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We have to change what is cool. In class I give them the task - like to give a speech. We listen to the speech, the voice, the body language and we give each other feedback.

I teach them to admire someone who improves and how to criticise constructively.

We are working towards making achieving cool.

AIMHI Teacher

EXECUTIVE SUMMARY

Achievement Initiative in Multicultural High Schools

AIMHI

Eight decile one schools with high ratios of Pacific Island students were selected to be part of a developmental project called AIMHI. These schools also have significant numbers of Maori students. AIMHI is a Ministry of Education project which has the following goals -

· To increase the market share of students attending the participating schools

· To raise the levels of performance of the schools and students in the areas of

· high student achievement

· strong college governance and management 

· strong school/community relationships

· integrated social services support policy

(The schools will set their own targets - individually, at a cluster level or project level)

· Achieving sustainable self-managing schools

As part of this project, in the 1996 year, a research programme took place with the aim of learning about the effects of school organisation and governance, parental and community involvement, and any other issues relevant to student achievement in these schools. A baseline is described of the situation the students and schools are experiencing in 1996. Over a six month period a broad range of data was collected from school documents and principals, members of the senior management teams, teachers, support staff, students from years nine to fourteen, trustees and both Maori and Pacific parents. National data on achievement were also analysed. The full report contains substantial data to support statements made in this executive summary.

What is considered to be valid achievement for secondary students is a value laden issue and the effective measurement of student ‘achievement’ is complex. At this point in time, although the schools are trying to expand and improve their assessment practice, the main criteria being used by the Ministry of Education and by parents in evaluating the effectiveness of the schools with respect to achievement, are School Certificate and Bursary results and retention data. This research considers achievement both from the viewpoints of the stakeholder groups as well as in its widest context including every type of progress made by students as part of their learning experience.

Student achievement is influenced, both directly and indirectly, by a number of variables that are external to and not under the influence of schools. The impact of poverty, health, dysfunctional families, and dysfunctional and violent communities, must not be underestimated. Data from the schools show they are finding it increasingly difficult, sometimes impossible, to access the level of support they need in the areas of health and welfare. Children are powerless to influence most of these things that directly affect their day to day existence. As well as the stresses for students, these external factors place increasing demands on the low decile schools which they are not resourced to meet.

Education policies such as school self management, dezoning and contestable funding; and Ministry of Education decisions such as allowing some schools to recapitate or change status; have combined with demographics and poverty to produce outcomes such as more rapidly falling rolls, increased competition between schools and competition for funding. These influences have disproportionately disadvantaged the AIMHI schools and the services they are able to provide to their students. The students and families in these schools are seldom able to exercise educational “choice” and in the few instances when they do have a choice, they are often reliant on information given to them by schools that are ruthlessly competing for students in order to maintain their own rolls. 

Of the eight schools,  it is not coincidental that the five that have a sad history including factors such as conflict, poor leadership, lack of resourcing and poor reputation, are the five lowest decile schools and at the bottom of the parental preference order. They have fallen into a spiral of decline that has become self-fulfilling as their rolls drop dramatically with dezoning; their staffing numbers decline as a result of the falling roll and the publicity from unfavourable ERO reviews; the senior programme able to be offered is adversely affected by the reduction in the number of staff and the difficulty in attracting skilled staff; and the demands on the existing staff continue to increase because smaller schools do not benefit from the economies of scale available to larger schools.

Also outside of the control of the schools are the influences of parent beliefs and attitudes, cultural values, the practices and demands of the churches, physical and sexual abuse, substance abuse, and peer culture. Because each of these impacts directly on the attitudes, behaviours and needs of the students, they also place demands on the schools that have little to do with the teaching and learning role of a school. Many students arrive at these schools late (if at all), hungry, unwell, unable to see or hear properly, tired, stressed, abused, influenced by alcohol and/or drugs; or a combination of any of these. It reduces their ability to access, and for teachers to provide, teaching and learning experiences that most students in other schools take for granted. For most of these students, English is not the language spoken in their home. While they can socially converse in English, they lack the formal language required by school programmes and external exams. All teachers in these schools, therefore, need to be teachers of language as well as of their specialist subjects.

Maori are tangata whenua and as a foundation culture of Aotearoa, parents want to be supported by our education system. There has been a clear call from these parents for a return of their children to Maori cultural values and beliefs in order to provide a base to rebuild self esteem, self image, confidence, pride, and ethnic and personal identity. Individualism has to be replaced by group and whanau kinship (whanaungatanga). Parents are clear that there has to be an emphasis on stronger programmes of teaching and learning Maori language, knowledge, traditions, values, and beliefs. Substantial and on-going support for these kinds of Maori initiatives in terms of appropriate leadership, staffing, professional development, funding, resources and equipment are needed.

Pacific parents, many of whom were born in the Islands, have minimal understanding of the New Zealand education system. They do not understand the recent changes to the curriculum and qualifications structures, or the ways the schools organise themselves. This impacts directly on the way they perceive their role and responsibilities as parents of students attending these schools. It also impacts on the expectations they have of the schools. The parents’ own experiences with school and schooling and their knowledge of what schools are like is based on schools in the Islands and is therefore outdated and redundant. Although it no longer applies to what is happening in our New Zealand schools, parents still make decisions about their child’s education based on these understandings. They are not sure how to help their children with their education, or how to interact with the school. There is an urgent need for a Pacific parent education programme.

Within the control of the schools, to some extent, are the responsibilities of governance, leadership, management and organisation. There have been examples of weak leadership in the past, and a lack of willingness and/or ability to achieve consistently high quality teaching throughout some of the schools, although the ERO reports did not identify these issues at the time they were evident to the schools. There have also been instances of ethnic conflict and politicking both within the schools and in the school communities, which have interfered with the cooperative running of some of the schools. There are different governance needs in schools where most Trustees do not speak English well and lack expertise and experience in administrative, organisational, and financial management. This currently places a significant extra burden on the Principals. Most of these Trustees are extremely able policy and decision makers, however, it is strongly recommended on the basis of the evidence gathered that these schools be provided with the administrative support they need rather than take away their right to govern the schools for their children.

Students and parents need to be more actively involved in assessment for better learning and students need to be provided with experiences outside of their immediate worlds in order to gain the confidence and motivation to succeed. They need to be taught skills that will help them communicate,  study, manage their time, manage conflict, deal with peer pressure and become interactive rather than passive learners. Because being in a healthy and teachable state is a prerequisite for effective learning, they need health education, access to health screening programmes, and ongoing access to student appropriate health services. Students need their parents to be more knowledgable about the conflicting worlds they live in and parents need help and advice in order to know how to support their children’s education. Schools need extra staffing to enable them to liaise and work with these parents.

In order to improve the potential for achievement of these students, the challenge is to find ways of measuring and rewarding achievement that are appropriate to them; to find ways to attract the right types of teachers and leaders to the schools; to support them to the level they need in order to deliver effective programmes; to resource the schools equitably so that the inability of a poor community to fundraise does not educationally disadvantage its students; to provide for the health, welfare and pastoral care needs of the students so that teachers can spend most of their time teaching rather than being truancy officers, counsellors, taxi drivers, and health workers; providing administrative support and in-school training for Trustees; and developing review processes that will provide an accurate and balanced assessment of their performance without perpetuating or accelerating any existing difficulties.

National data show that there is a disproportionate and significant difference in the current ability of students in decile one schools to “achieve” using School Certificate and Bursary as measures of achievement. Within the decile one group of schools, the lowest on the socioeconomic ladder are the ones with the greatest difficulties. There will always be schools in this “lowest” position in any society, and in order for them to provide for their students appropriately, they need differing levels and types of support. Once a decile one secondary school’s roll begins to drop, given current education policy and resourcing, the impact of reduced staffing alone will make it almost impossible to reverse the trend, regardless of the quality of leadership and governance. The reputation of these very poor areas makes them less than desirable places for schooling, in the eyes of parents, and unless the schools have the support they need to educate, communicate with, and work alongside parents, they will continue to be judged to be poor regardless of the quality of the programme they provide.

Recent Ministry of Education initiatives through the School Support Project and AIMHI have the potential to provide conditions in these schools through which student achievement can be enhanced providing the necessary resourcing is available for the schools to manage, at least to some extent, the external pressures and demands that are part of the every day life of a school in a low socioeconomic area. Our data suggest that the Qualifications Framework will provide a more appropriate means of gaining qualifications. New and appropriate assessment tools and techniques need to be available to schools so that the real gains made by students in these multicultural schools can be recognised. It is clear from the study data that School Certificate has a profoundly detrimental effect on the students and on these schools. The very low rate of School Certificate passes achieved at most of the decile one schools constantly reinforces the idea that the schools and their students are “failures” while the evidence is that there are a whole range of areas in which they are achieving. Other more valid ways of evaluating student achievement and the success of schools need to be used by parents and by the education community.
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GLOSSARY

AIMHI
Achievement Initiative in Multicultural High Schools is a project set up by the Ministry of Education with the main goal of improving student achievement in schools with Pacific and Maori students.

CAPNA
Curriculum and pastoral needs analysis. When there is a drop in the number of students enrolled in a school, the school has to decrease the number of teachers it employs. The formal process that is used to identify the teachers who are to be redeployed is called the CAPNA process.

dac
marijuana

decile
All New Zealand schools are ranked on a decile scale of one to ten. It is a measure of socio-economic position with decile ten schools having the highest status. Some school funding is allocated on the basis of decile ranking in an attempt to provide for equity.

DP
Deputy Principal

ERDC
Educational Research and Development Centre of Massey University, Albany is a self-funding autonomous Centre within the Educational Faculty of the University.

ERO 
Educational Review Office. This office is the government department responsible for evaluating and reporting on education in all schools. Two types of reviews take place. Assurance audits review the governance by the Board of Trustees and effectiveness reviews evaluate the educational programme in the school. Reports are made available to the media and to the public.
ESOL
English Speakers of Other Languages. Refers to students for whom English is a second language and who need special language programmes, resources and teacher skills.

FOBs
“Fresh off the boat”. A student term in reasonably common usage for students who are very recent immigrants from the Pacific. Their difficulties with English and naivety of Kiwi culture distinguish them.
HODs
Heads of Departments. Each of the schools is organised into curriculum area departments and each department has a ‘head’. These departments are sometimes quite large such as the core subject departments of Maths, English, Science and Social Sciences/Studies. Other departments are small and may only have one or two teachers.
IEP
Individual educational programme. This is an educational programme designed to meet the specific needs of an individual student.

LTL 
Learning Through Language. This is a programme that a school elects to offer to its staff which gives them the theory, skills and practical strategies they need in the classroom to work effectively with students for whom English is a second language.

MOE 
The Ministry of Education. This is sometimes abbreviated to “the Ministry”. They have funded the project and have overall responsibility for it. Key personnel at National office are involved, as are personnel from the Auckland and Wellington offices.

nark
Or “dobbing in”. Terms that refer to one student telling on a fellow student to someone in authority.

NESB
Same as ESOL. Refers to students who come from a ‘non English speaking background’

NZQA
New Zealand Qualifications Authority. The organisation independent of the Ministry of Education to oversee the Qualifications Framework. They administer School Certificate, 6th Form Certificate, Bursary and the National Certificate (consisting of unit standards).

Pacific
This word is used instead of the words ‘Pacific Islanders’ or ‘Pacific Islands’. This was on the advice of the Pacific research team.

Pakeha
New Zealand born European.

Palagi
Pakeha/New Zealander or European

PATs
Progressive Achievement Tests. New Zealand designed norm-referenced tests available in Reading, Comprehension and Vocabulary, Listening, Maths and Study Skills. They are designed to be used from Years 3 to 9.

PI
Pacific Island, Pacific or Pacific Islander

PIERC
Pacific Islands Education Resource Centre

potato
Derogatory term to describe a Pacific person (usually a teacher) who is “brown on the outside but white on the inside”  i.e. someone who is more palagi in their values and behaviour than they are true to their own culture.
recapitate
When a primary or intermediate school decides to increase the year level to which it teaches students, e.g. a primary school including year seven and eight students who would otherwise be at an intermediate school.

Reference Groups  The Ministry set up Reference Groups in Auckland and Wellington. They comprise Ministry personnel, community representatives and designates from relevant social and government agencies. Their role is to be informed about the needs of the AIMHI schools and the project developments, and to support the project in any way possible.

scabbing
Student term for asking to “borrow” money from friends, usually to pay for lunch. It may or may not be paid back.
SES
Special Education Service

SSR
Sustained silent reading. This is a specially designated time set aside throughout the school in which students do nothing other than read silently. They are assisted to select books they will enjoy.

STAR
Secondary Tertiary Alignment Resource. Contestable funding for which secondary schools can apply to provide specialist transition courses sometimes in conjunction with tertiary institutions.

Steering Committee  This committee comprises the principals of the eight schools, Ministry personnel, and board and community members. It is chaired by the project coordinator, meets monthly and is responsible for the overall direction of the project. The research coordinator reports monthly to the meeting.
tikanga
Maori culture, Maori ways.

whanaungatanga
Pastoral care. Being supportive of each other as a group or whanau.

Year 9-13
Year nine is the first year at Secondary school and used to be called the third form.

Chapter One: Introduction

In most New Zealand secondary schools the majority of students turn up to school on time in the morning, dressed in reasonable uniform, having slept and eaten well the night before. They have probably had breakfast and will have either a school lunch or money to buy one at school. They will each have a school bag with the books, pens and equipment they need for school work. 

If money is required for a school trip that is part of the teaching programme, a note home to parents will be responded to promptly and result in the majority paying and the trip going ahead. Parents will help with or pay for transport and will often help organise and supervise the trip. 

Most homes are equipped with books and newspapers and many will have at least one computer. Children will have a bed and a table or desk at which they can do homework. Parents will ensure they have time to do the study and assignment work required and will sometimes supervise and help with this. Most children of secondary age will have travelled outside of their immediate neighbourhood, have probably been into the city, will have been to a beach, and will have experienced the countryside. They may learn music, belong to sports clubs or have other organised recreational interests. 

If they are sick, a parent will take them to the doctor and arrange for them to have the prescribed medication and/or medical aids.

The school will have most of its school fees paid and will probably have parental help with fundraising in order to buy the extra equipment, such as computers, for which are not funded. Sports teams are often coached and managed by parents.

The teachers are, therefore, able to spend most of their professional time in the preparation, delivery and assessment of teaching and learning for the students. If they are concerned about a student, one phone call will bring the parents to school for a discussion. Even so, these teachers will currently feel under pressure because of teacher shortages, new curricula, the new Qualifications Framework, and the demands that have resulted from schools being self-managing.

The contrast between this scenario, and that of the eight decile one study schools is so great as to be unrecognisable. None of the above are the norm for the majority of these students or for their schools.

This Report
This report describes the educational world of the students in the eight study schools and describes the other worlds they inhabit as they experience them. The purpose of the research and the report is to identify, understand and describe the things that impact on student achievement in order that the knowledge will enable all parties involved to work together in order to improve opportunities for the students. It is also written to provide baseline data against which changes and progress made by the schools through their involvement in the AIMHI project can be measured.

The danger in writing up the data is that in describing the reality, even through the eyes of the students, teachers and parents, the researchers are publicly exposing the people most in need of support. Published research has often been used as a means of ‘blaming the victims’ and putting the responsibility on them to improve their lot. Researchers have often been criticised for ‘taking’ information and not giving anything in return to these communities. At the same time, the researchers do not have any control over how the media choose to portray and publicise the findings, or over how the policy makers choose to respond to the recommendations.

The researchers saw their responsibilities as being to provide accurate, quality data that can be used by many people and organisations to empower students. All readers of the report have the right to respond to it as they see fit, but all readers also share a responsibility to understand the report as a whole and to use the data with integrity.

The researchers made a commitment, which they have already actively begun to action, to feed back and share the findings with as many of the participants as possible. This will be continued in the future. 

It is our hope that the following will also occur-

· That students will use the data to better understand their circumstances and that this will help them make decisions and choices for their lives in and beyond school
· That teachers will be able to understand even better the complexity of the worlds that their students live in and will use some of the ideas in the report to improve their own practice and the organisation of services in their school
· That parents will understand more about the conflicting pressures their children are subjected to, will understand more about the needs the schools have and how, as parents, they might work with the schools to help their children. They will have data on which to base decisions about priorities for their children and will be able to use it as a talking point with them
· That the schools will evaluate their own situation carefully in light of what is important for student achievement and will use some of the ideas and knowledge to build on what is already successful in their schools
· That the media will be aware of the damage that has been caused in the past by sensationalist and unbalanced reporting, will be aware of how vulnerable the schools and communities are, and will present a full, accurate and sensitive account. Using quotations or phrases out of context, publishing sensational headlines, focusing on the problems more than on the positives, blaming the students or the schools, or not presenting a full picture would be examples of irresponsible journalism.
· That the Educational Review Office, without in any way compromising the integrity of their role, will be aware of the enormously detrimental effect the publicity resulting from their reports has had on some of the schools and how this had directly contributed to the falling rolls, low staff morale, difficulty in recruiting and retaining teachers and low student self esteem. The Office needs to be flexible enough in its procedures and to adapt the review process to the circumstances of schools at risk  in order not to become part of a self perpetuating problem
· That the educational policy  and decision makers will accept the national and international data on these schools in the lowest socioeconomic areas and be willing to provide the schools with the type of resourcing they need to make a difference. It may be administratively more convenient to provide separately for educational, health, welfare and other needs, but the schools do not have this luxury in working with their students and families. They have to be able to provide for the needs in a planned and ongoing way and they must have resourcing that is adequate and comes in a way they can manage .
It should be noted that there have been many innovative and positive changes in the schools over the year of the project and research study. This is particularly the case in two of the schools most at risk. There is therefore always the danger that some details are out of date before the report is printed.

Whenever possible the words of the participants have been used to illustrate and expand on points made by the researchers. These quotes are indented and in italics, and words in the body of the script in italics are also those of participants. Care has been taken to select verbatims that accurately reflect issues that are being discussed and that add to the readers’ understanding. They are a conservative selection by the researchers who have not included the extreme or sensationalist examples. It is very important that quotes are not taken out of their context.

The report is set out in chapters which discuss particular areas and issues. Because, in reality, many of these are so interconnected that they are inseparable, in writing about them in sections, there is inevitably some overlap. The researchers have tried to avoid major repetition by cross-referencing data, but there is some repetition in order that key points are made in every context in which they are relevant.

The Maori and Pacific researchers have written the chapters with the parent data and these chapters each include their own recommendations. These recommendations have not been repeated in the final chapter but should be read at the same time and taken as being of equal importance.

The AIMHI project is planned to be enacted over another four or five years. The researchers see themselves as partners in the process and this initial research report is a working document to assist that process.

Chapter Two: Methodology

2.1
Introduction

The AIMHI project was initiated by the Ministry of Education and began its planning early in 1996. The research project is a part of the overall project. Data collection began in the eight AIMHI schools in May 1996.

2.2
The sample

There are eight schools in the AIMHI project. At the beginning of the project (1996), they were all secondary, year 9-13 schools. One is in Wellington and seven are in Auckland. All are State Co-educational Schools, except one Catholic Integrated Girls’ school.

The schools were selected because they are decile one secondary schools with high ratios of Pacific students. It is significant that six of the schools have very vulnerable rolls and some rolls are falling. Most of these schools are currently being directly affected by the activities of their local contributing primary and intermediate schools attempting to retain students.

Three of the schools have had unfavourable publicity following ERO reports and most have been affected by a recent ERO report on the Otara and Mangere schools.

Over the period of this year, three of the principals and one of the deputy principals have resigned. One school has a commissioner.

Overall, it is important to note that all of the schools are under a great deal of pressure in their day to day school life, and some are very fragile as a result of a combination of the factors mentioned above, as well as the recent history of conflict in some of the schools. 

2.3
The Research Team

Two Pakeha/palagi women conducted the in-school data collection. They are very experienced qualitative researchers and very familiar with these particular schools having worked in several of them in recent years. They are familiar and experienced also in working in a research role with Pacific and Maori teachers and students.

The community research team which worked with the parents comprised four researchers each well qualified to undertake the task: a Maori man, a Samoan woman, a Cook Island woman and a Tongan woman. All are native speakers of their own language, they have had recent experience of working in schools and are familiar with the education system. All have some research knowledge or experience, and all were able to work part time in the evenings and weekends and had writing skills.

2.4
In school data collection

Two researchers, each working in four schools, collected data in the following ways:

· Schools were given a list of documents that the researchers needed copies of (Appendix 1). These were collected and analysed over a period of months. It is interesting to note that the process of collection, in itself, taught the researchers much about each school in terms of its organisation, systems, efficiency and climate.

· Both teaching and non-teaching staff in each school, were interviewed individually. The duration of the interview varied between half an hour and two hours depending on the areas of responsibility the individual had in the school. In the six smaller schools almost every member of staff was interviewed. In the larger schools, staff who had particular roles
 were interviewed and then a selection
 of the general teaching staff was interviewed. Some individuals were followed up for second interviews, or aspects of their work was followed up later in the year.

· The Principal and members of the senior management team were interviewed individually. Since these were key individuals who have an overview of the school they were sometimes interviewed several times.

· Students participated in small group discussions. The size of the groups varied but ranged between three and eight. Most groups comprised five or six students. They were usually groups of age peers and were sometimes girls or boys only, but some groups were of both genders. Each discussion lasted a school period which ranged between 45 minutes and an hour.

· The researchers attended at least one Board of Trustees meeting at each of the schools. In addition, they interviewed each board member individually face to face, in a small group or over the telephone.

The researchers always introduced themselves and their role in the AIMHI project with particular care to emphasise that they had no guarantee there would be action to follow and no direct involvement in the decision making. It was possible, however, to explain briefly about the work of the steering committee and the commitment made to date by the Ministry of Education to the AIMHI project. Confidentiality was assured although respondents were told about the two types of reports that would be written in which the data would be included in generalised formats. Since, in some of these schools, there was a high degree of anxiety about written ‘reports’ (following ERO reports), respondents were also told about the formative nature of the research and the informal reporting back of issues to their own school.

Respondents were very keen to tell their own story and talk about their experiences, feelings and beliefs. The students, in particular, were very frank about their own lives sometimes to the point of disclosing very personal experiences. Some of the students had been to more than one secondary school and some of them had attended two of the AIMHI schools. The ability to make comparisons between schools was valuable to the research. Teachers also had rich experiences to share. Some of them had, in reasonably recent years, attended one of the AIMHI schools as a student, many had taught at more than one school and a few had taught at more than one of the AIMHI schools. Many of the Pacific teachers had lived, or still do, live in the area and were able to talk about the issues from many perspectives. 

The researchers did not attempt to tape record the interviews or group discussions for two reasons. First, it was important that the respondents were comfortable and trusted the assurances of confidentiality and there was not adequate time to achieve this type of rapport with a tape going. Secondly, the size of the sample is very large and funding was not available for transcriptions.

2.5
Community data collection

A team of researchers worked in the school and wider community to listen to the views and needs of parents and whanau/fanau in relation to the schools and their children’s education. The team, which comprised a Maori, Samoan, Cook Island, and Tongan researcher, represented ethnic groups that had the greatest numbers of students at the eight schools. Although they cooperated together as a working team, they each accessed their own ethnic community in the most appropriate ways.

2.6
Formative process

Since the whole purpose of the AIMHI project is to assist the schools to improve student achievement, it was appropriate that the research was designed to do the same and so it was designed to be formative in nature. The two in-school researchers met frequently and exchanged information, asked questions and challenged each other. As a new issue emerged, it would be discussed and the researchers would go back into the schools to collect more data. The two in-school researchers also met with the community team for several workshops in which issues were discussed and questions identified for each team to collect data on. The in-school researchers are both very experienced qualitative researchers and used a set of research questions (Appendix 2) to guide, but not to determine or direct, the questioning. Interviews were unstructured and often followed areas of discussion that respondents raised and felt to be important.

The schools were given regular informal, and at times formal, feedback. This took place through talking with the principal, senior management staff, teachers, students, trustees and sometimes parents. Meetings were arranged in all of the schools for staff to hear feedback. At the same time the researchers worked with the project coordinator, the steering committee, and Ministry personnel, to provide ongoing information. The researchers worked with the steering committee to identify 1997 priorities and to plan for the future of the project. The focus was always to work with the schools rather than to do research on them.

2.7
Data analysis

The researchers developed a thorough system of working with the data. Each page of notes was given a code and this code was written in the left margin alongside each paragraph. In the right margin, key words were written to describe the content of that sentence or paragraph. A list of these ‘topics’ or category headings is in Appendix 3. Each page of notes was then photocopied. The originals remain intact to be used for the feedback to each school. The photocopied notes were cut up and sorted under topic headings.

Each topic was then analysed, and the notes and verbatims sub-grouped and collated onto pages. Some resorting and renaming took place and drafting of chapters began. Having the two researchers who had each collected data on every topic working on every chapter was a major advantage in triangulating data.

2.8
Validity and reliability

Both of the researchers who worked in the schools are Pakeha/palagi and female. They bring these subjectivities as well as many years of research to the work. The way they decided to overcome any lack of understanding of other cultures was to ask the respondents themselves to explain things fully and for the researchers not to make assumptions about their level of understanding. The large sample size gave plenty of opportunities to check things out with many respondents. This was as relevant to understanding the student peer culture as it was to understanding ethnic cultures.

The students were very happy to explain ideas and words and even spell things for the researchers.

The methodology was multi-faceted and included interviews, group discussions, document analysis and observations. The researchers were in and out of the schools for half a year and observed assemblies, staff meetings, morning briefings, lunch times, board meetings, prize givings and many other aspects of the life of the school. They also had access to various research reports and ERO reports, which are independent evaluations of the schools. Triangulation was made even easier because there were two researchers working in four schools each, which allowed for. verification, comparisons and interrogation of the data. It was very reassuring to the researchers that, although the eight schools were different from each other in many ways, the data were amazingly consistent across the eight schools. The same issues, experiences, feelings, opinions and interpretations can be found in data from all eight schools, irrespective of location (Auckland and Wellington), school, researcher, and often ethnic group. Although the schools differ in many ways, the major issues for the schools and their students are the same.

2.9
Ethical considerations

One of the issues raised again and again at parent meetings was the concern about “research” happening in these schools. They talk of “years of research” that has taken place with no beneficial outcomes for the schools or communities. Why should these people support the AIMHI research and allow themselves and their children to be researched again when, in their view, there is either no feedback or no resultant action. It is unclear what “research” is being referred to and from the occasional vague reference it is clear that people are including studies by agencies such as health and welfare as well as reviews by the Education Review Office as part of this “research” history. Nevertheless the message is clear that these communities feel unhelped by past research and damaged by the publicity their schools and communities have received. This is a heavy responsibility for the research team to take on since, as researchers, we are unable to promise any “outcomes” or direct “benefits” from the research itself. We were able to assure the groups that we were working alongside the AIMHI project and that this was set up to benefit the schools and their communities and that we were committed to working with the schools rather than merely doing research on them. At the same time, we are aware that the report will be a public document and that we will have no control at all over what the media may or may not choose to print. 

One of the first concerns the researchers had was to gain informed consent from the schools. The AIMHI project was one in which the Ministry had selected the schools, rather than the schools asking to be part of it. The Ministry had negotiated the research contract and the funds were to come from the project funds. Although the school principals knew of the research, the staff, students and school communities  did not. This was dealt with at a special meeting of all the principals and board representatives. The researchers presented the research objectives and methodology and invited discussion. There was some initial resistance and concerns were expressed. After discussion, the researchers asked directly if they had a mandate from the schools to do the research as proposed. All schools, through these representatives, gave their permission but requested that the literature review be expanded to include international research and be given priority.

Gaining consent in schools is a very complex business and the researchers were keenly aware that, while the school leaders had given their permission, this in no way meant that teachers, students, or parents even knew about the project or the research, let alone having given their informed consent. In order to address this it was planned that a series of communications and meetings were set up. The researchers attended and spoke to a board meeting, a staff meeting, and a parent meeting, in each of the schools. Letters, translated into the main languages of the schools, were sent out and information was included in several school newsletters. Parents were given the opportunity to have their name withdrawn from the school contact list. Even after these efforts, the researchers knew that not all students and parents would know or fully understand the research process. Care was taken before each interaction with a respondent to explain the relevant parts and the purpose of the research and then to ask the respondent’s permission to take part. Very few people chose not to participate. This happened in only two schools and in both cases, the Maori parents, through either the Maori teacher or Whanau spokesperson, declined to be involved.

Another issue that soon became evident was for the researchers working with students to know what to do if they disclosed private experiences during the discussions. Discussion about physical abuse (hidings and beatings) was the norm rather than the exception but because it was such a normal part of their lives for most students, they did not feel concerned about discussing it. On several occasions, however, more serious disclosures occurred. These included attempted suicide, suicide of someone close, and sexual abuse. When this occurred the researcher acknowledged the courage it must have taken for the student to raise the experience and then ensured that they could name at least one adult that they trusted enough with whom they could discuss it further.

Chapter Three: National Achievement Data

3.1
Introduction

The New Zealand Schools data presented in this chapter is described in greater detail in the statistical annex of the 1995 School Sector Report (Ministry of Education, 1996). Data on key school indicators were provided by the Ministry of Education along with breakdowns of school achievement at the School Certificate and Bursary level for Pacific, Maori and other students. The summary data presented here enables a comparison of  school by group (AIMHI versus Others) and between school decile levels (1-10) on key school indicators. The data analysis covers 364 schools, including 8 AIMHI Schools.

Data were analysed using procedures from the Statistical Package for the Social Sciences (SPSS). This package enabled the data to be recoded and analysed to examine school certificate and bursary achievement for Pacific, Maori and other students. Despite the small number of AIMHI schools in the analysis (N=8), it was decided to compare the means for schools and decile levels on the basis that these schools represent a relatively large and stable number of observations for each school achievement indicator.

The summary data presented here should provide a useful baseline from which it will be possible to measure the effects of future interventions on key school indicators. The intention of this section of the report is to provide an indication of trends and to compare the key indicators for AIMHI and other schools without attempting explanation. Causal associations between key indicator variables are complex to understand but, taken together with the qualitative data presented in this report, should better clarify and identify the key considerations related to school achievement of Pacific and other students.

The use of mean comparisons is considered appropriate for the purposes of these analyses, but care needs to be taken to consider variations amongst schools and to recognise that variance estimates for the key indicators are often large and sometimes affected by missing data. For this reason, the standard deviations and the N of cases is presented for each analysis. It was decided to use t-tests to measure the statistical significance of mean differences. This was done to illustrate the extent of the differences rather than to precisely determine the level of statistical significance.

It is important to note that two schools have significant numbers (8% and 12%) of Pakeha students, and that one of these schools also has 11% Asian students. This results in increased levels of achievement for these two schools and because of this it inflates the achievement levels of the AIMHI schools as a group.

3.2
AIMHI school listings

The following tables display information regarding the characteristics of AIMHI Schools. Table 1 shows a listing of the ethnic proportion of students at each school as well as the total head count roll as at 1 July, 1995. As can be seen, there are substantial differences in the ethnic composition of the schools. The majority of students at all AIMHI Schools are Pacific.

[All tables have been included as appendices.]
Table 1

Table 2 shows the proportion of papers at each of the AIMHI Schools that were graded B and higher and C and higher. This also indicates the Classroom Student/Teacher Ratio (CL Ratio). F3Enter refers to the number of University Bursary/Entrance Scholarship candidates at each school divided by the regular classroom Form 3 roll at that school 4 years earlier. 

There are large variations in the grade distributions but the results show that the majority of passing papers are graded at a C level rather than B or higher. The classroom student/teacher ratios are very similar for all AIMHI schools. The proportion of students who enter at 3rd form and present as 7th form candidates four years later is relatively low (i.e. 13-32 %).

Table 2

Table 3 displays information on the proportion of students leaving with a Form 7 qualification. F7QUAL shows the proportion of all students while F7QUALM indicates the proportion of Maori students leaving with a Form 7 qualification. PRIOR12 refers to the proportion of all students leaving prior to year 12. Likewise PRIOR12M is the proportion of Maori students.

A characteristic feature of AIMHI Schools is that relatively few students leave with a Form 7 qualification (4.5-17.7 %). It is apparent  that  a substantial proportion of AIMHI students leave school prior to year 12. (Further information on the school leaving data is presented in a later section of this chapter.)
Table 3

3.3
Summary of University Bursary candidates: AIMHI compared with all other schools 

The following tables provide a comparison of candidates-Form 3 entrants for AIMHI versus all other schools. This indicates the number of University Bursary/Entrance Scholarship candidates at each school in 1995 divided by the regular classroom Form 3 Roll at that school 4 years earlier in 1991. This indicator shows participation rates in national examinations for AIMHI and other schools. It was not possible to obtain separate listings for Pacific, Maori, and other students from the national data. 

Tables 4 and 5 show that AIMHI schools have a substantially lower participation rate compared with other schools. AIMHI participation rates in national exams at 7th Form level are slightly lower than other decile 1 schools.

Table 4

Table 5

The relationship between mean number of UB candidates and decile level is graphically illustrated in the following chart. This generally shows that the number of candidates increases at the higher decile levels.

3.4 
Analysis of key indicators: AIMHI compared with all other schools

The following analyses compare AIMHI Schools with all other schools on several selected variables. For the purposes of these analyses, an independent samples t-test has been conducted to measure the significance of differences. This approach is justified on the basis that, even though the AIMHI sample is small (N=8), the data proportions are relatively stable given the large number of students involved in the analysis. The t-values and levels of significance were adjusted by means of a test for equality of variances.

Table 6 indicates the proportion of all University Bursary/Entrance Scholarship papers sat at each school in 1995 that were graded either S (Scholarship pass), A or B. This indicator is only recorded for schools with 15 or more candidates sitting Bursary so as not to distort the comparison for small schools. The results show that other schools record a significantly higher proportion of papers graded B or higher compared with AIMHI Schools.  (Data from one school are not included because they did not have 15 candidates).

Table 6

Table 7 shows the proportion of all University Bursary/Entrance Scholarship papers sat at each school in 1995 that were graded C or higher. The results show that other schools record a significantly higher proportion of papers graded C or higher compared with AIMHI Schools. (Data from one school were unavailable).This indicator is only recorded for schools with 15 or more candidates sitting Bursary so as not to distort the comparison for small schools. The results show that the proportion of papers graded C or higher (passing grades) at other schools is more than twice that of AIMHI Schools.

Table 7

Table 8 indicates the ratio of general classroom students to general classroom teachers. The calculation of this ratio varies slightly by school type. The 1995 grading roll has been used as a measure of the general classroom roll. Foreign fee paying students and overseas students studying under MFAT scholarships are excluded. The results show that there are no significant differences between the two groups.

Table 8

Table 9 displays results concerning the number of University Bursary/ Entrance Scholarship candidates at each school in 1995 divided by the regular classroom Form 3 roll at that school four years earlier in 1991. There is a significant difference between the means for the two groups. Other schools have a significantly higher proportion of candidates that continue on from the 3rd Form to 7th Form level. (Data from one are not included because they did not have 15 candidates).

Table 9

Table 10 indicates the proportion of students leaving with a form 7 qualification defined as University Bursary (Scholarship pass, A or B Bursary), Entrance qualification from University Bursary, or Higher School Certificate. The results show a significantly greater proportion of qualified leavers from other schools compared with AIMHI Schools.

Table 10

Table 11 indicates the proportion of Maori students leaving with a form 7 qualification defined as University Bursary (Scholarship pass, A or B Bursary), Entrance qualification from University Bursary, or Higher School Certificate. The results show that other schools have a significantly greater proportion of Maori students leaving with a seventh Form qualification compared with AIMHI Schools.  (Data from one school were unavailable).

Table 11

Table 12 indicates the proportion of all students who have left school prior to year 12. This includes Maori and other students. The results indicate that other schools have a significantly lower proportion of students who leave compared with AIMHI Schools.

Table 12

Table 13 indicates the proportion of Maori students leaving prior to Year 12. The results show that AIMHI Schools tend to have higher proportions of Maori students leaving prior to Year 12. (Data from one school were unavailable).

Table 13

3.5 
Analysis of key indicators: AIMHI compared with other decile 1 schools

Table 14 compares the mean proportion of all University Bursary/Entrance Scholarship papers sat at each school in 1995 that were graded either S (Scholarship pass), A or B. This indicator is only recorded for schools with 15 or more candidates sitting Bursary so as not to distort the comparison for small schools. The results show that other decile 1 schools record a significantly higher proportion of papers graded B or higher compared with AIMHI Schools. (Data from one school were unavailable).

Table 14

Table 15 shows the proportion of all University Bursary/Entrance Scholarship papers sat at each school in 1995 that were graded C or higher. This indicator is only recorded for schools with 15 or more candidates sitting Bursary so as not to distort the comparison for small schools. The results show that other decile 1 schools recorded a significantly higher proportion of papers graded C or higher compared with AIMHI Schools. (Data from one school were unavailable).

Table 15

Table 16 indicates the ratio of general classroom students to general classroom teachers. The calculation of this ratio varies slightly by school type. The 1995 grading roll has been used as a measure of the general classroom roll. Foreign fee paying students and overseas students studying under MFAT scholarships are excluded. There are no significant differences between the two groups in terms of  class student/teacher ratios.

Table 16

Table 17 shows the number of University Bursary/Entrance Scholarship candidates in 1995 divided by the regular classroom Form 3 Roll at that school 4 years earlier in 1991. As can be seen, the mean for AIMHI participation rates in national examinations is lower than for other decile 1 schools although this is not statistically significant . It was not possible to obtain separate listings for Pacific, Maori, and other students from the national data.

Table 17

Table 18 displays the proportion of students leaving with a form 7 qualification defined as University Bursary (Scholarship pass, A or B Bursary), Entrance qualification from University Bursary, or Higher School Certificate. The results show that, although not statistically significant,  the proportion of students leaving with qualifications from AIMHI schools is slightly lower than the proportion from other decile 1 schools. 

Table 18

Table 19 indicates the proportion of Maori students leaving with a form 7 qualification defined as University Bursary (Scholarship pass, A or B Bursary), Entrance qualification from University Bursary, or Higher School Certificate. The results show that other decile 1 schools have nearly twice the proportion of Maori qualified leavers compared with AIMHI school leavers.
Table 19

Table 20 shows the mean proportion of all students who left school prior to year 12. The results indicate that AIMHI schools have a similar number of students leaving prior to Year 12 compared to other decile 1 schools.

Table 20

Table 21 displays the proportion of Maori students leaving prior to Year 12. The results show that AIMHI schools tend to have slightly higher proportions of Maori students leaving prior to year 12, although not statistically significant. (Data from one school were unavailable)
Table 21

3.6 
Achievement data for AIMHI schools

This section of the report presents data summaries on School Certificate and University Bursary results for AIMHI schools. The achievement data was analysed by comparing the number of graded papers at each level with the total number of papers and the number of candidates for each school. Separate analyses were carried out for Pacific, Maori and other students. These results are displayed in Tables 22-33.

Table 22

Table 23

Table 24

Table 25

Table 26

Table 27

Table 28

Table 29

Table 30

Table 31

Table 32

Table 33

3.7 
Achievement data: AIMHI compared with other decile levels

This section contains analyses of achievement data relating to School Certificate and University Bursary. The mean proportion of grades at AIMHI Schools is shown along with the mean proportion of grades at each decile level. The mean proportion for the entire population of schools is also shown. These data are presented separately for each student group--Pacific, Maori and Others. All schools were included in the analyses even though some had very small numbers of candidates. The inclusion of all schools should provide a stable and conservative analysis of the mean difference in proportions at each decile level. 

The following tables (34-39) display the School Certificate grade proportions for each group of students at each decile level.  A chart is presented below to show trends in the distribution of grade proportions.

Table 34

Table 35

Table 36

A summary of the previous distributions for each student group is presented in the following chart. This clearly shows a positive association between achievement and decile level for all groups of students, but especially for the group of students designated ‘other’. 

Table 37

Table 38

Table 39

The following chart shows the distribution of grades for Pacific, Maori, and Other students across decile levels. While achievement proportions for Pacific and Maori students are relatively higher here than in the previous chart, it is evident that they are at a lower level than the ‘other’ group.

Tables 40-45 display grade distributions for University Bursary papers. The distribution for each of the three groups is presented separately, followed by a chart that shows trends and provides a comparison of the distributions. It should be kept in mind that the actual number of Bursary candidates in some schools could be small. The number of schools for which data are available at each decile level is displayed in the tables. 

Table 40

Table 41

Table 42

A comparison of the three distributions across decile levels is provided in the following chart. Fluctuations in the Maori and Pacific groups may reflect the fact that there is a comparatively small number of candidates at each decile level. As can be seen,  there is a positive association between achievement and decile level for all three groups.

Table 43

Table 44

Table 45

The following chart compares the three distributions across decile levels. Again, fluctuations in the Maori and Pacific groups may reflect the fact that comparatively, there are small numbers of candidates at each decile level. It is apparent that a linear association exists between achievement and decile level. In other words, the higher the decile level, the higher the proportion of passing grades.

3.8 
School leaver data by school decile level
This section presents the mean proportion of students who left school at each decile level. It also shows the mean proportion of AIMHI students who left prior to year 12.

Table 46

The following chart displays the distribution of students who left prior to Year 12 across decile levels. Clearly, there is an inverse linear relationship between the proportion of students leaving and decile level. The higher the decile level, the lower the rate of students who leave. 

3.9 
Summary

There are several clear trends in the quantitative data. These are as follows:

· Relatively few students from AIMHI schools leave with a Form 7 qualification. 

· A substantial proportion of AIMHI students leave school prior to year 12. The results indicate that AIMHI schools have almost twice as many students leaving prior to year 12 compared with other school deciles.

· The proportion of students leaving with qualifications from other schools (including decile 1) is more than 3 times greater than AIMHI Schools.

· AIMHI schools have a significantly lower participation rate in national examinations compared with other schools. 

· AIMHI participation rates in national exams at 7th Form level are slightly lower than for other decile 1 schools.

· The number of candidates for national exams is associated with decile level--i.e. the higher the level, the greater the number of candidates.

· Compared with students in decile 2-10 schools, significantly fewer students at AIMHI Schools are passing national examinations, particularly at higher levels.

· The AIMHI schools classroom/teacher student ratio is not significantly different from other schools.

· The results show that other school deciles have nearly four times the proportion of Maori qualified leavers compared with AIMHI Maori school leavers.

· Achievement proportions for Pacific and Maori students are relatively greater at higher decile levels. The higher the decile, the relatively greater the proportion of passing grades.

· There is an inverse association between the proportion of students leaving and decile levels. The higher the decile level, the lower the rate of students who leave. 

It needs to be remembered that these data do not include achievements in a wide range of other areas and courses.

Increasing school achievement is a complex process that involves giving attention to several factors within educational, social and administrative domains. The quantitative analyses presented here should provide a framework for understanding important trends and associations between factors as well as a baseline for measuring future interventions. The quantitative analysis together with the extensive qualitative information presented in this report will enable a greater understanding of what needs to be done in order to create better conditions for the learning of these students. 
Chapter Four: Achievement

4.1 
Introduction
This chapter comments on the ways in which achievement is officially measured by the Ministry of Education, how achievement is perceived by the parents of the AIMHI school students, and how the AIMHI schools and many of their students struggle to fit into this system.  The significant barriers that many students and consequently the schools and classroom teachers have to overcome in order for students to achieve are outlined.  It discusses how schools are consciously broadening their methods of assessment, their concept of what counts as valid achievement and how the new Qualifications Framework is helping this process.  A summary is provided of the many and varied ways in which students are rewarded and the difficulties schools experience in dealing with student attitudes towards receiving awards and acknowledging top achievers, particularly the students their peers call “scholars”.
4.2 
Defining achievement

The data collected by the Ministry of Education to measure the achievement of secondary schools both individually and collectively, is reflected in the previous chapter.  The retention of students at school and the results of external examinations, namely School Certificate and Bursary, have historically been the key measures used to provide nation-wide, norm-referenced data.  These results have defined the way in which the effectiveness of any secondary school has been judged, particularly by the public, and have also been the defining measures of individual student success.

Until very recently, the results achieved by individual students were listed in local and national newspapers and schools were directly compared.  League tables were published ranking schools from top to bottom in relation to the number of passes, and in the case of Bursary results, the number at each grade.  These tables, usually published with raw scores and not percentages, which at least would have allowed for differences in the number of students from each school who sat the exams, were used by the media and by parents and communities to judge and rank schools.  It was the main information used by parents to develop a “pecking order” or preference  of schools.

League tables had a huge impact on our school.  They branded us as losers.  (Teacher)

Even though these results are no longer published in this way, the mind set remains.  Public perception ensures that external examination results remain as the high- stakes measure of achievement.  At this point in time, there is nothing else to put in its place. Many parents have been through the same system, it is something they feel they understand and rightly or wrongly, these exams are seen as symbols of academic rigour.  The Ministry needs to continue to promote, support and give public recognition to other ways of measuring achievement, and to other areas of achievement, until these are perceived to have equal status.  Assessment is a complex discipline and difficult for parents to understand.  Parents whose children are succeeding under the current system (i.e. those in high socio economic schools) have no reason to want changes.

More recently, Education Review Office assurance and effectiveness reviews have provided another measure of evaluating schools and, while they comment on a school’s achievements in terms of programmes and strategies, when they discuss student achievement, the schools feel that what counts are the figures and statistics they can supply.  Typically, the data schools collect on achievement are standardised and norm-referenced tests - School Certificate, Bursary and Progressive Achievement Tests (PATs) in Reading and Maths (as well as diagnostic tests for specific purposes).

The data clearly show that gaining qualifications is very important to the students, parents and teachers, of the AIMHI schools and, because external examinations are the only way they can currently do this, passing School Certificate, 6th Form Certificate and Bursary are no less important than they are at any other school.  While the students have these pressures, there are a number of things working actively against them.  As will be explained fully in later chapters
, some of these variables are external to, and beyond the control and influence of, schools and the students.  They have more to do with government policies, their families, cultures, churches and communities.  The students want qualifications and their teachers want them to pass, but norm-referenced assessment of academic subjects through written ranking examinations, seriously disadvantages most of these students.  The validity of the use of PATs with language deficient students is suspect.

Currently schools are actively looking at other areas in which students are already achieving and are developing others they know will best advantage their students, in order for them to experience success and achieve qualifications.  The schools are just beginning to identify, trial and implement valid ways of assessing these achievements so they will be recognised by the education system, parents and employers.  Unit standards are helping considerably in this regard
.  Definitions of achievement need to be broad and recognition and credibility given to them.

4.3 
Other measures of achievement

Practical, performance-based subjects
The students at these schools do better in the practical, performance based subjects than in subjects with an academic bias that rely on written English skills and expertise.  While the students are still reliant on good teaching and sound programme delivery, their achievements and exam results in these subjects  - Sport and Physical Education, Art, Music, Drama, Dance, Oral English eg speech-making, Graphics, Home Economics, Workshop Technology - are higher than those in other areas.

History, Geography, Maths and Science are word centred and this creates a barrier for the students.  We’re doing them justice by encouraging them to do Graphics and Woodwork.  Many of them do well in Computer studies - word processing and programme development - which shows they are capable of quite abstract thought and not less intelligent.  They shine in subjects that are independent of English. (Teacher)

The kids excel at sport, there are hardly any kids who aren’t good at it.  They have a natural ability and they love getting involved in it.  They get instant results and instant satisfaction.  Many of them are involved with their families, especially through the church and outside of church.  Often the only clubs or after-school activities they are involved in are associated with sport.  Unfortunately, sport isn’t going to give them all a job but it’s one way we can recognise achievement. (Teacher)

We have a very strong Art Department and our marks are some of the highest in the country.  (Senior Management)

Cultural activities

In the area of Performing Arts, many students demonstrate considerable skill and talent.  Some of these activities are culturally based.  It is also an opportunity for the senior students in particular to develop their leadership skills.  Almost all of the cultural activity takes place in Term 1 when they are preparing for the Auckland Cultural Festival and is not continued throughout the year.  

They take a lot of pride in performing well in their culture groups and are fiercely competitive.  It’s often the only time we see their parents in the school.  (Teacher)

They have a lot of talent in performing in cultural activities.  They put in hours of practice.  Because it’s a cooperative thing, they all get into it.  The whole group would feel “shame” if someone let the side down.  There’s powerful group pressure at work.  (Teacher)

One way I measure achievement is whether I’m making my mark as a Maori.  For me, it’s important to be successful in things Maori.  (Senior student)

Behaviour and attitudes

Many teachers talked about the difficulty in documenting some of the big improvements students show in a range of areas related to behaviour and attitudes.  For a number of students, getting to school, staying at school, showing up for class on time, doing homework and working through each class is a major accomplishment.  The teachers believe that for these students, it represents an achievement that deserves full recognition and should be recorded in a way that will be useful for the student.

Getting to school and staying at school is an achievement.  So is seeing it through to the 7th form without getting pregnant, dropping out or getting kicked out.  (Students)

These kids won’t end up as doctors and lawyers but good behaviour and attendance might get them a job, at least a start.  We need to make more of the little things that represent achievement.  (Teacher)

Kids don’t get School Certificate for turning around their attitudes and behaviour but they should get something, something that counts.  (Teacher)

Social skills and citizenship

Data from teachers suggest that a number of these students have highly developed social skills.  They are not only referring to the students who take on a leadership role in the school but also those who carry out major responsibilities in their families.  The latter in particular may or may not be known by the school and the students will probably not acknowledge it as an area in which they are achieving.

We have many fine young people here who are great citizens.  We need to define a formula for developing and acknowledging that citizenship.  (Teacher)

We should be using measures other than School C to measure what these kids are achieving. - their survival skills, supporting a family on their own, getting their brothers and sisters off to school before they even begin their day, controlling the pressures they are under.  Some of these kids have remarkable social skills.  (Teacher)
Qualifications other than SC, 6th Form Certificate and Bursary
All the schools provide the students with opportunities to achieve official qualifications in a range of subjects outside of the national examination system.  Typically these are in Maths, English and Science and are usually an outcome of an alternative course geared towards these qualifications.  While they do not have the status of the external exams they are another way of acknowledging hard work and achievement.

The Certificates give them something to show for what they’ve done.  They get praise and recognition from their peers, parents and their teachers.  They get that all important bit of paper.  (Teacher)

Unit standards are an example of another way of measuring achievement and gaining qualifications and are commented on later in the chapter
.

The researchers were not given figures by all of the schools or by the Ministry of Education of qualifications achieved in these ways.

Getting a job

Many students measure their long-term success and those of their peers by their ability to get a job.  Some teachers also referred to this as an example of the school’s effectiveness.  Given the difficulty of the task and resources of the schools, it isn’t surprising that none of the them keeps a record of what happens to the students when they leave school.  However, the data suggest that this is an important way in which to measure the worth of what schools do for students and of the achievements of the students.

The proportion of students to get qualifications like School C and Bursary will not increase.  We have a problem with expectations that the school can’t possibly meet.  We are measured against schools that select their students.  They only measure us for educational qualifications, they don’t value us for getting jobs.  We get jobs later and that is not valued or acknowledged.  (Trustee)
It’s important to get a job - and to keep it!  It’s the only way to have a good future - and money.  Some jobs are better than others but any job is better than none.  If our grades are better, we’ll get a better job.  (Students)

Ipsative assessment

A number of teachers talked about the need for the schools to put in place Ipsative assessment practices where a student’s progress and their  achievements are measured by comparing a performance against a previous performance.  None of the schools maintains a process that monitors a student’s progress over time so that comparisons can be made from one year to the next.  One school has instituted Records of Achievement for each student which is working towards this outcome.  Given that a number of these students will not pass external examinations, this form of assessment would be another way to measure the school’s effectiveness and the progress of their students.

Even if a student hasn’t passed School C they will know a lot more than they did at the beginning and that’s important.  We can’t prove it in an exam but I know they know because they write about it in essays.  (Teacher)

We can document progress.  Our kids come with less and they finish with less, but they do have value added.  (Teacher)

We need to keep track of the big picture while they’re with us - grades, commendations, being a prefect, attendance, sporting achievements, part-time jobs they have, feedback from teachers.  Just relying on exam results doesn’t do them justice.  (Teacher)
4.4 
Teacher and student perceptions and expectations

There are conflicting data about the expectations of teachers.  Between schools and within schools, what is expected of the students is perceived differently by different teachers.  There is no consensus about what the expectations should be.  A few said that other teachers’ expectations are too high.

We have endless staff discussions about it but never come to any conclusion.  Some staff say we should be setting higher standards and others say we have to take them from where they’re at, that they’re doing well given their background.  (Teacher)
Quite a number of teachers  described their colleagues’ expectations as too low.  The perception is that these teachers accept lower standards, particularly achievement standards, because they are teaching in South Auckland and issues related to culture, English as a second language and language difficulties, and their socioeconomic status must be taken into consideration.  The data show that these issues, and especially those related to poverty have an enormous impact on the students’ learning needs and their teachable state.  Many of these students come to school tired, hungry and with health problems that make it difficult for them to learn.  Some of the problems they bring to school are beyond the brief and the control of the schools.  Most teachers have a very accurate view of the circumstances of their students but many teachers are unsure what concessions they should make and where to draw the line.  Some teachers are perceived by other teachers to have lost sight of what should be expected.

There is a subtle climate of reduced expectations on the part of the teachers.  They don’t expect enough because they believe it would be unfair to expect any more - this is South Auckland, things are hard, don’t expect too much.  (Teacher)

Its too comfortable to think it’s the kids’ fault.  They say the kids are dumb or that they’re OK, it’s the kids”.  (Teacher)

Measuring achievement is very difficult.  I’m sick of hearing teachers say they can’t do this or that.  We should be teaching up not down.  (Teacher)

Lots of teachers have no idea of School Certificate and Bursary standards, especially School C.  They have low expectations of the kids so the kids respond accordingly.  After school coaching helps, the marks go up by 5 to 10.  I’ve seen it happen.  (Teacher)

We need to lift expectations - the kids’ expectations of the staff, and the staff’s expectations of the kids.  Too many of us say, “Oh well, you don’t know our kids.”  (Teacher)

I expect them to work at a fifth-form level.  You have to lock the kids into the expectation that they can make it.  I hope other teachers do but I don’t know.  The expectations of some of them are not stringent.  I’m often appalled by pieces of work that are shown off.  They’re at about a standard 3 level.  (Teacher)

We need to change the attitudes of some of the teachers.  They let their expectations drop.  We’re not good at goal setting, we simply accept our position at the bottom of the heap.  What we need to do is set realistic targets.  (Teacher)

Some students also commented on the low expectations of some of the teachers and feel resentful and hurt when teachers’ attitudes and frustrations result in patronising and derogatory comments.

Teachers say other schools are better, that palagi kids are better.  They have no confidence in us.  (Teacher)

Some teachers say we are dumb, that we want to pass School C but act like 12-year-olds.  (Student)

There’s an attitude problem at our school.  Teachers say we are just wasting our parents’ money being here.  That we won’t do any good anyway.  (Student)
Teachers must push achievement with the students.  They aren’t good at showing that.  What we get are the negative attitudes when they get frustrated.  (Student)
Moderation processes are applied to internal assessments for 6th Form Certificate, internal exams for other year levels and student work in some subjects and departments.  However, in general, there is no coordinated and systematic moderation of students’ work or exemplars of student work available to teachers that would assist in establishing a common set of expectations across year levels in each subject
.  In the researchers’ experience of working in the area of assessment for the last four years, the AIMHI schools are no different in this regard from almost all other secondary schools but these processes could assist in resolving differences in what should be expected of students and give confidence to those who are unsure what should be expected.

Many teachers experience high levels of anxiety and frustration when they put in a lot of time and effort for what they perceive as little reward, particularly when they are using external exam results as a measure.  Some said their students have the potential but they just don’t pass.  Some teachers are also frustrated by students who work extremely hard and then don’t pass.

When I first arrived, I measured my teaching by the number of School C passes.  Now I have two groups in the class - those that want to go for School C and those that just want to do (the subject).  But there will still be those that fail and it’s so demoralising.  We’re better off than some of the other subjects because we get a 40% pass rate, some of the others only get 12 to 15%.  (Teacher)

It’s heartbreaking.  I’m putting a lot into it and the results just do not reflect the potential of the students.  (Teacher)

Each student has an achievement file in my class so I keep a careful record of what they are doing.  60% have the potential but only 20%  pass.  (Teacher)

We got the message at the beginning of the year (from Senior Management) that the kids hadn’t done as well as they’d hoped in some areas and we were told that from now on we would be doing this or that to try and bring the pass rate up.  I’d slogged my guts out for those fifth-form kids and when I looked at the marks only 2 out of the 27 had passed.  (Teacher)

It’s a problem for the teachers.  They see a student with 26% and can feel great satisfaction when they think of the starting point for that student.  But it’s a private satisfaction only.  There’s no external recognition for it even within the school for the teacher or the student.  It doesn’t show up in the national statistics and it won’t feature in an ERO report.  So it’s really hard for teachers  - and the kids - to discern success.  (Teacher)

There’s nothing worse than having a hard working kid who can’t pass.  (Teacher)

When morale is low amongst staff, these frustrations and anxieties can easily lead to cynicism.  While the following comment made by a teacher in response to a colleague at a staff briefing was intended as a “throw away”, the message it conveyed was clear.

Maybe exams should be delayed a week.

But that’s the holidays (A response from another teacher).

That’s what I mean, the results will be better!

The effects of a 50% pass/fail external examination system are devastating on the self-esteem of a large number of students at the AIMHI schools, and reinforce the spiral of failure that many are experiencing, some even before they get to secondary school.  It also has a demoralising affect on the professional esteem of many teachers.

There were very few students in any of the groups who, when asked what they hoped to achieve, were unable to give an answer, who had no expectations or said they wanted to go on the dole.  Most of the students mentioned one or other of the following - 

· passing School Certificate

· getting a qualification

· getting a job

· getting a good job

· going to university

· making money

· joining a top sports team

· getting onto a course

A few students mentioned - 

· giving something back to my family

· getting out of Mangere/Otara

· travelling

· giving something back to society

These were expressed as hopes for what they want to achieve.

As one student said - 

The opposite to success is Social Welfare.  Some think they’ll end up there even if they don’t want to.  Most of their families are on the dole,  Maori go on the dole, Mangere people go on the dole, it’s the South Auckland image.  (Student)

4.5 
Barriers to achievement
The perception of the teachers is that many of the students have low expectations of what they can achieve.  The data above suggest that most do have hopes and they do want to achieve.  The challenge for all the other stakeholders - the Ministry, parents, and the schools - is finding ways to turn those hopes into expectations and finding ways to do this in spite of their circumstances or by improving their circumstances.

They want to get that piece of paper but getting them to attempt an outside exam, getting them to stick out the year is really difficult.  They’ll say it’s too hard or their mum doesn’t care.  Some of them have such low expectations.  (Teacher)

There was an acknowledgment of the difficult home circumstances of many of the students where the effects of poverty and/or dysfunction impact on the students on a daily basis.  Many of the parents and other family members have low-paying jobs or are unemployed and, while many of the students said their parents want them to do better than they did, the reality is they do not have the context or the models or the information they need to do so.

Many of the parents are unemployed and have no chance of getting employment.  The families are in cycle of failure.  It’s too late to work with the parents.  What we have to do is break the cycle with the kids.  At (another school), we worked intensively with the senior girls to get them to university.  They became role models for the others.  (Teacher)

Examples of the families of students who do achieve were described in ways similar to the following quotes.

Those who achieve have parents who accept the need to balance school, church and family.  They have stable home backgrounds, private space and family support.  (Pacific teacher)

When I sat School Cert, I had to take myself away from the family to study.  It’s a total change in mind set.  In church you never work on your own, but in school you have to sit exams alone so you have to study alone.  My parents made the decision for me, that I would achieve.  It was a conscious decision. (Pacific teacher)

In the experience of a number of teachers, many of these students mature later than their counterparts in other schools in relation to things like work and study habits.

At the (school) reunion it was amazing how many kids had done so well after they had left school.  (Teacher)

Some people think our kids are different.  I don’t think they are.  They can achieve but it’s often later on after they’ve left school.  It just takes time for the language to work and for them to get a taste of the outside world.  (Teacher)
The data suggest that this is linked to the fact that tests and feedback from teachers confirm that many students start their secondary school years up to 2 to 3 years behind in language and numeracy skills compared with similar cohorts in other schools
.  While this does not apply to all students, many begin in year 9 without the basic skills to cope with the year 9 curriculum and have learning needs that require special classes and programmes and at the very least, programme modifications
.

Other teachers referred to not having sufficient students in their classes that model high levels of achievement and good study skills.

One third of the class has good habits and study skills.  They are generally the more able students, the ones what will sit Scholarship and Bursary exams.  The critical mass works the other way - most are not in that category.  There aren’t enough. (Teacher) 
Some students have difficulty thinking in the long term.  They have difficulty setting goals for the future and tend to focus on the short-term.  For some, just getting through the day is an achievement.

Many could set their sights higher but they just don’t feel good enough.  They can’t see the long-term.  All they can think about are the financial constraints and the 3 or 4 years of study.  Even their parents don’t realise they can do it.  These kids can achieve - five went to Engineering School last year.  (Teacher)

Many of the students were described as lacking in confidence and self-esteem in their school work.

It’s a confidence issue for some students.  It takes a huge effort to get the kids to believe they can do well.  (Teacher)

You wonder why some of the good kids don’t achieve.  They seem to run away from problems rather than front up to them.  It’s like they’re afraid to fail.  (Teacher)

The students are also afraid of ridicule and put downs if they excel or stand out in any way.  This can apply to giving a correct answer in class or to achieving an award and doing well in exams.  Some teachers said that they do look up to those that achieve but use the put downs as a way of making themselves feel better.

They look up to kids who achieve but there’s a heavy “pack” mentality.  They’ll use put downs if the kids are different in any way or if they want to feel OK about their poor marks or the fact they haven’t worked hard.  (Pacific teacher)

You feel really afraid to stand out at school.  But my parents want me to achieve, so there’s a real conflict there. If you get an answer right some of the other students put you down.  It’s really sad because deep down it does hurt.  You’re happy inside but nobody else is sharing that joy.  Maybe it’s jealousy.  Maybe it’s just joking, but not always.  It doesn’t feel like it’s joking.  (Senior student)
Sometimes teachers were at a loss to explain why the students didn’t appear to feel proud about what they had achieved.

Sometimes it’s really hard to get a measure on what they applaud and value.  We praise progress but there’s little evidence of them caring about it.  I judged the 4th form speech contest the other day.  I’ve judged hundreds of school speech competitions in my time and the quality was as good as it is anywhere.  Even compared with the schools that have the reputations which by the way, always look better printed than read.  A couple had notes but they really spoke from the heart, they were very convincing.  I spoke later to the kids who had done so well but they didn’t seem to care and when we presented the certificates they didn’t seem to value them highly.  (Senior Management)
4.6 
Year 9 assessment

All of the schools collect data from their contributing primary, intermediate and middle schools.  While schools acknowledge that much of the information passed on is very valuable it is often not in a form that is useable in a system where individual teachers take responsibility for individual subjects.  Some schools ask for additional information recorded on an individual sheet for each student.  Most of the information passed on is used for placement purposes only and for recording and acting on information about special learning needs, health issues, behavioural difficulties or any special family circumstances.  Information is also gathered from the students and their parents or guardians at the time of enrolment.  The teachers reported that they do not get a lot of information, if any, about the students before they meet them in their classrooms.  This not only applies to year 9 students but also to students in other year levels.  While in the smaller schools many of the students are known by all the teachers, this is not the case in the bigger schools.  The needs of the students are identified by the teachers over the first few weeks of school by special tests designed by a department and/or tests designed by individual teachers and/or by assessing students’ work.

We give all the third formers an English test  but mostly we learn about the students from having them in our classes.  It can often take a few weeks.  (Teacher)

All schools use at least one of the Progressive Achievement Test (PATs) to assess the students ability in Reading and occasionally in Maths.  In the past, some of the AIMHI schools stopped conducting PATs because, in their view, the contexts of the tests were inappropriate for the students and were therefore not an accurate measure of what the students could do.  

Because the tests cannot be held until March, the data often came too late to be useful for placement and initial understandings.  The tests have been resumed because the results were needed when applying for contestable funding and because, despite their shortcomings, they are the only New Zealand designed norm-referenced tests available at this level and at low cost.  Because there is also an associated link between PAT results and School Certificate results, they also provided the schools with some justification for their low pass rates that would be accepted by ERO.  Nonetheless, their misgivings about using the tests remain.

The results are not always accurate.  With a running record or a Prose Inventory you get much more reliable and useful information.  One of the reasons they (PATs) don’t work is that it’s an exam-like atmosphere.  Because of peer pressure they don’t want to be seen to be trying so they fill it out quickly and go A, B, C, D - I’ve watched them.  Most of the examples are outside their experiences, they’re not real for them.  Even when they refer to Maori, they’re not real situations for these kids.  (Teacher)

The PAT data goes to the English teachers and we use them for placement.  But they’re not much use because of their (students) language problems.  It shows up in the placements.  Some with poor marks do quite well in class.  There are also problems in administering the tests.  (Teacher)

The PATs tell me nothing except the real bottom end.  They’re an indicator, not the be all and end all.  (Teacher)

Data gathered by the schools indicate that when students enter the schools in year 9 they can be up to two or three years behind in their language and/or numeracy skills.  For a range of reasons, often beyond the control of schools and the students, students do not have the skills in English and Maths that enable them to easily manage a year 9 curriculum.  While this does not apply to all students and some are achieving at or above year 9 levels, the data indicate that these students are in the minority.  While this creates enormous difficulties for schools in their organisation and planning of classroom programmes it also has implications for the ways in which the achievements of the schools, the teachers and individual students are measured.  It is unfair in these circumstances to measure their performances against schools where the majority of students would be achieving at or above year 9 levels at entry to school.

The challenge is that their levels on entering the school are much lower, they are often down 2 to 3 years when they arrive.  It is related to poverty and to language barriers.  What we need to do is give them more of the basics pitched at a form 1 or 2 level.  (Teachers)
In the interviews some teachers identified the need for a full and diagnostic assessment of their third form intake.  In subsequent meetings with all the schools, at which the researchers were present, this has been further reinforced.  There is an urgent need for these schools to have access to  a properly funded and resourced entry level test across core subject areas to assist with placement, identifying special needs, to assist teachers with the planning and delivery of teaching and learning programmes and to use as a benchmark to measure progress over their time at the school.  Senior Management teams were impressed with the New South Wales tests and the marking and diagnostic information provided within such a short timeframe.  There is a real need for their schools to have access to a programme similar to this, with contexts appropriate for their students.

Schools are experiencing great difficulty in assessing students for whom English is a second language and in getting accurate assessments of a student’s ability in their own language.  

It’s hard to tell with new arrivals, they may only have a language problem, but we are just guessing.  (Teacher)

We enrolled an Asian student who is now in CYPS care.  They have a (Asian) speaker working with her/him.  They say s/he’s not work experience material but we are sure s/he is.  There was also a young (Pacific) student who was a behaviour problem that we had difficulty assessing correctly.  S/he’s finally ended up in the Work-Experience Unit but we went through a lot of unnecessary hassle to get that far.  (Teacher)

4.7 
QUALIFICATIONS FRAMEWORK AND UNIT STANDARDS

Teachers were very critical of the external examination system and the ways in which it penalises the students that attend the AIMHI schools.

The kids don’t think they’re successful because they sit the exams and don’t pass.  But the exams aren’t geared for these students.  The structure, the vocabulary and the whole emphasis of the language they use isn’t geared to these kids.  (Teacher)

School C is a huge stumbling block.  So few pass and even if they do it’s only a stepping stone..  If they stumble and fail, they’re in trouble.  If they get it and see it as the end point, they’re in trouble.  (Teacher)

There is no room for personal improvement in our current system.  For instance the 6th Form Certificate grades are determined by their School C grades.  This disadvantages and constricts our kids.  The new Framework will help because it will recognise individual achievements and allow for their later development.  (Teacher)

Why can’t they be made to succeed in the system?  They don’t need pass/fail exams.  They need qualifications that focus on what they can do rather than what they can’t.  (Teacher)

What have they got to show for their time at school if they don’t get School C or 6th Form Certificate?  They often leave without anything to show for their hard work.  Its such a terrible waste of human resources.  (Teacher)

School C excludes 50% of the students who sit.  It’s a gatekeeping strategy and is never an honest measure of what kids can achieve.  It’s an indicator of privilege.  (Senior Management)

Even if we double our School C pass rates, we will still be failing 50%.  Where is the justice in that?  (Senior Management)
Overall, the schools were positive about the potential of unit standards to deliver a more valid and fair qualifications structure for their students.  Teachers gave a number of reasons why they are optimistic about the possibilities they offer.

· The objectives are specific

The new assessments are ideal.  You can reward the students for their strengths and abilities.  There are clear outcomes and short timeframes.  (Teacher)

· Students are not penalised by a heavy emphasis on language

We have 5 unit standards in place now for Home Economics and it is a much improved and fairer process for our students.  They’re still doing written work but its more geared to their practical work, it’s relevant.  I got so frustrated with the School C course.  No matter how hard I tried, it was still an English paper.  Anyone who could read it could pass - that’s wrong.  They should be asked to demonstrate that they can put what they know into practice - its a practical subject.  (Teacher) 

· The system is flexible

There’s a work-experience component for some of the students.  Lots of our kids work part-time in shops so we can get their employer to assess some areas like their ability to  use a till.  (Teacher)

We enrolled some of our students in an Open Polytech course to get 5 credits.  (Teacher)

· Students can work on units that are relevant to their life experiences

We are working on Project K with some of our “at-risk” kids.  They are accredited to run all the outdoor recreation unit standards.  The kids will now get 20 or 30 credits per year for that work.  I used to think it (outdoor recreation) was a waste of time but I’ve changed my mind.  I know it’s the answer for these kids.  (Teacher)

We have 8 unit standards operating in Transition this year. It’s a way of giving them credit for things they find useful and relevant.  And the kids know it will help them get a job.  (Teacher)

For some of the kids some of the units are so much more relevant.  So what if they can’t write a Shakespeare essay? (Teacher)

· Students get immediate rewards and so are more willing to try to achieve them.  It is easier for them to set goals and establish a clear direction.

The units of work are smaller, and right from the beginning the objectives are clear and they  know what they have to do.  It avoids that whole year’s work hinging on three hours and a single mark.  In fact the less able are performing better than the more able.  Some of the bright kids thought it would be easy, that they’d blaze through it.  That wasn’t the case but they’re coming around. (Teacher)
In principle, they are fantastic for our kids.  They can see if you do this, you get that.  They respond to success.  (Teacher)

Unit standards are a real boost to the kids.  They understand the Framework and know that they are building blocks.  They understand they can transfer them. (Teacher)

Unit standards are good.  It lets you show what you can do. It allows you to be good at some things and not have to be good at everything.  (Students)

· The reassessment process is positive as it prevents students not attempting exams for fear of failing.

Only 6 out of 18 got the full unit standard the first time round but, because they now know what is expected, I know they’ll try harder and will get through.  They will be more focused.  It’s so much better than doing the work now and being tested in October.  (Teacher)

The “resit” schedule helps the kids to achieve some success.  In one of the unit standards, one of the “bad” kids gave the others a lecture about working hard for the resitting.  (Teacher)

Getting a second chance straight away is good.  (Student)
· It allows the students to get qualifications and to get a bit of paper
Last year some kids got 60 or 70 credits through STAR courses.  They were amazed to learn they had achieved national qualifications.  They get the NZQA printout and the kudos that goes with that.  (Teacher)

I would like to see a more academic side to our kids as well as courses that will reward them with a certificate.  Unit standards will help in this way.  (Teacher)

Even though teachers were generally positive about unit standards, a number of concerns were expressed.  Some are concerned that unit standards will become the poor kids qualification particularly if a dual system comes into operation.  At this point in time, the schools are continuing offering both systems of qualifications but are looking forward to some clear direction being offered.

At the moment it’s not clear where the Framework is heading.  There are too many loose ends.  Right now it’s a mixture of credits that may or may not add up to anything.  (Teacher)

Feedback from teachers and students makes it apparent that parents are still unclear about unit standards even though some schools have distributed information about the new system.  At this point in time, parents still want their children to pass School Certificate.  Some teachers fear that they will not value unit standards.

They see exams as the traditional qualification and may not see unit standards as being as good.  (Teacher)

Many teachers feel overwhelmed by the workload involved in getting unit standards in place in their departments.  Many are finding that they are still having to rewrite some unit standards to make them appropriate for their students.

The paperwork is horrendous.  They will help the kids a lot but setting them up is very time-consuming.  (Teacher)

I was worried for our kids because they were paragraph-type questions and I knew some of them wouldn’t cope with that.  I reset it out in boxes.  Half of them did really well but it relied on my restructuring.  (Teacher)

The setting-up also places an additional financial burden on schools for which they are not compensated.  These are “hidden costs”.

The cost of complying with unit standards is out of people’s imagination - buying the computer disk with the Framework on it; printing, photocopying and typing costs; data keeping; attending moderation meetings that are called by NZQA and which are not voluntary; plus all the additional PD time.  (Head of Department)

4.8 
Rewarding achievement

Teachers from some of the schools talked about the need to create a climate of achievement in the school. Examples were given of establishing and nurturing traditions; capitalising on whole-school events like school assemblies, organising special competitions or ceremonies and prizegivings; actively promoting achievement in the classrooms;  acknowledging excellence; and encouraging students to accept and acknowledge both team and individual excellence.

At the academic evening at the beginning of the year we acknowledge the achievements of the year before.  We also have a big end-of-year prizegiving where they get books, money and equipment through community sponsorship.  The best academic House is acknowledged.  There is lots of encouragement and lots of traditions.  These are what keeps the school going.  (Teacher)

We make sure that we heavily publicise any achievements at assembly in the staffroom, in newsletters and, if we can, in the local newspaper.  (Teacher)

We hold a special sports awards dinner at the end of the year.  It’s a big occasion that we hold in the local rugby club.  (Teacher)

When I first came here, the kids would not win, sometimes they wouldn’t even participate.  For instance, the junior basketball team didn’t show up for the finals!  Over the last two years we’ve encouraged the kids to feel proud of what they are.  The Hillary Commission Fair Play programme has helped too.  Now the kids encourage each other no matter how well they do.  (Teacher)

There’s a line of thinking that we (the teachers) have to make everyone feel good.  But that’s not good for the top students.  There need to be incentives.  The whole top line is missing.  We assume our kids don’t need that. (Teacher)

It’s critical that we focus on the elite, and it’s a real image thing.  The choir have a special uniform and wear a badge on their school uniform.  It often happens for sport and we need to do it for other things as well.  (Teacher)

Schools that actively encourage parents to attend any occasions when students are being rewarded say it adds a positive dimension to the event and raises the status of the rewards with students.

We have a Celebration Evening for students who have done well in the previous year.  The achievers get special invitations and their parents attend.  It’s a very happy occasion and very successful.  They enjoy getting rewards with their parents.  When they’re with their parents it’s a different story.  Everything we do to have positive relationships with the community is important.  (Teachers)

There were some instances where teachers said their schools needed to do more to acknowledge achievement.

People have talked a lot about recognition but we haven’t done a lot.  (Teacher)

The whanau/houses don’t have specific awards or a brief to acknowledge achievement.  Mention is made in weekly assemblies and some certificates are sometimes given out and that’s about it.  (Teacher)

A number of students talked about how difficult it is to get noticed and rewarded by the school or by teachers.  This is particularly so for the students who don’t stand out in any way.

It’s hard to improve and you have to improve big time before the teachers notice. (Junior student)

The teachers give out certificates of merit but you have to be known to get there.  You can predict who will get them.  (Student)

Mr and Mrs Average don’t know what there is to aim for.  (Student)
We won the under-15’s rugby award.  They said it at assembly but it didn’t seem much.  We didn’t get a trophy.  The 1st XV got new jerseys, we just got hand-downs.  (Students)

Almost all the schools have a system of rewards that can be given out by teachers.  For instance, one school has commendation stickers that add up to a certificate that is presented in assembly.  Another school has a series of slips that add up to a small prize.  These can be accumulated for a bigger prize.  These systems appear to work best with juniors, when all teachers give them out, when teachers are consistent in giving them out and don’t favour some students over others (eg ignoring the ones who always work well) and when the students perceive the rewards to be worthwhile (eg a tuckshop voucher or free time is valued more than a pencil).  Most schools have school merit certificates which are given out for a range of efforts, achievements and responsibilities.  One school posts a letter home when students receive an award.  A number of the schools record achievements in school newsletters and school magazines.
Some departments and whanau/houses have set up their own reward systems as have a number of individual teachers across the eight schools.  Lollies, stickers, free time, extra time on the computers and Macdonald’s vouchers are all examples of rewards used successfully in these instances.  One department gives out course completion certificates for their option courses.

Our (department) options are often full.  We give them course completion certificates and attendance is part of that.  I showed them to them in the first lesson as an incentive.  They do value certificates.  (Teacher)
Some students said the best reward was getting positive feedback and encouragement from teachers.
It was acknowledged by both students and teachers, that in some schools it is more acceptable to receive a sports award than an academic reward.  Sporting achievements are acknowledged more often and more publicly and the students have more role models to look up to.

At every weekly assembly we have sports announcements and results are announced.  So every week it’s reinforced in front of the whole school.  Academic excellence isn’t rewarded in quite the same way.(Teacher)

Teachers and students frequently mentioned that many students do not like to receive rewards, awards or even praise in front of others.  They gave a number of reasons for this that are reflected in the quotes that follow.

It is good to go up in assembly but pushing over kids is not cool.  No one wants to go first.  Everyone is looking at you and rating you. Some other kids will call you a scholar.  You feel “shame”.  (Students)

They care about how you reward them  You get really negative vibes if you pick out individuals for praise in the classroom, or berate them.  The class want to stand up as equals.  (Teacher)

They like the rewards but they don’t want you to publicise it.  It isn’t cool to go up in front of your friends.  They want it (the reward) but they’ll be teased by others in the class.  (Teacher)
Some teachers said they need to be trained in responding to rewards.

We fail to educate the students about getting rewards.  It’s a teacher responsibility.  We haven’t taught them how to behave.  At the Sports prizegiving we ran two practices about how to behave and how to relate to achievement.  It took time but it was worth it.  They need to be told and told often.  (Teacher)

Luckily, lots of the top kids are strong in personality but, even so, when their name is  put down for something they say they don’t want us to tell their friends.  They like rewards, but done quietly.  You can humiliate them so easily.  With the Cassio competition they asked early on if they had to go up on stage.  Even though they said they don’t want to do that, they did, deep down.  So this year we’ll talk to the whole student body about not being ashamed to achieve, it’s the effort that counts.  And we’ve spoken to the students who tease the bright ones.  (Teacher)

I challenge them.  Some of them have never thought about it before.  It’s a cycle, it’s a habit.  They were surprised, it really made them think.  I try to reward kids for improving their own mark in a test and I say, “We all know who the top kids are in this class but the aim is for everyone to up their mark.”  I give out the message that they are not to tease.  (Teacher)

4.9 
Conclusion

The evidence suggests quite clearly that these students are capable of achieving.  A small percentage are succeeding in the external examinations system of School Certificate, 6th form Certificate and Bursary.  Because of a range of factors, many do not have the language and numeracy skills to begin a “normal” year 9 programme and some can take time to catch up to their counterparts in other secondary schools.  This affects their ability to pass these examinations within the usual timeframe or to achieve a number of passes.  Some never pass.  There is data to suggest that sometimes this “catching up” happens after they leave school.  Schools have identified a number of areas where their students excel and achieve success and are wanting to find more ways of acknowledging and recording these and to help them to gain qualifications in them.
Schools are requesting that New Zealand designed, norm-referenced, diagnostic tests in core subjects be available for them to use with year 9 when they first enter their schools.  These tests would be used to assist in organising and delivering appropriate programmes for the students, to establish a baseline against which they can measure their school’s effectiveness in improving overall levels of achievement, and against which they can measure individual student progress.  Tests that are currently in place are not adequate measures in which the teachers have confidence.

The consensus of both students and teachers is they like being rewarded and they want to receive rewards.  There are benefits for students when teachers and the school as a whole actively discourage joking about and teasing students who excel or any other student who receives praise, a certificate or a prize.

Chapter Five: External Influences

5.1
Introduction

There are a number of policies, agencies and community realities which impact directly on the functioning of the schools and both directly and indirectly on student achievement.  In order to improve learning opportunities for students, the schools find themselves having to attempt to deal in some way with the outcomes of these factors even though they have little or no  control or influence over them.

5.2
Poverty
In this discussion, poverty is being defined not only as a lack of dollars but as a situation that families and communities find themselves in, through no fault of their own, but as a result of the policies and practices of governments and society over many generations.  It is the outcomes rather than the causes that are relevant to this research and these causes include low incomes, high unemployment and high over employment
, large families, dysfunctional families, poor housing, overcrowding, poor health, lack of private space and lack of furnishings and household equipment, that most people accept as the norm.  As well as the relative physical and material deprivation, there is a lack of the cultural capital that is an advantage in the western materialistic and individualistic world.  This results in the feelings of hopelessness and failure that are described throughout this report.  It all has a profound effect on the students in these schools, on their families, on the communities and on the schools and their teachers.

