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Abstract

This research inquiry is based on the narratives of six secondary school male students
who tell of their experiences of having learning and/or behaviour difficulties in school.
The research explores the perspectives of these six participants, from one New Zealand
Secondary School, who received support from a Resource Teacher Learning and
Behaviour (RTLB) from a single RTLB cluster. The RTLB service is a school based
resource that provides itinerant specialist support to schools and work with regular
class teachers to improve the educational outcomes for students with moderate learning
and/or behavioural difficulties (Ministry of Education, 1999; Walker et al, 1999).

This study aims to capture the voices of the participants through narratives and to tell
of their experiences with RTLB, their school and what makes sense in their lives. The
purpose of this research is to induce reflection, themes or possibly questions for further
discussion or research. There were four questions that drove this research inquiry:

1. What were the experiences of the participants who received support
from the RTLB while they were at primary, intermediate or secondary
school?

2. What were their current experiences of school life?

3. What is it about boys and school- especially those with learning and

behaviour difficulties?

4. Were there any new insights available to support/extend the work of the

RTLB in this cluster?

A narrative approach was chosen as the methodology because it allowed the stories of
the students to be told in their own voices. The principles of a narrative guided the
construction, presentation and application of the interviews. The interviews were
informally conducted and the transcription formed the narratives in this inquiry.

The themes from the narratives generated discussion about the family as an important
factor in raising positive, well balanced children. The similarities between the
Caucasian participants and the Maori participants of the Te Kotahitanga project also
featured. The themes also cover the impact of immigration on the South African
participants and show the differences between the two school systems and how they
affect students new to New Zealand. The impact of RTLB support was greatest on
those who remembered quite clearly the RTLB and the support they received.

The research presented a positive outlook for the participants despite their difficulties
and experiences of school. Their resilience and the combination of support they
received at school and home were important contributors to this optimism. The
analysis of the narratives provided the RTLB in this cluster with some implications to
support or extend their work. The implications included the development of proactive
connections and meaningful relationships with the student. This was possible by
getting to know them better and by making them aware of the purpose of RTLB
involvement. The students could also be included in the problem solving and
intervention processes. Two recommendations from this research are that future
research could investigate a system to monitor progress of students who received
RTLB support and a process to place immigrant children correctly in the New Zealand
school system.
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CHAPTER ONE: Introduction

... Children talk ... but their words are rarely listened to and leave no trace. Giving a
voice to childhood thus means recognising children’s right to be the primary authors
of their lives.

(Allodi, 2002)

This research inquiry is based on the narratives of six secondary school male students,
aged between 12 - 18 vears, who agreed to tell of their experiences of learning or
behaviour difficulties in school. This case study research explores the perspectives of
these six participants, from one New Zealand Secondary School, and who had previous
support from the Resource Teacher Learning and Behaviour (RTLB) within a single
RTLB cluster. Although the findings and implications will be predominantly pertinent

to this single RTLB cluster, they may provide ideas for research and development in

other clusters.

Resource Teachers Learning and Behaviour (RTLB) were established in New Zealand
schools in 1999 as part of the Special Education 2000 (SE 2000) policy. This service is
a school based resource that provides itinerant specialist support to schools and work
with regular class teachers to improve the educational outcomes for students with
moderate learning and/or behavioural difficulties (Ministry of Education, 1999, Walker
et al.,, 1999). There are approximately 779 RTLB in 191 clusters at any one time,
working across the country. A cluster consists of a group of schools, usually located
close to each other and is supported by one or more RTLB hosted by a school within

the cluster.

The focus of the investigation was to gain fresh insight into the participants’
experiences of school because they had learning or behavioural difficulties. I expected

the participants to be confident about being interviewed on their own, reasonably



articulate, and able to present their point of view (Engel, 1999; Smith & Taylor, 2000).
I therefore commenced the study assuming that the participants would provide rich

data regarding their own thoughts, feelings and experiences (Curtin, 2001).

1.1 Motivation for this Research:

I became an RTLB when it was established by the Ministry of Education in 1999. In
reflecting on my role as an RTLB, I often wondered what impact we made on the
students we supported. Was there a lasting positive impression? Have we really made a
difference? How were the students coping with school after we had ended our support?
Boys featured most on RTLB roll for some of the more challenging difficulties. I

wondered whether they were still at school and, if so, how were they coping?

Generally RTLB had provided a positive service, based on the four evaluations of the
RTLB Service to date. Another evaluation by the Education Review Office (ERO) of
the Ministry of Education is scheduled for this year and I anticipate that too will be
positive. The evaluations focused on the general state of the service. In August 2000,
Dr. Cathy Wylie, an educationalist and researcher reported that the RTLB service was
regarded “more positively, with the highest satisfaction rate for any of the major
Special Education 2000 initiatives asked about” (Wylie, 2000, p. 92). In 2002, after a
three year evaluation and monitoring of Special Education 2000 (SE2000), a team from
Massey University reported that the RTLB component demonstrated a high degree of
satisfaction by schools with the RTLB service (Massey University 2002). Furthermore
between 2002 and 2004, ERO carried out two reviews of the service, which comprised
a pilot review of six clusters and a more detailed review of approximately 40 clusters

nationwide. The review, among other things, evaluated the extent to which the RTLB



service had impacted on student achievement including behaviour and recommended
that to increase the effectiveness of the RTLB service, regular external reviews must be
done. ERO recommended that the reviews focus on student achievement and
demonstrate the effectiveness of their cluster service (Education Review Office, 2004).
I was also motivated by the research undertaken by the University of Waikato — “Te
Kotahitanga: The Experiences of Year 9 and 10 Maori Students in Mainstream
Classrooms: Report to the Ministry of Education” (Bishop, Berryman, Tiakiwai &
Richardson, 2003). This research project investigated, “how education in its many
forms could make the greatest difference in raising the educational achievement of
Maori students" (p.11). The researchers gathered narratives of students’ classroom
experience by the process of ‘collaborative storying’ (Bishop, 1996, 1997). In their
narratives the students spoke about how teachers could create a context for learning

wherein the students’ educational achievement could improve (Bishop et al., 2003).

I was particularly interested in the Te Kotahitanga approach of listening to the stories
of students’ classroom experiences and the subsequent development of the rest of the
project. This research approach appealed to my sense of investigation and I was

motivated to use a similar approach in my research inquiry.

It seems that the voices of children are seldom heard (Graham, 2008) although socio-
cultural as well as cognitive theories of learning “emphasise the active participation of
the learner” (Tangen, 2008, p.158). LeCompte and Preissle (1992) found that despite
the overwhelming research in education, “a remarkably small percentage of the studies

specifically address what children do, feel, or think about in school” (p.819).



Researchers have realised that listening to the children empowers the children, because
children, especially those who live with difficulties, are perceived as disempowered
and are amongst the most disadvantaged in education (Rouse, 2006). It is usual for
children with difficulties to be dependent on the decisions made by the adults around
them in respect to their education and behavioural needs. The strategies and goals
listed in individual education plans (IEPs) and behaviour intervention plans (BIPs) are
directed by the adults, with little or no input from the child. The assumption is that the
adults know what’s best for the child. Tangen (2008) emphasises that “listening to
children's voices in research usually means studying children’s experiences and views

of their lives” because children are like adults and make sense of their lives (p.159).

This research paper proposes that like the Te Kotahitanga project, children’s
experiences and perspectives are needed for a more informed and reflexive practice as

Resource Teachers Learning and Behaviour.

1.2 Purpose of the Study:

In this study I examine the experiences of six participants who had learning and/or
behaviour difficulties in school and who received support from the RTLB. The purpose
of this research is to gain insight into their experiences at school after RTLB support
had ended. As far as I am aware the voices of such students have not been sufficiently
heard, therefore making this an enlightening research inquiry. This study aims to
capture those voices through narratives and to tell of their experiences with RTLB,
their school and what it means to have learning or behavioural difficulties. The purpose
of this research is not to provide a list of interventions or to test a hypothesis, but to

induce reflection or possibly questions for further discussion or research.



1.3 Research Questions:
There were two research questions that [ wanted to explore:
1. What were the experiences of the participants who had received support from
the RTLB while at primary, intermediate or secondary school?
2. What were their current experiences of school life?
These questions were intentionally broad in nature because I wanted to keep the
inquiry as open as possible and ensured that the participants' narratives were not
constrained in any way. There were also a couple of secondary questions inherent in
this inquiry that was important for future implications:
3. What is it about boys and school- especially those with learning and
behaviour difficulties?
4. Were there any new insights available to support/extend the work of the RTLB
in this cluster?
I was keen to hear the stories from these six students of their experiences with the
RTLB and their current experiences of school, long after the RTLB support had ended.
The interviews were conducted individually and all six students appeared to sincerely

appreciate having their voices listened to.

1.4 An Approach to the Research:

I was aware that this research inquiry was based on the subjective experiences of the
student participants and their perception of their lives, as narrated in their stories. | was
also aware that this research was based on my subjective interpretation of those
experiences but am reminded of the importance of the subjective experience of
individuals in the creation of the social world (Cohen, Manion & Morrison, 2007). This

was summed up quite succinctly by Cohen et al. (2007) who stated that, “the principal



concern is with an understanding of the way in which the individual creates, modifies

and interprets the world in which he or she finds himself or herself” (p. 8).

This research inquiry followed a qualitative research approach in that it relied on the
meanings that the participants made of their experiences (Denzin & Lincoln, 2000),
and the analysis and interpretation of the data relied on my meaning of their
experiences. The analysis of qualitative research inquiries includes a discussion of
themes and the larger meaning of the findings but it is possible that some qualitative
inquiries have the potential to “end up with questions that remain unanswered”

(Creswell, 2008, p. 285). I was aware that a similar conclusion was possible with my

inquiry.

Qualitative research gives researchers a broad range of methodologies to which
narrative research is aligned. For my research, a narrative approach as the
methodology was the preferred choice because it allowed the stories of the students to
be told in their own voices and therefore their experiences were heard. Connelly &
Clandinin (1990) aptly defined narrative research designs as, “...qualitative
procedures, in which the researchers describe the lives of the individuals, collect and
tell stories about these individuals’ lives, and write narratives about their
experiences”(p.2). Narrative researchers collect data from various sources including
interviews and conversations. Since I wanted to listen to the stories of the participants I

chose to collect data through interviews.

Interviews recognise that people tell their own stories of their lives and how they live

them. A good interview according to Eisner (1991) occurs when the interviewer listens



intently and asks “questions that focus on concrete examples and feelings rather than
on abstract speculations, which are less likely to provide genuinely meaningful
information™ (p. 183). The principles of a narrative guided me in the application of the

interviews.

The data collected from interviews were transcribed and retold as stories in
collaboration with the individual participants and forms the narrative text of this
research (Merriam, 1998). The analysis of the stories was discussed as themes and is

detailed in chapter five.

1.5 Overview of the chapters:

Chapter two provides a literature review in three parts. The first part of the literature
review discusses the role of RTLB in the context of the Special Education 2000 policy.
Attention will be given to the promotion of the inclusive paradigm and the
implementation of popular collaborative interventions that the mandatory professional
development programme provided for RTLB. I have also included a brief discussion on
the challenges that secondary schools face in the promotion of inclusive education. In
the second part | examine two perspectives for the crisis on boys’ underachievement at
schools. The concern regarding the underachievement and poor behaviour of boys in
schools has been well researched and I look at the discourse on masculinity and
ineffective schools and how they shape the stereotypes regarding what it is to be male.
The third part of this chapter focuses on the rationale for using the narrative method of
inquiry. In this part 1 discuss how a narrative framework informed the research

approach and how it fitted with the purpose and the context of my study.



In chapter three I discuss the methods and procedures utilized in this research and the
research methods that inform them. The methodology is based on the theoretical
framework of narrative inquiry and the interview method for data collection. This
chapter also describes in detail how I collected the data, which includes participant

selection, ethical issues, the interview process and the method for data analysis.

Chapter four provides the stories of the six participants and a short commentary after
each descriptive story. The descriptive stories and interpretive comments set the milieu
for the themes. In chapter five I present the discussion on the themes that emerged

from the stories of the participants.

In chapter six I provide some insight into the four research questions that directed the
purpose of this study. I also discuss possible implications for the RTLB and suggest
possible questions for further discussion or research. Finally in chapter seven, I present

the limitations that affected this research and a conclusion to this research inquiry.
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a school based resource that provides itinerant specialist support to schools and work
with regular class teachers to improve the educational outcomes for students with
moderate learning and/or behavioural difficulties (Ministry of Education, 1999, Walker
et al., 1999). There are approximately 779 RTLB in 191 clusters at any one time,
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experiences and perspectives are needed for a more informed and reflexive practice as
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These questions were intentionally broad in nature because I wanted to keep the
inquiry as open as possible and ensured that the participants' narratives were not
constrained in any way. There were also a couple of secondary questions inherent in
this inquiry that was important for future implications:
3. What is it about boys and school- especially those with learning and
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4. Were there any new insights available to support/extend the work of the RTLB
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I was keen to hear the stories from these six students of their experiences with the
RTLB and their current experiences of school, long after the RTLB support had ended.
The interviews were conducted individually and all six students appeared to sincerely

appreciate having their voices listened to.

1.4 An Approach to the Research:

I was aware that this research inquiry was based on the subjective experiences of the
student participants and their perception of their lives, as narrated in their stories. I was
also aware that this research was based on my subjective interpretation of those
experiences but am reminded of the importance of the subjective experience of
individuals in the creation of the social world (Cohen, Manion & Morrison, 2007). This

was summed up quite succinctly by Cohen et al. (2007) who stated that, “the principal



concern is with an understanding of the way in which the individual creates, modifies

and interprets the world in which he or she finds himself or herself” (p. 8).

This research inquiry followed a qualitative research approach in that it relied on the
meanings that the participants made of their experiences (Denzin & Lincoln, 2000),
and the analysis and interpretation of the data relied on my meaning of their
experiences. The analysis of qualitative research inquiries includes a discussion of
themes and the larger meaning of the findings but it is possible that some qualitative
inquiries have the potential to “end up with questions that remain unanswered”

(Creswell, 2008, p. 285). I was aware that a similar conclusion was possible with my

inquiry.

Qualitative research gives researchers a broad range of methodologies to which
narrative research is aligned. For my research, a narrative approach as the
methodology was the preferred choice because it allowed the stories of the students to
be told in their own voices and therefore their experiences were heard. Connelly &
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Clandinin (1990) aptly defined narrative research designs as, “...qualitative
procedures, in which the researchers describe the lives of the individuals, collect and
tell stories about these individuals’ lives, and write narratives about their
experiences”(p.2). Narrative researchers collect data from various sources including

interviews and conversations. Since I wanted to listen to the stories of the participants I

chose to collect data through interviews.

Interviews recognise that people tell their own stories of their lives and how they live

them. A good interview according to Eisner (1991) occurs when the interviewer listens



intently and asks “questions that focus on concrete examples and feelings rather than
on abstract speculations, which are less likely to provide genuinely meaningful
information” (p. 183). The principles of a narrative guided me in the application of the

interviews.

The data collected from interviews were transcribed and retold as stories in
collaboration with the individual participants and forms the narrative text of this
research (Merriam, 1998). The analysis of the stories was discussed as themes and is

detailed in chapter five.

1.5 Overview of the chapters:

Chapter two provides a literature review in three parts. The first part of the literature
review discusses the role of RTLB in the context of the Special Education 2000 policy.
Attention will be given to the promotion of the inclusive paradigm and the
implementation of popular collaborative interventions that the mandatory professional
development programme provided for RTLB. I have also included a brief discussion on
the challenges that secondary schools face in the promotion of inclusive education. In
the second part I examine two perspectives for the crisis on boys’ underachievement at
schools. The concern regarding the underachievement and poor behaviour of boys in
schools has been well researched and I look at the discourse on masculinity and
ineffective schools and how they shape the stereotypes regarding what it is to be male.
The third part of this chapter focuses on the rationale for using the narrative method of
inquiry. In this part I discuss how a narrative framework informed the research

approach and how it fitted with the purpose and the context of my study.



In chapter three I discuss the methods and procedures utilized in this research and the
research methods that inform them. The methodology is based on the theoretical
framework of narrative inquiry and the interview method for data collection. This
chapter also describes in detail how I collected the data, which includes participant

selection, ethical issues, the interview process and the method for data analysis.

Chapter four provides the stories of the six participants and a short commentary after
each descriptive story. The descriptive stories and interpretive comments set the milieu
for the themes. In chapter five I present the discussion on the themes that emerged

from the stories of the participants.

In chapter six I provide some insight into the four research questions that directed the
purpose of this study. I also discuss possible implications for the RTLB and suggest
possible questions for further discussion or research. Finally in chapter seven, I present

the limitations that affected this research and a conclusion to this research inquiry.



Chapter 2: Literature Review

Introduction:

The major part of this literature review discusses the role of RTLB in the context of the
SE 2000 policy. Attention is given to the promotion of the inclusive paradigm and a
discussion on some collaborative interventions that the mandatory, RTLB training
provided. There is also a brief discussion on the challenges that secondary schools
experience with inclusive education. This discussion impacts on the research since it is

based on the narratives of participants who attend a secondary school.

In the second part I examine two perspectives for the crisis on boys’ underachievement
at schools. The concern regarding the underachievement and poor behaviour of boys in
schools has been well researched and I look at the discussion on masculinity and
ineffective schools and how they shape the stereotypes regarding what it is to be male.
The third part of this chapter focuses on the rationale for using the narrative method of

inquiry and how it fitted within the context of my study.

2.1 Special Education in New Zealand: Resource Teacher Learning and
Behaviour

The New Zealand Education Act (1989) made it illegal for schools to refuse student
enrolment on the basis of a disability (Guild, 2006). The Education Act protected the
rights of all children to an education and facilitated an examination into the special
education system that culminated with the introduction of the SE 2000 policy in 1996
(Guild, 2006; Ministry of Education, 1995). The aim of SE 2000 was to achieve an
“inclusive education system that provided learning opportunities of equal quality to all

students"(Ministry of Education, 1997, p.5).



SE 2000 restructured the way resources and service provisions were distributed to
learners with special education needs. It also changed the way schools managed special
education resources to ensure “equity, quality, efficiency, and an economic of support
provision” (Guild, 2006, p.6). One such change was the introduction of Resource

Teacher Learning and Behaviour (RTLB) positions in 1999.

