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Chapter 7: Teachers’ experiences of the Effective Teaching Profile

Introduction

The Te Kōtahitanga professional development programme for teachers has been in place in the 12 Phase 3 schools since the beginning of 2004. During this time teachers as participants have undergone professional development which asks them to evaluate their theoretical positioning regarding the achievement of Māori students, and to submit their classroom practices to inspection via term by term observations. Observations are then followed by feedback, co-construction meetings, the setting of individual and group goals, and shadow coaching, all with the aim of improving Māori students’ achievement. Examining the experiences of teachers who have been part of this approach is essential to understanding the impact the professional development has had on teachers. This examination was undertaken by survey (Chapter 6) and interviews. These interviews provided an opportunity for teachers to reflect on their involvement in Te Kōtahitanga in terms of their philosophical positioning, the professional development cycle, the support they received from the facilitation team and the impact of their new practice on Māori students. They were also provided with an opportunity to make suggestions about the future direction of the project.
Method

This section explains the approach followed for both the teacher and student interviews as the process was the same for both groups and teacher interviews were reliant on the content of student interviews.

Qualitative purposeful sampling (Creswell, 2005) was used to select teachers who could provide rich data about Te Kōtahitanga. In order to select a purposeful sample that would allow the research team to gather experiences from effective teachers and the experiences of students with effective teachers, the facilitation teams in each of the 12 schools were asked to select a small number (2-3 per school) of teachers whom they considered to be successfully implementing the ETP to a high degree. 
We restricted the number of teachers that facilitators could recommend to the RPD team due to time and resource constraints. Interviews needed to be conducted in the second half of the school year to allow teachers time to implement learning from the professional development. Similarly students needed time to experience the practice of their teachers before they could comment on this. While it is necessary to conduct interviews in the second half of the school year this can be problematic for ensuring that both teachers and students are available for this exercise. In a number of instances there were teachers (and their students) we would have liked to have spoken to but they simply could not meet our timeframe. Therefore, the number of teachers validated by both facilitators and students as being highly effective for this exercise alone should not be considered as the total number of effective teachers in this project as the teachers we interviewed represent only a restricted group of highly effective teachers in Te Kōtahitanga. The purpose of this exercise was to highlight what effective Te Kōtahitanga teachers looked and sounded like in practice not to quantify the number of effective teachers in the project.

In 2005, 32 teachers were recommended as being effective implementers of the ETP. Facilitators then approached Māori students from the classrooms of those teachers to be interviewed about their experiences with those teachers. From these interviews with students, 19 teachers were spoken of in ways that illustrated their being highly effective implementators of the ETP. Of these 19 teachers considered by both facilitators and students to be highly effective, 13 have contributed to this chapter.

Of the 13 teachers interviewed for this exercise, four were male. One teacher identified as Māori, one as Indian and one as European/Samoan. The remaining ten teachers identified as European, Pākehā or Non-Māori. Teaching experience ranged from one year to over twenty years (5 teachers were in the 1-5 year range, 2 teachers had over twenty years experience). Four of the interviewed teachers were Cohort Two; that is they were in their first year of involvement in the professional development, while the remaining nine Cohort One teachers were in their second year of involvement. The subject areas taught by these teachers included art (2 teachers), English (2), core subjects (1), drama (1), Maths (3), Physical Education (1) and Social Studies (3). 

The interviews were conducted as focused conversations with six areas for inquiry. Although the students, in their interviews, focused upon the ETP in their classrooms, the teachers spoke about; the initial professional development hui and the reading of the narratives; their gaining knowledge of the ETP and how this can be implemented in their classrooms; the professional development cycle (observation, feedback, co-construction and shadow-coaching); support teachers received at each of these stages; future direction and how the benefits of the ETP might be sustained were also seen as part of this inquiry. 
An interview schedule outlining the focus and purpose of interviews was shared with teachers prior to the interview taking place (see Appendix D).

Framework for analysis

Teachers’ interviews were coded using the understandings and observable characteristics of the ETP and by other emerging themes related to the implementation of the ETP (Creswell, 2005). This analysis is presented according to the following themes:

· Experiences of the Te Kōtahitanga professional development and narratives 

· Teachers’ philosophical positioning

· The professional development cycle 
· Observation 

· Feedback 
· Co-construction meetings 
· Shadow coaching
· Support

· Facilitation

· Collegial

· Senior management
· The impact of Te Kōtahitanga and focusing on Māori

· Suggestions for facilitators about the professional development 

· The Te Kōtahitanga difference

Analysis Of Interviews

To reiterate, the following interviews were analysed against this framework and came from teachers who have been identified by two sources, Te Kōtahitanga facilitators and Māori students from their own classrooms, as being highly effective implementers of the Te Kōtahitanga ETP. The analysis presented here reflects the implementation and process of change teachers have undergone during their involvement in Te Kōtahitanga; it does not include examples of the ETP in practice. This detail has been excluded for the sake of brevity; however a full and detailed report that explores the discourses of teachers more thoroughly has been produced as Technical Report #2: Teachers Experiences of the Effective Teaching Profile. 
Experiences of the Te Kōtahitanga training and narratives

The ETP was first introduced at the initial Te Kōtahitanga professional development hui and is largely based on the Phase 1, Te Kōtahitanga narratives of Māori students’ classroom experiences. Teachers interviewed were asked to reflect on their expectations of Te Kōtahitanga. Some teachers reported positively on the overall experience:

Well I went into this programme not knowing whether I was doing the right thing. But once I enrolled myself in it and went through the three day training session and had the opportunity of applying the philosophies of the programme this year, I think this is the best thing I have done for myself. Before we went into it we only knew very little about it. We were told what it was about and we were given the narratives book to read, but when I read that I was actually a bit depressed about the things some students had written and I never in my so many years of teaching experience had ever read something like this. Some of those things sort of... I mean I put myself in the students’ perspective and it was really, really quite a different experience for me as a teacher to see that “is this what the student’s feel?” And so I went with all these apprehensions in my mind, but two years later I tell myself this is the best thing I have ever done in terms of my professional development. It’s just changed my whole outlook as a teacher and my relationship to my students. (Teacher 8)
It was quite an emotional time for me I think because I learnt a lot and I was inspired and it seemed to me an education that every teacher should have. It sort of, it was a wonderful sort of cultural insight. There was a lot of learning in it, it was a really good way to start the year for me. (Teacher 2)

While teachers had some knowledge of the content and purpose of the professional development going into the hui, they still experienced feelings of apprehension and reluctance. This reluctance eventually gave way to acceptance of Te Kōtahitanga philosophies but on reflection a number of teachers revealed this only happened when changes in their practice impacted upon their Māori students in positive ways. Guskey’s (1986) model of teacher change advocates that following professional development teachers’ classroom practices change first, student learning outcomes change secondly and teachers’ beliefs and attitudes change last.
I must admit the hui that I attended a couple of years ago I found quite over-whelming in those couple of days and thought you know, “oh my gosh what have we let ourselves in for?” But I think a lot of the things that were being promoted were what I believed in… Over the last couple of years, I have just really sort of felt my way with it and realised that when I put more effort into doing those sorts of things then it does seem to make a difference over all. (Teacher 3)
I used Te Kōtahitanga to create lessons and things that would better help our Māori students. I didn’t know what I was in for but after seeing the results and getting to know the kids and doing Te Kōtahitanga it was encouraging. I found it really beneficial. (Teacher 10)
I was just unsure so I went. And then out at the marae was fine. And probably I thought it was a day off school anyway, to be honest. And then when my class started this year…and I think it all started with [the facilitator] coming to me and she sat down and observed the class and we discussed it…and it was just her suggestions and I just thought I will try it one day and it has just made such a difference. But these kids have just responded and they have just totally turned with me. I mean [a student] said to me that he didn’t like the teachers at all last year because he was just so badly behaved. Well he is just a lovely kid now. So it has certainly been good for me. (Teacher 5)

A common notion amongst teachers was that the teachings of Te Kōtahitanga were logical, reasonable approaches for engaging Māori students as these ideas were not totally new and were accompanied by practical strategies for introducing these ideas into a classroom context.
I had my doubts, reservations, but that is a good thing. I think it is partly because a lot of people saying, ‘ah you know it is common sense’ and all this kind of business. It of course is not common sense. It is only after you have been on the course, taken part and listening to the speakers and stuff. 

You see if it is common sense why are we not all doing it?

Precisely, I mean it is the ‘relationships is the key’. So there were certain things which I thought, well you know we have been around for a little while but we didn’t know the practical technique to make it really effective. As effective as the other stuff which you traditionally do in classrooms. But also it is the involvement of the culture counts. Things like how exactly? I think that probably that is a key thing. (Teacher 12)
So things like, you know the whole relationship thing about really getting to know your students well and spending that time chatting with them. Things like having high expectations for all students and having a learning environment that was sort of well managed. All those sorts of things sat really well with me. And so I found that I didn’t have to make a lot of changes there. (Teacher 3)
For others, the primary focus on Māori students had been the challenge.

And I think why I was a bit reluctant in the beginning was because I thought what about the Pākehā kids. Because in my class there are both Māori and Pākehā kids. (Teacher 5)
I came away from the first hui actually totally petrified. I think because I went into it feeling a little bit apprehensive almost, and to be honest a little negative and thinking oh gosh, like I felt that I wouldn’t be able to if that makes sense. But as I got going and through the support from the facilitator it came clear to me that basically it was just reinforcing the teaching practice that I already had in my classroom, to raise Māori achievement. So it actually turned for me something that I was really sort of scared of to something really, really positive and almost empowering for me. (Teacher 4)
Of the narratives teachers remember: 
I was just blown away because I couldn’t believe that someone would be a teacher and do things like this. I can’t for the life of me remember what the exact story was but it was very negative and it was very sad. You know for me, you know this teacher talking I could see why that student wasn’t achieving and didn’t like school and didn’t want to be there because the teacher made no effort to make that student feel that it was important to be at school. Good for them to be at school you know? So that is the main one that astonished me. And I found it quite amazing. (Teacher 4)
It was good getting the narratives. Even reading that information made me think, I can change this and I can change that in how I am teaching. (Teacher 2)
I actually didn’t expect it to be in some respects as enlightening as it was for me. I had read my narratives which I found interesting, however, I had also heard children that I have worked with here over the past eleven years talking the same way and when they have spoken to me I have had to say things like, I can’t discuss other people, it is not professional. And it just really emphasised for me that children, Māori children in other parts of the country feel the same way about their learning and their teachers as the kids do here. (Teacher 10)
Many found the focus on Māori students’ achievement exciting because it challenged them to critically reflect on their own past experiences with Māori students. However they were also expecting Te Kōtahitanga to offer them support and some solutions. 
Quite often in teaching, I think what is missing is that you are not supported. You are not supported in your goals and you are not reflective in your practice, you are just surviving. And it felt like for the first time ever in my teaching career that I had those things, that I had support. I had goals and I had a group of people, colleagues that I was working with to achieve that. And that for me was magic. It was about achievement for the kids for the first time ever, rather than just survival. And it was just wonderful. So that was what was new. That was what was new for me. And a whole lot of other things, yeah cultural sort of tikanga, which wasn’t just token, which was they were integrating this for the kids, that would be useful for them. So yeah, I mean you go through teachers’ college and there, it is such a Pākehā focus and there are Pākehā teachers teaching about Māori concepts. And this is the first time I actually felt like we had Māori people coming in and saying, “this is what we would like you to do, this is how you can teach these kids. This is what will be effective.” So that worked for me and that was new. That was good, yeah. (Teacher 2)
The impression I had was that it was basically going to tell me how to teach Māori students. I went in with the idea thinking ‘oh, this is going to be strategies and is going to tell me what to do directly.’ But it was more of a, what’s happening with Māori achievement, what the students, their impressions of how teachers approach their learning, and what is going on there. And a starting place, where we need to start from. I left kind of thinking there’s lots to do, a little bit uncertain, but obviously I had more of an idea of what direction we were heading in. But there wasn’t that kind of here’s the lesson plan, because I am a first year teacher as well. You know, I was thinking, oh this is going to tell me what to do, because obviously there is a problem. I knew that from doing a Bachelor of Teaching. 

But, that just really showed me that there is a huge area to work with. But it was all pretty positive, that two day hui. And this year of Te Kōtahitanga, definitely with our group work, co-construction groups there have been heaps of changes from others. Especially from teachers I have noticed who have been teaching for years. Obviously I have been fresh and I would be open to new ideas. But yeah, lots of stuff. (Teacher 7)
Some of my expectations about becoming involved in Te Kōtahitanga were that it was professional development; it was research based, but with the main focus of improving Māori achievement. And looking at things from what I understand that we have control of, rather than the things we have absolutely no control of. So I have always been a believer in that anyway. And so really the only thing that we have control of is what happens in our classroom. And so that excited me and so I said, “Yep I want to get involved in this.” Also because my expectations were that, ok I will become involved in this because I was going to change my practice, it was going to cause me to reflect. (Teacher 1)
This teacher also acknowledged that despite working in a school with a high Māori student population and doing so for some time, there was still a need to learn about improving relationships with Māori students and changes in practices that would enhance Māori achievement. 
I have enjoyed teaching, I love teaching, and in the schools that I have taught in I have taught about 90% Māori. And so I believed I developed, because I don’t think it was something I was born with, but I think I developed certain skills and was able to communicate and relate with Māori students. And yet, I don’t know whether I had. Even at a school with 90% Māori, we struggled and we did have a challenge, in terms of meeting the needs of that tail end of the children in the New Zealand educational system. And so I was excited about that because it has kind of caused me to reflect on that and challenged me to look at my practice. And there were some things that I knew I didn’t do very well, but I got caught up with the business of teaching and I knew that if I got involved in professional development from what I heard, it was pretty well resourced and that there was definitely something in there that I could gain. But the positive feature of it [Te Kōtahitanga] is that it is well resourced, it is well structured and it is done professionally. (Teacher 1) 

General experiences of Te Kōtahitanga and reasons for doing the professional development were expressed in the following ways.

Well I think, because I trained in New Zealand for four years. I think is a very positive thing for the New Zealand system. There was only, I was really looking forward to the Māori part of those courses. Particularly this course because I am originally from Australia. So that was an incredibly exciting thing for me to turn up these classes. However, it was very, the result was very disappointing. Because it was just a light brushing and it didn’t introduce me well enough to the culture of the people. You know they are beautiful people, but I just didn’t learn anything and certainly didn’t get into the details of the strategies which I am learning now. (Teacher 6)

I actually pulled out of Te Kōtahitanga for some time. I was very upset with the political situation and I don’t wish to down anybody with what I say but I was hurt by a certain decision that was made and I thought, I don’t need to do this. I don’t need to share this with anybody else, my classes are my classes. And if my HOD is happy with what I am doing then that is that. However, they both talked to me and I soon said, well because I do it for the kids and that is why I am here. I think we are lucky to have two facilitators. And I think they have both been on a huge learning curve too. (Teacher 10)

Teachers’ philosophical positioning

Critical to the implementation of the ETP is teachers rejecting deficit explanations of their experiences with Māori students. An essential element of the first Te Kōtahitanga professional development hui challenges teachers to critically examine their own theoretical positioning with regards to Māori students’ achievement. The comments that follow illustrate the diverse positions of teachers involved in Te Kōtahitanga from those who have always rejected deficit theorising to teachers who were unaware of their deficit theorising.

I have never believed in deficit theorising. I always have had a very positive out look. I believe  that I  can make a difference to children’s learning and after 23 years in the job, I am absolutely convinced that if I am not making a difference and I can’t do it the proper way and I don’t score highly on some of the things in Te Kōtahitanga then I shouldn’t be teaching and I am not the right person. (Teacher 10)
Through a critical examination of their own theoretical positioning teachers begin to understand the impacts of deficit theorising on Māori students and on others within their own practice.
I totally reject deficit theorising. I have advocated this for a long time. How do I put it? Get into a position and accept the fact. Control the things that you can control and do those things well. And not get caught up in the fact that these kids and their home life is so poor and that they haven’t had breakfast and they have got no books or something like that. And that is just finding excuses or finding reasons or finding explanations for why such students cannot achieve. You can control how you are in the classroom. You can control your attitude. You can control how you teach our kids and how you relate to them. And I think obviously that is an important part of Te Kōtahitanga. And that is what I have tried to advocate right through my teaching career. And of course, being involved in Te Kōtahitanga has just given me a bit more insight and validation to that belief that I already have. (Teacher 1)
I am a very experienced teacher, but I probably was very much of the thought that why are they not brought up better at home, you know? And I have really had to take a look at myself and think perhaps this is my attitude in the classroom and that I have to change that in the classroom. I actually didn’t go into this willingly. I mean I am not anti-Māori at all. But I thought what about Pākehā?  I was just so unsure but I went. (Teacher 5)

Theoretical repositioning helps teachers to begin to accept the importance of respecting the specific ‘cultural location’ of students. Teachers begin to understand and respect the unique cultural experiences of their Māori students as essential contributors to their classroom learning experiences rather than impose the constraints that come from expecting that all of their students are the same. 

And the whole issue of deficit theorising, I can see I didn’t know much about it before I came into teaching. Then when I began, I realised how it could be so easy to fall into that pattern, especially if you are tired and you have got a lot on, instead of finding the good things and emphasising them, it can be so easy to fall and look at the bad side. And it has made teaching for me and looking at the ideals of Te Kōtahitanga, it has just made it a lot more I suppose magnetic. (Teacher 10)

I still find with the deficit theorising, I think teachers have a culture of deficit theorising, even in the staff room you will hear it all the time. So I think I will probably still do it sometimes but my theory of deficit theorising is that it has more to do with the management rather than the kids themselves I think. But I do think that in South Auckland it is a problem that as teachers we can do so much in our classroom, but there are other issues as well so I guess that is sort of deficit theorising. (Teacher 13)

I think the first step is just recognising that culture counts. That again as a group, on average Māori kids don’t achieve at school. And it is basically saying that, yes, there are the factors explaining why. One critical factor is that we as practitioners have the influence over what goes on in the classroom. Recognising that culture counts and look at the ways of making a classroom a welcoming place for Māori kids to bring their own culture into the classroom, to engage them in tasks and activities which they are going to enjoy. (Teacher 12)
While talking about deficit theorising and the influences on Māori education one teacher questioned the timing of Te Kōtahitanga being introduced at secondary level given that some students have already absented themselves from the schooling environment. Although teachers are made aware during the professional development that years 9 and 10 are the critical years for Māori students this particular teacher queried the introduction of Te Kōtahitanga at primary schools.

Well for example if I could be a great teacher and really care about the students, but they don’t turn up with a book and a pen, they are hungry and have been out all night. That sort of stuff, or they don’t turn up at all. And that is another thing I think with the TK, it probably works with the kids that are in school, but there is that hard core of kids that are already by high school they don’t come to school. And it is not working for them. Because you know I have got a total number of absentees and they are all pretty much Māori kids. 
Ok and that hasn’t made a difference to them at all? None of them wanted to come to school or? 

Well I don’t know why they are not here. But there are obviously other reasons, and it has happened before they got to high school. Because there are year nine kids who are not coming to school, so that is the other thing. I thought that maybe TK should be brought in at primary school. Because for many Māori kids by the time they get to high school it could be too late. They have already, you know, “school is not for me.”  But I do think that somehow the family, I don’t know. I think all parents want good things for their kids but sometimes they don’t know how to do it. Because you know I have got seniors that don’t know how to study. (Teacher 13)
The professional development cycle

Term by term observations followed by feedback, co-construction, goal setting and shadow coaching ensures that facilitators continue to be responsive to and supportive of teachers as they work within Te Kōtahitanga to change both their theorising and their practice.

But definitely the observations, the feedback and the shadow coaching is good. We don’t have too much. Because I know that I am first year and I am getting heaps of observations. And it has made a difference. It has made me more aware and I have heard other teachers say, you know you hear lots of other sorts of things. I have heard teachers say that it has made them more aware of what their Māori students are doing and where they are at and how they could structure their lesson as well to suit their learning. (Teacher 7) 

How have you found that, the whole cycle?

Ah, really good, really positive. Having the facilitator coming into my class sort of on a regular basis has been useful, sorry it has been excellent. He has been able to really help me with this feedback academic and feedback on behaviour etcetera. And it is something that I have been able to carry on through to my other classes too, which has been positive in a lot of my classes. And doing it on a regular basis has been good as well. (Teacher 9)
The observations 

Using classroom observations, theoretical repositioning is observed in practice through the teachers’ implementation of the ETP. Teachers recounted how the observations focused them and made them aware of what was going on in their classrooms. The process of being observed gave teachers an opportunity to reflect on their practice and the confidence to try new approaches.
Oh my baseline, I wasn’t particularly pleased with my result. Because I really didn’t think I spent so much time in the monitoring and this part of it, the non-discursive stuff. I didn’t think I did, but obviously I did. And I have gradually been really aware and I have personally focused on moving right along out of there and trying to become as discursive as possible. And I am a person who also likes to know the outcome, my learning outcome. And I wanted to see and I have asked for the perfect graph. And as I have been told and have realised, well there isn’t the perfect graph and I don’t believe you could sustain discursive teaching every hour on the hour. I think that is not reasonable, physically or emotionally actually. I think you have got to have a bit of a mix up of stuff. (Teacher 10)
What sorts of shifts have happened for you?

Giving much better feedback academic and certainly feed forward academic as well. And feed forward with the behaviour. Certainly making sure that you praise someone for good behaviour and make sure it goes noticed for the good work. (Teacher 9)

I really like having somebody come into the classroom because it really… I think as a young teacher as well, to have someone actually give you feedback, lets you know where you stand and what you are actually doing. Yeah that was really useful, because sometimes you are so busy teaching you don’t actually think about what you are doing. Also I have been willing to try things with [the facilitator] in the room that I wouldn’t necessarily try on my own. So I really liked having her, just having someone else there, having her there. And she has got heaps of experience so we tried some drama things and stuff that I wouldn’t have the confidence to do on my own. And it didn’t always work but we tried it, so yeah it was good. (Teacher 13)
I am trying to move to more feed forward, less behaviour and more academic. The lessons, they have changed. They’ve change hugely from the observations. I think they’re important, I look at the on task [behaviour] and how engaged [the students] are because I find that when they are engaged they just work through it. And that is to do with my conversations that I try and work in. There is more of a, tell me why this is not working kind of [interaction], and the instruction, I mean obviously, depending on what unit it is. But I don’t want to be the one speaking all the time. (Teacher 7)
This teacher also referred to the second side of the observation sheet which relates to relationships.

And this part, the back of the sheet. Yeah well the big C and little c are really hard. Obviously with the little c it is more because they are bringing their own life experiences into the class and in health they did that really well and they do it in dance. In kapahaka they brought that [in to class]. And with their sport you know? They play touch on the marae then they will bring it in. But not a lot of the big C I have always found it really difficult. And I have always said that with Te Kōtahitanga, and I have asked. But there is still that relationship I have got with them so I don’t get upset. These are all really high (speaking in relation to the sheet at hand) well that’s what I like them to be. So I let them express themselves and there is always that fun. I think it has to be otherwise you are in the wrong job. And it is funny, they will crack me up some days, you know. And I let them know, oh look girls I am having a bad day I’ve got a short wick today, and so they just know straight away. They know. (Teacher 7)
Feedback
Feedback from the facilitator occurs soon after the observation has taken place.

Again just sitting down with the facilitator and getting the feedback from her and then we would reflect on things, she would say okay lets try this thing differently.

You found the feedback useful?

Oh absolutely. A lot of it was affirming, because it was what I believed anyway. Because there was this article on feedback and I had read this thing by John Hattie and what John talks about as being the most important thing about agentic change, if we want to use those neat words, in terms of the teacher and the quality of feedback that they give students. So I wanted to try that, because it’s quite interesting you don’t realise what you are doing in the classroom unless someone else is watching you. (Teacher 1)
Teachers also remarked on some of their individual goals that came out of the feedback sessions.
I think it is still feeding forward academically. Making sure that I am questioning the kids and trying to stretch them that little bit further. Making sure I am you know, noticing the good intelligent comments that they are coming up with and then I am trying to stretch myself that little bit further with my questioning. You know?  Give me an answer and then asking, “well why do you think that? Why did you come up with that etcetera?” (Teacher 9)

Well some of my personal goals have been to lean towards that discursive style of teaching, rather than the traditional. So I probably geared a lot of lessons towards that co-operative group work. But the preparation involved is quite huge. The setting up the conditions but then once you set it all up then it is the students working on it and you are just going round and facilitating really. So I guess that is the main thing that I have been trying to do in those lessons, plus work on things like the co-construction, feed forward academic and things like that. (Teacher 3)

Co-construction meetings

An essential part of the professional development cycle are the co-construction meetings, where the teachers from across the curriculum co-construct their own group learning goals about how they are going to improve Māori students’ learning outcomes.

