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ABSTRACT  
The world is becoming increasingly characterised by volatility, uncertainty, complexity 
and ambiguity (VUCA). How education systems, policies and practices respond to the 
challenges facing young people and their communities is of critical importance, 
including questions of pedagogy and curriculum in mainstream and alternative 
education contexts. Knowing how systems and institutions can address the challenges 
of a VUCA world is important in striving for justice in educational contexts. This paper 
draws on a series of reflective dialogues undertaken by members of a newly formed 
pedagogy research group at a regional Australian university in response to a 
provocation regarding the place of pedagogy in an uncertain world. In this paper, we 
provide a range of conceptual and theoretical considerations for pedagogy across 
diverse disciplinary and educational contexts, which arose through the dialogic 
process of the group. These are presented here as prompts towards a series of 
propositions for pedagogical justice in the twenty-first century.
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Introduction: education in uncertain times

Young people who inhabit mainstream classrooms and other diverse forms of alternative education spaces 
across the world face a future of profound complexity and challenge. They are growing up in a world that is 
becoming increasingly marked by volatility, uncertainty, complexity and ambiguity (VUCA), with the effects 
on education only beginning to be understood (e.g. Shields, 2013; Stein, 2021). For example, rapidly increas
ing social and economic inequality (Dorling, 2019), climate change (Meijers, 2023) and interconnecting 
global crises (Riddle, 2022) have profound effects on the ways in which schools approach curriculum and 
pedagogy, which vary significantly across different communities and education contexts. In this paper, 
we argue that a commitment to pedagogical justice in response to a VUCA world must be shared by all edu
cators, regardless of their disciplinary expertise, education context and communities they serve.

As Shields (2013) argued, ‘in a VUCA world, there are no prescriptions and no right answers (good for all times 
and places) – simply an engaged messiness, a determination to solve dilemmas’ (p. 10). Similarly, in their report for 
UNESCO on the role of education for managing uncertainty and ambiguity, Haste and Chopra (2020) described 
three major levers of societal change: increasing human displacement and migration due to political, economic 
and environmental instability; rapid and disruptive changes to communication and other technologies; and wide
spread effects of ‘rupturing’ events, which can be unexpected and often catastrophic. We agree that, in response 
to the complexities and challenges of a VUCA world, ‘education can make the difference as to whether people 
embrace the challenges they are confronted with or whether they are defeated by them’ (OECD, 2018, p. 3).

In relation to education, it is critical that children and young people are taught how to navigate a VUCA 
world. Multiple reasons are offered for this in the literature, including to improve tolerance and acceptance 
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of others (Grace, Mejia, Inhofe Rapert, & Thyroff, 2021), to be discerning about the types of information that 
are available specifically through ‘fake news’ on social media (Housand, 2021), and to ensure the mental 
health and wellbeing of young people is protected and addressed when in need (Bartlett, Griffin, & 
Thomson, 2020). As such, we were interested in exploring pedagogical philosophies and approaches that 
might expand this type of support for students during unsettling times, with a view to the ethics of peda
gogy being an act of social justice.

This paper presents some propositions for pedagogical justice, which emerged from a collective dialogue 
regarding the ways in which pedagogy might engage with the challenges of a VUCA world by addressing 
social justice issues of redistribution, recognition and representation (Fraser, 1997, 2009) in diverse edu
cational contexts. We contend that pedagogy needs to be at the centre of education policymaking and prac
tice, with a commitment to relational and deeply contextualised knowledge-making that considers the 
intersections of places, cultures and communities. In doing so, we suggest that pedagogy can play an impor
tant role in responding to a VUCA world by taking a stand against injustice, by forming stronger bonds of 
solidarity through collaborating and co-constructing knowledge with students, and by committing to 
more sustainable and inclusive communities.

Engaging in a collective, reflective dialogue

Towards the end of 2023, a series of reflective dialogues were undertaken by members of a newly formed 
research group at a regional university in Queensland, Australia. Our group included education researchers 
who were interested in exploring learning innovation and excellence with a focus on pedagogy. However, 
we were immediately struck by the diversity of our disciplinary, methodological and theoretical approaches 
and experiences, which included curriculum experts in mathematics, the sciences, languages and huma
nities, as well as expertise across quantitative and qualitative methods, aesthetics and philosophy. As 
such, we were mindful to ensure that the dialogues were inclusive of disciplinary differences and perspec
tives, with an emphasis on how our individual and collective endeavours related to the place of pedagogy in 
an uncertain world.

The reflective dialogues were conducted using a process of ‘collective reflection’ (Muth, Frumento, & Reid, 
2019), which involved interactions between members of the group that emphasised the social nature of 
meaning construction, while maintaining conditions of interactions that ‘sustained awareness of common 
purposes as well as respect for the integrity of differences’ (DeLawter & Sosin, 2000, p. 1). In this instance, 
the group brought together early career and mid-career researchers alongside professors with extensive 
research experience to explore the concept of pedagogy within their diverse paradigms. This collaborative 
approach leveraged each group member’s strengths, which led to rich debates about knowledge, pedago
gical practices and issues of social justice in education.

The collective reflection process began with each member individually reading and thinking about the 
key concepts of ‘pedagogy’ and ‘uncertainty’ within educational contexts. This individual reflection 
enabled each author to consolidate ideas and understandings so that individual perceptions could be 
brought to the collective (Beliveau & Corriveau, 2021). Each member then brought together key papers, 
quotes, and ideas to support the conceptual framing of the concepts of pedagogy and uncertainty. 
Through a series of online meetings over four months, the group engaged in deep, reflective dialogues 
about pedagogical concepts and issues of social justice. This allowed for time and opportunity for a 
deeper collective understanding of perspectives to coalesce around the focus concepts (Nissilä, 2005).

Research group members had the opportunity to participate in discussions during online meetings or 
share their thoughts individually at any stage. This approach ensured that both synchronous and asynchro
nous contributions were valued, which fostered an inclusive environment where everyone’s input was con
sidered. Dialogues were structured around key themes and questions that emerged from initial discussions 
exploring the concept of pedagogy in an uncertain world. These dialogues were intended to negotiate the 
meanings of key concepts and concerns regarding pedagogy, which is key in collective reflection (DeLawter 
& Sosin, 2000).

The lead author facilitated these sessions, assembling notes, quotes, and drafts of ideas of each reflective 
dialogue into an initial draft of the paper, collating the group’s collective thinking. The writing process was 
iterative and collaborative, in which each member contributed from their disciplinary expertise and 
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experiences. The group reviewed and revised each other’s work, providing constructive feedback and inte
grating diverse perspectives. This process enriched the paper’s content and strengthened our collective 
understanding of pedagogical justice and, importantly, each other’s research strengths. Our collaboration 
was characterised by a strong sense of mutual respect and a commitment to create a cohesive piece of scho
larship (DeLawter & Sosin, 2000). The focus of this paper was developed from our collective reflections 
regarding the place of pedagogy in an uncertain world.

This paper draws together the conceptual mapping undertaken as part of the collective reflection process. 
It presents them as a series of propositions for pedagogical justice in response to a VUCA world, which has 
salience for educational researchers working across diverse contexts. We contend that pedagogical justice 
involves an ethical orientation towards the ‘why’ of teaching (p.6) and learning, which is imperative in 
our contemporary times. In this paper, we do not seek to provide a definitive overview of pedagogical the
ories and approaches but rather to present our collective expression of the place of pedagogy within an 
uncertain world in which students and educators face a future of complexity, change and enormous chal
lenge. We acknowledge that in the process of developing a common ground with respect to pedagogical 
justice, we have necessarily left aside much of the complexity and contestation within curriculum and peda
gogy inquiry. However, we contend that the process of engaging in a reflective, collective dialogue has 
enabled us as individuals, and as a group, to highlight some possibilities for building a shared ethical 
vision and commitment to pedagogical justice. We suggest that such dialogic encounters can help educators 
to push back against systemic constraints in ways that strengthen bonds of solidarity and open up new pos
sibilities for thinking about pedagogy in a VUCA world.