The introduction of the RTLB service was a unique special education development that
was responsible for introducing a major paradigm shift for special and regular
education in New Zealand (Brown et al., 2000; Ministry of Education, 1997). The
transition from separate educational provision in special classes for students with
disabilities toward inclusive, mainstream education (Thomson, 1998) placed demands
on the management of school organisation, teacher skill and student ability to manage
in this new environment. Furthermore, the government’s guidelines relating to school
administration (NAGs) required schools to identify students who are at risk of not
achieving or who have special education needs (Ministry of Education, 2005). The
guideline emphasised the importance of meeting the needs of students with special
needs. One of the government’s objectives for the school system, as recorded in the
National Education Guidelines (NEGs), called for the “success in their learning for
those with special needs by ensuring that they are identified and receive appropriate
support” (Ministry of Education, 2004, NEG.7). These guidelines ensured that schools

implement strategies and develop systems that catered for students with special needs.

The Ministry of Education expected that these new demands were best met by support
networks designed to assist schools to meet the new policy expectations (Ministry of

Education, 1997). The RTLB service was developed as a school-based resource
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network supporting schools to meet these responsibilities and was part of a continuum
of special education services that includes the Ministry of Education Special Education
(MOE SE), Supplementary Learning Support Teachers (SLST), Resource Teachers
Learning and Behaviour (RTLB) and other resource teachers (Ministry of Education,

2007b). This continuum is illustrated in Figure 1.

Figure 1: The diagram below illustrates the continuum of support available
(Ministry of Education, 2007b, p. 7)
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The range of needs vary from those with minimum special needs (base of the triangle)
that can be supported with in school resources to those with very high needs (the peak
of the triangle) who require specialist support from the Ministry of Education: Special
Education. Those students with learning and behaviour needs in years 0—10 and who
did not meet the criteria for the Ongoing and Reviewable Resourcing Schemes
(ORRS), the Severe Behaviour Initiative, or Supplementary Learning Support may be
eligible for RTLB support (Ministry of Education, 2007b). The key difference between

the other resources and RTLB support is that the other resources focus on the students
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with significant to very high needs while RTLB focus on those students with 'mild to

moderate' needs.

The definition of the term “moderate™ is essential in order to determine the parameters
within which the RTLB worked. The word moderate is commonly defined in
dictionaries as “being within reasonable limits”, “of average in intensity” and “not
extreme, radical or excessive in behaviour or expression” (Soanes & Stevenson, 2005;
Merriam-Webster, 2009). These definitions suggest that the students identified in the
moderate category have the potential of achieving success by being able to overcome/
cope with their special need. This statement also forms the context of this research that
through RTLB interventions, schools should be able to employ suitable strategies to
support students with difficulties after RTLB support has ended. This research inquiry
is about students in the mainstream education (in a regular classroom in a regular
school) with mild to moderate learning and/or behavioural needs. In effect RTLB
support was intended to be short term (approximately 30 weeks) and the interventions
implemented were meant to have a long term effect (Ministry of Education, 1997).
Schools were expected to continue supporting the students effectively using the

interventions offered by the RTLB. The narratives of the student participants in this

research should clarify this assertion.

RTLB play an important role in supporting schools to meet the needs of students that
have mild to moderate learning or behavioural difficulties. They have the challenging
task of supporting teachers to take up their responsibility to support all students
regardless of their difficulties (Brown et al., 2000; Glynn, Moore, Gold & Sheldon,

1992; Ministry of Education, 2001b). The role of the RTLB is challenging and requires
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professional expertise, experience and an in-depth knowledge of special education.
Effective RTLB support is expected to provide a school with systems and practices that
maintain an educational focus in inclusive classroom environments and to promote the
development of effective learning environments (Brown et al., 2000; Ministry of

Education, 2007b).

The role of the RTLB is guided by the latest policy statements contained in RTLB:
Policy and Toolkit (Ministry of Education, 2007b). The aim of this policy is to meet
the needs of all students experiencing learning and/or behavioural difficulties. RTLB
are expected to assist classroom teachers in assessing a student's needs and develop
learning programmes or behaviour plans to overcome difficulties that might be present.
The RTLB work with individual students, groups of students, teachers, or with whole
school systems (Ministry of Education, 2001a). SE 2000 promotes an ecological
approach to assessment and intervention (Brown, Jones, Manins & Thomson, 1999;
Brown et al., 2000; Ministry of Education, 2001a). RTLB can be seen as consultant
teachers who have developed ways to work collaboratively with schools, teachers,

parents and students to promote and establish an inclusive education system (Fancy,

1999; Thomson, 1998).

2.1.1: Promoting Inclusive Education

As mentioned earlier the aim of SE 2000 was to achieve an “inclusive education
system that provided learning opportunities of equal quality to all students"(Ministry of
Education, 1997, p.5). However achieving a world class inclusive education system is
not a simple task and without proper support progress towards this goal may be

problematic (Farrell, 2001; Westwood, 1997).
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In order to understand the depth of this aim it is necessary to understand what
constitutes special education (Fraser, Moltzen & Ryba, 2005). The New Zealand
Ministry of Education (1999, 2003) regards special education as providing extra help
through adapted programmes and modified learning environments to support children
with their learning so that they could participate in education. Other countries like the
United States of America and England use similar definitions. The United States
defines special education as 'specially designed instruction ...to meet the needs of a
child with disability' (United States Department of Education, 1997, p. 12) and
England defines special education as ‘educational provision made for children who
have special educational needs’ (Office of Public Sector Information, 1996). The
common understanding is that special education involves something different from that
which is on offer in mainstream schools and children with complex needs often require

support beyond that which is normally required by their peers (Florian, 2006).

The extra assistance could be in the form of adapted programmes, modified learning
environments or the provision specialised equipment and material. The students with
special needs are those with a variety of needs and who require a significant change in
programmes and/or additional resources to benefit their learning (Ministry of
Education, 1999). The wide range of needs and services provided for students with
special needs are clearly defined on the continuum of support diagram (Figure 1, p.11).
The diagram clearly demarcates the levels of support that is received in New Zealand.
RTLB support is indicated as a support service that is additional to whatever support is
available at school. At any level of support there is the expectation that the students
with special needs will receive support in an inclusive setting. Inclusion is often used

synonymously with mainstream but they are actually different. Inclusion in education
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refers to the unconditional placement of students in regular education settings,
regardless of type or degree of disability whereas mainstreaming means the student
with disabilities can be educated partly in the regular classroom and partly in a special
education program (Roberts & Prior, 2006). Although the special education support
services can be delivered inside of the regular classroom, it normally involves the
student going out of the class to receive special instruction (Bunch, Finnegan,

Humpbhries, Doré & Doré, 2005).

The degree of inclusion in an educational system can be presented on a continuum, as

illustrated below.

Figure 2: The Exclusion —Inclusion Continuum for Special Education
1 2 3 4 5
Total Locational Social Integrated/Functional Full
Exclusion Inclusion Inclusion Inclusion Inclusion
Special Special Classes Special Classes Mainstreaming
ols ite Cl ite C

-~

The exclusion — inclusion continuum illustrates the move from exclusion to full
inclusion.

The following descriptions relate to the continuum:

1. Total exclusion refers to students who receive all their learning in a special school
or facility, away from the regular educational facility.

2. Locational inclusion occurs when the student is educated in a separate class or

unit within a regular educational facility. There is no contact either social or
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educational with other students in the regular educational facility (Ministry of
Education, 1987).

3. Social inclusion is similar to locational inclusion but students enjoy social
interaction with peers in various ways within the educational setting (e.g. eat lunch
together or share the same play area) (Ministry of Education, 1987).

4. Integrated /functional inclusion is where the students are educated partly in the
regular classroom and partly in a special education program (Roberts & Prior, 2006).

5. Full inclusion occurs when the students participate in the regular education setting
all of the time and may involve programme adaptation and/or environment

modification.

Many education sectors continue to focus on assisting students to fit into the school
structure educating them partly in the regular classroom and partly in a special
education program (Roberts & Prior, 2006) which according to the exclusion -inclusion
continuum (Figure 2) is more integration than inclusion (Loreman & Deppeler, 2001;
Loreman, Deppeler & Harvey, 2005). According to Corbett & Slee (2000) inclusion
requires systems to change to provide for the educational needs of all students.
However, while integrated mainstreaming differs from full inclusion it can be seen as a

positive step for students with special needs (Valeo, 2008).

The goal for RTLB is to assist schools and teachers towards full inclusion through
collaborative planning and implementation. However achieving full inclusion is a
daunting task with behaviour, social and/or emotional problems presenting the biggest
challenge (Rouse, 2006). Research on inclusion suggests that the implementation of
inclusion policies has been uneven (Evans & Lunt, 2002), whilst there are many

success stories to be told about inclusion there are also failures and difficulties (Florian

16



& Rouse, 2001). One of the greatest barriers to the development of inclusion is a
teacher who does not have the necessary motivation, knowledge, skills and training to
take on the challenge (Florian, 2006; Forlin, 2001). Although it has been claimed that
the lack of knowledge attributed to lack of training as one of the main barriers to
inclusion, Florian and Rouse (2001) found in their research work that teachers do not
lack knowledge of effective teaching strategies but they seem unaware that a
prescriptive teaching approach has not been effective with students of differing
abilities. Teaching strategies used in mainstream education need to be adapted to assist

students with special education needs to learn (Florian, 2006).

The Ministry of Education’s SE 2000 policy promoted support for special education
through an inclusive paradigm much around the same time the introduction of the New
Zealand Disability Strategy (Ministry of Health, 2001) stressed that “New Zealand will
be inclusive when people with impairments can say that they live in a society that
values their lives and continually enhances their full participation” (p. 5). Other
countries like the United States and England have also enacted reforms such as ‘No
Child Left Behind’ in the United States and the 1998 Education Act Reform in England
to encourage greater inclusion of children with disabilities or special needs

(McLaughlin & Rouse, 2000).

If this research was done a decade ago, it may have been appropriate to compare the
medical paradigm that special education system was based on at that time to the current
ecological paradigm. However, after almost a decade of workshops and professional
development on the ecological/inclusive paradigm a comparison is quite unnecessary

because the paradigm is firmly entrenched into the New Zealand Educational system.
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The paradigm of that era was based on the medical or functional limitations paradigm
which “assumed that the principal difficulties of people with disabilities resided within
those individuals” (Brown et al., 2000, p.6; Walker et al., 1999). However, the
ecological paradigm acknowledged that the difficulties facing people with disabilities
are also external (Brown et al., 2000). The issue now is not how to place students with
special needs into regular schools but how to enable teachers to support the educational
and social needs of every student (Glynn et al., 1999; Moore et al., 1999). Positive
teacher attitudes and appropriate teaching strategies determine the success of an

inclusive classroom.

To enable their work RTLB undertake a mandatory and robust professional
development programme from the University of Auckland or the University of
Victoria. The training at the University of Waikato is no longer available. Successful
RTLB are awarded a Diploma or Post Graduate Diploma in Special Needs Resource
Teaching depending on their prior learning. The RTLB working in the school cluster
where the research was undertaken had completed the mandatory training in 2000. The
training ensured that RTLB acquired the skills to work within an ecological paradigm

to promote effective learning environments (Walker et al., 1999).

The training offered RTLB an opportunity to become highly skilled practitioners, with
a wide knowledge and experience of special education in order to become successful in
their consulting role (Huefner, 1988; Moore et al., 1999). In addition RTLB acquired
skills and knowledge about organisational systems, the curriculum framework and the
principles of curriculum adaptation (Huefner, 1988; Thomson, 1998). For many RTLB

adopting the inclusive teaching philosophy of the training required a major mind shift
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from the medical model of special education. Many had been special class teachers
prior to becoming an RTLB (Walker, Glynn & Macfarlane, 2000). However, after the
training and with practice and experience RTLB are committed to provide schools with
the opportunity to become inclusive and to support all students by changing the school
culture and thinking towards educational reform (Carrington & Elkins, 2002).
Ultimately, though, it is the culture of the school and the values of individual teachers
that impact directly on the ability of the RTLB to encourage and support an inclusive

school system (Cole, 2004, 2005).

The challenging task for RTLB is to influence teachers to reconceptualise learning and
behaviour difficulties not as problems within learners but as problems for teachers to
solve (Ainscow, 1999; Clark, Dyson, Millward & Robson, 1999; Hart, Dixon,
Drummond & Mclntyre, 2004). Ainscow (2005) suggests that teachers and other
educators are more likely to change when they are aware that their teaching styles
conflict with students’ learning styles. They are more likely to work with their
colleagues on adaptations that address the demands that different subjects, topics or

tasks make on different learners (Florian, 2006).

An inclusive approach requires the RTLB to work effectively with the classroom
teachers through collaborative problem solving. RTLB are expected to assist classroom
teachers in assessing a student's needs and develop learning programmes or behaviour
plans to overcome difficulties that might be present. This may not be an easy task
because teachers have strong beliefs about where and how different kinds of children

should receive their schooling (Rouse, 2006). It is only when there is a partnership of
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collaboration amongst school management, teachers, students, community and RTLB

that inclusive education will be successful (Timmons, 2006).

2.1.2 Special Focus - Secondary Schools:

It is more challenging to include students with special educational needs in a secondary
school. The difficulties are real although it may seem to be in conflict with the
foundations necessary for a school to be inclusive (Loreman et al., 2005). Secondary
schools can be experienced as disabling for students with special educational needs and
anyone who does not fit the system (Pearce & Forlin, 2005). Students are expected to

conform to or change, to meet the demands of the school.

Secondary school teaching is specialised and teachers are seldom encouraged to work
collaboratively or prepare programmes together (Vinson, 2002). Teachers generally set
tasks for the whole class often neglecting to cater for the diverse learners (Pearce &
Forlin, 2005). Students are expected to be able to read, write and do basic maths. They
are expected to take responsibility for homework and self organisation which can be

difficult especially for those with special needs (Pearce & Forlin, 2005).

The focus is on delivery of curriculum content and not children and pedagogy
(Loreman, 2000). The curriculum dominates the focus of teachers to prepare the
students for external exams and the pressure to provide evidence of improvement
(Corbett & Slee, 2000). The teacher must cover curriculum content, often teaching
difficult subject content while facilitating learning by moving at a slower pace. This

can be a daunting task for teachers (Pearce & Forlin, 2005).
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In addition, teachers are burdened with preparation and marking and feel that they have
very little time for collaboration, preparing and implementing Individual Education
Plans (Forlin, 2004; Van Reusen, Shoho & Barker, 2001). One of the biggest barriers
to inclusion in secondary schools seems to be that teachers resist to plan and teach for
diversity due to the additional time required for preparing materials (Kavale, 2007;

Loreman & Deppeler, 2001).

The challenges in secondary school include the students themselves. Students go
through difficult stages of self knowledge and identity and can face a harrowing time
as teenagers (Bauer & Brown, 2001). Students may reject accommodations and
adaptations to the curriculum if directed specifically and obviously at them (Loreman,
2000). Teenagers are often embarrassed to have an adult beside them because it makes
them stand out from the other students (Giorcelli, 2003). Students may prefer to be
given assistance in a separate setting but do not want any label that may accompany the
placement. Being singled out also creates problems such as poor behaviour, learned
helplessness, refusing to attempt tasks or dropping out of school completely

(DiMartino, Clarke & Lachat, 2002).

2.1.3 Collaborative Interventions:

Professional and collaborative approaches to supporting children with special
educational needs contribute to inclusion (Deppeler, Loreman & Sharma, 2005). RTLB
are meant to provide that specialist support, resource and collaboration to ensure the
inclusion and success for children with special educational needs. However for
collaboration to succeed educators need to be receptive to the views, advice and

support from the RTLB. As mentioned earlier, RTLB have the challenging task of

21



supporting teachers to take up their responsibility to support all students, regardless of
their difficulties, in their classes and school (Glynn et al., 1992). Such a supportive role
calls for expertise in working together with teachers, sharing knowledge and skills to

support students with learning and behavioural difficulties (Brown et al., 2000).

The mandatory training provided RTLB with the skills to collaborate closely with
their teaching colleagues to facilitate and coordinate changes in school systems and
routines. They were also trained in consulting and collaborating with families,
professionals and agencies outside the school (Walker et al., 2000). However effective
and ongoing collaboration can be costly to schools for making available additional time
and staff to release teachers to attend planning meetings. Successful collaboration with
RTLB offers mainstream teachers specific knowledge of the child, an understanding of
the educational implications of the disability, strategies and most of all, an opportunity
for students with special needs to benefit and experience an inclusive environment
(Loreman et al., 2005). However, "mentioning strategies are not enough because
teachers must have clear examples of how strategies work for different types of
students and how to orchestrate the whole" (Sindelar & Kilgore, 1995, p. 352).

Collaborative intervention is most successful when it is aimed collectively at the
student, teacher and systems level. A focus only at the student level runs the risk of
returning to a deficit model of intervention where the focus is only on factors within
the student (Moore et al., 1999). The focus needs to change to include teaching
strategies and approaches that are collaborative and inclusive (Comber & Kamler,

2004; Kavale, 2007).
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Examples of popular, inclusive strategies and teaching methods employed to overcome
learning difficulties within classrooms and schools include strategic teaching (Brown,
2002), reciprocal teaching (Westera & Moore, 1995), cooperative learning strategies
(Johnson, Johnson & Smith, 1998) and peer tutoring programs (Brown et al., 1999;
Topping, 1995). Examples of interventions to diminish behaviour difficulties include
positive behavioural support, behaviour recovery (Roger & Johnson, 1994, 1999;
Rogers, 2002, 2004; Rogers & Australian Council for Educational Research, 2003) and

the Hikairo Principles (Macfarlane, 1997; Macfarlane, 2003, 2007).

In this final part of discussion I describe the learning and behavioural interventions that
RTLB have been trained to use. I purposely avoided any critical discussion of these
interventions for two reasons. The scope and parameters of this research does not allow
for the additional amount of material critical discussions generate. Secondly I did not
want to deviate from the main purpose of the research in acquiring the stories of the

student participants.

2.1.3.1 Reciprocal Teaching

Reciprocal teaching (Alvermann & Phelps, 1998; Palincsar, 1986; Rosenshine &
Meister, 1994) refers to an instructional activity that takes place in the form of a
dialogue between teachers and students regarding segments of text. The dialogue is
structured by the use of four strategies: summarizing, question generating, clarifying,
and predicting. There is a high degree of social interaction and collaboration in
reciprocal teaching as students help their peers understand the meanings from the text

(Greece Central School District, 2004). According to Rosenshine & Meister (1994),
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reciprocal teaching allows for direct teaching of strategies, student practice of reading

strategies, scaffolding of instruction and peer support for learning.

Reciprocal teaching begins with the teacher modeling the four comprehension

strategies and as students become proficient with the process, the teacher gradually

assumes a monitoring role. Students work independently at first by completing all four

strategies in a graphic organizer (See Figure 3). In the next lesson small groups are

formed to discuss their answers. During discussion the students include additional

information to their sheets to get a more informed understanding of the text. During the

lesson the teacher monitors and supports the discussions. The lesson normally ends

with a class discussion where the students share what they learned or discovered as a

result of their discussion.