The co-construction you know brings out the group goals. I have found these really important because over a short period of time you cover a lot of things with different desired outcomes. (Teacher 6)
Well I have been in two different [co-construction] groups. Sometimes it is helpful, sometimes it is not. Usually we [as teachers] are on a similar wave length, but sometimes I listen and I think, I don’t know what kids you are talking about. And then I shouldn’t open my mouth because they never do that in my class and I don’t want to put down anybody else. And I am not the most tactful person, I get fed up. And I sometimes I have to sit there and chew the lollies because I don’t want to open my mouth. When you are on the same wave length as every body else and you can come up with your group goal, that everybody is actually going to follow through with and not just pay lip service to it, they are great. We have had some good laughs too and that is always good medicine at the end of the day. (Teacher 10) 

Co-construction meetings aim to focus teachers’ attention on a common group of students around whom common goals can be set.
It has made me more aware of the other teachers who are working with the same students and what is working well and what is not and you know everyone is able to voice what they are doing and what is successful. And in particular I have been interested to hear how some students are acting in other classes with other types of learning and the same thing with the colleagues. You know you are more aware of what is going on with those students. And then you can help them. But from the meetings we have learnt strategies, more strategies to try. Like I say it is a really good class. You know they just seem to be great and we seem to have a good relationship. 
In terms of your co-construction, what have been the goals this year?

Of our group meetings more of the conversations with the students you know? Getting that relationship and negotiation, and giving them more responsibility. And a goal is obviously to increase their achievement. We have had a few goals [but] those have been the number ones. Taking responsibility for themselves, you know saying, oh I want to be here and I want to do this, I want to come to class. I want to be here and this is for me. (Teacher 7)
Yeah well to be honest I found the [meetings] last year quite challenging and difficult and the co-construction meetings were different from last year to this year. Last year you were in a group who taught that one class. And I found that some of the teachers had more what I’d call a waffly approach to where they wanted these students to be and came up with all these sorts of things like “we should do this, we should do this, we should do this” but I didn’t feel comfortable with that really. So often I found that the group goal was a little bit too over-whelming to where I wanted to be. And it wasn’t as defined. I need a group goal that is really defined that you can actually go away and do something with. This year I found that the goal that we came to was more structured and defined. (Teacher 3)
Bringing evidence into the co-construction meeting to show how goals are being attained and to inform new goals is an important but challenging part of the co-construction meeting for many teachers.
Have you noticed that people are bringing more evidence? 

Yeah definitely. A lot of the people have said things to do with behaviour. And also with their behaviour they have just tried like games and the kids are just more on task and are just more willing to focus on tasks and more fast. Um, and just they have been speaking about the strategies they use. But so with the behaviour thing they are starting to achieve in class and in groups. It has basically just been feedback, but nothing on paper, no graphs or anything to show. Yeah mainly the conversation has been about behaviour and type of work activity. Like the group just, or class work. (Teacher 7)

One of the goals was to promote excellence in the school in a positive way in the classroom. Because we tend to promote a lot of sporting things. But we don’t always promote the academic. And so the other staff were aware for example someone did really well in the test that was sat. You would let the whole staff know “well so and so sat this maths test the other day. And they are normally only a merit student and they achieved an excellent, so if you see them make sure you congratulate them.” (Teacher 3)

Nobody shares these which I find really interesting (referring to own observation sheet data). Like I suppose if they were all pretty stink ones then you wouldn’t want to, but then again I think I couldn’t care less because then I would say, “oh my gosh I only got a three, what could I do to fix that up.” But if I got a one I wouldn’t be sitting here. But they don’t, and I know it is personal but it kind of like helps, with all the things that are written down the sides of mine might help someone else and what they have got written on theirs might help me. Don’t know. And I am a bit of a jabber jaws so sometimes I am primed to go, “go on share that.” I like sharing things but I think some people think it is boastful but it is not. It is look what these kids can do, isn’t it brilliant. I want them to see how good the kids are. (Teacher 10)
I’d like to see more of the co-construction perhaps with more level, those groups. I mean this year it was like who has time and when because we had so many other PD things that were going on it became quite difficult to try and get people. So I guess people who are more matched with their teaching philosophy so that they can have the chance to expand. Does that make sense what I am trying to say?  (Teacher 4)
Shadow coaching

Co-construction meetings are followed by a facilitator working with each of the teachers in ways that seek to achieve the set goals. 
It has been really good actually, the shadow coaching. One of my goals was the conversation. I tended to ask a lot of closed questions, what is that co-construction conversation where you would kind of negotiate more. And that was one of the goals early in the year with my facilitator. And she came in and shadow coached one lesson and wrote down everything that I was saying. And so I was totally avoiding the closed ones and we negotiated heaps. And it worked really well and I have been trying to do that with my lessons. (Teacher 7)
Really positive experiences. The reason why I think it is valuable is because of the process of being observed, talking about their observations, shadow coaching and reflecting upon your own teaching. And here of course we are talking about lifting Māori achievement in education. The facilitator has been giving me observations and following through with a chat straight afterwards, and that has been really good. We work well together as well. And then of course she has helped me to develop my objectives which you know has helped me to develop my practices with the Māori students in the class. And that has really helped as well. And then that brings me on to the group meetings we have as well with the other teachers involved. (Teacher 6)

Facilitation, collegial and senior management support

Facilitation support

These teachers were very complementary of the support provided from the facilitation team. They indicated that this support had been crucial to their ability to implement a pedagogy built on relationships and aimed at raising the achievement of Māori students. School-based facilitators were spoken of as passionate, positive and committed to their role of working with teachers in their classrooms.

I was so impressed with our head facilitator in the school. It is obvious that she is passionate about the whole programme. And her passion and desire to get us all on board just came through loud and clear. Her dedication just is catching as well. She works extremely hard, and it is a case I suppose for me personally, you know because she is doing it I want to do it. And I want to please her, and that sounds pathetically childish but I think my classes want to do that too. And she is an active listener and then she will think about it and then she will challenge what I think. And then we can think about it and reflect and it is good professional intellectual discussion you can have with her. (Teacher 10)

Without the facilitator I would have struggled and would not have achieved the success which is evident now. The facilitator has made a big difference. I could not have survived this year. I mean the wonderful strategies that she has told me to follow. I don’t think I would have got those ideas on my own. So this whole professional development, why it’s so different from other ones, it is the constant support from the facilitator. I know I have got a rock to lean on, I know I can go to her and say, now look, I did this, where have I gone wrong? She has played a big part in bringing about the change. (Teacher 8)
I feel very lucky to be working with the facilitator. Firstly she is an amazing, an amazing person. And her gentleness and positiveness has really helped so much in the school environment where people can become volatile at times, because they are being challenged. And I guess that has happened for me a little bit as well. But because the close relationship with the facilitator has developed, she has allowed me to choose the purposes and objectives that I need to do in the classroom to try and improve the achievement of Māori students. She hasn’t tried to impose upon on me at all. She has guided me, which has really helped me with what I am trying to do with my students as well, which is to try and facilitate their learning. So she has helped to facilitate my learning. (Teacher 6)
Oh it has been wonderful, she is just great. I’ve been in a system where I have been in the school for five years with no feedback, and that has been so neat, I mean the facilitator might come up to my class, and we go on about how we want the students to feel good and expectations and every thing like that. But there is the teacher too. And if the teacher is not getting that, they feel a bit lost. And they sort of lose the gist of why they are at school and why they are in this profession. So having the facilitator here is great, she just affirms you. Not just as a teacher but as an individual and for me reminds me that I am the great teacher and I am doing a good job. (Teacher 4)
Collegial support

Teachers spoke positively about getting to know colleagues from other curriculum areas and working with them more.
I tended to work in isolation. I’m way over behind the whare. So you know I have got that sort of physical barrier where I am not always with my colleagues and I tend to work through my lunch hours and things like that. But you know one colleague that I meet sort of matched up with him through the Te Kōtahitanga project. When I do manage to catch up with him then that is great because we do have a bit of a natter. So he sort of gives me some ideas to share like plans and stuff which is great. So yeah when it does happen it is fantastic, it just doesn’t happen enough. (Teacher 4)
So it has been wonderful working with people and talking about your teaching approaches. Like if you have a problem saying, I have got this problem, how should I deal with it? That whole thing of being an effective teacher and the kids actually learning, how can I help these kids learn? Asking that question with a group of colleagues hadn’t happened before, because you’re so often isolated. Yeah I really appreciated the colleagueship that has kind of been created. (Teacher 2)
I would like to see whereby some PD time could be used in specific areas. So in maths it could be like, ok lets get the maths teachers together today and look at some co-operative strategies we could use, lets just choose a topic that we teach [like]algebra and we are teaching this, this and this. What sort of things could we use which would be co-operative learning and lets develop them and actually produce resources for them and then they are all there ready to go. And all so I just think it would help other people in the department who maybe don’t have the time or maybe don’t have the experience to come up with the ideas. I think at the moment it is too individualised. (Teacher 3)
But colleagues that is where I have found it really good, when you have got your HOD doing TK it means that it all works together, we talk about what we are doing. I tried this, I tried that. So just when you come to talk together in the staff room, I did this, I did that. Also it is supportive it means that, like quite often in TK you need big bits of paper and vivid’s. And you have got to have someone who is willing to provide that stuff. Also he is willing to accept that we might not get through all the curriculum because we are doing other things. So it is all integrated across the department.

What about your colleagues who may not be on Te Kōtahitanga? What is your relationship there? What is the impact there?

Um, there I don’t think it really affects your relationship with other people. Like people wouldn’t talk to you because you are TK or whatever. But there are people who are just not at all interested. But you have to look at their reasons and really if they don’t actually care about Māori achievement then why would you want to do it? You know and that is what it really gets down to. Why are you here? And if you really are here for the kids then…

Why not join?
Yeah. (Teacher 13)
The conversation with this teacher continued.

So I am just wanting to understand what your relationship would be like with those who are not into it?

There are a few people who are a bit anti.

Yeah so how do you deal with that?


Well I don’t. I just don’t associate with those people. But in fact I wouldn’t associate with them anyway because they are different sorts of people to me. You know? I think there are some people on T.K because they have to be
Yeah, does that cause problems

Well they can be a bit negative and I think that, what happens is when people who are not on it speak to the negative people and find out what it is like, then they don’t get a positive.

Do you think it is a good idea for people to be made to go on Te Kōtahitanga?

No, because I think it only works if you want it to work. So why bother putting all your time and energy into people who are not going to. Well you know they think that nothing that they do is going to fix the problem. They don’t actually even recognise that they might be contributing to it. So you can’t change people’s mindset you know?

Which is quite interesting given the composition of this school. Why they would even want to be here?

Yeah. (Teacher 13)
Bringing all teachers into Te Kōtahitanga was seen as important.

It is more difficult to talk about your colleagues even if you are the head of department and you have those regular meetings and you know the people who are not on board, and that is just what concerns me more than the people who are on board with some reservations, but still are having a crack at it. It’s the people who you know are reluctant to join up. I try and do my bit and on the professional development days I looked at the first part and covered the TK and said ‘look this is what the whole thing is about.’  It’s quite interesting because the responses ranged from “oh this could be really good” and a couple of people who really wanted to get onto the scheme and somebody else “oh, I am a really bad teacher” You know?  So I think we just need to get some more people missing playtime as well, to look at attendance which in itself can impact on achievement. It has been nice to have a space that we can sit down with colleagues where we do these little TK sessions where we get into small groups, or we get together. Sharing ideas is the important thing, really practical stuff. What teachers like, what works in the classroom, all this kind of stuff. (Teacher 12) 

Principal and senior management support

Support for Te Kōtahitanga by principals and senior management was experienced by teachers in different ways.

In general if you take most of them (facilitators) are very friendly and even the senior management. And they have been very supportive of Te Kōtahitanga. Any time I needed any extra support for example the photocopier. There is a huge budget of photocopying for these worksheets so the maths department has not had that much to cater for it. Our Principal said to me not to worry you just go ahead with your worksheets, don’t even think twice about it. So huge support, huge, huge support from him. He has always supported Te Kōtahitanga. And he has always told us go ahead and do it. (Teacher 8)
And I would like to see management more involved. You know maybe them coming to an observation or co-construction meeting or just so they look like they are interested as well. That it is not just another tick box type programme. It is actually very, very important that they are supporting it, ‘cause I didn’t see that happening. And that might just be me, but I didn’t see that happening. (Teacher 4)
The impact of Te Kōtahitanga and focusing on Māori

The students and teachers alike were certain that being responsive to students as Māori and allowing them to bring their own cultural experiences to the learning context was vital. Teacher positioning that acknowledged and affirmed a cultural identity that in most cases was different to their own, provided the platform for the development of mutual respect and caring relationships. The way these teachers treated Māori students was understood to be an essential precursor to the quality of in-class relationships and subsequently, Māori students’ participation in classrooms.

So particularly focusing on that issue, it allows you to be more prepared, it allows you to be more focused and more importantly it allows you to get to know a significant number of students who you may not have come to know too much about. So it is fantastic because you are getting to know students as in all cases. First, you are getting to know students in a better light, and finding out who they are and how they are. And you know what they like and what they don’t like. Developing a really good bond and relationships that has a positive impact on the learning, raising the classroom expectations and makes things easier for everybody. (Teacher 6)

I don’t care whether it is a high population of Māori or very few, or none whether it is a high or low decile. The idea of culture counting and the idea that co-operative learning which I think is another one of the key strands of TK is very important. And they need to work in teams and seminar situations, peered and grouped research...you know, tutorials and things. The idea of, you know, you are doing group work and co-operative learning. They are going to have discussions, it’s about people talking to one another and that is absolutely vital. I think the people who are sceptical of the concept need to discuss it. Being a school teacher, it is much easier to talk about the relationship with kids in your class. You can say that it is positive; it has built lots of trust and respect. It has got the kids highly motivated and they know what they are doing. They are sort of learning all kinds of strategies of how to become better learners. You know to become smarter. (Teacher 12)
Suggestions for new teachers

Teachers provided some suggestions for teachers who have not been a part of Te Kōtahitanga.

I would tell them [non-Te Kōtahitanga teachers] to do it. I would suggest that it would be good for them professionally to go onto this program. That it will help their teaching practise and it might give them a boost like it did me to want to be back teaching in a classroom. (Teacher 10)
Please each one of you, enrol into this programme. That is the best thing you can do to yourself as a teacher. That is what I would say. I feel it should be made compulsory in teachers training; this should be part of your training. To be a member of Te Kōtahitanga. We are working like a big team here. There is so much support, which professional development programme gives you that support? My advice would be it should be a must. It has changed me as a teacher. That is how important it is. Absolutely important. (Teacher 8)
To enjoy themselves. Enjoy the process, and to be open to the process. Particularly with the first six months when they won’t really know what they are doing. Find out what the project is about really and that to expect support and advice. But to be willing to try everything they are given in their classrooms and with their students. To get to know their Māori students, find out what they like and what they don’t like. To be really positive about your observations, you know that is happening in the class and the communication. And that co-construction will happen afterwards. Because the first co-construction methods were a little bit strange I thought because no body really knows what exactly you are supposed to be doing. (laughter) So I probably would just say relax and enjoy the process. (Teacher 6)
Well I think, I would just say to read everything, you know read all the narratives and go and do everything and just make a real effort to do all those things. I mean, and just see what benefit you get out of it. But don’t beat yourself up about it if you can’t do stuff every day of the week. Because you can’t, some lessons have to be straight up teaching style, instruction lessons. And actually kids don’t mind that. I will be honest, at level one, two and three, mine are all instruction based, go in there. This is what we do and whatever. I am still teaching for the whole period, I am never ever sitting down at my desk, I am still up teaching and wandering around the room. But it is full on instruction and learning. And it works brilliantly and those kids are happy for that. But so if you have lessons like that even at the junior level it is no big deal. (Teacher 3).

Go for it really. I think it is awesome and when I first went in I was just like I had my own ideas and I thought that I would know the way to go with setting up my strategies and the way my classroom worked. But, having had the training and doing things and testing things out and seeing how it goes and actually seeing the huge response from the kids, like even when you are just working in class and you set up groups and you get kids to collaborate and you give roles to some of the boys who would usually sit back and let someone else do it. And their confidence grows, the kids work better together and when I have let it slip and I haven’t put emphasis on those strategies, I have actually had to make sure and go back and check and do that again because it actually does change the dynamics in your room. It is definitely something that I think everyone should get in to. And even with the time constraints, really try and at least give it a go and test it out. It is something that I will keep working on. (Teacher 10)
Certainly get involved because as I say it has only ever been a positive experience for me this year. So certainly don’t duck out of it because I think it adds so many things to you as teachers. But come in with an open mind, don’t come in with any preconceptions and make sure you enjoy it. Because you know that is when you will get more out of it as a teacher. And your students’ will get more out of you as a teacher. If you are enjoying yourself and they are enjoying themselves, hey it has got to be good. (Teacher 9)
I would say do it, the program. But think about it. But really it is about reflection I think. And it is about reflecting on what you do and taking action after reflecting. You know like think, “what do I do, how can I change it?” and think, “why did I do that?” you know what would I do to change this? And at the end of the day if you are a teacher, well I am a teacher because I like kids. And I think education is important. And I don’t really care about social studies or geography or whatever you know? But at the end of the day it is about kids you know? And if you are in teaching for any other reason then you shouldn’t really be a teacher and I think that T.K. makes you realise that because it actually is about your relationship with the kids. (Teacher 13)
That people care. That yeah, that it’s worthwhile and you can use it in your classroom. It’s effective and you can put it into practise straight away. You don’t need any flash skills, you just need an eagerness to want and try and do things and to step out of your comfort zone occasionally. So yeah I think it is the most worthwhile PD that I have got out of the three programs that we have had because it is useable and you see results straight away with the kids being engaged and wanting to learn. (Teacher 4)
To the ones who have taken up the plunge in doing it, then it is just the case in keep going because it takes time, you know to incorporate this stuff into your practise. You are not going to master it inside of a term; it is going to take longer than that. (Teacher 12)
I would say be open, be open and don’t be precious. Don’t be precious about your teaching. Be really open to making changes and enjoy it. Enjoy learning, because that whole thing of teaching, doing your business and shutting the door means that you are not accountable. So for the first time ever it for me it feels like you are accountable and it feels wonderful. You know. And if Bevan or Steve says that you are a shit teacher, accept it. But you know it is sort of like accept it and really listen. Keep your mind open and your heart open, yeah I reckon. (Teacher 2)
Advice to give them coming in?  I think it is really important that I mean I wouldn’t tell them in these words but I think there has got to be an interest there to start with. You know there are people out there that do this heaps you know? And deficit theorising. They do it heaps and I think you have to come with an open mind and be positive and want to make a change like you said in the beginning. And be open to try different things. Be aware that this is really important and that it is working. (Teacher 7)
Suggestions about the professional development 

Teachers provided some suggestions about the professional development.

I mean I think we are still a bit individualised, like we are working as individuals and I think it would be really good to get us a bit more departmentalised. (Teacher 3)

Do you think it is a good idea for people to be made to go on Te Kōtahitanga?

No, because I think it only works if you want it to work. So why bother putting all your time and energy into people who are not going to. Well you know they think that nothing that they do is going to fix the problem. They don’t actually even recognise that they might be contributing to it. So you can’t change people’s mindset you know?

Which is quite interesting given the composition of this school. Why they would even want to be here?

Yeah. (Teacher 13)
I think though just something for the future that would be really good is just if I could work along with other people in my subject area because I think that I could probably you know, gain more talking to colleagues. Well I would anyway as a sole charge, talking to other people in art who have used different things within art. Like I am always looking outside for other ideas and things, but yeah, it has definitely highlighted the different issues that my colleagues have and also they might know a few things about how a student likes to work that I have utilized and it has worked for me so yeah. (Teacher 10)

What I would suggest to facilitators if they want a really high success rate, is to get those new people to focus on one thing as a part of Te Kōtahitanga and get that right and then introduce the next thing. Like choose, get the person to decide, “Which part of this am I going to focus on?” Because I could see there would be people who would try and do this, and scoring possibly, mediums, low. You know between one and three and never seeing themselves succeeding. Ok one they might get a four. And they will be really excited but the next time they might go back to a three, because it is probably not established and habituated and perpetuated. And taking maybe the c’s and just focusing on the c’s. (Teacher 10)
It has worked so perfectly for me I don’t know what other way for them to improve. I mean I wish we had 10 of [the facilitator]. She can’t go everywhere; she has to be there for us. I hope that we get the same support next year. If it’s going to be now my third year on Te Kōtahitanga I still freak and there will be some new ones coming in. We still feel that we need those facilitators, we need that co-construction 

… Everything is going beautifully; I wouldn’t like to change it. I just want it to continue. (Teacher 8)
Well I was kind of thinking what would be fantastic would be to get the kids involved in giving me some feed back. So often there are things I wonder, “maybe I didn’t do that so well, maybe there is another way of doing it?” Not really knowing. Yeah. To kind of get some kind of written or verbal response from the kids and to ask them how it is, how effective it is that whatever it is that I have been doing. I mean often you will do a review of something at the end of a unit but to kind of get some way of getting some ongoing feedback from them would be really useful I think. (Teacher 2)
With senior management I don’t really think that they are involved. And I think that would be one of my recommendations with the senior management although I am not really sure how they could become more involved. (Teacher 6)
Well the first half of the year it was really good because it was all new and you were trying them. And everyone had all these great ideas. But then like I said it was a bit repetitive. It got to the stage where it seemed like we were talking about the same stuff. You know? So maybe the first half, three quarters of it was good because you were learning strategies and you are listening to each other and there was that enthusiasm to try and be successful, or to try and have your students achieve. 

There may be a little bit. In the co-construction meetings maybe, I mean there is definitely direction, you have to take the same and work through something together. But perhaps maybe you can only produce so much as a group and if you are stuck and you need some more strategies. Maybe update, you know what we see happening from everyone. And on paper, is there anything we can see?  Is it working, is what we are doing [working]. 
Like I said for my class, but some of them are still at stage one, they have even noticed a bit of a back slide. So you know, you can’t say “this is how you teach Māori students and this is how they are going to do really well” There is no, you know there is just no one strategy. 
But there is something, I don’t know there is just something missing and there just needs to be something after that three quarters of the year or half the year when you get to a point where you are just like “what else do we do?” that is the feeling and feedback that I have got from the rest of the group. We need a little bit more direction, maybe some more ideas or maybe a guest speaker, I don’t know. (Teacher 7)
Interestingly, one teacher spoke about his expectation that there should be more ‘traditional Māori culture’ within the training context. Importantly, this teacher learned two important things about Māori culture. That is, that Māori culture is different, and that people from that culture can feel free and ‘be themselves’ in classrooms.

Well I think, because I trained in New Zealand for four years. I think it’s a very positive thing the New Zealand system. There was only, I was really looking forward to the Māori part of those courses. Particularly this course because I am originally from Australia. So that was an incredibly exciting thing for me to turn up to these classes. However, the result was very disappointing, because it was just a light brushing and it didn’t introduce me well enough to the culture of the people. You know they are beautiful people, but I just didn’t learn anything and certainly didn’t get into the details of the strategies which I am learning now. So preparing teachers for... they must somehow learn about the Māori culture. 
That doesn’t mean that you have to know everything about Māori culture. But you have to be open to the effect that Māori culture is different to other cultures and that as a teacher you have to prepare to allow for that culture emerge and grow. So if you are a classroom teacher it has to be allowed to be merged into your classroom so that the people from that culture can feel and be themselves. That is my aim. (Teacher 6)
Staff turnover in secondary schools and the impact of this on the success of professional development initiatives was seen to be a potential problem.

I think that the project is really awesome and with the changing climate of the school things have been really cool. But the one not so good thing is that a lot of the staff have been in it and gone, so it is, it seems like an up hill battle. But if we can keep the interest there then everything will be ok and we will do well. (Teacher 10)
Part of the problem is the turnover of staff that you get at a senior school. Given the proportion of Māori people are poor, compared with other ethnic groups. The dominant group of Pākehā people especially, it means you know we are talking low decile schools. You know with low decile schools you get a higher turnover. Higher decile schools people they come and they stay and then they you know retire. Where, here people burn out I am sure. So the hard thing is to get the individual’s who are committed to it, you know and stay. Because you just get a constant turnover. I get other things with people who are moving from career ambitions or whatever it might be. Or they are just sick and tired of a certain thing and they just get up and go. 

I would go with what we have got, because it is not too onerous. It is an extra burden, you know in terms of time and stuff. But we overlap in lessons. You know there are four terms. That is how we do it; it is nice to have someone else in the room, to observe and give you feedback. (Teacher 12)
I had some shadow coaching. I think in some ways it would have been more helpful, I mean the facilitator was great but it may have been more helpful having someone in my subject area, so maybe a different facilitator. Maybe in my subject area because I don’t know if we did shadow coaching, I can’t remember, no I don’t think that happened. Just observations and feedback based on that, but it was still magic. And what else? The only things that I feel that didn’t work for me, and maybe it was because I was a part-time teacher, but it was more about the focus of this. Sometimes the focus of this, the focus gets swallowed up with the rest of school activities and the curriculum and everything else you know? So it is almost like there needs to be more space. There needs to be more space to really support and nurture this. And it needs to be integrated right through the school, you know? Starting with the principal. He needs to be the foundation, ‘cause that is where the wheel comes from sort of. That’s my primary thing really. I mean the roots level is fantastic, the practical level is fantastic but it just needs to be inside the school a bit more. Instead of a separate unit. (Teacher 2)
The Te Kōtahitanga difference

Finally these teachers talked about the essential points of difference that Te Kōtahitanga has brought to their classroom practice.