Why pedagogy?

We are aware that ‘pedagogy is often used as a synonym for teaching, thus reducing its saliency’ (Loughran, 
2013, p. 121), which can become problematic if pedagogy is simply reduced to technicist forms of curriculum 
delivery and classroom management (Lusted, 1986). Similarly, the proliferation of the use of the term ‘peda
gogy’ creates confusion from the diversity of different approaches, which Thiessen et al. (2013) have 
described via the following extensive list of pedagogies: 

Some pedagogies seem related to, or derived from, critical pedagogy (defined by an adjective that precedes the 
term, for example, unruly pedagogy, resistant pedagogy, revolutionizing pedagogy, radical pedagogy, enraged 
pedagogy, plantation pedagogy, transgressive pedagogy, disrupting pedagogy, social justice pedagogy, hip 
hop pedagogy, etc.). Some are connected to particular processes or qualities (e.g. sentepensate pedagogy, 
relationship-based pedagogy, flexible pedagogy, humanizing pedagogy, transformative pedagogy, reflective 
pedagogy, playful pedagogy, dialogic pedagogy) or to causes and concerns (expressed in terms of the pedagogy 
of ‘X,’ for example, pedagogy of hope, pedagogy of emancipation, pedagogy of freedom, pedagogy of confidence, 
pedagogy of possibility, pedagogy of creativity, pedagogy of deveiling, pedagogy of indignation). Still others are 
associated with particular groups in society (e.g. Maori pedagogy, Red pedagogy, Christian pedagogy, Islamic 
pedagogy, pedagogy of the poor). And others sometimes use the terms teaching and instruction as a synonym 
for pedagogy often within the same article, chapter, or book (e.g. classroom pedagogy, music pedagogy, bilingual 
pedagogy, informal pedagogy, experiential pedagogy, student-centred pedagogy, design pedagogy). (pp. 2–3)

One thing is clear: ‘there is no general pedagogy: only pedagogies, like horses, for courses’ (Hall, 1983, p. 6). 
Additionally, it is evident that ‘it is through pedagogies that education gets done’ (Lingard, 2007, p. 247), so 
careful attention must be given to the place of pedagogy in how education might meaningfully respond to 
an increasingly complex world in ways that promote sustainability, inclusivity and engaged participation by 
all. We consider Hattam and Zipin’s (2009) provocation that ‘as discursive interventions in contemporary 
educational politics, new movements in pedagogical thinking foreground “why” questions, linking class
room practice explicitly to debates about ethical purposes’ (p. 298). Through our collaborative reflection, 
we have attempted to focus on the ethics of pedagogical practice, with an emphasis on ‘why’ rather than 
‘what’ and ‘how’ pedagogy is done.

However, in recent decades, there has been a shift away from focusing on what we might call ‘effective’ 
pedagogy, towards an emphasis on achievement and performance metrics that take a narrowly conceived 
and understood range of parameters for making judgements about education systems, education sites such 
as schools, universities and early childhood centres, as well as the work of teachers and students (e.g. Biesta, 
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2015; Daliri-Ngametua, Hardy, & Creagh, 2022; Salton, Riddle, & Baguley, 2022). Worse, such transactional 
approaches make judgements about children’s and young people’s academic abilities through extremely 
narrow lenses.

Further, the neoliberal education policy landscape has washed out the possibility for innovative pedago
gical practice, and instead moved education towards tightly scripted and controlled versions of what are 
officially mandated and permissible teaching and learning experiences, such as Direct and Explicit Instruc
tion (e.g. Hickey et al., 2022; Rizvi & Lingard, 2010; Savage & O’Connor, 2015). Drawing on Anyon’s work 
on social reproduction through pedagogy and curriculum, Luke (2010) argued that such scripted and stan
dardised pedagogies only offer marginalised and disenfranchised young people ‘basic skills, rule recognition 
and compliance’ (p. 180).

As a result of decades of neoliberal education policy reform failure (Ball, 2016; Connell, 2013; Reid, 2019), 
education systems have become increasingly unfit for the purpose of preparing young people to work in 
collaborative, inclusive and sustainable ways to meet the challenges of a VUCA world. Comber and 
Kamler (2004) have argued that educators need to ‘engineer pedagogic redesigns that [make] a difference’ 
(p. 307) for all young people, but especially those who are most marginalised and disenfranchised by con
temporary education policy and practice.

We argue that the time has come for pedagogy to be placed at the centre of the educational experience, 
with close attention given to its philosophical, ethical and pragmatic conditions. Asking questions about the 
‘how’ and ‘why’ of knowledge production and transmission is at the heart of pedagogical theory, to under
stand that ‘how one teaches … becomes inseparable from what is being taught and, crucially, how one 
learns’ (Lusted, 1986, p. 3). Therefore, paying attention to questions of pedagogical justice is an important 
consideration in the ethical and moral practices of education in a VUCA world. Indeed, we argue that it is 
essential that young people who are in early childhood education settings, schools, universities and other 
sites of further education, are enabled to build the collective, collaborative skills of problem-solving and criti
cal and creative thinking necessary to address the challenges facing them now and in the future.

We agree with Loughran (2013), who argued that pedagogy is problematic because it must be dynamic 
and responsive to context, in which teaching is ‘not bound by a script or routines, but depends on a teacher 
making informed decisions about practice’ (p. 120). However, the tightly controlled regimes of educational 
policymaking and practice currently experienced in many systems around the world seek to close down, 
rather than open up, possibilities for dynamic and responsive forms of pedagogy (Connell, 2009; Liasidou 
& Symeou, 2018). Instead, tightly controlled approaches to assessment and curriculum foreclose pedagogical 
innovation through an emphasis on narrow understandings of evidence-based approaches to teaching and 
learning, which are subject to ongoing processes of datafication, metrification and surveillance of teachers 
and their work (Ball & Olmedo, 2013; Comber & Nixon, 2009; Daliri-Ngametua & Hardy, 2022; Mockler, 2014; 
Sefton-Green & Pangrazio, 2022). In response, we argue for more socially just pedagogies (Lingard, 2005), 
which require ‘a political orientation towards the good life. … To characterise pedagogy as relating 
merely to ways or methods of instruction is, therefore, reductionist. It misses the point that [pedagogy is] 
defined in terms of social values’ (Hamilton, 2009, p. 14).

Further, we are mindful of the ways in which pedagogy is underpinned by knowledge and values systems, 
which means that pedagogy can never be neutral. We contend that in a VUCA world, it is essential for edu
cators, educational leaders and policymakers to reconcile the tensions of contemporary educational policies 
and practices by critically examining core values and practices (Sarid & Levanon, 2023). The reconciliation of 
the core values in contemporary educational policies and their enacted practices requires understanding the 
ethical assumptions that guide education systems (e.g. Forster, 2012).

Critiquing the pedagogical literature, Lingard (2007) argued that ‘educational research and educational 
theory on pedagogies can be seen to sit within either an abstract political and theoretical frame or within 
an empiricist reductive frame’ (p. 251). This is where the concern regarding pedagogies of …  in Thiessen 
et al.’s (2013) list above seems particularly salient in highlighting the purposes and social values that under
pin diverse pedagogical approaches.

