
REFUGE OR TURMOIL? 

SOMALI ADOLESCENT REFUGEES IN CHRISTCHURCH 
SCHOOLS: 

Intercultural Struggle and the Practices of Exclusion 

A THESIS 
C:I IDUTTTCI"\ T"-1 S:::-111 S:::-TI AAC"-IT 
._,,V ~IY\J. I I 1..U J.1-., I V'-1 J.'-fUI..I-., I 

Of THE REQUIREMENTS FOR .THE DEGREE 
OF 

MASTER Of ARTS IN SOCIOLOGY 
IN THE 

UNIVERSITY OF CANTERBURY 
BY 

LOUISE HUMPAGE 
v.;'., 

UNIVERSITY OF CANTERBURY 
1998 



CONTENTS 

I '-----------------------------------' 

Abstract 

Acknowledgements 

PART ONE: INTRODUCTION 

1: Introductory Comments 

Research Goals 
Rationale 
Chapter Outline 

g: Methodology and Methods 

The Research Focus 
Methodology 
Methods 
Ethical Challenges 
Complexity and Compromise 

PART TWO: SETTING THE CONTEXT 

iv 

V 

1 

2 
3 
5 

8 

8 
10 
12 
16 
21 

~: Refugee Policy in New Zealand: Immigration, Resettlement and Education 22 

Immigration Policy 
Resettlement Policy 
Education Policy 
The Policy/Practice Divide 

1: Refugees and the Process of Adaptation 

The Adaptation Process 
Variables in the Cultural Adaptation of Refugees 
Cultural Adaptation and Refugee Adolescents 
Educational Adaptation and Refugee Students 
Revisiting the Main Factors Influencing Adaptation 

PART THREE: THE CULTURAL STRUGGLE 

_g_: Narrowing the Focus: Somali Refugees in Christchurch 

The Arrival of Somali Refugees 
Somali Resettlement 
Somali and Education 
Disjuncture 

22 
25 
29 
38 

39 

40 
43 
45 
47 
57 

59 

60 
62 
67 
69 



.____ __________ c_o_N_T_E_N_T_s---------~' 

2: 'Fitting In': Somali Students at School 

Previous Education 
Home Environment 
Cultural Background 
The Difficulties of Fitting In 

z: 'Coping with Diversity': School Responses to Somali students 

Institutional Inclusion 
Institutional Exclusion 
Classroom Inclusion 
Classroom Exclusion 
Alienation-from School 
The Practices of Exclusion 

PART FOUR: JOURNEY'S END 

§.: Recommendations 

Short-term Improvements 
Long-term Improvements 
The Challenge 

2.: Research Themes 

Somali Students as an Exemplar for Refugee Adolescents 
The Ambiguity of Equity 
Systemic Bias and Ethnocultural Hegemony 
Final Words 
The Struggle Continues 

References 

_ __,_,,, 

70 

71 
84 
86 
96 

98 

99 
102 
112 
114 
129 
132 

134 

135 
141 
149 

151 

151 
157 
159 
161 
163 

164 



iv 

ABSTRACT 

Somali refugees have resettled in New Zealand since 1993. Yet, there is a dearth of information 

about their experience in this country. This thesis moves into uncharted territory by considering the 

adaptation of Somali adolescent refugees to secondary school in Christchurch. · It argues that, just as 

Somali adolescents are struggling to cope with the New Zealand school experience;fu too are Christchurch 

schools in a struggle to be inclusive within a constraining socio-political environment. As a result; school 

remains a continual site of intercultural struggle involving a complex interplay of vested interests, systemic 

biases, disjuncture, compliance and resistance. 

The adaptation process through which Somali students travel is fraught with difficulties because 

they are situated at the intersecting point of two competing cultures at school. As the educational culture 

prioritises the interests, norms and values of the dominant group, Somali students are frequently asked to 

choose between educational adaptation and their cultural identity. Data gained from !ntervievvs with Somali 

adolescents, Somali parents and educators demonstrate that the students alternate between resistance and 

compliance to this demand, highlighting the conceptualisation of school as a site of intercultural struggle. 

Schools are also experiencing difficulties in coping with the differential needs and culture that 

Somali adolescents embody, resulting in a dual process of adjustment. Nevertheless, because the power 

relationship between Somali students and Christchurch schools is unequal, educational institutions are 

usually able to contest the challenges that Somali students represent. Interview data indicates that 

policy/practice disjunctures and systemic biases within education constrain Christchurch schools and that 

they are consequently unsure of how to be inclusive of Somali needs and culture. Throughout the thesis 

comparisons are drawn with research involving refugees from other ethnic groups and it is clear that the 

difficulties Somali face reflect those experienced by refugees as a whole. However, such disadvantage is 

not inevitable and recommendations for improvement are an important contribution of the study. 
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1 
INTRODUCTORY COMMENTS 

1 

Refugees, by nature of their migration experience, participate in a long and often painful journey. 

When they arrive in their new host country most expect this journey to have ended. The word 'refugee' 

implies that the new country is a refuge from the political, social and economic circumstances that have 

forced refugees to flee their own homes. Yet, many find upon arrival that their search for refuge continues 

as they experience the process of resettlement. Such a process inherently involves both positive and 

negative encounters as refugees make the transition between their past and present lives. There is often a 

sense of 'struggle' as refugees simultaneously resist and comply with aspec'"lS of their new culturnl 

surroundings and as their new social environment reacts to the challenges that the culture and 

characteristics of refugees present to a host society. 

This thesis documents the experiences of Somali refugee adolescents at secondary schools in 

Christchurch as they attempt to complete a journey of transition. It argues that the adaptation process 

through which Somali students travel is fraught with dilemmas and delusion as they grapple with their 

positioning between two lives and two cultures. Systemic biases within education often result in 

considerable discomfort for these students, because the educational culture and structures ask them to 

choose between their cultural identity and adaptation. The students alternate between resistance and 

compliance to such demands, but are at times able to situate themselves uneasily between the two 

extremes. The factors that enable and constrain Somali student adaptation to school, both academically 

and culturally, are the core foci of inquiry. Using literature relating to refugee adaptation and informal, 

semi-structured Interview material as a basis, I have pursued numerous variables and conclude that the 

factors Identified in international and local studies generally fit well with the Somali adolescent experience. 

Furthermore, the thesis contends that schools are also involved In a complex period of adjustment, 

as they experience difficulty in coping with the differential needs and culture that Somali students embody. 

Schools are ill-prepared to dea! with this diversity due to underfunding and a lack of direction from central 
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government. Although schools and Somali students are both going through a process of adaptation, they 

do not engage with each other on equal terms. As key institutions of the dominant culture of New Zealand, 

schools are able to actively resist the challenges with which Somali students present them. Interview · 

material provides evidence that, good intentions notwithstanding, Christchurch schools do little to be 

inclusive of the needs and culture of Somali students and that systemic biases within education diminish 

their chances of successfully completing the transitory journ~y of adaptation. Thus, for both Somali 

students and the educators who play out everyday situations of contestation, school is a site of intercultural 

struggle. 

RESEARCH GOALS 

My intention in producing this thesis is to answer the four core questions that have guided the 

research process throughout: 

1. How well are Somali refugee adolescents 'fitting in', both academically and culturally, to 
Christchurch secondary schools? 

Anecdotal reports suggested that Somali adolescents were having some difficulties adapting to 

school and I wished to assess the truth of such comments by talking to Somali students about their 

educational experiences. To gain a broader perspective of this adaptation process, I also interviewed 

Somali parents and professionals who work with Somali students. 

2. How well are schools coping with the academic and cultural challenges that Somali 
refugee adolescents present to them? 

Despite recent rhetoric in policy documents promoting equity and the inclusiveness of cultural 

diversity within education, it was my suspicion that Christchurch schools were failing to be inclusive of 

Somali needs and culture. This situation was evaluated through information gained from interviews with 

Somali students, their parents and a small number of educators. 

3. What improvements can be made within the education system that might facilitate the 
'fitting in' of Somali refugee adolescents at school and the ability of schools to 'cope' 
with diversity? 

Assuming that there would be room for improvement within education institutions, I gathered 

comments from students, parents and educators about the ways in which- schools could become more 
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inclusive of Somali needs and culture. I asked them to highlight successful practices that should be 

continued or implemented. 

4; What are the commonalities between the educational experiences of Somali refugee 
adolescents and those of refugee adolescents as a whole? 

A review of refugee literature indicated that refugee adolescents from different ethnic backgrounds 

often share common characteristics. In addition, similar factors appear to influence both the academic and 

cultural adaptation of refugee adolescents in schools. Thus, I wished to explore the extent to which Somali 

refugee adolescents could be offered as an exemplar for the adolescent refugee experience in general. 

RATIONALE 

This study about refugees concentrates on a specific age bracket of a particular ethnic group and 

their experiences in one New Zealand institution, the education system. While this focus is narrow, it has 

been selected to provide an important and original contribution to a body of growing research on refugees 

in New Zealand. To date no other research concentrates on adolescent Somali refugees and their 

experiences of education. Yet this focus is of vital significance for the foliowing reasons: 

SOMALI REFUGEES 

Somali refugees have resettled in New Zealand only since 1993 (Bell 1998:24). Consequently, 

there is virtually no documentation of their experience in this country. Most previous research, both 

internationally and locally, has focused on Southeast Asian refugees. Although refugees from different 

ethnic groups often share common characteristics, their cultural background is one variable in ~he refugee 

experience. The Islamic religion and African origin of Somali set them apart from the refugees that have 

traditionally resettled in New Zealand. On one level this thesis explores how well Somali fit the general 

conclusions made about refugees in a literature which has largely been based upon the Southeast Asian 

experience. 

ADOLESCENTS 

The majority of refugee research concentrates on adult refugees. There has been little specific 

investigation of young refugees because they are often considered mere appendages to adults (Sung 

1987: 1). It is frequently assumed that young refugees adjust more easily _than adults to a new society, 
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because their participation in the education system often leads them to adopt the host language and culture 

at a faster rate (Field 1985:22). However, Mc:Callin (1988:243) claims that, because young refugees receive 

greater exposure to the host culture than adults, they experience more direct confrontation between their · 

home and host cultures. The coping mechanisms that adolescents develop to deal with this are not 

necessarily a sign of successful adjustment. Beaglehole (1990) provides historical evidence of this fact, in 

her study of Jewish refugees who came to New Zealand in the 1940s and 1950s as children or adolescents. 

Previous assumptions about their easy and rapid integration into New Zealand society are seriously disputed 

through the personal memories of such refugees. Yet, they shared a more similar cultural background with 

New Zealanders than most refugees arriving today. 

This study focuses specifically on adolescents because there is significant international evidence 

that immigrant children who arrive in their host country by age six or seven are able to achieve greater 

academic success at secondary school than those who arrive at a later age. Gibson (1995:78) indicates that 

in the United States, older arrivals often fail to obtain the required skills needed to succeed in secondary 

school and are at greater risk for dropping out. New Zealand research amongst Southeast Asian refugees 

confirms that adolescents and young adults face greater difficulties than their younger counterparts, 

particularly those with little formal education and those who are placed in age-appropriate classes (see 

Pongudom 1995:303; Tan 1995:92-94). However, refugee adolescents have never been given the 

opportunity to speak for themselves about their experiences of resettlement in New Zealand. 

EDUCATION 

My interest in locating Somali adolescents within schools relates to changes in New Zealand 

education over the last decade. There has been a tentative move towards the promotion of policies that 

are inclusive of cultural diversity. For example, the New Zealand Curriculum Framework (Ministry of 

Education 1993:7) states that education will "ensure that the experiences, cultural traditions, histories and 

languages of all New Zealanders are recognised and valued". Simultaneously, there has been a withdrawal 

of the State from all but policy making decisions in education (Boston et al 1996:83). Individual schools, 

administrators and teachers have been left witli the responsibility for implementing policy, resulting in great 

variability and little accountability. While much research has assessed the institutional Inclusion of some 

specific ethnic groups, particularly Maori, refugees have generally been Ignored. There has been no 

educational research specifying Somali students of any age group. I surmise that the ideals set out In policy 

relating to refugees are rarely achieved and that Christchurch schools are not adequately inclusive of Somali 

needs and culture within their structures. 
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RESEARCH SIGNIFICANCE 

Thus, the importance of this research is four-fold. In addition to expanding the general body of 

research on refugees, this study offers a largely 'unknown' refugee group that originates from Somalia a 

chance to speak. Somali refugees are culturally distinct from the Southeast Asians who have been the 

focus of most refugee research, so it is of vital importance that they are given this opportunity. The limited 

documentation on the relationship between the refugee experience and adolescence will be supplemented, 

while also broadening the scope of our understandings about refugees as a whole. -Finally, research on the 

Somali experience in schools offers a chance to assess the capabilities of the New Zealand education system 

in dealing with differential needs that stem from both the refugee experience and cultural diversity. 

CHAPTER OUTLINE 

This thesis consists of nine chapters, which are organised into four sections. Part one is an 

introduction to the research project I have undertaken and this first chapter has already outlined the goals 

and rationale for the research. The second chapter of part one moves on to explore the way in which the 

study was conducted. I begin by describing how the topic of inquiry was selected, the methodology and 

methods used and the groups of participants who so kindly took part in this project. Ethical issues have 

been a core component of the study, due to the face-tci-face contact I have had with human participants 

who are of an ethnic group other than my own and vulnerable because of their status as refugees. Hence, 

I position myself within the research by considering how my own personal attributes may have affected 

both process and product and discuss the ethical dilemmas by which I have been challenged as a 

researcher. Emphasis is placed upon the compromise and flexibility that have been inherent features of the 

research enterprise. 

Somali students and the schools that they attend are the locus of attention, yet neither exists 

within a vacuum. Thus, part two of the thesis sets a context into which their experiences can be placed. 

The third chapter provides a critical discussion of immigration, resettlement and education policy relating to 

refugees, arguing that there is a major disjuncture between policy and practice in this country. Many 

refugee needs go unmet as a result of little consultation or coordination between the agencies who make 

policy and those who implement it. I include interview data to illustrate this point by employing the words 

of Somali refugees and educators who spoke on these issues. 

To continue the goal of contextualisation, chapter four explores the adaptational processes of 

refugees. It is stressed that the nature of adaptation is multifaceted and complex. The divisions between 
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economic and cultural adaptation are problematised before common influences upon refugee adaptation, as 

identified by the literature on refugees, are 'outlined. A distinction is then made between the adaptational 

processes of adolescent refugees and their older counterparts, for adolescents are often noted as finding ' 

adaptation particularly difficult. I then highlight the key factors that can enhance or diminish refugee 

adaptation to school. These relate to both the refugee experience and the school environment. I return to 

the major influences upon educational adaptation by using them as an analytical framework when exploring 

the Somali experience in chapter's six and seven. 

Part three holds the bulk of the interview data that I have gained from my_,r~search. Entitled 'The 

Intercultural Struggle' this section of the thesis conceptualises the Somali refugee adolescent experience as 

a figurative tug-of-war in which both students and schools find that they must adapt. After clarifying what 

is meant by 'Somali culture', chapter five links Somali with previous discussion in chapter's three and four by 

indicating how the policy/practice divide affects the adaptation of Somali refugees in Christchurch. Their 

poor socio-economic positioning is noted, for this is one variable that influences the ability of Somali 

adolescents to fit in at school. 

Chapter six considers the numerous factors stemming from the refugee experience that may 

enhance or diminish Somali educational adaptation. Many Somali have experienced large gaps in their 

previous education and are not familiar with the educational culture prevalent in New Zealand. These are 

both major factors in the present difficulties that Somali students face. The home environment of Somali 

students, particularly the parental support they receive in relation to education, is also taken into 

consideration. Finally, this chapter explores how the cultural background of Somali students affects their 

ability to fit in at school by illustrating the ways in which Somali culture acts as a barrier to positive 

interaction between Somali and non-Somali students. 

Chapter seven considers the coping mechanisms of the Christchurch schools who are challenged 

by the differential needs and cultural diversity that Somali students represent. The main factors said to 

influence refugee adaptation in the literature, as outlined in chapter three, are again used as a structural 

device. The extent to which the needs and culture of Somali students are included within schools is 

assessed, before factors inside the classroom are investigated. It is noted that systemic biases within the 

institutional structures of education result in Somali students being prematurely and inappropriately 

mainstreamed. Additionally, interaction between Somali students, teachers and non-Somali students 

frequently results in Somali being excluded from the knowledge that could lead them to successful 

educational adaptation. These acts of social closure are performed to 'protect' the educational culture from 

the diversity that Somali students represent and may be considered an example of ethnocultural hegemony. 
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Part four completes the research journey with two concluding chapters. The first (chapter eight) 

documents the changes that could be made to ease the process of educational adaptation for Somali 

students and to encourage greater inclusion of Somali needs and culture within Christchurch schools. · 

Improvements suggested by my student, teacher and parent participants are compiled and those that I 

consider to be the most viable are presented as research recommendations. Both short- and long-term 

improvements are noted and together they indicate that the discomfort Somali students currently endure in 

Christchurch schools need not be inevitable. However, the recommendations offered represent a major 

challenge to central government and educational agencies. 

Chapter nine draws together many of the threads that have been woven through this thesis and 

provides resolution for the key research questions outlined in this introductory chapter. The first of three 

themes analysed reflects upon the ability of the Somali student experience to stand as an exemplar for 

refugee adolescents in general. Following this, the discussion moves on to contemplate the multiple and 

conflicting discourses that affect the confused understandings of equity that teachers display. A recurrent 

analytical theme relating to systemic biases and ethnocultural hegemony within education is also evaluated. 

This leads to a final assessment of the four research questions that have animated the study from gestation 

to completion. 
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METHODOLOGY AND METHODS 

8 

This thesis is a case study of Somali refugee adolescents. It has already been noted that such 

individuals are involved in a journey of transition, as they adapt to Christchurch schools and, more 

generally, New Zealand society. I too have been on a journey, although its magnitude cannot be compared 

to that of the students I have studied. The following discussion recounts my travel fr.Qlll being an intending 

Master's student in search of a topic, to a researcher enveloped in the ethical issues of being an 'outsider' in 

every way to the group I have studied, yet regarded as an 'expert' on refugees within my academic setting. 

After clarifying the research focus, I elaborate upon my methodology and the methods used, highlighting 

the considerable 'adaptation' that has been required on my part. Although no research goes exactly 

according to plan, studying a vulnerable group who are refugees and of an ethnic group other than my own 

has required numerous adjustments and compromises. These have shaped the research presented here. 

Thus, in addition to exploring the ethical challenges that have evolved from studying Somali students, I also 

reflect upon the vulnerabilities I have experienced as a researcher in the field. I hope to foreground the 

particularities of the final product by making clear the complexity of the research journey undertaken. 

THE RESEARCH FOCUS 

Before discussing the methodology and methods of this study, it is necessary to consider how I 

came to be investigating refugee adolescents from Somalia, for the process of selecting a topic has shaped 

the completed research. In addition, clarification is offered on the three main terms - 'Somali', 'refugees' 

and 'adolescents' - used to refer to the individuals who are the main focus of this thesis. 

SELECTION 

Wishing to conduct a study that benefited not only myself, I actively sought community 

involvement in the formulation of the research focus. This came from my sponsor who, as an employee of 

the non-governmental agency Refugee Resettlement Support (RRS, formerly Resettlement Family Support 

Project), is aware that adolescent refugees have particular needs which are not being addressed. I then 

adopted what Hingangaroa Smith (1992:8) calls the 'power-sharing' model, by asking refugees in 

-
Christchurch to support the research enterprise (which was later narrowed to only Somali refugees). An 
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open letter discussing the proposed study was circulated, and the response gained from this indicated that 

the research was thought useful and would be supported by refugee communities. The Christchurch 

schools at which the majority of refugees are enrolled were approached in a similar way and again the · 

replies were positive. 

Believing that reciprocity within the research relationship is essential, I agreed to write a report at 

the end of my study, to assist RRS in lobbying the Ministry of Education. This report offered my 

participants an opportunity to channel their often frustrating and alienating experiences into a potential 

lever for change within the New Zealand education system, while government was given a chance to create 

policy informed by those whom it affects (see Nackerud 1993:5). In addition, I wrote an article for Many 

Voice~ a journal for English-as-a-Second-Language (ESOL) teachers. This provided feedback to the 

educators I interviewed and made it possible for other teachers to understand the experience of their 

Somali students more comprehensively. 

DEFINITIONS 

Having selected my topic, it was necessary to be precise as to what I meant by 'Somali refugee 

adolescents'. Thus, I provide the definitions by which my Somali participants were selected: 

Somali 

In this study 'Somali' refers to those people who have been born in Somalia, a country in the Horn 

of Africa. The term 'Somalian' is in common usage in New Zealand, even by some of the students I 

interviewed, but my cultural advisor suggests that Somali is a more appropriate denotation. Upon the same 

advice, I use the word Somali in both the singular and plural form, rather than adding an 's' for the latter as 

is commonly done with foreign words in English. 

Refugees 

'Refugees' in this thesis refer to those determined as such by the 1951 United Nations (UN) Refugee 

Convention and 1967 Protocol. Both international documents define a refugee as a person who: 

Owing to well-founded fear of being persecuted for reasons of race, religion, nationality, 

membership of a particular social group or political opinion, is outside the country of his 

[sic] nationality and Is unable to or, owing to such fear, Is unwilling to avail himself [sic] 

of the protection of that country (Rutter 1991: 12). 
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In New Zealand, individuals who have officially immigrated as 'refugees' are accepted into this country 

under the annual quota from refugee camps or granted asylum after arriving in New Zealand. However,, 

many people who fit into the UN definition immigrate through the family reunification programme, in which 

already settled refugees sponsor relatives remaining in a camp or third country (Duncan 1992:36). They 

have usually experienced the same trauma, dislocation and hardship as quota or asylum refugees and 

exhibit similar resettlement characteristics. This study recognises such parallels and includes Somali who 

have arrived in New Zealand under family reunification criteria within the term 'refugee'. 

A person who has been granted refugee status finds, upon arrival in New Zealand, that they are 

technically no longer a 'refugee', but a 'permanent residene of this country. My continued use of the term 

refugee is a political decision. I am aware that this word acts as a 'marker' that separates _those who haYe 

had refugee status from their host society peers, discouraging feelings of belonging and acceptance. 

However, I follow Lyon's (1992:16) lead and believe that the retention of the term refugee in resettlement 

can be justified when used to emphasise the continuing adjustment issues and needs of refugees. 

Adolescents 

'Adolescence' is a culturally defined term and the age range included within it can vary greatly. 

To aid my access to participants, I have interpreted adolescence broadly. Somali refugees aged between 

twelve and twenty are regarded as 'adolescents' in this study. Although Somali consider adulthood to 

begin at fifteen years of age, this is usually in relation to religious duties and people of this age do not 

necessarily take on what in New Zealand would be considered 'adult' responsibilities. Due to gaps in 

schooling, many refugee students at secondary school are older than their New Zealand classmates, so my 

broad definition is appropriate in discussing the school-based experiences of Somali. Even though it is 

problematic to use the words 'boy' and 'girl' to describe the older adolescents, I do so for the sake of 

simplicity. 

METHODOLOGY 

This thesis utilises document research and observation to contextualise informal, semi-structured 

and taperecorded interviews with Somali adolescents, their parents, and professionals involved in education 

and refugee resettlement. A triangulation of methods was crucial because it provided an opportunity to 

make an overview of differing personal perceptions and place them within a_ social and historical context 
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(see Lyon 1992:7-8). All three methods aimed collaboratively to view the world as Somali refugees 

encounter it by taking into consideration the 'multifaceted nature of their experience. 

Interviews were chosen as the key tool for this research because I believe hearing Somali students ' 

speak for themselves allows the nearest understanding of the reality in which they live. Document 

research, by comparison, would have provided inadequate means for an indepth analysis of the Somali 

student experience, due to the lack of information regarding Somali in New Zealand. Observation of Somali 

students in a classroom situation may have been a successful technique but ready access was not available. 

Language difficulties would have made administering a questionnaire to my Somali participants 

impracticable. A negligible response rate would also have come from educators and resettlement workers, 

whose busy workloads make research participation a low priority. Although it would have been easy to toss 

out a questionnaire or to write brief but unhelpful answers, my professional participants found it more 

difficult to ignore my telephone calls and inquisitive questions! 

Interviews were highly beneficial because they gave Somali participants a chance to express their 

opinions in their own words (see Etter-Lewis 1996:1). Both adolescents and refugees are commonly 

marginalised in academic study but the interviews I conducted allowed refugee adolescents, who are 

usually spoken for or ignored - and consequently misunderstood or misrepresented - the 'voice of 

experience'. The incorporation of direct speech from refugees also provides the thesis with more authority 

and persuasiveness than an impersonal commentary or interpretation (Slim and Thomsen 1995: 1;73). The 

flexibility that semi-strudured interviews permitted was also invaluable, for this method provided 

consistency across the different groups that I interviewed. An unstructured approach may have been 

successfully utilised in the Somali student and parent interviews, but not with the professionals who offered 

information in an official capacity only and had scarce time in which to do so. While the professional 

interviews may have suited a more structured style, this would have been inappropriate for my potentially 

vulnerable Somali participants and the informality in which their interviews were conducted. Thus, semi

structured interviews provided an excellent compromise that permitted me to tailor my questions to the 

timeframe and context of each s\tuation, without leaving major issues uncovered. 

While I had anticipated conducting only individual interviews, circumstances resulted In my 

Interviewing more than one participant at a time on four occasions. I wish to emphasise that this was not a 

focus group situation, for I did not did set a topic and then let my participants discuss this amongst 

themselves. Rather, I asked general questions and invited each member of the group to take a turn in 

answering. At times group interviews were unwieldy and difficult to record (see Fielding 1995:142). 

Participants often spoke over each other and I found it hard to encourage.everyone to have a turn at 
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speaking. Some may not have offered useful information due to the risk of being embarrassed in front of 

others. If given the opportunity again, I would still prefer to utilise individual interviews but it is important 

to acknowledge that the group interview situation did have some positive consequences. For example,· 

participants were able to remind each other of situations that illustrated my questions and often shared the 

telling and verifying of stories as they talked. Thus, group interviews may still be considered a successful 

method of investigation in this study. 

METHODS 

I began my fieldwork after reviewing the literature on the common resettlement and adaptation 

patterns of refugees and exploring New Zealand's immigration, resettlement and education policy. The 

fieldwork consisted of three parts: observation; professional interviews with educators and resettlement 

workers in an official capacity; and personal interviews in which I have had more indepth discussions with 

Somali students and parents. 

OBSERVATION 

On a purely informal basis I was able to observe three situations which helped to contextualise the 

comments of my participants. The most regular of these was my attendance at monthly meetings of the 

Refugee and New Migrant Forum, a group consisting of representatives from governmental and non

governmental organisations. There I was able make contact with those who have had considerable 

experience working with refugees, from which several fruitful but unrecorded conversations resulted. The 

Forum was also a valuable opportunity to keep up to date with local developments in refugee and 

immigrant services and assess the adequacy of current government policy. The unplanned observation of 

an after-school study class run by RRS and of a school foyer at lunch time are other situations which 

provided significant insight. 

PROFESSIONAL INTERVIEWS 

Interviews were at the heart of my fieldwork. My sponsor Identified the schools at which the 

majority of refugee students are enrolled and after gaining a response to the open letter, I contacted the 

principal at each school. Most directed me to speak with the Head or Director of ESOL, claiming that they 

did not know enough about refugee students to comment. Others with professional knowledge of Somali 

students were discovered by word-and-mouth. I eventually spoke with: 
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• two secondary school principals 

• seven ESOL teachers (written notes were supplied by four mainstream teachers also) from five 

Christchurch secondary schools 

• one school counsellor 

• the Ministry of Education's regional Secondary School Advisor for New Settlers and Multicultural 

Education 

• a Christchurch College of Education ESOL lecturer and refugee advocate 

• my sponsor, a senior social worker for RRS 

• a Somali interpreter for RRS who acted as 'cultural advisor' 

• a staff member from Work and Income New Zealand (WINZ, formerly Income Support) 

These informal, semi-structured interviews lasted about forty minutes each with the exceptiort of 

the discussion I had with my cultural advisor, which proceeded for two-and-a-half hours. It proved 

beneficial that most of this fieldwork was completed prior to speaking with Somali participants. Being 

aware of the programmes and assistance available for refugee students at each school, for example, 

provided a context within which the words of Somali students themselves could be interpreted. 

PERSONAL INTERVIEWS 

Before I interviewed the Somali participants, however, I attempted to understand the cultural 

framework in which they are situated. Griffiths (1995:45) states that such a task takes time and trouble but 

can be done, if imperfectly. Certainly, my cultural knowledge of Somali was. not as comprehensive as I 

would have liked. Available literature concerning Somali culture is dated and not always relevant to the 

New Zealand situation. I had proposed to consult with a cultural advisor before I undertook any interviews 

with Somali participants. Due to difficulty in locating a suitable person, consultation did not occur until after 

all of the Somali interviews were completed. This was useful for verifying the generality of cultural 

information given in interviews, but it would have been beneficial to discuss some issues prior to this time. 

The second phase of fieldwork consisted of informal, semi-structured individual or group interviews 

with: 

• seventeen Somali adolescents (eight girls and nine boys) from six Christchurch secondary schools 

• three Somali parents 

The interviews took place in a variety of locations; a room at RRS, the homes of two Somali families and the 

library of a school. Between one and five people participated in each interview, and these lasted between 

forty minutes and one-and-a-half hours. The 'refugees' involved arrived in New Zealand either under the 
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refugee quota or family reunification criteria. The ages of the 'adolescents' ranged from fourteen to 

twenty. All but two began their New Zealand education at a Christchurch secondary school. The parents 

interviewed were not necessarily relations of the student participants because, except in one case, parents 

and students were accessed separately. 

As a result of the limited background material I had gained about Somali culture, many of my 

questions implicitly asked for further information. Instead of adopting a strict interview schedule, I began 

with open-ended questions so that I did not 'lead' the discussion only in the dire<:tion that I anticipated. 

Frequently, I was surprised by the diversity of answers this allowed. Hence, in the metaphorical terms that 

Kvale (1996:3-4) provides, I became less of a 'miner' and more of a 'traveller' in the interview process. 

Rather than viewing 'knowledge' as something buried that I must uncover through probing questions, 

analysis and objectivity, I allowed my participants to act as 'guides' in an unknown territory, where their 

own stories of the refugee experience represent only one perspective on knowledge. 

ACCESS 

I initially intended to interview refugees from a wide range of ethnic groups. The focus was 

narrowed to Somali refugees for a number of reasons. The majority of refugees arriving in Christchurch in 

recent years have come from Somalia and RRS, through which I accessed most of my participants, has a 

large Somali clientele. The age structure of other ethnic groups also played a part in restricting the 

research to Somali. For example, in March and April 1998 approximately fifty Kurdish refugees arrived in 

the city, but as none of this group are attending secondary school it was inappropriate to include them in 

my study. In addition, I found that when I spoke to secondary school teachers about refugees, they 

frequently prefaced their discussion by stating that they had mostly been involved with Somali and would 

not like their comments generalised to refugees from other ethnic groups. In· hindsight, concentrating on 

one ethnic group makes commonsense. Griffiths (1995:43-5) notes that 'cultural tourism' - viewing minority 

groups as exotic and unrelated to one's own life - is best avoided by attempting to understand one ethnic 

group in depth, rather than a greater number superficially. Certainly, the experience of Somali in New 

Zealand was largely undocumented and required investigation. 

Despite this more specific focus, accessing my participants remained a long and frustrating 

process. Lacking pre-established connections of my own to the Somali communities that I wished to study, 

it was necessary to have a sponsor who could facilitate the access procedure. When searching for a thesis 

topic, my sponsor was recommended as a person to contact about the research needs of RRS. Once it was 

agreed that the research project would go ahead, she proved invaluable in -providing initial information, 
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distributing the open letters sent to refugee communities and arranging opportunities to ask Somali for their 

participation in the project. The benefits of having a sponsor went beyond the physical assistance to which 

she committed her time. While I independently accessed the• educators involved in this study, I was· 

facilitated on every occasion by stating that I had the cooperation of my sponsor, whom the professional 

participants knew through their contact with RRS. Thus, the credibility I gained from my association with a 

sponsor and the organisation she works for was crucial to the access process. 

Nevertheless, having to rely on another person to make the first contact with Somali participants 

was a trial at times. As the open letter to refugees had been distributed through RRS, I originally planned 

to access Somali students solely through this organisation. However, time constraints upon my sponsor 

resulted in fewer Somali participants, particularly parents, than expected. Although I wished to avoid the 

ethical difficulties of accessing students through a school, where I felt they might be less inclined to talk 

honestly about their educational experiences, four participants were eventually contacted in this way. For 

the same reason, my sample of adolescents is less varied than I had hoped. Due to most of the students 

belonging to after-school study classes run by RRS, they are likely to represent Somali students who are 

motivated and put considerable value upon education. That they are still experiencing considerable 

difficulty in adapting to school highlights the significance of the problematic issues Somali students are 

facing. 

TRANSCRIPTION AND ANALYSIS 

Transcribing interviews undertaken with Somali refugees, for whom English is a second language, 

proved to be a time-consuming exercise. Consequently, only the first two Somali interviews (involving six 

participants) were transcribed in full. To make transcription easier, I made a policy of repeating the most 

important comments made by my participants for the benefit of the taperecorder and of making 

comprehensive notes immediately after the interview. Transcription was completed as the fieldwork 

progressed, so that unexpected issues emerging from my discussions with teachers could be addressed in 

the Somali interviews. The transcripts retain imperfect grammar but the frequent fillers 'you know', 'like' 

and 'um' have been deleted where possible. All other omissions have been noted by the use of ellipses. 

Chances for self-interpretation by my participants were built into the interview session. Rather 

than taking statements at face value, I asked questions that allowed participants to analyse their own 

description of experiences (see Nackerud 1993:6). This process of analysis could have been extended if I 

had offered participants the chance to review their transcripts or this thesis. I did not, mainly because of 

the excessive time involved and possible difficulties with the reading of acaderriic English language. I doubt 
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that my adolescent participants would have been interested in this extra aspect of the interviews, especially 

when they have their own school work with which to contend. As a 'safety measure' my sponsor at RRS 

reviewed and commented upon the final Ministry of Education report and the article I wrote for Many 

Voices. 

In analysing the information gained from this study, I have worked thematically. It soon became 

clear that there were many commonalities in the remarks made by students, educators, and parents. These 

indicated that there is an intercultural struggle occurring between Somali students arid schools, due to their 

disparate expectations and understandings of education. Right from the beginning, t;h~ Muslim religion was 

identified as a major cultural influence in the adaptation process of Somali students and in schools being 

able to cope with the diversity of Somali. Parallels have been drawn between the comments of Somali 

students and the documented experiences of refugees from other ethnic groups when examining the 

interview material gathered. In the later stages of analysis aspects of the Somali student experience were 

theorised in relation to systemic biases and ethnocultural hegemony within the institution of education. 

ETHICAL CHALLENGES 

I have indicated some of the surprises and disappointments, as well as changes in design, that 

have made this research more a process of compromise than the completion of the proposal I first 

submitted many months ago (see Kvale 1996:83). As well as compromise, this thesis has involved serious 

consideration of ethical issues. My position as an 'outsider' to all of the groups that participated in the 

research must be acknowledged. I am neither a refugee, from Somalia, Muslim, an adolescent, a teacher, 

nor a staff member of a refugee resettlement organisation. Before I began this study, I had never even 

met a Somali refugee. I am a New Zealand-born Pakeha, unaffiliated with any religion, in my late twenties 

and a feminist. These qualities emphasise my 'otherness' from the Somali participants interviewed and 

have clearly influenced the research process undertaken. This section deals with the ways in which I have 

tried to deal with such issues. · In particular, I concentrate on the ethics involved when researching an 

ethnic group other than my own, which are compounded by the vulnerability that my Somali participants 

exhibit as refugees and adolescents. Focusing mainly on these more obvious ethical challenges, the 

following discussion also indicates the vulnerability of the professionals I interviewed and myself. 
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RESEARCHING AN ETHNIC GROUP OTHER THAN MY OWN 

It has been argued that Western researchers cannot produce ethical research when working with 

participants from the 'Third World' because of systemic inequalities within the research relationship (Patai 

1991: 137). Fleras (1998:83) also indicates that cross-cultural understanding is difficult to achieve because 

misinterpretations are the norm, rather than the exception, when communicating with. those of a different 

culture .. Yet, minority ethnic groups often lack suitable researchers of their own and, if much-needed 

studies are to be completed, it is necessary for an outsider to conduct the research.· In discussing research 

and Maori, Bishop (1996: 18) highlights that dominant group support is frequently a prerequisite for 

successfully addressing the needs and rights of ethnic minorities. 

Patai (1991: 150) acknowledges that we need not wait for the perfect person or method before 

proceeding, but. should cautiously employ those resources available to us. Credible results require a 

researcher of the dominant group to be acutely aware of - and take responsibility for - the ethical issues 

that arise when interviewing participants from other cultures. To achieve this, it is possible to apply one 

aspect of 'cultural safety', that which promotes the development of a level of awareness about other 

cultures, gained through recognising one's own cultural biases, attitudes and realities (Ramsden 1995:9). 

The personal characteristics of the researcher are an integral part of the research process and s/he must 

always be aware that differences in ethnic background can result in differing experiences of New Zealand 

society. Even the most 'ordinary' assumptions - that interviews will be conducted in English, even if there 

are no obvious linguistic misunderstandings, for instance - risk ethnocentrism (Larner 1990:35). 

I have been conscious of this danger while studying Somali students, particularly in relation to my 

lack of religious affiliation and my feminism. Islam is of utmost importance to Somali and this religion 

explicitly influences their understandings of life and actions within it. I found it necessary to verify several 

issues connected to Islam with my cultural advisor because, as an outsider to this religion and any other 

major faith that might be comparable, I lacked required knowledge. I was also aware that my feminist 

convictions were often in direct conflict with the gendered relations that Islam promotes and so consciously 

worked at placing Somali experiences within ar:i appropriate cultural framework. Inevitably my own beliefs 

regarding gender issues and religion have influenced the interpretation of Somali adolescent adaptation to 

school I offer in this thesis, but I hope to have reduced this affect through the measures I have taken. 

By being sensitive to the difference of others and acknowledging that 'our' way is not necessarily 

the 'correct' way, I believe it is possible for dominant group researchers to study ethnic groups other than 

their own. In my case, being an outsider has allowed me to develop a critical interpretative perspective 

which might have been more difficult if had I been Somali (see North 1995:11). Larner (1990:35) indicates 
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that when a researcher's ethnic background is different than those being interviewed, this can also be an 

advantage because outsiders are often offered more details than insiders. Thus, researching a culture other 

than one's own is a double-edged sword, in which both the positive and negative aspects need to be' 

considered. 

RESEARCHING REFUGEES 

Refugees are regarded as being particularly vulnerable in the research situation, due to the painful 

and traumatic experiences that they have often experienced (North 1995:9). However, the philosophy of 

sensitivity and awareness outlined above can accommodate this vulnerability. For example, to avoid 

causing unnecessary distress, I did not elicit information about pre-immigration experiences, except when 

asking the students to compare school in Somalia with that in New Zealand. As some refugees are 

suspicious of authority and of people asking too many questions (North 1995:9), I took this into 

consideration when applying for Human Ethics Committee approval. I indicated that written informed 

consent might be inappropriate for some participants and, due to dubious reactions in my first two 

interviews, I subsequently requested only oral consent on tape. 

Recent refugees are new to our country and may be. unsure of their rights, so it was important to 

fully protect the confidentiality and anonymity of such participants. Their names were removed as the 

interviews were transcribed, while tapes and transcripts were held in a secure place and then destroyed at 

the end of the study. Many immigrants, particularly refugees, refrain from criticising the people, support 

and services of their host country because they do not wish to seem ungrateful (North 1995: 18). Somali 

students offered little explicit criticism of schools, but I believe this had more to do with their age and lack 

of expectations, for Somali parents did not have any qualms about highlighting grievances requiring 

solution! 

Although refugees embody unique vulnerabilities, it important to note that a research relationship 

involving refugees is not always a straight forward case of 'studying down'. In this study the majority of the 

students' parents were highly _educated, middle-to-upper class professionals in their own country and 

student and parent attitudes reflect this status. Thus, the typical scenario of a participant from the 'Third 

World' being intimidated by university student credentials does not necessarily hold true. In addition, it has 

been documented that Somali are an intensely proud people whose pride is described as bordering on 

xenophobia (Samatar 1991:12), so it is possible that the often-cited feelings of inferiority that sub-dominant 

group members feel may be less relevant in this case. Although interviewing refugees was not always a 

straight forward instance of 'studying down', their particular vulnerabilities sh.ould certainly not be ignored. 
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This Is certainly so when people such as myself, who have researched refugees yet never gone beyond the 

margins of this social group, are considered "experts' within academia. 

Finally, the research I have conducted stems from an explicit political motive: to provide RRS with· 

evidence indicating that the needs of refugee students in secondary school should be acknowledged and 

addressed by the Ministry of Education. While conceding this fact exposes the study to criticism of bias, I 

believe that I reduce this hazard by being honest about my motives and by centring the research on the 

personal testimony of Somali students. Throughout the process I have emphasised my focus is the whole 

experience of refugee adolescents at school, rather than positive or negative aspects alone. Consequently, 

I have included statements that are contrary to my motives. 

RESEARCHING ADOLESCENTS 

As someone in my late twenties, I am an outsider to the experience of adolescence in the 1990s. 

My relatively young age enables me to remember what it was like to be a teenager and draw upon that 

experience in relating with my younger participants. Yet, it is difficult to tell if the cultural differences 

between myself and the Somali students have made this attempt redundant. Interviewing young people 

also brings with it another set of ethical issues to be considered. I had proposed gaining consent from a 

parent or guardian, as well as the adolescent participants themselves. It was soon evident; however, that I 

would not be able to meet the parents of most students and that interpreters were unavailable for parents 

with limited English. As many of the students were over sixteen years of age, this issue was not as major 

as anticipated. However, all student interviews were conducted either in the presence of a parent, or under 

the auspices of a school or RRS as a protective measure. 

Slim and Thomsen (1995:73-4) note that the formal nature of interviews and the presence of 

strangers are often intimidating for young people and they may feel pressure to perform. In an effort to 

reduce the vulnerability of my younger participants, most were interviewed in small groups, with two or 

three others whom they knew. In one case, I talked with a parent and his children together. Both 

situations may have limited the information offered to me, for reasons of secrecy or embarrassment. The 

latter also reduced the opportunity to ask the parent for his view of his children's experience and to discuss 

the issue of intergenerational conflict. Ideally, I would have liked to conduct separate interviews, so as to 

compare their experiences, but the sense of security gained by both was a more important factor. 
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RESEARCHING EDUCATORS 

Although educators were interviewed only in thefr official capacity, they are still vulnerable due to 

the inclusion of their views in the report I wrote for the Ministry of Education. I was open about my 

intentions and two teachers requested that I did not quote small sections of the information recorded. 

There may have been other instances where information was not offered at all for the same reason. In 

taking their vulnerability into consideration, I have chosen to identify neither the teachers nor the schools 

involved in this study. 

RESEARCHER VULNERABILITY 

Finally, it is important to discuss the vulnerability that I have experienced as researcher. As ~n 

outsider to all of the communities under research, I relied heavily on my sponsor, who works in a non

governmental organisation that supports refugees. Part-time hours and the hectic nature of her work 

meant that an extended game of cat-and-mouse preceded almost every telephone conversation or meeting. 

While she supported the need for and the actual process of my research, this came on top of other, often 

more pressing, demands. Consequently, I frequently felt powerless over the speed at which my research 

progressed and the course that it was taking. 

In addition, interviewing educators and resettlement workers placed me in the position of 'studying 

up'. Considerably younger in years than all but one of these participants, I am also inexperienced in both 

occupational fields. On two occasions this naivete was emphasised by professional participants and I was 

'grilled' extensively in those interviews. My right to be researching refugees and an ethnic group other than 

my own, my methodology and my conceptual thinking were thoroughly questioned. On one hand, this 

challenged assumptions that I had made and forced me to consider certain issues from differing 

perspectives, for which I am grateful. Yet, at the time of the interviews and immediately after I 

experienced considerable doubts about my ability to complete this study or my thesis. These dips in self

esteem did not usually last very long, due to the excellent supervision that I have received. Yet it is 

important to acknowledge that the research process is not just a one-way power relationship, in which the 

researcher is paramount. Rather, it is a complex and convoluted journey in which power shifts and sways 

in relation to differing social and temporal contexts. 
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COMPLEXITY AND COMPROMISE 

In this chapter I hope to have avoided depicting the research process I have encountered as 

logical or linear. Rather, my intention was to emphasise the complexity of studying Somali refugee 

adolescents and the often precarious nature of the research enterprise. The journey I have travelled has 

required the adaptation of my methods and forced me to deal with ethical challenges that highlight the 

vulnerabilities of both the researched and the researcher. It has been importa~t to situate myself in 

relation to the research and my participants, for who I am has inevitably influence? the research process 

and product. Discussing these issues has offered a partial background to the experiences of Somali refugee 

adolescents, which will be extended more fully in part two where I explore policy relating to refugees and 

the factors that influence refugee adaptation. 
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J 
REFUGEE POLICY IN NEW ZEALAND: 

IMMIGRATION, RESETTLEMENT AND EDUCATION 

To understand the school experiences of Somali refugee adolescents in Christchurch it is necessary 

to consider the current socio-political framework in which the students are situated. Nann (198~:2) 

indicates that refugees can not be discussed in isolation from larger social, economic and political issues 

because "[t]he successful resettlement of immigrants and refugees is a complex process involving variables 

at the societal, institutional, family and individual levels". This chapter places Somali adolescents within a 

broad context by exploring immigration, resettlement and education policy relating to refugees in New 

Zealand. It will become clear that there is a lack of coordination between the agencies making policy and 

the agencies implementing it. Thus, while a quota was established to aid the acceptance of refugees 

designated as such by the United Nations High Commissioner for Refugees (UNCHR), many continue to be 

processed under 'migrant' criteria. The New Zealand Immigration Service (NZIS) has the authority to 

decide which a·nd how many refugees come to resettle in this country, yet the majority of resettlement 

assistance is carried out by voluntary, non-governmental agencies who struggle to help all those in need. 

In addition, the Ministry of Education controls policy formulated about refugee students, but individual 

schools are ultimately responsible for engaging with the diversity of needs tt,at refugees manifest. In the 

three c1reas of immigration, resettlement and education, such divisions between policy and practice 

constrain the ability of refugees to adapt to New Zealand. 

IMMIGRATION POLICY 

Refugee movements have occurred throughout history. However, the dividing up of the world into 

independent sovereign states and the twentieth century introduction of monitored frontiers, passports and 

visas have problematised the issue of those unable to continue living in their country of citizenship 

(Binzegger 1980:5). The UNHCR (1998) estimates that in 1997 there were approximately twenty-two 



23 

million refugees. In 1998 the American Council for Voluntary International Action (InterAction 1998) 

suggests that this figure diminished to around fifteen million, a six year low, due to border and asylum 

procedures being toughened and an increase in the forced return of refugees to their homelands. A similar' 

number of people are displaced, due to war or civil strife within the borders of their countries. 

Approximately one per cent of refugees receive a chance to start new lives in a host country (Campbell 

1995:29) and although women and children constitute the majority of refugees and displaced persons, they 

are the least likely to be selected for resettlement (Tremewan 1994:9). New Zealand is one of only ten 

countries to accept a regular intake of refugees as part of their immigration policy (Ministry of Foreign 

Affairs and Trade 1998). 

Since World War II New Zealand has accepted refugees for resettlement in times of crisis. 838 

Poles were the first group to be officially received as refugees in 1944. Following this, more than 6000 

people, mainly from Eastern and Southern Europe, were given refuge between 1949 and 1956 (Brooking 

and Rabel 1995:40). New Zealand became a party to the 1951 United Nations (UN) Convention Relating to 

the Status of Refugees in 1960 and a signatory to the following 1967 Protocol in 1973 (Palmer-Ororwujea 

1989:137). War in Southeast Asia precipitated New Zealand's largest refugee influx, with more than 8000 

Southeast Asian refugees having arrived in New Zealand since 1975 (Brooking and Rabel 1995:44; Wilde 

1990:8). In the 1990s the majority of refugees come from Iraq, Ethiopia and Vietnam, with smaller 

numbers from Sri Lanka, Rwanda, Burundi and Bosnia. A total of over 20 000 refugees have already been 

resettled in this country (Statistics New Zealand 1997:149). 

THE REFUGEE QUOTA 

New Zealand immigration policy has maintained a separate refugee category for some years. In 

1987, however, the traditionally ad hoc approach was replaced with an annual .quota of up to eight hundred 

UNHCR-recommended refugees each year (Ministry of Foreign Affairs and Trade 1998). As a result of the 

government having to pick up the bill for transporting refugees to New Zealand since 1997, the quota was 

reduced by fifty persons to accommodate the extra cost (Bradford 1997a). Even with this reduction, the 

quota has not been fully utilised since 1990. · Between 1991 and 1994 only 663 people arrived under the 

quota (Trapeznik 1995:89), with 338 more refugees accepted in 1996 (Jamieson and Peters 1997: 11). In 

the year to June 1997, only two per cent of all immigrants came under the refugee quota (NZIS 1997:5). 

;Additionally, a rapid increase in asylum seekers (from twenty-seven in 1987 to 1200 in 1991) encouraged 

the government to make it more difficult for those whom they consider 'economic refugees' to get to New 

Zealand and to be accepted as legitimate asylum seekers (Jones 1992:2:3): Similarly restrictive policies 
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were introduced in Europe in the mid-1990s (Joly 1997:37). Yet, in New Zealand such moves occurred so 

dramatically that they were condemned by' the UNHCR and Amnesty International, particularly when the 

already low approval rate fell below four percent in 1994 (Baskett 1995:3:8). 

Yet, the figures on refugees accepted into New Zealand are misleading, for considerably more 

refugees - according to the UNHCR definition described in chapter two - have arrived in this country than 

they suggest. Under immigration policy only those who apply as part of the refugee quota, or arrive in New 

Zealand spontaneously and are subsequently granted asylum, are considered 'refugees'. Others, accepted 

on humanitarian grounds or through the family reunification programme, are considered 'migrants' 

(Jamieson and Peters 1997:11). The requirements for the latter - numerous copies of documents that many 

refugees do not possess, a $700 application fee and the payment of airfares - are often difficult or 

impossible for refugees to fulfil (Brightwell 1996:66). 

Traditionally, New Zealand's immigration policy has been based on meeting labour supply demands 

but since 1991 the aim has shifted to one of sustained economic growth (Ongley 1996:13-15;25). 

Consequently, the government is reluctant to accept the full quota of refugees because they are often a 

non-English-speaking, unskilled group who are less likely to offer New Zealand economic 'returns' than 

other immigrants; rather, they often represent considerable 'investment' (Greif 1995:15). Failure to accept 

the entire quota is often justified by a statement emphasising that the quota ls "subject to availability of 

continuing community sponsorship for new arrivals" (New Zealand Working Party on Immigration 1991:3). 

Thus, blame for the unfulfilled quota is implicitly placed upon the non-governmental agencies that find or 

provide sponsorship, rather than on government policy itself. Central government also prefers refugees to 

apply for permanent residency under general criteria because 'migrants' are not covered by the 

government's obligation to meet minimum standards for refugee resettlement. As a signatory of the UN 

Convention New Zealand has agreed to ensure resettled refugees specific rights and freedoms,. including 

unity of family and adequate housing, education and social security (Jamieson and Peters 1997:10). 

The processing of refugees under 'migrant' criteria is problematic because refugee literature places 

considerable emphasis on the n~ed to differentiate between refugees and other immigrants on the basis of 

both their immigration experience and their patterns of resettlement (for example, Stein 1986:5-7; Nguyen 

1989:75; Rumbaut 1991:399). Immigration for legitimate refugees is not voluntary; nor do they have a 

great deal of choice over the country in which they will begin their new life. The considerable trauma, loss 

and instability that refugees have often experienced also distinguish them from other immigrants, creating a 

need for specific and comprehensive support to counteract such disadvantages. By accepting refugees into 

New Zealand under 'migrant' rather than 'refugee' criteria, the government avoids responsibility for meeting 
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the rights and freedoms guaranteed to refugees in the UN Convention, even though their differential needs 

are no less evident. 

RESETTLEMENT POLICY 

New Zealand ranks first equal in the world according to the number of refugees accepted per 

capita. This worthy fact frequently masks the tendency of central government p_olicy to ignore refugees 

once they have arrived in New Zealand. Thus, of the ten countries who regularly resettle refugees, this 

country rates the lowest in post-arrival support (O'Connor 1998a:4). Jamieson and Peters (1997:10;13-14) 

stress, however, that the rights guaranteed in the UN Convention should be considered binding for both 

national and local government, not only in terms of immigration policy but also in relation to the treatment 

that refugees receive upon arriving in New Zealand. It is questionable whether this occurs, for central 

government has shown little initiative concerning resettlement issues and tends to respond only when under 

public pressure (O'Connor 1998b:3). Although the government, through NZIS, is responsible for accepting 

and rejecting refugees, no government agency has a specific or consistent policy regarding their 

resettlement (Jamieson and Peters 1997:13). Justification is commonly given through the explanation that, 

once refugees have entered the country, "they are no longer strictly refugees. They are now permanent 

residents of New Zealand" (Department of Labour 1986:6). This implies that refugees are not considered 

to need any greater assistance than that which is available to all permanent residents in New Zealand. One 

result of this attitude is a complete lack of statistics on refugees once they have entered this country, 

making it difficult to identify problematic issues or success stories. 

NEW ZEALAND RESETTLEMENT PROGRAMME 

In 1997 three million dollars were set aside for resettling quota refugees in the coming year 

(Bradford 1997b), yet almost a third ($945 000) was allocated for the transportation of refugees to this 

country (Bradford 1997a). The New Zealand government follows a front-loaded model of resettlement, in 

which refugees are offered aid upon arrival in the hope that economic adaptation, particularly employment, 

will occur rapidly (see Lanphier 1983:13;17). Thus, the remainder of the resettlement funding was used to 

provide quota refugees with limited, short-term aid, which includes: 

• a six-week introductory orientation and English language course at the Mangere Refugee Reception 

Centre; 

• health screening upon arrival; 
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• a referral to the only national resettlement organisation, the Refugee and Migrant Service (RMS, 

formerly the Inter-Church Commission on Immigration and Refugee Resettlement). 

Beyond this, quota refugees - like other permanent residents - may be eligible for financial aid from Work' 

and Income New Zealand (WINZ) who indicate that such refugees might obtain: 

• a $1200 (increased by $100 per child after the third) re-establishment grant per family from WINZ for 

major household items and adult English-as-a-Second-Language (ESOL) classes. Further Special Needs 

Grants of up to $800 may be given for accommodation, bond or rent in advance, but these are 

recoverable; 

• likely (but not automatic) eligibility for the Emergency Unemployment Benefit after a one month stand

down. This is at the same rate as the standard Unemployment Benefit, but the latter cannot be 

granted until an individual has been resident in New Zealand for two years or more. 

It must be emphasised that only quota refugees are entitled to the above assistance. Refugees 

accepted under asylum or general humanitarian and family reunification categories do not attend the 

Mangere Centre. -They are eligible to use RMS but their rights to the other provisions are hazy. Some 

receive health screening and some may be eligible for the re-establishment grant. WINZ state that such 

refugees must meet the usual criteria for permanent residents to receive the $1200, but policy on this issue 

is not interpreted consistently. For example, the grant is usually made to families, but my sponsor tells of 

cases where it has been received by each adult in the family. Such inconsistency may be a result of the 

complete lack of specific training that WINZ staff receive in relation to meeting refugee client needs. 

Communication problems may also play a part, for although WINZ is legally required to supply interpreters 

for refugee clients, the staff member I interviewed suggests that office budgets do not often accommodate 

the services of an official interpreter. Refugees are usually forced to organise a friend or relative to 

accompany them for this purpose or cope by themselves. Lack of communication, combine<;! with the 

inconsistent interpretation of policy, makes considerable confusion and anguish on the part of refugees 

inevitable. 

Comparing New Zealand and International Resettlement Programmes 

Many of the other countries that regularly resettle refugees also follow a model of front-loaded 

assistance but offer more comprehensive services than those available in New Zealand. In Europe refugee 

reception centres, like that at Mangere, provide support for between two and twelve months. Scandinavia 

and the Netherlands offer public or subsidised housing to most refugees, while the French and British 

governments allow some to benefit from public housing (Joly 1997:32). ·In Canada new arrivals are 
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transferred immediately to their place of residence but have a wide range of federally-funded resettlement 

services available to ease their transition, including vocational counselling and up to six months of English

language tuition (Neuwrith 1988:36). 

Australia provides all new immigrants with 510 hours of government-funded ESOL tuition and 

refugees receive an additional 100 hours (Altinkaya 1998:4). Language classes for adult refugees are also 

free in Germany and the Netherlands, while Denmark has made attendance at daily language classes a 

condition for obtaining welfare benefits. The teaching of refugee children in thei! language of origin is 

compulsory in Sweden and Norway (Joly 1997:34-5). In comparison, the classes offered to quota refugees 

at the Mangere Centre are the only free language tuition directly funded by central government in New 

Zealand. Thus, most of the non-commercial ESOL courses available around the country have long waiting 

lists (O'Connor 1998b:3). 

At least five host societies have also created specialised, State-funded facilities for the 

multidisciplinary treatment and rehabilitation of torture victims (Alimohamed 1989:24). In New Zealand 

there are two Refugees As Survivors Centres, in Wellington and Auckland, but they are not directly or 

completely funded by the State (D'Aeth 1998:1). Australia has a free Telephone Interpreter Service for 

emergency services (Lo Bianco 1987:36) but in New Zealand a similar scheme entails a cost to the user 

(D'Aeth 1998:3). other countries also provide nationwide State-funded interpreter and foreign credential 

evaluation services (Heipel 1991:350), both of which New Zealand urgently requires (Waite 1992a:7). 

It could be argued that the relatively small number of refugees New Zealand resettles each year 

should make the provision of a comprehensive resettlement programme for refugees manageable, but 

instead this fact is frequently used to justify inaction and minimal funding. Ironically, ignoring the need for 

a government-funded, long-term programme to orient refugees to New Zealand life and provide them with 

basic English language tuition creates costs further down the line. Refugees who speak poor Eng,lish, have 

not adapted culturally to New Zealand and exhibit unresolved health problems, for example, are unlikely to 

provide the economic 'returns' government expects. Field (1985:53), in recommending the best refugee 

resettlement policy for the Brit!sh government to follow, stresses that a well-organised and well-run 

resettlement policy might reduce costs in the long-term, particularly if funding was provided for 

employment schemes and training. 

Jamieson and Peters (1997:10) state that the New Zealand government, unlike its British 

counterpart, has undertaken no major analysis and little research about the position of refugees in this 

country, although the 1987 Immigration Act does accommodate an Immigrant Resettlement and Research 

Fund. This is designed to resource resettlement programmes and research into the social and economic 
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effects of immigration on New Zealand, as well as the circumstances and experiences of immigrants 

resettling here (New Zealand Government 1995:328). Despite the existence of such a fund, the 

government has shown little concern for refugee and other immigrant issues and non-governmental studies' 

suggest that the resettlement needs of refugees are hugely underestimated (Henderson 1989:285). 

I interviewed an ESOL lecturer who believes that this lack of concern stems from the low priority 

that refugees represent for central government. Her work with the Southeast Asian refugee communities of 

Christchurch indicates that refugees are discouraged by government disinterest in their wellbeing. She 

states: 

We have brought these people in to put them at the bottom of the heap, yet again. And 

they feel that. They come here with great expectations, great hopes for themselves and 

- nothing .... some of them have said to me, they would have preferred, now, to go 

back to the refugee camp. Now, really, that is an indictment of New Zealand, isn't it? .... 

Here they know that they will get food, there will be no bomb, but there is no hope. 

While in the refugee camp, there is no food, there is lots of bomb, but there is a hope, a 

hope of going somewhere .... to better yourself, a better life for the future .... 

O'Connor (1998a:4) suggests that refugees from other ethnic groups would also prefer their war-torn 

homelands or a transit country to the life they have found here. These admissions demonstrate that the 

New Zealand government's current commitment to resettlement policy is inadequate and that this 

deficiency impacts significantly upon the lives of refugees. 

NON-GOVERNMENTAL RESETTLEMENT SERVICES 

As a consequence of the limited resettlement assistance available from central government, it is 

non-governmental, often voluntary, organisations that carry the load in attempting to meet refugee needs. 

They support refugees in the day-to-day aspects of resettlement, rally communities to support 

improvements in refugee policy and raise funds for refugee programmes (Wilde 1990:8). It has been 

suggested by Field (1985:12-13) in Britain and Brightwell (1996:24) in New Zealand that non-governmental 

organisations (NGOs) are best able to provide to assistance for refugees. They are unassociated with the 

stigma of government assistance and can act as pressure groups because they are not bound by political 

policy. Their small size, in comparison to government agencies, is less threatening for refugees and 

workers are more knowledgeable and sensitive than government officials, due to their 'coal-face' experience 

and links with other refugee services around the world. Perhaps most significantly for the government, 

NGOs are able to run at a very low cost. 
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However, NGOs have also been criticised for their poor coordination of activities and lack of 

connection with each other, as well as the delivery of non-standardised service. High rates of staff turnover 

and a reliance on volunteers, who often lack adequate training, have produced complaints that such 

organisations are 'amateur' (see Field 1985: 14; Brightwell 1996:28). On one occasion during my interviews 

this concern was expressed to me, in relation to the lack of knowledge voluntary staff have of mental health 

issues. The demands placed upon NGOs are tremendous. Although officially working only part-time hours, 

many staff take on full-time loads due to the increasing demands placed upon th~m. Uncertain funding 

both constrains and threatens the services offered, risking the relative success that NGOs have had at filling 

gaps in the national resettlement policy at a local level (Jamieson and Peters 1997:19). 

The Refugee and Migrant Service (RMS) is the only national resettlement organisation in New 

Zealand, running local offices in main centres. The service provides information about interpreters, 

housing, furniture, health and education. Assistance with family reunification applications for the relatives 

of refugees is also given (Jamieson and Peters 1997:15). However, the bulk of the service's work involves 

finding sponsors - often church, Lions or Rotary groups - to provide friendship and non-financial assistance 

for refugees. To date it has supplied sponsors for ninety per cent of the refugees in New Zealand. Yet, in 

1996 the operating budget of RMS was $734 000 nationwide and, not surprisingly, the organisation had a 

shortfall of $18 000. With oniy partiai funding from governmental Community Funding sources, RMS 

struggles to meet the expanding demands for its services (Statistics New Zealand 1997:150). As the 

refugees arriving in New Zealand come from increasingly disparate ethnic backgrounds, RMS is finding it 

even more difficult to locate adequate sponsorship for them all (Brightwell 1996:83). 

EDUCATION POLICY 

I indicated in chapter one that I wished to determine whether the practices of Christchurch schools 

reflect policy statements espousing inclusiveness of and engagement with diversity. This section explores 

the policy/practice relationship by supplementing an outline of education policy relating to refugees with 

comments from the educators I interviewed. The tentative assessment of policy made here will be 

extended when the experiences of Somali students are explored in part three. I focus on policy as it relates 

to refugee and other Non-English-Speaking Background (NESB) students. It is possible that policy specific 

to Maori and Pacific Island students is more or less inclusive than that outlined here, but I make no attempt 

to judge if this is the case. 
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POLICY IN CONTEXT 

Nann (1982:2) suggests that refugees cannot be discussed in isolation from larger social, economic 

and political issues. The policy that relates to refugees is certainly influenced by the context in which it is 

developed. Education policy is a prime example of this, for it has been shaped by changes made within the 

Ministry of Education due to the ascendancy of biculturalism as a political agenda and the neo-liberal 

reforms that have restructured the State since the mid-1980s. These shifts have considerably constrained 

the ability of the Ministry to respond to the needs of refugees through progressive policy. 

Biculturalism versus Multiculturalism 

Explicitly assimilative policies, whereby students are forced to conform with the dominant society 

at the expense of their own cultural identity (Gibson 1995:90-92), have been heavily criticised and 

renounced in recent years due to the inequity they create within education. Considerable research 

demonstrates that minority children socialised into one worldview have difficulty coping with a school 

system derived from and reflecting another, causing alienation and educational failure (Harker and 

Connochie 1985:35-39). The various forms of multicultural education have transformed international 

thought relating to ethnic diversity in education. At the most basic_ level, multicultural education is 

concerned with the right to have equal access to educational achievement, retain one's home culture and 

gain the skills that enable everyone to live with their neighbours and function effectively in a diverse society 

(Bassett 1983:3). It challenges the deficit model often found in education, clearly stating that what is 

differentis not necessarily less. 

Multicultural education is an ideal concept and by nature ideals are rarely achieved in full. Every 

education system exists within a social and political environment that influences which, if any, form of 

multiculturalism is developed. As a consequence of this, multicultural policy has been adopted to varying 

degrees around the world. Minority ethnic groups have had the numbers and political clout to demand an 

explicit multicultural policy in Canada from 1971 onwards and in Australia since 1972 (Pearson 1996:253). 

The situation in New Zealand has been quite ~ifferent. The concept of ethnicity was not utilised in relation 

to education until the early 1980s. Since then the political strength of Maori has forced the Ministry of 

Education to move away from an unquestionably assimilationist policy and concentrate on the development 

of a much-needed bicultural focus to education. Obligations to the principles of the Treaty of Waitangi 

make biculturalism an education imperative, yet have undermined the concerns of smaller ethnic groups, 

who hold little political power in New Zealand society (New Zealand Council for Educational Research 
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1987:88-90). Hence, vague references to multicultural ideals are made in policy statements, but the 

majority of attention towards inclusion and engagement with diversity has focused on Maori. 

Neo-Liberal Reforms 

In addressing the context in which New Zealand educational policy is formulated, it is crucial to 

understand how the central government adoption of a neo-liberal agenda has affected education - and 

other State institutions - since the mid-1980s. The government increasingly views education as a business 

that, like any other, is most 'efficient' through competition. Consequently, many of the services that the 

former Department of Education used to provide are now contracted out to privatised agencies and 

components of education are conceived as private goods to be paid for and run by their 'consumers' (see 

Lauder 1990:11), An emphasis upon decision making as close as possible to the place of implementation, 

thought to produce administrative efficiency and encourage quick response to consumer demands, is 

characteristic of the neo-liberal model (Boston et al 1996: 5). Thus, the Tomorrow's Schools (Department of 

Education 1988) reforms have placed much of the former Department of Education's administrative 

responsibility onto schools and Boards of Trustees, while the new Ministry of Education concentrates purely 

on policy (Codd, Harker and Nash 1990:20). 

Neo-liberal reforms have constrained the possibility of education meeting the needs of NESB 

students, including those who are refugees. Kincheloe (1995:17) notes, of a similar path being followed in 

the United States, that students have gone from being citizens with rights to a fair education to consumers 

of a product. McPherson (1991:25) suggests that the traditional notion of 'equity' is being linked to the 

'choice' of the consumer, without the realisation that accommodating the needs of diversity and 

commodifying education are contradictory. Political leaders today rarely regard education as a society 

building exercise, concerned with teaching students how to be the kind of citizens that produce a fair and 

just society. Rather, school is framed as a technical activity that can be improved on through technical 

innovations to produce good workers (Kincheloe 1995:24). Yet, Olssen and Matthews (1997:11) cite a 

Treasury briefing paper on education to the incoming government in 1984, which stated that New 

Zealanders are too optimistic about the ability of education to contribute to both equality of opportunity and 

economic growth. It suggested that increased spending on education would not necessarily improve either 

of these results. 

The National Education Goals (Education Review Office 1994:33) do reflect an awareness of the 

international dialogue about multicultural education. They suggest that education should have "respect for 

the diverse ethnic and cultural heritage of New Zealand people" and that ba~riers to equality of educational 



32 

opportunity should be Identified and addressed, perhaps even by the development of "programmes to meet 

individual need". However, the possibility of New Zealand adopting multicultural philosophies in any 

comprehensive fashion has been seriously impaired by the reforms in education policy and practice. Since 

the advent of Tomorrow's Schools (Department of Education 1988), teachers and administrators are 

responsible, by default, for determining exactly how policy should be implemented (Glynn, Pongudom and 

McMillan 1990:43). 

While broad policy statements allow for their interpretation in a wide ~umber of areas, they 

provide no substance upon which educators can base practices and programmes that are truly inclusive of 

their. students' diverse needs. Vague and general policy statements also create confusion about the 

concepts of 'equality of opportunity' and 'equity'. These words are often used interchangeably in Ministry of 

Education documents. Yet, the former infers that disadvantage can be overcome by treating everyone the 

same way, while the latter recognises that differential treatment may be required to achieve equal 

outcomes (Bassett 1983:2). If policy is not clear about these issues, it is unlikely that the 'service providers' 

- schools and their teachers - will find it easy to implement inclusive practices that represent a real 

engagement with diversity, rather than just assimilation in a multicultural disguise. 

IDENTIFICATION OF REFUGEE NEEDS 

The identification of issues relating to disadvantaged students receives particular emphasis in the 

National Education Goals (Education Review Office 1994). Yet, refugee students are rarely identified as a 

specific group at all. Refugees are most often encompassed within the very broad grouping of NESB 

students. This includes those who are new to New Zealand and have had no previous exposure to the 

English language or schooling. The NESB category also encompasses students who may have been in the 

New Zealand education system for some time but have difficulty with English language in mainstream 

classes or specific learning problems. The needs of such a wide range of students are clearly difficult to 

assess and provide for (Kennedy and Dewar 1997:36). 