From a base point of view of course there will be a new class of Māori students to get to know. Now I think I will have more patience, because the initial meetings probably can be a little bit difficult because of expectations that students have had throughout education. You know they have these expectations. And they turn up to classes and you can see that they don’t know what to expect and they are not watching the teacher and they don’t care. And so I will be very much aware that they will be looking into that situation with a certain amount of discomfort. So my objective from day one will be to make the Māori students terribly comfortable. And I will do that as soon as they walk through the door. So that is my number one thing. And then I will include Māori culture into the classroom from day one, as a part of normal life. (Teacher 6)
And this is what Te Kōtahitanga has made me realise, how important those relationships are with your students… that I only realised from Te Kōtahitanga. Because of that constant support you have, you feel like going ahead and doing it more and more because you have got that constant support. Which professional development programme, you tell me, you go to that one day course, you come back, you have got all these hundreds of ideas in your head. Who is there to see how many of them you monitor and want success you get or you don’t?  And it’s because we have got that constant support; that is what makes it different from other programmes. (Teacher 8)

So you know I trust the kids in my room now. So you know your Te Kōtahitanga project has changed the whole atmosphere. It has made my life so much easier this year and more relaxed and more enjoyable because the kids are so much more on task. (Teacher 5)
Yeah I think that TK has really, like I try things in the classroom and if it doesn’t work I will go, “oh well it didn’t work.” You know? And that is o.k.

You know at least we are trying things. Like the pictionary thing wasn’t really working but I thought you know at least I know and we can try it differently. But it has given me the confidence and the inclination to go, “well how can I try this differently?” You know. Because I think learning should be fun. And if you make it fun then the kids will get into it. (Teacher 13)
I guess it takes time to master those new ways of teaching and learning. I’ve done group discussion work, I’ve done co-operative learning before, but never as effective as under the TK scheme. Just because there has been very practical advice given…I think the nice thing about TK is that it has brought everything together. It means unity. It simplifying, unifying best practise. 
Being told that you know that TK, the twelve schools taking part has made an impressionable difference. Then you see it make a crucial difference in your class. It’s then you know that you are on to a winner. I think it has been a good thing that you feel that you really are making a difference, an added difference. (Teacher 12)
Actually I did not practise Te Kōtahitanga last year because I didn’t have a class that was predominately Māori. I had only three Māori students in a top stream class. They were really good, as they followed your way of teaching. My actual practice of Te Kōtahitanga only happened this year when I got a difficult class and if I would have continued with that traditional way, I don’t think I would have had any success. I probably would have lost complete interest in teaching. (Teacher 8)

Summary 

These teachers spoke repeatedly of how Te Kōtahitanga fitted with their personal philosophies of teaching and while they had some knowledge of what was important to Māori students in a classroom, these teachers had been operating from instinct and were unsure of the positive impact of their approach. Te Kōtahitanga empowered these teachers to reflect and to act with assurance.

So things like, you know the whole relationship thing about really getting to know your students well and spending that time chatting with them. Things like having high expectations for all students and having a learning environment that was sort of well managed. All those sorts of things sat really well with me. And so I found that I didn’t have to make a lot of changes there. (Teacher 3)
And so I believed I developed, because I don’t think it was something I was born with, but I think I developed certain skills and was able to communicate and relate with Māori students. And yet, I don’t know whether I had. Even at a school with 90% Māori, we struggled and we did have a challenge, in terms of meeting the needs of that tail end of the children in the New Zealand educational system. (Teacher 1)

I have never believed in deficit theorising. I always have had a very positive out look. I believe that I can make a difference to children’s learning. (Teacher 10)
Other teachers came into this professional development unwillingly and unaware of their own deficit theorising.

I am a very experienced teacher, but I probably was very much of the thought that it is “why are they not brought up better at home?” you know? And I have really had to take a look at myself and think perhaps this is my attitude in the classroom and that I have to change that in the classroom. I actually didn’t go into this willingly. I mean I am not anti-Māori at all. But I thought what about Pākehā? (Teacher 5)
These teachers indicated that they were prepared to change: 

That excited me and so I said, “Yep I want to get involved in this.” Also because my expectations were that, ok I will become involved in this because I was going to change my practice, it was going to cause me to reflect.

And there were some things that I knew I didn’t do very well, but I got caught up with the business of teaching and I knew that if I got involved in professional development from what I heard, it was pretty well resourced and that there was definitely something in there that I could gain. (Teacher 1)
Quite often in teaching, I think what is missing is that you are not supported. You are not supported in your goals and you are not reflective in your practice, you are just surviving. And it felt like for the first time ever in my teaching career that I had those things, that I had support. I had goals and I had a group of people, colleagues that I was working with to achieve that. And that for me was magic. It was about achievement for the kids for the first time ever, rather than just survival. (Teacher 2)

And I remember those three days of our training. That was our first real insight into what this whole big project is going to mean in future. Although we were given good training in those three days, but didn’t have the actual student-teacher scenario in front of us. We could only visualise how it would work in a class room situation. I was thinking of the changes that I would need to make in my classes. (Teacher 8)

The importance of relationships was reiterated numerous times.

Like say for example in the past although I probably considered that it was important to have good relationship with students, but that has become my first focus after Te Kōtahitanga. (Teacher 8)
…you know about the whole whānau, about the whole community working together like a big group, and everybody goes and helps each other out. She gave me a lot of these examples and I think that was a big turning point in me realising that look, I am part of this. I am one of them. I am not a separate identity here. I belong to them, this group, my place is also right here. I share my experiences with them, just as they share theirs with me. (Teacher 8)

I think at the forefront of my mind is really the relationships that you make with the kids and you know retaining the interest, especially with the Māori boys. They can have their own identities going on and can be quite staunch sometimes. So it has sort of, we have all come from different backgrounds but just to create an atmosphere where they feel they are able to express who they are. I have had some really cool things happen. Getting to know them and starting off with a few of the kids really not being willing to do anything in class but by the end of it having a little bit of a joke around and getting to know them and then they are in there and absorbed really. And producing work that they are proud of and they are not ashamed to put it up on the wall and are happy. It is kind of, yeah I just have to kind of take on all the values of Te Kōtahitanga. And you know I am anyway, but just to make a… to emphasis it and by doing that the kids are making better work and all the other kids in the class, you know Māori or not, are feeding off that. (Teacher 10)

This really comes into the relationship thing also, is that you teach who you are. And to develop a good relationship with the kids you have to be who you are, you can’t be somebody else. You can’t maintain it. So really you just need to be yourself and you will get a good relationship with them. (Teacher 13)

The importance of the kids, of Māori students, was highly motivating for teachers who took part in this professional development.

Well because I do it for the kids and that is why I am here. (Teacher 10)

But you have to look at their reasons and really if they don’t actually care about Māori achievement then why would you want to do it [Te Kōtahitanga]? You know and that is what it really gets down to. Why are you here? And if you really are here for the kids then…
Why not join?
Yeah. (Teacher 13)
Conclusion

The Phase 1 narratives, from Māori students and teachers who taught Māori students, both hypothesised about the types of teacher relationships and interactions that would encourage Māori students to engage in learning. 

Teachers emphasised that the reasons they believed Māori students could not engage in education were because of the multiple community influences. These influences were external to their own classrooms and therefore external to their own domain of agency. A few teachers looked at what they were doing in their classrooms to engage Māori students. Māori students on the other hand considered that their teachers needed to reject their deficit theorising about Māori. They saw this as an essential precursor to the development of respectful and caring relationships between Māori students and teachers. They told us that this was the necessary condition for their own engagement with learning. Clearly, there was a mismatch between the discourses of these two groups who continued to talk past each other despite spending a large proportion of most days in each other’s company.

Importantly these Phase 3 interviews are the actual experiences of a new group of teachers from across the 12 different schools that have all received professional development in the Te Kōtahitanga ETP and strongly affirm the hypothesising of the Phase 1 students. 
The Phase 3 interviews clearly show that teachers who use the entire range of relationships and behaviours to be found in the ETP can teach Māori students more effectively than otherwise. In the conversations with these teachers, they talked about the things they were doing as a result of their participation in Te Kōtahitanga. 
These interviews informed us of their positive experiences with the professional development induction hui, the in-school professional development cycle and the support they received from the facilitation team members. They had also been discursively challenged and responded positively because they could see the impact upon Māori student learning that came from their changing the way they related to and interacted with Māori students. Teacher re-positioning into spaces of agency and the development of mutually respectful, caring relationships created positive experiences for all involved. As teachers and Māori students begin to feel more secure in themselves and with each other, both groups can get on with learning and benefits will ensue. These teachers also provided important messages for teachers who have not begun to participate in Te Kōtahitanga and for those schools who have yet to be given an opportunity to participate.

Chapter 8: Māori students’ classroom experiences of highly effective teachers: 2004-2005
Introduction

The experiences of students are fundamental to Te Kōtahitanga and have already made a significant contribution to addressing the dilemma of raising Māori students’ achievement. As explained in Chapter 1, the original narratives of experience (Bishop, Berryman, Tiakiwai & Richardson, 2003; Bishop and Berryman, 2006 in press) informed the development of the Effective Teaching Profile (ETP). This being the case it seemed most appropriate to return to Māori students to discern their understandings and classroom experiences with effective Te Kōtahitanga teachers. To achieve this we undertook focused interviews with groups of students (focus group interviews) that looked at this study question, “What is like to be a Māori student in the classroom of an effective implementer of the ETP?”
Student interviews have been conducted in all phases of Te Kōtahitanga. In Phase 1 the aim of the narratives of experience was to understand the schooling and classroom experiences of Māori students and their wider educational context. An analysis of those interviews led to the development of the ETP which forms the foundation of the Te Kōtahitanga professional development intervention.

The Phase 2 student interviews were conducted at a time when teachers participating in the professional development had been involved for two years. The aim of these interviews was to broadly explore the educational experiences of Māori students in the classroom and in a school context that had implemented the reform process. This exercise was limited to one school and looked at the range of experiences Māori students had with both Te Kōtahitanga teachers and non-Te Kōtahitanga teachers. (See Bishop, Berryman, Powell & Teddy, 2005.)
Rather than attempt to replicate the Phase 1 narratives of experience or the Phase 2 interview exercise, the focus of Phase 3 was a specific exploration of the experiences of Māori students in the classrooms of highly effective implementers of the ETP as a means of investigating if the ideas presented to us in 2001, that had been framed into the ETP, were able to be transferred to other settings. Having said that, as described in the next section, we began with an open ended interview schedule and were amazed at how clearly the Māori students were able to describe their experiences with these very effective implementers in terms of the components of the ETP. 
Method

Qualitative purposeful sampling (Creswell, 2005) was used to select and identify Māori students who could provide rich data about their experiences in classrooms where the ETP was being optimally implemented. In order to select a purposeful sample where students would be able to talk about their experiences with effective teachers, the facilitation teams in each of the 12 schools were asked to select a small number of teachers whom they considered to be successfully implementing the ETP and doing so to a high degree.
  A cross-section of Māori students from the classrooms of these teachers was then invited to participate in a one hour focus group interview to discuss their classroom experiences with this teacher. Congruent to principles of transparency and gaining informed consent these teachers had the purpose of the interviews explained to them and consented to their being talked about in the students’ interviews. Similarly the purpose of the interviews was also explained to the Māori students and consent was obtained from the students as well as their whānau prior to the interviews being conducted.

In October and November 2004, 31 focus group interviews were conducted at 12 schools, involving 153 Māori students. In August and September 2005, this same exercise was carried out with 30 focus groups of students at 12 schools involving 167 Māori students, representing a total of 320 Māori students as shown in Table 8.1 below. 
Table 8.1:  Student participation by year level

	Year level
	Number of students 2004
	Number of students 2005 
	Total

	Year 7
	    4
	    0
	    4

	Year 8
	    8
	    0
	    8

	Year 9
	  73
	105
	178

	Year 10
	  67
	  57
	124

	Year 11
	    0
	    5
	    5

	Total
	153
	167
	320


As the process and the questions for student interviews were the same for 2004 and 2005 the content of these interviews have been analysed together. In addition, the content of the interviews over this period did not differ; that is the comments students made in 2004 could not be differentiated from comments made by students in 2005 in terms of effective teaching and students experiences of effective teachers.

The interviews were organised as in-depth, semi-structured conversations guided by four open-ended themes; experiences, achievement, attendance and goals (see Appendix D). During the interview each theme was explored in turn in relation to the experiences of the students in the classrooms of the particular effective teacher under study. At the beginning of each interview the purpose of the interview was again explained to students. Confidentiality, anonymity, consent to participate and students’ right to withdraw at any time were detailed. The teacher was identified and the interview commenced.

In all a total of 73 teachers were identified by facilitation teams as being successful implementers of the ETP for this exercise. We restricted the number of teachers that facilitators could recommend due to time and resource constraints. Interviews needed to be conducted after the teachers have had sufficient time to implement the new learning from the professional development. Similarly students needed time to experience the practice of their teachers before they could purposefully comment. Therefore it was necessary to conduct interviews in terms three and four. However, this proved too problematic for ensuring that both teachers and students were available for this exercise in terms of the time together, because of the nature of class and teacher changes in years 9 and 10 option subjects such as art, music, technology among others. In a number of instances there were teachers (and their students) we would have liked to have included but they simply did not meet the time criteria. Therefore, the number of teachers suggested by the facilitators as being highly effective should not be considered as the total number of effective teachers in this project as we did not ask the facilitators to identify all of their effective implementers. That would have been a different exercise and for a different purpose. As it was, we probably invited too many student groups because it soon became clear that group after group, in different schools, were having similar experiences in the classrooms of these highly effective teachers. This snowballing effect (Patton, 1997) is a very valuable means of ensuring that the purposeful sample had fulfilled its purpose. The purpose of this exercise was to highlight what effective Te Kōtahitanga teachers looked and sounded like in practice, not to identify how many effective teachers there are in the 12 schools.

The teachers of focus are shown by subject in Table 8.2 below. The number of teachers who were the focus of interviews is greater than the number of groups of students who were interviewed because some students had more than one teacher of focus.
Table 8.2:  Teachers of focus by subject

	Subject
	Number of teachers 2004
	Number of teachers 2005
	Total

	English
	10
	  7
	17

	Maths
	  8
	10
	18

	PE/Health
	  3
	  1
	  4

	Science
	  7
	  4
	10

	Social Studies
	  9
	  5
	14

	Options
	  4 
	  5
	  9

	Total
	41
	32
	73


Framework for analysis

Interview data were analysed using an iterative qualitative process (Creswell, 2005). The focus group interviews were recorded and later transcribed allowing the researcher to review the transcripts multiple times. It is important to note that the interviews were not focused on the ETP; rather they were open-ended, seeking to find out about student experiences. It was only on reviewing the data multiple times that it became clear that these students were talking about that which the participants in the original set of narratives had identified for us, that is the elements of the ETP. It was almost as if this group of Māori students were talking about the other side of the coin from those Māori students we had spoken to in 2001. 
In 2001 we had asked the students to tell us about their ideal teachers, and about what we should do if we were able to coach their teachers to assist their learning. They told us very clearly that classroom relationships needed to be based on teachers caring for them as culturally located human beings, needed to signal teachers’ high expectations for their learning and needed to be predicated upon teachers caring about how they managed the classroom and the curriculum. They were also convinced that if teachers talked with them more often, if they were able to discuss work with their peers, that if teachers used a range of strategies and that their outcomes guided both their and their teachers’ next actions they would learn more. They also indicated that these teacher practices were most likely to be undertaken by teachers who saw them in a positive (non-deficit) light and also were those who saw themselves as being able to bring about change in Māori students’ learning no matter what. 
As explained above, our professional development intervention with teachers was based on implementing these suggestions as outlined by Māori students from five non-structurally modified mainstream secondary schools in 2001. Of course we were delighted when the Māori students in 2004-2005 began to tell us about all of these components and about how wonderful it was to be in a classroom where this profile was the basis of their relations and interactions with the teacher.

Therefore, from their actions it is clear that these effective teachers are implementing the ETP because the Māori students in their classes talked about all the components of the ETP as being clearly evident in their teachers’ practice.

During this review process it was determined how the underlying meaning of the data fitted with the ETP framework. Students’ comments from the interviews were then coded and organised according to themes from the ETP which consists of two philosophical understandings and six observable characteristics. The philosophical understandings premise that effective teachers: 

a)
positively reject anti-deficit theorising as a means of explaining Māori students’ educational achievement, and 

b)
approach their professional commitment to teaching from an agentic position. 

These two understandings are demonstrated on a daily basis in the following observable ways:
· Manaakitanga - caring for the student 

· Mana motuhake - caring for the performance of students

· Ngā whakapiringatanga - teachers are able to create a secure well-managed learning environment

· Wānanga - teachers are able to engage in effective teaching interactions with Māori students as Māori

· Ako - teachers can use strategies that promote effective teaching interactions and relationships with their learners.

· Kōtahitanga - teachers promote, monitor and reflect on outcomes that in turn lead to improvements in educational achievement for Māori students. 

In Bishop et al (2003) we presented a case for what such a profile would look like in detail. Here we use that template to show what it looks like in practice for a large group of Māori students in 12 different secondary schools located in different settings. It is very important to note that the six relations and interactions that make up the body of the ETP are predicated upon two understandings and that what students are speaking of is in fact the relational manifestation of these understandings. As Bruner (1996) and Elbaz (1983) identify, the images we have of others determines the relationships and interactions that we develop with these others. However, it is difficult to ask students about teachers’ understandings, therefore we spoke to them about the relationships and interactions they were part of, and by inference, we identified that these relations and interactions are those that are based upon anti-deficit thinking, anti-pathologising practises and agentic positioning.

Analysis Of Student Interviews

The following analysis of the students’ interviews is presented in terms of the visible aspects of the ETP. It is based upon the students’ comments about the highly effective implementers, and centres upon the 48 teachers whom both students and facilitation teams agreed were demonstrating both caring and learning relationships as well as positive experiences students had with other teachers identified for this exercise.

In the sections that follow the characteristics of each component of the ETP is bulleted and then illustrated by the inclusion of a quote from the students. A full and detailed report that explores the discourses of these students more thoroughly has been produced as Technical Report #1: The Experiences of Māori Students in Classrooms of Effective Te Kōtahitanga Teachers. While the following examples capture the essence of what the students had to say about their effective teachers the technical report comprises detail that has been excluded here for the sake of brevity.
Manaakitanga
Above all else teachers care for their students as culturally-located human beings. Mana refers to authority and aaki, the task of urging someone to act. It encapsulates the notion of building and nurturing a supportive and loving environment in order that one can learn to act with authority towards realising one’s own self determination. Effective teachers of Māori students demonstrate manaakitanga on a daily basis.
The voices of the students make it clear that this is a fundamental prerequisite for teachers, a base on which all other characteristics rest. Therefore effective teachers of Māori students:
· treat students and whānau with respect leading to reciprocity

You can tell he respects us, because when it comes to learning big time he’s always there, if we don’t understand something he doesn’t talk to us like little babies, he talks to us like young adults.

And you can rely on him, he’s there. Like some teachers are distant to you but he’s always there. 

I suppose if you wanted to talk to someone you could talk to Mr H. (School 1: Group 2, 2004)

· are compassionate 
And she like never really singles us out and picks on us and stuff.

Yeah she never like puts people down. (School 10: Group 1, 2005) 

· understand the world of the students as Māori and as teenagers 

A teacher in my opinion is good if they can relate to their students, like life experiences. With Mrs G often we hear about how, what she did when she was at school, which was helpful because she was like I could do this when I was at school, so you should be able to do it, which was reassuring I suppose. (School 7: Group 1, 2004)

· have a sense of humour 

She laughs with us too.

Some teachers don’t have a sense of humour.

Like they don’t get us like how Mrs D does, she laughs with us. (School 2: Group 3, 2005)

· can be trusted to keep confidences

She is cool as, ‘cause I go to her every morning.

Yeah she jokes around too and she is cool.

Yeah like and when I got in trouble she like knew what was wrong and stuff.

Yeah cause like you can talk to her like the counsellor. But she don’t tell anyone like the counsellor does.

Yeah, that’s lies, they tell. (School 10: Group 3, 2005)

· are giving of themselves 

Mr H’s always willing to go that extra little bit.

He also gets behind the class, like goes out of his way to make fun things for us, like ideas about going for a trip and fundraising for it, like sausage sizzles.

He makes an effort in everything we do, if he knows stuff is boring he tells us this is boring but if we get through it we can do something else. (School 1: Group 2, 2004)

· act in a just and fair manner 
Fair to all students, she doesn’t treat them differently, like have favouritisms and that like other teachers do. She talks to us like how we talk to other students, she don’t talk to us differently or say big words so we don’t understand. (School 9: Group 2, 2005)

· are friendly and firm in relation to students 
She wants to be like a good teacher. She doesn’t want to be your friend or that sort of thing. She’s like a friend, but not a friend.

She never ever picks her favourites.

She doesn’t have favourites.

Like the whole class are her favourites. She treats everyone the same.

Then if you’re good and if you still haven’t done your homework that doesn’t mean diddly, you’re all in trouble. You gotta do it. (School 10: Group3, 2004) 

· learn and ensure Māori names are pronounced properly 

Oh do you know what I really like? She read the whole of Whale Rider out and she tried her hardest to say the Māori words. It was so cute.

Yeah it was so cute… she was like “kaaa huu” it was so cute. 

Yeah and she’s like guys how do you say this word? And then you would see her at the end of the day saying it.

Yeah she just kept saying it and saying it and practising. (School 10: Group 1, 2004)

· ensure actions are culturally located 

Yeah and we correct her and she corrects us too like with manners and that.

Yeah, we had a discussion about what their manners are and what our manners are. In their family they got their ways so we abide by her ways and we got our ways so she abides by our ways too. So it goes both ways. (School 3: Group 1, 2005)

· participate with students in a variety of ways 

And sometimes she likes to join in with the games.

And have fun.

Yeah. She’s a crack up too. Like we were playing softball and every time like she hit the ball she’ll go, ‘aargh,’ sound effects, it cracks everyone up. (School 1: Group 1, 2005)

· want to be in the classroom with the students 
She’s dedicated to what we do in our class.
I think it’s just her passion, that she likes seeing kids achieving instead of failing.
Feels cool, that we’ve got someone who’s gonna help us get through school. (School 3: Group 1, 2005)

Mana motuhake
In modern times mana has taken on various meanings such as legitimation and authority and can also relate to an individual’s or a group’s ability to participate at the local and global level. Mana motuhake involves both the development of personal or group identity, and independence.
Within the context of the ETP mana motuhake personifies teachers who care for the performance of their students in the following ways:
· having high expectations and voicing and/or writing this often

She thinks that we must be that brainy that we can do 5th form work.

She pushes us

I think she believes in us. (School 2: Group 3, 2005)

· having clear teaching goals and communicating/negotiating these with students 

Yeah, we have…on the board she’s got ‘we are learning to…’ so we know what we’re gonna do, and then ‘how will we know if we’ve succeeded….’ What we’ve done. At the end of the test we see if we’ve learnt what we’ve done, instead of just copying our mates. And she’s got this tally board next to the dates and our subjects and she puts all the things…like we have quizzes on Wednesdays and Mondays and she recaps on what we’ve learnt on that week. (School 3: Group1, 2005)

· having a strong commitment to developing students’ learning (understanding and growth, i.e. both quantitative and qualitative) 

He’ll be able to tell if something’s wrong, and if we don’t understand it he just explains it really detailed, or if we need him he’ll be at his desk or something.

Or he’ll make you think about it, sometimes you write something down and he says are you sure that’s right, and you check it again.

Sometimes when you ask a question the teacher will slip out the answer but he doesn’t do that, he’s really careful about what he says, he makes us think hard. (School 1: Group 2, 2004)

· having a strong commitment to teaching students how to learn 

Yeah like we would get the answer but we had to try and work out how they got the answer if we didn’t get it. Like if we do something she’ll make us do the working, so that she knows that we know how to do it. (School 7: Group 2, 2004)
· continually and critically reflecting on their own teaching

At the end of every unit and the end of our test she gives out a piece of paper to the whole class and you have to write what’s hot and what’s not, with what you liked about the unit and what you didn’t like about the unit. (School 6: Group 1, 2004)

· constantly supporting and rewarding efforts and learning by students

And she congratulates you. She’s like well done on your test you’ve got this much and this is the average of the class and …

She encourages us.

‘You’re getting higher and higher every day’ and …

She helps us.