Figure 3:

A Reciprocal Teaching Graphics Organiser (Greece Central School District, 2004)

Summarising Questioning Predicting Connecting
Beyond retelling what Pose at least three Identify at least three Matke at least three
happens in the reading, questions about the text-related connections between
identify what you reading; these could predictions; ideas
think are the three most include questions that these predictions or events in the reading
important events/details address confusing should to your own experience,
[from the reading and parts be based on new the world around yvou, or

explain why of the reading, or developments in the other works of literature.
they are important thought guestions reading and vour Be prepared to explain
and how that the reading predictions should these connections to
they makes you wonder help the group to your group.
are connected about. anticipate what will
happen nexi.
2.1.3.2 Cooperative Learning

The Cooperative Learning component of the study is based largely on the research of

Roger and David Johnson (1989, 1999, and 2002) and the structures of cooperative
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learning by Spencer Kagan (Kagan, 1994, 1995). There is general consensus that
cooperative learning as a teaching method can and usually does result in positive
student outcomes (Dotson, 2001; Johnson & Johnson, 1999, 2002). The aim of
cooperative learmning is to encourage teachers to produce cooperative classrooms by
teaching cooperative skills such as “leadership, communication, decision making, trust
building, and conflict resolution” (Johnson & Johnson, 2002, n.p). The Johnsons’
believe that “cooperative learning works to the benefit of students, teachers, schools,
and communities because human beings learn more, flourish, and connect more when
they’re cooperating and less when they’re competing or working in an isolated
fashion” (Johnson & Johnson, 2002, n.p). This statement is supported by Sapon-Shevin
(1994) who remarks that cooperative learning is a peer-centered pedagogy that

promotes academic achievement and builds positive social relationships.

Cooperative learning is a teaching strategy in which small teams of students of
different levels of ability, use a variety of learning activities to improve their
understanding of a subject. Kagan (1994) emphasised that heterogeneous grouping is
essential to cooperative learning and that it produces the greatest opportunities for peer
tutoring, support and inclusion. Each member of a team is responsible not only for
learning what is taught but also for helping teammates learn, thus creating an
atmosphere of achievement. The ultimate goal in cooperative learning is for students to
work through an assignment until all group members successfully understand and
complete it. Research shows that cooperative learning has many positive outcomes
such as improving student's effort to achieve, increased on-task behaviour, improved
understanding and remembering of subject matter, increased higher-level reasoning

and improvement in both external motivation and intrinsic motivation (Johnson &
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Johnson, 2000; Johnson & Johnson, 1999, 2002). Johnson & Johnson (2002)
reinforced that the “ideal in cooperative learning is that they learn in a group and are

able to perform it alone"(n.p).

Cooperative learning methods improve interpersonal relationships by getting students
to work cooperatively. It is however, necessary that social skills needed for cooperative
learning be taught prior to beginning any cooperative learning lessons (Nelson &
Johnson, 1996; Prater, Bruhl & Serna, 1998). Working cooperatively creates a ripple
effect in that the general tone of a classroom environment is improved because students
“show increased self-esteem, self-efficacy, and confidence in the future and they tend
to have a higher regard for school, for the subject they are studying, and for their

teachers" (Johnson & Johnson, 2002, n.p).

According to Johnson & Johnson (2002, n.p), the five key components to a well
planned cooperative learning situation are:
e Positive interdependence where each individual depends on and is
accountable to the others in a group. There is a built-in incentive to help,
accept help, and root for others.
e Individual accountability where each person in the group learns the
material.
e Promotive interaction where group members help each other to share
information, offer clarifying explanations.
e Social skills to promote leadership and communication.
e Group processing or evaluation where the group assesses how effectively

they are working with one another.
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Consistent use of cooperative learning strategies increases the opportunity “to engage
students in active learning and motivate them to higher levels of achievement”
(Johnson & Johnson, 2002, n.p). Cooperative learning is an enormously effective
method for learning because it encourages students to receive and give support while
learning to acknowledge each other’s point of view. The bottom line is that cooperative
learning benefits all students and should be an integral part of any school system.
Figure 4 shows a graphic representation of the outcomes of cooperation.

Figure 4: Qutcomes of cooperation (Produced with permission from Johnson &
Johnson, 2002, n.p)
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The diagram shows that cooperative learning simultaneously models interdependence
and provides students with the experiences they need to understand the nature of

cooperation.

2.1.33. Peer Tutoring:
Peer tutoring is a teaching strategy where students, in a class, are paired together to
assist one another during an academic task (Fulk & King, 2001). The students can be

paired with similar ability but the strategy normally favours students who are usually

27



of differing ability. Peer tutoring is commonly used to teach reading, spelling and
writing and is also referred to as paired reading, paired spelling and paired writing
strategies. The paired writing strategy was modeled in the RTLB training.

Peer tutoring allows classroom teachers to deliver lessons in such a way that it allows
them to cater for diverse needs within an inclusive and responsible social context.
Research has shown that peer tutoring improves academic achievement, relationships
with peers, personal and social development and increases motivation (Fuchs, Fuchs &
Burish, 2000; Topping, 1995, 2001; Topping, Nixon, Sutherland & Yarrow, 2000).
Peer tutoring allows students with learning difficulties an opportunity to participate as
a tutor and improves their confidence and positive social interaction (Bos & Vaughn,
1998; Fulk & King, 2001; Pressley & Hughes, 2000). The teachers also benefit from
using peer tutoring strategies by increasing an opportunity to individualize instruction,
facilitate inclusion, monitor student performance individually and reduce inappropriate
behaviors (Topping, 2001). Classroom learning environment are improved because
students learn to respond appropriately socially and academically. There are also
opportunities for immediate feedback, collaboration, increased student engagement and
improved support for all students (Greenwood & Delquadri, 1995; Maheady, 2001;

Topping, 2001).

The underlying theory is that positive peer interaction can have a positive impact on
learning and achievement (Light & Littleton, 1999; Wentzel, 1999). However, for peer
tutoring to be successful the students need to be trained in the instructional methods so
that they can assist the learning. In most peer tutoring lessons, the teacher purposely
assigns partners and models the peer tutoring processes for the tutor and tutee. The

students then collect the tutoring material that the teacher has prepared and follows a
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highly structured tutoring procedure. When students become effective tutors and
tutees, their progress in learning is greater than those who are not given any instruction
on how to work together (Fuchs et al., 1997), demonstrating the effectiveness of peer
tutoring in facilitating progress in the general education curriculum (Cohen, E. G.,

1998; Cohen, Kulik & Kulik, 1982).

The Paired Writing is a system for peer tutoring any genre of writing. Poor or
beginning writers are most likely to have difficulties in ideas generation, text
organization and meta-cognitive knowledge of the writing process (Englert & Raphael,
1988). Paired Writing specifically supports these aspects and is not just for "poor
writers' (Topping et al., 2000). Paired Writing has a set of guidelines that pairs follow
when working together to generate a piece of writing. The aim is that the pair produces
better quality writing together than they each would if working separately. The
framework and the interaction between the pair are designed such that a higher
proportion of time is actually spent 'on-task’ thus reducing ‘off task’ behaviour to the
minimum. There is also a great deal of feedback and cross-checking as what is written
must make sense to both members of the pair. The system is designed to be supportive

and eliminate the fear of failure (Topping, 1995).

The Paired Writing structure consists of six steps. The generation of ideas or mind
mapping is the first step and involves the tutor stimulating the ideas. There are
normally ten idea questions and as the writer responds verbally, the tutor makes a list
of about ten words. The pair reviews the list and agrees on the order of the words. Step
two consists of drafting the rough ideas from the words selected in step one. The ideas

are put down in continuous prose without concern for spelling, punctuation or
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grammatical perfection. The tutee considers the notes and dictates, sentence by
sentence, what is to be communicated. If the tutee has difficulty in proceeding, the
tutor gives support. The tutor and tutee read the draft out aloud in step three focusing
on expression and punctuation. If the tutee reads a word incorrectly, the tutor
immediately says that word correctly. In step four the pair edits the draft together, and
the tutee considers, with the help of the tutor, whether improvements are necessary.
The pair also corrects spelling and punctuation errors. The tutee, with the support of
the tutor, has the opportunity to make additional changes to the draft. The 'best' version
of the corrected draft is then published in step five and is considered as a joint product
of the pair. Step six allows the pair to evaluate their effort and to congratulate each

other as members of a successful team of two (Topping, 1995).

The skills obtained during the peer tutoring sessions can be transferred to new

situations, including those when the tutee is writing alone.

2.1.34 The Instructional Environment System (TIES II)

TIES II (Ysseldyke & Christenson, 1993) is an assessment tool used to assess an
environment when supporting students whose learning and behaviour challenges the
class teacher. RTLB have been trained to use the TIES II assessment tool, as part of
their data collection, during observations in a classroom. There is a newer edition of
TIES I, titled Functional Assessment of Academic Behaviour (FAAB) and is
described as a "system to assess learning, not the learner” (Ysseldyke & Christenson,
2002, p. 3). The ecological assessment-based approach examines not only the person
but the environment and encourages collaboration. In the analysis of the class

assessment, TIES II recognises the necessity to work collaboratively to meet the needs
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of students with behavioural difficulties (Horner, 1999). TIES II was designed to assess
the functioning of a student within a classroom environment by presenting an
organised literature base about factors that contribute to high student academic
performance (Furlong & Rosenblatt, 1998). The focus of the assessment is to assist
teachers in designing learning environments which will include the capacity of students

and teachers in the interactive process of learning.

The goal is to manage and understand difficult learning and behaviour within the
school or classroom setting by providing a tailored and comprehensive skilled support
(Gresham, Watson & Skinner, 2001). TIES II encourages interventions that are
proactive in changing the environment to manage triggering events to minimise
problem behaviour and to maximise rewards for appropriate behaviour (Carr et al.,
1999). The interventions are based on positive behavior supports and promote socially
acceptable behavior by providing instruction and feedback for improving behaviours
while reinforcing appropriate student performance (Sugai, Horner, Dunlap &

Hieneman, 2000).

TIES II allows RTLB to work in the classroom environment through a comprehensive
approach involving intervention at the individual, class and system levels while
ensuring a collaborative consultation model, by jointly planning for interventions.

Although TIES II is regularly used by the RTLB in the course of learning and
behaviour work in schools, its use as a means of functional assessment is still being
assessed in New Zealand. However, Furlong & Rosenblatt (1998) still see TIES Il as a
unique resource that provides educators with empirical research that identifies

conditions in the classroom that enhance student performance.
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2.1.3.5 A framework for supporting Maori Students — The Hikairo Rationale:

In keeping with the guiding principles of the Treaty of Waitangi for education and
special education, the RTLB professional development programme included a major
bicultural component that addressed all articles of the treaty that were relevant to
education (Macfarlane, 2003). The Te Ao Maori components of the training
programme aimed to increase RTLB knowledge and understanding of the Maori
holistic worldview and to improve support for teachers of Maori students in schools

(Brown et al., 2000).

The behaviour intervention programme that featured significantly in the professional
development programme and has an important relevance to this research is the Hikairo
Rationale (Macfarlane, 1997). This is a significant mention since none of the six
participants in this research study are Maori, however Macfarlane (2003) affirms that
the principles of the Hikairo Rationale "is appropriate for working with both Maori and
non-Maori students and teachers, even though its guiding values, icons and metaphors

come from within a Maori worldview" (p.230).

The Hikairo Rationale is an approach to working with students who are experiencing
behavioural difficulties. The seven domains of the Hikairo Rationale overlap and
interweave and each is characterised by concepts and principles that can be applied,
firmly and democratically, through culturally-responsive teachings (Macfarlane,
Glynn, Cavanagh & Bateman, 2007). This approach focuses on wholeness of body,
mind, and spirit within the family, and draws on Durie’s (1994) ‘“Whare Tapa Wha’

model of holistic well-being (Macfarlane et al., 2007).
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The Hikairo Rationale unabashedly promotes the role that culture plays in the lives of
people, and the implications of that role for those working with Maori students and

their whanau and is depicted in the diagram below (Macfarlane et al., 2007).

Figure 6: Creating culturally-safe schools for Maori students. (Macfarlane et. al.,
2007)

CULTURE OF CARE

KOTAHITANGA MANAAKITANGA

RELATIONSHIP- | RESTORATIVE

BASED i
CLASSROOMS PRACTICES
RANGATIRATANGA

Summary:

The role of RTLB was discussed in the context of the SE 2000 policy. The SE 2000
restructured the way resources and service provisions were distributed to learners with
special education needs and changed the way schools managed special education
resources. One such change was the introduction of Resource Teachers Learning and
Behaviour (RTLB) positions in 1999. The RTLB service was a school-based resource
network supporting schools to meet the needs of their students that had moderate

learning or behaviour difficulties. The collaborative interventions focused on reciprocal
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teaching, cooperative learning and peer tutoring (paired writing), TIES II and the
Hikairo Rationale. There was also discussion on the challenges that secondary schools
faced in the promotion of inclusive education. In the next part of this literature review I

discuss two theories on boys learning and behaviour in schools.

2.2 What about the Boys?

National reports and international studies show that boys are over-represented in
attaining lower achievement in reading and writing, disengagement with school, and
lower qualification attainment (Creswell, Rowe & Withers, 2002; Education Review
Office, 1999, 2008; Ministry of Education, 2007a). The perception is that the academic
achievement of boys has steadily declined over the past decade (Hawkes, 2001; Noble,
Brown & Murphy, 2001). The trend is similar for boys’ behaviour at school. Boys
seem to be having less positive experiences at school (Frank, Kehler, Lovell &
Davison, 2003; Rowe & Rowe, 1999) and tend to be overrepresented in dropout rates,
expulsions, truancy, vandalism and antisocial behaviour towards teachers and students

(Biddulph, 1997; Malete, 2007; Ministry of Education, 2007a).

Similar trends are observed in British schools (Francis & Skelton, 2005; Smith, 2007;
Younger & Warrington, 2005), Welsh schools (Gorard & Rees, 1999), Australian
schools (Rowe, 2000), North American schools (Marsh, Parada, Yeung & Healey,
2001) and Canadian Schools (Martino, 2008; Martino & Pallotta-Chiarolli, 2003). The
available information shows that the scope of the boy crisis is part of a more disturbing
social trend that is marginalizing boys and impeding their success (Geist & King,
2008). There has been an abundance of research and debate about the underlying cause

for the crisis in boys’ schooling experience (Epstein, Elwood, Hey & Maw, 1998).
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However, researchers have difficulty providing definitive evidence on the causes of
boys’ underachievement but continue to present debatable discourses such as boys
being the victims of masculinity, feminism and ineffective schools (Epstein et al.,
1998). For the purpose of this research a discussion on masculinity and ineffective

schools is included.

The discourse on masculinity emphasises traits and practices that society consider to be
appropriately male (Law, Campbell & Schick, 1999) and must be considered in the
schooling of boys. Masculinity must be considered in terms of the gender identity and
that boys and girls are different, not that the one is better than the other (Geist & King,
2008; Gray, 2004). The male gender role refers to the set of behaviours generally found
in men, as well as what most people consider being an ideal male (Clatterbaugh, 1997).
The acceptance by some theorists that boys are different and behave differently is often
grounded in the belief that such behaviours are naturally inherent (Gurian & Stevens,
2005; Noble, 2000), hardwired, and not the result of conditioning (Sommers, 2000).
There is an assumption that the curriculum and teaching styles conflict with boys'
natural tendencies and tended to excuse boys' under-performance in subjects that were
considered female in nature (Cohen, 1998). Proponents of this construction of
masculinity condemn schools that fail to adapt to the different educational needs of
boys (Skelton, 2001). They believe that the failure to meet the needs of boys often
result in frustration, classroom disruption, poor attitudes and academic failure (Gilbert

& Gilbert, 1998; Mills, 2003; Pollack, 1998).

There are others who believe that masculinity is largely a social construction that

influences the stereotypical behaviours of its members (Connell, 2003; Gilbert &
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Gilbert, 1998; Mac an Ghaill, 1999; Martino & Berrill, 2003).The belief is that being
exposed to a wider set of male roles and being assisted in tapping into the male energy
ensures the development of the male identity and helps boys through difficult events in
life (Biddulph, 1997; Gurian, 1998). The value that sports and sporting achievement
holds in many schools overshadows academic achievements and produces a male
dominant culture and social hierarchy (Gilbert & Gilbert, 1998; Martino & Pallotta-
Chiarolli, 2003). Many boys value this traditionally masculine pursuit and view
academic, creative and literacy achievement as being feminine (Martino, 2001).
Similarly one could consider the tradition of drinking excessive amounts of beer in
hegemonic masculinity as it is a popular social practice among New Zealand men (Law
et al., 1999). Given the devastating effects of alcohol abuse among boys, as reported in
the media, masculinity as a social construction can be perceived to be a major problem
when it is repressive and damaging to boys (Keddie, 2003). Boys operating within
these existing assumptions of masculinity and male stereotypes can be adversely
affected because they can be directed to aggressive and competitive behaviours while

adopting an indifferent attitude to academic work (Skelton, 2001).

