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Editorial In the final article in this section, Gibson takes a more

o - philosophical apmach as he discusses and critiques personalised

Inquiry. The journal celebrates inquiry based research as
conducted by Initial Teacher Education (ITE) studentsgEquity, Diversity, and Inclusivity

compl'etlng the intensive, one year Master of Teaching an In her article, Harbott identifies that although New Zealand is
Leaming (MTchglLn) course at the University of Canterbury, an inclusive society, teaching practicesywsidely with regards

Chk:istcturch, New _Zer?land. t?lur lI\/ITCthIarogrammelTEto educating for diversity. In this review she explores the
wh a k a(pravertheqphasises the value we place on our challenges facing teachers as they attempt to respond to the

students and their learning; complex student diversity of their classes. The second article has
a specific focus on gender equity within 8@ence, Technology,
Engineering and Mathematics (STEM) disciplirgzecifically,
Huddlestorexplores the importance of developing, maiiitgin

. . . and retaining gender interest in STEM. In the third article within
Our programme has an emphasis on professional NAUIT s section, Falconer has a particulaengst in supporting
with a spegiﬁc focus on developing the Ski"§ of critical ar'alySisPasifika Iiter’acy education. In her literatuegiew she discusses
and refiection on practice experiences 1o supplrio (legraer) some of ti key factors that influence Pasifika literacy outcomes

achlevgment. Itis common for beglnnlng tgachers to have AU€Mand identifies two clear strategies for teachers that may improve
concening contemporary issues in education based on PErSOriaracy achievement. In the nexticle, Ford approaches the

experiences. This aII_owed our MTchgLn stu_dents to explore they o 0 through an analysis of streaming in a secondary
own puzzles of practice througha resear_ch mforme_d appro"’%ch (mathematics context and explores the influence of streaming on
opposed to a practice based approach) into e_xplorlng_ such ISSUpow students perceive their own capabilitistudent seif
Thelleforeoudr ITItEas(tjuder(wjts n?ed tearm th$hk'"5 :ﬁquwgd tol conceptin mathematics. The final articley Ladkin also takes
Eexploré, understand and criuque research as they Gevelop o o ,qent perspective on inclusivity and considers the role of
inquiry approach to support their leaming. One outcome of OUstudent voice and power relations within a school and the
Vi ew

Ahakoa he iti, he pounamu
Although it is small, it is greenstone

| TE studentsd | earning was ;. . L LerdLur e 1 e
. : . . implication for minority students.

contemporary issue in education thiasonated with puzzles of P ty

practiceemerging from their developing contexts. Rethinking Learner and Teacher Roles

The themes for this issue were drawn from the Botstald
(2012) reporBupporting futureriented learning and teachifig
a New Zealand pegpsctiveand were:

Personalising learning

Equity, diversityand inclusivity
Rethinking learner and teacher roles
Partnerships and relationships

The role of new technologies

The first article within this theme by Robertsxplores the
idea of student voice and considers how students can gain more
agency within a school setting and the implications for teaching
practice. The second artickey Denton considers citizenship
education. In particular the role of the teacheh rgispect to their
beliefs, values and pedagogy is examined and the impact this may
have on the teaching and learning of citizenship education for
students. In her article, Page examines a specific pedagogical
practice, cooperative learning, and consigderse of the barriers
and enablers to facilitate it in the classroom. The next aliigle
Spenneipoks specifically at growth mindset and discusses some
examples of growth mindset interventions in the primary
classroom as well as with parents. The m@tefor using this
pedagogy to support learning and the potential challenges
associated with it are explored. In her article, Hooker has a
particular interest in student wellbeing. Her literature review
explores those factotbat contributeto student wllbeing in
schools and discusses the connection to student achievement. She
also identifies the importance of considering teacher wellbeing
Personalising Learning and how it may be a significant influence on student wellbeing
and makes the connection to the importance of darglshared
learning environments that promote wellbeing. The last article in
this sectionby Johnscontinues the theme of wellbeing and in
particular examines mental health and wellbeing in schools. She
provides a review of current support systemstiitesnthose
factors that may place students at,idsid discusses the paucity

Too oo Too o I

Our ITE students were asked to consider these emergir
principles for 2%century education system arising from a vision
of futureorientated learning and teaching and to consider whe
aspects resonated with their current experiences, what were th
puzzles of practice, what were their developing interests th:
would leadtem to inquire into their own practice. This journal is
the result of those inquiries.

Ko te ahurei o te tamaiti arahia o tatou mahi
Let the uniqueness of the child guide our work

In the first article, Swan introduces the notibpersonalised
learning and considers how it is conceptualised and th
implications on students learning. It disassome of the
benefitsand constraints that can result from personalised learnin
approaches. The second article builds on the first and Stew:
continues to examine What. personallse_d Iear_nlng looks _"ke n trof research into adolescent mental health and wellbeing in New
context of classroom practice. From his review of the literature

. - . . Zealand.
Stewart identifies and discusses four emerging themes thau
influence the effectiveness of a personalised learning approaclg
The next reviewby Harris,looks more specifically at how
schools have been able to use the key competencies as define d

the NewZealand Curriculm (Ministry of Education, 20070 schools and outside organisations and schools and the wider

support stude_nts as fu'gure focused learners. This article dISCLcommunity. In the first review, Hegarty explores how innovative
how personalised learning can support competency developmeric.

1

artnerships and Relationships
The notion otonnectedness developed within this theme,
rawing onconnections between participants within schools,
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learning environments (ILE) provide opportunities for students r(]?t?U?/C" ford Ef:_ucationézl R?S&;mhbl' PtreSS-/ Eetrl?evzdog ;B%m
and teachers o eruin a new type o partnership. The use of Kbt edieatorcoasion sumoieatonsisroomarloo
specific organisations that have a disciplinary focus, such as" New zealand: Learning Media
science centres, to help provide a greater contextual connection
for learning opportunities is discussed by Abernethy. With a N o . o
focus on science outiea Abernethy provides a range of Journaloflr)ltlaITgacher Inquiry is licensed undéreative Commons Attribution
o . 4.0 Intemational License.
examples where positive outcomes for learning have beerti
reported. Munro takes a particular interest in heoh®ol Permanent Linkhttp:/hdl.handle.net/10092/14640
partnerships and explores how technology can foster such
partnerships. She identifies the challenges afigusligital
technologies to support horeehool relationships. In her review,
Mackie explores the role of religion as a basis for a comrunity
based and inclusive approach to education. In particular she
explores the role of school leaders and-aétbed shooling and
its impact on the development of community relationships. The
last article in this sectigiby Lawry, considers the relationship
between teacher early into their career§emice and beginning
teachers) and teacher mentors. The complegitine mentoring
process are explored and in particular the implications of
mentoring on beginning teacher job satisfaction, job turparner
student achievement are discussed.

The Role d New Technologies

Schools that are technoleggh learningenvironments have
been shown to utilise technology toenable and support
infrastructure, provide opportunities to connect and inspire,
enhance capabiliyand to support innovation (Bolstatl al.,
2012). In this theme Heath presents a review thabegohow
technology can be used to support the nature of science in the
classroom. In particular he discusses how technology can support
student agency, access to new knowledge, opportunities to
collaborate and a contextual relevance to inquiry. Jackson
continues the theme but explores it through mathematical
discipline knowledge. His review explores a range of factors
affecting the use of integration ofnformation and
communications technology IQT) in the mathematics
classroom. The role of ICT to support a teaching as inquiry
approach is examined by Dobbe#img. In the review he
discusses a variety of strategies that are required to support
teachers. Husband explores the useabls for assessmenic
in particular focuses on the challenges associated with the
transition to technology based assessment, the benefits and
challenges. In the final article of this section, Findlay discusses
the notion of digital access within learning environments and the
role of digital literacy. He explores a number of innovative
practices, specifically the role of gamification as an example of
futurefocussed learning to support enhanced reading and writing
skills in learners.

The articles selected for this jourreflect the high quality of
our ITE graduates and provide an intrinsic value to those engaged
in exploring practice through a teaching as inquiry apprégeh.
value each and every articknd for our ITE students as they
begin their journeywe remind ouwselves of the importance of
each one of their contributionahakoa he iti, he pounamu

Chris Astall
Associateeditor

Bolstad, R., Gilbert, J., McDowall, S., Bull, A., Boyd, S., & Hipkins, R.

(2012). Supporting futureriented learning and teaching: A New
Zealand perspective. Wellington, New Zealand: New Zealand
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Personalised_earning: Understandings and
Effectivenessm Practice

Caitlin Swan
Te ROngai Ak oCollage oftEducaticn,iHealttrand Human Development, University of Canterbury, New Zealand

Abstract

Personalisedearning is being promoted in New Zealand and around the world as one of the key components of a
future-focussed education system. Although it is conceptualised and implemented in many different ways, it appears

that the common aim gfersondbedl ear ni ng is to tailor the education s
While, or possibly because, most educators would support such an aim for education, there is very little research
concerning its effectiveness. Studies have also showmpehsonalisedearning is understood and implemented by

teachers in multiple different ways. This literature review examines various conceptualisgienssoélisetbarning

and their effect on studentsd |l eadnbobhi eBeméntbeardi &
identified and discussed in this review. The inconsistent findings suggest that ambiguities in the concept of
personalisel ear ni ng need to be addressed and further resear

Keywords Personalised_earning, Primary, Secondary, Inequality
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Introduction can achieve their potential and is setup fodlifeng | ear ni
_ _ (MOE, 2008, p. 3).
In New Zealand, personalised leaming has been promoted *  Ajthoughit would be difficult to find an educator who would

one of the principles that support a futimeused education  gjisagree with such aimafor education, litle research has been

system (Bolstaet al.,2012). Personalised leaming moves away conducted on the implementation or effect of personalised

from a traditnal onesizefits-all, teachecentred model 10 |earning programmes. What evidence there is reveals that

shaping the system around students, providing differentiatepersonalised learning has been understood and implemented in

education to support diverse needs (Bolstad et al., 2012). Ttschools in multiple different wayBevanBrown et al. (2011)

focus is part of a global movement and now personalised learnitg | ¢ v e yed New Zealand educators

is being implemeted in education systems around the world of personalised learninglthoughresponses were mainly from

(Beach & Dovemark, 2009lt is called many different names  primary schoolwiith little student diversity, their findings suggest

(personalised learningyersonalised learningyersonalisation, ¢ p 't ther e i s great variety

and in Swedenndividualisering and there are many variations personalised learning and that many are somewhat limited. The

in the conceptseach & Dovemark, 200Zampbell, Robinson,  majority understood personalised learning as tailoring teaching to

Neelands, Hewston, & Mazzoli, 200cGuinness, 201®rain - fyifil alllearme r s 6 di v e r s eBetamBloenetas, an d

etal., 201 A common aim, however, appears to be tailoring thep1 7). A small few, however, believed that personalised learning

education system to m&®dn ayss individualised plans for special needs esitsl Bevan d S

Brown, McGee, Ward, & Maclntyre, 201Rrain et al.. 2013  Brown et al., 2011 Underwood et al. (2007pund similar

Underwood et al., 2007 The New Zealand Ministry of gisparities in teacher undtemsdings and implementation of

Education (MOE) positions personalised learning as a studerpersonalised learning in their studyEngland Their research

centred approach that strives to make learning meaningful (MOlgjso found that personalised learning does not necessarily lead to

2006). Within this initiative, students become informed andjncreased academic achievement, especially iqdgighrmance

actively involved in their own educaticand the school system  schools Underwood et al., 200U n d e r vstudy & dosthe

is Aresponsive and f1l exi bl €nlyonetoraisequestionsabout the effectiveness of persohdfiséd 9
learning Beach & Dovemark, 2009This presentliterature
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review, therefore, examines various conceptions of personaliseas a literacy coaghonitoring learner progression through a case

learning in schools and thainpacton student learning. management approgchand involving parents and the
community in promoting literacy development (Fullan, 00
Successful Programmes Breakthrough is one of the few models of personalseding