Over the past decade there has been some recognition of refugee and other immigrant needs. 

Yet, this has been rather ad hoc and has focused solely on the language requirements of such students, 

while ignoring the process of adaptation through which they must travel. Increasing immigration and the 

Influx of a large number of Southeast Asian refugees in the late 1970s and early 1980s forced a response 

from the Department of Education concerning NESB students. In 1989 a national coordinator and six 

regional School Advisors for New Settlers and Multicultural Education were appointed (Jamieson and Peters 

1997:13). Today they continue to assist in-service teachers of refugees and fmmigrants with professional 
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development, visit schools and help to establish ESOL programmes. The School Advisor I spoke to also 

meets with refugee families to make sure that newly arrived refugees and their sponsors are aware of the 

ESOL programmes available. In the late 1980s the Department of Education introduced a scheme by which 

one secondary school in each of four New Zealand cities was funded to act as a 'reception' class for new 

refugee students. There they could learn English within their own ethnic group before moving into the 

regular school system (Kaa 1989:245-246). This funding continues but only when there are a large number 

of refugees from one ethnic group arriving in a city at onetime. 

The Ministry of Education has funded additional Initiatives to aid the teac~!:rs of NESB students. 

For example, the journal Many Voices provides a forum for discussion and Information concerning refugees 

and immigrants. The Multicultural Education Resource Centre in Wellington carries out the coordination of 

multicultural resources for schools. In the past decade the Ministry has also commissioned two major 

studies that relate to the needs of NESB students. An external review (Gubbay and Cogill 1988) surveyed 

the educational resources - Including those at a tertiary and community level - that assist the successful 

resettlement of immigrants and refugees. More recently, a comprehensive study (Kennedy and Dewar 

1997) produced by members of the Ministry's Research Unit explored the programmes and support 

available to NESB students in New Zealand schools. Yet, the teachers I interviewed speculate whether 

Ministry staff actually read these reports, particularly the "wonderful" study by Kennedy and Dewar (1997). 

They suggest that recent pollcy changes to the ESOL funding procedure make it clear that policy makers 

have no idea of what it is like to learn another language. It must be noted, however, that the bicultural 

agenda in education policy and nee-liberal reform have made the implementation of many report 

recommendations politically and economically unvlable. 

ESOL FUNDING PROCEDURE 

The Ministry of Education funding system for ESOL, which came into effect In January 1998, 

explicitly identifies refugees as a group with distinct needs in language learning. Schools with students who 

were accepted into New Zealand under the refugee quota are able to receive a supplementary grant of 

$500 per student (Ministry of Education 1997a:1). This is a one-off entitlement, available only In their first 

year of New Zealand education, and Is delivered in four instalments. Schools may be eligible for some 

discretionary staffing assistance If there are a considerable number of non-quota refugees enrolled at one 

time, but this is considered case-by-case through local Ministry of Education Management Centres (Ministry 

of Education 1997b:8). 
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The grant comes in addition to $500 per year, for a maximum of three years, that schools will 

eventually receive for each NESB student who fits the ESOL criteria (Ministry of Education 1997a:2). This 

rate is being phased in over three years but the Ministry claims that it already represents a slight increase in 

overall funding. One of the ESOL teachers I interviewed notes that some schools with small NESS student 

numbers have received funding for ESOL for the first time under the new procedure, because they were not 

eligible for discretionary funding. Most of the teachers I spoke to are more cynical and believe that the new 

system is just the old one "in disguise", having been revamped and implemented fo~r (formerly two) times 

a year. 

The funding policy goes some way towards recognising that refugees have additional needs in 

comparison to other NESS students. Teachers are made aware of this distinction because refugee student 

funding must be applied for separately and a new centralised database offers limited statistics on tlie 

numbers of refugee students who receive funding at each school (Ministry of Education 1997a:2). The 

document outlining the assessment procedures for NESB students provides basic information on refugee 

students and the general educational status of various refugee ethnic groups found in New Zealand. 

Practical, although brief, suggestions on how to support refugee children in schools are supplied, along with 

contact details for organisations who deai with refugee issues (Ministry of Education 1997b: 8-12). Possible 

uses for funding and numerous references are provided in another part of this document (Ministry of 

Education 1997c:1-4). A handbook has also been developed for teachers of NESS students that offers 

information on all funds available. It provides guidelines as to what such funding might be used for, 

examples of good practice and procedures to assist in the development of culturally sensitive policies and 

supportive programmes for students (Ministry of Education 1997a:2). 

Although refugees are identified as a group with particular needs through the funding policy, the 

methods of addressing such needs remain inadequate. In September 1998, only 158 individuals across the 

country were eligible for the quota refugee grant, while 21 619 students were funded under NESB criteria 

(Ministry of Education 1998a). Students who have been to school more than four years are automatically 

disqualified from eligibility (Ministry of Education 1997d:1). Thus, the School Advisor I interviewed 

estimates that there are another 40 000 unfunded NESS students receiving ESOL support in schools. The 

educators involved in this study claim that the three-year eligibility ignores considerable research 

demonstrating how long it takes to learn a language. Conversational fluency can take up to two years to 

learn, English vocabulary at class level takes approximately five years, while at least six to seven years are 

required to gain fluency and understanding of academic language and conceptual knowledge (Hawley 

1987:71; Kennedy and Dewar 1997:30). Students are, therefore, being resourced for only the first stage of 
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their English language learning. In addition, the School Advisor I interviewed states that young adults aged 

eighteen and over are no longer eligible for funding at a secondary school. Yet, to gain secondary 

qualifications and prepare for tertiary education many NESB students of this age attend school, particularly 

refugees who have had gaps in their education. The adult programmes funded by the Ministry of 

Education, such as the Pasefika Education and Employment Organisation (PEETO) in Christchurch, do not 

fulfil the needs of all refugees because they are geared towards vocational training, rather than preparing 

students for further education. 

The change to quarterly, rather than biannual, allocation of funding allOV>{1J quicker response to 

fluctuations in NESB student rolls, which is crucial when funding is not provided in advance. It also greatly 

increases the administrative load of teachers. All of the ESOL teachers I interviewed were critical of the 

Ministry for placing yet another burden upon them. Tomorrow's Schools (Department of Education 1988) 

has already made work-related burn-out and a lack of time common factors that restrict the ability of 

teachers to meet the needs of their diverse students. Now the ESOL funding assessment forms have gone 

from one page to five pages each and biannual updates for individual student files are required to justify 

why each student still needs funding. The teachers with whom I spoke indicate that such procedures are 

unrealistic because they simply do not have time for this extra administration, particularly when they deem 

it "useless" anyway. 

This appraisal comes from their experiences in attempting to implement the new procedure. One 

of my teacher participants claims that having the same assessment forms for secondary and primary 

schools is inappropriate because students in these sectors are at different stages of learning. A Head of 

ESOL describes the new funding system as "of absolutely no benefit to me" because the terminology used 

for determining levels of language ability in the assessment procedures is contradictory and not explained 

clearly. For example, teachers have to decide if students are at the same level as the 'cohort'., 'close to 

cohort' or 'below cohort' with little guidance as to what is meant by these terms. Yet, on the same 

assessment form advice is offered on how to help new students, including hints about "speaking slowly". 

The teachers I interviewed, who are specifically trained in ESOL, consider this insulting and one states 

emphatically that: "Ministry stuff is rubbish". 

The same teachers also agree that funding provided by the Ministry "doesn't remotely begin to 

cover" the real costs of running an ESOL programme. In larger programmes, there may just be enough to 

cover the cost of a teacher aide, but certainly not a trained teacher. In smaller programmes, the Ministry 

funding is considered merely "pin money". An ESOL lecturer described the extra funding for refugees as 

"stupid" because the $500 top-up for a refugee's first year is unable to make a dent in the cost of 
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addressing refugee needs, particularly in schools with only a small number of refugees. Consequently, most 

schools do not regard the Ministry as a reliable source of funding for an ESOL programme but rather as "a 

bit extra". This is the same problem that Kennedy and Dewar (1997:228) identified prior to the new 

funding system. Although the funding changes are proclaimed as part of the Ministry's commitment to 

providing sustainable, long-term funding for ESOL, teachers are dubious about how long the funding will 

continue. $7.6 million was allocated to ESOL in 1998, with an additional $5.5 million over the three-year 

period 1998-2000 earmarked for the implementation of the new policy and funding _procedures (Ministry of 

Education 1997a:1). There is no indication of expenditure after 2000 and the fl.!2_cjing has already been 

threatened by government cuts to education in June 1998 (Luke 1998:7). 

RESPONSIBIUTY FOR ESOL PROGRAMMES 

When funding is generated by a set amount of money given per NESB student on the roll and this 

is inadequate to cover the actual costs of running an ESOL programme, school principals and Boards of 

Trustees are having to make tough, discretionary decisions. According to the nee-liberal model they have a 

'choice' about whether to continue supporting an ESOL programme by using general funds, possibly at the 

expense of other areas of the school, or to discontinue running an ESOL programme. This logic does not 

only affect ESOL, for the new Special Education 2000 policy has created a simiiar diiemma for schools with 

an attached special-needs unit that must be now be supported through the diversion of other funding 

(Iosefa 1998a:7). 

Most schools have discovered that there is no real choice, for increasing numbers of NESB students 

each year make an ESOL programme a necessity. One teacher admits that she is manipulating the new 

funding procedure to ensure her programme is resourced. She works out how many marks students need 

on their assessment to keep the existing level of funding and then makes sure they receive these points. 

This teacher believes that many schools will be doing the same. other resources are also used to run ESOL 

and some schools cover costs by actively marketing themselves to foreign students. However, O'Connor 

(1998b:7) suggests that this has resulted in an English-as-a-Foreign-Language approach to teaching, which 

does not necessarily meet the ESOL needs of refugee and immigrant students resident in New Zealand. 

Since the nee-liberal reforms, the responsibility of actually running ESOL programmes lies with the 

educators and administrators of individual schools. Policy is so vague in relation to ESOL that this results in 

considerable variance in the interpretation of policy and quality of delivery. For example, ESOL students are 

said to be catered for under English in the New Zealand Curric_ulum (Ministry of Education 1994). Yet, this 

document scarcely mentions ESOL, let alone provides detail as to how NESB students are to be assisted and 
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what qualifications they can achieve. NESB students often find it difficult to complete the unit standards for 

English and because of this may be prevented from attending tertiary institutions. The ESOL lecturer who 

participated in this study indicates that the drafting of specific ESOL unit standards is in process, but these 

will be relevant only for those studying at Sixth Form Certificate level or above. 

Consequently, there is great variance in the ESOL programmes run around the country and the 

content they cover. One Head of ESOL feels as if she is constantly "reinventing the wheel" because 

conferences are her only venue for consultation with other ESOL teachers. Great effort is wasted as many 

ESOL teachers face common problems but must deal with these on a school-by-school basis due to the 

government's increasing conceptualisation of schools as independent institutions. Altinkaya (1998:2) 

suggests that the competitive market-oriented educational environment discourages collaboration and 

sharing of materials. Hirsh (cited in Gordon 1997:67) noted cynically at a public lecture in 1995: 

This is the only country that I know of that has taken the radical step of abolishing its 

education system. Rather than a system, it has a series of virtually autonomous providers 

of education. 

The teachers I spoke to who are employed by such 'autonomous providers' certainly feel quite isolated from 

wider educational processes, 

There are still structures in place that aim to ensure the quality of ESOL education in New Zealand 

but the educators I interviewed suggest that these are insufficient. For example, the School Advisor who 

participated in this study states that the Ministry employs educators such as herself to assist teachers with 

the professional development of ESOL programmes but the Advisors receive no specific direction on how to 

do this. According to Glynn, Pongudom and McMillan (1990:43) New Zealand teachers lack the level of 

professional advice and guidan~e from colleagues skilled in such techniques available to their counterparts 

in Australia, Britain and the United States. In addition, the Education Review Office (ERO) was set up to 

monitor the performance of schools in achieving the National Education Goals. Yet, the School Advisor with 

whom I spoke states that nq ERO report has specifically concerned NESB students and that ERO 

recommendations tend to be ignored by the Ministry. Consequently, Syme (1995:37) suggests that ESOL 

"provision is often based more on pragmatic considerations than on soundly researched foundations" and 

some schools have advantages over others in terms of resources and the quality of their Boards of 

Trustees. This raises serious doubt as to whether equality of opportunity and equity issues are being 

addressed for refugee and other NESB students in New Zealand secondary schools today. 
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THE POLicY /PRACTICE DIVIDE 

The ability of service providers to adequately meet the needs of refugees is clearly constrained by 

the division between policy and practice in relation to immigration, resettlement and education. New 

Zealand has signed a UN Convention protecting the rights of refugees through both the immigration process 

and resettlement. Yet, refugees are commonly accepted under 'migrant' criteria and the resettlement 

programme offered by central government meets only the barest minimum of needs. In practice, therefore, 

resettlement support is left up to NGOs who struggle for funding. Education poli€\f in New Zealand has 

moved towards identifying the differential needs of refugee students within education policy, but the 

funding provided to accomplish this remains inadequate. The devolution of responsibility for the 

implementation of policy to individual schools also offers no guarantee against variability in interpretation 

and the quality of provision. In consequence, there appears to be little coordination or consultation 

between policy makers and policy practitioners where refugees are concerned. The next chapter notes that 

· the socio-political environment in which refugees resettle is one factor affecting their adaptation. The 

disjuncture between policy and practice does, therefore, have real effects upon the lives of refugees. This 

will become clear in chapter five when the situation of Somali refugees in Christchurch is explored. 
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4 
REFUGEES AND THE PROCESS Of ADAPTATION 

Most refugee literature is concerned with the process of adaptation through which refugees travel 

as they resettle in their host society. The aim of this chapter is to emphasise the multidimensionality of 

adaptation by discussing numerous variables that affect the ability of refugees· to adapt successfully. 

Reviews of literature are frequently separated into overseas research and studies conducted in New 

Zealand. Having found that similar findings are evident in both, I have chosen to break with tradition and 

explore the literature thematically. Beginning with a general discussion on the adaptation of refugees, I 

note that there is often a distinction made between adapting economically and adapting culturally. This is 

an arbitrary division and at times there are strong linkages between economic and cultural adaptation. Yet, 

one can also occur without the other. These facts make it difficult to assess exactly when or why 

adaptation has taken place. 

Having indicated the complexity of adaptation, I then move on to examine the variables which 

influence this process in relation to refugees. Aspects of both the refugee experience and the host 

environment in which refugees resettle play a part in adaptation, as can variables specific to each individual. 

The discussion then narrows to refugee adolescents. The literature considers a differentiation between this 

age group and older refugees important because the adaptation of adolescents is complicated by their 

crucial stage of identity development. Adolescents also have a higher likelihood for intergenerational 

conflict and marginalisation, both of which make adaptation more troublesome. Finally, factors that 

influence the adaptation process of refugee adolescents at school are elaborated upon. Aspects of the 

refugee experience, such as previous education, home environment and cultural background, are all 

important factors. However, systemic biases and instances of ethnocultural hegemony within the institution 

of education, as well as misunderstandings that result from cross-cultural interaction in the classroom, 

provide evidence that the school·environment must also be taken into account. 

This chapter emphasises the multifaceted nature of adaptation because an understanding of its 

complexity is necessary for examining the lives of Somali refugees. Many of the factors highlighted in the 

latter section of this chapter will provide an entry into my discussion of the Somali adaptation experience in 

part three. While it is clear that multiple and overlapping factors are involved in adaptation, there appears 

to be many factors that commonly influence this process when focusing on refugees. Yet, as the majority 

of refugee research has focused on Southeast Asians, it is difficult to assess whether these are relevant for 
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all refugees. This issue will be revisited in the final chapter in light of my discussion on the Somali refugee 

experience. 

THE ADAPTATION PROCESS 

A distinction is frequently made between the economic and cultural aspects of the adaptational 

process. While I retain this division in the following discussion, it is stressed that a ~eparation of the two is 

simplistic, for there is a complex relationship between economic and cultural adaptcJ.t.l,on. The focus is on 

refugees but research relating to the adjustment of immigrants in general has also been noted where 

applicable. 

ECONOMIC ADAPTATION 

Finding accommodation, a job and obtaining material goods, such as furniture and a car, are 

usually considered to be signs of economic adaptation. Gaining adequate education, particularly in the host 

country language, may also be included within this category. Due to the relative ease of assessing 

components of economic adaptation, it has been a common focus for researchers, particularly those in New 

Zealand. For example, Farmer and Hafeez (1989:172-179) analysed data for the 1983-85 intake of 

Southeast Asian refugees into New Zealand and found that they experienced higher rates of employment 

and of owning telephones, cars and televisions than refugees in the United States. Governments also tend 

to focus on economic adaptation when they provide resettlement assistance for refugees. Frequently 

concentrating on employment, government resettlement programmes infer that adaptation is complete 

when a job has been gained. 

Yet, Heipel (1991:350), who has studied refugee assistance in Canada, notes that defining 

successful economic adaptation is not a simple task. Refugees may be considered to have completed 

economic adaptation if they get any job, or one suited to their qualifications and skills. Similarly, refugees 

can be viewed as economically _adapted if they gain just enough English language ability to get by in a 

manual occupation or if they acquire reasonable fluency. He stresses a need to go beyond the superficial 

when attempting to measure economic adaptation. For example, the Farmer and Hafeez (1989: 163-169) 

study described above found that while employment amongst Southeast Asian refugees was high, almost all 

were employed in lower status jobs than those they had le~ in their home country. This fact highlights 

Heipel's (1991) belief that defining economic adaptation is more complex than is o~en perceived. 



41 

Numerous variables influence the ability of refugees to adapt economically. These include the 

gender, previous social, occupational and educational background, English language ability and age of each 

individual (Hafeez 1988:75-77; Nguyen 1989:73-74; Liev 1995:112). The cultural characteristics o{ 

refugees can also play a significant part in influencing adaptation. In a study of Southeast Asian refugees in 

Dunedin, for instance, employment did not appear to be an issue and some cases of upward mobility were 

recorded (Andrew 1985:49-50). Farmer and Hafeez (1989:173-184) indicate that Southeast Asian refugees 

demonstrate rapid economic adaptation in comparison to refugees from other et~nic groups, due to the 

cultural priority placed upon disciplined hard work. Economic adaptation is also linked, at times, to how 

successfully a refugee has culturally adapted. 

CULTURAL ADAPTATION 

The terms 'cultural adaptation' and 'cultural adjustment' are often used interchangeably. Searle 

(1989:8) notes that whichever word is used, the meaning is often ambiguous in cross-cultural literature. 

Some authors use cultural adaptation to indicate a simple acceptance of the host culture. others consider it 

to be freedom from social, environmental, physiological and psychological problems. Further yet, Stein 

(1986: 17) regards such success as having iearned the cuiture and behaviour of the dominant society, while 

retaining one's own cultural identity. This diversity in definition highlights the multidimensional nature of 

cultural adaptation (Montgomery 1996:687). 

It is easy to see that the intricacy of this concept poses problems of measurement. Canadian 

researchers Berry, Kim and Boski (1988:63-64) emphasise this complexity by detailing what they consider 

to be the four main aspects to cultural adaptation. Physical change may encompass moving to a new 

country and living in an unfamiliar type of housing. Biological change also occurs, due to the modification in 

nutritional status that refugees experience or the new diseases to which they may be exposed .. Linguistic, 

political, economic and religious alterations represent cultural change. Finally, social change takes place, as 

refugees experience different in-group, out-group and dominance patterns in their host society. They stress 

that the process of cultural adaptation occurs amongst groups and individuals, but usually results in those 

from sub-dominant groups changing more than members of the dominant group. Alternatively, Searle 

(1989:9) cites international research that differentiates between internal or external adaptation. The former 

relates to feelings of satisfaction, self-fulfilment and security or socio-cultural adaptation, while the latter 

involves quality of life and socio-economic participation within the host culture. 

According to Berry's (1988:101-102) Canadian research, there are four outcomes of adaptation 

that refugees and other immigrants may achieve. Assimilation entails the relinquishing of the immigrant's 
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own cultural identity, in favour of adopting elements of the host society's culture. Separation, on the other 

hand, is when the immigrant's cultural identity is maintained and the host culture is ignored. 

Marginalisation occurs when an immigrant relates peripherally to both home and host cultures. Finally, 

when an immigrant retains his or her own cultural identity but also conforms to the basis tenets of the host 

society's culture, integration has occurred. The latter is regarded as the most favourable outcome for 

refugees and other immigrants and in this thesis 'successful adaptation' refers to integration. 

Based on study in Canada, Montgomery (1996:687) claims that difficulty yVith cultural adaptation 

can create tension or conflict within and among refugees and between refugees and .t~eir host society. The 

varying degrees of conflict that refugees experience during the adaptation process are o~en termed 

'acculturative stress'. In New Zealand, Liev (1989: 1-6) has developed an integrated model indicating the 

causes of stress for refugees when they are adapting to a host community. Such stress can be experienced 

on an individual, familial, group or organisational level. At the individual level, acculturative stress can 

result from anxiety when cultural 'mistakes' are made, loneliness and isolation, a lack of host language, an 

inappropriate job or unemployment and a loss of social status (Liev 1989:9-26). Resistance, rejection and 

friction at the individual, familial, group and community level are common, Liev (1995:126) notes, when 

refugees are forced to assimilate into the host culture. The sixth and seventh chapters of this study 

consider the stress experienced both by Somali students and Christchurch schools, resulting from the 

intercultural struggle they are enveloped within. 

Although economic and cultural adaptation do not always occur simultaneously, they may influence 

one another. Lanphier (1983:13;17), for example, states that in Canada gaining employment at an early 

stage of resettlement may enhance economic adaptation but full-time work allows little time for learning the 

host language and culture, which may diminish cultural adaptation. Yet, Brightwell (1996:23) cites research 

in the United States indicating that refugees who gain work early in the resettlement process experience 

greater interaction with host nationals, thus enhancing their cultural adaptation. There is clearly a tension 

between economic and cultural adaptation, one that can influence the overall adjustment of refugees either 

positively or negatively at different times. Key variables such birthplace, age, gender, educational levels 

and previous occupation make it difficult to assign a fixed linkage between the two (Castles et al 1986:71). 

The above discussion has illustrated the multidimensional nature of cultural adaptation and 

emphasised that it difficult to pin down exactly what is required for successful adjustment and when it has 

taken place. New Zealand research (see Lee 1988:171; Lyon 1992:7-8) indicates that this situation is 

aggravated by the fact that the same person's degree of adjustment may be perceived diversely by different 

people. For instance, a Somali adolescent may be considered 'too Somali' by his or her New Zealand 
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friends, perhaps 'too old-fashioned' by Somali peers and 'too New Zealand' by his or her parents. 

Montgomery (1996:687) also suggests that the process of adaptation may take years to complete. 

However, the length of time required depends on the variables involved in the adaptation process. 

VARIABLES IN THE CULTURAL ADAPTATION OF REFUGEES 

Adapting to a new country and culture can be a trying process for all; but refugee literature 

provides evidence that cultural adaptation can take longer and is more difficult for- r-6lfugees in comparison 

to other immigrants (for example, Stein 1986:9-10; Nguyen 1989:75; Rumbaut 1991:399; Cochrane, Lee 

and Lees 1993:19). It is possible that the refugee experience makes some individuals more assertive, 

progressive, innovative and willing to accept change in making a new life. Having already hit 'rock bottom', 

adapting to a host country may seem a relatively easy challenge (Stevens 1993:175; 189), However, for 

most refugees this is not so. The characteristics that refugees commonly share, the host environment into 

which refugees resettle and variables relating to each individual can all impact negatively on the ability of 

refugees to culturally adapt. 

REFUGEE CHARACTERISTICS 

Despite disparities in ethnic background, refugees often experience similar barriers to adaptation. 

International and local studies indicate that the most common of these are: 

• loss, grief and traumatic experiences caused by war, persecution and displacement; 

• social and economic status inconsistency; 

• a lack of material possessions due to an unplanned departure from their home country; 

• the breakdown of family structure and guilt associated with leaving others behind; 

• years spent in refugee camps, feeling uncertain of the future; 

e accelerated modernisation; 

• social isolation; 

• culture shock accentuated by little previous knowledge of life in the host society; 

• experiencing 'minority' status for the first time (Lin 1986:61-64; Barudy 1988:140-143; Liev 1989:223-

226; Eisenbruch 1990:11-13), 

Refugees do not necessarily embody all of the above characteristics, but are often affected by many of 

them. These experiences distinguish refugees quite markedly from other immigrants. 
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HOST ENVIRONMENT 

Success in adapting does not solely rest on the attributes of refugees, for the host environment in. 

which resettlement takes place also affects cultural adaptation. International studies show that the greater 

the cultural disparity between the home and host societies, the more difficult successful cultural adaptation 

becomes (Williams and Westermeyer 1986:2). The public attitude of the host society to refugees also plays 

a large part in how quickly they adapt (Joly1997:36). Uev (1989:1-6) indicates that rejection, stereotyping 

and prejudice from the host community have been found to cause acculturative stress. Media portrayal of 

refugees and the kind of national resettlement policy adopted by host societies inl'iaence such attitudes. 

The ease at which immigration policy allows family members to be reunited and the process by which 

qualifications can be transferred to the host country may additionally affect cultural adaptation. The 

availability of comprehensive resettlement services, good quality refugee sponsorship and an established 

ethnic community are other factors that positively influence the cultural adaptation process (Nguyen 

1989:76-78; Liev 1995:117-119). 

INDIVIDUAL VARIABLES 

While there are many general characteristics that refugees share as a group, individual attributes 

also play a part in cultural adaptation. Exactly how and when successful adjustment occurs often depends 

on personal characteristics, such as gender, level of education, socio-economic background and age. 

Female refugees in New Zealand find it more difficult to adapt culturally because they tend to have lower 

levels of education, less work experience, low social status in their home country and considerable pressure 

on them to maintain cultural traditions (Crosland 1991:118-119). Montgomery (1996:687) found the pre

migratory level of education of adult refugees in Canada to be the most import:ant predictor of their socio

cultural adaptation but education was only the third most powerful indicator for economic a·daptation. 

Others have similarly documented that refugees have fewer adaptational difficulties if they exhibit high 

levels of literacy and education in their home language and a positive perception of their progress in English 

(Hafeez 1988:75; Nguyen 1989:73-74; Montg~mery 1996:687). Finally, a refugee's age at the time of 

immigration is important, with the elderly, single young adults and adolescents finding it most difficult to 

culturally adapt (Hafeez 1988:168; Nguyen 1989:73). 
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CULTURAL ADAPTATION AND REFUGEE ADOLESCENTS 

This thesis focuses on the adaptation process of adolescents, the last category of refugees 

described above as finding adaptation particularly arduous. Field (1985:22) states that resettlement is 

easier for younger refugees because they are more open and adaptable to learning new ways than older 

refugees and because they experience the new culture 'full-time' at school. Yet, to the contrary, numerous 

overseas studies recognise that adolescent refugees need to be considered separately from other refugees, 

due to adolescents finding cultural adaptation more difficult to negotiate (see BarudV 1988:147-148; lee 

1988: 167). This is due to three related factors that result from their age at the time of immigration: 

DEVELOPMENTAL STAGE 

lee's (1988:167-171) research in the United States highlights that, in addition to being confronted 

with social and psychological adjustment as refugees, adolescent refugees face physiological and emotional 

upheavals common to their age group In many cultures. The transition from child to adult, where an 

identity separate from the family develops, involves both exciting and traumatic changes (McDowell and 

Ziglnskas 1994:2). This process is more difficult for adolescent refugees than for their non-refugee peers, 

because they tend to have fewer emotional connections on which to model their sense of identity (lee 

1988:173). Considerable unresolved suffering might also make it harder for them to find their way through 

this developmental stage (Thien and Malapert 1988:259). Nevertheless, Long's (1993:8) study of refugee 

camps in Thailand emphasises that some young refugees may gain a strengthened sense of self and 

collective identity from the experiences they have endured. Ho (1995:30), whose research involves Hong 

Kong Chinese adolescents in New Zealand, states that successful adaptation relies on adolescent 

immigrants not only gaining a sense of personal identity, but also retaining a sense of group identity with 

their family and home culture. 

Individuals of the age we define as 'adolescent' in New Zealand are considered to be adults in 

some cultures. Many refugee adolescents find it difficult to be treated as children in New Zealand because 

their culture has no need for a long-drawn-out childhood. Others take on the role as 'adult' early because 

of the loss of one or more parents, or because they are able to speak English and adapt more rapidly into 

New Zealand society than their older family members. In some cultures this creates a crisis in family roles, 

for the child is attributed higher 'status' than his or her parents. The experiences that refugee adolescents 

have been through may also result in maturity beyond their age (Green 1989:128). 
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INTERGENERATIONAL CONFLICT 

Identity development can be inhibited or enhanced by the intergenerational conflict that frequently_ 

occurs between adolescent refugees and their older relatives. Such conflict is a factor in most adolescent 

lives, but it is o~en worse for refugees because they are simultaneously suffering physically and socially as 

the result of immigration and resettlement processes. Adolescent refugees are struggling to make sense of 

the world outside their home in an effort to fit in, yet find that they cannot rely on their parents for 

guidance as they would traditionally expect. Refugee parents are negotiating this process of cultural 

adaptation for themselves at a much slower rate and often wish to steadfastly rediin the home culture 

(Beaglehole 1990:79). 

Consequently, discord between refugee parents and their children is common. For instance, Lyon's 

(1995:43) New Zealand study of Cambodian refugee secondary school students found that eighty-five per 

cent thought that their parents did not understand them and ninety-two per cent had parents who believed 

that their children were too Westernised. If their own expectations of success in New Zealand have been 

frustrated, many refugee parents regard their children as vehicles for the attainment which would make the 

immigration experience seem worthwhile (Green 1989:127). These expectations put additional pressure 

upon adolescents and add to the confrontation between generations and cultures. Greater difficulty may 

also be apparent if the adolescents were separated from their parents and settled in New Zealand before 

them (Tan 1995:94). 

INCREASED MARGINALISATION 

Refugee and other immigrant adolescents commonly feel marginalised from both their home and 

host cultures and this may be aggravated by issues relating to identity development and intergenerational 

conflict. Beaglehole's (1990:11) participants, who came to New Zealand as adolescent refugees from World 

War II, describe "a kind of limbo world", in which the adolescents felt no real sense of belonging. As a 

Jewish refugee (cited in Beaglehole 1990:84) remembers: "(O]ne didn't have a single cultural background 

to retreat to. You had two which meant that in a sense you had neither". International studies reinforce 

this conclusion. McCallin (1988:243) states that young immigrants olten experience a feeling of 'multiple 

marginality' (Suarez-Orozco and Suarez-Orozco 1995: 168) more than their elders, because attending school 

constantly forces the two cultures into direct confrontation. Australian research (Rosenthal 1984:73) 

suggests that marginalisation is more likely to occur when adolescents try to reject their home culture. 

Nevertheless, Thien and Malapert's (1988:268) French study argues that adolescents have an advantage 

over younger children when forming their identity, because they usually have specific memories of their 
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home country. This means that they do not have to rely on the memories of their parents, whose 

perspective might not be very reliable. Consequently, they may identify with their home culture more easily 

than their younger counterparts. 

CONSEQUENCES 

Long (1993:8) stresses that positive aspects of the refugee experience are usually ignored. 

Adolescent refugees may display an enhanced receptivity to new ways and idea~, survival skills and a 

greater sense of altruism when compared to their New Zealand peers. However, virt~a_lly all of the research 

on refugees of this age group indicates that they find cultural adaptation particularly difficult and that this 

affects their future opportunities. For instance, Nguyen (1989:73) suggests that immigration at the time of 

adolescence is a predictor of subsequent alcohol and drug abuse and delinquency in Southeast Asians 

resettling in the United States. While other individual variables must be accounted for, evidence attests to 

adolescents being one of the most vulnerable groups in adaptation. This conclusion has serious implications 

for refugee adolescents attempting to adjust to school. 

EDUCATIONAL ADAPTATION AND REFUGEE STUDENTS 

It is always troublesome to pin down exactly what factors enhance or diminish refugee adaptation 

and numerous variables affect the ability of students to adapt to school, both academically and culturally, 

Nevertheless, it is possible to identify two broad spheres of influence: the refugee experience and the 

school environment. 

REFUGEE EXPERIENCE 

Adolescent refugees have often experienced gaps in schooling. Many receive insufficient 

educational support at home because their parents do not speak the host country language or work long 

hours. In addition, young refugees have often experienced trauma and their cultural background may be 

vastly different when compared to the society in which they must now make their life. All of these factors 

stem from the refugee experience and can have effects on the educational adaptation of adolescent 

refugees. 
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Previous Education 

Many young refugees have missed out on schooling while living in refugee camps and/or a transit 

country for some years. New Zealand research suggests that in addition to lacking literacy and academic 

knowledge, a large number of refugee students have no familiarity with the study and organisation skills 

required at school (Cochrane, Lee and Lees 1993:18-19). The age at which young refugees immigrate to 

their host country is an important indicator of successful adaptation, for the likelihood of catching up on lost 

knowledge diminishes as they get older. Gibson's (1995:78) research in the United States indicates that 

children who immigrate after the age of six or seven often fail to obtain the reqtlired skills needed to 

succeed in secondary school and are at greater risk for dropping out. Liev (1995:117-118) states that a 

lack of formal schooling has a more significant impact upon academic success than a lack of English 

language amongst Southeast Asian refugees in New Zealand. However, ability in English, fluency and 

literacy in the home language and the time spent in the host country all affect the educational adaptation 

process. 

Home Environment 

Refugee families often lack resources in terms of time and money. Their living situations may be 

crowded, so that finding a quite place to study is difficult. However, these situations are not necessarily to 

the detriment of adolescent refugees for large families frequently provide homework support in terms of 

older siblings. Many refugee parents find it hard to be involved in their children's schooling or study, due to 

language or cultural difficulties (Liev 1995:117). Yet, Caplan, Choy and Whitmore (1992:21-22) note that 

they can continue to place value on learning, create a positive study environment at home and support 

academic achievement. This kind of parental involvement may act as an enabl!ng factor in the educational 

adaptation of refugee students. 

The attitudes that parents have towards education play an important part in both academic and 

cultural adaptation. Gibson (1995:80-87) states that refugee students are more likely to succeed if parents 

believe that school success comes from effort .and persistence rather than innate ability; derive shame or 

status based on school behaviour/ability/success; and have high occupational aspirations for their children. 

Ashworth (1982:79) suggests that those who come from urban, middle-class and well-educated 

backgrounds find adaptation less problematic. However, Caplan, Choy and Whitmore (1992:22) claim that 

parental level of education is not necessarily important as long as parents have close emotional ties with 

their children, validate them culturally and place value on reading and learning. They suggest that children 
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are also more likely to succeed academically when there is a reasonable degree of equality and some role 

sharing between parents. 

Traumatic Experiences 

Many refugee students have experienced trauma and grief and this can affect their ability to 

succeed at school before they even enter classes. Thien and Malapert's (1988:255) clinical study in Paris of 

thirty Southeast Asian refugee children who had suffered significant trauma, .found that twenty-two 

participants presented difficulties at school. Eth and Pynoos (1985:37) also indicat~. tj,at children who have 

experienced trauma display a decline in school performance, usually due to a severe lack of concentration in 

class. Local research follows this trend. An estimated fifty per cent of Cambodian students in New Zealand 

have educational difficulties because of a lack of emotional support in schools and their home environment 

(Lyon 1992:45). Hence, it is necessary to recognise that refugee students may be in too much 

psychological turmoil and distress to exert themselves successfully school. Mental health services for 

refugees established in Australia have specialist programmes and staff catering for the needs of children 

and young people on the basis that early intervention is crucial to long-term refugee resettlement (D'Aeth 

1998:4). 

Cultural Background 

While refugees share many common characteristics that make educational success difficult, their 

particular cultural backgrounds must also be taken into account. For example, overseas research (see 

Mesa-Bains 1993:2; Gibson 1995:83-85; Walker-Moffat 1995:12-13) indicates that some Southeast Asian 

ethnic groups often do well academically at school, despite being refugees. This relates not only to their 

home countries having a history of strong educational systems, but also the priority that such cultures place 

upon education. The parents of Southeast Asian refugees who are adapting academically frequently have 

high expectations, are heavily involved in education and are well-educated themselves. Cultural attitudes to 

gender roles may also account for differences between male and female academic success. However, the 

same success is not achieved by students from Southeast Asian cultures that do not prioritise education or 

egalitarian roles between the sexes, such as the Hmong (Walker-Moffat 1995:113). 

It is also significant that, although certain ethnic groups may have enhanced chances of academic 

adaptation due to their cultural background, they do not necessarily culturally adapt any more easily or 

rapidly. While many Southeast Asian refugees have succeeded academically in English-only classes, 

Walker-Moffat's (1995:131) participants in the United States relate how painful this experience was 
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emotionally, especially when they were placed below their age or ability level. Liev (1995: 126) also 

suggests that Southeast Asian refugee adolescents in New Zealand have not coped well in terms of cultural 

adaptation, as many have broken their home country's cultural mores to fit in and be successful at school. 

They now feel they have fallen between both cultures. Eckermann's (1994:221) Australian research 

bolsters this evidence, suggesting that in addition to feeling alienated from the new culture into which they 

have settled, students may also perceive a loss of identity and autonomy. 

SCHOOL ENVIRONMENT 

Although the refugee experience can significantly affect school success, it is also important to go 

beyond the 'personal resources' of each refugee individual or group. Blaming success or failure on the 

refugee experience or, worse, refugees themselves, ignores differences between ethnic groups, families a·nd 

individuals. This attitude also fails to take into account that it is the responsibility of education providers, 

rather than ethnic minorities themselves, to identify the barriers to educational success and provide 

circumstances in which disadvantages can be overcome (Ramsden 1995:6; see Kalantis, Cope and Slade 

1989:73-79). 

Institutional Inclusion/Exclusion 

Considerable international data demonstrates that the extent to which a student's language and 

culture are incorporated into the school programme is a significant predictor of academic success and 

cultural adaptation. This is because, Cummins (1988:138-141) claims, students are empowered if they feel 

that their ethnic identity is valued. Nicassio (1985:164) also cites overseas evidence attesting that 

immigrants show better mental health and less acculturative stress when situated in a multicultural setting 

where integration is favoured. Conversely, pressure to conform culturally can cause difficulties for refugee 

students in school which may be labeled in psychological, rather than cultural, terms. Students resisting 

assimilation through direct confrontation may be labeled aggressive, while those who withdraw are olten 

considered to be depressed (Green 1989:127). 

The ways in which educational institutions diminish the likelihood of successful adaptation in 

refugee students are not blatantly explicit. However, everyday aspects of the institutional structures of 

schools can act as barriers to academic and cultural adaptation. Additional course or material fees may 

restrict the opportunities for refugees to opt for some subjects, while uniforms that do not accommodate 

cultural norms of modesty may alienate refugees from school (see Education Review Office 1995:16). The 

teachers and administrators of fourteen New Zealand schools note that inadequate policy, funding, and 



51 

inappropriate curriculum and examination design restrict the ability of Non-English-Speaking-Background 

(NESB) students to learn English (Kennedy and Dewar 1997:21). The type of instruction offered to 

refugees ls also factor, although there is a great debate as to which method of instruction best assists NESB 

students in successful adapting to school. Immediate mainstreaming, intensive English instruction, 

transitional classes, bilingual and partnership teaching and peer tutoring are all methods utilised 

internationally. The advantages of one method over another appear to depend on further variables, such 

as the extent to which refugee students have experienced previous education or th~ cultural background of 

refugees. 

Educational Culture 

Due to their lack of former education, refugees are unfamiliar with the routines, customs, roles and 

institutional organisation of schools (Eckermann 1994:221). Research on Southeast Asian refugees in New 

Zealand found that many students are inexperienced in following a time-driven schedule, analysing 

problems, concentrating and applying themselves to tasks (Cochrane, Lee and Lees 1993:18-19). Refugees 

may also have very different experiences of movement and restraint based on their experiences in refugee 

camps. For example, they might not be used to sitting in a classroom all day. However, refugee students 

who have not experienced major gaps In education also find it difficult to adapt to school because the 

educational culture differs to that present in their home or transit country schools. 

By 'educational culture' I refer to the ethos that Is present in all formal aspects of school life, 

dictating the norms, goals and organisational practices of educational institutions. Although staff and 

students in schools are largely unaware of It, the educational culture significantly influences their everyday 

practices. Thus, school rules reinforce the behaviour expected from students and staff through punishment 

and reward. Ceremonies and rituals, such as school assemblies and staff meetings, make clear the values 

and hierarchy that schools explicitly and implicitly embody. The way in which 'success' is defined affects the 

expectations teachers have of students and that students have of themselves and each other. If the 

educational culture values achievement gained only through credentials, students are expected to focus 

solely on study, while sporting prowess, musical ability or leadership qualities will not be considered a high 

priority. Similarly, the teaching and learning style adopted will place expectations upon student behaviour. 

For example, an educational culture. based on the egalitarian, child-centred model will expect students to 

learn independently from the teacher or interdependently with other students. If priority is placed upon a 

stratified and curriculum-centred model, teachers will be regarded as the knowledge providers to whom 

students defer. The values reinforced by the educational culture also affect tbe subjects taught, the time 
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spent in activities that are not curriculum-based and the content prioritised within each area of learning 

(Harker 1984: 119). 

Systemic Bias 

As educational success is defined according to the values foregrounded by the educational culture, 

students must embody these if they wish to 'succeed' as school. This is problematic, for the educational 

culture reflects only the beliefs, interests and norms of the dominant culture in society. Dominant group 

students, therefore, have an advantage over those from sub-dominant groups becau~~ they already possess 

the required cultural knowledge for school. Conversely, sub-dominant group students are put at serious risk 

of poor educational achievement by the mismatch between their home and school cultures (Nixon-Ponder 

1998:56). 

The organisation of educational institutions based on a culture that is perceived to be the 'normal', 

but in fact represents only the dominant culture, may be considered a situation of 'systemic bias'. This term 

relates to inequities evident within institutional structures that act to disadvantage those from sub-dominant 

groups, but are difficult to identify by those who benefit from them because they are taken-for-granted. 

There is generally no explicit intent or motive to exclude those outside the mainstream from institutional 

rewards or success. Rather, the needs and experiences of sub-dominant culture students are ignored 

through the maintenance of universal standards, the enforcement of neutral rules and the promotion of 

equality of opportunity within the educational system. The unintentional character of systemic biases make 

them no less real. Teachers who are personally free of prejudice, for example, still practice and defend 

institutionalised rules and procedures that represent dominant culture experiences and interests as normal 

and necessary. Students who do not understand these rules, because their culture does not incorporate the 

values on which they are based, experience considerable discomfort and are inadequately prepared to cope 

with the demands and routines of educational institutions (Fleras and Elliott 1996:81-82; see Eckermann 

1994:33). 

Ethnocultural Hegemony 

The concept of systemic bias may be related to that of 'ethnocultural hegemony'. Abel (1997:3) 

states, in discussing the media, that sub-dominant group members are assimilated to the dominant view of 

culture through its reflection and prioritisation in the national institutions of society. By portraying only one 

context of reality, the relations of domination are maintained by habitual, taken-for-granted practices and 

ideologies (Basch, Glick Schiller and Szanton Blanc 1994:13). Gramsci (197-1:245-246) coined the term 
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'hegemony' to describe how the dominant group is thus able to pursue its own interests within society by 

consensus rather than coercion. Education, a key institution which individuals in most societies are obliged 

to experience, has been a particular focus for this type of analysis. Regarded as a means for socialisation, 

rather than merely knowledge acquisition, education is commonly viewed as aiding the exclusion of sub

dominant group members from the processes and positions of power (Reid 1986:61). 

Such analyses are usually based on the concept of class inequalities (Reid 1986:58). For example, 

Bourdieu (1974:32-37), one of the key theorists in education, concentrates on the d_ominance of the middle 

class. His concept of 'symbolic violence' explains educational hegemony, whereby_ the dominant class is 

able to exert its power, not physically but culturally, by imposing its own perspectives on everyday thought 

and practice. Bourdieu (1974:41-42) goes on to consider how this results in differential school outcomes 

for students: as the characteristics, values and priorities of schools ('habitus') resemble the culture of the 

middle-classes, students who are middle-class automatically have the 'cultural capital' upon which school 

success is based. Working-class students, however, lack this cultural capital and consequently have less 

success at school. 

I recognise that my definition of the educational culture is similar to Bourdieu's (1974:41-42) 

concept of 'habitus'. However, by emphasising the word culture, I wish to move away from a focus solely 

on class inequalities and make it clear that Somali students are not the only group to bring culture into 

schools. Rather, numerous cultures exist within individual schools but only that which represents the 

dominant group is considered the 'official' culture (Reid 1986:59). Others are depicted as exotic, out of the 

ordinary or different from this middle-class, white dominant norm. As a consequence, culture is discussed 

quantitatively, as a degree of difference from this standard (Jacob 1995:359). 

To take into account the cultural variables based on ethnicity that play a part in differential school 

success, I borrow Bullivant's (1987: 1) interpretation of the Weberian concept, ethnocultural hegemony. 

Bullivant (1987:21) indicates that this form of hegemony is carried out everyday in the school context 

through 'social closure', defined as the dominant culture gaining power and control over dominated groups 

through strategies of inclusion .and exclusion. These strategies utilise 'boundary markers' - often group 

attributes such as cultural symbols, race, language, status, class and gender - to name sub-dominant 

culture members as outsiders. When 'mistakes' are made due to a lack of awareness, feelings of shame or 

embarrassment may develop. Such exclusionary tactics aim to maximise the economic and social rewards 

for the dominant group's own members, who are considered 'insiders'. Everyday practices reinforce 

dominant values in a way that those from the dominant group consider them 'normal', while sub-dominant 



54 

groups commonly attribute their failure to fit in at school as the result of their own personal characteristics 

{Jones 1991:94). 

However, Bullivant (1987:2;21) stresses that non-dominant group members are able to resist· 

social closure and that disadvantage in the face of hegemonic practices is not Inevitable. This explains how 

some sub-dominant group members are able to succeed educationally, despite lacking dominant group 

status. Hegemony requires the 'consent' of the dominated majority, and thus can never be permanent, 

universal or given. As tensions, contradictions and inequalities within institutio~s are often evident to 

members of sub-dominant groups, they constantly struggle with those who wish to maintain dominance 

{Apple and Weis 1983:19). Such contestation Is often carried out in day-to-day interaction. The cross

cultural misunderstanding that occurs in the classroom between refugee students, teachers and dominant 

culture students Is an explicit example of the intercultural struggle that severely affects refugee educational 

adaptation. 

Classroom Inclusion/Exclusion 

Refugee students often experience considerable 'culture shock' when they enter their host society 

school. This is due to their limited previous education, the unfamiliar educational culture and linguistic 

difficulties. They are frequently unaccustomed to the non-verbal communication, use of jargon or slang, 

patterns of speech, rules, conventions and appropriate behaviour used In the classroom and playground. A 

lack of knowledge about all of these things can lead to fear and anxiety, confusion as to what to do and 

withdrawal (Eckermann 1994:221). Teachers find it is easiest to focus on language needs and often Ignore 

these other aspects of the student role with which students might need assistance (Driver and Beltran 

1998:36). Clearly, accommodating cultural differences, explaining school rules and instructions to students 

and their parents, and encouraging the latter to participate in the classroom "and school can help increase 

success rates (Kennedy and Dewar 1997:22; Joly 1997:33). Programmes such as Preparing Refugees For 

Elementary In the United States have been developed to teach refugee children the linguistic, academic and 

interpersonal skills needed for successful entry into elementary school (Corey, Pfleger and Hamayan 

1988:11). 

Cross-Cultural Misunderstanding 

Many of the difficulties that refugee students face in the classroom relate to their lack of familiarity 

with the behaviour expected at school and, more generally, In the host society. The 'cultural scripts' that 

they follow differ to those of their teachers and host country classmates. This makes it virtually impossible 
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for cross-cultural communication to occur accurately. Ambiguity is inevitable because when humans 

interact they try to 'explain' each other's behaviour by considering the reasons, motivations or intentions 

behind it. In cross-cultural interaction, the observers of behaviour are often unaware of the context in 

which it takes place. Unless there is an understanding of the ideology - religious belief, for example -

behind behaviour, it can often appear to be bizarre or inappropriate (Argyle 1983:63-69). It is common 

knowledge that non-verbal communication, such as facial expressions, eye contact, bodily contact or 

distance, and gestures differ in meaning from culture to culture. Deviations in. how conversations are 

structured and what constitutes polite usage of a language are common. There are also diverse rules for 

appropriate behaviour in attaining goals or satisfying needs; eating and drinking; and social relationships 

from one culture to the next (Argyle 1983:71-72). 

In situations where the cultural context of interaction is lacking, teachers and host society 

students often explain behaviour through dispositional characteristics. For example, if a student is not 

doing well at school, a teacher may attribute this to insufficient ability, feel sorry and employ remedial 

strategies. On the other hand, if the teacher attributes a lack of motivation, they may feel angry and 

disappointed and punish the student. Such an explanation is often vastly different to the actor's own 

perception of the behaviour (Bochner 1983: 12; 19-20). Attributions tend to be faulty because they are 
,. 

based on cultural misinterpretation and character weaknesses, rather than culturally appropriate responses 

to situations (Cordell 1994:57). Cross-cultural interaction is, therefore, the perfect breeding ground for 

tension between cultures. Nevertheless, Cordell (1994:62) stresses that intercultural struggle need not 

always be deemed an evil or a creator of inequality, for it may also result in an awareness of difference that 

produces personal growth and a change in practice. 

Teacher Expectations 

Driver and Beltran (1998:34), in their Australian study exploring the impact of refugee trauma on 

children's occupational role as school students, note that teacher expectations play an important role in the 

success of refugee adolescents. , The expectations that teachers have of students are usually based on how 

they attribute student behaviour. It is problematic, therefore, that culturally specific behaviour is frequently 

explained through dispositional attributes. Some teachers of refugee children assume the need for 

assistance habitually, so students are not necessarily pushed to their full potential. Cummins (1988:143-

144) also notes that assistance for 'at-risk' and English-as-a Second Language (ESOL) students in Canada 

often relies solely on transmitting information in a way that a encourages passivity and 'learned 

helplessness'. Teacher attitudes and beliefs, such as 'teacher knows best' and ethnocentric ideas about 
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aspects of other cultures, can create feelings of dependency or powerlessness and eventually withdrawal. 

Thus, the behaviour, attitudes and interaction that occur in the classroom can have a considerable affect on 

the adaptation of refugee students. Yet, it is important to acknowledge that teachers and host society 

students do not usually intend to disadvantage refugee students. Rather, their actions are both a product 

and agent of the systemic biases and ethnocultural hegemony evident in schools. 

EDUCATIONAL ·success· 

The literature concerning refugees in education constantly refers to the 'success' of students. 

Despite the difficulty of defining educational success, this concept is rarely problematised in the refugee 

literature. Success is usually correlated with academic achievement, as determined by the grades or 

qualifications gained, although on occasions the retention and participation rates of refugee students are 

also taken into account. The few studies that claim evidence of refugee student over-achievement (for 

example, Bullivant 1987:19; Caplan, Choy and Whitmore 1992:51-67) measure school experience only in 

terms of academic results, retention rates or educational aspirations. Such research ignores the variables of 

country of origin, gender, cultural priorities, home support and cultural differences in defining achievement, 

which can all influence educational adaptation (Walker-Moffat 1995:xv). 

Considering academic achievement as the sole component of educational success offers only a 

partial understanding, for this definition does not take into account a student's cultural adaptation. Yet, this 

is both a mediating construct influencing academic performance and an outcome variable itself (Cummins 

1986:23). It is very hard to judge academic outcomes without considering cultural adaptation, because 

academic failure may result from difficulties adapting culturally (Castles et al 1986:5). On the other hand, 

students may have problems with cultural adaptation but succeed academically. For example, emotional 

factors, such as perceptions of happiness, are one component of adaptation. Ho et al's (1_996:14-5) 

Auckland survey of five hundred Asian adolescent immigrant students found that this group display very 

positive attitudes towards school, believing it more useful and often demonstrating more academic 

achievement than their Pakeha counterparts. Yet, Pakeha adolescents are more likely to indicate that they 

.are happy at school. 

Defining educational success is clearly a complicated task. The Ministry of Education (1998a) 

states that students are successful when they reach their own optimal social and personal development, 

make a successful transition to work and adult life and contribute actively and fully to society. However, 

Castles et al (1986:1;5), while discussing the difficulties of defining disadvantage in relation to immigrants 

and their children, emphasise that such a definition ls hard to analyse and that_any conclusions drawn from 
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it will directly reflect the social standpoint of the assessor. They propose that terms such as disadvantage 

and success not be used as absolute categories but in comparison with other groups and persons within the 

same context. 

Yeabsley (1997:6-7), who considers what factors create successful immigrants in New Zealand, 

demonstrates the complexity of Castles et al's (1986) proposition by offering numerous examples of how 

this might be achieved., He states that success can be judged complete when Immigrants reach average 

levels of achievement in the host country or their country of origin. Alternatively, i1;1migrant success might 

be determined by their net contribution to the host society, or the immigrant's own ideas of success. The 

latter definition could be relative to the immigrant's aspirations, the opportunities available to his or her 

descendants or what the immigrant left behind. Clearly, the complexity of defining success is beyond the 

realms of this thesis. Thus, I have chosen not to offer a concrete definition of educational success tiut 

rather, explore the factors that are thought to play a part in Influencing educational adaptation, both 

academic and cultural. 

REVISITING THE MAIN FACTORS INFLUENCING ADAPTATION 

Chapter four has demonstrated that there are numerous and often contradictory factors which play 

a part in the adaptation of refugees. The aim has been to emphasise the multidimensionality of adaptation, 

for acknowledgement of the inevitable complexity of the adaptatlonal process is a crucial prerequisite for 

understanding the experiences of Somali refugee adolescents, which are detailed In part three. Due to the 

density of the information provided in this chapter, I summarise the main themes most pertinent to the 

Somali context: 

• The adaptation process is more difficult for refugees than other immigrants, due to the involuntary 

nature of their Immigration and the experiences of dislocation, trauma and hardship that they have 

often endured. 

• Three main areas of influence affect the a~aptation of refugees: the characteristics that refugees share 

as a group; the host environment; and Individual variables, such as gender, age and socio-economic 

background. 

• Adolescent refugees find adaptation particularly difficult because their stage of development brings with 

it Increased chances for intergenerational conflict and marginalisation. 

• The educational adaptation of refugee students is influenced by both institutional and classroom 

factors. The former relate to the systemic biases within school structures that disadvantage refugee 
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students and may be considered an example of ethnocultural hegemony. Within the classroom, the 

cross-cultural interaction that occurs between teachers, host society students and refugee students can 

also influence the adaptation process. 
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NARROWING THE FOCUS: 

SOMALI REFUGEES IN CHRISTCHURCH 
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Jones (1991:78) states that the educational experiences of minority ethnic group members depend 

on where their community fits within the New Zealand social and political economy. The adaptation process 

of refugees is certainly affected by the host society environment and one aspect of this - central 

government policy regarding refugee immigration, resettlement and education - has already been outlined. 

Chapter five builds upon that general discussion by narrowing the focus to Somali refugees in Christchurch. 

It describes the process of immigration which brought Somali to this country, the non-governmental 

organisations that aid their resettlement and the educational institutions which adolescent Somali attend. 

I argue that the disjuncture between policy and practice, noted in chapter three, is apparent in the 

local work of resettlement agencies and schools. This has real effects upon the lives of refugees in 

Christchurch and Somali consequently face considerable disadvantage in relation to housing, employment 

and health. That positioning serves as a barrier to their economic, cultural adaptation and, in the case of 

Somali adolescents, educational adaptation. An understanding of the status that Somali hold in 

Christchurch acts as a vital tool in contextualising the more detailed analysis of Somali student experience 

found in chapters six and seven. Chapter five thus acts as a bridge between: discussion of New Zealand 

policy and the Somali refugee adolescents in Christchurch whom such policy affects. 

Before proceeding, however, I wish to clarify what is meant by 'Somali culture', a term I refer to 

frequently in part three. For the purpose of this thesis, I borrow the broad understanding of culture that 

Novitz (1989:282) provides. He states that culture is a collection of behaviour patterns, institutions, values, 

bodies of knowledge and systems of belief. Each culture is influenced by the particular nature of these 

ingredients, as well as the way they 'hang together'. Upon this basis, I use the term 'Somali culture' to 

describe the common values, beliefs and behavioural norms of Somali in Christchurch, at the present time. 

The latter qualifiers are vital. While aspects of the culture they le~ behind in Somalia still heavily influence 

Somali in Christchurch, the act of living in New Zealand in the 1990s has required them to make significant 



60 

cultural modifications. The refugee experience has also strongly affected the culture of Somali in 

Christchurch. It is important, therefore, to include the characteristics that result from their refugee status 

when discussing Somali culture. 

Culture is a system of meanings that are in constant evolution which individuals use to make sense 

of their world (Harker and Connochie 1985:23). Individuals within the same culture can experience it 

differently, depending on variables such as gender, class, age, religion or vocation (Ritchie 1992:99-100; 

Cordell 1994:57). Despite these variations, our attitudes and behaviour do reflect t~e priorities and norms 

of our particular culture and we each follow a 'cultural script'. Some cultures require considerable 

uniformity to the script, while others accept a fair amount of 'ad-libbing' (Walker-Moffatt 1995: 113). Somali 

refugees in Christchurch appear to follow a similar cultural script, as becomes clear when aspects of this 

script are considered in chapter's six and seven. Somali students are finding that living within two cultures 

requires them to juggle differing cultural scripts and they experience great difficulty in meeting this demand 

(see Jones 1991:181). 

Nevertheless, the Somali who live in Christchurch come from a mixture of clan affiliations and are 

not a unified community with one spokesperson to represent them. As a result, the characteristics I denote 

as stemming from Somaii culture cannot be assumed to represent everyone who is Somali and lives in 

Christchurch. This will disappoint those who, like the educators I spoke to, want to know more about 

'Somali culture', envisaging a set of characteristics that they can learn and then apply to all Somali. Culture 

is not a tangible object which is fixed in time and place. Thus, there is no single unitary Somali culture 

except in a very abstract sense (see Ritchie 1992:99). My knowledge of Somali culture has been inferred 

fro"m the descriptions and actions that I have heard and observed during the course of this research. As a 

consequence, my understanding of it reflects my social background and positioning as an outsider from the 

Somali communities. 

THE ARRIVAL OF SOMALI REFUGEES 

Somali come to New Zealand as refugees from the civil war and resulting famine that their country 

has experienced in the last decade. Somalia had been colonised by Britain, Italy and France, due to its 

strategic importance when the Suez Canal opened in 1869. In 1960 the newly independent British and 

Italian Somalilands merged to form the Somali Republic. A military coup nine years later stunted the 

fledging democracy and twenty years of internal strife, violence and persecution followed. Fighting 

between clan militias and government troops finally forced President Barre, wno had led the coup, to flee 
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the country in 1991. Somalia collapsed politically soon after and clan violence escalated, forcing many 

Somali to escape to Kenya and Ethiopia {Bell 1998:23). In 1992 civil war and constant drought produced a 

famine which killed an estimated 300 000 people, seventy per cent of the livestock and devastated the 

farmland belt in the south {Patman 1996:1-2). The United Nations {UN) withdrew from Somalia in 1995 but 

war has since flared up again (Hopkinson 1996:2). 

The first Somali refugees arrived in New Zealand in 1993 (Bell 1998:24). This was an unplanned, 

ad hoc and controversial occurrence. In the early 1990s Don McKinnon, Minister. of Foreign Affairs and 

Trade, was asked by the UN to resettle a group of mainly 'at-risk' Somali women and children, who were 

without close family to protect them. He readily agreed because New Zealand was keen to be seen as an 

active participant in the international community (Campbell 1995:27). Ninety-two Somali were 

subsequently resettled in what was expected to be a one-off event. Upon arrival, however, it was found 

that many of the refugees did have close family and subsequent applications for their spouses, children and 

other close relatives were made (Bell 1998:24). 

Two explanations are usually offered to explain this discovery. First, some Somali claim that the 

local interpreter employed by the New Zealand Immigration Service (NZIS) or the UN in Kenya told them 

that they would be more likely to be accepted for resettlement if they did not declare children or other 

family members (Brightwell 1996:65). It was suggested that once in New Zealand, they should inform the 

authorities and their relatives would be sent out on the next plane. Not surprisingly, the refugees 

experienced considerable anger and anguish when this did not eventuate. The second explanation appears 

to emerge from misunderstandings between the NZIS and Somali refugees over the definition of 'family'. 

As Sunni Muslims, Somali men can be polygamous, thus having up to four wives and numerous children by 

each. Somali families also consider orphaned relatives raised as their own part of the immediate family, 

while New Zealand definitions do not (Campbell 1995:28). 

Nevertheless, a 1995-6 mission brought 299 Somali from Kenya to reunite them with spouses and 

children in New Zealand. At least another five hundred have also immigrated to New Zealand under family 

reunification criteria (Bell 1998:23). It is troublesome that such misunderstandings marred the arrival of 

Somali in New Zealand, for considerable media attention at the time appears to have convinced some New 

Zealanders that Somali are not trustworthy and are 'liars'. This was certainly the impression I gained from a 

small number of the educators that I interviewed. 
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SOMALI RESETTLEMENT 

The resettlement of Somali in New Zealand was fraught with difficulty, due to the unplanned 

nature of the intake. In addition, Somali come from a vastly different cultural background in comparison to 

the Southeast Asian refugees that New Zealand has commonly resettled. When the first Somali refugees 

arrived in New Zealand there was not a single interpreter in the country who could speak both Somali and 

English. Thus, explalning even basic issues such as currency, accommodation and transportation was a 

major trial (Hopkinson 1996:9). The sponsor of a Somali family in Hamilton, cited in'"5rightwell's (1996:59) 

research on Somali adaptation in New Zealand, Is critical of the lack of preparation made by central 

government for the arrival of the Somali refugees: 

The government has done the whole Somali thing extremely poorly. There wasn't enough 

backgrounding done - what their needs were going to be and how they were going to 

manage it, not just assuming they can do it the same as always. The government 

shouldn't bring them If they aren't going to give the resources to resettle them properly. 

Due to this deficiency, non-governmental agencies have been the mainstay of Somali resettlement in New 

Zealand. With the exception of the Refugee and Migrant Service (RMS), the non-governmental 

organisations that assist Somali and other refugees have developed on a regional basis. Hence, the 

following description of the resettlement assistance available to Somali refugees is relevant only to 

Christchurch. 

RESETTLEMENT SERVICES IN CHRISTCHURCH 

Between 450 and 500 refugees from Somalia have come to live in Christchurch since 1993 

(Wellwood 1998:3; O'Connor 1998a:5). It was not until 1995 that a Somali Induction Course was funded by 

a grant from TrustBank, later picked up by the Christchurch City Council (CCC), to provide a large number 

of Somali with the 'survival' knowledge needed for living in Christchurch (Hopkinson 1996:8). This was 

imperative, as the Somali parents and students i interviewed indicate that they knew virtually nothing of life 

in New Zealand when they arrived. Most of the students did not even know where New Zealand was on a 

map, but had been told that "it's at end of the world" and that it was very small. Some students expected 

the housing to be like that in Somalia and others thought everyone in New Zealand was rich. Even those 

with relatives already in this country were no better informed. I asked one parent if he had any 
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expectations of life in New Zealand, for example what the houses or schools would be like. He notes that 

when you are a refugee your first priority is to find a safe place to live, where there is food and no war: 

Then, you see what happens with the other [life in New Zealand]. So, nobody can think 

about how that sort of thing, you didn't choose .... when you choose, you [can] say what 

kind of house .... 

It is clear that many Somali refugees found the way of life in New Zealand very toreign and frightening. 

This was exacerbated by the lack of interpreters and Somali-specific resettlement ass.istance available. 

Christchurch is currently responding to Somali and other refugee needs in several ways. The three 

main refugee organisations - RMS, Pasefika Education and Employment Training Organisation (PEETO) and 

Refugee Resettlement Support (RRS) - now share the same building and a newly established database ·of 

information for refugees and immigrants. The Christchurch RMS supports one part-time coordinator and 

several volunteers, is the major organiser of sponsors for refugees and is often the first point of contact for 

new arrivals to the city (Jamieson and Peters 1997: 15). PEETO, a local initiative, provides free courses to 

refugee and immigrant adults under the Training Opportunities Scheme, which is funded by the Ministry of 

Education via Skills New Zeaiand (formeriy the Education and Training Support Agency). Many adult Somali 

have benefited from these reputable courses but PEETO students must be resident in New Zealand for six 

months or more to be eligible (Jamieson and Peters 1997:18). Recent government funding cuts for refugee 

resettlement have also affected PEETO particularly hard. One English language training programme for 

Kurdish refugees is being completely run by volunteers b_ecause of a lack of funds (Smith 1998:4). 

Another local organisation, RRS, does the bulk of the work in assisting Christchurch refugees. It 

provides advocacy, social work services, support for families and free adult education, literacy and pre

employment training programmes. RRS runs a variety of initiatives specifically for Somali, including a 

basketball team for boys, three after-school study classes for secondary students and another for the 

parents of adolescents. Established in 1993, RRS has three part-time coordinators, two full-time social 

workers and three part-time bi)ingual community workers, plus many volunteers (Jamieson and Peters 

1997:16). My sponsor indicates that Community Funding provides around thirty-five per cent of the RRS 

budget, while the CCC and charitable grants make up the remainder. 

Other assistance for refugees is available from organisations that provide more general services. 

For example, the Community Law Office offers free legal advice to refugees and immigrants and the 

Christchurch Polytechnic runs the Community English-as-a-Second-Language (ESOL) tutors programme, 

whose graduates voluntarily act as home tutors for refugees, including Somali. The latter is funded 
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indirectly by the Ministry of Education, through a diversion of resources from the Polytechnic's fee-paying 

School of ESOL and its interpreter-training scheme (Jamieson and Peters 1997:17-18). The CCC also plays 

a significant part in the resettlement of refugees, funding a variety of ad hoc ventures. One example is the· 

Refugee and New Migrant Forum. This was initiated in 1996 by RMS, CCC and Crown Public Health (CPH) 

to raise awareness of refugee and immigrant needs, as well as to develop and improve services for them. 

Representatives of various non-governmental and governmental agencies meet regularly to discuss issues 

pertinent to refugees and immigrants (Jamieson and Peters 1997:16). The CCC has also provided the 

building in which the newly opened Refugee and Migrant Centre is housed (Haby 1998:7). 

SOMALI ADAPTATION 

Research undertaken in Christchurch suggests that the resettlement services described above are 

not sufficient to counter the considerable disadvantage that Somali refugees face in Christchurch. The 

Leisure and Community Services Unit of the CCC has carried out two small studies that feature refugees 

since 1996. As Somali make up the majority of recent refugees to Christchurch it can be assumed that the 

studies provide a fair indication of their socio-economic circumstances. A sub-sample of forty refugees was 

surveyed as part of a Sociai Monitoring Programme in 1996 and a!! refugee participants displayed many 

indicators of hardship. Sixty-two per cent had net weekly incomes of less than $301.00, with forty per cent 

of those living on $151.00 or less. Seventy-eight per cent were on welfare benefits and forty-six per cent 

said that they experienced financial strain all or most of the time (Jamieson and Peters 1997:21). Half of 

the refugees were in debt and eighty-eight per cent did not have any savings. Ninety per cent lived in 

rental accommodation. Fifty-one per cent said that they and/or their family go without meals usually or 

sometimes because they cannot afford food. In conclusion, Jamieson and Peters (1997:22) state that 

refugees were more likely than most other disadvantaged people in the study to be experiencing strain and 

deprivation across many hardship variables. 

The second study focused specifically on the characteristics of refugees and their resettlement 

experiences in Christchurch. All of the fifteen refugees who participated in the indepth interviews had fled 

from war and on average had spent seven years in transit and/or a refugee camp. The majority came to 

New Zealand speaking no English and more than half had 'major' health needs. Jamieson and Peters 

(1997:23-25) summarise the most pressing needs of refugees as expressed in order of priority by the 

participants in their study: 

• reunification with their families 

• access to interpreters 
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• appropriate accommodation and functional household effects 

o training and employment opportunities 

• access to health care 

• access to English classes 

• practical information about living in New Zealand 

• information and instruction on the legal, health, welfare and education systems 

• information about New Zealand customs and practices 

• friendliness and support from the Christchurch community 

Hopkinson's (1996:12) brief study of Christchurch Somali resettlement also indicates that Somali 

are finding it difficult to adapt. She claims that rental accommodation is hard to secure because Somali are 

not viewed as financially reliable or able to look after a home 'properly'. Houses that are large enough for 

extended family and which can be organised so that men and women have separate common areas are 

rare. Employment opportunities are also scarce for Somali. Recent figures indicate that the unemployment 

rate for Somali refugees is approximately ninety-five per cent (Iosefa 1998b:1). The majority of employed 

Somali are working in seasonal or part-time jobs in primary industries, often as Halal butchers in the 

freezing works, on production lines or in the fishing industry. A small number work as interpreters. Those 

who have tertiary qualifications are not working in their professional field (Hopkinson 1996:10). A survey 

conducted by the Employment Sub-Committee of the Refugee and New Migrant Forum (1998a:3) suggests 

that employers in Christchurch are unwilling to take on refugees and other immigrants due to perceived 

problems relating to language, the lack of experience they have with the New Zealand work environment 

and the extra time needed for training. 