Boys assume that academic success and compliance are female characteristics and
therefore tend to have poor attitudes to their learning and to authority causing them to
underachieve academically (Foster, Kimmel & Skelton, 2001). Hegemonic masculinity
has somewhat 'normalised’ physical aggression (Blackmore, 1997; Kenway &
Fitzclarence, 1997; Mills, 2001) which is evident and reinforced in sport where boys
learn the importance of physical strength and toughness in order to take control,
tolerate pain and show competitive aggression. When the expression of physical

aggression with a need to dominate, a sense of physical power and a tolerance of pain
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is taken outside sports and into other aspects of society, this can make a potent
combination which can lead to incidents of bullying, harassment and other aggressive
misbehaviours in schools, making life difficult for peers, teachers and the school
(Connell, 2000; Fitzclarence & Hickey, 2000; Martino & Pallotta-Chiarolli, 2003;
Mills, 2001). It would seem that boys are exposed to a narrow interpretation of what it
means to be male (Blackmore, 2000; Webb, 1997) and therefore choose the masculine
expressions that best suit their contexts. By choosing masculine expressions such as not
crying in public, most boys learn what it is to be a male (Keddie, 2003; Tinning, 2000)
and learn to draw boundaries around those expressions of masculinity that are
acceptable (Martino & Pallotta-Chiarolli, 2003; Mills, 2001; Webb, 1997; Wheeler,
1998). While many boys choose expressions that are socially acceptable and establish
them as successful males (Hines, 2001; Mills, 2000), others choose expressions that
give them the appearance of being hard and macho, as defined by their masculinity in
order to survive in their education or social setting (Epstein et al., 1998; Epstein,
Elwood, Hey & Maw, 2001) often to the detriment of their behaviour, academic
achievement and school culture. As mentioned above, proponents of masculinity
condemn schools that fail to adapt to the different educational needs of boys (Skelton,
2001). The proponents of the masculinity discourse see schools as being "feminized
and feminizing” (Skelton, 2001, p.48) and are therefore contributing to boys failure.
They believe that school environments are not suitable for boys because they do not
address the needs of boys (Pollack, 1998). However, Francis and Skelton (2000) are
adamant that "merely accommodating traditional masculinity in the classroom will not
produce better educational or social outcomes for boys" (p. 129) but that boys
produced higher attainment in schools where gender constructions were not singled out

as the most important (Younger & Warrington, 2007).
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It has also been argued profoundly that underachievement and poor behaviour in
schools is due to the lack of male teachers, and teacher pedagogies which disfavour
boys' natural inclinations and which is further exacerbated by the assumed absence of
fathers and the prominence of single-mothers (Biddulph, 1997; House of
Representatives, 2002). This has resulted in the introduction of the boy-friendly
curriculum and more male teachers because men are considered to be better able to
cater to the educational and social needs of boys (Martino & Frank, 2006). However
some researchers feel that the call for more male teachers and boy-friendly curriculum
approaches to improving boys’ underachievement provides a very biased, sexist and
restricted view of what it is to be masculine and contributes to the problem of
stereotyping masculinity (Brozo, 2005; Martino & Blye, 2006; Skelton, 2001). They
also argue that in secondary schools boys are failing under a male teacher as much as
under female teachers. They do believe that teachers, regardless of the gender, who
provide quality teaching, respect, fairness and the ability to listen make a positive
difference to boys’ achievement and behaviour (Slade & Trent, 2000). Students
perform better when they are taught by well trained, strategically focused, energetic
and enthusiastic teachers (Rowe, 2000). Dr. Judith Aitkin, an ERO spokesperson, cited
in Roger (2000) quoted, “The only thing that's good for a young learner is a good
teacher, and there isn't any evidence that can conclusively say that a male teacher
would be better than a woman. A good man teacher teaches in the same way as a good
woman teacher. They are actively involved with the individual child..." (p.37). Quality
teachers are those who acknowledge the masculinity of boys and provide an education
that is based on the strengths, interests and skills that boys bring with them to school or
by tapping into their life world (Hartman, 2006; Kalantzis & Cope, 2003; Munns et al.,

2006). Furthermore, boys’ relationship with teachers are important to their academic
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success (Rowe, 2000) and the quality of those relationships is determined by the type
of learning environments the teachers provide in their classrooms and schools (Lillico,
2001; Younger et al., 2005). The preference is to include other measures such as
providing boys with practical learning experiences, texts that boys can relate to, male
friendly curriculum and single-sex classes (Lillico, 2001; Rowe, 2000; Younger et al.,
2005). Some educationalists also suggest that excellent lesson planning and
presentations, the use of cooperative learning strategies and the accommodation of the
different learning styles will heighten boys’ interest and their academic performance

(Hawkes, 2001 ; Lillico, 2001; Rowe, 2000; Shores, 2002; West, 2002).

Summary:

The concern regarding the underachievement and poor behaviour of boys in schools
has been well researched; however there is no single, conclusive explanation as to the
cause of the boys’ crisis. In this literature review [ have examined two perspectives for
the crisis. Firstly, in the discourse on masculinity and how it had shaped the stereotypes
regarding what it is to be male, there is a distinct division in the explanation of
masculinity. Some believe that the male behaviours are naturally inherent while others
believe that masculinity is largely a social construction that influences the male,
stereotypical behaviours. However both views agree that schools are ineffective in
providing an appropriate education based on the needs of the boys. Secondly, a major
critique of ineffective schools is the lack of male role models in schools. However
many researchers argue against this assertion emphasizing that the gender of the
teacher is irrelevant as long as the teacher provides quality teaching, respect, fairness
and the ability to listen. Researchers have therefore advocated for excellent lesson

planning and presentations, the use of cooperative learning strategies and the
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accommodation of the different learning styles in order to heighten boys’ interest and
their academic performance. This literature review provides a suitable basis for the
discussion that will emanate from the findings and analysis of the six participants'

narratives.

2.3 A Narrative Inquiry:

This part of the chapter presents a review of the literature on narrative inquiry. As
mentioned in the introduction, a narrative inquiry was chosen to allow for the stories of
the participants to be told in their own voices. Their stories were reported in narrative
form that it made sense to the reader thus encouraging reflexive practice. As Connelly
& Clandinin (1990) aptly define narrative research designs as qualitative procedures
where researchers “describe, collect and listen to stories about individuals’ lives, and

then write narratives about their experiences™ (p.2).

The Kotahitanga project (Bishop, Berryman, Tiakiwai & Richardson, 2003) clearly
demonstrated that listening to children is of utmost importance to improve their life at
school. Through the telling their stories “personal, cultural, and social change are
possible” (Richardson, 1990, p.40). Children become valued and when the stories
affect the people that listen to them as Mishler (1995) explained that “one of the
significant ways through which individuals make sense of and give meaning to their

experiences is to organise them in a narrative form™ (p.115).

My commitment in this research is to tap into the experiences of the students and share
their stories because we live, make sense of and shape our lives by the stories we tell

(Polkinghorne, 1988; Gartner, Latham & Merritt, 1996). A narrative approach allowed
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me to represent the data collected and to retell the stories of the six participants in a
narrative format. As MacIntyre (1981) explains that, “narrative is appropriate for our
understanding of the action of others. Stories are lived before they are told, except in
the case of fiction"(p.197). Gartner, Latham & Merritt, (1996) add that “narratives have
the power to clarify as well as to raise important epistemological and theoretical issues
which need our constant attention” (n.p). Clandinin and Connelly (2000) suggest that

“narrative inquiry is a way of understanding experience™ and “is stories lived and told”

(p.20).

It is common for researchers and scholars to use narrative as a framework for
understanding the construction of knowledge in relation to lived experiences or storied
lives (Clandinin & Connelly, 2000; Kamler, 1998). Narratives are also important for
communicating with others, as they provide important information on the individual’s,
identity and experiences (Clandinin & Connelly, 2000), thereby enabling people to find
meaning and an understanding of the individual’s life (Beattie, 2000; Polkinghorne,
1988). It is through narratives that we can have some understanding of the world.
Clandinin and Connelly (2000) encourage the use of narratives to understand
experiences as Carter (1993) expressed that the richness of life can be explained
through stories. Polkinghorne (1988) adds, that research builds on existing narratives to
add “new meaning to the experiences of change, growth and professional
development" (p.162). This explanation supports the aim of my research in trying to
add meaning to the experiences of the students in the form of stories thereby capturing

a personal dimension (Connelly and Clandinin, 1990).
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Kamler (1988) also explains that “stories do not tell single truths, but rather represent a
truth, a perspective, a particular way of seeing experience and naming it” (p. 3). Thus
narrative inquiry is a process of collaboration involving mutual storytelling and
restorying of the ways humans experience the world (Clandinin and Connelly, 2000).
Although the stories are from the participants, researchers construct the participant's
story and its meaning to tell the story (Mishler, 1986, 1995). Narrative inquiry is about
collecting stories (Chase, 2005) and then exploring and ordering the experience into

narrative form (Clandinin and Rosiek, 2007).

Narrative inquiry has been valued as a research tool for examining experiences and life
stories and enables a researcher to analyse these stories by using themes or categories
that emerge from the experiences or concerns (Beattie, 2000; Casey, 1995; Prosser,
2007). The complexity for narrative researchers, however, is that they become part of
the process and share the construction of the narratives with the participants (Clandinin
& Connelly, 2000) to create new collaborative stories but the story finally written on
paper becomes the story as told by the researcher. The difficulty in writing narrative is
in finding ways to portray the story being told. I chose to tell the stories in the first
person. The narratives presented and analysed relied on the sole perception of the six
participants, so I am mindful of the apparent subjectivity that I bring to the research as

would another researcher listening to the same stories.

A challenge for me as researcher was to be able to represent and interpret the various
stories and lay them open for readers to interpret. I approached this by narrating the
stories separately from the analyses to allow the reader to formulate their own

interpretations on them. I then provided my analyses of the stories by categorising the
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findings into themes and sharing my own reflection, while still leaving the story open

for alternative interpretation.

Summary:

In this part of the chapter I explained an understanding of narrative approaches to
research and analysis. In it simplest definition narrative can be humbly referred to as
story and storytelling (Carr, 1986). The narrative “is a way to understand the human
experience, because it is the way humans understand their own lives"(Richardson,
1990, p.65). The next chapter discusses the method and procedures utilised in this

research and the research method that inform them.
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Chapter 3: Methodology:

Introduction:

This chapter details the method and processes involved in collecting data for this
narrative research inquiry. The discussion will include the rationale for choosing
interviews as the method to collect the data and the process for collating and analyzing
the data. The research involved student participants in a school setting, so approval had
to be sought from the University of Waikato Human Ethics Committee. The process

and procedures that were followed in the application are also described in this chapter.

The idea for this research was discussed with my work colleagues, cluster management
committee and thesis supervisor. There was support from all parties for me to

undertake this research.

3.1. Obstacles, Ethical Approval and Considerations.

Following this decision, a University of Waikato Human Ethics Committee application
was prepared and submitted. For this study to proceed, I had to conform to the ethical
standards as defined by the School of Education's Human Research Ethics Committee.
The ethical standards ensure that research is conducted in a way that respects the rights
of people and minimises any risk of harm such as pain, emotional distress,

embarrassment, and exploitation (University of Waikato, 2008).

The research had to have clear goals and objectives and needed justification for the

study to proceed. The procedures needed to be stated for recruiting, involvement of the

participants and the means of obtaining informed consent. The means for maintaining
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confidentiality had to be stated and the sensitivity to social and cultural values had to
be taken into account. I had to include procedures for handling information and
materials produced in the course of the research, and had to indicate the precautions I

took to safeguard the anonymity of the participants, the school and the RTLB cluster.

The application process was not an easy one and the ethics committee was steadfast in
maintaining the standards and improving the application prior to acceptance. The
committee's initial decision declared that the project was too vast and recommended
that it be streamlined to be more focused. The recommendation to focus on a relatively
small group of participants was a wise choice given the amount of data generated by
this group of six participants. With the assistance of my thesis supervisor, at that time,

the ethical application was finally approved.

As part of the ethical considerations, I sought the informed consent of all student
participants by giving them an information letter to read and an informed consent form
to read and sign if they agreed to participate. Furthermore, the parents/caregivers were
informed about the research, and their consent to allow their children to participate was
obtained. The participants were also assured of their right to decline to participate or to
withdraw their participation at any time, and their data would not be used as part of the
study. Each participant was asked to participate in a narrative interview and two

follow-up sessions in order to conduct a robust narrative interview.

Preserving anonymity was significantly important in this inquiry. The participants have

been given pseudonyms and neither the school nor the RTLB cluster is identified or
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mentioned in this research thereby preserving the anonymity of all participants. The

issue of ethics went beyond the application process.

I was aware of the dual role I played in this research inquiry. I was firstly an RTLB
who had a professionally responsible role in the school community. Secondly I was a
qualitative research interviewer in a trusting relationship with the participants
(Josselson, 2007). My role as interviewer relied on the development of trust so that the
participants were able to share personal details of their schooling experiences. My role
as RTLB undertaking this research inquiry was about presenting the stories from the
interviews to the public, making me well aware of the complexities of "researching
private lives and placing accounts in a public arena"(Mauthner, Birch, Jessop & Miller,

2002, p. 1).

[ therefore needed to carefully decide how to present the stories in the research without
undermining the trust and rapport that the participants had given me. By collaborating
with the participants regarding the content of their narratives, I was able to maintain the
trust and rapport of the participants, while still presenting useful knowledge to the
public (Josselson, 2007). Throughout the project, I was conscious of my role as a

researcher as opposed to an RTLB at work.

3.2. Participant Selection:

Initially I looked for ten students from the one secondary school, aged between 13 and
18 years who were previously supported by the RTLB in the cluster, to participate in
this research. The names of possible participants were obtained from the RTLB

cluster's database which held the names of all students who had been on the RTLB roll
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since 1999. | was able to filter the database for the names of the students who were
expected to be attending the secondary school in 2008. The filtered list totalled 34
students across the year levels (Years 9 to 13) at the secondary school. I expected to
choose fifteen students from this list of 34 possible participants, allowing me to select
ten students to participate in the study, keeping the other five students’ names in
reserve in case one or more students were not able to participate. The only other pre-
requisite, apart from being on the RTLB roll at some time in the past, was that the
participants had to be reasonably articulate and willing to participate in the interviews.
The need for reasonably articulate participants ensured information rich cases for an in-
depth study to examine meanings, interpretations and perceptions (Rice & Ezzy, 2000).
It was also important for the participants to tell their own story without any bias that
probing questions may have introduced during the interviews. However this did not
occur because from the list of thirty four students only ten students still remained at

school. There were eight boys and two girls.

Prior to commencing the research I met with the school administrator, in this case the
deputy principal, responsible for pastoral care and special programs and obtained the
necessary permission to undertake the research in the school. The administrator
recommended that the two girls be excluded from participation because of their anxiety
and difficulty to articulate. I met with the remaining eight boys and discussed the
project with them. One boy did not want to participate but the other seven were keen to
share their stories. This was the only time that the boys met as a group. It was obvious
from the interaction during the meeting, that there were no friends within the group and
that the students did not know each other very well, apart from seeing each other

during the normal course of the school day. The choice of participants resolved two
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important ethical considerations. Firstly, I had not worked with any of the participants
in my role as RTLB and secondly, the possibility of the participants identifying each

other in the final report was most unlikely.

When the final seven potential participants remained in the room, I answered questions
about the research topic and my role as researcher, interviewer and RTLB, thus putting
them at ease in terms of their participation. Information sheets (Appendix B) were
provided to the participants and they were then given consent forms to read and sign. |
discussed the contents of the consent form with each participant and obtained their
written consent to participate. I then contacted the participants' parents, informed them
of the intended research and obtained their permission. Both parents and students were
reminded that their participation was voluntary and they had the right to withdraw at

any time, with no repercussions.

Following the guidelines for conducting narrative research (Creswell, 2008; Kvale,
2007; Wengraf, 2001), each of the seven students were asked to tell the story of their
experiences of participation in the RTLB services and of their experiences currently at
school. Due to the school exams and summer holidays the data gathering period
occurred between November 2008 and May 2009. Unfortunately during this period one
of the participants left school and could not be contacted to complete the interview.
However this did not affect the inquiry drastically because the remaining six

participants provided sufficient information to maintain a robust research inquiry.
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3.3. Interview process:

The interview is a commonly used methodological tool to collect data in a qualitative
research inquiry (Denzin & Lincoln, 2000; Kvale, 1996; Kvale, 2007). Research
interviewing can be defined as a guided conversation that aims to understand the
perspectives, interpretations, and meanings given by interviewees to specific issues
(Kvale, 1996; Kvale, 2007; Patton, 2002; Warren, 2002). An interview is practical yet
powerful in attempting to understand the "world from the participants' point of view
and to try to unfold the meaning of their experiences"(Kvale, 2007, p.xvii). The
researcher is almost always an active participant, and there is the opportunity for
collaboration and discussion throughout the process. Both the researcher and
participant become part of the ongoing narrative record (Clandinin & Connelly, 2000).
Since I wanted to listen to the stories of the participants the interview method suited

my purpose.

Although, a research interview can be described as "an interchange of views between
two persons conversing about a theme of mutual interest"(Kvale, 1996, p.2),it is still a
conversation with a purpose, structure and varying degrees of control as defined by the
researcher (Kvale, 1996). A great deal of qualitative material comes from talking with
people whether it is through formal interviews or casual conversations. The main
difference between the unstructured, semi-structured and structured interviews is the
degree to which participants and/or interviewers have control over the process and
content of the interviews (Fontana & Frey, 1998; Morse, 2002). When the interviewer
has more control, the interview is more structured but when the participants have
considerable control then the interviews can be described as unstructured, open-ended

or narrative. The choice of a structured interview, a semi- structured interview or an
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unstructured interview, is determined by the type and purpose of the research (Kvale,

1996, 2007; Wengraf, 2001, Clandinin & Clandinin, 2000).

For my inquiry the unstructured narrative interview was suitable since it allowed the
participants more scope to control the direction of the interview while still allowing me
to co-produce the story (Kvale, 2007). In the unstructured interviews the interviewer
initiates the interview with an open ended question allowing the participant to engage
in conversation (Moyle, 2002). The open ended question provides opportunities for
participants to share their experience of the phenomena under study. Since I wanted to
discover the participants' understanding of their experiences, it was essential to be
empathetic, win their confidence, be unobtrusive and careful not to impose my own
influence (Woods, 2006). Therefore, I required a casual, relaxed approach allowing the
participants to be at ease with themselves making it easier to conduct the interviews in
such a manner that allowed the narratives to emerge. The versatility of the unstructured
interview approach allowed the participants to relax and talk freely while still allowing

me some opportunity in shaping the narrative.

[ was mindful of being prepared with a good plan and ability to improvise when going
into the interview (Wengraf, 2001). This was particularly important in this research
because | had no idea on the ability of the participants to verbalize or talk freely. After
all, I was interviewing students who had 'special needs' since they received support
from the RTLB. Narrative interviews recognise that people tell their stories of their
lives from their perception. Then the stories are retold in narrative form from the
perspective of the researcher. This is a subjective experience, where retelling and

interpretations of the narratives can differ from researcher to researcher and is largely
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dependent on the quality of the data obtained from the interviews with the participants
(Kvale, 1996). My objective at the interviews was to obtain information that provided
insight into the research questions that I had posed in chapter 1. I had these questions
written on my notepad to remind me of the task at hand and I was able to elicit such
information, casually, during the interviews. By being well prepared for the interviews,

I was able to obtain quality data from the participants.