I had a student that we were very concerned about so I called on the home.  It was a very old house, very clean.  There was a dog and cats.  The lawn was very tidy.  It was a similar standard of living to that of a Tongan village.  They had a tripod gas cooker and no hot water.  There were sheets at the windows for curtains.  It was very clean and very poor.  (Senior Management)

One of our senior students who was very talented just stopped coming to school.  The house had no phone so I called around to see if I could get her to come back to school before she missed too much.  The house had a TV but no other furniture, no kitchen table or chairs.  When the Mother took me up to her bedroom there were mattresses on the floor and no other furniture.  She had no desk to work at, no books, no newspaper, no pencil or paper and the family shared clothes.  This girl had done really well in a couple of School Cert papers even thought she only attended about one day in three because she minded siblings while her parents were at work.  What can we (the school) do to help her?  We are not social workers.  How can we help to overcome that level of poverty?  (Principal) 

In many families it is the combination of many of these factors that is the day to day reality for the student.

They lack care and much of it is socioeconomic.  There is not enough food and there is not a safe or comfortable place to sleep.  Many are solo parents and they rely on cigarettes and booze to make their own lives manageable.  I see more of it than most people in the school do because I see the ones who are in trouble.  (Pastoral care)

We had a student who was brilliant at art.  The Mum dies leaving Dad unemployed with a lot of bills and having to find a way to keep the family intact.  The student had to leave school to earn money.  (Teacher)

They bring their home and community environment with them to school in everything they say and do.  There are health issues.  We are seeing the old diseases of poverty re-emerge.  There is conflict and abuse.  In many families there is no male role model and alcohol, smoking and dope are not uncommon.  Food and poor nutrition are common problems.  There is a lack of privacy, stability and positive reinforcement.  (Senior management) 

It is not surprising, therefore, that some students cannot visualise a different life and have difficulty setting and meeting long term goals.

There are some really hard-up people and very fractured and disjointed homes.  They can only afford to think as far as their noses.  Forget about long term goals, even three or four years out.  (Teacher)

They can’t get out of the poverty trap unless they get work but a ghetto psychology has developed.  I asked the sixth formers what they wanted to do for a job.  One said work with animals and one said an electrician but the others said they would probably be on the dole.  I empathise but I want to shake them.  To me it appears they are powerless.  (Teacher)

Lack of money

The lack of money, in relationship to other issues such as family size, number of dependants, priorities for spending and (un)employment, impacts on students and on these schools in many ways.

· Food is not always available in the quantities or quality needed by growing adolescents.  Teachers believe this is a major contributing factor to tiredness, poor health, problematic behaviour and short concentration spans.


· Health needs are often not met
 and so students remain unwell or look to the school for help.

· Many homes are very crowded.  This makes it difficult for students to find room to study, to get to sleep at a reasonable hour and to have any uninterrupted  time.

· Resources at home that assist learning, general knowledge and studying are very limited.  There may be no books, newspaper, computer or any means of accessing reference materials.

· Basic school uniform is an ongoing problem for teachers to monitor.  Some families find it very difficult to afford.

I don’t get any privacy even though I have my own room.  We have no living room in our house because we use all the rooms for bedrooms.  If I am home I am babysitting for my parents.  (Student)

The school has to supply all the sports uniforms.  A few years back the cricket coach said “I want you all to come in white, and someone turned up in a Hellabys overall because that is all they had that was white”.  (Support staff)

I feel sorry for my parents and we all have to help financially because there are nine children in the family.  I earn all my own money and I feel proud of that but it is a real worry.  I still don’t have enough but I feel it’s wrong to ask my parents for it.  If I do ask they understand but they can’t always help.  (Student)

Some students have half an hour or more to walk to school with no raincoat.  There is real poverty for many.  Some families pressure their children to leave school and get a job so they can financially support their parents.  The decision is made for them by their parents.  (Teacher)

Impact on curriculum and learning

There are many parts of the curriculum that require money from students in some form or other.  

Materials for technical subjects such as wood, metal and fabric are required to be purchased by the students electing to take those subjects.  Art and design have expensive materials also.  Schools do not have the resources to provide the materials that students require to be able to do these subjects and many families, or students, have difficulty finding the money.  It is extremely difficult for teachers who have to rely on the students either to purchase the materials themselves, or to bring money to school if the teacher does the purchasing.  If students are late doing either the teaching programme suffers and so do both the student and teacher.  Again the dependency dilemma applies.  If the teacher does supply the materials, the teacher personally, the department, or the school, is out of pocket and some teachers think the student has not learned the independent behaviour they need.  It also penalises the students who have managed to find the money and acts as a demotivator to do so again in the future.  If the teacher does not provide the materials, some students start late, or never, on the course requirements.  This is an equity issue also.  Students in other schools, for whom finding money is no problem, are advantaged in what they can supply and what they can produce.

 Basic classroom equipment is essential for some subjects as are text books.  The schools have textbook loan schemes but these require a refundable deposit.

Many students don’t have calculators or even refill pads.  Some are very slow to pay their textbook card and so they are late to get their textbooks.  This means they are late to get started and so they have trouble keeping up.  (Teacher)

External exam fees (School Certificate and Bursary) are required to be paid by a specified date.  Funding is available for families who are unable to afford the fees but this requires the family filling in forms and the school is often unable to get families to do this in time.  Language is a barrier here because parents cannot read letters that go home from the school.  Students are also often a barrier by ensuring their parents do not get the school letters, or they mistranslate them so that the fees are not paid and they do not have to sit the exam.  Whatever the reasons, some students do not even get the opportunity to sit the exam because the fee has not been paid.

Exam fees are very hard to get in each year.  Some kids don’t tell their parents so we post out heaps of letters but there will be about fifty kids who will not sit this year because of unpaid fees.  (Senior Management)

A similar situation applies to out-of-school courses and tertiary fees.

There is a talented girl who wants to go to (polytechnic) to do travel and tourism.  She is working and the Mum and Dad both work but it does not look as though they will be able to find the fees for next year.  (Teacher)

School trips are sometimes an essential part of course work and other times are the types of experiences that these students would benefit from enormously.  School camps and other outdoor educational experiences are events that teachers put a great deal of energy into providing.  In most schools the parents would be sent a note and asked for the fee and in most cases it would be sent back in time.  In these schools many students miss out on such experiences, and sometimes on part of their course, because the fees do not come back.  Many involve the teachers and students in fundraising.

We can’t organise the trips we would like to because the money does not come.  The school is too poor and many of the parents are too poor and there is a limit to how much fundraising we can do.  We only manage one camp and even that is difficult.  (Teacher)

We can’t provide as much outside the school as we would like to.  In middle class schools the parents take them to these places but our kids never get there.  If we ask for money some will pay.  Sometimes it comes out of our own pockets but other times we leave those that don’t pay behind.  (Teacher)

Priorities

Many teachers and some students questioned the decision-making about family use of available money.  The cash that students have for lunch each day was mentioned by many teachers who felt frustrated that the students had so much cash for junk food but could not afford a necessary pen, book, or school trip.  A number of students felt angry that so much family money goes to the church when they needed school equipment, uniform and trips.  Some felt upset that they had to work hard to pay for their own educational needs when so much family money goes to the Minister.  Teachers questioned family priorities for spending and mentioned the money that goes on alcohol, housie, the TAB and church ministers.

Teachers make excuses and cover up for the kids when they can’t afford things.  Parents could afford pens and school things.  They are struggling but they could prioritise better.  (Pacific teacher)

There are genuine cases of not affording but they are few because Social Welfare advances money.  Many spend money on the TAB and housie.  It’s bullshit to excuse them for not meeting their children’s needs.  (Teacher)

Parents say that education is a priority and it is important that their children get qualifications but I challenge them to add up how much they spend on education and supporting their children compared to how much they give to the church and other things.  It’s lip service.  If it was a priority, they would be prepared to support it.  (Teacher)

Insularity

Teachers in all eight schools talked about the narrowness of the experiences of their students and the difficulties that this creates for them.  Many compared their students to their own children, friends and the children in other schools they had taught at.  Students also gave examples through telling the researchers about the benefits and importance of particular experiences they had had.

These kids come without life experiences.  When we teach them, we would like to build on where they are at but some of these kids are nowhere.  They live in an insulated world.  Most of them haven’t been over the Harbour Bridge.  They are kids without a concept of distance.  (Teacher)

Most middle class kids by seventeen have had all sorts of experiences.  Many have been overseas, to plays, to musical performances, rock climbing, camping and to the beach.  These kids do school things and church things.  They are not club joiners and they don’t mix outside their community.  They have no range of experiences.  They only know this world and they don’t know what they don’t know.  (Teacher)

If we had money we could show the kids that there is more out in the wider community.  They are isolated here.  They get a false impression of what society is like.  We are very introspective and isolated.  We don’t connect with the real world.  This is a benefit dependent society which looks strongly to its own culture.  No-one can afford to take the kids out.  (Teacher) 

I took the sixth form to a camp in the Ranges.  We were in the middle of the countryside and they kept saying how beautiful it was.  They hadn’t been in the countryside before.  They don’t even go into town.  They don’t know about the library or the museum. (Teacher)

Teachers have many ideas about what they would like to do to provide some of these experiences and all that prevents it is a lack of funds.

I can see the potential and would like to take them out of this environment, to open their eyes to what else exists.  They have no conception of the possibilities.  They need more exposure to the language.  We need to take our kids out of the area to films and plays, not just to PI things.  They need exposure to really white things.  It’s the money (that is the problem).  It’s always the money.  (Pacific teacher)

Outdoor recreation could be the saviour of this school.  It integrates the physical, social and emotional parts of the kids.  It’s a huge success when it happens.  Lots of teachers notice and comment on the benefits they see in the students when they get back.  (Teacher)

Students want these kinds of experiences also.  They are to some extent aware of their insularity and of the opportunities that other children have.  Their solutions to finding the funds are not always very practicable as the following quote (given as a serious suggestion) demonstrates.

It would be great to have at least one trip a year.  We could fundraise, but some kids are too lazy.  We could just accept contributions or let people pay later.  The teachers could pay if they really want us to learn.  (Student) 

One of the ways that the insularity affects students is to withhold from them the knowledge and experiences which could offer options to aspire to and reasons to feel motivated.  Several teachers noted that these students often mature later after they have had experience in the wider community.  They attribute this maturity to that exposure.  Some Pacific teachers recalled similar experiences in their own lives.

I lived in (AIMHI suburb) as a child and I came back here to teach.  I see no change in all those years.  These kids will have the same narrow experience that I had.  They need role models from the outside.  They need to see what is happening in other schools.  This is a closed community.  When they get outside it will blow them away.  (Pacific teacher)

They develop later.  There is a naivety because they are so closeted in this world.  They have to go out and see it for themselves.  It is after they leave school and go to work that they see what happens in the world.  We need to be able to do it for them early so that the school years are not lost.  We could do it if we were not a poor school.  (Teacher)

They have a lack of knowledge of the education system and where they fit.  They have no goals and expectations beyond Pak ‘n Save.  They can’t plan for the future. (Teacher)

Some of the experiences outside their own community made a big impact on some students.  One of the important outcomes was a loss of fear of the unknown and the ‘outside’, and gains in self esteem and confidence.

To speak to people other than our teachers and the people we know was amazing.  When we first went into the (company) building we walked into this big room with high class people.  I was really scared and felt really small.  I felt unimportant.....less than them.  As the day went by I thought “what’s the difference between us?  There is no difference.  I’m just the same as them”.  It was a new feeling for me.  Since then my level of confidence keeps going up and up.  (Student)

The transition and job experience visits are really important.  They go out of the school.  It plants a seed.  They see other people.  They get to know what an employer expects.  There are new experiences.  (Teacher)

Ministry of Education initiatives in the areas of careers and transition have been highly valued in these schools and used to the maximum that the funding allows.

(A company) offered small jobs to two girls.  They were petrified to walk through the front door.  Afterwards they felt fantastic.  Now they know they can step through the doors to a previously untouchable world.  This year STAR funding has opened doors like that.  All the fourth formers did two-day sessions of induction and work shadowing.  This way we can give them hope early enough to make a difference.  (Teacher)

They are trying to help us.  The courses and work experience are great.  We have been to the Polytech and have done things in tourism, catering, engineering, hairdressing, store management, working with the disabled and butchery.  We were treated like mature adults.  They (employers) expect high standards.  They showed us the future.  They gave us knowledge.  It was scary the first day but we got more confident all the time.  (Students)

As well as the insularity being a major issue for nearly all the students, it is also for a small number of teachers.

Some teachers have taught here for their whole life.  They are so isolated..... they have lost touch with the rest of the world.  Students need to see what happens outside the area and so do teachers.  (Teacher)

We need much more support for staff.  We need teacher exchanges to bring freshness.  We should have a system whereby we rotate teachers.  They need to stay professionally alive and we don’t have money like some schools to give scholarships and things.  (Pastoral care)

5.3
Health

After the researchers had sorted the data into topics, the folder entitled “health issues” was by far the largest.  To condense it into a useable chapter will barely do justice to the importance with which teachers view this issue as an influence on student achievement.  As with most of the other influences we are dealing with a complex set of interrelated factors.

Where do you start with health?  There is poor diet and they don’t eat breakfast or all day.  They don’t go to bed until after midnight so they are constantly exhausted.  There is smoking and drugs and alcohol abuse.  Hygiene and basic care is missing so they have skin diseases and infections that get out of control.  They live in big families.  If something goes wrong, you look after yourself.  (Pastoral care)

Diet

The major problems have been mentioned briefly in the chapter which describes many of the students as not being in a ‘teachable state’
.  It begins with their not having breakfast in the mornings.  If they buy something on the way to school, it will probably be junk food.  The types of food that the students and teachers describe are high in sugar, preservatives, flavour additives and often fat.  Most students said there is usually some food in the cupboard but they slept in or couldn’t be bothered and parents were not around to check.

The same happens at lunch time although peer expectations play an important role at this time also.  Many students bring money to buy lunch.  The amounts reported to the researchers were very consistent across the eight schools.  They ranged from $2 to $20 with the majority being between $3 and $5 each day.  The students with the larger amounts of money are usually those with their own earning jobs.  To bring lunch from home is “shame”, not cool and associated with primary school.  Peer values pressure students to share food that is acceptable to the peer group.  This usually includes sweets, chippies, soft drink, ice cream, pies and/or hot chips.  Students who do not have money may ‘scab’ small amounts off others until they have enough to buy something.  Students give as reasons for not eating healthy food-

· it is too expensive

· it is not cool

· sleep’s more important than eating

· it’s not easy to share

· it’s not important what we eat

They just want to buy junk food.  It’s cool because they don’t know the importance of good food.  Kids here don’t care about what they eat.  It’s just all ‘share’ food.  We are always told at home that we must not fuss over food.  We must just be grateful for what we have.  It’s the same at school.  (Student)

If students are allowed, and even if they are not allowed, they go down the road and buy fish and chips, pies and other food not available in the student canteens.  This makes it difficult for canteen contractors to compete financially and forces them to try to provide whatever the students want, rather than what may be healthy.

The researchers do not have detailed information about what families eat in the evenings.  Students say there is usually a hot evening meal, although the timing varies.  Some Pacific teachers mention concern about a lack of green vegetables and fruit and attribute this to cultural patterns transferred to New Zealand.

Some Pacific Islanders can’t cope with paying for fruit.  They are so used to it being available free or very cheap they would rather pay a dollar for a pie.  Green vegetables are not common.  The kids do love fruit.  When we go on camp we take fruit and it all goes in the first day if you are not careful.  (Pacific teacher)

Teachers and pastoral care staff report significant behavioural and health outcomes as a result of the junk food.  Headaches, faintness, tiredness, inattentiveness, and inability to concentrate are commonly reported.

..... By afternoon our students are hyperactive or blotto because of diet.  (Teacher)

After lunch is diabolical.  It’s hard to settle them down.  They nudge and push each other and fool around.  They don’t realise what it does to teachers.  (Teacher)

There are students who are without food on some days.  They often present to the sick bay with symptoms that give the nurse or counsellor the clue that lack of food is the problem.  Several teachers and students gave examples of teachers giving students money to buy food.

 I do see students who haven’t eaten for two days.  They are embarrassed to admit they are hungry.  We give them food or money to buy it.  They are not expected to pay it back.  (Pastoral care)

(Name) and I worked out once that we were spending $50 a week on food for kids.  (Teacher)

Tiredness

This has also been discussed in the chapter on ‘teachable state’.  There are many students who are in the habit of going to bed close to, or after, midnight on week days.  The reasons vary and include-

· habit
· a combination of after school activities and family chores
· TV and videos
· part-time employment
· unable to sleep because of noisy/crowded home
· collecting family members from work/leisure
· cooking for parents on shift work
Some students also get up early in the mornings so their hours of sleep are short.  Students and teachers gave examples of the overt evidence of tiredness.

Just one example was today when I had a girl go to sleep in class.  She has part time work in the evenings.  She is a good kid and could do well if she wasn’t like this.  I let her sleep on.  Provided it isn’t disruptive and the other kids aren’t silly about it I ignore it.  They have lots of out-of-school pressures.  (Teacher)

I get to bed between ten (pm) if I’m lucky and one (am) during the week and I’m up by six (am).  I feel (exhausted) at school and too tired for class.  (Student)

I have three young Mums who often just come to school for a good sleep.  (Pastoral care)

Iron levels

A local Paediatrician from one of the AIMHI communities presented a paper on the medical conditions he experiences in his every-day practice (see Appendix 6).  One of these common problems is low levels of iron.  He reported this being an issue for children of all ages including very young children and outlined the long term detrimental effect this has on learning.  The issue is still a problem at secondary school and four of the schools reported being aware the problem.  One of the ways it is drawn to the attention of the school is through the visiting blood bank collections where they test student donors before taking blood.  They are turned down if their iron level is not at a healthy level.

Anaemia is a common problem.  The blood bank picked it up again last year.  Some of the girls were seriously anaemic.  We wanted to do something about it but because of the Privacy Act they wouldn’t give us the students’ names so we couldn’t follow up.  They gave them iron tablets but that is such a temporary solution.  (Senior Management)

The medical statistics show that over a third of the children in our community have an iron deficiency.  Their ability to learn is damaged years before they get to us at secondary school.  (Teacher)

Vision and hearing

Several senior staff were frustrated that there are students at this secondary level who have hearing and vision problems.  There are screening programmes during their primary years but somehow, there are still students with severe difficulties.  

We need to watch the kids that sit at the back and copy from each other.  This can be a sign that they can’t see.  But it is a hit-and-miss process.  We need them tested.  They cannot afford to be checked and even if they get it free they can’t afford the glasses so they don’t even go to be checked.  (Teacher)

The Auckland health region chose not to screen hearing and vision.  Last year we had a one-off project and picked up lots of kids who needed help.  61% of the senior self-referrals failed the vision test and seventeen kids got spectacles. (Senior Management)

Last year we sent sixty students for eye checks and there were forty who should have had glasses.  Lack of money may stop some from getting them.  (Pastoral care)

As one of the senior management staff pointed out, vision changes for some children at puberty and so even if they have been tested earlier on, it is needed again at this secondary level.  The schools find it difficult to access regular screening for these problems.

In theory we should test every year.  There are free public clinics for hearing loss but our kids won’t get to them.  The public health nurse will test one or two but we need a whole form level screened.  We could try to have our nurse trained but we really need a proper service.  (Senior Management)

The DP phoned the public health nurse who put the (vision) chart up and then refused to see the students.  Some of them, after the testing, do have to have glasses but they can’t afford it so the nurse advised them to sit at the front of the classroom.  We need help to coordinate the services and to have them on a regular basis.  If we do test for glue ear and vision, we can’t access the outcomes if they are needed.  (Senior Management)

In most middle-class schools, if the school suspected a vision or hearing problem, the school would only have to notify the parents and they would take over the responsibility and ensure, by paying for services if necessary, that the student’s needs were met.  Any student who cannot read will have great difficulty with classroom work. They miss out on basic knowledge and fail to pick up new skills and that begins the cycle of failure.  

In these schools, because of language barriers, poverty, lack of knowledge of the systems, and sometimes lack of caring, the parents do not take over the responsibility and so the school is forced to try to find ways to have the child’s needs met.  They report having great difficulty accessing and coordinating both the initial screening that is needed and the follow-up care.

Sexual health

It is very hard to collect accurate data on the extent of sexual health problems in the schools.  Because of the great fear that students have of their parents finding out that they are sexually active, they do not always chose to go through the normal channels such as the school nurse or counsellor.  Even if they do, formal records are not kept in any coordinated way.  Most of the schools reported a high level of students being sexually active.  Some students have been before they reach secondary school.  Student feedback substantiates this.  

Parental attitudes play a major role in determining the way students seek information, help and advice.  The general consensus is that discussions about sex with parents are taboo, and to be avoided at all cost.  Many parents go to great lengths to prevent their daughters from any possibility of physical contact with boys.  This is one of the reasons that some prefer a single-sex school for their girls.  Daughters are often very restricted in their social contact or chaperoned.  The message from the students is that they find ways around this and hide it from their parents.  If they have a sexual health problem they will seek help from someone they trust and this will often be a teacher or member of the school pastoral care staff.  There was no indication that the frequency of being sexually active was any different for the girls at the single sex school than for those at the co-ed schools and the rates of pregnancy testing and known terminations seemed to be about the same.  Some of the cases described were sad.

There have been two pregnancies and two terminations that I know of this year but some will have gone through the counsellor and other people.  One girl tried to do it on her own and then tried to commit suicide.  One tried to terminate with her mother’s help.  (Pastoral care)

We do lots of pregnancy testing.  There is one girl who comes every month to be tested.  Sometimes it’s a way to get out of class.  Sometimes she is pregnant.  (Pastoral care)

The number of kids who get pregnant here is huge.  We can’t keep records on it.  The kids get abortions without ever telling their parents.  If a girl approaches you, you may need to take her to a doctor.  I have seen many talented young women fail because of this crisis in their life.  Often you don’t even hear about what happens.  (Teacher)

I have had three abortions and one pregnancy (i.e. four students) that I have had to deal with already.  I had to ring up the nurse to see what to do.  (Year ten tutor teacher)
Sex is ‘cool’ and there are indications, from what teachers and students said, that it is happening younger.  One of the AIMHI schools had a coordinated life-skills programme for its Year nine students that included information on sexuality and provided a clinic staffed part time by a nurse, Family Planning nurses, and a doctor.  The students valued the knowledge and the clinical service highly.  They are more likely to seek medical and counselling help, and to use contraceptives, if they are available confidentially from the school.  A fear of being seen often prevents them from using services available elsewhere in the community.

Smoking
Smoking is both a major health issue for students and a major control issue for schools.  Students estimate that between fifty and eighty percent of girls smoke.  This is a general ‘catch all’ figure and does not give us any idea of how many smoke how much.  It is a much more frequent behaviour for girls than for boys.  Students said that many have started smoking well before they get to secondary school  and that it is strongly reinforced by peer values and pressure.  It is also a family and community issue more than it is a school issue.  Parents and extended family smoke and often condone their children’s smoking.

More than half the girls smoke.  In our group we nearly all do.  It depends on your crowd.  There’s lots of pressure to smoke and we all did at intermediate.  (Female students)

You get pressure to smoke from others in the hapu.  There are only five or so who don’t smoke and we smoke in and out of school.  (Students)

Some parents let you smoke.....lots do really.  If you are old enough to buy it
 you are old enough to smoke it.  If you can buy your own you can smoke.  If you smoke you have to buy your own.  (Students)

Kids start smoking because their Dads smoke.  Parents know and they understand.  They know it’s hard to stop.  (Male students)

In four of the schools, students asked for a smoking room so they could smoke without getting into trouble.  It was made as a serious suggestion and demonstrates how normal a part of their lives smoking has become.  Money to buy cigarettes comes from lunch money, scabbing, parents’ money, exam fees, employment income, or shared money.  There are ‘hiding’ places around the school where the smokers go.  The toilets are one of the most common.

The health concerns aside, smoking is against the school rules in all the schools so its occurrence has to be policed.  Seeing school students smoking in school uniform is one of the things that students, parents, and teachers, agree gives a school a bad name.  On the other hand it is a regular part of the lives of some of the students who feel they are addicted and cannot go a whole day without a cigarette.  This results in a frustrating and time consuming policing job for teachers and then the cycle of ‘punishments’ in order to try to stop a student re-offending.  It is one of the self fulfilling processes which turn a smoker into a behavioural and discipline problem.  The schools have made efforts to provide drug education and “stop smoking” programmes but the problem is so great as to be almost a full time job in itself.

I could stop the smoking in the toilets if I did nothing else.  As a deputy principal I like to think there are other professional jobs I should be doing.  (Senior Management)

Some of the students did ask for special programmes to help them stop smoking and doing drugs.  They said that the success of such a programme depends on the person who takes it.  Some people are more credible and effective than others.  Some groups suggested it would be better if it was not a teacher.

Substance abuse

Again, it is difficult to get accurate data on the frequency and extent of the use and problems associated with drugs and alcohol.  Students said it was a more common occurrence outside school than during school or on school property.  In all eight schools, however, students reported dac being available and smoked by a small number of students at school and in school hours.  In two of the schools it was particularly associated with some of the Maori students.  Other more serious drugs are known to be available from certain students or ‘connections’ they have.  Students mentioned damage, crack, indo and smack as being available if you want it, though not likely to be used at school.  Staff are aware of drugs being available in the wider community and occasionally a school student will come to their attention as being involved.  Students reported gangs being involved in supplying and sometimes parents and extended family members being regular users.

Much more common, for both students and their families, is alcohol consumption.  Again, this occurs more outside school than at school, but its consumption sometimes has a direct impact on student achievement.  Alcohol abuse by parents affects the everyday lives of some of the students who have to deal with the demands, the cleaning up, the fights, the ‘taxi driving’, and the abuse that they associate with their parents’ drinking.  Teachers and pastoral care staff report the way that weekend drinking affects the ability of some students to cope on Mondays. 

As with many other problems discussed in this report, substance abuse is not often directly a school problem.  It is a community problem.  The impact of it on both the students and the school can, at times, be profound.

Dental problems

One of the schools has an organised dental service for the students as a result of their research which showed that only 17% of students were taking advantage of free medical care.  It, as with many of the medical services, operates because of the good will of a local dentist.  The school organises trips twice a week and transports the students both ways in the school van.  About ten to twelve students a week are taken.  The service is interesting in a number of ways -

· It demonstrates a regular and ongoing need that was not previously being met.

· It relies on the good will of a local dentist.  This is often the case with medically related problems.

· As with other similar medical needs, the parents are not accessing them for their children, even if they are free.

· It costs the school an enormous effort and time to set up initially.

· The school is not resourced to meet this need.  It uses the school van to transport students both ways at a direct cost to the school.  The truancy officer does the driving but this is instead of that time being spent doing the much needed truancy work

One other school meets dental needs as part of its full health care provision. Because the student needs in the eight schools are so identical, it is almost certain that the other six schools would demonstrate the same level of dental need as this particular school.  This is typical of the types of services that the AIMHI schools have to try to provide if their students are to have basic health needs met.  All of the money and staffing time is taken from the main role that schools are there to fulfil (teaching and learning) because these student health needs are prerequisites to their being in a physically teachable state.

Poverty diseases

All eight schools report a very high incidence of skin diseases including scabies, recurring boils and other serious, and often untreated, infections.  Pastoral care staff attribute this often not to poor hygiene, but more to poor diet, poor general health and to a lack of knowledge of when to seek help.

They leave it until it is so bad that it is serious and hard to treat because they are ashamed to admit they have a problem they think is “dirty”.....  or they treat it in inappropriate ways.  This year we have had three panadol overdoses.  It comes off the shelf and it’s cheap so they use it rather than get advice.  (Nurse)

Other diseases that staff reported as occurring with increased frequency were TB and rheumatic fever.

Hygiene

This was not mentioned often and was not a problem with many students.  There were some, however, who did not understand about basic cleanliness of their bodies or their clothes.  Some of the nurses said that a lack of cleaning contributes to the skin problems they see.  Having clean clothes is often made more difficult because students have only one of each uniform item and so regular washing of the uniform is less easy. 

Toilets

In all eight schools the students discussed the condition of the toilets and the problems they have because of this.  To some extent the conditions are a result of Ministry of Education funding policy and practice.  Schools are not required to have or be supplied with hot water, soap machines, or hand driers.  In one of the schools there is one  toilet block for over six hundred students.  Other problems are caused by a small number of students who use the toilets for smoking and students who vandalise and create unclean and unhealthy conditions.  This is a nightmare for the schools to monitor and control.  There is a secondary school in Auckland that employs security guards in the toilets to prevent such problems.  The reason it is important is that the unhygienic conditions result in many girls not using the toilets at all during the school day.  Some go home or wag class to go to toilets elsewhere if they can’t manage all day without going.  If girls have a heavy period they may stay home for the day rather than have to use the school toilet.  It is a health issue as well as a behaviour issue.

Schools’ efforts to provide a health service

Schools are set up and resourced to meet teaching and learning needs.  They do not have the expertise, the funding or the staffing to meet the ongoing medical needs of the students.
Many parents are either unable or unwilling to take on the responsibility of ensuring their children have their health needs met.

We had a thirteen-year-old withdrawn from College by a Mother because we took him to the doctor.  He had a major infection of school sores that nothing had been done about.  When she withdrew him, she did not tell us.  He never went to another school and eight months later he came back.  (Senior Management)

They come with things that parents should be attending to.  We had a student come with “bad ‘flu” and we had to admit him to hospital with bronchial pneumonia.  Often parents will send sick kids to school so that the school nurse will attend to it.  Their English is not good and they have trouble understanding the doctor.  They don’t have the money to pay a doctor’s fee.  The parents work and it’s hard to get time off.  If we try to get parents at work they often won’t put us through.  The kids don’t want us to contact their parents.  It is all so complex and difficult and takes hours and hours of our time.  (Nurse)

Students avoid going to a GP especially if it is about anything personal.  They particularly do not want their parents to find out and do not think they can trust a doctor to keep their visit confidential.  Money is sometimes a barrier both because of the doctor’s fee and because of the cost of the prescription if there is one.  The same financial problems prevent students following up consultations with medical professionals such as physios, dentists and optometrists.

The services offered by the eight schools vary greatly as do the facilities they have to house a ‘medical’ service.  One school can no longer afford a nurse.  The others all have nursing services to some degree although the hours and their duties vary.  Most are not registered professionals and the schools feel embarrassed at the small wages they are able to offer. The job descriptions of the nurses are not clear and they are often expected to do other tasks as well as nursing duties including sorting and delivering mail, buying the milk, washing the morning tea dishes, doing the banking, answering the phone, serving at the stationery shop and general office duties.  Their relationship with other staff, and pastoral staff in particular, is not well defined and there appears to be a loss of important information between support services.  They are usually not involved in the schools’ health-education programme and they tend to respond to requests for help rather than take a proactive approach in the school.  Their effectiveness depends on their ability to relate to students.  In the schools where the nurse relates well to students, they are fully used for a wide range of needs.  

Our nurse is registered.  She is an ex-student and is very committed.  She has great mana with the students and does a very important job for us.  (Senior Management)   

The students and pastoral care staff at this school endorsed these comments and it is clear that the role played by this nurse includes counselling and support as well as medical aid.

They come asking for a plaster or with a sore tooth but often they want to chat, and that is when you learn about what is really bothering them.  (Nurse)

In the schools where the students do not like the nurse, she tends to be used for first aid and emergencies only.  

The nurse is in and out.  If you go and she’s not there you don’t feel like going back.  She seems too busy..... as though it’s not her problem.  She just gives out panadol for everything.  The old nurse was grumpy and we never used her at all.  (Students)

The nurses are all female and are used mostly by girls.  This is also the situation for other pastoral care support.  Fewer boys ask for help for anything because it’s not tough to do so.  The researchers do not have accurate data to draw strong conclusions at this stage but it would appear that, where there are male pastoral care staff who are respected by students, boys are more likely to seek help providing nobody finds out about it.  This need for student privacy has major implications for the siting of student support services.  The tendency of some students to use the services as an excuse for wagging class also means that the schools need to have good systems of monitoring who attends and when.

The clinic facilities in the school are extremely inadequate for the demands that are made on them.  The rooms are small, equipment is old and inadequate, and medical supplies are seriously lacking.

There are three beds in the sick bay and no treatment room.  I have to shift gear around.  There is no toilet and no hot water.  (Nurse)

The light is poor.  There is nowhere to wait except a public corridor with no seats.  There are no windows and no privacy.  It’s not at all sound proof.  (Nurse)

The clinic is too small.  I have heaps of old supplies.  Some have been there since 1986.....but I don’t have the things I need.  These kids should get the best health care available.  I need bandages, dressings, and ice packs. (Nurse)

Student records are not well coordinated in most of the schools.  One school has a comprehensive student profile and twenty-minute assessment of the health of each student.  In most schools it is less well coordinated.  In the other schools some information is kept by the nurse, some by tutors, some by deans and some in the schools’ central records.  The schools need to coordinate their student support services and to have a safe system of records that meets the requirements of the Privacy Act as well as meeting the needs of all the staff caring for them, in order, in turn, to meet the needs of the students.

The nurse keeps a book but anything serious is done verbally and no record is kept so it can’t be tracked.  The kids go to the nurse for emotional support as well as for health needs.  (Senior Management)

All eight schools are clear in their knowledge that they need a full time, qualified and experienced nurse who can be employed permanently on a professional salary.  To meet the sexual health sensitivities of the Pacific girls, including pregnancy testing, it needs to be a woman.  Counselling skills are an essential part of the requirements.

One of the schools has the service that is needed by them all.  It is a full no-cost health service with a full-time nurse, a health education coordinator, and a GP who visits once a week.  It includes audiology, optometry, emergency care, physiotherapy, sex education, and dental treatment.  It is valued highly and judged to be meeting very important needs.  One other school had access to a similar service for one year.  It was independently evaluated and also judged to be fulfilling vital needs but was not continued.  The student needs in the other schools appear to be identical, so it is puzzling as to why an RHA would decide that the service is warranted in this school but not in other schools.  The reason that this school has the service is that they took the initiative to apply for it and produced an application that met the requirements of the provider.  It guarantees “outputs” that were felt to be acceptable by the provider.  All the AIMHI schools need the same level of service.

5.4
Government policies
The issues discussed in this section are varied and do not necessarily relate to each other.  They represent things that impact on the schools and the achievement of students, things that have resulted from policies that have been implemented over the years.  Some are more directly the result of specific policies than are others and they do not relate to any particular government.

Funding for equity and special programmes

Over the years since the beginning of Tomorrow’s Schools the ways in which ‘equity’ funding has been available to schools have changed.  It is a complex area and involves many different areas of equity.  Overall, these schools feel that their needs are greater to a level that is not being equitably supported.  The qualitative and quantitative data from this research project would support that assertion.  In addition to data in other parts of this report, the following examples are presented to demonstrate the frustration felt by the schools.

We have to constantly argue for discretionary staffing in the Learning Centre.  Top staff are needed there but we can’t offer them a permanent position because we can’t guarantee the funding.  They say it makes people accountable but that is nonsense.  If these specialist people are good they will want a permanent position and they will get one, so our kids miss out all the time because of the system.  (Senior Management)

When they (MOE) changed the funding system for Maori language funding, we set up the bilingual unit as a way to keep the money for our students but it is not the best system and we didn’t have the time to work it all out properly.  It’s typical of the sort of knee-jerk response schools have to make to cope with changes that are sprung on us.  We adapt to get the dollars to survive but without doing it to meet the school’s needs.  (Teacher)

Three of the schools commented on this same issue in a similar vein.

Now they have extended the TFEA out to decile nine.  What sort of political pressure was brought to bear for that to happen?  It’s meant to be creating equity and we were nowhere near there before this happened.  They should have kept focusing on the poor schools until they got it right.  (Senior Management)

We do lots of IEPs in order to get a discretionary allowance.  We have just about given up.  One year one of our girls who had a reading age of seven missed out.  We met the criteria in all four required areas but we still didn’t get the money.  What are we meant to do to meet the needs of these kids who are missing out because of some policy maker miles away?  (Senior Management)

We desperately need an ESOL teacher full time but when we apply we get given a few hours a week that are unpredictable.  It’s just hopeless.  What is the point in giving us part of the funding for a person.  If we are going to get the person we need the whole funding.  They seem to think there are all these part people around out there who want part jobs for an unknown time.  (Senior Management)

We have to rely on Telecom to give each school a free line.  Now where will the money come from to use it?  There are equity issues about the use of the internet.  Our families won’t be able to pay.  We can’t put fees up because we don’t get them anyway.....so where is the money going to come from?  These things are all new financial pressures that were not there before but again it is our kids that miss out.  (Teacher)

We have a whole range of learning problems including Downs Syndrome.  We also have a reading support teacher but getting the hours for the extra support is almost impossible.  Almost half of the students in this school need that support and we can’t offer it.  We have to be ruthless in the selection and choose the kids we think we can make the greatest difference for.  That’s not equity, it’s the hard unfair reality.  (Teacher)

Our school needs high funding/staffing for ESOL and reading.  Language is the first and big barrier that our students have.  Our students are needy with no resources.  Other ESOL students ...like the Asian students... have (family) money for coaching.  We can no longer apply for NZ born NESB students to get ESOL funding.  What start as ESOL problems, that we cannot address because of no funding, become learning problems and then behaviour problems.

This is an issue that is common to all the AIMHI schools and was mentioned by staff in all eight schools. 

Another funding area that has undergone several changes is that of transition and careers.  Staff in the schools who have the responsibility for planning and implementing courses with the contestable funding have said that it is very difficult to make decisions and plan courses because the criteria keep changing.  Some had lost track of what criteria are currently being used and were no longer sure what they were actually being funded for.  Others mentioned courses that had been run very successfully but under the new criteria are no longer funded.

These kids are achieving something for the first time in their lives and we can’t stop doing it now.  We will continue to run the courses but will not be funded for them.  Something else will miss out.  (Teacher)

Dezoning

This particular policy had a profound and immediate effect in the AIMHI schools.  Students left immediately and there was an immediate drop in the roll size of five of the schools.  The rolls of six of the schools have continued to fall since that time.  These are the schools that are perceived by parents to be at the bottom of the preference ladder.  When discussing the reputation of the eight schools, the students had very clear views of what the reputations are held to be.  They did not mention anything about the schools themselves or the way they were operated but rather talked about the areas in which they are situated.  The reputation of these schools is inextricably tied to the reputation of the geographic area and all of the things parents associate with that area.  The students often said their parents want a better future for them than the parents had.  This includes enabling them to be upwardly mobile and move out of an area that has a reputation of poverty, violence, ethnic conflict, crime, drugs, gangs, unemployment and hopelessness.  There will always be schools that are perceived to be at the bottom of the socioeconomic ladder.  If three or four close down, then another three or four will take their place.  The answer for these low socioeconomic schools is to be resourced in such a way that they can meet the needs of their students and families and therefore become desirable for reasons other than simply socioeconomic reputation. 

The top has been creamed off since dezoning and this has changed the nature of the school.  We are left with kids who needed those role models.  There has been a change in attitude towards race that is an intrinsic result of dezoning.  When there was zoning, people had responsibility for this community.  Kids went to school with the people they lived beside and there was a citizenship responsibility.  Now we are left with the people who are loyal to us and a group who thinks no-one wants them.  (Teacher)

The theory is that if you go to a rich school that somehow the wealth will rub off.  We are a poor brown school and some parents want their kids as close to a fat-cat white school as they can get them.  It is more that than any educational decision.  We get about 20 to 40 coming back after trying out other schools.  This includes the kids the other schools can’t cope with and throw back.  They are happier here.  The staff go the extra mile.  There are smaller numbers and so we know the kids better.  (Teacher)

The last comment is of a sort that both students and teachers made.  Many of the students in these schools are there because no other schools wanted them.  The researchers were told frequently by students that they had applied to other schools and been turned down.  These students had no choice.  The schools they applied to had the choice and they exercised it, which is why the teachers talk about the top being creamed off.  They are referring to students who are the most academically able, who have no record of behavioural problems or who may be exceptional in an area such as sport or music.  The government’s policy of choice does not apply to students or families in the lowest decile schools.

The other secondaries do all sorts of things to get the kids they want.  They tell parents the roll is “closed off”.  Even the schools that have no enrolment policy and officially can’t refuse often discourage parents and effectively get rid of the kids unless the parents pull a legal stunt.  (Senior Management)

When they eliminated zoning, all the kids that could... the good kids... shipped out.  We have become a ghetto school and our kids are beginning to identify themselves more and more with the ghetto culture that they see in USA films and videos.  It gives them a sense of pride.  They want to be noticed and loved.  (Teacher)
The issue of schools selecting students is not new and the current system has changed little in reality even though it has the appearance of giving choice to families.

Even though it was supposed to be controlled in the past it wasn’t.  The principal grabbed the good kids and cheated on the number of out-of-zoners.  They tested and picked the best.  It’s the same now in most schools.  The school has all the control.  (Senior Management)
The only school-related things that students mentioned as relevant to a school’s reputation were a fear of the school closing down through lack of numbers and the limited senior courses available.  Both of these things are directly associated with the small size of the roll and the latter presents the schools with ongoing difficulties that become self fulfilling.  The fewer students, the more teachers that are redeployed, and the fewer subjects that can be offered.  The fewer subjects, the more students on correspondence and the more difficult it is to succeed.  The less the success in external exams, the less desirable the school is seen to be, which results in a still lower roll.

School competitiveness
While the initial threat to the viability of the schools was dezoning, the new threat is the move by many of the contributing schools to recapitate and/ or become middle schools.  Sometimes it is a ripple effect.  A primary with a falling roll will recapitate and threaten the viability of the local intermediate.  They become a middle school in order to retain their roll and that threatens the roll of the secondary school.  In all the examples the researchers have been told about, the schools that have tried to recapitate have had roll problems themselves and although the decision is always said to have been made in the interests of the students, this would have to be questioned in the light of their vulnerable roll.

They took away zoning and that started the problems by contributing to the falling roll.  Now we have (an intermediate school) threatening to recapitate.  That will be the finish of this school.  (Senior Management)

There is evidence of the contributing schools working actively to discourage parents from sending their students to particular secondary schools and some students talked of their parents being pressured to stay at their existing school.  A few who stayed on at the school after being put under pressure, talked of being lied to about what would happen if they stayed and feeling angry that they had missed out on important opportunities as a result
.  They had been told negative things about secondary school that were not true in their experience.

Another difficulty that the secondaries are experiencing is a lack of cooperation from the contributing schools in providing the opportunity to talk with parents about what the school has to offer.  Student addresses are no longer handed over and parents and students are given negative messages in a number of ways.  At the same time rumours about what may or may not happen abound and the Ministry is seen to be slow in making important decisions.  Some of the actions by staff at the contributing schools have been unprofessional and border on being unethical.  It would appear that the students and parents are unempowered pawns in a competitive ‘game’ that is being played out around them by personnel in some of the schools.

Support to manage student behaviour

Many teachers believe that there has been a change in the general behaviour of students over the past five to ten years, and in the last five in particular.  Their opinions vary as to the possible reasons for the changes.  They include general societal changes such as less stable homes, more solo parents, more unemployment, a wider gap between the rich and poor, more societal violence and a change in attitudes towards people’s individual rights and their societal responsibilities.  A few referred to ‘Once Were Warriors’
 as a reflection of the changes as manifest in our own society.  

What the teachers were more clear about was the great difficulty their schools are having controlling some of the student behaviours and accessing the outside support that they need.  In the section following about liaison with outside agencies, some of the schools’ general needs are discussed but with specific reference to problematic student behaviour.  There has been a decrease in support services at the time that there is an increase in demand for them.  Visiting teachers, Psychological Services, Special Education Services, truancy officers and residential homes used to be readily available to the schools and they were at no cost to the school.  In the opinion of school staff, these services have either totally disappeared or become so difficult to access that they do not meet the needs.

Support services are so run down that teacher assistance is gone.  The school now has to buy professional input.  Even if it was available when you need it, we can’t afford it.

Some staff and trustees discussed the problems their schools have in dealing with the extremely bad behaviour.  Some students use an enormous amount of professional time because of their disruptive and sometimes dangerous behaviour and although the legislation provides for suspension, there is great pressure from ‘outside’ for boards not to suspend.  

There is so much emphasis on human rights that students know they can get away with some terrible behaviour.  There is real pressure from the government not to suspend but staff need support.  We constantly have to justify and explain.  The kids are given the benefit of the doubt.  Why should teachers and other kids have to put up with kids like that?  (Teacher)

There is a lack of outside support services.  It’s disastrous for schools.  There are no truancy officers or visiting teachers available.  Teachers should not have to be driving around the streets after kids but the schools are responsible so we end up having to do these things instead of teaching.  (Teacher)

Problems of dealing with student behaviour are not unique to the AIMHI schools, but the extent and number of the problems are greater and they often involve the whole family having needs.  Because of greater and more frequent needs these schools are more aware of the difficulties in accessing help than are other schools.

Teacher shortage

The current teacher shortage has been well documented.  It is New Zealand wide and through both the primary and secondary sectors but it is more serious in the Auckland area because of population growth.  As with most other issues that affect all schools, the low decile schools are more adversely affected.  When it is a buyers’ market for teachers, and this sometimes includes incentives that a school with money can afford to give, why would a teacher chose to work in a school which is comparatively poorly equipped, has students with language and learning difficulties and families with social problems?  In addition some of the schools have a reputation, reinforced by recent ERO reports, as schools where teaching quality, leadership and governance are poor.

These schools have had extreme difficulty getting applications for advertised positions and the great majority of applicants have had very poor English themselves.  In these schools the teachers’ clarity of speech and knowledge of English are of great importance.  Getting sufficient numbers of quality relieving staff is also increasingly difficult.  

We are short of staff and we are having great difficulty replacing them.  We are lucky we have loyal relievers but we are burning them out.  It’s no good for the kids because they need stability.  They need stability and steadiness and it’s getting harder to keep it that way.  (Senior Management)

One of the ways the staffing shortage has recently affected some of the AIMHI schools is that it has made them reluctant to introduce teacher competency proceedings because of the fear that it may not be possible to replace a teacher with somebody who is more competent.

Technology

In the New Zealand Curriculum Framework, technology was included as one of the seven essential learning areas.  Since this was a totally new requirement and since it requires expensive equipment as well as staffing expertise, some teachers were critical that the government had not financially supported schools to implement this.  The AIMHI schools are some of the poorest in the country and have no prospect of fundraising.  Most of the teachers who raised this issue saw it as an impossibility for the schools to ever afford even basic hardware to bring them to the level of other schools.

The government is not funding the implementation of technology.  The school system has not provided our necessary staff development.  We have to go outside at our own cost.  We have two or three machines that work.  The rest have fallen over.  We bought ‘cheap’ so that we could at least put something in front of the kids but we have no maintenance back-up because the company went broke.  We will never be able to do it.  We have so many things that we have to fight for.  (Teacher)
General trends

Some staff talked about the general direction that recent governments have moved in and how they see this affecting these schools.

Government policies have wrecked these schools.  The truancy system is in crisis.  Housing policies have left our area with hundreds of empty houses, the economy has left our families poorer. Health is a mess.  They, and we, are in survival mode.  (Teacher)

The New Right philosophy leaves our schools and families with nowhere to go.  The removal of zoning, the public ranking of schools and the publicity of ERO destroy us.  Ministerial statements about teacher incompetence and schools that should close down destroy community confidence.  (Teacher)

This era of having to contest and dispute everything is time consuming and wearing.  Education went through a period where we threw things out.  We need to re-establish some of the systems that used to work.  We need to come of age.  (Principal)

The New Right philosophy has caused a lot of damage to our schools.  It is a reward and punishment system that punishes victims.  It has translated itself to students.  Intrinsic motivation has gone for most of them.  It’s all about external rewards now.  (Teacher)

5.5
EDUCATION REVIEW OFFICE
There were no participants in this study who questioned the need to have some external agency monitoring and reviewing schools.  Nor did teachers look back to the old system of the inspectorate with nostalgia.  There was a general acceptance of the need for an agency like ERO.  Of the eight schools, all had been reviewed in recent years.  There is very little data on this topic from participants in two of the schools, which probably indicates that they were not unhappy with the review process as they experienced it.  

History of reviews

One of the major criticisms of ERO relates to the history of reviews in three of the schools.  These three schools have had a sad history of poor, weak and dishonest leadership, as well as a history of staff conflict.  Some poor appointments have been made and there have been problems with the quality of teaching from some teachers.  At the same time, there has been ethnic politicking and conflict within the community.  While these things were going on and staff in the schools knew about them, the ERO reviews did not reflect these problems.  The following quotes each relate to a different school
.

ERO have been toothless in the past.  During the second review the staff had a secret meeting with them to tell them the real truth but nothing happened.  Nor did they make any effort to follow up things they knew were a problem.  It is a sort of dishonesty really.  Then in the year that we were really making improvements we got slammed. 

ERO previously were too praiseworthy.  It was not accurate and it gave people a false sense of what was right.

For far too long they have been too kind and it allowed things to get worse.  In 1992 we got an ordinary report that didn’t say much but by 1994 they thought it was so bad they sacked the Board.  There is no balance in that.

The criticism of ERO from many of the staff in these schools, especially some who have been at the schools for some time, is that, in not providing honest and accurate reports in the past when they clearly knew what was happening, the Office has given the staff in the schools a false sense of what should be expected and allowed the problems to continue and, sometimes, to get worse.  Then for no apparent reason, when in at least one school things had improved considerably, they received severely critical reports.

Validity of the reports

In five of the schools there were criticisms of the overall validity of some of the reviews.  Many staff criticised the length of time spent in the school and in individual classrooms as being inadequate.  Some questioned the knowledge and skills of individual reviewers.  Others said that reviewers seem to be impressed by the way in which some schools and principals do the paperwork and are articulate in selling their school as being effective and this results in positive reviews.  On the other hand, if people are honest about their problems it is reflected back in the review in a negative way.  Honesty and self reflection, therefore, are used against the school rather than being acknowledged as a strength.

The process is a farce.  We ended up with a good report.  There are lots of things here that need to be improved that ERO did not pick up on.

Because it becomes a public document, you have to remember that when you speak to ERO you are on record, so it’s important that you don’t speak about real things.  We have an HOD who is a real (very derogatory term) and what is happening in that department is shocking but you won’t see it in the report. 

We weren’t worried because we have all the paperwork.  It’s a bit plastic..... not the real stuff.

It was not a comprehensive assessment of our school.  They did not have enough time, or skills or resources to do it.  They relied on the information that the school provided.  We didn’t bullshit but we produced reports, graphs, and pretty covers.  We need Senior Management skills but they didn’t report that.

We were not at all happy about the report.  They didn’t know what we were talking about in some areas.  They were unprofessional and they relied on gossip for some things.  We caught them out on several things.  They even misread manuals.  Worst of all they had no concept of dealing with these children.  Some of them had never been in a school like ours.

It was superficial.  It focused on admin. and looked at marks and paper work.....not the programme.  The kids were busy and good learning was happening but they just wanted to know that eight kids sat School Certificate and that eight passed. 

They looked at policy documents and numerical data.  In this school we question assumptions.  That’s what ERO should do.
The last three quotes allude to a concern that was mentioned often.  Many teachers felt that the reviewers often had little or no idea of what it is like to work in a decile one school and that the measures they used to decide on school “effectiveness” were inappropriate and demonstrated their lack of professional knowledge and perceptiveness.

ERO effectiveness reviews don’t work well in schools like ours with the process they use.  Most Boards like ours don’t have the measures to demonstrate their achievement.  The ERO process can’t be used validly for all schools.  Schools are different.  Just as we have to teach differently and provide for different needs in different ways, ERO should use different ways of reviewing and different measures of success.

There is huge anger about the report.  They were not here long enough.  They don’t have the right background.  There are areas of concern and we accept that but what about the very committed people here.  There is a teacher shortage.  Lots of our kids are here because no other schools want them.  Why should a teacher come and work in a school like this?  We do it for the kids but we lose our reputation in the process.

Despite ERO doing its best I feel very bitter about ERO.  They have wrought devastation.  They have worked on the basic premise that all the problems are ours to solve.  They have disregarded outside issues that are different and varied and that make our job hard.  We have no control over them (the outside issues).

They don’t know what it is like in a school like this every day.  Some of what is in the report is fair but they don’t understand.

The last comment reflects the overall assessment of many teachers.  They agreed with and accepted some of the critical parts of the reports but they felt that they lacked accuracy in that they missed out some of the critical understanding of the demands of these communities and because of the lack of acknowledgment of these unique problems, the reports lacked balance.  Staff and students in these schools (even the three with critical reports) are aware of the work of some exceptional teachers.  Many felt that the reports did not give such exceptional teachers and programmes the acknowledgment they deserved.

The last report put a blanket label on staff.  Some staff are doing a fantastic job.  The media are unfair and so we are all labelled as incompetent.  ERO did not say that but they know what the media will do and they did nothing to compensate for that.

The ERO report was realistic but they missed out the positive things about this school.  We need the balance.  What about the kids and their warmth and friendliness?  What about the climate we foster in the school?  What about the mixed cultural activities?  What about recognition of our good teachers?  The good things get lost amongst the negative.

Outcomes of the publicity from the reports
Many teachers felt labelled, discouraged, misunderstood and devalued.   In all three schools that had negative publicity after the reports, the researchers have specific examples of teachers leaving as a direct result of the published ERO reports and of teachers not applying for jobs or withdrawing applications because of the negative effect past and future reviews may have on their professional reputations.

Students feel angry, confused, insecure, and powerless.  Many feel ‘shamed’ failures and accept this as the label they feel is put on them by the reports.

Students have read the publicity about the ERO report and they know about the media attention.  They think the future of their school is in doubt.  Where does that leave them?  

They are already demoralised and they think, “Why bother?  We already have a bad name so what’s the point?” 

The kids came and asked, “Is our school closing down?”  .....”Are all our teachers bad?” 

We felt stink.  There are good teachers at this school and some of us are working hard.  What can we do?  Where can we go?  (Student)

We already know what people think of our school.  Since the ERO report, when we go to sports things it is shaming.  You know what other kids think by the way they look at you and by what they don’t say.  (Student)

Because of the publicity my mother didn’t want me to come here.  I was on a waiting list for (another high school) but I didn’t get in.  I really like it here.  There is a friendly atmosphere and there are good teachers.  (Student) 
Teacher morale hit an all time low in the schools.

It was the ERO gloom.  There was a black blanket of depression and a feeling that we could never get out from under it.  There were rumours that the school would close.  The rumours were so damaging. 

It sapped people’s energy.  In our schools we can’t afford for this to happen.  The ERO report was like another nail in the coffin.

Public castigation is demoralising.  It has degraded us.  It has changed the confidence of the public and it is not helping us (the school) by doing this to PI and Maori people.  

What was more serious was the immediate impact on the already falling rolls.  For many teachers it was not the reports themselves   that they were devastated by but the way in which ERO allowed or, in the view of some, encouraged the media to sensationalise the reports.   This view is supported by the fact that the media get copies before the schools do.
We are taking the criticisms seriously even though I have contempt for the way ERO do things.  It has hastened the school’s falling roll.  The kids heard it on the radio and it even got back to Samoa.  They see us as a school of ‘dummies’.  

It was like a lightning strike.  It shook everyone up and there was no time to absorb it or respond to it before everyone knew about it.  A lot of students just didn’t come back.  Parents phoned the school to ask if it was going to be closed.  There were times it seemed as though everyone else knew more than we did.

The Principal was contacted at 8 p.m. on the Saturday night by Radio New Zealand asking for his comments.  He was contacted on the Sunday by the Herald and the school had still not received the report.  What could be their (ERO) motive in not allowing the school at least a day or two to read it first when they know how the media behave.  It is deliberate and unforgivable.
  

ERO released the report just prior to our enrolment week.  They know what the media do but they go ahead anyway. 

They (ERO) released it as a public document yesterday and we hadn’t got our copy.  We have to grab the Herald so that we can see what it says about our school.  It was the publicity in the local community that did the damage.

It’s not so much what she says (Chief Review Officer) but what she doesn’t say and how she says it.  She knows the whole report but she just focuses on the sensational bits.

If they (ERO) are going to allow the media to have the reports for schools like ours where the parents don’t understand English, then they have a responsibility to translate the reports so our parents can get an accurate version on Pacific Radio.

Another area of concern for the three schools that had the worst reports was the speed with which the Office returned and did a follow up review.  All three schools had accepted the need for immediate action and had begun to implement major changes.  The effort this required from the senior staff in the schools and from the Trustees in two of the schools was enormous.  Hundreds of hours of meetings, planning, training, employing expert help, liaising with the Ministry, letter writing, interviewing staff, and many other tasks specific to each school were undertaken.  Six months was clearly not long enough to implement all of the required improvements and it was not nearly long enough to see changes in the classrooms, yet ERO did another full review and published it.  The damage through yet another media release so soon was felt by many in the schools to be almost terminal.

We need to get our energy back.  We need ERO to stop beating us up and we need some positive feedback about what we have been doing.

ERO came back too soon.  They did not give us time to do what they required.  Writing and implementing curriculum can’t be done in that time.

We wrote to them and asked them to go back to their “normal” timetable of audits.  We were happy to have an informal visit or a visit that did not produce a public report but they must give us time to do what is needed without destroying the school with their reports.

Change has come about in the three schools that received the seriously bad reports and some of that can be attributed to the requirements of the ERO reports.  At the same time, there is a great deal of anger and bitterness in at least three of the schools at the way ERO have acted.  It is not the content of the reports that most staff take issue with but with the following:

· The lack of consistency in reviewing and reporting over time.  When the schools were at their worst in terms of problems, they were ignored or glossed over.  When they are working to their maximum to make positive changes, they receive negative public reports

· A concern at the validity of the review process and the heavy reliance on what reviewers are told rather than adequate time being spent in the classrooms and the school generally.  There was criticism of the inability of the Office to pick up issues of significance in some schools

· A lack of understanding of the uniqueness of both decile one secondaries and the AIMHI secondaries in particular.  This is demonstrated by the types of data the office require, and comment publicly on, as valid measures of achievement  (eg PAT results)

· The Office has a policy of making public the school reports.  The schools are not given their own report in time for staff, or even the principals, to read before the media have copies

· The lack of flexibility in the policy of making reports public, even in the situation of rapid follow-up reviews

· The timeframe given to three of the schools to implement major change was totally unrealistic and the Office would not listen to the schools when they tried to point this out.  The follow-up reviews were devastating in terms of escalated falling rolls and staff resignations and applications

· In these schools the parents almost without exception are Maori and/or Pacific Islanders and the majority do not understand English.  The Review Office should have to take the same care and responsibility that the schools do in reporting to parents in ways they can understand and that are culturally appropriate.  The ways this can be done are outlined in this report.  The Office should at least have the report translated and either mail copies to parents or support the schools to organise meetings of parents to discuss the report in their own languages

· The generalising and ‘lumping together’ of schools in the general “South Auckland” report and in the reviews of two of the secondary schools

· Inconsistencies in the use of data as measures of achievement.  There is, for example, a contradiction in comparing secondary schools using national external exam results (which severely disadvantage decile one schools) and not using any such norm referenced measure at the primary level.  An apparent unwillingness to acknowledge or explore the achievement levels that the students arrive with at these secondary schools and to investigate why they are leaving the primary system so “behind nationally”.  In the instance where the Office quoted PAT entrance levels, it used emotive language and appeared to be placing blame on the secondary school rather than acknowledging the difficulties they face.  

5.6
Agencies

It is difficult to generalise about the experiences that the schools have had with the wide range of agencies that they have to deal with but it is important to mention them briefly because such liaison is more of a day-to-day reality for these schools than for most.  The welfare, health, emotional, psychological, and family needs of these students are greater than average and they present at school because parents are unable or unwilling to access the help.  This means that these schools, more than any others, spend a great deal of time trying to get the help they need.  Sometimes this is on a school-wide basis such as the ‘one-stop-shop’ health initiative or the many teaching programmes that schools rely on agencies to provide.  At other times it may be that help is needed for one child or one family.

Some very positive examples were given by school staff of effective liaison and support from the Police, the visiting teacher and Income Support.  Other less satisfactory experiences were also related and one is included as an example of the types of difficulty a school can be faced with.

We had a very violent incident happen at school involving a student.  I did an assessment but she needed a full psychiatric assessment.  I had her in my office and I tried to get help.  I couldn’t get anyone to see her.  I tried CYPS often, Campbell Lodge, her GP.  I was told about understaffing, staff turnover and waiting lists and I still had the girl in my office.  She was very violent so in the end I told the parents they had to keep her at home until we could get help.  There was a family conference last week..... One month since the incident.  The girl had been home with no help and no schooling for a month and the family already had its own problems. (Pastoral care)

The following list outlines in summary the needs and difficulties that schools have in accessing help.

· Agencies need to be willing to listen to schools who have the student there on a day to day basis.  If the school is to be included in a relationship with an agency to assist a child, the school will know best which staff member to involve.  Sometimes agencies specify a person or position and it may not always be the best person.

· If schools have to apply for funding for a service, it takes considerable time to put together the application.  Now that the funding is often available only on an annual basis, it is extremely difficult for the school to plan for a need they know is ongoing.  The RHA vision testing programme is a typical example.  It was a one-off project.  It gave evidence of a need that the school knew was there and knows will be there every year but the funds are now not available again.  The data show that the need will be there every year in all the AIMHI schools and probably the decile one schools because it is caused by a complex set of variables that are directly linked to low socioeconomic status.

· Provision of ‘seeding funding’ is the policy of some organisations.  The idea behind such a scheme is that a school will be provided with money for one or two years to ‘set up’ a programme and then the funding will stop and the school will continue to fund the programme.  An example is the Hillary Commission funding for a sports coordinator.  The problem that all the AIMHI and other decile one schools share is that they will never have, and will not be able to get, the funding to continue with such ‘extra’ luxuries.  Most families do not pay even a low school donation/fee and fundraising for school extras is minimal if it occurs at all.  The schools still apply for, and sometimes get, the seeding finance because they feel that two years is better than nothing but it is  a terrible disappointment when a wonderful programme has to finish.  There is a need to recognise the extreme position of these schools in an equitable way.

· The filling in of forms and applications takes school personnel many hours and this is on top of their regular job.  If they don’t make the applications they don’t get the service or the funding but sometimes even when they do the paperwork, they still don’t have the need met.  Because the needs for social services are greater in these schools, the form-filling takes up more time at the expense of other work for students.  Some agencies can be contacted for help by phone.  Again, the time this requires to coordinate is significant.

· Accessing help for a student and/or family requires being in contact with parents.  Because of contact difficulties, language difficulties, lack of transport and often other complications, this can become almost a full-time job for senior staff and they don’t have the language skills.  These schools need liaison people who can make the connections between the school, the family and the agency.

· A current need that is not being met for most of the schools is to have access to help for chronic truants and students with severe behavioural problems who cannot cope with the mainstream system.  As well as the students not coping, the mainstream classes are disrupted by their presence.  Effective models of alternative programmes are currently operating but are not fully funded or funded on a long-term basis.  These schools tend to end up with the students who are expelled and rejected by other schools and need extra support to provide for them, so that their presence does not become a barrier to learning for other students.  

5.7
Resources and equipment
Most schools in New Zealand rely heavily on the collection of money from their community in order to provide any ‘extras’ that they need in the way of buildings, facilities and equipment.  In recent years one of the most pressing and expensive ‘extras’ has been technological equipment of various kinds and computers in particular.  Schools are funded on the basis of their decile rating and in theory, the poorer schools should receive funding that is ‘equitable’ and will allow them to provide ‘equitably’ for their students.  

A simple walk around these AIMHI schools, with the exception of one old and well- established school, will demonstrate to anyone familiar with New Zealand secondary schools that they are disadvantaged.  The researchers have the advantage of working in a wide range and large number of secondary schools and are able to make comparisons.  Listening to staff and to students brings this message home more strongly.  

Our resources are way behind.  Parents don’t want to send their kids here because they know that.  They are disadvantaged by coming here, where we can’t provide any of the things they will get in other schools.  We have no drama room, we have one old video camera with few functions, there are very few computers, we have only one TV that works.  We need video and audio equipment, computers, science equipment, and  technology materials.  Rooms need upgrading and our furniture is falling to bits.  We even need basic things like desks and text books. (Teacher)
The comparative lack of resources needs to be seen in conjunction with the greater need and demands on the school.  In most schools, the parents are on the phone and will come to the school if requested to do so.  In these schools, it is a common occurrence for a member of staff to have to take their own car and go to the home in order to see the parents.  It may take several trips.  In most schools, if students are going on a sports trip, parent supporters or their own parents will transport them and collect them.  In these schools, the teacher is often expected to collect and deliver students home, as that may be the only way to ensure they attend.  The need for school vans and cars is greater than for other schools but they are much less likely to have them.  There is more vandalism, stealing and damage in these schools and it is often from outside the school.  While vandalism to buildings and property is paid for by the Ministry, the damage to equipment has to be paid for by the school or its insurance company.  This all costs many hours of staff time and often dollars as well. In most schools, the teacher can request that parents provide a calculator, set squares, books and other basic gear like pencils and pens.  In these schools, the school or the teacher must provide most of these things and constantly replace them.  The particular learning and language need of these students means that text books, that in other schools would be acceptable learning aids, need to be processed before they are of any use to the students.  This requires extra teacher time, extra resources and photocopying.

The quality of the curriculum that can be offered is also compromised because of lack of funds.

We have only one keyboard that can be used for exams.  Most schools have a class set.  We have to rely on barbershop quartets because they don’t need equipment.  We don’t have the equipment to have a brass band or an orchestra.  Our kids are extremely talented musically but these days to do music well costs money.  We need computers for composition.  Our kids are seriously disadvantaged compared to kids at schools that have the gear. (Teacher)

Art is a very resource-based subject but we can’t get money from our students.  That will impact on what we can afford to do.  It means we can’t do clay, screen printing or lino printing.  It severely limits the programme we can offer.  Things are kept on a minimal scale or not done at all.  It’s worse for the seniors.  They need oil paints and to take photographs but where do the dollars come from? (Teacher)

There were examples of teachers who use their own time to canvass for gear and equipment from any source they can tap into.  There were other examples of teachers who have set up money-making initiatives within the school in order to buy the equipment they need for their classes.  This clearly advantages students and enhances the quality of the programme that can be offered but some subjects lend themselves to these possibilities more than others and the question needs to be asked as to whether a quality programme should have to rely on teachers’ being willing to use their personal time in this way.

We needed a scanner, digital camera, video and computer.  We knew we would never get them from the school because it doesn’t have the money so we make money by selling products that we make.  There is a teaching spin off as well as the financial spin off.  Even so we still need basic equipment like powerful enough computers, literature, books and magazines.  Our budget for the whole of this year will only buy us eight text books.  We can’t fund everything. (Teacher)

Computers and the interfacing technology have become the most obviously needed equipment and seem to the schools to be forever out of their reach.  It is not just the purchasing of the hardware but also keeping the software up to date and affording the maintenance and repairs.  Again this is a difficulty that most schools face but because of the inability to fundraise and get fees from a poor community, the need has been largely unmet.

Our computers are antiquated and they break down all the time.  We have no printers that work and it’s pointless without a printer.  Our budget is very constrained and we can’t afford to call out the repair man.  There is a $60 call- out fee and labour is on top of that.  We needed him three times last term and that was more than our year’s budget, which is meant to cover everything. (Teacher)

Even within the eight AIMHI schools, there is a difference that can almost be ranked, in what the schools can afford.  The schools that are regarded as the most desirable by parents have the advantage of a larger roll with the economies of scale that go with that, the ability to get more money in fees, a longer history of stronger funding from the community and therefore more accumulated assets and more parental support with fundraising.

5.8
Conclusion

The decile one schools, and the AIMHI schools in particular, have been adversely affected by policies that have impacted on the community as a whole and on poor communities in particular.  In particular some of the education policies have had both direct and indirect repercussions.  The personnel in these schools have been aware of the changes as they have happened but have felt completely powerless to do anything about it.  Some of the principals have been very active in writing and lobbying the Government and the Ministry of Education as they have felt the effects of changes.  They feel frustrated and angry that they have not been listened to.  They have not expected general handouts of money, but have tried to point out that these schools do have unique problems that require specific and different remedies.

The AIMHI project, including this research report, will hopefully address most of these frustrations.

Chapter Six: Parent/Family/Community Influences

6.1
Introduction

The researchers are concerned that in writing a chapter like this, people who are already under stress in their lives (some of the parents of the students) will feel even more weighed down.  The labelling of ethnic communities and the stereotyping of South Auckland has resulted in reinforcement of the reputation of certain areas and low morale and confidence of the people who live in them.  

The focus of this chapter is on some of the day-to-day things that affect the AIMHI schools in trying to meet the needs of their students and some of the day to day things that affect the ability of the students to achieve.  The purpose of describing the issues in detail is so they can be better understood by all parties in order to work towards finding solutions.  It needs to be remembered, however, that many of the things described in this chapter are just as much beyond the control of the parents to change as they are for the students or the schools.

6.2
Dysfunctional families and communities

High mobility

One of the ongoing difficulties faced by the schools is keeping track of where students are living and who their caregivers are.  Sometimes this is because a family shifts houses and other times it is because a student shifts, either temporarily or permanently.

There are high levels of mobility of students moving between relatives and between houses.  Sometimes they go to the Islands for a while.  It’s very hard for us to keep tabs on and it’s very disruptive of the student’s learning.  (Senior Management)

We have one girl who now lives with her grandmother.  She doesn’t know who her mother is but she knows who her father is and she goes to stay there sometimes.  It’s hard to explain to the grandparents that she can’t just go off and miss school without it making a big difference to her success.  (Senior Management)

 Alcohol

All of the pastoral care staff and many other teachers talked about the extent to which alcohol use and abuse in families causes severe difficulties for many students.  Student use of alcohol is serious also.  Many students talked about how it affects them.

We learn a lot about their family lives from what they write about.  In the weekends the crates (of alcohol) come in.  It might be the birthday of a baby in the family but it will still turn into a weekend party of boozing.  The kids do a lot of work for the celebration and sometimes they write about the strain it puts on them.  By the fifth form, the boys take it for granted that they are the drinkers now..... everybody gets drunk..... it ends up in a big fight.  It’s not unusual for them because it happens so often.  (Teacher)

One student was worried about his report and had no one to come to the report evening or to school to talk about it.  I took him and his report home and both Mum and Dad were there drinking.  The parents really need help too.  How can we change things for that boy?  (Pastoral care)

My parents are alcoholics and they don’t care about me.  They expect me to pick them up all hours of the night.  They phone and wake me up after I’ve gone to bed.  I have to wait up till they go to bed.  I break up the fights and solve the problems.  I’m often late and tired because of this.  My dean understands and I talk to her about my problems but it still makes it hard to get school work done.  (Student)

I’m often late to school because there is no-one to wake me up.  We have family problems..... everyone drinks in the week days as well as the weekend.  Even when I do wake up it takes me an hour to walk to school.  (Student)

It’s at camp we really learn about their lives.  At the beginning they can’t eat breakfast because they are not used to it at home but by the end of camp they are all eating huge amounts.  These kids are fourteen years old.  Some of them get trashed during the week.  They get drunk and stoned and stay up until 4 a.m.  Some parents have no idea.  The parents have lost the battle too.  (Teacher)

Community problems

Teachers and students talked of the racism in the community itself.  In particular, conflict between Maori and Pacific groups was mentioned.  Students said some of the gang activity perpetuates ethnic separateness and conflict.  

There are gang problems in our community.  Some of the parents are involved.  The ethnic groups are in conflict with each other.  Currently there is a void.  Until these groups get together there is not the support for the school in changing racism amongst students.  (Trustee)
Some teachers and pastoral care staff gave examples of parents who are either convicted or active criminals.  Students have been involved in theft through their families and some convictions relate to violent offences.  Violence is another problem that is present in these communities and which students, and non-students, occasionally bring into the school.

The violence in our community is serious.  We had a kid who was nearly kicked to death in the weekend.  Some other kids trashed a stolen car and ran over someone.  Last week an angry parent came in because his son had been beaten up by kids from this school.  The beaten kid was hospitalised.  It happened out of school hours but we were made to feel responsible and expected to do something.  (Senior Management)

There is lots of community infighting and sometimes the school grounds get used as the place for it to happen.  We have tried to do some things that will help with security but it is a social issue.  (Support staff)

We had a fourth form boy who was made to watch his uncles beat up his cousin until he was so bad he (the cousin) was hospitalised.  He was distraught.  How do we teach him to understand this?  We had another boy whose dad was inside (prison) for killing the mother’s boyfriend.  The parents split up and this kid had to learn to cope with all that and manage school as well.  (Teacher) 
 Lack of love, care, and control

Staff gave many examples of students who, in their opinion lack both love and care.  Some of the students said that they feel unloved and uncared about and they were always able to explain the reasons.  In some cases the teachers themselves try to provide the stability that the children need by making themselves available in an ongoing way to talk, advise and care.

I’m in touch with parents a lot.  Some are abusive families.  Some are stressed and just manage to survive.  There is nothing left over for love and attention.  These kids depend on the teachers as their stable adults.  (Teacher)

We have trouble working with nearly all our Maori and Cook Island parents.  So many of the families are seriously dysfunctional.  They don’t give a toss and they won’t work with us (the school) to try to find ways to help their children.  (Senior management)

Some of these kids have adults moving in and out of their lives.  One girl lives with a foster family.  She doesn’t know her real parents.  She only knows a grandmother but doesn’t get on well.  She found she had one real sister who was her only real relative but then the sister committed suicide.  (Senior Management)

For three of these kids, I was the most stable adult they had ever had in their lives.  You are a defacto father figure because they don’t have anyone else who stays around long enough.  (Pacific teacher)

We have a sixth form boy with a family structure that is hard to understand.  He lives in a garage at the back of a ‘family’ house and is not under any control.  He has no love or security or direction.  He is operating alone.  (Teacher)

Some of the families have no ability to control teenage behaviour.  They are having real problems themselves over it.  Mothers often know what is going on but they won’t tell fathers because the fathers are violent to the mothers and the children.  Some of the parents feel ashamed that they have lost control and won’t admit it or ask for help.  (Pastoral care)

School staff see these sorts of  problems in the attitudes and behaviours of the students and the schools put in an enormous effort to identify the source of the problems.  In order to help the student, they are very reliant on being able to work with the family.  If the family is unwilling or unable to do this, then the school is not resourced to provide the help that the family needs.  Sometimes they can provide help for the student alone but it is rarely a good solution.

Multifaceted and repeating problems

Many of the difficulties that some of the families have are a complex combination of factors that present long-term problems for which there are no simple solutions.

We did an assessment on a case of physical abuse and found that it was done to the child by her parents who are drug users.  The children are expected to sell drugs to sustain the parents’ habit and they get beaten if they don’t sell enough.  CYPS took the children away from the family but we still have them and have to find ways to help them adjust.  We will become their security in the mean time.  (Pastoral care)

Some parents are mentally disabled and their kids really suffer.  Some haven’t eaten for a day or two because the money has gone on gambling and drinking.  There is no-one at home to cook and if the money runs out, that’s it.  (Pastoral care)

Some of the situations will affect the children in a way that will make it difficult for them to parent and already some teachers can observe problems that are evident in a following generation of children.  

This generation of kids are the children of the kids we had here when I began teaching fifteen years ago.  These are the children of the kids who lived with their noses in glue bags.  There are a significant number of them.  These kids have dispossessed parents who have no positive attitudes about parenting or schooling.  (Teacher)

There is a self-fulfilling cycle of problems.  The parents are unemployed, have no work ethic, have mental problems, abuse the kids and so the kids opt out of school as early as they can.  Girls get pregnant and the family encourages them to leave so they can collect the DPB.  Then we have a third generation of children growing up in the same hopelessness.  (Teacher)

Violent abuse

Staff and students in all eight schools talked about the high level of physical and sexual abuse and the ways that this affects the attitudes of students towards learning.  

Physical abuse is usually a hiding or a beating of children by parents.  The students talked a lot about this practice and, overall, accept it as a normal and expected way for their parents to discipline them.  Many do not think it is an appropriate or acceptable way, but generally accept that it is the Pacific way and that their parents do not know of other ways to discipline them.  Maori students also talked of being beaten.  The hiding may be with a hand, a stick, a hose, or whatever their hands can get to at the time.  Students said that boys get more hidings than girls and that their reaction is often to laugh, which results in more hitting.  They listed many reasons for beatings including not doing chores, breaking something, stealing, being late home, fighting, wagging, swearing, telling lies and (especially) answering back.  The most frequently described feeling that students experience is anger.  Some said they were afraid of the beating, afraid of being hurt and afraid of their parents.  Others said they just wanted to run away.  They also said that even though they may laugh when it is happening to them, it is not because they think it is funny or unimportant.  Laughing is a way of keeping some sense of self esteem.  

Pastoral care staff say that they have many students come to them for help the days following reports going home and parent/teacher interviews and there is much evidence of the physical abuse.

The bruises and cuts are there.  Children are in tears because of it.  It’s very hard for them to keep their self esteem intact when they get abused for doing their best.  (Pastoral care)  

Some of the Pacific teachers described the hidings from the parents’ viewpoints.

They don’t do it for nothing.  There is a reason.  Sometimes they are worried and they lash out.  They act straight away.....there are immediate consequences.  (Pacific teacher)

Parents are aware of what they are doing.  They are caring and concerned but they think if they let little things go, they will lose complete control.  They need to know ways to manage problems.  (Pacific teacher)

Some students said that the hidings do work as a deterrent for them.

When my parents beat me I do learn from them.  I did stop stealing because I was afraid of the beatings.  (Student)  

Others said they did not think it was an effective way to discipline them.

The hidings don’t last and don’t stop us doing things.  It’s worse when they (parents) won’t let us watch TV or visit friends.  It’s best if you can clean up the mess yourself first and then tell your parents but you won’t tell them if you think they will give you a hiding.  (Student)

They do it (give a hiding) because they love you and sometimes that makes it OK but sometimes you can’t help the things they do it for (like bad reports) and then you are angry and want to run away.  (Student)
Some reasons for beatings/hidings were directly related to school and learning and it is these which have a negative affect on student attitudes, confidence and success.  Students reported getting hidings for a ‘bad’ report, bad grades, a letter from school, a detention, being late to school and comments from a teacher that parents did not like.  This results in students hiding information (such as letters and reports) from parents, telling lies to parents and actively working to keep parents away from the school.  Many students said they were unable to discuss school things with their parents because the parents may interpret it as a challenge to their authority and a form of answering back.   It also results in students’ losing confidence in their ability and willingness to be actively involved in the learning process.

There is a real dilemma for both students and teachers over reporting on student achievement, behaviour and attitudes.  Teachers know that some students will be beaten if the things they say to parents or write in a report are less than ideal.  They are aware of their professional role to report accurately on student progress but they see the negative affects that such reporting has for many students.  School staff also find themselves in a dilemma over when, and when not to report physical abuse.  The decision is made with what they believe is the best interests of the student in mind, but individual interpretations vary.

Many get very badly whacked.  It is a grey area with Pacific Islanders because they think they are entitled to.  If there was serious violence I would let CYPS know but not all teachers believe in mandatory reporting.  The kids think they deserve the physical abuse.  They accept it.  (Teacher)     
Sexual abuse

Senior and pastoral care staff in all eight schools reported a significant amount of sexual abuse of girls in particular.  

There is lots of sexual abuse, an excessive amount.  About half of the girls who come to me have been victims..  There is lots of incest.  There are little things you pick up on and we use drama.....role play to allow  them to disclose.  (Pastoral care)

There is physical and sexual abuse.  The boys and girls are physically abused and the girls are sexually abused.  There are blurred boundaries at home about what is OK and what isn’t and so the kids are easy victims.  (Pastoral care)

The affect on student well-being and behaviour can be profound and can make a difference to many students in a group or a class.

We had a fifth form class that fell apart over the year.  All the girls had either personally been abused or their friends had.  Most of it was sexual abuse.  (Principal)

Some girls don’t want to be referred over it.  I have had two girls recently who have been raped but who don’t want any action taken.  We could call in the police or a woman doctor.  The women doctors reinforce the serious nature of it and get it noted.  Parents are usually very reluctant for agencies to be involved.  They see them as “the enemy” and as the “other side”.  But there is a real limit to what we can do. I can see that they are both still having difficulties because nothing has been resolved for them.  (Pastoral care)

Sexual abuse is still unlikely to be disclosed, especially if it is a close member of the family who is the abuser.  As mentioned in the section on ethics
, a number of girls did talk to the researchers about their own experience of sexual abuse and about experiences their friends had had.  They wanted and needed help at the time and afterwards but found it very hard to ask.  Some mentioned doing things, such as wagging, drinking, and truanting, that they hoped would draw attention to themselves and result in a teacher intervening and helping.

6.3
Parent attitudes

The majority of families are Pacific families and both teachers and students talked about Pacific (or PI) ways of thinking and behaving.  Clearly not all families have the same ideas, standards, expectations or ways of behaving but the researchers have so much data that demonstrate similarities and that relate directly to student achievement, we have decided to include this chapter in the hope that it will provide the reader with insights into how students feel.

High expectations
Pacific parents, in particular, are felt to have extremely high hopes and expectations of their children as achievers.  They want their children to have experiences that were not available to them, to not make mistakes that they made and to have a quality of life that is better than what they all currently have.

These parents work in factories.  They don’t want that for their kids.  They want something better and they know their kids can do it and I do too.  (Pacific teacher)

Our parents grew up in the Islands.  They want us to be different to them.  My Mum got pregnant young.  My Mum went out all right but they don’t want us to make the same mistakes.  (Student)

Sometimes students feel that their parents want the achievement for their own (the parents’) gratification and that they are living through their children rather than wanting it for the children in their own right.