We contend that educators need to assemble new conceptual and analytical perspectives on pedagogy 
that include the ‘kind of theory-busting paradigm-building necessary for sustained and principled edu
cational change’ (Comber & Kamler, 2004, p. 308). Our proposition is that a commitment to the ethical prac
tice of pedagogical justice as an underpinning ontological premise – regardless of which flavour of 
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pedagogy is practised – is key to positioning pedagogy as an active, ethical stance within a VUCA world. It is 
imperative that pedagogy is recentred in education as a practice of intergenerational and intragenerational 
justice (Meijers, 2023). This requires an ethical understanding of pedagogy as being critically futures-oriented 
(Beauchamp, Adams, & Smith, 2022; Giroux, 2011), which is to say that pedagogical justice requires an ethical 
and ontological commitment to the futures of young people in classrooms and other spaces of education. To 
do so is to use hope (Freire, 1994) for the possibility of more inclusive, sustainable and democratic futures as 
an ontological anchor for activations of pedagogy, wherever it may occur.

We are aware that pedagogical justice has often been referred to in the literature, although the concept is 
not clearly defined (e.g. Hernandez, Sabati, & Chang, 2023). Indeed, as Wessels, Bakker, Wals, and Lengkeek 
(2024) argued, pedagogical justice is a ‘wicked’ term, which represents multiple perspectives, each casting 
different visions of desirable futures. For example, Zwiers (2024) defined pedagogical justice as ‘using our 
energies, resources, and time to their fullest in pursuit of helping all students reach their many potentials’ 
(p. 8). We contend that this definition falls somewhat short, in that pedagogical justice should embody a 
philosophy of education that goes beyond preparing learners for participation in an economic society 
encompassing ideas of social reconstruction. Underpinned by the work of early critical pedagogues such 
as Freire (1970), Rawls (1971), Giroux and McLaren (1989), Darder (1991), and hooks (1994), we define the 
concept of pedagogical justice as the practice of creating equitable, inclusive, and contextually responsive edu
cational experiences that address the diverse needs, backgrounds, and perspectives of all students. Pedagogical 
justice requires an ethical orientation towards the ‘why’ of teaching and learning, emphasising the impor
tance of relational, reflexive, and dialogical practices. Additionally, pedagogical justice seeks to empower stu
dents to navigate the complexities of a VUCA world by fostering critical, creative, and collaborative modes of 
pedagogy, and aims to promote sustainability, inclusivity, and social responsibility, ensuring that education 
contributes to a more just and liveable world.

Conceptual perspectives on pedagogy

In our series of reflective dialogues, we traversed a wide range of different pedagogies of … , which derived 
from the multiple disciplinary and paradigmatic perspectives brought to bear by members of the group. 
While this was engaging and productive in terms of better understanding the diverse disciplinary knowl
edges and approaches brought by each member to pedagogical concepts, what we were more interested 
in was moving from practical sets of teaching strategies and techniques to deeper conceptual, ethical and 
epistemological underpinnings of pedagogy, with a view to understanding the role of pedagogical justice in 
a VUCA world.

This section outlines an attempt to draw our diverse perspectives on pedagogy together into a collective 
conceptualisation, building from and extending Bernstein’s (1990, 1996) pedagogic device, which provides a 
set of principles for how knowledge is produced as pedagogic communication in educational contexts, 
through distribution, recontextualisation and evaluation. These interrelated elements work to regulate 
power relations through the distribution of knowledge, by recontextualising its discourses for pedagogic 
purposes (e.g. taking nuclear physics into high school classrooms) and the judgements made regarding 
the pedagogical value of particular forms of knowledge (e.g. debates regarding the study of canonical litera
ture and/or contemporary literary and everyday texts). What follows is a summary of our conceptual perspec
tives on pedagogy and its place in education during uncertain times.

Burke, Fanshawe, and Tualaulelei (2022) have argued that what appears to matter most to students are 
pedagogical aspects that cannot be measured through visible means, which deeply relate to the exercising 
of pedagogical care. Such an approach ensures that students’ sensibilities and emotive needs are met 
through responsive and relational means. There is a strong ethic of care (e.g. Held, 2006; Noddings, 2013) 
at work in relational approaches to pedagogy, which centre the educational relation as an ethical and onto
logical commitment to rich, meaningful learning (e.g. Hickey & Riddle, 2024; Riddle & Hickey, 2025). This can 
also be experienced through the aesthetics of the pedagogical encounter in arts practices and education 
settings that have a focus on beauty (e.g. Barton & Burke, 2024).

Ryan and Ferreira (2024) have argued for critical and transformative pedagogies that support active 
agency and engaged participation in environmental and sustainability problems, including place-based 
learning, whole-eco-school approaches, linking–thinking (systems) and inquiry learning. There is a need 
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to move towards more integrated and transdisciplinary knowledges because sustainability problems are 
often cross-cutting issues, which require understanding across a range of disciplines to address the complex
ity of inactions and relationships across a whole system. As such, collaborative problem-based learning is an 
example of a key pedagogical strategy used in critical and transformative pedagogies of sustainability.

However, we contend that simply increasing students’ knowledge about pressing environmental issues is 
insufficient. Instead, young people need to be empowered to engage in collaborative action and activism in 
building collective hope. Such critical approaches to pedagogical sustainability are often enacted through a 
variety of strategies and approaches such as role-play, simulation/gamification, experiential learning, futures 
thinking and controversial issue analysis. The salience of place-based approaches is particularly felt in the 
‘placeless’ space of online learning, where there are substantial challenges to engaging students in experi
ential, visceral and personally relevant learning (Maxwell, Burke, & Salton, 2024).

Added to these critical–cultural approaches are place-based pedagogies, which are ‘needed so that the 
education of citizens might have some direct bearing on the well-being of the social and ecological 
places people actually inhabit’ (Gruenwald, 2003, p. 3). Further, Nicholls, Hall, and Forgasz (2018) described 
the possibilities of framing pedagogy and acts of pedagogy within informal education contexts such as arts 
events. Not only does such a perspective encompass and acknowledge the diversity of ways in which efforts 
to mediate experience and learning occur, but also asserts that there is an essential quality of relationality 
inherent in pedagogy and pedagogical acts. Nicholls et al. (2018) demonstrated this by adapting the work of 
Small (1998) on the verb musicking to understand the multiplicity of ways in which pedagogy can be rela
tionally infused, culturally responsive and inclusive for all people involved in the pedagogical encounter as 
active agents, through both educating and learning.

Discipline-specific pedagogical research has included analysis of the differences between pedagogies 
described in syllabus documents and those employed by teachers in physical education (SueSee, 
Edwards, Pill, & Cuddihy, 2019), as well as the pedagogical content knowledge required to teach mathemat
ics (Getenet & Callingham, 2021). Regardless of the disciplinary context, it is important that pedagogical prac
tices support the development of students’ capabilities for self-regulated learning, through which students 
actively participate in their education and can adapt and transfer their self-regulatory capacities to different 
contexts outside of schools (Peel, 2020). In addition to deeply contextualised and connected classroom- 
based approaches, school-wide pedagogical practices need to be inclusive and culturally relevant to the 
context of schools within broader communities (Abawi, Carter, Andrews, & Conway, 2018).