Some of the Somali students I interviewed speak of these employment difficulties, which appear to 

be particularly prevalent in their parent's generation. A nineteen-year-old Somali girl notes: 

.... it's not easy to get jobs ... like my mother .... she used to work in Somalia, but now -

she lives here, but she doesn't like here because she, she there is nothing, she only stay 

home all the time, cook us the rice, you know! (laugh) ... So, they find the old people 

more difficult than us; we are small, younger, we can still learn the language ..... 

The students tell that Somali women find it particularly hard to gain employment, because New Zealanders 

regard their clothing as both a physical and social hindrance to their work. A sixteen-year-old girl also 

explains that many professional Somali are unable to regain their former status in New Zealand: 



Yeah, it's quite hard for the old people .... 'cos it's like if you were a teacher in there 

[Somalia], you can't get in here [New Zealand] a teaching thing, and like, if you were a 

doctor in there, you won't be a doctor in here .... 
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A postal survey of recent immigrants by the Department of Internal Affairs (1996:7) found that at least 

eighteen per cent of new immigrants have not had their overseas qualifications recognised and twenty-five 

per cent have had them recognised at a level lower than their home country. It is possible that such figures 

are greater for refugees than other immigrants, due to the high cost of the reassessment and registration of 

qualifications. 

Many Somali have continuing health problems but are uncomfortable seeking help in New Zealand. 

This is particularly so for women who have undergone female genital mutilation, which can cause numerous 

secondary health complications but about which New Zealand doctors are generally ignorant (Denholm 

1997:5). In an effort to bridge the link between refugees and doctors, the Pegasus Medical Group is 

offering refugees (including those who arrived under family reunification) a free first visit to the general 

practitioner with a paid interpreter. It is hoped that this coverage will be extended citywide (Refugee and 

New Migrant Forum 1998a:5). Many Somali are also suffering from mental health problems that result from 

their refugee experience. In October 1998 funding for a comprehensive mental health service for refugees 

was announced. This will come from the Health Funding Authority for a two-year period and the service 

will be jointly coordinated by RRS, Healthlink South, CPH and the Mental Health Foundation (Iosefa 

1998c:2). 

My sponsor suggests that collaborative initiatives such as this, in combination with the CCC's 

commitment to social issues, have resulted in Christchurch leading the country in resettlement services. 

Thus, refugees in Christchurch are likely to be in a better position compared to those in other New Zealand 

cities. However, many Somali refugees in Christchurch would find this hard to believe. Despite their 

committed assistance, resettlement agencies are unable to cope with the multiple disadvantages that 

Somali and other refugees face as they attempt to adapt both economically and culturally. The failure of 

central government to provide a comprehensi','.e resettlement policy and programme has resulted in such 

agencies continually competing for short-term funds from charitable organisations and other sources to 

meet the real cost of assisting refugees. Resettlement agencies are inevitably unable to sufficiently meet 

the needs of their clients. It is not surprising, therefore, that a~er discussing the lack of information and 

support he has found in New Zealand, a Somali father indicates: "But for us it is better to go home". 
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SOMALI AND EDUCATION 

The inadequacies of central government policy are also evident in the educational structures 

developed to meet the demands of refugees in Christchurch. Chapter three outlined education policy 

regarding refugees, noting that this largely consists of the ESOL funding procedure targeting quota refugees 

through an additional $500 one-year grant. While the philosophy behind this policy acknowledges the 

differential requirements of refugees, in practice it affects only a small proportion of those in need. As of 

September 1998, there were thirty-nine individuals funded by the quota refugee grant-in Christchurch, while 

another 1712 students received funding as Non-English-Speaking-Background (NESS) students. At the 

same time, two primary schools and no secondary school received discretionary funding for a total of 

twenty-seven family reunification refugees (Ministry of Education 1998b). 

It is impossible to gain accurate figures for NESB students who are not directly funded by the 

Ministry but still receive ESOL instruction, for schools are not required to record this information. 

Nevertheless, prior to the current funding procedure, all NESS students in ESOL classes were documented. 

In 1997 there were 3690 NESS students in Canterbury. Assuming that most of the Canterbury NESS 

students were located within the city of Christchurch, it is possible to estimate that more than half of NESS 

students in Christchurch ESOL classes do not receive Ministry funding (Ministry of Education 1998c). This 

does not take into account an increase in NESS student numbers since 1997. Thus, schools in Christchurch 

- like those elsewhere in New Zealand - run ESOL programmes with only minimal funding from the 

government. 

As a result of the lack of a comprehensive national policy relating to NESS students and the 

increasing devolution of responsibility for the implementation of education practice, ESOL programmes in 

New Zealand have developed in an ad hoc fashion. There is great variance across the country. ·As one of 

the four cities that used to receive funding for a reception class for refugees, Christchurch alone continues 

the reception class concept at both primary and secondary level. In Auckland, large numbers of NESS 

students spread across the city were too muc_h ·for the small Intensive English Centre, resulting in most 

refugees and other immigrants being mainstreamed immediately. The School Advisor for New Settlers and 

Multicultural Education I interviewed tells how Auckland students are withdrawn from class for ESOL 

assistance and provided with a trained and funded 'mentor' to help with homework and academic issues. 

In contrast, virtually all NESS students with limited English attended the Intensive English Centre 

at the reception secondary school in Christchurch until 1993. Most new learners of English continue to do 

-
so for at least one or two terms, before transferring to their local school. Refugees and other immigrants 
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are actively encouraged to go to the Centre in the first instance and bus funding has been available from 

the Ministry of Education in some cases to alleviate the cost of travel. However, the School Advisor 

indicates that travel money and one-off discretionary funding - for example, when the rapid settlement of a 

large number of Somali and Ethiopian non-quota refugees in Christchurch required extra resources in 1997 

- have never been reliable. Regional variations are also evident in this funding and Christchurch educators 

are irate that the Ministry of Education resources orientation, ESOL and language maintenance courses for 

refugees in Wellington, yet not in other·maln centres of refugee resettlement (Altinkaya 1998:3). 

Currently there are approximately thirty-six refugee adolescents - many otw.hom are Somali - at 

the Intensive English Centre but the school receives quota refugee funding from the Ministry for only six of 

them. The Centre places refugees in an intensive ESOL programme with other NESB students until teachers 

decide that they are ready to be mainstreamed. Due to its size and relatively high number of staff, tlie 

Centre is able to offer classes at three different levels of English language ability. There is a concentration 

on English language but some classes follow an adapted curriculum in full Mathematics, and partial Science 

and Social Studies (Syme 1995: 13). Those with greater ability are able to take transitional classes in the 

mainstream school. For example, one class spends eight hours per week learning _ESOL and students take 

mainstream subjec'"i.S that they feei abie to cope with. The Centre currently has a part-time, Somali bilingual 

teacher aide and has used Ministry funding for such assistance previously. However, the Head of ESOL 

indicates that at present the CCC funds the teacher aide. 

other secondary schools offer ESOL programmes but are unable to provide intensive instruction at 

different levels of ability due to their small size. Each employs between two and four staff, but it is common 

for some to be part-time or additionally teach mainstream classes. AH five schools that I visited designate 

one teacher as Head or Director of ESOL, indicating that ESOL is considered seriously. The ESOL teachers I 

interviewed are uncertain how many refugee students in total they accommodate, but each school has 

between two and six Somali students at present. Three have previously run intensive classes when a few 

Somali have enrolled at the same time. Most offer ESOL English with other regular subjects until NESB 

students can be fully mainstreamed. One currently runs a withdrawal ESOL class for Somali and Cambodian 

refugees, which deals with basic level language and conceptual skills. Refugees are increasingly making the 

choice to send their children to local schools due to the distance they live from the Intensive English Centre 

and the lack of transport funds available. Yet, their children receive less English language tuition and 

support at such schools. The Tomorrow's Schools (Department of Education 1988) move towards funding 

based on student numbers encourages regular schools to enrol Somali students, yet they are unable to 
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provide the level of support they require. This latter fact will become obvious in the remainder of part 

three. 

DISJUNCTURE 

The goal of this chapter was to make connections between Somali refugees and the socio-political 

context set in part two. By doing this, it has been possible to see that the disjuncture between policy and 

practice has real consequences for Somali refugees. As a result of the lack of coordination and consultation 

between policy makers and policy practitioners, the current socio-economic position of Somali in 

Christchurch is one of disadvantage. This situation affects the ability of all Somali to adapt to life in New 

Zealand, but the adaptational processes of Somali adolescents are the particular interest of this thesis. 

Chapter's six and seven demonstrate that the poor status of Somali in Christchurch is one variable that 

influences the ability of Somali students to fit in at school. 



Q 
"FITTING IN": 

SOMALI STUDENTS AT SCHOOL 
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My first research question concerned how well Somali refugee adolescents are adapting to 

secondary schools in Christchurch. The purpose of this sixth chapter is to explore that process of 

adaptation, which I often refer to as 'fitting in'. By this I do not imply that students should replace their 

own cultural beliefs with those prioritised in the educational culture through assimilatfon. Rather, fitting in 

relates to Berry's (1988:101-102) concept of integration, whereby individuals take on aspects of a new 

culture while retaining their old cultural identity. It will become clear that Somali students find the process 

of fitting in very difficult and do not appear to be adapting well to the New Zealand school system. This is 

because Somali students in New Zealand are situated between two cultural sites. Attending school requires 

the students to directly confront the differences between their home culture and that of New Zealand 

education. While it would be incorrect to state that Somali students are extremely unhappy at school, their 

positioning as ambivalent cultural 'go-betweens' does cause them considerable discomfort. Simultaneously 

complying and resisting to the assimilative demands of the educational culture, they find themselves caught 

in the midst of an intercultural struggle. 

The first section of this chapter considers how the gaps in previous educatibn that Somali exhibit 

affect their adaptation. Comparing the educational cultures of Somali and New Zealand provides a chance 

to contrast the expectations that Somali students have of school in New Zealand with the reality that they 

find, emphasising the transitional state in which they are situated. Following this, I consider the effect that 

the Somali home environment has upon educational adaptation, focusing mainly on the support that 

parents are able to offer their children. The remainder of the chapter is devoted to exploring how Somali 

students find their cultural background hinders positive interaction with Kiwi peers. 

Chapter three emphasised that educational adaptation is a multidimensional process in which it is 

often difficult to separate the academic and cuJtural aspects. Consequently, I do not structure chapters six 

and seven upon this boundary but note the situations where one more than the other may be affected by 

the factors discussed. At times the decision about whether to place information in the 'fitting in' chapter or 

the subsequent 'coping' chapter has been dependent on arbitary decisions, due to its ability to illustrate 

multiple points. This demonstrates the complexity of the Somali student experience in Christchurch schools. 

Throughout chapter's six and seven I also refer to the similarities between the Somali situation and that of 

refugees in general, stressing that Somali are not an anomaly. The remainder of part three utilises the main 
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factors in educational adaptation, mentioned in chapter three, as an analytical framework to emphasise this 

point. 

PREVIOUS EDUCATION 

Refugee literature indicates that there are both enabling and constraining factors which affect the 

chances of refugee students fitting in at school. The gaps in or lack of education that refugee students 

have often experienced is one of the most detrimental to their educational adaptat~gn, It is common for 

refugees to have spent time in a transit country, often living in a refugee camp, before being accepted 

permanently by a host nation. In transit, young people frequently receive little or no schooling, due to a 

lack of facilities or the fact that education is offered in a foreign language. Both situations are true for most 

adolescent Somali refugees in Christchurch. 

GAPS IN EDUCATION 

Of the seventeen Somali adolescents I interviewed, each spent between one month and six years 

in transit. While the average was six months without attending school, one student experienced a break in 

education of about six years. In the transit country schools that students attended, instruction was in a 

foreign language and classes lasted for only two or three hours a day. It is unlikely that the students 

gained a great deal of academic knowledge in this time. According to my sponsor and the teachers I 

interviewed, considerably more Somali students have spent years without schooling and are experiencing 

great difficulty in adjusting to school. In their case, the gap - or "chasm" as one teacher expressed it - in 

knowledge that they display stems from insufficient socialisation into any educational culture. As a result, 

low literacy is prevalent amongst Somali students. 

Low Literacy: "It's too late for me now" 

Due to breaks in or a lack of schoolin~ some refugee students are semi-literate or illiterate in their 

home language. This is so for many Somali students, especially those who have arrived in New Zealand 

most recently. A large number of current students in the Intensive English programme have low literacy in 

their own language, in addition to being innumerate. Although literacy is an issue for many refugee groups, 

it may be exacerbated by a peculiarly Somali dimension. Somali culture is based on an oral tradition and 

lacks a history of literacy in the Somali language. Although the middle- and upper-classes were usually 

literate in Arabic, Italian or English, Somali was not produced in written form until 1972 (Samatar 1991:5). 
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Teachers comment that Somali students often develop excellent oral English, but have a poor standard of 

written ability. It is possible that this relates not only to their lack of schooling, but also to a cultural 

preference for oral transmission of knowledge. Nevertheless, it is important to stress that low literacy is not 

just an issue for Somali refugees. Many of the Kurds who arrived In Christchurch in 1998 are illiterate in 

their first language also (Refugee and New Migrant Forum 1998b:2). 

That many refugee students attending secondary school are not literate is highly problematic 

because literacy is assumed there. The educational culture of secondary schools makes little room for those 

who do not meet this standard. English-as-a-Second-Language (ESOL) teachers at secondary school are 

not trained to deal with students who are illiterate in their first language. Only one of the teachers I spoke 

to feels comfortable doing so and has strategies to achieve this, being a primary-trained teacher who has 

also taught secondary school remedial reading. Lacking appropriate teaching skills, teachers are frustrated 

by semi-literate or illiterate Somali because, as a Head of ESOL highlights: "ESOL teaching is based on 

transference, from the language you've got, to the new one. If you don't have one, you are really classified 

as special-needs". 

Yet, special-needs teachers find the language barrier restrictive and ESOL teachers must usually 

heip the students as best they can. One Head of ESOL tel!s of a two-year battle to hav~ a Somali student 

assessed as having special-needs. Even after the evaluation found the student to fit within this category, 

the assessors would not sign the required documentation because, she claims, they refuse to accept a 

student as having both ESOL and special-needs. Rather, it is assumed that ESOL teachers are not doing 

their job and are trying to place the responsibility for such students upon someone else. She also believes 

that many of her refugee students have visual or hearing impairments, but they are not tested for these 

because it is presumed that language is their barrier to learning. Hence, it appears that teachers who can 

meet the needs of Somali do exist, but students are rarely paired with them-. The current mjsmatch is 

frustrating for both teachers and students. 

The likelihood of successful Somali student educational adaptation is severely limited by low 

literacy. One teacher cites research indicating that students cannot learn a second language beyond the 

level of ability they demonstrate in their first language. She believes it unlikely that students who have low 

literacy in Somali will reach advanced levels in English, which has serious consequences for their future 

prospects. Some of the older students are aware that they have little chance of getting a good education 

and this affects their self-esteem. An eighteen-year-old girl comments: 

... it's too late for me now, it's not too late, but I didn't know everything, if you know 

everything well, how to start and where you are going, I guess you could, you will 



get a good education .... It's really hard when you know .... you are a lot behind, you 

just start learn little by little and you don't understand the school language, it's really 

hard for your confidence, to have confidence to say I can be a doctor, I can be a 

lawyer, I can get a big job, you just try get a little job if you can! Something to 

support yourself-on ... I am willing to work but it seems impossible. 
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A recent international survey of adult literacy indicates that this self-assessment may reflect reality, finding 

a strong link between levels of literacy, labour force status and income (New Zealand Press Association 

1997:9). Hence, a school principal notes that "it's very soul-destroying to have fo say to them [Somali 

students] 'It isn't a matter of how hard you work, it's just you don't have the backgroll'nd' ". 

EDUCATIONAL CULTURE: SOMALIA AND NEW ZEALAND 

Adapting to school in New Zealand involves Somali students coming into a worldview completely 

disparate from their own (see Harker and Connochie 1985:35). The dominant cultures of New Zealand and 

Somalia contrast greatly, particularly in terms of religion, organisational practices and the manner in which 

social relationships are conducted. Schools reflect the priorities and norms of the dominant culture, so the 

educational cultures of the two countries are also dissimilar, as the following discussion illustrates. In this 

section I use the past tense when speaking of the dominant culture in Somalia and the Somali educational 

culture. I do this to differentiate them from what I am calling 'Somali culture', in reference to that which 

exists in Christchurch, and because the memories of students and parents reflect cultures of the past rather 

than the pre~ent. It has also been difficult making a decision as to what term should be used when 

referring to dominant culture members in this study. Teachers and Somali commonly use the 

unsatisfactorily vague word 'Kiwi' to describe non-Somali, non-ESOL students, but it is often difficult to 

establish if they include sub-dominant group members, such as Maori, Pacific Island and Asian students, 

within this category. Hence, when my participants have made clear that they are talking about members of 

a particular ethnic group, I indicate this and at other times the term 'Kiwi' is used. I refer to those who are 

attempting to exclude Somali students from educational adaptation and success as members of the 

dominant culture. 

Somali Students: Situated Between Educational Cultures 

In Somalia, religion was such a central component of the national culture that Somali do not 

usually differentiate between their Muslim and Somali identities (Samatar 1991:10). Ninety-eight per cent 

of Somali are Sunni Muslims (Bell 1998:23) who believe in the orthodoxy exactly as the Prophet Muhammad 

established, with some modern interpretations (Hopke 1991:423). Thus, religious training was considered a 
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core area of educational knowledge. Half of the school day was devoted to religious study. Students went 

to regular school in the morning from 7am-12.30pm and to Islamic teaching classes in the afternoon from 

2pm-6pm, or vice versa. Time for prayer was incorporated into the school day, including the requirement 

for boys over the age of fifteen to pray at the Mosque on Friday afternoons. 

In contrast, State schools in New Zealand are explicitly secular and do not usually involve religious 

instruction or prayer. Implicitly, however, they reflect the Christianity of the dominant culture. Important 

dates in the Christian calendar, such as Easter and Christmas, are taken as school holidays and the 

weekend break is organised to Include Sunday, the Christian day of worship. Sorn.ell students, who have 

different dates and days of worship, find that in New Zealand their religious needs are often in conflict with 

educational requirements. While teachers have come to expect that Somali boys will be absent from school 

on Friday afternoon and most do not consider this truancy, the boys are still missing out on a half-day's 

study each week. This creates problems academically for themselves and administratively for teachers. 

One boy tells how a teacher informed him that there would be a test set on Friday afternoon, in fourth 

period: 

... and she said 'You have to make a time for this period, because [otherwisej you have to 

lose some marks for exam'. Sometimes, most of the exams are on Fridays, and she said 

'If you can't make a time on Friday, I don't know what to do'. 

This student chose to miss prayers at the Mosque in favour of sitting the test. This problem is 

neither unique to Somali, nor other Muslim students. Jewish refugees in Beaglehole's (1990:61) study also 

felt alienated when their religious festivals required them to miss school. Religion is clearly an issue of 

tension at school when Somali students are forced to choose between the values of their home culture and 

that of the educational culture. To resist social closure from the rewards and success (grades and 

qualifications) that the New Zealand educational culture prioritises, Somali students must at times 

compromise their religious beliefs. However, some of the Somali boys do not appear to view this attempt at 

exclusion as problematic. They suggest that New Zealand is preferable to Somalia because it is easier to be 

Muslim when they do not have to attend daily Qur'an instruction and visit the Mosque only once a week. 

Religion also influenced the way in which males and females interacted at school in Somalia. 

Students were not officially divided by sex within the classroom but an unofficial segregation occurred 

because Muslim men and women generally socialise separately. The New Zealand ethos of gender equality 

results in boys and girls mixing easily in New Zealand classes and participating in physical education 

together. Many of the Somali students I spoke to were both surprised and perturbed by these situations. A 
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father describes his eldest son's reaction: "He was ... surprised, very, very, shocked, he couldn't say no, he 

couldn't understand it, so it was a surprise ... It's not our culture". 

The school that the majority of Somali students attend may soon separate the male and female 

Physical Education (PE) groups because Somali girls are not comfortable taking part in PE when boys are 

present and will often just sit and watch. Teachers view the non-participation of the girls as a challenge to 

their ideals concerning gender equality. At smaller schools, however, segregation is not an option, so 

Somali students often miss out on activities. A seventeen-year-old boy tells pf his experience at a 

coeducational school: 

.... when they was in the gym, my teacher asked me if I got a gear .... and I asked my 

mother and said 'Gear, for swimming?', my mother said, 'Are girls going to be there?' and 

I asked, I came back to the teacher and asked, 'We are swimming with the girls?', 'Yeah', 

'Oh, sorry I can't do that' and that was okay, he just crossed that ... thing and I don't go 

swimming. 

For similar reasons strict Muslim families have been distraught to find that the two State, secular single-sex 

schools for girls in the city have not always been able to accommodate their daughters. As a result; they 

have had to enrol them at a coeducational school where mixed-sex interaction is unavoidable. 

Religious emphasis upon respect for elders, particularly parents and teachers, was also strongly 

reflected in the educational culture in Somalia. Teachers were seen as the holders of knowledge in Somalia 

and students were given little chance to question this. In New Zealand there is an expectation of respect 

but students are also allowed the freedom to have their own opinion. A fifteen-year-old girl notes this 

difference: 

Actually, in Somalia you had to give a respect to the teacher ... Yeah, if you get smart to 

them, they'll just kick you out .... Here you, you see teachers angry with students and all 

that .... but I think you can have your say, what you think of it... 

The students generally prefer the more informal relationship between teacher and student where "[i]f you 

are right, and the teacher is wrong, you can tell them". 

In addition, they find New Zealand teachers are more relaxed about school rules and more 

forgiving of mistakes. A seventeen-year-old boy who has had some experience of detentions in New 

Zealand tells that in the transit country in which he lived for three years: 



.... I used to hate a lot of teachers hating you, you make a mistake at school and they 

hate you .... you tell about somettiing to the teacher, and she's like, if you ask her, they 

start hating you. And it's much harder (laugh). In New Zealand, the punishment's a bit 

easier, like if you punished you have to write one thousand to zero backwards, really 

easy, for one hour or something, and there it's harder! 
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If students were continually late to school in Somalia they risked expulsion from school and punishment 

from their parents, so they much prefer the "talking to" they get from New Zealand teachers. Yet, Somali 

students remain ambivalent about the way in which other students in New Zealand treat teachers. They 

regard Kiwi students who are 'smart' or swear at teachers as highly disrespectful and believe strongly that 

"[i]t is good, good to give respect teachers, I think". This is one example of the way in which Somali 

students are caught in transition between the differing expectations of teacher-student interaction · in 

Somalia and New Zealand, They are attracted to the New Zealand style yet continue to hold some 

reservations because it does not match the cultural script they know to be Somali. 

The emphasis on strong teacher authority in Somalia also resulted in little student autonomy over 

subject choices at school: "You just have to do stuff, you have to do, and you take this, you have to take 

that", In New Zealand, students are encouraged to think for themselves and have some choice in opting 

for subjects that suit their interests. The Somali students enjoy this change. As many are in a hurry to 

make up the time they have lost and gain qualifications, the chance to choose subjects directed towards 

their occupational aspirations is valued highly. In addition, the students welcome options such as shorter, 

practice-based courses and work experience. 

The curriculum content in Somali schools additionally reflected the dominance of the Muslim 

religion in Somali culture. Students were not given information about sexual intercourse or other aspects of 

reproduction because these issues were not considered suitable for adolescents. In New Zealand, 

instruction on reproduction and sexual health, while at times debated, is incorporated into the educational 

curriculum. As this directly conflicts with the values of Islam, Somali parents often choose to withdraw their 

children from these classes, including Science lessons on the biological aspects of reproduction. This means 

that the students are missing out on knowledge that may be used in exams and, as one mainstream 

Science teacher notes, it is difficult to teach related aspects of the curriculum when she is not even sure 

Somali students understand the concept of reproduction. 

The Somali educational culture was also shaped by Somalia's position in Africa and the very hot 

climate in which schooling took place. The early starting time for school aimed to beat the heat and 

students spent the break between school and Islamic classes at home eatil]g lunch and having a short 
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sleep, as is customary in hot countries. Consequently, one boy was very concerned when he heard New 

Zealand school continued from morning through to afternoon because "we thought It would be tough, 

school going on all day." The heat also restricted the place of sport at school. One of the older boys notes 

that at his previous school only a small space was allocated to soccer and sport was not played In school 

time: 

In there, in Somalia, there's no sports, like PE .... I think the problem is that it's in 

Africa, that is very, very hot. Yeah, you can't go outside and play around, it's really hot. 

In New Zealand, the temperate cllmate results In few weather restrictions upon sport and it Is a 

crucial component of the dominant culture and of schooling. The emphasis on sport at New Zealand 

schools is viewed by male students as a very positive aspect of the different school culture they find here. 

One, a good sports player, repeatedly expresses his appreciation of New Zealand schools because "they 

have soccer team, sports team, you can play here on sports team for school, and I like there's lots of teams 

for basketball and soccer so that's good", However, the Importance of sport in New Zealand schools has 

created difficulties for the girls, as they are uncomfortable having to change their clothes for sport and do 

not want to play games in front of males. 

Finally, it Is significant that, as members of the mlddle- and upper-classes in ethnically 

homogenous Somalia (Samatar 1991:6), the students were part of the dominant group whom the Somali 

educational culture reflected. In New Zealand they have had to adapt, not only to differences in 

educational culture but also their positioning within it. The racist comments that Somali students endure at 

school expllcitly demonstrate their alienation from the New Zealand educational and wider culture. A 

sixteen-year-old, in noting how he is different from non-Somali students In New Zealand, emphasises the 

power relationship that he infers from his association with them: 

' Actually they so different, we not the same culture, we not the same religion, and 

sometimes they1I abuse you with the colour, you are not same colour, you are different 

colour, they say 'Fuck you go back to your country'. That's the difference. 

Fewer than half of the students mentioned racist abuse, but it appears that many are experiencing colour 

as a major marker of inclusion and exclusion for the first time. The frequent comment "go back to your 

country you come from" clearly Indicates that Somali are being excluded from the educational culture and 

from New Zealand society. 
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Sharp cultural differences exist between the countries of New Zealand and Somalia and these are 

reflected in their disparate educational cultures. Williams and Westermeyer (1986:2) state that great 

cultural disparity between the home and host societies of refugees makes successful adaptation less likely. 

The experiences of Somali students in Christchurch, who are ma~ing the transition between two very 

different educational cultures, appear to confirm this statement. It must be noted that the agents of the 

New Zealand educational culture - teachers, administrators and Kiwi students - similarly find it difficult to 

adapt to the disparity in cultures that Somali students represent. Yet, all of the edµcators that I spoke to, 

and presumably many of the Kiwi students who attend the schools I visited, are m.embers of the Pakeha, 

middle-class whose values dominate New Zealand society. Thus, the effects upon educators and Kiwi 

students are not as dramatic or as significant in the long-term. Tending to regard culture as something 

relating only to dance or food, many dominant group members are unaware of how the New Zealand 

educational culture can be significantly different from that in Somalia. As members of an ethnic minority 

group in school, Somali students are forced to deal with discomfort and exclusion on a daily basis. In their 

view, cultural disparity is an obvious factor in their educational adaptation. 

Concepts of Learning: "You don't know lt's really problem " 

Somali students find it particularly difficult to adjust to three main aspects of the New Zealand 

educational culture. The first relates to the way in which learning and teaching is conducted. The Somali 

educational culture privileged a stratified approach to learning that relied on the memorisation and 

recitation of notes taken under the teacher's instruction. Academic achievement was successfully gained by 

regurgitating information provided by the teacher. One boy explains that "in Somalia, there were less of 

this, no assignments or tasks, and ... just writing, when the teacher writes something, it was in the exam". 

In contrast, New Zealand education is based on independent learning patterns, lateral thinking, problem 

solving and group work. 

Somali students have had little experience of this latter model of learning. For example, many are 

unfamiliar with completing exercises out of books by themselves because "Somalia don't have many books 

... you can't keep the textbooks". Consequently, a twenty-year-old Somali student notes that he first went 

to school in New Zealand "expecting to write five page [of notes] for the day" and that was all. He and 

others were surprised to find that the information they write down has to be thought about and discussed 

in class. A younger boy explains: 



.... you had to be, really, aware of what the teachers put up on the board, because they 

ask you, later on, questions from the board. So, yeah, if you get it wrong (laugh) then 

watch out! 
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A mainstream Mathematics teacher states that Somali students appear to have no background in logical or 

lateral thinking and prefer to rote-learn rules that they can then practice. Hence, confusion is created if 

there is even a slight deviation from standard methods. 

As Somali students are unfamiliar with the learning concepts prevalent in the New Zealand 

educational culture, they are required to take a huge jump in language-learning and conceptual-learning at 

the same time. This Is very difficult, for one usually requires the other. An eighteen-year-old girl suggests 

that understanding neither the language nor the concepts makes it is hard to know what should be written 

down in class and a lot of Important Information goes unnoted: 

And you don't know it's a really problem, you don't think it's really problem at first, so 

you just - you don't know what it is, so you don't think you'll need it later .... and when 

you finish, or you almost finish and you didn't do your homework because you don't 

understand, then you just realise, how important it is, then it is ... hard, trying to learn 

ail over again! 

Without explicit tuition in the conceptual knowledge required to study in New Zealand, Somali students are 

aware that learning is achieved in a different way, but are not exactly sure how this is so. The result Is 

confusion and uncertainty. 

A twenty-year-old student believes that students should be taught such concepts when they first 

arrive because his own experience was so demoralising: 

I think [I spent] two terms, three terms, most of the whole year, trying to understand 

what is really going on. Even if you up to them, It's really hard to understand, how things 

going on. Like, yeah, the second year you come along, I understand it a little bit, now I 

think it's more better. 

The length of time that it took for this student to simply comprehend what was taking place in the classroom 

is troubling, for he gained little subject knowledge in that year. It is particularly difficult for students to learn 

new conceptual knowledge when there is a lack of books and teaching material suitable for Somali students. 

Many of the examples given in ESOL and mairistream books do not reflect their life experiences. A 

mainstream Mathematics teacher tells how she has to set lessons in a familiar context for Somali students 

because the written problems are difficult for them to Interpret In relation to their own lives. Kennedy and 
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Dewar (1997:147) found a similar problem pinpointed by the teachers in their national study of provisions 

for NESB students. 

Teachers are also frustrated by the lack of relevant experience that Somali students have in the 

methods of knowledge acquisition used in this country. At secondary school these ways of learning are 

taken-for-granted and teachers are often surprised and annoyed when they find such assumptions can not 

always be made. For example, an ESOl-Mathematics teacher indicates that when students are not used to 

working independently of the teacher in groups this disrupts the planned organisation of her classroom: 

When I first started and I had two or three Maths groups, I would set a group a task, go 

to teach another group, look over and realise this group were all sitting there, waiting. 

They initially felt the need of someone being there. 

At the beginning of the new school term, the same students had forgotten the concept of group work and 

interrupted her to ask questions again. Teachers comment that some Somali students will actually absent 

themselves from groups and work alone, resisting the new ways in which they are expected to learn. 

Cochrane, lee and lees (1993:18) note that Cambodian, Vietnamese and Lao refugees similarly find the 

concept of working in groups difficult to grasp. While a lack of experience using a communal approach to 

!earning is the main reason for this, it is possible that 'survival tactics' learned in refugee camps may make 

group work even more difficult for refugees to adopt. However, some of the Somali girls I interviewed 

realise that group work is a tool through which they may gain advantage. They indicate that they like this 

method of working because it is a good way to get to know their classmates and by accessing the ideas of 

other students their school work becomes easier. 

Teachers are aggravated by the frequent expectation of one-on-one instruction because the 

demands of teaching a large number of students make this difficult to achieve. 0 In addition, the expectation 

of individual attention clashes with the assumption that educational equity requires teachers to treat all · 

students equally. Many perceive Somali students as threatening their understanding of equity, by waiting to 

see tasks personally demonstrated, rather than actively listening to whole class instruction. Thus, 

mainstream teachers doubt students when they say "I do not understand11, suggesting that this is an excuse 

for making no effort or for failing to 'concentrate'. It is Interesting to link this with Bochner's (1983:19-20) 

statement that when an observer cannot contextualise an actor's behaviour according to their own cultural 

knowledge, they will often explain the behaviour through dispositional characteristics. The teachers in this 

study tend to attribute the behaviour described above to lack of motivation or laziness, rather than cultural 

or educational reasons. This Is problematic because teacher behaviour Is based on such explanations 
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(Bochner 1983:12). Teachers - particularly those in the mainstream - certainly lack knowledge of the kind 

of things students might have learned in Somalia or how they learned it and believe more information 

would be highly beneficial. 

One school has complied with Somali student demands for greater individual attention. Five 

students were eventually placed into a class of their own because they appeared to "not know how to work 

with other students". Their teacher complains that they were very demanding and expected one-on-one 

attention "to the point where they would almost act in a discriminatory way t0wards the other ESOL 

students". This was because they lacked "the understanding of what it was to behal{e in a fair way within 

that context". The school believes that segregating the students made it more likely for them to get one-on

one instruction and enabled their linguistic and academic advancement, without social and cultural barriers 

between students creating problems in the classroom. Yet, the sole criticism from one of the girls who took 

part in this arrangement was that she had little chance to interact with other students. When the 

educational and social needs of Somali students are at times in tension, it is hard for teachers to make the 

right decisions in these situations. 

That the educational culture in New Zealand schools places emphasis on one method of acquiring 

knowledge over another is also problematic for students from other minority ethnic groups. Jones' 

(1991:95-96) research on middle-class Pakeha and working-class Pacific Island secondary school students 

suggests that the latter also have difficulty participating in a model of learning which views teacher 

knowledge as a resource for their own independent study. The chances of Somali and other minority ethnic 

groups members achieving academic success are limited because teacher interaction, exams, tests and 

assignments reward only the learning that is valued by the educational culture. As students realise that 

their own ideas, words and ways are of no value in education, alienation is possible and the likelihood of 

successful educational adaptation diminishes (see Jones 1991:127). 

Organisation and Presentation of School Work: 'T don't know if it's a value thing" 

The organisation and 'presentation 9f school work is the second aspect of the New Zealand 

educational culture with which many Somali students are unfamiliar. This is partly because they have little 

experience in the methods of assessment used in this country. Secondary schools in Somalia ran two sets 

of examinations each year, as is done here, but many of the students have experienced only primary school 

in Somalia. Assignments, which involve the independent researching of unknown topics, are completely 

new to these students. Poorly stocked libraries in Somalia resulted in assignment writing being .an 

impracticable learning method and students find this a particularly difficult task in New Zealand. 



82 

Teachers note that Somali students are also unfamiliar with simpler organisational systems. 

Secondary school teachers can usually assume that students will know how to make class notes, organise 

them in a folder and use them to complete assignments. Similarly, if a Science teacher does an experiment, 

it is assumed that students know what an experiment is and the general way in which it is conducted, 

because years within the New Zealand educational culture will have assured most students of this 

knowledge. If they are not familiar with an organisational method, a quick lesson or demonstration is 

enough to pass on this kind of information to Kiwi students. Somali students, who.are busy concentrating 

and struggling with the curriculum, tend to completely miss these lessons. Con~e_quently, one teacher 

states that Somali students "have very few organisational abilities, they don't know how to keep folders, . 

books, notes, there's no continuity", 

Teachers are frustrated that they cannot make presumptions about Somali students having su·ch 

basic skills. One teacher of Intensive English tells of asking her students to work down the page _on a new 

work sheet, instead of across as they would normally do. The instructions were ignored, she believes, 

because they had no concept of how to do this. The same teacher indicates that it is common for a Somali 

student to rip a page of notes out of a Science exercise book to complete some work for English. Similarly, 

they do not foiiow one iesson on from another, beginning a new page even if the information given relates 

to a prior exercise. Reading diagrams and graphs is another area of difficulty. A Somali mother who has 

studied at the Intensive English Centre states that these mean nothing to Somali students and they do not 

know how to explain them in Somali, let alone in English. The very low standard of handwriting and 

presentation skills that Somali students exhibit enhances many of these issues. Teachers find it annoying 

that they must frequently repeat lessons on such skills because this takes up time allocated to learning 

subject content, yet many Somali students do not understand why teachers find the organisation of their 

school work so important. 

The educational culture in New Zealand highly prioritises the presentation of school work. 

-
Teachers state that this is because presentation is intimately connected with learning. For instance, Somali 

students very rarely have a complete set of notes because their notes are not organised and often lost. 

Thus, when they come to study for a test, they have nothing to revise from. One teacher is uncertain why 

Somali students fail to realise this fact: 

I don't know if it's a value thing, if they've never had it before and they don't see it as 

being important. I suspect that they don't see the connection between having a complete 

set of notes, having a folder and having it organised and success at school. 
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She notes that few Somali students seem able to make this association because they lack experience in the 

educational culture that makes it obvious to Kiwi students. Harker (1984:119) claims that a preference for 

style over content can be viewed as an act of social closure. By placing importance on the presentation of 

school work, the educational culture weeds out those whose cultural background does not preference the 

same style of organisation. That Somali students are unaccustomed to the need for such presentational 

and organisational skills is certainly acting as a barrier to their school adaptation. 

Time Concepts: Teachers and Students as 'Culturally Unequipped' 

The lack of familiarity that Somali students have with the educational culture in New Zealand also 

creates discipline issues because many have difficulty conforming to school rules regarding time. Teachers 

indicate that Somali students appear inexperienced with the time-driven school schedule: 

The initial group of Somalis would come anything up to an hour late. And they'd say 

things like 'I had a long sleep'. So there wasn't the organisation of, say, having an alarm 

clock, to wake you up, that sort of thing. 

One ESOL teacher tells that Somali students often find it hard to arrive in class punctually and to stay for a 

set period of time. For example, a Somali student who, upon discovering half way through a period that he 

did not have a pencil, thought nothing of walking out of class and interrupting another to borrow a pencil 

from a friend. Similarly, a mainstream teacher discusses how difficult it was to get her Somali students to 

ask for help with assignments early, rather than leave them until the a day before they were due, because 

they had not learned to plan their time. These comments reflect others stated about refugees in general. 

Cochrane, Lee and Lees (1993: 18) suggest that Southeast Asian refugees also have significant difficulty 

adjusting to the priority New Zealand places on time. 

My cultural advisor indicates that the different understanding of time Somali students display is a 

recent phenomenon. Historically, Somali schools placed as much importance on time as they do in this 

country. However, years of disruption of and unreliability - resulting from civil war, a shortage of teachers 

and considerable corruption - created a situation whereby schools were no model for time-related discipline. 

The aimlessness of life in refugee camps accentuated this pattern and consequently some students are 

completely unfamiliar with time-driven life. Conflict is created between teachers and students because they 

are both culturally unequipped to predict the other's reactions in relation to concepts such as time (see 

Stockefel-Hoatson 1982:74). This demonstrates how individuals who follow disparate cultural scripts find it 

difficult to comprehend the actions and attitudes of those from a different culture. 
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Lacking an understanding of the cultural reasons for Somali indifference towards time, teachers 

explain the behaviour of Somali students through dispositional attributes. Teachers tend to believe that 

they lack discipline or are taking advantage of the more relaxed rules and punishments that New Zealand 

teachers and schools exhibit. One teacher is aware that Somali students understand time differently and 

notes that they think teachers are obsessed with time. Yet this awareness has not decreased her 

frustration because institutional and educational frameworks require students and teachers to complete 

certain tasks each day. She considers is it impossible to be inclusive of cultural differences concerning time 

or organisation within these constraints. 

HOME ENVIRONMENT 

It was noted in chapter three that the home environment of refugee students can play a significant 

role in their educational adaptation. My interview questions relating to the home environment focused 

mainly on the support available to Somali students when dealing with school issues, particularly from their 

parents. Research indicates that strong parental involvement enhances the likelihood of educational 

success for refugee students (see Caplan, Choy and Whitmore 1992:22; Uev 1995:117), as do high levels of 

parental education, parental aspirations for their children and support for education in the home (Gibson 

1995:80-87). A Somali mother reinforces these findings, commenting that the only really successful Somali 

student she knows has been able to achieve Sixth Form Certificate because his parents are well-educated 

a~d spoke English before they came to New Zealand. Thus, they have been able to support him both 

emotionally and academically in his adaptation to school. Many Somali parents, particularly those who were 

the first to immigrate to New Zealand, are well-educated, come from middle- to upper-class backgrounds 

and have high educational aspirations for their children. All three attributes are positive indicators of 

educational adaptation. 

However, the same Somali mother indicates that while parents actively encourage their children to 

achieve academically, few are able to provide. practical support in terms of helping with homework and 

assignments. Language difficulties and the different educational cultures in Somalia and New Zealand make 

this difficult, as a girl of fifteen states most succinctly: "Your Mum and Dad and stuff, they don't 

understand what the teachers are teaching you, if you ask for help, then they don't get it either". If 

students need assistance they will usually ask Somali friends or relatives and possibly Kiwi friends. Some 

are able to access extra support from Science or Mathematics teachers at lunch time and find this useful. 
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Teachers complain that it is hard to involve Somali parents in school activities, mainly because they 

are difficult to contact and interact with due to language problems. One teacher describes arranging a 

meeting between parents and teachers at school as a "nightmare", particularly if an interpreter is needed. · 

Schools are not required to fund interpreters, and must decide if they are to use their limited funds to 

supply them for refugee students 'and parents. Most do not, relying on refugees to arrange a friend or 

relative to interpret. Caplan, Choy and Whitmore (1992:22) note that the inability of parents to physically 

help their children does not necessarily diminish the academic achievement of refugee students, if the 

parents actively support their education. Some parents are certainly encouraging their children to attend 

the after-school study classes run by RRS and appear to provide a supportive study environment. These 

positive influences may be particularly effective in the Somali case, as children are expected to show their 

parents considerable respect, follow their guidance obediently and avoid bringing shame upon the family by 

behaving inappropriately. 

Nevertheless, it is important to note that many Somali families are dislocated, with some family 

members remaining in refugee camps, a transit country or Somalia. An eighteen-year-old girl, in noting 

why she wishes to go back to Somalia, demonstrates that those she has left are never far from her mind: 

.... all of your family is over there, and your grandparents, your cousins, your nephews 

and all that you know and suddenly you remember them and you know they live there 

and they hungry and all that and don't have house, homes. 

Familial dislocation causes considerable distress for the Somali who have made it to Christchurch. For some 

st'udents, it also results in a lack of parental role models. Teachers and resettlement workers note that this 

is a particularly significant issue for Somali boys, as the absence of positive male role models appears to 

affect their educational adaptation. 

Having arrived in New Zealand with no material possessions, the majority of Somali families are 

also experiencing a frustrating drop in socio-economic status. Chapter five indicated that a few parents are 

working long hours to support. their families, but others must rely on Work and Income New Zealand 

(WINZ) benefits. Private tutors and other forms of fee-based tuition are not an option for these students. 

The physical and social environment at home can also affect Somali outcomes. Most Somali students live in 

extended family situations and it is possible that they have difficulty finding a quiet space for study. 

However, what we in New Zealand may consider to be 'crowded' is the norm for Somali and the students 

gain help and support from their family members who are also at school. Such a home environment is not 

necessarily detrimental to educational adaptation and may in fact function as an enabling factor (Gibson 
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1995:80-87). Yet, research into the poor achievement of Maori and Pacific Island students suggests that 

overcrowding is frequently associated with lack of food, health problems and poor resources, all of which 

can be detrimental to a student's experience of school (Hark and Hill 1996:76-82). While it is extremely, 

difficult to determine the extent to which aspects of the home environment affect Somali student 

adaptation, both enabling and constraining certainly exist. 

CULTURAL BACKGROUND 

The literature on refugees in education states that the particular attributes of a refugee's cultural 

background can influence the adaptation process. The Somali culture is certainly disparate from that of 

New Zealand and aspects of it both enhance and diminish the ability of Somali students to fit in at school. 

This study is largely based upon that disparity and many examples of the intercultural struggle which 

emerges from it have already been offered. In this section, therefore, I wish to investigate the interaction 

between Somali students and their Kiwi peers as a prime illustration of how differences in the Somali 

cultural script make it difficult for them to adapt educationally. 

All of the students I talked to find it very hard to interact positively with Kiwi students, even 

though they realise that this would be beneficial for them. A twenty-year-old male notes how Kiwi students 

influence the school experience of Somali: 

But the students make the difference, to be honest, the school you go, school there's the 

rules, but if the students are good, you get along with them ..... 

Somali students find it very difficult to interact with their Kiwi peers due to a myriad of cultural differences. 

Even though the latter are described by most of the Somali males as "cool" and "friendly", two students do 

not have any Kiwi friends and several others indicate that they have Kiwi "school friends, but not best 

friends". Few relationships extend beyond the classroom. When asked if she could see any similarities 

between Somali and Kiwi students, one girl emphatically cried: 

No! (laugh) No I don't .... we are cultural different, different people .... your friends must 

have some common .... we don't feel as comfortable, and they don't feel as comfortable. 
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The male students appear to have less difficulty interacting with their Kiwi peers and can recognise that 

they share some similarities. Nevertheless, they also identify several cultural barriers that stand between 

themselves and Kiwi adolescents. 

Religion: 11 The main difference is because we are Muslim" 

A Somali boy articulates why he thinks Somali and Kiwi students find it difficult to be friends: "The 

main difference is because we are Muslim". Islam prescribes a lifestyle which is not·compatible with that of 

most Kiwi students, making it difficult for Somali to interact with them. Much of the~life of a Kiwi teenager 

revolves around talking about, if not actually participating in, drinking alcohol, smoking, dating and going to 

parties. When Islam prohibits these activities, it is extremely difficult for Somali students to find common 

ground. Some Somali indicate that: "If they drink alcohol or something like that, and they just drink, you 

can't just be friends". 

The idea of even wanting to participate in such pastimes is strongly resisted. A nineteen-year-old 

girl tells how a Kiwi student was conducting a survey on drug and alcohol use: 

.... and then she come to me and she said 'You ever use drugs?' and I say 'No, I never 

use drugs' and she says 'What about alcohol? Do you ever drink beers or something' and 

I say 'NO!' And so, 'Hooooo!' What's that?', and all sorts of surprise, and she say 'Why, 

how come, you didn't, you're not drinking yet?' or something like that, and I say 'Oh, 

that's not something I ever think about, I don't even, if you don't ever do it, you don't 

feel like you do it' .... [and she said] 'Ohhhh, you are missing the best thing' .... 

She found it difficult to explain the religious reasons behind her abstinence, because there seemed to be no 

simple answer. It is interesting to note that a refugee from Europe in the post-World War II period 

experienced the same feeling: "I found being Jewish hard to explain. There was no glib little sentence to 

sum up everything that Judaism was" (cited in Beaglehole 1990:58). The students admit that a few Somali 

adolescents have experimented with smoking and drinking but claim that they have not been tempted 

themselves. They stress that to do so would not only contradict their religious beliefs, but also bring severe 

condemnation from their own and other Somali families. The students do acknowledge, however, that it is 

easier for Somali to participate in these activities and to 'drop out' of school and community in New 

Zealand. 

Somali students note that Kiwi peers usually respect their religious beliefs, even if they do not 

understand them. An eighteen-year-old boy describes how: 



... most of them, good people, when we tell them that we don't drink, they won't mind, 

they're okay .... I wouldn't change' my mind, about the need to drink, I wouldn't do it. 

They know, they don't make me do it ... they don't keep saying 'Do it, do it'. 
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However, the same boy, who is permitted to attend parties with Kiwi students, describes a tension between 

himself and his Kiwi friends. They may respect his decision not to drink or smoke, but as a member of a 

minority ethnic group fitting into a dominant culture he assumes that "the problem is, comes from my side, 

not from them". To understand hegemony it is necessary to recognise that the dominant group rule by 

consensus. When only one reality is presented as 'normal' in everyday practi~ the dominated are 

convinced that if they do not fit the norm, they are at fault. The responsibility that Somali shoulder for the 

difficulties they experience fitting in at school and during cross-cultural communication suggests that 

ethnocultural hegemony is at play. 

There is evidence that religious differences make it more difficult for Somali girls to interact with 

non-Somali students, unless they are other Muslims who are perceived to share similar values. Islam 

dictates that their lives be more closely prescribed than boys and that they wear modest clothing, which for 

Somali includes a headscarf to cover the hair. Kasanji (1982:15;27) who studied Gujarti women in 

Wellington, notes that such clothing serves as a 'marker' to indicate culturally and religiously appropriate 

roles. Cross-culturally these messages are lost and the clothing acts as a boundary between cultures, 

emphasising the marginality of the wearer. Confusion occurs both ways, for Somali girls perceive the 

Western clothing of Kiwi girls as a boundary and a sixteen-year-old expresses her surprise in discovering 

that she had incorrectly 'read' the appearance of a Kiwi student: 

.... but in here [New Zealand], some people are so freaks, and .... some freak you out 

when you look at them, but they are still a normal human being .... l.Jke, you see some 

people dressing so weird, oh my God .... I met this girl ... she had, her tongues are 

pierced, her ears and she has this hairdo that stands out like this [gestures to sides of 

head] and she wears all this clothing .... I get this feeling - I never met her, or anything -

and I get the feeling that ... she probably hates people. Or this kind of feeling, like 

looking at her. And then actually .... we were in the library together .... we were doing 

something, and, yeah, she comes up to me - she was actually FRIENDLIER than the rest 

of the others, and I get this feeling, 'You are another person', [than] how you get this 

imagine of them, the way they dress. Yeah. 

The girls are tired of explaining their clothes and the religion that requires such modest attire. 

They tell of less positive interaction with their Kiwi peers and some teachers are concerned that Somali girls 

are obvious targets for abuse or criticism. For example, a principal describes an occasion where a parent 
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called to complain that her daughter could not study in the library because "those Somali girls make too 

much noise". The principal notes that she does not believe the Somali students were making any more 

noise than their Kiwi peers, but that they are more easily identifiable because of their appearance and 

dress. It is also possible that this was a case of 'polite racism' (Fleras and Elliott 1996:74) and the reported 

'noise' was less of a threat than the cultural and ethnic diversity Somali bring to the school. 

Teachers appear to underestimate the difficulty of overcoming barriers to Somali and Kiwi student 

interaction based on religion, because they lack knowledge of the Somali culture. and background. For 

example, one ESOL teacher has heard a rumour that the Somali women in Chri~f£hurch used to wear 

Western dress in Somalia, and began to strictly observe Muslim beliefs regarding dress only since coming to 

New Zealand. Based on this information, the teacher believes that the Somali community could make life 

less difficult for the girls by relaxing restrictions on their clothing. According to my cultural advisor, many 

Somali women did wear Western clothes. The seven years Somalia spent as a 'Scientifically Socialist State' 

between 1970 and 1977 (Laitin and Samatar 1987:81) enforced a ban on long skirts and headscarves for 

women and the school uniform included trousers for both sexes. From that time most urban women in 

Somalia continued to dress in the Western style. 

Nevertheless, the teacher's suggestion that "[w]hen in Rome, do as the Romans do, kind of thing", 

does not take into account that clothing is an external marker for internal cultural and religious beliefs. 

Having lost everything but their lives, my cultural advisor indicates, many Somali turned to the Islamic faith 

for comfort while in the refugee camps. They began to study the Qu'ran as a way of explaining and 

surviving the terrible situations that they were experiencing. At this time many Somali women adopted the 

code of modesty in dress that Islam promotes, as an outward sign of their inner faith. To give up their 

modest clothing would not, therefore, be a light decision for Somali girls. Educators tell of two different 

Somali girls who "found it difficult to be a teenager when wrapped up in scarves" and abandoned modest 

dress, as the teacher above suggests. However, the girls discovered that no matter how hard they tried to 

fit in, cultural differences could not be spanned by a mere change in clothing. 

The teacher's statement also assumes that the clothing is forced upon the girls by their families 

and fails to recognise the strongly held religious belief of the girls themselves. A nineteen-year-old female 

student explains why she wears the modest clothing that covers her body except for face and hands: 

.... we are wearing this because it is something to me, it's not something like somebody 

has to make you do it, but it is something each person does believe it, like here in New 

Zealand you can do whatever they want to but if something every person believes 

religion, some form of belief, if you don't do it, you are thinking of hell·alter, because you 



believe in your judgement day. So if you don't do it, it's just like education, you wouldn't 

go to school, I think, if we had our freedom, [but] when you grow up you have to get 

good job, all that stuff, it's just the same .... 
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This girl has very strong ties to the religious belief that dictates modest clothing for women. Her parents 

have clearly influenced this belief and Somali children are expected to obediently respect the wishes of their 

parents. Yet, this makes the desire to follow religious faith no less real for Somali students. They continue, 

as a result, to resist pressure from both teachers and Kiwi students to fit in by dressing in Western attire. 

Respect for Parental Authority: "Parents have to be special people" 

Many adolescents have rules and prohibitions placed upon them by their parents and 

intergenerational conflict can occur when they rebel against these. According to the literature such conflict 

is particularly prevalent amongst refugee and other immigrant adolescents because their rebellion tends to 

cross generational, familial and cultural boundaries (see Suarez-Orozco and Suarez-Orozco 1995; Ho 1995). 

However, Somali students report little conflict with their parents. Only one sixteen-year-old girl tells of 

arguing with her mother because she preferred to go out with her friends, rather than learn how to cook 

and fulfil other culturally appropriate duties for a young Somali woman. Others have experienced lesser 

disagreements, for example over television or movies, because Somali parents do not like: 

TV, all the violence we have on the TV and all that .... Yeah, TV like all the caressing and 

kissing, so Somalians aren't allowed to see that kissing ... 

It is difficult to ascertain why intergenerational conflict appears to be only a minor problem for 

Somali adolescents. There is an indication that the lack of regular Qu'ran classes and the greater 

temptation of Western influences in New Zealand has resulted in some Somali parents monitoring their 

children more closely than they would have in Somalia. Alternatively, the fact that parents are highly 

regarded in Somali culture and children are expected to act in ways that are not disrespectful may explain 

this seeming lack of conflict. An eighteen-year-old girl notes: "(P]arents have to be special people .... you 

have to listen to your parents, you have to obey them, you have to do everything". Some students may not 

have been willing to talk with me about parent-child conflict because it is considered a private issue or 

because criticism of a parent is culturally inappropriate. 

It is also important to note that the adolescents most likely to experience intergenerational conflict 

are those who reject their home culture (Rosenthal 1984:73). The Somali s~udents I interviewed appear 
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well-integrated into the Somali culture and this might explain the lack of conflict that they report. They 

suggest that intergenerational conflict will be more likely to affect younger children, whose incorporation 

into Islam and the Somali community may be less complete. The students also allude to other adolescents 

for whom parent-child disagreement is a more serious issue. Additional sources provide evidence that some 

Somali families are experiencing considerable intergenerational conflict. My sponsor tells of parents, 

particularly mothers, asking for advice about their rights in controlling the behaviour of their children 

according to New Zealand law. Others find it difficult to communicate with their chi)dren, particularly when 

the latter prefer to speak English and parents have limited understanding of this language (Refugee and 

New Migrant Forum 1998a:4). As a result, Refugee Resettlement Support (RRS) has started a class for 

Somali parents to address the misunderstandings that occur over the different expectations of adolescents 

in Somalia and in New Zealand. 

The students to whom I spoke believe it important to retain the tremendous respect they have for 

the authority of their parents. This attitude acts as a barrier to interaction because many Kiwi students 

consider rebellion against parental restrictions part of being a teenager. The Somali students are shocked 

by the attitudes displayed by Kiwi students towards their parents. A sixteen-year-old girl recalls a school 

acquaintance stating: 

'I hate my parents' and I say 'Why do you hate your parents?' .... 'Oh, my Mum is a big 

this, this, this, that' and I'm like 'What ?!'. If you were in a Somalian community, you 

couldn't do, and somebody even mention your mother, you would probably get so angry 

with them .... And then, then I was so surprised and then this other girl starts 'Oh my 

Mum is worse than your Mum'! (laugh). 

She could never imagine saying anything like this about her own mother and when other Somali students 

were asked which aspect of their culture they thought would best benefit their school, the most common 

response was "respect for parents ... . respect for teachers". This issue is not limited to Somali-Kiwi 

relations. The differing respect given to teachers and parents was also one of the major reasons Lyon's 

(1992:44) Cambodian students felt at odds with their New Zealand peers. Yet, it is interesting to note that, 

while Somali students claim that they have not surrendered to pressure from Kiwi student to modify their 

beliefs on parental respect, Somali parents notice that the more relaxed attitudes of Kiwi students are 

influencing some students. They state that this is a major concern for them. 
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Behaviour: "I am a man " 

Differences in behaviour also act as a barrier between positive Somali-Kiwi student relationships. 

One boy indicates that he must always take the initiative in creating friendships and this is problematic 

because "I'm shy". As this boy was one of the most gregarious students I spoke to, I believe he is 

indicating that Somali students seem overly polite and reserved in comparison to louder and more 

outspoken Kiwi students. Lyon (1992:44) once again notes similar reasons for the difficulties that 
' . 

Cambodian secondary school students have in crossing cultural barriers to make friends with Kiwi peers. 

Hence, a twenty-year-old Somali male stresses that: "[I]t is very hard to find a student that you have the 

same kind of behaviour and personality". 

Some behavioural differences result from the positioning of Kiwi adolescents as neither childrE:n 

nor grown up, while Somali are considered adults at age fifteen. This is the time when Somali begin to take 

on their adult religious duties and sometimes other mature responsibilities. According to the Refugee and 

Migrant Service Coordinator in Wellington, boys aged twelve and over were recruited into the army in 

Somalia, where they felt they had a real and powerful role in life. Yet, in New Zealand they are put into 

schools and expected to behave like children (Norris 1998:16). Some of the older boys mentioned "I am a 

man " during interviews, wishing to stress that they do not consider themselves children. One teacher 

remarks that male Somali students often make what are considered to be inappropriate sexual comments to 

Kiwi girls, reflecting both the Somali expectations of early sexual maturity and the gender roles within 

Somali society. The Somali norm of early marriage and child-bearing has also made it difficult for girls to 

adjust to school. At least two sixteen-year-old girls have left school to be married, disturbing the notions of 

behaviour that teachers and peers expect from students of this age. 

Anti-Social Behaviour: "violent and inappropriate" 

According to Liev's (1989:230) model, interpersonal friction between refugees and host society 

members will appear at the institutional level if refugees lack social skills, causing adaptational stress. 

Teachers indicate that there has been considerable friction between Kiwi and Somali students, for the latter 

often appear to act in a rude manner. An ESOL teacher explains: 

.... they don't have appropriate language for acquiring things or asking for things - we all 

know that in Engllsh if you say 'Don't get it' you going to get a different r~sponse to 'I'm 

sorry, I've tried to do this but I don't understand'! 
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Teachers claim that Kiwi students have been hurt, sworn at or bullied because Somali students have 

responded to ill-treatment or bullying from others in violent ways. In one school frequent conflict amongst 

Somali and Kiwi boys is aggravated when the former fight with weapons. The teachers are inclined to 

defend Kiwi students, stating that although many are intolerant of difference, some Somali students also 

demonstrate impatience when they are not easily understood. 

While such behaviour should not be condoned, there appears to be a lack of understanding about 

the backgrounds that Somali students come from and the pressures that they are. under. It seems that 

Somali students are often reacting to negative comments about their culture, such as Kiwi students 

criticising the girls' clothing or stating that they do not want to sit next to a Somali because they perceive 

their distinct body odour as 'bad', Ritchie (1992:104) stresses that: "A person's culture is their personal 

property, Invalidate it, and you invalidate the person". Thus, he warns, critics of cultural norms should 

expect a negative reaction, for their comments attack the receiver's sense of identity. Green (1989:128) 

states that refugees who resist assimilation at school through direct confrontation are often labelled 

aggressive, and this finding appears true in the case of Somali. 

It has already been noted that the educational cultures of Somalia and New Zealand differ. Some 

of the anti-sodai incidents described by teachers can be explained by taking into account the fact that 

Somali students may not be aware of the social behaviour deemed appropriate by schools in this country. 

An eighteen-year-old female explains Why some students get into fights, even though they risk being 

expelled or suspended: 

Most students don't know that, Somali students, they don't know if you fight, even if 

you didn't start the argument, you'll get in trouble, so they start it anyway. 

This lack of awareness is most likely when the 'rules' guiding such behaviour are less than explicit. For 

example, a teacher notes how she has witnessed fights on the basketball court and heard of similar 

incidences on the soccer field, because Somali boys do not possess the same social skill of 'fairplay' as their 

Kiwi peers. The concept of fairplay is one that has been popularised as part of New Zealand's national 

identity. We cannot assume that the cultural script of Somali places the same emphasis upon this idea, 

particularly when 'survival skills' may have been more relevant in refugee camps. Cochrane, Lee and Lees 

(1993:18), for instance, found that Vietnamese, Lao and Cambodian refugees who have spent long periods 

of time in camps in Thailand have difficulty discontinuing behaviour that New Zealand schools define as 

anti-social. 
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Anti-social behaviour may also be precipitated by past traumatic experiences and a lack of 

assistance in dealing with school and adolescent issues. Traditionally, the Somali family provides physical, 

financial and emotional support at all stages of life. One of the girls compares this with New Zealand: 

..... you see New Zealand old people living alone .. . [In Somalia] if you had a old, old 

grandfather, something like that, you look after them. It is like when your parents look 

after you when you're young, you look after them when they're old ... 

Neighbours also cared for each other, providing friendship and support. The sam.§, sixteen-year-old girl 

laments: 

I don't know why - this is so different, this is what really hurts - you never know your 

neighbours, who they are .... In there [Somalia] you know all your neighbours .... [in 

New Zealand] it's sometimes happens that I never go to see my neighbours, there wasn't 

this person, and I never see them round, unless they're off or something. Yeah, it's quite 

difficult not knowing who your neighbours are. 

Like other refugees, Somaii are often not able to rely on the traditional support systems of family 

and community in New Zealand. Civil war, deprivation, dislocation and immigration procedures have 

resulted In families being affected by loss and separation. If Somali parents are preoccupied with their own 

grief, trauma and frustration, students may be suffering alone. A school counsellor Is concerned that It 

often takes years before the effects of trauma become obvious and that some of the Somali refugees at her 

school are nearing this time. She questions whether counsellors have the cultural knowledge to identify all 

of the issues that such students may manifest and whether students are aware that counsellors are 

available to support them through their distress. The guidance and counsellihg services availa9le in New 

Zealand are a foreign concept to many cultures and Somali find the idea of telling their problems to a 

stranger difficult. 

The counsellor notes th_at when she goes into ESOL classes to explain what her job is, she puts up 

words, such as sad and angry, to express the· feelings that might be dealt with through counselling. The 

students are largely indifferent: 

But then I put up 'homesick' and they all know ... nobody in ESOL has ever mentioned 

homesick before, they push it out of sight, they'd never tell you they were homesick, but 

I'd say 'Who knows what homesick Is?' [and they all respond positively]. 
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Clearly, homesickness is an issue with which many Somali students are coping. Eisenbruch's (1990:11-13) 

research amongst Southeast Asians found that refugees, as involuntary immigrants, find it particularly hard 

to let go of their home country, to abandon their former identity and commit to their new country. O~en · 

this grieving process for their home country and past life reveals itself in what are considered to be 

psychological symptoms. The Western diagnoses of depression and post-traumatic stress disorder are 

common amongst refugees and are more likely to occur if adaptation is expected to occur rapidly. Although 

anti-social behaviour may result from frustration, anger, grief and cultural confusion that are not being dealt 

with adequately, many Somali students continue to resist counselling assistance. 

Alternatively, such behaviour may be a result of the alienation that Somali students are 

experiencing as they struggle to make a life in two cultures at school and elsewhere. Ashworth (1982:78-

79) notes that it is common for immigrant students in Canada to be aggressive and participate in anti-social 

activities when they encounter such cultural conflict and have difficulty adjusting to school. A study of 

mental health services for refugees in the United States {Green 1989:128) found that refugee behavioural 

problems often manifest themselves at school because it may be one of few places where refugee students 

can express their confusion, distress, fear and anger. Inappropriate and aggressive behaviour, as well as 

petty crime, are common signs of difficulty in cultural adjustment. Nguyen (1989:73) cites evidence 

indicating that immigration at the time of adolescence also influences subsequent alcohol and drug abuse 

and delinquency, due to the difficulties in traversing adolescence in combination with immigration-related 

adjustments. The very strong religious prohibitions placed upon alcohol and drugs may make these a lesser 

issue in the case of Somali, but other rebellious behaviour is certainly occurring. 

Gender differences in relation to anti-social behaviour are significant. Somali boys, who find it 

easier to interact with Kiwi students than Somali girls, are also more likely to participate in anti-social 

behaviour. My sponsor suggests that this is because the boys are experiencing- more cultural co~fusion, as 

the greater interaction they enjoy with Kiwi students emphasises the double life that they are attempting to 

lead. There is far more leeway for ambiguity in the boys' cultural identity because their lives are not as 

closely prescribed as the girls' an.d their clothing does not act as a boundary between cultures. One parent, 

whose son has been involved in some trouble at school, is concerned that Kiwi students lead Somali astray: 

"Sometimes the Kiwi friends, they make problems .... Sometimes they, they do stuff together, that's not 

very good". Rather than blaming individual Kiwi students for his son's actions, I believe this father is 

referring to the different values by which his son is being affected when interacting with Kiwi adolescents. 

One ESOL teacher notes that Somali boys are floundering because many come from dislocated families and 

do not have positive male role models to mentor them. In addition, the truncation of their formal religious 
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instruction has left them without many of the props and support mechanisms of Islam, which could help 

them resist the assimilative processes in which they are enveloped. 

It Is difficult to gauge how many Somali students are Involved in anti-social behaviour. D'Aeth · 

(1998:4) suggests' that Christchurch educational institutions are experiencing difficulty in accommodating 

the demanding behaviour of children who are 'acting out' their early experiences of trauma, due to a lack of 

relevant support. One teacher expresses frustration that a scheme to assist 'at-risk' adolescents does not 

include ESOL students because of "the language barrier". Some of the anti-social behaviour occurring is 

dangerous and my sponsor has attended a small number of conferences with schools about students who 

act in this way. Similar ''violent and inappropriate behaviour" is occurring in Wellington schools to the 

extent that the police have often been involved (Norris 1998:16). According to my sponsor and a Somali 

mother I Interviewed, a few young Somali in Christchurch have also been in trouble with the police for 

committing petty crime. However, all parties stress that only particular individuals or members of a 

particular family, rather than Somali students as a group, display such extreme anti-social behaviour. While 

serious cases of this kind of behaviour may not be common, outbursts of overt conflict suggest that there is 

an undercurrent of tension evident in schools. This emphasises that the numerous differences in cultural 

background can not only hinder the interaction between Somali and Kiwi students, but at times result in the 

physical exclusion of Somali from school through suspension and expulsion. 

THE DIFFICULTIES OF FITTING IN 

The evidence provided in this chapter suggests that Somali students are finding it difficult to fit in 

at school. This is because they embody many of the characteristics said to impede the educational 

' 
adaptation of refugees. As with other refugees, the gaps in education that Somali students have 

experienced are one of the major inhibitors to their educational adaptation. The low literacy and limited 

conceptual and organisational knowledge that they display severely restrict their chances of adapting 

quickly and achieving academically. Somali parents appear to have high educational expectations of their 

children and some are actively involved in their education, which may enhance the adaptation of students. 

However, the dislocation of families and the low socio-economic status that Somali hold in New Zealand 

may act as a negative Influence, The literature also notes that the differing cultural backgrounds of refugee 

students play a part in the adaptation process. This Is clear In the case of Somali. In particular, behaviour 

dictated by the students' Islamic beliefs restricts positive interaction between Somali and Kiwi students, 

The conflict and confusion over culture that Somali adolescents are experiencing has also led to some being 
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involved in anti-social behaviour. Past traumatic experiences may be a factor in this kind of behaviour but 

the present study has found little evidence' for this claim. Due to ethical reasons my questions to Somali 

students and parents avoided issues to do with the previous trauma or hardship they may have' 

. experienced. However, according to my sponsor and judging from the comments educators have made, 

many Somali students have experienced traumatic episodes in their life. 

In this chapter I have constantly referred to the 'needs' of Somali students which result from their 

refugee experience and cultural disparity. It is important to clarify what I mean by ~his term, for in chapter 

seven I consider the extent to which schools meet such needs. In short, Somali students require the 

institutional inclusion of their culture and specific learning requirements, to be achieved through two broad 

means: 

• Differential treatment that takes into account the little or no previous education Somali students have 

experienced and the lack of familiarity with the New Zealand educational culture they display. This 

would need to involve targeted instruction in the appropriate linguistic, academic and conceptual 

knowledge that is necessary for success in New Zealand schools. 

• A culturally safe school and classroom environment in which Somali students feel that both educators 

and non-Somali students have a real understanding of their past experiences, current circumstances 

and the Somali culture, thus recognising their need for differential treatment. 

As the next chapter will demonstrate, schools are finding it tremendously hard to cope with the diversity of 

academic and cultural needs that Somali students bring to their classes. While it is usually the Somali 

students who find they must modify their attitudes and actions, schools are also in a process of adjustment. 
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z 
"COPING WITH DIVERSITY": 

SCHOOL RESPONSES TO SOMALI STUDENTS 

School has been conceptualised as a site of intercultural struggle. This implies that there are two 

(or more) groups of actors, with differing interests and needs, in conflict with each other. Chapter six 

demonstrated that the attributes and backgrounds of Somali refugees play a 'Significant role in their 

educational adaptation but to consider only these factors would ignore the other side-i-of the cultural ledger: 

schools. My second research question centred on the extent to which schools are successfully coping with 

the particular needs and cultural challenges that Somali students represent. It appears that they are not 

coping well. There have been somE: attempts to be inclusive of Somali needs and these are noted, but it is 

clear that educational institutions at the secondary school level often act as a barrier to Somali student 

adaptation. 