. ] _that specifies the practices required to achieve it which suggests
~ Two different programmes of personalised —leamningthat this model may be able to achieve consistent positive effects
implemented in New Zealand secondachools have shown o student achievement.

some benefits (McGuinness, 20Rlissell & Riley, 2011 They Prain et al. (2013)lso eveloped a model of personalised
both are based on a concept of personalised learning thatrefle) e ar ni ng t hat proved to be ben

that of the MOE{ZOQG), in Which_teaching is tailored toward§ all model is based around three components: relational agency
studentsd hol i sti c -antleors dftheira ryjfferentiated curriculurand seffregulationRelational agency
learning  supported byw h U n damily) and teachers s perceived as the interplafiteacher and student agency within
(McGuinness, 201®ussell & Riley, 20IlRu s s e | | a rhe constraints of the education system (for example, national
(2011)programme was implementéat 40 Year 1113 gifted  policy) (Prain et al., 203A differentiated curriculurmefers, not

and talented students and involveoth individual and group o longterm streamingsais sometimes suggestédt to shor

pathways. McGuinnesso leamng 1 Cemm variations in subject matter or pedagogy in relation to
mentorsfor all Year 1013 students who provided supportands peci fic units and i nfP@nened by
each programme students, parents and tedebensigmentors  r e sponsi bi | i ty f oPrainehlaal3.pnd hc

met to devel oBfvaluatidns lnyestnderdséand gees). Becausahese capabilities are developmental, it initially
parents revealed thaetefits in both programmes included requires explicit guidance and-mubtion with teachers for
improved relationships between students and teachmets astudents to developfainetal.,2033Pr ai n etmodel . 6's |
parents and teachers, with parents becoming more involved 55 implemented in the mathematical progme of a Year-10
their childds educlaningrentorsT tschool in Victoria, Australia. Academic performance in this
in Year 1013 also resulted in a B8decrease in behavioural school was well below national averages and surveys showed that
problems (McGuinness, 2010) while the gifted and talenteqegrners were disengaged and unmotivated in matherRatios
programmeled to increased student empowerment, motivatioret 5., 2013 A differentiated curriculurthatprovideda range of
and challenge Russell & Riley, 2011 Although neither  mathematical experiences was implemented by teams of
programme can be directly linked to academic gainsteachersworking with a consultanto increase their expertise.
McGuinress (2010) reported thatlational Certificate of  stydent learning was gegulated with teachers through shared
Educational Achievement (NCEAgsults improved during the  gogtsetting and feedbackAnalysis of quantitative and
implementation ofearningmentors Althoughthe conception of qualitative data show thdte outcomes of this thrgear study
personalised learing demonstrated in these programmes Wyere increased student motivation and-diedfction, increased
effective at improving relionships, further research will be teacher caperation and improved academic attainment, with
needed to understand whether these benefits lead to acade'numeracy growth exceeding the state averagdn(et al., 2013
gains and whether they are effective in-seoondary school The consultant was key to the change of pedagoghis
settings or for students who are not gifted and talented. programme which suggest that teachers may need expert
Breakthroughis another initiative_ l=ed on personalised support to shift to a studectntred approach to education.
learning (Fullan, 2C8). It has been implemented to support  Campbell et al. (200@iscussed a concept of personalised
literacy development in both Melbour(&ustralig andin the leaning that stems from Leadbeat¢2003) concept of
York Region(Canadgand has had a significant effect on leamer personaliation in the public sector in Englanths cited in
outcomes. For example, the mathematics, readmywriting  campbell et al., 2007Campbell et al. (2007rgue that this
results of York Region schools improved byi D% over five  conceptioes not aim to marketise educationiamdore socially
years (Fullan, 20 . One of Br eakt hr Oprented that the individualism that it was first misunderstood for.
personalisation of learning, reflects the previously discusse|nstead Leadbeatersoncept promotes setalisation with
definition in that it is based on tailoring education teetm gy dents eamy the right to act as responsibleacthors of their
studentso6o learning and@). Imot eqycationCampbell et al. (200Fifferentiate between shallow? 0 0
mannernilartoRus s el | an dyifted antl @leneds  and deep levels of personalisation, the first being better access to
programme, Breakthrough positions personalisation as both qypjic services and some limited recognition of user voice with
individual anda collective phenomenon, requiring relationshipst e | at t e r distuggtivédimgovatiom in whichr users
between students, teachers, paranid the community (Fullan, becomeilesigners and paymastissf s e Campbelletald  (
200). Breakthrough combines this conceptidrpersonalised 2007, p. 135 Their study involved identifying the pedagogy of
Iearn!ng with precise teaching and ongoing professional |eami”personalised learning in an English atistory class in a sixth
(continualp r of essi onal devel opme Nom college in England with a high proportion of gifted &1 | Y
practice) Precise teachingquires teaching specifically needs of tgiented students, where teaching had been assessed as
the students (Fullan, 280 To be preciségachers must engage oytstandig by the Office for Standards in Education. The
in assessment for | earning pedagogythattheyidentifidtough observation and discussioh € & I T
instructional needsaindthensharing this feedback with students \yith teachersvas based on informal but respectful relationships
(Fullan, 200). These three components have been combined fang the ceconstruction of knowledge as a class, leading to
develop specific strategies, including: bithing a staff member  jngjvidual learniy. Campbell et al. (2007argue that this o
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construction of knowledge requires considerable subjecconsuming education ften, in this study, by monopolising
expertise. This could possibly be extended to professiondeacher time)Beach and Dovemark (200%owever, interpret
expertise be ¢6a® Breakthioagh modét antl |these traits from a different perspective. To them, they are
Prai n et studylinvovesl pr¢fedsibrialdgvelopment. It fé destructive ( t o ot her sdruptvientowvamrd e st s)
is questionable, however, whether this pedagogy specifically leegalitarian principles)jnreasonabléin their overconsumption

to academic improvements and fif dould be transferred of time and resources) andfair (to other pupil$) 0 Beach &
effectively into subjects where knowledge is positioned asDovemark, 2009, p. 699tudents who exhibited Sequalities
objective truthor with younger students, different abilities ~ were generally higlachieving andhe Beach and Dovemark

different social background€émpbell egl., 2007. (2009) study found that teachers rewarded these traits
(unconsciously or not) by expending more time supporting these
Critiques of programmes studentsThe Beach and Dovemark (2008)search therefore

. . ) suggests that personalised learning may perpetuate the gap
Research into personalised learning has not always fourpepveen high and low achieving students.

positive results. Underwood et al. (2007)investigated Beach and Dovemark (200850 argue that the neoliberal
personalised learning and technologyrEiglish primary and  principles conveyed by personalised learning could exacerbate
secondary schoglainalysing both quantitative and qualitative ¢jass educational inequalities. Neoliberal values are not universal
data | n their study, they dytpartiular to uppeniddie classesBeach & Dovemarki N9 @
tailoring of pedagogy, curriculum and learning support {0 meezo0g. Middle-class identities centre around consumption and
the needs and aspirations of individuafriess, irrespective of s middleclass students are privileged by the recognition of
ability, culture or social status, in order to nurture the uniquétheir class identity (as resource consumers and hoarders of
talents ofUndewoed eyal.@00% p.b®heir(  capital) in he classroom. Meanwhile the identities of
study found that personalised learnirgsinot necessarily lead classes/cultures that value helping one another and interests
to increased achievement, especially in fugtiormance  oytside of school are marginalis@kéch & Dovemark, 2009
schools. At Key Stage 2 of tieneral Certificate of Secondary Thyg dominant cultural and sotigroups are privileged and
Education(GCSH there was a positive relationship between exjsting hierarchies are perpetua@dmpbell et al. (200Tyas
student perceptions of personalisation and achienmewhile at 5150 concerned that this could be an outcome of personalised
Key Stage 3 the reverse was trinderwood et al., 2007). |earning however, they did not fingvidence in their study to
Under wood studyaiso fouddshat(néeasehdide  sypport or deny this conceeach and Dovemark (2008f50
of learning methods was neggqyethatthe conceptof private choice that is emphasised in this U d
investment in their education. They posit that such a finding maconcept of personalised learning means setinterest and
be due to poorly motivated leamners preferring the predictabilitegotistical calculations over personal return may be the only
and comfort of set work methods over siskolved noelty.  nifying factor in educational culture, thus threatening
They also suggest that it could equally be due to a pedagogicdemocratic valueBecausehis research is based in Sweden,
choice by the teacher who might decide to use less innovath\g e 3 ¢ch and Do argumentr nayonst be agplicabie )
methods to teacsp-calleddifficult studentsUnderwood etah s iy New Zealand contextsowever, it is worth investigating in
(2007)study found many inconsistencies in the effectiveness Ctnjs countrybecausélew Zealand society is also influenced by

personalised learning, particularly at the stutbsml. Further  negliberal principles (Carrington & MacArthur, 2012).
research is therefore needed to identify the specific factors ot

personalised learning that are beneficial or detrirhenta

st udent dddenvoedetah 2007g ( Conclusion
Beach and Dovemark (2008jtique personalised learning The literature suggests that a common aim to the concept of
in relation to equalityTheir studyused ethnographic researchtoper sonal i sed | earning is tail

investigate the implementation of personalised learning in twdiverse needsThis focus however,can be interpreted or
Year 8 classes in two secondary schools in Sweden, orextended in multiple different ways, creating tensions between
predominantly middlelass and the other with around%®f different understandings of personalised learning. One such
students whose first languagies nd Swedish. In their study, tension is whether personalised learning is an individualistic or
personalised learning (individualisering in Sweden) is conceivemore sociallyoriented conceptCampbell et al. (2007rgues

as supporting it he p r o mo tthat personalised learning involves collectivecanstruction of ¢ e
private/individual responsibility and personal dimensions ofknowledge that leads to individual learning, an idea that was
knowledge rather than the acquisition of particdtamal reflected in several other studiésdin et al., 201Russell &
knowl edg e Bepch & Rozemgnarls 2009(p. §90his  Riley, 201). Beach and Doveark (2009) however, identified
concept of personalised learning easily aligns with competitivian individualistic focus in their study, which supported the
market valuesBeach and Dovemark (200@ygue that, in  emphasis of selfish, neoliberal values. Another ambiguity is the
practice, personalised learning is influenced by an emphasis (interpretation ot differentiated curriculum which, according to
performativity and neoliberalism within the education system aniPrain et al. (2013)s sometimes seen in terms of set labelling of
wider society. Their research found that students were evaluatstudent capabilities through loteym streaming instead of short

not only on theiacademic performance but also their attitudesterm differences in curriculum or instruction that support
towards educationSocalled god students were judged st ud e nt andever chaging@eeds. Several researchers
according to neoliberal values, creating the image of a learner have also identified that personalisation can be understood and
a rational choosing individual who creates their own success kimplemented in deep or shallow ways (Bolstad et al., 2012;
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Campbell et al., 2007 ullan, 200). Shallow understandings learning policy, concepts and practic@ford Review of Education,
generally involve increased student choice in activity but do not 356), 689704.doi:10.1080/03054980903122267

. . evanBrown, J., McGee, A., Ward, A., & Macintyre, L. (2011).
Cha"enge the teachdirected nature of the education system. Personalisedearning: A passing fad or a cornerstone of education?