[ arranged the interviews at a time convenient to the participants, making sure it did not
interfere with their learning. The interviews were held in a venue that was least
intrusive and ensured confidentiality. The participants were reminded of the voluntary
nature of their participation and | obtained their permission to audio tape the
interviews. Audio taping the interviews made it easier for verbatim transcription of the
interview and allowed me to be more focused on the dialogue with the participants. I
approached the interviews by having a general idea about the direction of the interview
and had a collection of points that I used as prompts, when it became necessary. |
purposely took precaution to avoid leading questions or suggesting outcomes but
naturally attempted to engage with the participants on a person to person basis (Woods,
2006). All interviews commenced with general chit-chat, mostly about sports, video
games and movies. This helped to establish rapport and encouraged the participants to
talk. The interviews became more conversational and the flow was "guided but not
dictated by open questions" (Clough & Nutbrown, 2002, p. 105). I consciously made
an effort to ensure that the participants were comfortable physically and emotionally. 1
also listened attentively to what they were saying and conducted the interviews in such

a manner that the interview direction was not influenced by me in any way.
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Kvale (2007) states that "narrative interviews focus on the story the subjects tell, on the
plot and structure of their accounts and that the stories may come up spontaneously
during the interview or be elicited by the interviewer" (p.72). In other words, the
narrative interview allows the interviewer to ask directly for stories or together with the
participant, attempts to structure the different happenings and recounts into coherent
stories (Kvale, 2007). In this research I utilised both options by first asking the
participants to tell me about their life starting from where they were born. I then
listened attentively to the participant’s story-telling ensuring that the narrative was
from the participant’s perspective and not influenced by me. I listened intently,
occasionally posing questions for clarification and assisted the participants to “continue

telling the story" (Kvale, 2007, p72; Wengraf, 2000).

Each interview was scheduled for forty five minutes. However the initial interviews
went longer in all instances. | was aware of exceeding the recommended time but I did
not want to inhibit the flow of conversation and risk losing vital data and therefore
allowed the lengthier sessions. The duration of each interview therefore depended on
the enthusiasm and willingness of the participants to tell their story. The interviews
consisted of open-ended questions and probes, whenever required. The participants
were treated as the experts with the task of influencing "the interviewer’s
understanding of the phenomena of interest" (Josselson, 2007, p. 546). The participants
put considerable thought into their answers. Overall, all participants were pleased with
their contribution and felt that they were making an important contribution to my

research,
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The purpose of the interviews was to explore the subjective knowledge, opinions, and
beliefs of the participants. The analysis of the data from the interviews allowed me to
explore the participants’ experiences from childhood to life at secondary school and to
get the “big picture’ of what the participants were trying to say about the lives. The 'big
picture’ also included the experiences of the participants at school after RTLB support
had ended. A goal in the analysis of the data was to show how individual statements
from the participants were related to the ‘big picture’ and this was achieved by
integrating the interview data into the topics and themes. All interviews were audio

taped for transcription and analysis.

3.4. Analysis of Data:

There are many methods used to conduct a narrative analysis. However all methods
place emphasis on structure or form to make the analysis systematic and
understandable to the reader. Prior to submerging myself into analyzing the data
collected from the six participants, | attempted to understand the interviews and
familiarize myself with the data by reading through the transcriptions and listening to
the recordings. 1 kept an open mind with each reading and was aware not to move too
quickly to conclusions or incomplete understandings (Sandelowski, 1995). By reading
the interview transcripts | extracted facts and storylines and by examining the facts and
storylines, themes began to emerge (Sandelowski, 1995). The themes provided
structure and direction for the way the stories of these six participants should be told
(Riessman, 1993) but I was aware of Clandinin and Connelly's (2000) understanding
that “the researcher has a dilemma of whether to present overall themes at the expense

of richly textured, unique stories which honour participants’ experiences” (p.142).
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I attempted to provide equal balance between the emergent themes that were analysed
and the rich stories that were told. After familiarizing myself with the transcripts 1
wrote a core narrative of each interview as a means of reducing the interview data to a
skeleton plot so it could be seen and analysed more clearly (Riessman, 1993). The
stories were linear in structure but included all relevant and important details of the
interview. [ centred the participant as the main voice and wrote in the first person to
emphasize ownership of the story by the participant and to keep it free and separate
from my own interpretation (Ely, 2007). I assumed that a first person story was more
powerful than a third person account and that the way people narrate stories about
themselves express who they are and how they fit into their culture (Engel, 1999;

Wortham, 2001).

After I wrote each story I met with each participant, again, to reconstruct the stories,
wherever necessary, through a process of collaboration. The reactions and input from
the student participants were important to this process because I was telling their

stories. The participants were pleased with the way the narrative unfolded.

[ also considered a systematic way of managing and analyzing the data. | was aware
that the challenge in working with qualitative interview data concerns the organisation
of the data before analysis. The inconsistent organisation of the interview notes can be
time consuming during analysis. Fortunately I was able to utilise computer assisted
qualitative data analysis software (CAQDAS), found through an internet search, called
Weft QDA v.2 (Fenton, 2008). Weft QDA is a software tool for the analysis of textual
data such as interview transcripts, documents and field notes and was freely available

for downloading as a programme (Fenton, 2006). The programme offered a generic set
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of facilities for working with text documents, and it allowed for direct 'coding' and
retrieving of text passages with different categories or themes, free annotations, text
searching and complex queries (Fenton, 2006). It also allowed me to interactively
create themes with an unlimited number of defined codes or themes that were present
in the transcripts (Miles & Huberman, 1994). I was able to successfully manipulate the

programme to systematically manage and analyse the data in this research inquiry.

[ created transcripts from the tape recordings, and the total data set contained
approximately seventy pages of text. The laborious task of coding manually was
avoided by using the CAQDAS. I was able to mark, highlight and categorize directly
from the transcripts. Key and dominant themes became apparent as I worked through
each transcript and produced a summarized account (Clandinin & Connelly, 2000) of
recurring themes for further analysis and discussion. The analysis and discussion of

themes is in chapter 5.

Summary:

In this chapter 1 addressed the process and methods used to collect, present and analyse
the data produced by the six participants. As indicated earlier it was a rigorous process
to get the project off the ground but I was determined and worked unwaveringly to
complete the project. This chapter discussed the selection of the participants and
addressed the choice for using an unstructured interview technique. Finally I looked at
the process of analyzing the data produced by the interviews and the structure of the

ensuing narratives. In the next chapter I will present the six narratives.
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Chapter 4: The Stories

INTRODUCTION

This chapter focuses on the stories of the participants. The written story captures the
presence of the participants through their emotional tone and deliberate mannerisms.
The stories are presented in a linear timeline and allow the reader to follow the life
story as it was lived. | produced the narratives in the first person and kept the structure
close to the way it was told during the interviews to allow the readers a “look™ into the
character of the narrators. The narratives were collaboratively constructed and authored
by the six storytellers and me (Engel, 1999; Gergen, 2004). The commentary after
each story places the storytellers and their stories within the context of the research and

offers some clarification to the stories in relation to RTLB support.

4.1 Anthony’s Story: Year 11: (as told in November 2008)
I was born in Auckland and have lived in our current house for about 13 years now. |

live with mum, dad, my brother and sister. We are a close family and I love them a lot.

[ went to the local primary school and I remember in Years 3 and 4, | started having a
real rough time understanding maths and spelling. I felt really embarrassed asking
people how to spell simple words and always got really low scores. | didn’t want to
try, because I didn’t want to feel like I got it wrong. In Year five | was referred to the

RTLB who helped me quite a bit.
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I did stuff with the RTLB that helped me with my memory and eye concentration, like
really with peripheral vision. I did quite a bit of memory things, like memory card
games and then she did spelling. She also came into the class and checked on how I

was doing. So in Years five and six, I started to get better.

I also got help from a SPELD tutor for spelling and reading. 1 also went to an
optometrist lady for a while. We did exercises for the eyes and stuff. Then I went to
Kip McGrath and did more reading and memory and concentration stuff on the
computer. My parents are really supportive, like my mom she kinda went through the

same thing.

When I went to intermediate school, I got some help from my teachers and I went to
the booster centre, to get help from the teacher assistants with tests and we worked in
small groups for reading and maths. I started to get on really well there, like I got really
good grades in my tests and my writing inquiries. From Year 7, | started to read a lot
more, reading like novels and stuff which I’m still doing now; I’m like reading thick

books and I’'m really enjoying the books.

However, when I first came to the secondary school I pretty much failed all of the
exams because I didn’t really understand most of the work. It was a new learning curve

for me and I just had to grasp it, but I just didn’t really get onto it until Year 11.

I didn’t really have many good teachers in Year nine, like I couldn’t really understand
one of my teachers because she was like from a different country, and I couldn’t

understand her accent. One teacher was really grouchy and I don’t think that the
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subject teachers knew that I had difficulties in primary and intermediate school. I did
get some help from this one learning support class where instead of doing a language

we did reading and stuff.

And then in Year 10, [ got a reader-writer for my exams. Having a reader writer helped
lots. I passed all my papers, except maths. I didn’t get to finish the paper, because I
struggled with some questions and stuff. I was, however, able to use the things that the
RTLB taught like memory and all that, it helped me memorize all the equations and

stuff.

In Year 11 I tried to tell a teacher that I had problems but she didn’t really get it and I
don’t think she took it into account. There were only two teachers that really got it and
gave me the best support. One teacher was really reassuring and he’d say, “You can do
this, come on!” and “You know we’ve taught this before.” And the other teacher would
say, “you can do it just remember the main stuff when you do it.” I don’t think that my
subject teachers knew that 1 had some learning difficulties. They didn’t comprehend
how hard it was for me to understand and do stuff. Instead of writing it out, I’d

preferred to be given photocopies.

The one teacher knew that I had problems and he’s pretty all right but he did not give
me extra support or made things easier for me. It was however really nice when he
gave me all this reassurance, like, “Oh you can do this, you know can do this...”
However the other teacher sat with me and showed me how to do the work slowly, so

that I understood it. I liked her subject a lot and although I found some of it hard to

grasp but once | figured it out I was pretty good.
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I also just got a writer in Year 11 because the psychologist, I went to, said that my
reading had improved so much that I didn’t need a reader any more. She mentioned it
in her report and the Special Needs Coordinator said that the NZQA people would not
issue me a reader because of the report. I preferred to have a reader instead of a writer
because I sometimes jumble the words up. Although, it was all right, like how I
improved my reading and stuff and it was ensuring but I don’t like people writing for
me because it feels like unnatural that others are writing my thoughts for me. | wished
they listened to me though, because it is kinda annoying that I don’t get to make the

choice of what I particularly want.

[Anthony’s eyes filled with tears...]

I am kinda emotional because I’'m just really amazed at the past year and stuff and
through all odds I’ve passed the year. I'm really happy that I have over 80 credits and it
makes it just a bit easier for me to get Level 2. I'm probably going to stay until Year 12
only; school has never really been my forte. I always like being out of school and
stuff. I don’t really like the writing side of things. I normally like doing stuff with my
hands; I’m a practical type of person. | want to become a chef, so I will probably keep
on doing cooking. Yeah! Pretty much, I’ll probably stay till Year 12 and then try to get
an apprenticeship as a chef. School was pretty much hard at the start, but it got better

and better and I learned to cope with it.

Researcher’s Commentary:
Anthony is a 16 year old, Caucasian, male born in New Zealand. RTLB database

records show that Anthony was referred to the RTLB service for learning difficulties in
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Year 6 and that the support continued into intermediate school. He was on the RTLB
roll for 9 months before the support ended. When I met him again this year he was

positive about school and is looking forward to completing Year 12.

4.2. Jeff’s Story: Year 9 (as told in November 2008)

I was born in New Zealand and have lived in our current house since I was 3 years old.
It is just mum, dad and I, yeah, I am an only child but I am not a spoiled one. I hardly
ever get lollies or anything but my mum always give me a healthy diet, lots of fruit and
stuff. My parents are very good and supportive of me and they encourage me in all my
interests. I have been playing the piano for about three years now and I am also very
involved in sports; I swim about eight times a week. 1 swim in competitions and am
ranked among one of the top swimmers in my age group. I also play soccer for the
local club and do surf lifesaving at the local beach. That keeps me very busy and,
although I have a few friends at swimming, I do not have time to have many friends.

Actually I can’t seem to make friends.

I remember I was always a little bit kind of awkward and used to have anger problems,
when [ was younger. | would throw a few tantrums and things like that.

[ went to a Montessori pre-school. I went to the local primary school but I didn’t like
the school very much. The school didn’t stretch [extend academically] me enough,
everyone did the same stuff. The school did refer me to this lady [reference to RTLB]
who tried to put me in one day school, for talented kids [reference to the George
Parkyn One Day School for the gified]. She also pulled me out of class, to see how
things were going and tried to work on my learning. Yeah, | wasn’t getting pushed

enough and got bored with the work. But that kind of stopped because 1 was getting
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better. I can’t remember why she worked with me because I never had actual problems
in school. I never bullied in school, it was just at home. I wasn’t really that badly
behaved in class, but I probably wasn’t good. So I am still a bit unsure why I was

referred to her.

However, half way through Year 5, I was sent to a private school that taught a lot of
music stuff. I did make friends although my behavior wasn’t that great at that school. 1
was there for about a year before being sent to a Montessori College in the city. The
Montessori College worked for me really well and I was there for one and a half years
before transferring to this college. I haven’t made many friends in this school and I’'m
finding it quite difficult because a lot of people kind of don’t accept me for who I am. I
am kind of just very quiet and don’t talk. People pick on me quite a bit in the
playground. They call me names because they think that I am nerdy but I think they are

jealous of my academic ability.

It is okay in class but we have this one absolutely terrible teacher who in the last topic
didn’t even explain to us how to do it, we just had to do it by reading some notes.
When we’ve done little tests in class, it takes him weeks on end to give them back to
us. We have these interactive boards that he never uses, he just writes down notes and

stuff. That’s all we ever do, it’s so annoying.

I’'m good at the extension work in Year nine, because I am actually in an accelerate
class, so I do year ten work anyway. Academically I have no problems and I do have a
couple of friends and there are a couple of teachers who I get on with quite well. There

is one teacher that is really nice, and she’s a good teacher. | sometimes talk to her about
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how I feel. I will definitely finish Year 13, because I really want to go to university and
would like to become a lawyer. [ will be in Year ten next year, and I will try to take

level one NCEA papers in Maths, English, probably History, and Sports Studies.

Researcher’s Commentary:

Jeff is a 13 year old, Caucasian, male born in New Zealand. The RTLB database
records showed that behaviour support for Jeff occurred over 10 months across Year 4
and Year 5. When | met with Jeff this year he spoke about friends he had made and that

he was attempting NCEA, Level 1 papers, in Maths and English.

4.3. Henry’s Story: Year 11: (as told in December 2008)

I was born in South Africa. My parents divorced when I was three, so I lived with my
mother and older brother but I saw my father every second weekend. We lived in
many different places because we moved a lot. We also moved to different schools a
lot. I went to approximately 6 schools before moving to New Zealand. | was in grade 6

when I left South Africa.

We came to New Zealand in 2005. Moving was hard man, because we left all our
family behind and it came as quite a shock. My mother left, South Africa, I think,
because she was having a lot of personal issues. At first my dad wasn’ t very happy
about it because he didn’ t want us to leave, but again he knew it was the best thing for

us.

We came here in October, and I did not to go to school for those three months. So |

started coming to this school in 2006 and was placed in Year 9. | found it easy finding
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friends, but to get along with people I wasn’ t friends with, was very difficult. I tend to
stand my ground and it gets me into trouble a lot so I struggled a lot, again, with
attitude. I butted heads with teachers quite a lot. Things got worse towards the end of
the year. Yeah, it was the arguing. I tried not to be rude but when I got upset, I would
say things and I would make smart comments and pick on them [reachers]. Then
they’ d respond, and then I’ d respond and then it spirals and I get kicked out of class.
Learning becomes so much harder, when you don’ t get along with your teacher. It got
so bad that they moved me into another form class which was even more annoying

because I didn’t get on with anyone in that class.

My father always taught me to give respect to those who give it to you but my mother
said that I have to earn respect, but I must give respect to my elders. My father tended
to agree with me on a lot of things when I told him what happened but my mother
taught me that whether I am right or wrong, I needed to show respect. 1 always
struggled with that. That was conflicting and I was forced to make my own decision
on what I thought was right. If I' m not doing anything wrong, I definitely don’ t
expect to be disrespected and treated like | have done something wrong. Obviously,

now thinking back, some of the time, [ wasn’ t right.

Then I got referred to the RTLB, I can’t remember her surname though, but I went to
her, not so much for getting sent out of class but for just not doing my work [referral
to RTLB- he did not know the title]. It was just because | wasn’ t doing my work and
that’” s when they started to wonder maybe there was something wrong, maybe it' s
difficult for me, and they started doing a bunch of tests. You know, like getting my

eyesight checked to see if I could read the stuff on the board. They were always

63



worried whether I was reading the stuff right or like if I could see properly. But, I kept
saying, “It" s got nothing to do with that, I just don’ t do the work because it' s a

happiness thing, it" s not about inability to work.” Yeah, I wasn’ t happy.

The RTLB would give me ideas on how to do the work, ideas about topics and tried to
get me to do the work. My time with her was good because we started talking about
things; not a lot about problems with the teachers but always about motivation and why
I was not working- stuff like that. Yeah, it was very nice and it also made me feel like
someone was concerned and listening to me. Anyhow, [ found it quite useful. Yeah, in
terms of school, things got worse towards the end of Year nine but in Year ten; they
got better in terms of teachers. I got better, of course, I got sent out a lot, mathematics
especially, because I was talking, always talking. I can’t help it I've always been a very

talkative person.

This year, in Year 11, I' ve gotten much better and I don’ t get into trouble in other
classes. Of course 1 get spoken to because I m not doing my work, and that’ s
obviously my fault, I know when I’ m acting around, I know when I’ m talking too
much, so I don’ t argue. I just get back to work. I have taken responsibility for all my
actions and I have new teachers. Everything is just flying through man, cooking is
going wonderful and I get along with my teacher. However, one subject is really bad,
yeah man; I feel that the teacher is really unappreciative that I am actually trying to do
well. I do have a very good teacher in one subject though. We never argue, of course
she always tells me to concentrate, because I’ m always talking to my friends behind
me. She’ s just very good and she’ s actually the best teacher I ve ever had in terms of

teaching.
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Yeah, I’ m not in school to have fun, I’ m here to get my credits and leave school.
Originally I planned on going to university but I don’t think I will make enough credits
to do so. So [ may try out for an apprenticeship in hospitality because I love cooking, |
will remain in school next year because | have found that the teachers leave you to
your own devices as you get older. They look and treat you differently and it gets a lot
better because I have seen the way teachers treat the Year thirteen students. I feel the
longer I” m here, the easier it will get. So I’ m looking forward to Year twelve and I
will do my best. As for myself, I need to work on my argumentative behaviour and the

talking and I am sure that will make everyone happy [laughs].