Parents expect too much of their kids.  They see themselves in you and live through you.  They want to raise a “superchild”.  (Student) 
They (parents) want us to do what they haven’t been able to do because they didn’t have the education or because they had babies too early.  Parents speak their own language and we have to learn it in case the Minister comes to the house ..... so our parents are not shamed.  (Student)

They compare us to cousins and are afraid of how other people see it.  Especially at church, where all the comparing goes on.  If you don’t get all “A’s you are letting your parents down.  (Student)

Parent pride is a real problem.  They get a real buzz out of their children’s achievement and they compete amongst each other for who can do the best.  It is hard for the kids when that is happening.  (Pacific teacher)

They want us to do well so they will look good especially in front of relatives.  (Student)

Some students mentioned the desire their parents have for their own long term security and see the achievement of their children as the main way this can be secured.

Education is first because then you can get a good job.  If I do that it means that I can buy a good house..... plan for the future..... and support them when they are old.  They want me to get a good job which means one that pays good money.  Not a factory job because you can’t do that when you are old.  The Army or the Police are OK.  They have strong ideas but it’s up to me so long as their future is OK as well.  (Student)

Students described how the parental pressure felt for them and how they (the children) try to understand how their parents feel.

They think the system is what it was like for them.  They ask “why do you need friends?”.  They think it should just be work for us.  They portray the person they wish they had been and they want us to be different to what they were.  They don’t understand what the world today is like.  (Students)

Pacific values in New Zealand
Students feel the parents’ expectations, related to achievement and other things, are often unrealistic in the context of the generally accepted standards of New Zealand society.  Students understand that these are Pacific standards held by their parents’ generation, and that they reinforce values that are culturally important.  Students and Pacific teachers value their culture highly also and their comments were in no way meant to be critical of cultural values per se.  They felt that some of the expected behaviours are unrealistic for New Zealand in the 1990s and, because their parents will not consider any compromise, students usually do what they want behind their parents’ backs.

Parents impose things “because I love you” but these codes are rigid and don’t make any sense for our kids here in New Zealand.  They say to girls “don’t go out till you are twenty-one years old.  In the Islands you never sat with a boy.  So there is lots of mother/daughter conflict and lots of pregnancies and abortions.  Parents just won’t listen.  We (teachers) have to be very careful about how much we tell parents.  (Pacific teacher)

Parents have high moral standards and cultural standards that don’t fit in New Zealand.  We could not go flatting like other kids because it would be a disgrace on the family that you were not looking after your parents.  One day we can be independent after........., and after....... There is always an after.  (Student)

The girls are not allowed to have boyfriends.  They do of course and when they are found out they get hidings or leave home.  It’s exacerbated at an all girls’ school but it happens at the other schools too.  (Teacher)

I really try to do my homework but I’m constantly interrupted.  You can’t say “no” because that is selfish.  Mum says if you do well at home and do well at church you will do well at school.  She really thinks God will do the school work for me.  (Student)

As a young PI person you get no support.  All the energies are on the older siblings.  It is our third formers who are more of a problem.  As they get to be seniors they have a higher priority in the family hierarchy.  Parents think the exam years are the important years.  Our cultures don’t support youth for learning.  (Pacific teacher)

We are a classed society also.  Some of the parents in our community don’t give a damn about (this school) because their kids go to other more prestigious schools.  (Pacific teacher)

We have to look after our elders, especially our grandparents.  Sometimes they are very demanding and call you from the other side of the house to do little things for them.  They know they have power and they expect you to do it.  That is more important to them than our homework because that keeps the family positions clear.  (Student)

Sex is such a “no no” that we are not allowed to know about it till we die.  (In the health programme) we had a teacher who told us everything.  Our parents just say “Don’t do it!” but I didn’t know what “it” was.  Now I know what I’m not to do.  I can’t talk with my Mum about it so until the school helped us we had to talk to sisters and cousins to find out.  (Student)

Gender issues

In New Zealand educational circles there has been real pressure for gender equity.  This was in all school Charters in 1989 and schools have been required to develop programmes with staff and students to ensure that equity values are practised.  The data suggest that Pacific values are different, and teachers and female students find it difficult to reconcile these conflicting values.  Girls are perceived by most teachers to have more family demands placed on them that make it difficult to do school work and activities outside of school.  Female students agree and are often resentful of the situation they find themselves in.  The following quotes are very typical of what the researchers heard in most group discussions in which there were girls.

It’s always us because we are girls.  Brothers don’t have to do anything.  There are totally different rules for boys and girls.  They are allowed to go out but we are not.  We do all the work.  We are not even allowed to ask them questions about it.  “I often wonder what it would be like to be a boy”.  My brother is meant to do his washing but he never does.  I have to do mine and my sisters’.  (Female student)

Girls have to stay home, do the housework, mind the children and do the cleaning.  The mothers know this is not fair underneath but they won’t admit it to the fathers.  Some mothers are afraid of their husbands.  (Female student)

Boys do some outside work once a week or on the weekends but girls have to do everything all the time.  We do dishes, vacuuming, cleaning, cooking, laundry and minding children and we do it every day.  Girls have a harder time.  My brother thinks he is “King”.  Boys have more freedom, they can stay out, they get first preference and it is easier for them to get out of things.  They are not expected to do it.  (Female students)

Pakeha teachers understand us and see how unfair it is and how hard it is being an Island female.  The expectations of us are just as high but we don’t get the chance to work or anything else.  We can’t go out.  We can’t do a thing.  We have to justify everything.  They (parents) don’t trust us about anything and it’s all because they are afraid of pregnancy.  (Female students)

As well as affecting homework and study time, such values have an impact on relationships.  There are differences among the eight schools in the quality of student relationships with some being more harmonious than others.  To a greater or lesser degree the following apply in all the schools.
Gender relationships in the school are appalling.  Some of it is just being adolescent but it is worse because of racial values.  (Pacific teacher) 

Girls sit and watch the male sports teams.  The girls get no spectators, the boys get them all.  (Teacher) 

Some teachers, both male and female, mentioned the chauvinistic way that some male students behave to both teachers and students.

Girls are very disadvantaged.  Some tell me they will never put their children through what they have been through.  Parents need to be re-educated on how women in New Zealand are treated.  There is male chauvinism to teachers as well as to girls.  Female teachers are often badly treated by male students.  (Female teacher)

The questioning girls really get teased.  It takes two or three months before I can train a class so that the girls are used to asking questions.  You can’t get a word out of them at the beginning of the year because the boys give them such a hard time.  We can change that while we are in charge but you know the minute they go home it’s back to the sexist attitudes.  It is a tension for the school because we value equality.  Female success, when it comes, indicates a very determined young woman.

I have had several parents who were puzzled about what I told them about their youngest son.  They are spoiled and not asked to do much.  Their sisters run around after them and then they think that is how life is and they treat the women teachers badly.  We will not accept those values in a school.  (Male teacher)

When the researchers asked some of the groups of boys about their lives compared to those of the girls, they generally described the same things and sometimes commented, with a grin, that it wasn’t fair.  They did not seem to be aware of the feelings, or the strength of feelings, that the girls had about the unfairness. 
Parent opinions of what are acceptable careers are often very gender specific and conservative.

Some girls don’t even want to go home.  They prefer to stay at school.  It’s the only way they get a chance.  One of my (female) friends wants to be an audio engineer.  Her parents won’t listen.  We don’t get a choice of career.  We are not allowed out.  It’s harder in every way for girls.  (Female student)

Contradictions

The contradiction most commonly mentioned by both students and teachers was between the expectations and hopes of the parents, and what they dictated as priorities in out of school time.  Parents are perceived to say that education is a priority but are not perceived to give it priority in terms of support, equipment, study space or time.

Parents have very old fashioned British ideas of what is appropriate in terms of education.  It’s what they want but they don’t support it.  Parents don’t check their work books or bags.  They have very busy homes.  Sometimes they work long hours and are not there for their kids.  Church puts on pressures.  A daughter will have to help them with cleaning work and serving tea and at eleven p.m. she is allowed to do homework.  (Teacher)

Parents will say education is a top priority but then the children spend three or four nights a week at church until about ten o’clock.  The truth for those parents is that church is the priority.  Often church, family, culture and sometimes sport and music will come before time for homework, reading or having a good sleep.  Education hasn’t got a chance.  (Teacher)

Pacific Island parents want you to have what they didn’t have.  Some drink.  There is no back-up from parents.  They spend their money on other things.  (Student)

 My Mum expects me to mind my sister all the time so I don’t get any homework time.  If I tell her I need to do some she says, “you should have done it earlier”.  I say, “I tried to but you told me I had to look after .........”.  It doesn’t make any sense and she doesn’t want to listen.  (Student)

Sometimes these kids are breadwinners.  Some start after school and work up to midnight.  Parents say education is important but that is saying that money for the family is more important.  (Teacher) 

The money that goes to the church is huge.  Sometimes we challenge our parents about the dollars but they won’t listen.  Then we have to go out to work because there isn’t enough money.  (Students)

Someone needs to talk to parents.  They don’t understand your commitments.  They don’t understand that you need time all year.  They will only give it close to exams.  (Student)

Many students commented on the way in which parents become supportive and give them study time close to exam time and as they get older.  If they get to the seventh form, they will often be allowed more time for school things.  Senior students could see that they needed this time in their early high school years and to only get it close to exams or in the senior forms was leaving it too late.  They thought it was because parents did not understand the need to get into work patterns early and also that younger children have fewer rights and privileges than when they are older.

One of the greatest frustrations for teachers is when considerable efforts are made to involve and include parents but they don’t come.  This has happened in two ways in most of the schools.  At some times, in all the schools, efforts have been made to set up and run parent groups for the various ethnic communities.  There have been varying degrees of success but most groups have come and gone and not lasted over any length of time.  The other occasion that teachers have put a lot of their personal time and effort into has been getting parents to attend parent/teacher interviews and/or report evenings.  The main strategy used has been to telephone each family personally.  Whenever this has been done, the numbers of parents attending have increased but not to the level the teachers would like to see.

We phone parents for these evenings and that has doubled the numbers but we still get about a third only.  The worst thing is that we need the ones that don’t come.  We phone and they say they can’t make it but they do make it to housie.  Parents send feeble excuses for themselves and sometimes for their students.  (Pacific teacher)

The parents have to take some responsibility.  They can’t expect the teachers to do it for them.  No matter what we do to try to get them involved, they keep opting out.  It’s easy to blame the school and to say we need more Pacific Island teachers but they don’t even support them.  Also, they want a European education.  They can’t have it both ways and opt out of everything.  (Teacher)
There are contradictions between what parents want, from their own knowledge and experience, and what their children want, from their knowledge and experience.

Parents will want their daughter to go to university to be a lawyer, but she may be brilliant at design and want to do furniture making.  (Teacher)

Lack of knowledge about how schools operate

It is clear to most school staff, including office staff, pastoral care staff and teaching staff that Pacific parents, and some Maori parents, do not clearly understand how secondary schools operate.  There is also confusion over what is a parent’s role and what is the school’s role.  Students said that their parents expect the school to fulfil all school related and educational roles and functions.  This often brings about situations where there are conflicting expectations and there is the potential for both parties to judge each other negatively as a result.  The following are examples of such situations -

· Parents do not understand the commitment that students need to make to things.  One of our students who had a starring role in the production was kept home to babysit because the parents were going out.  (Teacher)



The researchers were not privy to how these parents saw this situation or why they made such a decision but that was the reason the parents gave when asked and it put the whole school production in jeopardy.

· (My family) expect me to do well at school but they have no interest in the school.  Parents don’t care.....they don’t ask.  They expect you to do it yourself.  If they do ask “how is school going?”, you just say “good” even if it isn’t because they don’t want to know.  (Student)
.
· Parents have no idea about what is reasonable to expect from the school.  They will ring to say their child is going to the doctor but they will take them away for the whole day.  They will expect their child to have a day off to buy new shoes or they will phone and say they need (their child) to come home and babysit because they (parents) have to go to work.  (Office staff)
· Parents have high expectations but students feel they can’t live up to these.  It’s worse if your older brother or sister has done well.  Then if you don’t do as well as they expect, they think another school will “fix it” and you get moved.  They accept things as they are.  (Student)
· Most parents are very supportive but there are some parents who condone truancy, absenteeism and lying.  They stick up for their children and make up excuses for them.  How can we possibly stop these things when the parents work against us.  (Senior Management)
· Our parents think school work should be done at school and it is up to the teachers to make sure we do it.  Home is for family and church and not for study.  That works when we are at primary school but it doesn’t work at secondary school.  (Students)
· Parents seem to think that the teachers are there as servants for them.  There was a school party here at school and one of the girls phoned home.  She was told to come home immediately but the parents didn’t come to collect her.  I was expected to take her home.  The same happens if they need to go to hospital for anything.  We (teachers) have to take them.  The parents expect it.  (Teacher)
· Sometimes children are taken over to the Islands on family matters but there is no notification to the school.  We implement our systems and after spending lots of time we will eventually work it out.  It’s very one sided.  Schools have a legal obligation to keep track of the students and the Board could be in trouble, but there is no follow-up of the parents or sanction for them when they are irresponsible.  (Teacher)
· Lots of parents want the school to teach them English rather than PI languages.  They have come here for a European education but they don’t understand the difference between vocational subjects and academic subjects for their own sake.  Sometimes we have problems trying to get kids to structure their course in a way that will help them long term.  Parents say “don’t do fifth form Maori..... do typing this year”.  Sometimes they will do six subjects when they would be better doing five well.  (Teacher)
The Pacific teachers could understand the difficulties from both the school’s point of view and from the parents’.

Families want kids to do well but they don’t know how to help.  They need a bomb under them.  They think their role ends when the child goes out their gate.  They think that if they send their kids to school they will be successful.  They need education.  Each ethnic group has to meet with its own speakers and language.  We need people from the Islands who have been successful to explain what they need to do.  They need to meet away from the churches.  We have to help them understand what they have to do to get the kids to succeed.  They need to prioritise their finances and support their kids more.  They can hold onto their values but they are not prepared to change the things they do in order to get the most out of what New Zealand offers.  They can’t have it both ways.  (Pacific teacher)

Parents think that problems at school should stay at school and it is up to the staff to solve it.  They send their kids here for education so they don’t think it’s their job any more.  They think it is just school work that is the problem and they don’t think about the other issues that cause problems that they have to solve.  Parents are more involved at primary school and I don’t know why it changes.  As our kids get older they (parents) don’t think they (children) need them any more.  At school we can see it happening but the parents won’t help until we hit the crisis.  (Pacific teacher)
Knowledge of measuring achievement

The measurement , recording and reporting on achievement is complex and dealt with elsewhere
.  What is relevant here is how parents view, understand and evaluate student progress.  Students were unanimous about what they think their parents expect.  School Certificate is seen as the first and most important achievement.  Up to School Certificate, parents are looking for grades rather than comments on the reports, and the only acceptable grade is an “A”.  
You either pass or get a hiding.  It’s grades they look at.  They don’t look at comments.  It doesn’t matter how hard you are trying or how much you have improved, it’s black and white.  The middle is not good enough.  In our grades a 5 is a pass but for parents it isn’t good enough.  They don’t understand the system.  Everything is a failure if you don’t get an A.  They always refer back to the Islands.....the plastic bag and no shoes..... because we wear shoes we should pass.  (Students)

Parents want you to achieve so they can brag to their friends in church.  Achieving for them is getting an A or passing in exams like School Cert. and Bursary.  For students, achieving is doing the best you can and getting better than last time.  The two are completely different.  (Student)

School Certificate is an exam that was designed to ensure some, about half, of the people that sit it fail.  It was designed to rank people.  Students in the low-decile schools always were more likely and always will be more likely to fail this type of exam, than students in high decile schools.  The lack of understanding of this type of assessment tool is not confined to these parents but it does cause their children great difficulty.

Parents do not realise that School Certificate is not the end of the possibilities for their children.  (Pastoral care)

As has been noted elsewhere, many Pacific parents have a tendency to confuse attitude with achievement.  They want to know from teachers how well their child is behaving and take this as a measure of achievement.

Parents believe in strong discipline and they think that this alone will result in good grades so they come to report evenings and ask about attitude.  They ask “Do they listen in class”, as though this will result in progress.  We need to educate them.  (Teacher)

Parents are really stuck with “form five equals School Certificate” and that passing School C is the way to measure the future success of their child.  We need to explain about “year nine and level five”.  The new Qualifications Framework will help.  There is a lot of education needed.  (Pacific teacher)

The lack of understanding also applies to the selection of school subjects and to transition and careers.  Teachers explained the difficulties they sometimes have trying to get students and especially parents to understand about structuring a course that will work in the long term.  There is a tendency to want subjects that are clearly linked with a job that is perceived to be a desirable one.  Lack of experience of the wider job market limits both parents and students in seeing possibilities with which they are unfamiliar.  Sex-role stereotyping is another limitation that some parents impose.  For some parents there are jobs which are clearly only appropriate for one gender.  Working in a shop, for example, was thought by a parent to be “not man’s work”.  Some parents have unrealistic expectations of their child’s ability in relation to a job.

We would have a school full of lawyers if parents had their way.  That’s not realistic for any school and it is certainly not realistic for many of our kids.  (Teacher)

I saw a parent who wanted their son to be a submarine captain.  I explained that there are no submarines in New Zealand and only one, I think, in Australia.  Sometimes they have no idea of what is realistic.  (Teacher)

Making comparisons

A parent behaviour that many students described was that of comparing them with their brothers, sisters, cousins and others.  Sometimes this was done privately within the home, sometimes in front of other people, and sometimes publicly at church.  Whenever it happens, students feel uncomfortable and unhappy.  The person who is being compared unfavourably feels guilty, a failure and ashamed.  The person being compared favourably feels uncomfortable, disloyal and ashamed of the adult doing the comparing.

Parents refer back to the Islands..... no lunch and no shoes..... and try to make us feel guilty if we don’t work.  They compare us all the time.  Compare us to those who do well and to those who don’t do well.  We will end up like our cousins - dole, babies, dropouts.  Some people have had their names read out in church.  It’s so shaming for everyone.  (Students)

Parents are always putting you down.  They compare you with your cousins.  When you are watching TV they say “doesn’t look like you’ll pass School Cert.”.  We need encouragement but they get angry.  You try to do your best but it’s still not good enough.  They use the family as examples to put me down.  I need encouragement but I just get pressure every day.  (Student)

If older brothers and sisters have left before School Cert. you get compared with your cousins.  Parents want to brag to their friends.  Passing School Cert is such a big deal for them but it’s not the end of the world.  (Student)

At church some parents give the Minister $20 so their kids success will be published.  There are constant reminders if you are not at the top.  (Student)

Students described the feelings of pressure, guilt, shame and failure.  Many felt that no matter what they did, or how hard they tried, they would never make their parents happy and so there was a feeling of hopelessness and inbuilt failure.

I want to get away from my family.  Parents don’t want to know how you feel.  They want you to do well but it’s impossible.  They talk to family members and compare.  They tell you to do well.  If you do well they say “but look at your cousin”  or “but ...............”.  There is always a but!  (Student)

Parents give you guilt trips.  They are never home to encourage you but they expect you to do well.  “Prove yourself mate”.  It’s more negative than positive.

The other comparison that is frequently made by parents is with their own background and experience.  Again the feelings that students experience are pressure and guilt.  The reaction that students have to such messages is to appear to listen, not to challenge and to accept that their parents do not understand their worlds and never will.  They love their parents but feel they will never be able to communicate with them and that the parents will never understand.

Parents give you growlings.  They tell you about their past and the sacrifices they have made.  They try to make you feel guilty.  “We don’t pay fees for nothing”.  (Student)

They want you to do better all the time.  There’s no easy road and parents make it bumpy.  It doesn’t help if we don’t know the language properly.  If we go into English at all they say, “you’re losing it”.  They mean well, they care about us but they don’t understand what we live with.  (Student)   

Parents want school things left at school.  Mum doesn’t understand the school system.  They have big expectations but there is more pressure than support.  What we need them to do is to wake us up in the mornings, pay our fees, give us lunch money and buy the books we need.  Instead they waste money and don’t give us time (to study).  We are meant to leave school and find a job so there is money.  They put pressure on about your mates as well.  They don’t make enough effort.  They know how to speak English but not how to write or read and they are OK about that.....don’t try to understand.  (Student)

Some teachers feel that there is evidence of more parents making an effort to understand and to listen to their children and to the school.  Some students commented along similar lines from their personal experience in their family. 

Some parents are beginning to be realistic about their children’s abilities.  The longer they have been in New Zealand, the better they understand.  They do need to learn to talk about it.  They need help to understand.  (Pacific teacher)

It’s better for me than it was for my older brothers and sisters.  My parents are learning to listen.  They used to give them (siblings) a hiding if they said things but they will let me talk about things now.  (Student)

Communication with parents is critical.  Generally parents welcome it (Talking with a teacher).  They appreciate being told.  Once you have talked to them once and you understand them, it gives you confidence to call them again and it gives you leverage to work with the student.  I’m more upfront and frank now.  I was over-sensitive and culturally nervous.  It didn’t work.  They (students) need to survive in New Zealand society and parents must be made to understand what this means for them.  (Teacher)

Communication blocks

Some students and teachers said that parents sometimes blame themselves for their child’s lack of achievement but do not necessarily know what to do to change things.

Parents think it’s their responsibility and their fault.  Their pride is hurt.  But they still don’t understand or take time to listen..... they come from a different view.  (Student)

If parents don’t feel confident they can’t actively support their children.  They may be concerned and feel responsible but they still don’t know what to do to help so they are frustrated.  (Teacher)
Others said that parents won’t come to school to listen to teachers because they do not respect them enough to give credibility to what they say.  This applies especially to palagi teachers.

Parents won’t come because they think some teachers don’t understand.  They (parents) don’t want to hear anything that is not good.  They may take it as an insult.  Parents will only listen to someone they respect like the Minister.  (Student)

Parents are always respectful and polite but they won’t listen to a white face.  We are seen as privileged people who won’t understand.  (Teacher)

Many students mentioned their inability to talk with their parents about issues that directly  affect their schooling and learning.  If they tried, parents often viewed the attempt as a challenge to their authority and either closed the communication or punished the child.

It is the traditions and the culture that stop us talking with our parents.  We can’t talk back to them or say they are wrong even when they are.  They don’t understand our world but they won’t listen either.  (Students)

I want them to talk with me when I have problems but I can’t talk with my parents.  I keep my problems to myself.  I was sent out of class so I went to the guidance counsellor.  (Student)

Our parents have ideas that punish us but it won’t change.  One of our mates (Year 13)..... his father won’t let him come to the school ball.  Our parents say “that’s where it all starts”..... they mean girls, sex, drinking and smoking.  They don’t realise it started years ago and we are safer at school than where we usually do it.  The church is very strict and very demanding.  What the Minister says goes.  They blame school for the problems.  (Students)
Language is a major difficulty for both teachers and parents.  The schools have to rely on a small number of staff or on students to translate discussions between teachers and parents.  Sometimes community people are able and willing to give their time.  Because it is either voluntary time or putting extra pressure on Pacific teachers, the schools tend to make this effort for only the most serious or important occasions such as a discipline hearing or a health issue.
Effective parental support 

There were examples given by both students and teachers of parents who were actively working with their children, and the school, to support their learning.  In the examples the students gave it was evident that this was very effective for them and that they felt supported and strong in their efforts to achieve.

Parents need to help their kids more.  I know I am changing.  I have learned about my mistakes.  If I muck around at school I’m not allowed out.  My Dad checks my homework.  I have to keep this book to show him.  It’s good for me.  My Dad checks on me at school if he thinks he has to.  My parents came to school and talked with (the dean) and they are helping me but I know I have to do my bit.  (Student)

My parents are much better for me than they were with my sister.  We can talk about things now.  They don’t think I’m backchatting or cheeking them.  It really helps when they give me time after school to do my school work.  (Student)

My parents will ask me, “what did you learn today?” and each day I have to tell them three things.  Dad will force me to do homework.  In the fifth form I may have to quit sport.  (Student)

Not all such strategies work without complications.  One student told the researcher that when his father asks what he learned at school today, he often says “nothing” and, as a result, the father went to the school feeling angry because he believed the child and assumed the school was not doing a good job if a student could be there for days and not learn anything.

There is a great need for parents to be directly in touch with the school and not to rely on everything that their children say.

6.4
Church influence on achievement

This chapter is not about any particular church or denomination.  It does not apply to all students, although most Pacific students made reference to the part church plays in their lives and the life of their family.  These are the views of students mostly, and sometimes of teachers.  They are not the views of parents.  Nor have the researchers included all the data given on the families’ relationship with their church.  The chapter focuses on the ways in which the church impacts on student learning and achievement, and how they feel about this.  In voicing the concerns about the impact of the church on their education, students were not intending to diminish the value they placed on spirituality or on their church involvement but they were able to see, at the same time, the conflicting expectations and what they see as the hypocrisy of aspects of the church.  Some felt pressured and others felt upset or angry at the demands they found themselves dealing with.

Time commitment

Many students discussed the time that they give to church commitments.  This includes church services, preparation for them, Sunday school, bible classes and study groups, prayer meetings, youth groups, church competitions and socials, and bands and choirs.  It was not this time alone that was the issue for them, but this time combined with the other family and employment commitments they have to fulfil.  This was often the reason given for not doing homework, or for not getting to it until very late at night.

I did four years of seminary from six to seven every morning.  Also I have responsibilities at church after school and all day in the weekend. It’s too much to manage, especially when homework and assignments are behind.  (Student)

We spend lots of time there (church).  One day every weekend and then there are youth competitions, sports, inter-church things, socials, and choir is the main one.  At the moment, I have choir every day after school.  (Student)

Many students mentioned being put under pressure to be involved in certain activities and how difficult, if not impossible, they find it to say “no” even when they know their lives will be over-pressured and their schoolwork will suffer.  Sometimes the pressure comes from “the group”, and sometimes from parents.  The Minister and youth leaders were also mentioned often and sometimes pressure came from more than one direction.

I’ve had real group pressure to be there.  I had an assignment overdue and I needed to be home to do it.  What is worse, is that they say it is a seven o’clock start but the leaders don’t get there till eight or nine.  It’s always late starting and I needed that time to get my work done.  (Student)

We have bible study and family prayers and church every day from five to seven.  Sometimes I’m desperate to get school work done and I’m let off but I can’t argue with my parents.  It’s like talking to God.  What they decide happens no matter what I need.  (Student)

I have church all Sunday and about four times a week after school for choir, bible study, and practices.  Then there is quiet time.....personal time with God.  As well, I work sixteen hours in an icecream parlour. Family and church are number one and then my job, so school work has to get done at school.  (Student)

Some PI parents think church is more important (than school).  When kids try to explain to the teachers they don’t understand.  The Minister wanted me to be a Sunday school teacher and I said “no”.  My parents pressured me so I did.  It’s even more work than I thought it would be but it’s hard to go against your parents.  The church says you are a free agent but it’s not a real choice.  Somehow the parents make it for you.  I think it has had a really bad affect on my Bursary work this year.  (Student)
Financial demands

Many students talked about the financial strain the churches put on their families and, in particular, how this took priority over money needed for school fees, exam fees, uniform, school equipment, books, school trips and other education costs.  Some students explained how they are expected to pay for all their school-related expenses themselves from money they earn.  Others have to ask for what they need.  Some have given up asking their parents because they get such a negative response when they do.  There were students who felt very angry and bitter that the money they needed for basic educational purposes was not available to them because it goes to the church or to the Minister.  They felt more angry at money going to the Minister than going to the church.  Some teachers, and Pacific teachers in particular, shared the anger.

We have to keep giving money to build a new church.  They (Ministers) do not ask if a family is struggling.  They don’t care.  They just get what they want first and we have to manage with what is left over.  (Student)

Is the church really God or are they (The Ministers) just trying to bribe you.  Your donations are read out so there is shame on your family if you don’t give what is expected.  It’s like shame on your family if your results are bad.  It all works by making people feel guilty all the time.  If someone dies there are special mats and lots of money.  If we need money for school it’s too bad because the school doesn’t shame anyone.  (Student)

Money is given because a family is too embarrassed not to give their quota.  Everything, including the kids’ education, is put aside to reach it.  They read out in church how much each family has given.  It’s demoralising and shaming and it keeps the pressure on.  Someone should do some research on what proportion families give to the church and the effect it has on children’s lives.  (Pacific teacher)

Priorities

Students and teachers felt that there was an ongoing struggle within families to try to meet obligations to their church, their extended family and to the school.  To an extent it mirrors the struggle students have to manage their conflicting worlds and often it is the cause of much of it.  The main currencies at issue are time and money.  The general consensus was that although parents say that education is important and that they want their children to achieve, the reality is that the church has priority over both the money and the time.  The schools’ and the children’s educational needs are met if there is money left over, or if the children are able to find the funds themselves, and if there is time left over.  The leftover time, if it exists, is rarely quality time.  The churches have well established strategies for ensuring their needs are met but schools are reliant on parental goodwill and responsibility.

The church comes first, the family second and education last.  They (families) would give money to the church before they would give it for their children.  The more money you give, the more status you have and it is announced in church so it is a powerful incentive.  How can a school compete with that? (Pacific teacher)

Church activities have first priority over school.  God comes first.  Sometimes the activities don’t finish until ten p.m.  It’s too late and the kids are tired.  The Ministers need educating.  Sometimes bible-study exams and choir competitions clash with School Certificate preparation.  (Pacific teacher)

Their (church personnel and parents) ideas are unrealistic.  The kids are tired.  Nearly every Island kid in our school is tired most of the time.  I say to a parent “your son is very tired, and he is not coping with his school work”.  They say “Yes, but church is important”......and they still expect them to pass School Cert..  School is expected to produce miracles.  (Pacific teacher)

Church takes first place.  So much is expected of the kids.  They take days off for church things and often for family things.  White Sunday
 coincides with exams.  Their priorities are different.  They can’t expect to have it both ways.  (Teacher)

A few teachers were concerned at the church-influenced attitudes they perceive in some parents and students towards achievement.  It would appear that some people rely on prayer alone to achieve.  They have a belief that God will do it for you if you pray hard enough.  Some students made similar comments to the researchers.  There is a danger that these students could see spending time at church rather than doing school work, as the way to assist school achievement.

They think God will look after you.  It takes the control out of their hands, and the responsibility.  It doesn’t empower them.  They thank God for their gifts and congratulate God for their achievements.  It’s not a celebration of them or of their effort.  (Teacher)

Another concern in the relationship between the church and the school is the perception of many students that the church and parents blame the school for bad student behaviour and activities.  Somehow the schools seem to be blamed as the source of alcohol, drugs, fighting. promiscuity and other bad behaviours.  The students do not think this themselves but are aware that some churches promote this view.

Our Minister thinks that school is a bad influence on us.  Parents talk at church, people talk at church and it feels bad because it is not true.  (Student)

It is clear that if the students’ interests are to be served and they are to be helped to achieve, there need to be changes in the relationship between the churches and the school and a sharing of information.  At the moment, the competing pressures are one more major problem for students.  

Families need to learn to finance themselves, their children, and their parents but maybe not the whole extended family and the church.  The kids see it for what it is.  God did not want people to be poor or kids to miss out or to fail.  The kids see the hypocrisy and they know they are missing out.  (Pacific teacher)

Some participants tried to explore possible ways in which things could be improved.

How can the school mirror the strictness of the church when it goes against good teaching practice?  We can’t bring the school to the church so we will have to bring the church to the school.  Get the ministers to come to school and preach to the students about staying healthy and staying alive.  Invite them (ministers) to our school meetings so they can see what we do and stop being stale in their messages.  If they are going to associate pride with giving money they need to talk to the kids about the importance of getting a good education and job in order to earn the money.  (Pacific teacher)

We have to face the churches.  There has to be a balance for the sake of our children.  They (the churches) are into controlling the students.  They do not give the schools a chance.  (Teacher)

The church has to be the source of parent education.  We need them to teach the Christian value of honesty in relation to the school.  (Teacher)

The church is the place to make changes happen.  We can’t do all the church things and our school work as well.  (Student)

The ministers need to preach to the parents about how they can help their children succeed.  Some of the youth leaders timetable school into the activities.  That needs to happen more.  The school could give its planner to the church so they can do their things to fit with school demands on children.  Samoa practice doesn’t finish until eleven p.m.  The church has to get real about such things.  (Pacific teacher)

The kids want to talk to their parents but they are afraid of the reaction and the church plays a really big part in this.  Religion and culture clash with reality.  The kids live with reality.  (Pacific teacher)

The church is the place to target the messages that students and parents need to hear.  Get the ministers in here (to the school) so they can understand it.  So they can see the work we do and what the needs of our students are.  (Pacific teacher)        
6.5
Conclusion
Some families are either unwilling or unable to help and support their children in the ways they need in order to cope and achieve at school.  Some family situations put extreme stress on the children.  These schools need extra financial and staffing resources to help the students who will not receive the help they need from anywhere else.
Other families, however, want to help their children but are currently not managing to do so.  There are clearly areas of misunderstanding and a lack of parent knowledge about how schools operate and the respective boundaries of the roles and responsibilities of the school and the roles and responsibilities of the parent(s).  Currently the schools are not able, for a range of reasons, to communicate with and involve parents effectively.  There is an urgent need for parent education about these issues.  Language and cultural barriers are the first block to effective communication and these schools need to be resourced to allow this to happen. 

Students also have a need to be able to communicate effectively with their parents in order to be able to have the types of support they need related to their education.  The students need skills in order to do this and parents need to understand better the worlds their children live in, in order to be able to help them in appropriate ways.  Some of the things parents do in an effort to ensure that their children succeed, such as putting on unrealistic pressure, making comparisons, and using guilt and shame, work against student self esteem and confidence and act as a barrier to motivation and success.

If education and educational achievement is a priority, parents will need to demonstrate this in practical ways by -

· encouraging their children in a positive way without threats, guilt, shame or comparisons
· listening to and talking with their children in order to understand their lives, pressures, needs and hopes
· ensuring children eat breakfast and have money for an appropriate lunch
· ensuring they have quality and uninterrupted time for homework and a quiet space in which to do it
· ensuring children get to school on time in the mornings and are in full uniform
· working actively with the school staff to understand the progress their child is making and attending school report evenings
· becoming informed about the school and its systems and being supportive of it by keeping staff informed of current contact information and anything else that affects the wellbeing of their child
· expecting, and working with the school to ensure, that students attend fully and regularly and not imposing family requirements that take them out of class during school time
· ensuring their children have the resources they need for their school work
, and helping them to get into a routine that includes having their own equipment ready to take each day
· helping children to manage their time and to make choices that will ensure they have time for homework and assignments
· beginning early in their school life to establish homework and school study patterns rather than waiting until the senior years when it is too late
It will be greatly to the advantage of children if the schools and the churches can work together to ensure the students are getting consistent messages about their education and if the churches can organise activities so that the demands on young adolescents are realistic.  Parents need to help their children to find a workable balance between competing priorities.
Chapter Seven: Student Influences

7.1
Introduction

The majority of the students (68% overall in the eight schools) were Pacific with the largest group being Samoan (ranging between 21% and 61% and averaging 36%).  Maori student numbers ranged between 7% and 36% and averaged 24%).  Most of the schools also had between 9% and 20% Tongan and Cook Island Maori students. There were very few Pakeha/palagi or Asian students in the eight schools
.  While we do not know the socio-economic status of every student, we do know that the schools were all decile one schools and this decile ranking
 is established through an analysis of the socioeconomic status and ethnicity of a sample of students selected at random from the school roll.  It is always a danger to generalise in reporting, and this danger is noted by the researchers, but the large sample size and the amazing number of times that the students described the same (or similar) beliefs, feelings, attitudes and behaviours to us give us confidence in the following analysis.  Wherever possible the words of the students and teachers are used and are printed in italics and acknowledged as such.

7.2
The different ‘worlds’ of the student

Most of these students live in a number of worlds.  There is the world of their family, the world of their culture, for some the world of their church, the world of school, as they get older the world of paid employment, and most important of all, the world of their peers.  Each of these worlds has its own sets of beliefs, norms, values and expectations.  As these are briefly outlined below it will become apparent that these are often in conflict with each other leaving the student in a state of dissonance and having to make decisions, choices, and to select priorities.  All the worlds are a reality for them and all are important to some extent.

The world of the family

The family world probably presents the greatest range of differing situations for students.  Many families had been disrupted or re-constituted in some way such as parents separating, the students living with grandparents or extended family, parents remarrying or in a new partnership, or a parent being missing through sickness, death or being in prison.  Many families could be described as dysfunctional because of situations caused through alcohol, conflict, substance abuse, or the many reflections of community and family poverty.  It is not possible to generalise about experiences, even for one Pacific grouping, because within this group there are families whose experiences vary greatly depending on which generation of the family came to Aotearoa.  The knowledge, expectations, and understanding of ‘Kiwi culture’ will be very different for a newly arrived family than for, for instance, a family in which the parents were born in New Zealand.  The majority of the Pacific students interviewed seem to be from families in which the parents were born in one of the Islands but the student, if not born in New Zealand, had lived here most of her/his life.

It is not the task of this report to discuss in detail what has happened to Tangata Whenua in Aotearoa, but it is important to note that these students are urban Maori living in the poorest communities in the country.  Senior school and pastoral care staff testify to a large ratio of very fragile, deprived, and dysfunctional family situations in which their Maori students live.

Accepting all these differences and the resultant difficulties for the writers, most students were very aware of the importance of their family to them, of the family expectations and obligations, and of the requirements for them to fulfil their role within their family.  The types of things that the students described as family values and expectations were:

· lots of social contact
· respect for elders
· loyalty
· a sense of belonging to an extended family
· more pressure on the oldest children in the family
· girls working inside and boys outside
· helping with chores
· holding Christian values
· being dictated to/ told what to do
· not questioning or answering back
· helping with younger siblings
Students talked of their time at home as being dedicated to being part of the family rather than as being time for themselves as individual people.  This had an immediate impact on their attitude towards, and ability to do, school work at home
. 

The students whose parents had been born in one (or two) of the Pacific Islands described the different values, attitudes and expectations they believed their parents had.  They were very accepting of this as a reality and were understanding of why their parents were like this.  They did not, on the whole, think there was any possibility of their parents changing their ways of thinking or behaving and did not expect this to happen. 

My parents have adjusted slowly to a new life in New Zealand.  In Tonga they owned everything, the sea, the land and their house.  Here that’s not the way.  Everything is measured. (Student)

Our parents came here (N.Z.) for us to have an education but they want us to be better than them.  We (the children) are New Zealanders.  Parents compare us to their old ways and you feel stink.  They put you down.(Student) 

The world of one’s culture

It is artificial to separate this from the world of the family, but there were students who identified with more than one culture and so it needs to be discussed separately.  In the schools in this study there was a strong acknowledgment of the differing ethnic groups and of their cultural needs.  All the schools had culture clubs and took part annually in the cultural festival.  Most had, at some time, attempted to organise cultural support groups for parents.  These have had varied and changing success.  All schools were extremely aware of the language difficulties that many students and parents have.  All the schools had attempted to have at least some of the ethnic groups represented on their boards of trustees and had tried to involve them in a variety of ways.  Public school occasions and student and parent events generally attempted to acknowledge at least some of the cultural greeting protocols and school staff were mostly very careful not to culturally offend people, and whenever possible, to acknowledge them in culturally sensitive ways.  Some schools had cultural whanau groupings and/or bilingual classes.

However, the reality for most students most of the day is that they are immersed in ‘kiwi culture’ rather than their own ethnic culture.  This is a situation that the students believe many of their parents are happy with.

My parents want me to have a good New Zealand education.  They will make sure that I keep my own Samoan culture strong at home and at church. (Student)

Some teachers talked of the differences they see between the students who are recent arrivals to New Zealand, and those who were born here.

NZ born Samoan kids have lost the richness of their culture and they won’t bow down and do what they are told.  They know that other kids get away with it.  Kids from Samoa recently do what they are told.  NZ born kids do not.  (Pacific Teacher)

The types of values and expectations that the Pacific students described as culturally important included 

· respecting elders
· respecting  parents and family
· sharing
· giving
· having pride
· having status (the older, the more important)
· spirituality
· competitiveness
· discipline
· music
The world of church

Many different denominations were represented in the discussions including Roman Catholic, Methodist, Baptist, Seventh Day Adventist and Methodist.  The researchers did not discuss the differences between these churches and nor did the students.  They simply talked about ‘church’ and that is how it is discussed in this report.  This was an important part of life for most Pacific students. This world is closely linked to the family and to culture.  Many students were heavily involved in their church and church organised activities such as bible study, choir, youth group, Sunday school, Boys’ Brigade, seminary, and sometimes sport and social activities.  There were heavy demands at certain times of the year related to church celebrations as well as church exams and competitions.
Church provides a clear set of articulated values which are reinforced in the home.  In addition, most of the churches reinforce cultural values and ways of doing things.  Many family celebrations are associated with church and vice versa.

The world of school

Although it seems contradictory when looking at the truancy figures, most of the students like going to school.  It is a stable place where they have a measure of security and get to spend time with their friends.

The students come to school to socialise and enjoy themselves. (Teacher)

We like being at school with our mates. (Student)

School is a great social place.  In the holidays the kids still come here to meet each other. (Teacher)

School is a social thing for these kids.  They chat between classes.  The social event is interrupted by classes. (Teacher)

Some kids come to school for security.  It’s a place to meet friends and escape home. (Teacher)

The types of values and expectations, however, are very different from those at home, church and culturally.  It was teachers who identified the ways in which school is so different.  They mentioned things like-

· a structured programme
· fostering independence
· fostering personal responsibility
· allowing a degree of freedom
· encouraging individual achievement
· relying on reading for most activities
· students having to sit down
· expecting students to take responsibility for their learning
· wanting students to question and challenge
School staff note that for children with family and personal difficulties, school fulfils many of the usual roles of the family in providing role models, discipline, goals, stability, and personal support.

Some of these children are the second or third generation who have no awareness of cultural values, especially our Maori students.  It is a fragmented community.  The kids have no values, they marry someone with no values and (together) they have kids with no values.  Societal values have disappeared.  We are the last enforcer of them. (Teacher)
The peer world

Many students said that, for most of their day, this was the world that was the most important to them.  For them it is both the most desirable and the hardest to challenge.  It is a complex mixture of influences, based largely on black North American culture modified by a combination of teenage needs, Kiwi culture and Pacific cultures.  The students become steeped in it through television and videos and it is constantly reinforced by peer interaction.  While students are familiar with, and active within, this peer culture before they get to secondary school, it is strongly reinforced and emphasised at the beginning of year nine.  

USA role modelling on TV has a real effect on our students.....the fashions like the shoes and baseball caps back to front, the basketball craze, the slang and the language..... has taken over.  This peer culture has taken over from the PI cultures and our PI kids here in New Zealand take on the USA influence. (Teacher)

The students found it very easy to list the ‘rules’ of their peer group.  They included

· sharing food
· loyalty to mates 
· sharing/lending school gear, clothes etc.
· not narking on anyone
· not achieving academically
· lending homework to copy 
It is very important to them to be part of the group, not to be separate, not to stand out as different or better.  Part of the induction process is to learn how to blend in.  

Sport is cool, clothes are cool, chilling out is cool, smoking is cool, alcohol and drugs are cool, sex is cool and achieving is not cool.  This does not mean that all students are involved in all of these activities but it does mean that they are unlikely to speak against any of them with their mates and that they are likely to be pressured to take part.  Some of the students in the group discussions said they wished that girls did not use the toilets for smoking.  They also wished that there were no drugs at their school but, even though they knew which students were involved, they would not dream of narking.  Some said that if anyone did nark they would be beaten and could possibly be killed by gang members.  Instances of this happening in the past were cited to the researchers and it was clear that students were afraid of that possibility.

The world of work
Many students, particularly as they reach the senior school, have part time jobs.  The demands in terms of the number of hours at work and the lateness of the hours varied widely.  For some students, it may be one or two afternoons a week.  For others it may be working night shift at a factory every night, or working the late shifts at Georgie Pie.  The implications for tiredness and for homework time are obvious.  Almost without exception the reason for working was to supplement the family income.  This was managed differently by different families.  Some students gave their pay packets unopened to their parents.  Others kept the earnings themselves but were expected to fund their schooling from it including school fees, exam fees, uniform, stationery, trips, bus fares and lunches.  If they earn but run out of money for school things, they will most likely go without (even if it is the fee for School Certificate) rather than ask their parents for money.
Dealing with living in conflicting worlds

The difficulties arise for the students when some of the values, ways of doing things, and expectations from two or more of the worlds, are in conflict with each other.  Some obvious examples are-

· There are opposing views on the appropriate ways to discipline students.  Many parents have in the past given, and still do give, their children a ‘hiding’ or ‘beating’.  This often involves using something other than one’s hand and may result in visible marks and wounds.  This has been a traditional way for many Pacific and some Maori parents to discipline.  The students mostly accept it as normal and expected and do not hold it against their parents.  They laugh when they talk about it.  At the same time, they know it is against the law, that parents can be prosecuted, that teachers may not physically touch them, and many say that it is not a strategy they would want to use with their own children. 

There is a group of boys that have no respect for us (teachers).  They do not behave the same way at school that they do at home.  They can get away with it here.  Because they are belted at home and we can’t touch them physically, they perceive our ‘soft’ ways of dealing with things as a sign of weakness. (Teacher)

There is a variance in values between school and home.  There is a culture of violence, belting and physical punishment at home.  At school, discipline is a problem and there are personal problems because of the mismatch. (Teacher)
· The teachings of the church are long standing and not to be questioned.  What parents say is to be accepted without question and acted on immediately.  Children are not expected to challenge or question in their homes or church.  In school, however, they are expected to do both of those things as an integral part of the learning process.  Our National Curriculum Framework document says that students should “develop skills of discrimination and critical analysis, argue a case clearly, analyse, process information, evaluate, interpret different points of view, distinguish fact from opinion, think critically, exercise initiative, analyse problems from a variety of perspectives, enquire, test ideas and solutions, adapt to new ideas, and  develop the ability to negotiate and reach consensus”.  Since these tend to be skills that students will not learn at home, they need to be taught at school.  At the same time as learning and using them at school, however, they are expected not to use them at home.

Our kids don’t question, don’t challenge.  They are very passive.  They have a lot of social interaction but not much intellectual interaction. (Teacher) 
It’s hard to get them to participate.  They won’t make the first move, they are afraid to make mistakes and they don’t want to be noticed.  They get used to it from an early age.  We have to give them freedom to try but it’s so different from home that they need reassurance every day. (Teacher)
There is an unwillingness to express their opinions out loud and it’s hard to get them to make a decision.  They are used to church based ways where you do as you are told, don’t question and don’t think. (Teacher)

· One common means of controlling children in many of these families is the use of shame.  Students suggested it as an effective method that the school should use as punishment.  Whereas school detentions are regarded as pointless and an ineffective means of behaviour modification, students said that tasks that shamed them in front of their peers would be more effective.  Teachers on the other hand feel very uncomfortable with such a strategy and prefer to rely on positive reinforcement.  School systems of control, consequences and/or punishment do not use shame.

In (a Pacific Island) a lot more of the kids pass Bursary with high grades but not here.  In (a Pacific Island) they are ridiculed if they fail in the exam.  They are used to that. (Pacific Teacher)

· School charters and curriculum documents stress gender equity as something that is valued and that school programmes and organisation should promote.  New Zealand laws support it also.  Pacific cultures are  hierarchical and have clearly defined gender role expectations.  It is women who are expected to do the housework, chores, caring for younger and older family members.  At home it is the girls who do the cooking, washing, and cleaning; at a school camp, boys and girls would be expected to share such tasks equally. 

· Many parents send their children to school to do their learning and they expect it to take place at school in school time, and for teachers to impart what is needed to the children.  Most parents do not see themselves as being involved in this education process and trust, and expect, the school to make it happen.  Teachers, on the other hand, expect parents to get the students to school on time, in correct uniform, and to be interested and involved in their child’s learning by supervising homework, making education a priority, attending report and parent evenings, and generally providing an environment at home that supports learning.  There is intense teacher frustration and sadness when they go to a great deal of trouble
 to encourage parents to be involved but they don’t come.

· Parents want the school to have a uniform and students and parents want the reputation of the school to be enhanced by having a uniform that is similar to the schools with ‘good’ reputations.  Many teachers do not believe in school uniform but find themselves policing it because it is school policy.  The peer world values a dress code that is in direct conflict with school uniform and it is ‘cool’ for students to push the limits of the uniform code.  Parents’ budgets are often very limited and it is not always possible to provide the expensive ‘labelled’ clothes that the peer culture values as well as the school uniform.

The boy’s father has to leave for work early so he left the boy at school in uniform, but by the time class began he had running shoes on and a sweater which he had taken in his bag.    (Senior Management).
· Some of the behaviours of the peer group, such as drinking, smoking, wagging and not achieving are in direct conflict with the wishes of some parents and of the schools.  This difficulty in dealing with teenage peer pressure is clearly not confined to students in any particular group of schools but some of these behaviours seem more prevalent in these schools and making decisions about them is another pressure for these students.

My parents really support me.  They give me money for school trips and talk to me.  I go to school and I don’t drink and I don’t smoke  .Its really hard with mates.  The peer pressure is to do those things. (Student)

Tall poppies don’t survive in our school.  It’s Christian to be humble and modest and not to be better than other people.  At the school where I taught last it was great to be top of the class but “I’m top of the class” would not fit with them (our students).  They don’t respond well to pressure to excel.  They like to be part of the mob. (Teacher)

· In the words of the students, in Pacific culture “sex is taboo” or “shame” and is not discussed at all, or certainly not between genders.  At the same time, the peer world through TV, movies and videos, is full of explicit material and often shows sexual behaviour.  In the home, girls will be sent away if something even slightly sexual comes onto television.

We are not allowed to watch those programmes together.  Everyone would get embarrassed.  But my Grandfather, he killed it.....he said, “this is New Zealand”.  They (our parents) know we get taught it at school. (Student)

The values promoted by most schools in New Zealand through the health curriculum and pastoral care staff, include the right of the student to knowledge and appropriate information about sexuality.  Many of the students are sexually active and will rely on their friends, siblings and/or peer relatives for information if they do not get it from school.  Pregnancy testing is arranged by the schools when required.  For some students there is the added contradiction of being victims of sexual abuse themselves or being a friend to someone who is.  The hypocrisy of an adult sexually abusing a child in a culture where sexuality information is denied them and “sex does not exist,” because it is not spoken about, is not lost on the students.

Coping strategies
When the student finds him or herself in one of these situations, the desire is often to behave in ways that peers will approve of but, at the same time, they know they have to behave in ways that the power holders (usually adults) in each of the worlds will accept as appropriate.  They often have to make choices as to which set of values they will support and they may find themselves in ‘no win’ situations.  Students were very analytical of the circumstances of their lives and very articulate in describing how they dealt with such dilemmas.

Their main way of coping was to keep the worlds separate and to move from one to another, rather than to attempt to reconcile the differences.  

The different worlds we live in are so different they don’t mix.  We switch from one to the other.  Our parents are so restrictive we are not allowed to do anything...can’t go out...can’t drink and smoke...so we come and do it at school because they can’t control that. (Student)

When they are at school they tend to move between the school world and the peer world, with the occasional shift into a cultural world.  Maori students in one of the bilingual units were an exception to this.  They did not have to choose between the school world and cultural world because their schooling situation was based on te Ao Maori and tikanga.  However all these students, Maori and Pacific, still had to deal with the competing worlds of their peers and their school.  When they leave school and go home, their inclination is to move out of the school world and into their peer world, family world, work world and/or church world.  This fitted with the expectations of many parents that school work and learning would all take place at school.  This means that if the family expect the student to mind younger siblings then homework may not be done.  It means that if church exams come just before School Certificate then the student will make a judgement about what the reaction will be from parents, the minister and/or youth leader, and from school teachers; and make their decision accordingly.  If parents do not appear supportive at any point in time, then the unconditional support from peers may seem more rewarding, at least in the short term.

A strategy used by students was that of “making excuses”.  Parents and teachers called this “telling lies” and it was frequently mentioned.  Students used this means of coping when the competing demands of a situation seemed irreconcilable.  They did not do it to annoy adults but for many it has become a frequently used means of, at least temporarily, delaying difficulties they may otherwise experience.

We tell lies when the pressure from home and school and church and work are too much.  We can’t cope.  This is how we deal with it.(Student)  

In particular, students use excuses at school.  

We use excuses more at school because we can get away with it.  If we use them at home there is more chance of getting checked up.  Parents ask lots of questions. (Student)
Some they gave as examples when challenged by a teacher because they had not done their homework, included had to go to church, was at a funeral, took someone to hospital, did it but left it at home, had to babysit, went to the airport, death in the family, had to go to work, my folder was stolen, forgot my locker key, lost my text book, didn’t go home last night.  

Excuses are also used if a student is caught truanting, wagging class, not having correct uniform, not having required classroom gear and not attending an extra-curricular commitment.  Students are critical of teachers who let them get away with the excuses and it is common knowledge among the students which teachers never follow up.  Some teachers are unpredictable.

Teachers should be able to tell if it’s true or not, and not accept any excuses.  They should make us bring a note or ring up home. The stricter ones don’t listen. (Student)

It is a constant source of teacher frustration that they have to spend their time on such issues.  Teachers report, and students confirm, that students forge notes or plead with their parents to write a note that is untrue.  Teachers report that some parents use the same strategies, both verbally and in writing, when they are contacted because of their child’s truanting or behaviour.

There is a tendency for these kids and their parents to tell lies before the truth.  “Sorry” is a socially acceptable noise to fill the gap.  They are a different set of values but the school cannot erode the old standards.  We are expected to uphold standards that the society as a whole doesn’t uphold.  (Senior teacher)

Another strategy is avoidance.  If the student is pressured to be in more than one place at once, or if they have competing pressures, one way of dealing with it is to avoid one or both obligations.  If they do not turn up to an event or commitment, chances are high that they will avoid the next time as well.

· Students said that, if they missed one or two periods in a subject and therefore missed critical information, they might decide to continue to avoid that subject for some time.

· Many teachers gave examples of extra-curricula activities and commitments being missed
 by students even when they are really important members of a team or are in a public performance.

Student gatekeeping
As well as moving from one world to another themselves, students preferred to keep the adults from moving between the worlds.  They discussed the following examples-

· Parents are often not encouraged to come or are even actively discouraged from coming to school.  Students described how they prevent their parents from receiving school newsletters and other communications.  Some admitted taking school letters from the letterbox so their parents would not know they had been sent.  They explained that they sometimes mistranslate school messages in order to discourage parents from attending.  Reasons for this include protecting their parents from embarrassment because of a lack of money, protecting parents from feeling embarrassed by having to go to the school, preventing themselves from being embarrassed in front of their peers or protecting themselves from parental disappointment and/or anger.  Although teachers were aware that school communications to parents seldom get home, they tended to think it was because of teenage ‘slackness’.  Very few of the teachers mentioned the possibility that it might be a deliberate strategy, for well defined reasons, on the part of students.  Students are not always correct in the assumptions they make about their parents’ attitudes.

Students never tell parents if dollars are involved.  Some kids don’t want to put pressure on parents but once the parents know, they are often happy to contribute, even if it is not the whole amount.  (Teacher)
· Activities with peers are kept away from the domain of home.  These are more likely to happen at school, at church and/or at other places.

· Some Pacific students talked about their interaction with Pacific teachers and described how unhappy they feel when one of the teachers steps outside of the role that students consider a teacher to have, and crosses the boundary into the cultural or family worlds.  Examples they gave were of teachers who had talked about them (the student) to other people at church, had talked outside school about them to their parents or other relatives, or had acted at school in their Island’s status rather than their school status.  In such instances the students experience fear, shame, and loss of confidence and trust in the teacher.  They are no longer a teacher whom the student will respect or go to for help or advice.  Some Pacific teachers expressed similar views of some of their Pacific colleagues.  The teachers who behave in these ways do not separate out the worlds of culture, family and school as the students do, and they believe they are helping the student by their actions.  Students, however feel confused and betrayed and would look to other teachers (Pacific and/or Palagi) if they needed support, advice, help, or role models.  Such crossing of barriers is interpreted by the students as a lack of understanding on the part of the Pacific teacher, of their worlds and of their New Zealand existence.

Pakeha teachers understand more about school.  Pacific teachers know the customs, the parents and the rules and what is expected, but school is living the palagi way. (Student)

It’s good to be able to speak in our own language and what they (Pacific teachers) say gets to you but its another version of our parents and we can’t trust them not to tell our parents. (Student)
Dealing with stress

Many students and teachers described students as being under great pressure and feeling stressed because of the competing pressures and the often irreconcilable demands.

There is pressure from school work at school and then when I go home I have to clean the house and mind my brothers and sisters.  There is church all Sunday and choir once or twice a week.  In our house I get the bills paid as well.  There is so much pressure that I often cry. (Female student)

Many of them look after siblings.  Parents are shift workers and so some look after grandparents as well.  Families are in difficulties and are failing their children.  There is a lot of stress for these young people. (Maori Trustee)

There is so much pressure to do well that they get depressed.  For many it’s too much and they are stressed out.  The stress won’t go away for them so we have to try to help them understand and deal with the stress. (Teacher)

They (parents) expect us to do everything and be good at everything.  We have Sunday school exams and school exams and it’s not all possible. (Student)
The concern that many teachers have is that when students are this stressed, they will either leave school literally, if they are old enough, or figuratively through truancy, wagging, withdrawing, or misbehaving.  Alcohol and drug taking are ways that some students currently use to alleviate stress.  An even greater fear that some teachers and students mentioned, because they have had close involvement with it, is suicide.  This is the ultimate way of dealing with such stress.

All of the student participants in this study were teenagers who were experiencing the types of anxieties, stresses and pressures that most teenagers experience and undoubtedly many of the dilemmas described above include elements that are characteristic to this stage of a young person’s life.  However, when we add to this the experiences that go with living in the poorest and least resourced neighbourhoods in New Zealand, and the demands associated with being part of a minority/immigrant culture and/or the oppressed indigenous culture, the complexities of the contradictions and the extent of the pressures become almost intolerable for many young people.  While adults may judge the strategies they use to cope with the conflicts, contradictions and pressures as being inappropriate, many of these children do not have the skills, the support, the will, or the confidence they need to act in ways that may be better for them in the long term.

7.3
Teachable state

In a later chapter
 the issues of truancy, lateness and wagging are discussed.  These are major issues impacting on student achievement.  However, even if a student turns up at school, is on time, and chooses to attend classes, many are in a less than ideally ‘teachable state’.  Most of the teachers commented on the visible manifestations of a very complex set of underlying causes that they observe and try to manage during class time.  These include difficulty concentrating and/or sustaining concentration, disruptive behaviour, lack of on-task behaviour, sleepiness and a range of health symptoms such as headaches.  Listening to the students talk about their lives both in and out of school provided valuable insights into some of the causes of these outcomes.

Diet
Almost without exception, students said that they do not eat breakfast at home in the mornings.  They also said that they do not make or bring lunch to school.  Some bring money each day to buy food either for breakfast and/or lunch and this sometimes has to pay for bus fares also.

Most students said that there is food in the cupboard and that, most days, it would be possible for them to have something for breakfast and to take something for lunch.  There may not be very much, there may not be a great deal of variety, it may not be their personal preference, and towards the end of the week there may be very little or none, but a lack of food in the home is not the main reason that the children do not eat.  

Many said that when they were at primary school they used to have breakfast but that they stopped at about intermediate stage.  A wide range of reasons were given for not having breakfast.  These included-

I’m tired and it’s hard to get up.  I just get dressed and go.

I don’t have breakfast.....Just lazy.....there is food, sort of, but not much and not things to choose that I like.    

I’m usually late so there is no time.

I’m not used to having it any more so I don’t feel like it.

                                                                                      (Students)

The food money is usually spent on chips, sweets and soft drinks.  Not only do the children prefer this to a healthy alternative, but they are food that can be shared and sharing is part of belonging to the peer group.  It is not cool to have a lunch from home and it is not cool to have healthy food.  There are students who are the exception and sometimes a student will organise their lunch time so that they have enough time alone to be able to buy a lunch item they can eat themselves.  Looking at the variety of food provided for lunch at the ‘tuck shops’/‘cafes’ tells its own story.  There may be a few sandwiches and a very small number of filled rolls for 400-500 students.  There will be a large range of sweets and chippie-type products.  The organisers of the food feel they have to provide what the students want or they will go out of business.  Many students call in at a shop on the way to school or go out of the school at lunch time
 to buy what they want.  Students without either food or money will share what their friends have or they will ‘scab’ enough money to buy something.

School health and guidance personnel are very aware of the need for food and often make provision in the school for the most needy students.  

I have borrowed a fridge and I get bread from a bread factory once a week.  I buy peanut butter and Marmite and I get a box of fruit once a week.  I beg, borrow and ‘steal’ everything I can and every single little bit goes.(Pastoral care)

Students are embarrassed about being hungry and needing food and they will seldom turn up and directly ask for it, so health and guidance personnel are aware of the possible need and make food available in a way the students will find acceptable.

I liaise regularly with the health nurse and she will often send students to me who go to her with a headache.  That is one of the common signs that they haven’t eaten.....sometimes for more than a day.  (Pastoral care)

Teachers are aware of the influence of the lack of food, and/or of the types of food that are eaten by most of the students.  The information given by the students themselves confirmed that the teachers had a very accurate view of what was happening.

Diet is a real problem.  They spend money on chips and rubbish.  They have the potential to learn but they can’t concentrate and a lot of that is because of a lack of real food. (Teacher)

We (the school) used to sell soup at interval and lunch time.  It made a big difference to the classroom behaviour. (Teacher)

Breakfast and lunch are a big problem.  Our kids share food, they pool it, but it is not the food they need.  In the afternoons we have two types of kids - they are either asleep or off the walls because of the junk food.  If we could serve some filling and healthy food we would solve heaps of problems. (Teacher)

Tiredness
Teachers talked about many students being tired at school, especially in the afternoons.  They associated this mostly with lack of food, or unhealthy food, but also seemed to know that most students go to bed late.  

It’s not only diet that affects behaviour, it’s also lack of sleep.  I don’t think some of them go to bed at all in the weekends.  Last period on Monday is hopeless.(Teacher)

Students also talked of being tired at school.

Sometimes I’m really tired at school and I go to sleep in class.  If it gets really bad I wag a period and go to (various places around the school) and have a sleep. (Student)

They gave a list of commitments and after school activities as their 
reasons.

On Wednesdays and Thursdays we have church,  some afternoons are sport and then there are lots of family things and helping at home.  Some nights we watch TV. (Student)

There is lots on, especially in summer.  I feel guilty if I go to bed any earlier. (Student)

At home we (the girls) have to do everything.  We do more than our mothers, they just delegate.  As well as school and church I have choir Mondays, Wednesdays, Fridays and Saturdays.  I go to school to sleep.

As the researchers became aware of the issue of tiredness, both from the students and the teachers,  they asked students what time they go to bed on an ordinary Monday to Friday evening.  Responses ranged
 between 10 p.m. and 1 or 2 a.m. with the most common time mentioned around 11:30 p.m. to midnight.  There was little or no difference between the year 9 and the senior students.

Many students said it was very hard to wake up in the mornings and hard to get out of bed.  Many said that sleeping in was often the reason they were late to school.  Some students had early morning commitments such as getting younger siblings ready for school and dropping them off, some walked to school and had to leave early
 to get there in time and others had commitments outside of the home such as 6 a.m. church bible study sessions.  These students did not seem to go to bed any earlier than their peers so their sleeping time was in the vicinity of six hours or less.

For young growing teenagers, the hours of sleep seem low.

They are growing up.....going through the changes of puberty.  They are tired.  They need time to sleep and grow.  Lots can’t sleep at night because it’s noisy and crowded.  (PI Teacher)

Feeling cold
When school uniform was being discussed, many of the students said they were cold in their uniform and that was one of the reasons that they wore other non-uniform items.  Since, during these discussions, they were very frank about how and why they broke uniform rules and made no attempt to find excuses, it would seem that for some students this is a very real issue.  Often it is caused by the student not having enough items of uniform because the family cannot afford to buy more.

I don’t have long sleeved shirts because we only had the money to buy the summer ones. (Student)

I bring a jacket but we’re not allowed to wear them in class so I get cold.  The teachers can wear anything they like so they don’t notice. (Student)

Sometimes they are jumpy because they are cold.  They often don’t have singlets or any underwear to provide another layer. (Teacher)

Smoking
This is discussed in detail elsewhere
 but is worth mentioning here because it is part of the ‘mix’ of factors affecting the state that the students are in in the classroom.  Because many of the students are smokers to the point of feeling addicted, they cannot survive the day from one break to another (e.g. morning break to lunch) let alone the day without a cigarette.  This means that they feel restless in class when they feel they need another smoke.

Alcohol and drugs
Students were very open about their use of alcohol and drugs.  Alcohol was common and by far the most common drug was marijuana.  Many also talked of the frequent and regular use, particularly of alcohol, by their parents and extended families.  In all the schools, students said that marijuana was available if you wanted it and that often, so was alcohol.  More common, however, was the use after school, in the evenings and particularly in the weekends.

Alcohol is a problem with our kids.  “How can you become a PI guy without being drunk all the time?”.  Alcohol is their way to solve problems and to raise self esteem. (Pacific Teacher)

I used to come to school drunk several times a week.  I wanted one of the teachers to do something about me but they never did. (Student)

Life pressures
Many students have pressure on their time from the competing worlds
 in which they live.  Sometimes this is pressure from the sheer number of demands and the corresponding lack of time.

They are involved in a lot of things and it’s hard to balance them all out.  Lots of them (students) work by the time they are in the fifth form  Sometimes it is terrible hours...4 p.m. until 10 or 11 at night.  Lots have church involvement and some have to work at home.....the girls do more. (Pastoral care)  

Other times it is a combination of the time demands and the emotional demands and stress.  Students described some of the difficulties they live with.  This included poverty, overcrowding, unemployment, alcoholism, abuse, family disruptions, and many more.  They were often in the position of having to fulfil an adult and/or a parent role and they felt keenly both the pain and the responsibility of such situations.  A few examples of the ‘life situations’ described by students follow.  

· A seventh form girl, who had been sexually abused herself for several years, was now trying to protect a younger sister from the same problem.  She said it was on her mind constantly and she tried never to let her sister out of her sight.  It made study for Bursary almost impossible.

· A fourth form boy has alcoholic parents.  Before school each day he has to get up early and clean up the house from the drinking the night before, put to bed any adults that are still around, and help to get the younger children to school.

· A fifteen year old boy (who does not yet have a driver’s licence) is expected to get out of bed at any hour of the night, often 2 or 3 a.m., to collect members of the family who are gambling and drinking.

· A sixth form girl whose Father had died the previous year, found her sister dead after a suicide.

· A fifth form boy works every night and every weekend at McDonald’s to assist the family income.  He hands over his pay packet unopened.

While it is impossible to know how many children are affected by situations similar to those cited, they happened often enough in the group discussions for the researchers to know they are not rare.  This was supported also by the examples given by the pastoral care staff in the schools.

Our students are under a lot of pressure.  There are students who have to stop fights between Mum and Dad.  Some have solo parents and there are some very dysfunctional homes.  They are under pressure at home so they come to school and cause problems...are disruptive in class to get attention...then at school the teachers give them a hard time so there is no relief.  (Pastoral care)

Most of the teachers are aware of the types of pressures with which students are contending and they often find it difficult to judge how firm to be in the light of such knowledge.

All of these things (previously outlined by this teacher) have a direct impact on performance.  We always find something out of our control as a school that is preventing every day learning.  No wonder their minds are on other things. We have to be flexible with them. (Teacher)

The students have a variety of strategies they use in an effort to cope with the types of issues outlined above.  Some of these are strategies that the school would judge to be appropriate and often can support.  These include getting support from the pastoral care staff, talking with the school dean or DP, and seeking support from friends or extended family with both tangible needs and emotional needs.  Other strategies however may feel good for the student at the time but put the student in the position of working against the school.  Such strategies include truanting, wagging, smoking and/or drinking, stealing or ‘borrowing’ and telling lies.

When I’m stressed out I go and have a sleep somewhere (at school) or go to the movies or the park.  Sometimes I go to another local school. (Student)

Teachers often feel powerless to help, other than to encourage students to seek the in-school help that is available.  The soup scheme mentioned earlier was an initiative by a teacher but schools are not resourced with personnel, time or money to make such provisions on a regular basis.  One teacher suggested that in areas where there is this level of poverty, the Government should provide semi-residential schools.

The students would arrive in time to have breakfast and then do their school day, with lunch provided.  They would stay at school until after dinner and in the time between the end of classes and dinner they would do supervised homework, sport, and go on trips and things that our kids never get the chance to do.  That way we know their health would improve with the improved diet, we could provide the rich experiences they need and they would get the homework type of study done with the help they need. (Teacher)

An ex-principal of a decile 4 secondary school wrote recently-

“A student who has been sexually or physically abused, who has witnessed violence at home, or who is hungry through having no dinner the night before and no breakfast, who has stayed up all night watching pornographic videos or smoked marijuana, will not be ready to learn at school.”

Both researchers met students like this in the schools and they were happy to describe similar lifestyles.  Not every student is contending with all of the above every day of their school life and a few do not have any of the above difficulties.  However, the fact that in every group discussion regardless of age and gender, most of the above issues were raised by the students themselves makes it clear that the types of scenarios described by teachers of the students in their classes are the norm rather than the exception.  What makes the situation so different in these schools, from others in which the researchers have worked with students, is the magnitude and seriousness of many of the difficulties and their frequency and prevalence.

7.4
Student attitudes

Again these data come from both the students themselves and from the teachers.  Since behaviour is a product of attitudes, it is difficult to separate the two and some of the typical behaviours resulting from common attitudes are discussed in relationship to them.  Initially, in describing behaviours, students seemed oblivious of the attitudes underlying them and of the apparent contradictions in what they said.  With a few simple questions, however, they were easily capable of being very analytical of the scenarios that they described and there was little, if any, disagreement on the reasons behind the behaviours.  As will become evident, the peer-culture values and attitudes are a very powerful influence.

Self-esteem

Being in the schools and interacting with the students gives an initial impression of young people who are extremely attractive, happy, pleasant, friendly and full of self- confidence.  Many teachers mentioned all of the above except the confidence.

The students are lovely to be with.  They are easy to deal with, cheerful, and  obliging.  You rarely see any other side to them. (Teacher)

Other teachers mentioned the behaviour of some students, and boys in particular, as being aggressive and abusive.  With the exception of these boys, who were often perceived to be arrogant, most students were thought to be lacking in self esteem and confidence.  Reasons for this lack were seen as language difficulties, poverty, the poor reputation of the schools and the communities, lack of love and attention at home and a lack of role models.  

They need us to like them, to hear them, to give them attention, to be their mother and friend, and to notice them. (Teacher)

They lack confidence in relating to other people and some of that is because they are not confident with English language. (Teacher)

The school has a bad image and if people say it long and loud enough, other people believe it.  They (students) have a silly mind set that Kings’ kids are better.  They look well presented and they beat us at rugby. (Teacher)

Their sports uniforms are ugly and old and they (students) feel bad in them.  I feel really sorry for them.  It’s all part of their self-worth that needs building up. (Teacher) 

Some of the students confirmed this by explaining that much of their disruptive behaviour is enacted in order to gain attention from teachers and affirmation from peers.  It is sometimes also a plea for help from students who hope a teacher will take them aside and both listen and help.  Students who had development experiences outside the schools mentioned both their anxiety at the beginning and their increased confidence and esteem at the end.  Teachers discussed the strategies that they use to attempt to build self-esteem.

We have to tell them they can achieve academically, little words of encouragement, “I know you can, don’t give up”.  They need someone to believe in them. (Teacher)

They respond well to the one-to-one and the quiet personal talk so they don’t lose face. (Teacher)

In particular they stressed the importance of rewarding what they are good at.

We have to keep working on self-esteem, value them as individuals, reward their successes.....like certificates, mentioning their name at assembly, feedback on classroom work, personally acknowledging things in their reports.

Going to their sports games and taking photos helps a lot.  Showing an interest in them and in what they are good at helps. (Teacher)

Teachers talked of their concern that achievements in one area were often not an indicator that their esteem is strong, as indicated by the lack of transference to success in other areas and by inappropriate behaviour.

The culture groups help in terms of their identity and self worth.  You can see a difference in the kids after a couple of years in the group.....but some of our Cook Island boys got kicked out for bad behaviour...there’s not a lot of transference. (Teacher)

The star of our school production who had been so brilliant last night and who appeared to be feeling pretty good about himself went home and beat his Mother up the next day. (Teacher)

Even the achievers need constant praise and reinforcement.  Their self- confidence doesn’t last five minutes unless it is reinforced. (Teacher)
A characteristic often mentioned, and reinforced by student comments, is the desire to work and achieve with a group rather than be singled out as an individual.  This is partly explained by the peer values of blending in and achieving is not cool.  Students also feel it is a reflection of cultural values that stress the importance of the group over the individual.  As discussed in another chapter
, fear of failure will often prevent a student trying to achieve especially if it is to happen in public.  This is yet another expression of their unwillingness to take risks and lack of esteem as well as their anxiety about being shamed if they do not succeed

They won’t take part as individuals.  We have some marvellous athletes but they won’t do it on their own.  Last year we had several New Zealand top pole vaulters but none of them turned up for the championship.  I was distraught. (Teacher)

There is such a group ethos that they are embarrassed to stand out above their friends.  It’s easier to knock someone back if they are standing out.  It puts pressure on them to perform. (Teacher)  

All of the above has a direct impact on the way in which these students participate in class and ultimately on achievement.

We need to engender feelings of self-confidence.  There is a reticence to participate in discussion, a hesitation to come forward or to test an idea.  Their poor self image means they don’t think positively so they won’t pass anyway. (Teacher)

The lack of confidence and a reluctance to appear to not know something often result in an unwillingness to ask for help when it is needed.

I feel stink if the others think I am dumb so I’m not going to ask in front of the class. (student)

They need lots of extra help and they complain if you don’t give them extra time outside of class.  They are shy to ask during class and they will stay behind if you encourage them.  You need to hang around after the bell so they can quietly ask. (Teacher)

Peer culture and pressure

Students and teachers agreed on the all pervading influence of peers on each other and on a shared understanding of what constitutes the peer world in which the students spend as much time as they possibly can.

Being cool is totally “it”.  We can’t compete with that.  School is not real life for them.  It is their social world that they live for.  They are street wise. (Teacher)

Most of the visible signs are evident in the cool clothes and the way they are worn, the language used and much of the body language.  It is modelled mostly on USA black subculture like in the videos and on TV.  It is a world of social activities and of support from peers who understand, like nobody else, the conflicting and stressful ‘worlds’ that the young people live with.  The following words of the students will best describe why it is of over-riding importance for them.

Friends are always there for you,  When there are hassles at home they listen and advise and go with you if things are tricky.  They have similar backgrounds.  They encourage and support...they share food.

It’s important to have someone to go to with things.  For little things we go to the teachers.  For big things we go to our friends.

Friends support you when you are down, encourage you to come to school, have respect for each other, are backing you up, help you in classes, give you lunch, would fight for you and you trust them.

Friends are good to talk to, look after you, stick up for you, make you laugh, talk out problems, back you up, and are like family.

This almost unconditional support comes with some obligations attached in terms of what attitudes and behaviours the group or clan expect of its members.  ‘Blending in’ and ‘not standing out’ impact directly on attitudes to achieving.  Reciprocal obligations of loyalty affect how students interact with teachers and how they chose to spend their time.  One group of juniors gave the following list of ‘rules’ they had learned were important in order to be accepted by peers.

· never dob in (tell on) a friend
· never ‘dis’ (leave someone ‘hanging’ without loyal support)
· share lunch
· share money
· offer to help if they need it
· allow friends to copy homework
· lend gear
· encourage someone if they are down
Few of the above would cause major problems for a school.  It is some of the things that are, or are not, considered to be ‘cool’ that bring a student into conflict with parents and teachers.  These include sex being cool; having to have a boyfriend to ‘be in’;  correct uniform being uncool; healthy food being uncool; supporting friends who are making excuses (telling lies) by supporting their story (also telling lies); taking alcohol, drugs and smoking; living for now and not setting goals for the future; and not getting good grades or striving for individual achievement.

Independence

Teachers who have worked in other schools note a great contrast in the lack of independence that these students display.  This applies to almost every aspect of their interactions with the school from taking responsibility for their own behaviour, taking responsibility for their appearance and belongings, and organising themselves to meet extra-curricular obligations, through to completing homework and assignments. 

They don’t take responsibility for their own lives.  Even the seniors arrive with nothing (gear for class). (Teacher)

They have no sense of commitment to a sports team.  They may not turn up to training and just pull out of the team when it suits.  I have to run a squad of thirty players to get fifteen to turn up on a Saturday.  We wash their jerseys for them because it’s the only way we can keep track of them. (Teacher)

Even meeting deadlines in the sixth form is very difficult.  They are not prepared to take responsibility.  We gave them a year planner and constant count downs but work was still not handed in on time to be accepted for assessment. (Teacher)
Teachers put this down to the family experiences of students who have been taught that adults “know best” and are not to be questioned.  This is applied to both parents and to teachers.

Teachers are the fount of all knowledge and the students are not extended at home to become independent thinkers. (Teachers)

My parents have done so much for me I don’t want to decide things on my own.  I always ask my family, I always depend on my family. (Student)

Our students need to be pushed.  They don’t do the work they need to at home.  They need constant monitoring and pushing to complete tasks. (Teacher)

Acceptance of others

There was a lot of evidence, more from the students than from the teachers, that they are quite intolerant of difference.  This varied greatly from school to school.  Many examples of student-to-student racism, sexism, and other active discrimination were common.  What is interesting is, that although there are instances of physical fighting in the schools, they are not common.  Most of the discrimination and intolerance happens through verbal put downs. Any difference may be the focus of teasing and put downs.  Examples included physically small students, fat students, ugly students, girls and different ethnic groups.  In particular, any Pakeha/palagi students and new immigrants may get a very hard time from fellow students.

We mix well with the different cultures.  We all get along except for the Pakehas.  We don’t mingle with Pakehas...we tease them.  It’s not that we have anything against them and if they are friends we don’t do it.  We don’t mix with the Maoris either. (Student)

It’s hard to be a Pakeha kid.  It’s shaming to be the only white kid in the class.  When we have to get into groups I don’t know if I’ll be accepted.  I have to ask the teacher to put me in a group or ask the groups if they will have me. (Pakeha student)
The FOBs can’t speak English but they don’t even try.  The kids that don’t understand are the ones that don’t care. (Pacific student)

The little ones are given a hard time.  The big boys used to kick her and she couldn’t say anything because she knew it would make things worse. (Student)

The PIs are so much tougher than us and bigger.  If you say an opinion in a class meeting they laugh and are really loud. (Student)

Students explained that the verbal ‘violence’ was only in fun and that they all laugh about it.  When questioned, however, they did say that it is hurtful when it happens to you or to one of your friends and is used to establish power in relationships.  Teachers note the same behaviours.

They (students) are not good at dealing with people who are different to them.  They do not accept differences in ability well and do not respect each other well.  There is a lot of violence in so-called “fun” put-downs. (Teacher)

Teachers in nearly all of the schools commented on the sexist behaviour of the boys.  Both male and female students agreed that it is quite common but again brushed it off as a kind of joke.

The boys’ arrogance extends to a wry smile when I talk to them about their behaviour to the girls.  It goes in one ear and out the other.  The relationship between the boys and girls is appalling, especially the juniors.  The male attitude towards the females is like a second-class citizen.  They are really arrogant. (Male teacher)

Some fat girls get teased.  I tease her because I am bored.  She has an attitude and she asks for it.  Boys tease girls because in Samoan culture we are not allowed to touch them so we get back at them and give them a hard time. (Samoan male student)

Girls don’t usually answer back boys.  It’s especially hard for the quiet ones.  Boys will be macho around friends and harass the girls.  They say rude sexist stuff in their own language to show off.  They wouldn’t dare speak like that if they were on their own. (Female student)

Another common behaviour is that of backstabbing.  This is mostly a female behaviour and was much more evident in the data from the single-sex girls’ school than from any of the co-ed schools.  Using the words of the girls themselves is the easiest way to describe the behaviour.

It is gossiping, like Chinese whispers.  You make it up to make it sound better. 

Someone says something bad about you like you stole their boyfriend or you are going out with someone ugly.  It’s mostly rumours about boys but it expands.  It’s jealousy that someone has something the other one doesn’t have.

It’s usually about boyfriends.....might be family conflicts.  Mothers and aunties do it all the time too.

Sometimes it will remain a verbal feud and less often, it will end with a fight.  Students explained that it is a way of getting friends and security and of testing loyalty.

The Special Education Service has been working in many secondary schools with a programme called “Managing Anger and Eliminating Violence”.  In this programme all of the above would clearly be regarded as verbal violence.  The students would probably be amazed at such a suggestion because of their belief that it is done in fun.  It is a very common behaviour and was observed by the researchers on numerous occasions.  It is, however, to the person on the receiving end, both a hurtful experience and often disempowering in some way or other.  It certainly works against, rather than towards, building and reinforcing student self esteem and supports the need to be seen to blend into the group rather than be different in any way, including achieving at anything the peer culture regards as uncool. 

Goals
Teachers describe how most students are focused on “now”, the present, and have difficulty setting both short and long term goals.  Some of the school programmes attempt to help students to set realistic and achievable learning goals in the immediate future, and for their lives and careers in the long term future. 

It’s hard to motivate them.  They don’t look far enough ahead to see the relevance of what they do.  (Teacher)

We were looking at CVs and time management.  They wouldn’t participate.  At this early stage they thought it was irrelevant and laughed it off.  Their attitude was that ‘finding a job is too far ahead ... I’ll do it when I get there’.  (Teacher)

One of the difficulties about setting long term goals is students’ lack of knowledge and experience of the outside world.