Dealing first with the institutional structures of schools, particularly the disjuncture between 

English-as-a-Second-Language (ESOL) programmes and the mainstream, I argue that exclusive practices 

are common. Moving into the classroom, the same conclusion is made. Although teachers have made 

limited attempts to be inclusive of Somali, they more frequently exclude Somali students from educational 

adaptation and success. This is due to their inadequate knowledge about Somali refugees and the limited 

time available to meet a wide range of student needs. Despite their best intentions, the actions of teachers 

frequently reproduce the power relationships evident in society by defending the educational culture 

present in schools and resisting challenges to the status quo. 

Although systemic biases within educational institutions make exclusion common, it is notable that 

at times Somali students resist attempts at social closure, emphasising that their exclusion is not inevitable. 

Nor is the adjustment process unidirectional, for the academic and cultural needs that Somali represent also 

require adaptation on the part of schools. While it is important to remember that the power relationship 

between schools and Somali student is unequal, it is impossible to ignore that such institutions - and the 

teachers and non-Somali students within them - have also experienced considerable 'culture shock' (see 

Kiang 1995:206). Thus, adaptation is occurring on both sides of the struggle, if unevenly. 
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INSTITUTIONAL INCLUSION 

Educational institutions are increasingly being conceptualised as service providers and, in this 

context, schools should be meeting the needs of all those requiring service. Yet, chapter three noted that 

the nee-liberal reforms undertaken in education may actually constrain the extent to which education policy 

in New Zealand can be considered inclusive of refugee and other Non-English-Speaking-Background (NESB) 

students. Due to financial and political reasons, policy has focused mainly on bicultural initiatives and the 

new funding procedure represents the only major contribution to NESB policy. As aJ;..ejult, schools shoulder 

the responsibility for meeting the needs of NESB students within their institutions. This research indicates 

that, in the case of Somali students in Christchurch, schools are making only superficial attempts at being 

inclusive of their culture and needs. More commonly, schools defend the structures that reproduce inequity 

for refugee students such as Somali. 

Christchurch schools have made a few well-intended attempts to be inclusive of Somali students 

but these have been rather hesitant and short-lived. At least two schools are aware that refugee students 

often come from families who find themselves under considerable financial pressure in New Zealand. They 

have endeavoured to eliminate some of the financial barriers to education, by waiving the school fees of 

refugee students. Their families must still meet course-related and material costs, but funds for those who 

need financial assistance are occasionally used for refugee students. Two other schools have provided 

uniforms for a small number of Somali students. It is unclear whether this was a proactive attempt to 

address the financial inequities that refugee students experience or a reaction to complaints of 

discrimination by Kiwi students when Somali were not obligated to wear the culturally inappropriate 

uniform. In addition, teachers make much of the International Night and International Food Day 

celebrations that are run by schools each year. While this is a positive appro-ach to cultural diversity, it is 

also very clearly a superficial one that does little to make school a more equitable experience for Somali 

students. 

More serious efforts to address Somali needs have been made. For example, it was noted in 

chapter six that one school ran a small, segregated class for Somali students so that they would be able to 

receive more individualised attention. Two other schools have tried similar schemes when there have been 

enough Somali students enrolling at one time and a third continues to run a class for Somali and 

Cambodian refugee students. Such classes tend to be temporary because they are perceived to be a stop

gap rather than a means for continuing support. One school has realised the great need for subject-specific 

support and employs a part-time teacher aide to assist refugee students in their Mathematics and Science 
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classes. However, due to a lack of funding and the demand for such assistance, students state that they 

see this teacher aide in class only once or twice a week. The Intensive English Centre has gone one step 

further by asking a Somali teacher aide to run a short, weekly class in the Somali language for two 

students. However, this will probably end soon because funding for such a small number can not be 

justified. 

In addition, all of the schools have made some provision for Muslim students, so that they can 

pray at regular intervals throughout the day. One of the Somali girls emphasises. the significance of this 

ritual: "[W]e have to pray five times a day, that's something about our religion, J~r us, and that's really 

compulsory for us, it's very, very important''. In New Zealand religion is considered a personal matter. 

Although implicitly prioritising Christianity by celebrating the appropriate dates and days, schools - like all 

other State Institutions - are officially secular. However, the school that accommodates the largest numoer 

of Muslim students offers two single-sex, permanent prayer rooms. other1schools have only a few Muslim 

students to cater for and provide whatever office or class space is available. This means that the same 

room is not used each time and often students end up praying in the classroom amongst their classmates. 

Inconsistent policy on this matter is evident in the frustration of a nineteen-year-old girl: 

.... in my experience the first time we told them to give us a small room like this one 

[gestures around room], then, the second year there is no place to pray! So, you 

know it's very hard .... 

Another girl tells that prayer room provision can be withdrawn if Somali students do not behave as expected 

in the space allotted for prayer: 

.... when I was in primary school, they set up this prayer room but a lot of kids weren't 

praying, like they weren't bothering, actually [only] one or two were. So the school, 

when they see a lot of the other Somalian kids that are not praying, they just cancel it. 

Teachers note that Somali students are often caught 'playing around' in the prayer room and see 

this as abusing the 'privilege' offered them. However, until the age of fifteen Somali children do not have to 

pray all of the time. In addition, some are more religious than others and pray, while others choose not to. 

It is possible that some mischief was occurring, just as it might with any adolescents. But schools are failing 

to understand that when some students do not comply with what the majority of Somali are doing, this 

does not necessarily mean they are trying to 'trick' teachers or are lying to them. It seems that schools are 

too quick to withdraw Inclusive practices if the outcomes are deemed lnappr~priate or if such initiatives are 
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not 'appreciated'. It is interesting that schools have unanimously chosen to be inclusive of Somali culture 

through the prayer rooms, a measure that does little to target the significant /earning disadvantages of 

Somali students. Students and parents comment that while the availability of prayer rooms is preferable, 

they can easily highlight other measures that schools could take which would more dramatically improve 

their chances of educational adaptation. 

There are few chances for Somali parents to convey this kind of information, although two schools 

have arranged special meetings with them to clarify issues that have caused considerable confusion. There 

appears to be little regular contact between schools and Somali. While most teachei:_s,_9re happy for parents 

to contact them, they themselves tend to initiate communication only when there is a problem. According 

to my sponsor, schools usually ask Refugee Resettlement Support (RRS) to mediate only at a late stage, 

when they are on the verge of expelling students due to their dramatic academic failure or their frequent 

truancy. It seems that there is little time for 'pastoral work' with parents and a lack of suitable Somali

English interpreters makes it difficult for arrangements to be made. Only one school principal has had 

considerable contact with refugee parents and refugee organisations. She has frequently requested 

information from RRS, particularly about religious rituals and festivals, and this has proved useful in 

monitoring absenteeism. Parents claim that the contact they have had with schools has generally been 

favourable, if not frequent. One father notes that at his sons' school "people there are very friendly" but 

that they do not always have the facts required by refugee students. This school provided incorrect 

information about his son's ability to receive a Student Allowance, which created difficulties for the family. 

The lack of communication that dominates the parent-school relationship is a major obstacle to resolving 

many of the other difficulties that impede the ability of students to adapt to school. 

Most of the teachers are aware that they and their schools are not doing enough to be inclusive of 

the needs and culture of Somali. Lyon's (1992:50) study on the adaptational issues of Cambodian students 

found that many teachers consider themselves to be successful in accommodating the Cambodian culture, 

even though students feel they are not given enough positive attention or understanding support. The 

disparity between student perceptions of their treatment by teachers and the teachers' own awareness of 

this appears less significant in the case of Somali students. However, a lack of time and funding often 

makes it difficult for teachers to provide adequate support or understanding. I believe that teachers and 

schools are usually doing the best that they can within the institutional limitations placed upon them, as a 

principal indicates: "I certainly wouldn't claim we have been successful, but we have tried". 
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INSTITUTIONAL EXCLUSION 

The Somali experience of school provides many examples of institutional exclusion caused by 

systemic biases within education. A disposition towards the norms, goals, organisational practices and 

interests of the dominant culture is entrenched within the structure of New Zealand educational institutions. 

Although Christchurch schools do not intend it, they exclude or deprive Somali by ignoring their needs and 

experiences in favour of applying universal standards, enforcing neutral rules and promoting equality of 

opportunity. Both the structures of educational institutions and the everyday-ck:issroom practices of 

teachers reinforce dominant culture experiences and interests as normal and necessary. It is exactly this 

taken-for-grantedness, along with rhetoric promoting formal equality, that make systemic biases difficult to 

identify by those whom they benefit. Teachers and schools have a limited awareness of Somali student 

needs and have made some attempts to be inclusive of these and Somali culture. However, such measures 

fail to adequately challenge the systemic biases that are evident in Christchurch schools. 

WEAK TRANSITIONAL BRIDGES BETWEEN ESOL AND MAINSTREAM 

School attempts to be inclusive of Somali needs have in no way threatened the institutional 

structures of education because they have been 'add-on' measures that fail to address the inequities 

evident In school organisation. Systemic biases foreground the interests of the dominant culture and 

consider sub-dominant cultures deviant from the norm. This explains the low status held by ESOL teachers 

in schools, who are often employed on a temporary or part-time basis and marginalised physically from the 

mainstream classes. The expectation that ESOL teachers can cope with an increasingly unrealistic number 

of students who display a great variance in linguistic ability, without extra staffing or funding, also indicates 

their marginalisation within educational institutions (Syme 1995:37; Lawson 1992:12-14). Institutional 

barriers to the educational adaptation of Somali and other NESB students are, therefore, linked to 

perceptions of ESOL programmes as a second-class appendage to the mainstream. 

It was noted in chapter three that there is great debate but little conclusive evidence indicating 

which methods are best utilised in teaching NESB students. I make no formal assessment of this issue, but 

am concerned with the inadequate bridges between methods. The inflexibility of the division between ESOL 

and the mainstream, which makes it very difficult for students to move from one to another, is a serious 

issue that has been long ignored. In particular, the disassociation of ESOL from the national curriculum 

separates it institutionally from the mainstream and buys into the assumption that ESOL requirements are 
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temporary. This ignores the fact that ESOL is not a fleeting need, as the experiences of Somali students 

demonstrate. 

Intensive English: "We all the same level " 

All but two ·of the students that I interviewed have attended or are attending the Intensive English 

Centre. There is consensus that the programme it offers is both useful and necessary. One sixteen-year

old who attended for four months states: "That was great. 'Cos if you don't [go] you can't catch up well". 

An older girl explains that Intensive English classes were beneficial because "we alU:,t,e same level, so we 

can all speak the same and all our English is so similar". A twenty-year-old male, who had been through 

the Intensive programme, was mainstreamed and has now come back to Intensive English adult classes, 

believes he would not have been able to survive if he had gone straight into a mainstream class. Even· a 

boy who went to an English-speaking school in Somalia emphasises that he still needed Intensive English 

classes because "when I went there it was, I found it hard 'cos I didn't really know what they were doing". 

Teachers are also adamant that Intensive classes are necessary for all NESS students with low levels of 

English, particularly refugees due to their frequent gaps in or a lack of education. 

Nevertheless, students perceive the Intensive English programme as being divorced from 

mainstream curriculum and classes. They tell of others who have left the Centre before their language 

ability was adequate for the mainstream because they felt that they were 'wasting time' when not covering 

the curriculum which leads to qualifications and tertiary education. Intensive classes are favoured for those 

needing basic skills in English, but many students believe transitional classes would be more useful once 

greater language ability has been gained. They state that this would avoid "every subject with the same 

class", perhaps reflecting the notion that NESB students are inferior to those in the mainstream. A teacher 

told me that parents resist the Intensive English programme because they do not want their children to be 

in a class with other Somali students. They believe that the students will prefer to speak their own 

language rather than learn English. Walker-Moffat (1995:141-142) found the same reaction amongst 

Hmong refugee parents in the. United States who consider ESOL and bilingual classes inferior to the 

mainstream. Conversely, one of the Somali mothers I interviewed prefers ESOL classes for her children. 

She indicates that in mainstream classes the Kiwi students, who understand what going on in class, often 

chat amongst themselves and distract Somali students who must concentrate more closely on what the 

teacher is saying. 

The students I spoke with generally agree that they would have liked to stay longer in the 

Intensive programme but were unable to do so. This is partly because demand for the Intensive classes is 
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high, so students are usually mainstreamed within a few months. It may also relate to the difficulty of 

assessing the mismatch of Somali student oral and written ability. One boy is indignant that "they kicked us 

out for Asian people, because the Asian people are worse than us". This statement implies that some kind 

of discrimination has taken place. While this is possible, I believe that the boy is referring to the premature 

mainstreaming of Somali students because their oral fluency is often higher than other NESB students, even 

though their written skills or academic knowledge are not sufficiently developed. Lyon (1992:50) indicates 

that Cambodian refugee students are similarly expected to progress more rapidly th~n they are able, due to 

an underestimation of the amount of time it takes for those with little experience. in certain subjects to 

develop adequate language fluency. 

It Is common for New Zealand schools to place NESB students in 'transitional mainstream' classes, 

allowing them to take a combination of ESOL and regular classes. As noted above, some of the studenls 

appreciate this opportunity to interact with non-ESOL students. However, the school that runs the 

Intensive English programme is the sole provider of a truly transitional approach, through which subjects 

other than English are available in ESOL-only classes. Other schools each have a small ESOL programme 

where NESB students are able to take ESOL rather than regular English, but students are mainstreamed in 

all other subjects. Two major issues have emerged from this 'all-or-nothing' attitude: premature and 

inappropriate mainstreaming. 

Premature Mainstreaming: In the "too hard basket" 

Somali students are often mainstreamed prematurely. They are expected to cope with secondary 

school classes and external examinations while their English ability is little beyond survival level. Many are 

mainstreamed because they are conversationally fluent, yet they lack the academic language for specific 

subjects, particularly Mathematics and Science. A shortage of comprehensive general Somali-English 

dictionaries and the non-existence of subject-specific dictionaries add to what one teacher described as a 

"huge problem". An eighteen-year-old boy notes: 

Well, for me, Science is hard for me, because Science, I think, has a language, can't 

understand the language, it has new words that I can't understand, but in my country I 

used to understand what it is, what it's about .... I think you have to study in your own 

language, because, like Economics you have to work twice [as hard] as the Kiwi guys are 

working because it's all about language .... And it's real hard though, about everything. 

You know, I wish, my country never fight. 
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His final words indicate the frustration and the pain that some students are experiencing. Others, with a 

greater level of English, find their limited academic language inconvenient but less daunting and indicate 

that it takes only a few days to learn how to use and write new words. 

However, all of the students agree that a lack of academic language creates difficulty in 

examination situations. One older boy states that: 

I think everybody has a problem with exams and tests .... Because we can't understand 

the language very much .... In the exam, yeah, it's really hard, even the English, you can't 

ask the teacher 'What's this about?' 'cos it's exam .... And it's real hardJor me, the 

Science and Economics .... 

A nineteen-year-old girl who sat School Certificate last year agrees that examination language is particularly 

difficult to comprehend and in her case resulted in a disappointing grade: 

.... If you have a test, sometimes you don't even understand the question - how can you 

answer it if you don't even understand the question? And they ask you very trick 

questions, the questions are asked in a very trick way, to understand the question, and if 

your English not very good (!augh) the only you don't! So it is very hard to understand 

even the questions .... I was trying my best, and I couldn't even, I didn't even pass, I only 

get forty-nine , ... Also my teacher was helping me, I, she was used to helping me with my 

essay. But still. I was trying so hard to work, when I couldn't .... 

Examinations are one of the major methods through which students can gain the educational 

outcomes - qualifications - considered desirable by employers, so the disadvantage that Somali students 

are currently facing is a major concern. It affects their ability to adapt to other aspects of school, for their 

self-esteem is diminished by a constant sense of failure. This problem is not new, nor unique to New 

Zealand. Cummins and Swain (1986:140) report that in the United States NESB students are often 

transferred from bilingual to English-only classes when they have superficially fluent English communication 

skills but subsequently fall behind because they have not developed the necessary academic language or 

skills in English. They note that since such ·students are relatively fluent in English, teachers assume 

language proficiency is not to blame for their poor academic performance. Thus, teachers believe that the 

students just do not have the intellectual capacity. Christchurch teachers appear to hold similar attitudes. 

The failure of teachers to recognise mixed levels of English ability within an individual student may 

partially be explained by the way in which teachers are trained. One teacher notes that most ESOL training 

focuses only on 'communicative' learning. This means that once students have gained conversational 
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fluency in English, ESOL is considered unnecessary. The need for academic knowledge, subject vocabulary, 

accuracy in written language and writing skills, such as how to construct paragraphs and write essays, is 

ignored. The same teacher notes that training courses always place this issue in the proverbial "too hard 

basket". Hmong refugees in the United States (Walker-Moffat 1995:134) and Vietnamese refugees in New 

Zealand (Cochrane, Lee and Lees 1993:18) have criticised ESOL programmes for the same inadequacies. 

Teachers do acknowledge that there are shortcomings in the focus on communication only. Yet, they resist 

admitting a need to improve this situation, stating that younger students who hav~ been through primary 

school in New Zealand will not have the same difficulties. 

Inappropriate Mainstreaming: "It's a biq problem we've got" 

In addition to premature mainstreaming, it is common for Somali and other refugee students to be 

placed in inappropriate mainstream classes because of inadequate assessment procedures and a lack of 

understanding. Beaglehole (1990:71) found that well-educated European refugee adolescents of 1940s and 

1950s were often put into a lower stream class which was not suited to their academic abilities because it 

took them a long time to be fluent in English. While I have heard of one sixteen-year-old Somali who was 

piaced into a primary school, Somali students are more often put into age-appropriate classes, even when 

their grasp of English and academic knowledge is inadequate for this level. Some students do not even 

have a sound understanding of what is considered to be 'general knowledge'. For example, one teacher 

complains that some Somali students have no idea that the earth is round or that there is both a Northern 

and Southern Hemisphere. 

Inappropriate mainstreaming is particularly problematic for students who arrive in New Zealand at 

secondary school age because, as a Somali girl states: 

.... if they are fifteen or sixteen, they are the age of high school, and when they are in 

Somalia they're only primary school. So, it's very hard to catch with other people, yeah, 

so it's very difficult. 

She goes on to tell of her own mainstreaming experience when she was nearly sixteen: 

When they put me in Sixth form I wasn't able to take Sixth form, because I didn't do Fifth 

form, and Fourth form and Third form, and I didn't go Somalia or even New Zealand .... 

so the whole year I didn't learn anything. I was only going to school, [learning] nothing, 

and I was taking too eliter classes. So then again, the teachers put me in Seventh form 

and I have to tell my family, that I not ever go to school because I was thinking that's not 

where I am, so the first you have find where I am, so you have to have the right way, 



and so my family have to take this - I suppose all Somalis have to, so have to just take 

the risk - so they put me in, they' say, 'Yes she can be in the form of Seventh form, but 

the other subjects she can be at any levels you want to, and I say, I want Fifth form 

.... Yeah - I wasn't even the right age to be Seventh form, I was, I don't know why .... 
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This protracted process of placement was a waste of time educationally for this student. It was 

also confusing and continues to affect her self-esteem because other students question why she is still in 

the Seventh form after three years. Yet, she is adamant: "But if, I didn't told them, I would be lost, if I 

didn't go back, I would be Seventh form [but] I never learned anything". It is apparent that the eventual 

solution to this mainstreaming nightmare was found only through the initiative of the student and her 

family. Many Somali students and parents do not feel comfortable resisting social closure by approaching 

schools in this way. Thus, a Somali boy told me that students: 

.... they soon not like school, 'cos if you don't understand, some of language is difficult, 

everything's difficult, so it has got you a lot of problem .... it's big problem we have got. 

Other students are confused and frustrated by the lack of flexibility that schools allow in relation to 

choosing ESOL or mainstream English: 

.... in the Fifth form or Sixth form, you want to take ESOL, then you have to wait for 

School Cert. English, you don't have a choice, you can only take one, you can't take both. 

Those who have opted for regular English classes in an attempt to gain qualifications have been 

disappointed upon finding that if external examinations are not passed, even by a few marks, then it is not 

possible to move on to the next level. Some are repeating nationally based assessments, such as School 

Certificate and Sixth Form Certificate, for the second or third time and becoming increasingly demoralised. 

The students also indicate that once in the mainstream they have no guarantee of teacher 

awareness about their difficulties. An eighteen-year-old notes how teachers differ in their understandings 

and assistance: 

ESOL teachers they always sound good, but you go to other class, like Maths, Science or 

whatever it is, sometimes when they don't know who you are or you background or 

whatever, so they just treat like you like all the other classes, they only hand out 

assignments and all that stuff, they don't really know, teachers are different. And some 

people, in exams they give you extra time, so people are always come different! 



A sixteen-year-old girl offers one reason why mainstream teachers may not offer special support: 

.... Some don't really teach you and explain to you, like last year I had this really good 

teacher, and every time she would come up and ask me .... even In a test, she would 

come up to me, so and other students were saying, 'Why are you going up to them, you 

aren't even coming to ask us' and some teachers don't bother even come to you, they like 

this, this and this and if you don't understand, that's a problem ... 
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Clearly, mainstream teachers are caught in a bind when non-refugee students resent special 

treatment for refugees. The belief that the same treatment is equal treatment, espoused by all but one of w 

the teachers I spoke to, does not allow room for different needs. It fails to demonstrate an understanding 

that to achieve equal outcomes it is often necessary to implement differential strategies which acknowie~ge 

and address the specific needs of disadvantaged students (Fleras and Elliott 1996:117). Ideally, refugee 

needs should be met before they enter the mainstream but currently this is not the case. Hence, it is 

concerning that when mainstream teachers tell the whole class that they can ask for help, specific 

assistance Is not offered to Somali students. 

Such an attitude assumes that all students in the classroom are comfortabie relying on their own 

initiative to gain help, yet this is a culturally specific practice which Somali do not share. One eighteen

year-old girl notes that on many occasions she has not understood what is going on in class. She rarely 

asks for help because "sometimes you too shy to· say anything", an issue particularly pertinent for Somali 

girls whose cultural training does not encourage the questioning of authority. When this girl first came to 

New Zealand she could not do her assignments or homework and was too embarrassed to admit this to her 

teacher. Consequently: 

... when I went to school and the teacher ask and I say "I forgot at home, I didn't do" · 

... excuses, I made excuses, and later, when I finished, when I was almost Fifth form, 

it is real hard. Now I wish I did [the assignments]! 

Such an example makes it is easy to understand how teachers attribute behaviour to dispositional 

characteristics, for the Somali student's excuses could easily be taken as a sign of laziness or indifference. 

It also demonstrates that when teachers treat all students in exactly the same manner - expecting them to 

ask for help, regardless of their differing cultural norms and academic level - equal outcomes do not 

necessarily follow. 

Ironically, when an eighteen-year-old boy has asked for assistance, mainstream teachers have 

often imposed !imitations: 



The teachers are really good, they helpful and if you ask a question they will answer it, 

but you can't ask a lot of questions· of the teacher, you have to study at home, before you 

ask .... But some teachers are really mean! .... they're going to say to you, 'You're being 

rude, you going to get to fail if you ask me another question, I don't want to answer that 

question, I don't want to know' . 
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While such negative feedback may be uncommon, it suggests that teachers resent having the ideal of 

treating all students equally challenged by Somali students, who require more help than their Kiwi peers. 

Clearly Somali students have difficulty asking for and receiving the aid that they need within this kind of 

atmosphere. 

It is important to point out that, in comparison, ESOL teachers are highly praised. A fifteen-year

old girl notes: "Actually, ESOL teachers are very finely than the other teachers". Others indicate that this is 

because ''they are more helpful than the other teachers", have greater knowledge of the Somali student 

background and have much experience teaching people with only a little English. A sixteen-year-old boy 

asserts that: "I think the difference is that ESOL teachers speak slowly when they speak English"! ESOL 

classes are also more highly regarded than those in the mainstream, as a fifteen-year-old girl notes: 

You feel comfortable when in ESOL, when you been in other classes and you come to 

ESOL, the feeling is really easy ... because you know everybody else is having the 

same difficulties and you go back to the other classes and everybody, they don't 

understand you or anything. 

This feeling of discomfort illustrates how little inclusion of Somali needs occurs in mainstream classes. The 

limited assessment procedures by which students are placed into the mainstream fail to take into account 

the mismatch between oral and written ability, the breaks in education and the different conceptual 

understandings that Somali students display. As a result, one ESOL teacher estimates that most Somali 

students understand less than ten per cent of what is going on in mainstream classes, eventually 'glazing 

over' with boredom and becoming increasingly disillusioned with school. 

Frustration and Anger: At a "system whlch is failinq them dramatically" 

Teachers note that confusion and frustration are commonplace for Somali students but there are 

certain circumstances that aggravate these feelings and often culminate in considerable anger. One such 

case is when Somali students are placed in classes appropriate for their age, then changed to a lower age 

group because their academic ability is inadequate. Discouragement is particularly noticeable at the 
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beginning of the school year when students discover that they can not go on with their peers but must 

repeat classes. Similarly, students get angry when they see other NESB students with lower levels of oral 

English get higher grades in tests and exams, simply because their written skills are more developed. ' 

Teachers claim that much of this frustration is caused by students not understanding the enormity of the 

task that they face in learning English and when some act as if they do not need to work hard to make this 

happen. 

Nevertheless, Somali students may also be reacting to the alienation and exclusion they experience 

at school due to the systemic biases present in institutional practices. A school principal agrees and, in 

discussing how the needs of refugee students are not adequately met, she indicates her concern when 

meeting Somali students and parents: 

.... you can see in talking to them, their frustration and anger, and all of those things 

which I understand completely, and I always feel really bad, at being part of, even 

inadvertently, a system which is failing them dramatically. 

Situations of constant anger and frustration - combined with a frequent sense of failure - can have negative 

long-term consequences on the mental health of individual students. The Islamic belief that suffering is a 

necessity of life may encourage students to feel that there is little they can do to improve their situation, 

thus enhancing their disillusionment. As teachers are eager to point out, displays of anger amongst Somali 

students may also affect the physical and emotional wellbeing of non-Somali adolescents in class. They 

rarely seem to consider that the anger of Somali students results from a lack in their wellbeing. 

WORKLOAD ISSUES 

Today's teachers are expected to cope with considerably more administrative ~asks and 

extracurricular work than prior to the Tomorrow School's (Department of Education 1988) reforms. It is 

increasingly difficult to deal with all of the demands that students with different needs require, particularly 

when the number of NESB students is rising. The Intensive English programme which offers separate 

classes for three levels of ability is the only· one of its kind in Christchurch and under pressure from 

increasing demand. The programme has a policy of accepting all students that wish to attend but, with the 

most advanced class capped at twenty-one, students with high levels of English language ability must often 

be placed into the beginner's class where there is more space. This requires the teacher to run as many as 

five reading groups within that class and to cope with a great variation in ability. 
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A shortage of qualified, experienced ESOL teachers and suitable bilingual teacher aides make 

staffing a problematic issue. Although a small numbe_r of secondary schools have utilised the latter, 

teachers consider bilingual teacher aides unproductive. This is due to their lack of teaching experience and 

questionable 'quality'. As the pay rate for interpreting is considerably higher, Somali best suited to bilingual 

teacher aide positions are often drawn to interpretation. Somali teacher aides also tend to face many of the 

same dilemmas as their students, in that they are inexperienced with the academic language and concepts 

of learning required in New Zealand. The Ministry of Education has made no atte~pt to date in relieving 

this situation by initiating a specific training programme for bilingual teacher aides. 

Uncertainty as to the role of the teacher aide has also created problems. Teachers at the 

Intensive English programme comment that one teacher aide "told them [the students] all the answers" and 

wished to speak Somali rather than English. Another "was on a little power trip" and wished to act 

independently of the teacher in charge. Similarly, tension is also apparent between ESOL teachers 

themselves over the best use of teacher aides. This is not surprising when there is only one full-time and 

one part-time bilingual teacher aide to share between three teachers taking secondary school equivalent 

classes and seven running adult ESOL classes. The Kennedy and Dewar (1997:144) study shows that many 

teachers believe bilingual tutors or teacher aides are particularly useful in the classroom, so perhaps this 

school has been unlucky with the individuals it has chosen. 

Ultimately, a lack of time and inadequate staffing make it impossible for teachers to gain indepth 

knowledge about, or to assess the needs of, every student they teach. Unplanned observation in the foyer 

of one school, as I was waiting to undertake an interview, made clear the pressures teachers are under. In 

only fifteen minutes I watched students threatening each other and swearing violently at teachers. Cases 

reported to the teacher-on-duty included a student making water bombs, another deliberately breaking a 

door lock and a third incident involving a boy causing trouble in the girls' toilets. Attending to th.e needs of 

Somali students is only one of a multitude of issues that teachers must deal with everyday. A school 

counsellor comments that as a teacher: 

.... you are so tired and exhausted and you are working so hard, that you haven't got the 

luxury of time to ponder the philosophy [of teaching], you just get on with it at the best 

of your ability. 

Thus, she continues, some teachers do not want to know about different cultural understandings because 

they are burnt out "(a]nd they start saying 'Well, they've got to conform to our society, because they're 

going to live there' ". 
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Despite the best intentions of teachers, this is essentially the message that Somali students are 

receiving from the educational culture in which they have been placed. It is clear that a combination of 

inadequate ESOL structures, funding and training make it difficult for educators to be institutionally inclusive 

of Somali students within schools. As the next section indicates, these factors also help to explain the 

ignorance that teachers display in relation to the needs and culture of Somali students. Only very limited 

attempts at including Somali needs and culture within the classroom have been made by Christchurch 

teachers. More frequently, a lack of teacher and dominant group student awaren~ss acts to exclude such 

students from the knowledge and opportunities that are required for successful educational adaptation. 

CLASSROOM INCLUSION 

Cummins (1988:138-141) cites considerable data demonstrating that the extent to which a 

student's language and culture are incorporated into the school programme is a significant predictor of 

academic success. He adds that cultural adaptation is enhanced when students recognise that their own 

ethnic identity is reinforced in school. However, this study shows that there is very little inclusion of Somali 

needs and culture within the Christchurch classrooms. A few of the teachers I spoke to make use of 

multicultural readings or resources, some have already been mentioned as giving students particular 

attention in class, while others comment that they actively encourage students to speak their first language 

and to talk about Somalia. There is consensus amongst the Somali students that teachers and Kiwi 

students are generally interested in learning about their religion and culture. Yet, without any formal 

exchange of cultural information, knowledge must be gained by asking questions of the Somali students. 

They are generally happy to answer but some do indicate that "when everybody asks me, it bugs me, a 

lot!". 

It appears that, in attempting to be inclusive, most teachers simply encourage Somali students to 

talk about their culture in class. While this provides some interesting cultural knowledge for non-Somali, 

such encouragement tends to regard Somali culture as deviant from the 'invisible' dominant cultural values 

upon which education is built (see Spoonley 1995:79). While the intention behind this pluralist approach is 

worthy, there seems little recognition that students consider being placed in the position of 'Somali 

spokesperson' as a chore because it happens so frequently. Two of the girls talk of how angry they get 

when they are unsure of a topic for an assignment or speech and teachers always ask them to discuss their 

culture or country, in a version of what Griffiths (1995:43-45) refers to as cultural tourism. Beaglehole 
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{1990:77) notes that refugee students can be alienated when "private differences [a]re exposed to public 

scrutiny". Thus, one of the girls points out: 

Yeah, I don't actually like the idea of teachers saying that, for some teachers stand there 

and 'Oh, why don't you talk life In Somalia', and I'm like 'Ughhl' - I don't like the idea of 

it. 

This reaction is understandable when the same girl tells of previous situations in which questions 

about Somali culture from Kiwi students have made her feel uncomfortable: 

.... the students asking you all about the clothing and all this, and they looked surprised 

and then some of them look at you, and some of them say something behind your back, 

you can actually hear it, that's not, unpleasant, like If you see somebody talking, you 

would say 'Oh, are they talking about you?'. 

Clearly, the Ignorance of Kiwi students has created a situation whereby some express intolerance to 

difference. The students note that there Is a fine line between Interest In their culture and disparagement 

of It. A nineteen-year-old girl indicates the difference between questions she considers polite and those she 

believes are rude: 

.... some people, they didn't ask you question, they only ask for things to make you mad -

some people will come to you at PE: 'Why you are wearing this?' and you can answer 

them! But some people, ' Ahhh - it's too hot, don't you feel hot?'. The questions are 

different. 

Finally, by continuing to rely on Somali students to supply cultural information, teachers divert the 
•, 

responsibility for being inclusive of Somali culture from themselves onto their students. It is not"surprising 

that some students resist having this extra burden placed upon their shoulders, yet their reaction places 

teachers in a quandary. If they ignore Somali culture they may be accused of allenatlng Somali students. 

On the other hand, if they ask questions of Somali, they may be charged with cultural tourism and failing to 

take responsibility for incorporating the cultural diversity of their students within the class. Judging from 

the interviews I conducted, however, teachers are not acutely aware of this difficult positioning. Rather, 

with little time and few other resources to rely on, most teachers simply assume that Somali students will 

supply whatever information is necessary to discuss Somali culture in the classroom. 
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CLASSROOM EXCLUSION 

Chapter six outlined how Somali students find it difficult to become friends and Interact positively 

with Kiwi students due to numerous cultural differences. The lack of knowledge that dominant group 

students display about their Somali classmates can also lead to situations of social closure and examples are 

given in the following discussion. More troubling, however, is the considerable difficulty teachers have in 

dealing with the needs and cultural diversity of Somali students, for it is they who largely control what 

knowledge is transmitted and how interaction occurs within the classroom. ExclusiGGary practices are not 

enacted in any obviously discriminatory way but through everyday practices and attitudes, including teacher 

expectations that refugees will adapt quickly and that all students should be treated equally regardless of 

cultural differences (see Gibson 1995:91-94). 

Although unintentional, such attitudes act to exclude Somali students from the knowledge and 

rewards that could advance their educational adaptation. Consequently,· Somali students are at times 

forced to choose between school success and their own cultural identity. The virtual ignorance of teachers 

and Kiwi students about the historical and social processes that have determined the current plight of 

Somali students indicates that the classroom is not culturally safe for Somali (see Ramsden 1995:9). This 

places serious constraints upon the ability of the latter to adapt educationally to school in Christchurch. 

LACK Of KNOWLEDGE ABOUT SOMALI STUDENTS 

It must first be noted that the Somali students do not expect teachers and Kiwi peers to have 

knowledge of their culture or needs. They arrived with few expectations and many are just thankful to be 

here. One boy notes: 

I expect nothing; it was not safe in Somalia, you know, Somalia is a civil war .... When I 

heard we would go to New Zealand, oh, I was very, very happy! 

Students and their families were occupied only with finding a place safe from civil war and famine, and did 

not stop to contemplate what the New Zealand education system would be like. One boy suggests that 

"[w]hen you are safe yourself, you can think .... about other things", such as school. The students 

acknowledge that they are having difficulties, both academically and culturally, but still feel that it is their 

responsibility alone to adapt as quickly as possible to school. They do, however, stress that their situation 

would be much improved if teachers and Kiwi peers had greater knowledge of Somalia, Somali culture and 
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Islam. When asked if teachers and students know enough about Somalia, a fifteen-year-old girl makes It 

dear: "No! Not at all!". This lack of understanding creates considerable discomfort for the students when 

incorrect assumptions are made about Somali culture and the past and present lives of Somali students. 

Somali culture: The "cultural blinders" of Teachers and Kiwi Students 

There is considerable opportunity for misunderstanding between Somali, teachers and Kiwi 

students, yet there is no system for the formal exchange of cultural information within the school context. 

This is particularly problematic in relation to religion, for the different rituals -and symbols of _Islam 

differentiate Somali from New Zealanders in numerous ways. Many Kiwi students have little familiarity with 

any religion, which has been a most surprising discovery for Somali students. They had been told that New 

Zealand was a Christian country but: 

... you find a lot of them are not, they are not believing in anything .... [a Kiwi girl] was 

walking with me and she said 'Do you guys believe In God?' and I said 'Yes', and then 

she goes 'Unbelievable - how can you believe something!'. 

Consequently, Somali students frequently find their religious belief challenged, as the following conversation 

that one of the boys had with a Kiwi student indicates: 

.... I was going to pray, and he say 'Why are you praying?' and I say, 'I have to pray 'cos 

I, that's my religion' and he say .... 'Because nothing happen to you, why do still go and 

you pray? Why?' And I said, 'If I don't, something might happen,', yeah, and he say 

nothing happens to him and he doesn't pray, so why I pray every day?! 

•, 

While Kiwi students who belong to an organised religion are much more understanding of the neE:d for such 

rituals and their practice, others find the Islamic way of praying very alien. A nineteen-year-old girl recalls: 

"I was praying at home and, there's a kid from school comes and say 'Oh, why are you kissing the 

carpet?! 111• 

Ignorance often breeds stereotyping. Immigrants from all ethnic groups often find themselves 

stereotyped, but because refugees come from countries that have been highly publicised due to war or 

natural disaster, this may be more prevalent for refugees. For example, refugees from Europe after World 

War II found that they were stereotyped as 'Huns', even if they were not German (Beagiehole 1990:57). 

Many of the Somali students have found a common assumption that all Somali express their culture and 
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their religion in exactly the same way. For those who are unfamiliar with Islam, it is easy to miss variations 

within the faith and to interpret Islam according to one's own cultural standards. 

For one student, the stereotypical comments that teachers make on topics such as Africa or Islam 

- and in the following case, the position of women according to Islamic belief - are troublesome. He 

explains how one teacher: 

.... he took some examples .... that make me feel quite unhappy .... they say .... that the 

Muslim's boys first, and girls bad, very bad .... Even when students ask him or her, .... 

they tell them something, and when they ask me, I tell them different thing. And they 

thinks that it's getting confused: teachers, me. And the teachers don't even try to come 

to me, and say to me 'Is that how ... ?'. Yeah, we could tell them more, and they will know 

more, then, some teachers will come to you and say 'Is that right? Oh, I never thought 

... ' and then you start tell them .... 

Abel (1997:3) notes that ideas and values posing an ideological threat to the dominant group are often 

unrepresented or misrepresented. The latter is the case here and this student feels that his religion is being 

distorted and challenged. He makes it obvious that if teachers are open to allowing students to be 'expert' 

on such topics, it can offer them a sense of empowerment. However, students must be able to choose 

when to offer this information or they may come to resent it, as the Somali girls indicated earlier. 

A sixteen-year-old highlights another incident in which a teacher assumed that all Somali girls 

follow the same behaviour. She recalls a school camp where the instructor told Somali girls that it was not 

'safe' to climb a mountain in skirts and that they should change into shorts: 

And then, it was kind of hard, 'cos, some girls did wear shorts and I didn't. And the guy 

said 'Well, I'm sorry but they are wearing it, you have to, too' .... Yeah, 'cos they think 

'Oh, she is a Somalian, and she's wearing a shorts', and they ask me and I say 'I'm nbt 

going to do that, this is my religion, I wear this' and then he say 'Isn't she Muslim?' .... it 

was quite hard for that kind of thing, so I decided not to go to other camps. 

Clearly, Somali students are losing out on important opportunities when they resist challenges to their 

religious beliefs. This results from teachers failing to recognise that not all Somali express their religion in 

the same way. 

One recent case provides further evidence that teachers are missing cultural signals. The 

Intensive English Centre organised a trip to the Antarctic Centre but the Somali and Ethiopian students 

refused to go. According to the teachers this was because the students thought that they were going to 

the actual Antarctic. The teachers believe that they had explained carefully that the Centre is only a place 
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about the Antarctic and do not think communication difficulties due to language are the issue. 

Consequently, they are stumped as to why these students did not want to attend. Lyon (1992:50) states 

that the teachers of Cambodian students frequently offend Cambodian cultural norms due to ignorance, so 

it is possible that Somali norms were transgressed in this case. It is also possible that the Somali students 

did not equate a school trip with 'learning', as they understand it, and perceived the event a waste of time. 

This is the most likely scenario, my cultural advisor suggests, for education in Somalia did not involve non

academic activities such as fieldtrips. Another possibility is that the students thougbt that they would have 

to pay for the trip and many families cannot afford such expenses. 

A school counsellor admits that the failure of this excursion results from the teachers' own "cultural 

blinders". The teachers are angry at the lack of student interest but realise that 'ungrateful' students are 

not necessarily at fault. The counsellor asserts: "I want to own it and say 'We haven't yet discovered how 

to make ourselves able to interact with them' - and I don't want to blame them". This recognition is 

significant, because she concedes that inadequate knowledge is the responsibility of educators. Few of the 

teachers I interviewed recognised this fact, mainly, I believe, because they are unaware of how their 

ignorance can affect their students. Lyon (1995:41) similarly found that the extent of Cambodian students' 

problems were generally poorly appreciated by teachers and peers and that behaviour students considered 

culturally inappropriate was regularly performed due to a lack of information about the Cambodian culture. 

In Christchurch a simple lack of knowledge and awareness has resulted in on,ly vague acknowledgement of 

Somali student needs. Thus, the students state that they would find it beneficial if there were a greater 

awareness of their culture, particularly in relation to Islam. They would prefer it if this information could be 

transferred by a means other than themselves. 

Previous Status and Life: "We Just moved out" 

Both teachers and Kiwi students also lack an understanding of the disjuncture between the New 

Zealand lives of Somali students and that which they led in Somalia and in refugee camps. As refugees, 

Somali students have experienced much uncertainty. Many had to abandon their homes with little warning 

and without knowing if they would ever return. One of the girls describes her family leaving Somalia a few 

years ago: 

.... when we moved out of our house, we were like 'Oh, okay we will come back in a 

couple of days', nothing to take, we didn't take anything, we just - [hits hand] moved out. 
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Some have had to survive considerable physical and emotional deprivation living in a transit country. Their 

families arrived in New Zealand with virtually nothing: few clothes, no furniture, often even important 

documents or photographs were left behind. 

Somali students feel that it would be beneficial for Kiwi students and teachers to have greater 

knowledge of what it is like to be a refugee. Two girls are particularly determined to go beyond 

stereotypes, pointing out that not all refugees - nor all Somali refugees - have suffered the same level of 

deprivation, either in the camps or before they left their home country. While many_ refugees have endured 

great hardship and witnessed horrifying scenes, this situation is not universal, pali:icularly for those who 

were the first to leave the home country. A school friend had difficulty believing that the girls had not been 

starving or full of disease in their refugee camp, because these were the images she had often seen on 

television. One of the girls told her: 

... 'I've never been starved in my whole entire life .... I never actually meet anybody who 

was like that, in my entire life', and then she says 'Well, well I see you', and she says, 

'You know, you don't need to pretend, I see you'!! (laugh) And, I'm like, 'I never actually 

saw anything you are talking about' and then she says ' Well, my Mum works on the 

Church and she told us you Somalian people have never even slept in a bed, so be 

warned!' 

The girls believe that such stereotypes are fuelled by the New Zealand assumption that everyone 

in Africa lives in a grass hut, as is depicted in books and movies. Klineberg (1983:48-9) suggests that 

stereotypes. provide us with 'pictures in our heads' which give us an impression that we know what 'they' 

are like even before we have actually met them. Stereotypes are shaped by social, economic, political and 

historical antecedents, and are often influenced by the media. Contrary to popular opinion, however, many 

refugees were not poor in their own country, but were successful, prominent and well-integrated people 

who had to give up this life involuntarily (Stein 1986:9). Some Somali are better off in New Zealand than 

they were at home, but most have taken a considerable step down in status and wealth. One of the girls 

tells of a visit they made to a Kiwi friend's hou~e. It was a: 

.... beautiful house, all computers around, everything was so perfect and she was showing 

us around, like if we were supposed to be surprised. Of something. And that was, 'Oh, 

this is this ... this is that' and I'm thinking, what is she going on about (laugh) .... So then 

we invited her the other way, yeah, and she comes to our house, and then she goes 'Oh, 

this is beautiful, the sitting room's beautiful, the house is beautiful' and I think, 'Why are 

you going, your house is [more] beautiful than us, so why are you_ going on about our 

house'. And then .... she comes in 'Oh, this is very beautiful, I'm sure and this is very 



nice' and I'm like - 'Are you making us feel bad or something?' I know we have seen 

your house and when you were shbwing your house, I say, I just said 'You live in a nice 

house'. And then that was it and then she goes, 'Oh, did you had a TV when you were in 

there, and so' and then she's asking all these questions, about 'Oh, do you live In house? 

Oh, this house must be much better than the one you lived in'. And I said, 'No, it 

wasn't!'. And that was like really freaky .... and I said to her, 'I don't know where you get 

this kind of ideas from!' 
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A photograph of the type of house the girls lived in when in Somalia made the friend's 

misconceptions clear. Many Christchurch Somali have come from upper- and miE!~le-class professional 

backgrounds to life on the unemployment benefit or low-paid, low-status work. It is understandable, 

therefore, that some of the students find it frustrating when New Zealanders expect them to be eternally 

grateful for what they have been 'given' in New Zealand, assuming that this is much more than they left 

behind in Somalia. All of the Somali students I talked to were grateful. However, they questioned how long 

refugees must continue expressing their thanks. In a fictionalised account based on interviews with Polish 

refugees in the 1940s, a character expresses: "I was tired of having to be grateful for whatever happened 

to me in New Zealand" (cited in Ogonowska-Coates 1992:130). I sense that Somali students are as equally 

tired. 

Present Status and Life: "They're qoinq to cheat with minor things too " 

Teachers lack understanding of the conditions from which Somali students come, particularly in 

te,rms of their culture and socio-economic status. More significantly, they appear to underestimate the 

generally low socio-economic status that refugees experience while living in New Zealand. Two teachers 

and a school counsellor, who have had contact with many Somali students, dislike school policies that waive 

refugee fees because they believe it encourages them to expect "everything on a plate". They claim that 

Somali students and parents exhibit a 'refugee mentality' or 'cultural dependency' because they have 

become used to being the recipients of charity in refugee camps and since coming to this country. Yet, the 

four examples of 'refugee mentality' off!:!red can be alternatively explained through cultural 

misunderstanding and/or an underestimation of the poverty in which refugees live. This suggests that 

educators need further information about the present circumstances of refugees. 

In one case a teacher claims that a Somali parent was demanding "handouts" because he assumed 

that, as a refugee, his child was not required to pay course-related costs for materials needed in Art. Yet, 

the school does have a policy waiving the general fees for its refugee students and this incident could easily 

be interpreted as a misunderstanding of the policy. Another anecdote tells of a different refugee parent 
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expecting the school fee for a 'family' to cover not only his children, but their cousins as well. A teacher 

offers this as an example of a refugee trying to manipulate the system, without considering that Somali 

might define 'family' in a different way to the school, a definition that includes what most New Zealanders 

consider to be extended family members. It is also possible that the 'bargaining' down of inflated fees and 

prices is appropriate within Somali culture, although I have no evidence of this. 

The school counsellor relates a story about a Somali boy who was required to buy a textbook at 

school. Although he said he would bring the money, this had not eventuated s_ome weeks later. His 

teacher realised that money might be an issue for his family and negotiated that th1=, s_tudent pay only two

thirds of the cost, while the school would cover one-third. Still he did not bring the money. The counsellor 

states: 

So the moment we taught him he could have some of it [the money], he wants all of it, 

from us. And our interactions with him are so frustrating we don't know what to do. 

At no point did the teacher ask the boy why he did not bring the money, or contact his parents about this 

issue. Thus, with a lack of understanding about the financial or home situation of the boy's family, 

assumptions were made about the 'refugee mentality'. 

Later the same counsellor described how a Somali student's benefit from Work and Income New 

Zealand (WINZ) was suspended for six weeks. She provided the girl with food parcels and other assistance 

but: 

She kept wanting more and more and more from me and so on the one hand, I was 

pleased to do it, on the other hand, I wish I hadn't even started, 'cos she's learned now 

more about dependence and less about independence. 

Having been told the psychological and family background of this girl, it does not come as a surprise that 

she would become attached to anyone who gave her attention. The counsellor's main gripe, however, is 

that the girl was not 'grateful' •for the assist~nce she was given. It has already been discussed how 

students find this expectation of eternal gratitude on their part rather patronising and frustrating. 

The above examples are problematic because the teachers and counsellor fail to take into account 

that many Somali families find it hard to survive on WINZ benefits or the earnings of low-paying jobs. 

Thus, they may not be able to afford school fee and textbook costs. There is also little awareness that 

cultural or language barriers may prevent Somali parents and students from fully understanding the 

importance of such issues for teachers. Nevertheless, there is a possibility that a habit of dependency may 
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develop in some refugees who have been in a camp for a long time. Stein (1986:15) notes that many 

refugees feel that they are owed something, due to the involuntary nature of their immigration and the 

difficulties they have faced. He states that some lean heavily on assistance agencies and when their 

demands are not met they get frustrated and bitter, because they do not like to feel helpless yet cannot 

cope without aid. The students I interviewed show no sign of bitterness but are frustrated that their 

parents must rely on government benefits. However, the majority of them have not spent a long time in 

refugee camps, where dependency is more likely to develop. 

I believe that the notion of a 'refugee mentality' may partly emerge from media coverage of the 

first Somali refugees to arrive in New Zealand. One teacher discusses how the first 'women at-risk' 

refugees were discovered to have spouses and other relatives and were therefore considered liars. She 

uses this example to stress that some Somali try to maintain their dependence by manipulating the syste·m, 

because: "If they've cheated with that, they're going to cheat with minor things too", The public attitudes 

of a host society to refugees can influence cultural adaptation (Nguyen 1989:76-78), so it is troubling that 

representations of Somali in the media are affecting the behaviour of teachers and, presumably, other 

members of the public. The lack of understanding educators display in relation to the current 

circumstances of refugees enhances the effect of such representations, particularly when they feel a real 

sense of frustration working with refugee students everyday. Distorted media images of refugees appear to 

be a dominant source of information, so it is not surprising that non-Somali students and teachers alike 

tend to blame individual Somali for their plight, rather than the processes by which the students have 

arrived at their present circumstances. 

LACK OF KNOWLEDGE OF REFUGEE NEEDS 

All of the teachers readily admit that they lack sufficient knowledge ·about the needs that Somali 

students have as refugees. Kennedy and Dewar (1997:156) suggest that good programmes for NESB 

students require teachers to be empathetic to their prior and present circumstances. They indicate that this 

should not be done in a superfi~ial way but by 'tuning in' to the needs of their different students in terms of 

age, gender, cultural background, learning needs, previous life experiences and personality. However, this 

is difficult to achieve when teachers are not supplied with information on which to base such programmes. 

When the first group of Somali arrived in Christchurch most teachers did not even know where Somalia was 

or which language was spoken, let alone what the cultural or learning needs of Somali students were likely 

to be. Teachers received no documentation about the age or level of previous schooling of Somali students 

and even those who had spent time at the Mangere Refugee Reception Centre arrived with little information 
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useful to educators. Today, the limited knowledge teachers have gained about Somali continues to come 

from students themselves, other teachers or rumour. Teachers state that "we get the odd handout" about 

refugees from the Ministry of Education but "usually they seem to come to us for information". 

Consequently, an ESOL teacher notes: 

.... what we tended to do was focus on the language and behaviour issues, and knowing 

full well that there was all these other cultural issues in the background. 

The lack of awareness that teachers display regarding the needs of SomalLs_liudents as refugees is 

a troubling issue. Somali students who have had a break in or inadequate education for a considerable 

period of time, are distinguishable from other NESB students. The latter have had continuous schooling for 

a number of years, through which they have gained substantial academic knowledge and educational skflls. 

Although this was learned in another language and possibly by a different method of teaching, such 

knowledge can generally be translated into the New Zealand context. A Somali girl notes with exasperation 

how she differs from: 

.~.~ other students, like from Asia, because they're studying their exams that they come 

here, so it is different from us, because we didn't go to school six years! 

This aspect of Somali culture conflicts with the educational culture in New Zealand, which takes for granted 

that students have had continuous schooling. Based on this belief, schools expect students to have already 

gained a certain level of content and conceptual knowledge, as well as be familiar with an educational 

culture. Such assumptions disadvantage Somali students in their efforts to adapt to school in New Zealand. 

Although teachers consider gaps in schooling a major issue for Somali students and some note 

that other refugee students are in a similar situation, they rarely make the connection between being a 

refugee and having educational needs that are different to those of other NESS students. When asked if 

they make a distinction between refugee and non-refugee students teachers state clearly that they do not. 

Yet, one teacher came to a significant realisation during the course of our interview: 

Even if I don't distinguish [refugees from other students], refugees often do distinguish 

themselves because of their lack of academic ability, and because of their gap in 

education. 

In defending their decision not to differentiate refugees from other NESB students, some teachers quote the 

school's policy on equity, which they interpret as saying students must be treated in the same way to be 
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treated equally. Although it has become apparent that by this they mean fee-paying students are not 

treated preferentially to other students, including refugees, it is clear that teachers consider the concept of 

differential treatment as problematic. After acknowledging that they know little about the circumstances of 

refugee students, some teachers actively resist the idea that they need to know more. For example, one 

assumes that there is no reason to distinguish refugees from other NESB students because she has not 

experienced refugees obviously acting out previous trauma in the classroom. Another claims that 

Vietnamese refugees who can read and come from a country with a long history of quality education cannot 

be compared to Somali refugees, who have had a written language for only one geri~.?tion. 

While it is important to acknowledge that the different histories and characteristics of particular 

ethnic groups will result in varied versions of the refugee experience, differences amongst students are 

commonly perceived as based purely on ethnicity. This ignores the fact that many refugees will have h·ad 

similar experiences of, for example, breaks in education, hardship in a refugee camp and a sense of 'cultural 

bereavement' for the country and culture they left involuntarily (Eisenbruch 1990: 11). Thus, the lack of 

knowledge that teachers display and their resistance to the usefulness of a broad understanding of refugees 

is troubling. Teachers already feel it is difficult to make decisions about student needs and introducing 

another variable based on the refugee experience adds to this complexity, making it seem a no-win 

situation for them. However, when they fail to acknowledge the need for a distinction between refugee and 

other NESB students this reinforces the systemic biases already prevalent in education and limits the 

possibility of schools being inclusive of refugee needs. As an ESOL lecturer stresses: " If we, the helpers, 

know nothing, how can we help them?". 

SEP ARA TING SOMALI 

In chapter six the Somali students indicated that they believe increased, positive interaction with 

Kiwi students would aid their process of fitting in at school. Teachers state that they share this belief. Yet, 

the practices of some seem to be less concerned with Somali adaptation and more with diluting the 'threat' 

that Somali present to Kiwi students. For instance, one ESOL teacher believes that "they're probably their 

own worst enemies when it comes to mixing with Kiwis", because she perceives Somali students as 

preferring to spend time and speak with others of their own culture. If this is so, it should not surprise 

teachers, for they also note that Kiwi students prefer to interact with others of their own culture. Yet, 

"clinging" is regarded as an issue only for NESB students. A small number of teachers actively separate 

Somali students from each other because they believe that Kiwi students may feel threatened by a group of 

Somali. One teacher believes that students are more likely to get "off-task"-when they are together and 
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speak in a language she cannot understand. Based on that reasoning, she limits the number of any 

particular ethnic group coming to the school for ESOL at any one time: 

Bochner (1983:37) states that cross-cultural contact can be threatening for dominant group 

members. They may feel that minority ethnic groups are 'intruding' on their territory, trying to undermine 

their values and dilute the cultural identity of their members. By limiting or discouraging interaction 

between students of the same ethnic group, teachers act as gatekeepers 'protecting' the educational culture 

of their schools and classrooms from 'too much' difference. When teachers restrict the number of students 

from one ethnic group this reinforces that their culture and language are not v~l.urd or 'normal'. Not 

wishing to appear 'deviant' by association, Kiwi students thus continue to avoid interaction with and be 

intolerant of Somali. The intended aim of increased interaction between Kiwi and Somali students 

consequently fails. The barriers that teachers erect to restrict Somali students from interacting with each 

other in class ignore or underestimate the support and comfort students_ may find with others who share 

the same culture and language. Additionally, by blaming Somall for their lack of interaction with Kiwi 

students, teachers neglect to acknowledge that it is the system that is failing, rather than individual Somali 

students. 

ATTITUDES TO SOMALI ASPIRATIONS 

Social closure also seems to be evident in teacher attitudes towards the high educational 

aspirations that Somali students and parents demonstrate. Gibson (1995:80-87) states that if students and 

their parents hold high occupational aspirations this may enhance academic success. Many Somali refugees 

in Christchurch come from upper- or middle-class families and the parents of the students I talked to were 

employed in mainly professional occupations in Somalia. Their children aspire to tertiary qualifications and 

professional careers, such as electrical engineering, medicine, science, accountancy, economics and 

computer programming. Similar aspirations are common amongst other refugees from well-educated 

backgrounds, as Beaglehole (1990:27) found studying post-war European refugees in New Zealand. Somali 

students emphasise that it is part of their cult~ral script to believe that an education is not complete until 

they have graduated from university. 

They also explain how important education is to their parents and the future socio-economic status 

of their families. A nineteen-year-old girl notes that for her: 

.... education and belief are the most important thing, whatever you are, that's your 

future, because you have to, you need to have your self, you know ~hen you get older, 

you have to get a job .... and be independent here, for yourself .... some people who 



older they don't want to live New Zealand. Or any other countries, because its too cold, 

it's hard for them to live, but, but because they want you to get a good education [they 

stay] .... 
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My sponsor v~rified this statement, indicating that she knows of a number of parents who remain in New 

Zealand simply because of the educational opportunities their children now have. Some students are aware 

of more general economic reasons why it is necessary to gain tertiary qualifications. One of the younger 

boys said: 

It's really hard to get a job in New Zealand, now, with Depression, our Economics teacher 

tell us to study hard, get more education, so, after the Depression .... after six years or 

something, that's what they'll think you'll need, so you got to get more degrees ... 

Another Somali male notes that a good education offers students not only specific work-related skills but 

also less tangible abilities, such as "getting along with other Kiwi people, and learning all their slang". An 

eighteen-year-old emphasises that he wants to make the most of the chances that New Zealand can offer 

him: 

I don't want to be a refugee who come here and not, and I've got the opportunity to 

study, in the future I have big opportunity .... they've given me a lot of what I wanted, 

my dreams, what my dreams are and I'm taking the opportunity. 

Thus, all of the students I interviewed wish to go to university and study for professional qualifications. 

Somali Perceptions of Ability: "Unrealistic ideas" 

Only one teacher states that she actively encourages students to maintain their high occupational 

aspirations, believing that her acknowledgement of their desires reinforces the motivation to study. On the 

contrary, most teachers consider such high educational aspirations as totally unrealistic for students who 

have arrived in New Zealand with little educational background and less English. The principal of one 

school states that Somali students: 

... have huge expectations, which the younger members of the family will be able to meet 

because they will have been in our education system longer. But .... [the older students] 

want to do things like become doctors and lawyers and things and it has been 

extraordinarily difficult to persuade them that those expectations are unrealistic, because 



they think that .... It's kind of personal to them, when It Isn't, nobody in their situation 

could improve their language, and their written ability, and their whole skills .... 
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Teachers suggest that unlikely career aspirations are fuelled by the students' unrealistic 

perceptions of their own English language ability and the mismatch between oral fluency and poor written 

skills. An Intensive English teacher states: 

.... they see themselves talking and think 'Oh, this is great' and they're _not aware - I 

think - how poor their written work Is and ... I'm not sure, also, if our level of written 

English would be much higher than what would be acceptable in Somalia'":""And so they 

give you a piece of written work and you think 'Goodness, this is abysmal'. And they'll be 

saying to you 'I think rn go to university next year'. And so they've got quite un_realistic 

Ideas, a lot of them. 

A teacher in a small ESOL programme emphasises that when multilevel ESOL classes are not available, 

some of the students rightly assess that they have greater ability than other classmates. In addition: 

They perceive they don't need the ESOL but in actual fact they do! Their English is ... 

they're still very hard to understand in the spoken language .... They can't construct full 

sentences, their spelling Is atrocious, their writing legibility is almost beyond a joke. And 

It's not they don't try, they really are trying, but for numerous reasons those things are 

happening. 

Consequently, this teacher believes that the aspirations her students have for professional occupations are 

well beyond their reach. 

Another educator conceives that parents put pressure on their children to achieve high career 

aspirations but neither they, nor their children, "see the enormity of the problem". She emphasises that 

this is not unique to Somali, for other immigrant parents o~en express the same wishes for their children. 

They see New Zealand as the "land of opportunity" and have not been fully Informed of life in New Zealand 

and its schools before immigrating. Although most refugees would not have had a chance to read the New 

Zealand Immigration Service's (NZIS) New Zealand: A Guide for New Settlers (Green 1988:180), it offers a 

glimpse of the kind of information provided for new immigrants: 

Your children may take a while to succeed In the New Zealand school system because 

English is not their first language. However, they will succeed in time. They will also 

teach their classmates to understand other languages and cultures, so they will be giving 

something to the school too. 
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This rose-coloured view of the NESB student experience offers no indication of how long such 

success might take to achieve and what difficulties may need to be overcome. Ignorance of the New 

Zealand education system on the part of refugees is clear. For example, one school called a parent 

conference because it became evident that Somali students and parents thought that physically being at 

school for three years enables one to go on to university, not realising that certain qualifications have to be 

gained before that is possible. Recently arrived Kurdish refugees have also been the recipients of 

exaggerated misinformation from the United Nations (UN) and the NZIS, causing en_ormous disappointment 

and resentment (Refugee and New Migrant Forum 1998b:2). 

Yet, the students are not completely oblivious of the difficulties ahead and they reapse that it will 

be harder and take them longer than a Kiwi student to complete their tertiary education. One student 

thinks that large classes at university will make individual attention and asking questions harder to 

accomplish. Some of them perceive Polytechnic as easier and are planning to go to there prior to or instead 

of university. The students feel limited by their ability in English language and a twenty-year-old who wants 

to be a doctor knows that he is not yet ready to start university and is improving his English first: 

Like me, I couid have enroiied iast year, but I decided to stay. The teacher, teacher say 

'You could go' but I know what I, how the grades at school are hard, so what is the 

university going to be like? 

By resisting the pressure to enrol at university prematurely, this boy refuses to taste failure before he is 

ready to succeed. Other students understand that their limited English might require compromise in their 

occupational choices. A nineteen-year-old girl tells that: 

.... I like computer programming but I think it is too hard for me, I lik_e programming, but 

I don't know, but maybe it's too hard .... Yeah, I like programming, but it's quite hard 

English .... 

Many students are considering ~udying for qualifications that minimise the need for advanced English, such 

as computing, engineering and accounting. However, teachers note that despite giving them advice to the 

contrary, some students have chosen subjects that do not follow a cohesive career path and will cut them 

off from doing what they want. Harker (1984:118) claims that it is common for sub-dominant group 

students to make wrong option choices which lead to educational and occupational dead ends, even when 

they have managed to resist social closure and to attain some academic success. This is because they lack 

experience of the educational culture, knowledge of which makes many of these decisions second-nature. 
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Teacher Perceptions of Somali Ability: Realism or Pessimism? 

Castles et al {1986:42;47) note that In Australia there is considerable evidence of a 

"disproportionately high level of educational aspiration on the part of parents and offspring from Non

English-Speaking-Backgrounds", which is not matched by achievement. This suggests that the teachers In 

this study may be correct In their perceptions. Many of them wish for an increase in vocational guidance 

that could assess more 'realistic' career options for NESB students, but partlcularly Somali and other refugee 

students, so that they do not just drop out of school. Teachers indicate that they admire their students' 

desire for tertiary education but know that they cannot compete with Kiwi students~ho have had a solid 

school career. They suggest that a member of the refugee community, who would understand the 

students' aspirations and frustrations, could provide vocational guidance, However, the ESOL lecturer I 

spoke to notes that few people from refugee communities are able to detach themselves In this way. 

Vocational training may be the most suitable option for some students but it is also possible that 

teachers are again explaining behaviour through dispositional characteristics. Jones (1991:147) found that 

teachers usually attribute differences in achievement between Pakeha and Pacific Island students to 

'intelligence'. Based on this attribution, teachers actively encourage Pacific Island students to lower their 

educational and occupational sights. This is achieved by carefully informing students that they have little 

chance of 'success' and should, therefore, reduce their expectations to a more 'realistic' level (Jones 

1991:170), While the situation of Somali students is clearly _different, in that they have gaps in their 

education and are so new to the English language, it is troubling that the aspirations of Somali students are 

also being collectively labelled 'unrealistic'. 

Driver and Beltran (1998:34) provide a similar argument, emphasising that the expectations of 

teachers are an important factor in determining the academic success of refugee adolescents. If students 

are not expected to do well, teachers may not push them to their full potential or offer them the assistance 

they need. Thus, again teachers act as a kind of gatekeeper to knowledge and academic success through 

social closure. Teachers - in combination with other aspects of the educational Institution - subconsciously 

try to reduce the competitive capacity of refugee students for scarce qualifications. Expecting little of these 

students and acting accordingly is not intentional, but results from a situation where teachers, who do not 

have adequate training, knowledge, funding or time, must make decisions that have real life effects on 

students. Refugee students can resist social closure and succeed educationally but this requires them to 

adopt the tools of learning valued by the educational culture, often at the expense of their own cultural 

understandings. 
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ALIENATION FROM SCHOOL 

The ways in which the educational culture and structures alienate Somali students from school are 

numerous. The inflexibility of institutional structures, teacher attitudes/expectations and interaction with 

other students are examples by which Somali learn that they are not welcome at school. Some students 

will resist social closure but for others the resistance required just to stay in school is too great. The 

students, parents and resettlement workers I interviewed suggest that many Somali adolescents are at 

serious risk of long-term economic disadvantage due to their regular truancy or_...because of their high 

potential for dropping out of school completely. This fact is a serious indication that schools are not coping 

well with the cultural diversity of Somali and that the students are having considerable difficulty fitting into 

the New Zealand education system. It also emphasises that results, rather than motivations and intentions, 

are the only relevant way to assess the effects that systemic biases have within institutions. 

TRUANCY 

Liev's (1989:230) model outlining the common causes of adaptational stress at the institutional 

levei suggests that when there is a lack of awareness about the needs of a particular group by an 

institution, the group's members will withdraw their support from it. This is due to the alienation that they 

experience. Students, parents, teachers and resettlement workers state that many Somali frequently 

'withdraw their support' from educational institutions through truancy. This is a common problem, although 

absences are often because of religious or family reasons and most schools do not record this as truancy. 

More disturbing are the smaller numbers of truants who absent themselves because they are bored in class 

or because they find school too difficult. This seems to be an issue for boys in particular. Girls have less 

opportunity to wander because they are supposed to be either at home or school and their absences tend 

to be for family reasons. Students and parents suggest that truants are likely to have experienced long 

breaks in education and be those most severely affected by inappropriate and premature mainstreaming. 

However, one principal states that it is important to note that refugees as a group do not seem to truant 

more than other groups of students in the school. 

Research overseas shows that withdrawal in class, truancy and dropping out of school are common 

amongst immigrant students (see Ashworth 1982:78-79) and refugees (see Green 1989:128). Local studies 

indicate that Maori and Pacific Island students are the most likely to truant in New Zealand (see Donn, 

Bennie and Kerslake 1991:5; MacDonald 1991:210). This suggests that when education addresses only the 

interests and needs of the dominant culture, students of minority ethnic ·groups o~en feel alienated. 
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Truancy is one way that such students can express their frustration and confusion. Donn, Bennie and 

Kerslake (1991:46) indicate that the school 'ethos' or culture is a crucial factor in truancy. If this is 

unfriendly or threatening to the home culture of students and they feel powerless to change this situation, ' 

they will take themselves out of such an environment. 

Inappropriate and premature mainstreaming are just two examples of the 'unfriendly' nature of 

Christchurch schools, whose systemic biases allow only the interests and norms of the dominant culture to 

be represented. The students who resist the exclusion of their culture from school through truancy, 

however, meet the expectations often expressed by teachers and 'prove' their predictions of failure correct. 

Teachers may not even be aware of Somali student unhappiness within the school environment. Lyon's 

(1992:31-37) study of adjustment problems in Cambodian secondary school students indicates a major 

discrepancy between the students level of (un)happiness and teacher-peer perceptions of it, mainly because 

it is culturally inappropriate for Cambodians to discuss their problems or express sadness. Only one of the 

teachers mentioned the emotional state of her Somali students, and she perceived all of them to be very 

happy. It is likely that when students are unjustifiably absent teachers tend to blame their 'lack of 

discipline' or 'motivation', rather than a sense of alienation. 

DROPPING OUT AND YOUTH EMPLOYMENT 

Truancy amongst Somali students is a serious issue because it is likely to affect their long-term 

futures. Absenteeism is one predicator of low status occupations, less stable career patterns and greater 

unemployment, even after the common traits of truants - a disadvantaged background and low attainment 

- are accounted for (Hibbet, Fogelman and Manor (1990:33-34). Thus, the disadvantages faced by refugee 

students who stay at school are multiplied for those who absent themselves on a regular basis. Parents and 

teachers are concerned that Somali students find school so difficult that they either remain there but never 

achieve any official qualifications or give up and drop out of school. A Somali mother who refers to Somali 

adolescents as "losers", obviously believes that they have little future in New Zealand. 

A seventeen-year-old .boy emphasises that students are dropping out because of the difficulties 

they have in adapting to school in New Zealand: 

.... I mean guys the same age as us, they just, looking for a job and you tell them 'Why 

you don't go to school?' and they say, 'Very hard, very hard'. 