contrast, dep personalisation requires students to be involved in - New Zealand Journal of Educational StudieS2367588. Retrieved
decision making (Bolstad et,a2012). For any programme of from:

personalised Iearning to be successful these ambiguities and http://search.informit.com.au/documentSummary;dn=956593406382
955;res=IELNZC

tensions in the concept should first be resol belletal, pgoistad, R., Gilbert, J., McDowall, S., Bull. A., Boyd, S., & Hipkins, R.
2007). (2012). Supporting futureriented learning and teaching: A New

Many of the studies reviewed here found personalised Zealand perspective. Wellington, New Zealand: New Zealand

l earning to be beneficial t &oundlfoqRdyqationaly Regeaich, (Pigss. npgt”e"edT%%@ se

. . . . ttp://Www.edUcationcounts.govt.nz/publications/sch®oling/109
included improved academic performance, fewer behawourqiampbe" R. J. Rzinson. W.. Neelands. J.. Hewston. R.. & Mazzoli. L.

problems, increased motivation and better teasthdent (2007). Rersonalised learning: ambiguities in theory and practice
relationships (McGuinrss, 2010Prain et al., 20LRussell & British  Journal of Educational =~ Studies, @), 135154.
Riley, 201). Several studieoweverfound negative effects o doi:10.1111/1.1468527.2007.00370. o
- . Carrlﬁgton,s., & 2/1 A hgrrjl( ds.). (2012). Teaching in inclusive
per§0n3-||sed learning. FOI’ exammbn der Wo 0 d et Asthoolkommuhiti€ait eentard, Australia John Wileyand
findings suggest that implementing personalised learning in  Sons
shallow ways of increasing student choice without increasingrullan, M. (20®). Breakthrough: deepening pedagogical improverriant
studenlagency can increase student disengageBeath and M. Mincu (Ed.), Personalisation of Education in Contexts Policy
A . Critique and Theories of Personal Improvemefpip. 1926).
Dovemar k presear((h 2al3a0 feund thqt mplemer_Tglng' RotterdamSense Publishers
personalised learning could perpetuate existing inequalities iMcGuinness, P. (2010Rersonalised Learning: The impact of learning
relation to achievementjass and culture. In their study, the mentors  on  student  engagement. Retrieved  from
conception of personalised leamning supported the neoliberal NiR:/www.educationalleaders.govt.nz/Leadership
. . L . development/Priripals-sabbaticateports/Reporarchivesfor-
V_alue_s of the dom_ma_nt mideligass, margl_nal_|smg those with 20072015/Secondargwardrecipients2009/McGuinnes®aul
differing values which is generally low achieving, lower ¢lass  Ministry of Education [MOE]. (2006). et 6 s Tal k About
minority culture students/nderwood et al. (200;/)owever, also Learning. Wellington;  New  Zealand.  Retrieved  from
found that personalised learning resulted in lower achievement in I']et;‘;ﬁl/rf aorg]'("er‘sas'w'k'spaces'com’ file/view/personaiised
highrperformance schools. This suggests that dlfferenbrai—g‘p—n‘ V., Cox, P., Deed, C., Dorman, Jdw&rds, D., Farrelly, C.,

conceptions of personalisedadring can either support or ¢é Yager, Z. (2013). Personalised learning: lessons teasatlBritish

undermine the education sy s tEdustogl eRmz%iiltghasJOUg\aLoﬁB-pie2$-fd9i:mativ

e ; 10.1080/01411926.2012.669747
These conflicting findings suggest that the underlying values angussell V. & Riley, T. (2011)Personalisedearning in secondary

purpose of personalised learning and of education need to be "schools: Gifted education leadiniget way.APEX, 161). Retrieved
examined and perhapseealuated so #i they support rather online from www.giftedchildren.org.nz/wp
than contradict one another. Personalised learning alsetoeed dcontené/UJologdslﬁo14410{3\/16TUS§B|F|)-pdé ——

: : : erwooad, J., baguley, 1., banyard, P., Coynerarringtonrlintg, L.,
be. u_‘nple_mented_ .In a way that Cha"enges rather thalj hldéén & Selwood, I.g(ZO)(;?).Impac)t/ 2007: Pe?lsonali;edg learning with
existing inequalities. As Fullan (280 argues, personalised technologyCoventry, England: British Educational Communications
learning will only be successful if there is ddyan all areas. and  Technology Agency (Becta). Retrieved  from

The literature reviewed here reveals that personalised http:/oro.open.ac.uk/34533/1/Impact%202007.pdf

learning programmes can prove beneficial or detrimental to

student sé |l earning. Further research i s therefore need

understand which conceptualisations and implementations of
peasonalised learning are successful and which are damaging.
Are they addressingr perpetuatingmarginalisation? Even if
academic performance increases, are the values promoted by the
programme desirable or do they promote selfishagBgach

and Dovemark (2009pund? Even supposing these factors are
identified within a single study, research will need to be
undertaken to investigate whether they are transferrable to other
situatiors. Will they be effective with different age groups,
achievement levels, classascultures? Due to the contradictory
findings and the inconsistencies with teacher understandings and
implementations of personalised learning, | would argue that, for
a sucessful programme to be implemented natiae,
extensive research will need to be undertaken to identify specific
strategies and understandings as was done in the Breakthrough

study.
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Personalised Learning Pedagogies within Contemporary
Schools
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Abstract

Personalised learning is emerging as the way forward for global education in the changing envira?ifieanairy

teaching and learning. This involves the transfer of learning focus from teacher directed toward a more individualised
approachpnethatplaces learner needs, abilities, motivati@rl desires in the forefront. Research suggests that the
common in practice themes of a personalised approach are authentic assessment for learning, a flexible curriculum
that is learnecentred the involvemenof the community in learning, and the useirdbrmation communication
technology ICT) to provide multiple resources and learning platforms. The challenges that exist with this approach
are the level of teacher buy in, student unfamiliarity with itegseesand lack of Government support and guidance

for schools. This review focuses on case stugbesell aprimary and secondary reseanaiating to these common

themes and challenges and identifies necessary personalised aspects and exemplagsifigplementers.

Keywords Personalised Learning, Assessnfent_earning, Curriculum Flexibility, Community Involvement, ICT,
Learning Platforms, Learne€entred Learner Profiles, Learner Voice, Learner Choice
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Introduction of an implemented personalised learning approach are emerging.
. . These are:
According to Patrick, Kennedy, and Powell (2013), ¢ The use of authentic assessment for learning, and the
personalised | earning is def'knovvle_dgga_of'§tgdga_njc_n_eedsOr'ng I €arning

student 6s str engtihchding enabling s n . : .
student voice and choice in what, how, when and where they Ahﬂ?X'ble cuticulum that allows for student voice and
learn- to provide flexibility and supports to ensure mastery of the choice _ o

hi ghest st a wsiddam Tyer, 2016,5spi This e o T( The involvement of family and communities in the

requires instructional models that provide opportunities for the teaching and learning process
mastery of specific learning competencies, attempted ata student § The use oihformation communication technolodZ{)
centredpace with the support of facilitated assessmerstt th for learning and the collection of student data

allows for individualised instructionTéylor, 201§. Although

extensive researdeans toward multiple interpretations and Along with these feates are challenges identified in the
definitions of personalised learning in theory, the one commoiresearch, including: the level kdiako(teacherjuy in through
element is that personalised learning is learning that is cateredresistance to pedagogical change, the challenges koo n g a
the needs of the individual. But what does this mean in the conte(learner)adjusting to a personalised approach, and, on a New
of classroom practe? How are schools incorporating studentzealand front, a lack of Govenent support and guidance for
voice and choice, while tailoring for the specific learning needsschool principals. Although this is not an exhaustive review of
of a multitude of diverse students? The focus of this literaturcurrent literature, nor a review on best practice evidence, it does
review is on research pertaining to the common features arprovide useful information for potential implementers.

challenges that are eeint within contemporary primary, middle

and §econd§1ry school§ that have broken away from tradition Assessment

learning environments in favour of a more personalised approaci .

Through researching qualitative data from New ZealandCreating Learner Profiles

Australian, English, and Americacase studies, along with One of the common features of implemented personalised
primary and secondary research material, four common featurlearning approaches to come out of the researched material is the

7
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value that is placed on identifying the learning interests anKeefe (2002)ised for theicase studies. In one high school, each
characteristics of individual k o ntigata enables adequate student is assignedkaiakothat regularly meets with them to
assessmentoff learning. According to the Organisation for provide feedback on test results and completed learning activities.
Economic Cooperation and Development (OECD), one of thiStudents take tests whereyhfeel they are ready, with no set
key components of personalised learning is the use of assessmschedule to compete against. Learning takes premedeer
for learning that i s based grades, akaiakogive one on one feedback, while allowingfthet h e
and weaknessesofind/ i dual student s 0 redoing oftheir workuntilitis satisfactory to receiymagrade

a case study of onénited States oAmerica and one Canadian (Jenkins & Keefe, 2002 Providing authentic assessment for
high schoolJenkins and Keefe (200und that the diagnosié o learning is at the core of personalised learning, but, for individual
U k o eayning characteristics are at the heart of the personalisqprogress to be achieved, special accommodations and
learning approach. Both schools develop personaliseadjustment$o curriculum offerings are to be enacted

educational plans with all theirk o ywhichallowsfor Learner

StylenProfiIes(LSF’), and thesare_thgn used as an instru_ment to Curriculum

helpU k o ohgase relevant activities from learning guides ano . ]

appropriate learing environmenitgt have beeidentified in  Learner voice and choice _ . _

their profiles Jenkins & Keefe, 2002Thekaiakothen use this At the heart of a personalised learning pedagogy is the
information, along with past achievement data and@mount ofUk o N(a\lpa'and choice that is evident within the
developmental informatioto generate personal plan books for Proposed school wideirriculum.Parsons & Beauchan@012)
eachU k o rihgtare monitored byaiako for time spent on  in their reportsuggest that for studecnted learning to be
curriculum areas and progress evalualitekaiakothemselves  Produced, providing curriculum choice ik o is gta, so that

collaborate across curriculum areas and departments throu® PPOrtuni ties to fbuild on ind
linkable databases that detiik o profilas and progressreports P U sue € passi ons an d nsistent er e s |
that allows for the meeting & k o fearring objectives and Wi t h their individual Il &@arning

goals in accordance with their learning styles and daveloal ~ Froma New Zealand primary school perspectregarding the
needsJenkins & Keefe, 2002A similar study was conducted in - Provision of leamner choice and voice in the curriculdioward
Australia on four Year 7 10 regional school® the state of 2016) investigated numerous schools around the country to

Victoriathat implemented persoisad learning focuseBiainet ~ identify three common themes surrounding - personalised
al., 2013. In one schoolkaiako from the mathematics learning learners at the centre, information and communications

department obtained) k o ndgta from surveysUk o n g technology and communities of Collaboratid¥ithin the theme
interviews, and national tests results to gain a precispshotof ©f Al earners at the dehigtyr eo st
Uk o rachiavement, motivation, learning neeaisd desires. structured approacttieat placethe needs, interests and learning

This information was then used for collaborative consultancy biStyles of students é#ecenteo (Howard, 2016, p.)9 She also

all members of the mathematics department to establish found that within the case study schodl o degetoped seif

pedagogy that would be relevant fbe learning needsf the managing skills that allowed for individual chofoewhat they
researchedl k o iiPgaim et al., 2013 Although not identical, wanted to work on, and when this would happen. They chose the

these methods are valuable tools for Gtél o imfgrmation that ~ CONtext in whictthey were to learn the skills that were being
can be analysed, for authentic assessment for learning to focused on, and could choose how they presented their completed

incorporated. work . o _
Another qualitative study by Gilmore (2015) also
Authentic Assessment for learning investigated the use of personalised learning in various primary

Throughout the researched material, authentic assessment Schools around New Zead as well ag Scotland. Her findings
learning is utilised to further the learning abilitie€ldt o rifigea  ON leamer voice and choice within the curriculum were that some

