürek et al. 2009; Turel 2011; Türel and Johnson 2012; Nihat
Şads and Ozhan 2012). These studies have noted IWB’s popularity with teachers,
their effects on learner attention in lessons, and their support for more dialogic
interaction in the classroom noted within studies from the UK (Mercer et al. 2010).

There are, however, some aspects of the effect of IWBs which do not seem to have
been adequately discussed. Previous analysis of the affordances of IWBs for a raft of
pedagogical actions (e.g. Kennewell and Beauchamp 2007) does not seem to tell the
whole story of how the IWB aids teaching and learning. Some of the teachers who were
observed in the course of two funded studies in which we were involved (see Kennewell
et al. 2007; Tanner et al. 2009) did not merely replicate traditional pedagogical actions
or devise new ones which exploited the affordances of IWB; they additionally used
the IWB to help them combine actions more effectively, including switching modal-
ities, shifting activity in time and space, revisiting improvable objects and handing
lesson control to pupils (Jewitt et al. 2007; Mercer et al. 2010; Twiner et al. 2010).
This orchestration—rather than mere sequencing—of all the resources available
reflects an awareness of the continual availability of multiple resources that the board
represents. Indeed, the board is not merely one of the resources to be orchestrated, it
has features that afford the act of orchestration itself.

The purpose of this paper, based on evidence from the studies above, is to extend our
analysis and understanding of the cumulative effect of integratingmultiple resources and
tasks on the teacher’s ability to orchestrate features of the classroom setting in order to
improve learning. As we will show, teachers develop their own, and pupils’, use of the
IWB as their technical and pedagogic skills and beliefs are influenced by their percep-
tions of its affordances and constraints. This paper will also exemplify two stages of this
development to demonstrate the potential of the early stage of ‘blackboard substitute’
and a more sophisticated, ‘synergistic’ stage of IWB use.

1.1 The ‘board’ as hub for pedagogical actions

It is common for the term IWB to be used to represent a variety of what have been
described as ‘whole-class interactive technologies’ (Hennessy and Warwick 2010)
which are channelled through the IWB. Many of the phenomena attributed to the
IWB, however, concern only the large projected image, and could just as well be
achieved using a computer and digital projector, together with a manual whiteboard.
Other devices are often used in such environments, including wireless keyboards,
tablet computers and input devices, and handheld voting systems, yet it is normal just
to refer to ‘the board’ in discussing these environments. Furthermore, ‘the board’ is
often used to refer the software and resources which it helps users to interact with—
the Internet, the notebook/flipchart software, the games. It may even be given an
authoritative role in the classroom—in one of our studies, when some students
disagreed on the solution to a mathematics problem, the teacher responded ‘let’s
see what the board says’ (Kennewell et al. 2007).

This synecdochal use of the term ‘board’ seems to reflect a role as a hub for
pedagogical actions—defined here as actions intended to bring about learning in
others, both planned and spontaneous. In the classroom, there will generally be
specific learning goals, devised by the teacher, and this can result in the teacher
exerting complete control over the board in its role as classroom hub, leading to the
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conclusion that the board can be a ‘teacher-centric’ tool (Wall et al. 2005) which
encourages teachers to teach ‘from the front’ (Smith 2001). In most of the case studies
of good teaching found in the literature, however, this is not the case. Indeed, if
allowed by the teacher’s pedagogic beliefs, pupils develop a shared ownership of the
IWB and feel more confident in making contributions than with manual whiteboards
and overhead projectors. This can allow the teacher to observe and manage pupil
activity from anywhere in the classroom (even the back of the class) or while working
with a small group. This may be aided by the vicarious presence of the teacher
(Warwick et al. 2010), which is often exhibited when pupils are working at the board,
but is not seen in individual use of ICT devices (Mercer et al. 2010; Kennewell et al.
2008). The key feature which makes the board a pedagogical hub is the accumulation
of resources which are ready-to-hand on the board. A typical expert user will plan
lessons around a large number of multi-modal resources and load these at the start of
the day or lesson—but is also able to respond spontaneously if required. These
typically include a class list, lesson objectives, timing software, random name
generator, matching games, quizzes, movies, sound clips, files containing what was
recorded on the board in previous lessons, web browser, as well the board-specific
software allowing notes and objects to be created and manipulated during the lesson
and providing a large library of images.