Culturally relevant (Ladson-Billings, 1995), culturally responsive (Pirbhai-Illich, Pete, & Martin, 2017; 
Rigney, 2023), culturally nourishing (Lowe, Skrebneva, Burgess, Harrison, & Vass, 2021) and culturally sustain
ing (Paris & Alim, 2017) approaches to pedagogy work towards forms of epistemic justice through the 
inclusion of cultural knowledges, histories and voices of marginalised peoples. They also deliberately seek 
to destabilise and make visible cultural violences, including racism, colonialism, economic and educational 
inequality, and social injustice (Vass & Hogarth, 2024).

Additionally, it is important to consider how educators can address the obstinacy of the white patriarchal 
norms (Mackinlay, 2016) and gendered biases (Mwakabenga & Komba, 2021) that pervade schools, as well as 
the internalised forms of racism and sexism that often function in insidious ways (Saunders & Wong, 2020). 
There is a clear need to negotiate the pedagogical complexities of successfully teaching students the moral 
obligation to bother by being bothered (Ahmed, 2014) when it comes to issues like racism and sexism.

Given that ‘schools and classrooms, as microcosms of society and as primary sites of knowledge construc
tion and production, are key determinants of how we think, feel and talk about race’ (Rudnick, 2019, p. 217) 
and gender (Keddie, 2021), there needs to be opportunities to intellectually and affectively speak back to 
dominant deficit narratives and to pedagogically address the ethical imperative of unravelling these 
‘hidden and problematic politics’ (Adams, 2008, p. 179) in ways that serve a larger social justice agenda 
(Ellis, 2009). For example, Teo (2024) deployed an ‘ethic of incommensurability’ to provide a critical pedago
gical autoethnographic account that speaks back to racism, while also acknowledging that each classroom is 
different, and that the corresponding strategies used must be changed and reconceptualised for each new 
pedagogical encounter (hooks, 1994). In other words, it functions as less of a ‘class plan for duplication … [as 
opposed to] a path to praxis’ (Hinchey, 2008, p. 20).

While each of the conceptual perspectives on pedagogy described above have unique aspects, there are 
commonalities across the range of perspectives, which include an emphasis on the ethical dimensions of 

6 S. RIDDLE ET AL.



pedagogy as a relational, reflexive and dialogical practice undertaken within educational contexts in service 
of connecting knowledge-making practices across communities. Similarly, there is a commitment to advo
cating for change against systemic injustices and for considering the holistic nature of education as a 
social practice, in which pedagogy plays a central role.

Here, we are careful to ensure that we situate knowing as tenuous (Pillow, 2003), through which peda
gogy engages ‘examples that may not always be successful, examples that do not seek a comfortable, trans
cendent end-point but leave us in the uncomfortable realities of doing’ the work (Pillow, 2003, p. 193). Put 
differently, reflecting on the conceptual apparatuses of pedagogical practice must be an ongoing project, 
which does not seek to fold nor ‘take refuge in the futility of self-critique [but rather is] as aware as possible 
of its inevitable shortcomings [to] learn from ruptures, failures, breaks, and refusals’ (Lather, 1998, p. 495). 
Included in these possibilities of pedagogical practice are spaces for educators to be passionate about 
the particular ‘how’ and ‘what’ of their disciplinary pedagogical knowledge and to be committed to the 
diverse approaches to caring for students and themselves in a pedagogy of care (Noddings, 2003, 2013).

Following our collective, reflective dialogues, we are left with some further prompts for reflection, includ
ing consideration of the intersections and lines of flight made available through different conceptual 
approaches to pedagogy. It becomes an open question regarding not only ‘how’ pedagogy gets done, 
but also ‘why’ these diverse ontological and epistemological perspectives offer important insights into 
the potential of opening up possibilities for rich pedagogical practices in response to a VUCA world, 
which involve deep engagement in critical reflection, creativity, collaboration, communication and com
passion (e.g. Anderson et al., 2022; Jeferson & Anderson, 2017).

We are convinced that pedagogy needs to remain unfixed and always tenuous, fluid and shifting depen
dent on social, political and technological contexts. Implications for pedagogical practice include the impera
tive of guiding and developing a strong moral compass within educators. Not so that they always know 
‘what to do/teach’, but so that they are ever critical of ‘why’ they teach in the ways they do within the 
context of a VUCA world. However, we are also aware that focusing on pedagogy and curriculum are not 
enough to address the complex issues facing communities, but we are convinced that opening the discus
sion to more relational ways of knowing and engaging in education is a potentially productive response. It is 
here that we turn to the consideration of what pedagogical justice might mean in an increasingly challen
ging social, economic, political and ecological context.

Towards pedagogical justice in a VUCA world

Stein (2021) argued that within the contemporary VUCA context, there is a need to change how we think 
about education, given that ‘desires for certainty, security, continuity and pleasure within our existing 
system are not only untenable but also harmful, because they have always come at a significant cost to mar
ginalised communities and to other-than-human beings’ (p. 493). Importantly, the challenges of our time 
require that pedagogy moves from hegemonic modes of transmission, reproduction and the control of 
knowledge-making practices through curriculum (e.g. Apple, 2004; Gough, 2021–23; Riddle, Mills, & McGre
gor, 2023), towards much more critical, creative and collaborative modes of pedagogy, which are deeply 
connected to the political, social and ethical lives of young people within schools and their broader commu
nities. Such a move is intimately bound up with Bernstein’s (1975) argument that the selection, classification, 
distribution and transmission of knowledge through curriculum and pedagogy ‘reflects both the distribution 
of power and principles of social control’ (p. 77).

While there are many different pedagogical approaches, which vary depending upon educational con
texts, designs and outcomes, we suggest that there is an underlying sense of justice that needs to permeate 
through pedagogy, regardless of the specific strategies and tactics deployed by educators in classrooms and 
other formal and informal sites of education. Here, we take up Fraser’s (1997, 2009) tripartite formulation of 
justice as being about redistribution, recognition and representation, and from this we argue that pedago
gical justice requires that pedagogical approaches engage meaningfully and honestly with the socio- 
material realities of students’ lives, drawing upon communities and contexts to enrich the educational land
scape. The alternative is to allow the current neoliberal logics of education to continue to dominate, whereby 
a paint-by-numbers pedagogy is entrenched in policy and practice, thus removing the capacity for pedago
gical justice in all its diverse manifestations to take shape.
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Further, drawing on Rancière (1991), Säfström (2021) made the case for a pedagogy of equality, which is 
focused on radical pedagogical change to evoke ‘the possibility of education beyond instrumentalist edu
cation and the distributive paradigm which reproduces privilege for an already advantaged few’ (p. x). A 
rich, meaningful and connected education must be available to all as a first commitment to pedagogical 
justice. The complexities of the twenty-first century demand a radical rethinking of how we conceptualise 
the act of teaching and learning, indeed the very idea of education itself (OECD, 2018; Scott, 2015).

Fazey et al. (2020) have argued that our current knowledge systems have failed (and will continue to fail) 
humanity, when what is required are rapid and deep societal changes to avoid catastrophic outcomes due to 
climate crisis and ecological collapse. We contend that pedagogical justice in a VUCA world requires a keen
ness to embrace new knowledge-making practices, drawing from decolonialist ontologies, epistemological 
plurality (Ryan & Ferreira, 2019) and deeply contextualised, place-based engagements with the more-than- 
human world (Gough, 2021–23) in ways that respect and acknowledge the importance of all life on the 
planet. Similarly, pedagogical justice includes the disruption of sameness of schooling curriculum and 
official forms of knowledge (Apple, 2014), as well as unsettling the taken-for-granted assumptions about 
the power structures of society, including economics, politics and social institutions, such as schools, univer
sities and other sites of education. Similarly, pedagogical justice relies on disrupting the Western logics of 
rationalism and positivism, which relies on dualistic, objective, reductionist, linear, discrete and deterministic 
logics.