She just helps us understand it.

She helps us until we get it. (School 4: Group 2, 2005)

· taking personal and professional responsibility for student learning 
Like if we had a test and one of us got a real low mark, he will talk to you in private and he … in class… but he will pull you out of what you are doing and he will talk to you and he will say like this is your score you only got this and this wrong you need to go back and you have to think about what you have done wrong and then fix your mistakes and then I will remark your test. (School 4: Group 1, 2005)

· clearly identifying what is expected of students or what such learning actually involves

And for our exams we had last week she made us two sheets of just random questions of about two per unit for exams for revision and yeah that was really helpful because you had something to base your revision on rather than just opening your books and not knowing where to begin.

Yeah that was really good

Cause all of the questions were in the test as well

And none of our other teachers did that

So that was cool. (School 6: Group 1, 2004)

· being passionate about their subject or for what is being taught 
He’s passionate about Enterprise Studies and that helps a lot. Like we come across a teacher that’s really passionate about science because Mrs S is really into her class, she’s absolutely passionate about her class and I’m not that great at science but I’ve learnt so much in her class because she’s really into her subject, and Mr H’s like that with Enterprise.

Because you can go to a class and they’re all textbook this, and textbook that, but the passionate ones are like I want you to do this.

If they’re not really passionate about something you won’t put that extra effort in, and if you don’t enjoy it you can’t get much from it. (School 1: Group 2, 2004)

· adapting their teaching, if teaching needs to be in small bits, being willing to do so 

She helps you, she’s always helping.

Yeah, she does actually, she walks around and like …

And when she gives us something to do she takes us through it step by step, so we know.

And if you get it wrong, she’ll give you another chance to do it, not like ‘Oh you failed already, so … get out of my class!’ (School 2: Group 1, 2005) 

· making homework relevant and checking it carefully and responsively 

She’s practically the only one who gives us homework

But the homework’s not like all this hard…

Its stuff that makes you think

Cool stuff

She checks it

Sometimes if you don’t do it she’ll give you an imposition

Which is fair enough, she gives us plenty of time to do it too.

Like if you don’t bring it the next day, she’s like, just do it tomorrow

That’s a warning, bring it tomorrow. (School 3: Group 3, 2005)

Ngā whakapiringatanga
Whakapiringatanga involves specific individual roles and responsibilities that are required in order to achieve individual and group outcomes. In this instance they refer to teachers’ roles and responsibilities including classroom management and curriculum knowledge. Within the context of the ETP this enables teachers to create a secure well-managed learning environment in the following ways:

· having a clear and negotiated set of rules and consequences for quality behaviour and relationships 

Like she will say “ok, you can be in your seating plans the way you want it but the deal is you have to listen when I’m talking and do your work. And you can talk quietly but make sure you are doing your work and it doesn’t disturb anyone else”

And when you are naughty and you get told off she makes you think about what you have done. Like if you got to go to her for something she makes you think about like why I did this and all that. And then you don’t want to do it again next time because she made you think about it. (School 7: Group 1, 2005)

· stressing the importance of respectful relationships (no put-downs)

She says to treat people with consideration

Treat others with consideration

That is our rule in our class

Nah it is just consideration that we have for each other

And we are not allowed to use foul language

Yeah like swearing and stuff. (School 6: Group 2, 2004)

· having excellent classroom management 

She likes to be organised

She understands our problems and tries to help us and stuff

She always gets us to get our stuff out and do the work that’s on the board, the ‘do now’ 

She likes to keep stuff planned; she doesn’t like unorganized people (School 2: Group 3, 2005)

· using non-confrontational classroom management strategies 
Well he doesn’t exactly tell us off, but tells you what not to do, and it’s not a growling sort of thing, it’s just like “don’t do that”. 

And it’s like you listen to him, because he’s not being like “Get out of my classroom!” (School 8: Group 1, 2005)

· having a clean, tidy, organised room 

Like someone would get equipment and she always had stuff like if people didn’t have like pens or pencils or whatever, she’d always have stuff up the front in a box. (School 7: Group 2, 2004)

· inviting whānau to be involved at a variety of levels 

She tells you if you’ve done good

Like she sometimes rings your mum if you’ve done good

Like if you’ve got 50 or 60 or 75%. (School 12: Group 3, 2004)

· seeing their classroom as part of the whole school
Good, cos our class used to mess up in all the other classes, Miss J would always be the one to tell us what to do. She’d always expect higher of us

She’ll punish us…like if we don’t get high in our other classes she’ll punish us for that as well. (School 8: Group 1, 2004)

· ensuring that lessons are well-planned and structured 

We do the same thing everyday, like the same routine every day.

Like we’ll start off with … say if we have a new topic we’ll go through 

examples about that new topic and we’ll just go over that …

And write notes … 

… write notes about it and then after that we get into our groups … we have 

groups of  four, five and we do exercises about that topic. (School 4: Group 

2, 2005)

Wānanga
As well as being known as Māori centres of learning, wānanga as a learning forum involves a rich and dynamic sharing of knowledge. With this exchange of views, ideas are given life and spirit through dialogue, debate and careful consideration in order to reshape and accommodate new knowledge. Wānanga in terms of the ETP allows teachers to engage in effective teaching interactions with Māori students as Māori.
· Co-construction

He’ll tell us the actual topic that we have to learn, and we’ll pick what we want to do, like at the beginning he’ll ask us what we would like to do with the subject and we did like plays and stuff. (School 12: Group 2, 2004)

· Feed-forward academic

She tells us how we’re doing

She goes off our marks and tells us how we can improve

She shows us our test and how we can improve in the test if we didn’t really do good.

If you didn’t do so well she’d go over it

She wouldn’t tell the whole class, like you suck, she just comes to us quietly or she calls us up. (School 2: Group 3, 2005)

· Feedback academic

She also marks like [she] got us to hand our books in and she would mark it and it don’t really matter if you’ve got it wrong or right, just as long as you tried. But like if you didn’t try then she would say this isn’t enough D you can do better. But if you tried she’d say that was okay but its done like this and explain it. (School 7: Group 2, 2004)

· Prior learning

He gets us to brainstorm our ideas.

He’ll say does anybody know about this or this, and if someone says yes, he’ll say well what do you know about it? He’ll ask us specifically, not as a class. (School 1: group 2, 2004)

· Feed-forward behaviour

Before we enter the door and she goes ‘Morning guys, I hope you haven’t got no jewellery and I hope you have correct uniform’. (School 8: Group 2, 2005)
· Feedback behaviour

Yeah, he says please don’t behave like that, I’ll have to ask you to leave. (School 1, Group 2, 2004)

· Monitoring

With her starting it off, pretty much and she’ll show us how to start off, yeah, and then we’ll carry on from there. She’ll keep walking around and showing us how to do the rest.

She doesn’t like … lean over your shoulder every time and being that dark shadow or something that some teachers do, and it drives you nearly crazy. (School 2: Group 1, 2005)

· Instruction

Well like she can explain things easily to us but if we don’t get something she explains it better in a way that we can understand.

Yeah, cos she’ll try to put it in a way that so that we know it better. (School 5: Group 1, 2004)

· Culture (Big C)

We don’t like people sitting on tables, she won’t sit on tables if we’re around, if her husband does it she gets all moody ‘cos she’s used to us telling her “don’t sit on tables.”  She don’t mind if we’re not there but if we are there she’ll go “can you get off the desk please, sit on a chair” (School 3: Group 1, 2005)

· Culture (little c)

She treats us all the same

Just the way she talks

She’s not racist

She says like ‘kia ora, koutou katoa’

And she says yeah, I’m from the Nga Puhi tribe

She’s really positive towards Māori students

But she treats us all the same

She’s not, I like you but I don’t like you

If we’re doing something naughty, her warning is like, this look. (School 3: Group 3, 2005)

Ako
Ako means to learn as well as to teach. It is both the acquisition of knowledge and the processing and imparting of knowledge. More importantly ako is a teaching-learning practice that is culturally specific and appropriate to Māori pedagogy. In ako the teacher learns from the student just as the student learns from the teacher. Within the context of the ETP ako refers to teachers’ use of strategies that promote effective teaching interactions and relationships with their learners.

· Narrative pedagogy

And she tells us about her family, like her daughter and her husband. 

She told us about this when we were learning about genes and how her family came about. And she talked about what genes were more dominant. (School 2: Group 2, 2004)

· Co-operative learning

Mrs R changed like everything she could. We’re all used to teachers teaching us all together like if there’s a few that know everything and there’s a couple of dumb ones we had to wait for them. But what she does is she puts us all in groups and …

And we help them out, she teaches us to teach the other people. She puts us in groups and then we learn this and that and we go on to our group and teach them that and then that group will teach the rest of the group.

Yeah, it’s better that way. (School 10: Group 3, 2004)
· Formative assessment

Sometimes at the start of the topics we have a test to see how much we know before we start the topic and then we get our marks back and we learn some more about the topic we have another test and then we see the grades that we get. (School 7: Group 2, 2004)

· Student-generated questioning

Yeah and we are allowed to ask questions

Yeah we made the questions

Usually we make up our own questions and find the answers

Its all research

Yeah we make questions we want to know the answers to and we use that as homework and we have to find it out by a certain time. (School 12: Group 2, 2004)

· Oral language, literacy across the curriculum

She makes us think, she doesn’t give this one formula that we have to use throughout, so we don’t remember. She makes us think about it and figure it out and then if we don’t she’ll like take a few of us away and like try and get it in their heads.

But she like breaks it up and like just remember this word adjacent, add is like to connect and so it’s another word for connected, she uses stuff like that, which helps us remember. (School 10: Group 3, 2004)

· Integrated curricular

He likes to spice things up

And he wants to know what we want to be doing like he asks us, what do you want to be doing in drama?
Yeah like our opinions on stuff

He incorporates it into [the class] (School 3: Group 3, 2005)

· Ako

She did this one activity and we were in some groups and we had to teach the lessons ourselves, and she gave us the topic and we had to plan the whole lesson ourselves because she wanted to actually see what we would do if we were teaching a lesson. And so she did, she was taking ideas from us to improve through her own lessons. That’s what she said and we ended up teaching exactly like her. (School 7: Group 1, 2004)
Kōtahitanga 

Kōtahitanga is a collaborative response towards a commonly held vision, goal or other such purpose or outcome. Within the context of the ETP Kōtahitanga refers to teachers who promote, monitor and reflect on outcomes that in turn lead to improvements in educational achievement for Māori students. We asked students about their performance and experiences in the following areas in relation to effective teachers:
· Student aspirations and goals
I’ve got goals that I can achieve, that I can do, I’m one of the top in my class and not at the bottom and I can help people instead of them helping me…  I’ve never helped anyone at intermediate before, it’s always been me getting helped but it’s been a change that I’m helping my new mates this year. (School 3: Group 1, 2005)

· Student attendance and retention
I used to hate social studies and now I love it, we used to be, ‘should we wag it eh?’ (School 3: Group 3, 2005)

· Academic engagement
Yeah and I enjoy learning in her class [better] than other classes.

Yeah because students teach.

Yeah, we’re not ashamed to make mistakes and stuff. We help each other.

Yeah. For the first time in school I actually like maths. (School 10: Group 3, 2004)

· Student achievement

We just keep on getting higher and higher 

We are getting higher in our marks; cos last year none of us passed, none of us. And now this year we are getting like 87%.

Yeah it’s good (School 7: Group1, 2005)

Summary

We asked facilitators to identify teachers who were high implementers of the ETP. In 2004 and 2005 we then interviewed 320 Māori students (61 focus groups) from 12 schools in order to gain insight into students’ classroom experiences with these teachers. In this chapter we then used the ETP as an analytical framework to present examples of how the ETP was being implemented by these teachers and its impact on Māori students.

Facilitation teams had identified 73 teachers as effective implementers for the purposes of this exercise. Interestingly, the students only agreed with two-thirds (48 teachers) of the facilitation teams’ choices. These Māori students provided further insight into the complexity of teaching and learning when they talked in detail about some of the remaining teachers who they suggested may appear to be effective but from their discussions were in fact only concentrating on parts of the ETP. According to the Māori students interviewed these teachers were either focusing more on caring and less on teaching or vice versa. We have included this example of the difference in understanding what constitutes effectiveness between the facilitators and the students as an indication of the need for all of us to focus on all aspects of the Effective Teaching Profile. The students in the original narratives were very clear about this necessity, and this current group of students have confirmed their understandings; that is, really effective teachers for Māori students truly maintain an anti-deficit stance with regards to Māori, they maintain positions of agency within their profession, they focus on establishing relationships of care with their students and they also focus on learning relationships. One meaning for us as a research team is the necessity to develop a robust measure of effectiveness that encompasses facilitators and students understandings.
For the purposes of this report, although we primarily focused on the 48 teachers whom students had validated as being successful implementers of the entire ETP, we also focused on the positive experiences students had with the 25 teachers who according to the students were partially implementing the profile. Students revealed what it looked like, sounded like and felt like to be a Māori student in the classrooms of these successful implementers of the ETP.

As the purpose of these interviews was to report on students’ experiences in the classrooms of effective teachers, we have not reported on any negative experiences the students had with teachers who were only partially implementing the profile. We know from the Phase 1 narratives and from a history plagued with stories of Māori underachievement and disconnection with education how the voices of Māori disaffection sound.
Teacher positioning about Māori students
As stated in the introduction to this section, it is difficult to fully understand from talking to students what a teacher’s positioning and understandings may be in terms of whether they reject deficit theorising as a means of explaining Māori students’ educational experiences, or whether they may be operating from a position of agency. However, when teachers operationalise these two theoretical understandings, understandings upon which the ETP is premised, these students were able to report on the related behaviours and discourses that teachers were exhibiting.

Importantly, a major difference between the students interviewed in Phase 1 with the students in Phase 3 is the positive experience of being Māori the latter group are having with these teachers. Being Māori was no longer problematic, as it had been for the Phase 1 students; rather, being Māori with these teachers was acceptable, or even normal. While this was not a topic that was raised directly with these students, the experiences they had with effective teachers indicated that teachers maintained positive discourses of them as students, leading to situations where these Māori students believed they were valued for who they were and held in positive regard. 

And she doesn’t expect us to be someone else she lets us be us. (School 8: Group 3, 2005)

She won’t call us dumb, she’ll say ‘you guys can do it, I believe in you.’ (School 3: Group 3, 2005)

She doesn’t like that dumb Māori stuff cos that’s what we say.

Yeah she doesn’t believe in that.

She says “don’t give me that…” (School 10: Group 3, 2004)

I used to wag a lot of classes and stuff like that, but I found that you come to school, and be your self but learn at the same time too, and like I have achieved heaps, like I got my first merit in maths and my first excellence in cooking and I achieved a merit in science but failed my exams but it’s all right. And I have achieved heaps since I’ve been in this class. I came from third form in a really low class but from my exams at the end of the year moved up into this class, her class and then I went into this class so I’ve been through heaps but at the end of the day I’m glad I got put in this class. (School 6: Group 1, 2004)

Although the use of culturally appropriate resources and iconography was important, having their own cultural experiences as Māori validated by these teachers by being able to bring their own experiences to the learning context was more important. Teacher positioning was evident in the way students spoke of the importance of being able to bring their own cultural experiences as Māori into these classrooms.

And I think that she was interested in the culture as well.

Yeah, and its genuine interest not just an act. (School 10: Group 1, 2004)

She treats us all the same.

Just the way she talks.

She’s not racist.

She’s really positive towards Māori students.

But she treats us all the same. (School 3: Group 3, 2005)

Teacher positioning that acknowledged and affirmed a cultural identity that in most cases was different to their own, provided the platform for the development of mutual respect and caring relationships. The students were certain that teachers being responsive to them as Māori, and the way they were treated as Māori, were an essential precursor to the quality of in-class relationships with teachers and to their participation in classrooms.
Relationships

In line with the Phase 1 students, these students spoke of the absolute importance of caring relationships. They spoke of effective teachers who consistently demonstrated a manner of care based upon mutual respect, compassion, affirmation of ability, high expectations and the creation of learning environments where students felt secure. In short, these effective teachers demonstrated manaakitanga, mana motuhake and ngā whakapiringatanga, and these relationships had a positive impact upon the students we spoke to in that these students felt inspired and compelled to learn in the classrooms of these teachers. It is very clear in the original narratives and throughout these current interviews that Māori students wished to achieve in the education arena, and where good relationships existed between themselves and their teachers, these students were able to thrive.

We like teachers and get along with teachers when we learn a lot from them. Like our science teacher we are learning a lot. (School 7: Group 1, 2005)

Where teachers cared for students as culturally located beings (manaakitanga) and these relations formed the basis of interactions between teachers and students, then other relations such as discipline and attendance, that fit under teachers caring for the performance of their students (mana motuhake), were seen as evidence that teachers did indeed care and hold high expectations for them. Likewise teachers who created secure, well managed learning environments (ngā whakapiringatanga) were seen to be caring about their profession and thus caring about setting students up for success. Advice from these students would strongly suggest the three types of relationships described above provide the necessary foundation for the range of interactions described in the ETP. They were also pleased that their teachers used a range of strategies to implement these interactions. The message that is very clear from these students’ experience is that teachers cannot ignore the positioning and relational elements of the ETP, and implement strategies and expect that respectful relationships will necessarily flow from that. Further, it is very difficult for teachers to form a caring relationship with Māori students without first addressing anti-deficit thinking and locating oneself within positions of agency. In line with As Rawiri Brell (2003 p.c) Phase 2 school “these students are now ‘discerning consumers of education’. Anecdotal evidence from facilitators would suggest that Māori students can easily identify deficit theorising teachers even before some of them have opened their mouths. 
The act of reciprocity, of tātou tātou, is a thread that runs throughout the demonstrations of care that students have spoken of in relation to manaakitanga, mana motuhake and ngā whakapiringatanga. Students repeatedly described the nature of their relationships with effective teachers in terms of the mutual and reciprocal benefits. Where students believed teachers were giving the very best of themselves, Māori students would reciprocate not only with regards to values such as trust and respect but also their best efforts with participation and learning.

The best for the best. (School 10: Group 1, 2005)

She knows how to treat us right and stuff, and then we do sort of the same thing and respect her back. (School 10: Group 2, 2005)

Yeah you’ve got to give respect to get respect. (School 9: Group 1, 2005)

While these current interviews are stories of success, they represent only a fraction of the experiences these students are having with the rest of their teachers. Throughout the interviews students indicated that the positive encounters they were describing were not typical of the encounters they were having throughout the school.

Like in [another] class none of us get along with the teacher and none of us seem to be passing our tests. (School 7: Group 1, 2005)

And if you get it wrong, she’ll give you another chance to do it, not like ‘Oh you failed already, so … get out of my class!’ (School 2: Group 1, 2005) 

Again the act of reciprocity, of tātou tātou, is fundamental to these classrooms. Where students believed teachers were not giving the very best of themselves, students were likely to reciprocate with similar attitudes which resulted in their failure to attend the classes of these teachers on any sort of regular basis and a lack of any real effort when they did. Which presents the challenge posed by students, how do we ensure that Māori students are able to experience effective teaching across the board and not just in isolated instances? 

There is no one that teaches like her that’s why. (School 10: Group 3, 2005)

Yeah true, that’s the one, ‘cos it’s dumb just passing in one class and failing in all the others. (School 4: Group 2, 2005)

Outcomes

Students spoke of positive outcomes in the classrooms of effective teachers across a range of indicators. Interestingly students spoke of these indicators in relation to their learning. Enhanced relationships between teachers and students have led to classroom situations where students feel respected and included in relevant and meaningful ways.

‘Cos I like him as a teacher.

He respects us.

Yeah you’ve got to give respect to get respect.

He listens to our ideas and plans and stuff.

Yeah, he listens to us and that. (School 9: Group 1, 2005)

Improved expectations from teachers has given students confidence in their ability to achieve, an awareness of their progress over time and instilled in students a work ethic that will lead to future improvements.

She’s confident in us.

Yeah, ‘cos we’ve come a long way since the beginning, ‘cos we were like Level 4 at the beginning of the year, now we’re Level 5.

Level 5 and 6. (School 4: Group 2, 2005)

Do the best that we can and she hopes that we can score high for next year, she doesn’t want us to fail after all the stuff we’ve been doing this year. We’ve been working hard for all our exams, she wants us all to achieve. (School 3: Group 1, 2005)

Students spoke of their aspirations and goals as achievable and influenced by effective teachers.

I want to be a drama teacher like Mr P cause it looks like he has a lot of fun and he is doing what he loves. (School 3: Group 3, 2005)

Students spoke of changes in their attendance of specific subjects

You don’t miss maths?

No, we don’t want to. 
I want to learn it. (School 10: Group 3, 2004)

Students spoke of their engagement with learning and the resultant changes in their in-class behaviour and enjoyment of the subject.

You do want to learn in her class.

She does make it a learning kind of environment though.

Especially at exam time.

It’s funny too.

Yeah, yeah we laugh heaps. (School 6: Group 1, 20004)

Last year, last year, we were naughty as

Cause we never listened to our teacher

And do you know why, can you account for why it might be different this year?

Because we’re learning something.

It’s because we’re actually trying this year.

It’s always you know … my teacher. (School 8: Group 3, 2004)
Finally students spoke of improvements in their achievement

I was down in the N’s. I was a Not Achieved, Not Achieved, Not Achieved, but now it’s like … I haven’t got a Not Achieved in Maths, it’s a Merit.

I’ve gotten two Excellences and a Merit since I’ve been in Mrs H’s class.

It feels good. (School 4: Group 2, 2005)

No. We didn’t achieve, well we did but just not as much.

We’ve improved heaps this year.

It’s the teacher.

Not really.

I reckon it’s the teacher. (School 10: Group 3, 2004)

Conclusion

In Phase 1, Māori students talked about what would engage them in education, while also identifying how problematic it was to be Māori in mainstream secondary schools education. They considered teachers’ rejection of deficit theorising about Māori as essential to the development of respectful and caring relationships between Māori students and teachers. They yearned for positive recognition and acceptance of their own culture, and gave specific examples of what this meant, such as the correct pronunciation of Māori names, their being able to wear taonga and the inclusion of their own culture through the use of their own experiences. These elements were largely absent from the classrooms of the Māori students with whom we talked (Bishop & Berryman, 2006).
The narratives of Phase 1 students further distinguished the voices of engaged and non-engaged students. The engaged students were aware that they had given something up in order to participate in mainstream education, and while they felt as strongly as the non-engaged students about being accepted as Māori and having their Māori identity seen in a positive light, they understood that they had engaged in an education system where being Māori was neither safe nor comfortable. The non-engaged students, while knowing that in future opportunities and choices would be provided for them through the pathway of education, just could not suppress their anger and frustration at the way they were related to and interacted with by most of their teachers.

The Māori students in the original Phase 1 narratives were Year 9 and 10 Māori students from five different secondary schools, and they hypothesised about the types of teacher relationships and interactions that would encourage them to engage in learning. From this theorising (along with their whanau, principals and their teachers who were positioned within a relational discourse) we were able to construct a picture of what constituted effective teaching for Māori students, the Effective Teaching Profile.
In the Phase 2 interviews, Māori students reported positively on their experiences in the classrooms with teachers participating in Te Kōtahitanga (Bishop et al, 2005). While there were still underlying concerns regarding negative stereotyping and generalisations regarding the ability and behaviour of Māori students, these behaviours seemed to emanate from non-Te Kōtahitanga teachers. The students interviewed at this time commented on the benefits of good relationships with their teachers; that is their teachers made concerted efforts to pronounce their names correctly, related to their students personally and used humour and more personal interactions to motivate and inspire them. These students reported that being Māori in the classroom was about being treated well by teachers, challenged in terms of their learning and listened to as individuals. 

The Phase 3 interviews, which are the subject of this chapter, are the experiences of Year 9 and 10 Māori students from a range of 12 schools working with a range of specific teachers who have received professional development in the ETP. These narratives strongly affirm the hypothesising of the Phase 1 students; that is, the Phase 3 interviews clearly affirm that teachers who use the entire range of relationships and interactions to be found in the ETP are effective teachers for Māori students. The Phase 3 students talked freely about how they had benefited from being with these teachers. In the conversations with the students interviewed, copious examples of the elements of the ETP are easily recognisable, in fact taking all of their interview transcriptions into account, apart from their discussions around less effective teachers who they spoke of as not adhering to the elements within the ETP, there was little else. 

Clearly, from these conversations, the ETP does indeed have real strengths for raising the achievement of Māori students. The professional development that these teachers have received from their facilitators has changed these teachers’ approach to teaching, making them exponents of the ETP and thus effective for Māori. Subsequently, totally new cohorts of Māori students are benefiting from the profile based on the suggestions of the Phase 1 students’ narratives. 