OECD describe assessment for learning as assessment tof the researched schools collected learner voice to start each of
Ahel p[ 9horkloghoneh esti ve t hei rth_eir_ annl,!al pl_anning goals, while others enableddezhoice
allow[ing] students to adj (Wwithin an mquwapproacht_hatallowedfbrk 0 mdoaus onj p g s
(OECD, 2006, p. 111), while also providing pivotal information developmental skill sets (Gilmore, 2015, p. 12). Other common

for kaiakoto base learning activities GPeylor (2016)as partof ~ €lements within the visited schools were the useust daand

a paperfor her doctoral dissertatiporconducted case study ¢an doactivities forU k o nvigitde,leamning goals thaltk o n g a
analysis of American middle school teachegperiences of ~Were able to seBelect from, and a clear vision for bétiiako
personalisation. For one schéiaiako,assessment for learning @ndU k o orowéat learning entailed (Gilmore, 2015, p. I?).

was used to gaudé k o mhijities at the start of the year through add|_t|on to providing learner voice and choice in personallsed.

a fidiagnostic assessment o curicuum development, another common researched theme ig e
throughout the yearT@ylor, 2016, p. 150 This assessment the flexible use auch curriculum.

allows Uk o ntg aecognise their unique strengths and ) L

weaknesses, so that they can understand and idertifythely ~ Curriculum Flexibility _ _

need to focus their learning on. From that informatibk, o n g Evidence from researched material sheds light on the
knowledge is assessed, and lessons are adjusted accordirdgreement that _educators have toward fche need for flexible
through a variety of instructional methods, including teaelder ~ Personalised curriculurigolstadet al. (2012) in a report to the

text and writing based, and harmis activities Taylor, 2016. Nevv_ _Zealand _Mlnlstry of_E_(_JIucatlon, identifies a method for
Assessment for learning is also within the schdetsinsand ~ Providing  curriculum flexibility through supporting k o n g a
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interests and needs, while offering opportunities to work towarmights, parent interviewsnd individual0 k o pagtfalios that
goals for their lives &r schoolingThey report on a case study are sent home te@hChau(Wilson, 2008, pg. 13Dne of the cases
of an Auckland high school that applies this method, of whictdiscussed in their repoBdlIstadet al., 2012 identifiesan area
they metaphorically terrine Networked Campgrourttiat has,  school in New Zealand that has developed an inclusive
as its premise, a goal to develop individual strengths, whilecollaborative partnership approach that involtds o rkaiakq
placing an emphasis on badieracy and numeracy skills and thewider community They describe howhe school
through systems that allow for personalised pathways for learnirprovides two days a week break frthvset curriculum, whereby
(2012, p. 23). year 1 7 13 Uk o rfogus on topics and tailored learning
For the school in thBolstadet al. (2012)case study, the programmes thdtad them into the community and surrounding
curriculum is used to build strong relationships Witk o oy a areas, using connections with local businesses and employers for
ensure that) k o rclip@se personally relevant and engagingcareer opportunitiesSThrough primary research, gaining vital
pathways through their secondary years. Support for learning skills for these future career opportunities has divulged another
the primaryfocus, and is evident in the time table structures thacommon feature amplemented personalised learning; the use
include one day of the week in which personally chosgact  of ICT in the classroom.
studiesare worked on by k o withahe other four days broken
up into one hundreeminute episodes fospecialist subject |nformatio n and Communications
studiesWithin these hundrethinute blocks, two are devoted to
U k o angkaiakomentoring timeand thisalso allows for space TeChnOIOQy
to manoeuvre the curriculum to support their learning needs Wolf (2010), in a symposium report on ICT use in the
A further case study fyebba, Brown, Steward, Galton, and classroom, advocates for the use of technology by stating that
James (200hat investigated 13 English middle schools echoeswithout it, personalised learning cannot eventiiatescalé
the use of timetaling to create a flexible curriculum. The schools (2010, p. 6) Her report argues that technology enables the
that were investigated ysed both collaborative and -crostracking and managingf thelearning needs @ k o rpmvdes
curricular methods to teathk o rbgpeovidingtime offolocks  a platform for access to a multitude of engaging learning
of timetabling in which real world and relevaspenended  activities, and enables opportunities to meet student needs
learning challengesare gdministere&bba et al., 20D7This fiever ywh e r,butwhichara oty availabie svithin
has allowed for botiJ k o nagdekaiako to monitor their  the fourwallso f t he t r ad iWolf,80dGap. % cl ass
individual stengths and needs, and develop these towarThe report describes a case study high schtw idnited States
enhanced outcomes, which, for one teacher, includes providirof America that tracks and manageslits o thrguah its use of
accessible and relevant acaBigPicture model of learning that requitkk o toglanai Nt u
[student current and] Bablau rpersonalised programe of leamning with their families that | i v e
et al., 2007, p. 286). This focus on the lives & k o ralgpa  allows two days a week for internships in the comity (Wolf,
involves another emerging common thread in personalise2010). The report describes the benefits for, and the increased
learning apprazhes that have been researched; the involvemelengagement levels from students within the programme through

of communities in its implementation. the focus placedon ficommuni cations, el
personal qualities, guantitati
Community allowing for a personalised learning experience beyond the

school, emphasising that learning should not and does not ju%t ey
l

The OECD (2006) state t ha'happenvvithintheschoolda}g(y(glf,2010,Q.)ltj uppurt

the classroom play[s] a crucial role in the [implementation] of A case study bylewit, Clark, and Hadjithom@arstka

persona l. | s asthoa partanshipsH '"?'G"‘e””g © (2011)on the use and potential of ICT based learning platforms
work-based learning, [and] a range of community resources A 12 Englishprimary and secondary schools, reportsthe
a 52 powe rhf u.I bS upports f odr de ‘success of the use of learning platfotmprovideU k o witjp'g CD,
p. 123). A research project by Bevarown, McGee, Ward, an activities that supplement and support their individual learning

Macintyre (2011) on personalised learning apgreacnithin needs Jewit et al, 201). Kaiako set individual activities on

New Zealand schools found that all schools using this approacsy | mplgtfarms, used blogs and discussion forums to track

were also in partnership with strong and engaged communitie[--J kKo ® PP
: . rgagement and progress, and uploaded individualised
(BevanBrown et al., 2011). The schools investigated Werep Jework tasks thdd k o mwrlathrough at their own pace

organising ethnic and community support groups with reguia ;e et al,, 201). The focus of these platforms is to increase
gaherings and involving church and business gronpiting =

parents to be involved WitrUkongportumMes for nlndeﬁggnéﬂj

through kaiakeU k o widtsu conferencing engaging with i[xvg?fi?gr]“a&gys ';Snzrzta :ﬂ? t? progrsvssa,exlr;:;;agg{)f rtf !
communit_)_( leaders in school events and programmes, as well 343. ' '
regularwhlUhau (family) contact through newsletters, blogsd
an operdoor policy (BevaBrown et al., 2011). Similar
community involvement was Cha"enge$n a principalédés resear
sabbaticaleportby Wilson (2008). He describes howthé& o n g Data from the mainly qualitative research that has been

in his school look to theommunity for expert knowledge to undertaken in this review has also exposed challenges that
interview, interact withand visit, and how the community iS schools antll k o axgerence while implementing personalised
involved through information evenings for parents, surveys, opelearning. Tolmie (2016), in h e r M attsesise an dtse
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implementation of personalised innovative learningthis researcher to assess the commonalities on a broader scale.
environments in three Auckland primary schools, identifietl  Further casestudy research on implemented personalised
a lack of buy in fromkaiakq through resistance to change learning practices is needed to enable a more synthesised analysis
provided evident challenges for researched schdalenie, of best practice approaches.

2016. Tolmie (2016)noted that due to the multiple levels of

communlcgtlon anq collaboration rquwed bgtween multipleReferences

kaiakq kaiako resisted the pedagogical adjustments that 5 ) MeGee A Ward A & Macint L @o11)

H H H . ~ : evanprown, J., cGee, . ard, - acintyre, . .
personallsed Ieamlng requires. For strieko . fi tiree Ieap n gB Personalising learning: A passing fad araanerstone of education? .
to teach collaboratively was n& zedladhdddurdal of&dictiond SulieqBsr588REBvedd | 9 g €
chall engeso tTolmig 2016] pe TR onhiea t i oftam  (

(2019 also identified challenges thid k o naged in an http://search.informit.com.au/documentSummary;dn=956593406382
- - . ; o 955res=IELNZC
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How can Teachers pt Competency-Based Curricula into
Practice?

i Emma Harris
Te RUngai Ak oCollege oftEducaltiom,Healtreand Human Development, University of Canterbury, New Zealand

Abstract

The current New Zealand Curriculum suggests a hew way of thinking about student development in schools. A shift

to a more futurdocussed curriculum hasrought a greater emphasis on supporting students to develop the key
competencies outlined in the 2007 document. Consequently, teachers must learn to balance the new eoaggetency
curriculum, with existing demands to develop student academic successcdrhbe challenging when ways of
integrating the key competencies into teaching practices vary depending of the learning context. The reviewed
literature suggests principlembraced bgarly-adopters of the New Zealand Curriculum can be used to dissttdrs

in leading their teaching focus to assist in developi

Keywords Key Competencies, Implementation, Development, Principles, Personalising beamiuiry
Learning, Knowledge.
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Introduction taught, have brought a change in the way teachers and students

) ] work together to develop lifelong skills.
The New Zealand Curriculum intends to englirstudentd

future participation in both the community athie® economy C ; SR

(Ministry of Education, 2007. It is hoped that the five key Implementatlon' Strategles or FPmCIpIeS?

competencies (Thinking; Using language, symbols, and textt  The key competencies have been widely valued by many for

Managing self; Relating to others; Participating and contributingtheir ability to prepare students in becoming lifelong learners who

will play an essential role in achieving this goal. Understandinewill thrive in our everchanging world. Yet wké many school

ways that they will do so, howevesan be challenging for leaders and teachers recognise their benefits in preparing students,

teachers who must meet the demands of teaching specific subjimplementing them can be challenging when there is little

content when a strong focus remains on summative assessmeclarification on exactly how this can, or should, be done. The key

This review examirgan assortment of contemporary literature competencies were adapted from those exprebgedhe

to establish how teachers can incorporatééiyecompetencies  Organisation for Economic @aperation and Development

into their classrooms to benefit the learning of all students an(OECD),andin the procesaeregiven plainrlanguage titles that

develop ficonfident, c 0 n n e cminimise the use of jargon (Hipkins & Boyd, 2011). Stillitseems$ i f e

|l earnerso (Ministry of Edu cthereiditle, or no, guidance provided within the New Zealan
Becausdt remains a challenge for some schools to weave thCurriculum on how to integrate the key competencies with the

key competencies into their teaching philosophies and practicdearning area content that composes the $ation, which is the

up-to-date findings on successful approaches are difficult to commore traditional half of the document (Hipkins & Boyd, 2011).

by. Yet much can be said for earlier studies oeding-adopters  Cowie et al (2009) provide a possible explanation for this,

of the new curriculum that recognise significant shiftsineao | sbd i evi ng t he cur r ieglutlonamand mp |l er

perceptions of learning. These shifts have led them to value ttadaptive, contingent on the people involved, their history together

key competencies and successfully implement them intheand t he cul tural, materi al an

teaching to better develop studétgarning and skills. suggests that perhaps the implementation of key competencies

Many of the findings hint at vaefining teacher and student roles relies on broader principles, rather than specific strategies that

as strategies for implementing the key competencies into practicmay work for some, but not all, learning conteis.Brough

Attempts to make the key competencies explicit to student(2008) explainedDe wey 6 s t heori es on cu

personalise their learning, atwlre-define what knowledge is may assist in developing a direction for key competency
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implementation.He stated how Dewey viewesthools as authentic learning opportunities as they see direct links between

fi éminiature democratic communities, where learners workthe key competencies and their outside worlds (Brudevold

collaboratively in order to solve rddé problems. Through Iverson, 2012). Moreover, when teachers consider how the key

active participation he believed students would develop the skillcompetencies might transform existing practices, connections

required to become wdlinctioring membersof socigly ( p . appear between theffective Pedagogysection of the New

Theseviews on studertentred pedagogy align with the New Zealand Curriculum antleaming toLearn one of the New

Zeal and Curriculumds vi ofi oZeal and Cuncipldas (Hipkine &Eogd, 2p14)i Thist a n ¢

positioning students at the centre of teaching and learning. highlights a way for teachers to make the key competencies
explicit to themselves through areas of the curriculum that are

Maklng Key CompetenC|eS EXpI'C't familiar, as well as to their students.