Our mentors took us to their work and we had an inside look at future jobs.  Until then I had no idea what jobs were like.  Now I know that I want to be an accountant.  That’s what I want to be and it’s because I saw it.  (Student)

Both teachers and students talked very positively about the impact that such experiences have.
  Students also have difficulty seeing the relationship of school work to their future.  If the work is not directly and overtly relevant, it seems to be regarded as an interim, and compulsory, way to spend time rather than an investment in the future.

Their concentration span is poor.  They find it hard to project to long term goals.  They find it hard to focus on goals and they get sidetracked.  Other pressures, like social ones, impact on their lives and school work is not ‘number one’. (Teacher)

Motivation

Many teachers identified a lack of student motivation as one of the greatest barriers to student achievement.  The following ways that this was expressed will give an understanding of their concern and frustration.

They (students) lack self motivation.  There is no burning desire to do anything.  They go through the motions of the subjects with few goals, if any, and no long term aims. (Teacher)

We try to find ways to interest them but they are so used to switching off.  They get knocked so much.  The kids are not allowed to have an opinion.  What’s hard is to find something that will switch them on and we only have a couple of years in which to do it. (Teacher)

They are able but they can’t see why they need to do things.....why they should bring their book to class.  They are seriously undermotivated and they are not performing.  The ones who are motivated have attendance that is better than average, bring their equipment to class, ask questions and are willing to give something a try. (Teacher)

Teachers gave examples of the things they felt demonstrated a lack of motivation.  These included-

· they lack ability to maintain momentum
· are not self critical
· they don’t like revising work
· they think that God will deliver the results if they pray
· they don’t take personal responsibility for their work
· they come to school to socialise rather than work
· don’t have a work ethic
· can’t sustain effort
· are enthusiastic one day and bored the next
· they laugh if you talk about the future
· they rely on external motivators
· they are hard to motivate, they think they are OK 
Some students expressed similar ideas.

I haven’t started studying yet.  It hasn’t hit us yet.  It is in the future somewhere.  I don’t want to come back into the same class again and it is on my mind but I carry on watching TV anyway.  
We don’t have a choice about school.....we have to come.  We just have fun to fill in the time.

This was sometimes described by teachers as a lack of work ethic.

Our kids lack a work ethic.  They do opt out easily.  We can’t convince them to prepare early and as soon as the pressure comes on a subject, they want to change subjects. There is a culture of ‘giving up early’, ‘it doesn’t matter if you are late’ and ‘it’s OK if it’s a half baked effort’.  (Teacher)

The effort that many teachers put into making the work relevant and interesting is obvious and they are constantly trying to think of ways to break through the lack of motivation.  It is one of the greatest sources of frustration for teachers because they believe that if they could change this, many of the other problems would disappear.

The biggest problem is to motivate them not just to do the work but to put in an effort.  We keep trying to find new ways and to build on things that work.  We had four maths competitions to get them keen. 165 sat the Australian Maths last year and 230 did this year.

Motivation is the constant problem that wears teachers down.  How can we keep up teacher morale?  It never goes away.  There is no easy fix in this school. 

If it’s boring they switch off.  You can see them switch off.  They want it all to be fun.  They haven’t got the self-discipline to cope with the intense work.  These kids come to school for a break.
Teachers also talked of some students who work very hard indeed and some who achieve.  They are not oblivious to the diligent students but the reality for a teacher with a class in which many students seem unmotivated is that these demands on their time and skills are enormous.  

Things that motivate students

Some teachers
Students in all eight schools talked with respect, warmth and enthusiasm about particular teachers who motivate them in particular subjects and also in general.  The characteristics and skills of these teachers are described in detail in chapter eight.  What can be added here is the way in which some teachers give students hope and motivate them in a more general way.

Our teacher gave us a talk and what she said was true.  She said “You can be what you want to be” but you have to set times for school work and get yourself organised.  (Student)

She gave us encouragement but she said,  “Time is running out and if you want to do it you have to work now”.  (Student)

Before mid term exams they (mentors) encouraged us to be serious about our exams.  They said they would take us to lunch if we passed and they gave us our planners.  (Students)

I encourage them and then I challenge them.  “What are you doing next weekend?”.....”So when is your next assignment due?”  (Teacher)

The similarities in the examples given by students and teachers were the message of hope as well as some practical strategies by which they could achieve the goal. 
Rewards

Students in one of the previous examples mentioned the promise of being taken to lunch and the giving of planner diaries.  Students and teachers agree that rewards, both short and long term, help motivation.

It’s slow but positive reinforcement does help.  Little comments like “Gosh you have been doing well lately”.  We have to use the moment.  Sometimes it takes a whole year to convince them but you have to watch out for the good all the time.  (Teacher)

Trips would help a lot.  They would motivate us to learn...give us that little push.  Use it as a reward, get us to earn it.  (Student)

It’s success that motivates them so we have to reward that all the time.  “You can do it”, give them ticks and stars.  Once we get that culture going the behaviour problems will diminish.  (Teacher)
There were conflicting messages about the value of singling students out for attention, even praise, in front of peers.  The mixed messages came from both students and teachers.  Some students, if presented publicly with rewards, will refuse to walk up to receive them.  After discussion with the students, the researchers have concluded that the benefits outweigh the short term embarrassment a student may feel and that prizes and certificates are motivating.  This is in spite of the peer pressure not to be seen to achieve.  Some teachers have understood this and use such rewards actively.

Most of the kids who sit this will not achieve.  About 15 to 20 percent will get a certificate of achievement but they all get certificates of participation.  I tell them it will look good for them when they go for a job.  Some have said to me “I’m not very good at maths but I’d like a certificate”.  (Teacher)

Displaying work

Some subjects naturally lend themselves more easily to displaying student work than others.  Art and technical teachers tended to mention this more than those teaching other subjects.  The consensus opinion was that students like seeing their work displayed and that it does help to build self esteem and is motivating.  Again, peer pressure works, often actively, against this.

The kids don’t talk much about their work to each other.  I put their work up in the room for them and so that other kids can see.  Sometimes I put up average work.  We get good academic results in this department and some of that is because good work is being seen.  It is motivating and inspiring and it builds on itself.  (Teacher)

I have their work up everywhere.  I want them to feel good about it and to see it all the time.  ERO told me I had to take it all down because my room is a fire hazard.  I’m doing it because I know it helps them.  (Teacher) 

Role models

The value of role models is discussed elsewhere
.  Their relevance to motivation, however, makes it of value to reiterate some key points.

The majority of public role models that students see are in the fields of sport and music.  It is rare for them to see a young Pacific or Maori person in an academic, professional or business role.  The schools have made a real attempt to address this within the school itself, but the impact of TV and videos is enormous and such role models are rare in this context.  It is more likely, therefore that a student will be exposed to motivational ideas that relate to life as a professional sportsperson or singer than to ideas about having their own business or profession.

Many teachers said that one of the sad results of dezoning of schools was the loss of student role models.  Senior students and academically able students were accepted by other schools leaving behind even fewer achievers than the schools had had in the past.  It has removed many of the role models that were, in the past, the most accessible to students and this has had a detrimental effect on the learning culture in the schools.  

The peer-support programmes and mentoring projects that some of the schools have trialed and implemented are helping to address this lack of role models for both juniors and senior students.  Feedback so far from all parties is positive. 

In the peer support programme the seniors (years twelve and thirteen) worked with the year nine and tens.  We had a great camp with some excellent spin offs.  One of the girls we “saved” was so helpful and has been focused ever since.  It was getting to know some of the seniors that did it.  She wants to stay on at school to be like them.  (Senior Management)
Money

A few teachers mentioned that money is important to many students.  This can act in a demotivating way if students leave school in order to earn rather than get work that they really want.  And it can be a problem if the dream of instant and significant money
 means they give up everything else except, for instance, sport.  Some teachers try to turn this potential problem into a motivational force by explaining to students how, in the future, their talents could translate into immediate and long term financial opportunities.

I show kids that there is money in art also and that it can get them jobs.  I want to motivate them to go to Polytech.  We have developed a money earning project and half the technology in the department has been bought through our fundraising.  We split the profit three ways. A third pays the costs, a third goes to the students and a third to the department.  (Teacher)

Streaming

None of the schools have a policy of streaming students across the school and none of them mentioned any wish to do so.  Most, however, have an accelerate group of some kind in years nine and ten.  Feedback from teachers indicates that these groups work well overall and that students are more motivated in such a group.

They are a “pearl” group.....a joy to teach.  I have put them in my form class and have been working on building a safe learning environment.  As well as the same form class, they are in the same English class and they get the extra tutorial as well.  It looks like a great success.  (Teacher)

Things that demotivate students

Some teachers

This has also been fully detailed in chapter 8.4 and will not be repeated here.  There is a very small number of teachers in each of the schools whose attitudes and/or behaviour is very demotivating for students.  The evidence is that students avoid their classes and don’t put any effort into that subject.  

There is another small number of teachers whose practice demotivates some students.

When they shame you it stops you working.  Your brain goes onto something bad.....you feel sad.  They need to come up to us one to one and talk with us.  (Student)
These people are not those that students hate and describe as stink teachers, but they are teachers who need support, professional development and pressure to better meet student needs.

Fear of failure

This will be discussed in detail later in this chapter, so it is enough to say that many students have experienced failure or feel they are failures in the eyes of other people, sometimes including themselves.  They find it difficult to be motivated and to attempt things that may result in failure.  For students to be motivated to take risks and to try something, they need to believe it is possible.  Most of the things in their lives work against this, from the reputation of their community and their school, parental pressure and unrealistic expectations, through to the low expectations of some teachers.  
 They give in easily.  They are not problem solvers.  They need to believe they can achieve, so first time success is very important.  (Teacher)

The impact of external exams is disastrous.  They give up early because they think they can’t do it.  (Teacher)
Subject relevance

Quite a number of students said there were particular subjects that they liked, for a range of reasons, but they could not see the point of having to do subject x or subject y.  Many of them wanted to just specialise in the one or two subjects that they were successful in and they did not seem to have any understanding as to why this should not happen.  They also gave examples of particular subjects that seemed to them to be irrelevant and a waste of time.  Almost all subjects were mentioned by somebody and there were none that stood out as being common to lots of students.  It was more to do with their individual experience of a subject, and their ability, rather than the subject itself.  This was summed up clearly by one of the teachers.

I do the driver testing also and they (students) are really motivated to do this.  36 out of 41 passed.  The success rate is great.  They can do it if they are motivated.  Motivation is critical.  They don’t see the relevance of some things that are taught.....like learning about another country or classical studies.  Why learn about Caesar?.....What relevance is it?  We have to teach them the relevance.  If they can translate it into something they understand they will do well.  They will do well in sport because they want to play for Manu Samoa or the All Blacks.  They will get their licence so they can drive.  (Teacher)

While the examples above are extreme, there were other examples that teachers and students gave that were more ‘day to day’ realities.  A maths teacher, for instance, took trouble to explain to students that to fill out tax and GST forms, they would need the things he was teaching them that day.  Many teachers cited unit standards as already helpful in this regard.  Some of the students already have credits that could help them get a job.

Unit standards are good for these students because they have trouble seeing the relevance of School Certificate subjects to getting a job.  Unit standard 167 is basic food hygiene and they all passed.  They could see that it would help them to get a job at Georgie Pie.  (Teacher)

Not seeing a future

Pastoral care, transition and careers staff noted that many of the students have great difficulty seeing a future for themselves.  Some live in families where nearly all members are on the dole and in some cases have been for more than a generation.  Their experiences of life outside their immediate world are extremely limited and most of the people they have contact with are in similar situations.

Maori students in particular have low motivation.  There are often two or three generations of unemployment and they don’t have any goals at all.  (Teacher)

There is a total lack of senior commitment to finding a job.  It’s such a way of life and it’s so acceptable.  Some of my students have the expressed intention not to go to work.  It’s just accepted as the normal way of doing things.  We try to motivate them by talking about how they can get things they want, like a car, but the will to do it is absent.  (Teacher)
We need to know now what we will do with our lives.  We need to start working now and we can’t do that if there isn’t a good reason that we can see.  (Year ten student)

Parental pressure
Added to these difficulties is the pressure of parental dreams and expectations.  Most students think their parents want them to get School Certificate and Bursary, and then go to university.  Many have great difficulty thinking of any other alternatives even though they do not believe in their hearts that they will achieve to that level.

The kids prepare CV documents but most don’t finish them.  They have a mind- set about where they want to go.  The Mums and Dads say that it has to be Bursary and then university.  If they fail that, we have problems so they need help goal setting beforehand so they can see alternatives and don’t feel they have failed before they begin.  (Transition teacher)
Parental pressure sometimes results in students taking inappropriate options.

I have students who have come back for a second year in the seventh form (year 14) and I don’t know why some of them have come back or why they are doing this subject.  Some are here because their parents want them to take it.  They think it sounds good, but it won’t be if they don’t work and don’t pass.  (Teacher)
When talking to the researchers, the teachers were describing the attitudes they believe they see in their students and they have sometimes tried to explain what they think are the reasons for the attitudes.  They were not blaming the students or ascribing ‘fault’.  They were articulating the difficulties that they see themselves working with as teachers.

Their sights are not high enough or broad enough and they don’t see possibilities.  They can’t afford to go to tertiary institutes and they don’t see other family members doing it.  They are depressed about opportunities and can’t see the links between what they are doing and the future.  (Teacher)
At the same time, teachers are trying to think of ways to change what they perceive as attitudes that impede progress.  In chapter seven, there are many strategies and approaches that the teachers and schools use in an effort  to work positively with student attitudes, behaviours and needs.  The next section describes how the attitudes are manifest in behaviour.

7.5
Student behaviour

This chapter describes how the attitudes outlined in the previous chapter are manifest in student behaviour.  There is a real danger, in writing such material, that the students in these schools will again become victims of a report that stereotypes them in an unattractive way.  There are three reasons for including such detail.  Firstly because these attitudes and behaviours have profound impacts on student achievement and the more knowledgeable teachers are, the more they will be able to help their students.  Secondly, schools have to make decisions about priorities for staffing, energy, and funding, and the Ministry makes similar decisions nationally for schools.  The more information they have about the needs of these students and schools, the better equipped they are to make appropriate decisions.  Finally the parents need this information to help them to understand the school and peer worlds that students inhabit and to assist in making parental decisions that will help their children.

When the data were sorted and collated under this heading, it was immediately apparent that most of the behaviours being described are negative.  This is less surprising when one remembers that the focus of the interviews and group discussions was on what impacts on student achievement and why it is that so many students are not achieving in conventional ways and as assessed by current measures.  It would be wrong to interpret the data as being a full description of the range of student behaviours.  There are a great many behaviours that illustrate the very positive side of the students that teachers describe and enjoy.  They are not in this chapter because they do not present as barriers to achievement.

The students were very direct and honest about their behaviour and had little difficulty giving reasons for it.  They also talked about and described the behaviours of fellow students.  The following are examples of this frankness.

Researcher:  Tell me some of the things that you do at school that cause teachers to be angry with you.

Year nine boys:    Swearing, talking and running around in class, not listening, tagging, touching other people’s stuff.  We do that bad stuff when we get bored.

We whisper to friends, we show friends things.....shouting and being noisy so we can’t hear the teacher, ignoring the teacher, laughing loudly, backchatting the teacher.....It’s when we are not feeling like working.  It puts you off, puts you to sleep, turns you off.

Student behaviour to other students

By far the most prevalent behaviour described by both students and teachers and observed by the researchers was what was described as taunts, teasing, backstabbing, rumours, smart talk, put downs and ‘jokes’.  It was usually delivered in a ‘joking’ way and initially in the discussions the students laughed it off as not being serious.  Further discussion, however, led to the understanding that it has become a very common and habitual practice and is usually deliberate and is hurtful for the receiver.  Students described the types of things they teased each other about.

· skin colour/ ethnicity

· facial/ physical features

· behaviour/ mannerisms

· private parts

· girl friends/ boy friends

· dress

· way of speaking

Parents are often the butt of taunts.  Students are teased about their parents’ size, colour, poverty, language, lack of education and/or features.

They tease you about your parents.  It may not be true but you say it anyway. (Student)

The outcomes of this type of verbal harassment are numerous.  Teachers are constantly dealing with students for whom the ‘joke’ has got out of hand and has resulted in more aggressive behaviour.  This includes gossip, Chinese whispers, pushing and shoving, stealing, shouting and swearing, bullying, threats, and sometimes physical fights.  It interrupts classroom activities and uses hours of pastoral care time to resolve.  Teachers cannot afford to let the conflict go unresolved in case it results in further problems.

Sometimes it blows over but other times there are fights. Separating us and making us be on our own doesn’t work.  We will just take it out in some other way like tagging.  (Student) 
It also results in some students actively discouraging their parents from coming to the school for any reason in case they become the target for peer taunts.

Your Mother and Father might come in a lava lava or wearing jandals and kids would laugh at them.  I don’t want them to come so my friends don’t see them.  (Student)

Students say that they laugh when a ‘joke’ is made about them or they are teased, taunted or put down but also say that it does hurt inside.  Further work would need to be done to clarify how profound an effect such verbal harassment has on the self esteem, but the researchers felt from their observations and from what teachers said that the impact is great and negative.

Students say to each other “useless”, “shame” and “huh’.  These are all very emotive words that are soul-destroying.  If a kid gets a question wrong, others taunt him.  How can we possibly help them to feel good about themselves and give things a go.  (Pacific teacher)

There are rumours and back stabbing and sometimes “shame” things about your parents.  You try to be hard because you think it’s cool to be hard but it feels bad.  (Student)

Sexual harassment is not uncommon and occurs both within and outside the classroom.  Again, it is carried out in the guise of a joke but again, the girls on the receiving end do not feel good about it.  It was interesting that when this was discussed in co-ed groups there was a lot of laughter and clowning around.  When it was discussed by groups comprising only girls, they were very serious when they talked about it.  The girls gave the following examples:

· flicking bra straps
· sexual put-downs
· lifting up your skirt with a ruler
· looking/staring (“eye problems”)
· talking about girls’ private bits
· joking about legs
They (boys) start joking but they carry it on.  We don’t know why they do it and they don’t always stop when we ask.  Some girls retaliate.....they (the boys) ask for it.  Sometimes it goes out of the school and they follow you home.  (Female students)

Behaviour that affects learning and achieving

Pressure to not achieve

The peer pressure not to achieve has already been described in this report.  Some teachers note that over the past few years this attitude, and the behaviours that support it, have become worse.

The few good kids, the workers, are joining the rush for failure.  We have always had a tall-poppy problem.  Now there is a desire for negative achievement.  (Pacific teacher)

It is like an invading black cloud.  “You will fail and failing is cool”.  (Teacher)

There were many examples of things that students have done to each other that reinforce this pressure to not achieve.

Word goes around if you work in the library or if you do well.  You get teased for being a “scholar”.  It’s not usually unpleasant, it’s mostly in fun.  (Student)

There is a girl here who is doing quite well.  She is harassed, slated and vilified because she succeeds.  It is a boy/girl thing especially.  They (the boys) give this girl hell.  They are mostly lazy boys who are intelligent and they resent someone who succeeds.  (Teacher)

There was a Young Achievers award for a calendar design with a prize of one thousand dollars.  One girl over two or three days did some drawings.  When her two girlfriends got wind of it she changed her mind and I never saw it again.  (Teacher)

It’s not cool to achieve.  You get pointed out.  Other people are jealous.  Sport is OK and music.....maybe, but academic is not OK until you get to the sixth or seventh form.  (Student)

Coming to high school was very hard.  We were put in the extension third form class and there was real pressure from other kids.  People put me down and made me feel stink.  Teachers supported us but it didn’t change things.  (Student)

We have talented kids here but it’s not OK to achieve.  Kids destroy other kids’ work.  “You are not one of us”.  They hide, steal and destroy good work.  Those who do well are scared to shine because they are labelled.  (Teacher)

This teacher came back later to show the researcher the damage that a student had done to another’s work.  A talented student had put in many extra hours outside class with a woodwork project.  One of the completed lathe-turned legs for the project had huge cuts made into it so that it was unsalvageable.   
Confusing good behaviour with learning

A number of teachers in all the schools talked about some “good” hardworking students but noted that much of the effort often was misdirected.  They explained that some students, and parents, confuse conscientious behaviour with the acquisition of knowledge or understanding and learning.

Some students think that if they sit there in class and have really tidy books that they will automatically pass the exam.  (Teacher)

Juniors, after a day off, expect to sit in class and copy yesterday’s work instead of doing today’s work.  As long as their books are OK they think they will be OK.  If their notes look good they think they will be OK.  (Teacher)

Teachers noted that some parents, when they come to report evenings, are more interested in their child’s behaviour than in how well they are achieving and some teachers said that it is very hard to get the parents to understand the difference between the two.  This can result in parents feeling that teachers are not telling them the truth.  If a teacher assures a parent that a student is well behaved, the parent may feel misinformed if their child does not then get good grades in exams.

Lack of independence and self reliance

A previous section described the difficulties teachers have with students who do not bring basic classroom gear with them.  At times this means the student cannot do the work unless the teacher provides the pencil, the paper, the pen or the set square.  Other times it means that they borrow or share with another student so that two people’s work is affected and there is some disruption in the classroom while one or the other is unable to work.

There is an undercurrent of hostility often over gear.....”You’ve got my rubber”..... “I haven’t got your rubber - DICK!” (Teacher)

Teachers approach this problem in different ways.  Some feel that, if they provide the students with all the things they do not bring, this is fostering an attitude of dependency.  Others feel the reality is that quite a number of students will not be able to work in class unless they provide the gear.  Several teachers said that the ‘gear’ is sometimes bought from their personal money and that it is common for some to go missing each time it is handed out.  Some teachers attempt to have class sets of pencils, for instance, but again it is not long before some are missing.  The lack of very basic gear is an ongoing frustration for teachers and a barrier to progress for students.

They don’t organise themselves well and they don’t take responsibility for basic things.  Having a school bag would help and packing it the night before would make a big difference to teachers.  We need to check on this constantly.  They don’t plan ahead.  They are always forgetting to bring notes for lateness. (Teacher)

Each of these omissions costs in teacher energy, time and sometimes money.
Behaviour that affects the school

There is a wide range of things that students do that have a major effect on the day- to-day running of the school, on what the school decides are priorities for spending, on the organisation of staff and the use of teacher time, and on the reputation of the school as observed by outsiders.

Many principals, senior managers, teachers and support staff commented on  generally deteriorating standards in student behaviour over the last five or more years.  This was mentioned by personnel in all eight schools.

There has been a deterioration in the last five years of the respect that students have for staff and for teachers here.....how they talk back to teachers and swear at them.....ignoring you and not answering.  (Office staff)

Behaviour is more of a problem than it used to be a few years back.  Their home life and circumstances have changed.  We have one very bright boy with behaviour problems.  His grandmother just says he will end up in jail and there is nothing we can do.  They are in behaviour patterns that they don’t know how to break.  (Teacher)

The type of student is changing.  Most still have some enthusiasm, but there is a minority who don’t want to learn and they disrupt our better students.  We need some resources or methods to remove these students who disrupt the others so much.  (Teacher)

One of the principals gave two very tangible examples as evidence of the change.  First, although the systems, philosophy and personnel in this school have remained the same, the numbers of students who have been suspended from the school overall have not increased, but the number who have been expelled or indefinitely suspended has more than doubled over the last three years
.  The principal described these students as hardened kids that are unhelpable even with intensive counselling.  The second example involved looking at the student files.  The principal said that a few years ago they could hold all the documents with a simple paper clip but -

These days we are using lots of big paper clips to contain the files.  The suspension files read like a “this is your life”.  These are kids who are out of control.  We give them a second and third chance if possible, and we take problem kids from other schools.  It puts a great strain on the school.  (Principal)

There is general agreement that the juniors are more of a problem than the seniors and that some of the seriously problematic behaviour begins immediately they arrive at the school.  This information is consistent with what the researchers have heard in recent years from teachers in primary and intermediate schools.  There are some students whose behaviour causes serious disruption in their primary years.  One reason some of the students give for bad behaviour at secondary school is boredom, especially at lunch times.

Many teachers stress that most of the seriously bad behaviour is caused by a small number of students and that the majority, for most of the time, are warm, friendly, generous, fun loving, open and helpful.  

There are at risk kids wandering around the school and some of the systems are not strong enough to deal with them.  It is a difficult school to teach at but I enjoy the school.  Day to day it is hard work.  The children’s behaviour is not great but there are not many nasty students.  Most are good natured.  Their behaviour problems are bad habits.  (Teacher)

The kids are great.  They approach you in the street, they are easy to get to know, they tell you their secrets, they are open and awhi (support/assist)you.  They are demonstrative.  (Teacher)

On the negative side, however, there are a number of behaviours that cause great difficulties in the schools.  Many of these are a manifestation of peer culture.

Disruptive classroom behaviour

Many teachers feel that this is the main source of pressure for them.  They want to spend their classroom time in a combination of teaching the whole class together, and working one to one or in small groups.  The reality often is that the individual and small group work, that teachers feel is so important, is made impossible by the disruptive behaviour of a minority of students.

I have one bad fourth form class with lots of boys.  They are able but not willing.  Discipline is a constant issue.  I put lots of my time into managing them rather than teaching them.  (Teacher)

I spend fifty percent of my time on management, especially with the juniors.  I have 14 sewing machines and 20 students.  I need a machine for each student.  If they haven’t got something to do all the time, they play up.  (Teacher)

They are learning sabotage at the fourth form.....disruption, grandstanding and attention seeking.  If someone wants a pencil, the kids throw pencils across the room. (Teacher)

When asked by the researcher about the kinds of things teachers say, some of the fourth form boys agreed that they behaved like this and said they did it to show off to their mates.

A general restlessness and inability to concentrate for any length of time is described by some teachers as being quite a common trait among students.  They say it contributes to classroom management challenges.

They can’t concentrate well, they are easily distracted.  They stop work, talk, look out the window, think of something they should have done at lunch time.  They are impulsive and wander about.  If they see or hear something they will stop to investigate.  (Teacher)

It was very clear from the interviews that the great majority of the teachers knew and understood their students well.  There were varying views as to the best ways to approach such behaviour.  Some teachers tended to take a caring and understanding approach and made comments such as-

Teachers have a good understanding of the background of the students.  We have to put the bad behaviour in that context and build up their self esteem.  The best indicator is progress over time.  We aim to see behaviour that shows respect for themselves and others.  (Teacher)

Others felt that too many teachers had been too soft and ‘understanding’ for too long and commented along the following lines.

We are making too many allowances for them.  They should toe the line more.  They need stability and basic discipline.  Things have changed.  Teachers should not have to accept the rubbish, the abuse and the lack of respect.  There is an enormous amount of class time wasted with the problems they create.  The kids have twigged that in New Zealand and at school it is a lot freer.  (Teacher)

The students, in their comments and opinions
 of what constituted an ideal teacher would have judged both of the above opinions to be correct.  They are looking for teachers that both understand and care about them as well as teachers who set high standards of behaviour and are consistent in ensuring they are met.  
Substance abuse
According to the students, smoking is very common during school but alcohol and drugs are not widely taken at school.  They are around and available in all the schools but it is a minority of students who are involved during school hours.

They know what is right but they do the wrong things anyway because of the pressure of friends.  They just want to try it out.  Alcohol, drugs, violence and sex.  (Pastoral care)

There are about 20 to 30 kids in the school who bring alcohol and drugs from time to time..  It’s to do with the gangs.  We can’t nark or we’ll be targeted.  You would be an outcast.  (Students)

Its like in the videos and TV.....karate, alcohol and drugs.  Sometimes you can smell it.  Some come to class drunk and have been smoking.  (Students)

There are ‘hangouts’ in each of the schools where students go to get access to and to partake of these substances.  In some of the schools the places were more commonly known and more openly spoken about.

Dishonesty

Teachers named a range of behaviours they regard as dishonest and which cause them, and the school difficulties.  They include cheating, telling lies, forging letters and stealing.  

The issue of lies has been explained elsewhere
  but needs to be mentioned here because of the enormous amount of time school personnel spend trying to get to the bottom of things.  Students are very upset and sometimes angry if they are wrongly accused of something, and rightly so.

I was banned from the homework centre because of what s/he thought I did.  I didn’t do it and I got a red card for nothing.  My mate (who did it) and I had a fight.  (Student)

It is very important, therefore, that teachers investigate each situation carefully enough to end up with the correct picture.  This is often made extremely difficult for them because of the lies that students tell them. 

Lots and lots of our students will tell direct lies.  I call my office “the liary”.  They say, “I didn’t lie because I’m a Christian”  and when you finally catch them out and they admit it, they don’t seem at all sorry.  (Senior Management)

We are burdened with the problems of kids.  Are they telling the truth?  They have conflicting values about honesty.  Telling lies is a survival strategy for these kids.  (Teacher)

We organised a movie evening and for $10 to cover everything.  Some of them asked their parents for $20. (ie the parents were left thinking the school had charged $20 when in reality the students had pocketed $10)

Lies are a big issue here.  Sometimes for a school thing like volleyball or basketball the kids will ask for a note for parents to prove what they are doing.   They say “my Mum doesn’t believe me” so they must be telling lies to their parents too.  Some kids have a very difficult time at home.  There is no room for negotiation so they resort to lies. (Teacher)

Some of the students agree.

Some things are too big a problem for me to cope with.  I don’t want to tell them (teachers) what’s really happening so I make up lies.  There is a lot of violence in our family.  I can’t say that to them.  (Student)

We make excuses because there are too many pressures.  We arrive at class late and make an excuse.  It works so it becomes a habit.  Now you know our secret.  We play them (adults) off against each other.  (Student)

Forged absence and lateness notes and taking a letter out of the home letterbox before parents know it has arrived, are not uncommon behaviours.  Teachers do attempt to check with parents but that can be a difficult process in itself.

We encourage parents to phone if they are suspicious but sometimes we have to visit the home if there are problems.  Lots of kids take letters out of the letter box so their parents won’t get them.  (Teacher)

Students confirmed to the researchers that they do forge and remove letters to prevent their parents being involved.  Stealing is another activity that requires many hours of teacher time to investigate.  It is not as prevalent or widespread as the lying but still involves many people either directly or indirectly.

They steal our (school) things.  We have to count everything every time it’s used.  We can’t rely on their honesty.  They steal each others gear or ‘borrow’ it never intending to return it.  It’s a cat and mouse game and it’s hard on new teachers.  Once they know you they respond better.  (Teacher)

The problems for teachers are more practical than moral.  These dishonest behaviours result in an undercurrent of suspicion that makes it hard to foster the positive climate that teachers want in their class and the school.  

It is only a few who steal but everyone feels treated with suspicion and it’s hard to be relaxed.  (Teacher)

They also take many countless hours of unpleasant investigating.  For teachers and senior managers this feels like very unproductive use of time.  They solve a problem that has been created but they would rather spend the time planning lessons or working on positive initiatives.

Destruction of property

This includes vandalism, tagging, ‘trashing’ areas in the school, and destroying equipment.  Not all the damage done in the schools is done by students at the school.  All these schools suffer, from time to time, from, outsiders coming in the evenings and weekends.  There is also quite a lot of damage done by the students themselves.  

The toilets, especially the girls’ toilets, were mentioned by staff and students in all the schools.  Some of the damage is related to their being used as a smoking area, but it is also characteristic to see toilet paper stuck on the ceiling (see appendix 5) on the floors and in the basins.

Smokers and water fights cause problems in the toilets.  Often there is no toilet paper or it is on the ceiling.  There are cigarettes in the toilets and basins.  The toilets stink also.  (Students)

One school has a particular area that is used during the evenings and weekends by kids from the area and is frequently covered with broken glass and rubbish of unpleasant kinds.

Staff made the point that not all the damage that students cause is malicious.

Some is just pointless vandalism.  The kids don’t think.  They have been swinging on the pipes just having fun and it will cost us a lot to repair.(Senior Management)

We have more vandalism than ever because of our decreasing roll.  When there are less students moving around, more things are broken.  (Senior Management)

Apart from the time spent investigating and organising repairs, the issue here is also money.  What the school has to spend on damaged property is money that they could otherwise spend on much needed equipment or other priorities.

Teachers are quick to acknowledge good behaviour and to contrast the problematic behaviour with the many examples of excellent behaviour.

When they know there is an important expectation of them, they will show real sophistication and maturity.  When we (the school) has visitors they can be patient and courteous to a fault.

Reasons for problem behaviour
Teachers and students offered a range of reasons for the various behaviours and their views were remarkably consistent, demonstrating that most teachers understand their students very well indeed.

Actions such as graffiti, vandalism and rudeness to teachers are often the result of students (usually but not always boys) showing off to mates.  Sometimes this is also a result of being bored.  Students talked a lot about being bored at lunch times at school, after school and in the weekends.

You do graffiti to show your mate that you are tough. (Student)

We (junior boys) are trying to prove something.  We want to make people laugh.  It gives us confidence.  Mums are a shoulder to lean on.  Dads  don’t understand.  (Students)

We answer back and cheek teachers... we want to impress.....are trying to be funny and ‘scab a laugh’. (Male students)

Wagging is fun.  We do it because school is so boring.  (Student)

Some behaviour is the result of more deep seated and serious problems occurring at home but which manifests as a cry for help at school.

There was a girl who was causing all sorts of problems and finally serious absenteeism.  We found out that her father was having incest with her sister.  It took weeks and weeks of time.  We have another girl.....thirteen years old..... who was raped by her uncle and he is having an affair with her.  (Senior Management)

I used to truant and I tested the teachers out.  I felt that no-one cared for me.  I was having trouble at home and I know we should talk with our parents but it was hard for me.  It’s not the PI way.  I was waiting for a teacher to go and tell my parents I was truanting so that they could help to talk with my parents.  (Student)

When students are rude to teachers.....it’s not always the teacher that’s the reason.  Parents beat children and then the children come to school and take it out on teachers.  Some of it is a male macho thing. (Student)

Some of the behaviour is a rebellion against, or an inability to cope, with the pressures of the competing worlds that are described at the beginning of this chapter.

We can’t do what we want at home or at church so we come and do it at school.  Smoking and drinking and other things that our parents don’t want to know about.  (Students)

Some kids run away.  They (teachers) give us our reports.  I had a bad one so I made up a lie to my parents.  They believed me because they don’t know how to check on it.  We are probably too big to hit now but I still didn’t have the courage to tell them.  (Senior student)

Some students, teachers and especially pastoral care staff talked of what they perceive as a loss of parental control over students resulting in behavioural problems at home and at school.

Most parents do understand their kids but they haven’t got any authority over them any more and the kids just run riot.  (Pastoral care)

Kids make the school room their home because it’s more relaxing than their real home.  The kids here don’t care any more.  They are owning (being in control of) the parents and the teachers.  (Trustee)

One teacher pointed out some of the extreme difficulties that children for whom English is a second language have with learning situations.  Sometimes this frustration can manifest itself as anger or other difficult behaviours.

Teachers want to interact positively with students and to spend their time planning, teaching and helping students to learn.  That is what they are trained for and what they find the most rewarding.  Most of the behavioural problems described above interfere with, interrupt and sometimes prevent the teaching and the learning.  They are not things that can be ignored however and so they cost the schools money and precious teacher time.  Most teachers are not trained as detectives, social workers or counsellors, and they are not provided with the time to carry out those roles.  The underlying causes of most of these behaviours lie outside of the school and the school has little ability to change most of them.  If these schools were resourced with more time for teachers and staffed with specialist expertise, to the extent to which it is required, the schools could be the base from which many of the long-term problems are dealt with.  At the present time this can only be done in an ad hoc way and the continuation of the problems, combined with the resulting interruptions to the school day, profoundly affect the learning and achievement opportunities of many students.

7.6
Student needs 

The needs discussed in this section of the report come directly from the research data but, as could be expected, they result from the attitudes, behaviours and difficulties previously described.  

Communication with parents

The students understand that their worlds are greatly different from those of their parents and they feel they understand why their parents want to retain the important cultural and family values, beliefs and ways of doing things.  At the same time the students are expected to live in New Zealand and to succeed in the education system.  They need the understanding and support of their parents so that they can prioritise the use of their time without having to ‘make excuses’ which result in lies, loss of trust and punishment.  They want to be able to talk with parents, to explain problems and to be understood, so that solutions can be found that will be manageable.  At this point in time, most students do not expect this to be possible because they believe that parents have little understanding of their school or peer worlds and they think that parents do not want to know about them, because it would mean their facing up to realities that they do not wish to accept.

If they don’t know about it (sex, alcohol, truancy etc), it doesn’t exist, and that is how they want it to be.  (Student)

Many students talked about the impossibility of reconciling all the after school activities and expectations with the need to do homework and study.  Some senior students said that their parents gave them support to study just before they sat School Certificate or Bursary, but commented that this was really too late.

It’s my last year so my parents are less demanding on my jobs at home to give me more time for study but I needed it to start earlier.  Our parents don’t have the understanding of the importance of school or how much work it needs.  Their background was in the Islands where looking after parents was the most important thing and took up most of the time.  (Senior student)

We like to work with the family.  It’s more effective when you work with the whole family.  The kids are happy for an adult to step in and advocate on their behalf.  The parents are usually receptive too.  (Pastoral care)

Our parents still believe in the Island way.  They are over-protective, we have to beg to go anywhere, they don’t trust us and don’t give us a chance and they are controlling.  Mum takes me to a social.  It’s shaming when you want to do your own thing.  Friends come over and our parents will just sit there and watch.  We can’t explain to them and we can’t put up with it so we find somewhere else to go.  (Student)

They are unable to talk to Mum and Dad.  They are afraid of punishment, hidings or being thrown out.  It’s hard to front parents about things even if they know they will have to eventually.  (Teacher)

It starts at home.  You need support from home.  Some of us are neglected by our parents and look for attention but in a bad way.  It’s hard to do school work at home.  There are seven of us and I’m the oldest.  I have to do the cooking and washing as well as look after the children.  I can’t talk to them about it because they think it’s a lack of respect.  (Student)
The other area that students and the schools have great difficulty communicating with parents over is that of achievement and the reporting of it.  Students say that parents expect high grades and positive comments for every subject.  Parents say that they want to be told the truth about student progress.  Students do not want to be punished in any way for what parents may perceive as less than ideal marks especially if they have worked hard for them. Pastoral care staff report visits from bruised and injured students for several days after reports go home and after parent/teacher interview evenings.  The efforts that students make to keep parents from seeing reports have already been described.  The whole issue becomes one of great stress and pressure for students and for teachers.

The kids really want to pass.  It is the home environment that makes it so difficult for that to happen and the pressures are so strong.  The TV and radio are on and visitors are there all the time.  They have no table, desk or books and no room to study yet they are expected to just come up with the results.  It’s not possible.  (Pacific teacher)

You know what your parents expect.  (When the school report gets home) you are a disappointment to them.  You can see it on their faces.  They don’t have to say anything.  (Student)

Parents should insist on their children being prepared, on doing their homework.....they should give them time to do it and a settled environment.  They abdicate their responsibility and send kids to school for the school to do what is their job.  They never find out because they don’t know the system.  (Teacher)

Communication between the parents and the school is as difficult for both parties as it is between children and their parents.  All the parties need help in a range of ways to facilitate the process.  Students need communication skills and self confidence.  Parents need education to understand their children’s needs and the schools needs and systems.  Schools need financial and staffing support to be able to liaise with parents in their own languages and to support the parental educative process.

Parental supervision and responsibility

It is clear from student information and from the day to day work of the pastoral care staff, that some students live in family situations that make their lives very difficult.  These situations come to the notice of the school but are not often something the school, with its current resources, can do anything about.  At the same time they have a profound impact on the life and achievement of the student and on the demands placed on the school.  There are other families whose ability to survive and provide for their children is under constant threat because of poverty.  This also places demands on both the student and the school.  Even in the families which are not so stretched, there is evidence that parents sometimes feel they have lost parental control of their children and this is having a major detrimental impact on the attitudes and behaviours of the students.  Often the school is expected to pick up this responsibility and may or may not gain support from the parents or caregivers.  In addition to all of the above, there are areas of misunderstanding about who is responsible for what, and this needs to be clarified with parents through a careful education programme.  In particular, the issues of lateness, attendance, uniform, diet, smoking, transport to and from co-curricular activities, provision of equipment, exam fees, homework and out of school behaviour are areas in which parents either do not realise what their own responsibilities are or do not acknowledge their role or responsibilities.
Study time and support

Some of the above quotes documented some of the pressures students are under, which make it difficult for them to manage their time in a way that allows for school homework, revision, swot and assignments to be completed.  Students are the first to admit that many of their parents do ask about their homework in an effort to ensure it is done, and they often said that it was easier to be lazy and watch TV than to be organised and do school work.  Many, however, felt that the number of commitments and expectations of them after school, and in the weekends, made it impossible to find the time they need for school work.  Students in the group discussions typically came up with a list like the following.

· walk home (takes nearly an hour)

· babysit and feed siblings

· clean the house

· washing

· sport 

· prepare and cook the meal

· dishes

· youth group/choir/church activities

Both boys and girls agree that the girls are expected to do more of these things than the boys.  Activities such as doing things with mates or relatives, TV, videos, talking on the phone and spacies are sometimes added to the list.  Some of the boys included in their list ‘just hanging’ (with friends), ‘drive bys’, ‘stalking’ (girls) and ‘squabs’ (fights).  The general message from many students was that homework comes last which means that, if it gets done at all, it will probably be very late at night.

Work jobs are another major time commitment for many, especially senior, students.

Lots of the seniors are knackered by the time they get to school.  They are working to support their families or to pay their own school fees.  They can’t possibly compete with kids in other schools when they have to do all this as well.  (Teacher)

Everyone at home relies on you.  We (a group of six senior students) all have part time jobs after school and in the evenings.  The money goes for clothes, fees and school expenses and trips.  Some of us are working extra so we can go to the school ball.  (Students)

There is one really bright girl who could get a 3 or even a 2 in English but she works part-time five nights a week.  She has fifteen absences for sixth form certificate and ended up with a throat infection.  (Teacher)

Some students said they worked between about ten and twelve hours a week, there were others who work as many as forty five to forty eight hours each week . 

Several of the young Pacific teachers confirmed this and described their own experiences, and those of their siblings, in an attempt to understand the factors that contributed to their own success.

Time for church activities
 is required by many Pacific students, as well as for the things already outlined and often takes priority over other things.  It is especially likely, according to the students, to take priority over school things because cultural and family things are parent priorities and if job commitments were not met, they would lose the job.  When school commitments are not met, for many there is no such tangible sanction.  The cost is the stress and pressure on the student and a lessened likelihood of achieving but these are less immediate and easier to ignore in the short term.

Life skills

Self esteem

Students will be helped by an understanding of the situation they find themselves in and by an examination of that.  In the research group discussions, as the researchers began to understand the complexities of their circumstances and to explore these with various groups, students became very enthusiastic about the discussion and about exploring not only the way things are, but the ways they deal with those realities.  Many groups asked both the researchers and some of the teachers doing the organising, if they could be scheduled for another period to continue the discussion
.

Communication skills
The need for general communication skills has already been mentioned in relationship to communicating with parents.  It is not an answer in itself, because students believe that no matter how well they communicate with their parents, things will not change because parents do not want things to change.  A few students, however, did feel that they had been listened to by their parents and that this had helped them greatly.  The more confident and skilled they are, the more possibility there will be of improved communication.  The same skills are needed for communicating with teachers, employers and other adults outside their families.

We can’t accept lies as a way of dealing with things.  They need skills.  These are skills for life and they need them to negotiate with conflicting groups.  (Teacher)

Even having the skill to say “no” without having to resort to excuses, will avoid the complication of further deceits.  The ability to talk about how they feel and to seek help when they need it will be advantageous.

Prioritising and decision making

Because students have many conflicting pressures that they live with, they are constantly faced with having to make choices and then with knowing how to deal with the outcome of the decision.

Some students use all the expectations on them as an excuse.  They have got choices and they need to learn what they have to give up if they are going to achieve.  Parents make it hard, but we need to help the students to cope with that.  They can give up youth group or Gospel choir.  Parents will force them to do some church things like practice for White Sunday but they can give up some of the social activities.  They can do one part-time job rather than two.  Sometimes it is the youth leaders who pressure them rather than their parents.  They need to learn how to say ‘no’.  But it is peer pressure mostly.  They want to please everyone, especially their friends.  (Pacific teacher)

Conflict avoidance and resolution

Much of the gossiping and jealousy could be avoided by students having an understanding of the effect it has on others.  Many of the fights could be avoided if students were familiar with conflict avoidance and resolution strategies.  Some primary and secondary schools have introduced peer mediation programmes.  Even the training for such a programme would be valuable.

I had a fourth form class and they were really aggro.  They were often fighting and some were suspended up to three times.  I demonstrated with them a process of conflict resolution.  By the sixth form they would ask to use my office to work it out without needing my help. (Senior Management)
Western values

Teachers were not suggesting that students should compromise their own cultural values or in any way become assimilated but they did believe that students need a clear understanding of western values in order to make decisions and choices, based on knowledge, that will not see them unwittingly disadvantaged.  Some of the behaviours that cause the schools problems will also cause students difficulties with other agencies, and employers in particular.  The types of behaviours that teachers mention as problematic are not telling the truth, being late for appointed times, not following through on commitments and not being trustworthy.

Our kids need to adapt to some western values at school and in the work place if they are to be accepted and to succeed.  If we are lucky enough to get a coach to coach a team, they will expect the kids to show up and to be on time.  They need to learn to keep to those agreements because we need to keep the coaches.  Punctuality and consistency are important western values and our kids are always pushing the limits.  It is them who miss out in the long run.  (Teacher)

Some teachers gave examples of inappropriate behaviours they had observed when students were involved in work experience and transition programmes.  These included swearing, chewing gum and whispering.

If our students are going to succeed in our culture they need self esteem and they need to understand the structures and the standards that are expected.  (Teacher) 

Work transition skills

There are many areas of practical knowledge that all young people need to help them make the transition from school to the work place.  In many families where the parents were born in New Zealand and speak English, knowledge of these is taken for granted and passed on to or absorbed by children.  The types of things teachers mentioned included how to open a bank account, writing a CV, how to present well at a job interview, and how to fill out application forms.  Some included goal setting, cleanliness and dress sense.  

Lots of our kids are not academic.  We need to teach them the practical skills they need early.  Some teachers don’t like time spent on this because it takes away from the academic subjects but some of our kids will never use those subjects.  (Teacher)

Even the teachers who recognised the need had differing views on the stage at which the various aspects should be taught and how much time they should occupy.

We did an evaluation this half year of the life skills
 programme and the kids want it taught earlier in the curriculum but I found the younger students were too immature to handle the content.  (Teacher)

We need a well planned life skills programme that covers all the relevant needs and begins at the junior level when we are less pressured for curriculum time.  If we do it early, we will prevent some of the violence and other problems.  (Teacher) 
It was pointed out that not all teachers have the skills or knowledge themselves to teach these subjects and some do not want to teach this part of the school programme.  Because the need is so great in these schools, it will be necessary to ensure there are well trained teachers for such courses.

Sexuality information

Since sex is ‘cool’, since many students are sexually active, and since many parents don’t want to know about it, it is essential that students have accurate information that will enable them to keep themselves safe and to help keep each other safe.  They also need skills to help them deal with relationships, skills to enable them to say ‘no’ when they want to, and skills to help them to deal with difficult sexual problems such as abuse, if it occurs.  Students need information on where to go for contraceptives, medical advice on sexual issues and where to access help if they become pregnant.

It’s embarrassing to ask for condoms so we go without them.  (Student)

Girls need help with their sexual health.  They have problems about relationships and want to talk.  They need to know where to go for contraceptives because if the boys say they don’t want to use them, the girls go along with it.  Boys want lots of attention.  They don’t know what girls are about.  They lack the physical knowledge because it’s not tough to admit you don’t know.  They lack knowledge about relationships and they show off because they lack confidence.  (Pastoral care)  

Special needs

Teachers and senior managers noted that some students have a problem controlling their anger and that special programmes are needed from time to time.  Some students said that they needed good programmes that gave them information about substance abuse (including smoking) and how to stop using.  Some students need special help to deal with sexual and physical abuse.

Because the needs of these students are wider than simple academic curriculum needs there is pressure on the timetable for everything to be provided and decisions about priorities have to be made.  The experiences of one of the teachers show how a short-term investment in teaching these skills can pay off in the long term.

I had a third form class that was causing real problems.  In the end we did social education work instead of home economics.  We did human rights, school expectations, student to student behaviour and communication.  They were a picky nasty class.  It worked!  They became more cooperative and more supportive of each other.  They understood why the school has needs.  They were happier.  You could see it in their behaviour and their body language and they appreciated the help.  (Teacher) 
Study skills

Many teachers and students felt that there was a need, early in their secondary school years, for students to be taught, in an organised and systematic way, how to study, do homework, swot, revise, manage time, and prepare for and sit exams.  Some expressed the view that it was important for all teachers to teach study skills so that the learning was constantly reinforced.

Lots of our students have no idea how to study.  The library has programmes to help but not many kids get to do it. (Teacher)

Lots of the kids just sit and read their notes.  They don’t know any other ways to study.  They need organising skills and note taking and summarising skills as well as how to organise their time.  We do it but we often do it too late in the year.  (Teacher)

They need very specific guidance.  How to go about achieving.....what study methods to use.  They don’t know where to start.  We need to take them through a step by step process.  They need to be talked through it.  (Teacher)

We make the assumption that they know how to organise themselves but their families haven’t taught them.  It is often simple things that we need to explain.  (Teacher)

Some of the schools have introduced diaries or study planners in an attempt to assist with time management and general organisation.  There has been mixed feedback.

It took a long time this year to get the kids to buy them.  This year I have thirty seventh formers (year thirteen) and they are better organised than seniors in previous years.  I had 29/30 hand in work this time and 25/30 the previous time.  In the past it was only about half of them.  (Teacher)

Pastoral care

Some of the students have great need of counselling, support, practical help, advice and love.  Family life, for some, is traumatic and abusive and school is the place of stability and the potential source of help.  Poverty and its results are another source of stress and need for many students.  The school is sometimes a place where they can receive help to manage their lives and to access other help they may need.  A difficult decision that these schools have is how to find the staffing resources they need and how much school time to devote to such help.

If we give the curriculum time that they need for the various subjects, we miss the pastoral care but we may not have the choice.  If we don’t give the pastoral care, they can’t cope with the curriculum anyway.  (Teacher)

This is the same dilemma as outlined earlier in the section on life skills.  Having students in an emotionally teachable state may be as important as having them in a physically teachable state.

It does start from the home.  I was having a terrible time but I didn’t know how to stop it.  I came to school drunk and I used to fight but the teachers didn’t do anything.  I wanted them to notice and to do something.  I know now that most of my school work was a waste of time because I was in such a mess I couldn’t concentrate.  (Student)

Lunch time activities

Many students in all eight schools complained that there was nothing to do in the lunchtimes or at intervals.  Some contrasted it to their previous contributing schools where students had a range of activities available and where it was still part of peer expectations that games are played.  Many of the students attributed problem behaviours to boredom at this time.

Because there is nothing to do there is too much gossiping and it gets out of hand.  Then there are more problems.  (Student)

There is nothing much to do at lunchtimes.  There is nowhere to go, especially in winter when the field is closed.  We need more space.  There is a closed in feeling.  We sit around doing nothing or we smoke, or do things that get us into trouble.  (Student)  
.Some of the suggestions students made included-

· organising inter-class competitions

· having PE gear available to all (not just PE students)

· having the gym open

· organising touch and netball games

· having access to the computers

· being able to use the art room

· volleyball

· indoor games

· pool tables

· playground with a flying fox

· ping pong

· competitions

· basketball hoops and gear

· boys’ choir

· be able to make music

Positive things that students have appreciated included a talent quest, the DJ/student radio, and having a large indoor cafeteria.

Role models

Teachers observed that these students lack role models in achievement-related areas.  Many do not have family role models who can show them the satisfaction to be gained from work that is enjoyed.

They don’t have any idea of what it is like to have a career type of job.  If they have any concept, it is often unrealistic.  It comes down to lack of modelling, expectations and experiencing.  There have often been two or three generations of family on the dole so they are not aware of the options that are available.  There is a lot of attitude changing needed.  (Teacher)

The parents’ outlook and extended family outlook is crucial.  Parents want educational success but if they are not seen to be active themselves then the modelling is more powerful than the talk.  (Teacher)

As well as a lack of work role models, the students lack models of academic effort and achievement.  In all the schools that have experienced a falling roll, teachers mentioned the loss of such students.  In particular, this happened at the time dezoning of schools became a reality and the next schools up the parent preference ladder selected the top achievers from the “out of zone” applicants.  Teachers describe this as resulting in a creaming off of their top achievers.  As well as losing the students to model getting the results, there was a loss of modelling of the behaviours that are required for the results to be achieved.

We lost our students who had a respect for learning and who wanted to work.  We no longer have a work ethic.  Our role models are angry and disruptive and they want to fail.  (Teacher)

We discussed the issue of students as role models with some of the groups of senior students.  Most of them had a very low opinion of themselves as role models for their junior students and did not believe they were worthy of being looked up to.

We don’t have good role models for the little kids.  They do need good role models but we are not able to be there for them like that.  A role model is someone who will take on responsibility.  We don’t feel like taking that on.  (Year twelve students)

Many teachers mentioned the imbalance in the types of role models that students are exposed to, especially by the media.  By far the most frequently and glamorously modelled careers are sporting careers.

Our kids are great at sport.  If they gave as much energy to academic things they would be brilliant scholars.  Models like Lomu and Tua are earning megabucks.  Our kids are attracted by the dream of fast bucks.  One of our boys was selected for Manu Samoa.  They all want to achieve that.  (Teacher)

The media explode PI and Maori sports people but not role models in business or academic achievement.  There is more push now for Maori role models in these areas but not for PIs.  Even when we (the school) try to address the imbalance, we can’t compete with what they see on TV and videos.  (Teacher)

The schools have tried to make appropriate models available through developing peer support programmes, employing Pacific and Maori teachers, speakers at assembly and prizegivings, and through ‘mentor’ schemes.  Although the schools acknowledge that some improvements can still be made to their peer support programmes, they report that these are a very successful way of developing the responsibility students mentioned in a previous quote.  

They (junior students) need positive role models.  They have teenage rebellion and cultural rebellion.  We try to counsel them about that.  They have to learn that something has to give.   (Students)

Feedback from the students indicates that there are some Maori and PI teachers who are very effective role models and make a significant impact on the attitudes of some students.  Others, however, are regarded as the worst teachers in the school and because students view them as being totally out of touch with their worlds, the things they say are largely disregarded and seen as not relevant.

Several of the schools have had young PI people to work with students either through mentor or study schemes.  The programmes have not been without their problems, because the young adults are very busy and pressured people in their own lives.  When they have been available to students, the support has been invaluable.

There was one Samoan there and at first I was more confident when he was in the room.  I thought I was going to be judged by those people.  Because he is Samoan I believed I could do it if he could.  It really helps us to see PI achievers because it helps us believe we can do it.  (Student)

Two past students came to talk at assembly.  They had been through the same things as us.  We don’t only want success stories, we want it to be real.  We can learn from others’ mistakes.  Their struggles are your struggles.  It helps us to be able to admit them.  (Students)

Our senior students are our role models.  They told us not to tag and do dope.  We did listen and the vandalism has stopped now.  (Junior students)  
7.7
Failure
The fear and experience of failure is something that these students are familiar with and has become part of their experience, often long before they get to secondary school.  It is reinforced by the experiences of their extended families and by the reputations of the communities in which they live and of the schools in those communities.

They have difficulty with mastery of English and they lack confidence.  They have social and family pressures.  They see their parents unemployed or working 24 hours a day for very little.  Their study habits, or lack of them, are well established by secondary school.  They get discouraged very quickly, even in one year, and can’t pick themselves up very easily.  (Teacher)

Self esteem is not great.  School is only one part of their lives.  They have over a decade of values, priorities and behaviours that already ingrained and entrenched.  Teachers feel partial helplessness as a result.  They see they are on an unequal footing before they start.  (Teacher)

There is a strong feeling (amongst the students) that they are ‘fail fodder’.  “Why try?”.....  “Why bother?”..... “I may have a job or go on the dole but it won’t make much difference anyway”. (Teacher)

There are real class differences and our kids feel it.  There is an automatic failure syndrome.....”We are going to get beaten by them”.  (Teacher)
It is heightened during the lead up years to secondary school by the impression they are given by contributing school teachers of what will happen to them at secondary school.  It is also heightened by the expectations of parents which hinge on measuring achievement by tests and exams and external exams in particular.  These expectations and measures are associated with secondary schooling rather than with primary schooling and they represent very public failure.

Our kids know that the kids at these schools come bottom with exam marks and so there is a culture of failure.  It is hard for our kids.  Parents say “get School Cert” and that’s it.  The grandmother insists they do School Cert.  We know they can’t but the family insists and so the kid fails again.  (Pacific teacher)

Most kids are really scared because it costs so much money.....School Cert is $75.  If they fail .....!!  You can only do your best.  The parents don’t understand.  My parents didn’t get to the fifth form but they want things to be better for us.  They don’t know how hard it is.  (Student)

Students arrive at school with the health and emotional problems described elsewhere in the report.  Many arrive with language difficulties and are unequipped to begin a year nine curriculum, yet the schools are expected to get them to achieve at  year eleven levels in order to pass an external exam.

The primaries don’t teach numeracy well.  Even when they come at the fifth form, they don’t know their tables.  (Teacher)

We spend lots of the lesson time explaining the meanings of basic vocabulary to them.  Many of the problems occur early at the primary level.  They learn that they are failures.  (Teacher)

Any experience of ‘failing’, even feelings of failure or the possibility of failure, make a student very vulnerable.  Impatient comments by a teacher, feelings of being neglected, feelings of being behind and/or not understanding something in a lesson will probably result in a student avoiding the situation or making excuses. 

Even if you miss a day, if you miss the beginning of a new topic, if you get behind at all.  Then I think I’m going to keep failing.  It’s confusing and I forget how to do things.  I feel I am failing and I’m afraid.  So I say to myself  “next term -----”.  But then next term it’s even worse.  (Student)

They are afraid of failure, especially the seniors.  Rather than have a go, they don’t try at all.  They don’t hand in work so that they don’t fail.  (Teacher)

They decide to opt out.  If they don’t try and they fail, they can say they didn’t try.  It’s self preservation.  It helps their self esteem and maintains mana.  They will say “I only got 7 for that exam but I didn’t do any work for it”.  (Teacher)

In the third term good kids start to opt out.  They wag school and are naughty.  “If I am noisy the teachers will focus on my bad behaviour so they won’t know I am failing and my friends won’t find out”.  (Pastoral care)

Even when a student feels they are failing, it is unlikely that they will overtly ask for help.

Some teachers put kids down with comments.  They (students) don’t want anyone to know they are having trouble because that’s uncool.  (Teacher)

Some don’t help us.  Some teachers only help the kids who are doing well.  If you get behind, you keep getting more and more behind.  It becomes impossible.  (Teacher)

There is clear evidence that wagging and truancy are closely linked to failure both as a cause and as a result.  The needs, the attitudes and the behaviours of the students described in this chapter are all both a cause and a result of failure.  There is a downwards spiral of failure.  The scene for it is set early through health, socioeconomic factors, community and school reputations, parent attitudes and cultural priorities.  It is reinforced by peer values, parental expectations, and sometimes by early school experiences or teacher attitudes and behaviours.  The ways students choose to deal with their feelings and experiences of failure often escalate the speed of the decline by creating new dimensions to the problem.  Yet other problems may occur because of the ways parents react and behave.  The schools usually do not have the resources they need to intervene and reverse the decline. 
7.8
Conclusion
There are clashes of values and conflicting pressures between the worlds in which the students live.  Trying to find ways to deal with these unrealistic pressures often results in behaviours that bring the student into conflict with both their parents and the school.  At the same time, many of the behaviours of the students place the parents and the school in conflict with each other.  In an effort to cope with their own lives, students deliberately act as gate keepers and try to keep the school and parents separate, and keep parents uninformed or misinformed.  The more this happens, the more time, money and energy the school finds itself having to expend on managing the situation.

Academic achievement is perhaps the most extreme example of these processes in action.  Parents have extremely, often unrealistically, high expectations of their child’s achievement which they measure by the few tools that the media continue to bring to their notice, School Certificate and Bursary.  These expectations place enormous pressure on the student to produce perfect grades with each report and these expectations are often reinforced by punishment for non-compliance.  If, for a wide range of reasons (many beyond the control of the student, the parents and the school), the students fall behind what they think the parents expect, they begin hiding reports and giving misinformation or withholding information so that the short -term pressure on them will be removed.  They may also begin wagging classes that they find difficult, for even a day or longer, and the failure cycle becomes ‘unstoppable’.  The students look to their mates for the support they need when things are difficult and peer values reinforce the process and remove the pressure by assuring the student it is not cool to achieve.  The secondary school spends more and more time on behaviour management, diagnosis of problems, and trying to contact parents.  It spends less and less time on the type of planning, resource preparation and teaching that is increasingly needed.

Students need understanding, realistic expectations, support and parental monitoring.  They need a wide range of skills to help them to communicate, study effectively and cope with the worlds they find themselves living in.  Parents need full and accurate information on a whole range of things including their own role, how they can help their child, the school’s role, and the progress of their child.  Schools, in order to provide this, need to be resourced to communicate successfully with parents, to be able to educate parents and to access the pastoral care that the students and their families need.

Chapter Eight: School Influences

8.1 
Introduction

This chapter outlines the special qualities, knowledge and skills needed by the leaders, governors and teachers in these schools.  It details the visions, climates, structures and strategies that help or hinder the schools’ ability to meet the enormous range and complexity of students’ health, social and learning needs and styles.  The implications of the large numbers of students who enter secondary school without the language or numeracy skills to manage the year 9 curriculum are discussed.  Data related to students arriving at school late, wagging classes and truanting are also documented in this section.  These are major issues for the schools and affect student and teacher morale and the ability of students to succeed.  Schools are acutely aware of the problems but do not have adequate resources to effectively resolve the difficulties.

In addition to providing a standard curriculum for these students, the many and growing number of ways that schools are finding to expand and refine the content and delivery of the curriculum to make it relevant and appropriate to the needs of the students are discussed.  While one or two schools have facilities and resources close to what might be found in higher decile schools, the others do not.  This section identifies the struggles these schools experience in attempting to provide an appropriate curriculum without the ability to provide what most other schools would describe as basic.

8.2
Leadership

At the end of 1995, the schools  had principals who had served for periods ranging from a few months to approximately ten years.  Two had been appointed prior to the advent of Tomorrow’s Schools, six had been appointed since then.

Of the eight principals, five inherited schools which had already been experiencing difficulties for one or more of the following reasons - 

· weak/tired leadership

· staff in-fighting

· low staff morale

· conflict between groups in the community 

· the principal had been dismissed for theft of school funds

· poor staff appointments

· the school roll was falling

Although rolls are still falling in six of these schools, in two of the schools the current leadership has already addressed or is well on the way to addressing the issues of in-fighting, poor quality teaching, conflict and low morale.

Over 1996, there were changes to the leadership in half of the schools.  Two of the schools have appointed new principals this year.  One was an external appointment, the other was appointed from the position of associate principal.  Two principals of other schools have recently left and appointments are about to be made, ready for the start of the new year (1997).

Qualities and skills

Of the eight principals, five are considered by almost all of their staffs to have sound leadership skills.  Staff expressed loyalty to them and were able to attribute a range of qualities and skills to each of them.  The most commonly mentioned qualities and skills are described below and all or many of them can be applied to each of the five principals..

The systems in place are generally efficient and effective.

The Principal has great administrative ability.  (Teacher)

There’s an efficient administration overseen by the Principal.  (Teacher)
There’s lots of push and direction.  Things get done - instantly.  (Teacher)

Things are better organised now and more efficient.  (Teacher)
Knowledge of the curriculum and awareness of the need to keep up-to-date.

The Principal is on the ball professionally.  You feel you are being led.  (Teacher)
We were one of the first schools to have our Accreditation documentation done.  The Principal led a team of people who got stuck in and did it.  The Principal wanted the new system to be available to the kids, so that the students would have the very best of the opportunities.  (Teacher)

An insistence on high standards.

The Principal has really raised standards and brought us up to par with other schools.  (Teacher)

The Principal has high standards  - in school work, discipline and how we care for the kids.  (Teacher)
There are clearly established parameters for the staff and the students - very clear expectations.  (Teacher)

Supportive of teachers professionally and personally.

There is good discipline.  The hierarchy back you up so you can get on and do the teaching.  (Teacher)
When I first arrived it was a real culture shock.  But the Principal was just as concerned about me as s/he was about the students.  (Teacher)
I feel really supported.  It’s so important for the teachers to be valued (by the Principal) because it’s such a difficult job.  (Teacher)

The top corridor are always available.  (Teacher)
Able to communicate well with staff, students and parents.

The door to his/her office is always open. S/he’s really easy to talk to and gets on well with the students.  S/he gets involved.  (Teacher)

You can actually understand him/her at assembly.  The old Principal just went talk, talk, talk, talk, talk.  It was dreadful.  (Teacher)

Manages to maintain high levels of staff morale.

The staff are very supportive of each other, it’s a very happy place to be.  (Teacher)

School morale is much higher - for both staff and students.  I used to hear teachers in the staff room openly arguing and being quite personal, even at senior level.  Teachers are willing to work harder, there is less stress.  (Teacher)
There’s a supportive atmosphere amongst the staff, they have input into what happens in the school.  (Teacher)

Able to make tough decisions and take a stand - both in the school and in the public arena.

The Principal is strong.  ..... can say no and have some of the teachers hate him/her.

....... won’t be intimidated.  If s/he thinks it’s right then s/he’ll go for it.  (Teacher)

S/he’s not going to give up, s/he’s fighting for our school and we all respect that.  (Teacher)

Respects students and gets their respect in return.

The Principal knows our names and respects us as young adults.  (Students)
The Principal spends time with the kids - s/he makes time for them.  (Teacher)

S/he is focused on praising and encouraging the students.  (Teacher)
The Principal really cares about us.  S/he hurries kids up.  S/he talks to you.  (Students)

Is aware of and acknowledges the different cultures represented in the school, without bias.

The Principal always uses the different greetings.  You know from the way s/he talks to us that s/he respects the different cultures.  (Students)

The Principal understands the backgrounds of the Island kids.  (Student)
Students’ comments about the principals commonly focused on their visibility.  They respond favourably when principals are seen around the school, go into classes and look at students’ work.

The Principal is strict.  S/he walks around the school and talks to students.  S/he tells us to go in to class quickly.  S/he comes into the classrooms and looks at our work and how the teacher is teaching.  (Students)
Senior Management Teams
In almost all schools, a number of issues arose in relation to Senior Management Teams.  In some cases there was at least one, but sometimes two, members of the team who were not willing to work or put in the effort needed to make the team function well.  In some cases, they have been willing but did not have the skills to contribute effectively to the team or to perform a leadership role with other staff.  In order for the team to be strong, there needs to be a good mix of skills among the various members.

You are asking people to come to a senior job with a huge range of skills.  It’s too much to ask.  You have to have a team of people.  (Senior Management)
Difficulties are experienced when there is someone on the team whose philosophy, attitudes and practices differ from those of the rest of the team.  They may have a contradictory approach to discipline, to curriculum delivery or to different ethnic groups.  When this happens, school policies and systems are undermined and are seen to be undermined by both staff and students.

Many of these schools are at the cutting edge of innovation.  Every day they are faced with difficult and problematic situations for which there are no ready-made answers.  Because of this, one of the critical ingredients of a successful Senior Management Team is people who come up with new ideas and are prepared to take risks.  This, more than anything else, is the thing that teachers mentioned as being missing from the school leadership teams.  It was not often that the members were incompetent, but just that they lacked the vision to play a really active and innovative shared leadership role. 

I yearn to be with people with ideas.  (Senior Management)

There is only one innovator on the team.  None of the others are problem-solvers, risk-takers or innovators.  You need people like that if you’re going to get the school to really “sing”.  (Teacher)
When a member of the team lacks the skills needed or if they are lazy, tired, or incompetent, it puts an additional load on at least one other member of the team.  It is often the Principal.

Appointments based on ethnicity

In some of the schools there were examples of the appointment of very senior staff based on ethnicity.  As one Senior Management Team member said they were appointed at a time when the Ministry was actively encouraging the appointment of Maori, Pacific and women to senior positions across all school sectors.

They were appointed from relatively junior positions in other schools, and in one instance from a Local Body, and lacked leadership experience.  One was appointed from a PR1 position, one was appointed originally as an administrator in the school and within a very short time was appointed as principal.  S/he had only taught for two years and was not familiar with schools.   These people were put into positions beyond their level of coping, without any training or ongoing and formalised access to professional coaching and support.

The data also show that their ethnicity created some special difficulties for them and for their schools.  They were under pressure to reciprocate favours to whanau and their extended whanau group.  This impacted on such things as staff appointments.

It’s hard for a (ethnic group) to be a principal.  They get taken over by (their ethnic group).  There are certain expectations placed on you because of your position and certain obligations to fulfil that are beyond the usual call.  (Senior Management)

There was a calling-in of favours.  I helped you, now you need to help and support me.  (Teacher)

They were put under pressure to promote people from their own ethnic group.  If they did, they were perceived to be biased and were criticised and alienated by other groups.  If they didn’t, they were sidelined.  Similar criticisms were made about the allocation of resources.

There is a perceived bias to things Maori and there’s real resentment about that.  (Teacher)


The Maori group got more than their share of everything.  Nobody could challenge it and you were called racist if you did.  (Teacher)
Of those four senior people, none is still in the school.

Extra pressure of decile one schools

Because many of the students come to school tired, hungry, unwell and needing access to health services, stressed and sometimes seriously at risk, the leaders in the school are under constant pressure to ensure that in some way students’ needs are met.  While trying to maintain their own morale, they must continue to support and maintain the morale of teachers who are trying to provide a programme that meets the learning needs of the students despite the impact of such external influences.  For many of these schools, their geographic location, reputation and falling roll make finding sufficient staff, attracting quality staff, and retaining staff, a real and constant anxiety for the leaders.

They are doing this in a community which is too poor to provide extra dollars through school fees or fundraising and in circumstances where they are not adequately resourced through their operational grant to meet the health and welfare demands placed on them.  All of the Principals talked of the hours they spend on paper work trying to access funding and of the reams of forms they fill in to get access to special programmes on offer.  Much of the administrative, financial and property work of the Boards of Trustees also ends up becoming the work of the Principal
, particularly in the smaller schools.

Falling rolls

Six of the eight schools are in a falling-roll situation.  This again puts pressure on the school and the leadership as they fight a public relations battle with parents and the education communities who associate a falling roll with a school not doing a good job; as they lose staff through the CAPNA process and staff morale drops; as they are unable to maintain programmes especially at the senior levels, without putting added pressure on existing staff or making reductions in other programmes.  While these things affect staff and students directly, it is the Principal who has the responsibility for the day-to-day overview and the responsibility to change things that are mostly outside of her/his control.

Leadership training and ongoing professional development

It could be rightly argued that all new school leaders should have a right to special training and access to on-going professional development.  However, the data clearly demonstrate that, because the needs of these schools are so different from other schools, leadership training and an on-going professional support and development programme for new appointees to senior positions is essential.  Such leadership training is available from time to time but is very expensive and the Principals find it difficult to justify putting themselves ahead of spending money on resources and programmes for students.  Leaders in these schools would also benefit from opportunities to develop together professionally in an ongoing way. 

Fronting difficult issues

While it could be argued that fronting difficult issues and finding appropriate ways to do so is something that all leaders face, it is important to note there are some particular issues that emerged from the data that almost all leaders in the eight schools find difficult to front.  They find them difficult because the issues  are complex and sensitive and because it places the principals and sometimes the schools in a vulnerable position.

Any issue that involves cultural conflict presents principals with a dilemma.  It is more likely to be an issue involving adults - a staff member, a parent or an extended family group, a particular ethnic group or a conflict between ethnic groups.  The fear is that cultural protocols may be broken and cultural values may be overlooked, misunderstood or have to be challenged.  Another fear is that they will not be able to be neutral or be seen to be neutral and may offend and upset one or all of the parties.  This is particularly the case for Pakeha principals and for schools with falling rolls.

Teacher competence is another area which the principals find difficult to front.  In one school where morale was already low, the Principal feared that instituting competency procedures with a number of teachers would make the situation worse.  In fact the opposite occurred.  Teachers reported that staff are working harder, there is a better climate in the staffroom and we feel things are improving.  In addition to affecting morale, principals are deterred by the tight procedures that must be followed and by the possibility of making a mistake that could involve litigation and prove costly to the school.  If it involves a Maori or Pacific teacher they also fear being called racist and are apprehensive of reprisals from the ethnic group they belong to or from the community.  Because of adverse publicity from ERO and current staff shortages, they also fear they won’t be able to replace the teacher at all, let alone with someone who is more competent.  It is important to note that the data suggest that boards are not as reluctant as principals to front competency issues.  The research evidence also suggests that having access to outside support and expertise during any competency process is critical for both principals and boards.  In the researchers’ view, the benefits of the process for both schools and students, provided it is conducted fairly and proficiently, should not be questioned.
8.3 
Governance

Seven of the schools have Boards of Trustees, one of the schools has had a Commissioner for approximately two years.

Some of these schools did not find it easy to recruit trustees at election times or when a vacancy occurs between elections.  A few of the boards had just sufficient numbers to form a board and did not need to hold an election.  All schools advertised in school newsletters, local newspapers and with groups like the PTA.  Some people were approached personally. Despite these difficulties, most say it’s easier now than it was when boards of trustees were put in place in 1989.

Most schools have all the major ethnic groups represented but some struggle to achieve this.  One school has had difficulty getting any Pacific representation, another has no Maori trustees.  One school would like more Pacific groups represented as most come from the one ethnic group.  In some cases schools have tried to enlist the help of prominent community figures and church ministers.  They find that these people often send their children to other schools outside the area.  Some members get elected or coopted because of their status but do not necessarily have the ability or the communication skills to be effective board members.  One board listed the reasons trustees have given over the years for stepping down between elections.  They are - 

· I don’t understand the system

· things move too fast

· I have too many other commitments

· my English isn’t good enough

· I felt out of place

· there’s a lot of jargon

· my understanding of meetings is different, they’re more laid back, the agenda isn’t so structured and more time is allowed to discuss things

In some schools there are examples of one or two trustees who, in the view of the other trustees, are only there for the power and status it gives them in the community.

All the schools have some system of sub-committees but how they operate varies from school to school and sometimes from committee to committee within a school, depending on their responsibilities or the commitment and expertise in each group.  Typically, the schools have finance, property and discipline sub-committees.  Education, personnel, management and fundraising sub-committees were other examples given by individual schools.

A number of Pacific trustees have difficulty with English.  Almost all Ministry of Education information and any other correspondence is written in English and is often full of complex terminology and jargon which is difficult to understand.  Trustees indicated this applied particularly to Ministry of Education information.  Because of these language difficulties some members feel uncomfortable with the legally constituted procedures that are followed in meetings and with processes like the sub-committee system.  Sub-committees may not keep minutes or write reports that can be sent home to be read in advance of meetings; and sometimes, even when material is sent home, it won’t be read. In some boards, language barriers can mean they are dis-empowered by strong and articulate palagi trustees.  All these things can slow down meetings and board processes and work against Pacific trustees fully participating.

Although Maori trustees did not find language a barrier, they were not always empowered by the structure or systems imposed through legislation and sometimes felt alienated because of this.

Some trustees talked about the difficulties they have fitting in board meetings and activities around their jobs.  Some do not have the kinds of jobs where it is easy to take time off.  Sometimes getting transport and fitting around family, church or other commitments creates problems for trustees and, subsequently, the boards.  Some boards expressed frustration at some members who arrive late or forget meetings.

I worry about the commitment of one or two board members.  We don’t see  them between the monthly meetings.  I know it’s a voluntary job and it’s hard to find the time but the school needs them to be more active.  (Trustees)
Principals, staff representatives and trustees described strengths that these trustees bring to their role on the board.  Most are very loyal to the school and their principal and staff.  Most are committed to helping the students and ensuring their needs are met in the best possible ways with the resources available.  They bring knowledge of their community values and practices and knowledge of the circumstances of the families and students.  Many of them speak at least one of the community languages.  Almost all are willing and able to work cooperatively as part of the team.  Almost all the staffs and trustees of the seven schools with boards said that the trustees were good decision makers.  Senior staff appointments, staffing issues, student discipline and budget decisions were just four areas cited where trustees had made wise decisions. There were instances observed where boards of trustees were prepared to make tougher decisions and take stronger action than the principals were willing or strong enough to take.

They are all committed to working for the school and they always hang together in a crisis.  (Senior Management)

When we had a personnel issue to deal with they were strong, confident and sure of their ground.  They brought in and paid for outside expertise when they needed to, they made some good decisions.  (Teacher)
The skills trustees said are needed on their boards are in the areas of finance, law, property, business management and administration, including the writing of policies.  The latter examples especially apply in the schools without executive officers.  Half of the boards have used co-options to access expertise.  In some instances local expertise is used, in other cases it is brought in from outside the area.  In one school, a coopted position is designated to Fletcher Challenge and two people share attendance at the board meetings.  The Catholic school accesses additional expertise through its Catholic Proprietor’s representatives.  Some schools buy the expertise of outside service agencies particularly for their financial services.  When there are jobs to be done and no expertise on the board to do them, much of the responsibility and work is left to the principal.  This is especially the case if the school does not have an executive officer.  Irrespective of their size, the boards of schools with executive officers are greatly advantaged because they are able to take on many of the board’s administrative responsibilities.

Our executive officer is the mainstay of the board.  S/he does all the school finances and prepares for all the meetings the board holds. (Senior Management)

We couldn’t exist without an executive officer.  It makes it so much easier for the board to get all the information it needs.  It makes it manageable and takes the load off the principal.  Our meetings are so well organised.  (Trustees)
They make decisions but never say who or when and I know I’ll end up having to do it.  It won’t get done by magic.  It’s the admin. stuff that takes the time.  What the school needs is someone like an executive officer.  (Principal)

In the schools which could not afford to employ an executive officer, the principals had a greatly increased work load and often felt very pressured by this.  Some principals said they had positive and supportive boards but they would like them to be more proactive.  They felt that they (the principals) were often the ones to instigate new projects.

Our people are willing to learn but they haven’t initiated things.  I regret the lack of initiative.  We should be reviewing our charter because it’s lying dormant but until I push it, it won’t happen.  (Principal)

When a principal is in the position of carrying out the major share of the board’s tasks and initiating new projects there is a danger that it becomes dominated by the principal and his/her viewpoint or approaches and board processes lose their rigour.

Even though the trustees identified areas in which they do not have the skills needed, the consensus was that it is important that individual boards continue to represent their communities and have the resources to access the expertise they lack.  In their view, they have special skills to offer and a right to have a say in the education of the children of their community in the same way as other parent and communities do throughout the rest of the country.

We cannot disenfranchise the parents from the education system.  We must have them but what we need is to bring in additional expertise.  (Trustee)

The data established some clear directions for the training and ongoing support of these boards of trustees.  They need different training from the kind most commonly offered to other schools.  Trustees felt strongly that in-school training involving the whole board is of most benefit.  This is more likely to ensure that all members will attend and the new skills and information can be applied to the specific needs of their school and their board.  It means that common understandings are established and there is time for them to work through processes together in a small group.  The need for boards to have quick access to support that could be called upon when needed was also important to some trustees.

Our board doesn’t respond to a lecture-type style.  We need to be able to interact, to talk in our own language.  We’re not comfortable on foreign patches which are very European, very tertiary.  The training needs to be in the individual schools.  (Trustee)
I have been to lots of board courses but they have been so bland.  They weren’t constructive because they didn’t fit with our needs.  (Trustee)

Training is worth it but the key is for it to be site-based.  It made a big difference to us.  All the boards (in AIMHI) need special training like that.  (Senior Management)

In one school which has implemented extensive in-school training for the board, the outcomes have been very positive.  It has not been a magical answer to all problems because the school lacks executive support, but it has been effective in helping trustees to fully understand their roles and responsibilities and has enabled more effective systems of governance to be followed.

The interviews with board members indicate that many are unclear or have never heard about the National Education Guidelines.

Currently all of the chairpersons have good relationships with their principals (or acting principals). Most boards do not have a lot of interaction with staff and not all trustees are known by them but overall, boards have a good relationship with, and are trusted by staff.

In response to ERO reviews, two of the schools have had the assistance and support of the School Support Programme which provided them with outside expertise to work through some largely historical issues.  These issues were seriously undermining the work of the teachers, impacting negatively on student morale and achievement and threatening the viability of the schools.  Because of the paralysing effect of the magnitude of the difficulties, the boards needed that objective ongoing assistance and support in order to begin working through problems.  The programme has had a significant and positive effect and it continues to operate in both schools commensurate with their needs and for ongoing monitoring purposes.  In one case in particular the board has acknowledged that their work in turning the school around has only just begun.

In response to bitter conflict amongst and between staff, the board and the community, a commissioner was appointed to one of the schools.  The data show positive responses to this.

His presence in the school is enough to give us strength.  Teachers are not threatened now.  (Teacher)

We spent our lives talking about politics and not teaching.  In the past that was an excuse for not performing.  Now that has gone.  (Teacher)

It has lifted the atmosphere.  There is more integration now between the main school and the bilingual unit.  Students get on better now.  (Teacher)
Neither students nor staff see being governed by a commissioner as a long-term solution, but they acknowledge the need for the past situation to be interrupted and controlled and for the school to be given time to heal, rebuild and plan ahead before again being governed by a board.