1.2 Orchestration as the essential action in pedagogy

Orchestration, in its general sense of ‘organising, arranging, or building up for
special or maximum effect’ (Collins Dictionary), has been considered by many
as an essential element of successful teaching (e.g. Watts 2003) and found to be
particularly valuable in characterising good teachers’ use of the IWB (Mercer et al.
2010; Twiner et al. 2010). Kennewell et al. (2008) characterise the orchestration of
the features of the classroom in order to bring about learning as the manipulation of
the affordances and constraints for learners’ actions when they are carrying out tasks
in such a way as to optimise the potential for learning. This extends the idea of
scaffolding and fading—providing support when necessary for learners to complete a
planned task, and reducing it when the learner no longer requires such a high level of
support.

For the teacher, then, orchestration is also an action carried out in pursuit of a goal,
and it is worth exploring the affordances and constraints for this action. For the
purposes of this paper, only the classroom environment will be considered. If we
consider affordances as the potential for action inherent in the features of the
environment, then the touch-sensitivity of the IWB affords actions such as the
movement of text objects displayed on the board, so that the teacher or pupil standing
at the board can label a diagram. Constraints are the conditions or limitations on
action imposed by features of the environment; in the example of labelling the
diagram, if the text needs to be positioned at the top of the diagram, a small pupil
or teacher may not be able to reach the correct position. Constraints are not neces-
sarily seen as obstacles, however, and may be imposed intentionally to structure
activity for learning; for instance, the teacher may pre-set the software to ensure that
the text cannot be positioned incorrectly in order to give feedback to pupils when they
make a response.
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1.3 Stages in pedagogical use of the IWB

As teachers develop their confidence (and indeed competence) in using the IWB
they typically follow a sequence of transitions in technical and pedagogical
expertise and gradually allow more pupil use of the IWB which can be mapped
against a transition framework. Beauchamp’s (2004) initial model has five stages.
In the early stages of this progression the IWB is used by the teacher only as a black/
whiteboard substitute using a limited range of tools. As more technical skills are
mastered and greater pedagogic imagination (and/or confidence) is developed pupil
use of the IWB increases leading to a synergistic use which brings together fluidly a
number of pedagogical actions by teacher and pupils (Beauchamp 2004; Serow and
Callingham 2011). Other models (Somekh and Haldane 2005; Miller and Glover
2007; Lewin et al. 2008; Jones and Vincent. 2010) provide useful indicators, but as
the most detailed and well-developed framework, Beauchamp’s will be used in this
analysis.

It is at the later stages of this progression that the board features as a hub of activity
in the classroom, and combining the transition framework with features of the IWB
and other factors which have been identified as contributing to effective pedagogy
helps to characterise in more detail the nature of the digital hub phenomenon. First,
however, an example lesson is described in order to illustrate features characteristic of
the most basic level of IWB use. This lesson, and the subsequent lesson illustrating
‘synergistic’ IWB use, is not presented as a model of good practice, but has been
constructed from features observed in lessons taught by teachers selected in our
research studies as effective practitioners.

2 Composite lesson—‘blackboard substitute’ use of IWB

A primary school class (pupils aged 9–10 years) was studying the Second World War.
Before the lesson, the teacher had opened a blank page on the ‘flipchart’ software that
had come with the IWB and at the start of the lesson the teacher wrote the dates and
the objectives of the lesson on the IWB using the pen:

& to understand how it felt to be a child in the area during the second world war;
& to find out about the area as it was in this period and the effect of bombing on the

city
& to use maps to show where these events occurred
& to plan questions to find out what people remember about the events

The teacher introduced a real scenario concerning a local landmark which had
been bombed during the war. The teacher asked some pupils to give out photocopies
of a letter written at the time by a child who had lived near enough to see what
happened. The pupils who received the sheet first started to talk about them, and
those pupils waiting for sheets also started to talk about what they might be going to
do. After settling the children, the teacher asked for volunteers to read the letter aloud
to the rest of the class. When they had got to the end of the letter a child told the
teacher that there was a TV programme on the BBC iPlayer web site which began
with some children in their house when a bomb was dropped nearby. The teacher
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acknowledged this and asked the others to have a look at home that night if they
could. The class then discussed the letter and how it made them feel.

The teacher gave out more photocopied sheets (which caused a small amount of
further disruption) with images of the landmark before and after the bombing and
other images of local landmarks that were mentioned in the letter. The teacher asked
questions to check that the children recognized the landmarks. As the class discussed
these pictures and the letter, the teacher used the IWB pen (on the same page as the
lesson objectives) to write key words and phrases on ‘the board’ that they would need
for later written work. The pupils were then given their final photocopied sheet with a
map of the area affected by the bombing. The teacher had scanned an image of the
map onto the second page of the ‘flipchart’ and used this to outline the task that they
were going to do. The teacher marked the local landmark with a circle on the IWB
and checked that all pupils had understood what they needed to do for the rest of the
task. The pupils then used their own pens to annotate the paper map showing where
the bombs had been dropped based on the evidence from the letter. Questions were
raised by the teacher, but these were mainly task related, and the pupils generally
gave short replies with little extended discussion. After this activity the teacher
suggested that pupils should try to find and interview local people who had experi-
enced the bombing. These interviews would be videoed and then used as part of a
presentation later in the term. As the lesson came to an end, the teacher set the class
some work to do at home that night. The pupils were asked to write down five
questions they would like to ask in the interviews and to bring them in the next day.
The lesson ended and the teacher collected the annotated maps which could be used
as a record of the lesson, but which could also revisited by the class at a later date if
required. After the class had left the teacher saved the IWB file.