Further, a commitment to pedagogical justice in a VUCA world requires that educators, educational 
leaders and policymakers attend to the tensions of contemporary educational policies and practices in 
terms of reconciling core values and practices through critical reflection and dialogue (Sarid & Levanon, 
2023). Through the navigations of these spaces and values lies the essence of ethical pedagogical encounter. 
In committing to pedagogical justice, the questions regarding what makes for appropriate pedagogical 
redistribution, recognition and representation become part of the ongoing activist professionalism of tea
chers and other educators (Groundwater-Smith & Sachs, 2002).

While we do not suggest that we have the answer to what pedagogical justice should and could look like 
in all educational contexts for all people at all times, we do contend that pedagogical justice requires, at a 
minimum, the following set of commitments by educators, educational leaders, policymakers and systems: 

1. Placing pedagogy at the very centre of educational policy and practice in ways that enable educators to 
be brave and prepared to face complexity and challenge.

2. Making a stand against injustice and seeking to increase space for justice within educational contexts.
3. Committing to relational forms of pedagogy, which are deeply contextualised and connected to the lives 

of students and educators.
4. Paying close attention to the intersections of place, culture and community in the knowledge-making 

practices of education contexts.
5. Understanding the ways in which official and hidden curriculum systems, institutional structures and dis

cursive practices play out within education sites, including how they extend out into communities.
6. Recognising that deep societal inequalities exist, which are beyond the remit of education to address, yet 

need to be acknowledged and called out in terms of the effects (and affects) of injustice on education.
7. Supporting teachers’ professional judgements, passions and pedagogical choices within the diverse edu

cational contexts in which they work.
8. Understanding the deeply contextualised knowledge-making practices of disciplinary approaches to 

pedagogy.
9. Collaborating and co-constructing knowledge together with students that considers the implications for 

living in a more sustainable and connected way with their communities in a VUCA world.

In this paper, we have presented a series of propositions for pedagogical justice, which were drawn 
from a series of reflective dialogues undertaken by a newly formed pedagogy research group at a regional 
university in Queensland, Australia. We do not suggest that these provide a complete and stable frame
work for thinking about the place of pedagogy in a VUCA world, but rather act as a set of conversation 
starters for others to consider in the context of urgent and radical change required to human societal 
systems, including mainstream and alternative education in early childhood settings, schools, universities 
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and other sites of further education. There is a need for pedagogical bravery and for resisting the current 
status quo in education policy and practice. We contend that it is through a commitment to pedagogical 
justice that educators working in mainstream, alternative and informal education contexts can make the 
most powerful contribution to helping children and young people to become critical, creative agents of 
democratic change.

We have attempted here to draw together a diverse range of perspectives on pedagogy, without simply 
adding to the extensive list of pedagogies of …  and hope that this paper helps other educators, researchers, 
leaders and policymakers consider the importance of centring pedagogy within education policy and prac
tice as a response to an increasingly unliveable world due to human activities that have caused enormous 
harm to ecological and social systems. While we certainly do not suggest that pedagogical justice can miti
gate the worst effects of human excess, we do argue that education needs to do something about making 
the world more liveable, and that our work in schools and other education contexts points towards possi
bilities of an education that is more affirming, inclusive and sustainable for all.

Disclosure statement

No potential conflict of interest was reported by the author(s).

ORCID

Stewart Riddle http://orcid.org/0000-0003-1653-1300
Georgina Barton http://orcid.org/0000-0003-2703-238X
Katie Burke http://orcid.org/0000-0003-1086-8981
Susan Carter http://orcid.org/0000-0002-9266-4300
Vicki Christopher http://orcid.org/0000-0002-8402-3714
Seyum Getenet http://orcid.org/0000-0001-8338-4326
Nathan Lowien http://orcid.org/0000-0001-8907-2198
Claire D. Nicholls http://orcid.org/0000-0002-5183-0149
Karen Peel http://orcid.org/0000-0003-1626-9525
Lisa Ryan http://orcid.org/0000-0003-0688-0945
Yvonne Salton http://orcid.org/0000-0001-7181-2936
Brendan SueSee http://orcid.org/0000-0002-2829-2645
Aaron Teo http://orcid.org/0000-0002-8902-5663

References

Abawi, L., Carter, S., Andrews, D., & Conway, J. (2018). Inclusive schoolwide pedagogical principles: Cultural indicators in 
action. In O. Bernad-Cavero, & N. Llevot-Calvet (Eds.), New pedagogical challenges in the 21st century: Contributions of 
research in education (pp. 33–56). London: Intech Open.

Adams, T. E. (2008). A review of narrative ethics. Qualitative Inquiry, 14(2), 175–194. doi:10.1177/1077800407304417
Ahmed, S. (2014). Willful subjects. Durham, NC: Duke University Press.
Anderson, R. C., Katz-Buonincontro, J., Bousselot, T., Mattson, D., Beard, N., Land, J., & Livie, M. (2022). How am I a creative 

teacher? Beliefs, values, and affect for integrating creativity in the classroom. Teaching and Teacher Education, 110, 
103583. doi:10.1016/j.tate.2021.103583

Apple, M. W. (2004). Ideology and curriculum (3rd ed.). New York, NY: RoutledgeFalmer.
Apple, M. W. (2014). Official knowledge: Democratic education in a conservative age (3rd ed.). New York, NY: Routledge.
Ball, S. J. (2016). Subjectivity as a site of struggle: Refusing neoliberalism? British Journal of Sociology of Education, 37(8), 

1129–1146. doi:10.1080/01425692.2015.1044072
Ball, S. J., & Olmedo, A. (2013). Care of the self, resistance and subjectivity under neoliberal governmentalities. Critical 

Studies in Education, 54(1), 85–96. doi:10.1080/17508487.2013.740678
Bartlett, J. D., Griffin, J., & Thomson, D. (2020). Resources for supporting children’s emotional well-being during the 

COVID-19 pandemic. Child Trends, 12(1). Retrieved from https://childtrends.org/publications/resources-for- 
supporting-childrens-emotional-well-being-during-the-covid-19-pandemic

Barton, G., & Burke, K. (2024). Aesthetic positive pedagogy: Aspiring to empowerment in the classroom and beyond. Cham: 
Palgrave Macmillan.

Beauchamp, G., Adams, D., & Smith, K. (2022). Pedagogies for the future: A critical reimagining of education. Abingdon: 
Routledge.

DISCOURSE: STUDIES IN THE CULTURAL POLITICS OF EDUCATION 9

http://orcid.org/0000-0003-1653-1300
http://orcid.org/0000-0003-2703-238X
http://orcid.org/0000-0003-1086-8981
http://orcid.org/0000-0002-9266-4300
http://orcid.org/0000-0002-8402-3714
http://orcid.org/0000-0001-8338-4326
http://orcid.org/0000-0001-8907-2198
http://orcid.org/0000-0002-5183-0149
http://orcid.org/0000-0003-1626-9525
http://orcid.org/0000-0003-0688-0945
http://orcid.org/0000-0001-7181-2936
http://orcid.org/0000-0002-2829-2645
http://orcid.org/0000-0002-8902-5663
https://doi.org/10.1177/1077800407304417
https://doi.org/10.1016/j.tate.2021.103583
https://doi.org/10.1080/01425692.2015.1044072
https://doi.org/10.1080/17508487.2013.740678
https://childtrends.org/publications/resources-for-supporting-childrens-emotional-well-being-during-the-covid-19-pandemic
https://childtrends.org/publications/resources-for-supporting-childrens-emotional-well-being-during-the-covid-19-pandemic


Beliveau, J., & Corriveau, A. (2021). Using learning history methodology to stimulate collective reflection among top manage
ment teams. European Conference on Research Methodology for Business and Management Studies. doi:10.34190/ 
ERM.21.056

Bernstein, B. (1975). Class, codes and control volume III: Towards a theory of educational transmission. London: Routledge.
Bernstein, B. (1990). The structuring of pedagogic discourse. London: Routledge.
Bernstein, B. (1996). Pedagogy, symbolic control, and identity: Theory, research, critique. London: Taylor & Francis.
Biesta, G. (2015). What is education for? On good education, teacher judgement and educational professionalism. 