8.4
Qualities and skills of teachers 

During the group discussions, students were asked to talk about the things that teachers do that really help them to learn, and the things that teachers do that make it difficult for them to learn.  The researchers differentiated between “liking” a teacher, and respecting their ability to assist learning.  The students had no difficulty either in making that distinction, or in describing these characteristics or behaviours, and there was remarkable consistency between the responses given within each of the eight schools and between the eight schools.  The views of teachers and students were also very similar.  There were numerous examples given from all the schools of teachers who exhibit most of these qualities and skills that contribute in a positive way to student achievement.  There were a few examples of teachers in all the schools whose attitudes and behaviours are barriers to student achievement.

8.4.1
Qualities and skills of teachers that contribute to achievement
After describing the characteristics, a number of teachers remarked that they had listed the qualities and skills of good teachers in any school and the list did not only apply to teachers in decile one schools.  However, a number of responses also indicated that the ability to apply these qualities and skills in the context of a decile- one school and to a multi-cultural student population did require special understanding and skills.

Teachers who work here successfully are very special.  Lots of them don’t live in the area but they really understand these kids.  (Teacher)

The best teachers here are self-confident.  They are confident both as people and as professionals.  (Teacher)
If teachers can teach here and do it well, they can teach anywhere.(Teacher)

Qualifications and subject knowledge

There was general agreement that teachers need to be well trained and know their subject well.  This is particularly important for senior students.

Some teachers are only a little ahead of their students, especially at senior level.  They need to be able to answer questions outside of the topic.  (Teacher)

Being competent in their subject is No. 1.  (Student)

They need to be intelligent and know what they’re doing.  (Student)
No common qualification level emerged from the data.  A number of senior staff from some of the schools commented on the perceived benefits of employing primary trained teachers, because of their high levels of pedagogical knowledge.  The feedback suggests that both high levels of subject knowledge and high levels of pedagogical knowledge are required.
Personal attitudes and attributes

Many of the students gave a number of personal attributes and attitudes that in their view contributed to creating a climate conducive to learning.  In all of the schools students were able to talk about specific teachers who demonstrated these attributes or attitudes and who they considered are successful in helping them to learn, or they were able to describe situations where these behaviours had been exhibited and which had resulted in positive learning experiences.  

Data from all eight schools were gathered in each of the categories below and there is evidence of a high level of consistency in all the comments from all the schools.

Showing respect for students

The students said they relate best to teachers who show they respect them as individuals.  For the students, this can be reflected in a number of ways from knowing their names and who they are, treating them as individuals eg not making comparisons with other family members, treating them as people not “kids”, an issue particularly important to senior students, and demonstrating that you are willing to listen to and understand their perspective.  It is clear they don’t want to be patronised.

They’re willing to get to know you and you can see that they’re teaching you as a young person not just teaching a subject.  (Student)

There’s mutual respect and they take an interest in what you’re doing.  They don’t treat you like you’re just a kid.  (Student)

They need to understand us.  We need to be taken seriously and be respected.  Sometimes when we’re serious, some teachers make fun of us.  (Students)

You can relate to them as a person as well as a teacher.  (Student)

Demonstrating empathy for students

Many students also said they want teachers to relate to them “at their level” which the data suggest is being able to relate to them as young adults.  

Some teachers just know how to get along with us.  You can just talk to them and they know what we’re going through.  Some teachers find it really hard to do this.  They shake their heads and say “it wasn’t like this in my day”.  (Students)

You can tell when they know how to get along with the students.  They’re comfortable being around young people, especially young women.  They just know how to relate to our age group.  (Student)

They respect your views.  They don’t make you feel stupid and when you ask a question they don’t look at you like you’re dumb.  You feel more confident if you’re relaxed with a teacher.  (Students)
While it is clear that students want to be appreciated and respected by their teachers and want to know them well enough to be comfortable talking with them, it is also clear that they don’t want teachers to “be one of them” nor do they want them to adopt the role of their parents.  Some Pacific teachers are perceived by the students as more likely assume a parent role in their relationship with students.

They know what your needs are  They’re friendly and they understand you but they know where to draw the line.  (Students)

Some try to act like our mothers, especially some of the Pacific teachers.  It’s good that they care but it’s not OK that they act like parents.  Some try to get too personal, like they ask about your boyfriend and what you did last night.  You want them to be a teacher.  (Pacific Student)

Some teachers really try to understand us and that’s really good, not just being formal all the time.  But sometimes it’s better with the Pakeha teachers because the PI teachers try to be like our parents.  We don’t want them to be our parents.  We don’t want them to nag us and take us back to the old days.  (Pacific Students)

Students also respond well to teachers who are able to relate to cultures other than their own.  A number of teachers also rated this as a key attribute of teachers they believe work successfully with these students.  The ability to relate to other cultures included being open-minded, being aware of cultural differences, acknowledging the values and practices of other cultures and being sensitive to the difficulties being experienced by students constantly moving between different cultural worlds.  It is more than being non-racist, it is demonstrating an empathy with other cultures.
Teachers need to have an affinity with Pacific and Maori students.  They really need to care about them and appreciate the hardships some of them are going through.  (Teacher)

They have an empathy with different ethnic groups.  They can appreciate that there are other ways of doing things, that alternatives have value.  (Teacher)

We don’t necessarily need PI and Maori teachers but we do need culturally sensitive teachers.  (Student)
We must accept the kids as they are and not try to make them into little brown Pakeha.  (Teacher)
Kindness and caring

For some groups of students empathy was associated with being kind and caring over and above what might be reasonably expected of a teacher.  They referred to teachers who went to great lengths to provide moral support when they were in trouble or who helped out with money, food, clothes or books when a student couldn’t supply them.

She helps us if we’re in trouble.  She always says she’ll be there for us and we know she will be.  (Students)
We have a teacher who doesn’t put a price on anything.  You can ask for financial help and he never makes money a block to us doing things.  Sometimes it comes out of his own pocket.  Some teachers go beyond what you could expect.  (Students)

A strong loyalty bond often develops for these teachers which usually includes small behavioural demonstrations of reciprocity.  The student will be more likely to put an effort into their work, behave well and complete tasks for a teacher who has done something for them. 
Trust

As indicated above, students appreciate and respond to a teacher who is able to communicate with them at their level.  Students are more likely to feel relaxed and open with a teacher if they can be sure s/he will maintain confidentiality.  Students from different schools cited a number of examples where a teacher talked to other teachers, or other students, about an issue that a student had discussed with him/her, assuming it would go no further.  Students regard it as even worse when a teacher talks informally out of school to the parents, church minister or relatives.   Students said they would not trust those teachers again.  When other students hear about the breach of confidence, that teacher quickly gets the reputation s/he is not to be trusted.

Teachers have to be able to keep secrets and not talk about us behind our backs.  It’s different if we’ve agreed to it but if that hasn’t happened then they mustn’t tell another teacher.  Being able to trust teachers is important.  (Students)
Such loss of trust is a serious loss for the students who often need help, support and advice from a teacher they trust.

Commitment

A number of teachers commented on the high level of commitment needed to teach the students effectively.  Because of the many complex issues the students face outside school and which they bring with them to the classroom, it is impossible for teachers to focus solely on teaching their subject.  In addition, many of these complex issues require different strategies and approaches in order for the teaching and learning programme to be successful.  Teachers cannot teach from the textbook and those teachers that students say best succeed in helping them to learn, were able to give examples of the time and energy they need to commit to preparing well for lessons.

You have to be willing to put in extra for the students.  It’s not an 8.30 to 3.30 job.  Everyone needs to do a little bit extra to take the load of  a few.  (Teacher)

You have to be prepared to work harder - to put in the extra work and not achieve what you feel you should for the amount of effort.  (Teacher)

The job takes lots of me.  It has to be a Number One commitment.  Lack of commitment in others is really irritating for the rest of us.  It stuffs up staff morale.  You just have to be prepared to put in extra time.  (Teacher).

Our greatest resource is a lot of very caring and committed teachers.  (Teacher)
A sense of humour

When students talked about the best lessons being the ones where they have fun, they were referring to two things - lessons that involved variety in the presentation of information and the tasks in which they were involved, or the sense of humour the teachers brought to the lesson.  The teacher is not only able to joke and laugh but also capitalise on the students’ sense of humour.  Many students talked about a sense of humour contributing to their enjoyment of lessons and their appreciation of a teacher.  A number of teachers also talked about their use of humour as a way of “making learning fun”.

If a teacher can laugh and have fun with you, it makes it worth staying (in the class).  (Student)

We like learning in a humorous way.  (Student)

If you can get them to laugh, it helps.  I give them off the wall examples or make fun of myself to get a point across.  (Teacher)

Some teachers can be funny and strict at the same time.  It’s cool.  (Student)
Students mentioned some teachers who try too hard to be funny and they did not like this at all.  They are wanting teachers who allow and enjoy and join in humour rather than teachers who act the clown.
Pedagogical knowledge and skills
Ten areas of pedagogical knowledge and skills emerged from the data as being important to helping the students learn.  Once again there was a high level of consistency between the responses from the eight schools.  The consistency between the responses from the students was particularly high.

Firmness

Some students described this as “being strict”.  Further discussion elicited that they were not describing an authoritarian or negative approach to classroom discipline.  They want classrooms that are well managed, where there are established rules and routines and where an environment is created for all students to feel settled and secure.

The following comments were typical of many of the students’ responses:

If they lay down the rules, we respect that.

They’re strict but in a different way. They’re not grumpy.  They’re strict about what’s important, like not letting you get away with bad behaviour.
We want a teacher who is strict not soft.  That means they won’t give in to the kids, we’ll do what they say.  So there won’t be any answering back, no mucking around, no blabbing out.  They’ll keep the noisy students quiet.

We like the teachers to have rules - basic stuff really.  Like no swearing, no fighting, no answering back, no put-downs, using your manners, making sure we’re getting on with our work.

If the class is under control, if it’s not noisy, if there aren’t lots of things distracting you and you can concentrate, and it gives everyone a fair chance to learn.

A number of teachers mentioned the importance of establishing routines at the beginning of the year and maintaining those systems consistently throughout the year.

They know what to do at the beginning of every lesson I take, it’s not written down but we talk about it.  It’s predictable and it gives them security.

I stick to repetitive schedules, come in, sit down, books out.  To begin with, I had to remind and remind and remind.

We have set routines in our Department (PE).  They get changed, sit down and wait quietly.  It’s the same for every class.
Following up is also an important part of “being strict”.  Successful teachers keep to assignment deadlines, chase up on work and if a punishment is prescribed, they will make sure the student carries it out.

She always checks your assignments and won’t leave you alone, won’t let you waste time.  The other teachers let you off.  It doesn’t matter to them if you hand it in late.  It would be OK if they were all like her.  (Students)

We have a Maths sheet to do each week but the teacher is soft and lets us have extra time.  We had a Maths assignment to do.  We (students in this group) handed it in on time but some kids got up to two weeks extension.  They made up any excuse and the teacher let them off - she felt sorry for them.  But it doesn’t help those students.  If the teacher says it has to be in at a certain time they should mean it.  We’d say to the teachers, “Don’t lie”.  (Students)
Fairness

A number of students commented on the need to treat all students fairly.  They don’t want teachers to have “favourites” or “pets”, they don’t want “brainy” students to be given special treatment, they want girls and boys to treated equally.  

We want to be treated equally, not just teaching a few but paying attention to everybody.  (Student)
They should treat us all the same - girls, boys, third formers, seventh 

formers, all the different ethnic groups.  (Student)

Fairness is also associated with being reasonable.  Teachers will give reasons for their actions and will listen to students’ reasons.

They’ll listen and give reasons.  They’ll differentiate between the small 

things and the big things.  They’ll talk to you one to one and give you 

another chance.  (Students)

Making the curriculum relevant

There was general agreement between teachers and students that students experience difficulties with learning when they are unable to relate what is being taught to their own everyday life experiences.  Successful teachers are aware of the need to provide a meaningful context and do so in a range of ways from telling stories about themselves or others to actually providing missed opportunities.

It’s a different way of teaching here.  You have to make up for a limited background of experiences.  You have to look at the curriculum itself, as well as the way you deliver it.  You have to make it real for them by relating it to people and experiences they identify with.  (Teacher)
There were also several examples where students talked about the benefits of knowing why something is important to learn, helping them to make connections between this learning and other things they have learned or are about to learn, or its relevance to an exam or qualification.

I’ve changed my approach and therefore, the students have changed.  For example, I give them a ranking and I say to them, “This is the type of question you’ll be getting in the exam”.  Teachers need to constantly remind them why something is important and coach them for the kind of system they are operating in.
Preparation and organisation

Students gave numerous examples of the importance of teachers being prepared.  This included teachers being in the classrooms when they are meant to be, having work ready for lessons and  providing clear outlines of what will be covered in any particular lesson as well as over the term and the year.  Another helpful activity is when the teacher links today’s lesson with what happened last lesson and explains the purpose of the lesson and the activities.  The more these types of explanations are given to the students, the more relevant the work seems and the more they are able to make learning links.

With a good teacher you are working right from the first lesson.  They give you an outline for the term so you see where you’re going.  (Student)

Teachers discussed the need to plan carefully and make appropriate resources, particularly to deal with the language difficulties experienced by many of the students and to make the learning relevant to their knowledge experience.  Finding time to be well prepared is a constant battle for many of the teachers.  A number of them talked about measures that reduce preparation pressures - a coordinated departmental “scheme” or similar planning framework, planning units of work with other teachers, sharing resources within the department, and team teaching.  A number of teachers mentioned the need for teachers to be flexible with their planning.

You have to have the ability to quickly identify the needs the kids have, to assess the background they are bringing to the work.  And you have to be prepared to adapt your planning to meet those needs.  (Teacher) 

Explanations

In all schools the students mentioned the importance of explanations to their learning.  

Some say, “Copy it”.  They expect us to understand it ourselves.  They need to explain the work.  (Student)

It is important to use clear, everyday language and step-by step progressions to get concepts across.

Qualifications are important but they need to know the kids’ language.  Academic talk doesn’t work  (Teacher)

They need to make things easy to understand - put things in their own words, break down the big words, give examples, say the same things in different ways.  (Students)

It’s good when they explain so you can understand.  They break down the book information into little bits, part by part.  (Student)
The need for clarity, using every-day language and breaking information into “bite-sizes” also applies to giving unit and lesson outlines and explanations of in-class tasks and assignments.  

They set a task and make sure we don’t get distracted.  They ask if we need help and whether we understand or not.  They check it out with you and explain if they need to. (Students)
Students find it helpful when teachers give examples, use anecdotes, draw diagrams or demonstrate an idea in some way.

He just sits down with us and talks and explains.  He’ll do something, like grab two books and use them to show us what he means.  (Student)
The importance of being able to ask questions was also raised by many of the students interviewed.

I want a teacher who answers questions and won’t get angry when you ask them.  Sometimes when you ask questions you get half answers because they say you should know.  (Student)
If you put your hand up, it’s important that you are not ignored.  It’s important they answer your questions. (Student)

We want an atmosphere where you can ask questions, you can take a few risks and it’s OK to make mistakes. (Student)

A number of students emphasised the need to make sure that everybody understands.

If one person knows the answer, they think the whole class knows and they move on.  (Student)
Some teachers are good at making sure you understand.  They watch and listen and check it out with you.  (Student)

Providing interest and variety

Many of the students described the need for lessons to be fun.  Relying on textbooks, too much talking and too much writing were described by the students as “boring”.  

It’s more fun if it’s not just done from the book.  (Student)

If there is more variety, not just talk and chalk, then it puts some fun back into learning.  (Teacher)

The National Curriculum is not the problem.  It’s definitely the strategies the teacher uses, their methods of delivery.  (Teacher)
The students were able to give a number of strategies that in their experience have helped them to learn.

· Student involvement and interaction

If you can join in and do things then it’s easier to learn.  (Student)
It’s good when you can have a say in how the programme is run.  Sometimes (a teacher) asks us what we want to learn. (Student)
We’ve had a brilliant year with our Maths teacher.  We wrote our own text book.  She told us what had to go into it but it was our work.  It really helped us to understand.  (Students) 

You can’t afford to win all the time, it leaves the kids powerless.  They have to be able to have some input into what goes on in the classroom.  (Teacher)
· Presenting information in different ways eg using OHPs, tapes, games

· Presenting assignments, including homework, in interesting ways eg using graphics, providing suggestions, setting out the criteria

· Practical activities related to the work being done eg drama, role plays, games, competitions, trips, visiting speakers to the class, using the computers, puzzles, presenting information in poster-form, problem-solving

We need things to keep us guessing - activities, games, things to get us warmed up.  (Student)

A number of teachers mentioned the benefits of using strategies they learned in the Language Through the Curriculum courses to provide variety in their lessons.  One school has undertaken professional development in the different learning styles.  Some teachers from this school are finding that this knowledge is helping them to design more appropriate and varied tasks for students.

· Music

A small number of teachers play music while the students are working on practical activities.  Some use it as a reward.

The Art Department is wonderful.  It’s both the subject and the environment they have created.  They allow music to be played, the kids can move around and they enjoy expressing themselves.  (Pastoral care)
Group work

A number of both students and teachers commented on the enjoyment and the benefits the students got from learning in groups.  The examples given included structured group activities and opportunities to discuss informally with other students 

They love group work here.  They enjoy working together and presenting as a group.  Their cultures are very social and our system doesn’t cater for this.  (Teacher)

Working in groups makes it easier.  It helps you to debate and understand. (Student)
A number of students acknowledged that structured group work may need to be set up carefully.

You have to watch who you put in the groups.  You have to get to know the shy students and there will be some students who don’t work and don’t contribute. (Students)
This suggests that although the students may like working in groups, it cannot be taken for granted they will all have the necessary skills to work effectively in this way.  These skills may have to be taught.

Multi-level teaching

There was an acknowledgment of the difficulty some teachers have in working with mixed ability levels in the one class.  While there are some teachers who are able to cater for different levels of knowledge and skill within a class (or within a topic), there are others who can see the need for it but they don’t have the skills at this stage to organise for it to happen.  There are also teachers in the schools who don’t want to know about it.  

Some teachers just teach too fast.  Some pick it up but others need more time.  They don’t put you in groups, they just give up on you. (Students)
They could divide the students up into groups like they did last year at primary school.  Those that understand go on, those that don’t work with the teacher.  You can be put into different groups too, depending on your test results, like musical chairs. (Students)
The need to adapt programmes to meet the varying abilities within a class is further complicated by the pressure put on teachers to cover the curriculum within a certain timeframe so that students will be adequately prepared for external exams.  
Encouragement

The feedback from both teachers and students suggests that a teacher’s ability to believe in the students and to make them feel special and important has an important impact on the way they feel about the teacher, the subject and their performance in that subject.

I went to a book launch in (a teacher’s) room.  They had all written their own myth.  The books were laid out, there was a ribbon to cut and food and drink.  The students were made to feel really important.  (Teacher)

It’s important that teachers don’t give up on you. (Student)

They need teachers who want them to make it, who look for reasons why they will do well rather than why they won’t.  (Teacher)
He encourages me even when I do something wrong.  He trusts and believes in all of us.  He makes us believe in our goals. (Student)

She really wants you to learn, you can tell.  And that motivates you.
(Student)
The students’ comments suggest that both encouragement about day-to day efforts and achievements as well as encouragement about longer-term goals influence the way they feel about learning and the effort they put into it.

Getting praise is really important.  We’ve got a teacher who gives chocolate bars to anyone who does really well and we clap the students who get a better mark in a test than they did last time.  It makes you want to do better. (Students)
They push you, encourage you to do more.  They show you the path. (Student)
One of the ways that students feel encouraged is from the stories that some teachers tell.  Students retold some of the stories, or the messages contained in them, that they had found to be helpful.  Not all stories are helpful.  For them to be meaningful for the students they need to have a message of hope, rather than threat, and demonstrate that the teacher understands the worlds in which they live.  Stories about the Islands are usually interpreted as a demonstration that the teacher has no understanding whatever of their needs. 

They encourage us.  They tell us about their lives and about the experiences of past students.  They challenge you, they make comparisons that help you to understand. (Students)
Non-confrontational behaviour management

There was general acceptance amongst both students and teachers in all eight schools that negative and confrontational responses to student behaviour are not effective.  Some schools have provided professional development in specific strategies such as assertive discipline
  and advocate their use in school discipline policies or teacher manuals.  The data suggest that knowledge and understanding of a range of behaviour management techniques and confidence in using them is crucial to effective classroom and playground behaviour management.  

While some students said they can understand why some teachers get angry, they were able to give a number of examples where anger had impacted negatively on an already tense and hostile situation.  A number of teachers said that knowing how to handle their own anger as well as any anger students may exhibit is important to effective behaviour management.

The kids can lash out.  You have to know how to handle their aggression.  (Teacher)
You have to learn to be fair and patient - not jump the gun too quickly.  If you do you can expect a hostile response.  (Teacher)

If you lose your temper and yell you end up feeling bad.  It only shuts the class up for five minutes - it’s expensive.  Good classroom management depends on your skill in avoiding confrontations and diffusing conflict.  (Teacher)
You need to take a relaxed approach but still be firm.  Confronting or pushing into a corner just doesn’t work.  They’ll either clam up or verbally turn on you and then you’ll lose them for a long time.  It’s easier to reason with them.  You have to discuss not tell.  It’s no use going off your head, they’ll feed on that.  You just have to keep calm. (Teacher)
There were numerous examples given by students suggesting that singling students out easily embarrasses and “shames” them.  Dealing with the situation quietly and away from the rest of the students is perceived as more effective.

It’s worse if they tell you off in front of everyone - shaming you in front of your mates.  That’s hard to take.  (Students)

It’s best(for teachers) to try and speak privately, otherwise they (other students) might think it’s a real put down.  (Student)
Ethnicity, age and gender

The attributes, attitudes, knowledge and skills discussed in this chapter were all considered to be more important to students than ethnicity, age and gender.  Students were more sure of this than teachers.

If all things were equal, then we would choose a Maori or a Pacific Islander.  But the person is more important and what kind of teacher they are  Then we’d think about whether they are Samoan, Tongan or Maori.  (Students)

Some PI teachers are good but some are useless.  We need to become familiar with all races of people.  We see too many PI people.  It makes no difference, it’s the person that matters.  (Students)

We do need some Maori and PI teachers in our school but they’re not automatically the right teachers.  Even some of them are racist towards other cultures.  (Student)

The students described three ways in which the attitudes and behaviour of Pacific teachers created barriers to their trust in and respect for these teachers.  Students do not like the PI teachers using their knowledge of a student’s family to “tell tales on them” or refer to their families in front of other students, especially if the comments are negative.

They embarrass you and your family.  They say, “You are putting your family down, your mother wouldn’t like to hear about this”.  (Student)

Some PI teachers are  “potatoes” - brown on the outside and white in the middle.  We know they relate to us but they aren’t fair.  They have favourites especially if they know our family circumstances.  They know too much about us and our families.  They compare us to our brothers and sisters or to other families.  (Students)

Authoritarian and negative discipline was also described as a disadvantage with some Pacific teachers.  Once again, the students were clear in drawing a distinction between being strict (firm) and being authoritarian.

He treats us in the Island way and we’re really scared of him.  In a bad way.  And he’s always talking about the Islands and we don’t want to hear about that.  (Students)

Being able to speak their language was described by some students as an advantage.  For example, they can use certain words to help with behaviour management or provide an explanation that can help to clarify a concept students are experiencing difficulty with.  Provided they are “the right person and the right teacher”, speaking their language and understanding their background can also make talking to them easier.

You need Pakeha, Maori and PI teachers.  Pakeha don’t understand your home life.  The PI teachers do, but they don’t always teach us as well and they’re often too hard on PI students. (Students)

There was also agreement amongst both students and teachers of the need for the students to have role models.

The students do need role models, particularly Pacific role models.  They need spokespeople.  They do have special knowledge and we need them to bounce off the Pakeha perspective.  (Teacher)

For these reasons, importance must be attached to having Maori and Pacific teachers on the staff and younger, older, male and female teachers.  The students’ proviso is that their personal qualities and the quality of their teaching are placed ahead of ethnicity, age and gender.

8.4.2
Qualities and skills of teachers that are barriers to achievement

In the same way that students and teachers were able to describe characteristics of teachers in their schools that help them to achieve, they were also able to describe and give examples of teachers whose qualities and skills are barriers to their achievement.  From the data gathered it is very clear that these barriers have a major impact on how the students view a teacher, a subject, and their learning in general.  They can significantly influence the choices they make about their schooling and their future.

There were examples given by the students in every school of teachers who were described as “slack”, “boring”, “useless”, “racist” and “bad-tempered”.  Both genders and all ethnic groups were represented in the teachers named by the students.  

Students respond to these behaviours by wagging the particular classes where they occur, by being disruptive, withdrawing into their own world, struggling on feeling unhappy and unsupported, or just giving up.

There is some data to suggest that students rarely complain about these situations to the teachers themselves or to other teachers, and if they do, the chances of nothing changing are high.

The kids don’t take you to task, they accept whatever you do.  They never question the chalk and talk teachers.  (Teacher)

We know we’re not getting a good deal.  We’re angry about it but we’re not speaking out.  What difference would it make?  (Students)

With one exception, there are no systems in place in any of the schools for students to confidentially feed back information on teaching quality.  In the school where this has been done, it has proved to be a very valuable exercise.  As well as demonstrating how valuable it was, it also demonstrated how vital it is that the information is collected by a person that the students trust and respect and not by the teacher themselves.

Personal attributes and attitudes that act as barriers
Lack of commitment

Many students, and teachers, described these teachers as lazy.  These are teachers who show up at classes late, may leave for sections of the lesson, or may not turn up at all.  When they are in classes they don’t teach, they sit at their desks and ignore the students.

If we have a slack teacher we just talk and laugh.  Some people sleep.  (Students)

We just sit there and play computer games.  (Student)

Some teachers spend lots of time out of the class.  They say the book will tell you what to do but we get confused so we don’t do anything.  (Students)

Some teachers don’t teach us enough.  They just sit there and are happy to talk about something else.  They’re lazy.  (Student)

They sit up the front and do their own work.  They don’t get involved with us.  They’re not interested in us.  They don’t care.  (Students)

Our Maths teacher is the reason some of us didn’t pass last year (School Certificate).  He  just gave us the answers, he didn’t explain.  He just wanted his pay slip, he said that to us.  (Students) 

There is a group of lazy teachers - three or four of them.  A lot of teachers notice it and it’s very frustrating.  It’s not new.  It matters a hell of a lot here because you just can’t afford to have cracks.  For example there are two bells to signal the start of classes.  It’s bad enough when the kids are late but when these teachers don’t front up on time it’s doubly frustrating.  If it was a business I’d sack them.  (Teacher)
Students gave examples of  teachers who are in the room at the beginning of class, give out instructions about work to be done and then  turn the radio on or leave the classroom to do some photocopying, get a cup of coffee, or make a phone call.
Negativity

Students described some teachers as grumpy and impatient.  While a small number overall would behave in this way in nearly all of their lessons, the students also described another group who respond in this way.  They will bring a problem with them to the class and take out their anxiety, anger or frustration on students who have nothing to do with the problem.  It may be that they had trouble with a previous class or they may be dealing with some problem at home or in their personal life.

There’s one teacher who always growls at us, who always looks for the negative.  (Student)

There are a few teachers who take their problems out on the students and we’re scared of them.  (Students)
Anger

There were examples from almost all of the schools of teachers who are unable to control their anger with certain students or with classes in general.  
Some get so angry.  They go mental.  (Student)

Some teachers don’t role model.  She teaches us about anger but can’t control her own.  (Student)

It feels stink when they yell and shout and put you down.  It makes you even more mad and you don’t want to work.  (Student)

Put-downs

There is a small number of teachers in most of the schools, both males and females, who use put-downs to publicly mock and humiliate students.  They are used in reference to both behaviour and achievement.

If we muck around, he calls us animals.  (Student)
He puts us down and says his seven-year-old child is brainier than us.  (Student)

Mr --- swears at us.  He calls us “dick-heads” and if we are naughty he makes us say, “I’m a dick”.  (Student)

One student didn’t have any refill and the teacher said, “I suppose you’ve been out buying Lotto”.  The student was made to feel really stupid in front of the whole class.  (Student)

We were late to class and the teacher said, “Just the very girls we’ve been talking about in the staffroom”.  (Students)

If a student gets put down and really embarrassed when they answer a question they won’t ask or answer any more.  Like one teacher said, “You fool”.  (Student)

Racism

It was acknowledged that there are some racist staff in most of the schools.  Some racism is covert and not easily identifiable.  The students perceive that a few staff members just don’t like Maori and Pacific Islanders.

There’s a teacher who is kinder to the palagi students.  We just know the looks.  (Students)

Students in almost all the schools cited some examples of overt racism, as demonstrated by the comments below.

We had a racist teacher who called us fat, lazy blacks.  It was terrible and the other teachers wouldn’t listen.  Nobody wanted to work for her, we were really mad.  People don’t take our complaints seriously, they don’t trust us. (Students)
One teacher says we’re all dumb and we’re wasting her time.  She says we’re lucky we’re not being raised by her parents.  We’re just a bunch of gorillas.  (Students)

One teacher calls us animals from the jungle.  (Student)
A few students, and quite a number of teachers, mentioned inverse racism when Maori and/or Pacific students are allowed to get away with things because staff are afraid of being culturally insensitive.

Favouring certain students

As mentioned earlier in this chapter, students get fed up with teachers who have favourites.

Some teachers favour girls over boys and make quite openly sexist comments.  There were no instances cited of any teacher favouring boys over girls.

We walk into the class and he is good to the girls and shames the boys.  (Student)

He always blames the boys.  Some teachers say that girls are more intelligent than boys and that boys are more disruptive.  (Student)

Some teachers favour “bright” students over “slower” students.

It’s subtle.  It happens over time and you suddenly realise that they don’t pay attention to certain groups.  They are spending a lot of time with the bright students.  (Student)

Those that need help can easily be ignored.  They have to hassle to get the teacher’s attention.  Teachers need to respect all levels of achievement.  (Student)

Some students suggested that there are teachers who favour Pakeha students over Maori and Pacific.  But when this was discussed further the students were unsure whether this was an issue of ethnicity or achievement.

A number of students talked of teachers’ favouring the front rows and ignoring those at the back.

They think that if you go to the back you don’t want to learn.  People at the back get ignored.  The worksheets always run out at the back.  Someone has to sit at the back.  (Student)

Teaching styles that act as barriers to learning

Lecturing

Students from all eight schools commented on the benefits of lessons being fun, with information and learning tasks being presented in interesting and varied ways.  When they referred to classes where teachers spend a lot of the time talking they used words like “boring”, “stink” and “not good”.  They did not classify these lessons as fun.  There were indications that these lessons turn the students off learning.

It’s stink.  There’s nothing to do.  The teacher talks too much.  (Student)

One problem is talking too much and talking at you.  We don’t have any time left to work.  We just doze off.  (Students)

 We get bored when they ramble on , when they talk too much.  They stand up the front and do their own thing - they don’t help you.  (Student)
Copying and summarising

Other activities that students suggest do not help their learning is copying from the board and copying or summarising from textbooks.  They were not suggesting that they should never copy, but as a key task in every lesson, it is not informative or motivating.

He writes on the board and tells us to read it.  Then we have to copy out sheets and work out what it means ourselves.  (Student)

I’m so busy copying all period and trying to get it finished that in the end I haven’t got any idea what I’ve been writing.  It doesn’t mean a thing.  (Student)

I’d like ------ to stop giving out textbooks to copy and start teaching.  (Student)

Some topics are boring, they’re into it and we’re not.  But it’s not the topic, it’s the way they present it, in an old-fashioned way.  Read a paragraph, write a summary.  We need modern stuff like activities, visitors.  It would be good if they asked us how we want to do it.  (Student)

Not providing explanations

As mentioned in the previous chapter, students do not find it easy to understand the work if teachers talk too fast and do not allow students opportunities to seek explanations.  This also applies when teachers use “big” words and make assumptions that they understand them.

Teachers need to repeat themselves, some think that if they explain it once to you, you’ve got it.  They need to check it out.  (Student)

They explain once and if you don’t get it, it’s your fault.  (Student)

They don’t help you, they just leave you to do it without any explanations.  It gets boring because there’s no involvement.  It feels like wasted time.  (Student)
There were a few examples in all schools of teachers actively discouraging students from asking questions by making it clear that they are unwilling to provide explanations.  

It’s boring because we don’t understand.  If we ask a question we are ignored or he shouts at us to get on with our work.  (Student)

We are blamed for not listening when we ask for help.  (Student)

We can’t ask her questions without feeling stink.  (Student)

Some don’t want to explain.  We don’t understand long, big words and if we ask they say, “You should know that by now” or “At other schools they’d know that”.  (Students)

Excessive or no control

Students and teachers described classes where teachers either exercise excessive or very little control over their classes.  At one end of that continuum, discipline is so strict that students are not allowed to speak, ask questions or have any input into the lessons at all.  At the other extreme, students described situations where lots of time is wasted on discipline, where teachers “give up” because they are unable to control the class.  It is difficult to imagine that either situation is conducive to maximising teaching and learning opportunities.  

Some control the class so tightly that the kids are afraid to ask questions - the discipline goes too far.  Some classes never speak at all.  (Teacher)

They don’t follow through.  They make threats and don’t carry them out.  They give detentions for silly things and not the really serious things.  They don’t have control.  (Students)

Non-New Zealand English

The students have difficulty understanding the English of some non-New Zealand teachers.  They may have trouble understanding their accent, the pronunciation of certain words, or have difficulty with the grammar used.  At times they do not have sufficient command of English to elaborate on an idea with which the students are having difficulty.  The situation is exacerbated for the schools at the present time by nationwide teacher shortages.

Some accents are confusing and are really difficult to understand.  (Student)
We need teachers who can speak fluently.  We are getting more and more with accents or who can’t speak English very well, especially relievers.  It’s hard to understand them.  You have to spend time figuring out what they’re saying and they get angry when you ask them to write it on the board.  It can mean the difference between failing SC in (a subject) or passing.  (Students)
Because there are many students in these schools who themselves have difficulties with instructional language, the problem is compounded when the teacher is hard to understand, even for someone competent in English.

In two schools students mentioned poor blackboard writing skills.  In one they mentioned a style of writing that is difficult to interpret, in another the writing is so small they have to walk up to the blackboard to see it.

Teacher competence

Senior management staff and trustees in some of the schools talked about teachers who were not teaching or interacting with students in a satisfactory way. There are not, overall, large numbers of people involved.  In most of the schools it is one or two teachers.  In the others there are more who are a cause for concern.  Three of the schools had significant numbers of teachers whose performance was unsatisfactory.  There is a complex combination of problems demonstrated by some teachers.  These include lack of subject knowledge, lack of planning, lack of teaching skills, poor communication skills, a poor attitude towards students, laziness, unwillingness to change and meet new requirements and poor behaviour management skills.

The researchers know from their experience working in many schools throughout the country, that most principals are still reluctant to deal with this issue.  They are often afraid of a legal backlash which will cost the school financially as well as in time and stress.  They may feel bad about jeopardising the person’s career or they may just not have the courage or strength to take the necessary action.  It is not that they are unaware of the concerns.  It was very clear that in the eight schools the students, teachers, trustees and often parents, almost invariably identified the same teachers as the ones causing problems.  Sometimes the principals tried alternative ways of resolving the problem for example, by putting the teacher in question alongside a strong teacher, by taking senior classes away from them and confining their teaching to the juniors, by moving them sideways into a non-teaching position.

Some trustees voiced frustration at the unwillingness of the principal to take action, or at the time, often years, it takes to get action.  One of the schools has had a very active process of dealing with the issue of teacher quality and with financial support from the Ministry has been able to access the skilled people it needed to implement the required action.

All the eight schools had many teachers that students respected and who behave and teach in ways that students feel help them to achieve.  All of the schools have a small number of teachers who stand out because they have all of the qualities and skills outlined in the first part of the chapter.  Students and their fellow colleagues, particularly those who have previously been in other schools, acknowledge these teachers as outstanding.  All the eight schools also had a small number of teachers who stand out because they not only do not have many of those qualities, but they display some of the behaviours and attitudes outlined in the second section of the chapter.  The researchers know, from recent work with students in other Auckland schools, including some of the “prestigious” schools, that they too have teachers like this.

What is different about these decile one schools is that the demands of teaching are greater for all the reasons discussed throughout this report.  In a well resourced school without all of the extra demands and stresses, it is easier for a less able teacher to be carried along by colleagues, parental support for children (such as extra coaching or private lessons) and the less demanding behaviour and needs of the students.  These are rarely options in a decile one school.

Three of the AIMHI schools have had greater numbers of teachers causing concern and currently there are special programmes in two of these schools to address this issue.  In all three schools there have been, in the recent past, principals who have made some poor appointments and have not dealt with issues of poor performance. 

8.5
Transition to secondary school

Before they even get to secondary school, many students are given a very negative view of what life will be like once they get there.  Many students at all eight schools, and representing almost all their intermediate and contributing schools, said that teachers at their “old” school had told them stories about secondary schools that had made them scared and worried.  Some students said the teachers used it as a threat, as a way of making them work harder and keeping the class controlled until the end of the year.  

(Intermediate) Teachers told us that College is hard and the teachers won’t help, so we were scared.  They said,  “They will just put a book in front of you.”  They used College as a threat.  (Students)

Our teacher said that the secondary school teachers would be strict, that we would get kicked out if we made mistakes and we would get more work.  But it wasn’t true.  They said it to make you try harder.  (Students)

Teachers at intermediate make it out to be so hard.  They say, “To get into secondary school you will have to do this and that and ......”  (Student)

They scared us about coming to (name of a school).  They said it would be hard, there would be heaps of homework and lots of people wouldn’t be able to do it.  (Students)

They said we would go bad as soon as we got there. (Students)

A few students had heard stories from ex-pupils, older brothers and sisters and cousins.

I heard horror stories from my cousins that went to other schools and some people who used to come here.  They said the teachers have no control.  The big kids beat you up if you’re smart and step out of place.  They told you about teachers, the ones they liked, the ones they didn’t like, which ones to be careful of.  (Student)

Many of the students enter secondary school expecting it to be a difficult, unfriendly place.  They are also making this transition at a time when they are going through puberty and are adjusting to a number of physiological, emotional and social changes, that add to the impact of moving to a different school.  Some of them lose friends to other schools or to other classes and have to set up new friendships and this adds to their feelings of dislocation.

It was really sad to lose my friends.  (Student)

It was hard getting to know the other students, getting to know their names.  (Student)

I didn’t know where my mates were.  (Student)
It was stink because I had no friends.  (Student)
The intermediate schools are generally smaller than the AIMHI schools to which they contribute.  The students are in a homeroom environment where there is little, if any, movement from class to class and the students spend their year (sometimes two) with the same teacher and the same classmates.  There are no bells except at morning break and lunch.  In contrast, the data show that the secondary school day is characterised by fragmentation.  When they arrive at their new school, they have to adjust to new classmates and make new friends, get used to lots of new teachers, new rules, a structured timetable and other systems that are foreign to them, a new curriculum and often different subjects and different styles of teaching.

Here are lots of kids that we don’t know.  They’re hormonal and their relationships with their peers and with teachers can be difficult.  Then what we do is move them around from place to place and make them relate to lots of teachers.  (Teacher)
We are mad to put transitional adolescents into so much change - changes in learning style, changes in organisation, changes every 50 minutes, 5 different sets of adult expectations in one day.  It’s the biggest problem we have.  (Teacher)
For year 9 students, starting secondary school is a vertical learning curve.  In seven of the schools, students move classrooms every forty-five to sixty minutes, on the bell.  Classes are held in rooms that are bases for their particular subject teachers.  Counting form time, students can move classrooms six or seven times in a day..  Their Form Teacher’s classroom is the closest most of them get to having a base.  Students live their lives out of school bags - if they have one - although one school does have a locker for every student.  

It’s confusing going to different classrooms.  (Student)
You’re in transit all the time, going to different classes, carrying your bags.  (Student)

While some teachers said they liked the idea of homerooms, they expressed concern about teachers having to carry gear around the different classes and having to make several trips to the resource room each day to gather up texts and equipment.  This year, one school set up homerooms for their Year 9 students and the feedback from teachers and students is very positive.  They report that fewer classroom changes and providing them with a base offers the students more security and makes them more settled.

We like the homeroom because it helps to make new friends.  (Students)
Having the third formers in homerooms keeps them closely knitted together.  (Teacher)

The kids feel secure in their homerooms and we have form time twice a day.  The teacher can keep tabs on them and check on how they’re doing.  They have less chance of rebelling, of feeling left out or wagging.  (Teacher)

The home-based classrooms are working well even though teachers have to travel big distances.  The idea of kids not moving has made things more settled.  (Senior Management)

Their days are further fragmented by the numbers of different teachers they have, from five to seven on any given day.  Each teacher comes with their own set of expectations, their own teaching style and using different language.  It is the latter difficulty that probably affects their learning the most.  Because adapting to formal and instructional language is difficult for most of these students, they find it extremely difficult, especially in the first year, to adjust period by period to a different voice and oral expression.

At primary we had one teacher and we got familiar with the way they spoke.  At secondary school we have to get familiar with lots of teachers.  (Student)

Some teachers are really hard to listen to and some are hard to understand till you get used to the way they talk.  It takes a while each lesson to tune in.....and then next lesson there is someone else.  Some of them are harder than others....some talk fast.  (Student)

Some teachers are suggesting that having the same teacher for more than one subject could reduce the fragmentation and disruption caused by the number of teacher changes.

We don’t yet make that transition easier for example by having the same teacher for English and Social Studies or Maths and Science.  (Teacher)

We need to minimise the number of teachers the students make contact with.  A group of teachers needs to take responsibility for a group of kids and get to know them well.  (Teacher)

In suggesting that they need to get to know them well, the teacher is referring not only to pastoral needs but also to learning needs and believes that by reducing the number of teachers with whom they interact, there is a greater chance of this happening.  This could also happen by keeping the same teachers with the same group of students from year to year.

There was evidence to suggest that students have difficulty adjusting to the broadly contrasting pedagogical styles of primary and secondary schools.

We learnt more at primary school.  Here it’s talk, talk, talk and copy, copy, copy.  At primary you learn in a fun way.  We are used to doing things to learn.  (Students)

Teacher methodologies that are part of the secondary school culture are out of the ark.  (Teacher)

Long periods don’t work either.  They don’t sustain the concentration.  (Teacher)

We do expect them to sit still and that’s hard for them.  We need a graduated change process.  (Teacher)

Some teachers say that the students do not arrive with the skills or curriculum content to make it easy for them to integrate into the secondary school curriculum.  Many examples were given by all the schools of the inability of the third form students to begin a standard third form curriculum. Some teachers reported a loss of confidence in some students because the work is too difficult for them.

They don’t have the verbal skills and have problems with the language.  (Teacher)
They don’t have the skills and they need a year or so to develop them.  (Teacher)

Intermediate teachers get them to do busy work.  They do unfocused project work and are rewarded for their ability to copy and present rather than think and synthesise.  (Teacher)

The kids lose confidence because of the gap.  They need to start the third form with form two work.  (Teacher)

They are nowhere near able to begin third form maths.  Some can’t add or subtract without a calculator.  (Teacher)

The data show that this presents a dilemma for secondary teachers because of the pressure they are under to prepare the students for School Certificate in three years.

Lunchtimes are another aspect of secondary school that some students  found hard to adjust to.  The following comment is typical of the feedback.

It’s boring at lunchtime, everyone just sits around.  At primary school we used to do “elastics”, handball, tiggy, tapuwae - a whole lot of things.  But here you have to follow what the older girls do even though we’d like to play.  (Students)
All of the schools have an induction programme for their year 9 students that on average lasts two days.  Most produce a booklet for the students containing basic information like school rules, a timetable, bell times, uniform requirements and how to access services like the library and the guidance counsellor.  Many of the schools have a peer support programme in place that operates consistently over the first few weeks and which is much appreciated by the year 9 students.  It was also enjoyed by the senior students.  There was evidence that the organised induction process, through the peer support programmes, lessened the negative impact of the informal peer induction process that takes place.  Some of these support programmes stop or fade away as the year progresses as the year 13 students prepare for Bursary examinations.
The adjustment is a traumatic one for the students and it is a complex one to understand.  The negative attitude toward secondary schooling caused, to a great extent by the primary/intermediate teachers, means they feel anxious rather than enthusiastic.  Some of the difficulties arise simply from the move to another school and the changes in friendships.  Some arise from the size and different organisation of the secondary schools.  The demands of the skills and content required by the curriculum are significant and it is clear that most of these students do not arrive ready to begin working with a full year 9 curriculum.  

Some students arrived at three of the secondary schools for either their fourth or their fifth form year because they had elected to stay on at their previous school.  Students in this situation were interviewed and with the exception of some students in a secondary Maori bilingual unit, the students felt they had been significantly disadvantaged by not coming to secondary at the beginning of year 9.  Some students were excluded from doing some subjects because they did not get the foundation teaching to enable them to begin at a fourth or fifth form level.  They still had to make all of the social adjustments to a new school but they did not have the advantage of a peer support or induction programme.  They felt they had been held back with their learning by continuing with the same teachers and often working with year 7 and 8 students.  They felt they had been disadvantaged and that their transition was even more difficult than it would have otherwise been.  These views were supported by many of their teachers who found them to be less socially mature and significantly behind in both skills and content compared with their peers.  Some pastoral care staff noted that these students experienced difficulties with the late adjustment.

They have come from a mixed-age group classroom where they have been the oldest of the heap for years.  They are immature and socially not equipped to adjust.  Suddenly they are submerged at the fifth from and the delayed transition is disastrous.  (Teacher)

They have no basics.  They are a year to eighteen months behind their peers. (Teacher)
The recent efforts made by most of the secondary schools to ease the transition of new students appear to be a successful beginning.  Improvements to these processes will help further.  The homeroom trial at one of the schools has been very successful and is to be repeated in 1997 and expanded through to the year 10 students.  Cooperative liaison between the contributing schools and the secondary schools would help greatly but the competitive and antagonistic attitudes of staff in some of the schools are currently working actively against the needs of students and making decision making very difficult for parents.  Contributing school teachers could and should play a very positive role in preparing their students for the transition to secondary school, at whatever stage this happens.

8.6
Lateness, wagging and truancy

In this report, lateness refers to students arriving late for school in the morning, wagging (a term used by students) describes selective skipping of classes during school time, and truancy covers taking a day off school, days off school over a period of time, irregular attendance and chronic non-attendance.

Senior Management Teams and teachers are very aware of the barriers to achievement created by lateness, wagging and poor attendance.  There was agreement that if students miss school it is very hard for them to catch up. The more frequent the absences, the more difficult it becomes, to the extent that if or when chronic non-attenders return, it is virtually impossible for them to successfully fit back into mainstream classes.

Absenteeism (up to 1/4 of the school at any one time) is a real problem and takes up a lot of time.  The students miss great big chunks of learning and you just can’t catch them up.  (Teacher)
Attendance is the biggest barrier to external qualifications.  If they miss three out of four classes then they miss 1/4 of the course.  If we had students here every day we could do the rest.  One day missed every two weeks is a pattern for some students all through their time at school. We’ve got bright students but they’ve missed years of school.  (Teacher)
They agree that while teachers are aware of the detrimental effects, many students and parents are not.  In fact, many absences are condoned by parents who may keep students home to do such things as babysit, go to the bank, attend a family or church meeting, go shopping, or take a sick relative to the hospital.  As well as absences being condoned, parents sometimes provide students with written or verbal “excuses” for the school.

The difficulties experienced by the schools in this area are many, complex, and interrelated, and will be expanded on throughout the chapter.  They include getting accurate phone numbers and addresses so that absences can checked and families contacted; having accurate, same-day information systems in place and sufficient personnel available so that latecomers, waggers and truants, can be dealt with immediately and follow-up with families is ensured; getting staff to consistently follow systems put in place to deal with the problems and changing the attitudes of parents so that attendance is encouraged and the school supported in their efforts to raise attendance levels.

All of the schools put considerable time, energy and resources into finding solutions and are always reviewing and updating their systems in order to “keep on top of it”.  The same difficulties are experienced by all eight schools and are not seen by any of the respondents as more problematic for either gender or any particular ethnic group although some anecdotal data suggest that the percentage of Maori students involved is higher
.  School data do not readily provide this kind of ethnic breakdown of attendance figures.  There was also little evidence to suggest that it is better or worse at any level of the school.

There was common agreement amongst teachers that consistent lateness, wagging or absence from school, were good indicators of students at risk, particularly as far as achievement is concerned.

The data suggest that the issues are not new for the schools.  There is a history in all the schools of high levels of absenteeism.  Respondents described the extent of the problem in the following ways:

Lateness and absenteeism are rampant.  (Teacher)

Poor attendance is a disease.  (Teacher)

Non-attendance is a major problem even as low as the fourth form.  (Teacher)

On a good day there might be 50 kids away.  On a bad day there might be 200 (almost half the students).  (Teacher)

There would be 10% away for the whole day on any given day.  Of that 10%, 3-5% would be truanting, 2-3% would be parent-condoned absences.  (Teacher)
You can go to (a shopping centre) any work day and there are kids everywhere.  (Teacher)

We check every day, every period, follow them up at whanau time the next day and get in touch with their parents.  We also have the (name) Truancy Service.  And we still have a 10% absence rate.  (Senior Management)
The researchers were left in no doubt that the problems are substantial and have a major influence on the achievement levels of the students.

Lateness
All schools have systems in place for checking on latecomers.  These include a Principal personally checking latecomers as they enter the school gate, form teachers marking the roll at form time and passing on information to Deans or Whanau Leaders, a system of late passes issued by the school office or a duty Dean.

In all schools students are required to bring a note to explain why they are late.  If there is a note, the students told the researchers that it is most likely to have been written by the student without the knowledge of their parents or caregivers.  In other instances, a parent or caregiver may write a note that condones an otherwise illegitimate absence.  Teachers are often in the position of having to decide if the note is genuine or not.  In many instances, there is no note and the teacher responsible, most often the form teacher, is faced with the dilemma of whether to believe the student’s story or not.  While there may be some genuine reasons, the chances of it being “an excuse” are quite high.  If they decide to insist on a note they have to remember to follow up on it the next day or the next time they attend form class and follow through with the consequences should the note not arrive.  There is the added dilemma of punishing students for not “signing in” because if they are late another time they are more likely to wag the first period or stay away for the whole day.

Students most frequently gave the following reasons or “excuses” for lateness -

· Went to bed late so woke up late

· Slept in - many students say they do not have an alarm clock and rely on others to wake them

· Had to take siblings to school - in many instances they can’t be dropped off before 8.30, some parents insist they take them into the school to an adult

· Housework

· Bus was late or missed the bus

· Shopping, running errands

· Babysitting

· It was cold or raining

· Had to finish homework or an assignment that was due

· Had a long way to walk as I live far away

· Too lazy

Senior Management Team members and teachers generally agreed that the success of any systems they have in place depends on how clearly the system is articulated, how much each person responsible is committed to the system and consistently follows it, how quickly the follow-up occurs with students and their families and how responsive management is to quickly addressing any difficulties with the system as they arise.  A more complex problem is the risk that if the lateness system is more efficient than the absenteeism checking, students will be encouraged to not check in late because they are less likely to be penalised by staying away for a longer time.

Wagging
Data from students suggest that in all schools, in all classes there are very few students who have not wagged at least once.  There are many who will, from time to time wag a period for a particular reason or because they just felt like it.  In each class there is a small group of between two and six who consistently wag.

Reasons for wagging

Teachers talked a lot more about truancy than wagging and were less clear about the reasons why they think students wag.

The kids will selectively miss subjects or they’ll skip the morning or the afternoon.  It’s nothing for them to just walk off.  (Teacher)
Students, on the other hand, were able to give quite specific reasons as to why they wag.

· By far the most common reason for wagging classes was when the student didn’t like the teacher or the subject, or both. 

The kids will selectively miss subjects, or skip the morning or the afternoon.  It’s nothing. (Student)

The girls will wag PE if they know they have to go swimming or have to do cross-country.  (Students)

I wag Science because I don’t get anything out of it.  You can tell from our books.  We’ve got no notes and we don’t get any explanations.  I don’t enjoy it so I wag.  (Student)

We wag the classes where the subject is boring - where there’s too much talk and the work is hard.  (Student)

You wag if you hate the teacher or the subject.  Sometimes, you just don’t show up that day if you know you’re going to have them.  (Student)

We never wag PE because it’s cool, it’s not like work.  (Students) 

If there has been a clash with a teacher, the student may choose to wag the class.  If the problem remains unresolved, the chances of them continuing to wag that class will increase.

You skip classes if you have a problem with a teacher.  (Student)

Some kids are really stressed out by some teachers.  That’s why they wag.  It’s extra hard for them.  (Student)

None of the absenteeism systems in the eight schools is programmed to identify which classes or subjects students wag, nor do they monitor which classes or subjects are regularly or always wagged.  The focus is on identifying the individual students who wag rather than on the classes or subjects.
· When they know they can get away with it.  Students cited relievers and new teachers as easy targets for wagging because they don’t know the students or the systems well enough.  Teachers described by the students as “weak” are also easy targets.  

We choose the teachers carefully.  We know the  ones where we’ll get away with it - like a reliever, a new teacher, the weak ones - because they’ll believe your excuses.  (Students)

When teachers do not follow systems students will quickly capitalise on the loopholes.

We do it because we can get away with it.  Some teachers let the students check the roll, even though the teacher is meant to do it.  So the students doing the checking just mark the waggers present.  (Students)

· When they are under pressure to produce work.  It may be that they haven’t done their homework or completed an assignment or a test is scheduled for that period.  They may also wag if the subject is too hard for them.

I wag when I get tired, when the teacher stresses you out and puts too much pressure on you.  (Student)

I wag when the work gets too hard.  (Student)

If there is a test coming up or some major work due like a project or a speech, then we’ll wag.  (Student)

The data clearly show that if a teacher consistently follows the systems in place, and if the students like the teacher and the subject, instances of wagging will be considerably less than they will be in classes where the above are not the case.
Other reasons for wagging mentioned by fewer students were - 

· Peer pressure.  Students are sometimes persuaded to join their friends who are going to wag.  They may do this “to be cool with their mates” or may join a friend who is in trouble who is going to wag and the student decides to support them.  They may also wag if they are being harassed by other students and wagging becomes one way of avoiding it.

· Smoking.  Students who are addicts may be unable to wait for a long break to have a cigarette and wag in order to get a nicotine “fix”.

· Some special occasion.  A small number of students cited a special event or occasion as a reason for wagging eg a movie going cheap, a sale on at the shopping centre.

Where the waggers go

The students were very open about where they go to escape classes.  When some of them realised that they were giving information to the researchers that could eventually work against them they decided amongst themselves not to be concerned because they are resourceful enough to find alternatives.  In other words they will continue to be able to beat the system.

Some get other students to lie for them and will say the student has gone to the Sick bay or the Office or to see the Nurse or the Guidance Counsellor.

Others will use a minor ailment as an excuse - a headache, a stomach ache, a wound.

They come down for silly things like a sticking plaster or a Panadol.  Generally they’ve come out of a class.  (Nurse)
One school has instituted an appointments schedule for the Nurse to discourage using an illness as a convenient excuse.

Some students deliberately make appointments to see the Nurse or Guidance Counsellor at times that will allow them to skip a class they don’t like.  One teacher doesn’t allow her students to do this more than once in her classes.

The toilets are the most common hiding places, particularly for the smokers.  Others include the Guidance Counsellor’s waiting room (because their appointments are usually for the period and they don’t usually come out of their offices), whanau common rooms, the fields, hiding in the trees, the park, the creek, the dairy, the shopping centre, a mate’s house or their own home if they are close by.  Some students are able to join other classes if the teacher doesn’t know the students very well e.g. at the beginning of the year, or if the teacher is a reliever.  If the teacher calls the roll a wagging student will use the name of a legitimate class member who is absent.  There was the instance of a student from one of the AIMHI schools who attended all his girlfriend’s classes at another of the AIMHI schools for several days wearing his own uniform and went unchallenged by teachers.

We have a new system but it doesn’t work.  The teachers don’t act on it.  It’s confusing for them.  Some teachers make it a last minute thing and it doesn’t get done properly.  It’s meant to be followed up in tutor group but some tutors don’t ask.  (Students)

We don’t always get caught.  It’s too easy to go to the creek and some teachers just ignore it anyway.  They should be strict, they should catch you and then give a punishment.  And make sure you do it.  (Students)

Some teachers let people off.  They are being too kind by letting us off.  (Student)

It’s so easy to wag.  If we kept getting caught we wouldn’t do it.  (Student)

We really like our form teacher so we felt really guilty when she snapped us.  (Students)

In general, the students don’t believe they should get away with wagging.  They want systems that work and teachers who consistently follow the system.

Some teachers reported that they spend a lot of time following up on students who are not in class and at times are torn between spending time on them or on the students that show up for class.  As one teacher commented - 

You have to balance chasing waggers or teaching children in classes.  (Teacher)
When groups of students wag they have a well organised system of look outs stationed so that the waggers will get plenty of warning of a teacher approaching.  One of the reasons that the toilets are such a popular wagging venue is that even if a teacher comes, providing there is one toilet free for each student they cannot be “caught”.  The researchers were amazed at the strong smell of smoke in the toilets whenever they were visited.

There is a secondary school in Christchurch which employs two Task Force Green workers to constantly patrol the grounds seeking out waggers and return them to classes.  They report a much reduced incidence of wagging and a positive response from teachers.

Truancy
All schools described truancy as a chronic problem of serious proportions that has a major impact on the achievement of a considerable number of their students.  Patterns of truanting vary greatly - missing the odd day here and there; missing blocks of time; being absent on the same day each week; through to only being at school for the odd day here and there.

During one of the interviews, a teacher at one school opened her register and read out the number of classes each of the 21 students in a senior subject class had missed during the second term of 1996.  Some of the absences could have been due to wagging rather than truancy.  However, this is a teacher described by many students and some teachers as being “one of the best” and therefore it is a class students are less likely to skip.  Even if some are due to wagging, the number of absences is very high.  From highest to lowest the absences per student out of a total of 36 classes is as follows - 27, 26, 24, 21, 19, 18, 16, 15, 14, 13, 12, 9, 8, 6, 5, 4 (3 students), 3 (2 students), 2.  The student with 27 absences is viewed by the teacher as being the brightest in the class and a talented writer.  Of the student with only two absences the teacher said - 

This kid is doing really well.  He’s got a job now so he is not coming to school this term (Term 3).  I can see he won’t be back.  (Teacher)

Reasons for truanting

While all the reasons that students wag also apply to truanting, there are additional reasons that apply directly to truanting.

· Family commitments

Family commitments take priority for many of the students’ families.  The absence notes suggest that these parents see nothing wrong with keeping their children at home for these reasons.  The absences are condoned.

Family obligations may mean staying home to look after siblings or sick adults, running errands, doing housework, accompanying family members to the doctor or hospital, farewelling relatives at the airport, preparing for and attending a family meeting or family function like a wedding or a funeral.

Some have wonderful parents but they still keep their kids at home to do all sorts of things.  They are things which to my middle class way of thinking are relatively unimportant or which could be organised differently and not involve taking them out of school.  (Teacher)

If there is a family wedding the parents tell them they are needed at home to get things organised.  So they take the Thursday and Friday off.  (Teacher)

I’ve lost count of how many family funerals one of my students has been to - and they’ve all been legitimate.  (Teacher)
For some students, family obligations can mean going back to the Islands for blocks of time.

Last year two of my best senior students disappeared for four to six weeks.  I discovered they had gone back to Samoa.  If they wanted to pass their exams they really needed to be in school.  (Teacher)

· Church commitments

Some families, almost always Pacific families, also keep students away from school to prepare for special church functions or festivals 

If there is a big church festival on, like White Sunday, we might have to take two or three days off school to help get ready for it.  (Students)
“Getting ready” may include preparing food, sewing new clothes, decorating the church, learning passages from the Bible, attending extra rehearsals for the actual event.  Although some of these preparations may take place at night, the children may not get to bed until well after midnight and spend most of the next day sleeping.  

· Dysfunctional families

For some students, family commitments take priority because the family is dysfunctional.

Many families are in crisis, that the kids get to school at all is amazing.  There are some kids who are out of control at night and they are in no fit state to come to school the next day.  (Teacher)

One boy lives in a shed at the back of the house.  His grandparents don’t know if he comes to school or not.  (Student)

One student has to look after his alcoholic parents.  (Teacher)
· Student attitudes and habits

There was some evidence to suggest that family attitudes to attendance also influence decisions students make.

In my form class there are two boys who don’t turn up.  They stay home and play cards.  The parents have been notified but they’re at work all day.  The kids don’t see coming to school as a priority.  (Teacher)

Non-attendance also becomes habitual.

Some just never get into the routine of coming to school. They’re never here enough.  (Teacher)

The more schooling students miss, the more difficult it becomes for them to catch up and cope with the work and the more difficult it becomes for the teacher to meet their needs.  It isn’t surprising that a common response is for attendance to deteriorate.  The student feels alienated from school and the failure spiral continues.

· At-risk students

There are a number of students in each of the schools (though the numbers vary from school to school) who, for a range of reasons, are physically, socially, and therefore academically, at risk.  These students could be -  

· taking drugs, sniffing glue or drinking meths

· pregnant 

· running away from home to escape from violence and/or abuse

· running away from home (girls in particular) because their parents won’t give them the freedom they want, to do things like going out at night, going out in the weekends with friends, meeting with their boyfriend

· involved in criminal activities

· experiencing chronic behavioural problems

Attendance systems
All schools have roll-check systems in place for form teachers to record daily absences and for subject teachers to check for class absences.

Daily absences

In all schools it is the form/tutor teacher’s responsibility to check on absences.  Most schools request that notes be given to explain absences.  Some schools encourage parents to phone in.  If the student returns to school the next day but a note is not forthcoming, it is generally the form/tutor teacher’s role to contact the parents.  The rigour with which this is done varies from school to school and from teacher to teacher.  

All eight schools now have access to Truancy Officer programmes.  None of them has their own Truancy Officer.  They are shared with other schools in the district.  The Truancy Officers deal with all absences referred to them by the school - generally by Deans or Whanau Leaders and usually after a student has been away for a set number of days.  The contact may be made by phone or by a visit to the home.  In some schools the Truancy Officer will be the first person to follow-up on an unexplained absence.  In other schools, the Truancy Officer is called in only if the school teachers are unable to make contact with the family themselves.

Class absences

Subject teacher roll-check schemes to monitor wagging students vary from school to school.  There are systems where students collect absences from each class each period.  In some schools, teachers send slips to the office at the end of each day for office staff to collate and return to form teachers.  A third system involves Deans rather than form teachers taking the major responsibility. They check all subject rolls for their year level at the end of each day and then follow up with the students.  These schools generally have two Deans per year level.

One school has what is called a Form Book for each Year 9 and 10 form class.  This book travels with the class throughout the day and is used by core subject teachers to record absences, class behaviour and effort and any other relevant comments.  This book is checked by the Form Teachers at the Form Time each morning and by Deans at the end of each week.  While some students reported instances of students beating the system by doing things like “stealing” the Form Book and then wagging so that their absence will go unrecorded, students and teachers said that generally the system works well.  The difference between this and the systems in operation in other schools is that it focuses on the class rather than individuals and  promotes more collective responsibility for class behaviour.  At its best, it provides the Deans and Form Teachers with ongoing descriptive information that can be used to monitor the performance of the class and to respond proactively rather than reactively to any difficulties being experienced by the teachers, the class, or particular students.

Difficulties experienced by the schools

Complexity

Because students may be out of school or out of class for a variety of reasons, it is often very difficult for teachers to keep track of which students are legitimately absent and which are not.  This is demonstrated by the key used in some schools to mark the roll.

A    Absent

W    Wagging

E    Explained absence

D    Doctor/Dentist

M    Music

C    Councillor

B    Sick bay

X    Present

Q    Query

L    Late

U    Suspended

Inaccurate or inefficient systems

Whoever is collecting or collating the data needs to accurately enter the information.  This is a very time consuming task.  There is more room for error when students are involved e.g. when students collect absence lists from classrooms or when they are involved in transferring this information to master sheets.  Student “error” may be deliberate.

Some schools have computer systems in place but even feedback from them is not always useable.

· The new attendance system has flaws.  We have to keep two sets of records.  The computer printout is very complicated and is always a week old.  The old roll books were better.  (Teacher)

Inaccurate contact information

The schools all reported major difficulties in maintaining accurate contact information for every student.  Phone numbers and addresses can change frequently, maybe several times in one year for one student, and the school is rarely notified. Changes occur for the following reasons - 

· phones are disconnected if bills are not paid and new numbers are allocated on reconnection

· numbers are changed by families so they can’t be contacted eg by family overseas making collect calls or by children’s friends 

· phone numbers may be unlisted and not known by their children (some parents use this as a way of stopping their children from spending hours on the phone)

· they move house (this can also mean a change in phone number)

· parents may change jobs and do not notify the school of the change in daytime contact information

· students can move between the households of extended family members

· there may only be a work number to call but they may not have a job that allows them ready access to a phone and employers will not let them take calls and in some cases will not even take a message

· students know the new telephone number but say they don’t have the phone on any more or that it is unlisted and they don’t know it

There are some students in every school who do not have a telephone in their home at all.

Maintaining emergency contact numbers for each student is even more difficult.  Some parents say from the outset they can’t think of an emergency number to give the school.

Teachers can spend hours and hours trying to track down students and their families and often this work must be done at night and in the weekends.  It is not as simple as looking up a student’s record and making a phone call.
We have serious difficulty tracking parents down. They don’t realise how big and complex a school is and how important it is for us to get hold of them if we need to.  (Teacher)
The school staff report that very few parents make the effort to keep them informed.  In one school a child was taken overseas for several months.  Not only was the school not informed, but when the parents were finally contacted (after nine separate phone numbers had been given and tried) the parents did not know that the child was not in the country or at school.  While this may seem an extreme example to the reader, there is not a teacher at these schools who would be surprised by it.
Slow or inadequate follow-up

All schools talked about the need to respond promptly to waggers and truants.  They also need fast and comprehensive feedback systems in place.

The consensus is that ideally waggers should be dealt with on the day.  Teachers can have the information two minutes into the period that a student is missing but none of the schools has the personnel to respond and do the immediate follow up.

With waggers you can’t afford to be a day late.  (Teacher)

Sometimes teachers will send a student to me to tell me so-and-so is wagging and they’re hiding in the toilets or they’ve gone down to the shops.  But most of the time I’m teaching and I can’t leave my class and go off and find them.  There isn’t anyone to do that.  (Dean)

Even if all students were readily contactable teachers do not have the time to follow-up unexplained or condoned student absences.  The Truancy Officers were intended to fill that gap - they were much-needed additional personnel with a specific brief, the time, the knowledge of the community, and in many instances the ability to speak a language other than English.  It is clear, however, that the schemes are only as effective as the people involved.

Schools and the researchers have identified some difficulties with the Truancy programmes -

· Some programmes do not require any data at all to be kept

· Some programmes do not require that any feedback be given after the follow-up - either verbal or written

· Some programmes require feedback eg written summaries, but do not receive any

· Some schools are afraid to make the Officers accountable because of cultural sensitivities - they are afraid there could be a backlash from the community, especially from the ethnic group to which they belong

· Some schemes record and compare numbers which provides some limited data of the overall effectiveness of the programme in terms of numbers, but there are no records kept of individual students to monitor what difference the programme makes to individuals

· Because they are shared with a number of schools, it still takes a long time for some students to be tracked down.  It also means that the focus is still on the worst cases, rather than all cases, making the programme less proactive

We now wait three weeks for (Truancy Officer) to follow up on kids and Visiting Teachers aren’t allowed to deal with truancy.  (Teacher)
I have grave concerns for our absentee programme, people don’t get the information quickly enough.  (Teacher)
We have about six kids away this term that I can’t do anything about.  I have nobody to put out on the street to check it out.  When the kids vanish, the ones under 16, I try to check on them but I can’t always.  When I contacted the Ministry, they just said, “Take them off the roll and notify us”.  (Teacher)
· One school considers themselves lucky to have the calibre of the person they have when in their view, “the job isn’t paid properly”.
Overloaded teachers

Systems only work as well as the people operating them and teacher consistency in adhering to the system is crucial.  A number of teachers talked of themselves, or others, feeling that the problem was too big  They were too tired and didn’t want to try any more.

You get hardline - why bother?  I’m less prepared to try too hard with the recidivists.  Tutors are less efficient in dealing with it.  It shouldn’t be too hard to make contact with parents but some are just too tired.  Some teachers do nothing.  (Teacher)

We don’t follow things up so in effect we aid and abet.  Other things swamp us.  (Teacher)

Validating absences

A number of teachers talked of the dilemma of whether or not to believe the students.  Students readily admitted to the researchers that if parents don’t know they have been absent from school and teachers pressurise them for a note, the students just forge one.  The students are also expert at making “excuses”
 and teachers are wary of calling them liars.

You don’t know whether it’s a genuine excuse or not - even when you know the students well.  We get lied to.  It’s a real dilemma because you want to trust them.  (Teacher)

Integrating students back into programmes or into school itself

Erratic attendance means students miss out on crucial teaching and learning opportunities.  Sometimes they can miss whole units of work, which can mean the difference between getting or not getting a qualification.  In order to catch up when they return to school, the teacher has to plan a special programme for them and give them additional individualised help.

It’s hard to get them back into things when you’ve been building up a unit of work - you’ve watched a video or read a book.  What do you do with them?  (Teacher)
When they return you have to drop everything to help them.  For some of them you have to give them something quite focused, something they can complete in one period because you may not see them again for weeks.  (Teacher)

In cases of chronic truancy, teachers say it is inappropriate and a waste of time to immediately attempt to integrate chronic truants back into mainstream classes.  Some may never be in a position to integrate back into mainstream classes.  In the view of these teachers, that shouldn’t mean they are denied learning opportunities.  These students are alienated from the school system and have special needs that are not going to be met in a fragmented day with room changes, teacher changes and a programme that is not geared to meet those needs.  Two schools have such programmes.  One is staffed, on an annual basis, by the secondary school and partly funded by a local church.   The other programme, begun this year, has no funding at all and is staffed by community volunteers, one of whom is a trained teacher.  It was started in response to an obvious and desperate need to attempt to do something for a group of Maori girls who were chronic truants.  At the time the researchers were in the schools, the programme was in danger of collapsing because of the difficulties in maintaining a programme reliant on the goodwill of a few people and a fragile school support structure.

The data show that all the schools need accurate systems that are easily managed by teachers, including relievers.  The data need to be processed quickly - immediately for latecomers and waggers; no later than the next day for absences.  This requires office staff to input data. There should be sufficient personnel available to follow up on all students, not just the chronic cases, given that wagging and truancy are early indicators of students at risk.

In order for any system to be proactive, there needs to be adequate follow-up with students and their families, not just for truants but also for latecomers and waggers.  If families are involved, there may be a need for ongoing liaison and support, including helping them to access other agencies should that be needed.  There needs to be sufficient personnel available to each school to ensure that this follow-up happens speedily and effectively.

Any system needs to be consistently followed by teachers and by any additional personnel involved.  This should be monitored by senior staff.  The roles of additional personnel need to be clearly established and in writing with accountability systems in place to ensure that position descriptions are being followed.

An effective long term monitoring process needs to be in place.  Figures need to be kept to ascertain the overall effectiveness of each programme and to compare and contrast any different programmes that schools may have in place.  Data on individual students also need to be kept to ensure adequate feedback to other people involved with the student and to provide more in-depth data on the success or otherwise of the programme.

8.7 
School organisation

School structure

Seven out of the eight schools have some form of vertical organisation within the school.

· One of the schools has year level form classes but a vertical house system that operates over the five year levels.  The primary purpose of the houses is to provide interaction between the range of year levels and for inter-house competitions.  Pastoral care is overseen by year-level deans.

· Three of the schools have a vertical system of houses (I school) or whanau (2 schools) that include students from all year levels.  Students are divided up into smaller tutor groups within the whanau with students from all year groups represented. The main purpose of the house system is for traditional inter-house competitions.  All the whanau systems have a pastoral care emphasis.

· Three of the schools have a vertical whanau system but have modified it to allow for separate year-level tutor groups within each whanau.  One school has separate tutor groups for years 9, 10 and 13, with combined tutor groups for years 11 and 12.  The other school has separate tutor groups for years 9 and 10 and combined tutor groups for all the senior students within each whanau (years 11-13).  One of these schools has organised their whanau on ethnic lines.  There is a whanau each for Maori, Samoan, Tongan, Cook Island Maori, Niuean students.  In all of these schools, whanau leaders take on the primary pastoral care role.  The teachers in the school with whanau organised on ethnic lines also have the responsibility of promoting the culture of the whanau they belong to.

· One school does not have houses or whanau.  Form classes are organised within year levels and pastoral care is overseen by year-level deans.

The two schools which have houses and promote competition between the houses reported favourably on these systems.  There is a lot of friendly rivalry between the houses and many students reported enthusiastically about the competitions.  Both schools have two elected student leaders per house.

There are four houses with twelve tutor groups in each.  It keeps everyone socialising together and I get my seniors to help with the responsibilities.  The house competition is strong and the kids really love it.  (Teacher)

In the school with houses but horizontal form classes, there was quite a clear pecking order between the different year levels.

There were mixed messages about vertical tutor groups.  Some schools said they were successful in getting the students to socialise across the year groups.  Other teachers and many students said this doesn’t happen.  Some teachers said they don’t get to know their students well enough because they don’t teach them.  This is ameliorated  in the schools where students stay with the same tutor for more than one year.  The importance of someone providing ongoing contact and support eg a dean, tutor, or designated mentor, has been referred to elsewhere in the report
.

The schools which have horizontal tutor groups in place within vertical whanau did so for a number of reasons.  They didn’t observe the students voluntarily mixing across year levels in the tutor groups.  They wanted to create a less overwhelming and fragmented transition to secondary school for their year 9 students.  They also wanted to create a senior school culture and to do this those students needed to be together as there were not sufficient numbers within each whanau for this to happen.  The school which has established a separate tutor group of 7th formers did so to ensure that their particular learning and study needs would be met as well as to foster pride in being part of the senior school.

The history of the ethnic whanau system has been turbulent from the beginning, although there was a period not long after they were established that teachers described as positive.  While staff and students were able to cite benefits, the current consensus is that the system hasn’t worked.  The reasons for this are complex and relate to personalities as much as they do to the system and it is difficult to separate the two.

All schools have a designated time at the beginning of the day for marking the roll and daily notices.  This is done in form classes or tutor groups.  Some have quite short periods for this e.g. ten minutes and where this is the case, some teachers remarked that this does not allow sufficient quality time with the students.

We get 10 minutes for tutor time to mark the roll, look at absence notes and give out the daily notices.  There is no quality time to spend with the group.  The 20 minute slot is more useful.  (Teacher)

Many students described this time as a waste of time and boring.  Some of the schools use the tutor groups primarily for this function of roll marking and notices.  Other schools use them for other purposes and provide additional time, either by extending the time in the morning or adding in a session immediately after the lunch break.  This additional time is used for such things as study, learning assistance, class meetings, SSR and peer reading support.  Set days are designated for different activities.  The data and researcher observations suggest that the success of tutor groups in general and the effective use of additional time for other activities are dependent on the skills and attitudes of the teachers.

Assemblies are seen by many schools as a way of building and maintaining school spirit.  All schools have a schedule of assemblies - a combination of full school, junior, senior, girls and boys.  The schools that hold full school assemblies every day report that these are good opportunities to build school spirit although some teachers and students would like them to be a more positive start to the day with things like singing, short student performances and more student involvement rather than sole concentration on notices and airing the bad things.
All of the schools have a system of deans or whanau or house leaders or a combination of the three.  In a number of the schools these teachers stay with the same group of students during their time at the school although this is obviously, and occasionally quite seriously, disrupted by staff changes.  The two schools with horizontal form classes have two deans per year level except for year 13.  They have a pastoral care and discipline role and have oversight of students’ learning and programme delivery for all the students in their year level. In one case, there is a policy of having  one female and one male dean.  A number of the schools have house or whanau leaders, who primarily have a pastoral care and discipline role, and then a deaning system for each year level.  In these cases the deaning function is related to students’ learning and curriculum delivery.  Many of these teachers carry a significant workload.

Like most other secondary schools, all of the schools are organised into subject departments with a Head of Department who has oversight of curriculum administration and delivery in their subject area.  In schools where there are appraisal processes in place, these teachers are also involved in appraisal of staff.  A few of the schools are working towards rearranging the departments into faculties in line with the new Curriculum Framework.  Many of these teachers (HODs) have been very involved in implementing the recent changes to the Curriculum and/or changes to the Qualifications Framework and the writing, administration and moderation of unit standards.

Management structures
Most schools are organised in a way typical of most secondary schools with a senior management team comprising the principal, deputy principal, assistant principal and possibly another PR holder. This person may be a senior head of department or have special knowledge or skills.  Sometimes this person is the guidance counsellor.  Some schools include their executive officer. Many of the schools are constantly reviewing and refining their school and management structures.  Last year, one of the schools reviewed their management structure and this resulted in a flattened management structure that is endeavouring to empower more people. Feedback at this stage from school staff is very positive.

Staffing

Many of these schools are difficult to staff.  Physically, some of the schools are not attractive.  They are known to be difficult and demanding schools and some have received adverse publicity.  When the schools have falling rolls, job security is an issue.  Teacher shortages, such as those being experienced at the moment, affect these schools more than other schools and there is constant anxiety on the part of senior staff that they will be unable to recruit sufficient and quality staff.  They also experience difficulty in retaining staff, as some teachers can’t cope.  They feel the job proves to be too stressful or difficult and they can easily find alternative positions in other schools.

We have advertised for a reading teacher three times and altogether only two people have applied.  (Senior Management)

We have some gifted and talented teachers but we also have a high number of relievers and a high turnover of staff.  At the moment we have key specialist teachers missing including two heads of department in core subject areas and a computer studies teacher.  It puts so much pressure on the rest of us but ultimately it’s the kids who miss out.  (Teacher)

We are getting no applicants for jobs, or only getting non-registered teachers or people who can’t speak English.  These kids deserve better than that.  (Senior Management)

We have problems with teacher retention.  People leave and can’t be replaced with what you need.  You “make do”.  We don’t get good applicants and relieving teachers aren’t the answer.  (Teacher)

We don’t like having changes in teachers, it’s hard to get used to their ways.  In one of our subjects we’ve had four changes of teachers this year and three of them have been relievers.  (Students)

Not only do some of the schools find it difficult to get staff, they also find it hard to get the right staff.  

We need teachers who are unshockable and who are very flexible.  They need to have an empathy for the students and to command respect.  Some of these are hard to pick at an interview.  In an ideal world, they should have a trial run first.  It often works that way, we have ex-pupils and student teachers who come back.  (Senior Management)
The single most important thing is to have quality teachers and if we’re going to attract teachers like that we’re going to have to pay for them.  We have a lot of teachers here who care but some are not quality teachers.  Caring is not enough.  The students need strong teachers who are clear about discipline and will make the kids sit down and learn.  They need to know how to make learning fun, so kids won’t be bored.  (Senior Management)

Professional development, appraisal and support for teachers

Almost all of the schools have active professional development committees with teacher or departmental representation.  For some of the schools in recent times, whole staff and some departmental professional development have focused on the Curriculum Framework and unit standards.  The most commonly mentioned professional development needs were -

· behaviour management strategies

Our teaching loads are heavy enough without having to front up every day to difficult kids who are rude and disruptive.  It’s so stressful.  We need more PD in this area.  (Teacher)
· dealing with teenagers 

At a guidance meeting we decided we need to work with staff who have not done face-to-face conflict resolution stuff with kids.  They need to have those skills for their classroom teaching and also for things like duty.  (Teacher)
· multi-level teaching

Multi-level teaching strategies are less strong now than they were, and we need to use them, especially in the junior school.  (Teacher)
Some haven’t got the classroom management skills.  They know their subject but they haven’t got the teaching strategies.  (Teacher)
· Learning through Language training

LTL programmes need to be ongoing.  The kids like the strategies.  But we all need follow up to check on how we’re using them until it becomes an automatic part of our teaching.  You need to build up your repertoire of strategies.  Once you’ve got them it’s easy but we need deadlines and external pressure to make it happen.  (Teacher)
· adapting the curriculum to meet students’ needs

The staff are scared of cross-curricula work and learning about teaching and learning strategies.  They are safe in the knowledge of their own subject but they don’t know how to break it down to the kids’ level.  Some are trying and finding it difficult.  (Teacher)

· communication skills

I saw a teacher yesterday do a lot of group work.  She has good facilitation skills.  I know I need to improve my facilitation skills and my language strategies.  The kids have language barriers but then, so do I.  (Teacher)
· cooperative learning

We’ve had a cooperative learning course in place for most of the staff but we’re going to have to keep working at it.  (Teacher)
A few teachers said they would like the opportunity to observe and learn from other teachers who are skilled at working with these students.

I would like to see the teachers who know how to educate our kids.  It could help some of us move.  I know I badly need that expertise.  (Teacher)
None of the schools has an appraisal process in place that the Senior Management described as fully operational and/or effective.  Most of the schools have a policy and a small number have recently redrafted their policies.  Some of the schools described their programmes as just getting off the ground.  Those that have a process in place described hierarchical systems with list A teachers being appraised by HODs, HODs being appraised by the Senior Management Team and the principal appraising them.  All of the schools have some staff who are knowledgeable about appraisal processes and/or are comfortable about being  appraised.  There are also staff who are uneasy about aspects of it or feel threatened and /or are very resistant.  All principals were aware of the Performance Management Guidelines due to be implemented in 1997.  None of the schools had appraisal programmes in place for support staff.