Students in Phase 3 have strongly affirmed the importance of teacher positioning themselves as being agentic, the development of mutually respectful, caring relationships, the importance of discursive classroom interactions, and were clear as to how this leads to increased Māori student participation and learning. What is also evident is that as Māori students begin to feel more secure in themselves and with their teachers, their identities are acknowledged and made secure as it is with these 320 Māori students in the classrooms of these effective implementers of the ETP. As a result they can get on with learning and be far less concerned about the cultural manifestations of their identity. When their identity is secure the conversations of these Māori students focus largely on their being engaged with learning and thus better able to be self-determining, now and in the future.
Chapter 9: Te Kōtahitanga 2004-2005 Student Achievement Results and Discussion
Introduction

This chapter contains analyses of changes in Māori student achievement over time as measured through use of two instruments: Assessment Tool for Teaching and Learning (asTTle) for numeracy and Essential Skills Assessment (ESA) for literacy.

Assessment Tool For Teaching And Learning (asTTle)

The University of Waikato Research and Professional Development Team chose to use asTTle (Brown & Hattie, 2003) to measure Māori student achievement in numeracy for the first time in 2005. AsTTle was not used in 2004 as it was still undergoing trialling and was not released for general use until early in 2005. Therefore, as soon as it was available we conducted a one-day induction meeting for facilitators in its use and asked that the schools use this tool for measuring achievement. AsTTle appealed to us as a kaupapa Māori inspired research team because it contained national norms that had been generated as part of the normal asTTle process rather than as a separate stand-alone exercise for no other purpose than to provide the intervention with a comparative standard. These norms can act as controls/comparisons against which to measure the achievement of Māori students in project classrooms. 
However, like all innovations, there were teething problems with the introduction of asTTle in the schools, and despite our strong request, for a variety of reasons not all of the project schools used asTTle in 2005 and some schools did not conduct pre-tests and post-tests properly. Others had server and other IT problems, while even more found the time needed to produce and grade tests was way beyond the time they had to spare. As a result we were not able to collect sufficient literacy test results to supplement or even replace the ESA text. However, we were fortunate enough to be able to gather numeracy pre and post-test results from schools who were representative of the 12 schools and therefore provide the analysis below. 
We found asTTle is a valuable tool for both formative and summative purposes. Formatively, asTTle enables teachers to create and analyse tests for literacy and numeracy. The resulting reports that are generated show what students know, what gaps they have in their learning, and what they need to learn next. The results also indicate how well students are learning in comparison with other students nationally. AsTTle has the ability to immediately analyse the performance of both individuals and groups, displaying the analysis graphically. Teachers can identify subsequent learning steps for individuals, groups, or classes by linking to an indexed online catalogue of classroom resources (What Next). AsTTle software also provides information on the strengths and weaknesses of individuals and groups, and can be used to identify whether progress is being made.
Summatively, asTTle allowed us to compare the asTTle numeracy results of Māori students who were taught by Maths teachers involved in Te Kōtahitanga with Māori students who were taught by Maths teachers not involved in Te Kōtahitanga. In that way, the Māori students who were taught by Maths teachers involved in Te Kōtahitanga constituted an experimental group and the Māori students who were taught by Maths teachers not involved in Te Kōtahitanga constituted a control/comparison group.
  Because of the unique nature of asTTle, further comparisons were able to be made between asTTle numeracy results for Māori students who were taught by Maths teachers involved in Te Kōtahitanga as the experimental group with asTTle national norms for Māori students as a control/comparison group. In this way, we were able to have two control/comparison groups for this study. We are using the term control/comparison because in the literature, researchers such as Borman (2003, 2005) uses the term “quasi-experimental, non-equivalent, control group design” (p. 142) for this kind of study. However, others such as Whitehurst (2003), use the term quasi-experimental “non-randomised, comparison group design” (p. 6). 
This study is quasi-experimental, and the selection process was non-randomised and used non-equivalent groups because the selection of the schools and the teachers was out of our hands. For example, the Ministry of Education selected the 12 schools from within the MOE Schooling Improvement Initiative and the schools determined their own means of selecting teachers to participate in the project, primarily through asking for volunteers. In this way, the MOE selection process and the needs of the teachers to self-select, to be self-determining, outweighed the needs of the researchers to randomly select the schools and the teachers. As a result, we were not able to randomly select the schools or randomly assign the teachers as would be required for this study to be a randomised-experimental design but rather, we had to select groups through the process of “matching” the experimental groups with similar, yet non-equivalent groups. Hence this study could best be termed a quasi-experimental, non-equivalent/non-randomised, control/comparison design.
The research team evaluated the results of asTTle numeracy test for 2005 conducted with Year 9 and 10 Māori students in six project schools. Pre-tests were conducted at the beginning of the school year and post-tests were conducted at the end of the school year. The schools included for testing were representative of the range of schools involved in the project, including large urban schools, medium urban schools, and small rural schools, and schools from the three areas where the project is located: Northland, Auckland, and Waikato-Bay of Plenty. Therefore this indicates that the sample (403 Māori students) selected for inclusion was representative of the Māori students to be found in the 12 schools across the project (Creswell, 2005).
Data were analyzed using the Statistical Package for the Social Sciences (SPSS). A paired samples t-test analysis was conducted; pre-test and post-test scores were compared employing a pretest-post-test nonequivelant-groups design (Morgan, Gliner, & Harmon, 2006). Effect sizes were calculated using Cohen’s d (Cohen, 1988). Alpha was set at p < .05.

We relied on the work of Fashola and Slavin, (1998) to interpret effect sizes. Their project focused on “disadvantaged students” (p. 370) in the United States and in particular on the achievement gap between different ethnic groups, African-American and Latino students and their white counterparts. Because the focus of their work parallels the focus of this project on improving Māori student achievement, we chose to use their effect size criterion of .25 for identifying differences that are “educationally significant” (p. 375) or beyond expected progress.

Results
Table 9.1:  asTTle Numeracy Pre-test and Post-test Mean Differences, Year 9 – 10 Māori Students in 2005.




n

M

SD

t
p
d
_____________________________________________________________________
Total


Māori students of Maths teachers involved in Te Kōtahitanga
14.8
.000
.76


Pre-test
236

596.9

103.6



Post-test
236

678.5

109.6



Māori students of Maths Teachers not involved in Te Kōtahitanga 10.6
.000
.52

Pre-test
167

580.7

129.6
Post-test
167

655.2

153.6

_____________________________________________________________________

Note: n= The number of participants in the sample; M=The mean is simply the average of all the items in a sample.; SD=The standard deviation is a measure of how spread out your data are.; t- The t statistic is a measure of how extreme a statistical estimate is; p= A p-value is a measure of how much evidence we have against the null hypotheses of zero difference; d= Commonly called effect size, it is the difference between the means, M1 - M2, divided by pooled standard deviation. The pooled standard deviation is found as the root mean square of the two standard deviations (Cohen 1988).
Data in Table 9.1 report the outcome of a paired samples t-test. Table 9.1 shows these mean differences revealed statistically significant differences between the pre-test and post-test scores for Māori students as follows: Overall Total for 6 Schools for Māori students of Maths teachers involved in Te Kōtahitanga:  t(235)14.8, p=.000, d=.76; Overall Total for 6 Schools for Māori students of Maths teachers not involved in Te Kōtahitanga: t(166)10.6, p=.000, d=.52.
According to Cohen (1988) the effect sizes of these mean differences between the pre-test and the post-test comparing Māori students of Maths teachers involved in Te Kōtahitanga with Māori students of Maths teachers not involved in Te Kōtahitanga revealed: Larger than typical effect sizes for Māori students of Maths teachers involved in Te Kōtahitanga (d=.76) and typical effect sizes for Māori students of Maths not involved in Te Kōtahitanga (d=.52).

The research team then evaluated the results of the asTTle numeracy test for 2005 conducted with Year 9 and 10 Māori students in six project schools with AsTTle national norms for Māori students. The norms were based on a similar time interval to our study, with our interval being slightly shorter.
Table 9.2:  asTTle Numeracy Effect Size Comparison Between Experimental and Control/Comparison Groups for Year 9 – 10 Māori Students in 2005.



n

M

SD


d
_____________________________________________________________________
Experimental Group


Māori students of Maths teachers involved in Te Kōtahitanga

.76


Pre-test
236

596.9

103.6



Post-test
236

678.5

109.6



Control/Comparison Groups


Māori students of Maths Teachers not involved in Te Kōtahitanga 

.52

Pre-test
167

580.7

129.6
Post-test
167

655.2

153.6

National Norm for Māori students





.51

Pre-test
410

727

85
Post-test
319

769

81

_____________________________________________________________________

Table 9.2 shows the effect size for the experimental group (Māori students of Maths teachers involved in Te Kōtahitanga) was larger than typical (d=.76). The effect size for the control/comparison groups were: (a) typical for Māori students of Maths teachers not involved in Te Kōtahitanga (d=.52) and (b) typical for Māori students nationally (d=.51) (Cohen, 1988).
Discussion
The results of the administration of the asTTle numeracy test to Year 9 and 10 Māori students of Maths teachers involved in Te Kōtahitanga and Maths teachers who were not involved in the project revealed that the effect sizes of mean differences between pre-test over post-test scores were greater than the threshold level set by Fashola and Slavin (1998) (d=.25). Overall these results revealed a larger than typical effect size for Māori students of Maths teachers involved in Te Kōtahitanga (d=.76) and a typical effect size for Māori students of Maths teachers not involved in Te Kōtahitanga (d=.52).

This evidence suggests that significant growth, perhaps twice that expected, occurred in the Māori students taught by Maths teachers participating in Te Kōtahitanga in numeracy. Further, it appears these students might shift about three-quarters of a standard deviation over the same interval that students would shift about half of a standard deviation. Since we are comparing two very similar
 groups of Māori students, the evidence would suggest that Te Kōtahitanga contributed to this significant growth in numeracy skills for Year 9-10 Māori students of Maths teachers involved in the project at an effect size of .24 greater than the Māori students of Maths teachers not involved in the project. Further, when doing a comparison with national norms for asTTle numeracy, we found students of Te Kōtahitanga Maths teachers did substantially better than Māori students nationally. What is interesting of course is that these results have come about due to changing classroom relationships and interactions not from any content or strategy professional development.

Essential Skills Assessment (ESA)

The research team evaluated the results of the Essential Skills Assessment (ESA) (Brown, 2003) conducted with Year 9 and 10 students in both 2004 and 2005 in project schools. The ESA Information Skills, Finding Information in Prose Text – Secondary was used. The test consisted of two sections: 1) skimming and scanning for information and 2) note taking and organising information. ESA was chosen for this project because it measures skills, identified by ESA designers, as being critical for many subjects. The test was administered early in school years 2004 and 2005 as a pre-test and late in school years 2004 and 2005 as a post-test. The stanine and raw score results were analyzed for strength of differences between the pre-test and the post-test by ethnicity using the criteria of effect sizes.

A representative sample was used because we determined the group selected for this study was representative of students across the 12 schools involved in the project (Creswell, 2005). The sample for 2004 was 810 Year 9-10 students from eight schools participating in the project. In 2005 the sample consisted of 2,094 Year 9-10 students from six project schools. The schools included for testing were representative of the range of schools involved in the project, including large urban schools, medium urban schools, and small rural schools; and schools from the three areas where the project is located: Northland, Auckland, and Waikato-Bay of Plenty.

Data were analyzed using the Statistical Package for the Social Sciences (SPSS). A paired samples t-test analysis was conducted because pre-test and post-test scores were compared employing a single group quasi-experimental design (Morgan, Leech, Gloeckner & Barrett, 2004). This design was chosen because constraints within the various schools precluded the establishment of control groups for either Māori or Non-Māori students. Alpha was set at p < .05. Again, we relied on the work of Fashola and Slavin, (1998) for interpreting effect sizes that were “educationally significant” (p. 375) or beyond expected progress (d=.25). 

Stanines

Stanine results for students are expressed as normalized standard scores, ranging in value from 1-9. For more discrete analysis ESA stanine scores were grouped into three separate clusters. For this study stanines 1-3 were labelled as the lower third stanines, stanines 4-6 as the middle third stanines, and stanines 7-9 as the higher third stanines. This allowed us to conduct various analyses with particular focus on Māori students who achieved in the lower third stanine in the ESA pre-test. We wanted to know how this group of students performed on the ESA post-test relative to the pre-test. 

This focus on the lower stanines of our investigation arose out of the Program for International Student Assessment (PISA) study conducted by the Organization for Economic Cooperation and Development (OECD), which showed that although New Zealand has a high quality education system, low equity exists because of the achievement gap between Māori and non-Māori students (OECD, 2000). We were particularly concerned with the PISA study revealing that there is a long tail (between 5% and 25%) of students’ results, mainly Māori, who participated in the study. For this reason we chose to analyze stanine results by dividing those results into thirds and focusing our attention on the lower third, which would approximate the long tail mentioned in the PISA study.

Results
Table 9.3:  2004 Essential Skills Assessment Pre-test and Post-test Lower Third Stanine Mean Differences by Ethnicity for Year 9 – 10 Students.




n

M

SD

t
p
d
_____________________________________________________________________
Māori








7.44
.000
.80

Pre-test
108

2.45

0.78

Post-test
108

3.32

1.32





Non-Māori







9.00
.000
.92

Pre-test
130

2.67

0.59


Post-test
130

3.56

1.25

_____________________________________________________________________

Data in Table 9.3 report the outcome of a paired samples t test. Table 9.3 shows these stanines by ethnicity revealed statistically significant differences between the pre-test and post-test scores for both Māori students, t(107)7.44, p=.000, d=.80, as well as for non-Māori students, t(129)9.00, p.000, d=.92. These effect sizes are larger than typical (Cohen, 1988) and were considered to be educationally significant or beyond expected progress.

Similar analyses of the middle third stanine did not reveal statistically significant results for Māori students. Further, the results of a paired samples t test for the middle third stanine revealed a significant difference between the pre-test and the post-test for non-Māori and a significant difference between the pre-test and the post-test for both Māori and non-Māori students for the higher third stanine. However, the effect sizes of these mean differences between the pre-test and the post-test were smaller than typical and, therefore, these results were not treated as being educationally significant. 
Figure 9.1: 2004 Lower Third Stanine Line Graph
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This figure graphs the ESA 2004 scores for pre-test and post-test lower third stanine mean differences. These data show that both groups of students, Māori and non-Māori, made similar progress.
Table 9.4:  2005 Essential Skills Assessment Pre-test and Post-test Lower Third Stanine Mean Differences by Ethnicity for Year 9 – 10 Students.




n

M

SD

t
p
d
_____________________________________________________________________
Māori








9.28
.000
.58

Pre-test
288

2.33

0.77

Post-test
288

2.94

1.28


Non-Māori







10.7
.000
.78


Pre-test
281

2.43

0.77


Post-test
281

3.28

1.34

_____________________________________________________________________

Data in Table 9.4 report the outcome of a paired samples t test. Table 9.4 shows these stanines by ethnicity revealed statistically significant differences between the pre-test and post-test scores for both Māori students, t(287)9.28, p=.000, d=.58 as well as for non-Māori students, t(280)10.7, p=.000, d=.78. Similar analyses of the middle and upper third stanine scores did not reveal statistically significant results.
Figure 9.2: 2005 ESA Lower Third Stanine Line Graph
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This figure graphs ESA 2005 scores for pre-test and post-test lower third stanine mean differences. These data show that both groups of students, Māori and non-Māori, made similar progress.
Discussion

The ESA lower third stanine results revealed that the effect sizes of mean differences between pre-test over post-test scores for Māori students in 2004 (d=.80) and in 2005 (d=.58) were greater than the level set by Fashola and Slavin (1998) (d=.25). Similarly the effect sizes of mean differences between pre-test over post-test scores for non-Māori students in 2004 (d=.92) and in 2005 (d=.78) were above the threshold set by Fashola and Slavin (1998) (d=.25).
The following figures illustrate the statistically significant differences in the lower third stanine for Māori students.
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Figure 9.3:  2004 Essential Skills Assessment Pre-test and Post-test Lower Third Stanine Shifts for Year 9-10 Māori Students (n=108).

These results revealed that Māori students, who achieved stanines between 1 and 3 in the 2004 ESA pre-test, achieved stanines between 1 and 6 in the ESA post-test. 46.3% of Māori students, who achieved stanines between 1 and 3 in the ESA pre-test, achieved stanines between 4 and 6 in the ESA post-test, while 53.7% of Māori students who achieved stanines between 1 and 3 in the ESA pre-test also achieved stanines between 1 and 3 in the ESA post-test. 
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Figure 9.4:  2005 Essential Skills Assessment Pre-test and Post-test Lower Third Stanine Shifts for Year 9-10 Māori Students (n=288).

These results revealed that Māori students, who achieved stanines between 1 and 3 in the 2005 ESA pre-test, achieved stanines between 1 and 7 in the ESA post-test. 34.4% of Māori students who achieved stanines between 1 and 3 in the ESA pre-test, achieved stanines between 4 and 7 in the ESA post-test, while 65.6% of Māori students who achieved stanines between 1 and 3 in the ESA pre-test also achieved stanines between 1 and 3 in the ESA post-test.

Raw Score 

Results

Table 9.5:  2004 Essential Skills Assessment Pre-test and Post-test Mean Differences by Ethnicity for Year 9-10 Students.




n

M

SD

t
p
d
_____________________________________________________________________
Māori








10.2
.000
.42

Pre-test
319

14.1

5.94

Post-test
319

16.6

5.75
Non-Māori







12.9
.000
.46


Pre-test
488

15.5

5.67


Post-test
488

18.1

5.55

Total








16.5
.000
.44


Pre-test
810

15.0

5.82


Post-test
810

17.5

5.69

_____________________________________________________________________

Data in Table 9.5 report the outcome of a paired samples t test. Table 9.5 shows that all students on average performed significantly better on the Essential Skills Assessment (ESA) at the end of the 2004 school year (post-test) than at the beginning of the 2004 school year (pre-test), t(809) 16.5, p=.000, d=.44. Further analysis of these raw scores by ethnicity revealed statistically significant differences between the pre-test and post-test scores for both Māori students, t(318)10.2, p=.000, d=.42, as well as for non-Māori students, t(487)12.9, p=.000, d=.46. 
Figure 9.5: 2004 ESA Raw Scores
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This figure graphs ESA 2004 raw scores for pre-test and post-test mean differences. These data show that both groups of students, Māori and non-Māori, made similar progress.

Table 9.6:  2005 Essential Skills Assessment Pre-test and Post-test Mean Differences by Ethnicity for Year 9 – 10 Students.




n

M

SD

t
p
d
_____________________________________________________________________
Māori








13.6
.000
.31

Pre-test
760

14.0

6.51

Post-test
760

15.9

6.25





Non-Māori 







18.9
.000
.34


Pre-test
1334

17.0

6.48


Post-test
1334

19.1

6.00

Total








23.3
.000
.32


Pre-test
2094

15.9

6.64


Post-test
2094

17.9

6.28


_____________________________________________________________________

Data in Table 9.6 report the outcome of a paired samples t test. Table 9.6 shows that all students on average performed significantly better on the Essential Skills Assessment (ESA) at the end of the 2005 school year (post-test) than at the beginning of the 2005 school year (pre-test), t(2,093)23.3, p=.000, d=.32. Further analysis of these raw scores by ethnicity revealed statistically significant differences between the pre-test and post-test scores for both Māori students, t(759)13.6, p=.000, d=.31, as well as for non-Māori students, t(1,333)18.9, p=.000, d=.34.
Figure 9.6:  2005 ESA Raw Scores
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This figure graphs ESA 2004 raw scores for pre-test and post-test mean differences. These data show that both groups of students, Māori and non-Māori, made similar progress.
Discussion
Te Kōtahitanga focuses on improving Māori student achievement. The results of the administration of the Essential Skills Assessment (ESA) to Year 9 and 10 students of teachers involved in the project revealed that the effect sizes of mean differences between pre-test over post-test scores for Māori students in 2004 (d=.42) and 2005 (d=.31) were greater than the threshold level set by Fashola and Slavin, (1998) (d=.25) in their project with minority group students. These effect size results also indicate that the strength of the pre-test-post-test differences for Māori students was similar to the strength of the differences for students involved in the study overall, (d=.44 and 2005, (d=.32). At the same time, non-Māori students achieved at significant levels, 2004 (d=.46) and 2005 (d=.34), above the threshold effect size level set by Fashola and Slavin, (1998) (d=.25).
The change in effect sizes for Māori students from 2004 (d=.42) to 2005 (d=.32) is reported in the literature as “implementation dip” (Fullan & Stiegelbauer, 1991) which is common in reform efforts such as Te Kōtahitanga. Borman (2005) substantiated this dip in his meta-analysis of Comprehensive School Reform (CSR) initiatives. Borman found the dip continued through the fifth year of the initiatives studied before substantial increase in effect sizes were noted. In fact, this nation wide project in the United States to bring reform to scale in high-poverty schools did not show effect sizes of .32 until the seventh year of implementation of CSR initiatives. This comparison is noteworthy because both Te Kōtahitanga and the CSR initiatives focus on raising the achievement of minoritized and marginalized students.

Since the strength of the effect sizes for Māori students is above the threshold set by Fashola and Slavin, (1998) for being “educationally significant” (p. 375) or beyond expected progress, one can conclude that the significant difference between the pre-test and post-test scores for these students is beyond natural growth in literacy that might be expected during the school years 2004 and 2005. While other variables may have influenced this change over time, the evidence suggests that Te Kōtahitanga contributed to this significant growth in literacy skills for Year 9-10 Māori students of teachers involved in the project. Simultaneaously, non-Māori students’ achievement grew significantly and effect sizes were above the threshold for educational significance.
Conclusions

In 2005 Te Kōtahitanga schools began administering the asTTle test for measuring student numeracy achievement. Overall, the results for the six schools that obtained pre-test and post-test data revealed statistically significant improvement in Māori student numeracy scores for Māori students of both Maths teachers involved in Te Kōtahitanga and teachers not involved in the project. Further analysis revealed the numeracy effect size results for Maths teachers involved in Te Kōtahitanga were substantially higher than for Maths teachers not involved in the project. When compared to two control/comparison groups (consisting of Māori students of Maths teachers in project schools not involved in Te Kōtahitanga and the national asTTle numeracy norms for Māori students), the Māori students of Maths teachers involved in Te Kōtahitanga had substantially larger effect size differences between the pre-test and post-test asTTle numeracy results.

In 2005 Te Kōtahitanga entered into the second year of using the Essential Skills Assessment to measure student literacy achievement. For the second consecutive year results revealed there was a statistically significant improvement in student literacy achievement scores for both Māori and non-Māori students. Further analysis of the 2005 results revealed the students who would be classified as being in the lower third  stanines for the pre-test had the most significant gains between the pre-test and post-test. These results confirmed the project goal of helping Māori students who were identified in the PISA study (OECD, 2000) as being in the long tail of lower academic achievers to improve their results.

Although the effect size results showed a dip from 2004 to 2005, these results are consistent with other school reform initiatives (Fullan & Stiegelbauer, 1991; Borman, 2005). For both years the strength of these differences was above the threshold of what we would expect by natural maturation during the school year. 

These findings revealed that in 2005 Māori students had statistically significant improvement in literacy and numeracy achievement scores. The improvement in the area of numeracy was greater for Māori students of Te Kōtahitanga Maths teachers than for Māori students of Maths teachers who were not involved in the project and as compared with Māori students nationally. In addition, these findings revealed that Māori students in the lower third stanine had the largest significant literacy gains over the year among Māori students in the three stanine groups. In addition the overall literacy data shows that Māori and non-Māori students made similar progress. 
Chapter 10: Summary and Conclusions
Summary 

This report has detailed and analysed the research and professional development programme that was implemented in 12 schools during the third phase of the Te Kōtahitanga research project in 2004 and 2005. While we appreciate that sustainable change in Māori student achievement will require whole school change, the unit of focus for this report has been those changes that have taken place in the classrooms of project teachers because this is where reform needs to begin. We intend investigating those wider schools and beyond–school factors that affect Māori student achievement in a further study. The theoretical framework of the project was detailed in Chapter One. The professional development intervention itself was detailed in Chapter Two. Chapter Three outlines the research methodology. In Chapters Four to Nine inclusive, we present the research results from the implementation of the programme in the 12 schools. Chapters Four to Seven attends to classroom relations and interactions; our analysis of what is happening in those new institutions developed to support classroom changes; a teacher participation survey; and interviews with some effective teachers. Chapters Eight and Nine presents results of our research about students’ experiences in the classrooms of effective implementers of the Effective Teaching Profile (ETP), and student achievement data. Chapter Ten draws it all together in summary form and draws a number of conclusions.
We began this research by asking what happens when the Effective Teaching Profile (ETP) is implemented in mainstream secondary classrooms. Because of the complex nature of this exercise, we used a triangulation mixed methods approach (Creswell, 2005) to gather and analyse qualitative and quantitative data from a range of instruments and measures. As a result we have multiple indicators (Kim and Sunderman, 2005) that form the basis of our investigation.