European Journal of Education, 50(1), 75–87. doi:10.1111/ejed.12109
Burke, K., Fanshawe, M., & Tualaulelei, E. (2022). We can’t always measure what matters: Revealing opportunities to 

enhance online student engagement through pedagogical care. Journal of Further and Higher Education, 46(3), 
287–300. doi:10.1080/0309877X.2021.1909712

Comber, B., & Kamler, B. (2004). Getting out of deficit: Pedagogies of reconnection. Teaching Education, 15(3), 293–310. 
doi:10.1080/1047621042000257225

Comber, B., & Nixon, H. (2009). Teachers’ work and pedagogy in an era of accountability. Discourse: Studies in the Cultural 
Politics of Education, 30(3), 333–345. doi:10.1080/01596300903037069

Connell, R. W. (2009). Good teachers on dangerous ground: Towards a new view of teacher quality and professionalism. 
Critical Studies in Education, 50(3), 213–229. doi:10.1080/17508480902998421

Connell, R. W. (2013). Why do market ‘reforms’ persistently increase inequality? Discourse: Studies in the Cultural Politics of 
Education, 34(2), 279–285. doi:10.1080/01596306.2013.770253

Daliri-Ngametua, R., & Hardy, I. (2022). The devalued, demoralized and disappearing teacher: The nature and effects of 
datafication and performativity in schools. Education Policy Analysis Archives, 30(101), 1–24. doi:10.14507/epaa.30.6174

Daliri-Ngametua, R., Hardy, I., & Creagh, S. (2022). Data, performativity and the erosion of trust in teachers. Cambridge 
Journal of Education, 52(3), 391–407. doi:10.1080/0305764X.2021.2002811

Darder, A. (1991). Culture and power in the classroom: A critical foundation for bicultural education. New York: Bergin & 
Garvey.

DeLawter, K., & Sosin, A. (2000). A self-study in teacher education: Collective reflections as negotiated meaning. American 
Educational Research Association. Retrieved from https://files.eric.ed.gov/fulltext/ED441785.pdf

Dorling, D. (2019). Inequality and the 1%. London: Verso.
Ellis, C. (2009). Telling tales on neighbors: Ethics in two voices. International Review of Qualitative Research, 2(1), 3–27. 

doi:10.1525/irqr.2009.2.1.3
Fazey, I., Schäpke, N., Caniglia, G., Hodgson, A., Kendrick, I., Lyon, C., … Young, H. R. (2020). Transforming knowledge 

systems for life on earth: Visions of future systems and how to get there. Energy Research & Social Science, 70, 
101724. doi:10.1016/j.erss.2020.101724

Forster, D. J. (2012). Codes of ethics in Australian education: Towards a national perspective. Australian Journal of Teacher 
Education, 37(9), 10–17. doi:10.14221/ajte.2012v37n9.4

Fraser, N. (1997). Justice interruptus: Critical reflections on the ‘postsocialist’ condition. New York, NY: Routledge.
Fraser, N. (2009). Scales of justice: Reimagining political space in a globalizing world. New York, NY: Columbia University 

Press.
Freire, P. (1970). Pedagogy of the oppressed (M. B. Ramos, Trans.). New York, NY: Herder and Herder.
Freire, P. (1994). Pedagogy of hope: Reliving pedagogy of the oppressed. New York, NY: Continuum.
Getenet, S., & Callingham, R. (2021). Teaching interrelated concepts of fraction for understanding and teacher’s pedago

gical content knowledge. Mathematics Education Research Journal, 33, 201–221. doi:10.1007/s13394-019-00275-0
Giroux, H. A. (2011). On critical pedagogy. New York, NY: Continuum.
Giroux, H. A., & McLaren, P. L. (Eds.). (1989). Critical pedagogy, the state, and cultural struggle. New York, NY: SUNY Press.
Gough, A. (2021–23). Education in the Anthropocene. Oxford Research Encyclopedia of Education. Retrieved from https:// 

oxfordre.com/education/view/10.1093acrefore/9780190264093.001.0001/acrefore-9780190264093-e-1391
Grace, S. C., Mejia, J. M., Inhofe Rapert, M., & Thyroff, A. (2021). Emotional awareness in time of disruption: The impact of 

tolerance for ambiguity, worry, perceived stress, helpful communication, and past experience on student satisfaction. 
Marketing Education Review, 31(3), 226–240. doi:10.1080/10528008.2021.1944812

Groundwater-Smith, S., & Sachs, J. (2002). The activist professional and the reinstatement of trust. Cambridge Journal of 
Education, 32(3), 341–358. doi:10.1080/0305764022000024195

Gruenwald, D. A. (2003). The best of both worlds: A critical pedagogy of place. Educational Researcher, 32(4), 3–12. doi:10. 
3102/0013189X032004003

Hall, S. (1983). Education in crisis. In A. M. Wolpe & J. Donald (Eds.), Is there anyone here from education? (pp. 2–10). 
London: Pluto Press.

Hamilton, D. (2009). Blurred in translation: Reflections on pedagogy in public education. Pedagogy, Culture & Society, 
17(1), 5–16. doi:10.1080/14681360902742829

Haste, H., & Chopra, V. (2020). The futures of education for participation in 2050: Educating for managing uncertainty and 
ambiguity. Paris: United Nations Educational, Scientific and Cultural Organisation. https://unesdoc.unesco.org/ark:/ 
48223/pf0000374441

Hattam, R., & Zipin, L. (2009). Towards pedagogical justice. Discourse: Studies in the Cultural Politics of Education, 30(3), 
297–301. doi:10.1080/01596300903036897

10 S. RIDDLE ET AL.

https://doi.org/10.34190/ERM.21.056
https://doi.org/10.34190/ERM.21.056
https://doi.org/10.1111/ejed.12109
https://doi.org/10.1080/0309877X.2021.1909712
https://doi.org/10.1080/1047621042000257225
https://doi.org/10.1080/01596300903037069
https://doi.org/10.1080/17508480902998421
https://doi.org/10.1080/01596306.2013.770253
https://doi.org/doi:10.14507/epaa.30.6174
https://doi.org/10.1080/0305764X.2021.2002811
https://files.eric.ed.gov/fulltext/ED441785.pdf
https://doi.org/10.1525/irqr.2009.2.1.3
https://doi.org/10.1016/j.erss.2020.101724
https://doi.org/10.14221/ajte.2012v37n9.4
https://doi.org/10.1007/s13394-019-00275-0
https://oxfordre.com/education/view/10.1093/acrefore/9780190264093.001.0001/acrefore-9780190264093-e-1391
https://oxfordre.com/education/view/10.1093/acrefore/9780190264093.001.0001/acrefore-9780190264093-e-1391
https://doi.org/10.1080/10528008.2021.1944812
https://doi.org/10.1080/0305764022000024195
https://doi.org/10.3102/0013189X032004003
https://doi.org/10.3102/0013189X032004003
https://doi.org/10.1080/14681360902742829
https://unesdoc.unesco.org/ark:/48223/pf0000374441
https://unesdoc.unesco.org/ark:/48223/pf0000374441
https://doi.org/10.1080/01596300903036897