Researcher’s Commentary

Henry is a 16 year old, Caucasian male who was born in South Africa but immigrated
to New Zealand 2005. He found the transition to New Zealand quite difficult. He was
placed in Year 9 instead of the Year 7 which was the equivalent of Grade 7 in South
Africa. The RTLB database records show that Henry was on the roll for 10 months.
The support continued into the Year 10. He remembered the RTLB by the first name
but could not recall that she was an RTLB. Henry was sent out of class for

inappropriate behaviour just before this interview.

When [ met Henry again this year he was quite positive and indicated that he had not
been sent out of class and is continuing to work on his attitude. He was confident that

he will complete Year 12 and work towards an apprenticeship in hospitality.

4.4. Murray’s Story: Year 10 (as told in December 2008)

65



I was born in South Africa. I have a brother and a sister. I started school in South
Africa when I was seven and halfway through the same year, we decided to come to a

safer country [New Zealand].

When we came to New Zealand I went to a local school and was put into Year 3
straight away. I then completed Year 4 and half of Year 5. Funny thing, in South Africa
I was in Grade 1 but when I came here I went straight to Year 3 [equivalent to grade 3
in South Africa]. 1 missed out on two years and I really struggled to keep up with all of
the other children, so my mom and dad moved me to another school. At the other
school I got moved back a year, to Year 4, so that [ could try to keep up with the other
children in that year. After I did Year 4, I was sent back to Year 3. So I did Year 3
again and then went back to Year 4. Halfway through Year 4, 1 got moved straight to
Year 6. I did not do Year 5. It was quite confusing, but I had extra help and kind of
caught up with kids a little bit younger than my age group. I kind of coped though. 1

think by doing Years 3 and 4 again helped me catch up with my reading and maths.

Year 6 was quite difficult, because all the kids were the same age as me and [ wasn’t
used to hanging out with older kids like the same age as me. So I was kind of like
quite scared. And the work was a lot harder; we had to do a lot more writing, and I
wasn’t used to that. That’s when I got extra help from the RTLB; I can’t remember her
name though. She did a lot of work with me and another kid and I got pulled out of
class a lot. The RTLB would give us maths cards and we had to calculate the answer. If
we didn’t know, she would like show us and kept going over it. She also did reading

with us. She also spoke to my parents and tried to show them how to help me at home.
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Year 7 was the hardest on me I think because I really didn’t do well. I didn’t
understand anything. My teacher couldn’t speak English properly so I couldn’t really
understand her most of the time. The RTLB pulled me out and did reading with me and
in class the teacher helped me with my writing, but not my reading, or anything like
that. I was also teased and bullied because the students thought that I was dumb. So
that was like the worst time of my life. Then in Year 8, it got a little better because I
made friends and my Year 8 teacher gave me the support that I needed. I did not get

any extra help.

When I came to the college I got help with reading in Year 9. I was pulled out of class
and this lady [reference to Supplementary Learning Support Teacher] did some work
with me. 1 was also on correspondence for English [reference to Correspondence
School], but that didn’t help me really because I was in a normal class, and all the kids
were learning adjectives and all that stuff, and when I got out of that class, they put me
on Correspondence work that was not the same as the class work. So when I got to
Year 10 all the kids were learning new adjectives and adverbs but I didn’t have the
basic concept of the work they were doing. So yeah it was quite hard, so I had to try

and catch up on what they were trying to learn.

This year I am doing the ASDAN programme [ASDAN is a NZQA course provider that
provides programmes and qualifications to develop key skills and life skills] and I’'m
doing pretty well at it because I have finished Bronze, and now I’m on to Silver. And
when I'm finished the programme it will give me twenty credits. It’s a unit standard for
NCEA credits. So all I have to do is finish a few reviews, and then I will have twenty

credits for next year when I am in Year 11. As for my exams, there’s a lot of writing
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and I find it quite hard because I’'m not really a writing person. I find it hard to focus
and I get quite bored but I have a reader-writer and that has been helpful. It is easier for
me to talk than write. I have improved quite a bit because like I'm actually getting the

same marks as some other students in my class.

My parents also try to help me; my dad’s tried to read and write with me, but he just
gets too frustrated and walks out. My mom gives me quite a bit of support like, she’ll

read and write with me and do a bit of homework with me.

[ reckon that from where 1 was to now, there’s been a big, big improvement in my
work. I couldn’t even read and write at all but right now I am capable of reading and
checking the book and stuff. I have also got my learner license and I managed reading
and answering the questions. However, | would still like to have the same reading
ability as other kids that are my age. I think I might just stay in school until Year 12
and then I’m going to become a chef and during my free time I will hang out with my

friends at the skate park.

Researcher’s Commentary:

Murray is a 16 year old, Caucasian male who was born in South Africa. The family
immigrated to New Zealand when he was 7 years old and had just started Year | at
school. When he arrived in New Zealand he was immediately placed in a Year 3 class
meaning he missed out on two years of schooling under the New Zealand System.
Murray’s recount of his early years were fairly accurate as RTLB records show that he
was referred to the service in Year 4 and that the support continued into intermediate

school. The support ended towards the latter half of Year 7. The records also showed
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that Murray repeated Year 3 and that in the last term of Year 5 he was transitioned to a
Year 6 class so that he could move on to intermediate school with his chronological
peers. Murray did not do a full year in Year 6. Murray also remembered working with
the RTLB although he did not know the name but gave fairly good details of their

interactions.

4.5. Sam’s Story - Year 11 (as told in April 2009)

[ live with my parents and my 19 year old brother, [ also have two older sisters but they
have moved out of the house. I am the youngest in the family. We have only lived in
two houses so far and I attended the local schools. 1 have great parents who are not

strict,

I don’t remember much about me but I do know that I listened to a lot of music and
watched a lot of television. My school years were pretty average and I stuck with the
same friends pretty much. Year 4 was probably my difficult year because I started
learning new types of maths and stuff and that was really weird. I do remember going

out of class to a maths group with a teacher aide.

[ think it was in 2001 when I got into playing drums and have been into music ever
since. In Year &, I got into a couple bands and took drumming lessons at school. My
music teacher really influenced me with music and stuff. Yeah, I also joined the
concert band and we got to travel to another city to play. Yeah, it was really cool and

my music teacher got me into very different types of music.
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I just got really into the experimental side of music and I started listening to a whole lot
of different things. I also did the school talent show and did this drumming thing, and a
lot of people like remember me for that. I met a lot of new people from that and I got
offered to join my friend’s band. My two years at intermediate school were crazy with
music. Back then I never really got into big trouble and the work was pretty easy.

Year 9 was a whole different experience. My music wasn’t encouraged at school, so I
kept doing my music at home. I didn’t really have a life then because I was into
computers and all that and | sometimes took days off school because I was sick from
being on the computer too much. I can’t remember my results in Year 9; I have a pretty
short memory. I was never a behaviour problem and no one really told me that I was
doing bad work. However, towards the end of that year, I met this girl and she kind of

changed my life. I spent less time on the computer and started hanging out more.

Last year was a bit different because I started hanging out a lot more, going out with
friends and stuff and I was a lot more social. I made a lot more friends, way more, and
had a lot more friends than I had before. And my music was still going pretty well. I
don’t know how to write music yet but I can listen to a song, hum it and play the
chords on the different instruments. It comes natural to me. That was also when we had
a new music teacher in school and I started my music again in school. I don’t think I
passed Year 10, I can’t remember. This year I am doing Music Studies, Media Studies
and Art. I think I handed in all my work so far, although I have had a few after school
detentions for not completing schoolwork, I think. My parents didn’t really care that I
had after school detentions and stuff. They aren’t strict about it and they know that I’m

trying my best.

70



I do want to leave school as soon as possible, but it’s when I pass my level one and
then I just see my future in music and stuff. I will be sixteen this year and I want to join

a music school; but I am not sure what one. I'll definitely leave school in Year 12.

Researcher’s Commentary:

Sam is a 15 year old, Caucasian male who was born in New Zealand. He could not
recall much about his academic performance or getting help from an RTLB. RTLB
records showed that Sam was referred to the service for learning difficulties in Year 9
and received support through to the end of the first term when he was in Year 10. He
received 8 months support from the RTLB. Sam dismissed any talk about academic

work quickly but spoke at length about his music.

4.6. Greg’s Story: Year 13 (as told in April 2009)
There are five people in my family, mum, dad, two sisters and myself. Both my parents
have good jobs although I am not sure about mum — she’s a teacher [giggles/]. As far as

[ can remember we have always lived in Auckland.

I have been to two primary schools but I preferred the second one because I had a lot of
friends. I really can’t remember much about the first school because I went to the sick
bay a lot. I really didn’t like that school very much. My new school was okay although
most of my class reports have been average. 1 didn’t really enjoy school that much and
like 1 fell behind a lot. I was quite lazy with my work and stuff. I got nominated to do
the ‘boys in school’ program [a social skills programme for boys]. So instead of doing
maths and stuff; we would go and like build models before lunch. Yeah that was quite
fun and there were like eight boys in the group and the teacher that took us was a cool

dude.
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My parents pushed me to get on with my homework kind of thing which I used to
complete when I could, and usually it wasn’t that complicated when [ did it
Sometimes I had to ask them for help. I had a teacher aide to help me through to Year
6. The work became much easier when you have a teacher aide. I had to work in small
groups because of my behaviour, I think. The teachers would say, “Greg is not focused
in class” and I would get sent out of class sometimes for disrupting. The problems

continued at intermediate school.

[ really didn’t like one Year 7 teacher because he just gave me ridiculous amounts of
detentions for just like disruption or talking or something. I was quite cheeky and I
just didn’t get on well with the teacher. When the teacher would say something, I
would make the class crack up or something. But, then I got a teacher aide [referring to
the RTLB], 1 think that’s because my mom asked for one. She must have found out
about the detentions. Yeah, I had a teacher’s aide in Year 7, who came in and gave me
tests sometimes to see how I was doing, stuff like that. I did not get any teacher aide in
Year 8. It kind of stopped at the beginning of Year 8 because I think by that stage I

was like not that far behind [schoolwork] that 1 needed one.

[ quite enjoyed going to Year 9 because I had quite a nice class. I didn’t find the work
that hard because it went up like a tiny bit of a level. I don’t think I did that well at the
end of the year with those mock exams, but it wasn’t that terrible. I think I was all right
with my behaviour too because I can’t remember being kicked out of class. But then in
Year 10, I was kind of bad again. It was bad because I got sent out quite a few times

and I got referred to the detention room where I just sat and did some work.
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However I think I managed to pass my exams at the end of the year. I had this teacher
in Year 11 who was strict but made learning fun. In all the years at school I think that
she was my favorite teacher because she made it real fun. I liked her being strict
because I knew I couldn’t get away with anything in her class. At the same time if I
did say something that was amusing, she didn’t go ‘nato’ [crazy and angry] about it.
She’d be all right and find it funny. I knew where to draw the line with her; I knew

when it wasn’t a good time to tell a joke.

I enjoy making people laugh; if I can get a laugh then that’s good. I don’t think that
it’s weird; it’s just a comedian thing. Unfortunately the teachers got annoyed with how
disruptive 1 was. Most kids found me funny, even the smart people didn’t mind it,
because it wasn’t like for the whole lesson. However it is all right this year, I toned it
down a lot and am focused. I am doing Drama and Cuisine, which is like cooking and

stuff.

The take on school is that to get through you almost like don’t set your benchmark too
high, just high enough so that you can get through. That’s what it’s like in NCEA
[reference to National Certificates of Educational Achievement]; you like do all the
work throughout the year to get through (see New Zealand Qualifications Authority). |
passed Level 1 in Maths and Level 2 in English and therefore got my university

entrance for both.

[ like to have time for being funny in class, but [ also knew when it was time to think
about what I was up to and stuff, like I kept that in the back of my head that I needed to

pass this assessment and stuff. I knew I needed to actually take down notes because |
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would need them later on. Right now some days are fun but then other days it’s just

boring. But I just sit like everyone.

I have done really well in chef extension, a programme I got put into this year and I got
gold in a regional cooking competition. So now we get to go to the nationals and I’ll
see how well I do in that. My teacher might be putting me up for a scholarship in
cooking and that will be cool but I really like doing stand-up comedy. However I think
that if I didn’t get as much help as I did, I might have like left school but once I got
past level one, I figured that I might as well do the rest of it since I have come too far

to turn back. Next year though I might join the police [snickers].

Researcher’s Commentary:

Greg is a 17 year old, Caucasian male who was born in New Zealand. Greg was
referred to the RTLB service for behaviour support. The RTLB records show Greg
being on the roll a total of 8 months across Years 7 and 8. Greg referred to the RTLB

as a “teacher-aide”.

Summary:
In this chapter I have told the stories as I heard them at the interviews. I also included a
commentary so that the stories were placed within the context of this research to

prepare the readers for the themes that I will discuss in the next chapter.
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Chapter 5: Discussion of Themes

Introduction

Themes provide structure and direction for the way the stories are told (Riessman,
1993) and is often used in analyzing narratives where the primary interest is a
phenomenon shared by a group of participants (Lieblich, Tuval-Mashiach, & Zilber,
1998). In this chapter [ examine themes, but being aware not to diminish the "richly
textured, unique stories which honour participants’ experiences” (Clandinin and
Connelly, 2000, p. 142). The themes available for analysis included family,
culture/ethnicity, effective/ineffective teachers, knowing the RTLB, bullying, specific
learning difficulties/dyslexia, indifference of boys/teachers, school curriculum and
transition. Any attempt to discuss and analyse all these themes may be quite
exhaustive. Therefore, I have chosen four themes that I felt were the most relevant to
this research inquiry. I am aware that another researcher or reader may have chosen

differently.

5.1 Family Dynamics:

The family is an important factor in raising positive, well balanced children with
parental support and guidance being equally important in maintaining this positive
balance (Rodney, Tachia & Rodney, 1999). Family stability, cohesion and positive
relationships between children and parents provide better chances for children to meet
the challenges of school and society (Rodney et al., 1999). This is especially important
for students who have learning and behavioural difficulties because they require the

extra support to manage their difficulties.
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In this research inquiry four of the six participants fell into this category. The four

participants Anthony, Jeff, Murray and Greg spoke fondly of their parents.

Anthony: We are a close family and I love them a lot (p. 56).
My parents are really supportive (p. 57).
Jeff: My parents are very good and supportive of me and they encourage
me in all my interests (p. 60).
Murray: My mom gives me quite a bit of support like, she’ll read and write
with me and do a bit of homework with me (p. 68).
Greg: My parents pushed me to get on with my homework kind of thing
which I used to complete when I could, and usually it wasn’t that
complicated when I did it (p. 71).
Anthony was quite emotional during his interview because he realised how much he
had achieved and was grateful for the different programmes he accessed through his
parents’ support. Although Jeft’s difficult behaviours were a concern, his parents
redirected his “energy” into sports and other interests which seemed to have helped Jeff
settle down at school. It must have been time consuming for his parents to get Jeff to
his different activities and this dedication supports the assertion that family support and
guidance (Rodney et al., 1999) is an important factor in bringing up a well balanced
child. Murray seemed to have had the most difficulties in school but is now in Year 11
and has settled into school. The support from Greg’s family had been positive because
of all the students eligible for participation in this research, Greg was the only student
to have reached Year 13. However one cannot conclude that Greg’s success was solely

the support he received from home because other factors such as intrinsic motivation,

maturity, school and RTLB need to be considered.

The opposing aspect of family stability and support is that family adversity (Shaw &

Bell, 1993), parental support and parenting styles (Clarizio, 1997; Jozefowicz-Simbeni,
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2008) are some factors that predispose children to poor school performance and
inappropriate behaviours. Generally children from stable families have a stronger sense
of well-being and better manage their school experience than children from single
parent families, especially where separation has occurred (Amato & Keith, 1991;
Hoffmann, 2002, 2006). Researchers have also indicated that family structures that are
not stable hinder child development and encourage school dropout rate (McLanahan &
Sandefur, 1994; Painter & Levine, 2000). However some caution must be noted with
regards to this assertion as it can be construed as a totalizing and essentialising
description of these children because not all children where families are not stable or

intact have difficulties or are school dropouts.

Henry was probably the only participant that continued to have behaviour difficulties at
school. His parents were separated and he acknowledged behaviour difficulties
throughout his schooling. The move to New Zealand was more difficult for Henry
since he had to deal with not seeing his father again. He also experienced his mother
separating from his stepfather. An important influence on the well being of a child in
single parent families is the parent-child relations (Jozefowicz-Simbeni, 2008; Videon,
2002) and the presence of the father role model (Rodney et al., 1999). Henry did not
have the opportunity to draw on positive support from his father. Henry remembered
his father for his advice on giving “respect to those who give it to you” and that “my
father tended to agree with me on a lot of things when I told him what happened...”
Henry tended to follow his father’s advice much to his detriment. It could therefore be
argued that the well being of boys is dependent on the quality of the role model and not

just the presence of the father. Having a strong supportive single parent (Jozefowicz-
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Simbeni, 2008; Videon, 2002), be it a mother, is as important as the presence of a good

father role model (Biddulph, 1997; Rodney et al., 1999).

A statement made by Jozefowicz- Simbeni (2008) that, "single parents in general may
be less likely or able to monitor their early adolescent's behaviour which can lead to
deviant behaviour" (p.53) suggests that poor monitoring is exclusive to a single parent
family. This is misleading because even in stable families, inattentive poor parental
monitoring and permissive parenting are related to poor school attitudes and
performance (Barnes, Hoffman, Welte, Farrell & Dintcheff, 2006). It matters more that
there is good, open communication between parent and child in order to prevent or
reduce poor school attitudes and performance (Hoffmann, 2006). Sam, for example, is
from an intact family with “great parents who are not strict.” The assertion is that his
parents are very relaxed in their monitoring of his school performance which can
account for his poor performance in school and his absenteeism. According to the
literature on family dynamics and the discussion that prevailed, one could surmise that
Anthony, Jeff and Greg have the best chances to meet the challenges of school and

society.

5.2 Cultural/ Ethnic Dynamics:

The theme on cultural/ethnicity dynamics makes this research different in that the
focus of ethnicity has shifted from Maori to Caucasian students' academic and
behaviour difficulties. In New Zealand, Maori and Pacific Island groups featured
frequently in statistics regarding poor academic achievement and the national focus had
been to improve this disproportionate trend (see Bishop, 1996; Bishop, Berryman,

Tiakiwai & Richardson, 2003; Hohepa, Jenkins, Mane, Sherman-Godinet & Toi, 2004;
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Macfarlane, Glynn, Cavanagh & Bateman, 2007). This research inquiry acknowledges
and respects the importance of ongoing support for Maori but given the geographical
setting where this research was undertaken Caucasian students have come under
discussion. Nevertheless this research suggests that learning and behaviour occur
across cultures with the students reporting the same difficulties and needs in their
learning. The six participants in this research are Caucasian, of which, four were born

in New Zealand and two in South Africa.