Crucialto implementing the key competencies in teachingpersonaﬁsing learning
pedagogy is a strong understanding of learning intentions & | n a7 i gnment with the New Ze
students. For students to successfully understand not only Wreentred vision, a common theme throughout the examined
they are Iearn.in.g but why, itis essential that the key cc.)njpetenci'studies in implementing the key competencies was the idea of
are made expit. As Brough (2008) asserts, the Ministry of personalising learning. As Bolstad (2011) outlines in her report of
Education (2007) advocatthat effective teaching occurs when e synthesisednidings fromthe New Zealand Council for
§tudents understand Whatthgy are Iearnirjg,whythey are learigqycational Research(NZCER) studies of futureriented
it, and how they can use their own leaming. A study conducteeqycation, personalising learning means that leamers have time,
by Boyd and Wabn (2006), found that teachers viewed the keyg;nnort, and opportunities to have an input nto how their learning
competencies as something they would embed within thig shaped. This means thiaty tend to be better at describing
curriculum and be explicit about introducing to students. Itynat they have come to learn about their strengths, weaknesses,
seemed that the teachers interviewed from six different schoGyerests and motivations as learners and therefore, they can
across New Zealand considertt their focus on the key ynderstand how these relate to other contexts of their lives and
competencies had given them and their students a sharejr ideas about how thege themselves in the future (Bolstad,

language to talk about motivation, social skills and behaviouranzon). Bolstad (2011) ascertains that personalising learning
why these were important (Boyd & Watson, 2006). Beingme ans t hat students aautkenisuppor

explicit about the key competencies had also eddfgntobe  (glevant reavor | d cont ext s where st u
developed and enacted, as teachers saw a shift in focus friang the issues and appunities within their own communities

behaviour management towards assisting studentstos®0e - 37 form the basis for | earn
and understand the importance of the key competencies (Boyde s t ab| i shed from Bol stadés (20

Watson, 2006). Furthermore, the results showed thatntgude , o t g j mply finding better ways
considered their _Iearning to _be more succe_ssful when theyy an identical level or standaalit to support every person to
schoolwork_ was mﬂepthgnd cited the exploration of the key develop their full potential. Moreover, Hipkins, Robedsd
competencies. In addition, they found the use of leamin@gstad, (2007) assert that students must be encouraged to play
intentions, goal setting, and success criteria helped to focus thigy active part in making decisions in leaming activities and
learing (Boyd & Watson, 2006). This highlights a need for hecome actively aware of themseleeslearners (an important
teachers to make the key competencies more explicit to StUde'aspect of the key competenfiyanaging sel). They assert:

to support and encourage competdpased curricula Within'- 5 Mor e active student invol veme
their practice. Twist and McDowall (2010) support this notion of hecoming a capable learner, which is the main thrust of the key
when they discusie-long literacy and the integration of the key . o mpetenci es 0 sufgestsdhat it idesserpial for5 ) .
competencies and reading. They believe that when the Keeachers to consider their learners as active participants in their
competencies are integrated into reading —programme:oy, learning and development of the key competencies.

interpretive space is opened up. This means students have M hjle clear arguments for the advantages of personalising
opportunity to make meaning aeding to the world they bring  |earming to incorporate the developieithe key competencies

to the act of reading, rather than merely making meaninini, teaching practices have been established, Boyd & Watson
according to the world revealed by the text (Twist & McDowall, (2006) outline that inquiry learning is key in supporting students
2010). _ . _ to develop the key competencies. Likewise, Cowie,¢2aD9)

Making the key competencies e_>_<pI|C|t to stl_Jdents requireigssert that some schools have enceuthg st udent so6 de
teachers to model and help to faciitahe learning of them o, the key competencies through greater use of inquiry leaming
(Hipkins, 2006, cited in Brudevekterson, 2012). Teachers can anq independent research. Furthermore, Beane (as cited in
have a significant influence 1t udent s s o cCippygh 2005) believes that criical inquiry into socially
developme_nt, either through explicitly teaching thg keysigniﬁcam issues helps young leamers to develop
competencies or by modelling the key competena®s | ngerstanding of themselves and the world, and at times, allows
integrating them into teaching practices (Hattie, 2008, cited lopportunity for social action. It is believed that inqigsed
Brudevoldlverson, 2012). Brudevolhirerso_n, (2012) fOL_m(_j that learning enables students to make use of their personal
the influence of both school and community charac’gerlsncs on tl"knovvledge and therefore, heightens their ability to develop their
school culture could i mpncCl4js in partcipating and contibuting and other k&M 92a g
of the key competencies in many ways. Links between the schocompetencies (Twist & McDowall, 2010). Specifically, Twist
and community could further assist in providing students witrgng\McDowall (2010) identified that the teachers in their study
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were unaware of t he power that knowledge will nohecessarily always be acquired inras o n a
knowledge into readingconversations, and saw key nationally ceordinated manner simply for its own sake (Hipkins
competencies develop as students and teachers learnt howet al.,2007). Instead, students will be taught new knowledge in

make use of who they were and what they knew as they marthe form of the key competencies and develop skills to use their
meaning of text. Moreoveldio n g 6 s regedrchloghge  competencies in new conteXHipkirs et al. 2007). Yet to not

practices outlined in schools3outhKorea, Australia, and New underestimate the importance of subjpesed knowledge,

Zealand suggest more diversified and studentred  Hipkins Cowie, Boyd, Keown & McGeg011), highlight that
instructional methods including selifected inquiry, projeet teachers need a strong knowledge of the nature of their subject as
based learning, group discussions, and presentations should a knowledgebuilding discipline, prticularly if they are going to

used tadevelop a more competerogised curriculum. shift their pedagogical focus from reamhade products of
learning to more participatory acts of making meaning. In
A Shift in Knowledge Focus connecting the school curricu

Since studies indicate that personalising learning acts ascompetenciesHong (2012) establishes that it requires a
broad principle for weaving the key competencies into classroortransformative, not additive approach. The key competencies are
learning, questions are raised about the types of knowledge tfnot seen as a new teaching component, but as an additiamonto
should be taught to help shift the focus to fufommissed  existing curriculumifiong, 2012 This highlights the idea that
learnng. It seems that early adopters of the ideas about the kithe key competencies can be considered as new knowledge, and
competencies discovered that exploring the key competencishould be balanced out with more traditional cdhteowledge.
were moving schools away from contéatussed learning As teachersin Cowietald s (2009) study hav.
(Bolstad, 2011). An increasing emphasis was being placed cstudentsneed to achieve both more traditional knowledge
students developirggwider range of skills and competencies andoutcomes and other types of outcomes related to being an
learning dispositions, and schools valued pedagogies-of ciongoing learner and knowing how to use knowledge, not just get
construction with students (Bolstad, 2011). Highlighting thisit.
notion of ceconstruction, itdon g 6 s sfudy 6f th&changing In addition, a shift in knowledge focus has seen changes in
nature and role of school curricula, she acknowledges schools ttassessment, with sorsehools adopting a more explicit focus on
since taking the competenapproach to teaching, have begun to the teacher sharing learning intentions and encouraging personal
shift their attention to how students respond to their teachingoal setting to prioritise assessmemtlearning and incorporate
rather than covering conteknowledge in textbooks. In the the key competencies (Cowie et al., 2009). Yet, while teachers
cont ext of New Zeal and, t should aim to imgment more activities and ideas related tss t u d
believed that they needed to revise their curriculum from eassessmeifibr-learning to assist learners in developing the key
contertdriventoamoreprocessr i ven one t o competencies, making pedagogical changes should not alter the
key competenciedHo n g 6 s idéa2s0gedty a need for intended content or conceptual learning focus (Hipkins & Boyd,
teachers to focus on teaching their learners the importance 2011). Hipkins and Boy@011) argue that when teachers use
valuing their learning process and reflecting on it so they caassessmetfibr-learning strategies, students may become more
develop their skills in learning to learn and develap kby  involved in monitoring their own progress, yet the targets of that
competencies. progress may remain as they were. They explain that changes in

Some social realist writers have highlighted a waitie teaching pedagogy, such aguds on assessmdaot-learning,
trend for new curricula models to downgrade knowledgeposition key competencies as agents of curriculum improvement,
(Priestley & Sinnema, 20)4Yet as the key competencies are but not necessarily as potentially transforming the curriculum that
often seen as developing a new type of knowledge in themselvestudents experience (Hipkins & Boyd, 2011).
perhap®riestieyandS i n n e ma argumeéntahat trifics are
pointing at an overall shift from specification of disciplinary Conclusion
knowledge to an emphasis on the development of generic skills. ) . . ]
highlights a shift in knowledge focus, rather than a developmer ~ The New Zealand Curriculum intentis guide schools in
of knowledge hierarchy. As Hipkins et al., (2007) affirm, content developing students who are weiepared for the future through
coverage is no longer the single most important factor ircompetencypased curricula. In doing so, the New Zealand
develging successful learners (Hipkins et al., 2007). It seems thiCurriculum has established the key competencies as being
the key competencies and content knowledge are, in fact, mofundamental for students to actively participate inespeoday,
complementary than oppositional, as without something to teaca@nd in the future. Teachers have a significant role to play in
teachers cannot devel oHong s t working to gglde students in develqplng the key_competqnaeg
2012). Hong (2012)discovered that the schools in her researcrHowever, doing so can be challenging when a significant focus
never totally disregarded or downgraded content knowledge iin Schools still lies with higstakes assessment and ectfjased
traditional subject areasther they used content knowledge as sknowledge. Approaches  for SUCC¢SSMIIy incorporating the
tool for students to develop and use various aspects of the kdevelopment of the key competencies are difficult to come by,
competencies. Thuslong (2012 e | i ehatcempetefiey  Yetas the research in this review ha_s outllned_, perhaps this is due
based curriculum requires is refong the way content to the nature of the key competencies. That is, thaWHieb_e
knowledge is organised and brought to students, not denying i@PProached and developed by teachers and students differently,
valued (p. 35). depen_dmg on the learning context. _

Still, while contencoverage may need to be reduced, this ~ This suggests that teachers must find a balance between
does not mean that curriculum content no longer matters, it meaContentocussed leaming, and competency development and
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avoid regarding one as more impott than the other. In

supporting this, the reviewed literature suggests that teachers

should make the key competencies explicit and place learners at

the centre of learning through personalising learning and focus on

studentds pr ocespetemyfdevélapoet! edge and com

While the reviewed literature has outlined specific principles for

developing student sé -ddaptgr competencies from early
schools, further research on more recent findings of the

successfulness of these principles would greater agevel

teachersd ability to -fobusskdkance both academic, content
pedagogy with competenbased curricula.
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Persondised Learning: A Powerful Idea
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Abstract