Even those who remain at school tend to just or almost pass School Certificate subjects and often leave with 

no qualifications. According to Hopkinson's (1996: 11-12) study of Christchyrch Somali, some students are 
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dropping out of secondary school to register as unemployed so that they can qualify for Pasefika Education 

and Employment Training Organisation (PEETO) courses, which are vocationally based and specifically 

targeted at refugees. This suggests that secondary schools are not meeting the needs of Somali students: 

PEETO, in contrast, places great value on the home language and cultural background of the students. 

One teacher comments that it is hard for Somali students to get to a level where they have choices 

about their future. Many are starting off so late in terms of literacy learning that they have little chance of 

achieving the high standard of literacy New Zealand society requires of its citizen~. Although she reminds 

her refugee students to work hard because they are "competing with New Zealanders", she does not really 

believe they will be able to catch up. Teachers fear that such a situation will result in most of the students 

perceiving no future except "life on the dole". This prediction may be accurate for Castles et al (1986:40a), 

who studied patterns of disadvantage in overseas-born Australians and their children, found that education 

is extremely important in determining success in the labour market. Without a solid education with relevant 

qualifications, immigrant youth have a high chance of unemployment. 

A tack of qualifications is not the only indicator of unemployment that young Somali embody. 

Youth unemployment is more likely when an individual comes from a lower socio-economic background -

particularly if there is unemployment in the family - and from a large family (Blakers 1990:85-87). A survey 

of employer expectations of young employees in New Zealand indicates that the fundamental skills 

employers require are basic literacy and numeracy, interpersonal skills and work readiness (McQueen 

1992:10). Similar expectations are required in Australia, but are more specifically linked to qualifications, 

presentation, written expression and legible writing (Blakers 1990:58-59). Clearly, Somali students stand at 

a huge disadvantage in meeting these expectations, particularly when in competition with native born New 

Zealanders. 

Hence, it is not inappropriate to suggest that without specific assistance which enab,les them to 

gain the qualifications and skills required by employers, Somali students have little chance of achieving their 

goals. Recent research links unemployment with mental health problems in adolescents (Doornenbal 

1998:2). My sponsor predicts a. situation whereby Somali refugees will suffer "intergenerational poverty", for 

today's students will experience a similar level of hardship in New Zealand as their parents are currently 

enduring. The Director of PEETO also indicates that the frustrations of Somali may result in violent 

outcomes. He claims that Somali youth may easily become Christchurch's gang problem of the future if they 

are not encouraged into employment or tertiary training (Iosefa 1998b:1). 
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THE PRACTICES OF EXCLUSION 

This seventh chapter has demonstrated that the New Zealand educational culture discourages 

Somali students from competing with others through systemic biases that privilege the culture of dominant 

group members. Although the students believe that they are getting a good education, institutional barriers 

act to restrict the school experience of refugees or exclude them from it altogether. There have been 

limited attempts In some schools to be Inclusive of Somali by creating specfal classes or providing prayer 

rooms. Yet, these moves have done little to threaten the entrenched institutiQrlal barriers evident in 

education. ESOL students are thus treated as 'deviant' and continue to be segregated academically from the 

mainstream. Inadequate funding and policy has resulted in premature and Inappropriate mainstreaming, 

while large classes and poor resources make it difficult for Soman students to compete with their peers. 

Within the classroom, Interaction between Somali students, teachers and Kiwi students frequently 

excludes Soman from educational success. As the gatekeepers to knowledge, teachers can alienate 

students from the educational culture through their attitudes and behaviour. Teachers unconsciously 

Indicate that the attributes of the educational culture are considered 'natural' and any deviation from this is 

'abnormal'. Hence, when Somali students transgress the behaviour expected within the educational culture, 

due to their lack of familiarity with it, the teachers I Interviewed attribute such behaviour to dispositional 

characteristics. This highlights their lack of understanding about the life circumstances or the culturally 

specific motivations behind Somali conduct. By assuming that such students have low intelligence or are 

lazy, some teachers actively try to lower their educational and occupational sights into more 'realistic' 

subject and career options (see Jones 1991:170). A lack of inclusion of Somali culture and needs at either 

the institutional or classroom level communicates to Somali students that they do not belong In the 
•, . 

educational setting. Thus, Somali students are beginning to realise that their own culture is of no value in 

education, situating them uncomfortably between the extremes of giving up or giving In. 

Real institutional and classroom inclusion of sub-dominant cultural norms and values would not 

only threaten teacher security, but also that of dominant group students, parents and educational staff. 

Teachers have already experienced resistance and censure for the differential treatment of Somali students. 

For example, dominant group students resisted school acceptance of Somali girls being allowed to wear 

mufti because school uniforms were not adequately modest, seeing this as a case of unfair, preferential 

treatment. In times of limited funding and scarce resources, teachers believe that to 'give in' to refugees -

such as providing them with the one-on-one instruction they desire - other NESB or dominant group 

students must 'give up' something. Yet, by treating all students equally, regardless of cultural and ethnic 



133 

differences, teachers act as an effective filter in reproducing systemic biases and the processes of 

dominance within our society (Harker 1984:118). This situation is not inevitable. The next chapter deals 

with the ways In which improvement can be made both for Somali students and their schools. 



8 
RECOMMENDATIONS 
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This study is politically motivated, in that I wish to document the experiences of Somali 

adolescents at school so problematic issues can be identified and resolved. In addressing my third research 

question, this chapter examines the improvements that would enhance the adaptational process of Somali 

students and enable schools to be more inclusive of Somali culture and needs. Somali students, parents 

and educators were asked to offer suggestions for improvement in the interviews that I conducted. Just as 

Lyon (1992:57) found in his study of Cambodian refugees, there is little overlap in the responses gained 

from differing groups of participants, but together they provide a powerful cocktail for potential change. 

The students display difficulty imagining what might improve their educational experience. 

Arriving in New Zealand with few expectations, they accept school as they find it and show surprise at my 

suggestion that it could be altered. Somali parents have greater insight and are able to go beyond the 

individual situation to generalise across Somali communities but the recommendations that they and the 

students offer are mainly short-term and specific to the Somali situation. Teachers are more familiar with 

policy and practices utilised outside of New Zealand and have many suggestions for improvement. 

However, they regard the majority of these as 'ideals' that hold the potential to make a real difference but 

are unlikely to eventuate. Their recommendations most often involve the wider Non-English-Speaking 

Background (NESB) student group, rather than just Somali. 

Obviously not all of the suggestions offered by students, parents and educators are viable or 

compatible within the current New Zealand context. I have selected some to present as research 

recommendations, which are identified by an additional, highlighted statement of support. These 

recommendations have been chosen both for their ability to meet the immediate and urgent needs of 

Somali students at school, as well as the long-term requirements of refugee students in general. I have 

attempted to be 'realistic' by considering which improvements might be successfully implemented in the 

present context. It is important to note that a recent document produced by the Education Sub-Group of 

the Refugee and New Migrant Forum (O'Connor 1998b) makes similar suggestions concerning provision for 
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refugee needs. As the members of this group are experienced education professionals who have worked 

with refugees for many years, this parallel adds further weight to the suggestions made. Nevertheless, it Is 

clear that the recommendations present a significant challenge to central government, as well as the' 

schools and teachers who provide educational services to Somali students. 

SHORT - TERM IMPROVEMENTS 

By 'short-term improvements' I refer to changes that can be made ,@_pidly to improve the 

educational experience of Somali students who are currently at school. Such improvements focus 

specifically on the needs of Somali students. 

PROFESSIONAL DEVELOPMENT FOR IN-SERVICE EDUCATORS 

Somali students state that teachers, particularly those in the mainstream, lack knowledge about 

their background and teachers verify this claim. All educators, not only English-as-a-Second-Language 

(ESOL) teachers, should be provided with information about refugee needs, Somali culture and the Islam 

religion, via written documentation and on-going professional development seminars. The School Advisor 

for New Settlers and Multicultural Education recommends that the 'Learning through Language' programme, 

which gives mainstream teachers techniques to develop language skills through the curriculum, should also 

be compulsory for all teachers. In Christchurch only ten schools in 1998 received this training and five 

more are to be targeted in 1999. In addition, the School Advisor promotes strengthening the relationship 

between ESOL and mainstream teachers, so both can learn to help each other concerning issues related to 

refugees. The position that she holds and those like it across the country need to be maintained for this to 

be achieved. 

I believe that professional development for educators should be based on cultural safety, a 

concept that has developed out of the training of nurses in New Zealand. As service providers to a wide 

variety of cultural groups, teachers should be open minded and flexible in their attitudes towards people 

who are different from themselves and avoid blaming the victims of historical and social processes for their 

current plight. Teachers need to examine the biases, realities and attitudes that they bring to their teaching 

practice (Ramsden 1995:9). Thus, teachers would be encouraged to assume that their attitudes and 

behaviour are 'exotic', rather than 'normal' to students. Cultural safety in education would go beyond 

cultural awareness by offering students the power to determine if they feel safe in the educational context, 

no matter how culturally aware their teachers may consider themselves (Ramsden 1995:8). In this way, 
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dominant group teachers who are unable to gain indepth knowledge of each ethnic group they teach can 

still acknowledge that their way of thinking and acting reflects their own cultural background and 

positioning of power. I see increased awareness and knowledge within educators as the key to their' 

acceptance of and support for any other improvements to the school experience of Somali students. 

Research Recommendation #1: Information about refugee needs, Somali culture and the Muslim 
religion should ~e published and distributed to educators around New Zealand. Professional 
development courses dealing with Somali and refugee issues, as well as teaching the concept of 
cultural safety, should ideally be compulsory for teachers at all levels. 

INCREASED LIASON BETWEEN SOMALI FAMILIES AND SCHOOLS 

It is clear that both schools and Somali families would benefit from increased, positive liaison with 

each other, as there is considerable misunderstanding between Somali and educators. One teacher 

believes that regular Somali parent-school meetings should be established and used to discuss the needs of 

students, the expectations of parents and the school's role and organisation. However, educators do not 

have the time to coordinate this increased contact and language difficulties make interpreters necessary. 

The same teacher suggests that Refugee Resettlement Support (RRS) may be able to facilitate such a 

process of consultation. RRS might also be useful in helping to establish a protocol for contacting parents, 

perhaps by suggesting a nominated interpreter whom schools can call in the first instance. 

Furthermore, Somali parents should be encouraged to take part in school activities on a regular 

basis. While International Nights or Days are a good way of promoting cultural diversity, they are merely 

cultural tourism, reinforcing the idea of culture as exotic and outside standard school structures (Griffiths 

1995:43-45). The presence of Somali parents in normalised situations, such as at sports days or helping in 

the library, may act to diminish this 'othered' understanding of Somali culture. One Head of ESOL also 

suggests that if Somali parents came to sit with their children in class on a routine basis, Somali students 

might feel more motivated to study hard and parents would learn more about New Zealand schools. 

Increased communication between Somali and schools would certainly aid the awareness of educators. 

However, it is possible that educators may resist the need for increased communication without first gaining 

more knowledge of Somali. 

Research Recommendation #2: A regular parent-school forum should be established with the aid 
of Refugee Resettlement Support to enhance liaison between the Somali and school communities. 
This forum could be used to discuss the ways in which Somali parents may better included within 
school activities. 
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REINSTATEMENT OF DISCRETIONARY FUNDING FOR THE INTENSIVE ENGLISH 
CENTRE 

The Intensive English Centre is a valuable asset to Christchurch, with one school principal 

describing it as "crucial, absolutely crucial". A Somali boy notes that the basic survival information provided 

by the Centre when he first arrived was particularly beneficial. The ability of the Intensive teachers to 

monitor students in all subject areas is also regarded as a positive feature. Partial mainstreaming appears 

to work well at the Centre because the ESOL teachers have been able to liaise with mainstream teachers 

and keep an eye on student progress. Syme's (1995:19;23-26) study comparing Asian immigrant students 

in Christchurch and Auckland found that, while there was little difference in terms of English language 

development, Christchurch students from Intensive classes appeared happier and more secure than 

mainstreamed Auckland students. It is possible that the Intensive class helps students to overcome culture 

shock, making integration into the mainstream less of a problem. Self-esteem may be enhanced due to the 

solidarity gained from being with other students in the same situation, particularly if they are from the same 

ethnic group. It is also interesting to point out that the criticism often made of intensive programmes - that 

they inhibit interaction with host country students - was invalid in Syme's (1995:27) study, as Auckland 

students had no more success at making Kiwi friends than those in Christchurch. 

In stating that Intensive classes should continue, teachers note that funding is still required for 

other schools who provide ESOL support within the mainstream. They also stress that the Centre is not 

without flaws. An ESOL lecturer is angry that demand for the Centre's classes often forces students 

through the three levels of instruction and out into the mainstream within a few months, even if they are 

not linguistically or academically ready. These sudden transitions from ESOL to mainstream were noted as 

problematic in chapter six. In addition, classes at the Centre are not designed to cater for students who 

have low literacy in their own language and little experience of education. 

Nevertheless, students and teachers agree that the Centre best meets the needs of refugee 

students at present. In mid-1998 the Ministry of Education ceased the discretionary funding that paid for 

the transportation of Somali students to the Centre, compelling many families to send their children to a 

local school with little ESOL support. Such funding is allocated only for a few months when a large group of 

refugee students arrive in Christchurch at one time. In addition, the Ministry no longer resources the 

school's Somali teacher aide and this position is currently under review. Clearly, continued discretionary 

funding for both arrangements is required to address the continuing, long-term needs of Somali and other 

refugee students in the education system. 
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Research Recommendation #3: Discretionary funding for the Intensive English Centre should be 
reinstated so that refugee students · can continue to have a real choice in opting for the 
educational agency which best suits their needs. 

SUBJECT SUPPORT FOR SOMALI STUDENTS 

In the past, large groups of refugees arriving in the Christchurch at one time have also been 

offered short-term orientation programmes, funded by the Ministry of Education and run by the Intensive 

English Centre and resettlement agencies. The Centre and two other schools 'have at different times 

organised targeted classes and found them very successful. One ESOL teacher-'Who was involved in a 

Somali orientation class notes: "Last year there were [no problems] .... They were in their own class, I 

could deal with their needs, very directly, it was the perfect situation". However, due to having only a 

small number of Somali students, the schools found it hard to justify the cost of a dedicated teacher and 

the classes lasted for only one or two school terms. Somali students were then placed into regular ESOL or 

mainstream classes. 

Some teachers, the three parents I spoke to and a small number of students believe that such 

courses should be maintained over a longer period of time. Students would be able to gain not only the 

linguistic knowledge they require for successful mainstreaming, but also the academic and conceptual 

knowledge with which so many are having difficulty. An ESOL/Technology teacher states that this would 

remove a number of obstacles that inhibit student learning and adaptation: 

You are always going to have language as a barrier to learning English, but by adding 

all those other barriers, the .... interaction skills, the simply accepting that we work in 

groups at school here ... having a different book for everything ... if you could do even 

a three-month or six-month course that taught students how to organise their work, 

how to highlight key words .... 

The proponents of such classes believe that the specific cultural and learning needs of Somali students can 

be met only through targeted ,instruction for Somali. Yet, one ESOL teacher suggests that it is not only for 

the sake of Somali students that classes of this kind are crucial: 

I personally believe that it is up to the government to say, that this is a unique group 

of people .... to identify that this [New Zealand] culture is so foreign to these people, 

that the background they have is so vastly different to our own .... because we are 

disadvantaging the students who are already at school by having to spend so much 

time, managing these kids. 
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It appears, therefore, that targeted classes would be beneficial to all parties and would constitute an active 

inclusion of Somali needs within the institutional structures of Christchurch schools. 

However, most of the Somali students do not consider a targeted course necessary for them at 

this stage of their school careers. They would prefer more specialised support in all school subjects. The 

students cannot understand the discrepancy that "you get help with English, but you don't get help with 

your Maths and Science", particularly when they find the latter subjects more difficult than ESOL. This is 

because they are unfamiliar with the complicated, subject-specific language and k~owledge required, even 

when they demonstrate a high level of communicative ability in the English language. 
"-'--. 

One school provides refugee students with in-class support from a teacher aide (who is neither 

trained in ESOL nor bilingual) in Mathematics and Science classes once a week. The students who have 

benefited from this scheme find it very useful but add that they also need extra support outside of class, 

where they often realise that they do not understand their school work. Some students already atten.d 

lunch time study sessions run by Mathematics or Science teachers but believe that assistance in all subjects 

would be beneficial, even if it were only an hour or two a week. Parents agree that Somali students need 

this assistance, as a father notes: 

.... they don't even know how to study, it's such a difference, they need to know 

something, I don't know, that better than they give. Special teachers, special help. 

However, a Somali mother suggests that lunch time is not suitable for such instruction. She 

believes that many students miss the lunch time classes because they require a break from study and a 

chance to relax with their friends during the day. An eighteen-year-old boy agrees that "your mind needs 

rest" at lunch time. The mother believes that after-school classes, like those successfully run by Refugee 

Resettlement Support (RRS), would be the best solution. The funding that RRS has gained for this venture 

is short-term only, while the need is a continuing one. She and the students believe the classes should be 

located in and coordinated by the schools, so that they can follow the regular school curriculum. Ministry of 

Education funding for this would need to be additional to that already allocated and targeted to meet the 

particular needs of so·mali. 

The eighteen-year-old male who disliked the lunch time classes prefers the option of one-on-one 

after-school tuition at home. He states that home-based support is essential because when he does not 

understand his homework he has no one to ask for assistance: 



Yeah, that would be useful! If I had learned the language of this thing, that would be 

really helpful and first, get a teacher, whatever is hard for you, whatever is Maths or 

something like that, if I got a tutor and just go over it at night every time that would be 

much easier. 
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The majority of Somali families cannot afford the cost of a private tutor, so this support would have to be 

free of charge. The Christchurch Community ESOL Tutors programme, which provides free home tutors for 

refugee and immigrants, does not include school students within its sphere. 7:he trained and funded 

'mentors' that provide homework and academic help for NESB students in Auckland might prove suitable as 

a model. 

Research Recommendation #4: Additional subject support should be provided for Somali students 
through after-school classes. These could be conducted at secondary schools by tutors who are 
able to liaise with the students' regular teachers, ensuring that relevant academic and 
conceptual knowledge is learned. 

PEER TUTORING 

The Somali students I interviewed have no formal experience of peer tutoring but respond 

enthusiastically to this concept. A sixteen-year-old girl believes that this would work best by pairing each 

Somali student with a Kiwi peer in the classroom. A similar situation has already proved supportive 

informally: 

I sit in my Science class with this really intelligent girl, she's quite good at Science, and 

she always helps me around. It's good to sit with somebody who's clever than you. 

It has been noted that schools have no formal system for the exchange of cultural information. While peer 

tutoring schemes explicitly aim to enhance the academic adaptation of refugee students, they can also 

provide an opportunity for cultural exchange. Having a peer tutor could be highly beneficial for Somali 

students, as they would have a regular opportunity to interact positively with Kiwi students. 

Local research offers evidence of this fact. Lyon (1992:153) found that a 'buddy system' helped 

academic adaptation, but was less effective in enhancing cultural adaptation. However, Glynn's (1992:15) 

refugee participants, who were encouraged to interact with New Zealand students by being paired with a 

study partner in the classroom, showed signs of improvement in adapting culturally. According to Chai 

(1990:4-24), there is also considerable international data indicating the success of peer tutoring in relation 

to refugee adaptation. I believe such a scheme could additionally raise the awareness of Kiwi students to 

Somali, their culture and the difficulties that they have in school. It is hoped that this would encourage 
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greater tolerance towards Somali students and lessen resistance when schools attempt to be institutionally 

inclusive of Somali needs. 

Research Recommendation #5: A regular peer tutoring scheme should be organised at secondary 
schools to encourage positive interaction between Somali (and possibly other refugee) students 
and their Kiwi peers. 

VOCATIONAL GUIDANCE 

There is a need for a bilingual vocational guidance counsellor to bridge the lines of communication 

between teachers and parents about the hopes Somali students have for the future. This counsellor would 

be able to provide information to parents concerning the difficulties that Somali students may face in trying 

to gain qualifications and achieve their goals of tertiary education. The School Advisor notes that this 

knowledge might help to reduce the anger and frustration Somali students feel when they do not achieve 

their goals. It might also lessen the likelihood of Somali students giving up and dropping out school without 

making an informed transition into the workplace or further training. 

LONG-TERM IMPROVEMENTS 

Many of the improvements that would aid Somali student adaptation to school cannot be 

accomplished quickly. Some suggestions offered, particularly by teachers, require decisions made at the 

national level and years of planning and piloting. This does not mean that the proposals should be ignored, 

for they are crucial to the long-term prosperity of Somali and other refugees in New Zealand. Rather, 

central government should continue to be lobbied on the increasing urgency for such improvements. 

IMPROVED POLicY SPECIFIC TO REFUGEE AND NESB STUDENTS 

Educators state that they lack a nationwide policy which can guide them in their responsibilities to 

refugee and other NESB stud~nts. Only one ESOL teacher is sceptical about an increase in policy. She 

believes that this might produce more confusion, paperwork and stress for teachers, who are already in a 

"massive information overload". Despite this possibility, the other educators favour policy tailored 

specifically to meet refugee and NESB student needs. They claim that any guiding parameters would be an 

improvement on the current situation, whereby they are continually "reinventing the wheel" on an individual 

basis. 
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A national policy would be inevitably general to incorporate the differing needs and issues that 

schools encounter. Educators realise this fact, yet still believe that such policy would enhance uniformity in 

the educational services offered to NESB students so that their quality would depend less on a school's 

decile rating or the attributes of particular principals and Board of Trustees. The teachers I spoke to note 

the importance of long-term policy through which they can gain a sense of stability and continuity. They 

consider the funding procedure introduced in 1998 as short-term, in that there is guaranteed funding for 

only three years. In the long-term, they believe New Zealand requires a national P?licy on languages and a 

school curriculum specifically for ESOL students. 

National Languages Policy 

In 1987 Australia introduced a National Languages policy which encourages bilingualism and ·the 

maintenance of minority group languages (Castles 1992:556). Under this policy, all new refugees are 

entitled to 610 hours free ESOL tuition (Aitinkaya 1998:4) and in New South Wales, for example, all 

students in their first year of high school are provided with 100 hours of study in their home language 

(Iredale 1997:248). The educators I spoke to were emphatic that New Zealand should establish a similar 

National Languages policy. This would set out the needs of different ethnic groups and identify ways in 

which these could be met. The policy would also outline programmes to maintain ethnic first languages, 

which currently take place outside school hours, receive no State funding and are consequently run on a 

very small scale (New Zealand Council for Educational Research 1987:115). Guidelines for the establishment 

of a national interpreting and translation service would need to be included, making possible the provision 

of interpreters in schools. 

ESOL teachers believe that would enjoy greater job security and the provision of ESOL 

programmes would be more stable if the National Languages policy allocated new immigrants a set number 

of hours for ESOL instruction and if funding for this were guaranteed long-term. While the policy would 

explicitly focus on language, Waite (1992b:10), who authored a discussion document on the National 

Languages policy, emphasises that it would also meet a variety of other NESB student needs. Language, he 

claims, can: 

... empower students to deal with their world with confidence, to use their oral skills to 

develop and maintain their identity, to establish relationships with other people, to learn 

about the world, gain information and advice, to inform and advise others, to participate 

in recreational activities and to appreciate their own and others' cultural heritage. 
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Tan (1995:119) stresses that cultural and ethnic language learning can also reduce the intergenerational 

conflict and language barriers between some refugee adolescents and adults. Clearly, a policy such as this 

would have beneficial effects for the Somali students attempting to fit In at school and would offer· 

educational institutions ways In which to be inclusive of cultural diversity. 

However, despite the fact that New Zealand has agreed to uphold its citizens' community 

languages under Article 27 of the International Law International Convenant on Civil and Political Rights 

(Waite 1992a:14), a National Languages policy has not yet been formulated. E~OL teachers nationwide 

have spent over ten years lobbying for such a policy and in a 1987 briefing paper to the Incoming Minister 

of Education, the former Departm.ent of Education (1987:6) considered the establishment of a National 

language policy to be one of most urgent tasks of that time. Although the Waite (1992a&b) report was 

commissioned by the Ministry of Education, an ESOL Lecturer states: "That report has become, I call 1t a 

doorstop .... there Isn't any policy on anything. Okay? We are still groping around, saying we need a 

language policy". She concedes that the policy may need to concentrate on only one or two ethnic groups 

to begin with and that it will take a long time to cover all those represented in New Zealand. Yet~ she 

believes this would be an improvement upon what exists at the moment, which is "just a lot of talk". The 

frustration that educators feel over this Issue is evident. 

Research Recommendation #6: Lobbying for a National Languages Policy must continue. This 
policy should include measures to address the specific needs of refugees by allocating refugees a 
greater number of hours for free ESOL instruction than other new immigrants. 

ESOL Curriculum 

The teachers I interviewed also desire a comprehensive, national curriculum for the teaching and 

learning of ESOL. At present, ESOL comes under the English in the New Zealand Curriculum_ (Ministry of 

Education 1994) framework. The meagre statement made there about ESOL offers neither guidance as to 

what should be taught and how, nor detail on the qualifications that can be achieved by studying ESOL. 

The different levels of ability ,set out concentrate only on communication skills in language, rather than 

academic competence. Discussion in chapter six highlighted this as one reason why Somali students are 

often prematurely mainstreamed. Unit standards are currently in draft for ESOL students above Sixth Form 

level, but younger NESB students are ignored. Yet, they also find it very difficult to achieve the standards 

established in the regular English curriculum. 

Clearly, the lack of detail on ESOL within the general English curriculum limits the New Zealand 

Curriculum Framework (Ministry of Education 1993:6) goal stating that "the individual student is at the 
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centre of all teaching and learning". When there is no curriculum specific to NESB students, ESOL teachers 

each have to individually plan their own curriculum. While theoretically allowing the needs of particular 

NESB students to be addressed classroom-by-classroom, my research indicates that this is difficult to 

achieve because of time and funding constraints, a lack of appropriate knowledge held by teachers and an 

educational culture that does not welcome the differential treatment of students, All of the teachers I 

interviewed believe an ESOL curriculum would be beneficial, removing much of the "guess work" out of 

teaching and assessment. By establishing ESOL as a subject worthy of a curriq1lum in its own right, it 

might also enhance the status of ESOL programmes and the teachers who commoQl,Y complain that ESOL is 

viewed as a second-class 'add-on'. 

Research Recommendation #7: A curriculum should be introduced at all levels of learning which 
specifically addresses the needs of new ESOL learners and provides guidelines as to how ESOL 
should be taught. 

Counselling 

My sponsor and a small number of educators note that assistance for Somali students needs to go 

beyond their language needs. For example, it appears that some students are having emotional difficulties 

due to past or present traumatic circumstances. The 1989 Education Act (New Zealand Government 

1996:39) states that school principals are responsible for ensuring students receive "good guidance and 

counselling". All schools have at least one designated school counsellor and teachers are able to refer 

Somali students directly to this person. However, the school counsellor I interviewed emphasises that she 

and her colleagues are also ignorant about Somali needs and cultures. This makes even the initiation of 

counselling problematic, particularly when Somali are unused to support of this kind coming from outside of 

their family. Specialist Education Services (SES) are able to provide behaviour managemen~ assistance, 

specialist educational therapies and counselling for more serious cases, including refugee students who 

have been severely traumatised in the past. Yet, SES are oversubscribed and charge fees for their 

assistance. The need for vocational guidance that Is sensitive to Somali and other refugee student 

circumstances and desires has already been mentioned. 

LONG-TERM, ADEQUATE FUNDING 

Fourteen schools in New Zealand, chosen for their 'good practices' In relation to NESB students by 

Kennedy and Dewar (1997:7), were unanimous in claiming that more support is necessary for NESB 

students to· succeed in the New Zealand education system. Insufficient government allocated resources 
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were said to be placing severe restrictions on the capabilities of schools to meet NESB needs (Kennedy and 

Dewar 1997:2). The new funding procedure described in chapter three was the Ministry's attempt to 

alleviate this situation, yet the teachers I spoke to still consider insufficient funding an issue for complaint. 

Teachers would like to see an increase in the amount given for each student so that the funding can be 

used to employ ESOL and bilingual teachers, teacher aides and interpreters for NESB students. 

They also wish for funding that more realistically reflects the length of time it takes to gain the 

academic and conceptual knowledge required for senior level school. Teachers ~ate that once students 

reach a basic level of conversational English they are no longer eligible for funding, yet they still require 

ESOL assistance. Many of the teachers are "green with envy" of the system in Australia, whereby each 

NESB student is allocated free ESOL instruction for a set number of hours. However, one Head of ESOL 

suggests that the funding needs to be individualised, so that it can be maintained until a student gains 

academic fluency. She adds that a comprehensive, independent assessment could be completed once a 

year, to determine if funding should continue. This would provide more stability in terms of job security, for 

teachers note that as long as funding remains tied to the number of eligible students at each school, they 

have no protection from unreliable funding. Until the National Languages policy is developed, NESB funding 

should certainly be more reliable and more realistic regarding the amount of time it takes to learn a new 

language. 

It is interesting to note that only two students mention extra funding as providing potential 

benefits for Somali students. They envisage that this would allow for smaller classes in which they would 

be able to receive increased individual or small group attention. It is unlikely that students are aware of the 

funding procedures for NESB and refugee students and that schools often find it difficult to adequately 

resource ESOL and other school programmes. In fact, one student notes that he was surprised and pleased 

to find that ESOL was free in New Zealand, as students were charged for language tuition in ~omalia and 

transit countries. 

Research Recommendation #8: Increased, long-term funding for refugee and NESS students is 
required. The extra grant for quota refugee students should be extended to refugees who have 
immigrated to New Zealand under asylum· and family reunification criteria and should be available 
to all refugee students for three years. 

REFUGEE ORIENT A TION CENTRE 

Most students and teachers believe that there needs to be a true orientation programme for all 

refugee students. This is envisaged as a kind of "halfway house". Refugee students would be supported as 

they deal with the trauma of the refugee experience and of losing family members, while also undergoing 
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an assessment of the level and type of education they have received previously. In addition, refugee 

students would be given information about everyday life in New Zealand and taught the concepts of 

learning upon which the New Zealand education system is based. Instruction in the English language would 

include subject-specific language and knowledge. Counselling services and vocational guidance would also 

be available. 

Most of the teachers I interviewed stress that the needs of refugees should be met before they 

enter mainstream classrooms. An ESOL/Technology teacher describes how this mig~t be accomplished: 

If they are coming straight into secondary school you would want them to be arriving 

here having done more than one course - maybe it's going to take two years - having 

met some minimum requirement of communication skills, behavioural skills, learning 

skills, and vocabulary is a huge one .... Then when they arrive here, they are able to fit 

into secondary school - not be a Kiwi student, because we're all different - but to have 

those things which will enable them to survive here in a positive way. Rather than 

making secondary school a negative experience from Day One. 

Many educators agree with this teacher's statement, particularly in relation to set criteria being met before 

refugee students could move into a regular secondary school. Such criteria would focus not only on English 

linguistic knowledge, but also academic, conceptual and organisational skills. A Head of ESOL suggests that 

once students have reached this level, they should be mainstreamed gradually, beginning with only an hour 

or two each day. Thus, students would be exposed to regular secondary school life before they had to 

survive in that environment. While I believe that the Refugee Orientation Centre would work most 

successfully as an extension of the Intensive English Centre, collaboration with Pasefika Education and 

Employment Training Organisation (PEETO) would be highly beneficial. Although the latter currently deals 

with adult students, the staff there have considerable experience dealing with refugee issues and are 

knowledgeable of Somali needs and culture. The Education Sub-Committee of the Refugee and New 

Migrant Forum promotes the concept of a 'One Stop Shop' where all local resettlement agencies could 

together meet the needs of refugees and immigrants of any age (O'Connor 1998b:10). If such a place 

were instituted, it might well incorporate the ideas for the Refugee Orientation Centre suggested by my 

participants. 

Research Recommendation #9: A Refugee Orientation Centre should be established, 
collaboratively run by the Intensive English Centre and PEETO. 
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LACK OF SUIT ABLE RESOURCES 

Schools state that there is a scarcity of resources suitable for Somali adolescents. The availability 

of Somali-English dictionaries In New Zealand is a major issue. Some teachers have asked students with 

relatives in the United States to send dictionaries, because they are virtually Impossible to obtain in this 

country. Finding other resources in Somali is even more difficult, for Somalia does not produce language 

material to learn English. Due to the limited availability of such resources, teachers suggest that it may be 

more appropriate to produce materials and resources locally. These would be bilingual or at least reflect 

Somali life in New Zealand. 

PARTNERSHIP TEACHING 

A small number of students and teachers suggest that NESB students who have initially attended 

the Intensive English Centre should be placed in a mainstream class where partnership teaching Is 

practised. Thus, a teacher concentrating on the curriculum content and another attending to NESB student 

language needs would share the teaching of a class together. Teachers indicate that ideally the latter 

would be a bilingual teacher who could provide subject support and mentorsh!p. Somaii students disagree, 

preferring an ESOL teacher to take this position. This situation is considered to be a "dream world" by 

teachers and they cannot imagine a time where there would be enough funding to seriously attempt 

partnership teaching In New Zealand. 

BILINGUAL TEACHERS 

Teachers believe that if bilingual teachers were trained in New Zealand they might successfully 

support refugee students, for they would understand both the language and the experiences of s_tudents. It 

is difficult to accurately predict the success of bilingual teachers in New Zealand due to their scarcity. An 

external review commissioned by the Ministry of Education (Gubbay and Cogill 1988:6) recommends that 

bilingual teachers need not qe required to have formal linguistic-based paper qualifications. The knowledge 

and expertise gained from the experience of being a refugee or immigrant and a native speaker are viewed 

as equivalent qualifications. Christchurch teachers stress, however, that bilingual teachers will be unable to 

fully assist the students if they have not been trained in the conceptual, pedagogical and curricular 

knowledge required for the New Zealand context. They do recognise that current regulations, which require 

bilingual teachers to be registered teachers and have ESOL qualifications, are particularly strict and question 

whether these could be relaxed to encourage more bilingual teachers to train. Interestingly, Somali 
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students are adamantly against bilingual teachers and aides. The students feel that they would supply 

answers and difficult words in Somali, making school "too easy". 

PROFESSIONAL TRAINING FOR PRE-SERVICE EDUCATORS 

The College of Education in Christchurch offers a brief, optional course which deals with 

multicultural, immigrant and refugee issues. The ESOL Lecturer I interviewed states that, unlike other 

Colleges of Education in New Zealand, the Christchurch establishment does not require secondary school 

teacher trainees to complete this course and she would like it to become compulsoryJQr all new teachers. I 

believe, however, that such issues should not be dealt with as an 'add-on' subject but considered central to 

all training that student teachers receive. A distinction should be made between the requirements of 

refugees and of other immigrant students and ESOL teachers make it clear that their training needs to go 

beyond promoting 'communicative' learning. Thus, they should also know how to aid student learning of 

academic language and conceptual knowledge, as well as conversational English. It would be beneficial if 

secondary school ESOL teachers were trained to teach basic literacy, so that refugees with a broken 

education do not have to rely on luck to find a teacher who has this skill. However, if the Refugee 

Orientation Centre were established this suggestion would be less urgent. 

Research Recommendation #10: Refugee issues should be included within the compulsory training 
of teachers. 

REFUGEE AND IMMIGRATION AND RESETTLEMENT POLICY 

Many of the educators and all of the Somali parents state that real improvement will not be made 

· in the lives of Somali students unless change also occurs outside of the education system. They suggest 

that there needs to be far greater consultation between the governmental agencies that accept refugees 

into New Zealand and the non-governmental agencies that support their resettlement. For example, 

· teachers commonly find that central government, through the New Zealand Immigration Service (NZIS), 

has provided refugees and other immigrants with inadequate or inaccurate information about life in this 

country, particularly in relation to the education system. This creates frustration for both refugees and 

teachers. 

All those who spoke about immigration and resettlement issues were critical of New Zealand's lack 

of a nationwide, State-funded resettlement policy and programme. The course offered to quota refugees at 

the Mangere Refugee Reception Centre is considered to be woefully insufficient. The ESOL lecturer I 

interviewed has been involved in refugee advocacy for many years and strongly believes that fewer 
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refugees should be accepted under the quota system and funding saved from this should be invested into a 

comprehensive resettlement programme. She states: 

Even if we only bring in one hundred, but we do it well, so that they now become full

fledged citizens of New Zealand, we can look up to the rest of the world and say, 'Look, I 

didn't bring many but look what I did with them'. 

This is preferable, the ESOL lecturer indicates, to placing another 750 refugees on the "rubbish heap". 

However, she does note that her position on this issue differs considerably from that of refugee families. 

She suggests that, while they are disillusioned about the Jack of central government support, resettled 

refugees still wish for friends and family remaining in camps or home countries to be accepted into New 

Zealand. Thus, they would resist any proposal to further reduce the quota. 

A completely State-run resettlement programme is unlikely in the present political and economic 

climate. However, specific central government policy relating to refugee resettlement, which takes into 

account the rights and freedoms guaranteed in the United Nations Convention, is vital. A nationally based 

coordinating agency would provide a sense of cohesion in resettlement across the country and establish a 

protocol for regular, long-term funding which would enable non-governmental resettlement agencies to 

continue their present work without wasting valuable time on fundraising. A formal tracking system could 

then be implemented to monitor the progress of refugees, providing more detail of their needs and 

circumstances after they have arrived in New Zealand (Altinkaya 1998:4). O'Connor (1998b:5) suggests 

that a working party be established to advise central government on such a policy, for it would need to 

emerge from consultation between non-governmental agencies, government departments and the United 

Nations High Commissioner for Refugees representative in New Zealand. The ways in which government 

departments, for instance Work and Income New Zealand, would be expected to meet their refugee client 

needs should also be included in this policy. 

Research Recommendation #11: A nation-wide policy on refugee resettlement should be 
established with adequate funding provided so that the real needs of refugees can be met. 

THE CHALLENGE 

By allowing my participants to state their own opinions about how the experience of Somali 

students at school might be improved, this chapter has offered students, parents and educators the voice of 

authority. I believe that those at the 'coal-face' are best able to provide solutions for the problematic issues 
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they encounter each day and have consequently based my recommendations on their comments. In 

general, Somali students and parents have suggested improvements that can be adopted quickly, such as 

peer tutoring, professional development training for educators and subject support for Somali students. · 

The suggestions for long-term improvement, in particular the formulation of policy and the establishment of 

a Refugee Orientation Centre, come mainly from teachers. 

Although I have selected only the improvements most urgently required, central government and 

educational institutions are likely to consider these unrealistic. This is not because the changes are 

unnecessary, for the school experience of Somali students would be greatly enhanced through their 

implementation. Rather, frequent underfunding has created a situation whereby competition for scarce 

resources is a daily reality for educational institutions and non-governmental agencies. The primacy of 

biculturalism over multiculturalism makes it easy to argue that Somali are only a small and relatively recent 

group whose needs must wait in line behind other ethnic minorities, particularly Maori. Finally, the 

recommendations made here represent a major challenge to the dominant discourses in this country, which 

continue to be successfully defended through the systemic biases evident in our national institutions. 
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It is clear that both Somali students and schools are in a process of adaptation resulting from the 

intercultural struggle that is occurring in Christchurch schools. Several themes have emerged from 

discussion relating to this argument and they are drawn together in this final chapter. First, I address my 

fourth research question, which asked whether Somali adolescents can be considered an exemplar for 

refugee adolescents as a whole. I conclude that Somali students do share many characteristics with 

refugees in general and that similar factors enhance or diminish their educational adaptation. However, i~ is 

noted that the variables of adolescence, gender, religion and socio-economic status appear to be important 

influences upon the Somali student educational adaptation. This chapter also focuses on the ambiguity 

over equity issues that is evident in teacher attitudes and actions and, I believe, results from the anomalous 

positioning of teachers within a multitude of competing policy discourses. In addition, a final discussion 

concerning systemic bias and ethnocultural hegemony considers the extent to which they are evident in 

Christchurch schools. To complete this study I revisit the four research questions set out in the introduction 

and summarise the findings of each pivotal area of inquiry. 

SOMALI STUDENTS AS AN EXEMPLAR FOR REFUGEE ADOLESCENTS 

This research originally intended to cover refugee students from a variety of ethnic groups. 

Although the focus narrowed to concentrate upon Somali students, it is still possible to consider this group 

as an exemplar for refugee students as a whole. Throughout chapters six and seven I have noted many 

similarities between Somali and the refugees represented in the literature. The general factors that chapter 

four indicated as major influences in the educational adaptation of refugees - the previous education, home 

environment, cultural background of refugees· and issues relating to the institutional and classroom context 

of schools - are evident in the Somali experience. In this way, it is possible to consider the information 

gathered from this study as useful in understanding the experiences of refugees in general. 

Nevertheless, the refugee literature also notes that, while there are many common characteristics 

affecting the adaptational processes of refugees, other variables play an important part in determining the 

exact nature of individual experiences. This study has concentrated on one _of those variables by focusing 
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on adolescents who, the literature states, find adaptation particularly difficult. There is evidence that this is 

the case for Somali students, especially those who have arrived in New Zealand in late adolescence, but 

· they do not fit all of the characteristics outlined as typical for refugees of this age. In addition, although· 

gender, religion and socio-economic status receive little attention in the literature, these attributes appear 

to be significant variables in Somali student adaptation. It is thus possible to generalise that individual 

factors affect the Somali adaptational process, just as they influence the adjustment of other refugees. 

However, when such personal or group attributes are taken into account, there are.differences between the 

Somali experience and the refugee literature in general. This may reflect the fact that most of the literature _,...,. 

Is based on the experiences of Southeast Asian refugees, emphasising the importance of recognising 

cultural background as a significant variable in the adaptation process. 

ADOLESCENCE 

Nguyen (1989:73) suggests that adolescents find the adaptation process especially difficult, due to 

their developmental stage, the intergenerational conflict they commonly experience and their increased 

chance of marginalisation. These particular difficulties are not clear cut in the case of Somali adolescents, 

but there is some indication that they do find educational adaptation more problematic than their younger 

counterparts. In assessing the developmental stage of adolescence, Ho (1995:30) stresses the importance 

of adolescents retaining a sense of group identity with their family and home culture, while also developing 

a personal identity. The Somali students I interviewed appear to maintain a strong group identity, being 

well-integrated into their families and the Somali communities. Most of their friends are Somali and virtually 

all of their spare time is spent with family or other Somali people. The girls wear the modest clothing 

deemed appropriate by their religion and the boys attend the Mosque each week. The students identify 

strongly with Somali religious and cultural beliefs of their own accord, rather than just in obedi~nce to their 

parents' wishes. Maintaining a group identity does not appear to be problematic for these students. 

There is some evidence that a small number of other Somali adolescents have greater difficulty 

and are involved in practices. deemed inappropriate by their communities, such as drinking alcohol. In 

addition, students, teachers and resettlement workers share the belief that when younger Somali reach 

adolescence they will find it more difficult to identify with their group because they are likely to be less 

integrated into Somali life. This correlates with Thien and Malapert's (1988:268) view that adolescents have 

an advantage over younger children when forming their identity, because they usually have specific 

memories of their home country. However, while some of the younger students I interviewed do not 

remember a great deal about Somalia, all express an overwhelming desire to return there, suggesting that 
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strong ties to their home country are still evident. They are emphatic that they do not feel like New 

Zealanders. 

Perhaps as a result of their continuing identification with Somali as a group, the students 

interviewed for this study do not find intergenerational conflict a major issue. Rosenthal (1984:73) states 

that those who try to reject their home culture are more likely to experience intergenerational conflict. 

Anecdotal reports appear to support this hypothesis, for students, teachers and my sponsor tell of cases 

whereby Somali students have ignored the prohibitions of Islam and created con!iiderable conflict within 

their families. Thus, girls who have adopted Western dress and both male and female Somali who have 

taken up smoking or drinking alcohol have experienced the intergenerational conflict discussed in the 

literature. The students that I have spoken to, however, find this less of an issue than those that they 

describe. As mentioned in chapter six, this may be due to the deference that Somali children are expected 

to show to their parents, which results in differences of opinion being rare or at least not discussed in 

public. 

The literature also suggests that adolescents have an enhanced chance of being marginalised from 

both their home culture and that of their host society. It is impossible to determine from this small study 

whether Somali adolescents as a whole are marginalised. While those who are regular truants or have 

dropped out of school may be considered such, I did not talk to any of these students myself. The 

conceptualisation of school as a site of intercultural struggle indicates that the Somali and New Zealand 

cultures are in direct confrontation. The educational culture rewards assimilation to the norms, priorities 

and ways of learning upon which it is based and Somali students have complied to some of these demands 

for conformity to avoid social closure from qualifications and future occupational aspirations. Yet, they 

strongly resist relinquishing their own cultural identity and continue to be well-integrated into the religious 

and cultural aspects of the Somali communities. 

Despite this resistance to assimilation, I do not believe that Somali students have accomplished 

Berry's (1988:101-102) most favoured outcome, integration. They experience considerable discomfort as 

they try to play off the conflicting requirements of their own culture and the educational culture. They 

cannot said to be what Cordell (1994:64) calls 'boundary spanners', individuals who are able to move 

between cultures easily. Many are having great difficulty adapting educationally, even as they comply with 

aspects of the educational culture. Hence, although most Somali students are staying at school, attending 

a~er-school classes and participating in national examinations and procedures, they do not achieve 

according to the educational culture's definition of success. To continue working through the adaptational 

outcomes that Berry {1988:101-102) outlines, it is also impossible to consider-Somali students as separated, 
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for while they are unwilling to relinquish key aspects of their culture, they do not reject that which they find 

in New Zealand schools. It is recognised that a familiarity with the educational culture is a necessary tool 

for achieving their educational goals. Hence, Somali students are neither marginalised, integrated,· 

separated, nor assimilated. They appear to be positioned rather uncomfortably and perhaps a little 

precariously between two different worldviews, yet situated there nonetheless. Only time will tell if this 

leads to integration in the future. 

This study has involved adolescent refugees alone, so it is difficult to mak~ any conclusions about 

the relative ease or dis-ease with which they adapt in comparison to other age _groups. However, my 

sample of Somali students did include two younger girls who started their education in New Zealand at 

primary school. There is a notable difference between their attitudes and those of older Somali students. 

Although the younger girls do admit to some difficulties at school, they are quite dismissive of these and·do 

not consider them a major problem. Both girls were interviewed with their eighteen-year-old sisters. 

Listening to the younger and older students in each interview, it became clear that the latter are 

experiencing considerably more difficulty at school, regardless of the fact that they have been in New 

Zealand the same length of time and come from similar backgrounds due to their familial relationship. It is 

difficult to generaiise from just two cases and it must be remembered that one of the Somali mothers 

describes a boy who started school in New Zealand at age eighteen as the most successful Somali student 

she knows. While other variables are clearly involved, there is some indication that Somali students who 

begin school in New Zealand at the primary school level may have fewer problems fitting in than those who 

begin at the secondary level. 

GENDER 

Refugee literature tends to no more than briefly mention gender differences in relation to 

educational adaptation. Consequently, I did not anticipate that gender would be a significant variable in 

this research and was surprised to find that it appears to have a strong effect on the adaptational process 

of Somali. As Muslim custom r~quires girls to lead more restricted lives and practice greater obedience than 

boys, the former appear to be studying harder and spending more time in school. Although the girls are 

not achieving great success, simply being in school enhances their likelihood of educational adaptation, 

particularly in the academic sphere. However, Somali girls find it difficult to interact with Kiwi students, 

both male and female, and to participate in certain aspects of school, such as sport. This appears to affect 

their cultural adaptation. The modest clothing that the girls wear acts as a marker of the cultural disparity 

between Somali and Kiwi students and is a barrier to positive interaction. Jheir voluntary exclusion from 
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sporting activities in coeducational schools and camps emphasises the division between Somali girls and 

their non-Somali peers. 

Boys on the other hand, are able to interact with Kiwi students more readily and have adopted' 

sport and other aspects of the educational culture in New Zealand without difficulty. They wear Western 

clothes and are not monitored as closely as the girls. Consequently, they have greater freedom to interact 

with Kiwi peers without the external markers of Somali culture acting as a boundary. Nevertheless, these 

facts result in Somali boys having more opportunity to reject their home culture, e~hancing the probability 

of cultural confusion and intergenerational conflict. Boys also appear more inclined to behave in an anti

social manner, truant and drop out of school. The greater contact they have had with the New Zealand 

culture might, therefore, diminish the chance of successful educational adaptation for Somali boys. Thus, 

the gender variable may be considered a double-edged sword. 

RELIGION 

The Islamic faith is a major aspect of the Somali students' cultural script and has a profound effect 

on their ability to adapt to school in New Zealand. Throughout this thesis I have included religion as part of 

the Somali culture, yet in many vvays Islam is Somali culture, foi it dominates the roles, rituals and rites of 

Somali people. With the exception of Beaglehole's (1990) work on Jewish refugees, the literature tends to 

offer only a passing mention of the religious beliefs of refugees. In the case of Somali students, religion is 

a key variable in their adaptational process. Rituals of prayer disrupt academic instruction and assessment. 

Islam also sets many physical, moral and social boundaries that make it hard for Somali to fit in at school 

and embrace opportunities that education in New Zealand affords them. Gendered differences in 

adaptation, described above, reflect the roles that Islam prescribes for men and women. Caplan, Choy and 

Whitmore (1992:22) and Walker-Moffat (1995:113) indicate that the educational adaptation of refugee 

students may be enhanced by egalitarian gender roles within the home environment. The relatively 

traditional roles that Somali follow may, therefore, constrain student adjustment. 

Yet, at times being Muslim enhances the adaptation process of these students. Their religion 

encourages a great respect for teachers and parents and discourages actions that would bring shame upon 

their family. These facts may enhance the likelihood of Somali students studying hard and following the 

advice their elders offer regarding education. The lives of Somali students are more closely monitored than 

those of their Kiwi counterparts and they appear to be heavily involved in familial and religious activities. 

This strong group identity makes it difficult for many Somali students to drop out of school or get into 

serious trouble. The Islamic belief that suffering is inevitable may encour9ge students to persevere with 
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school, even in light of continued failure and difficulty. It is impossible, therefore, to assess the impact of 

religion upon Somali student adaptation as solely negative or positive. Rather, it Is an o~en ambiguous but 

exceedingly important variable in the Somali school experience. 

SOCIO-ECONOMIC STATUS 

This research did not ask for details of the past or present socio-economic status of Somali 

participants but it soon became clear from the comments made that most are from middle-to-upper class, 

well-educated, urban-professional backgrounds. Without a comparative group of Somali who are working

class, less educated and rural, it is difficult to make any definite conclusions of the importance of previous 

socio-economic status on the adaptation of Somali students. However, the disjuncture between the past 

and present socio-economic statuses of the students I interviewed does appear to be both a positive and 

negative factor in their adaptation. Having high educational and occupational aspirations and well-educated 

parents who provide a supportive study environment may enhance the likelihood for this group of Somali 

students to succeed educationally, despite their present circumstances. In this way Bourdieu's (1974:41-

42) understanding of the 'cultural capital' found in the middle-classes may be relevant across ethnic 

boundaries. The frustration that they and their parents feei at the drop in status they have endured as a 

result of the refugee and resettlement experience might also provide resolve to overcome the obstacles that 

the these students face. However, the same frustration may result in adaptation being more difficult to 

achieve due to feelings of resentment and depression. 

The most important aspect of the socio-economic status variable relates to the current poverty in 

which most Somali refugees in Christchurch live. The Ministry of Education (1998a) states that poverty is a 

major factor in placing all students 'at-risk' of educational failure. A lack of money affects the adaptation of 

Somali students, both directly and indirectly. At times school fees and course expenses cannot be paid and 

some parents work long hours, resulting in little time to support their children's education. Poverty also 

results in poor quality housing, which may not be conducive to study, and health problems. Thus, the 

current low socio-economic status of Somali refugees combines with the many other factors relating to the 

refugee experience and Somali culture to significantly affect the ability of Somali students to fit in at school. 

It is likely that this - along with gender and religion variables - is also the case with other refugees. 
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THE AMBIGUITY OF EQUITY 

It was noted in chapter five that education policy statements often use the concepts of 'equality of 

opportunity' and 'equity' interchangeably. This confusion is reflected in the beliefs of the educators who 

took part in this study. When asked how Somali students may best be assisted in adapting to school, 

educators provide suggestions that are based on the differential treatment of Somali. Yet, further analysis 

suggests that they do not always intend these recommendations to produce equal outcomes for Somali 

students, but rather minimise the 'negative' effects Somali students may have on non,,.Somali. For example, 

when one school segregated Somali from other English-as-a-Second-Language (ESOL) students, this was 

initiated not only to target their specific needs but also to reduce the 'disturbance' Somali students were 

said to be creating for the others. In addition, some teachers actively resist the notion of equity, 

particularly those who refuse to concede that refugees have different needs in comparison to other 

immigrant students. 

I believe that the ambiguity teachers demonstrate over equity issues results from their anomalous 

positioning. They are confused by the often contradictory policy discourses that each claim education as 

bicultural and multicultural, a commodity and a public good, a provider of equal opportunity and equity. In 

focusing on the latter, teachers are employed to interpret and implement policies that offer little explanation 

of the difference between equal opportunity and equity. When policy does suggest that students may need 

to be treated differentially to achieve equal outcomes, teachers have not been prepared practically or 

ideologically for such shifts in policy and the resources with which they are expected to achieve them are 

inadequate for the task. The new funding procedure for Non-English-Speaking Background (NESS) 

students is a good example. It usually takes considerably longer than three years for students to achieve 

academic-level linguistkability, so schools must meet the costs of a student's ESOL needs long' after their 

eligibility for funding is complete. Teachers also lack guidance as to how equal outcomes might be 

achieved. There are only two School Advisors for New Settlers and Multicultural Education in the South 

Island, with one based in Christchurch. The _School Advisor I spoke to suggests that by next year these 

positions may no longer exist and teachers will be stranded without professional support on immigrant and 

refugee issues. 

As the Ministry of Education moves towards making schools increasingly autonomous institutions, 

support and information of this kind is diminishing. Thus, the interpretation of policy relating to equal 

opportunity and equity is left up to individual schools. As service providers, the Ministry and schools should, 

in the interests of improving service, be responsible for identifying barriers-and work toward eliminating 
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them (see Ramsden 1995:6). Instead, tough decisions are being made as to who benefits from the scarce 

resources available in schools. The New Zealand socio-political climate encourages blcultural initiatives to 

be treated as a priority and, if a presumption can be made from the bilingual signs and Maori carvings that· 

adorn their buildings, the schools I visited reflect this emphasis. At other times, the nee-liberal agenda 

demands that resources be allocated where positive 'outcomes' are most probable. Of course, multiply 

disadvantaged refugees are unlikely to fit within this category, especially when their needs can not be 

generalised to the majority of students (see Boston et al 1996:13). 

The educational structures within which teachers work also tend to resist notions of equity. ESOL 

programmes are considered to be a second-class stop-gap rather than an important and permanent part of 

schools. This suggests to all those involved that acknowledging the differing needs of NESB students is not 

a long-term goal. Teachers have Indicated that even when equity is taken Into account, the educational 

structures do not know how to cope with multiple differential needs. Thus, because language Is considered 

to be the primary need of Somali students they are placed in ESOL and their cultural, adaptational and 

special needs are frequently ignored. That equal opportunity remains as the prevailing premise of NESB 

education In New Zealand is obvious when Somali and other refugee students are placed into the 

mainstream as quickly as possible, without their lack of academic, general and conceptual knowledge being 

addressed. 

Inflexible structures reflect the systemic biases prevalent In New Zealand schools. These 

foreground conformity to the dominant culture's norms, rather than consideration of the differing academic 

and cultural needs of its students. This is partially because there appears to be a fundamental contradiction 

between attempts to be Inclusive of ethnic minority groups within our educational institutions based on 

differential, customised treatment and the concept of mass education. It is clear that the highly varied 

needs of minority ethnic groups challenge the notion of an educational system to which all ci~lzens have 

equal rights. Thus, even the institutional inclusion of one minority ethnic group - Maori - into New Zealand 

education has yet to be fully achieved (see Boston et al 1996:10-11). 

Chapter's six and sevei:i have highlighted that those whom the educational culture reflects actively 

resist non-conformity. The refusal of some teachers to recognise the distinction between refugee and other 

NESB students is a key example of this resistance. It Is easier for teachers to blame Somali student actions 

upon dispositional traits than to understand their cultural background and refugee experience, for such 

knowledge would challenge the accepted opinion that equal opportunity is adequate to meet all student 

needs. Kiwi students, who are probably unaware of debates about equal opportunity and equity issues, 

have also risen to defend the status quo. They have reacted negatively towards the differential treatment 
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of Somali students, objecting to the fact that some Somali students are not required to wear school uniform 

and are given extra attention by teachers. They consider themselves discriminated against if all students 

are not treated In the same way. Thus, teachers are reminded that the educational culture does not· 

approve of treating difference equitably because this challenges the systemic biases evident In schools and 

the reproduction of ethnocultural hegemony in New Zealand. 

SYSTEMIC BIAS AND ETHNOCUL TURAL HEGEMONY 

Chapter's six and seven offered several instances In which schools appear to be reproducing 

systemic biases apparent in education. Somali students represent a direct challenge to the supremacy of 

dominant discourses in the educational culture. Their clothing, religion, language and behaviour emphasise 

that Somali are culturally distinct from the dominant culture in New Zealand. Consequently, many teachers 

and Kiwi students appear to find cross-cultural Interaction threatening, due to the disruption of taken-for

granted assumptions and expectations that this involves. Somali students do not fulfil their expectations of 

what 'normal' students are supposed to know and do. The action~ of teachers and Kiwi students 

subconsciously 'protect' schools and classrooms from 'too much' difference, through subtle and seemingly 

'natural' means. Thus, Somali students are mainstreamed before they have adequate academic knowledge 

and language because this is 'best' for them; teachers retain Friday as the day in which tests are conducted, 

forcing Somali boys to choose between school achievement and their religion; and parent-teacher meetings 

are arranged to Inform parents of their children's 'unrealistic' educational and occupational aspirations. 

It is important to understand that there is no conspiracy amongst dominant group members in 

schools to consciously perpetuate the prevalence of their own cultural values and exclude those who do not 

share these. Although chapter seven discussed the actions of teachers in terms of social closure, I do not 

believe that teachers are aware of their participation in such practices and simply do what is expected of 

them to the best of their abilities. It is the Ignorance of teachers and Kiwi students, combined with 

inflexible institutional structures, vague policy and inadequate funding, that results in their unconscious 

reproduction of an educational culture which reflects only the Interests and cultural goals of the dominant 

group. In a time when resources from the State are becoming more and more scarce, competition between 

schools and students is increasing. Being a readily identifiable group - due to both their culture and skin 

colour - the potential competitiveness that Somali students embody is easily neutralised through their 

exclusion from the discourses of power. 
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It is possible to argue that, as is the nature of hegemony, Somali students do not realise that they 

are in the process of being excluded. They do not expect their culture to be included institutionally within 

the schools. When they cannot understand what is going on in class or fail to pass examinations, they 

blame themselves, the refugee experience or their socio-economic circumstances in New Zealand. By doing 

so, they take responsibility for practices of exclusion that go far beyond the individual and have been 

reproduced historically through the prevalence of the dominant culture in our national institutions. The fact 

that school in New Zealand often represents a vast improvement on what Somali _students left behind in 

war-torn Somalia or refugee camps, reinforces the belief that they should be grateful for what they have ._,_,. 

been 'given'. 

However, Bullivant (1987:2;21) stresses that sub-dominant group members are able to resist social 

closure and that disadvantage in the face of hegemonic practices is not inevitable. Somali students can 

withstand social closure by adopting the goals, norms and tools of learning valued by the educational 

culture. Students may be able to achieve academically if they rapidly develop skills, grasp the way in which 

knowledge is learned in New Zealand, follow the rules for social interaction, organise their school work in 

the prescribed manner and catch up on all of the academic knowledge that they have missed. The paradox 

is that by resisting social closure, Somali students risk marginalisation from their own culture. In failing to 

be inclusive of SomaH needs and beliefs, the educationai culture frequently asks students to choose 

between school success and their own cultural identity (see Gibson 1995:94). Chapter's six and seven 

highlighted situations where Somali students have resisted social closure through conformity and others 

where they have resisted compliance to find themselves excluded from that which the educational culture 

values. Similar situations noted by Walker-Moffat (1995: 131) and Liev (1995: 126) in relation to Southeast 

Asian students who have fallen between cultures in an attempt to adapt, stress that the choice between 

educational success and identity is a real one. 

Yet, there is a choice. In discussing the case of Somali students as an ex~mple of ethnocultural 

hegemony, I offer only one possible reading of the material that I have gained in this research. It is very 

easy when considering hegemony to portray sub-dominant groups as lacking agency. I have purposely 

emphasised the possibility for resistance to hegemonic practices in this thesis because, as Apple and Weis 

(1983:19) note, there is no perfect or permanent form of hegemony. Thus, the intercultural struggle that is 

occurring should not only be considered as a negative attribute, for the tension and resistance that the 

word 'struggle' implies also holds the potential for improvement. 
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FINAL WORDS 

My journey is almost complete. This study began with four questions relating to the experiences 

of Somali refugee adolescents in secondary schools. While small-scale research such as this cannot provide 

conclusive answers, the final section of the thesis revisits the explanations I have provided for the research 

problems set in chapter one. The findings for each question are assessed in turn. 

Somali students do not appear to be adapting well to Christchurch secondary schools. As 

anecdotal reports suggested, they are having considerable difficulty fitting in at school, both academically 

and culturally. Gaps in or a lack of previous education are common and many students exhibit low literacy, 

distinguishing them significantly from other NESB students. Even those who received some education prior 

to their arrival in New Zealand are unfamiliar with the concepts of learning, expectations concerning the 

presentation and organisation of school work, and time-driven schedule of Christchurch schools. Thus, 

students find it difficult to gain and retain the knowledge they need to adapt successfully. The home 

environment of Somali students has also affected their ability to adapt to school. Although many Somali 

parents are well-educated and encourage high educational aspirations in their children, language difficulties 

and inexperience of the New Zealand educational culture make it hard for parents to assist in their 

children's education. The drop in socio-economic status that Somali refugees have experienced in this 

country is another factor that may limit student adaptation, for many families cannot afford to pay for 

course fees, school books or private tuition. Religion appears to be a major component of the Somali 

student cultural background that affects their ability to fit in at school, because it influences their behaviour 

and understandings of life. The students' belief in Islam creates a formidable boundary between 

themselves and their peers and teachers, as well as the educational culture and structures of schools. Yet, 

their religion also instils a respect for parental and teacher authority and this might encourage ada'ptation. 

Schools are having difficulty coping with the academic and cultural challenges that Somali refugee 

adolescents represent. My suspicion that policy statements promoting equity and the inclusion of cultural 

diversity are not being implemented in relation to Somali students appears to be correct. The few examples 

of schools attempting to incorporate the culture of Somali tend to be superficial and short-lived. More 

often, Somali students experience exclusion from the educational culture and the qualifications it values. 

Social closure is performed through everyday practices that appear 'natural' to both those performing them 

and the Somali students they exclude. Many Kiwi students and teachers find the cultural disparity of Somali 

students threatening. Cross-cultural communication often produces negative outcomes because 

expectations of attitudes and behaviour are misunderstood. At times this -results in racism from Kiwi 
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students and anti-social behaviour from Somali. Truancy is a major problem amongst Somali students and 

the future, in terms of school retention and youth unemployment, looks bleak. There are cases of 

resistance to social closure, but such acts often threaten the cultural identity of Somali students. Thus, the 

students are currently placed in a situation where they must choose between giving up or giving in to the 

assimilative demands upon them. 

There are numerous improvements that could be made within the education system to facilitate 

the fitting in process of Somali refugee adolescents and the ability of schools to cop_e with diversity. In the 

short-term, change could be made to assist those students already in mainstream ~~c,ondary schools. This 

would involve extra subject support for Somali students and a peer tutoring scheme. Most importantly, 

educators need to improve their knowledge and understanding of Somali and other refugee student needs. 

In the long-term, a National Languages policy and a curriculum specific to ESOL are required, for these 

would provide teachers with some pedagogical guidelines. They believe this would be highly beneficial for 

both themselves and their students. Funding for ESOL should also reflect the length of time that it takes to 

learn a language and enable schools to assist all ESOL students needing instruction. While the Intensive 

English Centre best suits Somali students needs at present, this should be extended so that a Refugee 

Orientation Centre focusing specifically on the requirements of refugee students can be established. 

Teaching the linguistic, academic, conceptual and organisational knowledge required for entrance into 

mainstream classes at a regular school, the Centre would also provide support for emotional and 

resettlement issues. 

Somali refugee adolescents appear to fit many of the characteristics common to refugees in 

education and may be regarded as an example of refugee adolescents as a whole, with some qualifications. 

It is clear that the factors affecting the adaptation experience of Somali students are similar to other 

refugees at school. Their previous education, home environment and cultural background are the most 

important features of the refugee experience that influence their ability to adapt. Within the school 

environment both institutional and classroom factors affect adaptation. However, as the literature notes, 

other variables can also enhance or diminish the ease at which Somali students fit In at school. Religion, 

gender and socio-economic status are the most prominent in this study. In addition, it is possible that 

Somali adolescents find it more difficult to adapt to school than their younger counterparts. 

Intergenerational conflict, however, is certainly not a major issue for Somali, although it is for refugee 

students as a whole. The refugee literature also suggests that marginalisation is highly likely for refugee 

students but, with the exception of a very small group, this does not appear to be the case for Somali. In 
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fact, they do not completely fit any of the possible outcomes of adaptation that Berry (1988:101-102) 

outlined, but are situated on the borderlines between such categories. 

THE STRUGGLE CONTINUES 

Secondary schools in Christchurch are a site of intercultural struggle. Positioned between the 

conflicting educational cultures of Somalia and New Zealand, Somali students experience considerable 

confusion, misunderstanding and discomfort, for they are often forced to choose between resistance and 

compliance to assimilative processes. Interpersonal friction between Somali students, their teachers and 

Kiwi peers personifies the conflict which has serious consequences upon the ability of Somali students to 

adapt and achieve both academically and culturally. There is also pressure upon educators, school 

administrators and the resources of schools to adapt to Somali needs and culture. Yet, it is important to 

remember that the struggle is larger than cross-cultural interaction between individuals and that it is not 

between equals. Somali students are clearly victims of systemic biases, for the most powerful group within 

society dominates the educational culture and this domination reflects the relationships between groups 

outside of school. The extent to which Somali refugee adolescents still challenge and resist is a testimony 

to their personal and community strengths and indicates that improvement is within the realm of possibility. 



164 

REFERENCES 

Abel, Sue (1997) Shaping the News: Waitangi Day on Television, Auckland: Auckland University Press. 

Alimohamed, Iqbel (1989) 'A Global Perspective on Refugees and Asylum Seekers' in Refugee Resettlement 
and Wellbeing, ed. Max Abbott, Auckland: The Mental Health Foundation of New Zealand, pp.19-27. 

Altinkaya, Judi (1998) Briefing Paper to the Interdepartmental Committee on Refugees -Access to English 
Language Support, presented to the Tripartite Consultation on Refugees Meeting, AUGl<land, 7 October. 

Andrew, Darryl (1985) Southeast Asian Refugees in Dunedin, BA (Hons) thesis, University of Otago. 

Apple, Michael and Lois Weis (1983) 'Ideology and Practice in Schooling: A Political and Conceptual 
Introduction' in Ideology and Practice in Schooling, eds. Michael Apple and Lois Weis, Philadelphia: Temple 
University Press, pp.3-33. 

Argyle, Michael (1983) 'Inter-cultural communication' in Cultures in Contact: Cross-Cultural Interaction, ed. 
Stephen Bochner, Oxford: Pergamon Press, pp.61-79. 

Ashworth, Mary (1982) 'The Cultural Adjustment of Immigrant Children in English Canada' in Uprooting and 
Surviving: Adaptation and Resettlement of Migrant Families and Children, ed. Richard Nann, Dordrecht: 
D.Reidel, pp.78-84. 

Barudy, Jorge (1988) 'The Therapeutic Value of Solidarity and Hope' in Refugees - The Trauma of Exile: 
The Humanitarian Role of Red Cross and Red Crescent, ed. Diana Miserez, Dorprecht, Netherlands: 
Martinus Nijhoff Publishers, pp.135-152. 

Basch, Linda, Nina Glick Schiller and Cristina Szanton Blanc (1994) Nations Unbound: Transnational 
Projects, Postcolonial Predicaments, and Deterritoria/ized Nation-States, Langhorne, Pennsylvania: Gordeon 
and Breach. 

Baskett, Pat (1995) 'New life buys new struggles' in New Zealand Herald, 28 July, pp.3:8. 

Bassett, Ian (1983) 'Education for a Multi-Cultural Society: Meaning and Myths' in Learning and Teaching in 
Multicultural Settings, Auckland: Auckland Teacher's College Research Committee, pp.1-14. 

Beaglehole, Ann (1990) Facing the Past: Looking Back at Refugee Childhood in New Zealand, Wellington: · 
Allen and Unwin. 

Bell, Daphne (1998) Ethnic New Zealand: Towards Cultural Understanding, Hamilton: New Settlers Focus 
Group. 

Berry, John (1988) 'Acculturation and Psychological Adaptation among Refugees' in Refugees - The Trauma 
of Exile: The Humanitarian Role of Red Cross and Red Crescent, ed. Diana Miserez, Dorprecht, Netherlands: 
Martinus Nijhoff Publishers, pp. 97-110. 