From the student interviews we learned that, when Māori students have good relationships with their teachers, they are able to thrive at school. Good relationships are based on teachers embracing all aspects of the ETP, including caring for them as culturally-located individuals as Māori, caring for their performance and using a wide range of classroom interactions, strategies and outcome indicators to inform their practice. These developing relationships and interactions were captured by the use of the observation tool. The teachers’ interviews indicated that effective Te Kōtahitanga teachers have undergone a philosophical shift in the way they think about teaching and learning. Anti-deficit thinking, agentic positioning, and the six elements of the ETP are the essential threads in this new approach to teaching, here termed a Culturally Responsive Pedagogy of Relations. It is an approach that rests in the first instance upon a commitment by teachers to build caring and learning relationships and interactions with Māori students; in the second, for teachers to strongly believe Māori students can improve their achievement; and thirdly, their students are able to take responsibility for their learning and performance.

According to the analysis of the Teacher Participation Survey, Te Kōtahitanga teachers reported that their understanding of and appreciation for the kaupapa of the project, that is, to improve Māori student achievement, and the support they receive within their schools is directly related to improving Māori students’ outcomes. Analysis of data from feedback sessions and co-construction meetings revealed teachers are experiencing challenges along with affirmations of their emerging positionings and practices as they participate in the new institutions developed to support the implementation of the ETP in their classrooms. In addition, within these new institutions, they are being encouraged to further engage in discourses that: (a) have a focus on raising Māori students’ achievement, (b) reject or respond to deficit theorizing and (c) are agentic. Perhaps most importantly, given the concern over this issue expressed by our government, ministry officials, educators in general, Māori parents and the students themselves, we are seeing improvements in numeracy for Māori students with teachers who have repositioned themselves discursively, and literacy gains for all Māori students. The greatest gains, however, were for those in the lowest stanine groups.

On the basis that Te Kōtahitanga is focused on raising the achievement of Māori students through changing teacher practice, we have adopted Elmore’s (2002) model for demonstrating improvement by measuring increases in teacher practice and student performance over time. This model demonstrates improvement by measuring the quality of teacher practice and student performance on the vertical axis and time on the horizontal axis. Improvement then is shown by movement in a consistent north-easterly direction (see Figure 10.1).
Data for Figure 10.1 are taken from the chapters in this report concerning: the Observation Tool, including teacher-student interactions; teacher ETP implementation rating; teacher-student relationships; group interactions; cognitive level of the lessons; Māori student engagement and Māori student work completion; Assessment Tool for Teaching and Learning (asTTle) for numeracy; and Essential Skills Assessment (ESA) for literacy. The results for the Observation Tool and ESA were recalculated as percentages for this illustration so there was a common unit of measurement, and are shown on the left, asTTle scores are shown on the right. The positive trends indicated by these eight sets of quantitative results in relationship to each other, supported by the results of all the qualitative data analysed, clearly indicates that there is a relationship between Māori student performance and how well Te Kōtahitanga teachers implement the elements of the ETP in the project teachers’ classrooms.
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Figure 10.1:  Improvement in Teacher Practice and Student Performance during 

Phase 3 of Te Kōtahitanga
Figure 10.1 demonstrates through multiple indicators (Guskey & Sparks, 1996) that while Te Kōtahitanga teachers have improved in their use of the ETP in their classrooms, their Māori students have improved in numeracy and literacy achievement. While other variables may help account for positive gains in Māori students’ achievement, this model demonstrates, based on the totality of the evidence presented in this report, that Te Kōtahitanga teachers, across multiple schools, have built their knowledge, skills, and capacities in their classrooms through the implementation of the ETP and simultaneously their Māori students have experienced continuous improvement in numeracy and literacy performance during Phase 3 of the project.

Conclusions

1.
The Effective Teaching Profile

The overall aim of this phase of the project has been to investigate how to improve the educational achievement of Māori students in mainstream secondary school classrooms. From the theoretical position of kaupapa Māori research, and an examination of appropriate Māori cultural metaphors, we suggested that this will be accomplished when educators create learning contexts within their classrooms; where power is shared between self-determining individuals within non-dominating relations of interdependence; where culture counts; where learning is interactive, dialogic and spirals; where participants are connected to one another through the establishment of a common vision for what constitutes excellence in educational outcomes. We termed this pedagogy a Culturally Responsive Pedagogy of Relations.

To examine what this pedagogy might look like in practice, in 2001, we developed an Effective Teaching Profile (ETP), the design guided and shaped by experiences of Māori students, their whānau, principals and teachers. Fundamental to the ETP is teachers’ understanding the need to explicitly reject deficit theorising as a means of explaining Māori students’
 educational achievement levels, and their taking an agentic position in their theorising about their practice. That is, practitioners expressing their professional commitment and responsibility to bringing about change in Māori students’ educational achievement by accepting professional responsibility for the learning of their students. These two central understandings are then manifested in these teachers’ classrooms where the teachers demonstrate on a daily basis that: they care for the students as culturally located individuals; they have high expectations of the learning for students; they are able to manage their classrooms so as to promote learning; they are able to engage in a range of discursive learning interactions with students or facilitate students to engage with others in these ways; they know a range of strategies that can facilitate learning interactions; they promote, monitor and reflect upon learning outcomes that in turn lead to improvements in Māori student achievement and that they share this knowledge with the students. 
In many ways, the most important section of this report is the chapter that examines the experiences of Māori students in the classrooms of the effective implementers of the ETP, teachers who are positioned within a Culturally Responsive Pedagogy of Relations, and who, by extension, actively create culturally responsive contexts for learning in their classrooms. In 2001 we were told by 70 Māori students from a range of school settings, that this is what was needed in mainstream schools (Bishop & Berryman, 2006). What these Māori students told us in 2001 resonated not only in the conversations with their whānau, their principals and teachers, but also in the literature, in the research of others (Smith, 1997; Hawk & Hill, 2000), and in our own research into effective teaching in Māori medium settings (Bishop et al. 2001b).

In other words, we had built up a very strong picture of what constituted an effective context for improving Māori students’ educational achievement. Now in the words of 325 Māori students from 12 diverse schools in 2004 and 2005, we see that this picture was very accurate. Indications from the assessments of student learning also supports this hypothesis that the 2001cohort of Māori students provided us with: that there is an association between Māori student achievement and the effective implementation of the Effective Teaching Profile. 

In many ways, talking with the Māori students in 2001 was harrowing because they were constantly having relational problems. In contrast, it has been a delightful experience to talk with Māori students in 2004 and 2005, because we are now hearing the other side of the story, just how good it can be when relations of care and learning are developed in the classroom, how much better it is to be Māori in these classrooms, and how more secure the identity of Māori students are in these classrooms.
In support of these Māori students’ experiences, the multiple quantitative measures used in association with the qualitative, indicates the centrality of the ETP in this project. These measures also indicate how careful and systematic implementation of this approach is to teaching by the teachers, facilitation team members, regional coordinators and other members of the research and professional development team, is paying dividends for their efforts in terms of improving Māori students’ participation in schooling, their engagement with learning, work completion and academic achievement in selected indicators.

2.
Anti-deficit thinking

Anti-deficit theorizing and agentic positioning by teachers is fundamental to this project, and we can see evidence of such thinking in the voices of the teachers we interviewed and from the Teacher Participation Survey completed by 236 teachers. These teachers believed that they have a high level of understanding about the negative effects of deficit thinking about Māori students and are applying that knowledge in their teaching practice. They also believed they have a high level of understanding of the importance of relating to Māori students from an agentic position and in ensuring that their teaching practices reflect an agentic attitude towards these target students. However, it is well established that self-reporting by teachers is generally less reliable than more objective measures because of compliance with preferred answers and enthusiasm. For example, the analysis of taped segments of both the feedback sessions and the co-construction meetings revealed that, while the teachers might report these high levels of understanding, their practice is different. This is not to say that the survey results are wrong, it is simply verification of the importance of a multiple-method approach when evaluating the effectiveness of this type of project.
Therefore, we have included two other measures of anti-deficit thinking in this report: the aforementioned analysis of feedback and co-construction sessions and the analysis of student interviews. The analysis of the taped feedback sessions and co-construction meetings showed that, while there are some exemplary implementers of the ETP, there is a tendency in both the feedback sessions and in the co-construction meetings for teachers to focus on the teaching interactions, strategies and planning of the ETP and less so on continually challenging deficit thinking and promoting Māori student achievement. Improvements in the use of the instrument for analysing feedback and co-construction meetings and for the provision of formative feedback have been made to address this issue.

The analysis of student interviews have provided us with a lens to teachers’ thinking and understandings. As Bruner (1996) and Elbaz (1983; 1988) explain, teaching occurs, progress decided and practices are modified on the basis of such thinking; that is, deficit thinking limits student progress, agentic thinking promotes student learning. Māori students see this in the actions of their teachers, how they relate to and interact with them in their classroom, often more clearly than teachers do.

It is very clear from this evidence that teachers taking a agentic position on the one hand gives them the power to reject deficit thinking and its associated pathologising practices. On the other hand it further allows them to use the power of their own agency to see, in association with this discursive positioning, wonderful changes in Māori students’ behaviour, participation, engagement and achievement in their classroom. 
As we identified in 2001, the majority of teachers we spoke to at that time were positioned in discourses that limited their agency and efficacy, therefore the project needed to promote discursive repositioning as its first priority. This approach is supported by Mazarno et al. (2005), who have identified that most educational innovations do not address the “existing framework of perceptions and beliefs, or paradigm, as part of the change process – an ontological approach.” (p. 162), but rather assume “that innovation is assimilated into existing beliefs and perceptions” (p. 162). They go on to suggest that reforms that are more likely to succeed are those that are fundamentally ontological in nature, providing participants with an “experience of their paradigms as constructed realities, and an experience of consciousness other than the ‘I’ embedded in their paradigms” (p. 162).

3.
The importance of relationships  

Just as the Māori students, their whānau, principals and some of their teachers had stated in 2001 (Bishop & Berryman, 2006), this current group of Māori students spoke at length about the importance of whakawhānaungatanga and whānaungatanga; that is, the process of establishing relationships and the quality of the relationships that are established. Indeed, they focused very heavily on these qualities in their interviews. Similarly, the teachers who positioned themselves within the relational discourse in 2001, and again those teachers interviewed in 2005, emphasised the importance of relationships at all levels of the project; within the classroom, between facilitators and themselves and also between themselves and their management, parents and community members.

Sidorkin (2002) suggests that these people have something very valuable to offer to mainstream education because to his understanding, relations ontologically precede all else in education, meaning that practically, they need to be attended to first. It is clear from what the students told us in 2001 and again in 2004 and 2005, that the quality of the relationships that are established in classrooms affects their attendance, learning and achievement. The evidence in this report would certainly indicate that they are correct.

These experiences and findings are supported by a number of other researchers. Hattie (2003), using reading test results prepared as norms for the asTTle formative assessment programme, identified that achievement differences (“the gap”) between Māori and Pākehā remained constant regardless of whether the students attended a high or low decile school. Hattie (2003) concluded from this information that it is not socio-economic differences that have the greatest impact upon Māori student achievement. Instead, he suggests that “the evidence is pointing more to the relationships between teachers and Māori students as the major issue - it is a matter of cultural relationships not socio-economic resources”  – as these differences occur at ALL levels of socio-economic status” (p. 7). 
Similarly, Alton-Lee (2003), citing the 2000 PISA study, showed that New Zealand literacy achievement differs more markedly within schools than between schools, which is not what we would expect if the socio-economic argument were to hold. Her analysis indicates that the quality of classroom relations and interactions within schools has more to do with the creation of educational disparities than the decile ranking of the schools. 
This finding means that, while we cannot ignore the impact of structural impediments, such as socially constructed impoverishment, we cannot allow this analysis to disempower us as teachers from action. Hattie (2003) and Alton-Lee (2003) are clear that it is teachers who have the potential and ability to change the educational outcomes of Māori students. So too are Phillips, McNaughton and MacDonald (2001), who, in a study that indicated how Māori and Pasifika new entrant students’ reading scores could be improved by addressing teachers expectations of their learning, found that “low rates of progress in literacy are neither inevitable nor unchangeable in low decile schools. Educators working in these environments can help bring children up to speed – to expected levels of achievement.” (p. 10)

Or as Ryan, (1976) suggested thirty years ago:

We are dealing, it would seem, not so much with culturally deprived children as with culturally deprived schools. And the task to be accomplished is not to revise, and amend, and repair deficient children, but to alter and transform the atmosphere and operations of the schools to which we commit these children. Only by changing the nature of the educational experience can we change the product. To continue to define the difficulty as inherent in the raw material, the children – is plainly to blame the victim and to acquiesce in the continuation of educational inequality (pp. 61-2).

Therefore, in Ryan’s terms, the professional development cycle of Te Kōtahitanga, the observations and feedback sessions, the co-construction meetings and the shadow-coaching are all designed to change the nature of the educational experience. In each of these settings, as can be seen in the analysis of the taped feedback and co-construction sessions, there is more going on than what could be termed just “good teaching,” for good teaching doesn’t necessarily address the “social conditions, contexts, and consequences of one’s teaching, as well as about one’s skill, efficiency, or kindness in performing it.” (Hargreaves, 1995, p. 16). Hence the emphasis that both groups of students (2001 and 2004/2005) have placed on the importance of their teachers demonstrating on a daily basis that:  they care for their Māori students in their class as Māori people; they have high expectations of Māori students’ learning; and they are well-prepared and curriculum competent. These three elements of caring demonstrated by teachers create learning relationships between them and Māori students, which leads to a much better educational experience for all. 
4. 
Teacher-student interactions

A number of changes have been observed taking place in teacher-student interactions. 

Quantitative changes

The data presented in Chapters Four to Seven reveals a number of changes that can eventuate when teachers are assisted to undertake a change from traditional, transmission type classrooms to more interactive, discursive classrooms. One of the first changes to be evident is quantitative, that is the increase in the number and range of teacher-student interactions as the shift from a traditional classroom takes place. These changes identify how teachers move from a concentration on instruction (for product learning) monitoring and behavioural feedback, to a wider range of interactions. These interactions include some instruction (a mixture of process and transmission), the monitoring of processes and uptake, and the recognition of appropriate student behaviour. In addition, the teachers increase their acknowledgement of students’ prior learning and respond to student-initiated interactions by giving academic feedback and feed-forward, and also co-construct the content and process of learning with students as co-learners. 

Further, as teachers move towards a more discursive classroom, they spend less time interacting with the whole class and more time with individuals and/or groups. Strategies to enable this to happen range from informal group activities to structured co-operative learning, (Brown & Thomson, 2000). However, these are by no means the only strategies available to teachers and further professional development by in-school facilitators is often conducted with the project teachers on a needs-be basis to introduce and/or reinforce or build upon teachers understandings of specific strategies. These sessions are site specific and responsive to the aspirations of individual or groups of teachers who identify the need for more specific input about specific strategies. One school has even gone to the extent of  producing a series of pamphlets for their teachers and shared them with the other schools in the project another has developed wall charts of procedures for cooperative learning that are shared among staff to ensure consistency across many classrooms. 
Whatever the case, as Bandura (1997) suggests, once teachers position themselves in an agentic space, they will seek alternative strategies to make their new positioning manifest in their classrooms. In Te Kōtahitanga, we seek to support these aspirations but in reality leave the development of new strategies to the in-school teams, subject specialists and the teachers themselves. A further development that is happening in schools, and something that will be further studied and reported on in the Phase 4 report, is the integration of other professional development approaches such as literacy and numeracy within the infrastructure provided by Te Kōtahitanga.

Qualitative Changes

Qualitative changes also take place with this shift from traditional to discursive classrooms and when the nature of classroom relations and interactions changes. For example, instruction often changes from being transmission of product/content focused to become more process orientated. Instruction in a discursive classroom might consist of how to conduct a co-operative learning activity or it might be a focused mini-lecture to provide some specific student-identified need. Monitoring also changes from testing for compliance, content reception or understanding of instructions to monitoring of learning processes, which again can be sub-divided into monitoring of facilitated learning experiences or the monitoring that occurs during co-construction sessions. In addition, in the traditional classroom feedback is provided on behaviour as much as it is provided on academic initiatives, and both forms of feedback are limited. In addition, when the classes are at their most traditional, teachers will often provide behavioural feedback “good boy, good girl” to an enquiry or an answer from a student that should receive an academic response. As the classes become more discursive, academic feedback increases markedly and behavioural feedback diminishes. 

Further, as teachers change their classroom interactions from traditional transmission to include more interactive discursive modes, the quality of interaction changes the way they relate to students due to their being more available to interact on small-group or one-to-one level rather than in a whole class-teacher mode. 
A further finding from talking with teachers is that many reported that Te Kōtahitanga legitimated their teaching in ways that they had learnt about in-service education but had never been able to use because of perceived restrictions. Others spoke about Te Kōtahitanga allowing them to teach in ways they had always wanted to teach, a liberating experience all round. 
5.
The dominant pattern of teacher-student interactions

The similarity between the baseline classroom interaction patterns of the first and second cohort from the 12 schools and the fact that these patterns were observed in both Phases 1 and 2 of Te Kōtahitanga (Bishop, et al. 2003, 2005) would tend to confirm our suggestion that the dominant pattern of teacher-student interactions in secondary schools is traditional, where the teacher is an active transmitter of pre-determined knowledge, the students are the receivers. One implication of this finding is that without intervention, this pattern is likely to remain dominant with its consequent impact upon the achievement of Māori students because this is precisely the pattern that Māori students identified in the original narratives as causing problems for their learning. Frustration among the students with this approach often resulted in resistance, which manifests itself in poor behaviour with consequent behavioural intervention strategies being employed by teachers. This in turn leads to more disruption and destroys the potential for learning relationships to develop. These types of classroom create few opportunities for teachers to support students’ learning by their providing positive feedback and feed-forward based on informal and formal formative assessment activities. The main aim remains one of “getting through the syllabus” and controlling students’ resistant behaviour, rather than engaging in positive learning relationships with them. Such interaction patterns also maintain control over what constitutes appropriate and “official” knowledges and ways of learning in the classroom in the hands of the teacher, in this way denying Māori students opportunities to bring their own prior cultural knowledges to the classroom “conversation”. This pattern also supports and maintains the dominant deficit discourse. Any problems that Māori students have with learning, or any resistance they offer (such as poor behaviour or absenteeism), is seen as a manifestation of their poor attitudes and/or low parental aspirations rather than a manifestation of inappropriate learning relationships.
6.
Addressing Student Achievement

This project seeks to improve the educational achievement (in its widest sense) of Māori students. This notion often becomes conflated with addressing the achievement “gap” with consequent expectations that increasing Māori student achievement should be reducing the “gap”. However, Ladson-Billings (2006) insists that it is not the achievement gap that we should be addressing, but rather the education debt. 
Using the notion of the national debt as a metaphor, Ladson-Billing (2006) suggests that it is the accumulation of achievement gaps that needs to be addressed; that is, just as the accumulation of annual fiscal deficits produces an economic debt, so the accumulation of achievement gaps over time has produced an education debt, a debt that the education system owes to Māori children who have been short-changed by the education system for generations. 
There are two implications of this analysis. The first is that we should not get too excited by the early signs of achievement gains being made by Māori students because this could well be the “Hawthorne effect,” where the focus of attention is sufficient in itself to bring about gains in achievement. Further, even if the gains we have seen in this report are entirely due to the project’s intervention, the problem remains of how to sustain these gains in the face of what Coburn (2003) identifies as “competing priorities, changing demands, and teacher and administrator turnover” (p. 6). In other words, the education debt requires that we, as educators, persist with monitoring achievement gains in these schools in order to address the long term education debt. We should not be seeing the reform as “over” or implemented with the first sign of success. 
The second implication is that we should not be measuring Māori students against progress made by non-Māori students especially those in the same class, but rather we should be measuring Māori student progress against their peer group as we did in the asTTle results. This is in line with Durie’s (1995) warning that to measure Māori progress against non-Māori is to perpetuate non-Māori being seen as the norm, the standard against which all others are to be measured, ignoring the advantage that non-Māori students have had over Māori during their entire education. 
The education debt can be addressed from a variety of discursive positions. It can be seen as the cumulative fault of the child and their homes, the solution being that children and their families need to change; however we know that this is virtually impossible for classroom teachers to accomplish if indeed it is even to be seen as a viable proposition. Or it can be seen as a systemic issue that can be addressed by changing structures and systems from the top down. However, often structural and systemic changes do not benefit Māori students. For example, as Hattie (2003) identifies, while we have focused our attention on improving schools, numerous studies have shown that “schools barely make a difference to achievement” (p.9).
Alternatively, the education debt can be seen from the discursive position of relationships where self-determination becomes not separatism, but rather a process of establishing relationships predicated upon non-dominating relationships of interdependence. From this discursive position, the Effective Teaching Profile has been offered to the project schools as a koha which means that it is up to the schools, as truly self-determining partners in relationship with the research and professional development team, to pick up the koha. Of course, with picking up a koha comes responsibility and commitment, for within the Māori sense of this metaphor, there are obligations upon the person who picks up a koha. To do so means that the schools accept that they will work towards the goal of improving classroom relationships and interactions and develop institutional infrastructure in their schools in ways that will begin to address the education debt on a long-term basis. This ongoing commitment means that schools and educators will refrain from seeing achievement in its limited sense, or measuring short term gains against those historically privileged.

7. 
Towards Sustainability and Scale

As the project grows and develops in each school, systemic and institutional developments are necessary to support the changes taking place in the classroom. One area that needs to be developed is that of accurately measuring student attendance data, stand-downs, suspensions, early leaving exemptions, retention rates and achievement data, for two purposes. First, to allow teachers the opportunity to collaboratively reflect upon this data to inform their ongoing practice and second, to use the same data for summative purposes so as to identify if there is a relationship between the implementation of Te Kōtahitanga and positive changes in student participation and achievement. In order that these objectives are met in the sequence of formative preceding summative purposes, it is important that the project schools are able to undertake the task of data gathering and processing themselves in real time. One of the aims of the project in Phase 4 will be to continue to develop the use of Student Management Systems (SMS) so that the schools are able to use the data for formative purposes in co-construction and other collaborative settings, and that these data can then be aggregated for summative purposes.

A second major systemic development in the project has been an investigation of what constitutes sustainability of the gains made in these 12 schools and for taking the reform initiative to scale. Coburn’s (2003) model proved to be useful starting heuristic for considering how to take a project to scale in a large number of classrooms, and to sustain the gains made in these classrooms. Coburn (2003) indicates four main components: pedagogy, sustainability, spread, and ownership. However, in light of the developments in Phase 3, this model has been developed further by adding a focus on Māori students’ educational achievement, the vital role of leadership, the need to develop further evaluation and monitoring instruments as well as the need to raise the capacity and capability of staff in the schools to undertake this evaluation and monitoring.
The following model (Figure 10.2) was developed in a parallel study funded by Ngā Pae o te Māramatanga and the first part of the results were initially published as a monograph (Bishop & O’Sullivan, 2005). 
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Figure 10.2: A reform initiative must have the above elements:

This model can be applied to what constitutes sustainability and scale at a classroom, school and system-wide level. (see Table 10.1)
The theoretical model in Bishop & O’Sullivan (2005) uses GPILSEO as a mnemonic device to aid in referencing. In order to ensure that the reform initiative will be sustainable, the following elements should be present in the reform initiative from the very outset. These elements need to include: a means of establishing a school-wide GOAL and vision for improving student achievement; a means of developing a new PEDAGOGY to depth so that it becomes habitual; a means of developing new INSTITUTIONS and structures to support the in-class initiatives; a means of developing LEADERSHIP that is responsive, transformative, pro-active and distributed; a means of SPREADING the reform to include all teachers, parents, community members and external agencies; a means of EVALUATING the progress of the reform in the school by developing appropriate tools and measures of progress; and a means of creating opportunities for the school to take OWNERSHIP of the reform in such a way that the original objectives of the reform are protected and sustained.
The application of the model below in Table 10.1 focuses on classroom, school and system-wide settings. For the purposes of this report it identifies that for a reform initiative to bring about sustainable change in classrooms, there must be, from the very outset: a focus on improving Māori students participation, engagement and achievement in the classroom; a means of implementing a new Culturally Responsive Pedagogy of Relations to depth; a means of developing new institutions in the classroom, such as those developed through using cooperative learning approaches; a means of developing distributed leadership within the classroom; a means whereby the new classroom relationships and interactions will include all students; a means of monitoring and evaluating the progress of all students so as to inform practices; and above all, a means whereby the teachers and their students know about and take ownership of the reform, its aims, objectives and outcomes. 

This model also details the types of changes and initiatives that need to be implemented at the whole school and at education system-wide levels in order for reforms such as Te Kōtahitanga to be sustainable. The implementation and evaluation of this model will be the focus of the next phase of research in the Te Kōtahitanga project. Meanwhile, this phase of the project focused on those conditions necessary to being about changes in classroom practice.