Held, V. (2006). The ethics of care: Personal, political, and global. Oxford: Oxford University Press.
Hernandez, C. A., Sabati, S., & Chang, E. (2023). Toward pedagogical justice: Teaching worlds that we can collectively 

build. Educational Theory, 73(4), 572–592.
Hickey, A., & Riddle, S. (2024). Proposing a conceptual framework for relational pedagogy: Pedagogical informality, inter

face, exchange and enactment. International Journal of Inclusive Education, 28(13), 3271–3285. doi:10.1080/13603116. 
2023.2259906

Hickey, A., Riddle, S., Robinson, J., Down, B., Hattam, R., & Wrench, A. (2022). Relational pedagogy and the policy failure of 
contemporary Australian schooling: Activist teaching and pedagogically driven reform. Journal of Educational 
Administration and History, 54(3), 291–305. doi:10.1080/00220620.2021.1872508

Hinchey, P. H. (2008). Becoming a critical educator: Defining a classroom identity, designing a critical pedagogy. New York, 
NY: Peter Lang.

hooks, b. (1994). Teaching to transgress: Education as the practice of freedom. New York, NY: Routledge.
Housand, B. (2021). Fighting fake news! Grades 4–6: Teaching critical thinking and media literacy in a digital age. New York, 

NY: Routledge.
Jeferson, M., & Anderson, M. (2017). Transforming schools: Creativity, critical reflection, communication, collaboration. 

London: Bloomsbury.
Keddie, A. (2021). Engaging boys in issues of gender activism: Issues of discomfort and emotion. Gender and Education, 

33(2), 171–185. doi:10.1080/09540253.2020.1716956
Ladson-Billings, G. (1995). But that’s just good teaching! The case for culturally relevant pedagogy. Theory Into Practice, 

34(3), 159–165. doi:10.1080/00405849509543675
Lather, P. (1998). Critical pedagogy and its complicities: A praxis of stuck places. Educational Theory, 48(4), 487–497. 

doi:10.1111/j.1741-5446.1998.00487.x
Liasidou, A., & Symeou, L. (2018). Neoliberal versus social justice reforms in education policy and practice: Discourses, 

politics and disability rights in education. Critical Studies in Education, 59(2), 149–166. doi:10.1080/17508487.2016. 
1186102

Lingard, B. (2005). Socially just pedagogies in changing times. International Studies in Sociology of Education, 15(2), 165– 
186. doi:10.1080/09620210500200138

Lingard, B. (2007). Pedagogies of indifference. International Journal of Inclusive Education, 11(3), 245–266. doi:10.1080/ 
13603110701237498

Loughran, J. (2013). Pedagogy: Making sense of the complex relationship between teaching and learning. Curriculum 
Inquiry, 43(1), 118–141. doi:10.1111/curi.12003

Lowe, K., Skrebneva, I., Burgess, C., Harrison, N., & Vass, G. (2021). Towards an Australian model of culturally nourishing 
schooling. Journal of Curriculum Studies, 53(4), 467–481. doi:10.1080/00220272.2020.1764111

Luke, A. (2010). Documenting reproduction and inequality: Revisiting Jean Anyon’s ‘social class and school knowledge’. 
Curriculum Inquiry, 40(1), 167–182. doi:10.1111/j.1467-873X.2009.00474.x

Lusted, D. (1986). Why pedagogy? Screen, 27(5), 2–16. doi:10.1093/screen/27.5.2
Mackinlay, E. (2016). Teaching and learning like a feminist: Storying our experiences in higher education. Leiden: Brill.
Maxwell, J., Burke, K., & Salton, Y. (2024). Working towards a place based online pedagogy. Journal of Geography in Higher 

Education, 48(2), 177–192. doi:10.1080/03098265.2023.2198199
Meijers, T. (2023). Climate change and intergenerational justice. In G. Pellegrino & M. D. Paolo (Eds.), Handbook of the 

philosophy of climate change (pp. 623–645). Cham: Springer.
Mockler, N. (2014). Simple solutions to complex problems: Moral panic and the fluid shift from ‘equity’ to ‘quality’ in edu

cation. Review of Education, 2(2), 115–143. doi:10.1002/rev3.3028
Muth, A., Frumento, P., & Reid, M. (2019). Dealing with complexity and change through collective reflection. In P. V. 

Martin, T. R. Alter, D. W. Hine, & T. M. Howard (Eds.), Community-based control of invasive species (pp. 74–83). 
Canberra: CSIRO Publishing.

Mwakabenga, R. J., & Komba, S. C. (2021). Gender inequalities in pedagogical classroom practice: What influence do tea
chers make?. Journal of Education, Humanities & Sciences, 10(3), 66–82.

Nicholls, C. D., Hall, C., & Forgasz, R. (2018). Charting the past to understand the cultural inheritance of concert Hall listen
ing and audience development practices. Paedagogica Historica, 54(4), 502–516. doi:10.1080/00309230.2017.1397718

Nissilä, S. (2005). Individual and collective reflection: How to meet the needs of development in teaching. European 
Journal of Teacher Education, 28(2), 209–219. doi:10.1080/02619760500093354

Noddings, N. (2003). Is teaching a practice? Journal of Philosophy of Education, 37(2), 241–251. doi:10.1111/1467-9752. 
00323

Noddings, N. (2013). Education and democracy in the 21st century. New York, NY: Teachers College Press.
OECD. (2018). The future of education and skills: Education 2030. Retrieved from https://www.oecd.org/education/2030/ 

E2030%20Position%20Paper%20(05.04.2018).pdf
Paris, D., & Alim, H. S. (Eds.) (2017). Culturally sustaining pedagogies: Teaching and learning for justice in a changing world. 

New York, NY: Teachers College Press.
Peel, K. L. (2020). Everyday teaching practices for self-regulated learning. Issues in Educational Research, 30(1), 260–282. 

http://www.iier.org.au/iier30/peel.pdf

DISCOURSE: STUDIES IN THE CULTURAL POLITICS OF EDUCATION 11

https://doi.org/doi:10.1080/13603116.2023.2259906
https://doi.org/doi:10.1080/13603116.2023.2259906
https://doi.org/10.1080/00220620.2021.1872508
https://doi.org/10.1080/09540253.2020.1716956
https://doi.org/10.1080/00405849509543675
https://doi.org/10.1111/j.1741-5446.1998.00487.x
https://doi.org/10.1080/17508487.2016.1186102
https://doi.org/10.1080/17508487.2016.1186102
https://doi.org/10.1080/09620210500200138
https://doi.org/10.1080/13603110701237498
https://doi.org/10.1080/13603110701237498
https://doi.org/10.1111/curi.12003
https://doi.org/10.1080/00220272.2020.1764111
https://doi.org/10.1111/j.1467-873X.2009.00474.x
https://doi.org/10.1093/screen/27.5.2
https://doi.org/doi:10.1080/03098265.2023.2198199
https://doi.org/10.1002/rev3.3028
https://doi.org/10.1080/00309230.2017.1397718
https://doi.org/10.1080/02619760500093354
https://doi.org/10.1111/1467-9752.00323
https://doi.org/10.1111/1467-9752.00323
https://www.oecd.org/education/2030/E2030%20Position%20Paper%20(05.04.2018
https://www.oecd.org/education/2030/E2030%20Position%20Paper%20(05.04.2018
http://www.iier.org.au/iier30/peel.pdf


Pillow, W. (2003). Confession, catharsis, or cure? Rethinking the uses of reflexivity as methodological power in qualitative 
research. International Journal of Qualitative Studies in Education, 16(2), 175–196. doi:10.1080/0951839032000060635

Pirbhai-Illich, F., Pete, S., & Martin, F. (Eds.) (2017). Culturally responsive pedagogy: Working towards decolonization, indi
geneity and interculturalism. Cham: Palgrave Macmillan.