Berry, John, Uichol Kim, and Pawel Boski (1988) 'Psychological Acculturation of Immigrants' in Cross
Cultural Adaptation: Current Approaches, eds. Young Yun Kim and William Gudykunst, Newbury Park: Sage, 
pp.62-89. 

Binzegger, Anton (1980) New Zealand's Policy on Refugees, Wellington: New Zealand Institute of Internal 
Affairs. 

Bishop, Russell (1996) Collaborative Research Stories: Whakawhanaungatanga, Palmerston North: 
Dunmore. 



165 

Blakers, Catherine (1990) Youth and Society: The Two Transitions: A Review of Australian Research on 
Young People in Work and Education, Hawthorn, Victoria: Australian Council for Educational Research. 

Bochner, Stephen (1983) 'The social psychology of cross-cultural relations' in Cultures in Contact: Cross
Cultural Interaction, ed. Stephen Bochner, Oxford: Pergamon Press, pp.5-44. · 

Boston, Jonathon, John Martin, June Pallot, Pat Walsh (1996) Public Management: The New Zealand Model, 
Auckland: Oxford University Press. 

Bourdieu, Pierre (1974) 'The school as a conservative force: scholastic and cultural inequalities' in 
Contemporary Research in the Sociology of Education, ed. John Eggleston, London: Methuen, pp.32-46. 

Bradford, Max (1997a online) Ministerial Press Release, 13 June: 
http://www.executive.govt.nz/minister/bradford/mbn0107.htm. 

Bradford, Max (1997b online) Ministerial Press Release, i July: 
http://www.executive.govt.nz/minister /bradford/mbn0167 .htm. 

Brightwell, Kathryn (1996) Sponsorship and refugee resettlement: the Somali experience, MA thesis, 
University of Waikato. 

Brooking, Tom and Roberto Rabel (1995) 'Neither British Nor Polynesian: A Brief History of New Zealand's 
Other Immigrants' in Immigration and National Identity in New Zealand, ed. Stuart Greif, Palmerston North: 
Dunmore, pp.23-49. 

Bullivant, Brian (1987) The Ethnic Encounter in the Secondary School: Ethnocultural Reproduction and 
Resistance; Theory and Case Studies, London: The Falmer Press. 

Campbell, Gordon {1995) 'Heartsick in New Zealand' in New Zealand Listener 147, 14 January, pp.26-30. 

Caplan, Nathan, Marcella Choy and John Whitmore (1992) 'Indochinese Refugee Families and Academic 
Achievement' in Scientific American, February, pp.18-24. 

Castles, Stephen, Donald Lewis, Michael Morrissey and James Black (1986) Patterns of Disadvantage Among 
the Overseas Born and Their Children, Centre for Multicultural Studies, Wollongong: University of 
Wollongong. 

Castles, Stephen (1992) 'The Australian model of immigration and multiculturalism' in International 
Migration Review26 (2), pp.549-567. 

Chai, Constance (1990) Bilingual peer tutoring, MA thesis, University of Auckland. 

Cochrane, Nola, Anne Lee and Pamela Lees (1993) 'Refugee Students With No Previous Schooling' in Many 
Voices: Journal of New Settlers and Multicultural Education Issues 5, May, pp.18-19. 

Codd, John, Richard Harker and Roy Nash (1990) 'Introduction: Education, Politics and the Economic Crisis' 
in Political Issues in New Zealand Education, Second Edition, Palmerston North: Dunmore, pp.7-21. 

Cordell, Karin (1994) 'An Analysis of Cultural Difference and Social Conflict: The Role of Multicultural 
Education' in International Journal of Group Tensions 24 (1), pp.47-68. 

Corey, Kathleen, Mango Pfleger and Else Hamayan (1988) 'A Whole Language Programme for Refugee 
Children' in New Settlers and Multicultural Education Issues 5 (1), pp.10-15. 

Crosland, Julie (1991) Cultural Uprooting and Barriers to Resettlement: The Experience of Cambodian 
Refugee Women in Wellington, MA thesis, Victoria University. 

Cummins, Jim (1986) 'Empowering Minority Students: A Framework of Intervention' in Harvard Educational 
Rev1ew56 (1), pp.18-36. 

Cummins, Jim and Merrill Swain (1986) Bilingualism in Education: Aspects oftheofYt research and practice, 
London: Longman. 



166 

Cummins, Jim (1988) 'From multicultural to anti-racist education: An analysis of programmes and policies in 
Ontario' in Minority Education: From Shame to Struggle, eds. Jim Cummins and Tore Skutnabb-Kangas, 
Clevedon: Multilingual Matters Ltd, pp.125-157. 

D'Aeth, Lucy (1998) Briefing Paper to the Interdepartmental Committee on Refugees, presented to the 
Tripartite Consultation on Refugees Meeting, Auckland, 7 October. 

Denholm, .Nikki (1997) 'Female Genital Mutilation' in New Zealand College of Midwives Journal 17, October, 
pp.5-16. 

Department of Education (1987) Briefing Papers Provided to Rt Hon. David Lange, Minister of Education, 
August 1987: Current Issues, Wellington: Department of Education. 

Department of Education (1988) Tomorrow's Schools: The Reform of Education· Administration in New 
Zealand, Wellington: Department of Education. 

Department of Internal Affairs (1996) High Hopes: A Survey of Qualifications, Training and Employment 
Issues for Recent Immigrants in New Zealand, Ethnic Affairs Service Information Series No. 2, Local 
Government and Community Services, Wellington: Department of Internal Affairs. 

Department of Labour (1986) Refugees- Twenty-Five Questions and Answers, Leaflet No.23, New Zealand 
Immigration Division, Wellington: Department of Labour. 

Donn, Mary, Ngalre Bennie and Jacqui Kerslake (1991) Who's not here .... ? Working towards keeping 
'absentee students' at school, Research and Statistics Division, Wellington: Ministry of Education. 

Doornenbal, Stacey (1998) 'Joblessness-mental health link established in study' in The Christchurch Star, 18 
November, pp.2. 

Driver, Cathryn and Ruth Beltran (1998) 'Impact of refugee trauma on children's occupatlonal role as school 
students' in Australian Occupational Therapy Journal 45, pp.23-38. 

Duncan, Claire (1992) 'Refugee Resettlement in New Zealand' in Social Work Review 5 (1-2), pp.36-38. 

Eckermann, Ailne-Katrin (1994) One Classroom, Many Cultures: Teaching Strategies for Culturally Different 
Children, St. Leonard's: Allen and Unwin. 

Education Review Office (1994) Good New Zealand Schools, National Education Evaluation Reports, no.4, 
Winter, Wellington: Education Review Office. 

Education Review Office (1995) Barriers to Learning, National Education Evaluation Reports, no.9, Winter, 
Wellington: Educational Review Office. 

Eisenbruch, Maurice (1990) 'The Physical and Mental Wellbeing of the Inda-Chinese Community In Australia' 
in New Settlers and Multicultural Education Issues 7 (2), pp.11-18. · 

Eth, S. and Pynoos, R. (1985) 'Developmental perspective on psychic trauma in childhood' in Trauma and its 
wake: The study and treatment of PTSD, ed. C. Figley, New York: Brunner/Maze! Publishers, pp.36-52. 

Etter-Lewis, Gwendolyn (1996) 'Introduction' in Unrelated Kin: Race and Gender in Women's Personal 
Narratives, eds. Gwendolyn Etter-Le~is and Michele Foster, New York and London: Routledge, pp.1-12. 

Farmer, Ruth and Abdul Hafeez (1989) 'The Contribution and Needs of Southeast Asian Refugees in New 
Zealand' in Refugee Resettlement and Wellbeing, ed. Max Abbott, Auckland: The Mental Health Foundation 
of New Zealand, pp.161-198. 

Field, Simon (1985) Resettling Refugees: The Lessons of Research, Home Office Research Study 87, 
London: Her Majesty's Stationery Office. 

Fielding, Nigel (1995) 'Qualitative Interviewing' in Researching Social Life, ed. Nigel Gilbert, London: Sage, 
pp.135-153. 

Fleras, Augie and Jean Leonard Elliott (1996) Unequal Relations: An Introduction to Race, Ethnic and 
Aboriginal Dynamics in Canada, Second Edition, Scarborough, Ontario: Prentice-Hall Canada, 



167 

Fleras, Augie (1998) 'Communicating Together With Our Differences' in Police, Race and Ethnicity: A Guide 
for Law Enforcement Officers, eds. Brian Cryderman, Chris O'Toole and Augie Fleras, Third Edition, Toronto: 
Butterworths, pp.59-85. 

Gibson, Margaret (1995) 'Additive Acculturation as a Strategy for School Improvement' in California's 
Immigrant Children: Theory, Research, and Implications for Educational Policy, ed. Diana Miserez, Center 
for U.S - Mexican Studies, San Diego: University of California, pp.77-105. 

Glynn, Vin (1992) 'Peer Tutoring Bilingual Children in a Cooperative Learning Classroom' in Many Voices: 
Journal of New Settlers and Multicultural Education Issues 2, May, pp.59-66. 

Glynn, Ted, Wilai Pongudom and Bruce McMillan (1990) 'Responsive feedback for four-bilingual learners 
writing stories on computers' in New Settlers and Multicultural Education Issues? (3}, pp.43-51. 

Gordon, Liz (1997) ' "Tomorrow's Schools" Today: School Choice and the Education Quasi-Market' in 
Education Policy in New Zealand: the 1990s and beyond, eds. Mark Olssen and'kay Morris-Matthews, 
Palmerston North: Dunmore, pp.178-190. 

Gramsci, Antonio (1971) Selections From the Prison Notebooks of Antonio Gramsci, eds. and trans. Quintin 
Hoare and Geoffrey Nowell Smith, London: Lawrence and Wishart. 

Green, Gillian (1988) New Zealand: A Guide for New Settlers, Immigration Division, Department of Labour, 
Wellington: Government Printing Office. 

Green, Gillian (1989) 'Report on Observations of Refugee Mental Health Services in the USA' in Refugee 
Resettlement and Wei/being, ed. Max Abbott, Auckland: The Mental Health Foundation of New Zealand, 
pp.125-128, 

Greif, Stuart (1995) 'Introduction' in Immigration and National Identity in New Zealand, ed. Stuart Greif, 
Palmeiston North: Dunmore, pp.7-20. 

Griffiths, Morwenna (1995) Feminism and the Self: The Web of Identity, London and New York: Routledge. 

Gubbay, Denise and Sheila Cogill (1988) An Asset To The Country: The Effective Use Of Educational 
Resources To Assist The Successful Settlement Of Immigrants and Refugees: A Report Of A Consultancy, 
Wellington: Department of Education. 

Hafeez, Abdul (1988) Southeast Asian Refugee Resettlement in New Zealand, M.Phil thesis, University of 
Waikato. 

Hark, Kay and Jan Hill with Teau Seaborne, Lita Foliaki, Louise Tauielu and Tawhiri Williams (1996) 
Towards making achieving cool, Achievement in Multi Cultural High Schools, report prepared for Ministry of 
Education by Educational Research and Development Centre, Albany, Auckland: Massey University. 

Harker, Richard (1984) 'On Reproduction, Habitus and Education' in British Journal of Sociology of 
Education 5 (2), pp.117-127. 

Harker, Richard and Keith Connochie (1985) Education as Cultural Artifact: Studies in Maori and Aboriginal 
Education, Palmerston North: Dunmore. 

Hawley, Christopher (1987) 'Refugees: Educational Involvement' in New Settlers and Multicultural Education 
Issues4 (3), pp.67-74. 

Heipel, Robert (1991) 'Refugee Resettlement in a Canadian City: An Overview and Assessment' in Refugee 
Policy: Canada and the United States, ed. Howard Adelman, Toronto: York Lanes Press, pp.344-355. 

Henderson, Anne MacGibbon (1989) 'A Study of Southeast Asian Refugee Language Needs and Provision in 
New Zealand' in Refugee Resettlement and Wellbeing, ed. Max Abbott, Auckland: The Mental Health 
Foundation of New Zealand, pp.285-293. 

Hibbet, Angelika, Ken Fogelman and Orly Manor (1990) 'Occupational Outcomes of Truancy' in British 
Journal of Educational Psychology60 (1), pp.23-36. 



168 

Hingangaroa Smith, Graham (1992) 'Research Issues Related to Maori Education' in The Issues of Research 
and Maori, ed. Research Unit for Maori Education, Monograph No. 9, Auckland: University of Auckland, pp. 
2-9. 

Ho, Elsie (1995) 'Chinese or New Zealanders? Differential Paths of Adaptation of Hong Kong Chinese 
Immigrants in New Zealand' in New Zealand Population Review21 (1-2), pp.27-49. 

Ho, Elsie, Yunn-Ya Chen, Soon-Nam Kim and Yoanne Young (1996) In Search of a Better Future: Report of 
a Survey on Post-School Education and Employment Choices Among Asian Adolescent Migrants, Population 
Studies Centre, Discussion Paper No.17, Hamilton: University of Waikato. 

Hoby, Katherine (1998) 'Multilingual welcome for new centre' in The Press, 1 October. 

Hopke, Lewis (1991) Religions of the World, Fi~h Edition, New York: Macmillan and ·colliers Macmillan. 

Hopkinson, Leigh (1996) The Assimilation Problems of Christchurch's Somali Popula't!bn: A Research Study, 
Research Essay, University of Canterbury. 

InterAction: American Council for Voluntary International Action (1998 online), Refugees, 17 March: 
http://www.interaction.org/refugee/where.html 

Iosefa, Sarona (1998a) 'Parents vent anger at education move' in The Press, 27 August, pp.7. 

Iosefa, Sarona (1998b) 'Refugees job woes create "underclass"' in The Press, 7 November, pp.1 

Iosefa, Sarona (1998c) 'New mental health service targets struggling refugees' in The Press, 22 October, 
pp.2, 

Iredale, Robyn (1997) 'The Impact of Immigration Policies on School Education in New South Wales' in 
Australian Jouma/ of Social Issues 32 (3), pp.239-255. 

Jacob, Brian (1995) 'Defining Culture in a Multicultural Environment: An Ethnography of Heritage High 
School' in American Journal of Education 103 ( 4), pp.339-376. 

Jamieson, Kath and Michael Peters (1997) Report on Refugee Issues in Christchurch, Leisure and 
Community Services Unit, Christchurch: Christchurch City Council. 

Joly, Daniele with Lynette Kelly and Clive Nettleton (1997) Refugees in Europe: The Hostile New Agenda, 
London: Minority Rights Group International. 

J'ones, Alison (1991) :4t School I've Got a Chance~· Culture/Privilege - Pacific Islands and Pakeha girls at 
school, Palmerston North: Dunmore. 

Jones, Lloyd (1992) 'The refugee door is slightly ajar' in New Zealand Herald, 29 August, pp.2:3. 

Kaa, Wiremu (1989) 'The Department of Education' in Refugee Resettlement and Wellbeing, ed. Max 
Abbott, Auckland: The Mental Health Foundation of New Zealand, pp.245-246. 

Kalantis, Mary, Bill Cope and Diana Slade (1989) Minority Languages and Dominant Culture: Issues of 
Education, Assessment and Social Equity, London: The Falmer Press. 

Kasanji, Lalita (1982) The Gu)aratis in Wellington: The Study of An Ethnic Group, MA thesis, Victoria 
University of Wellington. · 

Kennedy, Shelley and Sharon Dewar (1997) Non-English-Speaking Background Students: A Study of 
Programmes and Support in New Zealand Schools, Research and International Section, Wellington: Ministry 
of Education. 

Kiang, Peter Nein-Chu (1995) 'Bicultural Strengths and Struggles of Southeast Asian Americans in School' in 
Culture and Difference: Critical Perspectives on the Bicultura/ Experience in the United States, ed. Antonio 
Darder, Westport, Connecticutt: Bergin and Garvey, pp.201-225. 

Kincheloe, Joe (1995) Toil and Trouble: Good Wor,t Smart Workers, and the Integration of Academic and 
Vocational Education, New York: Peter Lang Publishers. 



169 

Kllneberg, Otto {1983) 'Contact between ethnic groups: a historical perspective of some aspects of theory 
and research' in Cultures in Contact: Cros's-Cu/tura/ Interaction, ed. Stephen Bochner, Oxford: Pergamon 
Press, pp.45-60. 

Kvale, Steinar {1996) InterViews: An Introduction to Qualitative Research Interviewing, Thousand Oaks: 
Sage. 

laltin, David and Said Samatar (1987) Somalia: Nation in Search of a State, London: West:view Press and 
Gower. 

Lanphier, Michael (1983) 'Refugee Resettlement: Models in Action' in International Migration Review 17 (1), 
pp.4-33. 

Larner, Wendy (1990) 'Feminist Methodologies and Population Research' in New Zealand Population Review 
16 (1) May, pp.26-38. 

lauder, Hugh (1990) 'The New Right Revolution and Education in New Zealand' in New Zealand Education 
Policy Today: Critical Perspectives, eds. Sue Middleton, John Codd and Alison Jones, Wellington: Allen and 
Unwln, pp.1-26. 

Lawson, Olive (1992) 'The Status of English for Speakers of Other languages In New Zealand Secondary 
Schools' in Many Voices: Journal of New Settlers and Multicultural Education Issues 2, May, pp.12-14. 

Lee, Evelyn (1988) 'Cultural factors in working with Southeast Asian refugee adolescents' in Journal of 
Adolescents 11 (2), pp.167-179. 

liev, Man Hau {1989) 'Well-being and Cultural Maintenance' in Refugee Resettlement and Wellbeing, ed. 
Max Abbott, Auckland: The Mental Health Foundation of New Zealand, pp.221-234. 

liev, Man Hau (1995) 'Refugees From Cambodia, Laos and Vietnam' in Immigration and National Identity in 
New Zealand, ed. Stuart Greif, Palmerston North: Dunmore, pp.99-132. 

Lin, Keh-Ming (1986) 'Psychopathology and Social Disruption' In Refugee Mental Health in Resettlement 
Countries, eds. Carolyn Williams and Joseph Westermeyer, New York: Hemisphere Publishing, pp.61-71. 

Lo Bianco, Joseph (1987) National Policy on Languages, Commonwealth Department of Education, 
Canberra: Australian Government Publishing Service. 

Long, Lynellyn (1993) Ban Vina,:· The Refugee Camp, New York: Colombia University Press. 

Luke, Peter (1998) 'Govt cuts spending by $300m' in The Press, 30 June, pp. 7 

Lyon, David {1992) The Adjustment Problems of Cambodian Secondary School Students: An Exploratory 
Survey and An Innovative Buddy System InteJVentlon, MA thesis, University of.Auckland. 

MacDonald, Ian (1991) Persistent Absenteeism In Christchurch Secondary Schools, Education Department 
Research Report No.91-1, Christchurch: University of Canterbury. 

McCallin, Margaret {1988) 'Trauma Amongst Refugee Children: The Work of the International Catholic Child 
Bureau' In Refugees - The Trauma of Exile: The Humanitarian Role of Red Cross and Red Crescent, ed. 
Diana Miserez, Dorprecht, Netherlands: Martinus Nijhoff Publishers, pp.237-247. 

McDowell, Heather and Danute Ziginskas (eds.) (1994) "Feeling Stink'~· A Resource on Young People's 
Mental Health Issues For Those Who Work With Them, Wellington: Ministry of Health. 

McPherson, Jan (1991) Approaching equity through school language policy, MA thesis, Massey University. 

McQueen, Harvey (1992) A Quality Partnership: The Transition Between Education and Employment, 
Institute of Polley Studies, Wellington: Victoria University. 

Mesa-Bains, Amalia {1993) 'Introduction: The Context of Cultural Diversity' in Diversity in the Classroom -A 
casebook for teachers and teacher educators, eds. Judith Schulman and Amalia Mesa-Bains, Hillsdale, New 
Jersey: Research for Better Schools and Lawrence Erlbaum Associates, pp.1-3. 



Ministry of Education (1993) The New Zealand Curriculum Framework, Wellington: Learning Media. 

Ministry of Education (1994) English in the New Zealand Curriculum, Wellington: Learning Media. 

170 

Ministry of Education (1997a) 'A: Background/New Policy and Timeline' in Non-English Background Students 
in New Zealand Schools: ESOL Resourcing Information, Wellington: Ministry of Education, pp.1-4. 

Ministry of Education (1997b) 'C: Assessing students/Information on Refugee students' in Non-English 
Background Students in New Zealand Schools: ESOL Resourcing Information, Wellington: Ministry of 
Education, pp.1-12. 

Ministry of Education (1997c) 'D: Using the Funding/References' in Non-English Background Students in 
New Zealand Schools: ESOL Resourcing Information, Wellington: Ministry of Educati~n, pp.1-4. 

Ministry of Education (1997d) 'B: Applying for ESOL funding' in Non-English Background Students in New 
Zealand Schools: E~cJL Resourcing Information, Wellington: Ministry of Education, pp-':°t-4. 

Ministry of Education (1998a online) Improving Achievement of Students at Risk of Educational Failure: 
Secondary School System to Cater for Students at Risk of Educational Failure, 17 April: 
http: //WWW. mi nedu. govt. nz/Schools/Im provingAch ievement 

Ministry of Education (1998b) Facsimile Memo from the ESOL Verifier, Northern Management Centre, 
Auckland. 

Ministry of Education (1998c) Facsimile Memo from the Data Management and Analysis Division, Wellington. 

Ministry of Foreign Affairs and Trade (1998 online) Ministerial Press Release, 17 April: 
http ://www.mft.govt.nz/Guide/part4.html 1 #4.3 

Montgomery; J, (1996) 'Components of Refugee Adaptation' in International Migration Review 30 (3), 
pp.679-702: 

Nackerud, Larry (1993) The Central American Refugee Issue in Brownsville, Texas: Seeking Understanding 
of Public Policy Formulation from within a Community Setting, San Francisco: Meller Research University. 

Nann, Richard (1982) 'Uprooting and Surviving - An overview' in Uprooting and Surviving: Adaptation and 
Resettlement of Migrant Families and Children, ed. Richard Nann, Dordrecht: D. Reidel, pp.1-10. 

Neuwrith, Gertrud (1988) 'Refugee Resettlement' in Current Sociology, 36 (2), pp.27-41. 

N'ew Zealand Council for Educational Research (1987) How Fair is New Zealand Education?, Wellington: The 
Royal Commission on Social Policy. 

New Zealand Government (1995) 'Immigration Act 1987 as Reprinted 1995:. Section 149a: Immigration 
Resettlement and Research Fund' in Reprinted Statutes of New Zealand with Amendments, 33, Wellington: 
New Zealand Government, pp.328. 

New Zealand Government (1996) 'Education Act 1989: Section 10' in Reprinted Statutes of New Zealand 
with Amendments Incorporated, 34, Wellington: New Zealand Government, pp.77-78. 

New Zealand Immigration Service (1997) Immigration Fact Pack, Wellington: New Zealand Immigration 
Service. · 

New Zealand Press Association (1997) 'Minorities below par in literacy' in The Press, 26 November, pp.9 

r-Jew Zealand Working Party on Immigration (1991) Report of the Working Party on Immigration, 
Wellington: New Zealand Working Party on Immigration. 

Nguyen, San Duy (1989) 'Towards a Successful Resettlement of Refugees' in Refugee Resettlement and 
Wellbeing, ed. Max Abbott, Auckland: The Mental Health Foundation of New Zealand, pp.71-86. 

Nicassio, Perry (1985) 'The Psychosocial Adjustment of the Southeast Asian Refugee: An Overview of 
Empirical Findings and Theoretical Models', in Journal of Cross-Cultural Psychology 16 (2), pp.153-173. 



171 

Nixon-Ponder, Sarah (1998) 'Teens and Schools: Who Is Falling Through The Cracks And Why' in Youth 
Culture: identity in a postmodern world, ed., Jonathon Epstein, Malden, Massachusetts: Blackwell Publishers, 
pp.56-73, 

Norris, Joanna (1998) 'Plan to help young refugees adjust' in The Dominion, 11 September, pp.16. 

North, Nicola (1995) 'Resettled Cambodian Refugees: private methodological and ethical issues in cross
cultural, bilingual interviewing' in Oral History in New Zealand 7, pp.4-12. 

Novitz, David (1989) 'On Culture and Cultural Identity' in Culture and Identity in New Zealand, eds. David 
Novitz and Bill Williams, Wellington: Government Publications, pp.277-291. 

O'Connor, Patrick (1998a) 'Migrants and Refugees - A Christian Response?' in The Common Good: Taking a 
Preferential Option for the Poor: A Newspaper of the Christchurch Catholic Worker, Spring (9) pp.4-5. 

O'Connor, Patrick (i998b) £SOL Provision - South Island 1998, preparatory notes ·tot Briefing Paper to the 
Interdepartmental Committee on Refugees, Christchurch, September. 

Ogonowska-Coates, Halina (1992) Krystyna's Story, Wellington: Bridget Williams Books. 

Olssen, Mark and Kay Morris Matthews (1997) 'Introduction' in Education Policy in New Zealand: the 1990s 
and Beyond, eds. Mark Olssen and Kay Morris Matthews, Palmerston North: Dunmore, pp.vii-xii. 

Ongley, Patrick (1996) 'Immigration, Employment and Ethnic Relations' in Nga Patai: Racism and Ethnic 
Relations in Aotearoa/New Zealand, eds. Paul Spoonley, David Pearson and Cluny Macpherson, Palmerston 
North: Dunmore, pp.13-34. 

Palmer-Ororwujea, Reg (1989) 'Refugee Migration: Theory and Experience' in Refugee Resettlement and 
Wellbeing, ed. Max Abbott, Auckland: The Mental Health Foundation of New Zealand, pp.131-143. 

Patai, Daphne (1991) 'U.S. Academics and Third World Women: Is Ethical Research Possibie?' in Women's 
Words: The Feminist Practice of Oral History, eds. Daphne Patai and Sherna Gluck, New York: Routledge, 
pp.137-153. 

Patman, Robert (1996) Disarmament in a Failed State: The Experience of the United Nations in Somalia, 
Working Paper No.162, The Australian National University Research School of Pacific Studies, Canberra: 
Peace Research Centre. 

Pearson, David (1996) 'Crossing Ethnic Thresholds: Multiculturalisms in Comparative Perspective' in Nga 
Patai: Racism and Ethnic Relations in Aotearoa/New Zealand, eds. Paul Spoonley, David Pearson and Cluny 
Macpherson, Palmerston North: Dunmore, pp.247-266. 

Pongudom, Wilai (1995) Acculturation At A Cost: Language and Educational Difficulties Experienced by 
Cambodian Refugees in Dunedin, Ph.D thesis, University of Otago. 

Ramsden, Irihapeti (1995) 'Cultural Safety: Implementing the Concept', New Zealand College of Midwives 
Journal, October, p. 6-9. 

Refugee and New Migrant Forum (1998a), Refugee and New Migrant Forum Mlnutes1 meeting held at the 
Refugee and Migrant Centre, Christchurch, 31 August. 

Refugee and New Migrant Forum (1998b), Refugee and New Migrant Forum Minutes1 meeting held at the 
Refugee and Migrant Centre, Christchurch, 30 June. 

Reid, Ivan (1986) The Sociology of School and Education, London: Fontana. 

Ritchie, James (1992) Becoming Bicultural, Wellington: Huia Publishers and Daphne Brasel! Associates 
Press. 

Rosenthal, Doreen (1984) 'Intergenerational Conflict and Culture: A Study of Immigrant and Nonimmigrant 
Adolescents and their Parents' in Genetic Psychology Monographs 109, pp.53-75. 



172 

Rumbaut, Ruben (1991) 'Migration, Adaptation and Mental Health: The Experience of Southeast Asian 
Refugees in the United States' in Refugee Policy: Canada and the Umted States, ed. Howard Adelman, 
Toronto: York Lanes Press, pp.381-424. · 

Rutter, Jill (1991) Refugees: We left because we had to: An educational book for 14-18 year olds, London: · 
Refugee Council. 

Samatar, Said (1991) Somalia: A Nation in Turmoil, London: The Minority Rights Group. 

Searle, Wendy (1989) Cross-cultural Transition: A Predictive Model of Psychological and Socio-cultural 
Adjustment, MA thesis, University of Canterbury. 

Slim, Hugo and Paul Thomsen (1995) Listening for a Change: Oral Testimony and Community Development, 
Philadelphia: New Society Publishers. · 

Smith, Cullen (1998) 'Refugee funds reduction bites in Chch' in The Press, 13 August,'-r,p.4. 

Spoonley, Paul (1995) Racism and Ethnicity, Second Edition, Auckland: Oxford University Press. 

Statistics New Zealand (1997) New Zealand Official Yearbook 1997, Wellington: GP Publications. 

Stein, Barry (1986) 'The Experience of Being a Refugee: Insights from the Research Literature' in Refugee 
Mental Health in Resettlement Countries, eds. Carolyn Williams and Joseph Westermeyer, New York: 
Hemisphere Publishing, pp.5-21. 

Stevens, Christine (1993) 'The School to Work Transition: Young Cambodians in South Australia' in 
Australian and New Zealand Journal of Sociology 29 (2), pp.173-193. 

Stockfelt-Hoatson, Britt-Ingrid (1982) 'Education and Socialisation of Migrants' Children in Sweden With 
Special Reference To Bilingualism and Biculturalism' in Uprooting and Surviving: Adaptation and 
Resettlement of Migrant Famt7ies and Cht7dren, ed. Richard Nann, Dordrecht: D. Reidel, pp. 72-77. 

Suarez-Orozco, Marcelo and Carola Suarez-Orozco (1995) 'The Cultural Patterning of Achievement 
Motivation: A Comparison of Mexican, Mexican Immigrant, Mexican American, and Non-Latino White 
American Students' in California's Immigrant Children: Theory, Research, and Implications for Educational 
Policr, ed. Diana Miserez, Center for U.S - Mexican Studies, San Diego: University of California, pp.161-190. 

Sung, Betty Lee (1987) The Adjustment Experience of Chinese Immigrant Cht7dren in New York City, New 
York: Center for Migration Studies. 

s·yme, Pat (1995) Intensive English or Mainstream? What is the Best Provision to Make for New Learners of 
English in New Zealand Secondary Schools, Department of Education Research Report No 95-1, 
Christchurch: University of Canterbury. · 

Tan, Hean (1995) Inda-Chinese Refugees' Well-Being From The Sponsors' Perspective, MA thesis, University 
of Auckland. · 

Thien, Nguyen Ba and Brigitte Malapert (1988) 'The Psychological Consequence for Children of War Trauma 
and Migration' in Refugees - The Trauma of Ext7e: The Humamtarian Role of Red Cross and Red Crescent, 
ed. Diana Miserez, Dorprecht, Netherlands: Martinus Nijhoff Publishers, pp.248-286. 

Trapeznik, Alexander (1995) 'Recent Europe~n Migration to New Zealand' in Immigration and National 
Identity in New Zealand, ed. Stuart Greif, Palmerston North: Dunmore, pp.77-96. 

Tremewan, Tanya (1994) Refugee Women: The New Zealand Refugee Quota Programme, New Zealand 
Immigration Service, Wellington: Department of Labour. 

United Nations High Commissioner for Refugees (1998 online) Home Page : 
http://www.unhcr.ch/un&ref/un&ref.htm. 

Waite, Jeffrey (1992a) Aoteareo: Speaking for Ourselves: A Discussion on the Development of a New 
Zealand New Zealand Languages Policy, Part A: The Overview, Wellington: Learning Media. 



173 

Waite, Jeffrey (1992b) Aoteareo: Speaking for Ourselves: A Discussion on the Development of a New 
Zealand New Zealand Languages PolicYt Part B: The Issues, Wellington: Learning Media. 

Walker-Moffat, Wendy (1995) The Other Side of the Asian American Success Story, San Francisco: Jossey
Bass Publishers. 

Wellwood, Elinore (1998) 'Somali man lost everything in war' in The Press, 15 October, pp.3. 

Wilde, Fran (1990) 'Speech of Welcome to Dr.Haing Ngor' In New Settlers and Multicultural Education Issues 
7 (2), pp.8-9. 

Williams, Carolyn and Joseph Westermeyer (1986) 'Acculturation, psychopathology and the refugee 
experience' in Refugee Mental Health in Resettlement Countries, eds. Carolyn Williams and Joseph 
Westermeyer, New York: Hemisphere Publishing, pp.1-3. 

Yeabsley, John (1997) Settling Policy: Policy Issues in Migrant Choice and Settlemeot, Working Paper No. 
97/12, Wellington: New Zealand Institute of Economic Research. 



 
 
    
   HistoryItem_V1
   TrimAndShift
        
     Range: all pages
     Trim: cut left edge by 42.52 points
     Shift: none
     Normalise (advanced option): 'original'
     Keep bleed margin: no
      

        
     D:20221129095617
      

        
     32
     1
     0
     No
     1213
     230
     None
     Left
     42.5197
     0.0000
            
                
         Both
         236
         AllDoc
         245
              

       CurrentAVDoc
          

     Smaller
     42.5197
     Left
      

        
     QITE_QuiteImposingPlus4
     Quite Imposing Plus 4.0m
     Quite Imposing Plus 4
     1
      

        
     4
     179
     178
     179
      

   1
  

    
   HistoryItem_V1
   AddMaskingTape
        
     Range: From page 175 to page 175
     Mask co-ordinates: Left bottom (137.71 235.15) Right top (196.73 245.29) points
     Colour: Default (white)
      

        
     D:20221129100854
      

        
     1
     0
     137.7146 235.1472 196.7319 245.2909 
            
                
         175
         SubDoc
         175
              

       CurrentAVDoc
          

      

        
     QITE_QuiteImposingPlus4
     Quite Imposing Plus 4.0m
     Quite Imposing Plus 4
     1
      

        
     178
     179
     174
     d7696a65-006c-4526-abb9-dab102e63ea2
     1
      

   1
  

    
   HistoryItem_V1
   AddMaskingTape
        
     Range: From page 172 to page 172
     Mask co-ordinates: Left bottom (121.12 235.15) Right top (195.81 246.21) points
     Colour: Default (white)
      

        
     D:20221129100854
      

        
     1
     0
     121.1159 235.1472 195.8098 246.213 
            
                
         172
         SubDoc
         172
              

       CurrentAVDoc
          

      

        
     QITE_QuiteImposingPlus4
     Quite Imposing Plus 4.0m
     Quite Imposing Plus 4
     1
      

        
     178
     179
     171
     e7c31bb3-37c9-47e1-a927-a4c69f995253
     1
      

   1
  

    
   HistoryItem_V1
   AddMaskingTape
        
     Range: From page 171 to page 171
     Mask co-ordinates: Left bottom (146.01 216.70) Right top (197.65 248.98) points
     Colour: Default (white)
      

        
     D:20221129100854
      

        
     1
     0
     146.0139 216.7043 197.6541 248.9795 
            
                
         171
         SubDoc
         171
              

       CurrentAVDoc
          

      

        
     QITE_QuiteImposingPlus4
     Quite Imposing Plus 4.0m
     Quite Imposing Plus 4
     1
      

        
     178
     179
     170
     5b43556a-bd30-430b-bce4-b42e10b9fccf
     1
      

   1
  

    
   HistoryItem_V1
   AddMaskingTape
        
     Range: From page 168 to page 168
     Mask co-ordinates: Left bottom (178.29 239.76) Right top (193.04 245.29) points
     Colour: Default (white)
      

        
     D:20221129100854
      

        
     1
     0
     178.289 239.758 193.0433 245.2909 
            
                
         168
         SubDoc
         168
              

       CurrentAVDoc
          

      

        
     QITE_QuiteImposingPlus4
     Quite Imposing Plus 4.0m
     Quite Imposing Plus 4
     1
      

        
     178
     179
     167
     afe128f6-017d-4a42-b9aa-0527196f14ac
     1
      

   1
  

    
   HistoryItem_V1
   AddMaskingTape
        
     Range: From page 166 to page 166
     Mask co-ordinates: Left bottom (164.46 245.29) Right top (185.67 255.43) points
     Colour: Default (white)
      

        
     D:20221129100854
      

        
     1
     0
     164.4568 245.2909 185.6662 255.4345 
            
                
         166
         SubDoc
         166
              

       CurrentAVDoc
          

      

        
     QITE_QuiteImposingPlus4
     Quite Imposing Plus 4.0m
     Quite Imposing Plus 4
     1
      

        
     178
     179
     165
     c85cae6a-e16c-490f-8bef-c1e4f76238b4
     1
      

   1
  

    
   HistoryItem_V1
   AddMaskingTape
        
     Range: From page 165 to page 165
     Mask co-ordinates: Left bottom (535.16 120.80) Right top (584.96 841.92) points
     Colour: Default (white)
      

        
     D:20221129100854
      

        
     1
     0
     535.1595 120.8011 584.9554 841.9194 
            
                
         165
         SubDoc
         165
              

       CurrentAVDoc
          

      

        
     QITE_QuiteImposingPlus4
     Quite Imposing Plus 4.0m
     Quite Imposing Plus 4
     1
      

        
     178
     179
     164
     a3f246f8-645f-43aa-a267-c06f352cc6ba
     1
      

   1
  

    
   HistoryItem_V1
   AddMaskingTape
        
     Range: From page 165 to page 165
     Mask co-ordinates: Left bottom (526.86 0.00) Right top (583.11 178.90) points
     Colour: Default (white)
      

        
     D:20221129100854
      

        
     1
     0
     526.8602 0 583.1111 178.8964 
            
                
         165
         SubDoc
         165
              

       CurrentAVDoc
          

      

        
     QITE_QuiteImposingPlus4
     Quite Imposing Plus 4.0m
     Quite Imposing Plus 4
     1
      

        
     178
     179
     164
     867266d1-b24a-418e-ac8f-97ef7c8c7cc2
     1
      

   1
  

    
   HistoryItem_V1
   AddMaskingTape
        
     Range: From page 165 to page 165
     Mask co-ordinates: Left bottom (132.18 218.55) Right top (183.82 247.14) points
     Colour: Default (white)
      

        
     D:20221129100854
      

        
     1
     0
     132.1817 218.5486 183.8219 247.1352 
            
                
         165
         SubDoc
         165
              

       CurrentAVDoc
          

      

        
     QITE_QuiteImposingPlus4
     Quite Imposing Plus 4.0m
     Quite Imposing Plus 4
     1
      

        
     178
     179
     164
     113c994b-7a20-40f2-9a63-a95b925feb2a
     1
      

   1
  

    
   HistoryItem_V1
   AddMaskingTape
        
     Range: From page 164 to page 164
     Mask co-ordinates: Left bottom (532.39 108.81) Right top (581.27 841.92) points
     Colour: Default (white)
      

        
     D:20221129100854
      

        
     1
     0
     532.3931 108.8132 581.2668 841.9194 
            
                
         164
         SubDoc
         164
              

       CurrentAVDoc
          

      

        
     QITE_QuiteImposingPlus4
     Quite Imposing Plus 4.0m
     Quite Imposing Plus 4
     1
      

        
     178
     179
     163
     a7ed2c96-6e89-4321-bb89-333977ccfbad
     1
      

   1
  

    
   HistoryItem_V1
   AddMaskingTape
        
     Range: From page 164 to page 164
     Mask co-ordinates: Left bottom (537.93 0.00) Right top (564.67 203.79) points
     Colour: Default (white)
      

        
     D:20221129100854
      

        
     1
     0
     537.926 0 564.6682 203.7943 
            
                
         164
         SubDoc
         164
              

       CurrentAVDoc
          

      

        
     QITE_QuiteImposingPlus4
     Quite Imposing Plus 4.0m
     Quite Imposing Plus 4
     1
      

        
     178
     179
     163
     3a08f797-d6bf-47ec-a1d3-fe14ca1eaf32
     1
      

   1
  

    
   HistoryItem_V1
   AddMaskingTape
        
     Range: From page 164 to page 164
     Mask co-ordinates: Left bottom (155.24 238.84) Right top (188.43 249.90) points
     Colour: Default (white)
      

        
     D:20221129100854
      

        
     1
     0
     155.2354 238.8358 188.4326 249.9016 
            
                
         164
         SubDoc
         164
              

       CurrentAVDoc
          

      

        
     QITE_QuiteImposingPlus4
     Quite Imposing Plus 4.0m
     Quite Imposing Plus 4
     1
      

        
     178
     179
     163
     047e8c34-1fc1-4169-a0d9-a6d01ffcb5a7
     1
      

   1
  

    
   HistoryItem_V1
   AddMaskingTape
        
     Range: From page 163 to page 163
     Mask co-ordinates: Left bottom (548.99 155.84) Right top (557.29 841.92) points
     Colour: Default (white)
      

        
     D:20221129100854
      

        
     1
     0
     548.9917 155.8427 557.291 841.9194 
            
                
         163
         SubDoc
         163
              

       CurrentAVDoc
          

      

        
     QITE_QuiteImposingPlus4
     Quite Imposing Plus 4.0m
     Quite Imposing Plus 4
     1
      

        
     178
     179
     162
     e2197455-e9cc-4521-874c-bae7ef405cf4
     1
      

   1
  

    
   HistoryItem_V1
   AddMaskingTape
        
     Range: From page 163 to page 163
     Mask co-ordinates: Left bottom (524.09 0.00) Right top (558.21 242.52) points
     Colour: Default (white)
      

        
     D:20221129100854
      

        
     1
     0
     524.0938 0 558.2132 242.5244 
            
                
         163
         SubDoc
         163
              

       CurrentAVDoc
          

      

        
     QITE_QuiteImposingPlus4
     Quite Imposing Plus 4.0m
     Quite Imposing Plus 4
     1
      

        
     178
     179
     162
     464b49eb-2651-4056-8a26-f4ef731e360c
     1
      

   1
  

    
   HistoryItem_V1
   AddMaskingTape
        
     Range: From page 162 to page 162
     Mask co-ordinates: Left bottom (547.15 149.39) Right top (560.98 841.92) points
     Colour: Default (white)
      

        
     D:20221129100854
      

        
     1
     0
     547.1474 149.3877 560.9796 841.9194 
            
                
         162
         SubDoc
         162
              

       CurrentAVDoc
          

      

        
     QITE_QuiteImposingPlus4
     Quite Imposing Plus 4.0m
     Quite Imposing Plus 4
     1
      

        
     178
     179
     161
     652b65c9-a8ee-4d34-a04f-bd1a291533e7
     1
      

   1
  

    
   HistoryItem_V1
   AddMaskingTape
        
     Range: From page 162 to page 162
     Mask co-ordinates: Left bottom (528.70 0.00) Right top (572.05 201.03) points
     Colour: Default (white)
      

        
     D:20221129100854
      

        
     1
     0
     528.7045 0 572.0453 201.0279 
            
                
         162
         SubDoc
         162
              

       CurrentAVDoc
          

      

        
     QITE_QuiteImposingPlus4
     Quite Imposing Plus 4.0m
     Quite Imposing Plus 4
     1
      

        
     178
     179
     161
     86da1a70-ebd5-4765-938e-bb9de6756e4b
     1
      

   1
  

    
   HistoryItem_V1
   AddMaskingTape
        
     Range: From page 162 to page 162
     Mask co-ordinates: Left bottom (142.33 235.15) Right top (188.43 244.37) points
     Colour: Default (white)
      

        
     D:20221129100854
      

        
     1
     0
     142.3253 235.1472 188.4326 244.3687 
            
                
         162
         SubDoc
         162
              

       CurrentAVDoc
          

      

        
     QITE_QuiteImposingPlus4
     Quite Imposing Plus 4.0m
     Quite Imposing Plus 4
     1
      

        
     178
     179
     161
     4db6b610-6e24-45b7-933f-baea8f773938
     1
      

   1
  

    
   HistoryItem_V1
   AddMaskingTape
        
     Range: From page 161 to page 161
     Mask co-ordinates: Left bottom (530.55 120.80) Right top (577.58 841.92) points
     Colour: Default (white)
      

        
     D:20221129100854
      

        
     1
     0
     530.5488 120.8011 577.5782 841.9194 
            
                
         161
         SubDoc
         161
              

       CurrentAVDoc
          

      

        
     QITE_QuiteImposingPlus4
     Quite Imposing Plus 4.0m
     Quite Imposing Plus 4
     1
      

        
     178
     179
     160
     3ed97a87-a595-4fd1-a2e2-62121f3d1f47
     1
      

   1
  

    
   HistoryItem_V1
   AddMaskingTape
        
     Range: From page 161 to page 161
     Mask co-ordinates: Left bottom (533.32 0.00) Right top (578.50 212.09) points
     Colour: Default (white)
      

        
     D:20221129100854
      

        
     1
     0
     533.3152 0 578.5004 212.0936 
            
                
         161
         SubDoc
         161
              

       CurrentAVDoc
          

      

        
     QITE_QuiteImposingPlus4
     Quite Imposing Plus 4.0m
     Quite Imposing Plus 4
     1
      

        
     178
     179
     160
     0b2b7c8d-023e-4f85-b61c-354b27193e3e
     1
      

   1
  

    
   HistoryItem_V1
   AddMaskingTape
        
     Range: From page 161 to page 161
     Mask co-ordinates: Left bottom (160.77 236.07) Right top (186.59 242.52) points
     Colour: Default (white)
      

        
     D:20221129100854
      

        
     1
     0
     160.7682 236.0694 186.5883 242.5244 
            
                
         161
         SubDoc
         161
              

       CurrentAVDoc
          

      

        
     QITE_QuiteImposingPlus4
     Quite Imposing Plus 4.0m
     Quite Imposing Plus 4
     1
      

        
     178
     179
     160
     044a4a7f-0c4a-4537-9b17-9f7c62b15769
     1
      

   1
  

    
   HistoryItem_V1
   AddMaskingTape
        
     Range: From page 160 to page 160
     Mask co-ordinates: Left bottom (167.22 236.07) Right top (187.51 244.37) points
     Colour: Default (white)
      

        
     D:20221129100854
      

        
     1
     0
     167.2232 236.0694 187.5104 244.3687 
            
                
         160
         SubDoc
         160
              

       CurrentAVDoc
          

      

        
     QITE_QuiteImposingPlus4
     Quite Imposing Plus 4.0m
     Quite Imposing Plus 4
     1
      

        
     178
     179
     159
     7d6b48a6-59aa-44e8-b374-f929498ea207
     1
      

   1
  

    
   HistoryItem_V1
   AddMaskingTape
        
     Range: From page 160 to page 160
     Mask co-ordinates: Left bottom (528.70 221.32) Right top (598.79 841.92) points
     Colour: Default (white)
      

        
     D:20221129100854
      

        
     1
     0
     528.7045 221.3151 598.7876 841.9194 
            
                
         160
         SubDoc
         160
              

       CurrentAVDoc
          

      

        
     QITE_QuiteImposingPlus4
     Quite Imposing Plus 4.0m
     Quite Imposing Plus 4
     1
      

        
     178
     179
     159
     19bdd9a9-c511-4651-9d12-8d9ba0a319b8
     1
      

   1
  

    
   HistoryItem_V1
   AddMaskingTape
        
     Range: From page 160 to page 160
     Mask co-ordinates: Left bottom (535.16 0.00) Right top (566.51 281.25) points
     Colour: Default (white)
      

        
     D:20221129100854
      

        
     1
     0
     535.1595 0 566.5125 281.2545 
            
                
         160
         SubDoc
         160
              

       CurrentAVDoc
          

      

        
     QITE_QuiteImposingPlus4
     Quite Imposing Plus 4.0m
     Quite Imposing Plus 4
     1
      

        
     178
     179
     159
     1466d41b-83a8-40ac-b95b-36c519bc7b33
     1
      

   1
  

    
   HistoryItem_V1
   AddMaskingTape
        
     Range: From page 159 to page 159
     Mask co-ordinates: Left bottom (164.46 237.91) Right top (192.12 246.21) points
     Colour: Default (white)
      

        
     D:20221129100854
      

        
     1
     0
     164.4568 237.9137 192.1212 246.213 
            
                
         159
         SubDoc
         159
              

       CurrentAVDoc
          

      

        
     QITE_QuiteImposingPlus4
     Quite Imposing Plus 4.0m
     Quite Imposing Plus 4
     1
      

        
     178
     179
     158
     357494a0-b902-4a7d-a8c2-32ce9e814b07
     1
      

   1
  

    
   HistoryItem_V1
   AddMaskingTape
        
     Range: From page 158 to page 158
     Mask co-ordinates: Left bottom (527.78 127.26) Right top (577.58 841.92) points
     Colour: Default (white)
      

        
     D:20221129100854
      

        
     1
     0
     527.7823 127.2562 577.5782 841.9194 
            
                
         158
         SubDoc
         158
              

       CurrentAVDoc
          

      

        
     QITE_QuiteImposingPlus4
     Quite Imposing Plus 4.0m
     Quite Imposing Plus 4
     1
      

        
     178
     179
     157
     d3d932d7-b2de-4938-9ee4-f7479146095f
     1
      

   1
  

    
   HistoryItem_V1
   AddMaskingTape
        
     Range: From page 158 to page 158
     Mask co-ordinates: Left bottom (539.77 0.00) Right top (572.97 145.70) points
     Colour: Default (white)
      

        
     D:20221129100854
      

        
     1
     0
     539.7703 0 572.9675 145.6991 
            
                
         158
         SubDoc
         158
              

       CurrentAVDoc
          

      

        
     QITE_QuiteImposingPlus4
     Quite Imposing Plus 4.0m
     Quite Imposing Plus 4
     1
      

        
     178
     179
     157
     d3dfeceb-18f3-437d-999c-5a74990013e6
     1
      

   1
  

    
   HistoryItem_V1
   AddMaskingTape
        
     Range: From page 157 to page 157
     Mask co-ordinates: Left bottom (157.08 236.99) Right top (200.42 242.52) points
     Colour: Default (white)
      

        
     D:20221129100854
      

        
     1
     0
     157.0796 236.9915 200.4205 242.5244 
            
                
         157
         SubDoc
         157
              

       CurrentAVDoc
          

      

        
     QITE_QuiteImposingPlus4
     Quite Imposing Plus 4.0m
     Quite Imposing Plus 4
     1
      

        
     178
     179
     156
     266c69df-4c51-401e-91ab-7ed007ad160e
     1
      

   1
  

    
   HistoryItem_V1
   AddMaskingTape
        
     Range: From page 156 to page 156
     Mask co-ordinates: Left bottom (515.79 82.99) Right top (576.66 841.92) points
     Colour: Default (white)
      

        
     D:20221129100854
      

        
     1
     0
     515.7944 82.9931 576.6561 841.9194 
            
                
         156
         SubDoc
         156
              

       CurrentAVDoc
          

      

        
     QITE_QuiteImposingPlus4
     Quite Imposing Plus 4.0m
     Quite Imposing Plus 4
     1
      

        
     178
     179
     155
     189609ef-03d4-4c2d-a1ce-49b8b09f3784
     1
      

   1
  

    
   HistoryItem_V1
   AddMaskingTape
        
     Range: From page 156 to page 156
     Mask co-ordinates: Left bottom (520.41 0.00) Right top (565.59 219.47) points
     Colour: Default (white)
      

        
     D:20221129100854
      

        
     1
     0
     520.4052 0 565.5903 219.4708 
            
                
         156
         SubDoc
         156
              

       CurrentAVDoc
          

      

        
     QITE_QuiteImposingPlus4
     Quite Imposing Plus 4.0m
     Quite Imposing Plus 4
     1
      

        
     178
     179
     155
     8d40e3ba-5bf5-4a0e-be82-62f7ae9534c5
     1
      

   1
  

    
   HistoryItem_V1
   AddMaskingTape
        
     Range: From page 156 to page 156
     Mask co-ordinates: Left bottom (148.78 239.76) Right top (171.83 248.98) points
     Colour: Default (white)
      

        
     D:20221129100854
      

        
     1
     0
     148.7803 239.758 171.834 248.9795 
            
                
         156
         SubDoc
         156
              

       CurrentAVDoc
          

      

        
     QITE_QuiteImposingPlus4
     Quite Imposing Plus 4.0m
     Quite Imposing Plus 4
     1
      

        
     178
     179
     155
     b01bb532-8e97-4671-abe4-bfcd342ff719
     1
      

   1
  

    
   HistoryItem_V1
   AddMaskingTape
        
     Range: From page 155 to page 155
     Mask co-ordinates: Left bottom (159.85 229.61) Right top (180.13 241.60) points
     Colour: Default (white)
      

        
     D:20221129100854
      

        
     1
     0
     159.8461 229.6144 180.1333 241.6023 
            
                
         155
         SubDoc
         155
              

       CurrentAVDoc
          

      

        
     QITE_QuiteImposingPlus4
     Quite Imposing Plus 4.0m
     Quite Imposing Plus 4
     1
      

        
     178
     179
     154
     e7dc8976-6f6c-43b6-8278-a1bb44cf5f2d
     1
      

   1
  

    
   HistoryItem_V1
   AddMaskingTape
        
     Range: From page 155 to page 155
     Mask co-ordinates: Left bottom (509.34 823.48) Right top (558.21 841.92) points
     Colour: Default (white)
      

        
     D:20221129100854
      

        
     1
     0
     509.3394 823.4764 558.2132 841.9194 
            
                
         155
         SubDoc
         155
              

       CurrentAVDoc
          

      

        
     QITE_QuiteImposingPlus4
     Quite Imposing Plus 4.0m
     Quite Imposing Plus 4
     1
      

        
     178
     179
     154
     9e16f84a-b863-472b-bec8-e067424647ba
     1
      

   1
  

    
   HistoryItem_V1
   AddMaskingTape
        
     Range: From page 155 to page 155
     Mask co-ordinates: Left bottom (539.77 85.76) Right top (572.97 838.23) points
     Colour: Default (white)
      

        
     D:20221129100854
      

        
     1
     0
     539.7703 85.7596 572.9675 838.2308 
            
                
         155
         SubDoc
         155
              

       CurrentAVDoc
          

      

        
     QITE_QuiteImposingPlus4
     Quite Imposing Plus 4.0m
     Quite Imposing Plus 4
     1
      

        
     178
     179
     154
     4428d4bf-cf70-4f83-8fa3-601fd99770fa
     1
      

   1
  

    
   HistoryItem_V1
   AddMaskingTape
        
     Range: From page 155 to page 155
     Mask co-ordinates: Left bottom (514.87 0.00) Right top (571.12 136.48) points
     Colour: Default (white)
      

        
     D:20221129100854
      

        
     1
     0
     514.8723 0 571.1232 136.4776 
            
                
         155
         SubDoc
         155
              

       CurrentAVDoc
          

      

        
     QITE_QuiteImposingPlus4
     Quite Imposing Plus 4.0m
     Quite Imposing Plus 4
     1
      

        
     178
     179
     154
     c6203075-0b5c-4d77-bcf5-fedb99f800f0
     1
      

   1
  

    
   HistoryItem_V1
   AddMaskingTape
        
     Range: From page 153 to page 153
     Mask co-ordinates: Left bottom (146.01 231.46) Right top (189.35 250.82) points
     Colour: Default (white)
      

        
     D:20221129100854
      

        
     1
     0
     146.0139 231.4587 189.3547 250.8237 
            
                
         153
         SubDoc
         153
              

       CurrentAVDoc
          

      

        
     QITE_QuiteImposingPlus4
     Quite Imposing Plus 4.0m
     Quite Imposing Plus 4
     1
      

        
     178
     179
     152
     6585b0a8-bb92-4c8d-be0e-6fc0d57ba512
     1
      

   1
  

    
   HistoryItem_V1
   AddMaskingTape
        
     Range: From page 152 to page 152
     Mask co-ordinates: Left bottom (154.31 231.46) Right top (208.72 240.68) points
     Colour: Default (white)
      

        
     D:20221129100854
      

        
     1
     0
     154.3132 231.4587 208.7198 240.6801 
            
                
         152
         SubDoc
         152
              

       CurrentAVDoc
          

      

        
     QITE_QuiteImposingPlus4
     Quite Imposing Plus 4.0m
     Quite Imposing Plus 4
     1
      

        
     178
     179
     151
     ee169bae-a54d-48ad-be2c-d442c89ff4e7
     1
      

   1
  

    
   HistoryItem_V1
   AddMaskingTape
        
     Range: From page 151 to page 151
     Mask co-ordinates: Left bottom (176.44 237.91) Right top (190.28 246.21) points
     Colour: Default (white)
      

        
     D:20221129100854
      

        
     1
     0
     176.4447 237.9137 190.2769 246.213 
            
                
         151
         SubDoc
         151
              

       CurrentAVDoc
          

      

        
     QITE_QuiteImposingPlus4
     Quite Imposing Plus 4.0m
     Quite Imposing Plus 4
     1
      

        
     178
     179
     150
     a8d88881-9bea-4b6c-be83-8467b4c3210d
     1
      

   1
  

    
   HistoryItem_V1
   AddMaskingTape
        
     Range: From page 151 to page 151
     Mask co-ordinates: Left bottom (544.38 485.97) Right top (586.80 841.92) points
     Colour: Default (white)
      

        
     D:20221129100854
      

        
     1
     0
     544.381 485.971 586.7997 841.9194 
            
                
         151
         SubDoc
         151
              

       CurrentAVDoc
          

      

        
     QITE_QuiteImposingPlus4
     Quite Imposing Plus 4.0m
     Quite Imposing Plus 4
     1
      

        
     178
     179
     150
     83fba8c6-0f76-497c-b062-7da904d3ec64
     1
      

   1
  

    
   HistoryItem_V1
   AddMaskingTape
        
     Range: From page 150 to page 150
     Mask co-ordinates: Left bottom (151.55 240.68) Right top (158.00 253.59) points
     Colour: Default (white)
      

        
     D:20221129100854
      

        
     1
     0
     151.5468 240.6801 158.0018 253.5902 
            
                
         150
         SubDoc
         150
              

       CurrentAVDoc
          

      

        
     QITE_QuiteImposingPlus4
     Quite Imposing Plus 4.0m
     Quite Imposing Plus 4
     1
      

        
     178
     179
     149
     7470de8b-ae37-41a6-b0fc-12afecebcbb1
     1
      

   1
  

    
   HistoryItem_V1
   AddMaskingTape
        
     Range: From page 150 to page 150
     Mask co-ordinates: Left bottom (532.39 139.24) Right top (572.97 841.92) points
     Colour: Default (white)
      

        
     D:20221129100854
      

        
     1
     0
     532.3931 139.2441 572.9675 841.9194 
            
                
         150
         SubDoc
         150
              

       CurrentAVDoc
          

      

        
     QITE_QuiteImposingPlus4
     Quite Imposing Plus 4.0m
     Quite Imposing Plus 4
     1
      

        
     178
     179
     149
     c282747a-a86c-4c93-9329-2d659503bb51
     1
      

   1
  

    
   HistoryItem_V1
   AddMaskingTape
        
     Range: From page 150 to page 150
     Mask co-ordinates: Left bottom (511.18 0.00) Right top (574.81 220.39) points
     Colour: Default (white)
      

        
     D:20221129100854
      

        
     1
     0
     511.1837 0 574.8118 220.3929 
            
                
         150
         SubDoc
         150
              

       CurrentAVDoc
          

      

        
     QITE_QuiteImposingPlus4
     Quite Imposing Plus 4.0m
     Quite Imposing Plus 4
     1
      

        
     178
     179
     149
     e5ec56e6-aadc-4916-81a9-004302d76878
     1
      

   1
  

    
   HistoryItem_V1
   AddMaskingTape
        
     Range: From page 149 to page 149
     Mask co-ordinates: Left bottom (525.94 173.36) Right top (603.40 841.92) points
     Colour: Default (white)
      

        
     D:20221129100854
      

        
     1
     0
     525.938 173.3635 603.3983 841.9194 
            
                
         149
         SubDoc
         149
              

       CurrentAVDoc
          

      

        
     QITE_QuiteImposingPlus4
     Quite Imposing Plus 4.0m
     Quite Imposing Plus 4
     1
      

        
     178
     179
     148
     099ce5aa-62f8-4512-b638-74abd21c6603
     1
      

   1
  

    
   HistoryItem_V1
   AddMaskingTape
        
     Range: From page 149 to page 149
     Mask co-ordinates: Left bottom (521.33 0.00) Right top (578.50 214.86) points
     Colour: Default (white)
      

        
     D:20221129100854
      

        
     1
     0
     521.3273 0 578.5004 214.86 
            
                
         149
         SubDoc
         149
              

       CurrentAVDoc
          

      

        
     QITE_QuiteImposingPlus4
     Quite Imposing Plus 4.0m
     Quite Imposing Plus 4
     1
      

        
     178
     179
     148
     46f3c2f3-6549-4787-88d4-ac47bdbf6c36
     1
      

   1
  

    
   HistoryItem_V1
   AddMaskingTape
        
     Range: From page 149 to page 149
     Mask co-ordinates: Left bottom (148.78 240.68) Right top (171.83 246.21) points
     Colour: Default (white)
      

        
     D:20221129100854
      

        
     1
     0
     148.7803 240.6801 171.834 246.213 
            
                
         149
         SubDoc
         149
              

       CurrentAVDoc
          

      

        
     QITE_QuiteImposingPlus4
     Quite Imposing Plus 4.0m
     Quite Imposing Plus 4
     1
      

        
     178
     179
     148
     d67788d1-29c2-4be5-9222-429b70abb288
     1
      

   1
  

    
   HistoryItem_V1
   AddMaskingTape
        
     Range: From page 148 to page 148
     Mask co-ordinates: Left bottom (540.69 35.04) Right top (562.82 841.92) points
     Colour: Default (white)
      

        
     D:20221129100854
      

        
     1
     0
     540.6924 35.0415 562.8239 841.9194 
            
                
         148
         SubDoc
         148
              

       CurrentAVDoc
          

      

        
     QITE_QuiteImposingPlus4
     Quite Imposing Plus 4.0m
     Quite Imposing Plus 4
     1
      

        
     178
     179
     147
     c442d807-71ae-49a9-b86e-8c281760fc61
     1
      

   1
  

    
   HistoryItem_V1
   AddMaskingTape
        
     Range: From page 148 to page 148
     Mask co-ordinates: Left bottom (525.02 0.00) Right top (589.57 82.99) points
     Colour: Default (white)
      

        
     D:20221129100854
      

        
     1
     0
     525.0159 0 589.5662 82.9931 
            
                
         148
         SubDoc
         148
              

       CurrentAVDoc
          

      

        
     QITE_QuiteImposingPlus4
     Quite Imposing Plus 4.0m
     Quite Imposing Plus 4
     1
      

        
     178
     179
     147
     7c98ab6e-b250-4261-82a9-322a004f0b1d
     1
      

   1
  

    
   HistoryItem_V1
   AddMaskingTape
        
     Range: From page 148 to page 148
     Mask co-ordinates: Left bottom (157.08 236.99) Right top (183.82 257.28) points
     Colour: Default (white)
      

        
     D:20221129100854
      

        
     1
     0
     157.0796 236.9915 183.8219 257.2787 
            
                
         148
         SubDoc
         148
              

       CurrentAVDoc
          

      

        
     QITE_QuiteImposingPlus4
     Quite Imposing Plus 4.0m
     Quite Imposing Plus 4
     1
      

        
     178
     179
     147
     09f1f252-bb01-43b3-aaa8-755dfa3cbaf5
     1
      

   1
  

    
   HistoryItem_V1
   AddMaskingTape
        
     Range: From page 147 to page 147
     Mask co-ordinates: Left bottom (160.77 239.76) Right top (186.59 249.90) points
     Colour: Default (white)
      

        
     D:20221129100854
      

        
     1
     0
     160.7682 239.758 186.5883 249.9016 
            
                
         147
         SubDoc
         147
              

       CurrentAVDoc
          

      

        
     QITE_QuiteImposingPlus4
     Quite Imposing Plus 4.0m
     Quite Imposing Plus 4
     1
      

        
     178
     179
     146
     1657e1ba-f3b4-4c35-a322-ff7617123d2d
     1
      

   1
  

    
   HistoryItem_V1
   AddMaskingTape
        
     Range: From page 147 to page 147
     Mask co-ordinates: Left bottom (545.30 93.14) Right top (566.51 841.92) points
     Colour: Default (white)
      

        
     D:20221129100854
      

        
     1
     0
     545.3031 93.1368 566.5125 841.9194 
            
                
         147
         SubDoc
         147
              

       CurrentAVDoc
          

      

        
     QITE_QuiteImposingPlus4
     Quite Imposing Plus 4.0m
     Quite Imposing Plus 4
     1
      

        
     178
     179
     146
     a8cdbd3c-70f4-4714-9344-67ad726bad1c
     1
      

   1
  

    
   HistoryItem_V1
   AddMaskingTape
        
     Range: From page 147 to page 147
     Mask co-ordinates: Left bottom (543.46 0.00) Right top (564.67 188.12) points
     Colour: Default (white)
      

        
     D:20221129100854
      

        
     1
     0
     543.4589 0 564.6682 188.1178 
            
                
         147
         SubDoc
         147
              

       CurrentAVDoc
          

      

        
     QITE_QuiteImposingPlus4
     Quite Imposing Plus 4.0m
     Quite Imposing Plus 4
     1
      

        
     178
     179
     146
     f211d5ce-0b68-4348-bdfb-17159d4345ac
     1
      

   1
  

    
   HistoryItem_V1
   AddMaskingTape
        
     Range: From page 146 to page 146
     Mask co-ordinates: Left bottom (169.07 238.84) Right top (199.50 258.20) points
     Colour: Default (white)
      

        
     D:20221129100854
      

        
     1
     0
     169.0675 238.8358 199.4984 258.2009 
            
                
         146
         SubDoc
         146
              

       CurrentAVDoc
          

      

        
     QITE_QuiteImposingPlus4
     Quite Imposing Plus 4.0m
     Quite Imposing Plus 4
     1
      

        
     178
     179
     145
     112020cb-79a5-4f54-924e-675252ee51d7
     1
      

   1
  

    
   HistoryItem_V1
   AddMaskingTape
        
     Range: From page 146 to page 146
     Mask co-ordinates: Left bottom (539.77 309.84) Right top (568.36 841.92) points
     Colour: Default (white)
      

        
     D:20221129100854
      

        
     1
     0
     539.7703 309.8411 568.3568 841.9194 
            
                
         146
         SubDoc
         146
              

       CurrentAVDoc
          

      

        
     QITE_QuiteImposingPlus4
     Quite Imposing Plus 4.0m
     Quite Imposing Plus 4
     1
      

        
     178
     179
     145
     4ce9026d-3975-49e3-92d4-9ff5684d2245
     1
      

   1
  

    
   HistoryItem_V1
   AddMaskingTape
        
     Range: From page 145 to page 145
     Mask co-ordinates: Left bottom (528.70 148.47) Right top (573.89 841.92) points
     Colour: Default (white)
      

        
     D:20221129100854
      

        
     1
     0
     528.7045 148.4655 573.8896 841.9194 
            
                
         145
         SubDoc
         145
              

       CurrentAVDoc
          

      

        
     QITE_QuiteImposingPlus4
     Quite Imposing Plus 4.0m
     Quite Imposing Plus 4
     1
      

        
     178
     179
     144
     8aa3b901-e70d-4cfe-8289-99ec16f80e1e
     1
      

   1
  

    
   HistoryItem_V1
   AddMaskingTape
        
     Range: From page 145 to page 145
     Mask co-ordinates: Left bottom (596.94 142.01) Right top (608.01 200.11) points
     Colour: Default (white)
      

        
     D:20221129100854
      

        
     1
     0
     596.9433 142.0105 608.009 200.1057 
            
                
         145
         SubDoc
         145
              

       CurrentAVDoc
          

      

        
     QITE_QuiteImposingPlus4
     Quite Imposing Plus 4.0m
     Quite Imposing Plus 4
     1
      

        
     178
     179
     144
     2e91bb56-4493-4c15-b372-65ee6b7087c2
     1
      

   1
  

    
   HistoryItem_V1
   AddMaskingTape
        
     Range: From page 145 to page 145
     Mask co-ordinates: Left bottom (525.94 0.00) Right top (578.50 173.36) points
     Colour: Default (white)
      

        
     D:20221129100854
      

        
     1
     0
     525.938 0 578.5004 173.3635 
            
                
         145
         SubDoc
         145
              

       CurrentAVDoc
          

      

        
     QITE_QuiteImposingPlus4
     Quite Imposing Plus 4.0m
     Quite Imposing Plus 4
     1
      

        
     178
     179
     144
     3d9bbaf6-dfdc-4379-8948-2798ded8a3e2
     1
      

   1
  

    
   HistoryItem_V1
   AddMaskingTape
        
     Range: From page 143 to page 143
     Mask co-ordinates: Left bottom (537.00 522.86) Right top (560.98 841.92) points
     Colour: Default (white)
      

        
     D:20221129100854
      

        
     1
     0
     537.0038 522.8568 560.9796 841.9194 
            
                
         143
         SubDoc
         143
              

       CurrentAVDoc
          

      

        
     QITE_QuiteImposingPlus4
     Quite Imposing Plus 4.0m
     Quite Imposing Plus 4
     1
      

        
     178
     179
     142
     f941fde3-722b-462c-94bc-bb1160378e17
     1
      

   1
  

    
   HistoryItem_V1
   AddMaskingTape
        
     Range: From page 142 to page 142
     Mask co-ordinates: Left bottom (131.26 216.70) Right top (193.04 241.60) points
     Colour: Default (white)
      

        
     D:20221129100854
      

        
     1
     0
     131.2596 216.7043 193.0433 241.6023 
            
                
         142
         SubDoc
         142
              

       CurrentAVDoc
          

      

        
     QITE_QuiteImposingPlus4
     Quite Imposing Plus 4.0m
     Quite Imposing Plus 4
     1
      