In terms of this model then, this report produces evidence to show that all of these elements are developing in the classrooms in the project schools, some faster then others, but nevertheless, developing. In this report, we have focused on the experiences of those teachers who have been able to implement the ETP to an effective level, for as Hattie (2003) suggests, it is these teachers who indicate the way that others need to travel. In support of this approach we have reported the positive experiences of the large group of Māori students from the 12 schools who are being educated in the classrooms of these exemplary teachers. Overall, along with the evidence from the teachers’ survey, observation tool and the feedback and co-construction analysis, we can identify that each of the elements of the model are present in the effective implementers’ classrooms. That is: they focus on improving Māori student achievement; are using the new Culturally Responsive Pedagogy of Relations to implement the Effective Teaching Profile, (including developing understandings of anti-deficit theorising and agentic positioning); are changing the institutional structures in their classrooms; are distributing leadership through the development of power-sharing relationships; are spreading the reform to include all students in the benefits of participation in the conversation of learning; are formally and informally monitoring and evaluating Māori students’ (and others’) progress so as to inform their changing practices; and above all, are taking ownership of the aims and objectives of the project. 
Table 10.1: Sustainability

	
	Sustainability/going to scale


	Classroom
	School
	System

	G
	Goal

Focus to be on raising Māori student achievement and reducing disparities.


	Focus on improving Māori school achievement in classroom.
	Focus to be on improving all Māori student achievement across the school.
	National policy focus on raising achievement of Māori students and reducing disparities.

	P
	The need to implement a new pedagogy to depth
	Focus is on implementing a Culturally Responsive Pedagogy of Relations to depth i.e. to become habitual
	A new pedagogy of relations needs to be developed across all classrooms and should inform relations and interactions at all levels in school and community relations.


	Pre-service Education needs to be aligned with In-service Professional Development so that each supports the other in implementing new Pedagogy of Relations.

	I
	The need for new institutions in the school
	Focus is on developing new ways of relating and interacting in classrooms in ways that are organised and instituted.
	Schools need to make time and space for observation, feedback, co-construction and shadow coaching cycle, and restructure and timetable to support this reform.


	Funding for facilitators needs to be built into staffing allocation and schooling organisations to provide ongoing, interactive reform process.

	L
	The need for Leadership to be responsive, pro-active and  distributed
	Teachers and students as leaders and initiators of learning.
	The need for leadership to be responsive to the needs of the reform, pro-active in setting targets and goals and distributed to allow power sharing.


	National support and professional development for leaders to promote distributed leadership models.

	S
	Spread: the need to include others in the reform
	The need for an inclusive classroom where all students are engaged in learning.
	The need for all staff to join the reform for parents and community to be included into the reform. 
	The need for collaboration between policy funders, researchers and practitioners.



	E
	Evaluation: the need to develop an on-going means of evaluating movement towards the goal
	Teachers and students are able to use formal and informal formative assessments to improve their practice and learning.
	In school facilitators and researchers are able to use appropriate instruments to monitor the implementation of the reform.
	National level support for the evaluation and monitoring that is ongoing and interactive. Support for integrated Research and Professional Development.



	O
	Ownership

The need for all involved to own the reform
	Ownership is seen when teacher and student learning is central to classroom relations and interactions and teacher learning is based on analyses of patterns of student learning.
	The whole school include BOT to take ownership of the reform. Ownership is seen when teacher learning is central to the school and systems, structures and institutions are developed to support teacher learning.
	National ownership of the problem and provision of sufficient funding and resources to see solutions in a defined period of time.
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APPENDIX A   

Te Kōtahitanga In-Class Observation Sheet

2005 Te Kōtahitanga In-class Observation Sheet – Phase lll    



Name of Observer:​​​​​​​____________________________

Date:​​​​​​​​​______________________________
Class and Level:__________________       
Period in day:​​​​​​_____________________

School:​____________________________
Banding of Class:________________

Teacher:___________________________

Ethnicity of teacher  Māori_____ Non Māori______        Years of teaching  0-5___5-10 __ 10-15 __  15+___
 

[image: image10.wmf]2005 ESA Raw Scores

1

6

11

16

21

26

31

Pre-test

Post-test

Mean scores

Maori

Non-Maori



	Observe for 10 seconds then record for 5 seconds
	Target
	1
	2
	3
	4
	5
	6
	7
	8
	9
	10
	% Eng
	   Work 

Completed

     1 - 5

	
	Student 1
	
	
	
	
	
	
	
	
	
	
	
	

	
	Teacher
	
	
	
	
	
	
	
	
	
	
	
	

	
	Student 2
	
	
	
	
	
	
	
	
	
	
	
	

	
	Teacher
	
	
	
	
	
	
	
	
	
	
	
	

	
	Student 3
	
	
	
	
	
	
	
	
	
	
	
	

	
	Teacher
	
	
	
	
	
	
	
	
	
	
	
	

	
	Student 4
	
	
	
	
	
	
	
	
	
	
	
	

	
	Teacher
	
	
	
	
	
	
	
	
	
	
	
	

	
	Student 5
	
	
	
	
	
	
	
	
	
	
	
	

	
	Teacher
	
	
	
	
	
	
	
	
	
	
	
	

	Cognitive Level
	
	Student Positioning  *
	Teacher positioning  *

	1
	2
	3
	4
	5
	
	
	
	
	
	
	

	Not Challenging            Medium             Challenging
	
	
	
	
	
	
	

	Work Completed
	
	
	
	
	
	
	

	1          2              3            4             5
	
	* NB:  Top = Front of class
	* NB:  Top = Front of class

	Not  Challenging    Medium    Challenging
	
	
	


Observation of Relationships.

	Relationships:
	What evidence is there of the teacher:


	Range:


	Evidence:

	Caring for the student
	a)  caring for the student as (culturally located) individuals
	    1       2       3       4       5

  Low         Medium     High 
	

	Caring for the performance of the student
	b)  having high expectations for the learning performance of the students
	    1       2       3       4       5

   Low       Medium      High 


	

	Behaviour expectations
	c)  having high expectations fro the behaviour performance of the students
	  1       2       3       4       5

Low        Medium      High 


	

	Management of the classroom
	d)  proving a well-managed learning environment 
	  1       2       3       4       5

 Low       Medium       High 


	

	Culture (C) 
	e) providing a culturally appropriate learning context for Māori students


	  1       2       3       4       5

 Low       Medium       High 


	

	Culture (c) 
	f) providing a context where Māori students can bring their own cultural experiences to their learning
	  1       2       3       4       5

Low       Medium        High 

	


	Feedback to teacher
	Feedback – general points as observations



	Teacher reflection on feedback
	Teacher reflection on lesson and feedback received from Observer



	Future directions
	Notes/ideas from co-construction meetings / suggestions for improvements




APPENDIX B 

Taped Feedback/Co-Construction Sessions: Analysis Form 

School: 





Date:

Facilitation Team Member:



Teacher:

Convention: Score each tape for ten minutes only, the ten minutes to begin at least five minutes into the tape for feedback and tem minutes for co-construction. Score by ticking (  each chunk or separate meaningful idea. To the left hand side of the table, score teacher contributions with a tick ( and a capital T e.g. (T. 

	Facilitation Team Member or Teacher
	
	Facilitation Team Member
	Teacher

	Inaudible
	Other
	Opener
	Feedback
	
	Specific feedback/Conversation that links to Learning for the:

	
	
	
	
	
	Teacher
	Student
	Teacher
	Student

	
	
	
	
	
	
	
	
	


Taped Feedback/Co-Construction Sessions: Analysis Tool

Tape              

 

School     

Feedback /Co-construction

Term



Year

	Characteristics of effective learning communities
	Amount of Evidence

	
	Tally
	1 = None
	2 = Little
	3 = More
	4 = Lots

	1. Te Kōtahitanga ETP principles are challenging or affirming teachers’ current assumptions and practices
	
	
	
	
	

	2. Discourses have a focus on raising Māori students achievement
	
	
	
	
	

	3. Discourses reject or respond to deficit theorising
	
	
	
	
	

	4. Discourses are agentic


	
	
	
	
	

	5. Collaboration and shared expertise are contributing to a critical examination of recent in-class practice 
	
	
	
	
	

	6. Discourses are reflective linking classroom experience and evidence to more effective in-class practice
	
	
	
	
	

	7. Clear focus on student learning with recent evidence being used to inform next teaching steps
	
	
	
	
	

	8. Expectations, skills and knowledge are developing and practices are changing or affirmed
	
	
	
	
	

	9. Values and expectations about learning and achievement are shared 
	
	
	
	
	

	10. Discourses show that teaching is collaborative  and de-privatised
	
	
	
	
	

	TOTALS
	
	
	
	
	


Record some excellent examples of verbatim quotes (identify characteristic by numbers).
APPENDIX C
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Te Kōtahitanga Teacher Participation Survey

26 October 2005
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Thank you for completing this survey. The following information will be used for improvement, evaluation, and research purposes only. Your responses will be kept confidential and you will be tracked by a unique identification number. Your feedback and information are very important to the ongoing development of Te Kōtahitanga. Please reflect on your experiences in Te Kōtahitanga and answer each of the following questions within the range of 1=strongly disagree to 5=strongly agree by circling the appropriate answer. We would appreciate your comments in the boxes provided, as your comments will help us develop the project.

Participant Information

(Please fill in the blank or check the appropriate box for each question.)
1.
Unique identification number 




2.
What is your gender? 



□ Male




□ Female

3.
What is your ethnicity? 


□ Māori




□ Non-Māori



4.
What year level(s) do you teach?  

□ Year 9




□ Year 10


□ Both




□ Other 



5. 
Are your classes streamed?


□ Yes




□ No
6.
What school do you teach at? 







7.
How long have you participated in Te Kōtahitanga? 




8.
How many years have you taught? 




9.
Where did you receive your teacher training? 

_______


10. What type of pre-service education did you receive?


□ Bachelor’s degree




□ Postgraduate degree


□ Teaching degree




□ Teacher training certificate


□ Secondary teaching diploma




□ Industry and trade 
_____________



□ Certificate(s) 







□ Other 

__________________________


10. Do you have experience teaching in primary (junior) school?

□ Yes. If so, how many years? 







□ No
(Please circle the appropriate answer in each of the following questions.)
1. Te Kōtahitanga participants’ reactions to professional development activities. My reactions to the professional development experiences are as follows.

A. Initial three-day hui

	
	Strongly Disagree
	Disagree
	Neutral
	Agree
	Strongly Agree

	1. The leaders/facilitators at the initial three-day hui I attended were knowledgeable and helpful.
	1
	2
	3
	4
	5

	2. The time I spent at the initial three-day hui was well spent
	1
	2
	3
	4
	5

	3. The information and materials provided at the initial three-day hui were useful.
	1
	2
	3
	4
	5

	4. The initial three-day hui was well planned and meaningful.
	1
	2
	3
	4
	5


How useful was the initial hui?

Comments:
B. Te Kōtahitanga professional development activities: Observations
	
	Strongly Disagree
	Disagree
	Neutral
	Agree
	Strongly Agree

	1. The leaders/facilitators of the observations were knowledgeable and helpful.
	1
	2
	3
	4
	5

	2. The time spent in the observations was well spent.
	1
	2
	3
	4
	5

	3. The information and materials provided at the observations were useful.
	1
	2
	3
	4
	5

	4. The observations were well planned and meaningful.
	1
	2
	3
	4
	5


Comments:
C. Te Kōtahitanga professional development activities: Feedback (Following Observation)
	
	Strongly Disagree
	Disagree
	Neutral
	Agree
	Strongly Agree

	1. The leaders/facilitators giving feedback were knowledgeable and helpful.
	1
	2
	3
	4
	5

	2. The time spent in the feedback was well spent.
	1
	2
	3
	4
	5

	3. The information and materials provided at the feedback were useful.
	1
	2
	3
	4
	5

	4. The feedback was well planned and meaningful.
	1
	2
	3
	4
	5


Comments:
D. Te Kōtahitanga professional development activities: Co-Construction Meetings

	
	Strongly Disagree
	Disagree
	Neutral
	Agree
	Strongly Agree

	1. The leaders/facilitators of co-construction meetings were knowledgeable and helpful.
	1
	2
	3
	4
	5

	2. The time spent in co-construction meetings was well spent.
	1
	2
	3
	4
	5

	3. The information and materials provided at co-construction meetings were useful.
	1
	2
	3
	4
	5

	4. The co-construction meetings were well planned and meaningful.
	1
	2
	3
	4
	5


Comments:
E. Te Kōtahitanga professional development activities: Shadow Coaching
	
	Strongly Disagree
	Disagree
	Neutral
	Agree
	Strongly Agree

	1. The leaders/facilitators at shadow coaching were knowledgeable and helpful.
	1
	2
	3
	4
	5

	2. The time spent in shadow coaching was well spent.
	1
	2
	3
	4
	5

	3. The information and materials provided at shadow coaching were useful.
	1
	2
	3
	4
	5

	4. Shadow coaching was well planned and meaningful.
	1
	2
	3
	4
	5


Comments:
2. Te Kōtahitanga participants’ learning. 

My reflections on the knowledge and skills I have gained are as follows.

	
	Strongly Disagree
	Disagree
	Neutral
	Agree
	Strongly Agree

	A. Deficit thinking about Māori students has a negative effect on their achievement.
	1
	2
	3
	4
	5

	B. I need to relate to Māori students from an agentic position.
	1
	2
	3
	4
	5

	C. I need to create a supportive environment of care in my classroom(s) where Māori students are free to be themselves.
	1
	2
	3
	4
	5

	D. I need to have high expectations for the performance of Māori students and let them know about their progress and how they can improve.
	1
	2
	3
	4
	5

	E. In order to be an effective teacher I need the management skills required to create a secure, meaningful, and well-managed learning environment in my classroom(s).
	1
	2
	3
	4
	5

	F. In order to be an effective teacher I need in-depth curriculum knowledge.
	1
	2
	3
	4
	5

	G. In order to be an effective teacher I need an overall approach to planning, including units and lessons, and to use student outcomes to inform my practice.
	1
	2
	3
	4
	5

	H. In order to be an effective teacher I need to engage in effective teaching interactions, including feedback, feed-forward, and co-construction, with Māori students so they are encouraged and able to bring their own prior experiences to my classroom(s).
	1
	2
	3
	4
	5

	I. I need to use a range of strategies that promote an effective teaching and learning environment where learning conversations can occur.
	1
	2
	3
	4
	5

	J. I need to focus and reflect on the goal of raising Māori achievement.
	1
	2
	3
	4
	5


Comments:
3. School support and change. 

My reflections on how my school supports Te Kōtahitanga are as follows.

	
	Strongly Disagree
	Disagree
	Neutral
	Agree
	Strongly Agree

	A. The changes promoted by Te Kōtahitanga are in alignment with my school’s mission or strategic direction.
	1
	2
	3
	4
	5

	B. My school provides sufficient resources for implementing Te Kōtahitanga, including time for sharing and reflection.
	1
	2
	3
	4
	5

	C. My school has a school-wide culture to honor and share successes achieved through Te Kōtahitanga.
	1
	2
	3
	4
	5

	D. My school has been effective in advocating and facilitating the implementation of Te Kōtahitanga.
	1
	2
	3
	4
	5

	E. My school addresses issues and problems related to implementing Te Kōtahitanga quickly and efficiently.
	1
	2
	3
	4
	5

	F. My school supports teachers working together collaboratively in a structured manner.
	1
	2
	3
	4
	5

	G. My school supports the whole staff being involved in Te Kōtahitanga.
	1
	2
	3
	4
	5


The primary goals of my school are:
My school is participating in Te Kōtahitanga because:

4. Te Kōtahitanga participants’ use of new knowledge and skills. 

My reflections on how the new knowledge gained and skills acquired have made a difference in my professional practice are as follows.

	
	Strongly Disagree
	Disagree
	Neutral
	Agree
	Strongly Agree

	A. I am aware of the negative effects of deficit theorizing about Māori students and my teaching practices reflect this knowledge.
	1
	2
	3
	4
	5

	B. My teaching practices reflect a more agentic attitude towards Māori students.
	1
	2
	3
	4
	5

	C. My teaching practices enable Māori students to be who they are in my classes and to feel supported in a caring environment.
	1
	2
	3
	4
	5

	D. I hold high expectations for the performance of Māori students and frequently communicate these expectations in my classes by letting my students know about their progress and how they can improve.
	1
	2
	3
	4
	5

	E. My classroom is a well-managed purposeful learning environment.
	1
	2
	3
	4
	5

	F I have extensive curriculum knowledge and use it in my classrooms.
	1
	2
	3
	4
	5

	G. I have an overall approach to planning, including units and lessons, and use student outcomes to inform my practice.
	1
	2
	3
	4
	5

	H. My lessons are planned to encourage interactions, including feedback, feed-forward, and co-construction, where Māori students can bring their experiences and help shape their own learning.
	1
	2
	3
	4
	5

	I. My interactions with students create learning conversations and communicate respect for their knowledge and an atmosphere of learning from each other.
	1
	2
	3
	4
	5

	J. I focus and reflect on the goal of raising Māori achievement.
	1
	2
	3
	4
	5


Comments:
5. Learning outcomes for students of Te Kōtahitanga teachers. 

My reflections on the effects on students in my classes are as follows.

	
	Strongly Disagree
	Disagree
	Neutral
	Agree
	Strongly Agree

	A. My participation in Te Kōtahitanga has positively affected the achievement of Māori students in my classroom(s).
	1
	2
	3
	4
	5

	B. My participation in Te Kōtahitanga has positively influenced the physical and emotional well-being of Māori students in my classroom(s).
	1
	2
	3
	4
	5

	C. My participation in Te Kōtahitanga has increased the confidence of Māori students in my classroom(s) as learners.
	1
	2
	3
	4
	5

	D. My participation in Te Kōtahitanga has improved the attendance of Māori students in my class(es).
	1
	2
	3
	4
	5

	E. My participation in Te Kōtahitanga has increased the engagement of Māori students in my classes with learning.
	1
	2
	3
	4
	5

	F. My participation in Te Kōtahitanga has positively impacted on Māori students in my classroom(s).
	1
	2
	3
	4
	5


Please provide specific examples of how changes in your teaching practice have improved Māori student achievement:
APPENDIX D
Te Kōtahitanga Phase 3 Teacher Interviews

These interviews provide teachers with an opportunity to reflect on their involvement in Te Kōtahitanga with reference to theoretical positioning, classroom practice and the impact on the learning of Māori students in their classrooms. 
These interviews take place at a time when schools have been involved in Te Kōtahitanga for a period of two years, although individual teachers may have only been involved for one year.

The teachers invited to participate in these interviews have been identified by facilitators as successful implementers of the Effective Teaching Profile and this position has been verified through the process of student interviews.
The purpose of these interviews is to build case studies around the Effective Teaching Profile.
1. 
Tell me about your experiences with Te Kōtahitanga?



Expectations



Positive features



Difficulties or problems



Deficit theorising



Agentic positioning

2. 
What has been the impact of Te Kōtahitanga on relationships in your classroom?



Caring for the student



Caring for performance



Classroom management

3. 
What has been the impact of Te Kōtahitanga on Māori student learning?



Interactions



Strategies



Outcomes to inform practice



Outcomes to inform student learning

4.
In what ways has Te Kōtahitanga enabled you to work with others? How useful has this been?



Students



Colleagues



Facilitators



Senior Management



Parents/Whānau/Community

5.
If you were to offer advice to other teachers what would you say?

6.
Can you make any suggestions about how the professional development support you are receiving could be improved?
APPENDIX E
Te Kōtahitanga Phase 3 Student Interviews 

Introduction

· Are you aware that some of your teachers have been taking part in a programme that looks to improve Māori education in secondary schools?

· We want to talk to you about your experiences with some of these teachers, in particular the sorts of things that happen in the classroom- the way your teacher teaches, how your achievement is going, your attendance, whether you plan to stay at school until year 13 and anything else you’d like to talk about.

· The interviews will be recorded for the purposes of the research team, however you will not be identified and nothing you say during this interview will be used against you in any way. Your discussions during this interview will be used by the research team, not by your school.

· Consent issues and withdrawal.

1. Experiences

Describe your experiences in this class, this year.

What is it like with this teacher in this class?

What sort of teacher are they?

· strategies: group work, paired work, activities, rewards, games

What sort of activities do you do in class? Can you describe them?

How often would you do these types of activities?

What is your teacher doing and saying while you are doing these activities?

What do you do when you’re not doing group work?

Do you enjoy this type of work? Why? Do you think it helps your learning?

· interactions: feedback, feedforward, help, prior knowledge

Do you feel comfortable asking for help in this class?

Does your teacher get round to everybody?

Are there times when you’re asked what you already know about a subject?

What sort of instructions are you given about what to do next?

· choices:

What choices do you get in the classroom? Time spent on activities, the types of activities you do?

Do you feel you have a say in your own learning?

Are you responsible for your own learning?

· participation

Do you feel comfortable about participating and contributing in class?

Does everyone participate most of the time, why/why not?

Does your teacher ask you for feedback about whether you liked a lesson or what could be done differently?

· teacher expectations

Do you find the work you’re doing challenging?

Do you know what your teacher expects of you in this classroom?

Do you know what your teacher expects of you in each lesson?

Do you think your teacher cares about your learning?  How do you know?

Does your teacher find out how you are doing in other subjects as well?

If you had to rank all your teachers and put the best teacher at number one, who would be your best teacher?

2. Achievement

How are you doing in this class this year in terms of achievement?

Do you know how you’re doing?  How do you know?

Can you compare how you did last year in this subject?  Why the change?

When do you find out how you are doing? Tests, reports, assignments or can you just ask?

Are you given a choice in how you are assessed?

What is the subject you are doing the best in?

3. Attendance

Do you attend this class regularly?

Would you avoid this class/why?

Are there other classes you would choose to miss?

4. Goals

What goals do you have?

Will you be staying at school after this year?

Will you be staying until year 13?

What goals do you have for your own achievement?

Have you thought about what you want to do when you finish school?

Are your teachers aware of your goals? Do they encourage you?

5. Other ideas

Is there anything else you’d like to share?

APPENDIX F

Evidence About Effectiveness Of Te Kōtahitanga From Education Review Office (ERO) Reports

The focus of Te Kōtahitanga is on improving Māori student outcomes, and the Education Review Office (ERO) has collected information for reports to government on improving Māori student achievement during 2004-2006. Also Christine Sleeter (2005) internationally acclaimed scholar in the field of multicultural education, identified ERO reports as a “significant piece of evidence.” 

Thus, the University of Waikato Research and Professional Development Team decided to review ERO reports for project schools during 2004-2006 because these reports constitute evidence of the effectiveness of Te Kōtahitanga from an outside evaluator. Reports were found for four schools. Those schools are named here because ERO reports are in the public domain. Completed reports were found on the ERO Website for 4 of the 12 schools

School A (2004)

The Education Review Office (ERO) Evaluation
The quality of student achievement information reported to the board has improved. In the past year teachers have participated in school-wide professional development initiatives that are having a positive impact on student achievement. These programmes, Te Kete Akoranga and Te Kōtahitanga, are designed to increase student engagement in learning, improve literacy skills and address the underachievement of Māori students. Teachers report noticeable improvements in the quality of teaching and learning.

Findings - Goals and targets for improving the achievement of Māori students

Background
The 2003 report recommended that the board do more to enhance educational opportunities for Māori students. The report suggested that the curriculum did not adequately reflect the backgrounds and interests of Māori students and noted that the board had no specific goals for improving outcomes for Māori students. Data comparing Māori and non-Māori student achievement, discipline, attendance, retention and pastoral care had not been collated or analysed.

Areas of progress
The new board expresses a commitment to improving Māori student achievement and has included a goal in its strategic plan to this effect. The board includes several elected Māori representatives who are well positioned to guide the board’s decisions and further consultation with the Māori community.

A significant number of teachers are implementing the Te Kōtahitanga programme in their classrooms. This initiative is based on research designed to support and enhance the achievement of Māori students though the development of supportive relationships and improved teaching methodology. Teachers involved in this programme receive good feedback from the external research team and have reported improved learning outcomes for students.

The school is taking steps to better reflect the culture and values of Māori students who comprise two thirds of the school roll. There has been an increase reported in the numbers of students taking te reo Māori at the senior level. Students appreciate the ways in which many teachers are acknowledging te reo me ōna tikanga Māori in classrooms and the improved signage around the school.

Areas for further improvement
Co-ordination of initiatives:  Senior managers should co-ordinate and report on initiatives relating to school goals for improving outcomes for Māori students. This management responsibility should include reporting comparative information between Māori and non-Māori in a range of benchmarked indicators including academic achievement, sport, discipline and retention levels.

Quality management and self review - Areas of progress

The professional development undertaken by teachers in the past year is strengthening the school-wide learning culture. The priority teachers have placed on improved teaching and learning through enhanced relationships with students is benefiting student learning outcomes.

Suspension reductions initiatives

Background
The 2003 ERO report identified concerns about student stand-downs and suspensions. Although the school was part of the Suspension Reduction Initiative, the data indicated that numbers of suspended students had not significantly declined. The report recommended that the board continue to explore alternatives to facilitate students’ participation in education.