Rancière, J. (1991). The ignorant schoolmaster: Five lessons in intellectual emancipation. Redwood City, CA: Stanford 
University Press.

Rawls, J. (1971). A theory of justice. Cambridge, MA: Harvard University Press.
Reid, A. (2019). Changing Australian education: How policy is taking us backwards and what can be done about it. Crows 

Nest: Allen & Unwin.
Riddle, S. (2022). Schooling for democracy in a time of global crisis: Towards a more caring, inclusive and sustainable future. 

London: Routledge.
Riddle, S., & Hickey, A. (2025). Unlocking the potential of relational pedagogy: Reimagining teaching, learning and policy for 

contemporary schooling. London: Routledge.
Riddle, S., Mills, M., & McGregor, G. (2023). Curricular justice and contemporary schooling: Towards a rich, common cur

riculum for all students. Curriculum Perspectives, 43, 137–144. doi:10.1007/s41297-023-00186-y
Rigney, L.-I. (Ed.) (2023). Global perspectives and new challenges in culturally responsive pedagogies: Super-diversity and 

teaching practice. London: Routledge.
Rizvi, F., & Lingard, B. (2010). Globalizing education policy. London: Routledge.
Rudnick, D. L. (2019). Walking on eggshells: Colorblind ideology and race talk in teacher education. Multicultural 

Education Review, 11(3), 216–233. doi:10.1080/2005615X.2019.1644043
Ryan, L., & Ferreira, J. (2019). Pursuing epistemological plurality in South Africa’s eco-schools: Discursive rules for knowl

edge legitimation. Southern African Journal of Environmental Education, 35, 1–19. doi:10.4314/sajee.v35i1.2
Ryan, L., & Ferreira, J. (2024). Embedding sustainability in teacher education in Australia. In Oxford research encyclopedia of 

education. Oxford University Press. doi:10.1093/acrefore/9780190264093.013.1810
Säfström, C. A. (2021). A pedagogy of equality in a time of unrest: Strategies for an ambiguous future. London: Routledge.
Salton, Y., Riddle, S., & Baguley, M. (2022). The ‘good’ teacher in an era of professional standards: Policy frameworks and 

lived realities. Teachers and Teaching: Theory and Practice, 28(1), 51–63. doi:10.1080/13540602.2021.2017274
Sarid, A., & Levanon, M. (2023). Embracing dualities: Principles of education for a VUCA world. Educational Philosophy and 

Theory, 55(12), 1375–1386. doi:10.1080/00131857.2022.2162384
Saunders, L., & Wong, M. A. (2020). Critical pedagogy: Challenging bias and creating inclusive classrooms. Instruction in 

libraries and information centers. Retrieved from https://iopn.library.illinois.edu/pressbooks/instructioninlibraries/ 
chapter/critical-pedagogy-challenging-bias-and-creating-inclusive-classrooms/

Savage, G. C., & O’Connor, K. (2015). National agendas in global times: Curriculum reforms in Australia and the USA since 
the 1980s. Journal of Education Policy, 30(5), 609–630. doi:10.1080/02680939.2014.969321

Scott, C. L. (2015). The Futures of Learning 3: What kind of pedagogies for the 21st century? UNESCO ERF Working Papers 
Series, No. 15. Retrieved from https://unesdoc.unesco.org/ark:/48223/pf0000243126

Sefton-Green, J., & Pangrazio, L. (2022). The death of the educative subject? The limits of criticality under datafication. 
Educational Philosophy and Theory, 54(12), 2072–2081. doi:10.1080/00131857.2021.1978072

Shields, C. M. (2013). Transformative leadership in education: Equitable and socially just change in an uncertain and complex 
world. London: Routledge.

Small, C. (1998). Musicking: The meanings of performing and listening. Hanover, NH: University Press of New England.
Stein, S. (2021). Reimagining global citizenship education for a volatile, uncertain, complex and ambiguous (VUCA) world. 

Globalisation, Societies and Education, 19(4), 482–495. doi:10.1080/14767724.2021.1904212
SueSee, B., Edwards, K., Pill, S., & Cuddihy, T. (2019). Observed teaching styles of senior physical education teachers in 

Australia. Curriculum Perspectives, 39, 47–57. doi:10.1007/s41297-018-0048-8
Teo, A. (2024). What’s in a name’: An ‘Asian’ Australian educator’s autoethnographic account of critical pedagogical prac

tice that deconstructs whiteness in teacher education spaces. In J. Ravulo, K. Olcon, T. Dune, A. Workman, & P. 
Liamputtong (Eds.), Handbook of critical whiteness: Deconstructing dominant discourses across disciplines (pp. 1–14). 
Singapore: Springer. doi:10.1007/978-981-19-1612-0_72-1

Thiessen, D., Campbell, E., Gaztambide-Fernández, R., Niyozov, S., Anwaruddin, S., Cooke, C., & Gladstone, L. (2013). 
Perspectives on pedagogy. Curriculum Inquiry, 43(1), 1–13. doi:10.1111/curi.12006

Vass, G., & Hogarth, M. (Eds.) (2024). Critical studies and the international field of indigenous education research. London: 
Routledge.

Wessels, K. R., Bakker, C., Wals, A. E. J., & Lengkeek, G. (2024). Rethinking pedagogy in the face of complex societal chal
lenges: Helpful perspectives for teaching the entangled student. Pedagogy, Culture & Society, 32(3), 759–776. doi:10. 
1080/14681366.2022.2108125

Zwiers, J. (2024). Overhauling learning for multilingual students: An approach for achieving pedagogical justice. Thousand 
Oaks, CA: Corwin.

12 S. RIDDLE ET AL.

https://doi.org/10.1080/0951839032000060635
https://doi.org/10.1007/s41297-023-00186-y
https://doi.org/10.1080/2005615X.2019.1644043
https://doi.org/doi:10.4314/sajee.v35i1.2
https://doi.org/doi:10.1093/acrefore/9780190264093.013.1810
https://doi.org/10.1080/13540602.2021.2017274
https://doi.org/10.1080/00131857.2022.2162384
https://iopn.library.illinois.edu/pressbooks/instructioninlibraries/chapter/critical-pedagogy-challenging-bias-and-creating-inclusive-classrooms/
https://iopn.library.illinois.edu/pressbooks/instructioninlibraries/chapter/critical-pedagogy-challenging-bias-and-creating-inclusive-classrooms/
https://doi.org/10.1080/02680939.2014.969321
https://unesdoc.unesco.org/ark:/48223/pf0000243126
https://doi.org/10.1080/00131857.2021.1978072
https://doi.org/10.1080/14767724.2021.1904212
https://doi.org/10.1007/s41297-018-0048-8
https://doi.org/doi:10.1007/978-981-19-1612-0_72-1
https://doi.org/doi:10.1111/curi.12006
https://doi.org/10.1080/14681366.2022.2108125
https://doi.org/10.1080/14681366.2022.2108125

	Abstract
	Introduction: education in uncertain times
	Engaging in a collective, reflective dialogue
	Why pedagogy?
	Conceptual perspectives on pedagogy
	Towards pedagogical justice in a VUCA world
	Disclosure statement
	ORCID
	References