RTLB annual reporting statistics for this cluster showed that from 2000 to 2009
approximately 600 students had received support. This total was made up of
approximately 425(70%) New Zealand Caucasian, 78 (13%) South African (White)
and 42 (7%) Maori students. There were also 55 (9%) students who were Asian,
Indian, Pasifika and Other European students. These figures are a rough estimate only
as the numbers included students who were rolled over across years. However it still
gives a fair trend of the high number of New Zealand Caucasian and South African
students that were referred to the RTLB service. As far as | am aware this trend is

unique to this cluster and therefore justifies the selected sample of participants.

This research showed some similarities between the stories of these Caucasian students
and the stories of the Maori students in the Te Kotahitanga project (Bishop et al.,
2003). For example in the Te Kotahitanga research the students acknowledged the

importance of family support:
Having your family and friends to support you... cause they’ve all been

through school and stuff and have good jobs and I want to be like that. I
don’t wanna be the only one that doesn’t go through and stuff (p. 46).
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The participants in this research inquiry also acknowledged parental support (See 5.1

above). The students in the Te Kotahitanga perceptions of effective teachers were:

Something that helps students get along is having a good teacher like a
teacher that you respect and get along well with.
Like in a teacher/student relationship. You like and respect them and they

like and respect you (p. 49).

Henry remarked about a teacher he had:

I have a very good teacher, we never argue, of course she always tells me
to concentrate, because I'm always talking to my friends behind me. But
she’s just very good. She’s actually the best teacher I've ever had in terms
of' teaching (p. 64).

The Maori students” comments on ineffective teachers:

She teaches us and she talks for ages, like she talks and talks, and if you
don’t get something and ask her to go over it again and she goes all nutty.
She says I have already said what you have to do now and if you didn’t

hear me then you just sit there. (p. 51)

And Henry remarked:
Everything is just flying through man, cooking is going wonderful and |
get along with my teacher, however, one subject is really bad, yeah man, I
feel that the teacher is really unappreciative that I am actually trying to do
well. (p. 64)
Although there are numerous differences between cultures/ethnicities, both researches
highlighted that the participants, Maori and Caucasian, speak with a unified voice with
regards to parental support and student- teacher relationships. Effective relationships is

the key and affirmed Macfarlane’s (2003) suggestion,

" that the principles of the Hikairo Rationale is appropriate for working

with both Maori and non-Maori students and teachers, even though its
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guiding values, icons and metaphors come from within a Maori

worldview" (p. 230).
Differences do exist even within the same racial groups as in Caucasian families there
are "distinct values and attitudes related to schoolwork and use different socialization
patterns to encourage or discourage academic performance" (Schmid, 2001, p. 28).
This is observed in the two South African participants whose stories are affected by
their migration to New Zealand and the age they migrated (Fass, 2005). Henry moved
to New Zealand at a much older age than Murray who arrived in New Zealand at age 7
and with very little school experience. The impact of immigration was different for

Henry, at the secondary school, than Murray at the primary school.

The impact on Murray can be directly linked to immigration. The South African
Education system differs to New Zealand's system. The South African Schools Act of
1996 (SASA), made schooling compulsory for all learners aged seven, entering Grade
1, to age fifteen, completing Grade 9 (Department of Education South Africa, 1996).
However, the Department of Education's Policy Guide allowed children to be admitted,
if parents choose, to school at 5 years turning 6 by June 30 in the year of admission for
Grade 1 (Department of Education South Africa, 2009). Unfortunately Murray was
born after June and was only eligible to enroll in the year he turned 7 years old. In New
Zealand a child enrolls at school on their 5th birthday and is usually in Year 3 when
they turn 7 years old. This explains Murray not being ready for Year 3 and the

confusion that ensued.

Although Henry was also placed in a higher year level, having left South Affrica in

Grade 6, he had school experience and was able to fit into the education system easier
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and make friends. It was therefore difficult to determine the impact of immigration on

Henry because his difficult behaviours and unhappiness compounded the issue.

However, the impact of immigration on South African students entering the New
Zealand Education system requires further research. Questions that need addressing
are: How are South African students assessed for placement in NZ schools? If the
placements are based on social promotion, that is, assessed by age only then what

supports are there for these students?

5.3 Effective / Ineffective Teachers
The literature on this theme was covered in detail in chapter 2, “What about the boys?’

This discussion examines the students’ stories in respect to that literature.

Researchers who argue against the proposal of employing male teachers for male
students also assert that in secondary schools boys are failing under a male teacher as
much as under female teachers (Brozo, 2005; Martino & Frank, 2006; Skelton, 2001).
The participants in this research share their thoughts on ineffective male and female

teachers.

Anthony: I didn’t really have many good teachers in Year nine, like I couldn’t
really understand one of my teachers because she was like from a
different country, and I couldn’t understand her accent. One teacher

was really grouchy (p. 57).

Jeff: It is okay in class but we have this one absolutely terrible teacher
who in the last topic we did, didn’t even explain to us how to do it,
we just had to do it by reading some notes. When we’ve done little

tests in class, it takes him weeks on end to give them back to us.

82



We have these interactive boards that he never uses, he just writes

down notes and stuff. That’s all we ever do, it’s so annoying (p. 61).

Many researchers believe that teachers, regardless of the gender, who provide quality
teaching, respect, faimess and the ability to listen make a positive difference to boys’
achievement and behaviour (Slade & Trent, 2000). This research supports this assertion
and the participants were able to identify teachers they thought were very good.

The participants’ experiences with good female teachers:

Henry: Maths is very good, I have a very good teacher, we never
argue, of course she always tells me to concentrate, because I’'m
always talking to my friends behind me. She’s just very good and

she’s actually the best teacher I've ever had in terms of teaching (p. 64).

Greg:  In all the years at school I think that she was my favorite English
teacher because she made it real fun. I liked her being strict
because | knew I couldn’t get away with anything in her class. At
the same time if I did say something that was amusing, she didn’t
go ‘nato’ [crazy and angry] about it. She’d be all right and find it
funny. I knew where to draw the line with her; I knew when it

wasn’t a good time to tell a joke (p. 72).

The participants’ comments on good male teachers:

Sam: My music teacher like really influenced me with music and stuff. Yeah,
I also joined the concert band and we got to travel to another city to
play. Yeah, it was really cool and my music teacher got me into very

different types of music (p. 69).

Greg: I got nominated to do the “boys in school’ program [a social skills
programme for boys]. So instead of doing maths and stuff; like one
lesson a week we would go and like build models before lunch. Yeah
that was quite fun and there were like eight boys in the group and the

teacher that took us was a cool dude (p. 71).
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The effective male teachers were those who taught practical subjects like music and
social skills while the effective female teachers were teachers of mainstream subjects
like English and Maths. However three participants showed an interest in cooking, a
practical subject taken by a female teacher, suggesting that the gender of the teacher
was not a major influence on boys’ education. What mattered was the effectiveness of
the teacher. Overall the boys spoke of more female teachers who were effective than
male teachers but one cannot conclude from that there are more effective female
teachers than male teachers as there are other variables to consider such as number of
male and female teachers in a school. The examples of effective male teachers affirm
the arguments of researchers like Lillico (2001) and Younger et al. (2005) who
advocate other measures such as providing boys with practical learning experiences
and that being exposed to a wider set of male roles and being assisted in tapping into
the male energy ensures the development of the male identity and helps boys through

difficult events in life (Biddulph, 1997; Gurian, 1998).

Anthony spoke about a male teacher whom he thought gave him very good support:

The one teacher knew that I had problems and he’s pretty all right but he
did not give me extra support or made things easier for me. It was however
really nice when he gave me all this reassurance, like, “Oh you can do this,

you know can do this...” (p. 58)

Anthony felt supported by the verbal encouragement of this teacher which Rowe
(2000) reinforced that the relationships boys have with teachers are important to their
academic achievement. However the quality of the relationship is determined by the
learning environment that includes the use of cooperative learning strategies and the
accommodation of the different learning styles to heighten boys’ interest and their

academic performance (Hawkes, 2001; Lillico, 2001; Rowe, 2000; Shores, 2002; West,
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2002). Anthony’s statement suggests that the verbal encouragement was not
accompanied by teaching strategies, such as peer tutoring and cooperative learning, to
accommodate his learning styles. The RTLB have been trained to help teachers
implement interventions such as peer tutoring, reciprocal teaching and cooperative
learning strategies (refer to Collaborative Interventions, p. 21). Unfortunately the
RTLB were no longer supporting Anthony and therefore could not assist his teacher to

implement any of these strategies.

5.4 Knowing the RTLB

This theme has implications for the RTLB working in the cluster where this research
was undertaken as well other clusters nationally. This research has not examined or
evaluated any of the interventions that the RTLB implemented but ascertained from the
participants’ stories the impact that the RTLB had on them long after the support had
ended. The stories provide information on whether the students were able to remember
the RTLB who worked with them and also recall what was done with them. This
reiterates the participants’ voices, both in the Te Kotahitanga and this research, that
meaningful relationships and support are the key ingredients to their well being at
school. This is also reinforced in the first domain of the Haikaro Rationale
(Macfarlane, 2007)

Huakina mai (opening doorways) — The establishment of meaningful
relationships with students by creating positive expectations for student
behaviour through modelling, shared experiences, and making connections

in a proactive way (p. 68).

The participants had varied recollections of the RTLB:

Anthony: In Year five | was referred to the RTLB who helped me quite a bit
(p. 56).
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Henry:  Then I got referred to the RTLB, I can’t remember her surname though,
but I went to her, not so much for getting sent out of class but for
just not doing my work [referral to RTLB- he did not know the
title] (p. 63).
Murray: And the work was a lot harder; we had to do a lot more writing,
and I wasn’t used to that. That’s when I got extra help from the
RTLB; I can’t remember her name though (p. 66).
Jeff: The school did refer me to this lady [reference to RTLB] who tried
to put me in one day school, for talented kids (p. 60).
Greg: But, then I got a teacher aide [referring to the RTLB], 1 think that’s
because my mom asked for one (p. 72).
Sam was the only one who had no recollection of working with an RTLB. Only
Anthony and Murray knew that they received support from an RTLB, although they
could not remember the name. Henry remembered the name but did not know that she

was an RTLB. Both Jeff and Greg knew that they were referred to someone but did not

know the name or the title.

It could be argued that given a great length of time had passed and that RTLB are
expected to work more with teachers than the students, therefore not remembering the
RTLB was acceptable. However, it is only when there is a partnership of collaboration
amongst teachers, students and RTLB that inclusive education will be successful
(Timmons, 2006). Students are an important part of the collaboration process and there
should be sufficient contact between RTLB and students to build meaningful
relationships and make proactive connections to achieve positive outcomes for the
students (Macfarlane, 2003, 2007). Anthony, Henry and Murray were able to give
good detail of their interaction with the RTLB. All three acknowledged that the support

was helpful and that it had implications for the current school experiences.
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Anthony: I did stuff with the RTLB that helped me with my memory and eye
concentration, like really with peripheral vision. I did quite a bit of
memory things, like memory card games and then she did spelling.
She also came into the class and checked on how I was doing. So in

Years five and six, | started to get better (p. 56).

Henry: My time with the RTLB was good because we started talking about
things; not a lot about problems with the teachers but always about
motivation and why I was not working- stuff like that. Yeah, it was
very nice and it also made me feel like someone was concerned and

listening to me. Anyhow, I found it quite useful (p. 64).

Murray:  She did a lot of work with me and another kid and I got pulled out

of class a lot. The RTLB would give us maths cards and we had to

calculate the answer. If we didn’t know, she would like show us

and kept going over it. She also did reading with us. She also spoke

to my parents and tried to show them how to help me at home (p. 66).
Sam and Greg could not recall their interactions with the RTLB. Although RTLB work
consultatively with the teachers there is provision for the RTLB work with individual
students and groups of students (Ministry of Education, 2001a). The short period of
time that RTLB work with students is crucial in establishing meaningful relationships
and providing positive expectations for the students (Macfarlane, 2007). In order for
collaborative consultation to occur students should also be involved in the process.

Some of the participants have shared their concern that decisions were made about

them without their input.

Anthony: ...and the Special Needs Coordinator said that the NZQA people
would not issue me a reader because of the report. I preferred to have

a reader instead of a writer because | sometimes jumble the words

up (p. 59).
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Henry:  But, I kept saying, it’s got nothing to do with that, I just don’ t do
the work because it s a happiness thing, it’ s not about inability to
work. Yeah, [ wasn’ t happy (p. 63).

These two examples demonstrate that the participants knew of their difficulties and had

the ability to contribute constructively to their interventions had they been included.

Summary:

In this chapter I looked at four themes that emanated from the stories. In family
dynamics | examined the importance of family stability and support and how they
affected the participants. The cultural/ethnic dynamics theme examined similarities
between the Caucasian participants and the Maori participants of the Te Kotahitanga
project. It also showed how participants in both inquiries hoped for good parental
support, effective teaching practices and meaningful relationships. The theme also
covered the impact of immigration on the South African participants and showed the
differences between the two school systems and how they affected new students to
New Zealand. The theme on effective/ ineffective teachers provided examples and
supported much of the literature from chapter two. This research supported the many
researchers who believe that teachers, regardless of the gender, who provide quality
teaching, respect, fairness and the ability to listen, make a positive difference to boys’
achievement and behaviour (Slade & Trent, 2000). While some participants knew that
they received support from the RTLB, they could not remember the title or what
support they received. The impact of RTLB support was greatest on those who
remembered quite clearly the RTLB and the support they received. In the next chapter I

will answer the research questions that were posed in chapter one.
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Chapter 6 Research Questions and Implications

In this study I examined the experiences of students, previously involved with the
RTLB, in their school and how their lives had shaped after RTLB support had ended.
Overall, the research presented a positive outlook for the participants despite their
difficulties and experiences of school. Three factors stood out in explaining the
generally high degree of success in helping these participants cope with school. Family
dynamics, effective teachers and knowing the RTLB contributed greatly to the
development and maintenance of support to keep these participants in school. The
participants' resilience and the combination of support they received at school were
important contributors to this optimistic outlook. However the incongruence between
the education systems of South Africa and New Zealand was an inhibiting factor to the
success of some participants. These factors were discussed in detail in the previous

chapter.

In this chapter I provide some insight into the 'big picture'(see p.53) that emerged from
the analysis of the themes. The 'big picture' is discussed in response to the four research
questions that directed the purpose of this study. In addition possible questions for

further discussion or research are suggested to consolidate the 'big picture'.

6.1 What were the experiences of the participants who received support from the
RTLB while at primary, intermediate or secondary school?

All participants acknowledged having either learning or behaviour difficulties prior to
RTLB involvement although Sam was the least vocal about his learning difficulties and
stood out from the rest as being the least interested in the academic part of school. His

most exciting experience of school was when he started drumming lessons and
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belonged to the school band. When his music was not encouraged at secondary school
he frequently stayed home to play on the computer or listen to music. He began to

show an interest in school again when he took Music studies in Year 10.

Both Anthony and Murray experienced learning difficulties very early in school.
Anthony realized that he had learning problems when he was in Years 3 and 4 because
he had great difficulty learning maths and spelling. He experienced embarrassment
because he could not spell simple words and had low scores on tests. He felt helpless
and was reluctant to attempt work. Murray struggled academically in all his classes
because of the misunderstanding and mismatch between the New Zealand and South
African education systems. He was moved back and forth between classes in an effort
to meet his learning needs. However, both acknowledged that the extra support they

received had a major influence on their learning.

Murray experienced incidents of bullying because of his learning difficulties. He
shared this experience with Jeff who was bullied because of his academic abilities and
social behaviour. Jeff found it difficult to make friends but success in his academic
work allowed him to ignore the difficult bullying he continued to experience even at

secondary school.

Both Henry and Greg experienced difficulties in school because of their disruptive
behaviours. Henry realised that his poor attitude to authority and disruptive behaviour
was not acceptable in class and was sent out of class often which had a detrimental
effect on his academic work. Greg’s disruptive behaviours resulted in him being sent

out of class and he received detentions. However Greg was able to minimise his
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unacceptable behaviours and he managed to make it to Year 13, unlike Henry, who

continued to be sent out of class for poor behaviour.

6.2 What were their current experiences of school life?

All six participants reported that their current experiences of school were positive
despite continuing to have some difficulties. Anthony, Jeff, Murray and Greg were
positive about their achievements at school. Anthony has made great improvement in
his reading and has writing support for his exams. Murray is doing a special
programme that has boosted his self confidence and is coping well with his current
school programme. Greg is focused on completing Year 13 and has minimised his

disruptive behaviours.

Greg: 1 like to have time for being funny in class, but I also knew when it
was time to think about what I was up to and stuff, like I kept that
in the back of my head that I needed to pass this assessment and
stuff. I knew I needed to actually take down notes because | would
need them later on. Right now some days are fun but then other days it’s
just boring. But I just sit like everyone (p. 73).
Jeff continues to excel in his academic work but still has some difficulties interacting
socially. Sam is also more positive about school and is quite involved in his Music

Studies. Henry continues to have some minor behaviour difficulties at school but has

not been excluded from any classes this current year.

6.3 What is it about boys and school?
The participants in this research had some qualities specific to this study. They were
boys; they were Caucasian; they experienced moderate learning or behavioural

difficulties at school; they received RTLB support in the past and they are currently
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still at school. All participants also hope to complete Year 12, with Greg currently

completing Year 13.

The participants acknowledged that they had difficulties at school, but with support and
perseverance they have coped with challenges of school life. All participants except
Sam had accurately described their difficulties and RTLB records show that they were
referred for the difficulties they described. This research suggests that, by
acknowledging their difficulties, the participants were more willing to accept support
for their difficulties. Even Henry and Greg have attempted to minimize their difficult

behaviours so that they could progress through school.

Sam was the only one who was indifferent to any academic support he received and
could not remember having any academic difficulties. His life revolved around his
music and showed most interest in school when his musical interests were encouraged.
In Year 9 when he was unable to pursue music his interest in school waned. Some
theorists would suggest that Sam’s behaviour is typically male, and that the school’s
failure to change and adapt to his educational needs (Skelton, 2001), resulted in
academic underachievement (Gilbert & Gilbert, 1998; Mills, 2003; Pollack, 1998).
Others would argue that Sam’s indifference to school was a narrow interpretation of
what it meant to be male (Blackmore, 2000; Webb, 1997) much to the detriment of his

academic achievement.