In the next lesson the teacher asked selected pupils to read out loud the questions
they had written. These were discussed briefly as a whole class and then the teacher
worked with groups of pupils using the pen tool on the IWB to refine their questions
and write a ‘neat copy’ of them to be used later. There was some problems in doing
this because the pupils wrote in very small letters which could not be read by
everybody, and the teacher kept rubbing out more than was intended using the eraser
tool so letters had to be re-written which sometimes made text hard to read.

2.1 Orchestration of blackboard substitute lesson activity

The teacher managed the activity during the lesson through a mixture of planned
actions and dynamic responses to what pupils did. The focus was particularly on the
use of historical sources, with as much as possible found by pupil enquiry rather than
teacher input. In order to convey to pupils what they were expected to achieve,
however, specific objectives were written up for reference. The momentum at the start
of the lesson was adversely affected when material was being distributed, but
authentic, interesting source material was used. It was read out loud, but the fluency
of the reading and the variations in the volume of the pupils’ voices meant it was not
always fluent or audible to pupils who were further away from the reader. It did,
however, provide information about the war in a way that engaged pupils rather than
just telling them what had happened. Pupil input concerning an alternative source of
information from the Internet was acknowledged but not used despite the IWB
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providing access to it. The teacher instead maintained the linear direction of the
lesson plan by using prepared images as an alternative medium for information. The
teacher asked planned questions and wrote up key words. Some were recorded in
response to pupils’ comments, others because the teacher wanted to ensure that the
pupils were familiar with them for future tasks.

Pupils used information in the letter/images, combined with their own and each
others’ existing knowledge of the area, to represent locations on a map which was
provided in order that they should develop skills in map representation and gain
understanding of the extent of the damage to the city. The teacher modelled what
pupils were expected to do, and then supported the task with directed questions and
prompts in response to pupils’ actions in order to ensure that the task was completed.
The pupils’maps and the keywords on the board then formed resources for later work
concerned with the next task.

In order to develop their understanding of its effect on people as well as places, a further
taskwas introduced, in which pupils would combine the knowledge they had gained about
the bombing with the first-hand knowledge of elderly people. They had to plan how to
acquire this information through interviewing. Recognising that pupils’ interviewing skills
would be limited, the teacher planned to respond to pupils’ choice of questions, by means
of a discussion of what sort of questions would be good and then supporting groups of
children dynamically in deciding together which ones they would use.

At this initial stage of use, only limited features of the IWB are used and it takes a
passive role as an object of interaction (Beauchamp and Kennewell 2010). The talk in
the classroom is generally authoritative (Mercer and Littleton 2007), with the teacher
talking or determining the structure of pupil responses to questions or tasks. The
interactivity with ICT, if any, is also authoritative (Beauchamp and Kennewell 2010).

The limited orchestration for learning that takes place is mainly planned in
advance and is not affected by the use of the IWB—the lesson takes the same course
as with a traditional board and visual aids. Table 1 shows the relationship between the
features of the environment and the outcomes observed in a typical lesson.