Areas of progress
The board has made every effort to reduce student suspensions. In 2003, 17 students were suspended; of these, 7 were excluded. To date in 2004, four students have been suspended and none have been excluded. Trustees have worked closely with senior managers and parents to ensure that students returning to school following a suspension are appropriately supported.

A number of effective pastoral care systems are in place to monitor student behaviour. The most significant shift in behaviour management has occurred as a result of new teaching and learning initiatives implemented by the staff. The focus on engaging students in learning rather than managing their behaviour has been a positive feature of staff development.

To the Parents and Community

The quality of student achievement information reported to the board has improved. In the past year teachers have participated in school-wide professional development initiatives that are having a positive impact on student achievement. These programmes, Te Kete Akoranga and Te Kōtahitanga, are designed to increase student engagement in learning, improve literacy skills and address the underachievement of Māori students. Teachers report noticeable improvements in the quality of teaching and learning.

Teachers, support staff and senior managers are strengthening the learning culture of the school. They are working collegially to create a more student-centred learning environment. Students with identified learning needs are catered for effectively. Baseline achievement data in literacy and numeracy has been collated and analysed. Achievement data from the reading extension programme indicates significant improvements in skill levels for targeted students over a two-year period.

Improvements have appropriately focused on student achievement. However, further improvements are needed in some areas of school management. 

School B (2004)

The Education Review Office (ERO) Evaluation

School B is a large, multi-cultural, West Auckland secondary school. The school is student-centred with a board, principal and staff who are committed to raising student achievement. The tone of the school is positive. Staff are forward looking and willing to try innovative strategies to further improve teaching and learning. 

The principal has been effective in setting the tone of the school. His strategic vision for the school enables him to lead the staff in implementing teaching best practice based on national and international educational research. Ongoing improvements to school organisation and practice are aimed at raising teacher capability and lifting student achievement levels. 

The focus of this review is the effectiveness of systems to promote high quality teaching and learning. The report evaluates how the school is improving Māori and Pacific student achievement.
School Specific Priorities - The effectiveness of systems to promote high quality teaching and learning

Background

The board of trustees and staff selected this focus area because they regard high quality teaching and learning as fundamentally important to improving student achievement. The staff has been involved in professional development and discussions on how to increase student engagement in learning. The aim of the board and staff to improve achievement is reflected in the school motto:  “Achievement for All”.

As part of the school drive to improve the quality of teaching and learning, the board and staff have participated in a research-based pilot project, Te Kōtahitanga, aimed at improving the achievement of Māori students. The project is based on improving relationships between teachers and students. A significant number of teachers have opted to be part of the programme which is strongly supported by a carefully planned professional development programme on the use of teaching strategies to engage Māori students. 

Over the three years the project has been in operation, research has been undertaken on teaching strategies to improve the achievement of targeted Māori students in full Māori core classes in Years 9 and 10, four Māori home groups, and targeted Māori students in mainstream classes. These students are taught by ‘target’ teachers who have undertaken the required professional development. 

To inform review findings on the quality of teaching, the review team considered systems to introduce and support Te Kōtahitanga, systems for curriculum planning and assessment, provisions for senior students, review and evaluation, and performance management.

Areas of good performance

Te Kōtahitanga:

·         The mana and success of Te Kōtahitanga in working to raise the achievement of Māori students is due to the strong commitment and support of the board, the principal, project teachers, whānau and the community working in collaboration with staff from the University of Waikato. The project is informed by research based on New Zealand educational theory and practice. It is a relevant and strategic model of classroom management designed to address Māori under-achievement.

·         Target teachers report positively on the professionalism and helpfulness of advice they receive from lead teachers and facilitators carrying out observations of their classroom practice. Evidence collected through intensive on-site teacher observations and analysed by staff from Waikato University has identified a significant shift in teachers’ pedagogical approaches towards interactive strategies that engage students positively in learning.

·         Baseline and ongoing achievement data is being collected on the achievement of Māori students. Seventy-one percent of the Y10 Māori target class in 2003 showed an improvement in their reading ages from Y9 to Y10 and achieved well above rates for non-target Y10 Māori students. The school has data on the achievement of targeted and non-targeted students in the National Certificate of Educational Achievement (NCEA) in 2003. However, the number of targeted Māori students involved in NCEA is too small to be statistically reliable or to enable the senior management team to identify trends.

·         Further positive impacts of Te Kōtahitanga are reported as an increase in the numbers of students learning te reo Māori; observable increases in student engagement in learning; increased retention of targeted Māori students from Year 9 in 2001 to 2003 and increased enrolment of target Māori students in academic courses in Year 10. Data from the project for 2001 and 2002 show that suspension and stand down rates for targeted Year 9 and 10 Māori students are significantly lower than for those of non-targeted Māori and non-Māori students. The school has yet to analyse data for 2003 to confirm the continuation of this trend.

Areas for improvement

Quality of teaching:  The senior management team should ensure that the high quality pedagogical practices that guide the implementation of Te Kōtahitanga are implemented for all students. A number of staff should use more strategies for interactive teaching to ensure they engage students more effectively in the learning process. The pedagogical principles of Te Kōtahitanga should be documented as expectations of best practice for all staff.

Areas of Specific Government Interest - Improving Māori student achievement

Twenty-three percent of students at School B are Māori. The school has used asTTLe achievement information to collate and analyse data on the achievement of Year 9 Māori students in reading and numeracy. Data show that Māori students achieve at a level very close to that of all other students. The achievement of Māori students in NCEA is below that of non-Māori students. However, the school’s NCEA results show an improvement in Māori student achievement from 2002 to 2003. The principal is working with staff to further improve the achievement of Māori students in the senior school.

The principal recognises that Ministry of Education data show that the percentage of Māori students leaving school with qualifications is well below that of non-Māori students. Māori students are made aware of opportunities to win scholarships to further their education.

The school has data on the attendance rates of Māori students from the beginning of 2004. The school has not analysed attendance rates for Māori since the 2000 ERO report. School data show that the suspension rate for Māori students is the highest in the school by ethnic breakdown. The senior management team should regularly analyse available data on suspensions and stand downs of Māori students, monitor trends and implement strategies to further reduce the suspension and stand down of these students.

School initiatives for Māori students include the Te Kōtahitanga project which is designed to improve the achievement of Māori students through improved teaching strategies to meet their learning needs. The impact of the project is evaluated earlier in this report. 
Since the last triennial board of trustee elections the board has coopted Māori representatives who have helped arrange consultation hui. Māori parents actively support school events that specifically celebrate Māori arts and culture and student success. Staff responsible for Te Kōtahitanga have held hui with the Māori community to provide information about the programme. Links have been made with local iwi and marae. The board recognises the need to continue this process to strengthen consultation about the wishes of Māori parents for their children’s education.

Recommendations

ERO and the board recommend that the board of trustees and senior staff improve the school’s systems for collating, analysing, interpreting and using data on student achievement and pastoral care to further improve planning and monitoring of students’ learning and behaviour needs.

To the Parents and Community of School B
The focus of this review is the effectiveness of systems to promote high quality teaching and learning. The report evaluates how the school is improving Māori and Pacific student achievement, the extent to which the school is implementing the Code of Practice for the Pastoral Care of International Students, and the quality of guidance and support provided for beginning teachers. The report finds that the school provides a positive environment for student learning and makes a number of suggestions and recommendations for further improvement.

School C (2006)

The Education Review Office (ERO) Evaluation

Since the last review in November 2002 there has been modernisation of the technology, physical education, visual arts and library facilities. There have also been significant changes in staff, particularly at head of department level and in the senior management team. In addition there has been substantial development in all of the areas identified in the last report as requiring improvement. These areas include staff professional development to improve the quality of teaching and the achievement of Māori students, the collation and use of achievement data, assessment in Years 9 and 10 and reporting to parents on student progress.

This report focuses on student engagement with learning. The Education Review Office consulted with the board of trustees to select this focus area. The report also includes evaluation of the collation and use of assessment information, improving Māori student achievement, students who are under achieving, careers education and guidance, adult and community education and implementation of the code of practice for international students. The report identifies good practice and next steps within each section.

The school has a clear focus on improving student learning and achievement. Effective leadership by the board and principal provide a strong common sense of purpose about achieving the school’s stated objective of ‘maintaining an unrelenting focus on achievement’. 

Over the past three years staff have been involved in extensive, school-based, professional development aimed at improving student engagement with learning. This development has involved strengthening classroom management practices and relationships between students and teachers as well as raising the achievement of Māori students. This professional development is encouraging the development of a culture of professional reflection about teaching practice and ongoing improvement. Greater consistency in the implementation of teaching strategies such as formative assessment and strengthening aspects of teacher appraisal should further improve the quality of teaching practice.

Positive and respectful relationships between and among teachers and students are evident throughout the school. The school has an inclusive approach to student management that aims to support students in their learning. Teachers know students well and demonstrate a willingness to provide the extra assistance necessary to promote success in curricular as well as extra curricular activities. 
School Specific Priorities - Student Engagement with Learning
Background

The mission statement of School C is, ‘challenging students to achieve’. In order to improve student achievement the school aims to develop a high level of student engagement in learning. This report evaluates progress in the development of student engagement with learning.

Student progress and achievement

The most recent available school-wide achievement information for School C is the NCEA and Ministry of Education benchmark data for 2004. This information indicates that overall levels of student achievement, including that of Māori students, are comparable to that of students in other schools on a national basis but above those of students in other schools of the same decile.
Areas of good performance

Strategic direction:  The school has a clear focus on improving student learning and achievement. The board of trustees, principal and senior managers provide effective leadership for the direction of the school. School-wide documentation such as the strategic plan, annual plan and other guiding documents are of high quality and are underpinned by current research in education.

Effective leadership and clearly documented guidelines are providing a strong common sense of purpose about achieving the school’s stated objective of maintaining an, ‘unrelenting focus on achievement’.
Te Kōtahitanga:  Participation by a majority of staff in the Te Kōtahitanga programme provides evidence of the school’s commitment to enhancing student engagement in learning. This programme provides a framework for sustained and focused professional development which aims to improve Māori student achievement, enhance relationships between students and teachers and develop more effective classroom management strategies. Programme facilitators are providing enthusiastic and committed leadership with strong support from the principal. Involvement in the Te Kōtahitanga programme is encouraging professional dialogue among teachers and is assisting in promoting high levels of engagement with learning for many students.

Professional development opportunities:  School-wide professional development is focused on improving teaching and learning. In addition to involvement in the Te Kōtahitanga programme, teachers have participated in a range of other training opportunities involving information and communications technologies (ICT), formative assessment, classroom management strategies and subject-based professional development. There is an increasing shared awareness and understanding of good practice in teaching and learning.

Relationships:  Classroom learning climates are characterised by mutually respectful relationships. Teachers are skilled in using positive strategies in managing their relationships and interactions with students and are responsive to their needs and interests. Students appreciate the efforts of teachers who are willing to work hard in their interests and work alongside them. Positive relationships are contributing to a settled learning environment where students are able to engage with learning.

Junior certificate: The school has introduced a well-designed structure for monitoring progress of students at Year 9 and 10. Achievement expectations and criteria linked to national curriculum levels have been established in all curriculum areas. Increasingly these expectations are being shared with students. This approach means that students can be more involved in, and take more responsibility for, their learning. 

Community partnership: The school has developed a strong and constructive partnership with its parents and the community. There is planned and regular communication with parents including Māori parents. Parents find the school accessible and welcoming and enjoy a range of opportunities to be involved in school activities and events. A positive relationship between home, school and community promotes student engagement in learning. 

Areas for improvement

Teaching strategies:  While the school has made a commitment to assist teachers in the development of strategies to better engage students in learning, teachers are at different stages of development in their practice. There is a continuing need for consistency in the school-wide implementation of teaching strategies that are aimed at improving student engagement. Models of good practice in planning, curriculum delivery and the use of formative approaches to teaching and learning, which are evident in the school, should be shared more widely to consolidate these practices. Strengthening the use of strategies to engage students should further encourage them to be active participants in their learning.

Areas of National Interest - The Achievement of Māori Students

During the review, ERO evaluated the extent to which the school has knowledge of and strategies for promoting the achievement of Māori students.

Areas of good performance

Raising Māori student achievement:  The principal and board of trustees demonstrate a strong commitment to improving outcomes for Māori students. This commitment is clearly reflected in the strategic and annual plans that include goals and targets for raising Māori student achievement. During the past two years there has been substantial resourcing for school-wide professional development focused on strengthening teacher knowledge and understanding of teaching strategies to better engage Māori students with learning.

Community consultation:  Regular consultation hui between the board, management, staff and the Māori community are contributing to a united approach to raising student achievement. Trustees and management make every effort to ensure Māori parents are kept well informed about the school’s endeavors for improving outcomes for Māori students. This approach is resulting in a mutually respectful relationship between the school and the Māori community, where Māori parents are able to actively contribute to raising the achievement of Māori students.

School initiatives:  The school has set in place specific initiatives for strengthening Māori student achievement. The major professional development programme Te Kōtahitanga, is strengthening teacher relationships with many Māori students resulting in increased levels of student engagement with learning. The Te Aka Matua programme continues to provide students with purposeful experiences in te reo and tikanga Māori in a supportive whānau environment underpinned by values such as whānaungatanga, manaaki and tuakana/teina. The large number of students involved in the Te Aka Matua initiative is a strong indication of the pride these students have in te reo and Māori culture. Many students involved in this programme also go on to become school leaders. Māori students are responding positively to school initiatives that affirm their culture and identity as being an integral part of the school.

Relationships:  Supportive learning relationships between Māori students and their teachers are evident within and outside the classroom. Students enjoy friendly, supportive relationships with teachers and peers. Many Māori students report that teachers have high expectations for them as learners, encouraging and challenging them to achieve particularly at senior level. A key indicator is the increasing number of Māori students participating in senior programmes resulting in improved retention rates, which are now comparable to those of all students.

More Māori are staying to Year 13, and the percentage leaving with qualifications has risen. The positive attitude of many Māori students to school is increasing their levels of participation and engagement with learning.

Providing for Students who are Underachieving – Findings

The school has a good knowledge of the progress and achievement of its students overall. The school has reliably identified those students who are not achieving as well as they should. The school has a good knowledge of the impact of these programmes on the progress and achievement of the students involved.

School D (2005)

The Education Review Office (ERO) Evaluation

This report focuses on an evaluation of initiatives to improve student achievement. The board of trustees agreed to this focus area in consultation with the Education Review Office. The report also includes evaluation of the achievement of Māori students.

Improving the achievement of all students is the central priority at School D. A number of school-wide initiatives have been introduced to achieve this objective. These initiatives include a school-wide, cross-curricular focus on literacy and involvement by a large proportion of the teaching staff, in the Te Kōtahitanga programme which is aimed at raising the achievement of Māori students through promoting positive relationships and improved classroom teaching practice. 

There is effective teaching across the school, with numerous examples of high quality practice. Teachers demonstrate knowledge of, and enthusiasm for, their subject areas and have high expectations for student achievement. Relationships and interactions between students and teachers are positive and supportive. There are generally high levels of student engagement in learning, with evidence of positive behaviour management which is contributing to settled classroom learning environments. Classroom teaching practice in Years 9 and 10 could be further strengthened by a focus on formative assessment practice to ensure that students are receiving regular feedback about their progress and their next learning steps.

The principal is a capable, thoughtful and reflective educational leader. He is providing clear direction for staff, students, parents and the board. He has taken a key role in the development of the school-wide initiatives to raise student achievement, and in strengthening perceptions of the school in the wider community. He is ably supported within the school by a committed team of senior and middle managers. 

School Specific Priorities - School-wide initiatives to raise student achievement

Background

School D has identified improving the achievement of all students as its central priority. A number of school-wide initiatives have been introduced to achieve this objective. There has been a strong emphasis on careful analysis of assessment data to review programmes of learning and to develop the curriculum to meet the needs of students. It was agreed that ERO would evaluate the effectiveness of the school’s strategies for improving achievement for all students.

Areas of good performance

Te Kōtahitanga:  Participation in the Te Kōtahitanga programme provides evidence of the school’s commitment to improving the achievement of Māori students. A large proportion of the staff is undertaking focused and sustained professional development through the framework of the Te Kōtahitanga programme. The main emphases of this professional development are to encourage a positive approach to improving the achievement of Māori students, to strengthen relationships between teachers and students and assist teachers to develop more effective classroom management strategies. The programme facilitators are providing enthusiastic and committed leadership and monitoring of progress, with strong support from the principal. Involvement by teachers in the Te Kōtahitanga programme is contributing to professional dialogue and reflection about best practice in teaching and learning which should assist in enhancing the achievement of all students.

Relationships:  Supportive and mutually respectful relationships between students and teachers and among students are evident across the school. Settled and constructive learning environments prevail in classrooms, with high levels of student engagement in learning, and effective behaviour management. Students appreciate the support and encouragement they receive from teachers. Positive relationships contribute to a climate, which encourages successful learning and achievement.

Teacher appraisal:  Teacher appraisal procedures are strongly linked to the objective of improving student achievement. Teachers are required to have appraisal goals, which reflect school wide achievement initiatives. This approach is helping to ensure that there is a common sense of direction in the implementation of strategies to improve student achievement with a strong focus on teaching and learning.

Areas for improvement

Ongoing monitoring of the effectiveness of school wide initiatives:  While there is a process for reviewing achievement initiatives on an annual basis consideration now needs to be given to establishing measurable targets and short term tracking procedures. This ongoing monitoring would provide more immediate feedback for staff, students and parents on progress in meeting the goals and targets of school-wide initiatives. 

Formative assessment practice in Years 9 and 10:  The use of classroom formative assessment practice across curriculum areas in Year 9 and 10 is variable. Good practice is evident in a number of classrooms where learning intentions are shared and success criteria developed. These practices should be modelled for other teachers so that students are encouraged to take greater responsibility for their own learning.

Areas of National Interest - The achievement of Māori students

During the review ERO evaluated the extent to which the school has knowledge of, and strategies for promoting, the achievement of Māori students. 

Background

Twenty-four percent of students at School D identify as Māori. A number of school-wide initiatives have been introduced to raise student achievement at all levels of the school. Some areas of good performance related to the school’s focus area, also apply to this section of the report. 

Areas of good performance

Te Kōtahitanga programme:  A significant proportion of the teaching staff is undertaking regular professional development through the Te Kōtahitanga programme. The main emphases of this professional development is to raise the achievement levels of Māori students through countering deficit theorising, promoting positive relationships between students and teachers and improving classroom teaching practice. Milestone reports indicate that this initiative is beginning to have a positive impact on teaching practice across the school.

Student engagement in learning:  A high level of engagement in learning and on task behaviour among Māori students are evident across the school. The expectations and routines set for learning and behaviour by teachers are clearly understood by Māori students. Māori students enjoy being at school and are motivated to achieve success in academic, performing arts, sports and other cultural activities. 

Achievement of Māori students:  The school is collating and analysing achievement information specific to Māori students. NCEA results at levels 1, 2, and 3 indicate that the achievement of Māori students who enter NCEA is comparable with those of other students, and with national norms.

Communication and consultation:  The school is responsive to the needs of its Māori students and the aspirations whānau have for their children. Self-review processes ensure that parents are regularly consulted and are provided with opportunities for active participation in the education of their children. Effective communication and consultation are contributing to a sound partnership between the school and its Māori community.

Area for improvement

Access to qualifications:  There is a need to give consideration to issues surrounding the retention of Māori students and the number of Māori students who fail to complete or attend their NCEA assessments. Retention rates for Māori students into Years 10, 12 and 13 are lower than those for other students. This means that a disproportionate number of Māori students are leaving school prior to entering national qualifications. 

Recommendations

ERO recommends that school management investigate ways of strengthening:

·         the ongoing monitoring of the effectiveness of school-wide initiatives; and

·         formative assessment practice in Years 9 and 10.

To the Parents and Community of School D
This report focuses on an evaluation of initiatives to improve student achievement. The board of trustees agreed to this focus area in consultation with the Education Review Office. The report also includes evaluation of the achievement of Māori students.

Improving the achievement of all students is the central priority at School D. A number of school-wide initiatives have been introduced to achieve this objective. These initiatives include a school-wide, cross-curricular focus on literacy and involvement by a large proportion of the teaching staff, in the Te Kōtahitanga programme which is aimed at raising the achievement of Māori students through promoting positive relationships and improved classroom teaching practice. There is also ongoing professional development in information and communications technology (ICT). Participation in these programmes and the focus on improving student achievement is contributing to self-reflection and professional dialogue among teachers about learning and teaching practice.

There is effective teaching across the school, with numerous examples of high quality practice. Teachers demonstrate knowledge of, and enthusiasm for, their subject areas and have high expectations for student achievement. Relationships and interactions between students and teachers are positive and supportive. There are generally high levels of student engagement in learning, with evidence of positive behaviour management which is contributing to settled classroom learning environments. Classroom teaching practice in Years 9 and 10 could be further strengthened by a focus on formative assessment practice to ensure that students are receiving regular feedback about their progress and their next learning steps.

The principal is a capable, thoughtful and reflective educational leader. He is providing clear direction for staff, students, parents and the board. He has taken a key role in the development of the school-wide initiatives to raise student achievement, and in strengthening perceptions of the school in the wider community. He is ably supported within the school by a committed team of senior and middle managers. 

Results

Improving Māori student achievement is an area of specific government interest. Therefore, ERO has collected information in that regard from schools that were evaluated. Four Te Kōtahitanga schools were evaluated by ERO during 2004-2006.

Analysis of these reports revealed how ERO views Te Kōtahitanga as a “school-wide professional development initiative.” In these reports ERO noted that Te Kōtahitanga is “informed by research based on New Zealand educational theory and practice” and is designed to:
· raise the achievement levels of Māori students through countering deficit theorizing, promoting positive relationships between students and teachers and improving classroom teaching practice;

· provide a framework for sustained and focused professional development which aims to improve Māori student achievement, enhance relationships between students and teachers and develop more effective classroom management strategies; and

· encourage the development of a culture of professional reflection about teaching practice and ongoing improvement.

Based on our analysis of these ERO reports, we found ERO acknowledged milestone reports indicate that Te Kōtahitanga is beginning to have a positive impact on teaching practice across schools. Other evidence of progress as a result of involvement in Te Kōtahitanga noted by ERO included:
· commitment by boards of trustees and principals to improving Māori student achievement, including a goal in strategic plans;

· regular consultation hui between boards of trustees, management, staff and the Māori community that contribute to a united approach toward raising Māori student achievement;

· implementation of Te Kōtahitanga by a significant number of teachers;

· significant shifts in teachers’ pedagogical approaches;

· significant shifts in behaviour management by focusing on engaging students in learning;

· improved teaching and learning through enhanced relationships with students that benefit student learning outcomes;

· encouragement of professional dialogue among teachers and reflection about best practice in teaching and learning;

· strengthened school-wide learning culture;

· improved collation and analysis of achievement information specific to Māori students;

· improved attitude of Māori students resulting in increased levels of participation and engagement with learning; and

· increased percentage of Māori students staying in school to Year 13 and leaving with qualifications.

Conclusion

Improving Māori student achievement is a policy of current national interest. Te Kōtahitanga is focused on improving Māori student achievement. The Education Review Office (ERO) evaluates New Zealand schools on a regular basis and has focused in its reports on school-wide initiatives to improve Māori student achievement. As a result, in the four project schools ERO has evaluated since the project began in 2002, Te Kōtahitanga was a major element.

ERO recognizes Te Kōtahitanga as a research-based professional development program aimed at addressing the problem of underachievement of Māori students by countering deficit thinking about these students, promoting positive relationships between students and teachers, and improving classroom teaching practice. ERO has found project schools made progress toward this goal as a result of their involvement in Te Kōtahitanga. Boards of trustees and principals in project schools have committed themselves through strategic goals to raising Māori student achievement and entered into partnerships with management, staff, and the local Māori community to create a united approach to achieving this goal. As a result project schools have experienced improved learning outcomes for Māori students because of strengthened relationships between teachers and these students resulting in increased student engagement with learning.
APPENDIX G
In the interest of space and ease of understanding, the full report included selected data to illustrate results from the in-school observation tool. For those people interested in looking at all the tables here is the full set of data results.
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Cohort 2 Observations 2004-2005
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� The selection criteria were not defined by the RPD team beyond asking facilitators to select highly effective implementers of the ETP. Indeed, what constitutes effectiveness is a matter constantly being considered by the RPD team. 


� Such analysis was not possible for the ESA literacy scores inserted below because of the nature of the assessment it was not possible to suggest that learning was directly related to English teachers for example whereas numeracy is far more likely to be the domain of maths teachers.


�  These groups of Māori students are very similar because the criteria for inclusion of the students in their category were whether their teacher was in the project or not. Their inclusion in either group was not decided upon by student variables such as streaming, course selection and so on. Similarly, because we have data from six schools that are representative of the whole 12 schools, again we are reassured that these two groups are similar.


� This is also relevant for other minoritised students’ see Shields, Bishop & Mazawi (2005).
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