        
     178
     179
     141
     76d7ece4-241b-4b75-adab-e705d8e1041f
     1
      

   1
  

    
   HistoryItem_V1
   AddMaskingTape
        
     Range: From page 140 to page 140
     Mask co-ordinates: Left bottom (128.49 231.46) Right top (181.06 243.45) points
     Colour: Default (white)
      

        
     D:20221129100854
      

        
     1
     0
     128.4931 231.4587 181.0554 243.4466 
            
                
         140
         SubDoc
         140
              

       CurrentAVDoc
          

      

        
     QITE_QuiteImposingPlus4
     Quite Imposing Plus 4.0m
     Quite Imposing Plus 4
     1
      

        
     178
     179
     139
     17d55cc6-745e-403c-9793-7d90d74ea4f1
     1
      

   1
  

    
   HistoryItem_V1
   AddMaskingTape
        
     Range: From page 140 to page 140
     Mask co-ordinates: Left bottom (141.40 236.07) Right top (182.90 237.91) points
     Colour: Default (white)
      

        
     D:20221129100854
      

        
     1
     0
     141.4031 236.0694 182.8997 237.9137 
            
                
         140
         SubDoc
         140
              

       CurrentAVDoc
          

      

        
     QITE_QuiteImposingPlus4
     Quite Imposing Plus 4.0m
     Quite Imposing Plus 4
     1
      

        
     178
     179
     139
     6cfc9343-f5a6-4c5a-8294-b2dd45338f76
     1
      

   1
  

    
   HistoryItem_V1
   AddMaskingTape
        
     Range: From page 140 to page 140
     Mask co-ordinates: Left bottom (528.70 68.24) Right top (562.82 841.92) points
     Colour: Default (white)
      

        
     D:20221129100854
      

        
     1
     0
     528.7045 68.2388 562.8239 841.9194 
            
                
         140
         SubDoc
         140
              

       CurrentAVDoc
          

      

        
     QITE_QuiteImposingPlus4
     Quite Imposing Plus 4.0m
     Quite Imposing Plus 4
     1
      

        
     178
     179
     139
     7b93c6fb-7cbc-45a5-898c-c8ace8016b37
     1
      

   1
  

    
   HistoryItem_V1
   AddMaskingTape
        
     Range: From page 140 to page 140
     Mask co-ordinates: Left bottom (525.02 0.00) Right top (571.12 141.09) points
     Colour: Default (white)
      

        
     D:20221129100854
      

        
     1
     0
     525.0159 0 571.1232 141.0883 
            
                
         140
         SubDoc
         140
              

       CurrentAVDoc
          

      

        
     QITE_QuiteImposingPlus4
     Quite Imposing Plus 4.0m
     Quite Imposing Plus 4
     1
      

        
     178
     179
     139
     209f6bb7-f4ce-4403-a747-0364b75c0ce1
     1
      

   1
  

    
   HistoryItem_V1
   AddMaskingTape
        
     Range: From page 139 to page 139
     Mask co-ordinates: Left bottom (26.13 201.95) Right top (196.73 326.44) points
     Colour: Default (white)
      

        
     D:20221129100854
      

        
     1
     0
     26.1349 201.95 196.7319 326.4397 
            
                
         139
         SubDoc
         139
              

       CurrentAVDoc
          

      

        
     QITE_QuiteImposingPlus4
     Quite Imposing Plus 4.0m
     Quite Imposing Plus 4
     1
      

        
     178
     179
     138
     c65aea4b-afd4-4be1-a842-0543c1983680
     1
      

   1
  

    
   HistoryItem_V1
   AddMaskingTape
        
     Range: From page 138 to page 138
     Mask co-ordinates: Left bottom (540.69 164.14) Right top (584.03 841.92) points
     Colour: Default (white)
      

        
     D:20221129100854
      

        
     1
     0
     540.6924 164.142 584.0333 841.9194 
            
                
         138
         SubDoc
         138
              

       CurrentAVDoc
          

      

        
     QITE_QuiteImposingPlus4
     Quite Imposing Plus 4.0m
     Quite Imposing Plus 4
     1
      

        
     178
     179
     137
     26e04ca2-caf8-4aec-8081-9865212928d9
     1
      

   1
  

    
   HistoryItem_V1
   AddMaskingTape
        
     Range: From page 138 to page 138
     Mask co-ordinates: Left bottom (528.70 0.00) Right top (574.81 233.30) points
     Colour: Default (white)
      

        
     D:20221129100854
      

        
     1
     0
     528.7045 0 574.8118 233.303 
            
                
         138
         SubDoc
         138
              

       CurrentAVDoc
          

      

        
     QITE_QuiteImposingPlus4
     Quite Imposing Plus 4.0m
     Quite Imposing Plus 4
     1
      

        
     178
     179
     137
     7bc16ed1-d93a-4ddb-a22c-f9b39a9e34aa
     1
      

   1
  

    
   HistoryItem_V1
   AddMaskingTape
        
     Range: From page 138 to page 138
     Mask co-ordinates: Left bottom (539.77 264.66) Right top (539.77 271.11) points
     Colour: Default (white)
      

        
     D:20221129100854
      

        
     1
     0
     539.7703 264.6559 539.7703 271.111 
            
                
         138
         SubDoc
         138
              

       CurrentAVDoc
          

      

        
     QITE_QuiteImposingPlus4
     Quite Imposing Plus 4.0m
     Quite Imposing Plus 4
     1
      

        
     178
     179
     137
     2fbf49db-07e0-4fe0-9025-50fcbc78b3e3
     1
      

   1
  

    
   HistoryItem_V1
   AddMaskingTape
        
     Range: From page 137 to page 137
     Mask co-ordinates: Left bottom (548.07 378.08) Right top (583.11 841.92) points
     Colour: Default (white)
      

        
     D:20221129100854
      

        
     1
     0
     548.0696 378.0799 583.1111 841.9194 
            
                
         137
         SubDoc
         137
              

       CurrentAVDoc
          

      

        
     QITE_QuiteImposingPlus4
     Quite Imposing Plus 4.0m
     Quite Imposing Plus 4
     1
      

        
     178
     179
     136
     dc1d1532-331e-4ca1-acc5-8eb51e753016
     1
      

   1
  

    
   HistoryItem_V1
   AddMaskingTape
        
     Range: From page 137 to page 137
     Mask co-ordinates: Left bottom (168.15 238.84) Right top (187.51 248.06) points
     Colour: Default (white)
      

        
     D:20221129100854
      

        
     1
     0
     168.1454 238.8358 187.5104 248.0573 
            
                
         137
         SubDoc
         137
              

       CurrentAVDoc
          

      

        
     QITE_QuiteImposingPlus4
     Quite Imposing Plus 4.0m
     Quite Imposing Plus 4
     1
      

        
     178
     179
     136
     6678ecfe-186a-43d7-9779-875d14ab0919
     1
      

   1
  

    
   HistoryItem_V1
   AddMaskingTape
        
     Range: From page 136 to page 136
     Mask co-ordinates: Left bottom (535.16 52.56) Right top (583.11 841.92) points
     Colour: Default (white)
      

        
     D:20221129100854
      

        
     1
     0
     535.1595 52.5623 583.1111 841.9194 
            
                
         136
         SubDoc
         136
              

       CurrentAVDoc
          

      

        
     QITE_QuiteImposingPlus4
     Quite Imposing Plus 4.0m
     Quite Imposing Plus 4
     1
      

        
     178
     179
     135
     12f5cb22-e9be-4b8f-a4b3-cc5e6a2e2e50
     1
      

   1
  

    
   HistoryItem_V1
   AddMaskingTape
        
     Range: From page 136 to page 136
     Mask co-ordinates: Left bottom (510.26 0.00) Right top (564.67 98.67) points
     Colour: Default (white)
      

        
     D:20221129100854
      

        
     1
     0
     510.2616 0 564.6682 98.6696 
            
                
         136
         SubDoc
         136
              

       CurrentAVDoc
          

      

        
     QITE_QuiteImposingPlus4
     Quite Imposing Plus 4.0m
     Quite Imposing Plus 4
     1
      

        
     178
     179
     135
     70be9342-f27b-4c5b-a967-4608983934c6
     1
      

   1
  

    
   HistoryItem_V1
   AddMaskingTape
        
     Range: From page 136 to page 136
     Mask co-ordinates: Left bottom (148.78 239.76) Right top (180.13 246.21) points
     Colour: Default (white)
      

        
     D:20221129100854
      

        
     1
     0
     148.7803 239.758 180.1333 246.213 
            
                
         136
         SubDoc
         136
              

       CurrentAVDoc
          

      

        
     QITE_QuiteImposingPlus4
     Quite Imposing Plus 4.0m
     Quite Imposing Plus 4
     1
      

        
     178
     179
     135
     cae24b76-3d72-432b-a16e-68c4a62982ec
     1
      

   1
  

    
   HistoryItem_V1
   AddMaskingTape
        
     Range: From page 135 to page 135
     Mask co-ordinates: Left bottom (525.94 46.11) Right top (576.66 841.92) points
     Colour: Default (white)
      

        
     D:20221129100854
      

        
     1
     0
     525.938 46.1073 576.6561 841.9194 
            
                
         135
         SubDoc
         135
              

       CurrentAVDoc
          

      

        
     QITE_QuiteImposingPlus4
     Quite Imposing Plus 4.0m
     Quite Imposing Plus 4
     1
      

        
     178
     179
     134
     6d0c2008-7466-45d7-b5e1-168db5da0305
     1
      

   1
  

    
   HistoryItem_V1
   AddMaskingTape
        
     Range: From page 135 to page 135
     Mask co-ordinates: Left bottom (513.95 0.00) Right top (609.85 80.23) points
     Colour: Default (white)
      

        
     D:20221129100854
      

        
     1
     0
     513.9501 0 609.8533 80.2267 
            
                
         135
         SubDoc
         135
              

       CurrentAVDoc
          

      

        
     QITE_QuiteImposingPlus4
     Quite Imposing Plus 4.0m
     Quite Imposing Plus 4
     1
      

        
     178
     179
     134
     6ac5a7fb-258e-40c5-b7f3-c45cffbe7bc5
     1
      

   1
  

    
   HistoryItem_V1
   AddMaskingTape
        
     Range: From page 134 to page 134
     Mask co-ordinates: Left bottom (531.47 45.19) Right top (555.45 229.61) points
     Colour: Default (white)
      

        
     D:20221129100854
      

        
     1
     0
     531.4709 45.1852 555.4467 229.6144 
            
                
         134
         SubDoc
         134
              

       CurrentAVDoc
          

      

        
     QITE_QuiteImposingPlus4
     Quite Imposing Plus 4.0m
     Quite Imposing Plus 4
     1
      

        
     178
     179
     133
     d9ffde44-d4a4-4a89-a4da-63694ab803db
     1
      

   1
  

    
   HistoryItem_V1
   AddMaskingTape
        
     Range: From page 134 to page 134
     Mask co-ordinates: Left bottom (538.85 37.81) Right top (572.05 841.92) points
     Colour: Default (white)
      

        
     D:20221129100854
      

        
     1
     0
     538.8481 37.808 572.0453 841.9194 
            
                
         134
         SubDoc
         134
              

       CurrentAVDoc
          

      

        
     QITE_QuiteImposingPlus4
     Quite Imposing Plus 4.0m
     Quite Imposing Plus 4
     1
      

        
     178
     179
     133
     bf138078-5add-4649-b3e6-8b6eded95bb4
     1
      

   1
  

    
   HistoryItem_V1
   AddMaskingTape
        
     Range: From page 134 to page 134
     Mask co-ordinates: Left bottom (514.87 0.00) Right top (581.27 79.30) points
     Colour: Default (white)
      

        
     D:20221129100854
      

        
     1
     0
     514.8723 0 581.2668 79.3046 
            
                
         134
         SubDoc
         134
              

       CurrentAVDoc
          

      

        
     QITE_QuiteImposingPlus4
     Quite Imposing Plus 4.0m
     Quite Imposing Plus 4
     1
      

        
     178
     179
     133
     b284f6ed-72e8-45f7-bce5-a79b78cf6f05
     1
      

   1
  

    
   HistoryItem_V1
   AddMaskingTape
        
     Range: From page 133 to page 133
     Mask co-ordinates: Left bottom (538.85 120.80) Right top (554.52 841.92) points
     Colour: Default (white)
      

        
     D:20221129100854
      

        
     1
     0
     538.8481 120.8011 554.5246 841.9194 
            
                
         133
         SubDoc
         133
              

       CurrentAVDoc
          

      

        
     QITE_QuiteImposingPlus4
     Quite Imposing Plus 4.0m
     Quite Imposing Plus 4
     1
      

        
     178
     179
     132
     6e744645-58af-4593-bd49-28b0af833331
     1
      

   1
  

    
   HistoryItem_V1
   AddMaskingTape
        
     Range: From page 133 to page 133
     Mask co-ordinates: Left bottom (519.48 0.00) Right top (569.28 179.82) points
     Colour: Default (white)
      

        
     D:20221129100854
      

        
     1
     0
     519.483 0 569.2789 179.8185 
            
                
         133
         SubDoc
         133
              

       CurrentAVDoc
          

      

        
     QITE_QuiteImposingPlus4
     Quite Imposing Plus 4.0m
     Quite Imposing Plus 4
     1
      

        
     178
     179
     132
     3e60d1b2-0889-451d-ae0c-a5ff1f1f917d
     1
      

   1
  

    
   HistoryItem_V1
   AddMaskingTape
        
     Range: From page 133 to page 133
     Mask co-ordinates: Left bottom (143.25 232.38) Right top (181.06 249.90) points
     Colour: Default (white)
      

        
     D:20221129100854
      

        
     1
     0
     143.2474 232.3808 181.0554 249.9016 
            
                
         133
         SubDoc
         133
              

       CurrentAVDoc
          

      

        
     QITE_QuiteImposingPlus4
     Quite Imposing Plus 4.0m
     Quite Imposing Plus 4
     1
      

        
     178
     179
     132
     c42f7032-991d-4ea6-8745-9ed168f9f1c3
     1
      

   1
  

    
   HistoryItem_V1
   AddMaskingTape
        
     Range: From page 132 to page 132
     Mask co-ordinates: Left bottom (525.94 73.77) Right top (585.88 841.92) points
     Colour: Default (white)
      

        
     D:20221129100854
      

        
     1
     0
     525.938 73.7717 585.8776 841.9194 
            
                
         132
         SubDoc
         132
              

       CurrentAVDoc
          

      

        
     QITE_QuiteImposingPlus4
     Quite Imposing Plus 4.0m
     Quite Imposing Plus 4
     1
      

        
     178
     179
     131
     8fa41691-7742-42d2-8d18-350f38572732
     1
      

   1
  

    
   HistoryItem_V1
   AddMaskingTape
        
     Range: From page 132 to page 132
     Mask co-ordinates: Left bottom (508.42 0.00) Right top (575.73 124.49) points
     Colour: Default (white)
      

        
     D:20221129100854
      

        
     1
     0
     508.4173 0 575.7339 124.4897 
            
                
         132
         SubDoc
         132
              

       CurrentAVDoc
          

      

        
     QITE_QuiteImposingPlus4
     Quite Imposing Plus 4.0m
     Quite Imposing Plus 4
     1
      

        
     178
     179
     131
     5229a452-df42-4ab5-aa15-ced54b7cab68
     1
      

   1
  

    
   HistoryItem_V1
   AddMaskingTape
        
     Range: From page 131 to page 131
     Mask co-ordinates: Left bottom (543.46 78.38) Right top (569.28 841.92) points
     Colour: Default (white)
      

        
     D:20221129100854
      

        
     1
     0
     543.4589 78.3824 569.2789 841.9194 
            
                
         131
         SubDoc
         131
              

       CurrentAVDoc
          

      

        
     QITE_QuiteImposingPlus4
     Quite Imposing Plus 4.0m
     Quite Imposing Plus 4
     1
      

        
     178
     179
     130
     c66e97cc-13f8-4365-811a-439c17adb3a8
     1
      

   1
  

    
   HistoryItem_V1
   AddMaskingTape
        
     Range: From page 131 to page 131
     Mask co-ordinates: Left bottom (533.32 0.00) Right top (555.45 171.52) points
     Colour: Default (white)
      

        
     D:20221129100854
      

        
     1
     0
     533.3152 0 555.4467 171.5192 
            
                
         131
         SubDoc
         131
              

       CurrentAVDoc
          

      

        
     QITE_QuiteImposingPlus4
     Quite Imposing Plus 4.0m
     Quite Imposing Plus 4
     1
      

        
     178
     179
     130
     ec6d438c-d66b-4246-b536-5600b9113c69
     1
      

   1
  

    
   HistoryItem_V1
   AddMaskingTape
        
     Range: From page 131 to page 131
     Mask co-ordinates: Left bottom (146.94 212.09) Right top (177.37 247.14) points
     Colour: Default (white)
      

        
     D:20221129100854
      

        
     1
     0
     146.936 212.0936 177.3669 247.1352 
            
                
         131
         SubDoc
         131
              

       CurrentAVDoc
          

      

        
     QITE_QuiteImposingPlus4
     Quite Imposing Plus 4.0m
     Quite Imposing Plus 4
     1
      

        
     178
     179
     130
     6180ac55-a902-4910-9ec2-d0864c9d9b08
     1
      

   1
  

    
   HistoryItem_V1
   AddMaskingTape
        
     Range: From page 130 to page 130
     Mask co-ordinates: Left bottom (528.70 81.15) Right top (588.64 841.92) points
     Colour: Default (white)
      

        
     D:20221129100854
      

        
     1
     0
     528.7045 81.1489 588.644 841.9194 
            
                
         130
         SubDoc
         130
              

       CurrentAVDoc
          

      

        
     QITE_QuiteImposingPlus4
     Quite Imposing Plus 4.0m
     Quite Imposing Plus 4
     1
      

        
     178
     179
     129
     5650d61e-c322-4175-a6e6-5551bccda07f
     1
      

   1
  

    
   HistoryItem_V1
   AddMaskingTape
        
     Range: From page 130 to page 130
     Mask co-ordinates: Left bottom (518.56 0.00) Right top (565.59 154.00) points
     Colour: Default (white)
      

        
     D:20221129100854
      

        
     1
     0
     518.5609 0 565.5903 153.9984 
            
                
         130
         SubDoc
         130
              

       CurrentAVDoc
          

      

        
     QITE_QuiteImposingPlus4
     Quite Imposing Plus 4.0m
     Quite Imposing Plus 4
     1
      

        
     178
     179
     129
     8258108d-49e3-4ef3-acfc-bdbc37e3de43
     1
      

   1
  

    
   HistoryItem_V1
   AddMaskingTape
        
     Range: From page 130 to page 130
     Mask co-ordinates: Left bottom (161.69 238.84) Right top (178.29 244.37) points
     Colour: Default (white)
      

        
     D:20221129100854
      

        
     1
     0
     161.6904 238.8358 178.289 244.3687 
            
                
         130
         SubDoc
         130
              

       CurrentAVDoc
          

      

        
     QITE_QuiteImposingPlus4
     Quite Imposing Plus 4.0m
     Quite Imposing Plus 4
     1
      

        
     178
     179
     129
     36b4e361-538e-4d17-81d0-f28eb4c68b7c
     1
      

   1
  

    
   HistoryItem_V1
   AddMaskingTape
        
     Range: From page 129 to page 129
     Mask co-ordinates: Left bottom (541.61 52.56) Right top (581.27 841.92) points
     Colour: Default (white)
      

        
     D:20221129100854
      

        
     1
     0
     541.6146 52.5623 581.2668 841.9194 
            
                
         129
         SubDoc
         129
              

       CurrentAVDoc
          

      

        
     QITE_QuiteImposingPlus4
     Quite Imposing Plus 4.0m
     Quite Imposing Plus 4
     1
      

        
     178
     179
     128
     4077684a-fa61-4c06-a1da-ed441c278011
     1
      

   1
  

    
   HistoryItem_V1
   AddMaskingTape
        
     Range: From page 129 to page 129
     Mask co-ordinates: Left bottom (533.32 0.00) Right top (582.19 147.54) points
     Colour: Default (white)
      

        
     D:20221129100854
      

        
     1
     0
     533.3152 0 582.189 147.5434 
            
                
         129
         SubDoc
         129
              

       CurrentAVDoc
          

      

        
     QITE_QuiteImposingPlus4
     Quite Imposing Plus 4.0m
     Quite Imposing Plus 4
     1
      

        
     178
     179
     128
     cb8e646a-92a6-4998-9ecc-d2abdaeba2d0
     1
      

   1
  

    
   HistoryItem_V1
   AddMaskingTape
        
     Range: From page 128 to page 128
     Mask co-ordinates: Left bottom (535.16 86.68) Right top (555.45 841.92) points
     Colour: Default (white)
      

        
     D:20221129100854
      

        
     1
     0
     535.1595 86.6817 555.4467 841.9194 
            
                
         128
         SubDoc
         128
              

       CurrentAVDoc
          

      

        
     QITE_QuiteImposingPlus4
     Quite Imposing Plus 4.0m
     Quite Imposing Plus 4
     1
      

        
     178
     179
     127
     a48407a3-3338-4bad-b868-e59175dcad5c
     1
      

   1
  

    
   HistoryItem_V1
   AddMaskingTape
        
     Range: From page 128 to page 128
     Mask co-ordinates: Left bottom (537.93 0.00) Right top (557.29 163.22) points
     Colour: Default (white)
      

        
     D:20221129100854
      

        
     1
     0
     537.926 0 557.291 163.2199 
            
                
         128
         SubDoc
         128
              

       CurrentAVDoc
          

      

        
     QITE_QuiteImposingPlus4
     Quite Imposing Plus 4.0m
     Quite Imposing Plus 4
     1
      

        
     178
     179
     127
     34e528a5-caf5-4f9e-83fb-8881f716c4fd
     1
      

   1
  

    
   HistoryItem_V1
   AddMaskingTape
        
     Range: From page 127 to page 127
     Mask co-ordinates: Left bottom (543.46 117.11) Right top (567.43 841.92) points
     Colour: Default (white)
      

        
     D:20221129100854
      

        
     1
     0
     543.4589 117.1125 567.4346 841.9194 
            
                
         127
         SubDoc
         127
              

       CurrentAVDoc
          

      

        
     QITE_QuiteImposingPlus4
     Quite Imposing Plus 4.0m
     Quite Imposing Plus 4
     1
      

        
     178
     179
     126
     40792355-6877-417e-8e46-162baf88dcca
     1
      

   1
  

    
   HistoryItem_V1
   AddMaskingTape
        
     Range: From page 127 to page 127
     Mask co-ordinates: Left bottom (531.47 0.00) Right top (592.33 200.11) points
     Colour: Default (white)
      

        
     D:20221129100854
      

        
     1
     0
     531.4709 0 592.3326 200.1057 
            
                
         127
         SubDoc
         127
              

       CurrentAVDoc
          

      

        
     QITE_QuiteImposingPlus4
     Quite Imposing Plus 4.0m
     Quite Imposing Plus 4
     1
      

        
     178
     179
     126
     17872315-ce9f-4c2c-a547-f80a7b54e611
     1
      

   1
  

    
   HistoryItem_V1
   AddMaskingTape
        
     Range: From page 127 to page 127
     Mask co-ordinates: Left bottom (163.53 236.07) Right top (184.74 242.52) points
     Colour: Default (white)
      

        
     D:20221129100854
      

        
     1
     0
     163.5346 236.0694 184.744 242.5244 
            
                
         127
         SubDoc
         127
              

       CurrentAVDoc
          

      

        
     QITE_QuiteImposingPlus4
     Quite Imposing Plus 4.0m
     Quite Imposing Plus 4
     1
      

        
     178
     179
     126
     3f504269-2b45-4cc1-b330-bda84a47a950
     1
      

   1
  

    
   HistoryItem_V1
   AddMaskingTape
        
     Range: From page 126 to page 126
     Mask co-ordinates: Left bottom (547.15 26.74) Right top (570.20 841.92) points
     Colour: Default (white)
      

        
     D:20221129100854
      

        
     1
     0
     547.1474 26.7422 570.201 841.9194 
            
                
         126
         SubDoc
         126
              

       CurrentAVDoc
          

      

        
     QITE_QuiteImposingPlus4
     Quite Imposing Plus 4.0m
     Quite Imposing Plus 4
     1
      

        
     178
     179
     125
     e9e91029-72ea-44b0-9732-d964d2242d58
     1
      

   1
  

    
   HistoryItem_V1
   AddMaskingTape
        
     Range: From page 126 to page 126
     Mask co-ordinates: Left bottom (537.00 0.00) Right top (556.37 47.95) points
     Colour: Default (white)
      

        
     D:20221129100854
      

        
     1
     0
     537.0038 0 556.3689 47.9516 
            
                
         126
         SubDoc
         126
              

       CurrentAVDoc
          

      

        
     QITE_QuiteImposingPlus4
     Quite Imposing Plus 4.0m
     Quite Imposing Plus 4
     1
      

        
     178
     179
     125
     2a595553-cf24-4c6d-88c6-1650105688ec
     1
      

   1
  

    
   HistoryItem_V1
   AddMaskingTape
        
     Range: From page 126 to page 126
     Mask co-ordinates: Left bottom (159.85 236.99) Right top (178.29 245.29) points
     Colour: Default (white)
      

        
     D:20221129100854
      

        
     1
     0
     159.8461 236.9915 178.289 245.2909 
            
                
         126
         SubDoc
         126
              

       CurrentAVDoc
          

      

        
     QITE_QuiteImposingPlus4
     Quite Imposing Plus 4.0m
     Quite Imposing Plus 4
     1
      

        
     178
     179
     125
     3e9d6fff-bd01-4e4d-8f16-c0bb043453be
     1
      

   1
  

    
   HistoryItem_V1
   AddMaskingTape
        
     Range: From page 125 to page 125
     Mask co-ordinates: Left bottom (539.77 173.36) Right top (580.34 841.92) points
     Colour: Default (white)
      

        
     D:20221129100854
      

        
     1
     0
     539.7703 173.3635 580.3447 841.9194 
            
                
         125
         SubDoc
         125
              

       CurrentAVDoc
          

      

        
     QITE_QuiteImposingPlus4
     Quite Imposing Plus 4.0m
     Quite Imposing Plus 4
     1
      

        
     178
     179
     124
     3f84f692-7de2-41d6-bd47-a36f48c12e86
     1
      

   1
  

    
   HistoryItem_V1
   AddMaskingTape
        
     Range: From page 125 to page 125
     Mask co-ordinates: Left bottom (533.32 0.00) Right top (584.03 236.07) points
     Colour: Default (white)
      

        
     D:20221129100854
      

        
     1
     0
     533.3152 0 584.0333 236.0694 
            
                
         125
         SubDoc
         125
              

       CurrentAVDoc
          

      

        
     QITE_QuiteImposingPlus4
     Quite Imposing Plus 4.0m
     Quite Imposing Plus 4
     1
      

        
     178
     179
     124
     18013ba4-bc9b-43ec-9dd5-7179c8d4c444
     1
      

   1
  

    
   HistoryItem_V1
   AddMaskingTape
        
     Range: From page 124 to page 124
     Mask co-ordinates: Left bottom (157.08 235.15) Right top (177.37 240.68) points
     Colour: Default (white)
      

        
     D:20221129100854
      

        
     1
     0
     157.0796 235.1472 177.3669 240.6801 
            
                
         124
         SubDoc
         124
              

       CurrentAVDoc
          

      

        
     QITE_QuiteImposingPlus4
     Quite Imposing Plus 4.0m
     Quite Imposing Plus 4
     1
      

        
     178
     179
     123
     1ad82d3e-537e-463e-8aeb-766239a7f64e
     1
      

   1
  

    
   HistoryItem_V1
   AddMaskingTape
        
     Range: From page 124 to page 124
     Mask co-ordinates: Left bottom (525.02 149.39) Right top (580.34 841.92) points
     Colour: Default (white)
      

        
     D:20221129100854
      

        
     1
     0
     525.0159 149.3877 580.3447 841.9194 
            
                
         124
         SubDoc
         124
              

       CurrentAVDoc
          

      

        
     QITE_QuiteImposingPlus4
     Quite Imposing Plus 4.0m
     Quite Imposing Plus 4
     1
      

        
     178
     179
     123
     fbfb063f-9dc9-45df-84a5-2eed960a670e
     1
      

   1
  

    
   HistoryItem_V1
   AddMaskingTape
        
     Range: From page 124 to page 124
     Mask co-ordinates: Left bottom (525.02 0.00) Right top (572.05 206.56) points
     Colour: Default (white)
      

        
     D:20221129100854
      

        
     1
     0
     525.0159 0 572.0453 206.5607 
            
                
         124
         SubDoc
         124
              

       CurrentAVDoc
          

      

        
     QITE_QuiteImposingPlus4
     Quite Imposing Plus 4.0m
     Quite Imposing Plus 4
     1
      

        
     178
     179
     123
     78e5e184-3306-480d-9161-565566762cfb
     1
      

   1
  

    
   HistoryItem_V1
   AddMaskingTape
        
     Range: From page 123 to page 123
     Mask co-ordinates: Left bottom (136.79 226.85) Right top (185.67 244.37) points
     Colour: Default (white)
      

        
     D:20221129100854
      

        
     1
     0
     136.7924 226.8479 185.6662 244.3687 
            
                
         123
         SubDoc
         123
              

       CurrentAVDoc
          

      

        
     QITE_QuiteImposingPlus4
     Quite Imposing Plus 4.0m
     Quite Imposing Plus 4
     1
      

        
     178
     179
     122
     a8eaea05-c6b5-42b2-ab10-77f95cdf72a8
     1
      

   1
  

    
   HistoryItem_V1
   AddMaskingTape
        
     Range: From page 123 to page 123
     Mask co-ordinates: Left bottom (525.02 112.50) Right top (583.11 841.92) points
     Colour: Default (white)
      

        
     D:20221129100854
      

        
     1
     0
     525.0159 112.5018 583.1111 841.9194 
            
                
         123
         SubDoc
         123
              

       CurrentAVDoc
          

      

        
     QITE_QuiteImposingPlus4
     Quite Imposing Plus 4.0m
     Quite Imposing Plus 4
     1
      

        
     178
     179
     122
     e3d5ddde-5266-48d1-824c-daafeebacbfb
     1
      

   1
  

    
   HistoryItem_V1
   AddMaskingTape
        
     Range: From page 123 to page 123
     Mask co-ordinates: Left bottom (525.94 0.00) Right top (574.81 175.21) points
     Colour: Default (white)
      

        
     D:20221129100854
      

        
     1
     0
     525.938 0 574.8118 175.2078 
            
                
         123
         SubDoc
         123
              

       CurrentAVDoc
          

      

        
     QITE_QuiteImposingPlus4
     Quite Imposing Plus 4.0m
     Quite Imposing Plus 4
     1
      

        
     178
     179
     122
     54885e4d-0bd5-43fb-b007-9db9a6c72b2e
     1
      

   1
  

    
   HistoryItem_V1
   AddMaskingTape
        
     Range: From page 121 to page 121
     Mask co-ordinates: Left bottom (536.08 117.11) Right top (568.36 841.92) points
     Colour: Default (white)
      

        
     D:20221129100854
      

        
     1
     0
     536.0817 117.1125 568.3568 841.9194 
            
                
         121
         SubDoc
         121
              

       CurrentAVDoc
          

      

        
     QITE_QuiteImposingPlus4
     Quite Imposing Plus 4.0m
     Quite Imposing Plus 4
     1
      

        
     178
     179
     120
     329bef34-20d5-4884-9330-7e9f81a6aa23
     1
      

   1
  

    
   HistoryItem_V1
   AddMaskingTape
        
     Range: From page 121 to page 121
     Mask co-ordinates: Left bottom (524.09 0.92) Right top (555.45 238.84) points
     Colour: Default (white)
      

        
     D:20221129100854
      

        
     1
     0
     524.0938 0.9221 555.4467 238.8358 
            
                
         121
         SubDoc
         121
              

       CurrentAVDoc
          

      

        
     QITE_QuiteImposingPlus4
     Quite Imposing Plus 4.0m
     Quite Imposing Plus 4
     1
      

        
     178
     179
     120
     0eab22be-4060-42d3-83f3-53f03bec5259
     1
      

   1
  

    
   HistoryItem_V1
   AddMaskingTape
        
     Range: From page 121 to page 121
     Mask co-ordinates: Left bottom (542.54 230.54) Right top (550.84 243.45) points
     Colour: Default (white)
      

        
     D:20221129100854
      

        
     1
     0
     542.5367 230.5365 550.836 243.4466 
            
                
         121
         SubDoc
         121
              

       CurrentAVDoc
          

      

        
     QITE_QuiteImposingPlus4
     Quite Imposing Plus 4.0m
     Quite Imposing Plus 4
     1
      

        
     178
     179
     120
     a4af60d9-bb8b-4f29-916c-98e6ddec6a4b
     1
      

   1
  

    
   HistoryItem_V1
   AddMaskingTape
        
     Range: From page 120 to page 120
     Mask co-ordinates: Left bottom (536.08 126.33) Right top (589.57 841.92) points
     Colour: Default (white)
      

        
     D:20221129100854
      

        
     1
     0
     536.0817 126.334 589.5662 841.9194 
            
                
         120
         SubDoc
         120
              

       CurrentAVDoc
          

      

        
     QITE_QuiteImposingPlus4
     Quite Imposing Plus 4.0m
     Quite Imposing Plus 4
     1
      

        
     178
     179
     119
     06cf0d3c-a872-4f19-b9dc-32f11066a752
     1
      

   1
  

    
   HistoryItem_V1
   AddMaskingTape
        
     Range: From page 120 to page 120
     Mask co-ordinates: Left bottom (509.34 0.00) Right top (580.34 139.24) points
     Colour: Default (white)
      

        
     D:20221129100854
      

        
     1
     0
     509.3394 0 580.3447 139.2441 
            
                
         120
         SubDoc
         120
              

       CurrentAVDoc
          

      

        
     QITE_QuiteImposingPlus4
     Quite Imposing Plus 4.0m
     Quite Imposing Plus 4
     1
      

        
     178
     179
     119
     55359738-6c23-448a-bdb2-e4e59bf4d8f6
     1
      

   1
  

    
   HistoryItem_V1
   AddMaskingTape
        
     Range: From page 119 to page 119
     Mask co-ordinates: Left bottom (157.08 213.02) Right top (187.51 251.75) points
     Colour: Default (white)
      

        
     D:20221129100854
      

        
     1
     0
     157.0796 213.0157 187.5104 251.7459 
            
                
         119
         SubDoc
         119
              

       CurrentAVDoc
          

      

        
     QITE_QuiteImposingPlus4
     Quite Imposing Plus 4.0m
     Quite Imposing Plus 4
     1
      

        
     178
     179
     118
     f79ea63d-202f-4fcd-83ba-0002f579dd9a
     1
      

   1
  

    
   HistoryItem_V1
   AddMaskingTape
        
     Range: From page 118 to page 118
     Mask co-ordinates: Left bottom (169.99 235.15) Right top (199.50 246.21) points
     Colour: Default (white)
      

        
     D:20221129100854
      

        
     1
     0
     169.9897 235.1472 199.4984 246.213 
            
                
         118
         SubDoc
         118
              

       CurrentAVDoc
          

      

        
     QITE_QuiteImposingPlus4
     Quite Imposing Plus 4.0m
     Quite Imposing Plus 4
     1
      

        
     178
     179
     117
     dae5e743-d343-4e41-b6d6-c7dc0fdb3d0d
     1
      

   1
  

    
   HistoryItem_V1
   AddMaskingTape
        
     Range: From page 117 to page 117
     Mask co-ordinates: Left bottom (523.17 59.02) Right top (574.81 841.92) points
     Colour: Default (white)
      

        
     D:20221129100854
      

        
     1
     0
     523.1716 59.0173 574.8118 841.9194 
            
                
         117
         SubDoc
         117
              

       CurrentAVDoc
          

      

        
     QITE_QuiteImposingPlus4
     Quite Imposing Plus 4.0m
     Quite Imposing Plus 4
     1
      

        
     178
     179
     116
     b20a8083-df92-461e-b950-119f04bf9aea
     1
      

   1
  

    
   HistoryItem_V1
   AddMaskingTape
        
     Range: From page 117 to page 117
     Mask co-ordinates: Left bottom (514.87 0.00) Right top (574.81 198.26) points
     Colour: Default (white)
      

        
     D:20221129100854
      

        
     1
     0
     514.8723 0 574.8118 198.2614 
            
                
         117
         SubDoc
         117
              

       CurrentAVDoc
          

      

        
     QITE_QuiteImposingPlus4
     Quite Imposing Plus 4.0m
     Quite Imposing Plus 4
     1
      

        
     178
     179
     116
     ee537840-5216-483b-8e78-62143278883b
     1
      

   1
  

    
   HistoryItem_V1
   AddMaskingTape
        
     Range: From page 117 to page 117
     Mask co-ordinates: Left bottom (134.95 237.91) Right top (163.53 249.90) points
     Colour: Default (white)
      

        
     D:20221129100854
      

        
     1
     0
     134.9481 237.9137 163.5346 249.9016 
            
                
         117
         SubDoc
         117
              

       CurrentAVDoc
          

      

        
     QITE_QuiteImposingPlus4
     Quite Imposing Plus 4.0m
     Quite Imposing Plus 4
     1
      

        
     178
     179
     116
     22ec5055-2104-44e9-b232-cb71626c2717
     1
      

   1
  

    
   HistoryItem_V1
   AddMaskingTape
        
     Range: From page 116 to page 116
     Mask co-ordinates: Left bottom (522.25 90.37) Right top (573.89 841.92) points
     Colour: Default (white)
      

        
     D:20221129100854
      

        
     1
     0
     522.2495 90.3703 573.8896 841.9194 
            
                
         116
         SubDoc
         116
              

       CurrentAVDoc
          

      

        
     QITE_QuiteImposingPlus4
     Quite Imposing Plus 4.0m
     Quite Imposing Plus 4
     1
      

        
     178
     179
     115
     05bde557-b6f4-4819-8d40-f20b69d7c288
     1
      

   1
  

    
   HistoryItem_V1
   AddMaskingTape
        
     Range: From page 116 to page 116
     Mask co-ordinates: Left bottom (524.09 0.00) Right top (574.81 137.40) points
     Colour: Default (white)
      

        
     D:20221129100854
      

        
     1
     0
     524.0938 0 574.8118 137.3998 
            
                
         116
         SubDoc
         116
              

       CurrentAVDoc
          

      

        
     QITE_QuiteImposingPlus4
     Quite Imposing Plus 4.0m
     Quite Imposing Plus 4
     1
      

        
     178
     179
     115
     e1c5ec96-3322-4354-a79a-645c6c7a174c
     1
      

   1
  

    
   HistoryItem_V1
   AddMaskingTape
        
     Range: From page 116 to page 116
     Mask co-ordinates: Left bottom (147.86 241.60) Right top (170.91 249.90) points
     Colour: Default (white)
      

        
     D:20221129100854
      

        
     1
     0
     147.8582 241.6023 170.9118 249.9016 
            
                
         116
         SubDoc
         116
              

       CurrentAVDoc
          

      

        
     QITE_QuiteImposingPlus4
     Quite Imposing Plus 4.0m
     Quite Imposing Plus 4
     1
      

        
     178
     179
     115
     743dfd50-aefa-440e-b793-126a619ba112
     1
      

   1
  

    
   HistoryItem_V1
   AddMaskingTape
        
     Range: From page 115 to page 115
     Mask co-ordinates: Left bottom (545.30 154.00) Right top (575.73 841.92) points
     Colour: Default (white)
      

        
     D:20221129100854
      

        
     1
     0
     545.3031 153.9984 575.7339 841.9194 
            
                
         115
         SubDoc
         115
              

       CurrentAVDoc
          

      

        
     QITE_QuiteImposingPlus4
     Quite Imposing Plus 4.0m
     Quite Imposing Plus 4
     1
      

        
     178
     179
     114
     bcc4165d-6b3c-4034-916b-d2c479f506eb
     1
      

   1
  

    
   HistoryItem_V1
   AddMaskingTape
        
     Range: From page 115 to page 115
     Mask co-ordinates: Left bottom (537.93 0.00) Right top (576.66 244.37) points
     Colour: Default (white)
      

        
     D:20221129100854
      

        
     1
     0
     537.926 0 576.6561 244.3687 
            
                
         115
         SubDoc
         115
              

       CurrentAVDoc
          

      

        
     QITE_QuiteImposingPlus4
     Quite Imposing Plus 4.0m
     Quite Imposing Plus 4
     1
      

        
     178
     179
     114
     afd93d53-7dd2-4adf-8974-24ad9a79f392
     1
      

   1
  

    
   HistoryItem_V1
   AddMaskingTape
        
     Range: From page 115 to page 115
     Mask co-ordinates: Left bottom (158.00 243.45) Right top (190.28 254.51) points
     Colour: Default (white)
      

        
     D:20221129100854
      

        
     1
     0
     158.0018 243.4466 190.2769 254.5123 
            
                
         115
         SubDoc
         115
              

       CurrentAVDoc
          

      

        
     QITE_QuiteImposingPlus4
     Quite Imposing Plus 4.0m
     Quite Imposing Plus 4
     1
      

        
     178
     179
     114
     51740cf4-2717-4142-8403-7630ac1f70a6
     1
      

   1
  

    
   HistoryItem_V1
   AddMaskingTape
        
     Range: From page 114 to page 114
     Mask co-ordinates: Left bottom (548.07 259.12) Right top (557.29 841.92) points
     Colour: Default (white)
      

        
     D:20221129100855
      

        
     1
     0
     548.0696 259.123 557.291 841.9194 
            
                
         114
         SubDoc
         114
              

       CurrentAVDoc
          

      

        
     QITE_QuiteImposingPlus4
     Quite Imposing Plus 4.0m
     Quite Imposing Plus 4
     1
      

        
     178
     179
     113
     3d8fd708-76c8-4ce4-8d0b-09cb76c53eb9
     1
      

   1
  

    
   HistoryItem_V1
   AddMaskingTape
        
     Range: From page 114 to page 114
     Mask co-ordinates: Left bottom (164.46 239.76) Right top (187.51 246.21) points
     Colour: Default (white)
      

        
     D:20221129100855
      

        
     1
     0
     164.4568 239.758 187.5104 246.213 
            
                
         114
         SubDoc
         114
              

       CurrentAVDoc
          

      

        
     QITE_QuiteImposingPlus4
     Quite Imposing Plus 4.0m
     Quite Imposing Plus 4
     1
      

        
     178
     179
     113
     86a9d35a-7d02-468e-9025-a676aa0a94b8
     1
      

   1
  

    
   HistoryItem_V1
   AddMaskingTape
        
     Range: From page 113 to page 113
     Mask co-ordinates: Left bottom (173.68 236.07) Right top (186.59 245.29) points
     Colour: Default (white)
      

        
     D:20221129100855
      

        
     1
     0
     173.6783 236.0694 186.5883 245.2909 
            
                
         113
         SubDoc
         113
              

       CurrentAVDoc
          

      

        
     QITE_QuiteImposingPlus4
     Quite Imposing Plus 4.0m
     Quite Imposing Plus 4
     1
      

        
     178
     179
     112
     d2d8879e-2279-40c2-8f14-b368871f4d7f
     1
      

   1
  

    
   HistoryItem_V1
   AddMaskingTape
        
     Range: From page 112 to page 112
     Mask co-ordinates: Left bottom (541.61 86.68) Right top (572.97 841.92) points
     Colour: Default (white)
      

        
     D:20221129100855
      

        
     1
     0
     541.6146 86.6817 572.9675 841.9194 
            
                
         112
         SubDoc
         112
              

       CurrentAVDoc
          

      

        
     QITE_QuiteImposingPlus4
     Quite Imposing Plus 4.0m
     Quite Imposing Plus 4
     1
      

        
     178
     179
     111
     0e000172-b503-4121-952a-717db955a440
     1
      

   1
  

    
   HistoryItem_V1
   AddMaskingTape
        
     Range: From page 112 to page 112
     Mask co-ordinates: Left bottom (528.70 0.00) Right top (561.90 177.97) points
     Colour: Default (white)
      

        
     D:20221129100855
      

        
     1
     0
     528.7045 0 561.9017 177.9742 
            
                
         112
         SubDoc
         112
              

       CurrentAVDoc
          

      

        
     QITE_QuiteImposingPlus4
     Quite Imposing Plus 4.0m
     Quite Imposing Plus 4
     1
      

        
     178
     179
     111
     4c272c57-b974-4899-b723-d8b17592e1ac
     1
      

   1
  

    
   HistoryItem_V1
   AddMaskingTape
        
     Range: From page 112 to page 112
     Mask co-ordinates: Left bottom (158.92 229.61) Right top (175.52 253.59) points
     Colour: Default (white)
      

        
     D:20221129100855
      

        
     1
     0
     158.9239 229.6144 175.5226 253.5902 
            
                
         112
         SubDoc
         112
              

       CurrentAVDoc
          

      

        
     QITE_QuiteImposingPlus4
     Quite Imposing Plus 4.0m
     Quite Imposing Plus 4
     1
      

        
     178
     179
     111
     b6f281cd-5934-4f46-bfef-ce4e4a5ad7e6
     1
      

   1
  

    
   HistoryItem_V1
   AddMaskingTape
        
     Range: From page 111 to page 111
     Mask co-ordinates: Left bottom (543.46 124.49) Right top (570.20 841.92) points
     Colour: Default (white)
      

        
     D:20221129100855
      

        
     1
     0
     543.4589 124.4897 570.201 841.9194 
            
                
         111
         SubDoc
         111
              

       CurrentAVDoc
          

      

        
     QITE_QuiteImposingPlus4
     Quite Imposing Plus 4.0m
     Quite Imposing Plus 4
     1
      

        
     178
     179
     110
     9f7fe9f0-0c0a-436f-80d7-059a66c15659
     1
      

   1
  

    
   HistoryItem_V1
   AddMaskingTape
        
     Range: From page 111 to page 111
     Mask co-ordinates: Left bottom (534.24 0.00) Right top (586.80 260.05) points
     Colour: Default (white)
      

        
     D:20221129100855
      

        
     1
     0
     534.2374 0 586.7997 260.0452 
            
                
         111
         SubDoc
         111
              

       CurrentAVDoc
          

      

        
     QITE_QuiteImposingPlus4
     Quite Imposing Plus 4.0m
     Quite Imposing Plus 4
     1
      

        
     178
     179
     110
     28d7588f-a7c7-4b18-a703-b45e1702dfbb
     1
      

   1
  

    
   HistoryItem_V1
   AddMaskingTape
        
     Range: From page 110 to page 110
     Mask co-ordinates: Left bottom (165.38 236.99) Right top (191.20 246.21) points
     Colour: Default (white)
      

        
     D:20221129100855
      

        
     1
     0
     165.3789 236.9915 191.199 246.213 
            
                
         110
         SubDoc
         110
              

       CurrentAVDoc
          

      

        
     QITE_QuiteImposingPlus4
     Quite Imposing Plus 4.0m
     Quite Imposing Plus 4
     1
      

        
     178
     179
     109
     62d35a13-2d7a-4504-bb0c-7e04989a468d
     1
      

   1
  

    
   HistoryItem_V1
   AddMaskingTape
        
     Range: From page 109 to page 109
     Mask co-ordinates: Left bottom (543.46 434.33) Right top (555.45 841.92) points
     Colour: Default (white)
      

        
     D:20221129100855
      

        
     1
     0
     543.4589 434.3308 555.4467 841.9194 
            
                
         109
         SubDoc
         109
              

       CurrentAVDoc
          

      

        
     QITE_QuiteImposingPlus4
     Quite Imposing Plus 4.0m
     Quite Imposing Plus 4
     1
      

        
     178
     179
     108
     afe0a540-1bf1-407c-af8e-ba00e1c0c0da
     1
      

   1
  

    
   HistoryItem_V1
   AddMaskingTape
        
     Range: From page 107 to page 107
     Mask co-ordinates: Left bottom (171.83 236.99) Right top (187.51 242.52) points
     Colour: Default (white)
      

        
     D:20221129100855
      

        
     1
     0
     171.834 236.9915 187.5104 242.5244 
            
                
         107
         SubDoc
         107
              

       CurrentAVDoc
          

      

        
     QITE_QuiteImposingPlus4
     Quite Imposing Plus 4.0m
     Quite Imposing Plus 4
     1
      

        
     178
     179
     106
     7f5a6359-04c9-4cd8-8285-7b3c243c6c4a
     1
      

   1
  

    
   HistoryItem_V1
   AddMaskingTape
        
     Range: From page 106 to page 106
     Mask co-ordinates: Left bottom (167.22 235.15) Right top (180.13 239.76) points
     Colour: Default (white)
      

        
     D:20221129100855
      

        
     1
     0
     167.2232 235.1472 180.1333 239.758 
            
                
         106
         SubDoc
         106
              

       CurrentAVDoc
          

      

        
     QITE_QuiteImposingPlus4
     Quite Imposing Plus 4.0m
     Quite Imposing Plus 4
     1
      

        
     178
     179
     105
     4962a8d5-f1b8-4f46-83ff-9fe47141b319
     1
      

   1
  

    
   HistoryItem_V1
   AddMaskingTape
        
     Range: From page 105 to page 105
     Mask co-ordinates: Left bottom (181.98 786.59) Right top (343.35 829.93) points
     Colour: Default (white)
      

        
     D:20221129100855
      

        
     1
     0
     181.9776 786.5906 343.3531 829.9315 
            
                
         105
         SubDoc
         105
              

       CurrentAVDoc
          

      

        
     QITE_QuiteImposingPlus4
     Quite Imposing Plus 4.0m
     Quite Imposing Plus 4
     1
      

        
     178
     179
     104
     6fe4538f-f872-4e02-9ad6-d6df5ccabe82
     1
      

   1
  

    
   HistoryItem_V1
   AddMaskingTape
        
     Range: From page 105 to page 105
     Mask co-ordinates: Left bottom (521.33 146.62) Right top (573.89 841.92) points
     Colour: Default (white)
      

        
     D:20221129100855
      

        
     1
     0
     521.3273 146.6212 573.8896 841.9194 
            
                
         105
         SubDoc
         105
              

       CurrentAVDoc
          

      

        
     QITE_QuiteImposingPlus4
     Quite Imposing Plus 4.0m
     Quite Imposing Plus 4
     1
      

        
     178
     179
     104
     8a9759fb-5614-4add-9709-ed314b08703d
     1
      

   1
  

    
   HistoryItem_V1
   AddMaskingTape
        
     Range: From page 105 to page 105
     Mask co-ordinates: Left bottom (513.95 0.00) Right top (557.29 217.63) points
     Colour: Default (white)
      

        
     D:20221129100855
      

        
     1
     0
     513.9501 0 557.291 217.6265 
            
                
         105
         SubDoc
         105
              

       CurrentAVDoc
          

      

        
     QITE_QuiteImposingPlus4
     Quite Imposing Plus 4.0m
     Quite Imposing Plus 4
     1
      

        
     178
     179
     104
     bf963fdd-8480-4d44-b39f-3c3aae6b9146
     1
      

   1
  

    
   HistoryItem_V1
   AddMaskingTape
        
     Range: From page 104 to page 104
     Mask co-ordinates: Left bottom (523.17 106.05) Right top (577.58 841.92) points
     Colour: Default (white)
      

        
     D:20221129100855
      

        
     1
     0
     523.1716 106.0468 577.5782 841.9194 
            
                
         104
         SubDoc
         104
              

       CurrentAVDoc
          

      

        
     QITE_QuiteImposingPlus4
     Quite Imposing Plus 4.0m
     Quite Imposing Plus 4
     1
      

        
     178
     179
     103
     f390dd9c-bc78-411c-83cd-0ebebca53e58
     1
      

   1
  

    
   HistoryItem_V1
   AddMaskingTape
        
     Range: From page 104 to page 104
     Mask co-ordinates: Left bottom (526.86 0.00) Right top (563.75 150.31) points
     Colour: Default (white)
      

        
     D:20221129100855
      

        
     1
     0
     526.8602 0 563.746 150.3098 
            
                
         104
         SubDoc
         104
              

       CurrentAVDoc
          

      

        
     QITE_QuiteImposingPlus4
     Quite Imposing Plus 4.0m
     Quite Imposing Plus 4
     1
      

        
     178
     179
     103
     f13ba645-eb76-4fee-b0f5-1c65e5475489
     1
      

   1
  

    
   HistoryItem_V1
   AddMaskingTape
        
     Range: From page 103 to page 103
     Mask co-ordinates: Left bottom (533.32 167.83) Right top (589.57 841.92) points
     Colour: Default (white)
      

        
     D:20221129100855
      

        
     1
     0
     533.3152 167.8306 589.5662 841.9194 
            
                
         103
         SubDoc
         103
              

       CurrentAVDoc
          

      

        
     QITE_QuiteImposingPlus4
     Quite Imposing Plus 4.0m
     Quite Imposing Plus 4
     1
      

        
     178
     179
     102
     258b12db-fd82-4869-92c8-cf0fbc30a1b6
     1
      

   1
  

    
   HistoryItem_V1
   AddMaskingTape
        
     Range: From page 103 to page 103
     Mask co-ordinates: Left bottom (527.78 0.00) Right top (571.12 218.55) points
     Colour: Default (white)
      

        
     D:20221129100855
      

        
     1
     0
     527.7823 0 571.1232 218.5486 
            
                
         103
         SubDoc
         103
              

       CurrentAVDoc
          

      

        
     QITE_QuiteImposingPlus4
     Quite Imposing Plus 4.0m
     Quite Imposing Plus 4
     1
      

        
     178
     179
     102
     be324895-3e37-45da-9e36-9ff899692795
     1
      

   1
  

    
   HistoryItem_V1
   AddMaskingTape
        
     Range: From page 103 to page 103
     Mask co-ordinates: Left bottom (153.39 237.91) Right top (178.29 246.21) points
     Colour: Default (white)
      

        
     D:20221129100855
      

        
     1
     0
     153.3911 237.9137 178.289 246.213 
            
                
         103
         SubDoc
         103
              

       CurrentAVDoc
          

      

        
     QITE_QuiteImposingPlus4
     Quite Imposing Plus 4.0m
     Quite Imposing Plus 4
     1
      

        
     178
     179
     102
     cde912e6-3979-4281-95b5-4d11784f860e
     1
      

   1
  

    
   HistoryItem_V1
   AddMaskingTape
        
     Range: From page 102 to page 102
     Mask co-ordinates: Left bottom (164.46 237.91) Right top (179.21 245.29) points
     Colour: Default (white)
      

        
     D:20221129100855
      

        
     1
     0
     164.4568 237.9137 179.2111 245.2909 
            
                
         102
         SubDoc
         102
              

       CurrentAVDoc
          

      

        
     QITE_QuiteImposingPlus4
     Quite Imposing Plus 4.0m
     Quite Imposing Plus 4
     1
      

        
     178
     179
     101
     49af323b-f1a9-4e23-af47-1a762fab920d
     1
      

   1
  

    
   HistoryItem_V1
   AddMaskingTape
        
     Range: From page 102 to page 102
     Mask co-ordinates: Left bottom (537.93 0.00) Right top (559.14 205.64) points
     Colour: Default (white)
      

        
     D:20221129100855
      

        
     1
     0
     537.926 0 559.1353 205.6386 
            
                
         102
         SubDoc
         102
              

       CurrentAVDoc
          

      

        
     QITE_QuiteImposingPlus4
     Quite Imposing Plus 4.0m
     Quite Imposing Plus 4
     1
      

        
     178
     179
     101
     67a3be0f-c1d3-402e-9e3f-ad9f70ef8fb7
     1
      

   1
  

    
   HistoryItem_V1
   AddMaskingTape
        
     Range: From page 101 to page 101
     Mask co-ordinates: Left bottom (149.70 225.93) Right top (170.91 244.37) points
     Colour: Default (white)
      

        
     D:20221129100855
      

        
     1
     0
     149.7025 225.9258 170.9118 244.3687 
            
                
         101
         SubDoc
         101
              

       CurrentAVDoc
          

      

        
     QITE_QuiteImposingPlus4
     Quite Imposing Plus 4.0m
     Quite Imposing Plus 4
     1
      

        
     178
     179
     100
     d960ea94-a4d9-4b74-b29e-4a2bc311bdf9
     1
      

   1
  

    
   HistoryItem_V1
   AddMaskingTape
        
     Range: From page 101 to page 101
     Mask co-ordinates: Left bottom (530.55 177.05) Right top (618.15 841.92) points
     Colour: Default (white)
      

        
     D:20221129100855
      

        
     1
     0
     530.5488 177.0521 618.1526 841.9194 
            
                
         101
         SubDoc
         101
              

       CurrentAVDoc
          

      

        
     QITE_QuiteImposingPlus4
     Quite Imposing Plus 4.0m
     Quite Imposing Plus 4
     1
      

        
     178
     179
     100
     d59809b2-ee20-4199-81c6-c95dd1ea420e
     1
      

   1
  

    
   HistoryItem_V1
   AddMaskingTape
        
     Range: From page 101 to page 101
     Mask co-ordinates: Left bottom (516.72 0.00) Right top (621.84 209.33) points
     Colour: Default (white)
      

        
     D:20221129100855
      

        
     1
     0
     516.7166 0 621.8412 209.3272 
            
                
         101
         SubDoc
         101
              

       CurrentAVDoc
          

      

        
     QITE_QuiteImposingPlus4
     Quite Imposing Plus 4.0m
     Quite Imposing Plus 4
     1
      

        
     178
     179
     100
     3b516e6e-46c3-4d48-87b7-ad0b5065434f
     1
      

   1
  

    
   HistoryItem_V1
   AddMaskingTape
        
     Range: From page 100 to page 100
     Mask co-ordinates: Left bottom (538.85 170.60) Right top (578.50 841.92) points
     Colour: Default (white)
      

        
     D:20221129100855
      

        
     1
     0
     538.8481 170.597 578.5004 841.9194 
            
                
         100
         SubDoc
         100
              

       CurrentAVDoc
          

      

        
     QITE_QuiteImposingPlus4
     Quite Imposing Plus 4.0m
     Quite Imposing Plus 4
     1
      

        
     178
     179
     99
     76a1f4fa-03ca-41f5-9aa5-c1c215d7d42f
     1
      

   1
  

    
   HistoryItem_V1
   AddMaskingTape
        
     Range: From page 100 to page 100
     Mask co-ordinates: Left bottom (535.16 0.00) Right top (572.97 285.87) points
     Colour: Default (white)
      

        
     D:20221129100855
      

        
     1
     0
     535.1595 0 572.9675 285.8653 
            
                
         100
         SubDoc
         100
              

       CurrentAVDoc
          

      

        
     QITE_QuiteImposingPlus4
     Quite Imposing Plus 4.0m
     Quite Imposing Plus 4
     1
      

        
     178
     179
     99
     c7033861-7c7d-41db-862a-a76cd8752df1
     1
      

   1
  

    
   HistoryItem_V1
   AddMaskingTape
        
     Range: From page 99 to page 99
     Mask co-ordinates: Left bottom (-2.45 254.51) Right top (77.78 308.92) points
     Colour: Default (white)
      

        
     D:20221129100855
      

        
     1
     0
     -2.4517 254.5123 77.7751 308.9189 
            
                
         99
         SubDoc
         99
              

       CurrentAVDoc
          

      

        
     QITE_QuiteImposingPlus4
     Quite Imposing Plus 4.0m
     Quite Imposing Plus 4
     1
      

        
     178
     179
     98
     9a364238-9363-4d89-9ea5-0a87bf9ffe02
     1
      

   1
  

    
   HistoryItem_V1
   AddMaskingTape
        
     Range: From page 99 to page 99
     Mask co-ordinates: Left bottom (158.92 239.76) Right top (178.29 249.90) points
     Colour: Default (white)
      

        
     D:20221129100855
      

        
     1
     0
     158.9239 239.758 178.289 249.9016 
            
                
         99
         SubDoc
         99
              

       CurrentAVDoc
          

      

        
     QITE_QuiteImposingPlus4
     Quite Imposing Plus 4.0m
     Quite Imposing Plus 4
     1
      

        
     178
     179
     98
     22353acd-f26b-46b0-9102-1a575b2ec86d
     1
      

   1
  

    
   HistoryItem_V1
   AddMaskingTape
        
     Range: From page 99 to page 99
     Mask co-ordinates: Left bottom (543.46 177.97) Right top (564.67 841.92) points
     Colour: Default (white)
      

        
     D:20221129100855
      

        
     1
     0
     543.4589 177.9742 564.6682 841.9194 
            
                
         99
         SubDoc
         99
              

       CurrentAVDoc
          

      

        
     QITE_QuiteImposingPlus4
     Quite Imposing Plus 4.0m
     Quite Imposing Plus 4
     1
      

        
     178
     179
     98
     4bf27fa8-2e49-4593-bd78-27b475ecde24
     1
      

   1
  

    
   HistoryItem_V1
   AddMaskingTape
        
     Range: From page 99 to page 99
     Mask co-ordinates: Left bottom (540.69 0.00) Right top (570.20 261.89) points
     Colour: Default (white)
      

        
     D:20221129100855
      

        
     1
     0
     540.6924 0 570.201 261.8895 
            
                
         99
         SubDoc
         99
              

       CurrentAVDoc
          

      

        
     QITE_QuiteImposingPlus4
     Quite Imposing Plus 4.0m
     Quite Imposing Plus 4
     1
      

        
     178
     179
     98
     108c499e-5009-483b-9f37-fc56301ea0be
     1
      

   1
  

    
   HistoryItem_V1
   AddMaskingTape
        
     Range: From page 98 to page 98
     Mask co-ordinates: Left bottom (172.76 235.15) Right top (190.28 244.37) points
     Colour: Default (white)
      

        
     D:20221129100855
      

        
     1
     0
     172.7561 235.1472 190.2769 244.3687 
            
                
         98
         SubDoc
         98
              

       CurrentAVDoc
          

      

        
     QITE_QuiteImposingPlus4
     Quite Imposing Plus 4.0m
     Quite Imposing Plus 4
     1
      

        
     178
     179
     97
     d829fc44-a1e7-413c-872f-249b5daa8d3f
     1
      

   1
  

    
   HistoryItem_V1
   AddMaskingTape
        
     Range: From page 97 to page 97
     Mask co-ordinates: Left bottom (174.60 241.60) Right top (191.20 248.06) points
     Colour: Default (white)
      

        
     D:20221129100855
      

        
     1
     0
     174.6004 241.6023 191.199 248.0573 
            
                
         97
         SubDoc
         97
              

       CurrentAVDoc
          

      

        
     QITE_QuiteImposingPlus4
     Quite Imposing Plus 4.0m
     Quite Imposing Plus 4
     1
      

        
     178
     179
     96
     50e5a865-25e1-490f-93f7-35810927e64e
     1
      

   1
  

    
   HistoryItem_V1
   AddMaskingTape
        
     Range: From page 96 to page 96
     Mask co-ordinates: Left bottom (159.85 230.54) Right top (185.67 251.75) points
     Colour: Default (white)
      

        
     D:20221129100855
      

        
     1
     0
     159.8461 230.5365 185.6662 251.7459 
            
                
         96
         SubDoc
         96
              

       CurrentAVDoc
          

      

        
     QITE_QuiteImposingPlus4
     Quite Imposing Plus 4.0m
     Quite Imposing Plus 4
     1
      

        
     178
     179
     95
     30941930-f2c1-4411-9902-d03e632de983
     1
      

   1
  

    
   HistoryItem_V1
   AddMaskingTape
        
     Range: From page 95 to page 95
     Mask co-ordinates: Left bottom (539.77 313.53) Right top (592.33 841.92) points
     Colour: Default (white)
      

        
     D:20221129100855
      

        
     1
     0
     539.7703 313.5297 592.3326 841.9194 
            
                
         95
         SubDoc
         95
              

       CurrentAVDoc
          

      

        
     QITE_QuiteImposingPlus4
     Quite Imposing Plus 4.0m
     Quite Imposing Plus 4
     1
      

        
     178
     179
     94
     5decf671-4b94-4bf0-988f-87c7bf5448fb
     1
      

   1
  

    
   HistoryItem_V1
   AddMaskingTape
        
     Range: From page 95 to page 95
     Mask co-ordinates: Left bottom (532.39 0.00) Right top (589.57 407.59) points
     Colour: Default (white)
      

        
     D:20221129100855
      

        
     1
     0
     532.3931 0 589.5662 407.5886 
            
                
         95
         SubDoc
         95
              

       CurrentAVDoc
          

      

        
     QITE_QuiteImposingPlus4
     Quite Imposing Plus 4.0m
     Quite Imposing Plus 4
     1
      

        
     178
     179
     94
     538c14cd-ff67-4830-9dd5-50d4929342c8
     1
      

   1
  

    
   HistoryItem_V1
   AddMaskingTape
        
     Range: From page 92 to page 92
     Mask co-ordinates: Left bottom (163.53 202.87) Right top (189.35 242.52) points
     Colour: Default (white)
      

        
     D:20221129100855
      

        
     1
     0
     163.5346 202.8721 189.3547 242.5244 
            
                
         92
         SubDoc
         92
              

       CurrentAVDoc
          

      

        
     QITE_QuiteImposingPlus4
     Quite Imposing Plus 4.0m
     Quite Imposing Plus 4
     1
      

        
     178
     179
     91
     063f4594-c495-4215-aa31-eb622945b0de
     1
      

   1
  

    
   HistoryItem_V1
   AddMaskingTape
        
     Range: From page 91 to page 91
     Mask co-ordinates: Left bottom (175.52 236.99) Right top (197.65 245.29) points
     Colour: Default (white)
      

        
     D:20221129100855
      

        
     1
     0
     175.5226 236.9915 197.6541 245.2909 
            
                
         91
         SubDoc
         91
              

       CurrentAVDoc
          

      

        
     QITE_QuiteImposingPlus4
     Quite Imposing Plus 4.0m
     Quite Imposing Plus 4
     1
      

        
     178
     179
     90
     670cb049-7dd0-413e-be61-41a39c2e4661
     1
      

   1
  

    
   HistoryItem_V1
   AddMaskingTape
        
     Range: From page 90 to page 90
     Mask co-ordinates: Left bottom (163.53 228.69) Right top (245.61 289.55) points
     Colour: Default (white)
      

        
     D:20221129100855
      

        
     1
     0
     163.5346 228.6922 245.6057 289.5539 
            
                
         90
         SubDoc
         90
              

       CurrentAVDoc
          

      

        
     QITE_QuiteImposingPlus4
     Quite Imposing Plus 4.0m
     Quite Imposing Plus 4
     1
      

        
     178
     179
     89
     917b2f5e-c0c5-4d4f-a5e9-e90711919d0e
     1
      

   1
  

    
   HistoryItem_V1
   AddMaskingTape
        
     Range: From page 90 to page 90
     Mask co-ordinates: Left bottom (539.77 0.00) Right top (567.43 327.36) points
     Colour: Default (white)
      

        
     D:20221129100855
      

        
     1
     0
     539.7703 0 567.4346 327.3618 
            
                
         90
         SubDoc
         90
              

       CurrentAVDoc
          

      

        
     QITE_QuiteImposingPlus4
     Quite Imposing Plus 4.0m
     Quite Imposing Plus 4
     1
      

        
     178
     179
     89
     01bd6052-7be5-45f1-9319-8ade00251738
     1
      

   1
  

    
   HistoryItem_V1
   AddMaskingTape
        
     Range: From page 89 to page 89
     Mask co-ordinates: Left bottom (158.00 207.48) Right top (193.04 248.06) points
     Colour: Default (white)
      

        
     D:20221129100855
      

        
     1
     0
     158.0018 207.4829 193.0433 248.0573 
            
                
         89
         SubDoc
         89
              

       CurrentAVDoc
          

      

        
     QITE_QuiteImposingPlus4
     Quite Imposing Plus 4.0m
     Quite Imposing Plus 4
     1
      

        
     178
     179
     88
     48b7ba13-832f-4049-b42f-dacef9fe642a
     1
      

   1
  

    
   HistoryItem_V1
   AddMaskingTape
        
     Range: From page 88 to page 88
     Mask co-ordinates: Left bottom (542.54 334.74) Right top (565.59 841.92) points
     Colour: Default (white)
      

        
     D:20221129100855
      

        
     1
     0
     542.5367 334.739 565.5903 841.9194 
            
                
         88
         SubDoc
         88
              

       CurrentAVDoc
          

      

        
     QITE_QuiteImposingPlus4
     Quite Imposing Plus 4.0m
     Quite Imposing Plus 4
     1
      

        
     178
     179
     87
     03511d54-e6d5-48c0-baa0-a36461de024b
     1
      

   1
  

    
   HistoryItem_V1
   AddMaskingTape
        
     Range: From page 88 to page 88
     Mask co-ordinates: Left bottom (165.38 235.15) Right top (184.74 240.68) points
     Colour: Default (white)
      

        
     D:20221129100855
      

        
     1
     0
     165.3789 235.1472 184.744 240.6801 
            
                
         88
         SubDoc
         88
              

       CurrentAVDoc
          

      

        
     QITE_QuiteImposingPlus4
     Quite Imposing Plus 4.0m
     Quite Imposing Plus 4
     1
      

        
     178
     179
     87
     5f90a0f1-60e7-467c-81f7-32d4c2d8a94a
     1
      

   1
  

    
   HistoryItem_V1
   AddMaskingTape
        
     Range: From page 87 to page 87
     Mask co-ordinates: Left bottom (548.07 132.79) Right top (575.73 841.92) points
     Colour: Default (white)
      

        
     D:20221129100855
      

        
     1
     0
     548.0696 132.789 575.7339 841.9194 
            
                
         87
         SubDoc
         87
              

       CurrentAVDoc
          

      

        
     QITE_QuiteImposingPlus4
     Quite Imposing Plus 4.0m
     Quite Imposing Plus 4
     1
      