A number of teachers talked about how difficult they found teaching at the schools when they first arrived.  This group included teachers who are highly regarded by other staff.  Some had been recruited from the intermediate system, others had transferred from other but very different secondary schools.  Almost all of them indicated they’d had supportive HODs and access to other supportive colleagues.  Nonetheless, most of them said it took close to a year for them to feel on top of things.  None of the schools has a comprehensive and structured induction programme in place where teachers are given information about, the students’ backgrounds or cultures, information about, and opportunities to practise, the behaviour management strategies in place in the school (and some schools have quite specific strategies) or any other strategies, particularly in managing students’ language difficulties, that make it easier for the teachers to feel confident and for the students to feel confident in them.  Some teachers are left to get on with it and they find it hard to ask for help, even when staff have said they are happy for them to do so.  Typically, staff are given information about school organisation and routines but are not given assistance with classroom management and programme delivery.

They had been going through (subject)teachers like tissues before I arrived, especially females.  I was a really good teacher but I found it really hard.  I wanted to leave after the first year and it took a lot of persuading to make me stay.  I found it hard to handle their behaviour and I had to learn to slow down and be precise.  There were excellent routines in the Department and I had a great HOD to help but there was no training programme.  I learned as I went and I found it incredibly difficult.  (Teacher)

I found it so hard at the beginning.  I needed to know the reasons for their behaviour.  I needed to know more about their needs.  It was such a shock at the beginning and I wasn’t prepared for it.  (Teacher)

Until you’ve been here you don’t realise what you’re in for.  There were lots of surprises and I had a hell of a time for the first couple of terms.  (Teacher)

I came here with different perceptions of what teaching is like.  At the end of the year I was totally exhausted.  I thought, “I can’t do this!”  I wasn’t making any progress.  The teachers were supportive in general but I had to ask for help and I found that hard.  It was also reactive rather than proactive.  I needed an induction programme with one support person that I had ready access to - maybe next door - who was able to give me time.  I needed help even before I started working with the kids.  I wasn’t prepared enough for what I had to handle.  (Teacher)

The assumption is you know what to do.  Handbooks aren’t read.  We need an induction programme for staff.  (Teacher)
Student leadership

The AIMHI schools with falling and smaller rolls all commented on the dramatic impact this has had in the reduction of senior students in the school.  These schools sometimes find it difficult to find sufficient prefects of high calibre, need more high-achieving role models and do not have enough good seniors to fulfil the range of leadership roles normally assigned to year 13 students.  There are positive spin-offs for schools when they have a strong senior school and particularly year 13 students.

We need more student leaders and role models.  We used to have lots of senior students who were well respected but then the roll dropped.  (Teacher)
Most of the schools have a prefect or student leaders system. In some instances they are chosen from across the 7th form, in others, especially the smaller schools they are selected from both the 6th and 7th form.  There is not a lot of data to suggest that the systems work particularly well.  Where they do, the prefects are given status, authority, responsibility and teacher support.

The student leaders are like prefects.  It’s a way of rewarding and acknowledging special students.  They have weekly meetings and carry out a whole lot of duties and do a lot of organising of events..(Teacher)

The student leaders have shown marvellous skills.  They’ve been a real plus.  (Teacher)
In one school, the prefects, and even the entire 7th form take on a number of key responsibilities.

The responsibilities given to the 7th form are great.  Every 7th former puts their name on a committee.  (Student)

The 7th form are the leaders and role models.  They have a lot of authority and a lot of privileges.  (Student)
Some students at some of their schools would like their prefects to be better role models.  The examples are all from schools with smaller rolls.

We should get prefects who don’t smoke.  They try to be leaders but the students shame them behind their backs.  They should do their job properly, like not smoke.  (Student)

The prefect system doesn’t work well.  They’re not doing their job.  They’ve got too many friends.  They’re not committed to the system and we don’t respect them.  (Students)

There’s no real respect for the prefects.  They’re not special.  (Student)

A number of teachers and students from some of the schools would like to see students, especially year 13 students, given more responsibility and some rewards for being the senior students.

I would like to see the kids take more control in the school.  Everything is very teacher-directed.  The 7th formers are not given enough responsibility.  I would like to see them run assemblies.  (Teacher)

I would like to see the senior students have a higher profile in the school.  It’s very controlled.  (Teacher)

The senior students all need leadership roles, they should all be representatives in some way.  (Student)

We don't give the kids leadership chances.  Staff think the kids are not able.  We’ve discussed a school leadership scheme but we need to do something about it.  (Teacher)

The prefects don’t do much.  It’s a title and you get to wear a badge but you only do duty.  There is no real authority or responsibility to go with it.  (Student)

Our 6th and 7th form are treated like juniors.  We have no senior leadership because we don’t support it.  We must trust and respect them.  If we give them status they will lift themselves to that status.  For instance, they have no common room.  We encourage some individuals but the whole senior school needs it.  That motivated me to get to the 7th form.  (Pacific Teacher)
A few teachers mentioned the need for leadership training and the benefits of providing them with ongoing support .

The firmness of leadership is too hard for some of them.  If we had more time we could support them more to do it well.  (Teacher)

Our kids have leadership potential, they just need a lot more training.  (Teacher)

One school held a leadership training camp for some 6th and 7th formers at the beginning of the year.

They were selected people.  It was a serious undertaking and it worked very well.  (Teacher)
Seven of the schools have school councils with representatives elected from across the school.  The feedback about six of them is not particularly positive.  The council with the positive feedback has just been re-established this year and undertook some major projects that have maintained their profile and produced outcomes that have pleased the students.

The data show that a combination of the following reasons prevent them from working effectively -

· teachers choose the representatives

· students choose but are not clear about the criteria on which to base their selection and the wrong people get voted in

· have nothing to talk about

· there is no formal time in the form classes or tutor groups to raise or discuss issues

· they have no responsibilities

· nothing happens to issues sent to the council

· it takes too long to get back to the students

· there is no feedback, or inadequate feedback to students

· junior students are too shy to speak in front of seniors

· they have no authority and teachers override their decisions

· teachers dominate the council

· every level of the school is not adequately or equally represented

· some representatives don’t show up to meetings

Almost all the schools have peer support or buddy systems in place and  students and teachers are very positive about the outcomes of the programmes.  While some focus on a pastoral care role, others are linked with SSR and peer reading programmes.

The peer support programme operates twice a week during whanau time.  There are some outstanding leaders.  Lots of the kids are naturals, they’re much better at it than middle-class palagi kids in my experience.  If the form teacher is away, they have no trouble taking over.  (Teacher)

There are always plenty of volunteers for the peer tutoring, we only ever have to put over one notice.  Some were tutored themselves in the third form.  (Teacher)

Some junior students would like the buddy system to continue for a longer period during that first year.  The perception is that the buddy activities just “tail off” and because there is no official end to the programme, the students perception is that the seniors are no longer interested in them.

It didn’t last long enough.  When we were 3rd and 4th formers the seniors really pushed us.  (Student)

The peer-support programme was good but it finished.  They got sick of us.  (Student)

8.8 
Learning needs and styles

The data clearly show that schools and teachers are acutely aware of the learning needs and to a lesser extent, the learning styles of the students that attend the AIMHI schools.  Despite the constraints of an external examination system and the expectations of students and their parents that their school will conform to what they hear about and see other schools doing, in spite of the fact that students do not always arrive at school in a teachable state, and given that not all teachers have the will or skills to adapt their teaching and learning programmes to meet students’ needs and styles of learning, this section provides evidence of the enormous effort the schools and teachers have put into identifying needs and trialing strategies that will motivate students and help them learn and achieve.  Student needs, in general, have already been covered
 but to assist the reader, students’ learning needs are specifically referred to in this section.  There would be advantages in these two sections being used in tandem.

Learning needs
Not achieving at year 9 levels

The students arrive at the AIMHI schools in year 9 with a wide range of abilities and needs.  The consensus is that while there are some students who are able to begin with the year 9 curriculum, there are many who are not able to do so.  For a range of reasons, often beyond the control of any school
, many students enter secondary school without the language and/or the numeracy skills to adequately manage the standard year 9 curriculum.  

For many, their learning needs are defined by their lack of learning tools especially language and numeracy skills. (Teacher)

Teachers described this group as being up to two or three years behind in these areas.  Meeting this very wide range of learning needs is compounded by the high numbers of students at each school for whom the curriculum must be adapted in order for it to be comprehensible and manageable.

The language needs of the students are described more fully later in this section but the following quote reflects the extent of the difficulties the teachers face.

Some arrive with no English at all.  Then there is this big group who arrive without the reading and writing skills to handle the third form curriculum.  They’re behind.  It’s usually not a reflection of their ability, it’s just that they have problems with articulation.  We find it hard to measure their abilities and equally hard to bridge the gap so they can catch up sufficiently to sit School C in three years.  (Teacher)
Maths teachers at the schools also described the difficulties many of the students have with numeracy skills.

Many of them are behind in all areas and that disadvantages them from the start.  We tested their Maths concepts and most of this group are 2 to 3 years behind.  There are some who are operating from a Standard 2 to a Standard 4 level.  There are large gaps in their knowledge and understanding of Maths concepts.  About a  third can’t rename, two thirds can’t do long multiplication and only a minority can divide.  (Maths teacher)

I need to teach the basics before I can teach the rest.  We use class time to go over basic numeracy skills and to do this I have to sacrifice doing other work.  (Maths teacher)

The teachers were not saying that the students in this category lacked ability and most were not placing blame on the primary and intermediate schools.  What they were emphasising was that this group of students is not working at a year 9 level when they enter a year 9 class.  It is also important to note that not all students fit into this category.  Some are performing at or above year 9 levels but the data from the teachers make it evident that they are not the majority.

Making the learning relevant

In almost every class and across all subjects, teachers have to make adaptations, often significant, in order for the curriculum to be relevant for the students.  For many students, experiences have been limited
 or they bring different experiences and knowledge that are not reflected in the content or the approach of the curriculum. Teachers said that students  struggle with some subjects because they haven’t had the experiences to give them sufficient background to be able to cope with the curriculum at their level.

I want them to like Science but it’s too advanced for them.  They just don’t have the background and they sign off.  (Teacher)

Some teachers in some subject areas, particularly those where there is a new curriculum statement in place, reported that it’s better than it was, and that it’s more applicable to our kids. However, many teachers spend hours of preparation time and in-class time finding ways to capitalise on the students’ prior knowledge and making the teaching relevant to their experience and also to their different levels of skill.

Pressure to prepare students for School Certificate

Further pressure is also placed on teachers and students by the expectation from all quarters, and parents in particular, that all students will sit School Certificate and they will be ready to do so within three years.  There is a stigma of failure attached to schools and to students who can’t achieve either of these and this presents schools and teachers with their greatest curriculum content and delivery dilemmas and frustrations.  Providing teaching and learning programmes to meet students’ needs is often sacrificed in order to ensure the curriculum is covered within the required timeframe.  Teachers are constantly making choices between coverage and preparation for external exams, and meeting students’ needs.  For some students, these two demands are not inconsistent, but for many students they are.

We’re driven by coverage of the curriculum.  We keep saying we’ve got to get this done or that done.  (Teacher).

You have to look at the curriculum document and adapt it to the kids and their level.  I’m at loggerheads with one Department who stick rigidly to the curriculum, regardless.  (Teacher)

Many of these students can’t read and write at their chronological age but we are so focused on exams that the extra teaching they need gets left behind in the rush.  (Teacher)

We need classroom programmes that meet their needs.  Because we’re teaching to an exam prescription, we’re not always meeting their needs.  (Teacher)

A few teachers said they would like to see their schools offer a specially-designed two-year School Certificate course beginning in Year 11.  In their view, the students are not ready after three years at secondary school to sit the examination and doing so reinforces their feelings of failure.  They believe it would be better to carefully plan a two-year course rather than inadequately cover the course in one year and repeat it all in the second year.

Some are not ready for School Cert.  It’s not intelligence, they just need more time.  It’s not good to have two single years when both are a bit of a rush.  If they think it will take two years anyway then why not plan properly for a two-year course?  A good proportion would handle a two-year course really well.  (Teacher).

Language
When the students arrive in the schools they present with a wide range of language needs.  Some students are new immigrants and arrive with no English or very little English and find it difficult at that point to assimilate into mainstream classes without substantial assistance.

Some students who have just moved to New Zealand have no English.  They can’t even understand instructions like, “Be quiet”. They’re not wanting to be a problem but they are.  (Teacher)
We need an ESOL teacher here fulltime.  They can understand a few requests but they have very little spoken English.  They need a structured programme to begin with.  At the moment, they go into the Learning Centre with the handicapped students.  (Teacher)
Some of the kids have no English.  They will drop out because we don’t have the resources to deal with them.  (Teacher)

Some students are slower learners and require additional help in order to reach a standard that will enable them to adequately function in the community once they leave school.

I had one third former who couldn’t read or write.  His book work was non-existent.  He became very frustrated and angry.  His outlet was anger.  (Teacher)
The biggest group comprises students who are often able but behind their chronological age in reading and language skills for a range of reasons.  They need additional help in order to close that gap, and possibly extended time in order to gain qualifications.  These students may have been born in the Islands but have been in New Zealand for some years.  They have been here long enough to have learned how to speak English but are still needing support.  Others come from families where English is not spoken at home and English is the students’ second language.

They are kids who have vocab levels to the first 1000 words.  They need support in their classes like teacher aids or teachers who are trained.  They are the kids who end up in our alternative English classes.  They have never really learned English, they’ve just picked it up from their peers and TV.  (Teacher)
For others, English and one or more other languages may be spoken in the home but they are not proficient in English, and possibly not in the other language(s) either.  Even in the minority of homes where the students’ families only speak English the teachers describe their English as social or conversational English.

The teachers talk a different language.  I’ll be talking to a student and they won’t understand me.  Another student will repeat it using their structures and vocab and the other kid will understand.  (Teacher)

The language they speak at home is different to transactional school language.  They use their own slang and they think that it’s English.  It’s up to the teachers to make it easier for the kids but that is a big hurdle for me.  (Pacific Teacher)

Their home language might be English but it will have different structures that are non-standard, its a variant of English.  It’s OK for verbal communication but it stamps them in a particular socio-economic background.  (Teacher)

I say to them, “When you do this work, you have to follow the language rules”.  For instance, they can’t use “yous” for the second person plural.  But how much do you modify their speech patterns, because it will distance them in their home environment.  (Teacher)

There was general agreement however, with the teacher who said - 

The students need formal English to do well in our system.  (Teacher)

The teachers reported that many students have not had access to pre-school experiences or books or the kinds of conversations that would have given them the vocabulary or structures necessary to work easily with the school curriculum.

The language is beyond many of them.  I have to explain every single concept like cheque, account, receipt, invoice.  I used the word subtracting and someone asked me what it meant.  It’s the lack of being able to connect their experiences with what they learn at school.  (Teacher)

Some can read but they can’t understand the context.  (Teacher)

Many of the students aren’t aware of the subtleties of language, the idioms, the inferences.  Their lives revolve around weddings and church, not news and politics.  (Teacher)

The biggest part of the load is teaching the language not Science.  (Teacher)

The teachers cited examples of how these cultural and socio-economic issues can combine to disadvantage the students in managing the curriculum.  For instance, many of the textbooks are written in formal English and take for granted that students will understand the vocabulary and the contexts.

The textbooks are not written for (English as ) second language learners.  (Teacher)

I had to rewrite the Music books so the kids could work from them.  (Teacher)
The text books are printed for national levels.  These kids shy away 

from texts.  (Teacher)

Another example given was examinations which use formal and at times quite complex language.  Teachers reported that the exam language prevented them from adequately representing what they know.

Language is a part of it.  They’re not articulate enough to answer questions in exams.  (Teacher)

Bursary language is a handicap.  The instructions are deceiving even for fluent speakers.  The kids may know the answers but are confused by the vocabulary.  They’ve said to me afterwards, “I could have done that!”  They were penalised by the language. (Teacher)

Bernstein has a theory about lower-class language.  The thesis is that if these kids go to a privileged school they come closer to using exam language.  It’s a massive shock for our 5th formers because (for a number of reasons) we don’t do exams in the 3rd and 4th form.  (Teacher)

If they could do exams orally, they could show exactly what they know.  (Teacher)
In order for their language needs to be met, many of these students need assistance that cannot be provided in a regular classroom with a regular teacher who is doing nothing different from any other teacher of that year level in another part of the country.  While there are students who have similar needs attending other New Zealand secondary schools, it is the fact that the great majority of the students in the AIMHI schools are in this category that makes it especially problematic for these schools.  While there are some students who do not need any extra help and are quite able to work with the curriculum at their year level, or in the case of bright or talented students well beyond their year level, these students are in the minority.  Most of the students need assistance with their English in some form or another.

More than 70% of our students need help with their English but only a small fraction get access to the special ESOL programme.  We’re not meeting their needs in that way.  (Teacher)

ERO were wrong to say 80% of the students are illiterate.  Language difficulties are a big problem but that isn’t an accurate description.  In our school, we have about 20% who you could describe as illiterate.  60% are experiencing some difficulty with language.  Another 20% are on or above their chronological age.  (Teacher)

Many of the students come in at Standard three and four levels.  It’s not the fault of the primaries or intermediates necessarily, its just that they’re not even at the starting blocks to begin with.  (Teacher)

Language is a constant problem.  I have minimal ESOL knowledge.  We need specialists.  Our School Certificate kids are blocked by their language ability.  They are capable, they just don’t have the language they need.  (Teacher)

Resources to support their learning

Teachers experience difficulties at all year levels but particularly with juniors, with students not arriving in classes with basic equipment like pen and paper. This has been referred to elsewhere in the report
 .  Teachers gave many reasons why this happens.  For example, for some students there may be no money to buy any or they are too afraid to ask because they know there is so little money to go around all the family members.  For others, they hope to use it as an excuse not to work.  For some, just getting to school may have been all they could manage, given circumstances at home.  Teachers find themselves unable to make judgement calls about where to draw the line with issues like this and for some, it is just easier to have spare pens, pencils and paper on hand to give out.  While they know this increases student dependency, as one teacher said - 

I just want to get on and teach.  I don’t want to spend every lesson in a battle over who has or hasn’t got a pen and some paper and why.  (Teacher)
A number of teachers, across a number of subject areas reported that there are few, if any, resources available to them in their subject area that are relevant to the age, language and cultural and socio-economic backgrounds of their students.  Some teachers have had to rewrite textbooks and prepare a range of other resources in order to have material available that is appropriate for the students.

Many of the students do not have access to the resources they need at home to complete assignments and do homework.  Teachers reported that many students do not have a dictionary or an atlas, or anything more than a community newspaper.  Very few, they suggested, would have access to a computer.

We did a unit that relied on the kids getting a newspaper.  Four out of the eighteen kids made a start but the others didn’t have access to the information.  So you have to change the curriculum and I’m not sure how to do that.  (Teacher)

The researchers saw very few computers in classrooms outside of the computer “labs”.  In most schools there are none in the classrooms and teachers have to book in advance to use the labs and often find it difficult to coordinate a lab time with the period they have the class.  Those teachers whose students do have access to computers in their classrooms reported improved attitudes towards writing and improved skills levels.

We do our writing on the computer.  Their vocab has developed and their reading.  Their writing skills have improved hugely and their attitudes are changing.  For those kids who hate writing, they dictate and we do collaborative story writing.  It’s less threatening and as their attitudes change we’ll get them writing on their own.  (Bi-lingual English class)
Class sizes

In many classes, regardless of the subject, there will be a wide range in the levels of need, particularly high levels of language disadvantage and disability, and large numbers of students to whom this applies.  In addition, teachers must deal with the outcomes of poor health, poor diet, lack of sleep, the effects of home circumstances and family dysfunction.  There will be students with behaviour difficulties, some of them long-term, and students who have been mainstream.  Teachers in these schools are under enormous pressure and find it difficult and often impossible to appropriately plan and deliver a teaching and learning programme that meets the needs of all, or even groups of, students.  This is true particularly in the junior school, where in most of the schools, the numbers are higher.

Sometimes it’s just easier to gear it to the average.  I know I should be teaching at three levels but that means three lots of planning and resources.  I have a huge workload already and I just don’t have the time to maintain that level of planning with every class.  (Teacher)
The range of kids I have in my class is vast.  In my maths class, 5 are “normal” and the rest are below.  The weakest kids never make it because of lack of participation.  I just don’t get to work with them enough.  (Teacher)

We have up to thirty-five in each of our junior classes.  Given the range of needs we’re having to deal with, it’s hopeless.  (Teacher)

Because we’re so busy with the latecomers, the absentees and the disruptive kids, the others don’t get educated.  (Teacher)

Many teachers said that smaller class sizes would enable them to plan more effectively as the number of students they would be dealing with in total would be reduced, and more importantly, they would be able to give the students more individual and targeted attention.  In their view, and the data throughout the report would overwhelmingly support this, the needs of the students would be more adequately met if there were more teachers available and class sizes were reduced and if there were specially trained staff to deal with non-teaching issues such as lateness, absenteeism, behavioural problems and social and emotional problems.

We have such a huge range of needs in our classes.  If we had more teachers to reduce class sizes or pair teachers up in some classes, we could take out the slower and accelerate kids, we could provide more individual help for more kids with their reading, we could work more with their families, we could do a better job of preparing resources.  These kids need personal attention, they crave adults to talk to.  We need more support people too.  At the moment we have a lab technician for only three mornings a week.  It’s nowhere near enough.  (Head of Department)
We are constantly adapting our planning and resources to meet the kids’ needs.  Its not easy because the problems keep changing.  What worked last year won’t work this year.  And it’s so hard to find the time.  I try to cater for the different learning styles in my classes but I run out of time.  The staff have a lot of skills and knowledge, we just need the time to put them into practice. (Teacher)
The need for stability
A number of teachers referred to the need for classrooms to be places that are safe and secure and which provide the students with a stable environment.  As has been mentioned before, school is often the only place that provides this kind of environment for students.  Obviously, this is sometimes unavoidable, but when there are changes of teacher and lots of relievers, these students react more negatively, display more disruptive behaviour and take longer to adjust than students at other schools these teachers have taught in.  

They don’t like change.  They take a long time to settle down when their routine is disrupted.  Because I was taking on a new responsibility, I was released from being a tutor teacher.  The class didn’t like it at all, they were really resentful.  It had nothing to do with the new teacher, they just didn’t like the change.  (Teacher)

To minimise disruption and to create more security for the students, one school has already implemented home rooms in junior classes and a whanau in one of the other schools is trialing a similar approach
.

Teaching learning, study and work skills
The need for students to be taught study skills (eg how to study, how to do homework, how to revise and how to prepare for and sit exams) in an organised and systematic way from early in their secondary school years has already been documented
.

Some teachers also recognise the need for students to be taught basic, generic work skills (eg setting out work, setting out letters, note-taking, essay structures, group discussion skills).  Again, these would be taught in a structured and organised way, standardised across the school and transferable from one subject to another.  These teachers believe that students get baffled by the different methods taught for mastering these skills and that there are advantages in having all teachers reinforcing the same messages.

The kids get confused.  They’re taught how to take notes in one subject in a particular way and then in another way by a teacher in another subject, or even in the same subject!  We tried to get teachers to accept a “(name of a school) way” of doing things but a small group resisted and it didn’t happen.  But for the kids’ sake we should have done it.  (Teacher)

We don’t teach the basic learning skills as thoroughly as we should.  Like this is what you need to create a paragraph and this is how you structure an essay and we should use the same information across Departments.  (Head of Department)

The teaching and learning of meta-cognitive skills is also supported by a study currently being undertaken by Winder and Ryba.  The evidence suggests that the formalised teaching of these skills makes a marked difference to student performance in this area,  especially the performance of Pacific students.

Learning styles

Schools and individual teachers have identified and trialed a number of strategies that they say help these children to learn.  The purpose of this section is to highlight strategies that classroom practitioners say have worked for them and should be read in conjunction with the earlier section on the qualities and skills of teachers.

Learning by doing

The data make it clear that students are not motivated by lessons that involve a lot of continuous writing.  Given that the majority are experiencing language difficulties and do not write easily, this should not be surprising.  Many get bored with copying either from textbooks or from the blackboard.  Many of the students said they didn’t always understand what they were copying and a number said they were so busy copying that when they finished they were unable to recall anything of what had been taken down.  Few students said they didn’t want to write at all but it is clear that many students are penalised by having to write.
Many teachers cited evidence of students learning well when they are doing something.  This also came across very clearly from the students when they talked about wanting lessons to be varied and to involve them in a range of activities
.

Teachers use the wrong stuff - just writing.  We copy, they write.  We learn by talking and doing.  (Students)

The learning skills of fa’a Samoa are watching and doing.  These kids learn in a practical, “hands on” way.  The Socratic method is totally alien to them.  We need to learn about styles of learning that are culturally responsible.  This doesn’t mean we have to abandon any other methods, we just have to be skilled at incorporating a range of learning styles into the way we deliver the curriculum.  (Senior Management)

It’s a case of teaching the same content but teaching it in a different way.  If we’re doing a short story I’ll get the kids to do a crossword or cut up the story into passages and get them to match them up.  We’ll do cloze exercises or turn the story into a film with a setting and action and sound.  You’ve got to get the kids doing things.  (Teacher)
We shouldn’t reduce our standards and expectations, because these kids can achieve.  They just need practical teaching, they need to hear, feel and respond.  They need hands on experience.  (Teacher)

We don’t give them enough “hands-on” experiences and because of that, they’re not getting enough success.  It’s not rewarding for them because they’re not good at the things they’re expected to be good at, like writing.  (Teacher)

In the (Pacific) marae-based programme we apply the traditional learning skills - tactile, kinaesthetic learning,  They discover as they go.  (Pacific Teacher)
They are motivated by computers.  They’re visual and “hands on”.  They like it.  (Teacher)
Group work and cooperative learning
Teachers from all eight schools gave examples of the students working successfully together and in groups.  The teachers who use group work in their classes say it works because it is less threatening (students are not singled out to respond in front of the class), they help each other, there is no “shame” in not knowing what to do and they enjoy the interaction with their peers.  It can be set up by the teacher in a more formal manner or happen quite spontaneously.

The kids respond well to interactive learning.  They learn by listening, talking and interacting, not just with the teacher but with their peers as well.  (Teacher)

When we did “The Journey” programme we worked in groups. We did a geography mapping project in a group and we work in groups in PE.  Group work is great, you learn heaps.  (Students)

When we work in groups we really work hard so as not to let the group down.  (Student)

Some teachers reported that this isn’t always the case, although some pointed out that the same students probably wouldn’t be participating fully in the lesson anyway.  The group work just makes it more obvious.

The students work in small study groups at the Homework centre.  It’s an effective strategy and particularly good for morale.  (Teacher)

The students like working in groups.  They have a philosophy that if you’re stuck you help each other.  They get to share ideas.  There will always be a few who won’t join in. (Teacher)

The new Science Curriculum requires them to design experiments.  They have little training in that kind of conceptual challenge.  It’s a barrier, it’s foreign to their way of doing things.  They fail this task in droves.  They want to be told what to do.  The only way around it is cooperative learning, that’s the key.  (Teacher)

The kids help each other - it’s not one of my strategies, it’s one of theirs.  
When it happens everyone benefits including me.  (Teacher)
One department in one of the schools has specifically trialed a cooperative learning programme with senior students.  In the view of the teachers, it forces a shift away from teacher-directed to student-directed learning and achieves good results for the students and the teachers.

We’ve involved the students in lots of group work.  Each group had to develop and present their answers cooperatively.  The groups were mixed ability and the outcome was that it allowed the better students to work at their level and the others just came on board without being put on the spot.  It relies on the students taking the initiative to gain understanding.  It takes the focus away from the teacher, in fact you feel redundant!  They have been my best lessons.  (Teacher)

Another department in a second school trialed peer teaching during one of its units of work.  The students would work in “home groups” and go to different “stations” around the room to gather the information they needed.  They would then report back to another group and share what they had learned.

Cross-curricula programme delivery
Following an intensive professional development programme on different learning styles, one school has trialed blocking the timetable for English (including Social Studies), Maths and Science and team teaching across a thematic unit of study for junior students.  Teachers team teach and students are required to complete eight tasks within the timeframe of the unit.

The planning time is very time consuming and people have to be willing to do it.  (Teacher)

We had fewer behaviour problems when we trialed it and the kids were self-motivated.  It just takes so much energy and effort for the teachers to begin with.  (Teacher)
Blocking the timetable is ideal.  It allows the kids to accomplish something visible.  They never finish anything in a period.  (Teacher)

Using music in the classroom
A few teachers from two of the schools have music playing in the classrooms from time to time.  Feedback from the students and the teachers about its use is very positive.

If the radio is going we work well.  It keeps everyone quiet.  (Student)

They work really well with music.  They wouldn’t be upset if the teacher left but they would if the tape did!  They bring tapes like “Chocolate Box” or church music.  I just need to say that the music will go off if they don’t settle down and they’ll be quiet straight away.  (Teacher)

We learn best when there is dancing, songs and music.  That’s the style that works for our kids.  (Pacific Teacher)

8.9 
Curriculum

Curriculum organisation

The curriculum is organised in a similar way to most secondary schools throughout the country.  Most are still organised in departments although some are preparing to reorganise into faculties based on the learning areas of the new curriculum.

Programmes offered to students
All year 9 students are offered a core subject programme in English, Maths, Science, Social Studies and Physical Education and in some cases, Health Education.  At one school, students must also take an additional language course eg Samoan, Tongan. Cook Island Maori.  At another school, Religious Education is compulsory.  In addition to these core subjects, students then get the opportunity to experience a wide range of subjects over the year for a shorter period of time eg  a half year, a term which is designed to give the students an opportunity to experience a wide range of subjects from which they can plan their future studies.  Typically these subjects include Art, Music, Computer studies, Text Management/Typing, Business/Consumer Studies, Maori, French, Home Economics (sometimes split into Clothing and Home Economics) and Workshop Technology.  As in most other secondary schools there is not a lot of choice in the year 9 programme.

In year 10, each school continues with the compulsory subjects of English, Maths, Science, Social Studies and Physical Education and students select between two and five options from a range of subjects based on those taken in year 9.  One school with only two option lines, provides what they call an extended studies programme in which the students cover Health, Music, Maori and Computer Studies.  The Senior Management Team at the other school with only two option lines expressed reservations about only offering two options and that a broader subject base of four options could allow for more flexibility for the students when they reach year 11.

In years 11 to 13, all schools operate a multi-level programme where students are able to study courses at a level that suits their needs.  In other words it is possible for students to study a mixture of year 11, 12 or 13 courses.  In all the schools, some subjects are still compulsory for year 11 students, although these do vary from school to school.  For example, in one school, only English and Physical Education are compulsory.  In another, English , Maths, a Science subject (Science, Biology, Human Biology, Horticulture or Geography), Physical Education and Transition Education must be taken.  All schools offer non-School Certificate subjects such as Applied Maths and Practical English to their senior students.

Some of the schools lost their ability to offer more subject choices as the school roll dropped.  There was a range of views given by both students and teachers about what subjects should be offered students and how much time should be devoted to them. Some students, particularly the senior students, talked about having more or different subject choices.  They typically mentioned courses available at other secondary schools, such as journalism, photography, drama and languages such as Japanese, Spanish and French.  It is important to note that some senior students said they would prefer to work on fewer subjects and concentrate their efforts on subjects they are good at or on those they need to do well in, to get the job they want.

Some kids just come for the subjects they like.  They can’t see the point of the other subjects so they just muck around.  (Student)

I take Art, Woodwork, Graphics and English.  I’d like to drop Graphics and do double the English so I can pass the exam.  (Student)
A few teachers told the researchers they would prefer that students at years 9 and 10 spend more time on “the basics”, particularly reading, other English competencies and Maths rather than putting time and energy into a wide range of subjects.  Many teachers would like to see greater emphasis placed on the subjects at which the students excel and which capitalise on their abilities, particularly at the senior level and particularly for the less academic students.  These teachers would like to see more opportunities provided for the students in the area of the performing arts (art, music, drama), sport and in practical subjects such as travel, catering and office skills and basic electronics.

We want to develop the areas our kids are good in like the performing arts, sports and recreation, catering and hospitality and the creative arts.  We’ve identified these as the success areas.  (Teacher)

Our students have a natural ability in the performing arts.  Being part of the UNITEC (in the performing arts) course was a way to show them what vocations are available in that area.  (Teacher)

We need to offer subjects that use language in a different way, like drama.  They articulate in a different way.  It’s the same with dance.  Developing confidence in these areas would help them with their other subjects.  (Teacher) 

Art History is seen as a filler.  It should be swapped for print making.  It would provide a good background for a career in art design, they could achieve a unit standards qualification and it would meet the kids’ needs. It would be relevant.  (Teacher)

Their outdoor ability is stunning and they love it.  We need to promote things like sports science.  (Teachers)

Instead of History Geography and Physics we need to offer courses like Tourism, Communication and Office Skills.  (Teacher)

Senior management staff and teachers talked about the difficulties in establishing any new courses.  Schools must have sufficient numbers of teachers in the core subject areas in order to maintain their core subject programme in the junior school and to provide the sufficient options for senior students wanting to take a more traditional academic course.  Because of the smaller numbers on many of the rolls most of the schools do not have sufficient personnel to offer a range of alternative courses.  Many of the schools have falling rolls and are struggling to maintain teacher numbers in the core subject areas let alone provide additional staff for additional programmes.  For instance, in one school, a Music teacher left the school but because the roll was falling and a redeployment process had to be followed, a new teacher could not be appointed until another teacher left the school.  This meant the school struggled to maintain a basic junior school music programme and there was no music programme at all for senior students for some time.  The new appointment to the music position will have to have skills in at least one other subject area, preferably in the area vacated by the last teacher to leave.  Finding the right person was proving an almost impossible job for the Senior Management Team.  The views of the teachers at the school are reflected in the following comment - 

We should have an HOD in the Music and the Performing Arts plus an assistant teacher.  Part-time teachers and teachers aids are not OK.  (Teacher)
Another difficulty identified by staff was the cost involved in purchasing the resources for the more practical subjects.  Schools do not have the resources to provide all the materials students require and many families or students  have difficulty in finding the funds to provide them.  The following are just some examples given to the researchers.  A Workshop Technology teacher described the difficulties some students had in meeting the cost of the materials they needed to complete the 55% practical component of their School Certificate course.  A Fabric Technology teacher “scrounges” offcuts from clothing factories to ensure her/his students have fabric to work with.  Hardly any students, even those taking Music for external examinations, have their own musical instruments.  While some schools allow some students to take instruments home overnight, this is not the usual practice.  Some schools have very old musical equipment, some don’t have enough.  Most of the AIMHI schools do not have sufficient quality instruments to provide the best possible basic music programme for their students, let alone expand and enhance the programmes provided.  One school had a sports coordinator funded by the Hillary Commission for two years - 

It set us up well, we were really hitting our straps.  But when they (the Hillary Commission) pulled the plug, so did the school.  We now run the sports programme in the old-fashioned way and it’s so ineffective.  We’ve lost $30,000 in the budget and that includes money for equipment.  In about three years time there will be a crisis.  Sport is what our kids will succeed in, their potential is huge.  But the effectiveness of our programme is lessened because we don’t have the extra resources.  (Teacher)
Meeting English language needs
The schools are already doing a number of things in order to try to meet the language needs of these students.

Some schools have special ESOL classes in operation.  These are more commonly in place for years 9 and 10 students

We have a good ESOL programme.  There are a third form and a fourth form ESOL class plus a reading support person who withdraws students and comes into classrooms.  (Teacher)

Some schools do not have special ESOL classes but run ESOL as an option and require that those students needing additional English opt into that class.  In many of the schools, senior students in this position are put into regular classes and the schools are unable to provide them or their teachers with any additional help.  Some teachers suggested that new arrivals to the country who are unable to speak English, require a specifically designed induction course of  a few weeks, prior to their integration into an ESOL or mainstream class.  The purpose of this would be to give them give them intensive language training and information and support to help them through the integration process.

Most schools have some additional reading teaching available for those students who are most in need.  Some schools have special space set aside for one to one or group teaching of reading.  Sometimes reading teachers work alongside other teachers in regular English classes.  In one school there is a full-time specialist reading teacher available for years 9 to 11 students.  Students are withdrawn at certain times for tutoring, regardless of the timetable.

Two of the schools who do not have separate ESOL classes have made timetable adjustments so that all classes in any particular year group are scheduled to have English at the same time.  In one of the schools, Maths is also timetabled in the same way.  This allows the schools to create additional classes and so reduce the number of students per class from between five to eight students.  The teachers in these schools reported that it makes a big difference to the amount of help each student receives.  While, in the view of the English teachers, this still does not give them ideal class numbers for teaching students with these kinds of language difficulties, it goes part of the way to addressing the problem.  The schools do not have the resources to reduce class sizes in other subjects, where those language difficulties persist and still need to be addressed.  

If we had smaller classes across the board, especially in the third and fourth forms, it would make a big difference to the help we could give the students.  We could give them a lot more individual help, especially with language.  They are crying out for more help in all subjects but with the class sizes we have, we can’t give it to them.  (Senior Management)

Five out of the eight schools have undertaken extensive staff training in using specific strategies to help students with language, regardless of the subject.  These programmes, eg. Learning Through Language (LTL) were undertaken with the view of helping all teachers provide for the language needs of the students in their classes.

We all needed backing in language learning. We’re all language teachers as well as subject teachers. (Teachers)

All departments are aware of the need to address language needs in their curriculum area.  (Teacher)

Almost all teachers said they found the training useful and recognised the benefits of using LTL strategies.  Those that have continued to routinely use them in their classrooms reported very positively on the outcomes of putting the training into practice.

It made me much more aware of the language problems the kids bring to the classroom.  (Teacher)

It’s easy to get trapped in your own subject area.  You can adapt (LTL) ideas from other subject areas.  It’s been really useful because it gets the kids using language and talking.  It helps them to present their ideas more easily.  (Teacher).

LTL gave me the confidence to do things in the classroom with students that I didn’t think I was capable of.  (Teacher)

It has made a huge difference to some staff.  There’s lots of evidence to show that it helps students and teachers.  But the biggest spin-offs are for the kids.  They enjoy the lessons more, it makes it fun and that makes a huge difference to how they feel about learning.  (Teacher)

It (LTL) isn’t beyond anybody.  For these kids, the strategies should be used by every teacher, in every classroom programme in every subject.  (Teacher)

The data suggest that initially involving the whole staff is particularly helpful.  Some, but not all, of the schools who have been involved in the programme, have continued to provide this professional development for teachers who missed out or who are new to the staff.  They also reported on the benefits of these staff also working on the programme in a group so there are sufficient numbers to provide each other with support.  One school began with four full-day courses and now provides (-day courses.  The feeling was that teachers who have more extensive training are more likely to use what they learn.

Some teachers said they are likely to use the strategies if units and resources are planned together, or at least if units and resources are shared.  This happens in some schools in some departments and in one school, across several departments in one area of the school, but neither of these appears to be the norm.  To maintain a focus on LTL strategies, one school has held ‘refresher’ courses which some staff said were useful reminders.  However, even with whole staff training and/or extended courses and/or access to others planning and resources, there are still some teachers who have not continued to use the strategies and some who never used them at all.

It has made no difference at all to some teachers.  Those who are rigid and set in their ways find it hard.  They make small concessions but never really give it a good go.  (Head of Department).

By 1992, most of the staff had been through the course.  They were all supportive but you would hear some say ‘I wish I had the time to use it’.  In other words, it’s not an integral part of their teaching. (Teacher).

Some schools run SSR (sustained silent reading) across the school for up to 20 minutes a day.  Critical to its successful implementation, is the commitment of all teachers to making it work.  The rationale behind SSR is to get the students used to reading and to increase their reading skills through practice.  The premise is that the more they read, the more proficient they will become.  Boxes of books are distributed to each class and in most cases, a separate budget allocated to maintaining the programme and the books.  In one school, one English period a week is used for SSR.  Another school has set up a peer reading programme.  This takes place once a week during one of the form time periods and involves senior students working with juniors to practise reading.

Bilingual and language programmes
All of the schools offer programmes in Maori.  For the students at three of the schools, Maori is offered as a language option, although in one case senior students can only take Maori through the Correspondence School.  In three of the schools there is a bilingual programme in operation.  In one of these, all Maori students are automatically part of the programme.  In another, they are actively encouraged to join the bilingual unit.

Three of the schools offer courses in Pacific languages including one which offers a Gagana Samoan programme which is more than just learning the language.  Feedback from both teachers and students is mixed.  Some teachers, particularly Pacific teachers, believe it is important for students to learn what is referred to as an ethnic language.
They need to learn to understand the language.  They need to understand their elders.  They don’t learn how to speak it well at home so at school they have a chance to learn to speak it more formally.  It’s a useful employment tool.  (Pacific Teacher)

Being able to speak your own language is empowering.  It needs to start at home but that version is often bastardised.  Only 1 out of 10 speaks fluent (Pacific language) at the third form.  Others understand it but they don’t speak it.  (Pacific Teacher)
These teachers are pleased that Samoan and Tongan are now School Certificate and Bursary subjects as it raises the status of the languages with the students and the community and provides another avenue for gaining qualifications.  Some of the students interviewed in these two schools however, were less enthusiastic.  In the school where it is compulsory in years 9 and 10 to learn the language of the Pacific group with which they identify, some students were resentful.  They want to be able to make choices about which language(s) they learn.  The numbers taking Pacific languages in the senior classes are not high in either of the schools.  An important factor appears to be the skills of the teacher in teaching languages.

The teachers can speak the language but they don’t know how to teach it.  (Student)

The way it is taught is not good, the kids don’t like it.  They just learn words and grammar.  They need a cultural space and they need to include literature, songs, poetry and the philosophy of the language in the programme.  (Pacific Teacher)
As the roll has fallen in some schools, the Pacific language options have sometimes been the first subject casualties because of the low numbers of students selecting them as an option.

Selecting options
The evidence suggests that many students make decisions about the options they take based on what their friends do and whether they like the teacher that takes the subject, rather than choose on the basis of their skills and interests and what they plan to do in the future.  Some teachers talked about the need to inform students more fully of how the option system works, what each subject involves and the implications of their choices.

The kids don’t have a good knowledge of how the system works.  They need simple answers.  They need to know what happens in the subjects.  For instance they have this perception that History is difficult.  When I did a survey, some of them thought Geography and History were the same thing.  (Teacher)

The kids had no advice, it was poorly handled.  This year there will be opportunities for each student to discuss their choices with their form teacher and the specialist teacher.  (Teacher)
They need more direction in their subject choices.  They need to be looking towards a job.  (Teacher)

Sometimes parents had a major influence on the selections made by students.  A few teachers mentioned instances when they felt students were doing inappropriate options because of parent directives.  In some of the schools there were examples given of teachers blocking or resisting changes to the options on offer to the students.  In some instances there is resistance to changing course content to meet the requirements of the new curriculum.  This particularly applies to the technical subjects.  In some subjects there is a strong lobby for continuing to keep branches of their subject compulsory, despite consistently poor external examination results, for fear that, given a choice, students wouldn’t opt for that subject.  It was suggested that the teachers involved were anxious to protect their departments and/or their jobs and/or teach branches of the subject they enjoy.  In a few cases, options are maintained even though class numbers have been consistently low over a period of time.

Transition and Careers

All of the schools offer a Transition programme and have a teacher assigned to take responsibility for Careers.  In some cases, the same teacher is used to coordinate both.  The following comment reflects the kind of teacher staff believe is needed in this area - 

It takes a special person.  They have to appeal to kids, they have to have the kids’ interests at heart and really meet their needs.  They have to have double love for the kids.  (Classroom Teacher)

In some schools, particularly when the programme extends into the junior school as Health Education, other teachers are also involved in taking Transition classes. Most teachers who commented on this area of the curriculum were adamant that, because of the complexity and sensitivity of many of the topics, it is critical that staff have the knowledge and skills to teach the subject and have access to training.  In one school where other teachers are involved, the coordinator initially prepared resources and units of work for these teachers, as most had had no formal training at that point.

In some of the schools, Health, Transition, Careers and Guidance are coordinated to provide students with a comprehensive and coordinated programme.  In one school, the two people involved share the same space and resources.  In other schools, each of these areas, or a combination is separately overseen by different people or different departments.  In most schools there is some liaison between the personnel involved but it can be informal or haphazard and does not offer the students access to fully coordinated support.

Transition and Careers education does not always have status within the school with either other staff or students. 

We now have a coordinated and consistent programme that is recognised by the timetablers.  Teachers used to pull students out of Transition whenever they liked because the perception was that the students didn’t do anything in Transition anyway.  (Transition Coordinator)

Transition has never been given the proper facilities and the timetable was often appalling for the teacher - lots of classes and large classes.  Transition is seen as an extra.  (Classroom Teacher)

We have a well-structured Transition programme but the perception of the students is that it isn’t that important.  It has  a bit of a stigma - it’s not cool.  Maybe it’s because things like tax returns and voting rights are not things that are impacting on what’s happening to them at the  moment.  (Classroom Teacher)

Some teachers indicated that being able to gain credits towards a National Certificate through transition courses may help to change its image, particularly with students.

In junior classes, the emphasis is usually on Health.  In senior classes this is broadened to incorporate life skills that may include such things as study skills, time management, career planning, skills for applying and interviewing for a job, work experience and a driver’s licence programme.  In a few of the schools, each student is helped to set up an individual Curriculum Vitae (CV) that can be added to from year to year.  Students said they enjoyed doing this aspect of the programme and seniors said they had used them to get part-time jobs and would use them once they left school.  Some senior students in some schools said they found the Transition programme repetitive.

It’s a wasted subject.  It’s boring because we are just repeating what we did last year.  There’s no point.  The CVs are useful and so is the career planning but the rest is just a repeat.  And I already know how to put a condom on a carrot.   (Students)

We like the topics, it’s just the way its done - worksheets, memorise, test, over and over.  (Students) 

The data suggest that many students enter secondary school with unrealistic and/or narrow expectations of work possibilities and are not as well informed about career possibilities as their peers in other schools.  Many of their aspirations are more a reflection of parental expectations than of their own realistic choices.

Each year I carry out a survey with the third formers and one of the questions I ask is what they want to be.  Last year, 30% of them wanted to be doctors.  (Transition teacher)

Because of lack of resources, the survey information referred to in this quote was not followed up until the students reached year 12, by which time the students would have made at least three options choices.  This year the baseline was not collected at all because there was no ancillary assistance available.

What I’d like to do is sit down with the students each year and take them through the same process so we could build up a good profile of each student.  We just don’t have the time without getting some additional help.  (Transition teacher)

As the teacher at another school noted - 

It’s very easy for them to slip through the gaps as individuals.  They need individual planning for their futures and that needs to be early on - say the fourth form - to be effective.  (Teacher)
All of the schools have a teacher in charge of careers and all of the transition courses include some work experience component.  Some of the schools have set up a data base of employers to which the students have access.  Some of the schools have established, or are in the process of establishing, links with industries and local businesses, that students can access for work experience.  One school has set up a mentoring scheme for senior students in association with Fletcher Challenge, which focuses more on learning but which brings students into contact with people from industry and provides another opportunity for their career horizons to be widened.1 

All of the schools participate in the Coca Cola Job Expo and the Lampen Work day.  Students at a number of the schools would like a review of the places on offer for visiting on the Lampen Work Day.

On the (TV) News it showed that white schools had been to more exciting places like a lawyers’ office and an advertising agency.  Many of the places we saw were factory orientated.  (Student)

Some of the places we saw were stink.  The only thing that was good about them were the “freebies”.  We would like to see some Maori industry.  (Students)

A number of senior students talked about the difficulty they have making up their minds about what they will do when they leave school.

I’m amazed at the number of girls (at the end of year 13) who still don’t know what they want to do when they leave school.  They’ve been to heaps of talks and had lots of opportunities to find out about jobs but they just say they’ll think about it later on.  There are hardly any with some idea.  (Year 13 student)

The careers advice they get is good but sometimes I think they are too afraid to look at themselves, too scared to say what they want because they might get ridiculed.  (Teacher)

One school has observed that, although they are providing good work experiences for their less academic students, those sitting Bursary examinations do not have access to the same opportunities and do not have the information they need to make their choices.

We get 80% plus kids placed for work experience - that’s career experience.  Our Skills Pathways students either get jobs or go on to further education.  Bursary students are less well prepared.  If they don’t get Bursary they don’t know what to do.  (Teacher)

Most schools receive some funding to run or participate in STAR (Secondary Tertiary Alignment Funding) courses.  The length of the courses varies but they may cover a whole year.  A small range of courses is offered at the schools involved and they include such things as hairdressing, communication skills, baby care, engineering, office skills, travel and tourism and hospitality.  Some of the courses are linked with unit standards.  Generally the feedback from students was positive.

The courses have helped a lot.  They show you choices and they’re really good for people who don’t want to be at school.  (Students)

Special Curriculum Projects
Most of the schools gave examples of special curriculum programmes in operation in their schools.

One Catholic school in the AIMHI Project runs a fully coordinated Religious Education (RE) programme for all students. .  The school has a Chaplain and a teacher involved in teaching the RE programme.  It is part of the core curriculum and is a compulsory subject at all year levels.  Although not all students who attend the school are Catholic, the majority of the students are, and all students participate.

Four of the AIMHI schools have special units which run programmes for students with intellectual disabilities and who often exhibit social or other behavioural problems.  They are referred to the unit by teachers through the Special Education Service. 

One school has established an Alternative School for students who are at least two years behind in two or more subjects.  The focus is on students with learning problems.  Most also have serious behavioural problems.  The class operates for no more than 30 students ranging from years 9 to 13.  The reality is that about 15 students is the number that can be catered for with current resources.  Individual Education Plans(IEPs) are developed for each student and parents are contacted to get them involved in helping their child.  The programme aims towards moving students back into mainstreamed classes but this seldom happens in reality.  Most go to jobs directly from the programme.

We work with the students first and identify their needs, then we draw the parents into the decision making.  We really target their needs.  This is the first time we’ve ever had anything concrete happen for these kids.  (Teacher)
Funding for part of this programme is contestable on an annual basis.  This provides one staff salary.  The school relies on a local church to provide the venue, equipment and voluntary teacher aid help.  The vulnerability of the funding, and therefore the programme, is a problem for all concerned.

Some of them have programmes in operation that are “leftovers” from previous policies, since abandoned, but which the schools fought to retain.  Because of some anomaly, or by special arrangement, these programmes continue to be funded.  For example, one school has a special Unit (1 of 3 in the Auckland area) that develops IEPs for students who are experiencing learning difficulties, often with reading or writing English, and/or whose behaviour is causing problems in the classroom and/or who are chronic non-attenders who need to catch up and get back into classroom routines.  The teacher hours are shared with another non-AIMHI school nearby.  There are no more than 15 students on the programme at any one time and they spend no more than 2 periods a day or 8 periods a week in the Unit.  Between 30 and 40 students attend the Unit in any one year.  The school applies annually to the Ministry of Education for the funding required to keep the programme operating.  Another example is a practical engineering course that operates from one of the schools.  It was described as a 6 month pre-employment, work-based programme.  Six students work with an instructor (who is not teacher-trained) and for the six months, operate like a small engineering company.

It’s really hard for these students to get a job when they leave.  Unless they attract a subsidy, most employers are not interested and you have to be on the dole for 6 months to get one.  It’s self-defeating.  Some do manage to get jobs but most go onto  TOPS courses.  (Instructor)

Some other special programmes have been established with the help of funding from the private sector.  During 1996, one school was involved in “The Journey”, a life skills programme set up by the Lion Nathan Foundation. It was run over three days and involved 80 senior students.  The $16,000 cost to the school was met by the Foundation and the intention is to provide this opportunity for the students every second year.

It was a brilliant three days for our kids but there’s no way we could have provided this opportunity if we’d had to pay for it ourselves.  (Senior Management)

Another school has just been accepted as a “Project K” school.  This is described as a national youth development programme providing a wilderness experience, an urban experience and mentor support for a number of students each year.  The programme will begin in the school during 1997.  Another school has established a mentoring scheme for senior students with Fletcher Challenge.  Some senior students described how it works - 

There are 3 mentors with a group of three or four students each.  We visited Fletcher Challenge and then wrote letters about ourselves so they could match us with a mentor.  They are all business people.  We meet with them every so often and in between times they help us with our school work like our exams and our assignments.  I had an assignment to do and my mentor arranged for me to go to Clear (Communications).  He told me to send him my objectives for him to look at, then he set up the interview and then took me there.  (Students)

Very positive feedback from students, teachers and the Fletchers’ staff testifies to the early success of this programme.  One school has set up a project with the funding and support of a local University.  It is called REAMS and involves the year 9 students from the secondary school working with a local primary and intermediate school on a special Maths programme. A programme in Science is currently being developed.

The focus is on problem-solving but there’s lots of talk.  It’s cross-curricula too even though the emphasis is on Maths.  (Teacher)

The programme is designed around a problem-solving model and in this instance, involves the parents and the community.

The students choose the issues they want to problem solve like the state of the girls’ toilets.  The aims are to show the students that they can make a difference.  We want to teach them how to problem solve and to show them how to be proactive learners.  At the same time it gives the school some data and options to work with.  (Teacher)

One school has been involved for two years with a Ministry initiated project which involved Pacific university students working at the school with students in the classrooms.  They were to be role models and also provide practical help.  For the first year there were difficulties getting university students who could commit to the travel and give the time regularly.  In the second year, a young Pacific adult was paid, as part of his job, to work in the school.  While it is early days to make judgements about the success of the project this latter strategy appears to have had more positive outcomes.  One other positive aspect of the project has been its ability to involve groups of Pacific parents.  They have met often at the school to discuss their children’s education and this has had benefits for the parents and the school in an increase in understanding, commitment and support by parents of the school.

Without the kind of sponsorship provided by the organisations described above, all the schools made it very clear that it would be impossible for them to fund these kinds of programmes from their Operations Grants.
One school, with a little funding from the Transition budget and largely reliant on volunteers (one an ex-teacher from the school) made the decision to provide a programme for chronic truants.  All of the students were seriously at risk, they were disruptive with real attitude problems, had low self-esteem and were often experiencing abuse.  All were referred to the school by the truancy team working in the district.  The “class” was set up in response to a need to provide something for students that the school knew was simply not possible through a mainstream programme.  As a beginning. the programme began with 9 students, all Maori and all girls.  Community people were brought in to supplement the programme with additional skills and expertise.  At the time the researcher was last in the school the programme was in danger of folding because of the lack of resources to fully fund a teacher and to provide adequate coordination

8.10
Homework

Time spent on homework
The amount of time spent on homework varied greatly from student to student.  These variations were found in every school.  There were some students who do homework consistently; some who do homework when they feel they have to, e.g. when given by a teacher who insists on homework being done, when a big assignment is due or a major test is to be taken; some who do homework when they feel like it; some who never do homework.

Even within the same class with the same teachers and the same homework, the amount of homework done and the amount of time spent on the homework varied.  The following times were typical of the variations within classes - 10 minutes per night to 1 hour (Jnr); no time to 1 1/2 hours (Jnr); 1 hour to 3 hours (Snr); no time to 4 hours (Snr).  The data suggest that whether homework is done or not and how much time is spent on it has more to do with student attitudes and commitments, parent attitudes and expectations, and teacher expectations, than possible variations in work rates.

Reasons why students don’t do homework
Other commitments

Many students have jobs, particularly senior students.  Many of them work long hours.

At a meeting yesterday we were asked how many of us (Senior students) have jobs.  Then we were asked how many students work over 10 hours.  Hardly any students put down their hands. (Student)

For many of the students, the money they earn is not pocket money.  They have to work to help their families survive.  For a number of students, the money goes straight into the family budget.  For others, it pays for their fees, uniform, stationery, lunches, bus fares and clothes.  Working is a necessity.

Many of the students have church commitments, particularly Pacific students.  For some, it may only involve one night a week plus Sundays.  At the other extreme there are students who attend a daily service at 6 a.m. every day and attend several night meetings as well.  The significance of these commitments is that they override any homework commitments the students might have.  They are expected to do justice to both.

Family commitments were also cited by students as a reason for their having difficulties doing homework.  This may involve preparing a meal, looking after young children, doing housework, running errands and it applies particularly to the girls.  If visitors arrive, the students are called upon to make cups of tea, prepare food and help with the entertaining.  Often students are unable to begin their homework until other family members have gone to bed.

There are people coming in and out all the time, visitors, brothers and sisters.  I’m always getting interrupted.  Then there’s church - Mum is always at church. Dad plays sport, so I’m often left with the kids to look after.  (Student)

Interruptions

Many of the students talked about the number of interruptions they have while they are trying to do homework.  The interruptions happened whether they had a quiet place to do their homework or not.  Sometimes these interruptions are caused by younger family members demanding attention.  Often, older family members - parents, grandparents, aunts and uncles will call them away from their study to carry out little chores for them, like making them a cup of tea, getting them a blanket, changing the TV channel.

I get interrupted all the time.  Come and make a cup of tea, come and change the TV channel.  I’m in another room and I have to get up and go in and flick the switch.  They could do it themselves.  (Student).

When students told stories like this, the other students laughed and added their own examples.  The students understand the cultural obligations implied in doing these tasks.  However, this is an example of the dilemmas faced by students in meeting the different expectations of the worlds they move between.

No quiet place to work

There are many students who do not have a quiet place to work.  Many of them share rooms with at least one other person.  Many do not have a desk to work at.  In these instances, students do their homework on the kitchen table, on their beds, on the floor in the lounge.

Our place is like a Chinese market. (Student)

There’s always lots of noise so I have to stay up late to do my work, after all the kids have gone to bed. (Student)

There are always lots of people around and the radio is always going.  If I ask them to turn it down they just put it up louder.  (Student)
Other competing priorities

Students gave lists of things other than jobs, family and work that compete with homework.  Sport, TV and talking on the telephone were the most common examples.

Only the scholars do homework.  We have other things to do like playing basketball, watching TV, going out with friends, visiting girlfriends.  We think about it but we don’t do it.  We do the assignments in class or cram it in the night before it’s due.  (Senior students)
Not understanding its purpose or importance

Some students do not understand how doing homework might help them achieve.

They don’t realise that they need to practise and practise and practise, just like they do in sport.  That’s the purpose of doing homework.  (Senior Management)

If I don’t do homework I’ll still pass.  (Senior Student)
Knowing what to do

A number of students talked about wanting to do homework but not knowing what to do or how to do it.  Because there are often students who don’t do their homework, many teachers don’t believe students who say they wanted to do it but couldn’t.  

The best homework is when you are practising stuff done in class.  But you have to know how to do it.  It’s hard when you have to do projects like “Food in France” or write about a famous composer or make up a graph because you have to do all the thinking on your own.  (Students)

We have a try but often we can’t do it.  (Student)

Sometimes it’s easy and sometimes it’s hard so I just do my homework sometimes.  Sometimes we have to do work that isn’t covered in class and that’s really hard.  (Students)
For a range of reasons expanded on below, their parents are not always in a position to be able to help them.

Not liking the teacher and/or the subject

A number of students said they do homework only for the teachers they like.  Whether they like the subject, how relevant they feel it is, and whether they are good at it also make a difference for some students.  A strong loyalty develops towards teachers who are respected by students and this loyalty often extends to doing homework.  These are also the classes they won’t wag.

Liking the teacher is important.  Then I don’t mind doing the homework.  (Student)
We have homework.  We do more for some than for others.  We do it for the ones we respect.  (Students)

We have homework and I’ll do it if I’m good at it.  (Student)

Overload

A number students at each school, predominantly senior students, talked about homework and assignment overload.  Their perception is that teachers do not coordinate due dates for assignments and disregard the commitments they may have in other subjects.

We get overwhelmed with the work.  We can’t handle it.  Homework and assignments aren’t coordinated.  (Student)

We get assignments that are due at the same time.  They’re organised to fit in with the teachers’ schedules.  (Student)

Sometimes we get homework in every subject.  It’s too much.  There’s an uneven workload.  The teachers don’t know what the homework is in the other subjects.  They say, “Too bad”.  (Students)
Teacher attitudes and expectations

Within every school there are teachers who regularly set homework and those that don’t.  Sometimes it depends on the teacher, sometimes on the subject and sometimes on the whanau.  There is one school where a lot fewer teachers set homework.

One of the reasons some teachers don’t set homework is because they say the students don’t do it.  Teachers are aware of the difficulties some students have in doing homework and they question their right to place additional pressure on those students.  A number of them talked of it being a waste of time preparing homework exercises and frustrating having to spend time following it up particularly if it means the teacher is going to be “punished” in some way eg having to supervise them at lunchtime while they complete it.

For teachers, homework is a real hassle to chase up.  (Teacher)

Some students became angry when they talked about not getting any homework at all or not getting homework in some subjects.

The only homework we get, when we get it, is to catch up on classwork.  You learn more if you get homework.  I don’t know why teachers don’t give us any.  (Students)

The good kids miss out when we don’t get homework.  (Student)

For a number of students, it also makes a difference if teachers check that homework has been done and it helps if it is marked.  Parents feel strongly that homework that is set should be marked promptly.  There are wide variations in practice within each school.  Some teacher always check or mark,  some teachers do so occasionally, others very rarely or never check.

Some teachers insist on homework, they mark it and check the books.  (Students)

Some teachers don’t mark homework, some do sometimes.  If it’s marked you learn from your mistakes.  And it makes you do it.  (Students)

We get lots of homework in Science but no one does it because it’s not checked.  In Maths you get detention if it’s not done, so people do it  There isn’t any homework in Social Studies.

If the teachers want us to do homework then they have to check it.  And they have to be consistent and fair.  We had to do a circle activity for homework and lots didn’t do it.  So the teacher said that whoever hadn’t done it could copy it off the board.  The others thought what a waste of time it was doing it at home.  Some teachers put the answers on the board, the students copy it and then get praised!  We have one teacher who is really strict on homework.  We had to do a poster and she told us to hold them up (to see who had completed the work).  It’s good that she checks  (Students).

Homework is a constant source of frustration for teachers.  Setting and marking homework takes time from classroom planning.  Collecting in homework takes valuable classroom teaching time.  When so few students do the homework, teachers ask themselves whether it isn’t counterproductive to set it.

Parent support

Some teachers said that their influence over student attitudes towards homework and how much time is spent on it is limited.

Teachers can only do so much if students don’t do homework.  You can put them on detention and help them after school but what you really need is the full support of parents.  There is a total lack of support from some parents, even when you call them.  They’re expected to do other things like go to church or things with their families.  (Teacher)

There was consensus amongst both teachers and students that many parents do not understand why students are given homework - 

“They think it’s some cruel teacher trick.  (Teacher)

Many also don’t know that students need a quiet environment in which to work, without interruptions and distractions.  Many do not want homework to compromise their other commitments.  Some students struggle to explain the situation to their parents - it is seen as a challenge to parents’ authority or a challenge to their family and cultural values.

Teachers tell us to explain the situation to our parents.  That’s hard because our parents think we’re being smart.  They’ll say things like, “You don’t know anything.”  It’s easier if you’ve got older brothers and sisters because they’ve already fought the battles.  Or they can help fight yours.  It’s OK to have one assignment but if you keep on getting them and it constantly interferes with what your parents want you to do, then it becomes a real problem.  They don’t understand the need to take breaks either.  They think you haven’t started.  Yes, it’s so hard to talk to your parents.  The teachers need to talk to the parents about it but not individually.  Then they’d (parents) say, “Why did you tell them all our problems?”  They need to be given the message in their own language.  (Senior students)

There are some parents who actively encourage their children to do homework but who are unable to help because of language difficulties or because they have had little or no formal schooling themselves and don’t have the knowledge or the skills.

I can’t ask Dad to help because he just says, “That’s why you go to school”.   (Student)

The work is different from what our parents did at school.  They say, “You’re the scholar, do it yourself”.  (Student)

Some of these students are able to call on older siblings, cousins or other family members for help.

Some systems tried in schools

One school gives out a weekly homework sheet in the core subjects to the third and fourth form students.  Students can spread their homework out over the week, do it all on the one night or fit it in around their other commitments.  They are organised on a whanau basis and are coordinated by the whanau leader.  They work best and are appreciated most by the students in the whanau where there is a homework sheet produced every week, where they are checked and marked and students are rewarded with commendation stickers that add up to a certificate.


Instead of giving out individual homework tasks, the Maths Department in one school has produced a Maths homework book that students buy.  They complete certain pages then hand the booklet in for marking.  The teachers would like to see it automatically included on the stationery list to avoid problems experienced in collecting the money at a later stage.

Some schools issue students with homework diaries or yearly planners.  In one school, each student must maintain one throughout the year and if they lose it they have to pay 50c to purchase another.  Students say the notebooks work when teachers insist they are used. In the same school, parents of year nine students are asked to sign the homework.  The teachers believe more students do their homework because parents are asked to do this.  Students reported that they forge notes and signatures in order to avoid punishment for not doing homework but get away with it if the teacher doesn’t check.  Some students said they would prefer them to be hard-covered and allow more than one line for each subject.

Six out of the eight schools run their own homework centres or have access to a community or church homework centre.  Schools find it difficult to maintain a school-based centre because of the demands it places on the teacher or teachers organising it and, like the community centres, they only operate at certain times of the year eg before external examinations, on certain days of the week and for limited periods of time.  Most use PI tertiary students as tutors.

We run a homework centre from 5.30 to 8.00 just on Wednesdays.  The Library and computer room are open as well for the students to use.  (Teacher)
We began a homework/study programme in term 3 on Tuesdays and Thursdays.  It was initiated through the Samoan Methodist Church with the backing of the school and was open to all.  There was a Samoan parents group helping but it was hard for me to keep it going because I’m a Dean, I coach sport and have a full teaching load.  (Teacher)

Not all parents are comfortable with the idea of using a homework centre.  Some students reported that their parents are reluctant to let their children go out at night on their own, even with a friend  This applies particularly to  the girls.

Most of the students who have used a homework centre find it helps them.  

The PIERC Centre was only open for 10 weeks but it may open again next term.  You learn well with your friends.  It’s a good feeling teaching someone and you learn from it too.  You can laugh about things.  (Student)

It’s good to have the PI role models supporting the students.  It makes them feel good and they say the individual tuition helps them.  (Teacher) 
Only one of the schools received external funding to support their centre.  They received a COGS grant of $3500 to pay a library assistant, a computer assistant and a parent manager.  In another school the parent group raised money and set up a Trust to fund the homework centre.  Some of the schools have held tutorials at lunchtime, after school and on Saturdays.  Lunchtime and after school sessions can prove difficult if students have other commitments like sports and music practices.  The two schools that have run Saturday tutorials reported favourably on the response and the outcomes.

We hold extra tutorials after school and on the weekends.  But it was the Saturday tutorials that made the difference.  (Teacher)
Most of the centres use tertiary students as tutors.  The homework centres have not been without their problems.  Some students use them mainly as another social opportunity to spend time with friends.  At one of the schools, when the homework programme operated in the evening, there was quite a lot of social and sexual interaction before, after and during the evening.  It is difficult for supervisors to know how strict and enforcing to be without discouraging the students they feel need the help the most.  From the students’ viewpoint, there were a number of students who were abusing the opportunity and had no intention of doing homework.  Because the activity is happening outside school hours the lines of parent/staff accountability are blurred.

Most teachers believe that students, especially from year eleven onwards, need to do work and revision outside the daily classroom programme if they are going to be able to achieve in the external exams and if they are to complete internally-assessed projects to a satisfactory level.  Homework at year nine and ten is to establish a strong learning foundation and to foster good working habits for the later years.  Many of these teachers have taught in schools in which nearly all students do several hours of homework each night and they have experienced the difference it can make.  They find themselves, therefore, in a “no win” situation.  They want the benefits of the homework for their students, but in setting it they create time-consuming problems for themselves, other school personnel, and for the students.  This is probably the reason for the widely varying and inconsistent practice.   

8.11
Discipline

Approaches to discipline

Many of the students experience a different kind of discipline at home from what they do in school.  In many homes the focus of control is with the adults and many of the students experience physical punishment and abuse for doing something wrong, or not being up to parent expectations.  In contrast, most of the schools’ discipline systems are built around building student self-discipline with the students being encouraged to take more responsibility for their own behaviour.

They get lots of direction at home - they’re “sat on”.  So they break out at school.  The lines of discipline are different.  (Teacher)

The discipline in families is different.  Step one is the stick.  They’re (Pacific people) indoctrinated through the churches to “give then forgive”.  (Pacific Teacher)

They don’t know how to internally monitor their behaviour because they are raised with punitive discipline.  (Maori Teacher)
Four key areas emerged from the data as critical to effective discipline.

Students and many teachers agreed that there is a need for discipline to be firm.  They were not talking about negative, harsh or punitive discipline but making clear, simple rules and ensuring they are adhered to.

Good discipline is essential, that’s the bottom line - and routine.  (Teacher)

Uniform and discipline are hammered.  Our kids respond to discipline.  They won’t say that but they do respond well to it.  They need structures and systems.  (Teacher)

They need strong direction.  There are still some teachers who are too 

soft and the girls play on that.  They’re too soft on some individuals, on 

some classes or too soft on some days.  (Teacher)

In fact almost all students’ comments on discipline are in support of firm discipline.  

In some schools the discipline is not firm, rules are not spelt out clearly and nor are they followed through.

Here it’s too loose.  It’s hard to feel on top of things.  (Student)

After a long discussion about discipline, or lack of it, one group of students said - 
We get away with too much.  Discipline is their job (Senior Management).  They should fire them.  (Students)

In other schools, the rules are there but some are insisted on and followed by all teachers and others are not.

The school rules say no eating or chewing in class but some teachers let us off.  One teacher lets us chew providing we don’t blow bubbles and stick it on the furniture.  Others put us on detention.  (Students)

When this happens, it undermines the other rules.  Students wonder which other boundaries they can push.

In other schools the perception of students and staff is that the discipline systems are strong and almost all staff follow them.

It’s good that they’re really tough.  You don’t get away with much and they will make you follow through.  We behave, it’s loyalty.  (Students)

Consistency is an issue with both students and teachers.  Students resent others who “get away with it” and lose respect for teachers who allow them to do so.

The good students feel demotivated because we pay “lip service” to lots of the rules.  (Teacher)

Some teachers resent it when they see or hear about their colleagues bending or breaking the rules or being too “soft”.

I’m really consistent and never let anything go.  They know my expectations.  I get more frustrated looking at my colleagues than the kids.  (Teacher)

Some schools avoid inconsistency over some issues by having one person or one group responsible. 

Consistency is crucial.  Only Deans can give out uniform passes, form teachers can’t give permission.  The Deans are also the only ones that can give out late passes, there’s one Dean on rostered duty every day. (Teacher)

Teachers find it helpful to have one person responsible for discipline or a particular aspect of discipline that they know they can go to when they need support.  However, if the same teachers are constantly referring to these people, they may need training and support of a different kind that in the long run will allow them to deal with the problem themselves.

There are some teachers who “kill their own snakes”.  Last year we had some new teachers who were wonderful.  They tried everything, they were creative and effective.  They tried to solve things themselves.  There are some teachers who always pass on the responsibility.  (Teacher)

The data suggest that dealing with the students non-aggressively, one-to-one works more successfully than getting angry, yelling and confronting them in front of other students.

When a student was in trouble I used to be a really strict disciplinarian and didn’t allow any interaction.  Now I see it as a two-way process of negotiation.  Yelling doesn’t work.  You’ve got to be firm, fair and non-judgemental.  (Teacher)

You must deal with them one to one rather than one to thirty.  The golden rule is to avoid confrontation.  If you back them into a corner they’ll come out fighting.  (Teacher)

Some teachers get really ugly with the kids.  It’s possible to condone their actions because that’s the way it happens at home.. The kids expect to be dealt with in that manner.  But in the long run, it’s the wrong way to go.  It reinforces that climate of aggression and power over someone - “I’ve got the right to shout in your face”.  I’ve never found that strong arm tactics work.  I’ve got round most devious, difficult kids using non-aggressive tactics.  (Senior Teacher)

Discipline systems

Detention

Seven of the schools have a school-wide detention system operating which can be used by all teachers for a range of classroom and school misbehaviour.  Some of these schools have detention every night, others hold them twice a week.  These sessions are supervised in a range of ways.  They are taken by one teacher in some schools, all teachers or a group of teachers are rostered to supervise and in one school it is taken by prefects.

The eighth school has just recently changed to a system where teachers are expected to take their own detentions for classroom-related issues but have a school-wide system for school issues, like smoking or being late, that occur outside the classroom.  Although the names of students get recorded in a detention book, most of the schools do not  consistently monitor which teachers are using the detention system, how often and why or which students are being put on detention and how often.  Following up the students who do not turn up for the detention creates extra work for teachers and can easily become an escalating problem.

If they don’t come to the detention, they get another detention and if they don’t come to that ...and so on and so on.  We end up creating problems rather than solving them.  (Teacher)
One or two schools have different levels of detention.  For less serious offences, students get put on “bucket brigade” which involves going around the school picking up rubbish.  For more serious offences there will be the usual detention of going to a classroom or the hall for a period of time.  Detention is not used as a disciplinary option by all teachers and nor is it used for the same kind of offence.  Students who have talked in class can receive a similar detention to that given to someone who has sworn at a teacher.  Students don’t like the inconsistency between teachers and would prefer teachers to use it in the same way.

Detention times vary from school to school but range from ten minutes to an hour. In some schools the students said the detention time was not sufficiently long to be a deterrent.  Ten, twenty and even thirty minutes were described as “easy”.  Students at the school with hour-long detentions described the time as “too long”, “the worst” and “worth it”.  Long after-school detentions are also liked less because they interfere with after-school activities like sports training and because it is more difficult to explain to parents why they are so late home.

In most schools the activity is determined by the teacher who is supervising and in a few of the schools that means what happens can vary quite considerably. 

Some let you out early.  Some let you eat.  The assignments can vary too.  Some are hard and some are easy.  Some of them don’t even look at them, they just screw them up.  (Students)
In one or two schools detention could involve doing work outside like cleaning graffiti off walls or helping the caretaker in some way.  The most typical punishments include writing out the school rules, writing an apology letter, lines, reasons why the offence shouldn’t have been committed and what you intend to do about it, reading.  Most students see many of the tasks as “silly”.

It’s the same old things - like writing out the school rules.  It doesn’t change anything.  (Student)

Some detentions are counter-productive.

Some people like going on “the bucket”.  (Student)

If you get detention it makes you more angry, it makes you feel like the teachers always win.  It makes me want to rebel, it makes me want to make it hard for them.  They need to understand you better.  (Student)

While some teachers acknowledge that no detention system will be flawless, a number are glad to have it as a disciplinary option.

Success is limited with any detention system.  (Teacher)

Detention is a warning.  It’s important the kids see we are doing something.  It makes the teachers feel better.  It’s the same few who use it, it’s a way of avoiding their responsibilities.  (Teacher)

Some teachers wanted it (a detention system).  At every staff meeting people would complain about the discipline of the kids.  There was a feeling of powerlessness, the kids could do what they liked with no consequences, so the class and their learning suffered.  A detention system was proposed though the “old” teachers said it had been tried before and not worked.  The result was we set one up.  The teachers feel good about that.  They can see a consequence for disruptive students.  (Senior Management)

Most students’ opinions of detention differ from those of the teachers.  Although they said it might help a small few, generally they don’t believe it teaches them anything and is a waste of time, especially for the persistent offenders.

It doesn’t make you learn.  Only if your parents care.  (Student)

It’s a waste of time, it doesn’t change anything.  (Student)

Detention isn’t working.  The same students are on detention every day.  (Student)

Detention is OK as a one off but if it keeps on, it’s not a solution.  We need to be scared of going on detention.  We can leave when we’ve finished the assignment.  Like we have to write out 10 netball rules or why you did something.  The teachers throw it away.  It’s a waste of time.  You need to get something out of it.  (Students)

Most teachers do not see detention as the perfect answer to discipline, and many resent the time they have to spend supervising it instead of being able to do more productive things.  The difficulty that the schools have is to find effective systems to sanction unacceptable behaviour that are manageable and enforceable and that do not punish the teachers more than the students.  There is also the very important issue of not allowing the disruptive behaviour of a few students to become a barrier to learning for the majority of the students.  Clearly these are issues for all schools, but they are greater in these schools because there are more students at these schools that are experiencing difficulties with learning and the learning process for a wide range of reasons, and many of these difficulties manifest themselves in disruptive behaviour.

Withdrawal Room
Some of the schools have a withdrawal or “quiet” room where teachers can send students who are being disruptive during class time.  These rooms are supervised by a roster of teachers during their non-contact periods.  Again, the students can be sent there for a range of reasons.  Some students deliberately provoke some teachers so they get sent to the withdrawal room.  In this way, it becomes a means of “legitimately” wagging.  Some students even arrange rendezvous in the room with a mate from another class.  Teacher feedback suggests that unless an issue is followed up immediately with the teacher and the student together, sending a student to a withdrawal room becomes a soft option for some teachers and students and does not provide either with a long-term solution.

Some teachers use the room because it’s close.  It isn’t functioning as it should.  It’s not quiet and there are too many in a small space.  It becomes a dumping ground for some teachers.  It sorts out the immediate problem for the class but not for the kid being disciplined.  They even ask to go to the quiet room if they know their mate is there.  It doesn’t fix up the problem between the teacher and the kid.  (Teacher)

Lots of students are being kicked out of particular classrooms and sent to the withdrawal room.  There is no guidance or support for the teachers who do this.  We’re not addressing the real problem.  (Teacher)

Daily Reports

Almost all the schools have a daily report system.  If the behaviour of a student has been a problem which has not been resolved by other means, he or she will be put on daily report.  This involves the student getting each teacher, each period, to record a comment on and/or some kind of ranking of their behaviour for that period.  At the end of each day or at form time they then show the card to the person they are reporting to - the Form Teacher, Dean or Senior Management Team member.  Some schools require that the report be sent home and signed by parents.  Students reported that students have no qualms about forging parent signatures if they don’t want their parents to know or if they forget to get them to sign it.  Parents are also not always aware of the purpose of information that goes home and if they do not read English they are reliant on the student accurately translating what is written.

One mother thought the card was a certificate and was going to have it framed.  They need to put the cards in different languages if they want the parents to sign them.  (Student)
Card system

One school has a card system with different colours signifying a different level of severity of bad behaviour.   These cards are also taken home to be signed so that parents, in theory, are aware of the behavioural concerns.

The theory is good but the practice isn’t working.  They are forgiven again and again.  It has no teeth.  (Teacher)

Assertive discipline
Two schools have worked with the Special Education Service (SES) to put an assertive discipline programme in place in their schools.  It is based on the work of behavioural psychologist William Glasser and focuses on non-aggressive, democratic approaches to classroom discipline.  It involved the whole teaching staff in a professional development programme that was facilitated and supported by SES.
The programme provided teachers with strategies for dealing with discipline issues in their classrooms including a set series of consequences that teachers and students are expected to follow should the need arise.  Students were involved in setting up the programme and ideally new students are inducted into the process when they enrol at the schools.

For one school in particular it was an opportunity to get teachers working together and lift staff morale.

It brought the whole staff together without the factions of the past.  We drew up common rules for classrooms.  (Teacher)

Almost all teachers spoke highly of the programme.  Some teachers are still using it.  Some used it for a little while but have reverted to their “old” methods.  Some cited difficulties with the management of it, others wondered if it was still in place.  Some teachers have never used it because they already had their own systems that worked well for them.

Teachers described the benefits of it in the following ways - 

Before, detention was the dumping ground (for all discipline problems).  Assertive discipline put the onus back onto the classroom teacher.  (Teacher)

It was good for two reasons.  It gave us the tools to use so we didn’t have to resort to a kneejerk reaction like putting the kids on detention or sending them to the Dean.  It was non-confrontational.  Also, the kids can see trouble building up but they don’t have to fight.  It gives them options.  (Teacher)
It works really well with problem kids.  (Teacher)

It provides a model for teachers having problems.  It provides a framework for them to discuss things with kids.  The students know the consequences and what procedure will be followed.  (Teacher)

We got instant results, it was very successful.  The kids were ready for it, they understood and could see that it was fair.  (Teacher)

When it was first introduced, detention systems were abolished.  In both schools they have been reintroduced but in a much modified form - there are now fewer detentions and lower numbers of students on detention.

The data show, however, that after initial concentrated efforts, some of the impetus has been lost and some teachers are no longer following the steps agreed to earlier.  Teachers suggested that if the programme was to continue to be effective all new teachers need to be fully inducted and supported to adopt the procedures;  long-term and day-to-day relievers need to be given information about it; and it needs to be constantly talked about and publicised with both students and teachers.

To make it work we need retraining over a long period.  We need to build up our knowledge, get people’s views and address concerns.  Currently there is no training for new teachers, they might learn from their HODs but there is no formalised induction.  (Teacher)
A third school has adopted a similar philosophy towards student discipline but has no structured system in place like the other two schools.  It is also based on Glasser’s theories but they have used the Australian book by Bill Rogers “You Know the Fair Rule” and a teacher training package of videos and tapes to establish assertive but non-aggressive approaches to teacher/student interaction.

Parent involvement

In almost every group where discipline was discussed the students repeatedly said that one of the best ways to deal with discipline in their view was to involve the parents.  They suggested sending letters, talking with parents over the phone, visiting them, calling them in to a meeting at the school.  They considered that, from a student point of view, telling parents was the worst punishment.  They don’t want parents to know because it may mean they will be punished physically, they’ll have to listen to long lectures, they may lose privileges and cause hurt and worry to their parents.