3 Composite lesson—‘synergistic’ use of IWB

A primary school class (aged 9–10 years) was studying the Second World War. The
teacher introduced a real scenario concerning a local landmark which had been bombed
during the war. The teacher had borrowed the school set of iPads and each child had one
each. The teacher had scanned an image of a letter written at the time by a child who had
lived near enough to see what happened and the pupils opened this on their iPad. Before
the lesson the teacher had retrieved a file from the school network and used the IWB
flipchart software to display a section of the letter where the child described the bombing
itself and the aftermath. In the text of the letter, the teacher had inserted hyperlinks to
images of the landmark before and after the bombing and other links to images of local
landmarks that were mentioned in the letter. The teacher had also inserted a link to a map
of the area, placed on another page of the flipchart. To add further authenticity, the
teacher had recorded another child in the school reading the extract and had linked the
digital recording so that when the text was clicked in the classroom, the extract was read
through the speakers attached to the IWB by a child of the same age as the writer.
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When the reading was finished, one of the children told the teacher that there was a
programme on the BBC iPlayer web site which began with some children in their
house when a bomb was dropped nearby. The teacher minimized the flipchart file on
the IWB and asked the pupil to come and use ‘our board’ to find the programme to
show the rest of the class. The child used the PC and keyboard attached to the board
to open a search engine to find the iPlayer site, but then moved to the board to
navigate around the site and play the start of the programme. After a few minutes the
child stopped the player and returned to their seat. After a brief discussion the teacher
used the IWB to minimize the web site and maximize the original file. The class then
discussed the letter and how it made them feel. As they did so the teacher invited
pupils to come to the board and click on the links to view the images of the landmark.
During this activity the teacher also used another blank page of the flipchart (using a
split screen) for the pupils to write key words and phrases (using the handwriting
recognition tool) they would need for later written work.

The pupils then used the IWB pens to annotate the map showing where the bombs
had been dropped based on the evidence from the letter. When a pupil attempted to mark
a location incorrectly, other pupils guided them with suggestions about how to work out
where the mark should be placed. Throughout this work with the IWB, the teacher
facilitated extended discussion about how this would have affected the area and the
people that lived there. Questions were raised by both pupils and teachers, and the
teacher suggested that pupils should try to interview local people who had experienced
the bombing. These interviews would be videoed and then used as part of a presentation
later in the term. As the lesson came to an end, the teacher set the class some work to do
at home that evening. The class was asked to look at a video of an interview which
another class had done last year that was available on the school web site using their
class log in details. After watching the video (on home PCs, laptops or ipads) pupils
were asked to log on to a password protected ‘post-it’web site the teacher had set up and
leave suggestions for better questions that they would like to ask in their own interview.
(The class had been introduced to the ‘post-it’ site for giving their ideas in a recent
English lesson, so there was no need to tell them how to do it.) The lesson ended and the
teacher saved a version of the IWB file to be used as a record of the lesson, but which
could also revisited by the class at a later date if required. The teacher distributed the list
of keywords electronically to individual pupils.

In the next lesson the teacher opened the post-it site on the IWB to see what
questions the children would like to ask. These were discussed briefly, as a whole
class, in order to stimulate reflection by the pupils on what would make good
interview questions. The teacher then worked with different groups of pupils in turn
working at the IWB to refine their individual questions through group discussion.
Both the teacher and the pupils used a wireless keyboard to edit their work. Using the
undo and redo tool, pupils were able to explore different versions of the questions
before saving the ‘best’ version for the actual interviews.

3.1 Orchestration of synergistic lesson activity

The structure of the lesson was clearly planned in advance, and an array of multime-
dia resources compiled and loaded onto ‘our board’ before the lesson. Furthermore,
the board was used to facilitate rapid selection of particular web locations at any stage

186 Educ Inf Technol (2013) 18:179–191



in the lesson—not in a linear sequence, but chosen by pupils to relate to their existing
knowledge.

Pupil seatwork was based on tablet devices, with which pupils were already
familiar from previous lessons in a variety of subjects. This allowed resources for
pupils to be made available electronically with no loss of momentum in the lesson.
Furthermore, the technology allowed the audio reading of the text to be given
simultaneously with the visual display on the board, thus providing emphasis to the
age of the author as well as aiding pupils with reading difficulties. This ensured that
the reading was fluent (with no hesitation for unknown words) and the speakers
attached to the IWB also ensured it was audible to all pupils wherever they sat in the
classroom. The images could be shown at the time that the corresponding text was
being read; this helped those pupils who were unfamiliar with the landmarks,
although it did not give them the opportunity to find the images for themselves.
The IWB afforded annotation in two ways—overlaying the map with written notes,
and listing key ideas alongside. This list was left on display whilst the image
alongside changed, so that the ideas would accumulate during the lesson, helping
to develop collective knowledge from individual contributions.

When a pupil referred to an interesting video on the Internet, the teacher imme-
diately allowed use of this additional resource to be introduced to the lesson and
asked the pupil to find it and show the class. The role of the Internet as a vast library
allowed a pupil who is familiar with this technology, and how to access it on the IWB,
to take over the orchestration of the environment and influence the course of the
lesson. The teacher also encouraged the children to discuss what they had found out
from it. This was unplanned, but the teacher often encouraged pupils to make
contributions in this way and the pupils were motivated to use their home ICT
resources (and ICT skills and knowledge) to explore sources of information indepen-
dently. The pupils also used the IWB confidently, but, more importantly, the class-
room culture both encouraged and facilitated this, allowing them an influence over
the course of activity at any time.