        
     178
     179
     86
     4b2a23ca-4b00-408a-acc2-ad634126efb6
     1
      

   1
  

    
   HistoryItem_V1
   AddMaskingTape
        
     Range: From page 87 to page 87
     Mask co-ordinates: Left bottom (513.03 0.00) Right top (568.36 166.91) points
     Colour: Default (white)
      

        
     D:20221129100855
      

        
     1
     0
     513.028 0 568.3568 166.9084 
            
                
         87
         SubDoc
         87
              

       CurrentAVDoc
          

      

        
     QITE_QuiteImposingPlus4
     Quite Imposing Plus 4.0m
     Quite Imposing Plus 4
     1
      

        
     178
     179
     86
     ea1a4bab-f114-4065-ab13-3ef406edfc84
     1
      

   1
  

    
   HistoryItem_V1
   AddMaskingTape
        
     Range: From page 86 to page 86
     Mask co-ordinates: Left bottom (158.00 226.85) Right top (185.67 240.68) points
     Colour: Default (white)
      

        
     D:20221129100855
      

        
     1
     0
     158.0018 226.8479 185.6662 240.6801 
            
                
         86
         SubDoc
         86
              

       CurrentAVDoc
          

      

        
     QITE_QuiteImposingPlus4
     Quite Imposing Plus 4.0m
     Quite Imposing Plus 4
     1
      

        
     178
     179
     85
     3341fad6-9506-45a7-a378-e89bef0a8478
     1
      

   1
  

    
   HistoryItem_V1
   AddMaskingTape
        
     Range: From page 85 to page 85
     Mask co-ordinates: Left bottom (171.83 236.07) Right top (193.04 240.68) points
     Colour: Default (white)
      

        
     D:20221129100855
      

        
     1
     0
     171.834 236.0694 193.0433 240.6801 
            
                
         85
         SubDoc
         85
              

       CurrentAVDoc
          

      

        
     QITE_QuiteImposingPlus4
     Quite Imposing Plus 4.0m
     Quite Imposing Plus 4
     1
      

        
     178
     179
     84
     7267176d-e724-4c38-9711-83d412e2d73d
     1
      

   1
  

    
   HistoryItem_V1
   AddMaskingTape
        
     Range: From page 84 to page 84
     Mask co-ordinates: Left bottom (159.85 238.84) Right top (196.73 247.14) points
     Colour: Default (white)
      

        
     D:20221129100855
      

        
     1
     0
     159.8461 238.8358 196.7319 247.1352 
            
                
         84
         SubDoc
         84
              

       CurrentAVDoc
          

      

        
     QITE_QuiteImposingPlus4
     Quite Imposing Plus 4.0m
     Quite Imposing Plus 4
     1
      

        
     178
     179
     83
     0fc3622a-464d-4062-bec8-a9f52c9ffabe
     1
      

   1
  

    
   HistoryItem_V1
   AddMaskingTape
        
     Range: From page 83 to page 83
     Mask co-ordinates: Left bottom (547.15 603.08) Right top (573.89 841.92) points
     Colour: Default (white)
      

        
     D:20221129100855
      

        
     1
     0
     547.1474 603.0836 573.8896 841.9194 
            
                
         83
         SubDoc
         83
              

       CurrentAVDoc
          

      

        
     QITE_QuiteImposingPlus4
     Quite Imposing Plus 4.0m
     Quite Imposing Plus 4
     1
      

        
     178
     179
     82
     5a53cfeb-bb21-47c2-8dd3-71e68fcd643a
     1
      

   1
  

    
   HistoryItem_V1
   AddMaskingTape
        
     Range: From page 83 to page 83
     Mask co-ordinates: Left bottom (169.07 233.30) Right top (198.58 247.14) points
     Colour: Default (white)
      

        
     D:20221129100855
      

        
     1
     0
     169.0675 233.303 198.5762 247.1352 
            
                
         83
         SubDoc
         83
              

       CurrentAVDoc
          

      

        
     QITE_QuiteImposingPlus4
     Quite Imposing Plus 4.0m
     Quite Imposing Plus 4
     1
      

        
     178
     179
     82
     6ce36bbb-edb2-4d9b-9bf0-49134c170494
     1
      

   1
  

    
   HistoryItem_V1
   AddMaskingTape
        
     Range: From page 82 to page 82
     Mask co-ordinates: Left bottom (158.00 234.23) Right top (174.60 243.45) points
     Colour: Default (white)
      

        
     D:20221129100855
      

        
     1
     0
     158.0018 234.2251 174.6004 243.4466 
            
                
         82
         SubDoc
         82
              

       CurrentAVDoc
          

      

        
     QITE_QuiteImposingPlus4
     Quite Imposing Plus 4.0m
     Quite Imposing Plus 4
     1
      

        
     178
     179
     81
     4bc4e9ce-3e19-4775-a6d7-67ccf3dcd174
     1
      

   1
  

    
   HistoryItem_V1
   AddMaskingTape
        
     Range: From page 82 to page 82
     Mask co-ordinates: Left bottom (530.55 144.78) Right top (573.89 841.92) points
     Colour: Default (white)
      

        
     D:20221129100855
      

        
     1
     0
     530.5488 144.7769 573.8896 841.9194 
            
                
         82
         SubDoc
         82
              

       CurrentAVDoc
          

      

        
     QITE_QuiteImposingPlus4
     Quite Imposing Plus 4.0m
     Quite Imposing Plus 4
     1
      

        
     178
     179
     81
     53540d7d-ecf0-4b2d-809b-fd146abd035e
     1
      

   1
  

    
   HistoryItem_V1
   AddMaskingTape
        
     Range: From page 82 to page 82
     Mask co-ordinates: Left bottom (516.72 0.00) Right top (584.96 210.25) points
     Colour: Default (white)
      

        
     D:20221129100855
      

        
     1
     0
     516.7166 0 584.9554 210.2493 
            
                
         82
         SubDoc
         82
              

       CurrentAVDoc
          

      

        
     QITE_QuiteImposingPlus4
     Quite Imposing Plus 4.0m
     Quite Imposing Plus 4
     1
      

        
     178
     179
     81
     2e2a3a78-623c-4ff0-9bdb-5ba27f9031ba
     1
      

   1
  

    
   HistoryItem_V1
   AddMaskingTape
        
     Range: From page 81 to page 81
     Mask co-ordinates: Left bottom (148.78 224.08) Right top (181.98 247.14) points
     Colour: Default (white)
      

        
     D:20221129100855
      

        
     1
     0
     148.7803 224.0815 181.9776 247.1352 
            
                
         81
         SubDoc
         81
              

       CurrentAVDoc
          

      

        
     QITE_QuiteImposingPlus4
     Quite Imposing Plus 4.0m
     Quite Imposing Plus 4
     1
      

        
     178
     179
     80
     9d647dcb-6748-4a80-8ea1-441aa2626924
     1
      

   1
  

    
   HistoryItem_V1
   AddMaskingTape
        
     Range: From page 81 to page 81
     Mask co-ordinates: Left bottom (526.86 122.65) Right top (571.12 841.92) points
     Colour: Default (white)
      

        
     D:20221129100855
      

        
     1
     0
     526.8602 122.6454 571.1232 841.9194 
            
                
         81
         SubDoc
         81
              

       CurrentAVDoc
          

      

        
     QITE_QuiteImposingPlus4
     Quite Imposing Plus 4.0m
     Quite Imposing Plus 4
     1
      

        
     178
     179
     80
     b60e512e-0282-4f9a-bd5c-09caba18baa4
     1
      

   1
  

    
   HistoryItem_V1
   AddMaskingTape
        
     Range: From page 81 to page 81
     Mask co-ordinates: Left bottom (534.24 0.00) Right top (563.75 201.95) points
     Colour: Default (white)
      

        
     D:20221129100855
      

        
     1
     0
     534.2374 0 563.746 201.95 
            
                
         81
         SubDoc
         81
              

       CurrentAVDoc
          

      

        
     QITE_QuiteImposingPlus4
     Quite Imposing Plus 4.0m
     Quite Imposing Plus 4
     1
      

        
     178
     179
     80
     f665e051-83e9-4310-9868-16dc745a8ddd
     1
      

   1
  

    
   HistoryItem_V1
   AddMaskingTape
        
     Range: From page 78 to page 78
     Mask co-ordinates: Left bottom (4.93 235.15) Right top (59.33 574.50) points
     Colour: Default (white)
      

        
     D:20221129100855
      

        
     1
     0
     4.9255 235.1472 59.3322 574.497 
            
                
         78
         SubDoc
         78
              

       CurrentAVDoc
          

      

        
     QITE_QuiteImposingPlus4
     Quite Imposing Plus 4.0m
     Quite Imposing Plus 4
     1
      

        
     178
     179
     77
     c7d51ef4-f183-4d68-ae6c-3f0f8cbe33b2
     1
      

   1
  

    
   HistoryItem_V1
   AddMaskingTape
        
     Range: From page 78 to page 78
     Mask co-ordinates: Left bottom (166.30 236.99) Right top (185.67 247.14) points
     Colour: Default (white)
      

        
     D:20221129100855
      

        
     1
     0
     166.3011 236.9915 185.6662 247.1352 
            
                
         78
         SubDoc
         78
              

       CurrentAVDoc
          

      

        
     QITE_QuiteImposingPlus4
     Quite Imposing Plus 4.0m
     Quite Imposing Plus 4
     1
      

        
     178
     179
     77
     7156e530-816e-4fa3-b525-5ec181ec3e4f
     1
      

   1
  

    
   HistoryItem_V1
   AddMaskingTape
        
     Range: From page 75 to page 75
     Mask co-ordinates: Left bottom (536.08 80.23) Right top (570.20 841.92) points
     Colour: Default (white)
      

        
     D:20221129100855
      

        
     1
     0
     536.0817 80.2267 570.201 841.9194 
            
                
         75
         SubDoc
         75
              

       CurrentAVDoc
          

      

        
     QITE_QuiteImposingPlus4
     Quite Imposing Plus 4.0m
     Quite Imposing Plus 4
     1
      

        
     178
     179
     74
     bb9862a6-5f25-4f00-95c3-6c242361d05a
     1
      

   1
  

    
   HistoryItem_V1
   AddMaskingTape
        
     Range: From page 75 to page 75
     Mask co-ordinates: Left bottom (530.55 0.00) Right top (601.55 171.52) points
     Colour: Default (white)
      

        
     D:20221129100855
      

        
     1
     0
     530.5488 0 601.554 171.5192 
            
                
         75
         SubDoc
         75
              

       CurrentAVDoc
          

      

        
     QITE_QuiteImposingPlus4
     Quite Imposing Plus 4.0m
     Quite Imposing Plus 4
     1
      

        
     178
     179
     74
     e147add0-8165-4722-887b-99e3f9dc8276
     1
      

   1
  

    
   HistoryItem_V1
   AddMaskingTape
        
     Range: From page 74 to page 74
     Mask co-ordinates: Left bottom (153.39 239.76) Right top (177.37 245.29) points
     Colour: Default (white)
      

        
     D:20221129100855
      

        
     1
     0
     153.3911 239.758 177.3669 245.2909 
            
                
         74
         SubDoc
         74
              

       CurrentAVDoc
          

      

        
     QITE_QuiteImposingPlus4
     Quite Imposing Plus 4.0m
     Quite Imposing Plus 4
     1
      

        
     178
     179
     73
     59ca512f-d913-45e4-ab5f-4a7a24f4d86d
     1
      

   1
  

    
   HistoryItem_V1
   AddMaskingTape
        
     Range: From page 73 to page 73
     Mask co-ordinates: Left bottom (540.69 106.05) Right top (560.98 841.92) points
     Colour: Default (white)
      

        
     D:20221129100855
      

        
     1
     0
     540.6924 106.0468 560.9796 841.9194 
            
                
         73
         SubDoc
         73
              

       CurrentAVDoc
          

      

        
     QITE_QuiteImposingPlus4
     Quite Imposing Plus 4.0m
     Quite Imposing Plus 4
     1
      

        
     178
     179
     72
     676ce8c9-5fe3-4fc8-890f-d6c2acde7abd
     1
      

   1
  

    
   HistoryItem_V1
   AddMaskingTape
        
     Range: From page 73 to page 73
     Mask co-ordinates: Left bottom (521.33 0.00) Right top (563.75 142.01) points
     Colour: Default (white)
      

        
     D:20221129100855
      

        
     1
     0
     521.3273 0 563.746 142.0105 
            
                
         73
         SubDoc
         73
              

       CurrentAVDoc
          

      

        
     QITE_QuiteImposingPlus4
     Quite Imposing Plus 4.0m
     Quite Imposing Plus 4
     1
      

        
     178
     179
     72
     54b64d6a-ca61-40ec-84f3-1217aa3a32b5
     1
      

   1
  

    
   HistoryItem_V1
   AddMaskingTape
        
     Range: From page 72 to page 72
     Mask co-ordinates: Left bottom (154.31 231.46) Right top (166.30 244.37) points
     Colour: Default (white)
      

        
     D:20221129100855
      

        
     1
     0
     154.3132 231.4587 166.3011 244.3687 
            
                
         72
         SubDoc
         72
              

       CurrentAVDoc
          

      

        
     QITE_QuiteImposingPlus4
     Quite Imposing Plus 4.0m
     Quite Imposing Plus 4
     1
      

        
     178
     179
     71
     241cb19a-2ded-4157-882b-4c06debcbfe6
     1
      

   1
  

    
   HistoryItem_V1
   AddMaskingTape
        
     Range: From page 72 to page 72
     Mask co-ordinates: Left bottom (149.70 232.38) Right top (176.44 241.60) points
     Colour: Default (white)
      

        
     D:20221129100855
      

        
     1
     0
     149.7025 232.3808 176.4447 241.6023 
            
                
         72
         SubDoc
         72
              

       CurrentAVDoc
          

      

        
     QITE_QuiteImposingPlus4
     Quite Imposing Plus 4.0m
     Quite Imposing Plus 4
     1
      

        
     178
     179
     71
     4dd2842f-1ef7-4de8-afca-2dbadf717082
     1
      

   1
  

    
   HistoryItem_V1
   AddMaskingTape
        
     Range: From page 72 to page 72
     Mask co-ordinates: Left bottom (537.93 92.21) Right top (574.81 841.92) points
     Colour: Default (white)
      

        
     D:20221129100856
      

        
     1
     0
     537.926 92.2146 574.8118 841.9194 
            
                
         72
         SubDoc
         72
              

       CurrentAVDoc
          

      

        
     QITE_QuiteImposingPlus4
     Quite Imposing Plus 4.0m
     Quite Imposing Plus 4
     1
      

        
     178
     179
     71
     382df7ad-c9f2-4772-96e2-7076f8b93e6a
     1
      

   1
  

    
   HistoryItem_V1
   AddMaskingTape
        
     Range: From page 72 to page 72
     Mask co-ordinates: Left bottom (525.94 0.00) Right top (566.51 113.42) points
     Colour: Default (white)
      

        
     D:20221129100856
      

        
     1
     0
     525.938 0 566.5125 113.424 
            
                
         72
         SubDoc
         72
              

       CurrentAVDoc
          

      

        
     QITE_QuiteImposingPlus4
     Quite Imposing Plus 4.0m
     Quite Imposing Plus 4
     1
      

        
     178
     179
     71
     bfa8834a-a556-45a5-9015-c9951213c0a2
     1
      

   1
  

    
   HistoryItem_V1
   AddMaskingTape
        
     Range: From page 71 to page 71
     Mask co-ordinates: Left bottom (537.93 98.67) Right top (568.36 841.92) points
     Colour: Default (white)
      

        
     D:20221129100856
      

        
     1
     0
     537.926 98.6696 568.3568 841.9194 
            
                
         71
         SubDoc
         71
              

       CurrentAVDoc
          

      

        
     QITE_QuiteImposingPlus4
     Quite Imposing Plus 4.0m
     Quite Imposing Plus 4
     1
      

        
     178
     179
     70
     e115c8d6-2752-49bd-b256-62a93e31e1c4
     1
      

   1
  

    
   HistoryItem_V1
   AddMaskingTape
        
     Range: From page 71 to page 71
     Mask co-ordinates: Left bottom (527.78 4.61) Right top (553.60 189.04) points
     Colour: Default (white)
      

        
     D:20221129100856
      

        
     1
     0
     527.7823 4.6107 553.6024 189.0399 
            
                
         71
         SubDoc
         71
              

       CurrentAVDoc
          

      

        
     QITE_QuiteImposingPlus4
     Quite Imposing Plus 4.0m
     Quite Imposing Plus 4
     1
      

        
     178
     179
     70
     cb2394f4-b9be-4498-aa2d-08f0e6ac2e41
     1
      

   1
  

    
   HistoryItem_V1
   AddMaskingTape
        
     Range: From page 71 to page 71
     Mask co-ordinates: Left bottom (155.24 210.25) Right top (187.51 243.45) points
     Colour: Default (white)
      

        
     D:20221129100856
      

        
     1
     0
     155.2354 210.2493 187.5104 243.4466 
            
                
         71
         SubDoc
         71
              

       CurrentAVDoc
          

      

        
     QITE_QuiteImposingPlus4
     Quite Imposing Plus 4.0m
     Quite Imposing Plus 4
     1
      

        
     178
     179
     70
     9c6622c4-f8ea-4e72-9805-606d4244434f
     1
      

   1
  

    
   HistoryItem_V1
   AddMaskingTape
        
     Range: From page 70 to page 70
     Mask co-ordinates: Left bottom (541.61 80.23) Right top (574.81 841.92) points
     Colour: Default (white)
      

        
     D:20221129100856
      

        
     1
     0
     541.6146 80.2267 574.8118 841.9194 
            
                
         70
         SubDoc
         70
              

       CurrentAVDoc
          

      

        
     QITE_QuiteImposingPlus4
     Quite Imposing Plus 4.0m
     Quite Imposing Plus 4
     1
      

        
     178
     179
     69
     8dc773d0-f8ed-4a40-aa36-a5b056f997b5
     1
      

   1
  

    
   HistoryItem_V1
   AddMaskingTape
        
     Range: From page 70 to page 70
     Mask co-ordinates: Left bottom (510.26 0.00) Right top (628.30 171.52) points
     Colour: Default (white)
      

        
     D:20221129100856
      

        
     1
     0
     510.2616 0 628.2963 171.5192 
            
                
         70
         SubDoc
         70
              

       CurrentAVDoc
          

      

        
     QITE_QuiteImposingPlus4
     Quite Imposing Plus 4.0m
     Quite Imposing Plus 4
     1
      

        
     178
     179
     69
     e3fb2afd-dcc2-4930-9309-626e299b9b39
     1
      

   1
  

    
   HistoryItem_V1
   AddMaskingTape
        
     Range: From page 70 to page 70
     Mask co-ordinates: Left bottom (153.39 236.07) Right top (173.68 251.75) points
     Colour: Default (white)
      

        
     D:20221129100856
      

        
     1
     0
     153.3911 236.0694 173.6783 251.7459 
            
                
         70
         SubDoc
         70
              

       CurrentAVDoc
          

      

        
     QITE_QuiteImposingPlus4
     Quite Imposing Plus 4.0m
     Quite Imposing Plus 4
     1
      

        
     178
     179
     69
     ee9daa18-a655-4801-8bee-d3cf68aa2e66
     1
      

   1
  

    
   HistoryItem_V1
   AddMaskingTape
        
     Range: From page 69 to page 69
     Mask co-ordinates: Left bottom (158.92 238.84) Right top (180.13 245.29) points
     Colour: Default (white)
      

        
     D:20221129100856
      

        
     1
     0
     158.9239 238.8358 180.1333 245.2909 
            
                
         69
         SubDoc
         69
              

       CurrentAVDoc
          

      

        
     QITE_QuiteImposingPlus4
     Quite Imposing Plus 4.0m
     Quite Imposing Plus 4
     1
      

        
     178
     179
     68
     767a9bf7-1b39-4555-a5ec-72092d5b1582
     1
      

   1
  

    
   HistoryItem_V1
   AddMaskingTape
        
     Range: From page 69 to page 69
     Mask co-ordinates: Left bottom (532.39 162.30) Right top (589.57 841.92) points
     Colour: Default (white)
      

        
     D:20221129100856
      

        
     1
     0
     532.3931 162.2977 589.5662 841.9194 
            
                
         69
         SubDoc
         69
              

       CurrentAVDoc
          

      

        
     QITE_QuiteImposingPlus4
     Quite Imposing Plus 4.0m
     Quite Imposing Plus 4
     1
      

        
     178
     179
     68
     f49a450a-8589-4b5c-a57a-847eb5039b0e
     1
      

   1
  

    
   HistoryItem_V1
   AddMaskingTape
        
     Range: From page 69 to page 69
     Mask co-ordinates: Left bottom (535.16 0.00) Right top (564.67 229.61) points
     Colour: Default (white)
      

        
     D:20221129100856
      

        
     1
     0
     535.1595 0 564.6682 229.6144 
            
                
         69
         SubDoc
         69
              

       CurrentAVDoc
          

      

        
     QITE_QuiteImposingPlus4
     Quite Imposing Plus 4.0m
     Quite Imposing Plus 4
     1
      

        
     178
     179
     68
     da371e34-fdbc-4142-8ddc-bbe067128db9
     1
      

   1
  

    
   HistoryItem_V1
   AddMaskingTape
        
     Range: From page 68 to page 68
     Mask co-ordinates: Left bottom (540.69 157.69) Right top (599.71 841.92) points
     Colour: Default (white)
      

        
     D:20221129100856
      

        
     1
     0
     540.6924 157.687 599.7097 841.9194 
            
                
         68
         SubDoc
         68
              

       CurrentAVDoc
          

      

        
     QITE_QuiteImposingPlus4
     Quite Imposing Plus 4.0m
     Quite Imposing Plus 4
     1
      

        
     178
     179
     67
     7a5dcd34-0fb2-4fa6-9f4e-ee6a4354705c
     1
      

   1
  

    
   HistoryItem_V1
   AddMaskingTape
        
     Range: From page 68 to page 68
     Mask co-ordinates: Left bottom (528.70 0.00) Right top (583.11 279.41) points
     Colour: Default (white)
      

        
     D:20221129100856
      

        
     1
     0
     528.7045 0 583.1111 279.4102 
            
                
         68
         SubDoc
         68
              

       CurrentAVDoc
          

      

        
     QITE_QuiteImposingPlus4
     Quite Imposing Plus 4.0m
     Quite Imposing Plus 4
     1
      

        
     178
     179
     67
     ca5aff81-7777-45df-8ae8-36f2ed6c4360
     1
      

   1
  

    
   HistoryItem_V1
   AddMaskingTape
        
     Range: From page 67 to page 67
     Mask co-ordinates: Left bottom (159.85 240.68) Right top (181.98 250.82) points
     Colour: Default (white)
      

        
     D:20221129100856
      

        
     1
     0
     159.8461 240.6801 181.9776 250.8237 
            
                
         67
         SubDoc
         67
              

       CurrentAVDoc
          

      

        
     QITE_QuiteImposingPlus4
     Quite Imposing Plus 4.0m
     Quite Imposing Plus 4
     1
      

        
     178
     179
     66
     5a0d90cb-742e-45c2-9c51-0149c676ff84
     1
      

   1
  

    
   HistoryItem_V1
   AddMaskingTape
        
     Range: From page 66 to page 66
     Mask co-ordinates: Left bottom (152.47 241.60) Right top (176.44 251.75) points
     Colour: Default (white)
      

        
     D:20221129100856
      

        
     1
     0
     152.4689 241.6023 176.4447 251.7459 
            
                
         66
         SubDoc
         66
              

       CurrentAVDoc
          

      

        
     QITE_QuiteImposingPlus4
     Quite Imposing Plus 4.0m
     Quite Imposing Plus 4
     1
      

        
     178
     179
     65
     9beac35b-63ea-4d52-b2f5-157b8d052974
     1
      

   1
  

    
   HistoryItem_V1
   AddMaskingTape
        
     Range: From page 66 to page 66
     Mask co-ordinates: Left bottom (542.54 154.00) Right top (583.11 841.92) points
     Colour: Default (white)
      

        
     D:20221129100856
      

        
     1
     0
     542.5367 153.9984 583.1111 841.9194 
            
                
         66
         SubDoc
         66
              

       CurrentAVDoc
          

      

        
     QITE_QuiteImposingPlus4
     Quite Imposing Plus 4.0m
     Quite Imposing Plus 4
     1
      

        
     178
     179
     65
     203b6816-c4b4-40c0-8531-343ea5947afc
     1
      

   1
  

    
   HistoryItem_V1
   AddMaskingTape
        
     Range: From page 66 to page 66
     Mask co-ordinates: Left bottom (527.78 1.84) Right top (576.66 233.30) points
     Colour: Default (white)
      

        
     D:20221129100856
      

        
     1
     0
     527.7823 1.8443 576.6561 233.303 
            
                
         66
         SubDoc
         66
              

       CurrentAVDoc
          

      

        
     QITE_QuiteImposingPlus4
     Quite Imposing Plus 4.0m
     Quite Imposing Plus 4
     1
      

        
     178
     179
     65
     ba3ebdaa-9521-4024-a2a4-b6fb0b9671a6
     1
      

   1
  

    
   HistoryItem_V1
   AddMaskingTape
        
     Range: From page 65 to page 65
     Mask co-ordinates: Left bottom (168.15 239.76) Right top (193.97 256.36) points
     Colour: Default (white)
      

        
     D:20221129100856
      

        
     1
     0
     168.1454 239.758 193.9655 256.3566 
            
                
         65
         SubDoc
         65
              

       CurrentAVDoc
          

      

        
     QITE_QuiteImposingPlus4
     Quite Imposing Plus 4.0m
     Quite Imposing Plus 4
     1
      

        
     178
     179
     64
     03d7603d-5016-4637-bfb3-569ba0a77952
     1
      

   1
  

    
   HistoryItem_V1
   AddMaskingTape
        
     Range: From page 64 to page 64
     Mask co-ordinates: Left bottom (145.09 212.09) Right top (207.80 263.73) points
     Colour: Default (white)
      

        
     D:20221129100856
      

        
     1
     0
     145.0917 212.0936 207.7977 263.7338 
            
                
         64
         SubDoc
         64
              

       CurrentAVDoc
          

      

        
     QITE_QuiteImposingPlus4
     Quite Imposing Plus 4.0m
     Quite Imposing Plus 4
     1
      

        
     178
     179
     63
     c2ccaa10-5a69-440a-b32f-c2a1f49fd90d
     1
      

   1
  

    
   HistoryItem_V1
   AddMaskingTape
        
     Range: From page 63 to page 63
     Mask co-ordinates: Left bottom (167.22 243.45) Right top (182.90 253.59) points
     Colour: Default (white)
      

        
     D:20221129100856
      

        
     1
     0
     167.2232 243.4466 182.8997 253.5902 
            
                
         63
         SubDoc
         63
              

       CurrentAVDoc
          

      

        
     QITE_QuiteImposingPlus4
     Quite Imposing Plus 4.0m
     Quite Imposing Plus 4
     1
      

        
     178
     179
     62
     47c60294-7e8b-46da-ae33-4a1e484c77cf
     1
      

   1
  

    
   HistoryItem_V1
   AddMaskingTape
        
     Range: From page 62 to page 62
     Mask co-ordinates: Left bottom (168.15 242.52) Right top (188.43 247.14) points
     Colour: Default (white)
      

        
     D:20221129100856
      

        
     1
     0
     168.1454 242.5244 188.4326 247.1352 
            
                
         62
         SubDoc
         62
              

       CurrentAVDoc
          

      

        
     QITE_QuiteImposingPlus4
     Quite Imposing Plus 4.0m
     Quite Imposing Plus 4
     1
      

        
     178
     179
     61
     7e0b834a-0ccf-4133-8a95-7feea39e41d2
     1
      

   1
  

    
   HistoryItem_V1
   AddMaskingTape
        
     Range: From page 61 to page 61
     Mask co-ordinates: Left bottom (167.22 239.76) Right top (186.59 248.98) points
     Colour: Default (white)
      

        
     D:20221129100856
      

        
     1
     0
     167.2232 239.758 186.5883 248.9795 
            
                
         61
         SubDoc
         61
              

       CurrentAVDoc
          

      

        
     QITE_QuiteImposingPlus4
     Quite Imposing Plus 4.0m
     Quite Imposing Plus 4
     1
      

        
     178
     179
     60
     19e7fcc0-e7f8-44a9-b5f3-ad89dc7c88ac
     1
      

   1
  

    
   HistoryItem_V1
   AddMaskingTape
        
     Range: From page 60 to page 60
     Mask co-ordinates: Left bottom (162.61 240.68) Right top (191.20 248.98) points
     Colour: Default (white)
      

        
     D:20221129100856
      

        
     1
     0
     162.6125 240.6801 191.199 248.9795 
            
                
         60
         SubDoc
         60
              

       CurrentAVDoc
          

      

        
     QITE_QuiteImposingPlus4
     Quite Imposing Plus 4.0m
     Quite Imposing Plus 4
     1
      

        
     178
     179
     59
     dde60171-6c16-43e9-a49c-05850ac7c1c6
     1
      

   1
  

    
   HistoryItem_V1
   AddMaskingTape
        
     Range: From page 60 to page 60
     Mask co-ordinates: Left bottom (154.31 239.76) Right top (171.83 246.21) points
     Colour: Default (white)
      

        
     D:20221129100856
      

        
     1
     0
     154.3132 239.758 171.834 246.213 
            
                
         60
         SubDoc
         60
              

       CurrentAVDoc
          

      

        
     QITE_QuiteImposingPlus4
     Quite Imposing Plus 4.0m
     Quite Imposing Plus 4
     1
      

        
     178
     179
     59
     79737c83-4786-4406-a8c4-2f39b5036e6d
     1
      

   1
  

    
   HistoryItem_V1
   AddMaskingTape
        
     Range: From page 59 to page 59
     Mask co-ordinates: Left bottom (167.22 239.76) Right top (190.28 246.21) points
     Colour: Default (white)
      

        
     D:20221129100856
      

        
     1
     0
     167.2232 239.758 190.2769 246.213 
            
                
         59
         SubDoc
         59
              

       CurrentAVDoc
          

      

        
     QITE_QuiteImposingPlus4
     Quite Imposing Plus 4.0m
     Quite Imposing Plus 4
     1
      

        
     178
     179
     58
     ef7d3f7d-934a-48ea-a356-d6cdb9d05a64
     1
      

   1
  

    
   HistoryItem_V1
   AddMaskingTape
        
     Range: From page 57 to page 57
     Mask co-ordinates: Left bottom (529.63 0.00) Right top (614.46 457.38) points
     Colour: Default (white)
      

        
     D:20221129100856
      

        
     1
     0
     529.6266 0 614.4641 457.3845 
            
                
         57
         SubDoc
         57
              

       CurrentAVDoc
          

      

        
     QITE_QuiteImposingPlus4
     Quite Imposing Plus 4.0m
     Quite Imposing Plus 4
     1
      

        
     178
     179
     56
     c95703bb-0702-44e7-91ce-9937d107f640
     1
      

   1
  

    
   HistoryItem_V1
   AddMaskingTape
        
     Range: From page 57 to page 57
     Mask co-ordinates: Left bottom (154.31 227.77) Right top (189.35 260.97) points
     Colour: Default (white)
      

        
     D:20221129100856
      

        
     1
     0
     154.3132 227.7701 189.3547 260.9673 
            
                
         57
         SubDoc
         57
              

       CurrentAVDoc
          

      

        
     QITE_QuiteImposingPlus4
     Quite Imposing Plus 4.0m
     Quite Imposing Plus 4
     1
      

        
     178
     179
     56
     9f9b9d78-aacb-44d5-93fa-6190dec619ae
     1
      

   1
  

    
   HistoryItem_V1
   AddMaskingTape
        
     Range: From page 56 to page 56
     Mask co-ordinates: Left bottom (140.48 192.73) Right top (192.12 242.52) points
     Colour: Default (white)
      

        
     D:20221129100856
      

        
     1
     0
     140.481 192.7285 192.1212 242.5244 
            
                
         56
         SubDoc
         56
              

       CurrentAVDoc
          

      

        
     QITE_QuiteImposingPlus4
     Quite Imposing Plus 4.0m
     Quite Imposing Plus 4
     1
      

        
     178
     179
     55
     d56b9466-e3c4-47a7-a07d-ea2515ac67eb
     1
      

   1
  

    
   HistoryItem_V1
   AddMaskingTape
        
     Range: From page 55 to page 55
     Mask co-ordinates: Left bottom (163.53 238.84) Right top (192.12 247.14) points
     Colour: Default (white)
      

        
     D:20221129100856
      

        
     1
     0
     163.5346 238.8358 192.1212 247.1352 
            
                
         55
         SubDoc
         55
              

       CurrentAVDoc
          

      

        
     QITE_QuiteImposingPlus4
     Quite Imposing Plus 4.0m
     Quite Imposing Plus 4
     1
      

        
     178
     179
     54
     7d667bdf-7a68-4449-866a-b865ed5912ef
     1
      

   1
  

    
   HistoryItem_V1
   AddMaskingTape
        
     Range: From page 53 to page 53
     Mask co-ordinates: Left bottom (161.69 239.76) Right top (186.59 248.98) points
     Colour: Default (white)
      

        
     D:20221129100856
      

        
     1
     0
     161.6904 239.758 186.5883 248.9795 
            
                
         53
         SubDoc
         53
              

       CurrentAVDoc
          

      

        
     QITE_QuiteImposingPlus4
     Quite Imposing Plus 4.0m
     Quite Imposing Plus 4
     1
      

        
     178
     179
     52
     b8707b95-3794-44dc-9dba-3f79bddbef0e
     1
      

   1
  

    
   HistoryItem_V1
   AddMaskingTape
        
     Range: From page 52 to page 52
     Mask co-ordinates: Left bottom (530.55 123.57) Right top (590.49 841.92) points
     Colour: Default (white)
      

        
     D:20221129100856
      

        
     1
     0
     530.5488 123.5676 590.4883 841.9194 
            
                
         52
         SubDoc
         52
              

       CurrentAVDoc
          

      

        
     QITE_QuiteImposingPlus4
     Quite Imposing Plus 4.0m
     Quite Imposing Plus 4
     1
      

        
     178
     179
     51
     8ed5f2dd-5d03-4c4f-9101-c0041c4d14b1
     1
      

   1
  

    
   HistoryItem_V1
   AddMaskingTape
        
     Range: From page 52 to page 52
     Mask co-ordinates: Left bottom (511.18 0.00) Right top (560.06 207.48) points
     Colour: Default (white)
      

        
     D:20221129100856
      

        
     1
     0
     511.1837 0 560.0575 207.4829 
            
                
         52
         SubDoc
         52
              

       CurrentAVDoc
          

      

        
     QITE_QuiteImposingPlus4
     Quite Imposing Plus 4.0m
     Quite Imposing Plus 4
     1
      

        
     178
     179
     51
     996c1622-ff93-49eb-81f5-ebce82b76b49
     1
      

   1
  

    
   HistoryItem_V1
   AddMaskingTape
        
     Range: From page 51 to page 51
     Mask co-ordinates: Left bottom (545.30 179.82) Right top (582.19 841.92) points
     Colour: Default (white)
      

        
     D:20221129100856
      

        
     1
     0
     545.3031 179.8185 582.189 841.9194 
            
                
         51
         SubDoc
         51
              

       CurrentAVDoc
          

      

        
     QITE_QuiteImposingPlus4
     Quite Imposing Plus 4.0m
     Quite Imposing Plus 4
     1
      

        
     178
     179
     50
     e35b453a-87a4-4e60-9042-8ca0eb83c7eb
     1
      

   1
  

    
   HistoryItem_V1
   AddMaskingTape
        
     Range: From page 51 to page 51
     Mask co-ordinates: Left bottom (527.78 0.00) Right top (560.06 195.50) points
     Colour: Default (white)
      

        
     D:20221129100856
      

        
     1
     0
     527.7823 0 560.0575 195.495 
            
                
         51
         SubDoc
         51
              

       CurrentAVDoc
          

      

        
     QITE_QuiteImposingPlus4
     Quite Imposing Plus 4.0m
     Quite Imposing Plus 4
     1
      

        
     178
     179
     50
     7fafd18a-b393-4061-b2c4-51b24c335646
     1
      

   1
  

    
   HistoryItem_V1
   AddMaskingTape
        
     Range: From page 50 to page 50
     Mask co-ordinates: Left bottom (537.00 19.37) Right top (572.05 841.92) points
     Colour: Default (white)
      

        
     D:20221129100856
      

        
     1
     0
     537.0038 19.3651 572.0453 841.9194 
            
                
         50
         SubDoc
         50
              

       CurrentAVDoc
          

      

        
     QITE_QuiteImposingPlus4
     Quite Imposing Plus 4.0m
     Quite Imposing Plus 4
     1
      

        
     178
     179
     49
     be195775-c578-4106-b6c0-69940ffd19cf
     1
      

   1
  

    
   HistoryItem_V1
   AddMaskingTape
        
     Range: From page 50 to page 50
     Mask co-ordinates: Left bottom (519.48 0.00) Right top (605.24 59.94) points
     Colour: Default (white)
      

        
     D:20221129100856
      

        
     1
     0
     519.483 0 605.2426 59.9395 
            
                
         50
         SubDoc
         50
              

       CurrentAVDoc
          

      

        
     QITE_QuiteImposingPlus4
     Quite Imposing Plus 4.0m
     Quite Imposing Plus 4
     1
      

        
     178
     179
     49
     83e8cce2-c2d7-47d3-8a34-942ea5462d28
     1
      

   1
  

    
   HistoryItem_V1
   AddMaskingTape
        
     Range: From page 48 to page 48
     Mask co-ordinates: Left bottom (537.93 329.21) Right top (572.05 841.92) points
     Colour: Default (white)
      

        
     D:20221129100856
      

        
     1
     0
     537.926 329.2061 572.0453 841.9194 
            
                
         48
         SubDoc
         48
              

       CurrentAVDoc
          

      

        
     QITE_QuiteImposingPlus4
     Quite Imposing Plus 4.0m
     Quite Imposing Plus 4
     1
      

        
     178
     179
     47
     f376b666-ced6-4992-8cbb-3eb2784ccbdd
     1
      

   1
  

    
   HistoryItem_V1
   AddMaskingTape
        
     Range: From page 48 to page 48
     Mask co-ordinates: Left bottom (167.22 239.76) Right top (184.74 246.21) points
     Colour: Default (white)
      

        
     D:20221129100856
      

        
     1
     0
     167.2232 239.758 184.744 246.213 
            
                
         48
         SubDoc
         48
              

       CurrentAVDoc
          

      

        
     QITE_QuiteImposingPlus4
     Quite Imposing Plus 4.0m
     Quite Imposing Plus 4
     1
      

        
     178
     179
     47
     99a7fdb2-9fb4-4661-a645-0f2637ee230f
     1
      

   1
  

    
   HistoryItem_V1
   AddMaskingTape
        
     Range: From page 47 to page 47
     Mask co-ordinates: Left bottom (168.15 238.84) Right top (183.82 248.98) points
     Colour: Default (white)
      

        
     D:20221129100856
      

        
     1
     0
     168.1454 238.8358 183.8219 248.9795 
            
                
         47
         SubDoc
         47
              

       CurrentAVDoc
          

      

        
     QITE_QuiteImposingPlus4
     Quite Imposing Plus 4.0m
     Quite Imposing Plus 4
     1
      

        
     178
     179
     46
     997d8f45-285b-4c24-a9e8-05c604ddd0c0
     1
      

   1
  

    
   HistoryItem_V1
   AddMaskingTape
        
     Range: From page 45 to page 45
     Mask co-ordinates: Left bottom (541.61 97.75) Right top (578.50 841.92) points
     Colour: Default (white)
      

        
     D:20221129100856
      

        
     1
     0
     541.6146 97.7475 578.5004 841.9194 
            
                
         45
         SubDoc
         45
              

       CurrentAVDoc
          

      

        
     QITE_QuiteImposingPlus4
     Quite Imposing Plus 4.0m
     Quite Imposing Plus 4
     1
      

        
     178
     179
     44
     db9bddd9-c6c0-4930-89d1-04a037c4f362
     1
      

   1
  

    
   HistoryItem_V1
   AddMaskingTape
        
     Range: From page 45 to page 45
     Mask co-ordinates: Left bottom (544.38 0.00) Right top (578.50 208.41) points
     Colour: Default (white)
      

        
     D:20221129100856
      

        
     1
     0
     544.381 0 578.5004 208.405 
            
                
         45
         SubDoc
         45
              

       CurrentAVDoc
          

      

        
     QITE_QuiteImposingPlus4
     Quite Imposing Plus 4.0m
     Quite Imposing Plus 4
     1
      

        
     178
     179
     44
     c222cee1-30a7-4b08-86ce-a86785041dec
     1
      

   1
  

    
   HistoryItem_V1
   AddMaskingTape
        
     Range: From page 43 to page 43
     Mask co-ordinates: Left bottom (160.77 237.91) Right top (187.51 242.52) points
     Colour: Default (white)
      

        
     D:20221129100856
      

        
     1
     0
     160.7682 237.9137 187.5104 242.5244 
            
                
         43
         SubDoc
         43
              

       CurrentAVDoc
          

      

        
     QITE_QuiteImposingPlus4
     Quite Imposing Plus 4.0m
     Quite Imposing Plus 4
     1
      

        
     178
     179
     42
     7ad007e8-0392-4226-8c6f-49e4efa63989
     1
      

   1
  

    
   HistoryItem_V1
   AddMaskingTape
        
     Range: From page 42 to page 42
     Mask co-ordinates: Left bottom (157.08 239.76) Right top (180.13 248.06) points
     Colour: Default (white)
      

        
     D:20221129100856
      

        
     1
     0
     157.0796 239.758 180.1333 248.0573 
            
                
         42
         SubDoc
         42
              

       CurrentAVDoc
          

      

        
     QITE_QuiteImposingPlus4
     Quite Imposing Plus 4.0m
     Quite Imposing Plus 4
     1
      

        
     178
     179
     41
     4222fdc2-a31e-4d8a-b143-7fcb93d3fbd3
     1
      

   1
  

    
   HistoryItem_V1
   AddMaskingTape
        
     Range: From page 40 to page 40
     Mask co-ordinates: Left bottom (534.24 118.96) Right top (593.25 841.92) points
     Colour: Default (white)
      

        
     D:20221129100856
      

        
     1
     0
     534.2374 118.9568 593.2547 841.9194 
            
                
         40
         SubDoc
         40
              

       CurrentAVDoc
          

      

        
     QITE_QuiteImposingPlus4
     Quite Imposing Plus 4.0m
     Quite Imposing Plus 4
     1
      

        
     178
     179
     39
     57deeac3-3b42-4efc-9088-d5d000b0a7f1
     1
      

   1
  

    
   HistoryItem_V1
   AddMaskingTape
        
     Range: From page 40 to page 40
     Mask co-ordinates: Left bottom (536.08 0.00) Right top (571.12 189.04) points
     Colour: Default (white)
      

        
     D:20221129100856
      

        
     1
     0
     536.0817 0 571.1232 189.0399 
            
                
         40
         SubDoc
         40
              

       CurrentAVDoc
          

      

        
     QITE_QuiteImposingPlus4
     Quite Imposing Plus 4.0m
     Quite Imposing Plus 4
     1
      

        
     178
     179
     39
     2cacbefd-a1b9-45a2-b692-cf3f9c427be7
     1
      

   1
  

    
   HistoryItem_V1
   AddMaskingTape
        
     Range: From page 40 to page 40
     Mask co-ordinates: Left bottom (147.86 231.46) Right top (175.52 248.06) points
     Colour: Default (white)
      

        
     D:20221129100856
      

        
     1
     0
     147.8582 231.4587 175.5226 248.0573 
            
                
         40
         SubDoc
         40
              

       CurrentAVDoc
          

      

        
     QITE_QuiteImposingPlus4
     Quite Imposing Plus 4.0m
     Quite Imposing Plus 4
     1
      

        
     178
     179
     39
     74742d68-b90d-4917-85bb-a3b1d22f31dd
     1
      

   1
  

    
   HistoryItem_V1
   AddMaskingTape
        
     Range: From page 39 to page 39
     Mask co-ordinates: Left bottom (160.77 241.60) Right top (195.81 248.98) points
     Colour: Default (white)
      

        
     D:20221129100856
      

        
     1
     0
     160.7682 241.6023 195.8098 248.9795 
            
                
         39
         SubDoc
         39
              

       CurrentAVDoc
          

      

        
     QITE_QuiteImposingPlus4
     Quite Imposing Plus 4.0m
     Quite Imposing Plus 4
     1
      

        
     178
     179
     38
     d7ff47d1-e86a-4806-83d5-0f7556e6d64f
     1
      

   1
  

    
   HistoryItem_V1
   AddMaskingTape
        
     Range: From page 38 to page 38
     Mask co-ordinates: Left bottom (159.85 239.76) Right top (189.35 249.90) points
     Colour: Default (white)
      

        
     D:20221129100856
      

        
     1
     0
     159.8461 239.758 189.3547 249.9016 
            
                
         38
         SubDoc
         38
              

       CurrentAVDoc
          

      

        
     QITE_QuiteImposingPlus4
     Quite Imposing Plus 4.0m
     Quite Imposing Plus 4
     1
      

        
     178
     179
     37
     bd1cdd92-38d7-4d07-8d43-7b25d2bc16f9
     1
      

   1
  

    
   HistoryItem_V1
   AddMaskingTape
        
     Range: From page 37 to page 37
     Mask co-ordinates: Left bottom (148.78 239.76) Right top (191.20 248.98) points
     Colour: Default (white)
      

        
     D:20221129100857
      

        
     1
     0
     148.7803 239.758 191.199 248.9795 
            
                
         37
         SubDoc
         37
              

       CurrentAVDoc
          

      

        
     QITE_QuiteImposingPlus4
     Quite Imposing Plus 4.0m
     Quite Imposing Plus 4
     1
      

        
     178
     179
     36
     57b9c8c5-9a21-46b7-a982-c5bd29512227
     1
      

   1
  

    
   HistoryItem_V1
   AddMaskingTape
        
     Range: From page 36 to page 36
     Mask co-ordinates: Left bottom (159.85 239.76) Right top (199.50 248.98) points
     Colour: Default (white)
      

        
     D:20221129100857
      

        
     1
     0
     159.8461 239.758 199.4984 248.9795 
            
                
         36
         SubDoc
         36
              

       CurrentAVDoc
          

      

        
     QITE_QuiteImposingPlus4
     Quite Imposing Plus 4.0m
     Quite Imposing Plus 4
     1
      

        
     178
     179
     35
     739fdb2b-49ea-4183-a5ea-0c59567b0a9f
     1
      

   1
  

    
   HistoryItem_V1
   AddMaskingTape
        
     Range: From page 35 to page 35
     Mask co-ordinates: Left bottom (161.69 244.37) Right top (181.06 251.75) points
     Colour: Default (white)
      

        
     D:20221129100857
      

        
     1
     0
     161.6904 244.3687 181.0554 251.7459 
            
                
         35
         SubDoc
         35
              

       CurrentAVDoc
          

      

        
     QITE_QuiteImposingPlus4
     Quite Imposing Plus 4.0m
     Quite Imposing Plus 4
     1
      

        
     178
     179
     34
     4cc10fcb-0347-4460-bf1b-91e296e963ed
     1
      

   1
  

    
   HistoryItem_V1
   AddMaskingTape
        
     Range: From page 34 to page 34
     Mask co-ordinates: Left bottom (156.16 235.15) Right top (201.34 256.36) points
     Colour: Default (white)
      

        
     D:20221129100857
      

        
     1
     0
     156.1575 235.1472 201.3427 256.3566 
            
                
         34
         SubDoc
         34
              

       CurrentAVDoc
          

      

        
     QITE_QuiteImposingPlus4
     Quite Imposing Plus 4.0m
     Quite Imposing Plus 4
     1
      

        
     178
     179
     33
     f5c0dfbb-a215-47d9-bef4-9a0293ad38b5
     1
      

   1
  

    
   HistoryItem_V1
   AddMaskingTape
        
     Range: From page 33 to page 33
     Mask co-ordinates: Left bottom (172.76 241.60) Right top (200.42 248.06) points
     Colour: Default (white)
      

        
     D:20221129100857
      

        
     1
     0
     172.7561 241.6023 200.4205 248.0573 
            
                
         33
         SubDoc
         33
              

       CurrentAVDoc
          

      

        
     QITE_QuiteImposingPlus4
     Quite Imposing Plus 4.0m
     Quite Imposing Plus 4
     1
      

        
     178
     179
     32
     e0507709-5f88-401b-a489-9556eb2fd158
     1
      

   1
  

    
   HistoryItem_V1
   AddMaskingTape
        
     Range: From page 32 to page 32
     Mask co-ordinates: Left bottom (180.13 215.78) Right top (213.33 245.29) points
     Colour: Default (white)
      

        
     D:20221129100857
      

        
     1
     0
     180.1333 215.7822 213.3305 245.2909 
            
                
         32
         SubDoc
         32
              

       CurrentAVDoc
          

      

        
     QITE_QuiteImposingPlus4
     Quite Imposing Plus 4.0m
     Quite Imposing Plus 4
     1
      

        
     178
     179
     31
     7425a64c-f13b-4589-9d9a-4f4f96afc343
     1
      

   1
  

    
   HistoryItem_V1
   AddMaskingTape
        
     Range: From page 31 to page 31
     Mask co-ordinates: Left bottom (164.46 239.76) Right top (194.89 244.37) points
     Colour: Default (white)
      

        
     D:20221129100857
      

        
     1
     0
     164.4568 239.758 194.8876 244.3687 
            
                
         31
         SubDoc
         31
              

       CurrentAVDoc
          

      

        
     QITE_QuiteImposingPlus4
     Quite Imposing Plus 4.0m
     Quite Imposing Plus 4
     1
      

        
     178
     179
     30
     557beff5-7c8f-4753-aa08-b769818b01a3
     1
      

   1
  

    
   HistoryItem_V1
   AddMaskingTape
        
     Range: From page 30 to page 30
     Mask co-ordinates: Left bottom (150.62 241.60) Right top (185.67 250.82) points
     Colour: Default (white)
      

        
     D:20221129100857
      

        
     1
     0
     150.6246 241.6023 185.6662 250.8237 
            
                
         30
         SubDoc
         30
              

       CurrentAVDoc
          

      

        
     QITE_QuiteImposingPlus4
     Quite Imposing Plus 4.0m
     Quite Imposing Plus 4
     1
      

        
     178
     179
     29
     c5b913d9-0bc2-42b3-a8fd-bc0135867a49
     1
      

   1
  

    
   HistoryItem_V1
   AddMaskingTape
        
     Range: From page 29 to page 29
     Mask co-ordinates: Left bottom (163.53 240.68) Right top (195.81 249.90) points
     Colour: Default (white)
      

        
     D:20221129100857
      

        
     1
     0
     163.5346 240.6801 195.8098 249.9016 
            
                
         29
         SubDoc
         29
              

       CurrentAVDoc
          

      

        
     QITE_QuiteImposingPlus4
     Quite Imposing Plus 4.0m
     Quite Imposing Plus 4
     1
      

        
     178
     179
     28
     749a02c7-5146-4ea8-a575-9b8634c6e2b7
     1
      

   1
  

    
   HistoryItem_V1
   AddMaskingTape
        
     Range: From page 28 to page 28
     Mask co-ordinates: Left bottom (6.77 248.06) Right top (54.72 543.14) points
     Colour: Default (white)
      

        
     D:20221129100857
      

        
     1
     0
     6.7698 248.0573 54.7214 543.144 
            
                
         28
         SubDoc
         28
              

       CurrentAVDoc
          

      

        
     QITE_QuiteImposingPlus4
     Quite Imposing Plus 4.0m
     Quite Imposing Plus 4
     1
      

        
     178
     179
     27
     2ec92af7-08af-4281-abe4-dac361973941
     1
      

   1
  

    
   HistoryItem_V1
   AddMaskingTape
        
     Range: From page 28 to page 28
     Mask co-ordinates: Left bottom (169.07 239.76) Right top (193.97 258.20) points
     Colour: Default (white)
      

        
     D:20221129100857
      

        
     1
     0
     169.0675 239.758 193.9655 258.2009 
            
                
         28
         SubDoc
         28
              

       CurrentAVDoc
          

      

        
     QITE_QuiteImposingPlus4
     Quite Imposing Plus 4.0m
     Quite Imposing Plus 4
     1
      

        
     178
     179
     27
     b3de5a74-107e-4746-9763-f976d1673cae
     1
      

   1
  

    
   HistoryItem_V1
   AddMaskingTape
        
     Range: From page 27 to page 27
     Mask co-ordinates: Left bottom (153.39 242.52) Right top (181.98 249.90) points
     Colour: Default (white)
      

        
     D:20221129100857
      

        
     1
     0
     153.3911 242.5244 181.9776 249.9016 
            
                
         27
         SubDoc
         27
              

       CurrentAVDoc
          

      

        
     QITE_QuiteImposingPlus4
     Quite Imposing Plus 4.0m
     Quite Imposing Plus 4
     1
      

        
     178
     179
     26
     b2635831-fdc6-4eac-a04f-106844f5b036
     1
      

   1
  

    
   HistoryItem_V1
   AddMaskingTape
        
     Range: From page 26 to page 26
     Mask co-ordinates: Left bottom (142.33 216.70) Right top (203.19 260.05) points
     Colour: Default (white)
      

        
     D:20221129100857
      

        
     1
     0
     142.3253 216.7043 203.1869 260.0452 
            
                
         26
         SubDoc
         26
              

       CurrentAVDoc
          

      

        
     QITE_QuiteImposingPlus4
     Quite Imposing Plus 4.0m
     Quite Imposing Plus 4
     1
      

        
     178
     179
     25
     195f8238-ce43-4471-97e9-ae8a49368431
     1
      

   1
  

    
   HistoryItem_V1
   AddMaskingTape
        
     Range: From page 25 to page 25
     Mask co-ordinates: Left bottom (158.92 239.76) Right top (197.65 253.59) points
     Colour: Default (white)
      

        
     D:20221129100857
      

        
     1
     0
     158.9239 239.758 197.6541 253.5902 
            
                
         25
         SubDoc
         25
              

       CurrentAVDoc
          

      

        
     QITE_QuiteImposingPlus4
     Quite Imposing Plus 4.0m
     Quite Imposing Plus 4
     1
      

        
     178
     179
     24
     0393a0de-f76d-4b66-b8bb-634c42b5f214
     1
      

   1
  

    
   HistoryItem_V1
   AddMaskingTape
        
     Range: From page 24 to page 24
     Mask co-ordinates: Left bottom (180.13 239.76) Right top (187.51 249.90) points
     Colour: Default (white)
      

        
     D:20221129100857
      

        
     1
     0
     180.1333 239.758 187.5104 249.9016 
            
                
         24
         SubDoc
         24
              

       CurrentAVDoc
          

      

        
     QITE_QuiteImposingPlus4
     Quite Imposing Plus 4.0m
     Quite Imposing Plus 4
     1
      

        
     178
     179
     23
     ab7f6463-d584-4b0f-9f28-dd6c7e7b1709
     1
      

   1
  

    
   HistoryItem_V1
   AddMaskingTape
        
     Range: From page 24 to page 24
     Mask co-ordinates: Left bottom (165.38 239.76) Right top (183.82 248.98) points
     Colour: Default (white)
      

        
     D:20221129100857
      

        
     1
     0
     165.3789 239.758 183.8219 248.9795 
            
                
         24
         SubDoc
         24
              

       CurrentAVDoc
          

      

        
     QITE_QuiteImposingPlus4
     Quite Imposing Plus 4.0m
     Quite Imposing Plus 4
     1
      

        
     178
     179
     23
     dcd27d6b-4c0e-4ab2-9427-01d2a469d14b
     1
      

   1
  

    
   HistoryItem_V1
   AddMaskingTape
        
     Range: From page 22 to page 22
     Mask co-ordinates: Left bottom (169.07 242.52) Right top (187.51 248.98) points
     Colour: Default (white)
      

        
     D:20221129100857
      

        
     1
     0
     169.0675 242.5244 187.5104 248.9795 
            
                
         22
         SubDoc
         22
              

       CurrentAVDoc
          

      

        
     QITE_QuiteImposingPlus4
     Quite Imposing Plus 4.0m
     Quite Imposing Plus 4
     1
      

        
     178
     179
     21
     ae367e12-dd05-48b9-bee4-9d3a11fb366e
     1
      

   1
  

    
   HistoryItem_V1
   AddMaskingTape
        
     Range: From page 21 to page 21
     Mask co-ordinates: Left bottom (160.77 240.68) Right top (194.89 248.06) points
     Colour: Default (white)
      

        
     D:20221129100857
      

        
     1
     0
     160.7682 240.6801 194.8876 248.0573 
            
                
         21
         SubDoc
         21
              

       CurrentAVDoc
          

      

        
     QITE_QuiteImposingPlus4
     Quite Imposing Plus 4.0m
     Quite Imposing Plus 4
     1
      

        
     178
     179
     20
     d2cc1fcb-dcfd-41d8-a21a-2fdb90aba30e
     1
      

   1
  

    
   HistoryItem_V1
   AddMaskingTape
        
     Range: From page 20 to page 20
     Mask co-ordinates: Left bottom (159.85 243.45) Right top (193.04 249.90) points
     Colour: Default (white)
      

        
     D:20221129100857
      

        
     1
     0
     159.8461 243.4466 193.0433 249.9016 
            
                
         20
         SubDoc
         20
              

       CurrentAVDoc
          

      

        
     QITE_QuiteImposingPlus4
     Quite Imposing Plus 4.0m
     Quite Imposing Plus 4
     1
      

        
     178
     179
     19
     68562e80-2019-42e0-ac16-4fa94bde8f65
     1
      

   1
  

    
   HistoryItem_V1
   AddMaskingTape
        
     Range: From page 19 to page 19
     Mask co-ordinates: Left bottom (155.24 207.48) Right top (181.98 251.75) points
     Colour: Default (white)
      

        
     D:20221129100857
      

        
     1
     0
     155.2354 207.4829 181.9776 251.7459 
            
                
         19
         SubDoc
         19
              

       CurrentAVDoc
          

      

        
     QITE_QuiteImposingPlus4
     Quite Imposing Plus 4.0m
     Quite Imposing Plus 4
     1
      

        
     178
     179
     18
     e4fe337c-9822-4bf4-b76b-38c74908eb01
     1
      

   1
  

    
   HistoryItem_V1
   AddMaskingTape
        
     Range: From page 18 to page 18
     Mask co-ordinates: Left bottom (154.31 210.25) Right top (192.12 252.67) points
     Colour: Default (white)
      

        
     D:20221129100857
      

        
     1
     0
     154.3132 210.2493 192.1212 252.668 
            
                
         18
         SubDoc
         18
              

       CurrentAVDoc
          

      

        
     QITE_QuiteImposingPlus4
     Quite Imposing Plus 4.0m
     Quite Imposing Plus 4
     1
      

        
     178
     179
     17
     6a6fd9f9-5691-423d-af9c-de39c5a04745
     1
      

   1
  

    
   HistoryItem_V1
   AddMaskingTape
        
     Range: From page 17 to page 17
     Mask co-ordinates: Left bottom (166.30 241.60) Right top (186.59 248.06) points
     Colour: Default (white)
      

        
     D:20221129100857
      

        
     1
     0
     166.3011 241.6023 186.5883 248.0573 
            
                
         17
         SubDoc
         17
              

       CurrentAVDoc
          

      

        
     QITE_QuiteImposingPlus4
     Quite Imposing Plus 4.0m
     Quite Imposing Plus 4
     1
      

        
     178
     179
     16
     221c976c-3764-4fcd-adae-d290ff2ca3c0
     1
      

   1
  

    
   HistoryItem_V1
   AddMaskingTape
        
     Range: From page 16 to page 16
     Mask co-ordinates: Left bottom (158.00 238.84) Right top (188.43 246.21) points
     Colour: Default (white)
      

        
     D:20221129100857
      

        
     1
     0
     158.0018 238.8358 188.4326 246.213 
            
                
         16
         SubDoc
         16
              

       CurrentAVDoc
          

      

        
     QITE_QuiteImposingPlus4
     Quite Imposing Plus 4.0m
     Quite Imposing Plus 4
     1
      

        
     178
     179
     15
     bf6d7e2e-8e41-4553-a1e5-16148ab0ddaf
     1
      

   1
  

    
   HistoryItem_V1
   AddMaskingTape
        
     Range: From page 15 to page 15
     Mask co-ordinates: Left bottom (161.69 240.68) Right top (185.67 248.06) points
     Colour: Default (white)
      

        
     D:20221129100857
      

        
     1
     0
     161.6904 240.6801 185.6662 248.0573 
            
                
         15
         SubDoc
         15
              

       CurrentAVDoc
          

      

        
     QITE_QuiteImposingPlus4
     Quite Imposing Plus 4.0m
     Quite Imposing Plus 4
     1
      

        
     178
     179
     14
     46eb165a-f319-465a-a978-80793265f42d
     1
      

   1
  

    
   HistoryItem_V1
   AddMaskingTape
        
     Range: From page 13 to page 13
     Mask co-ordinates: Left bottom (134.95 236.07) Right top (178.29 246.21) points
     Colour: Default (white)
      

        
     D:20221129100857
      

        
     1
     0
     134.9481 236.0694 178.289 246.213 
            
                
         13
         SubDoc
         13
              

       CurrentAVDoc
          

      

        
     QITE_QuiteImposingPlus4
     Quite Imposing Plus 4.0m
     Quite Imposing Plus 4
     1
      

        
     178
     179
     12
     16840261-0a58-4e97-b780-98c1198d5ec6
     1
      

   1
  

    
   HistoryItem_V1
   AddMaskingTape
        
     Range: From page 13 to page 13
     Mask co-ordinates: Left bottom (136.79 232.38) Right top (183.82 245.29) points
     Colour: Default (white)
      

        
     D:20221129100857
      

        
     1
     0
     136.7924 232.3808 183.8219 245.2909 
            
                
         13
         SubDoc
         13
              

       CurrentAVDoc
          

      

        
     QITE_QuiteImposingPlus4
     Quite Imposing Plus 4.0m
     Quite Imposing Plus 4
     1
      

        
     178
     179
     12
     5b1ab127-01cc-4428-ad2d-010967fabb36
     1
      

   1
  

    
   HistoryItem_V1
   AddMaskingTape
        
     Range: From page 13 to page 13
     Mask co-ordinates: Left bottom (184.74 238.84) Right top (193.04 251.75) points
     Colour: Default (white)
      

        
     D:20221129100857
      

        
     1
     0
     184.744 238.8358 193.0433 251.7459 
            
                
         13
         SubDoc
         13
              

       CurrentAVDoc
          

      

        
     QITE_QuiteImposingPlus4
     Quite Imposing Plus 4.0m
     Quite Imposing Plus 4
     1
      

        
     178
     179
     12
     a5a394b3-07be-4c1d-acca-1b0e235fee00
     1
      

   1
  

    
   HistoryItem_V1
   AddMaskingTape
        
     Range: From page 10 to page 10
     Mask co-ordinates: Left bottom (152.47 243.45) Right top (190.28 256.36) points
     Colour: Default (white)
      

        
     D:20221129100857
      

        
     1
     0
     152.4689 243.4466 190.2769 256.3566 
            
                
         10
         SubDoc
         10
              

       CurrentAVDoc
          

      

        
     QITE_QuiteImposingPlus4
     Quite Imposing Plus 4.0m
     Quite Imposing Plus 4
     1
      

        
     178
     179
     9
     f524af91-5c23-40fd-aece-d8dd265e8de7
     1
      

   1
  

    
   HistoryItem_V1
   AddMaskingTape
        
     Range: From page 9 to page 9
     Mask co-ordinates: Left bottom (163.53 238.84) Right top (184.74 246.21) points
     Colour: Default (white)
      

        
     D:20221129100857
      

        
     1
     0
     163.5346 238.8358 184.744 246.213 
            
                
         9
         SubDoc
         9
              

       CurrentAVDoc
          

      

        
     QITE_QuiteImposingPlus4
     Quite Imposing Plus 4.0m
     Quite Imposing Plus 4
     1
      

        
     178
     179
     8
     63e4da60-4c78-4f13-9d49-780a33065dd0
     1
      

   1
  

    
   HistoryItem_V1
   AddMaskingTape
        
     Range: From page 8 to page 8
     Mask co-ordinates: Left bottom (145.09 229.61) Right top (193.97 259.12) points
     Colour: Default (white)
      

        
     D:20221129100857
      

        
     1
     0
     145.0917 229.6144 193.9655 259.123 
            
                
         8
         SubDoc
         8
              

       CurrentAVDoc
          

      

        
     QITE_QuiteImposingPlus4
     Quite Imposing Plus 4.0m
     Quite Imposing Plus 4
     1
      

        
     178
     179
     7
     92949f87-c083-4a63-820a-4ec28ea6e5ce
     1
      

   1
  

    
   HistoryItem_V1
   AddMaskingTape
        
     Range: From page 7 to page 7
     Mask co-ordinates: Left bottom (156.16 239.76) Right top (193.97 253.59) points
     Colour: Default (white)
      

        
     D:20221129100857
      

        
     1
     0
     156.1575 239.758 193.9655 253.5902 
            
                
         7
         SubDoc
         7
              

       CurrentAVDoc
          

      

        
     QITE_QuiteImposingPlus4
     Quite Imposing Plus 4.0m
     Quite Imposing Plus 4
     1
      

        
     178
     179
     6
     35aef7ce-cdab-4ef9-93fc-18c44b52b2f0
     1
      

   1
  

    
   HistoryItem_V1
   AddMaskingTape
        
     Range: From page 6 to page 6
     Mask co-ordinates: Left bottom (154.31 207.48) Right top (210.56 283.10) points
     Colour: Default (white)
      

        
     D:20221129100857
      

        
     1
     0
     154.3132 207.4829 210.5641 283.0988 
            
                
         6
         SubDoc
         6
              

       CurrentAVDoc
          

      

        
     QITE_QuiteImposingPlus4
     Quite Imposing Plus 4.0m
     Quite Imposing Plus 4
     1
      

        
     178
     179
     5
     87c9fa7d-1ed0-4a2c-b005-61da62d30277
     1
      

   1
  

    
   HistoryItem_V1
   AddMaskingTape
        
     Range: From page 2 to page 2
     Mask co-ordinates: Left bottom (146.94 201.03) Right top (214.25 286.79) points
     Colour: Default (white)
      

        
     D:20221129100857
      

        
     1
     0
     146.936 201.0279 214.2527 286.7874 
            
                
         2
         SubDoc
         2
              

       CurrentAVDoc
          

      

        
     QITE_QuiteImposingPlus4
     Quite Imposing Plus 4.0m
     Quite Imposing Plus 4
     1
      

        
     178
     179
     1
     cc251de7-2a4e-4d97-a765-b3d81b60df8f
     1
      

   1
  

    
   HistoryItem_V1
   AddMaskingTape
        
     Range: From page 2 to page 2
     Mask co-ordinates: Left bottom (453.09 6.46) Right top (555.45 82.99) points
     Colour: Default (white)
      

        
     D:20221129100857
      

        
     1
     0
     453.0885 6.455 555.4467 82.9931 
            
                
         2
         SubDoc
         2
              

       CurrentAVDoc
          

      

        
     QITE_QuiteImposingPlus4
     Quite Imposing Plus 4.0m
     Quite Imposing Plus 4
     1
      

        
     178
     179
     1
     474b5227-9763-4193-a119-e8310a75f6df
     1
      

   1
  

    
   HistoryItem_V1
   AddMaskingTape
        
     Range: From page 1 to page 1
     Mask co-ordinates: Left bottom (-1.53 255.43) Right top (24.29 304.31) points
     Colour: Default (white)
      

        
     D:20221129100857
      

        
     1
     0
     -1.5295 255.4345 24.2906 304.3082 
            
                
         1
         SubDoc
         1
              

       CurrentAVDoc
          

      

        
     QITE_QuiteImposingPlus4
     Quite Imposing Plus 4.0m
     Quite Imposing Plus 4
     1
      

        
     178
     179
     0
     6da02988-4e94-42c3-ad0f-72e1f4d1c516
     1
      

   1
  

    
   HistoryItem_V1
   AddMaskingTape
        
     Range: From page 1 to page 1
     Mask co-ordinates: Left bottom (128.49 201.95) Right top (181.98 252.67) points
     Colour: Default (white)
      

        
     D:20221129100857
      

        
     1
     0
     128.4931 201.95 181.9776 252.668 
            
                
         1
         SubDoc
         1
              

       CurrentAVDoc
          

      

        
     QITE_QuiteImposingPlus4
     Quite Imposing Plus 4.0m
     Quite Imposing Plus 4
     1
      

        
     178
     179
     0
     9a418b31-3194-4708-bee0-4e8ff056084a
     1
      

   1
  

    
   HistoryItem_V1
   AddMaskingTape
        
     Range: current page
     Mask co-ordinates: Horizontal, vertical offset 244.02, 307.21 Width 20.42 Height 9.72 points
     Origin: bottom left
     Colour: Default (white)
      

        
     D:20221129103945
      

        
     1
     Default
     0
     BL
     1330
     369
    
            
                
         Both
         1
         CurrentPage
         264
              

       CurrentAVDoc
          

     244.0222 307.2101 20.4162 9.722 
      

        
     QITE_QuiteImposingPlus4
     Quite Imposing Plus 4.0m
     Quite Imposing Plus 4
     1
      

        
     0
     179
     0
     458303e5-1e4a-4a59-9843-eb2297e5bd8c
     1
      

   1
  

 HistoryList_V1
 qi2base