This brief literature review focuses on criticism of personalised learning and the implications for implementing it in
practice. In particular it explosethe ideological underpinnings, noting a common thread questioning links between
personalised learning and rimeralism. In addition power dynamics between students and teachers/schools are
discussed, noting that it is easy to unintentionally underméfidntended attempts to give students more say in their
education by neglecting the impact of the teacher/ sch
learning is considered, particularly noteworthy is how it appears to have @dphet extent and direction of the

literature, leaving little concrete data about what it looks like in practice and how it affects student achievement

Keywords Personalised Learning, Student Voice, Safulated Learning, Review, Power Dynamics, Edoiati
NeocLiberalism
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Introduction yvith. The fir_st is cent_red on discussion in the Iite_rature arounc_j the
o _ ideological issues, including the extent to which personalised
This literature review endeavours to garmer a CursOhjearning is equitabléhow it connects to other ideologies aad,
impression of the literature surrounding personalised learingecyrring theme, how closely personalised learning appears to
Although personalised learning is of primary concstudent  jign with neeliberal market based ideologies. The second main
voice and selfegulated learning are also being considered. Thespoint is the role that power discrepancies in the student
concepts may seem similar, but it would be quite possible to havteacher/school relationship affects students wilingness to express
either student voice or seéigulated learning without any tnejr voice in a genuine way. The third main point is about the
personalised learning whatsoever. It would be prudénhis ff yzzi nesso of the term persor
point, to provide a definition of personalised leaming to helgconsequence of this, the lack of specific details backed up by
expand on this idea, however a precise definition appears elusijiterature about personalised learning in practice. It appears tha
(Prain et al., 2012 Here,student voiceefers to the factice of  there has been only a lighmount of concrete details about what
giving students a say in their education, wisid#fregulated  personalised learning looks like in practice or what kind of impact

learningrefers to giving students greater responsibility over theilit has on achievemerRi@in et al., 2032
own learning. Note that neither of these requires the student has a

say in what they are learning about or thagtducation is tailored : :

specifically to them, which are both key aspects of personalisel?ersonallsed Lamlng

learning. Perhappersonalised learningould be seen as a The momentum behind the personalised learning movement
natural, though not necessary, meeting point for the student voiis strong. Not only does it exert a strong social force, in some
and the selfegulated learning. countries, such as the United Kingdom it is embodied in law.

The personalised learning movement carries a great deal (Personalised learning is supported by the New Zealand
weight, as discussed further in this review; however, this revievCurriculum n that aspects of its vision may be best achieved
focuses on criticisms of, and practical concerns for, personalisethrough personalised learning, such as the assertion that learners
learning. Focusing on the criticisms for this review is anwi | | be fiactive seekers, user
intentiond attempt to counterbalance the sheer force of the(Ministry of Education, 2007, p.8) . In addition, the New Zealand
personalisation narrative. Personalised learning is a compellirCurricuumsta es on ef fecti ve pedagog
ideal that it would be easy to accept without considering carefully... look for opportunities to involve students directly in decisions
and this review is an attempt to resist this urge. There arethrr el at i ng to their own | earnin
main points drawn from the literature that this review engage«.34). According to Pykett personalised learning has also large
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impact oneducation policy in EnglandPykett, 2009 Perhaps through greater surveillance, which both run counter to the ideas
most indicative of the force behind the personalised learninbehind the dechooling movement. She suggests that this
movement is Article 12 of the United Nations Convention on theappears to stem from a reimagining of the goal of education, that
Rights of the Child, Wich Robinson (2011prgues supports s, to create an idealised workexther than to free people from
personalised learning. 196 countries are party to the Rights of tithe tyranny of their governmen®Pykett, 2009 In addition,
Child articles (United Nations General Assembly, 1989), thougls i mi | ar t o Beac h Ryketf2008 points mar k 0
notably this does not includeetiUnited States of America. out that personalised learning rhetoric assumes that the
Robinson (2011jocuses on a particular clause fronmtile 12 child/parent is best informed on their education. Ultimately
aboutc h i |sdghteorhdve a say in all matters affecting them,Pykett (20095uggests that it is not the case the moral imperativ
as appropriate to the age and maturitghef child. Robinson is being leveraged by personalised learning, but rather created in
appears to interpret this in an extreme way, suggestingthatevor der fAt o govern citizens thro
children as young as four should be viewed as appropriate  Netcoh (201 7jollowed a project in an urban middle school
mature to have such a say. It is unclear where Robinson wouin the United Stes of America which implemented a
draw the line, if at all, though it is notewnyrthat the subjects of personalised learning project calletire. Etime was dedicated
Ro b i asudynhéld different beliefs on this topic, excluding class time where students had a high degree of control over the
children aged 4 from taking a questionnaire because of ancontent and direction of their learning. Teachers and students
anticipated inability to recognise their own preferenceseach ended up struggling wihe amount of choice the students
(Robinson, 2011 should be given. Some students felt they did not get enough
Although the idea of personalised learning is a powerful onechoice- teachers expected them to be more rigorous and this
it is not without its detractors. Personalised learning has beeinterfered with student autonomy. Teachers worried they had
criticised wi t h regards t stressed the element of choice too marhnot presented itasiae s s 0
ideological underpinnings and thssumptions it makes about learning activity. Although some students found the teachers
studentsFrain et al., 2002 A specific complaint that seems to involvement stifling, other students found the choice paralysing
concern at least a few authors (sudBessh & Dovemark; 2009  or boring, preferring to be directed, reinforcing Btach and
Hartley, 2009is that personalised learning appears to be foundeDovemark (2009andP y k e t t @omcerfsaliba he extent
on market based neoliberal ideology, however this narrative ito which personalised learning is well suited to all students.
called into question bigykett (2009)Hartley (2009)discussed Interestingly, a connection was found between student
the apparent similarities between personalisation and the studeconfidence and their success iTiEe, further reinforcing this
centered learning movement from the 1960s. This discussicconcern letcoh, 201y
suggests that personalisation separates itself from the stude A concept closely related to the idea of personalised learning
centered learning movement in a markedel that treats isthat of student voice. Student voicedapiving students some
students and their families as customers that ought to have a <sort of influence over their education, typically in expressing their
in the product they are consuminglartley (2009)also interests to those with the power to make changes. This relates to
emphasises that personalisation promotes customisation at ipersonalised learning insofar as personalised learning entails
individual le\el, promoting a more equitable stance than studerstudent directed learning. Ths, as long as the learning is not
centred learning, since it must necessarily be tailored to apersonalised to the student solely by outside forces, such as the
children. teacher, and thus the student gets some say in their education. One
Beach and Dovemark (2008yestigate two Swedish classes concern raised in the literature is that student voice might not
in their eigh year of post early childhood learning within close necessarily represetheir genuine opinions, just because they
proximity of each other, but with different socioeconomic statushave had an opportunity to express themselves. This could be
The investigation focused on what kind of attitudes were valuebecause of the subtle power dynamics at play in education.
and led to succes®each and Dovemark (20085ed their Robinson (2011yonducted a studyitwo schools where
findings to draw a comparison between education and they gave students opportunity to lead a project changing
competitive marketplace, within which consumerism is valuedsomething about their school. In the primary school students
In this case it is the eduseemedinterestedinchanginghow literacywas taughtsoitmight i n
consumed. Building upon this apgy they argue that this kind be more exciting, but their teacher interveneda iway the
of environment promotes selfishness andlibesal beliefs atthe  researchers implied was inappropriate and that they had warned
expense of other worldviewBéach and Dovemark, 200Fhis  against, overriding the students interests and pushing them in a
conflicts withHa r t | e y fuggestior? dbduiOthe equitable direction the researchers noted the students did not seem
nature of personalised learning. particularly enthusiastic aboiRobinson (20119uggests that we
Pykett (2009Wworks to complicate the issue with regards to must be aware of power of the position we hold as educators in
personalised learningibg a nediberal ideal, investigating other  this process, and that should exercise caution, not only in the
possible, conservative, political motivations and links to the deactions we take, but also what kinds of communication we
schooling movement of the 1960s and 1970s. Specifically Pykeconsider ppropriate if we want to hold a genuine dialogue.
links the deschooling movement to personalised learning intha ~ Canning (2016)liscusses the role of student voice in tertiary
they both limt @ ver nment aut hor ity educationinthe United Kingdom, coming to similar conclusions
instead promoting child and parental influences instead. Pyketo Robinson (201 With regards to how conscious we must be of
also points out that this has been undermined with recet he r ol e of power disparities
understandings of personalised learning, because it is beitopinions Canning,2016. Although Canning advises a similar
positioned as a tool to creamore flexible workers achieved kind of caution, the tertiary context leads symptoms presenting in
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a different kind of fashionCanning (2016)uses regulatory themselves honestly. In addition practitioners need to careful how
capture as an analogy fame of the ways student voice may be they manage setfirected learning, so as to scaffold and support
undermined in a tertiary context, suggesting that students may ustudents with low confidence as well as modellirftydieected
avenues for student voice and activism on behalf of the studelearning approaches and explicitly stating expectations about the
body as a career move, undermining the genuine expressionfocus on learning. Awareness that not all students feel
the students, particularls one is unlikely to cause controversy comfortable in the roles required by personalised learning and
when they are acting in the interests of their career. selfdirected learning is also important. Some studentsnoiy
Prain et al. (2012ronducted a review of personalised be as comfortable as others demanding the teacher's time, because
learning literature, gathering a sizealdedf concerns about the it could be seen as selfish in large classrooms. This leads into a
field. Many of the concerns flagged | have already discussedinal consideration for practitioners, that just giving all students
though others include how personalised learning has defiefreedom to choose the direction of their learisnapt inherently
precise definition, how it does not seem to fit well with equitable. The teacher may have to consciously, and cautiously,
prescriptive curricula and, with surprisingly étémphasis, how factor for personalised learning favoring students more willing
there seemed to be a lack of research on how it is implementedand better positioned to capitalise on the resources available to
practice or how successful it is at raising student achievemerthem.
Perhaps unsurprisingly, given the lack of definition, 20&2
Prain et alreviqw found that there seems to be confusior) as tConclusion
what personalised learning is, with reports that traditionas . ) ) .
methods are being used to achieve personalised learning, suct I this review | have misted the compelling nature of
whole class teachin@®(ain et al., 2012 But perhaps the most per;one}llsed learning and investigated criticism of it and practical
powerful concem they raised seems to have gone unnotice'mphcat'(?”s- An apparently resonant (_:h(_)rd in _the literature, that
They cite motivational benefits as a justification for personalisePersonalised learning is suspiciously similar tolial market
learning, that is, that it will improve the motivatiohstudents; ~ based ideology, wadentified. Power struggles, or perhaps more
however, later in the same article, when discussingespifated ~ dangerously unwitting oppression of students voice was a
learning they suggest that sedfjulated learning is achieved significant feature in the literature. Flnally, personalised Ie_arnlng
insofar as the student is motivated, among other faBtmmet Was accused of @aned. 20)a%s Af uz
al., 2012. This suggests a possible circular dependency, insof:€ntails not only a lack of clarity of what personalised learning
as there is overlap between personalised learning and semeans, but also how it is mterpreted in practice a_nd_ what kind of
regulated learning, in order to gain the motivation benefits oiMpact it has on student achievement. Though this is perhaps not
personalised learning they must first be motivatedugh to  SUrprising for amovement that an ethical appeal _thf?\t seems so
achieve seffegulated learning. natural and strong. In spite of the concerns and criticism raised by
Waldrip et al. (201¥detail in depth a process used to developthe literature, it is hard to argue against the notion that student_s
a survey about personalised learning, largely consisting (Should have a say in something as important to them as their
statistical analysis of thauwey to ensure its reliability. They €ducationAn idea this powerful is a dangerous kind of idea that
found that the questions were statistically reliable, meaning wheed not be pinned down or solidly grounded to become
would expect to find someone taking the survey multiple times tPervasive.
give fairly consistent responses; however, they also employed a
discriminant validity tet to ensure the survey items were not References
overla_tppi_ng_ conceptgglly. They found that many of the scoresog ., , .. |, ’ D.. & Dovemark, M. (2009) .
the discriminant validity test suggested overlap conceptually.  ethnographic account of creativity, performativity and perssel
They disregard this result because they do not believe there to be learning policy, concepts and practic@sford Revievof Education,
any conceptual overlaWaldrip et al. 2018 This begs the ) 00Tt e Eh e ent voice n UK higher education:
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gener_ally VieW(_ad personalised _leaming positively, but that therﬁ/linistr)./ of.Education (200) The New Zealand Cuculum Wellington:
were issues with the extentwhich they felt they had agency. Ministry of Education, New Zealand.
Encouragingly Prain and colleagues also did a case study ®ktcoh, S. (2017). Balancing freedom and limitations: A case study of
personalised learning in a mathematics context and found it %ggﬁeflf%"li;igt?ori‘” G%BPSE:;sggnglci)ﬁg i%ifer}ii”tgt :?ﬁ?cg‘é”gl g”d
improved motivation and grades of students as well as thg '