If your parents know it’s like getting a double detention.  It’s double trouble.  (Student)

If teachers tell your parents the punishment is harsher.  You might get a hiding.  A big growling.  A tongue lashing.  A long lecture.  Threats, like if you don’t behave you can leave school and go out to work.  (Students)

If it builds up, then they call their parents.  If teachers call your parents then you’ll get a smack and that’s not good.  (Student)

The answer is phoning the parents.  Having to talk to your parents about it.  (Student)

Schools do not have the resources to contact parents as frequently as the students were suggesting.  They also tend to involve parents as a last resort rather than as a first line of defence.  Many parents are difficult to track down because some are not on the phone, phone numbers are frequently changed, they have unlisted numbers, students move freely between extended family households and can change addresses frequently.  In an ideal world, schools would have the resources to get parents involved in the process and to give them progress reports as part of the follow up.  This would make the process proactive rather than reactive and shift the emphasis from short-term band-aiding to addressing the problem for the long-term.
8.12
Pastoral care

Because of the number and complexity of the problems the students present and because of their impact on what happens in classrooms, there is strong emphasis on pastoral care in all of the schools.  Each school involves a range of people - guidance counsellors, careers/transition teachers, deans/whanau leaders, house leaders and form/tutor teachers as well as specialist staff who work with at risk students.  However, the ways in which the guidance networks are organised and coordinated vary from school to school.

In each school there is one guidance counsellor and seven out of the eight are women.  Five are Pakeha, two are Maori and one is Indian.  At the end of this year, one of the Maori counsellors is retiring.  The counsellors deal with both students who have been referred to them by another teacher (often a dean or a form teacher) and with self-referring students.  Students present to counsellors with a range of physical, emotional and social problems and for many of them, at the point at which they present, their achievement is also at risk.  For some, that level of risk is already very high.  The range of issues is reflected in the following list compiled from counsellors and students responses - 

· dealing with friendships

· bullying

· backstabbing

· peer pressure

· boyfriend issues  (and to a much lesser extent, girlfriends)

· identifying career options

· not “getting on” with a teacher

· not coping with school work

· pressure from parents

· parents not understanding them

· bickering and fighting within the family

· family dysfunction issues, e.g. alcoholism

· verbal abuse

· physical abuse

· sexual abuse

· pregnancy

· violence

· family breakups

At the same time as all the genuine appointments are being dealt with, there are some students who make an appointment to see the counsellor in order to wag a class.  There are others who pretend they have made an appointment and use the waiting room as a place to escape to when wagging.

Counsellors and students reported that more girls than boys self-refer and that boys are more reluctant to see a counsellor even when referred by someone else.  There is a perception amongst some students, particularly boys, that going to the counsellor is not cool, and amongst most boys that it is not tough and makes you different.
Most of us wouldn’t go for counselling, even people who need it.  We should have class sessions or short talks for everyone.  (Student)
In all schools there were students who said they wouldn’t necessarily use the official guidance network.  Nor would they automatically use the deans/whanau leaders or their form/tutor teachers if they were in trouble and needed someone to talk to.  For the students, the critical factor in choosing to talk to any counsellor or teacher is whether they trust them.  When asked by the researchers, all could think of at least one teacher they would respect and trust and would go to but it wasn’t always a person who had an official pastoral care responsibility within the school or for them as individuals. 

We tend to go to a teacher we trust rather than a counsellor.  It comes down to who you trust.  (Student)
Teachers send you to the guidance counsellor but it’s easier to talk to somebody you know and trust.  (Student)
It appears to the researchers that what is important, is that each student has a formal opportunity to identify that person(s) for themselves.

Some of the schools have more adequate office and meeting space for pastoral care staff than others.  In some of the schools, the guidance offices are small and cramped, there is no room for comfortable chairs and all the talking must be done at the guidance counsellor’s desk.  There is no room for a group to meet in the room. Most are like teachers’ offices, not user-friendly places for students to go to and feel comfortable in.  In one school, the guidance counsellor involved the students in redecorating the room, they chose the curtains and furnishings and were made to feel it was their room as much as the counsellor’s space.  The location of the guidance counsellor’s room in the school is also important.  Not all schools have had the foresight or the dollars to be able to allocate space away from the administration area or to provide a waiting area to give students easy and confidential access to the counselling service.  Many students, particularly boys, have to pluck up a lot of courage to go and see the counsellor and they are less likely to do so if they think they might be seen by staff or other students.

What we need is a Guidance Block, a Student Services Centre that houses the nurse, guidance counsellor, social worker, careers and transition teacher and life skills teacher - all of them under the one roof with the right facilities and away from the “top corridor” (administration offices).  (Teacher)

Counsellors reported mixed success in dealing with outside agencies.  The help they receive from agencies like CYPS, Social Welfare, the police, Family Planning and HELP (sexual abuse) varies depending on the agency, the people in the agency in the school’s area, their relationship with the school and the amount of work the agencies are dealing with at the time they are contacted.  There were instances cited by many of the schools of not being able to access help from the appropriate agencies as urgently as was needed.  In some instances it took days or even weeks for one of the agencies to get back to the counsellor.

In all schools, counsellors have set up specific programmes to meet specific needs.  A number of the schools run anger management programmes for both boys and girls that are usually facilitated by outside agencies.  Special sexual abuse counselling sessions are also held in some schools.  One school has established a sexual harassment team run by  senior students who have received special training.  There was no other instance of student-run pastoral care services such as a peer mediation programme.

Sometimes the counsellors work closely with the careers and transition teachers.  Their offices may be next door to each other and they may share the same meeting room.  In other schools, there is no firm linking of the two roles and, in one school, the guidance counsellor is also the careers and transition teacher (because of the falling roll and the resulting loss of staffing, she also teaches a number of typing classes).

Confidentiality is critical to the students whether it involves the counsellor and/or other teachers.  In a few of the schools, some students were not convinced that confidentiality would be respected.

If you go there (to the counsellor) everyone knows.  You need to have secrets.  It gets back to you through the teachers or friends.  (Student)

If we talk to some teachers they go and tell others.  The teachers say, “I heard about you from......”  But not all the teachers are like that.  (Student)

There were instances cited where teachers have felt uncomfortable when other staff have told stories about students.

Some will blab over coffee, you’ll hear the story being bandied about.  I find it difficult.  (Teacher)

For the students it is imperative that if another teacher, a member of the Senior Management Team, an outside agency, or their parents are going to be involved, then it must be negotiated beforehand.  These privacy and ethical constraints can create difficult dilemmas for counsellors and teachers.  A student may talk about a situation that, to the teacher, is very disturbing.  The student may not want them to do anything about it, they may only want someone to talk to or someone to support them while they work their way through it.  Respecting that student’s right to confidentiality is crucial to maintaining trust and to empowering them to find solutions.  Should it be appropriate or necessary, students want the right to be part of the decision to involve others.

A student may have had a hiding and they come to you and tell you they’ve been hit.  They don’t want you to do anything.  They just need an ear, someone to listen to them.  Or kids may have been spreading rumours about each other and they’re going to have a fight.  You may end up problem-solving with them (the student), or mediating but whatever, the kids have to take responsibility.  You have to learn what to react to and what to ignore.  (Teacher)
Because students tend to talk about personal and sensitive issues to the teachers they trust, there is a need for all teachers to have some skills training in basic communication skills particularly in relationship to dealing with teenagers.  

We have a good guidance team of the whanau leaders and the guidance counsellor, and the AP and DP, but it’s also the rest of the team (of teachers).  Everyone needs the skills.  (Teacher)

Everyone in the school is a counsellor, the whole team is involved.  But there is no training - you just learn on the job.  (Teacher)
This does not mean that students shouldn’t have access to a fully-trained and expert counsellor.  In fact, because many of the pastoral care issues presented by the students involve their parents and sometimes whole families, a number of Senior Management and teaching staff indicated the need for more personnel, specifically trained in this area. Counsellors and teachers do not have the hours or access to cars that make it easy for them to work with families.  Many are also nervous about crossing boundaries into family life because they don’t feel qualified and because they don’t have the right or the authority to do so.  On the other hand, there are often problems that cannot be resolved by working with the student alone.  As one teacher said - We are teachers not social workers.  They see a real need for a full-time, CYPS-accredited social worker to be based in each school, the point at which the problems are presenting.  This would create an opportunity to work with whole families in a more holistic way and with the CYPS accreditation providing access to other services that students or their families might need.

What we need is a qualified social worker on site to work in conjunction with our guidance staff, the truancy officer and the deans.....someone who can make connections with families and work with them in an on- going way.  (Senior Management)

The role and effectiveness of the school nurse varies enormously from school to school.  It depends on their skills and qualifications, their personality and attitudes, particularly towards the students.  Another factor is the attitudes of the Senior Management Team and the teachers towards the status of health issues in general and of the nurse.  All of these things impact on the role each nurse plays in the pastoral care network.  In some schools the nurse is an integral part of the pastoral care services, she works fulltime on student health issues, and attends pastoral care meetings.  In other schools, this doesn’t happen and the nurse is likely to have other responsibilities in the office or in the staffroom making tea and doing the dishes.

Most schools hold weekly, fortnightly or monthly meetings of key personnel involved in pastoral care.  While the degree of coordination varies from school to school, teachers from all schools reported instances of students “falling through the gaps”.  Because there are so many people involved, both formally and informally, and because the issues are so complex and interwoven, schools sometimes find it difficult to coordinate their pastoral care services and to ensure that problems don’t go unnoticed, that they are followed through and that links are made between the physical, social, emotional and learning needs of each student.  This is particularly important for students at risk but is often hard to achieve.

The closest the AIMHI schools come to providing a primary caregiver for each student are the deans or whanau leaders.  However, they do not always have the time to fulfil this role satisfactorily for all students in their year group or whanau.  Many carry a big teaching load in addition to their deaning role and most are responsible for up to 150 students.  While some schools have two deans working together, this is not always the case.  It appears to the researchers, that some deans/whanau leaders tend to focus on teaching and learning while others focus on pastoral care.  Sometimes, a single focus is maintained to the detriment of the other.

In most schools, form and tutor teachers say they also do not have time to carry out this role of primary caregiver.  Most sessions with form/tutor classes last 10 or 15 minutes and are used for marking the roll, checking notes and giving out notices.  Where longer form and tutor times are in place, they often have another focus such as SSR (sustained silent reading) or study.  The schools have difficulty coordinating a system which combines all the services for a student’s pastoral care and learning needs under the supervision of one adult.  It is important schools find ways to do this.

In some schools, the same personnel follow the student through from year to year.  Sometimes coordination of pastoral care needs falters when deans or whanau leaders do not move on each year with the same students.  Sometimes, even written records are not passed on.  Even when the school system provides for continuity and/or the passing on of information in a comprehensive way, changes in staffing can prevent this from happening for quite a number of students.

8.13
Facilities

With the exception of one school that was built in 1931, the other schools were all built between the 1950s and 1970s.  All of the schools have had additions made and some areas in the schools have been refurbished over that time but the extent of these varies widely from school to school.  None of the schools is able to raise funds through their parents or their community so in almost all cases the capital works have been funded by the Ministry of Education.  In one case, they have been funded by the Catholic Integrated Board, in another, they have access to some funding from a school trust set up years ago.

Seven of the eight schools reported having plenty of space. Because of falling rolls, three of the schools report having more buildings than they need.  This has produced problems for them in trying to create the feeling of a close-knit school culture. 

It’s too big and spread out for the current number of students we’ve got.  We rattle around in all the buildings and that makes it hard to get that busy, together feeling.  (Senior Management)
Despite their falling roll and the reduction in funding that follows, they are still required to maintain these unused buildings and classrooms and provide security.  This has been a major drain on school funds for the schools.

In stark contrast, the lack of available land around the eighth school will make it difficult for the school to add any more new buildings.  They have only one playing field which is not long enough for the PE teacher to measure out a 100 metre running track.

The kids can get stir crazy because there is not enough space in the grounds.  Now we’ve opened up the gym at lunchtimes and we can have up to 100 kids inside.  (Teacher)
Five of the schools describe their schools as needing facelifts.  The impression the schools give from the entrance and as you walk through them is one of being drab or run-down or both.

Our school looks so dead and boring.  I have looked at other schools and they’ve got colour, bricks, an inviting entrance.  It’s not motivating and it doesn’t feel good.  (Teacher)

The school looks ugly.  The colour of the paint is terrible.  They leave graffiti and don’t paint it out.  (Students )

It’s a sick environment.  We need to beautify everything.  (Teacher)

We are looking for some physical improvements to be a visible sign of overall improvement - to be a symbol of the direction of the school.  It needs a facelift. (Support staff)

It looks cold and uninviting.  It needs brightening up.  (Teacher)

Two of the schools in particular need extensive facelifts.  In these two schools there are more rooms that need refurbishing, there is more damage to repair (doors with no handles, windows with no glass, walls with holes) and more graffiti to cover up.
Three of the schools feel more positive about their physical environments overall, but still have “some substandard areas” that need to be addressed. eg a technical block, classrooms, toilets, sick bay/casualty room which one Senior Management Team member described as “basic stuff really”.

Issues

A number of the schools talked about the constraints of the building layouts of their schools and compromises they have to make as a result.  With one exception, all of them have a traditional secondary school design based on departments with the classrooms for one subject grouped together in the one building with a subject resource room.  This means students have to move from classroom to classroom and building to building.

This is not ideal for our kids who have difficulty moving around without 

straying.  They’re slow and get distracted and are not good at carrying their gear around with them.  They can lose up to ten minutes in the changeover.  (Senior Management)

In a school with five periods a day, this means that some students could miss up to 50 minutes a day and just over four hours a week.  Senior Management people described an ideal model where each building has its own science lab, common room and classrooms (possibly with variable space) and teacher space.  It would also include somewhere for the students to store their gear.  

Another feature of the design of some of the schools is the lack of a nucleus for the school. Halls and auditoriums that could provide a “common ground” are often isolated from other buildings and not a central focus for the school.

The auditorium is displaced from the rest of the school.  It should be central to all of  the buildings.  We would like to display more photos and things like that but it is so distant it is not actually seen as a daily and treasured part of the school.  They (the whanau) have their own small nucleus but there is no common ground, something that Maori and Pacific really relate to.  If the hall was central it would hold the history of the school, it would say, “This is (name of school).  It would help the school culture.  (Senior Management)

A hall and other buildings like the gymnasium, that are or could be used by the community need to be easily located, and for safety and security reasons, not require long treks around other buildings and dark passageways.

The reception areas at many of the schools were described as inadequate by staff.  They are often cramped and uninviting to parents and visitors.  Some of the unwelcoming features described were - not enough room for seating, inadequate or uncomfortable seating, no room to display or “show off” the culture of the school, small office windows where people have to line up to be seen by office staff and glass sliding doors which visitors have to wait behind.

The state of classrooms varies from school to school and within schools.  Some refurbishment has taken place in all schools over time but more has taken place in some schools than in others.  Some classrooms do not have heaters that work and the students complained of being cold.  Some furniture has been replaced but there is some in most of the schools that is over thirty years old.  Only one school does not have an ongoing programme of furniture replacement.

The state of many of the specialist classrooms also varies from school to school.  For instance, two schools have fully equipped Music Suites with specialist practice rooms while another operates their Music programme out of a substandard prefab with virtually no equipment.  At another school there are two Art rooms with an adjoining office and in another school with a similar number of students, there is only one Art room crammed with art tables and equipment.

Most of the schools have a senior common room and those that don’t say there is a need for one.  In almost all the schools, students complained of not having a place to go when it is cold or when it rains.  One school leaves classrooms open in the lunch hour but in the other schools, classrooms are locked winter and summer regardless of the weather because of problems with supervision.

On a cold, wet day, and sometimes it’s very cold, there is nowhere for the kids to go.  (Senior Management)

The library is absolutely full on wet days because it’s the only place to go.  (Student)

We’re only allowed to sit in the corridors when it’s raining.  (Student)

We have to go to the auditorium when it’s raining.  We’re not allowed to move around, we just have to sit.  (Student)

Finding things to do at lunchtime is a problem for a considerable number of students at many of the schools.  They would like to have access to more PE and Sports gear and facilities and to more lunchtime activities.  These students described their lunch hours as “boring”.

Because many of the students enjoy and achieve highly in PE and Sport, additional sports facilities and gear was a high priority for a number of students and teachers at some schools.  Some talked about more equipment, others about better equipment that wasn’t old and worn out eg basketball hoops and backboards, volleyball nets, athletics gear, balls.  Some mentioned things like a jumping pit and a weights room.  Two schools said their gyms are inadequate - they are small, have a low ceiling or are not adequate for the numbers of students involved in PE and Sport.

Tuck shop/cafe facilities vary widely from huge, colourful indoor rooms with outdoor courtyards through to outdoor lift-up sales outlets with no shelter or seating.

There are problems with the toilets in almost all of the schools.  In some, the toilet blocks are old and the toilets, and in some cases the floors, basins and taps, need replacing.  The toilets are the target of taggers, wet toilet paper throwers, smokers and trashers.  The researchers visited toilet blocks in all the schools and in most there was graffiti on the walls and doors, cigarette butts in the basins and on the floors, toilet paper stuck onto the ceilings and in one school,  burn marks from cigarettes and lighters on the toilet cisterns, walls and ceilings.  Generally, girls’ toilets are worse than the boys’ toilets.

The toilets are tagged, they smell, they don’t flush and there’s wet toilet paper on the roof. Some kids have written their names on the ceiling with cigarette lighters.  In the boys’ toilets the taps don’t work and the toilet bowls are smashed.  (Students)

The toilets are not clean.  I wag to go home to the toilet.  (Student)

I wait till I go home.  Sometimes I sneak into the staff toilets.  (Students)

In the schools experiencing problems with toilets, they have spent money repairing the damage from time to time but in one school the students said - 

Even if they were cleaned up they’d get wrecked again.  It depends on who gets there first.  There’s mana from being the first to tag.  (Students)

One school has only one toilet block for six hundred students.

There may be a number of contributing factors in the schools experiencing few difficulties with toilets.  However, the toilets in these schools were more than just rows of toilet stalls with a basin.  They had mirrors, soap dispensers, hand-driers or handtowels and they were clean and well looked after.  In one toilet block in one school there are showers.

One of the facilities that was most frequently mentioned as being a priority with Senior Management and teachers was a student services centre - a one-stop shop for addressing the special and wide-ranging health, guidance and counselling needs of these students.  Schools envisage that these centres would provide the amenities and house the people that students need to access in order to get these needs met.
  Some would like a performing arts centre.  One school is writing unit standards in dance because they always have students who have talent in this area but they have no adequate facility in which to hold the classes.

8.14
Parental involvement

There are parents in all the schools who attend report nights, belong to parent groups, help with culture groups or sports teams and/or who fundraise.  However, these parents are in the minority.  Senior staff and teachers in all the schools expressed frustration, and at times anger, at parents’ apparent unwillingness or inability to be more fully involved in the life of the school and in their child’s education.  Some were also frustrated and angry at the schools’ inability to encourage more participation.

Some teachers were openly critical of parents and said things like - We get no parental backing; they’re not interested; they don’t care.  Others said that schools need to find better ways of involving parents and making them feel more welcome.  There were some who believe that parents do want to support the school and their children but they are unsure of how to go about it because they don’t have the information or the skills to do so.  Some trustees said there are some parents who feel alienated because their values and cultural practices are not always reflected in the schools.  None of the schools believe they have found the answers.  Even Pacific and Maori teachers, including those who live in the schools’ communities, agreed that the problem is difficult to resolve.  

There was complete agreement amongst all teachers, however, that actively involving parents in their child’s learning and welfare is pivotal to their achievement.  There is a large body of international and New Zealand research that supports them
.  While many students prefer their parents to stay away from the school, there was some acknowledgment from these students of the benefits of parents being more involved.

If most people’s parents came to the school it would be better.  They’d be better behaved.  (Student)
Difficulties
There are a number of difficulties that schools identified that need to be overcome if parents are to become more involved.  Teachers and students reported that many parents, Pacific parents in particular, do not understand how the education system works, nor do they understand how school systems work.  This perception was confirmed by the data gathered by the researchers who interviewed the parents.
.  Many of them don’t have first-hand experience of the system.  They were born in the Islands and educated in schools that Pacific teachers who had been in the schools as students or teachers described as being very different from the New Zealand schools.  For many, there is a also a mismatch of some of the values upheld by the parents and those advocated by the schools
.

Schools are intimidating and unfamiliar.  Access to the system for some parents and the kids is very difficult.  (Teacher)

Parents don’t know what’s going on.  And sometimes they’re unhappy because they do things a different way at home.  (Students)
Some of our parents don’t understand the structures of secondary schools like options, courses, core subjects.  I think they’re confused.  They want a programme that is structured, like one teacher per class.  Obviously secondary schools can’t do that ..... so they can’t understand why schools organise it the way they do.  (Pacific Teacher)

When parents come to school, they don’t know what’s going on.  (Students)

Some do not speak English well enough to be able to glean the information they need via the media, through school newsletters or even from their children.  This language barrier also affects interaction with teachers and has implications for accessing information about their child’s learning.

Some parents don’t understand a lot of what is going on.  The kids don’t tell them the truth, they con their parents.  Their parents’ English isn’t good enough to understand how the systems work, like exams or why the kids have to bring money to school for certain things.  (Teacher)
They can’t always read the newsletters or letters we might send them - they’re full of jargon.  But we don’t have the time or the resources to get them translated.  (Teacher)

Our style of writing uses formal language.  The parents don’t understand it and they need to.  We’d say something like - “He is able to write a narrative”.  Parents are left out of the learning process when we write like that.  (Pacific Teacher)
The perception of the teachers is that many parents have a negative image of the schools.  Some of the schools have received a lot of negative publicity in the media.

They don’t get a positive picture of (a school) through the media.  They need to come and see what’s going on.  They make decisions based on false information, on one-sided media reports.  (Teacher)
Some teachers said that, for some parents, the only time they have direct contact with the school is when their child is in trouble and this does not always engender positive images of the school.  In some of the schools, when parents do come in for a meeting or to a school event, it isn’t always a welcoming place.  In three of the schools  the office staff do not welcome teachers and students to the office, let alone parents.  Some teachers and almost all students used comments like the following to describe them - “disparaging”, “not helpful”, “too worried about their own work” and “critical of us” (Pacific student).

In some schools teachers feel that parents are not made to feel important.

They approach the desk and then are made to sit to one side, or they’re told to come back the next day.  They always take a back seat.  (Teacher)

The environment is not comfortable for parents (report evening in the Hall).  Someone brought around a cup of tea for the teachers but there were none for the parents. It was embarrassing.  (Teacher)

There was some data from a few teachers and students to suggest that parents are less intimidated at primary and intermediate levels.

There is a high turnout in this area at primary and intermediate level.  The teachers are not regarded as so frightening and they(parents) don’t feel so out of place.  The parents have been through a primary system themselves, they can cope.  When their youngsters are older, they abdicate that responsibility to the schools because they can no longer cope.  (Teacher)

A number of teachers said that parents abdicate their responsibilities and hand them over to the school.  They believe this happens for a number of reasons - 

· they have competing priorities eg church commitments, work, including shift work which may stop them from attending things like report nights

· they are just managing to survive and are too wound up in their own problems
· a genuine belief that it is the school’s job

Ways in which schools currently involve and inform parents
Cultural functions or performances
All schools reported that any cultural function or performance is well supported by parents and families.  For instance, all of the schools are involved in the Auckland Cultural Festival that takes place in the first term of each year.  Each ethnic group spends some weeks preparing for the festival and a number of parents help with the organisation, coaching, and making of uniforms.

When we hold a pre-festival performance at the school, we can’t pack everybody into the hall, they spill out into the foyer and outside.  It’s unbelievable.  (Teacher)

The cultural functions are always well supported.

Anything to do with culture will always be well attended yet they won’t come to a Parent/Teacher evening.  (Teacher)

They come to the cultural things because they are staunch for their culture and their friends and other members of their culture are there.  (Student)
One school describes its cultural performances as - Our only success with parents.  The data suggest that other schools would be in a similar position.

Other functions involving students

A small number of teachers reported success with other functions involving students.  For instance, an assessment concert was held for School Certificate and Bursary Music students.  Seventy parents attended.  Another school performed a play written by one of the teachers and was patronised well by parents.  One school was involved in a Pacific Learning project organised by the Ministry and many successful parent meetings were held.

Ethnic group meetings
In a number of the schools, ethnic group meetings are held.  Not all groups meet regularly, attendance can vary from group to group and from school to school.  At times meetings can lapse altogether until the board, the senior management team or a parent group get them running again.  In one school, the AIMHI parent evenings were used to rejuvenate them.  These ethnic group meetings are sometimes organised by the groups themselves and are used as forum for discussion of school issues, sharing information and socialising.  Other times school teachers or board members are involved in the organisation.  They appear to be one way that important messages can filter back into the community.

The ethnic group meetings have mixed attendance, for instance at the Tongan group meeting you might get 6 or 7 parents out of 40 come to a meeting.  The advantage is that they go back and tell the rest.  (Teacher)
Last year each ethnic community group organised a series of meetings with staff help but I haven’t heard of them this year.  It would be good to bring them back.  The parents met with teachers to work out strategies for things like homework.  It was good for the parents and great feedback for the staff.  (Teacher)
Report Evenings

All schools hold report evenings which are organised in the same way as most secondary school report evenings across the country.  They are generally held in the school hall, one night for years 9 and 10, and another night for years 11 to 14.  Teachers, representing all the subjects taken by the students, are seated at desks with chairs or forms alongside for parents to sit on as they line up for their turn to talk with the teacher.  Each teacher allows about five to ten minutes to spend with each parent or set of parents.  Teachers in all the schools reported a very low turn-out of parents.

On parent (report) evenings I’d be lucky to see 7 out of 200 students.  (Teacher)

On a report night, I’d see about 10 out of 130 students.  (Teacher)

We’d get about 35% to 40% of the parents on a report night for our 5th, 6th and 7th formers.  (Teacher)

Hardly anyone comes to parent evenings.  (Teacher)

Teachers reported that they only get to see the parents of students who are achieving and never those parents you want to see.  In the researchers’ experience, this is a catch-cry of many teachers in a wide range of schools across the deciles, but the low numbers are unique to low decile schools..  Students gave a number of reasons for the low numbers - 

· 
both parents are working and they are too tired when they get home

· 
parents are on shift work and can’t come in the evenings

· 
English is a barrier

It would be better for them if they were talking in their own language.  (Student)

· 
their parents have other priorities

They’ve got better things on their minds - food, bills, kids.  (Student)
· 
their parents don’t want to come, but students aren’t sure why

I get angry, I tell them education is important.  I want them to go and get the report but they won’t.  (Student)
· The students and/or their parents don’t think it’s important to go because the students aren’t having any problems and they’re not in trouble

If there was a real need they’d come, but they won’t unless it’s really necessary.  (Student)
· They think their parents won’t want to come, so they don’t tell them

It doesn’t feel that important.  I don’t think my parents are interested.  (Student)
· parents don’t have transport

· they have other things on, like church or sport

· they are held in winter and it’s too cold to go out

· they don’t know it’s on

Data suggest that the last is the key reason for poor attendance.  The reason parents don’t know the evening is on is that their children don’t tell them.  One teacher who phoned parents to invite their form class parents to the report night said the majority of those phoned did not know the evening was being held.  The reasons why students don’t tell their parents are reflected in the list above but, for many students, the key reason is they are afraid of teachers’ making negative comments to their parents.

Teachers only give the bad side of students to the parents.  (Student)
We’re afraid of bad comments and they may not be the whole truth.  Then we’ll get a hiding or be grounded or we won’t get TV for two months.  (Students

I don’t want my parents to come.  I’m bad.  (Student))
If it’s bad news, I throw it away (the report).  I throw the interview notice away too, because I’m afraid of what the teachers might say.  (Students)

Many students are fearful of negative comments because of the anticipated reactions  of their parents.  Some are afraid of the physical violence that could be meted out to them.  Others don’t want to face the lectures where they are made to feel guilty, or hurt, or put down when comparisons are made with siblings, cousins, neighbours or friends.  Some have been put under pressure in the past to leave school and get a job.  Some say they don’t want to hurt their parents and cause them any worry, especially if the student decides they already have enough to worry about.  Not telling their parents about the report evening is a way of protecting themselves and, in some cases, their parents.

For the same reasons students may not even give their report to their parents.  Some schools have tried to circumvent this by posting out reports with an invitation to attend the report night.  However, addresses are not always accurate or up to date and students take them out of the letter boxes before parents get to see them.  Some students told the researchers that posting was better than giving reports to the students to take home because it is a new unexpected tactic and is therefore more likely to reach the parents.  Some schools have given out reports on the night rather than giving them to students to take home or posting.  Those not collected are subsequently posted.  The difficulty with this is that the initial invitation to the evening may never reach the parents.

At one school, a teacher decided to call her form class parents to invite then to come.

I suspected some parents wouldn’t know about it so I decided to phone.  I got hold of 20 out of the 30 parents - some didn’t have phones, others were disconnected, with some I had to give messages to relatives, with others they were never home, the kids were but not the parents.  Sometimes there was a language barrier.  I wasn’t always sure they had understood.  A number of them didn’t know about it and when I asked the kids about it later they said, “I did tell Mum but she forgot.”  There seemed to be a lack of enthusiasm in their voices, it was hard to pick up how they were feeling, but I think that is just a cultural thing.  Some of them thanked me for calling.  I was surprised at how unresponsive they were but in the end, 12 parents turned up out of the 20 I contacted.  That was a really good response, most of the others had 2 or 3.  I had to make a real effort to do it because it was hard to make myself understood and it was quite discouraging.  I talked to them about the time they had to come, where it was and what they had to do, like pick up the report.  It took time but it’s hard to estimate how long it took because I did it over several days.  But it took time and a lot of energy.  (Teacher)

One other teacher at another school has also used phone contact to invite parents to a similar evening and said - 

I have the best parent interview nights when I phone each family, even when only half of them are on the phone.  (Teacher)
One school asked all of its teachers to phone their parents before report evening.  Some teachers were more conscientious than others but overall there was a significant improvement in numbers of parents attending.

These were the only instances given to the researchers of higher numbers coming to a report night.  Phoning parents takes time, energy, skill and determination.  If all teachers were to be asked to do this, these factors would need to be taken into consideration. 

Another successful strategy reported by one teacher was using students’ work at the interview.

I show the parents the kids’ work - the writing, the drawing.  I use their work to show the progress they’ve made.  It’s a revelation for the parents.  (Teacher)
Newsletters and notes

Most students are dismissive of newsletters.  Teachers and student described seeing them lying on the floor in classrooms and corridors after they have been given out at school or in rubbish bins.  Many of them get thrown away.  The following quotes demonstrate the reasons why this happens.

I don’t take them home because my parents don’t want to hear about school.  They ask me why I’m bringing this rubbish home.  (Student)

My parents don’t speak English.  I took it home when it was in Tongan.  (Student)

It feels like kindergarten.  I used to take them home at intermediate. (Student)

I forget to give it to them. (Student)

If my name’s not on the good list (for getting a Certificate), my parents want to know why.  I say, “They must have skipped me.”  I might get a bash.  It makes us feel low when they make comparisons.  (Four students)

If my name’s on it, I give it to them.  If it isn’t they have to ask. (Student)

I only show them the good ones.  If it means my parents might come to school, I throw it away.  (Student)

If it’s telling the parents about a half day off I don’t show them.  Then I can make up my own mind what I’m going to do. (Student)

If it involves money, I take it home.  Otherwise I won’t get it (the money). (Student)

Very clearly, students make decisions about newsletters in the same way as they do with reports and letters inviting parents to meetings.  These factors also apply when the students are asked to supply notes.  There is a lot of evidence to suggest that in order to protect themselves from their parents and teachers, and in some cases to protect their parents, students will forge notes for incorrect uniform, lateness, absences, getting a lunch pass and leaving early.  They also forge signatures on daily reports, school reports and any other official school documents.  They act as gatekeepers between the school and their parents.

Some solutions

During the course of discussions with the researchers, teachers and a small number of students came up with a number of ways to improve information sharing with parents and to encourage their involvement.

A number of suggestions would require little effort on the part of the school - 

· Making the most of every opportunity to inform and involve parents.  For example, at one AIMHI meeting, the principal took the opportunity to tell parents about unit standards, gave them information about setting up community education groups, told them that the school library was open on Saturdays and after school and passed around a book to gather contact details of each parent so that information about the project could be sent out to them.

· Making the most of enrolment.  Some teachers suggested that taking more time with parents at enrolment was one way that schools could get across key messages about the school’s organisation, parent groups, parent involvement, parent obligations, student services available and reporting to parents.

· Considering alternative times.  For a range of reasons, not all parents are able to come to evening meetings.  A group of students suggested that Saturdays would be better because they’re free, they’re just cleaning up on Saturdays.  Some teachers suggested having a range of different times eg an afternoon, a time after school and an evening or a combination over a couple of days.

· Phoning parents.  This has been discussed earlier in this chapter.  One teacher suggested ringing the parents at least once a term to talk with parents about their child - what is going well, what needs to be worked on.  While there are difficulties with contacting all parents by phone, this teacher said that in the long run it pays off for teachers if you can get the parents to support you.  The teaching loads of many of the teachers would make this difficult to sustain however.

· Making use of the radio to inform parents.  Because many families listen to the PI language radio station, using that medium to  inform parents about school events and education issues was considered by Pacific teachers in particular, to be a useful strategy.

· Working through the churches.  The evidence suggests that this may not work for all schools, or with all churches but Pacific teachers suggest that if schools have the cooperation and goodwill of the ministers, they are another avenue for schools to inform parents of school events or issues.

· Working with the students by putting more time and thought into briefing them.

There were a number of suggestions made that schools could carry out but which require resources for which they are not currently funded.

· Providing interpreters.  Schools often mentioned the difficulties they have with parents who can’t speak English but whose cooperation and understanding is desperately sought by teachers.  Although they are able to use Pacific teachers on the staff, they are not necessarily able to speak the parent’s language nor are they always available when needed.  Some of these teachers already carry  out additional responsibilities within the school because of their ethnicity.  Some schools use students to translate but they are not always accurate interpreters, either deliberately or unintentionally.  Schools need access to a translation service for teacher/parent conferences and for translation of newsletters and letters to parents.

· Community Liaison persons.  Some schools suggested that they need access to people who are able to liaise with families, with community groups, churches and key community personnel (in an ongoing way).  These people would ensure that the ethnic group meetings were maintained and would act as a conduit between all these groups and the school.  As one teacher said - 

I am the (ethnic group) liaison person at the moment.  It could be my full-time job, but I do it on top of my job at the moment.  I do home visits at night because that’s the best time but it encroaches on time I should be spending with my own family.  We need someone who knows the kids, knows the community and knows education. .  It would be good to use a teacher at the school.  They need to have continuous contact with the families on their turf, rather than at the school.  (Pacific Teacher)

· Parent education programmes.  Schools were unanimous in calling for comprehensive parent education on a range of education, school and adolescent issues.  From the data above, it is clear they are less certain about how to achieve it.  The timing, venues, languages used, people leading and supporting the meetings and providing food are viewed as key considerations. It is also clear from the data that one-off meetings are not the answer.  A comprehensive, ongoing programme using a range of strategies and building up networks is more likely to achieve the results that schools and obviously parents desire.  The AIMHI schools are not currently resourced to provide this service.

8.15 
School climate

Much of what has been written in the rest of this report provides windows into the climates of the AIMHI schools.  As the data quite clearly show, there are a number of influences that impact on the schools and the students over which the schools have no control and which they share because they are all decile one, multicultural secondary schools.  Nonetheless the schools do have different climates because they have different histories, philosophies, traditions and strategies in place, they are perceived differently by their local communities and the education community.  Some have been subjected to very negative publicity through the media.  The purpose of this section is to highlight the key factors that emerged from the data that specifically relate to the climates in the schools and particularly, the similarities and differences that emerged.

The climates in six of the schools were, in general, described by the people interviewed (senior management teams, teachers, support staff, students, and trustees) as  positive.  In one school, the climate has improved greatly over the last two years and most of the people involved are confident or hopeful that more changes  and innovations will continue to have a positive impact.  In two of the schools, recent histories of conflict and division have created tension and dysfunction that have had a negative and demoralising impact on the stakeholders.  Both of these schools are in the process of appointing new leaders and one has just been restructured into the senior section of a three campus school along with a nearby intermediate and primary school.  Major changes like this offer these schools  opportunities to make a fresh start but there are some complex and difficult issues that will need to be acknowledged and resolved if these opportunities are to be maximised.

Schools which have been damaged by the past and where there are still staff at the school who carry that history with them, need considerable ongoing support and expertise from outside the school to help them change their school climate.

I am new to the school and come from a very positive background.  There is an underlying negativity about what has happened in the past that some have more feelings about than others.  It’s hard not to be affected by it.  Most of the time I feel really positive and feel the school is going places and I do get good support.  But at times I feel the underlying tension, especially from the older staff.  (Teacher)

Their small size makes a difference to the climate of some of the schools.  While some of them are feeling the impact of a falling roll, teachers and students at some of the schools said one of the benefits was that their school was small enough for many of the students to know each other and the teachers.  

The staff is small and there’s great camaraderie between the staff.  We help each other and get great support from the top corridor.  (Teacher)

We’re a small community and the teachers know you, you’re not just a number.  You get to know students from all levels and you have friends in those classes too.  (Student)

It’s a small school so you get to teach at every year level.  When the students come in at the third form you get to know them quickly because you know their families.  (Teacher)

Some schools have a strong vision and clearly defined philosophy towards the role and responsibilities of the school.  In one school, the Catholic character of the school and the fact it is a single sex girls’ school gives it a strong focus and a set of traditions that frame the life of the school.  Another school places a strong emphasis on citizenship and pastoral care and many of its decisions are based on a commitment to that philosophy.  Another school has many accepted traditions that focus on succeeding in sports and academic subjects.

We’re here to help the students become self-confident and capable woman with strong Christian values.  That’s why their parents sent them here and we emphasise this philosophy all the time.  (Teacher)

There were sisters who went to (another school) and they caused so much trouble.  One came here, she was way off beam.  She’s now in the 7th form and is head prefect material.  The other one is off the rails in another school somewhere.  We take a kid from somewhere else and turn them around.  It’s because we have an empathy for “at risk” kids.  We don’t chuck them out, we look at their needs and give them strategies.  (Teacher)

The school is very structured.  The students know where they are and what they have to do.  It’s so well established.  There’s more rigour here.  The kids don’t get away with things.  They know it and it works.  (Teacher)
Many teachers noted the need to be constantly articulating their school’s philosophy and direction particularly when there are significant  changes in areas like staffing and curriculum.

The school’s philosophy is centred around a commitment to meeting students’ needs. It’s still there but there have been a lot of staff changes.  We’ve also lost sight of it a bit because of the emphasis on curriculum.  We’ve got hooked into curriculum content instead of focusing on students’ needs.  We need to pull the threads together again.  (Teacher)
The importance of establishing and maintaining traditions was emphasised by many teachers.

There are lots of traditions in this school.  There are assemblies every day.  There are lots of ceremonies and competitions that have been established for years.  These are the things that bind this school together.  There’s a lot of loyalty to the school.  People come back, ex-students and teachers.  (Teacher)

The things that bind this school together are the collective things - like the senior prizegiving.  There was mana and aroha.  It had a wonderful effect on everyone.  The students love watching things go well.  It gives them a feeling of pride, of collective spirit.  (Teacher)

In a few of the schools, traditions have not always been maintained and there was sadness expressed about this.

Lots of our traditions have gone and not been replaced, like the school culture concert and the cross country.  (Teacher)

We used to have a cultural festival week and speech shields in every culture.  The honours boards haven’t been updated for two or three years and a sports honours board was meant to be put up.  (Teacher)

Staff used to sing in the staff room each morning.  It was a good start to the day. (Teacher)

A number of teachers and students described the schools as monocultural not multicultural.  They are largely referring to the lack of Pakeha and Asian students.  These respondents believe there would be benefits in having what they described as a better balance - different viewpoints, different experiences and different values.
I’d like more Pakeha kids here.  It would strengthen the school and make it more balanced.  (Student)

The nature of the school is dangerous.  The kids see nothing different - we are monocultural.  They have nothing to aspire to that’s different.  (Teacher)

Two of the schools have more Pakeha and/or Asian students and in these schools,  some students commented about the benefits of this situation.

There’s a good ethnic mix at our school.  We get to learn about the different cultures and at festival time it’s really good.  (Student)

Our school is really multi-cultural.  You meet all sorts of different people and find out about the different cultures.  You act differently once you get to know them.  And the interaction is good for after you leave school.  The culture shock you go through at the beginning wears off.  (Senior Pakeha student)

Some teachers and students described some of these schools as difficult places for Pakeha students.  This was more pronounced in some schools than others.

It’s a hard school for Pakeha kids to survive in.  We only have 5 or 6 Pakeha students.  They tend to befriend the Philippino students.  (Teacher)

The Pakeha students tend to stick together in classes and during lunchtime.  We have Pacific Island friends too but we don’t hang out with them.  (Students)

The data show evidence of racial division in some schools.  For instance, in two of the schools, different ethnic groups have special geographic territories where different groups hang out.

The different groups have their own areas in different parts of the schools.  The Maori kids are behind X (classroom) block, the Samoans hang out around X block and the Cooks (Cook Islanders) go to X block.  It’s not that you can’t walk there, just that it’s their space.  The only ones who don’t mix at all are the Maori kids.  (Students)

There is a clash between the PI and Maori students.  Maori kids have got their own area and the Pacific Islanders go to the (named area).  We can’t get them to mix.  (Students)

From time to time, tension erupts amongst different ethnic groups.  Sometimes this is the result of an recent incident that has occurred in the community or may be the result of a long-standing community feud between families. It may be gang-related.  Sometimes the conflict will erupt verbally and at other times, in a physical fight.  These instances are not common.  From time to time, there is tension between staff members that stems from cultural differences , misunderstandings, bias or a desire to sabotage.  In most of the schools, this does not have a lasting or very detrimental effect.  In three of the schools it has had.

It was two PD days wasted.  It was an opportunity to work through some key issues for the school but smouldering, festering antagonism got in the way.  Some people said it was cultural.  Pockets of staff have their own agendas.  When we get together some dominate and manipulate opportunities.  (Teacher)

Tensions between two factions of a particular ethnic group (both represented on the Board of Trustees) have caused difficulties for one school.

It is important to note, that in any school factions can form amongst the student body, staff and/or Board of Trustees.  Issues of ethnicity and culture happen to be the cause of factions and conflict in some of the AIMHI schools.

Two of the biggest negative influences on the morale of the schools are the negative images portrayed by the media and a falling roll.  This is particularly true for those schools at the lowest end of the parental preference  order.  The implications of both are enormous and they are inter-related.  The immediate impact of either can be devastating.  It affects everybody, including the students.

How teachers and students feel about the physical appearance of the school has a major impact on the pride they have in the school and on morale.

We make a big effort with the appearance of the school.  It makes a huge difference.  We have no graffiti, we take care with the planting and we have a plan in place to make sure it continues to look good.  (Support staff)

The school always looks clean and tidy.  If any graffiti appears we try and get it off before the kids come.  It’s important we all feel OK about coming here.  (Teacher)

Everything’s falling down.  Our school looks terrible.  Its “shame” man.  (Student)

Kids abuse the school, there’s tagging and windows are smashed.  The rooms look horrible, the corridors don’t look alive and some of the classrooms are so dull.  (Teacher)
Students, in particular, mentioned the way in which their school uniform and sports uniforms reinforced the poor reputation of their school.  They often felt disadvantaged, compared with wealthier schools which could afford to ensure their students are well dressed at public occasions.  They want to feel proud of their school but know that their public and visible presentation is of a lower standard because neither the parents or the school can afford to buy what is needed to present a classy image.

8.16 
Conclusion

This chapter has outlined the key areas in which the schools take key responsibility for meeting students’ needs and the ways in which they can make a difference to student achievement.  It demonstrates that in almost all the schools, the senior management teams, teachers and boards are energetic, creative, tuned into the students’ needs and put in a great deal of effort to adjust to, plan for and deliver programmes appropriate to their needs.  In theory, student achievement should follow.  In practice, schools find themselves restricted because of other powerful external influences that, in most instances, schools are powerless to change.  It is not as simple as saying that if there is good leadership and governance, student achievement will follow.  This view trivialises the seriousness and magnitude of the external issues that directly impact on the performance of the students and the schools.

The data indicate that, if the schools were not judged by the external exam system and School Certificate in particular, and were not restricted by inadequate funding to provide additional staffing, resources and facilities, the schools would be in a better position to help the students succeed and to gain qualifications.  Outside agencies, parents and the wider community could then judge the performance of the schools and the students in a more balanced and valid way.  The schools could be acknowledged for the contribution they make to student learning and the value they add to student lives - rather than how they compare with more affluent schools which provide for students and families with totally different needs and different starting points for achieving.

One of the most urgent needs of these schools is to have in place a series of tests in the core subject areas that are New Zealand designed and provide the schools with valid and reliable data and a diagnosis of the students’ learning needs.  Schools desperately need a standardised baseline against which they can measure student progress and their school’s effectiveness.  

Because of the range, severity and complexity of their needs and the large number of students involved, the teachers find it very difficult to plan for and deliver an appropriate programme for all their classes.  Support in the form of smaller classes, additional support staff, the equivalent to a fulltime CYPS-accredited social worker and well coordinated and accountable truancy support have been identified as important to making a difference to the achievement levels of these students.

The data make it clear that there are many dedicated, skilled and special teachers at all eight schools.  There are also a small number of teachers who have a negative and detrimental impact on student learning.  The data provide a comprehensive list of teacher qualities and skills that students said motivate and help them to learn.  They provide a blueprint for the professional development and appraisal programmes in these schools.

Schools experience great difficulty in getting parents involved in school activities and more importantly in their child’s learning.  It is a complex issue and, given the effort expended already, this is not going to be an easy problem to resolve.  However, students gave a number or reasons why they believe their parents do not participate.  Changes to student attitudes and school practices and providing parents with more information and understanding emerged as being critical to making progress in this area.

Chapter Nine: Maori Parents’ Perspectives

9.1
Introduction

Overall, information for this report has come from a sample of about 100 Maori parents.  It was decided to seek the views of Maori parents through school based meetings in each of the eight schools.  A target of holding three meetings at each school was set.  Meetings were held from August through to October.

One meeting only was achieved with one school (two parents attended), two meetings were achieved with another, while a third school permitted the researcher to attend scheduled Whanau meetings as an observer.  Five schools completed three meetings each although, in four of those schools, the parent response was not strong and so participation was less than that hoped for.  A number of supportive parents attended two and in some instances all three meetings set down for their schools.

The co-operation of the Maori heads of departments was critical in setting up meetings and this had to be encouraged in a sensitive way.  At times this wasn’t as straight forward as one would have expected.  Their response ranged from enthusiastic co-operation, to reluctance, to opposition.  One school had a newly appointed HOD whose priority was to become established within the position
.  Another school had no Maori head of department and so the Maori parent network
 was used as the point of contact.

In these schools there is a widespread lack of interest and apathy from both Maori parents and children about education and school issues.  Many do not wish to be involved and some did not wish to participate in this research programme which they saw as another one in a list of many.

Where are the results of all the other surveys done over the years in this school?

Some parents were suspicious about the intentions of AIMHI and saw its function as being similar to that of the Education Review Office.  That is, a report would be produced that would again strongly criticise the people, the children, the teachers and the schools in South Auckland.

I’m apprehensive about AIMHI

Anything that has come out of South Auckland and into the media has always been negative for us.

I’m sick and tired of things that they portray about South Auckland.

We don’t want to hear or respond to any more accusations and criticisms about us.

Gaining the trust, the support and the cooperation of the Maori community was important so that more would accept the study as an opportunity to state their feelings and their wishes.  There wasn’t enough time for that ‘Whanaungatanga’ to be properly developed.

Communication about meetings between some schools and their parents did not seem to be as effective as it could have been
.

The researcher believes that if the opinions of the Maori parents who didn’t come to the meetings are to be accessed, a lot more indepth work over a longer period of time is required. 

9.2
The education system

The education system was the subject of heavy criticism by most of the parents who attending the meetings in most of the schools.  Criticisms were directed at the system, at schools, at Board of Trustees and the Ministry of Education.  The following are comments from four parents who expressed their views to the group.  There was a strong feeling of agreement and general consensus for these views from all at the meeting.

The system passes a few, but most fail.  You can’t have too many chiefs and not enough Indians.  You need workers to work the system and Maori stay working as a labouring class.

In the system there is always a hidden agenda behind everything and we fail to see these.  They blame us (the parents), the principal, the teachers, but what they don’t blame is themselves - the system.

Our children rebel too.  They know the system, they do different things - anything to go against the system.  It’s their way of saying this system doesn’t agree with me.  They have their own ways of showing their feelings.  There is something wrong here but I don’t know what it is.  They rebel, they do subtle things against the system.

Not so long ago I started to attend University and this is where I learnt or found out the real reasons for our problems in education.

Maori are not succeeding.  Why has it taken one hundred and sixty years of colonisation to figure that out?

I don’t believe we are to blame as parents for our children.  The system has to change.  It must change to meet the needs of our children.  We want them to succeed.

That would be one of the most radical things Maori could do, to take our children out of this system and put them into an alternative system, but that system would have to be in place.

Can we not get all the information, bring it into the open for everyone to see, make it public, so that people can see it’s not the parents who are to blame, it’s how the system works.

Comments from parents attending groups and meetings at the other schools are recorded as follows -

These Maori students have talent and ability in something but these strengths are not being identified and highlighted.  The brightest boy in the school is Maori.  There were two duxes of the school and both were Maori.

Maori in Otara will not become achievers until they have their own Maori school.  There are low Maori rolls in all schools.  Withdraw them and put them into one school.

Maori seems to be the way to go to get to our children.  If this is the way so be it.  If you make Maori popular then it will be our salvation.

Maori should be more pro-active in determining the kind and quality of education best suited for their children.  They should not depend on others such as the education system to educate their children.

Boards of Trustees were discussed and viewed with varying degrees of concern in three of the eight AIMHI schools.  The severity of comment reflects the degree of conflict and ambivalence experienced by the person to whom the comment belongs:

A board of trustees is the worst possible scenario.  It is profit or finance orientated and it doesn’t have the students’ interests at heart.

Trying to get things is like trying to free a paua stuck to a rock.

Today’s Boards of Trustees are not in tune with the Treaty of Waitangi.

There is no communication between the Board of Trustees and Maori parents.  No encouragement is given to meet or join with them.

There is no Maori representative on the Board and there must be one.  Maori parents have a right to that.

Discrimination is being carried out in this school.

Cultural sensitivity should be integrated to change whether it be a set of new policies, a programme, or an issue that is being processed.

One Maori trustee felt disillusioned about her/his experience on the board.

I’m pulling out of the board as I find that institution racist.

I’ve come to realise I have been a puppet.  I’m doing nothing for our Maori children on the board and I’m really angry about that system.

At one of the meetings a Maori parent challenged the Ministry of Education with the following questions and these were endorsed by the rest of the group.

How could a Ministry that plans for years in advance not foresee these difficulties in these South Auckland secondary schools?

Why has the Ministry allowed these problems to happen and to continue?

Many Maori parents now have conflicting thoughts about the education system, particularly in view of their belief that for most Maori students in some of the AIMHI schools, the mainstream system is going to fail them.  Some Maori parents are now contemplating other initiatives and these are discussed in a following section.

9.3
Maori language and culture in education

Almost all Maori parents who attended meetings are clear that there has to be a stronger emphasis on quality teaching and learning of Maori language in the AIMHI schools, complemented by appropriate programmes of cultural knowledge, traditions, beliefs, values, history and spirituality.  

In one school, as its ERO report indicates, the programme has produced positive results.

From 1993 to 1995 the average performance of Maori students in Te Reo Maori has been equivalent to the national mean of School Certificate level.  Most students received grades in the top three levels for both oral and written examinations.

Some parents in the other schools had concern -

Education scares me.  If you miss out in Form 5 you miss out on something for the rest of your life.  I support the Maori concept.

Tikanga Maori is not always being observed in the school.  Karakia is missing in this school.  We used to have whole school morning assemblies but the system doesn’t allow for this daily spirituality now.

For Maori children to learn Maori they should be in a Maori environment in order to learn tikanga protocol and Te Reo.

What about Maori culture?  Where is its value?  Our knowledge is important but whose standards are we following?

There is a lot to learn from the philosophy and the rationale of Kohanga Reo and why it is successful.

If we come from backgrounds different to the school, naturally there are going to be problems and we are going to resist.

We need Maori teachers across the board.  We have to work hard to get Maori students to learn the Maori language.

Te Reo is most important.

At induction nothing was said about the implementation of Maori issues in the school.  My husband had to ask because nothing was mentioned voluntarily.

The language of another ethnic group is taken at Form 7 so why not Maori?  This is wrong.

Why can’t we learn about our own country, not France and England?  About colonisation in New Zealand and E.G. Wakefield?  The Treaty of Waitangi, the 1835 Declaration of Independence, the philosophy of the Maori prophets such as Te Whiti of Parihaka.  Why can’t our children learn these?  They will gain a sense of identity and idealism.

Some parents in at least one school have signalled their intention to move their children from the mainstream into Maori curriculum dominated classes.

Maori seems to be the way to go - the language, the songs, everything.  The bilingual unit seems to be the way to go.

I want my son to feel confident for next year.  I want him to join the bilingual option in 1997.
In another school the concern is about the low number of students being enrolled in the Maori language classes at Forms 3 and 4 and the detrimental ‘roll on’ effect this has for numbers of students in Te Reo programmes up to bursary and scholarship levels.  The status and mana of the Maori department is also adversely affected by the lack of senior students to model Maori leadership and academic attainment.

The roll of students taking Maori in the senior school is right down, two in the 6th form and one in the 7th form.

We have to rebuild the reputation of the Maori unit.  This needs to be a public relations type task.

All Maori parents of another school who attended the meeting requested stronger and improved programmes for the teaching and learning of Maori language in their school from Form 3 to Form 7.  At Forms 3 and 4 a tutor(s) has been engaged to provide elementary Maori at those levels.  From Form 5 onwards Maori language instruction is provided through the correspondence school.

The parents have been advised that the reason Maori has been included in the Form 3 and 4 curriculum is because of the school’s obligation in the Charter to the Treaty of Waitangi.  Some parents feel this commitment is a token effort only.

The school’s efforts are mere tokenism towards Te Reo and Kapa Haka.

A quality service for teaching of Maori is not offered or delivered.  Substandard tutors have totally confused the children.

The offering of tutored Maori at Forms 3 and 4 is not satisfactory.  The offering of Maori at Form 5, 6 and 7 through the Correspondence School is not acceptable and learning Maori from a tape recorder is not acceptable.

Parents of another school have called for a greater input of Maori values and learning strategies through the use of Kaumatua and other people resources who are expert in their fields of work, hobbies and studies such as carving, weaving, song and dance, Maori martial arts, history and spirituality.

Parents in two other schools have expressed concern at the removal of traditional Maori practices which used to be a part of the normal routines of the schools such as daily prayer in Maori, a Maori assembly and a welcome to visitors whenever the occasion was appropriate.  The wish is for these tikanga to be reinstalled.

In the opinion of the researcher, not all schools have strong, quality Maori language programmes.  One school can lay claim to that status.  Two others have encouraging developments with bilingual whanau units and there is some hope that these will continue into the senior school.  Two other programmes are not progressing with enthusiasm, while another two schools need to go back to basics in order to rebuild their programmes and their reputations.  The final school is in its infancy in terms of its Maori language programmes and will only grow if there is a change in the attitudes and decisions of the senior management team.

It is important that in order to attain these goals of quality teaching and learning of Maori language there has to be strong fiscal support and quality trained teachers.

9.4
Maori educational initiatives

Most Maori parents were unified in their views that Maori children operate and achieve best when they are placed in a whanau environment rather than left working as individuals.

The whanau concept and not individualism is embraced.

A breakdown in the family unit causes most problems.  Whanaungatanga can help to restore self esteem.

Maori whanau teachers are great and they have good relationships with the students.  Under the whanau system there are no problems because of constant contact with students.

It is good in the Maori department.  There is a big whanau down there and everybody works together.  I don’t feel out of place.  I am not treated like a stranger and I get a good buzz in there.

Maori thrive in whanau systems.  They are not individualistic.  They learn better in a collective learning situation.

Providing there is good leadership and quality staffing, bilingual units and whanau systems are endorsed by Maori parents as being safe, inclusive, supportive learning environments for their children.  For those schools in which they are operating well, they are a source of pleasure and pride for pupils, parents and staff.

The students can be proud of the school’s bilingual unit and of themselves as Maori.

The work ethic will be full on.  The teachers’ expectations of students in the bilingual unit will be high and they will be expected to do well.

It appears that all parents and students feel secure in the ethos of ‘whanaungantanga’ which underpins these kinds of bilingual, and whanau systems, which in a few schools are flexible enough to permit vertical groupings in order to facilitate ‘buddy systems’ of support for pupils.  This is an older-younger sibling relationship between senior and junior students which, in one school, allows for ‘catch-up’ tutoring by the seniors to assist the juniors in curriculum areas in which they are weak.  

Parents and students are supportive of this family principle because it promotes the development of unity, self-esteem, confidence and identity.  Discipline and control are contained within the system too.

The bilingual unit works as a whanau and discipline is based on the status between the tuakana (the older brother) and teina (the younger brother).  Mainstream students see our system and want it too.  They ask for the secret.  The answer is the tuakana, (s/he who is the leader), teina (s/he who is younger) and the concept of whanaungatanga.

The Maori whanau unit is a safe environment.  It is supportive in advising me about happenings in the school.  For every new entrant I would ask the college to adopt a buddy system or in Maori, a ‘tuakana, teina’ system, in which our 6th and 7th form students play an important role model programme.

Seniors tutor juniors in tutorial time which is in the morning.  This is not just for students with special needs.  It is an opportunity for more reading and lots of seniors volunteer to take tutor reading with juniors.

Some parents have become responsive to a growing call, in some of the schools, for the development of whanau and bilingual units into Maori secondary schools.  A range of options have been discussed and include suggestions such as:

At present the bilingual unit only caters for Form 3 and 4 students.  Discussion and planning for further development into Form 5 to 7 are still going on.

A school within a school whereby the Maori department could be changed into total immersion Maori.  This would create a small Maori secondary school with Maori curriculum, controlled by Maori, within the parent school.  The attitudes of the children and parents would change for the better and so would the status of the school.

Change the current Maori department into total immersion.  This is an extension to the bilingual unit.  It would be a Maori school within the school.

In Maori kaupapa, one can relate the academic to the environment.  Intellectual development is not lost.

A Kura Kaupapa Maori secondary school that would nurture the ‘wairua’ (soul), the ‘ngakau’ (heart) and the ‘hinengara’ (mind), of the child.  The emphasis of the school would be on learning Maori language, customs, traditions, values, beliefs and Maori ways of teaching.

I would like to see Kura Kaupapa Maori in this school with qualified competent teachers to run it effectively.

Being totally immersed in Maori is totally new and has implications in terms of staffing, curriculum and resources.

Some parents discussed the idea of creating one secondary school in South Auckland for Maori students only.

Maori in Otara will not become achievers until they have their own Maori school.  There are low Maori rolls in all schools.  Withdraw them and put them into one school.

It appears that although Maori parents still see some value in things offered through  current mainstream education, there is a growing awareness of the importance of having a system that also provides the holistic ethic of Maori cultural beliefs, value  and observances that are unique and essential to the total development of Maori children.  Not all parents are clear, at this stage, of the best ways for this balance to be achieved.  The types of options outlined earlier in this chapter represent ideas by parents to provide for both needs alongside each other.

9.5
Parent responsibilities in the education process

Thirty Maori parents, from four of the schools, responded by means of a questionnaire to the question “what are your responsibilities in the education of your child”.  Some parents talked about the need to talk with and to understand their children.

To talk with them about what’s happening with them and the things around them.

To talk, rant and rave to him when he strays off the track, and to listen to him when needed.

One parent talked of the need to encourage his/her children

To support their goals and to help them see that they have the potential to succeed.

Most of these parents were aware of a need to monitor, guide and facilitate their children’s progress.  This included ensuring that they arrived at school on time each day and attended classes.  Several specifically mentioned homework.  They want to ensure that homework is completed and to help with it if their children need help, and if parents are able.

To identify by feedback whatever the children need help with and to help in the best way I know how.

One parent said that they try ‘to focus on our children’s’ education for about 1( hours after school’.

A few mentioned ways that they could be supportive through the type of home environment they provide.

To provide a good home life and support

To participate in disciplinary action and carry it on in the house, e.g. no allowance, no TV, no going out, no friends over.

One parent noted the obligation to provide the school equipment they need and to pay school fees.  A few parents talked about the importance of working with the school and the teacher, and being supportive of the school.

To understand what teachers have to put up with.

To back up the teacher.

To support the teacher who cares about my child and to support him with his homework.

To follow up my children and their teachers to make sure the children are still on track with their subjects.

The parents who attended the meetings, and responded through the questionnaire, are committed and dedicated Maori parents who want their children to do well and to be successful.  They see their role as taking responsibility for the at home activities and being supportive of the school and the teachers.

9.6
Conclusion

Maori are tangata whenua and as a founding culture of Aotearoa, parents want to be supported by our education system.  They fear that in the light of continuing under-achievement, an increasing lack of interest and involvement by Maori in education, plus what parents perceive to be a succession of critical reports emanating from school reviews, the time is now appropriate for a change or another approach to problematic issues in Maori education.

There has been a strong call from parents, who attended the AIMHI meetings, for schooling to allow the return of their children to Maori cultural values and beliefs in order to provide a base for the building and enhancement of personal and ethnic identity of worth, confidence and pride, of commitment and goal setting.  Parents are clear that there has to be an emphasis on strong programmes of teaching and learning Maori language, knowledge, traditions, values and beliefs.  Parents are saying that individualism has to be replaced by group and whanau relationships (whanaungatanga) and this can be accommodated for by adjustment or changes in the system to permit various forms of Maori secondary schooling.  Options include a school within a school, total immersion or kura kaupapa Maori or a bilingual secondary school.  

Such initiatives would require the Ministry to provide both setting up and ongoing funding and to be flexible in considering alternative systems.  They would require quality leadership and staffing.  Action needs to be taken to ensure that Maori find teaching an attractive career.  This may require recruitment initiatives and incentives.  It will require quality training programmes for Maori bilingual and immersion teaching.  Practising teachers need continuing professional development and in these socio economic areas, need the types of support services detailed elsewhere in this report.

Chapter Ten: Pacific Parents’ Perspectives

10.1
Introduction

The consultation with the parental community of the schools in the AIMHI Project appeared to have been approached with ambivalence by some of the principals. The reasons for the ambivalence appeared to have been based on some anxiety that the Project would further reinforce in the minds of parents and community that these schools are unsuccessful. However it was decided that it was important for parents to be aware of any attempts that were made to help their children and, because their involvement and support for their children’s education is an important part of their children’s success, the decision was made to inform and consult the parents.

The number of parents that attended consultation meetings were small compared to the total number of Pacific parents of children at the AIMHI schools. However contact was made with over 600 parents, in the seven schools in Auckland and the one school in Wellington. There were  differences in the views of parents but the differences were more significant between one cultural group and another. The major difference appears to be related to the length of time that a particular cultural/ethnic community has been resident in New Zealand and the knowledge that they have acquired about the schooling system in New Zealand.

Some communities were much more homogenous than other communities. For instance all the Tongan parents that were consulted migrated to New Zealand in the 1970s and 1980s, very few attended school in New Zealand, nearly all had limited use of English, and most of their children were born in New Zealand. Other communities such as the Samoan and Cook Island communities included parents who were born in New Zealand or who migrated to New Zealand as young children and had attended school in New Zealand as well as parents who migrated here since the 1970’s.

This report of these consultations focuses on the views of parents on education in general and on schools, and practical suggestions that the parents made about how the communication between them and the school could be improved. The parents did feel that close communication with the school can benefit their children’s school performance. However they identified quite clearly why close communication between themselves and school is not occurring and they have made some clear suggestions as to how this could be improved. 

It would be true to say that there was a low response from parents to meetings called by the school and held in the school. We report in detail on the different ways which were used to try to get through to parents other than meetings at the school and the success or lack of success of these methods. Because the main focus of our research was the links between school and parents, we feel that it is important to provide information in some detail on how we attempted to get through to parents when it is clear that the ways which the schools presently use to communicate and to invite parents to school meetings are not successful.

The number of parents we were able to contact was also limited by the time frame of the consultation process, the financial resources available for this part of the research and our personal availability. The option of visiting individual parents in their homes was not a realistic option because time and funding for the researchers did not allow for that. A greater number of parents could have been contacted if more time and funding had been available. 

10.2
Methodology

Consultation Methodology

The relatively low turn out of parents at the meetings called by the AIMHI Project schools and held in the school was anticipated to some extent because of past experience that schools have of such meetings. 

The AIMHI meetings, however, were communicated to the parents in a much more comprehensive way than usual school meetings. The methods used with most schools were:

· newsletters in the Pacific languages sent home through students

· newsletters in Pacific languages mailed home to parents

· telephone calls to parents made by Pacific teachers speaking to the parents in their first language

· telephone calls to parents made by researchers

· notices in different Pacific languages over Pacific language radio programmes

· church announcements in some instances.

It was decided by community researchers and school principals that the initial meetings with parents would be called by schools and held in schools.

An initial round of meetings was called for all Pacific and Maori parents in each of the schools.  At these meetings the aims of the AIMHI Project were explained to the parents  and the community researchers were introduced.  A second round of meetings was called by the schools for the research interviews to be undertaken. These interviews were undertaken in different ethnic groups.  These meetings were held at the schools and were not well attended. 

The researchers themselves then used their own networks to get through to parents. These networks included

· church contacts

· family contacts

· community contacts.

There was concern from some Principals that taking the consultations to the churches would result in discussions dominated by ministers and parents who may live in the area but whose own children did not attend the local AIMHI school. This was taken into account by the researchers as primarily the people that we needed to talk to were parents of students at the AIMHI schools; but because the attendance at the school meetings was so low, we decided that we would contact parents through church congregations. In terms of the number of parents we were able to see, this was the most successful context. The problem that some Principals had concern about did not arise, because we talked to parents of students in these schools, and not to the Ministers.  The Ministers were not present in most of the meetings held in churches.  At the meetings in which they took part, they did not dominate the discussion. 

The church ministers that the researchers approached were ones that we personally knew and it was appropriate for us to contact them by telephone to ask to meet with their congregation. With the church ministers that we had no connection with, it was inappropriate to just call them up on the telephone and ask for access to their congregation.  The right protocol would have been to personally visit the minister, explain our reasons for needing to meet with parents and establish a face-to-face relationship. If he accepted our request then he would ask the parents/congregation to meet with us and then we would meet with the parents/congregations. We felt that in terms of the time and finances allowed for this research, that that was beyond what could be reasonably expected of us.

Some researchers organised meetings in homes and these were very successful meetings in terms of the quality and quantity of information acquired. This type of meeting happened when the researcher personally knew or was related to those parents and the parents were comfortable enough to meet in a particular home. 

It was recognised that some parents do not attend church and yet this is an important group whose views should be sought. It was suggested that researchers should try to contact people where they normally are, places such as the TAB, housie, sports gathering and the flea market. This was attempted by some researchers, but without satisfactory results because people in these situations were there for a specific activity and they did not appreciate the interruption of being interviewed during these times.

The number of parents who attended group meetings ranged from four parents in a school meeting to over sixty in a church congregation. The approach to the interviews in these situations varied greatly. With smaller groups, detailed and quality information and opinions were elicited. This level of detail was not achieved in big meetings. However, we undertook the small number meetings prior to the bigger meetings, so we were able to use the information that we acquired during the smaller meetings and checked out whether these views were shared by the people in the bigger groups. The views acquired in small meetings were shared by the bigger groups, and some of the views were elaborated upon.

Some researchers conducted telephone interviews. The process and the quality of information acquired this way was helpful but not satisfactory in itself.

Some researchers asked parents to answer questionnaires and the information acquired this way was also useful.

Pacific Research Methodology

In general, Pacific people require a relationship of reciprocity to be established and then an exchange of information and opinions would occur within the context of this reciprocal relationship.

This was the case in this consultation. When the number of parents who came to the school meetings were limited, the community researchers used personal relationships with particular people, whether they were church ministers, professional colleagues or family as a mechanism to getting through to parents. The researchers may not have a personal relationship with the people in a congregation, but the congregation have a relationship with the church minister and in this context they will respond to the minister’s requests of them. The request from the researcher to the church minister is based on past reciprocal relationship. The relationship continues in some form after the information gathering and the researcher recognises this. The church minister and the congregation may make a request of the researcher which may be completely unconnected with the AIMHI Project at some later date, and the researchers accept that this may be so and accept the obligation to respond. This is the mechanism for the maintenance of relationships which helps to keep the Pacific community together.

We also saw the interview process as a conversation between us and the parents, where we would answer any questions that they  asked and share information.  At the same time we were aware of not “putting words in their mouths” and not answering questions on their behalf.

The most successful meetings which we had, in terms of both the number of people who attended and the quality of information acquired were the church and family based meetings.

At one time in the history of social science research, the validity of research was dependent on acquiring information objectively and this was seen to be possible only if there was a random selection of informants, there was no prior relationship between interviewer and interviewee and where the personality of the researcher was as neutral as possible. This notion of objectivity has been thoroughly critiqued and there is acceptance now of the inter-subjective nature of research.

We would like to claim as Pacific community researchers that this consultation was dependent largely on pre-established relationships, and further that research in the Pacific community should be undertaken within a reciprocal framework of relationships and that research activity itself should contribute to strengthening those relationships.

10.3
Links between school and home

In terms of the relationship between school and home, the views of the parents were sought in relation to four specific areas. They were

· communication of general information

· communication regarding the performance of students through school reports and parent teacher interviews


· the ease or lack of ease in communicating with the school principal

· communication with the Board of Trustees.

In relation to the communication of general information, the parents were asked to

· describe the procedures which the school used to communicate to them 

· and then whether they found this to be satisfactory and if not 

· to suggest what could be done to improve this communication.

Newsletters

In most schools, communication from the school to the parents is through newsletters which are meant to be delivered by the students to their parents. In most instances, the newsletters are in English. Newsletters are in the Pacific languages only in specific instances.

The parents generally found this to be unsatisfactory for the following reasons; 

· they suspect that they do not always receive the newsletters because the students do not deliver them and they find out about events after they happen.

· for some parents, when they do get the newsletter they do not clearly understand what it says and some parents do not understand it at all because it’s in English.

One school had a weekly newsletter which the parents expected to receive on a particular day every week; this aspect was positive but there was still the problem with understanding the content of it.  Some parents asked the children to translate the newsletter but some students did not have a good enough command of the parents’ language to be able to do this adequately and some parents did not trust the students’ translation. 

This is very much so with Tongan parents and recent migrants.

School Reports and Parent/Teacher Interviews

In terms of school reports the parents were asked 

· how they received school reports

· whether they understood the reports

· and if there were problems to suggest how these problems could be overcome

Parents reported that school reports were sent home with the students. The parents were given an opportunity to have an interview with the student’s teachers and an appointment was made through the students.

As with the newsletter, parents suspect that sometimes they are not given the report by their children. For the parents who do receive them, many do not clearly understand what is said in the report because of inability to read in English well. Parents also do not take the opportunity to attend the parent-teacher interview because of their limited ability to converse in English. Some parents attend with their children but they are not confident that the children translate what the teachers say correctly especially if teachers want to report on unsatisfactory performance and/or behaviour.

Some parents who do understand the school reports and do attend parent-teacher interviews were very concerned that they are told that their children’s academic performance is satisfactory but that these students then fail their exams. Sometimes parents are told that their children are “good” when they feel that their child can’t read or write well. These parents have gained the impression that teachers are not truthful with them. Some parents thought that when teachers say that a child is good they mean that their behaviour is good but not necessarily their academic performance. Parents said that they want to be told the truth about their children’s level of achievement. 

Some parents said that it would be easier for them to understand their children’s performance level if actual marks were given instead of grades or general remarks. They would then know if a child’s performance for a particular subject was above or below the pass mark of 50%.

Communication with Principals and Boards of Trustees

Parents perceive Principals in general as being approachable and supportive, but there is still very limited communication between them and Principals.  Some parents had no knowledge of the existence of the Boards of Trustees or of what their role is. Others have had some limited contact. Some Boards have Pacific representation but, even then, there is still limited contact between most Pacific parents and Boards of Trustees. Contact with the Principals happens most often when there is serious concern about a child’s behaviour and contact with Boards occurs mainly when a child and parents appear before the Disciplinary Committee of the Board.

10.4
Perception of school by parents

In general parents saw the school as basically doing a good job. However they were aware that their children were not performing well academically. In general the explanation for this was made in terms of the students’ lack of effort. However  some clear criticisms of schools emerged especially in terms of  a perceived failure on the part of teachers, senior staff, and the Boards of Trustees, to discipline students appropriately.  There was also concern about the attitudes of some teachers towards Pacific students. 

The criticisms came more strongly from the Cook Island and Samoan parents then they did from Tongan parents and some of the schools were criticised more strongly than others.

Teachers’ Expectations of Students

Parents have the impression that teachers have pre-conceived ideas about Pacific students, that they have low expectations of them and that they seem to think that some subjects are beyond the students’ ability.  They believe that teachers do not understand the students’ cultural background and don’t know how to teach Pacific students. Some teachers are seen to give their attention only to the “bright” students while other students become picked on by teachers, especially those who can speak their mind.  Teachers are seen to stand up for each other which students see as not giving them a fair chance.  The sense of not being heard, leads to students staying away from school.

At one particular school students reported to their parents that some teachers in their opinion are racist and that they have been called names such as “bungas”.

Parents’ Perception of Teachers

Parents perceive teachers, not so much in terms of their professional qualifications and competence but, more in terms of how they control and discipline students. Teachers generally are seen as being weak and giving students too much freedom. Some parents feel that schools do not deal effectively with problems such as students smoking on school grounds. Their perception is that there is no clear punishment for when such rules are broken and that leads to a general decline in the discipline of the whole school which leads students to further break school rules with impunity.  Seeing students smoke on their way to and from school and being seen in shopping centres during school hours are two of the main reasons parents say AIMHI schools get a bad reputation in their local communities.  The parents think that whenever students are in school uniform the school is responsible for their behaviour. This impression of lack of discipline is one of the reasons why some parents choose to sent their children to schools in other suburbs.

At the same time, some parents have children who have been suspended for breaking these rules, and when they were allowed to go back to school, they really appreciated this and felt that the Principal and Board of Trustees were good for giving students a second and even a third chance. Some parents had children who were expelled from other schools, then they were accepted by a particular AIMHI school. They appreciated this, even though some of their other children continue to attend schools outside their own locality. These same parents also thought that discipline was not strict enough in the AIMHI schools.

Some excellent teachers were recognised, some teachers were seen as not being fair to students, but the general attitude was that teachers are qualified to do what they are meant to do and the parents are not in the position, nor have the knowledge to be able to critique their performance. 

Some parents, through reports from their children are of the opinion that some teachers (both Pakeha and Pacific) are not performing well enough.  They are concerned that something be done about such teachers, but they do not know what can be done or what is presently being done about such teachers.

Even the personal lives of teachers can impact on the reputation of a school.  Some parents expressed concerns about the personal behaviour of some teachers specifically in terms of teachers who were not married to their partners. They felt that it is not good for students to see this type of behaviour in their teachers.

In some schools, students have to take some subjects by correspondence. These parents understand that this is because the rolls are falling and the school cannot afford to employ teachers for these subjects. They still felt that this was unfair. Two suggestions came up in regard to this, first that there should be a smaller student/teacher ratio in the schools in South Auckland and secondly that more resources should be directed towards these schools.

Most parents would like to have more Pacific teachers involved in teaching their children. Their reasons are connected to curriculum, in that such teachers can teach Pacific languages and Pacific studies as well as in other subject areas where they are professionally qualified; its pedagogical in that they think such teachers can teach in a more directive way which they believe will lead to better learning; it’s cultural in that such teachers understand the cultural background of the students; it’s to do with discipline in that such teachers understand clearly the behaviour that is expected in the home and will expect that in the school as well.  Parents think that Pacific teachers can play the vital role of linking Pacific parents to the school.  

Parents believe they should be more involved in the school, but there are major problems to doing this. For many parents, having to use English language in the school context is the first and the major barrier to involvement.  For those who can converse in English, the school is still a culture that is different and not understood.  In the view of the researchers, the only Pacific parents who would feel comfortable in the social/cultural/academic milieu of the school are those who have gained tertiary academic qualifications themselves and can communicate within the mono-cultural context that is the school today. The children of this type of Pacific parent most probably do not attend the AIMHI schools. Nevertheless some parents feel that these real barriers to their involvement are not recognised by schools but their lack of involvement is. They feel their lack of involvement is interpreted by schools as a lack of interest and support for their children’s education. Many parents agreed that they need to accept some of the blame.

They do think that it is important for themselves, the students and the teachers to work together, but they do not know the teachers and the teachers do not know them. The teachers do not know the parents’ cultural background.  Some parents in one of the schools said that some teachers can’t pronounce their names correctly and that some teachers make fun of them. In this particular school, some parents have experienced pre-judgement and racism both towards the students and themselves.

However parents are very involved in cultural festival preparations and activities. They say that they do this because this is an area in which they have expertise and because they know that Pakeha teachers cannot teach this. They see the cultural festival as an important contact point between them and the school. 

Curriculum Issues, Educational Programmes and Strategies

When parents were asked of their opinion about educational programmes and strategies that could be implemented to help improve their children’s educational performance, they tended to focus on discipline issues in the belief that Pacific students would learn better in a class room environment which was controlled and where teaching was more directive; but in addition they suggested more emphasis of language teaching, both English and the students’ ethnic language and computer skills.

The major curriculum issue that parents focused on was language. Parents want their children to be competent bi-lingualists. There seemed to be an awareness amongst parents that their children are not competent speakers or writers of either English or their own ethnic language, and this awareness is shared by parents who do not speak English well. They are aware that their own children speak English as their first language, but they are beginning to appreciate that this ability to converse is not providing a sufficient base for academic success. 

They make two clear recommendations about this.  They are to provide extra English language classes for Pacific students and for Pacific languages to be taught in schools.

Some parents also wanted Pacific studies in terms of Pacific culture, Pacific stories and Pacific history to be part of the curriculum. 

Parents are aware of the place of computers in the work place and they want this technology available in schools (as it is absent in the homes) and for the students to acquire these skills.

Some parents suggested that text books should be reviewed as the content may not be culturally appropriate.

Homework

Parents are concerned that homework is not given to students. At the same time, they say that the home situation is not conducive to studying and doing homework at times. They also say that the students’ inability to do homework causes them to avoid attending school because of embarrassment and fear.  Some parents are aware that home work is an important part of school and they are worried when students say that they are not allocated homework.  They feel that homework opportunities need to be provided for their children outside of their homes.

Some schools have homework programmes run after school. Some are available for all students and some are for particular ethnic groups. Teachers within the school supervise these programmes. A homework programme was available for a short time at PIERC and some students from the South Auckland schools attended this programme whilst it was running. Some church congregations  attempt to organise homework help for students within the church context. Some students attend homework programmes available in schools outside the South Auckland area.

There were a number of problems associated with these programmes.  Some programmes within schools for specific ethnic groups were run by teachers but they were not well attended.  It was decided by the teachers involved to discontinue the programmes. The parents who had children attending the homework programme attested to their usefulness, reflected by improved grades.

Some parents did not believe the students when they asked to stay behind after school to take part in extra classes provided by the school , so they did not allow them to do so. Parents said that if they knew that their children were telling them the truth, they would have allowed them to stay.

The programme at the educational institution was discontinued because of lack of funding. 

The study/homework programme that two church congregations organised was dependent on the availability of tertiary students and this made them vulnerable.  These congregations would welcome help in terms of tutors and finances to help pay those tutors. 

10.5
Parent education

Most parents that we talked to expressed a desire to understand more about what is happening with their children’s education. They saw a need to work together; yet in most of the schools there have been ethnic based parents’ committees that were active for a while but then became inactive. These committees are mostly active during the preparation for the Polynesian cultural festival.

A majority of parents saw the benefits that they could acquire from an education programme directed at how they could be more involved in their children’s education. This desire could have been brought about by the AIMHI research interviews and the issues that were raised and discussions that ensued. Perhaps parents realised that there is much that they needed to learn about their children’s education. Parents seemed to be very interested in the discussions around the differences between palagi educational philosophy and their traditional perspectives. Some parents have the insight that the palagi educational process encourages students to ask questions in class. They are aware that students do not do this because “they are suppressed at home, being controlled by an iron hand”. The parents don’t wish to change their beliefs and their practices yet they are experiencing conflicts with their children which is deeply disturbing to the parents (and to the children no doubt ) but it appears that they do not see any resolution to the conflicts. This was the issue that the parents seemed most concerned about. It appears that they found the interview situation to be helpful in bringing up this issue and having the opportunity to discuss it, and to some extent it appeared as if they were looking to the researchers to share some ideas on this issue.

Some parents said that the church that they belonged to has programmes every evening of the week, but that a programme on educational and associated cultural issues would be of interest. 

A group of parents in one of the schools want that school to run programmes for parents who need communication skills in English.

10.6
Relationship between Pacific and Maori communities

In two schools there was concern expressed by parents about the relationship between Maori students and Pacific students and also policies relating to the two groups.

These parents thought what they saw as special privileges for Maori were not fair and they thought, that from a student’s perspective, it was not good for some students to feel that another group was being favoured. At the same time parents said that they had heard about the Treaty of Waitangi but did not see what was happening in relation to it.