The use of the IWB for recording locations on the map enabled each image to be
discussed amongst the whole class and related geographically to other locations.
When a pupil made a mistake, they could be helped to correct it by one of the other
pupils without waiting for the teacher to check it, and the whole class could benefit
from the discussion of the reason for the error.

For this lesson, the teacher had another resource available to help introduce the
interviewing task—the video made by last year’s class taught by another teacher—
which he used to set pupils the challenge of improving the questions so that they did not
just copy the ones that they had seen. The other teacher had also felt that the discussion
of pupils’ questions had not been very successful because pupils were unable to see all
the questions suggested, and had also suggested the use of the post-it site.

At the most advanced stage, a range of software and hardware is used with
confidence by both pupils and teachers so that resources are introduced and put away
smoothly and the lesson flows seamlessly. Furthermore, IWB resources are continu-
ally available to teacher and pupils for reference in discussion, and others can be
accessed quickly in response to ideas that emerge. The board takes an active role as a
tool or partner in interaction, the interactivity is synergistic, and talk is generally
contributory (Beauchamp and Kennewell 2010).
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Clearly a greater range and fluency of technical skills is essential to progress to
more effective use of the IWB, but the key to transition is in the idea of orchestration.
The IWB and associated technology transforms the ability of the teacher and pupils to
initiate actions and respond dynamically to outcomes, and to manipulate the affor-
dances and constraints of the environment so as to generate learning. Features of the
IWB such as capacity, range, emphasis, template, provisionality, simultaneity, multi-
modality, library, linkage, and feedback afford organising actions such as selecting,
comparing, retrieving, focusing, transforming, collating, sharing, annotating, revisit-
ing, cumulating, questioning, prompting, and referring (Kennewell and Beauchamp
2007). At this level of use, the affordances of the board do not just support basic
pedagogical actions such as presenting and recording, they support the key process of
orchestration for learning.

Table 2 shows a simplified view of the complex relationships between features and
outcomes in the synergistic category of IWB use.

This lesson illustrates the way that an expert teacher and pupils are able to
orchestrate the IWB environment in order to facilitate effective learning by the pupils.
The IWB functions as a hub, not just for the flow of information between participants
in the lesson (pupils saw the IWB as a means of communicating with the class), but
also for the collective construction of knowledge through whole-class reflection on
individual ideas.

4 Discussion

The structure of the synergistic lesson was clearly planned in advance, although the
flow of activity was more dynamic than the blackboard substitute lesson. An array of
multimedia resources was compiled and loaded onto ‘our board’ before the lesson, so
that resources could be accessed whenever appropriate. Furthermore, the IWB was
used to facilitate smooth and rapid selection of particular web locations at any stage in
the lesson—not in a linear sequence, but chosen by pupils to relate to their existing
knowledge. This would have been much more difficult with a keyboard/mouse
operated by the teacher.

The synergistic lesson demonstrated more pupil influence than the black-
board substitute lesson, even though there was actually more whole class
teaching, and less individual seatwork. We believe that this is due, at least in
part, to the way in which the IWB functions as a hub, not just for the flow of
information between participants in the lesson, but also for the collective
construction of knowledge through whole-class reflection on individual ideas
(see, for example, Mercer et al. 2010). Clearly, the blackboard substitute lesson
could have been carried out with just a computer, projector and screen. Indeed, some
aspects of the synergistic lesson too, could have been achieved in a non-IWB
environment, particularly if a set of tablet devices were available to the class.
However, some of the individual components of the lesson may be difficult to
implement, and orchestration of the whole activity (certainly by pupils) would be
difficult, if not impossible, without the IWB acting as a hub. This is particularly
evident in the use of annotation, the pupil input, the group editing, and in the smooth
flow through several phases of the lesson with no gaps or distractions.
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5 Implications

Inmany nations’ school systems, IWBs have become established as the classroom norm.
Unfortunately, not all teachers are sufficiently skilled orchestrators nor sufficiently
practised with a wide range of ICT tools to take full advantage of the board’s availability,
and the synergistic example described above is not typical of observed practice. This has
implications for initial teacher education, which should aim to develop new teachers’
IWB skills through the development of their skills in orchestration of the features of the
classroom, and not as discrete IWB skills. Similarly, teachers’ professional learning,
which is increasingly supported by mentoring and coaching from colleagues might also
focus on developing skills in orchestration, together with some input concerning board
skills which may need to be provided externally to ensure that a sufficiently range of up-
to-date techniques is available. The key to progression in IWB-based pedagogy is seeing
the board as an aid to orchestration rather than merely a set of tools which substitute or
supplement traditional teaching resources.
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