. - . ain, V., Cox, P., Deed, c. , Dor ma
collaboration of teachers involveer@in et al., 2072 Yager, Z. (2012). Personalised learning: lessons to be |@aitish
| have briefly explored the literature for several potential  Educational Research Journal  39(4) 1-23.

issues for practitioners, who are implementing personalised 90i:10.1080/01411926.2012.669747

: . e . : . Pykett, J. (2009). Personalization and-sgbooling: Uncommon
learning. While specific strategies for resolving thiesies have trajectories in contemporary education poli€yitical Social Policy,

not been discussed, awareness of the issues helps teachers infornpg(s), 28.doi:10.1177/0261018309105176
their practice in the way they see best fits to their specifikobi nson, C. (2011). Childrends rig
situation. | have demonstrated that practitioners need to be aware ;’893540;“/9(‘ Pové?;lg%fduca“o“ Inquiry, 23), 437451. doi:
: H . . edul.va.
_Of the power dynamics in the schooll clas_s_roomil e kind United Nations General Assembly. (1989, November Adpption of a
impact that they can have on student willingness to express convention on the rights of the childew York, NY: United Nations.
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Educating for Diversity in New Zealand: Considerations
of Current Practices and Possible Pathways?
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Abstract

This article reviews what the current practices are for educating students for diversity, and what considerations need
to be made. New Zealand pridegit®n being a diverse and inclusive society with bicultural foundations. Although

all people have the right to an education free of bias and discrimination, the experiences of many disabled, minority,
or ethnic groups, gender and sexually diverse studemdstheir families suggest that there is still a long way to go in
educating for diversity. This literature review considers approaches to teaching that encourage diversity, and reviews
certain factors that may need to be reconsidered by educatorariéwetruly appreciate, and educate for, diversity.
Through exploring possible pathways, teachers should understand the complex diversity of each student in their class,
and how valuing this diversity can providé'2&ntury students and their commursitigith a diverse knowledge base,

and willingness to work and collaborate with people from diverse backgrounds

KeywordsDiversity, Education Aotearoa/New Zealan®isability, Gender Culture, Ethnicity, Sexual Orientatio,
Minority Studentsldentity.
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Introduction taking steps to specifically a(_:idress topics aro_und student d_iversity
) ~ (Burford, Lucassen, & Hamilton, 20f1 And evidence revealing

As part of The Global Education 2030 Agenda, the UniteCthat many students are still discriminated or excluded, even if

Nations Educational, Scientific and Cultural Orga“'zat'onunintentionally WMajor & Santoro, 2014Stead, 2014)Current

UNESCO (2017, p. 7) definefiversitya s i p e o p | e 0 ‘attitudes to diversity are portrayed through school cultures, and

which may relate to their race, ethnicity, gender, Sexuathe discourse of educators. When these attitudes are negative,

orientation, language, culture, religion, mental and physicésydents and their families are left feeling unsupported and alone

ability, class, and i mmi gr gpyrdue, 2000 in contrast to the opportunities that arise fofl I & W

comprehensive understanding of diversityigfide a range of eqycators who incorporate and value diverségsaands and

research, to consider what is being done, and what could be dcinowiledge (Hindle et aR011). Through looking at inteational

to educate for diversity in New Zealand. _ research alongside New Zealand research, a promising pathway
New Zealgnd isa rr_lultlethnlc society with a population whoyg diversity comes through knowledgé self and students.

are mostlyP U k gNew Zealand European), with the largest T 5 k i nsgownoidergitpinto consideration, and making a real

minority grarp  bei ng MUori (St at i efforttogettoknow students, could have a significant ibgrae

Following on from high unemployment rates in skilled migrants,sydent motivation, and student perceptions on divelgitgd,

and global security threats, the New Zealand Government set ¢2014 Walrond, 2008 Current education on diversity is often

to create a diverse, friendly nation that welcomes and sUpports éyased orcultural diversity Hajisoteriou, & Angelides, 2015

and celebratedifference (Kolig, 2003, as citedSimonKumar,  and fajls to address the diversity within groups; the people who

2014. The Ministry of Education (2007) refiects this image for go not match their given labels, or fit the social norms.
the education system through its principles for educators to

acknowledge, considegnd reflect a respect for inclusion, : . -
cultural diversity, and the Treaty of Waitangi through the NewCurrent Practices and Considerations
Zealand Curriculum (Ministry of Education, 2007). Attitudes to Diversity.

In 2007, the New Zealand Government claimed thatitwasa  To educate and prepare students for diversity, schools and
inclusive soci ety t hpeogperityl e communities must seek to understand how the presence of wider
(Department of Labour, 20QHowever, the literature reveals societal attitudes within the school culture and environment assist
that current teaching practices vary widely, with certain schoolor hinder anacceptance for diversity. Although children with
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disabilities have as much of a right as any other student, mamnormalise, the use of multiple languages within the classroom,

families stil find the New Zealand education systemand seek ways of representing information not solely through

discriminatory; it was the negative attitudes, and a lack olanguage, so to improve attitudes towards diversity, and better the

understanding shown by earthildhood teachers towards experience of diverse learners.

di sabled studentsd | earning which caused great stress fo

(Purdue, 2009 These discriminatory and negative attitudesKnowledge of Self and Students

towards diverse students appear to naetthrough to secondary Knowledge of self and students is imperative in educating

schools. For example, a Rainbow Youth Workshop in twchighly adaptable, connected 21st century citizens, who reeognis

Auckland Secondary Schools, aimed to promote acceptance aand value diversity (Bolstagt al., 2012). An important

understanding of gender diverse students, reduce the associsconsideratin therefore, is how our expectations and experiences

bullying, and create a more supportive environnfgatférd et  form our identities, and how knowledge of students provides a

al., 2017. The results from student questionnaires in thisplatform for understanding diverse approaches to teaching and

workshop revealed that many learners felt that their school cultulearning. Walrond (2@8) explored Caribbean education

would negatively impact on genediverse, and sexualtyiverse  philosophy through Caribbean culture and education, and

students. Nevertheless, the students found the workshop to considered it necessary to acknowledge and implement aspects

highly beneficial, and for many, encouraged their desire tcof this when teaching Caribbean Canadian students. The research

support peers who feel victimised or aldBerford et al., 207). presented a stark contrast between Caiblieachers, who

Sousa and Lima (2017) highlighted how in Brazil, incorporatingwould take on an almost parental role, going to student homes to

and valuing knowledge about the diverse ethnicities that make tencourage students to come to class, providing assistance, caring

the Brazilian people, from an early age, could be a vital step ifor them and their wellbeing, in comparison with the typical

creating cultures of belonging, inclusion and acceptamce fWest ern teacher who sdybkelfipcdn

cultural and ethnic diversity in the school and wider society. Ir(Walrond, 2008, p. 198 As such, knowing student and

New Zealand, this can be seen through certain schools that ccommunity expectations and being flexible in accommodating

usingkaupapa MWWarii cul tur al prdverse needs is especially important for teachers from a

world) and bicultural experiences to implement the curriculunrdominant, abldsodie d |, and heterosexual F

and to educate for diversity. Hindle et al. (2011) demonstratesuch teachers, it is challenging to fully understand the ways in

how, by teaching the arts through the context gf @w h i which teaching practice may implicitly discriminate, or

(welcome ceremony), students would experience an integraticnegatively impact on learners and their achieveniéajof &

of dance, drama, and performing for an audience in a familieSantoro, 2014Stead, 2014). Furthermore, knowledge of prior

contextwithout following a Western tradition of separating art, experiences and expectations for the role of a teacher or student,

music, dance, and theatre into separate disciplines (Anderscr eveal the i mportance of a tec:

1996, as cited in Hindle et al, 2011). Such examples ainto issues within a class, aodllaborate with diverse members

incorporating education, experience, and understanding, reve:of the community, so to continually develop an inclusive practice,

a possible pathay to improve attitudes towards diversity. and actively respond to diverse learner needs (Bourke, 2006;
Attitudes to diversity may be portrayed in explicit or implicit Stead, 2014).

ways through discourse and labels, which highlight difference it A willingness to understand oneself, and have a genuine

both positive and negative ways. The conversations that teachdnterest in knowing stients calls for teachers be aware of cultural

have with, aboutor in front of, their students, the way they taxation in their efforts to embrace and educate for diversity.

respond to situations, and the attitudes that they deem- praisHigher education institutions that fail to address the needs of

worthy, all contribute to the formation, and acceptance, of diversculturally incompetent teachers, may factor in aJeice

learner identities, and the opportunities that students have to tTeachers (PST) unimtonal cultural taxation due to lack of

out different ways of beingNlajor & Santoro, 201¥ The term  practical examplesMaged (2014)explored how PST are

special educatigralthog h ¢ o mmo n | y thastherd , prepared for meeting the variety of learning needs in New

was an education apart from, and different to, the types Zeal andds i ncr eas ssogisyOvecthel t ur 3

educationthatothe | ear ner s i n s choolperiodof afouyear degree, the PST participants revealefl that

Whether this has arisen to address the needs of diverse learnthey had only had one compulsory course specifically on cultural

or to support struggling teachers, the assumption that disabldiversity; the course lasted one semester and many students found

children require a different or special education constructs thi t too theoreti calteached educatorhi s

idea that clidren with disabilities are inferior and different from acknowledged that people often see him as an expert in regards

their peers (Bourke, 200@urdue, 2000 Because itisoften t o wor ki ng wi th MUori <children

expected that disabled students need special education, similaPST is from the dominant culture, they can still address diverse

studentsfrom minority cultures are expected to learn andneeds showing respect, and making anteicknow all diverse

communicate in English, regardless of their native tonguestudents. Knowing how other students in the class see diverse

(Ballam, 2008). Although it may be fair to expect those new to ipeers provides a teacher with the agency to frame discussions and

country to make an attempt at learning about the local languaactivities that address misunderstandings, and educate students

and customs, the ditature recognises that such attitudes offor diversity in school and in their cormmities. Ethnic minority

expectation to become like the dominant culture fail to valuegroups and refugees are often portrayed positively, as active

diverse knowledge, experiences, and often result in poccitizens who are proud of their cultural diversity, and want to

academic or social outcomes (Ballam, 2008). Ballam (2008) alscontribute positively and voluntarily to New Zealand society

highlighted the need for educatoto allow, and therefore (SimonKumar, 2013 This is in comparison with minority
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groups such as Pasifika families, of whom over half areBrazilian. The children were able to test out the different
represented as living in poverty (Veukldlugia, 2016), or instruments, and play along to various songs. It was only after the
disabled students who may rely on school resources to determiexperimentation that the teachers specifically introduced the
whethe they are able to go to a certain schéwlrflue, 2000  instruments, and explainedaththey are not commonly used
Diversity should not mean that such students have to provinstruments because they were made by indigenous and black
themselves as worthy or as active citizens to be able to receive fpeople. In this way, the children were able to see the value in
sameinclusive education as their peers; furthermore diversityindigenous and Afr@razilian music and instruments, before
certainly should not deny any assistance due to lack of an expthey were confronted with the knowledge amdnderings

person or resourc@rdue, 2009 around their societyds history
Being aware of social norms in New Zealand and abroad is
Diversity within Groups important to consider when educating for diversity within groups.