Despite the difficulties the students have endured through their schooling life they were
realistic about their current experiences at school and optimistic about their future

when they leave school. Both Jeff and Greg were most optimistic about completing

92



Year 13. Jeff was also keen to pursue a degree in law. It seemed that Anthony, Henry
and Murray will leave school after Year 12, but are hoping to embark on
apprenticeships. Greg had a few options that include being a chef, a stand up comedian
or a policeman. Only Sam is eager to leave school when he turns sixteen and wants to

get into the music industry but is unsure how to go about it.

However all participants have shown resilience to the challenges of school life. Both
Jeff and Murray have experienced bullying but were able to stand strong and focus on
their school. School and RTLB support seemed to have had the greatest impact on
Anthony and Murray who despite their learning difficulties have gained NCEA credits

and are hopeful of completing NCEA, Level 2.

6.4 Were there any new implications or recommendations available to
support/extend the work of the RTLB in this cluster?

This research presents a positive outlook for the participants despite their difficulties
and experiences of school. Much of this positive outlook can be attributed to their
resilience and a combination of support they received at school and home. While the
RTLB had been perceived in a positive manner from those who remembered them
well, there are implications for the RTLB working in this cluster as well as other

clusters.

6.4.1 RTLB should develop more meaningful relationships with the students they

are supporting.

This research showed that most participants had a limited awareness or recognition of

the RTLB. The research also reiterated that meaningful relationships and support are
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important in maintaining the well being of students at school. The research therefore
implies that RTLB should develop proactive connections and meaningful relationships
with the student by getting to know the students better and by making them aware of
the purpose of RTLB involvement. By knowing the RTLB students are encouraged to

respond positively to interventions and support.

6.4.2 RTLB should involve the students in the decision making process

wherever possible.

RTLB are required to work collaboratively and consultatively to meet the needs of
students referred for support. This research indicated that consultations with the
participants were minimal and that in some instances the students’ voices were not
given consideration. The research implies that RTLB should involve the students in the
problem solving and intervention processes such as Individual Education or Behaviour
Plans. This supports other researchers that suggest the need for students to be actively
involved in their IEP meetings allowing students to demonstrate goal setting, planning,

self evaluation and self advocacy skills (Martin et al., 2006).

6.4.3 Future research could investigate a system for ensuring ongoing

support for students supported by the RTLB.
This research was limited in its sample size because many of the prospective
participants were early school leavers and suggests that future research could
investigate a system to provide ongoing support for the students at risk. Ongoing
support allows schools to maintain interventions provided by the RTLB. The
effectiveness of the interventions can then be measured as Church (2003) reported that

the most appropriate way to measure the effectiveness of interventions “is to measure
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intervention outcomes for several years following completion of the initial
intervention” (p.11). Ongoing support also allows for effective student transitions
between schools and that information is passed on to the right person. In most schools
this would be the Special Education Needs Coordinator (SENCO). The absence of
information sharing or effective transition was evident in Anthony’s experience with a
teacher that gave verbal encouragement (refer to p. 84). Had there been some form of
ongoing RTLB support or proper sharing of information, Anthony’s teacher may have
been better prepared to meet his needs. RTLB have the skills to enable teachers to
implement interventions such as reciprocal teaching, peer tutoring and cooperative
learning for the benefit of students with learning difficulties (refer to Collaborative

Interventions, p. 21).

6.4.4 RTLB should be aware of immigrant students and their readiness for

the New Zealand Education System.

South African students feature disproportionately on the roll of the RTLB in this
cluster. This research showed how the South African education system differed from
the New Zealand education system. It also provided examples of the impact these
differences had on students with learning and behaviour difficulties. The research
implies that RTLB need to be aware of these differences and to support school and

students appropriately. This awareness is appropriate for all immigrant children.

6.4.5 Future research could investigate a process to place immigrant children

correctly in the New Zealand school system

This research provided two examples of how students from South Africa were affected
by the different Education Systems. This is a very small sample and the findings of this

research cannot be generalized nationally. This research suggests that future research
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could investigate a process to place immigrant children correctly in the New Zealand

school system. This is an investigation beyond the scope of RTLB work.

Summary

In this chapter I provided some insight into the four research questions that directed the
purpose of this study. I have also discussed possible implications for the RTLB and
suggested possible questions for further discussion or research. In the next chapter I

discuss the limitations of this research and provide a conclusion to the study.
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Chapter 7 Limitations and Conclusion

7.1 Limitations

The findings and implications of this research were discussed in the context of the
limitations that prevailed. The small and exclusive sample size made this a relatively
small-scale research that produced findings and implications that could not be
generalised to other RTLB clusters. The number of available participants was limited
to this sample because most of the students were no longer in school. This research did
however generate further questions that could be investigated by other RTLB clusters

or a larger research project.

This research was restricted to the stories of Caucasian students only. If students of
other ethnicities, especially Maori, were available to participate in this research, the
analysis may have provided an opportunity to explore the differences of the different
cultures within this cluster. The participation of Maori students may have made the

comparison to the Te Kotahitanga research more implicit.

The findings regarding the differences between the education systems of South Africa
and New Zealand are limited in generating any theories because the data was obtained
from only two participants. However this is an important piece of available evidence to

initiate a much larger research in this new area of concern.

This research was initially limited by time due to delays in obtaining ethical approval

and a change in the research supervisor. The actual data collection started in November

and had to be recommenced in the New Year because of school exams, holidays and
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the departure of the second supervisor from the University. Fortunately I was able to

overcome this small drawback and complete the study as expected.

7.2 Conclusion

This research inquiry was driven by a search for answers on the impact that RTLB
made on the students with whom they worked. Was there a lasting positive impression?
Have we really made a difference? How were the students coping with school afier we
had ended our support? In this research I sought answers by obtaining the perspectives
of six participants, from one New Zealand secondary school, and who had previously
received support from a Resource Teacher Learning and Behaviour (RTLB). The
research examined the experiences of the participants in their school and how their
lives had shaped after RTLB support had ended. This study captured the participants’
voices through narratives and told of their experiences with the RTLB, their school and
what made sense in their lives. This research induced reflection, themes and questions

for further discussion or research.

For my research, a narrative approach was chosen as the methodology because it
allowed the stories of the students to be told in their own voices. The principles of a
narrative guided the construction, presentation and application of the interviews. The
interviews were informally conducted and all six participants appreciated having their
voices heard. The data collected from the interviews were transcribed and formed the
narratives in this inquiry. I also discussed how a narrative framework informed the

research approach and how it fitted with the purpose and the context of this inquiry.
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The role of RTLB in the context of the Special Education 2000 policy was discussed.
Attention was given to the promotion of the inclusive paradigm and the
implementation of popular collaborative interventions that the mandatory professional
development programme provided for RTLB. Promoting inclusive education in
secondary schools was a challenging task often hindered by highly structured
timetabling and organisational constraints. Since the participants were boys, this
research looked at discourse on masculinity and how it shaped the stereotypes
regarding what it was to be male. Some researchers believe that the male behaviours
are naturally inherent (Gurian & Stevens, 2005; Noble, 2000), while others believe that
masculinity is largely a social construction (Connell, 2003; Gilbert & Gilbert, 1998;
Mac an Ghaill, 1999; Martino & Berrill, 2003) that influenced the male, stereotypical
behaviours. However, both views agreed that schools were ineffective in providing an
appropriate education based on the needs of the boys and the lack of male role models
in schools. There were other researchers who argued against this assertion and
emphasized that the gender of the teacher is irrelevant so long as the teacher provided
quality teaching, respect, fairness and the ability to listen (Brozo, 2005; Martino,
Wayne & Frank, Blye, 2006; Skelton, 2001). The findings in this research supported
this argument when the participants differentiated between effective and ineffective
teachers. The gender of the teachers was not an issue. The participants advocated for
excellent lesson presentations and the accommodation of their learning styles to

increase their interest and academic performance.

There was also discussion on the methods and procedures used in this research and the
research theory that informed them. The methodology was based on the theoretical

framework of narrative inquiry and drew on the interview method for data collection.
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Details regarding the collection of data, participant selection, ethical issues, the
interview process and the method used to analyse the data was discussed. The stories of
the participants were shared and this was followed by a discussion of themes that

emanated from the stories.

The family is an important factor in rearing positive, well balanced children. Family
stability and positive relationships provided better chances for children to meet the
challenges of school while family adversity and poor monitoring usually predisposed
children to poor school performance and inappropriate behaviours. The racial/ethnic
dynamics theme examined similarities between the Caucasian participants and the
Maori participants of the Te Kotahitanga project. The theme also covered the impact of
immigration on the South African participants and showed the differences between the
two school systems and how they affected new students to New Zealand. The theme on
effective/ ineffective teachers provided examples and supported much of the literature.
While some participants knew that they received support from the RTLB, they could
not remember the title or what support they received. The impact of RTLB support was
greatest on those who remembered quite clearly the RTLB and the support they

received.

Finally, the four research questions that directed the purpose of this study was
discussed. All participants acknowledged having either learning or behaviour
difficulties prior to RTLB involvement. Some students were embarrassed by their
difficulties. Some were the victims of bullying and there were some who were
indifferent or oblivious to their difficulty. However all seemed to have responded

positively to support which was evident in their current experiences of school. All six

100



participants reported that their current experiences of school were positive despite
having continued difficulties. The participants were also optimistic that they will
complete Year 12 and possibly Year 13, with most opting to pursue apprenticeships on

leaving school.

The research presented a positive outlook for the participants despite their difficulties
and experiences of school. Their resilience and the combination of support they
received at school were important contributors to this optimism and the analysis of the
narratives provided the RTLB in this cluster with some implications to support or
extend their work. The implications included the development of proactive connections
and meaningful relationships with the students. This was possible by getting to know
them better and by making them aware of the purpose of RTLB involvement. The
students could also be included in the problem solving and intervention processes. This
research also recommended that future research could investigate a system to monitor
progress of students who received RTLB support. The research also recommended that
future research could investigate a process to place immigrant children correctly in the

New Zealand school system.

A personal reflection on this small but enlightening research inquiry was that from the
six voices of experience arose narratives that offered readers rich and interesting
insights into the lives of students and in some small way may influence their work with
children. If this is achieved then one could truly say that the voices of the children are

truly being heard.
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APPENDIX A:
Masters of Special Education Research Study

The Long Term Implication of RTLB Support: “Listening to the
Voices of Student Experiences”

Information to Principal / Associate Principal

What is this project about?

My name is Poobie Pillay; | am a RTLB and am also a student at the
University of Waikato.

| am undertaking this research as part of my thesis towards the partial
completion of the Masters of Special Education at the University of
Waikato. | would like to conduct a study into the experiences of students
involved with RTLB. To date the voices of students who have been
supported by the RTLB services have not been heard. This study aims to
capture those voices to tell the stories of their experiences with RTLB.

| am asking you as the Associate Principal to select 15 students who have
participated in RTLB services in the past or who are currently participating
in these services to possibly participate in this project.

From that list of 15 students | am seeking 10 students, to participate in this
research. | will keep the other 5 students’ names in reserve in case one or
more students are not able to participate. The research would involve
interviewing each of the selected students on three occasions.

What is involved if we choose to participate?

Those students who agree to participate in the study will be asked to tell
the story of their experiences with RTLB services. | will then retell or
restory the first interview in such a way that that the events are told in a
manner that makes sense and bridges any gaps about the people
involved, contexts, problems, and behaviours. Then | will meet with the
student again to validate the restorying or retelling and make any changes
or additions the student requests. | will make those revisions of the story
and meet with the student one more time for a final validation of the story.

In total | will interview each of the selected students on two occasions. |
would like to complete all interviews before the end of December.

All interviews with students will be carried out at the school, at a time
convenient to the students involved. Each interview will take about 45
minutes. Parents/caregivers will be asked to discuss the project with their
child and attend any of the interview sessions if they so wish.

Each participant will have the opportunity to view, comment on and amend
the transcript of their interview. Changes to transcripts may only be
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approved by participants. Each participant will be provided with a copy of
the final transcript for personal reference.

Confidentiality and anonymity:

The interview will be audio taped and transcribed by me. When describing
the findings of the interviews, all identifying details of schools and
individuals will be removed in order to maintain confidentiality. | will also
aim to preserve anonymity and in the final write up of the report no school
or individual will be named.

All participation is voluntary, and participants have the right to withdraw
from the studdy at any time up until two weeks after the final review of the
transcript (2" Interview) without fear of reprisal. | will provide you with a
transcript of your interview for final amendment and approval to include
before the final report is presented in the thesis.

| will ask each participant to talk with their parents/caregivers about the
research and whether or not they want someone to support them at the
interview sessions (e.g. parent, caregiver, guidance counsellor).

What if we have a concern about the study?

If you have any complaint concerning the manner in which the research
project is conducted, it may be given to my research supervisor:

Dr Tom Cavanagh

Senior Research Fellow
Schoaol of Education
University of Waikato

Private Bag 3105

Hamilton, 3240

New Zealand

Phone: 07 856 2889 ext 6376

Email: cavanagh@waikato.ac.nz

Researcher:
Poobie Pillay:
RTLB and student at the University of Waikato

Research Supervisors:

Dr Tom Cavanagh (Senior Research Fellow — Kotahitanga; University of
Waikato)

Dr. Angus H. Macfarlane (Head of Special Needs Department, School of
Education, University of Waikato
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APPENDIX B:
Masters of Special Education Research Study

The Long Term Implication of RTLB Support: “Listening to the
Voices of Student Experiences”

Information to Student Participants and their Parents/Caregivers:

What is this project about?

My name is Poobie Pillay; | am an RTLB and a student at the University of
Waikato.

| am undertaking this research as part of my thesis towards the partial
completion of the Masters of Special Education at the University of
Waikato. | am conducting a study into the experiences of students involved
with RTLB. To date the voices of students who have been supported by
the RTLB services have not been heard. This study aims to capture those
voices to tell the stories of their experiences with RTLB services.

What is involved if we choose to participate?

Those students who agree to participate in the study will be asked to tell
the story of their experiences with RTLB services. | will then retell or
restory the first interview in such a way that that the events are told in a
manner that makes sense and bridges any gaps about the people
involved, contexts, problems, and behaviours. Then | will meet with the
student again to validate the restorying or retelling and make any changes
or additions the student requests. | will make those revisions of the story
and meet with the student one more time for a final validation of the story.

In total | will interview each of the selected students on two occasions. |
would like to complete all interviews before the end of December.

All interviews with students will be carried out at the school, at a time
convenient to the students involved. Each interview will take about 45
minutes. Each participant will have the opportunity to view, comment on
and amend the transcript of their interview. Changes to transcripts may
only be approved by participants. Each participant will be provided with a
copy of the final transcript for personal reference.

Confidentiality and anonymity:

The interview will be audio taped and transcribed by me. When describing
the findings of the interviews, all identifying details of schools and
individuals will be removed in order to maintain confidentiality. | will also
aim to preserve anonymity and in the final write up of the report no school
or individual will be named.
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All participation is voluntary, and participants have the right to withdraw
from the studdy at any time up until two weeks after the final review of the
transcript (2" Interview) without fear of reprisal. | will provide you with a
transcript of your interview for final amendment and approval to include
before the final report is presented in the thesis.

| would ask each participant to talk with their parents/caregivers about the
research and whether or not they want someone to support them at the
interview sessions (e.g. parent, caregiver, guidance counsellor).

What if we have a concern about the study?

If you have any complaint concerning the manner in which the research
project is conducted, it may be given to my research supervisor:

Dr Tom Cavanagh

Senior Research Fellow
School of Education
University of Waikato

Private Bag 3105

Hamilton, 3240

New Zealand

Phone: 07 856 2889 ext 6376

Email: cavanagh@waikato.ac.nz

Researcher:
Poobie Pillay:
RTLB and student at the University of Waikato

Research Supervisors:
Dr Tom Cavanagh (Senior Research Fellow — Kotahitanga; University of
Waikato)
Dr. Angus H. Macfarlane (Head of Special Needs Department, School
of Education, University of Waikato
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APPENDIX C:
Student’s Consent to Participate

The Long Term Implication of RTLB Support: “Listening to the Voices of
Student Experiences”

Researcher: Poobie Pillay

To be signed by all participants in Interviews after asking questions before
the interview takes place

I have read the Information Sheet and had an opportunity to discuss this research
with my parents/caregivers and ask questions about this study. All the details

have been explained to me. My questions have been answered to my satisfaction
and I understand that I may ask further questions as they occur to me at any time.

I understand that I may refuse to answer any particular question during the
interview. If I decide that I wish to withdraw from the project, I can do so by
notifying Poobie Pillay at the contact details given above. I know that I do not
need to state reasons for this decision.

I agree to the interviewer tape recording the interviews. I understand that
quotations from the interview may be used in the final research report and that this
will be available for the public to read. All the data collected will be kept in
secure premises and will not be made public.

I understand that my name, and the name of the school, will not be used at any
time where this research is discussed, and that identifying details about me and, if
necessary, the school will be changed where necessary to preserve confidentiality.
Every attempt will be made to ensure that confidentiality is preserved.

I understand that a copy of the final research report will be given to me by Poobie

when it is completed. | further understand that the results of this research may be
used by Poobie as a basis for journal articles.

Signed:

Date:
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APPENDIX D:
Parent / Caregiver’s Consent for Child to Participate

I/we are being asked for permission for my/our child
to participate in the aforementioned project.

The Long Term Implication of RTLB Support: “Listening to the Voices of
Student Experiences”

Researcher: Poobie Pillay
To be signed by parent/caregiver of all participants.

I have read the Information Sheet and had an opportunity to discuss the research
with my child and ask questions about this study. All the details have been
explained to me. My questions have been answered to my satisfaction and I
understand that I may ask further questions as they occur to me at any time.

I understand that [ may be present at the interview sessions or have another
support person present for my child. I understand that my child may refuse to
answer any particular question during the interview. If | decide that I want my
child to withdraw from the project, I can do so by notifying Poobie Pillay at the
contact details given above. | know that I do not need to state reasons for this
decision.

I agree to the interviewer tape recording the interviews. I understand that
quotations from the interview may be used in the final research report and that this
will be available for the public to read. All the data collected will be kept in
secure premises and will not be made public.

I understand that my child’s name, and the name of the school, will not be used at
any time where this research is discussed, and that identifying details about me
and, if necessary, the school will be changed where necessary to preserve
confidentiality. Every attempt will be made to ensure that confidentiality is
preserved.

I understand that a copy of the final research report will be given to my child by
Poobie when it is completed. | further understand that the results of this research
may be used by Poobie as a basis for journal articles.

I/ we voluntarily agree for my child to participate in this study.

Signed:

Date:
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