10.7
Parents’ recommendations

The parents made some clear recommendations. We report these recommendations and make some comments based on perspective which we have acquired through talking to parents from the different schools.

Improving Communication Between Parents and Schools

Parents’ Recommendations

The following recommendations were made about how to improve the communication between parents and schools. They are

· newsletters to be written in the various Pacific languages

· newsletters to be mailed home rather than sent home through the students

· that parents be telephoned on the same day if there is urgent concern about a particular student

· that a community school liaison person be appointed whose main task it is to communicate between the school and individual parents as well as with groups of parents and this person to have the cultural and language skills to allow excellent communication with the school and with the parents

· that Pacific teachers be appointed in schools so that they could facilitate the communication between parents and schools

· that ethnic based parents’ committees be set up and that they help the school in getting through to parents in that particular community

· that school notices for meetings be announced over the Pacific language radio programmes.

Researchers’ Comments
Other than appointing a person to undertake the liaison role between school and community, one school has used and is using all the above methods for communicating to parents. The involvement of parents in this particular school however is not high compared with other schools whose only method of communicating to parents is through English language newsletters sent to parents through the students. This was highlighted in the meetings that were called for the AIMHI consultation meetings with parents.

The impression of the researchers is that Pacific parents in general find the school to be an intimidating environment and the reasons for this have been referred to previously.

The recommendation of the researchers is that liaison persons who understand educational issues, who speak Pacific languages and who can communicate well with both parents and educators, be appointed

· to liaise between school and parents

· to help establish and maintain parents’ committees

· to translate newsletters.


The liaison persons can meet with parents outside the school, in church halls for instance, to begin with but once a firm relationship is formed, meetings may be transferred to the school site if this is seen as an important part of involving the parents in the education of their children. 

In some schools, Pacific teachers play this role to some extent, but generally not successfully. If teachers are to play this role, they should be released from other duties. The liaison role is a demanding one and cannot be put upon a Pacific teacher in addition to the normal responsibilities of teaching.

School Reports

Parents’ Recommendations 
School reports are the main means by which parents can gain a knowledge and understanding of their children’s academic and overall performance at school. The following recommendations were made as to how this knowledge should be  communicated by the school to the parents in a more meaningful way:

· that school reports be sent home by mail and not through students

· that an honest appraisal of students’ performance be communicated to parents

· that interpreters be present during parent/teacher interviews

· that the Principal and teachers meet on a regular basis with parents’ groups so that they can report directly to the parents about common academic problems experienced by Pacific students and other problems that students have; that these meeting should be conducted with ethnic specific groups so that translation can be conducted between English and the particular Pacific language.

Researchers’ Comments

The two last recommendations are roles that the Pacific liaison persons can also assist with.

Communication with Principals and Boards of Trustees
If the contact between Principals and Boards of Trustees is to be other than for reasons of  applying disciplinary measures to a child, then the communication strategies already suggested have to be implemented. Parents can then be consulted more effectively about all the issues that affect their children within the school by the Principal. The role and the responsibilities of Board of Trustees can be explained to parents and their involvement in the election of Board members can be more meaningful.
Curriculum Issues, Educational Strategies and Programmes

Parents’ Recommendations

Although parents in general had limited knowledge of curriculum issues/content and educational strategies, they made some clear recommendations in relation to the specific areas that they did have some knowledge about. They wanted competent bi-lingual students so they requested that schools provide

· extra classes in English language

· Pacific languages

· computer skills

· Pacific Studies, culture and history classes

One group of parents wants school text books to be reviewed in terms of their relevance to Pacific students’ learning.

Parents requested homework programmes to be available in schools and in churches.

Researchers’ Comments

Some schools have some Pacific languages available as part of their curriculum but the number of students who take up these subjects are reportedly small.

Homework programmes have been available in some of the AIMHI schools but in some programmes attendance was low so they were terminated.

A closer relationship between the parents and schools would allow a discussion and a better understanding of the benefits that students can gain from having a strong first language base and from attending homework programmes.  A closer relationship can be brought about through the work of the liaison person.

Parent Education

Parents’ Recommendations
One of the main issues that was clear during this consultation was parents’ limited understanding of educational issues. It was also clear from the parents that contact was made with, that they were very interested in discussing the issues raised by the consultation. Some of them suggested that a parent education programme be made available for them.

Researchers’ Comments

The success of a parent education programme, we feel will occur if strong parents’ networks are established and if the programme is made available in the different Pacific languages, if it is facilitated by people who understand the parents’ experience as well as those of the students’ and educational issues as well. This can be part of the responsibilities of the school/community liaison person.

The issues surrounding the Treaty of Waitangi and the rights of Maori as indigenous people can be included in the parent education programme, answering those questions that parents raised during the consultation.

10.8
Conclusion and research recommendations

The relationship between parents and schools at present is not strong. Some schools are doing all that they can do within present resources to communicate with the parents, yet the relationship is still not strong. The parents lack vital information and knowledge about the schooling/educational experiences of their children and this is detrimental to the students. The parents that were consulted believe that communication with the school is important and they see clear benefits in this for themselves and the students.

The facilitation of the communication between parents and school is a major task and it needs to be done on a face to face basis. The implementation of the recommendations that the parents have made cannot be undertaken by Principals and teachers in addition to their present responsibilities. 

Our recommendations are as follows 

· five full time liaison persons be employed in South Auckland (2 Samoan, 1 Tongan, 1 Cook Island and 1 for the other small groups).

· that the liaison persons have the specific cultural/language skills that reflect the main Pacific communities of the parents and students and that they have tertiary or teaching qualifications as well

· that these liaison persons be shared by the schools in South Auckland so that each school has access to the liaison person appropriate for each Pacific community

· that they undertake the implementation of the recommendations made by the parents.  This would need to be done with full ongoing consultation with the schools and in ways that are manageable for the schools to support.

· that funding for one full time equivalent position be created for the other school.

Chapter Eleven: The Self-Perpetuating Dilemma

11.1
Introduction

This chapter is in some ways a summary of much of the data that have been presented earlier in the report.  It revisits some issues in order to demonstrate what will probably inevitably happen to the schools in the poorest areas of a city unless they are differently resourced.  The eight AIMHI schools can themselves be ranked in order of parental preference.  There is a wealth of data that demonstrate the efforts many parents and students have made in an attempt to attend what they perceive to be a better school than the one in their local community.  Since the abolition of zoning, the schools further up the list select the students they want and the ones who are not selected, as well as those who do not apply for a range of reasons, go to the schools at the bottom of the list.  The reality of what is happening in the respective schools is not necessarily relevant to the decision.  

11.2
Decile one schools

These schools are different in many ways from  other schools.  The main differences lie in the communities they serve which are the poorest and most disadvantaged in the country.  Because of their family poverty, students bring with them to their schools the needs and the problems that are outlined elsewhere in the report.  These include combinations of major health, social and welfare needs and problems.

At other schools they are sensitive to the minor problems like uniform and chewing gum.  We only have time to try and deal with the major ones.  Our benchmarks are different.  (Teacher)

As well as having to deal with such complex needs, these schools are disadvantaged in many other ways.  All, except one, are unable to collect even the smallest fees from most parents.  Although school education is theoretically still “free”, all schools rely heavily on fundraising and “donations” to fund all the resources and sometimes staffing that make a school attractive and able to offer special learning and social opportunities.  A walk around the AIMHI schools shows clearly how poorly they are equipped compared to the majority of schools.  As part of the self-perpetuating cycle, the schools then find that funding options available to other schools are not available to them.

We can’t attract fee-paying students.  They are wealthy families and don’t want to live in (this area).  Even the seven thousand dollars for one student is more than we can fundraise in a raffle.  We can’t get sponsorship like other schools.  Our parents are the workers.  The bosses live somewhere else in Auckland and help the already richer schools.  Kings is another world..... like fantasy land to us with their Old Boys’ network.  Getting any kind of parental support is hard and there is certainly no cash value in it.  (Senior Management)

The schools are very careful in budgeting their available money and are very frugal with their spending.  It is typical that one board decided not to have even a small end-of-year function in order to use every cent for students.  Although government funding is allocated to take into account the needs of the lower deciles and to provide equity of opportunity, this is not the reality for students or teachers in decile one schools.  They are disadvantaged in almost every way compared with schools even slightly up the decile ranking.
11.3
Falling roll

The decile one schools have always had the most vulnerable rolls, even when school zoning existed.  Parents who could move their children “out-of- zone” to other schools in higher socioeconomic areas, did so.  Then, as now, these other schools selected the out-of- zone students they wanted on the basis of their potential contribution to the school in terms of academic, sporting or other achievement.  The majority of students, however, were destined to go to their locally zoned school unless their parents could afford to purchase property in another zone.  When the policy of dezoning was implemented, there was an immediate and significant drop in the rolls of the poorest and least preferred schools.

There have been particular things in individual schools that have also caused their roll to drop.  In three schools, poor leadership by the principals has resulted in a loss of teacher and parent confidence over a number of years and the rolls have slowly fallen.  In one it was the arrest of the principal that caused an immediate drop and in another, the dismissal of the board and rumours of the school closing caused an immediate exodus.  Publicity following ERO reports has caused noticeable drops.  It is important to note that in some of the schools which have falling rolls, there have not been leadership problems or community conflicts so, while such things do have an influence, they are only part of what is happening anyway to the school.

Another outcome is low staff morale.  When teachers know that their own job, or that of a colleague, is vulnerable through no fault of theirs it is very difficult to feel positive about that work.  Those teachers who lose their jobs are needed by the school and, because of the nature of the CAPNA process, are often the most recently appointed.

I want to get out.  The roll is dropping and there is nothing a school like ours can do to stop that.  There is no future here.  (Teacher)

One of the worst effects of the falling roll and CAPNA process has been the types of teaching programmes that have had to be sacrificed.  The schools have to retain their core subjects and the teachers that teach them so, in these schools the types of programmes that have been lost are reading, language, transition, work experience, special needs, students at risk, Pacific languages (Cook Island and Samoan), music and computers.  In these schools, these types of programmes are what are vitally needed.

Economies of scale have an effect also.  As the number of teachers decreases, the tasks that need to be done do not.  For example, a new maths curriculum has needed to be written in every school.  In a large school, this task can be shared amongst many teachers in the department.  The same amount of work will need to be done in a school with a very small number of teachers.  Another example is the work of the board of trustees that is often done by an executive officer.  The same number of meetings, minutes, policies and forms to filled out are required in a small school as in a large school.  A large school can afford to employ an executive officer.  A small school cannot.  Even the buildings become a problem to maintain.

We have worked harder every year for a while now.  This is partly because the school is getting smaller and we can’t share the work load so much.  We have to help each other more now and cover (work support) for each other more.  (Teacher)
11.4
School reputation

The ways in which school reputations are formed were not the prime focus of this research, but data gathered on the AIMHI and many other local schools have provided some valuable insights. 

Probably the greatest single influencing factor is the reputation of the city area in which the schools are located.  These city areas have reputations in their own right that are automatically transferred onto the schools.  It does not mean that all Remuera schools are the same, or that all Otara schools are the same, but it does mean that all schools in each of those suburbs take on the characteristics that people associate with the suburb.  The lowest socioeconomic areas tend to have the reputation of poverty, unemployment, vandalism, gangs, violence, ugliness and drabness.  Whether or not these are a reality in a particular school, the community in general believes they are.  

Outsiders put our school down.  They laugh and say, “Oh no”.  They say we are a poverty school and that there are fights.  We think it is a really good school.  It’s not at all like they think it is but what can we do?  (Student)
As demonstrated by the AIMHI school rolls, these communities mostly comprise Maori and Pacific families.  For many years now the media have talked about “white flight” and there is evidence in these schools of changes in the community resulting in fewer Pakeha/Palagi faces and more “brown” faces.  The researchers do not have specific data on how much racism plays a part in the reputation of the schools but the students certainly think it has a negative influence.

People don’t come in and look for themselves to decide.  They just think that all black people are crims.  We are portrayed as dumb bungas.  The behaviour of a few people in the community gets put on everyone.  (Student)
Another major influence on school reputation is any media exposure.  Local community newspapers are as important as large city ones.  For many of the South Auckland schools, the media exposure they have had over many years has been negative and destructive.  In several of the AIMHI schools, there have been issues and incidents ranging from ethnic and community conflict through to a principal arrested for fraud.  Once a school, or group of schools, is associated with such problems it becomes very hard to shed the resulting reputation, even though those problems may be in the past and no longer affect the schools.

When people visit our school and see it inside as it really is they praise us but when we go to things outside the school, our school and our students get a lot of put downs from teachers of other schools.  We can’t help feeling bad about the put downs.  We know they are wrong but we still come back from trips feeling bad.  Nobody gives us a chance to be different from what they expect.  (Student)  
Media exposure applies also to the publication, in the past, of the ‘league tables’ which compared schools on the basis of the numbers of passes and grades for external exams.  It is no consolation to the schools to know that they are adding value in terms of student learning and achievement when they also know that their parents measure success by School Certificate passes.  Even though educationalists know that some schools manipulate the system and that the measuring of achievement is much more complex than a table of exam results, the publicity has nevertheless influenced the reputation of the schools in the long term.

Members of the public make judgements on the basis of what they see.  If they see students from a particular school in an untidy school uniform, smoking and misbehaving, they will judge the school for that.  Even though the school is not responsible or able to control the behaviour of its students out of school hours, it is the school that is judged.  It is characteristic of the students at the AIMHI schools that many wag, truant and smoke.  The schools have made a real effort to keep the cost of school uniform to a minimum.  For some, this means they are allowed to wear black jeans and other less formal items of clothing than are worn at higher socioeconomic schools.  While these decisions have been made with the interests of parents in mind, they sometimes backfire on the school because of the way students present visually to the community.

Our uniform is comfortable and doesn’t cost much but it gives the school a bad name.  We are the scruffy ones and they are the posh ones.  (Student)
The appearance and facilities of a school are another visual measure.  Most of the AIMHI schools look what they are: poor schools in poor communities which lack the resources and facilities that most schools have.  One of the schools has very grand, old, grammar style school buildings.  This is a major influence on the school’s reputation.

Posh buildings give a stable image in the community.  It ‘looks’ like a proper school. (Senior Management)
The most valid of all the perceptions that concern parents and students is the inability of the falling roll schools to offer a comprehensive senior programme.  Not only are fewer subjects available, but some that are, have to be done by correspondence.  This has a damaging influence on the reputation of five of the schools.

As with most of the things that impact greatly on these schools, most of the above influences are beyond the control of the schools and seem impossible, given current resources to change for the better.  The outcomes are low student self esteem, difficulty attracting and retaining staff and difficulty attracting students and so these also become part of the self perpetuating problem.

11.5
School competition

Competition amongst schools for students is not new.  Secondary schools in New Zealand have always had an allocation of “out of zone” places that they have used to enhance the reputation of the school by selecting the students most likely to succeed in publicly recognised ways.  Another way schools have competed has been through publicity of their “achievements” and their school zone in order to attract families who can afford to be upwardly mobile, purchase property “in zone” and therefore enrol at the school as of right.  Stories of schools manipulating the system to their own advantage are common and well known.  Many students gave information about what they had been advised to do in order to get into a particular school.  Principals and teachers could describe the approaches taken by neighbouring schools in recruiting, selecting and enrolling students.  Several of the AIMHI schools have, in the past, used practices to boost their rolls and funding, that were outside the law.

What is new, is policy which allows schools to apply to recapitate
.  Although the Ministry is supposed to investigate whether or not this is in the interests of the children and the community, in practice over the last few years many schools’ applications have been approved.  In recent years schools have not bothered to get Ministry permission before taking major steps such as writing to parents, withholding information from schools which compete for the same students, changing the school name unofficially, holding community meetings, making false claims about other schools and finding other ways to get around the old system without gaining permission in the expected way.  Sometimes there is a domino effect.  A primary school with a falling roll will recapitate and take some of the year seven and eight students from the local intermediate.  This puts the intermediate roll under threat so it recapitates and takes some of the year nine and ten students away from the local secondary school  This has resourcing and staffing implications for the secondary school.  The change in status is always supposedly made “in the interests of the students” but there is little, if any, evidence to prove that the students have in fact benefited from these changes.  There is some evidence that parents are often not given full and adequate or balanced information on which to base a choice and there is evidence that some parents and students have felt very pressured by schools to stay for extra time and have regretted it later.  Having attended a number of meetings to do with recapitation over the last few years, the researchers have often been left with the feeling that the motives for change have more to do with school self-preservation, adult egos and power, than with best meeting students’ needs.

In a climate where schools do not know what their contributing schools are doing and where senior management staff live with the insecurity of sudden and unplanned for change, it is difficult to keep up staff and student morale and almost impossible to plan for curriculum and staffing needs from one year to the next.  This contributes to community and parent insecurity and confusion as well as difficulties for all the schools potentially adversely affected.
11.6
Staffing

Considerable space in the report has been devoted to documenting the extra difficulties that ordinary classroom teachers face in these schools.  Even before the current staffing shortage, the decile-one schools had more difficulty attracting the staff they needed than other schools.  This problem has become even more acute and was aggravated for the schools who had bad publicity following ERO reports.

Teachers in these schools find it harder to fulfil their classroom job than is the case in other schools.  

Staff morale is very low from time to time.  It doesn’t matter how hard we work or how good our teaching is, we do not achieve the success that we want for our kids.  Some care a lot but they can’t see what else they can do to help any more.  It is survival teaching and it’s hard not to lose enthusiasm.  (Teacher)

I’m trained to be a teacher not a social worker.  I spend my non-contact time tracking down kids and sending letters home instead of doing lesson preparation.  (Teacher)
In addition to this they are expected to do many extra tasks by their students and/or their families.

I bring tennis rackets from home for our tennis team.  I put them in the boot of the car and bring them to practice on Saturday.  Even our seventh formers don’t have rackets.  For five years they have competed without their own rackets.  I have to do all the transporting for them also.  (Teacher)

Some of the extra tasks require extra skills as well as extra time.  If extra specialist staff were available to take these loads off the teachers, the teachers could get on with their teaching role.
The problems here are too great.  In their homes there is violence, abuse and aggression.  We have to work with the children because it is too late to work with their parents.  A school like this needs specialist staff.  Our teachers get caught up with counselling kids so they haven’t got the time or energy to put into the teaching.  (Teacher)
The AIMHI schools need to be fully staffed with teachers who have a wider range of skills than is required in other schools.  These teachers will have more complex and distressing issues to deal with on a regular basis.  They will have less access to resources, funding, equipment and facilities than in most other schools.  They will not be paid any more and will be less supported by the parents.  There need to be some reasons why teachers would be attracted to teach in these schools.  Many of the current teachers are doing a superb job but are feeling increasingly stressed by it.  

This is an awesome school because of its teachers.  Some of them have been here since I was here as a student.  Lots of the  new ones have added a bit of life to the kids and given a bit of hope to other teachers.  It’s a spark but we have lots of teachers who are tired, frustrated and angry about the deal our school gets.  Lots of them need a break and the school needs more support.  (Pacific teacher)
11.7
Conclusion

It is not a coincidence that it is the poorest schools that have the falling rolls and the reputations that they have.  The implications of acknowledging the influence of socio economics are profound.  If students and families in poor areas of a city are to have schools in their communities and not be required to bus out of the community, then these local schools have to be provided for differently for there to be equity of opportunity to achieve.  Even if a decision was to be made not to provide local schools in the poorest areas, there would still be unresolved issues because it is schools which have the choice, under the current policy, of selecting or rejecting students.  Who will provide schooling for the students who cannot afford to travel outside their area?  Who will provide places for the students who are not wanted by the selecting schools?  Who will provide schooling for the students who are expelled or indefinitely suspended by other schools?  There will always be schools at the bottom of parents’ order of preference and they will be vulnerable in the ways described above.

We are a social agency for many children whom no other school will have. (Pastoral Care)
The professionals in the AIMHI schools know well what needs have to be met if they are to improve the educational opportunities and outcomes for their students.  They need the support and resourcing to implement their ideas.
Chapter Twelve: Issues Raised By The Research For Discussion And Future Action

Introduction

This chapter focuses on key issues identified by the research as requiring further discussion by a range of parties in order to plan future action.  This action will make the changes that, in turn, will improve the lives of these students, enhance their achievement and improve the ways in which schools can meet their needs.

They are not directed at any particular agency, because in many instances there is no one agency which is accountable, and the solutions will involve the cooperation of a number of agencies.  Nor is it the researchers’ role to advise on “who should do what”.  Many of the issues are interdependent and there may be several ways that the needs could be addressed.  Consideration will need to be given to possible changes to current legislative, policy, contractural or fiscal constraints which make it difficult to implement the following recommendations.  The role of the researchers, through this report, is to describe the needs, identify successful strategies and point to the directions that future action should look to in order to make the necessary changes. 

The issues discussed in this chapter are all important.  They are not written in order of importance, or in order of what is most urgent.  It is vital that the professionals in the schools themselves decide on the priorities and how their schools, with appropriate support, can best deliver a service to their students and their families.  This can be achieved, with Ministry support,  through the AIMHI project and its Steering Committee, with input from the researchers.

There is a great deal of detail in the body of the report that describes the data from which these discussion points are drawn.  

The children in these schools are in great need of respect, understanding, and support.  The ways in which the various peoples involved in the schools and those outside of the schools, in particular the media, use this report will impact on these children, their families and their communities.  It is critical that professionalism, integrity and personal responsibility is undertaken in the use of these data.  It is the hope of the researchers that every individual who discusses, writes about, and uses the findings in any way, will ask themselves whether or not what they are doing will be to the direct benefit of these children and, whether anything they do will in any way harm either the children, their schools, their families and/or their communities.  It is critical that all interested parties cooperate in using this important research to directly benefit the children, schools and parents who have made it possible.  This is the commitment of the researchers.

Falling rolls and school competition

There are many things that can cause a school roll to drop.  Sometimes there are things within a school that need to be addressed and at other times they are external and outside of the school’s control.  The problem is that when a school roll, and in particular that of a secondary school, begins to fall it becomes a self perpetuating process that requires certain actions to halt and/or reverse the trend.  Even when it is things within the school that have caused the roll to drop, it is highly likely that the people in the school will not, on their own, be able or willing to make the necessary changes.

If a school roll falls below 500 in an urban secondary school located in an area of population growth or stability, the resulting staffing constraints will impact negatively on the curriculum and teaching programmes able to be offered.  If staffing levels and funding are not maintained, there is little chance that a school will continue to attract students and, therefore, halt or reverse the decline.

Very recent initiatives by the Ministry, through the School Support Programme, to support schools through this process are proving effective and can be used as a model for future intervention.  Some of the severe problems that have been faced by the AIMHI schools could have been averted if these, or similar steps had been taken at an earlier stage.

The data show that problems for struggling schools are made worse if neighbourhood schools are allowed to change their status or recapitate to save their own vulnerable rolls and jobs, or because a school happens to think it can do better than other schools.  There have been instances where individual schools have conducted their own consultation process and parents and students have not been given full, accurate and objective information.

Some schools have promoted their change of status on the basis of benefits for students.  The evidence collected in this study suggests that some students have suffered rather than benefitted.  To date, however, there has been no comprehensive New Zealand based study to evaluate outcomes for students of such status changes.

Qualifications
The current system of external exams, and School Certificate in particular, seriously disadvantages the students in these schools and the schools themselves.  School Certificate is an exam which has outlived its original purpose as an end-of-schooling qualification and which acts as a barrier to achievement for students in, at least, the decile 1 schools.  

There is a consistent body of New Zealand and overseas research demonstrating the link between socio-economic status and achievement as measured by norm-referenced, standardised testing
. For most students in these schools, School Certificate interrupts, at a critical time, what could otherwise be an effective developmental learning programme and significantly exacerbates their spiral of failure in a very public way.  It is also a major source of parental pressure on students as well as one of the main ways in which the lower-decile schools, in particular the decile 1 schools, are publicly judged to be failing and undesirable.

As long as School Certificate exists in the secondary programme, these problems will remain for the students and their schools.

While media-published Bursary results also mean that schools are publicly judged, it does not have the same adverse effect on individual students.  Because Bursary occurs at the end of their time at secondary school it doesn’t control or interrupt the secondary programme and by this time students will have had opportunities to succeed and achieve in other ways.

The evidence collected during the research regarding the trialing and introduction of Unit Standards is that, to date, they have provided very positive achievement opportunities for these students.  It is important, therefore, that the development and trialing of unit standards continue and in order that these decile one schools are able to fully implement these qualifications, consideration be given to providing them with the required resources.  Under current resourcing provisions the project schools are having difficulty finding adequate funding to provide teachers with comprehensive professional development in this area.

Community relationships and parent education
Effective communication between parents and schools is extremely difficult to achieve.  There are many reasons why these difficulties exist and overcoming them will not be easy for the schools.  Language barriers are significant and there is a great deal of evidence that the students deliberately try to keep their parents and their school from being in contact with each other.  The Pacific parents, in particular, do not feel knowledgable about school systems and organisation and do not find it easy to approach school personnel.  There is an enormous gap in parents’ understanding of which responsibilities are theirs and which are the school’s.  Both schools and students need the parents to understand their roles and responsibilities and how they can best support their own children.  The schools, and individual teachers, have made significant efforts over a period of years to inform and involve parents but have made little long-term progress. Ministry financial support and the direct involvement of their Pacific personnel in a particular project in one of the schools, appears to have been more effective in generating parent involvement, at least in the immediate term, but in general, schools have not identified ways of liaising effectively within their current staffing and resourcing provisions.

The research highlighted the difficulties the schools have in providing translations of key documents and translators to assist parents and school personnel to liaise effectively.  Parents indicated the need to have a better understanding of how the education system and qualifications structures work, what parents should expect from schools, how to help their children achieve at school and the role and responsibilities of parents in their child’s education.

The data show that these schools have enormous difficulty in maintaining an up-to-date parent data base which is essential in order to contact parents and maintain good communication.  Because parents do not keep the schools informed of the frequent changes to student and family contact information, the responsibility to maintain up-to-date information falls on the schools.  Currently none of the eight schools have found ways, within current staffing or resourcing provisions, to provide personnel or school transport necessary to do the home visiting required to keep the data current.

Leadership

It is important to understand that most of the barriers to student achievement are not the result of poor leadership in the schools and are largely outside of the control of the schools, given current resourcing and staffing.  The history of leadership in the AIMHI schools is variable.  In some, leadership has been poor and fraught with difficulties.  Some of these difficulties in the past, have been very serious and have had a long term detrimental effect on those schools.  Leadership appointments have been made in the past that have promoted people beyond their ability to cope and some appointments, made because of ethnicity, have resulted in ongoing problems.  Recent ERO reports have identified leadership concerns in a few of the schools and the resulting intervention and support by the Ministry, through the School Support Project, has enabled Boards to take appropriate action. 

Other AIMHI schools have principals and/or senior staff who are regarded as exceptional by all the groups in their school and by the wider educational community.

Governance
The composition of a Board of Trustees is supposed to reflect the community of the school.  At the same time, under Tomorrow’s Schools, schools are self managing organisations and boards either need trustees who have financial, planning, business and organisational skills, or they must be able to afford to pay for such expertise.  The students and families in these schools are from the lowest socioeconomic group in New Zealand and there is an inbuilt contradiction in the expectation that most trustees will have such skills and be representative of the community.  Some of these schools have had difficulty accessing the expertise they need.  

There have also been problems with trustees not being knowledgable enough about their roles and responsibilities and the types of training available in recent years have not, on the whole, been well received by the Trustees in these schools.  Recent intensive in-school training, supported through the School Support Project, has been very effective and provides an excellent model for other similar schools. 

The research shows that when boards are first appointed, they need to participate in a basic induction programme that covers such things as roles and responsibilities, the National Education Guidelines, communication with parents, discipline, and any other needs specific to the school.  Each year they need to design a programme of development that meets their needs as trustees and which helps them to meet the needs of their school.

As part of the training of the board, members need to be helped to find out  how to use coopted places to best advantage.  This includes identifying skills that need to be provided as well as ensuring that the board is representative of the community.  These schools may benefit from looking outside their immediate community to meet some of these needs.

Even with effective use of co-options, it is difficult for school boards in low socio-economic communities to manage the administrative and organisational roles with which boards in many other schools have little difficulty.  In some of the schools with larger rolls, and therefore greater funding, there is an executive officer who fulfils a wide range of tasks including all the organisation for the Board.  The principals and trustees in these schools have stressed the importance of this role to their work.  In the schools which cannot afford to appoint someone to such a position, most of this administrative board work falls back on the Principal and it is greatly to the school’s disadvantage.

Language is a major barrier for some Pacific trustees in understanding correspondence and other key documents, such as the National Education Guidelines,  and the schools are not specifically staffed or resourced to provide translations.

Most of the AIMHI schools have Trustees from the main ethnic groups in their school and have used their coopted places to ensure this.  In the one school where Pacific parents made up the majority of school families but were not represented on the Board, there was ongoing and severe conflict and the Board was disestablished and replaced with a Commissioner.  This intervention, along with other recent Ministry initiatives and support, has enabled the school to reorganise itself and it would appear that most of the problems have been, or are in the process of being, resolved.  Serious conflicts of various kinds have been a feature of two of the other schools and boards have not felt empowered to take the necessary action, especially if the principal was part of the problem.  An analysis of the outcomes, both the positive and the negative, indicates that there are times when a problem has become such that the school personnel are either unable or unwilling to resolve it and that, in the interests of the students, they need access to appropriate outside expertise.

Staffing
Unlike most other schools, the students in these schools have a wide range of health, social, economic, and welfare needs which impact directly on their achievement and on their ability to gain qualifications.  The school is the place at which these problems become apparent and the place at which they could be assisted if the appropriate personnel and resources were available.  Teachers are not trained medical, welfare or counselling professionals and they do not have the skills or the time to deal with the types of problems that students present with on a regular basis.  Health initiatives in two of the schools have provided a range of specialist medical staff and have proved to be very effective.  They have demonstrated that the students will seek help for a range of problems, if the appropriate medical personnel are accessible at the school, but will often not seek or get help if they are not.  There are some specific initiatives, for which the schools have received short term contestable funding and they have employed staff to specialist roles. Most of these programmes have been very effective but have not been sustainable because of the nature of the funding.  The student needs that are known to exist are extensive, serious, complex and ever-present.  Short term projects, seeding funding, and contestable funding are, at most, short term band-aid measures which do not address these long term problems.  It is difficult, and sometimes impossible, for the schools to appoint people of the calibre they need because they cannot offer full time employment or permanent appointments.  Key non-teaching staff that all these schools need, on a permanent appointment basis, include one or more community liaison persons, a social worker who is able to work with both students and their families, and a fully qualified nurse.

Even with the type of support staffing mentioned above, the learning needs of these students are profound.  Teachers in these schools need more time to spend on assessing, checking and marking student’s work.  They need more time for diagnosing needs, planning, making resources, conferencing with students and liaising with parents.  Meeting language needs alone is a major task and this is only one of many barriers to learning.  The teachers need special skills, knowledge and understanding in order to teach successfully in these schools and they need time to fulfil a number of roles that might normally be expected to be undertaken by a parent.  The schools know what the needs are and, in most instances, know what strategies to use to meet the needs, but they have difficulty within current staffing provisions and operations entitlements, including TFEA and SEG, meeting the special needs as well as the regular teaching needs of students.  At  the time the researchers were in the schools and under the current teacher staffing provisions, it is not possible for teachers to meet the extensive and complex learning needs of these students.
School organisation
In all schools there were many examples of the school’s organisation being reviewed and refined in order to better meet the needs of the students.  In almost all instances, it is an ongoing and regular part of their school review and development process.

Before they arrive at secondary school, students are used to working with one teacher in one classroom and only occasionally transferring from that space when they go to specialist rooms.  At secondary school, they move from class to class five or six times a day, have up to ten teachers teaching them in any one week, and operate in a system where the classrooms belong to the teachers rather than to the students.  Most students in these schools do not even have a locker where they can store their gear.  The data suggest that the concept of homerooms where teachers, rather than most students, move from class to class may provide more stability and continuity for year 9 and 10 students and, in addition, reduce the amount of time lost between periods.  One of the schools has trialed the concept and reported favourably on the outcomes.

The form/tutor teachers and deans/whanau leaders at these schools carry with them an enormous amount of knowledge about the students with whom they have contact in any one year.  Maximising opportunities to gain and use that knowledge to help students learn and succeed is critical to student achievement.  The research identified some problems in this area from both the teachers’ and students’ points of view. 

There would be advantages in, where possible, deans and/or tutors staying with the same group of students during their time at the school and in schools carrying out a review of their form/whanau time so that students no longer find it boring and that teachers and students use the time to better meet their needs.  This may mean changes to the amount of time spent and/or how the time is spent.  Once decisions are made about the changes, teachers need to be trained in order that these sessions become effective.

Students would benefit if they were given more opportunities to take on leadership roles in the school.  There are leadership opportunities in the area of pastoral care, senior leadership and in establishing effective school councils.  Students need to be trained to be leaders and then to be supported in these positions.

Health

Poor health has been identified as a major barrier to learning and achievement for most of the students in these schools.  Occasional screening initiatives have identified vision, auditory and iron deficiencies as well as a range of other medical needs.  Dental problems, lack of immunisation, pregnancies and sexual health needs are other  specific concerns.  For a range of reasons, many parents do not identify the need to seek medical help and so this becomes the schools’  responsibility.  Telling students and parents how and where to go for help does not work in many, if not most, instances.  Nor is screening at primary school a sufficient solution.  The evidence in these schools is that many students have problems that have not been previously identified and/or addressed.  There is evidence from two schools of the effectiveness of a coordinated on-site clinic.

Other health concerns that play a vital role in the students being in a healthy and teachable state are less easy for the schools to deal with.  These are issues of poor diet and lack of sleep and rest.  There is little the schools can do about students not having breakfast or not having adequate hours of sleep but even improvements to the type of lunch the students have would be beneficial.  Again, this is not easily influenced by the schools because family economics and the peer culture are powerful influences.  Students will not bring a lunch from home and usually buy their lunch with whatever funds they have available.

It is acknowledged that the schools are not set up and should not be expected, under education resourcing, to meet student health needs.  It would require the education and health providers to co-operate in order to provide a service that students can and will access.

Truancy and wagging
There is a range of complex and inter-related reasons that result in students wagging classes and truanting.  The data clearly suggest that the problem is substantial and has a major effect and a direct bearing on the ability of these students to learn, achieve success and leave school with qualifications.  There was also agreement that wagging and truancy are two of the first indicators of students being at risk.

All the schools have systems in place to monitor both in-school and daily absences.  The systems vary in efficiency.  Not all of the schools have systems that provide same-day information on daily absences and none of the schools has an immediate system of tracking the waggers.  The schools do not have sufficient personnel available from amongst their own staff to investigate all absences from classes or school, or to liaise between students, families and teachers in order to effect good solutions.  The involvement of families is critical to finding good solutions, particularly because of the high numbers of absences condoned by family members.

Recently, the Ministry of Education has provided resourcing and the impetus for a number of truancy programmes that have helped some of the AIMHI schools, to a degree, but their effectiveness varies according to factors such as the personnel involved and their availability.  Some of the schools feel they get no assistance from such programmes.  In most instances, the Truancy Officers are working on the most serious or chronic cases and they have no time to work with the less serious problems when they first come to the school’s attention.  It is also important to note that their brief does not cover following-up, or working with, in-school waggers.  Another difficulty for the schools is that there was no national data base, or any other kind of system, that keeps track of students’ movement between schools
.  Schools can spend enormous amounts of time (sometimes months) and energy trying to find out whether a student is truanting or has simply moved to another school.

One of the key factors to improving the achievement levels of these students is for schools to have access to fast and effective, same-day systems to provide accurate data on student absences from individual classes and from school.  In order to make use of this data, they also need adequate resources to be able to follow up and liaise with students, their families and their teachers.  None of the AIMHI schools currently has the kind of support they need to deal with these problems effectively.

The expectations and obligations in this area need to be clearly articulated and discussed with parents.  It is important that parents understand the implications of condoned absences and student lies and dishonesty (“excuses”).

There is clear evidence that chronic truants will need some form of alternative programme to assist them back into a school programme.  Some students may never be able to successfully integrate back into the mainstream.  There are two successful models currently operating in the AIMHI schools, both of which rely on annual applications for contestable funding.  This makes the viability of the programmes and their staffing very vulnerable.

Pastoral care

Many of the students arrive at school with a number of complex physical, emotional and social problems that are beyond the power of schools to control.  For schools, the impact of these problems cannot be ignored because of the effect they have on the students’ performance in classrooms and their ability to learn and achieve.  In fact, the school is the ideal place, and possibly the only place, where these needs can be met because, for a range of reasons, many of the families are unable or unwilling to take on the responsibilities.

The schools organise their pastoral care systems in a variety of ways.  To date, none of the schools has a faculty that provides a coordinated and comprehensive service to students in the areas of health, guidance, careers and transition and programmes for at-risk students.  In all cases, there are programmes in place in all these areas but none of the schools has sufficient and/or qualified personnel, or the resources and facilities to provide a student support service that is coordinated, comprehensive and user-friendly.  There is a need to have a faculty of Student Support Services (or a department of that nature) established in each school.  Ideally, this faculty would coordinate services in health, counselling, transition and careers and at-risk-student programmes.  The faculty would be housed together in an appropriate location with rooms and equipment suited to its purpose.

Working with students in isolation on these issues will not provide the schools or the students with the support they need to find appropriate long-term solutions.  In order for this to happen, the student support teams need to be provided with additional on-site personnel to liaise with and work alongside parents, families and community groups.  In addition, students need to have access to in-school programmes that will help them gain the knowledge and skills necessary to be able to effectively deal with these issues themselves in the long-term.

As outlined in the report, one way to achieve effective liaison with the parent community would be to look for ways in which the seven Auckland AIMHI schools could be resourced to share five community liaison staff and the Wellington school could appoint the equivalent of one staff member.  These people would liaise between the school and its families as well as with their local ethnic community.  The role would focus primarily on meeting the needs of students but would include supporting the school to communicate appropriately with its parents and supporting the parent education programme.  This was recommended by the Community Research team.

Teaching quality
All students in all schools deserve the best possible teachers who understand and meet their individual needs.  The needs of students in these schools are more complex and more extensive than they are in most other schools.  As has already been pointed out, many of these needs are largely beyond the influence of the schools and the teachers.  Even the learning needs of these students will demand special skills and understandings.  This research has outlined in detail the behaviours and skills of teachers that contribute positively towards student learning and achievement and the behaviours and attitudes of the teachers that are barriers.  All these schools provide, within the restrictions of their budgets, the types of professional development opportunities that are available to teachers in other schools.  In addition, the teachers in these schools need special help in the areas of meeting language needs, counselling, multi-level teaching, matching teaching styles with learning styles, alternative assessment strategies, teaching life and study skills, collaborative learning, and adapting resources to make the curriculum meaningful.

Because these schools have an extremely limited ability to supplement their budgets with school fees and other fundraising, they are not able to provide the extra professional development opportunities available to staff at many other schools such as staff scholarships, exchanges or leave for qualifications and professional development.

There are at least one or two teachers in each of the schools whose teaching is of concern.  This is probably the case in almost every secondary school in the country.  In a few of the schools, however, there are concerns about the quality of teaching of a number of the teachers.  In recent times, with the support of the School Support Project, one of the schools is successfully dealing with this situation which was identified in one of it’s ERO reports.  This provides a successful model for other schools with a similar problem.  It requires the help of outside expertise and funding to provide this assistance.  The external expertise needs to be provided as part of a focussed and facilitated process, as sometimes education professionals in the schools are reluctant to take the hard decisions that are needed in order to deal with competency and discipline of teachers.  

What is even more difficult to deal with are issues of teacher  apathy, laziness, problematic attitudes and lack of professional stimulation from senior staff.  Incompetent, under-performing teachers, and/or teachers with inappropriate attitudes should be identified and these schools need to be given help and support to implement competency and/or discipline procedures, should they be necessary.

Student learning needs

The learning needs of the students cannot be separated from their health and social needs and some of these are discussed in the section on “staffing”.  For example a student who is sick, frequently absent, or is being sexually abused, will not be able to take full advantage of the learning opportunities available to them.  There is a real need, therefore, to coordinate the learning and the pastoral care needs of each student.  The schools are aware of this need but do not currently have the staffing available to provide such a service.

Students present with a range of language needs - recent arrivals who have no English; those for whom English is not spoken at home and where English is a second language; those who are behind their chronological age in reading and language skills; and those whose English is described as social and conversational and lacks the formal language and vocabulary required by the secondary school curriculum.  Because the great majority of students fall into at least one of the above categories, there are advantages in all teachers being teachers of language.  Those schools that have provided teacher professional development in this area have reported significant benefits for students.  All of the schools have programmes in place for students having difficulty with English, but recent changes in the criteria for ESOL funding, which exclude children who were born in New Zealand, has meant that these schools no longer receive sufficient funding to support the numbers of students who require basic language and reading help.  These changes have seriously disadvantaged such students and further jeopardised their ability to achieve.  

Data from the teachers, students and parents made it clear that many  parents had not received a secondary education and/or were unfamiliar with the demands of a New Zealand secondary school.  Many, therefore, were not able to help their children with the life skills and study skills that they need.  These students do not know how to study and want help with a wide range of organisational, communication and decision-making skills. 

One of the characteristics of children who live in these very low socioeconomic areas is their insularity.  Families do not have the finances and/or transport to give their children experiences and trips out of their immediate geographic area.  Nor do they have access to books, newspapers and computers.  Unlike children in most schools these children do not have the breadth of general knowledge or experiences which much of the curriculum takes for granted and on which teachers in other schools build learning experiences.  Teachers find it almost impossible to organise educational or co-curricula trips because students are not able to find the money or to fundraise successfully.  When outside experiences have been organised with the support of special funding or sponsorship, the benefits to students have been immediate and long term and noted by the students themselves, as well as by teachers.

Homework is an ongoing problem for teachers and students.  The majority of students do not do most set homework.  Few homes have enough private space or homework aids such as reference materials.  Many parents think that all school-related work should be done at school and do not help with or supervise the doing of homework.  The competing demands on the students from their family, church, culture, employment, and peers frequently mean that homework and assignments are either not done, or are done very late at night.  Some of the homework programmes set up outside of school hours appear to have had some success but have been limited by their reliance on voluntary support. Teachers made it very clear that doing well-set and purposeful homework and study helps students make progress, and finding ways of making this happen early in their secondary schooling will help student achievement.  Provision of adequate space and support for homework and study will never be possible in the homes of some families.  

Other learning needs that are particularly important in these schools relate to the need for multi-level teaching, collaborative learning programmes and student goal setting.

Assessment

While there are some students who arrive at the AIMHI schools achieving at or above the year 9 level, many of the students arrive at the schools requiring additional assistance and modified programmes in order to be able to manage the secondary school curriculum.  Many were described by teachers as being up to two or three years behind.  There is no one single reason why this happens, but there are a number of interrelated factors, most of which are beyond the control of any school.  At present, the only easily-administered, norm-referenced tests available to schools to accurately assess student entry levels, are the Progressive Achievement Tests.  Many teachers from all eight schools described these tests as inappropriate and inadequate for accurate diagnosis of these students.

In order to plan for and deliver appropriate teaching and learning programmes, to provide accurate evidence of the entry levels of these students and to assist in demonstrating the progress made by a student during their time at secondary school, the schools need access to appropriate diagnostic assessment tools in the core subject areas for use with their year 9 students.  

All subject teachers in the AIMHI schools keep records on the progress made by each student during the year.  This information is often not passed on to the next teacher and there were few examples of cumulative records set up to measure their progress in a particular subject throughout their time at the school.  This would be the case in most secondary schools around the country.  Although schools and students are finding other ways of measuring and recognising individual student progress, currently, the most public way it is measured, and the only way it is recorded by the Ministry of Education, is on their ability to pass written external examinations in traditional subject areas.  Because of their often lower entry levels, it takes many of these students longer to achieve such qualifications.  Feelings of failure for some, and actual failure for others, means they leave before they even get that far.  The National Certificate programme has the potential to broaden what qualifies as achievement and to provide more valid ways of assessing it.

All eight schools use the traditional methods used by most other secondary schools, to report to parents.  Given the numbers and the time teachers have available, they are the most efficient ways for most schools to do so but they don’t work in the AIMHI schools.  Teachers expressed high levels of frustration and disappointment at the small numbers of parents that attend.  This could change if schools identify ways of reporting to and conferencing more effectively with parents on their child’s progress and achievement and teachers are given the time, through additional staffing, to implement them.  The cumulative records mentioned above could be useful as part of the process.

Rewarding and fostering achievement

Even though the schools have systems and practices in place to reward and foster achievement, there were many examples given by teachers and students which demonstrate that, for many of the students, achieving isn’t “cool”. This is particularly the case for academic achievement.  In many of the schools there is a lack of senior student role models.  This lessens the chances of students growing up through school seeing their seniors passing exams, gaining qualifications and finding good jobs.  In presenting successful role models the media tend to focus on sport and to a lesser extent, music.  This means that the students rarely get to see Pacific and Maori role models in the professions, trades or in business.
Equipment and facilities

All of the schools have had some additions made and some areas refurbished since the schools were built, but the extent of these upgrades varies greatly from school to school.  There are examples in all the schools where the configuration of the buildings, or their location, make it difficult for them to meet the needs of their current students.  The schools are unable to finance the kinds of developments they believe would make a difference.

The overriding factor in this area is that these schools have an extremely limited ability to raise funds through their parents or community so, in almost all cases, the schools are reliant on Ministry of Education funding for all capital works as well as the purchase of resources and equipment.  Because they find themselves in the position of having to meet the needs of a large number of students, that in other schools would be met by parents, the schools are unable to provide the facilities and equipment that other schools describe as basic to good teaching and learning and, subsequently, to achievement.  The physical appearance of the school and the standard of equipment available have a direct impact on the morale of staff and students and influence the judgements made by people outside the school.

If the students in these schools are to have equitable educational opportunities they need schools in which there is adequate and up-to-date equipment in technology, uniforms and equipment for sports, uniforms for cultural activities, equipment for  performing arts activities and appropriate transport to access classroom enrichment and extra-curricula programmes.

Transition

The transition from the primary system into the secondary system is a traumatic one for students.  For most students it happens at year nine but there is some evidence that it is even more traumatic when it happens at later years.  There are many factors that contribute to the difficulties that students experience.  These begin with the way their year seven and eight teachers talk about secondary school.  There was very little evidence of positive messages and a great deal of evidence of very negative messages given by some teachers.  This means that most students come to secondary school afraid of what they will experience.  

It is critical that the secondary schools and their contributing schools establish good liaison, ideally with the kind of cooperation that puts the interests of the students first.  There should be opportunities for reciprocal information sharing between senior management staff and between teachers.

The AIMHI secondary schools already provide an induction programme for new students and this includes the popular peer support programme.  There was evidence that the process of induction, including enrolment, could be improved by allowing time for those opportunities to be maximised.  In addition to completing the enrolment form, it is a time for learning more about the student, their family, their learning needs, and expectations.  It is also an opportunity for the parent to learn more about the school and its systems, services and expectations.  Key school information documents could be translated into the main Pacific languages and given to parents at this time.  This, however, could be an expensive exercise which schools have not yet found a way to provide within their current resourcing provision.

In addition to the induction at secondary school, it would be of great value to students if the contributing schools provided a programme that would prepare them for the changes involved in making the transition.

School/church relationships
For many of these students, church is a major part of their lives and church activities compete with homework, assignments and study for students’ time.  Another area of competing interest, in the views of many students and teachers (including many Pacific teachers), is the priorities for using family money.  Many students are not given money for basic school needs and equipment and some feel resentful that so much family money goes to the church at the expense of their educational needs.  It should be to the advantage of all parties, and especially the children, if the schools and the churches in their communities were able to establish closer relationships with a view to more information sharing, improved communication and cooperation.  
Education Review Office
There is a wealth of evidence that low decile schools are different to those in higher socioeconomic areas, that in terms of achievement the decile 1 schools are different even to the decile 2 schools, and that the AIMHI schools have particular needs and problems.  Staff in the schools feel that the ERO reviewers showed little understanding or acceptance of the extreme difficulties that they face on a day-to-day basis and do not acknowledge the many barriers to achievement that are completely beyond the influence of the schools, given current staffing and resourcing.  It is important that reviewers be educated on the special character of decile one schools and the needs of the students and their families, so that school effectiveness and students’ achievements can be evaluated in that context.

The perception of the schools is that ERO consider quantitative data to be more valid measures of achievement.  Valid qualitative data should be considered just as useful as quantitative data and reviewers need to be trained in recognising and using it when making judgements about student achievement. 

A serious problem for some of the schools, was the resulting negative and unbalanced publicity that followed the publication of ERO reports.  In some instances, comments reported came directly from the Chief Review Officer.  Because some of the schools have, both directly and indirectly, been on the receiving end of negative publicity in the past they are especially vulnerable to the type of unbalanced media reporting to which they were subjected.  This was exacerbated for the three schools which had discretionary audits published only six months after their previous report was published and which repeated the previously identified problems.  This did not give the schools the necessary time to make the profound changes required.  The experience of one of the schools that took immediate and extensive action, has been that such change requires about two years rather than six months and that the continuing publicity had extremely detrimental effects on a rapidly improving school.  

A special process needs to be adopted for reviewing schools that are experiencing severe difficulties.  There needs to a realistic timeframe put in place for reviews that allows schools sufficient time to implement the changes recommended.  When schools have a second, and even third, review within a short timeframe, those reviews should focus only on the ERO requirements and recommendations, rather than putting the school through another full review.  Because of the paralysing effects on staff, students, the board and parents of continuous negative media publicity, the follow-up reports should not be made public documents unless the school is refusing, or is unable, to comply.

In order for staff and students to be fully informed prior to seeing it reported in newspapers and/or on television and to allow time for school personnel to be fully informed before being required to respond to the media or to parents, the schools should be provided with a copy of their own individual school review report and of any special reports in which individual schools are included, at least a week before they are available to the media.

Since many parents, and some trustees, in these schools are currently prevented from accessing and understanding the reviews because of language barriers, the Review Office should be encouraged to either provide translations of the reports in the major languages, or support the schools to organise parent meetings to discuss the findings in their own languages.  This would overcome the problem of parents and the community relying on the unbalanced media coverage as an accurate reflection of the contents of the ERO reports.

CONCLUSION

While the data for this report were collected from the AIMHI schools, it is likely that many of the issues identified, and the resulting needs, are  similar for other decile 1 schools and maybe even other low decile schools.  The AIMHI project gives the Ministry of Education and the schools the framework within which they can trial and evaluate strategies.  Successful strategies could, at a later time, be implemented in a wider context. 

APPENDICES
AIMHI SCHOOL LISTINGS

Table 1






ASIAN  PACIFIC    MAORI JULYROLL






 .00    76.10    23.50   468.00





      5.10    68.00    22.60   722.00






2.30    80.20     6.40   560.00






1.70    62.70    35.30   408.00





     10.50    60.30    21.40  1234.00






 .30    54.00    34.40   389.00






 .20    76.00    21.80   546.00






 .80
  74.40    21.00
 391.00

Table 2






  BURSARYB BURSARYC  CLRATIO  F3ENTER







 .00     1.60    15.90    15.60







7.00    31.00    19.00    15.30






     17.60    57.30    18.60    25.70




                 10.30    29.30    14.00    15.50



                       15.80    51.50    18.60    32.60







 .        .      15.60      .







3.60    21.70    17.10    13.00



                        7.60    33.30    15.10    17.40

Table 3


                            F7QUAL  F7QUALM  PRIOR12 PRIOR12M



                        4.50      .00    22.90    35.10



                       14.70    10.00    51.60    78.00




                 16.50      .      13.90      .




                  8.30    12.90    26.40    25.80



                       17.70     6.00     8.30    10.30



                        9.60     2.30    15.20    25.00



                        9.30     3.40    45.60    51.70



                        8.50      .00    31.00    38.20

* 
Information on Pacific students not available
Table 4

Summaries of Candidates/Form 3 Entrants

AIMHI Versus All Other Schools

Variable      Value  Label                      Mean    Std Dev    Cases

For Entire Population                        49.7731    36.9446      290

GROUP             1  Other Schools           50.5269    37.0686      283

GROUP             2  AIMHI Schools           19.3000     7.1330        7

  Total Cases = 364

Missing Cases = 74 or  20.3 Pct

Table 5

Summaries of Candidates/Form 3 Entrants 

By levels of     DECILE     School Decile 1-10
Variable      Value




Mean    Std Dev    Cases

For Entire Population                        49.2149    35.7626      289

AIMHI SCHOOLS




   19.3000     7.1330
     7

DECILE            1                          21.9933     6.7253       15

DECILE            2                          32.1600    11.8274       30

DECILE            3                          41.8781    24.7493       32

DECILE            4                          36.7814    10.9653       43

DECILE            5                          59.2000    72.1721       44

DECILE            6                          47.9561    16.8896       41

DECILE            7                          56.6161    25.7752       31

DECILE            8                          59.3071    15.0712       14

DECILE            9                          69.7391    18.2819       23

DECILE           10                          77.8938    31.9904       16

  Total Cases = 364

Missing Cases = 75 or  20.6 Pct

Table 6

 Bursary B or Higher





Number

 Variable



of Cases
Mean

SD

SE of Mean

 -----------------------------------------------------------------------

Other Schools                283       36.2322      11.489         .683

AIMHI Schools               7         8.8429       6.296        2.380

 -----------------------------------------------------------------------

Mean Difference = 27.3893

Levene's Test for Equality of Variances: F= 3.048  P= .082

t-value= 6.28
df=288
2-Tail Sig. = .001

Table 7

Bursary C or Higher





 Number

 Variable



 of Cases       Mean      SD   
SE of Mean

 -----------------------------------------------------------------------

 Other Schools                283       72.7731      11.361         .675

 AIMHI Schools             
 7        32.2429      18.530        7.004

 -----------------------------------------------------------------------

Mean Difference = 40.5303

Levene's Test for Equality of Variances: F= 2.224  P= .137

t-value= 9.17
df=288
2-Tail Sig. = .001

Table 8

Classroom Student/Teacher Ratio






Number

 Variable                   
of Cases       Mean         SD   
SE of Mean

 -----------------------------------------------------------------------

 Other Schools                356       17.3893       1.634         .087

 AIMHI Schools  
             8        16.7375       1.865         .660

 -----------------------------------------------------------------------

Mean Difference = .6518

Levene's Test for Equality of Variances: F= .662   P= .417

t-value= 1.11
 df=362
2-Tail Sig. = .266

Table 9

Candidates/Form 3 Entrants

                             Number

 Variable                   of Cases       Mean          SD   
SE of Mean

 -----------------------------------------------------------------------

 Other Schools                283       50.5269      37.069        2.203

 AIMHI Schools 
             7        19.3000       7.133        2.696

 -----------------------------------------------------------------------

Mean Difference = 31.2269

Levene's Test for Equality of Variances: F= 1.419  P= .235

t-value= 2.22
 df=288
2-Tail Sig. = .027

Table 10

All students leaving with a F7 Qualification






Number

 Variable                   
of Cases       Mean       SD   
SE of Mean

 -----------------------------------------------------------------------

 Other Schools                324       36.9290      18.897        1.050

 AIMHI Schools             
 8        11.1375       4.619        1.633

 -----------------------------------------------------------------------

Mean Difference = 25.7915

Levene's Test for Equality of Variances: F= 7.467  P= .007

t-value= 3.85 df=330
2-Tail Sig. = .001

Table 11

Maori Leaving With F7 Qualification





Number

 Variable 



of Cases       Mean         SD   
SE of Mean

 -----------------------------------------------------------------------

 Other Schools                193       
16.5870      13.549         .975

 AIMHI Schools 
             7         
 4.9429       4.971        1.879

 -----------------------------------------------------------------------

Mean Difference = 11.6442

Levene's Test for Equality of Variances: F= 3.042  P= .083

t-value= 2.26 
df=198
2-Tail Sig. = .025

Table 12

All Students Leaving Prior to Year 12 






Number

Variable                 
of Cases       Mean          SD   
SE of Mean

 -----------------------------------------------------------------------

 Other Schools                325       
14.8040      12.663         .702

 AIMHI Schools                  8        
26.8625      15.328        5.419

 -----------------------------------------------------------------------

Mean Difference = -12.0585

Levene's Test for Equality of Variances: F= .727   P= .394

t-value= -2.65
 df=331
2-Tail Sig. = .008

Table 13

Maori Students Leaving Prior to Year 12






Number

 Variable                   
of Cases       Mean          SD   
SE of Mean

 -----------------------------------------------------------------------

 Other Schools                193       
26.3974      17.183        1.237

 AIMHI Schools 
             7        
37.7286      21.912        8.282

 -----------------------------------------------------------------------

Mean Difference = -11.3312

Levene's Test for Equality of Variances: F= .305   P= .581

t-value= -1.70
 df=198
2-Tail Sig. = .091

Table 14

Bursary B or Higher






Number
 Variable 



of Cases     Mean        SD      SE of Mean

 Other Decile 1 Schools        8        23.6750      12.078        4.270

 AIMHI Schools                 7         8.8429       6.296        2.380

 -----------------------------------------------------------------------

Mean Difference = 14.8321

Levene's Test for Equality of Variances: F= 1.954  P= .186

t-value = 2.91       df = 13

2-Tail Sig. = .012 

Table 15

Bursary C or Higher
                             Number

 Variable                   of Cases       Mean          SD   SE of Mean

 Other Decile 1 Schools        8        58.2875      14.780        5.225

 AIMHI Schools                 7        32.2429      18.530        7.004

-----------------------------------------------------------------------

Mean Difference = 26.0446

Levene's Test for Equality of Variances: F= .131   P= .723

t-value = 3.03
   df = 13

2-Tail Sig. = .01
Table 16

Classroom Student/Teacher Ratio





Number

 Variable               of Cases       Mean       SD   
SE of Mean

 -----------------------------------------------------------------------

 Other Decile 1 Schools    22        16.2727       1.598         .341

 AIMHI Schools              8        16.7375       1.865         .660

 --------------------------------------------------------------------

Mean Difference = -.4648

Levene's Test for Equality of Variances: F= .560   P= .461

t-value = -.67       df = 28   2-Tail Sig = .505
Table 17

Candidates/Form 3 Entrants
                             Number

 Variable                   of Cases       Mean          SD   SE of Mean

 -----------------------------------------------------------------------

 Other Decile 1 Schools

8        24.3500       5.766        2.039

 AIMHI Schools                7        19.3000       7.133        2.696

 -----------------------------------------------------------------------

Mean Difference = 5.0500

Levene's Test for Equality of Variances: F= .573   P= .463

t-value = 1.52      df = 13   2-Tail Sig = .153

Table 18

 All students leaving with a F7 Qualification 

                           Number

 Variable                   of Cases       Mean          SD   SE of Mean

 -----------------------------------------------------------------------

 Other Decile 1 Schools 
17        12.5353       9.194        2.230

 AIMHI Schools                 8        11.1375       4.619        1.633

 -----------------------------------------------------------------------

Mean Difference = 1.3978

Levene's Test for Equality of Variances: F= 5.621  P= .026

t-value = .40       df = 23   2-Tail Sig = .69
Table 19

Maori Leaving With F7 Qualification 





    Number

 Variable                   of Cases       Mean          SD   SE of Mean

 -----------------------------------------------------------------------

 Other Decile 1 Schools       17         8.4882       7.436        1.803

 AIMHI Schools                 7         4.9429       4.971        1.879

 -----------------------------------------------------------------------

Mean Difference = 3.5454

Levene's Test for Equality of Variances: F= .970   P= .335

t-value = 1.15      df = 22    2-Tail Sig  = .26
Table 20

All Students Leaving Prior to Year 12




    Number

 Variable                   of Cases       Mean          SD   SE of Mean

 -----------------------------------------------------------------------

 Other Decile 1 Schools

17        28.9765      25.717        6.237

 AIMHI Schools                 8        26.8625      15.328        5.419

 -----------------------------------------------------------------------

Mean Difference = 2.1140

Levene's Test for Equality of Variances: F= 1.313  P= .264

t-value = .26      df = 23   2-Tail Sig = .83

Table 21

Maori Students Leaving Prior to Year 12





Number

 Variable                   of Cases       Mean          SD   SE of Mean

 -----------------------------------------------------------------------

 Other Decile 1 Schools       17        32.8882      26.479        6.422

 AIMHI Schools                 7        37.7286      21.912        8.282

 -----------------------------------------------------------------------

Mean Difference = -4.8403

Levene's Test for Equality of Variances: F= .442   P= .513

t-value = -.43       df = 22   2-Tail Sig = .67

Number and Proportion of School Certificate Papers Graded A or B 

For Pacific Students at AIMHI Schools

Table 22

---------------------------------------------------------------


                N Cand.  N Papers   N Papers   % of Total








Scored A,B
Papers





 59      180        3     
1.67





115      493       38     
7.71





 98      440       35     
7.95





 51      183        9     
4.92





138      502       26     
5.18





 28       87        1     
1.15





 81      297        6 

2.02





 35      120       12        10.00

--------------------------------------------------------------

Number and Proportion of School Certificate Papers Graded A or B 

For Maori Students at AIMHI Schools

Table 23

---------------------------------------------------------------


                N Cand.  N Papers   N Papers   % of Total








Scored A,B
Papers





13       22        1     
 4.55





35      138       14    
10.14





16       66        6     
 9.09





24       64        3     
 4.69





46      165       18    
10.91





20       61        2     
 3.28





17       45        6    
13.33





 4        6        0       
  .00

---------------------------------------------------------------

Number and Proportion of School Certificate Papers Graded A or B 

For Other Students at AIMHI Schools. 

Table 24

---------------------------------------------------------------




    N Cand.  N Papers   N Papers   % of Total








Scored A,B
Papers





 1        3        0      
  .00





15       64       20    
31.25





13       65       30    
46.15





 2        6        0      
  .00





37      134       18    
13.43





 5       14        0     
  .00





 1        2        0      
  .00





 2        9        2   

22.22
----------------------------------------------------------------------------------------------

Number and Proportion of School Certificate Papers Graded C or Higher 

For Pacific Students at AIMHI Schools. 

Table 25

----------------------------------------------------------------




N Cand.  N Papers   N Papers   
% of Total








Score C>
Papers





 59     180       23    
12.78





115     493      107    
21.70





 98     440      142    
32.27





 51     183       30    
16.39





138
  502      129    
25.70





 28      87       14    
16.09





 81      97       39    
13.13





 35     120       42    
35.00

---------------------------------------------------------------
Number and Proportion of School Certificate Papers Graded C or Higher 

For Maori Students at AIMHI Schools. 

Table 26

---------------------------------------------------------------


                N Cand.  N Papers   N Papers   % of Total








Scored C>
Papers




13       22        5    
22.73





35      138       47    
34.06





16       66       27    
40.91





24       64       10    
15.63





46      165       61    
36.97





20       61       14    
22.95





17       45       17    
37.78





 4        6        2    
33.33
--------------------------------------------------------------

Number and Proportion of School Certificate Papers Graded C or Higher 

For Other Students at AIMHI Schools. 

Table 27

-------------------------------------------------------




   N Cand.  N Papers   N Papers   
% of Total








Scored C>
Papers





 1        3        0 
  
  .00





15       64       42

65.63





13       65       51    
78.46





 2        6        1     
16.67





37      134       59    
44.03





5        14        1      
 7.14





1         2        0       
  .00





2         9        5     
55.56

----------------------------------------------------------------
Number and Proportion of University Bursary Papers Graded B or Higher For Pacific Students at AIMHI Schools

Table 28

-------------------------------------------------------


                N Cand.  N Papers   N Papers   % of Total








Scored B>
Papers





21       57        0      
  .00





24       75        5    
 6.67





29      107       14    
13.08





 7       19        0      
  .00





54      205       25   
 
12.20





 1        3        2    
66.67





22       72        3     
 4.17





19       61        4     
 6.56

----------------------------------------------------------------

Number and Proportion of University Bursary Papers Graded B or Higher 

For Maori Students at AIMHI Schools.

Table 29

-------------------------------------------------------



   N Cand.  N Papers   N Papers   % of Total








Scored B>
Papers





 2        4        0      
  .00





 6       15        1     
 6.67





 2        7        1    
14.29





16       39        6    
15.38




      11       40        5    
12.50



 

 1        1        0      
  .00





 4       10        0     
  .00





 1        1        1   
     100.00

----------------------------------------------------------------

Number and Proportion of University Bursary Papers Graded B or Higher 

For Other Students at AIMHI Schools

Table 30

-------------------------------------------------------




   N Cand.  N Papers   N Papers   % of Total








Scored B>
Papers





.        .        .      
 .





8       39         3     
 7.69





5       17         8    
47.06





.        .        .      
 .




     29       91        23    
25.27





5       14         0      
  .00





1        1         0      
  






1        4         0      
  .00

----------------------------------------------------------------

Number and Proportion of University Bursary Papers Graded C or Higher 

For Pacific Students at AIMHI Schools.

Table 31

------------------------------------------------------




   N Cand.  N Papers   N Papers   % of Total








Scored C>
Papers





21       57        1     
 1.75





24       75       19    
25.33





29      107       54    
50.47





 7       19        3    
15.79





54      205       94    
45.85





 1        3        3   
     100.00





22       72       18    
25.00





19       61       19    
31.15

---------------------------------------------------------------
Number and Proportion of University Bursary Papers Graded C or Higher 

For Maori Students at AIMHI Schools. 

Table 32

------------------------------------------------------




    N Cand.  N Papers   N Papers   % of Total








Scored C>
Papers





 2        4        0      
   .00





 6       15        5   

 33.33





 2        7        7   

100.00





39       14    
 

 35.90




 
11       40       23           57.50





 1        1        0      
   .00





 4       10        0      
   .00





 1        1        1   

100.00

---------------------------------------------------------------
Number and Proportion of University Bursary Papers Graded C or Higher 

For Other Students at AIMHI Schools. 

Table 33

------------------------------------------------------


                N Cand.  N Papers   N Papers   % of Total








Scored C>
Papers





.        .        .      
.





8       39       16    

41.03





5       17       14    

82.35





.        .        .      
.




     29       91       56    
      61.54





5       14        2    

14.29





1        1        0      
  .00





1        4        2    

50.00

--------------------------------------------------------------
Summaries of SC Papers Graded B or Higher/all papers - Pacific Students

Table 34

Variable      Value




Mean    Std Dev    Cases

For Entire Population                        13.9880    18.6007      209

AIMHI SCHOOLS




    5.0745
   3.2923
     8

DECILE            1                           7.2590    10.4281       17

DECILE            2                           7.4817     9.1451       21

DECILE            3                           9.3621    12.7581       25

DECILE            4                          11.8821    20.6086       32

DECILE            5                          14.0497    20.4440       31

DECILE            6                          16.5639    18.1822       26

DECILE            7                          20.4192    24.2469       19

DECILE            8                          27.0721    17.5637       10

DECILE            9                          15.2465    14.6571       19

DECILE           10                          23.7916    30.7192        9

  Total Cases = 364

Missing Cases = 155 or  42.6 Pct

Summaries of SC Papers Graded B or Higher/all papers - Maori Students

Table 35

Variable      Value




Mean    Std Dev    Cases

For Entire Population                        12.9566    12.9681      350

AIMHI SCHOOLS




    6.9987
   4.5336
     8

DECILE            1                           5.1854     4.3698       30

DECILE            2                           7.9020     6.7401       42

DECILE            3                           8.4022     6.1736       38

DECILE            4                          11.9428    10.8960       50

DECILE            5                          15.1242    14.4347       53

DECILE            6                          12.5253    14.2873       47

DECILE            7                          18.9902    16.8592       37

DECILE            8                          14.9010     9.3051       15

DECILE            9                          23.3702    15.9098       22

DECILE           10                          18.7734    15.8128       16

  Total Cases = 364

Missing Cases = 14 or   3.8 Pct

Summaries of SC Papers Graded B or Higher/all papers - Other Students

Table 36

Variable      Value




Mean    Std Dev    Cases

For Entire Population                        28.1278    11.7717      350

AIMHI SCHOOLS




   14.1324    17.6604
     8

DECILE            1                          14.7946    13.8745       26

DECILE            2                          19.7099    11.3083       38

DECILE            3                          23.0401     6.8139       36

DECILE            4                          27.1880     7.8552       52

DECILE            5                          28.1924     9.3776       53

DECILE            6                          29.6926     7.4294       50

DECILE            7                          31.5899     8.3840       40

DECILE            8                          34.6610     7.4680       15

DECILE            9                          40.7429    11.6599       24

DECILE           10                          45.4808    11.3943       16

  Total Cases = 364

Missing Cases = 14 or   3.8 Pct
Summaries of SC Papers Graded C or Higher/all papers – Pacific Students

Table 37

Variable      Value




Mean    Std Dev    Cases

For Entire Population                        38.8944    26.1400      209

AIMHI SCHOOLS




   21.6335
   8.5961
     8

DECILE            1                          20.7511    16.3863       17

DECILE            2                          32.9044    21.1887       21

DECILE            3                          34.5783    22.7453       25

DECILE            4                          33.9985    27.8948       32

DECILE            5                          40.0225    29.8063       31

DECILE            6                          45.5262    26.2159       26

DECILE            7                          45.1351    32.0303       19

DECILE            8                          55.0283    16.2401       10

DECILE            9                          43.6694    22.6031       19

DECILE           10                          52.3120    23.1296        9

  Total Cases = 364

Missing Cases = 155 or  42.6 Pct

Summaries of SC Papers Graded C or Higher/all papers - Maori Students

Table 38

Variable      Value




Mean    Std Dev    Cases

For Entire Population                        40.7071    19.0975      350

AIMHI SCHOOLS



         30.5439
   8.9643
     8

DECILE            1                          28.3362    10.9478       30

DECILE            2                          30.3902    12.5630       42

DECILE            3                          33.2142    12.1629       38

DECILE            4                          38.4059    14.6765       50

DECILE            5                          44.1972    20.7648       53

DECILE            6                          40.6019    21.3672       47

DECILE            7                          50.7396    20.0253       37

DECILE            8                          47.1284    17.0555       15

DECILE            9                          56.3092    18.4611       22

DECILE           10                          54.0460    22.4660       16

  Total Cases = 364

Missing Cases = 14 or   3.8 Pct

Summaries of SC Papers Graded C or Higher/all papers - Other Students

Table 39

Variable      Value
                      Mean     Std Dev      Cases

For Entire Population                        62.0171    15.0301      350

AIMHI SCHOOLS




   33.4352
  31.3355
     8

DECILE            1                          40.8380    27.0922       26

DECILE            2                          52.9815    17.5385       38

DECILE            3                          56.5508     9.7741       36

DECILE            4                          62.0823     7.8694       52

DECILE            5                          62.5722    10.6367       53

DECILE            6                          65.0084     7.4986       50

DECILE            7                          67.3166     7.8373       40

DECILE            8                          69.6067     8.3588       15

DECILE            9                          74.5850    10.4279       24

DECILE           10                          79.5765     8.4798       16

  Total Cases = 364

Missing Cases = 14 or   3.8 Pct

Summaries of UB Papers Graded B or Higher/all papers – Pacific Students

Table 40

Variable      Value




Mean    Std Dev    Cases

For Entire Population                        19.0131    23.3907      165

AIMHI SCHOOLS




   13.6671
  21.9573
     8

DECILE            1                          13.5558    19.4823       12

DECILE            2                          21.9152    30.5123       18

DECILE            3                          14.8020    12.7068       20

DECILE            4                          16.0635    13.1931       21

DECILE            5                          15.7710    23.9605       23

DECILE            6                           9.4208    14.3469       20

DECILE            7                          30.3981    34.4632       19

DECILE            8                          24.9336    15.6179        8

DECILE            9                          24.5415    22.9676       17

DECILE           10                          28.7512    36.6406        7

  Total Cases = 364

Missing Cases = 199 or  54.7 Pct

Summaries of UB Papers Graded B or Higher/all papers - Maori Students

Table 41

Variable      Value




Mean    Std Dev    Cases

For Entire Population                        23.6989    21.9422      302

AIMHI SCHOOLS




   18.6046
  33.5355
     8

DECILE            1                          26.5769    32.7708       25

DECILE            2                          16.9092    13.4035       37

DECILE            3                          19.2709    24.1100       36

DECILE            4                          21.8602    20.1539       46

DECILE            5                          20.6679    17.7732       46

DECILE            6                          22.6427    22.3379       36

DECILE            7                          25.1878    18.7299       28

DECILE            8                          24.4416    18.0565       12

DECILE            9                          42.7773    21.1687       21

DECILE           10                          33.6627    23.7795       15

  Total Cases = 364

Missing Cases = 62 or  17.0 Pct

Summaries of UB Papers Graded B or Higher/all papers - Other Students

Table 42

Variable      Value




Mean    Std Dev    Cases

For Entire Population                        37.8784    15.0701      328

AIMHI SCHOOLS




   13.3376
  19.2102
     8

DECILE            1                          25.4031    20.0480       16

DECILE            2                          33.2708    19.4739       33

DECILE            3                          34.9655    16.8818       36

DECILE            4                          35.1920    12.5254       52

DECILE            5                          37.2018    11.3999       51

DECILE            6                          34.4844    11.6330       47

DECILE            7                          42.1817    14.1572       38

DECILE            8                          48.4058    15.1547       16

DECILE            9                          47.2270     7.2230       23

DECILE           10                          53.0824     7.1666       16

Total Cases = 364

Missing Cases = 36 or   9.9 Pct

Summaries of UB Papers Graded C or Higher/all papers – Pacific Students

Table 43

Variable      Value




Mean    Std Dev    Cases

For Entire Population                        52.2276    30.5771      165

AIMHI SCHOOLS




   36.9182
  29.8453
     8

DECILE            1                          37.1360    26.5013       12

DECILE            2                          47.4269    33.7390       18

DECILE            3                          54.0084    26.6083       20

DECILE            4                          55.0611    24.9878       21

DECILE            5                          55.9004    31.0310       23

DECILE            6                          38.5160    33.0515       20

DECILE            7                          56.9002    35.2278       19

DECILE            8                          56.7141    16.5769        8

DECILE            9                          57.2740    30.2624       17

DECILE           10                          73.8986    35.8596        7

  Total Cases = 364

Missing Cases = 199 or  54.7 Pct

Summaries of UB Papers Graded C or Higher/all papers - Maori Students

Table 44

Variable      Value




Mean    Std Dev    Cases

For Entire Population                        59.6614    24.6040      302

AIMHI SCHOOLS




   40.8413
  42.0236
     8

DECILE            1                          50.3874    33.4927       25

DECILE            2                          49.1794    22.8664       37

DECILE            3                          52.6171    25.8848       36

DECILE            4                          58.7163    25.8599       46

DECILE            5                          59.9750    19.7126       46

DECILE            6                          63.4825    21.5732       36

DECILE            7                          62.2426    20.8934       28

DECILE            8                          65.8668    11.2566       12

DECILE            9                          78.1856    21.5285       21

DECILE           10                          74.9290    21.9961       15

  Total Cases = 364

Missing Cases = 62 or  17.0 Pct

Summaries of UB Papers Graded C or Higher/all papers - Other Students

Table 45

Variable      Value




Mean    Std Dev    Cases

For Entire Population                        74.1880    13.1075      328

AIMHI SCHOOLS




   41.5338
  30.3507
     8

DECILE            1                          56.8600    23.2742       16

DECILE            2                          70.4429    13.0793       33

DECILE            3                          73.4128    11.7812       36

DECILE            4                          72.8687    11.8947       52

DECILE            5                          75.0750     8.9048       51

DECILE            6                          71.9799    13.4695       47

DECILE            7                          76.9304    12.7027       38

DECILE            8                          80.3108     8.5302       16

DECILE            9                          82.0813     6.4790       23

DECILE           10                          84.9481     5.1172       16

  Total Cases = 364

Missing Cases = 36 or   9.9 Pct

Summaries of ALL Students Leaving Prior to Year 12

Table 46

Variable      Value  Label                      Mean    Std Dev    Cases

For Entire Population                        15.1392    12.8320      332

AIMHI SCHOOLS




   37.7286    21.9118        7

DECILE            1                          28.3000    22.5929       25

DECILE            2                          23.5128    16.4954       39

DECILE            3                          14.6886     9.2851       35

DECILE            4                          16.8327     8.4347       49

DECILE            5                          16.3429    10.4101       49

DECILE            6                          11.1953     8.3656       43

DECILE            7                          11.4486     8.3276       35

DECILE            8                           5.8000     6.3367       16

DECILE            9                           7.3667     6.7595       24

DECILE           10                           6.4882     7.3611       17

  Total Cases = 364

Missing Cases = 32 or   8.8 Pct

� This included deans, health personnel, truancy monitors, pastoral care staff, HODs, and any other roles that related to achievement in its broadest sense.


� A range of staff were selected to include a balance of gender, ethnicity, experience both in and out of that particular school and subject departments.





� See chapters 5 and 6


� It is still early days in the development and trialing of unit standards.  Data are based on those students trialed to date in these schools


� See 4.7


� Assessment resource banks are currently being trialed but are not yet available to schools


� See 4.6 for additional information


� See 8.8


� This is a way of describing the situation many families find themselves in, when they try to find ways to generate the income they need to provide for their needs.  Some mothers and fathers have several jobs, none of which pay well, and often involving shift work.  The parents may not be home very often to supervise the children because of the work demands. 


� This is discussed later in this chapter.


� See Chapter 7.3


� This is referring to being old enough to have money from some source.  It does not refer to the legal age for purchasing cigarettes.


� See chapter  8.5


� A recent film about  family and community violence and dysfunction.


� Because in this section of the report there are a small number of schools being discussed and because the ERO reports have received so much unfavourable publicity, the quotes in this section will not be attributed to particular staff positions.


� This refers to the Otara/Mangere Special Report prepared by ERO in 1996.


� See Chapter 2.9


� See chapter4 and Section 8.9


� White Sunday is a very important celebration for some Pacific churches


� Where there are financial difficulties for a family, the schools are happy to ensure students are provided with the uniform and gear they need.








� Three of the schools had less than 1% of Pakeha students, and three had 4 or 5% .  Two schools were exceptions having 8% and 12% respectively. The latter also had 13% Asian students.  These schools were perceived by students and by parents as being higher up the desirability ladder than the other schools.


� Dimensions selected as the indicators of socio-economic disadvantage are equivalent household income, parents’ occupation, household crowding, parents’ educational qualifications, income support payments received by parents, Maori or Pacific ethnicity.  Targeted Funding for Educational Achievement (TFEA) is based on the socio-economic indicator developed by the Ministry as indicated by the decile ranking.


� This is discussed in depth in 8.10


� One school has teachers phone every home before parent interview evenings.


�  Examples and more detail are given in chapter 8.6


� See Chapter 8.6


� The schools had different rules about students’ leaving the school grounds.  Even in the schools where students are not allowed to leave the grounds, some of them did.


� Our notes show one instance of 8:30 p.m., one of 9 p.m. and one of 9:30 p.m. but these stood out as the exceptions.  


� One year ten boy said it took him 45 to 50 minutes to walk from home to school.


� See chapter 5.3


� See 7.2


� New Zealand Herald, December 3rd, 1996:A13.


� See 7.7


� See 5.2


� See 8.7


� Some sport and PE teachers mention the hope that some students have of becoming professional sportspeople in the highly paid sports.


� Principals may suspend a student for a specified period of one, two or three days.  If their behaviour is more serious, they can be suspended indefinitely until the Board of Trustees conducts a hearing and makes a decision about their future.  The example given demonstrates an increase in the numbers of students involved in serious offending.


� See 8.4


� See 7.2 which explains about the “excuses” the students give.


� This is discussed more fully in 6.5


� There were times when it was fairly obvious that this was a strategy to try to avoid a particular class that was coming up, but there were also times when it was clearly because of the importance of the discussion to them.  In a number of instances students stayed on at interval and lunchtime to continue a discussion.


� ‘Life skills’ is often used to describe all the skills discussed in this chapter including communication, sexuality, and health  as well as the many practical skills.


� See 8.3


�  See 8.12


� In one school the rate of absenteeism in the Maori Bilingual unit is lower than for the rest of the school. 


� See 7.5


� See 8.12


� See 7.6


� See Chapters 5, 6 and 7


� See 5.2


� See 5.2


� See8.7


� See 7.6


� Ryba K and Winder J (1997) Te Ara Ako: Teaching for Effective Learning, Results of Data Analyses. Unpublished.


� See 8.4


� See 8.4


1 See Special Curriculum Projects in this section.


� See 8.7


� See 8.12 also


� Ramsey, Harold, Hawk, Kaai, Marriott and Poskitt. (1990) “There’s No Going Back” Collaborative Decision Making in Education.  Final Report: Curriculum Review Research In Schools Project (CRRISP) University of Waikato, Hamilton.   Ramsay, Baimba, Kaai, Hawk, Poskitt, Harold and Marriott (1989) “The Desirability  of Partnership in Education: The Research Evidence” Occasional Paper No. 6 CRRISP - University of Waikato, Hamilton


� See Chapters 9 and 10


� See 6.4


� This was the school mentioned above where the researcher attended two whanau meetings.


� This was facilitated with the help of a Trustee.


� See 8.14


� A process whereby a school is granted the right to increase the year level to which it can teach students.  It may be a primary school taking on year seven and eight students, or an intermediate teaching year nine and ten students. 


� “Development of a Socio-economic Indicator for Schools”, Norris, Bathgate, Parkin.  Paper prepared for the NZARE  Conference, December 1-4, 1994


� The Ministry has recently introduced the NETS programme (Non Enrolment Truancy Service).  Trialing began in May 1996.
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