A common issue throughout the research is that there appeiln Samoa, there are strict moral codes and traditional Christian
to be little evidence of educating about diversity within groupsinfluenced values, which expect young people to uphold the
Due to this, many minority groups face perpetuating stereotypefamily name, refrain from, and protect younger siblings from,
and a struggle against the dominant social ndvtaged (2014) sexual activiies before marriage (Veukidlogia, 2016).
considered one issue in educating for diversity to be the lack Although Samoan migrant families may still hold traditional
cultural and ethnic diversity amongst teachers, because this oftSamoan expectatiof@r their children, research has shown that
does not align with the diversity within a classroom. Simildrly, i the attitudes and behaviour towards sexual health, for New
has been recognised that, regardless of background, most stud¢Zealandraised Samoan youth in particular, is becoming
in New Zealand are in schools that represent the dominaiincreasingly diverse. A survey of 535 Samoan secondary students
mainstream ideas and values, which can significantly marginalisrevealed these changing attitudes Samoan youth in New
students, and hinder achievement (Hindle et al, 2011). A typiciZealand: 4% claimed to have had sexual intercourse, and two
way to educate for diversity in schools is by celebrating differenthirds of these students stated that their first experience of sexual
festivals, organising international potluck meals, or listening tcintercourse took place before they turned fifteen (Veukiso
music in different languagebldjisoteriou, & Angelides, 2@). Ulugia, 2016). When teachers do not cassiol acknowledge
Although there is nothing wrong with including such aspects irthe diversity within groups, and that not every student from a
school life, this can foster stereotypes and disregard the diversic e r t ai n group i s the same, t he
among all students. Forty students in Cyprus were selected as ffreedom to test out diverse ways of bedgijor and Sant o
of a research on intercultural pedagogical practicgsimary  (2014)yearlong case study between two classrooms, in two New
schools. Half of the students were Cypriot, and half wereZealand primary schools, focused on two1yie&rold children;
immigrants from Europe, the United Kingdom, and Asia. ManyBeth, a South Korean girl, and Vincent, a Chinese boy. The
of the students interviewed responded to diversity interms ¢t eacher 6 s construct i oestuderisat s e
cultural diversity, and felt discussions around this usualyar e good and sensible reinfor
followed up incidents between native Cypriots and immigrantsKorean social norms. This caused her to hold the same
Immigrant children saw these conversations as positive, howevexpectations for herself as a learner in New Zealand and
felt that they were teachied, and offered little opportunity for prevented her from being able to experiment with shaping her
them to share their feelings or experiericedich they wanted identity in adifferent way. In contrast, the strong Chinese values
to do Hajisoteriou, & Angelides, 20)5Similarly, out of 33 whi ch wer e enforced in Vincent
secondary schools participatingi|e Kotahitangda professional  school expectations for students, and therefore allowed Vincent
development programme to improve educational achievement to be a loud and silly boy when he was at school. As such, it is
MU o r dentssntEnglisimedium secondary schools), 25% of vital that educators consider their own attitudes towards teaching
the teachers were considered to be low implementers of culturaland learning, and how these may support or hinder educating for
responsive pedagogi es. Th e <diversityin NewZealand classrooms| ar gel y MUor i
missed opportunities to incorpordte Redthe language of the
indigenouspopul ati on) , MUor i CO”Strengthsand Limitationst Perspectives
and experiences (Hindle et al, 2011). The resulting contrasi ] _ )
between self and other, heightens the likelihood of perpetuatir A strength of the literature is that there is a range of New
stereotypes in schools. For example, a committee member aZedlantb ased research regarding ¢
parent at a Newealand early childhood centre questioned theunique  bicultural - context no doubt contributes to the
need and appropriateness for a disabled child to be enrolled aconsiderations t_hat are bel_ng made regarding to educating diverse
kindergarten even though it was made clear that the child had tléarners, for a diverse society.
right to attendRurdue, 2009and for Cypriot children whowere ~~ The evaluation of the Rainbow Youth workshop was
friends with immigrants, they felt the need to justify their beneficial as it prowdedastudentvmce in regards to their gender
friendship choices because the school culture made them feel ti2nd sexually diverse peers, however this came from secondary
such friendships were not normadagisoteriou, & Angelides, students and did not provide a follow up to evaluate any resulting
2015. impacts on the school environment and attitudes in theédong

In contrast, Sousa and Lima (2017) revealed how in earl!t was not until 2015 that the Ministry of Education added a
childhood education, Brazilian teachers presented a mix cSPecific section for gender, and lesbian, gay, bisexual,
indigenous and Afr@razilian musical instruments to the class ransgender, intersex and questioning (LGBTIQ) students into
without specifying whicfinstruments were indigenous, or Ao ABul I yi ng prevention and resp¢
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thereforethis may still seem like a new issue for many educators ~performing arts: Exemplars, missed opportunities and challenges.
(Ministry of Education, 2015). Curriculum Matters, 726-47.

S Lo . aged, S. (2014). Breaking the silence of exclusion: examining the
Perhaps the most S|gn'ﬁcant limitation, is that the Curren{w complexities of teacher education for cultural diverdigtucational

research divides diversity into specific categories, for example Research for Policy and Practice, (3, 181197.
culture, gender, sexuality, ethnicity, alidity, and so on; there doi:10.1007/s106 AD13-91571

; ; ajor, J., & Santoro, N. (2014) .
3ppeqred to \?\Iﬁ Po _Itﬁseafmh V\'I]hICh. looked a t ﬁ ducating I‘]:M teachers need to know about gendé&h2 Augtlian Educational
Iversity as a whole. Theretore, there Is a gap In the research IN gesearcher, 41), 5972. doi:10.1007/s1338913.0121:0

regards to possible pathways for connecting effective practicaginistry of Education. (2007)The New Zealand Curriculurivellington,

and educating for diversity. New Zealand.
Ministry of Education. (2015Bullying prevention and response: A Guide

. for schools. Wellington, New Zealand. Retrieved from:
COHC'USIOn http://www.education.govt.nz/school/studenipport/student
. . . . wellbeing/healtrandwellbeing/bullyingpreventiorand
This review of literature hlgh'lghtEd arange of contexts both response/bullyingpreventiorandresponsex-guidefor-

in New Zealand and abroad to connect common practices, and to schools/redownloadpdf
highlight factors that need to be considered when educating fhyurdue, K. (2009). Barriers to and facilitators of inclusion for children

. . . . . . . with disabilities in early childhood education. Contemporary Issues in
diversity. The comparison of'neganve attitudes 'Fowards diversity, Early Childhood10(2), 133143.doi:10.2304/cie.2009.10.2.133
and efforts to incorporate diverse knowledge in the classroongousa, A. G. M., & Lima, A. S. (2017). Diversidade étnica na educacéo
calls teachers to consider their own attitudes alongside those of infantil: minimizando desigualdades ou difundindo esterectipos?
the school and wider community. Through considering the magens da  educacdo, (2, 6475. Retrieved from

. . . .. http://periodicos.uem.br/ojs/index.php/ImagensEduc/article/downloa
impacts of these attitudes on students, and seeking to normalise, /341 97/pqr

and value the diversity of each child, a possible pathway tosimonKumar, R. (2014). Difference and diversity in Aotearoa/New

educating for diversity can be seen. An important contributionto  Zealand: Posheolikeral constructions of the ideal ethnic citizen.

the literature was the researclj@glrond (2008)Nh0 examined Ethnicities, 141), 136159.d0i:10.1177/1468796812466374

h ¢ teach failed t t th tati t t§tatistics New Zealand. (2015). New Zealand in Profile 2015: An
OW weslern teacners ftaille _O mee e expectations set by overview of Neple, eceomy, and cedvBonnere.

Caribbean teachers who provided parental and pastoral care t0 Retrieved from:

their students. This can easily be imagined in a New Zealand http:.//www.stats.govt.nz/browse_for_stats/snapsbbtsz/nzin-

setting, and highlighted the importance of getting to know,_ Profile-2015.aspx

tud gts d gd gt di plf 9 9 Stead, R. (2014). A Discsi®n of the principle of cultural responsiveness:
stuaen qn un e,rs E,m mg oneseil. . . From research to practice and from history to todégiraranga,
There is a gap in diversity research in regards to educating for 15(1), 510. Retrieved from:

a more comprehensive diversity, which is not separated into _http:/files.eric.ed.gov/fulltext/EJ1040122.pdf

different categories, for example cultural or gender diverSity.United Nations Educational, Scientific and Cultural Organization. (2017).
However, the various reseamhdifferent types of diversityisan 2 Gide for Ensuring Inclusion and Equity in Educatigraris,

. ’ . f . France Retrieved from:
invaluable resource for creating connections between which  http://unesdoc.unesag/images/0024/002482/248254e. pdf

6Se

practices work, and which factors need to be considered. In thigeukisoU| ugi a, A. (20 16)-fact or@ble?dSexdal mo a n

way, when integrated, there are multiple potential pathways to heal th behavi our of SUmoanNewout

. L Zealand  Sociology, 32), 7495. Retrieved  from:
work towards educatmg for dMy in New Zealand. http://search.informit.com.au/documentSummary;dn=280033369265

085;res=IELNZC
Walrond, J. (2008). Towards a global citizenship education for Caribbean
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Gender Equity in STEM: Addressing the Disparities

i Kate Huddleston
Te RUngai Ak oCollage oftEducaticm,iHealtraand Human Development, University of Canterbury, New Zealand

Abstract

Despite similar achievement levels, females continue to be underrepresented in Science, Technology, Engineering
and Mathematics (STEM) disciplines. Given the strategic importance of theNeefav  Z e dutuee nedsbirsg

females have equitable access to education and careers in these sectors is vital for upholding diversity and equality.
This literature review eamines current research on gender disparities in STEM, and identifies three key contexts of
gender interest in STEM: developing, maintainangd retaining. These contexts are aligned to the primary, secpndary

and tertiaryeducation sectors, within whiclurrent research on salbncept and sefffficacy, social belongingness,

and stereotypes are investigated. A key findifttpe importance of physical science exposure and experience for later
femalevocational interest and esitionis identified. This and other outcomes from the literature, provide evidence

for potential tangible strategies to encourage increased gender uptake in STEM.

Keywords Gender, STEM, Setioncept, Seléfficacy, Achievement, Bias, Equity, Education
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Introduction Internat?onal Student _Assessmept) and TIMSS (Trends in
) ) ) ) o International Mathematics and Science Study) shows that there

The importance of science in enhancing and sustaining Nere no significant differences in average science achievement
Zeal andds future has been ‘peween genders (Ministry &ducation, 2017). Therefore, Yi@€ N t
implementatiorof current New Zealand Government initiatives |50k of females in certain STEM disciplines sucthephysical
2025 (NSSI) whose vision i ywinistry of Education, 2016) cannot be explained by lofe® S Y
that enriches New Zealand, making a more visible, measurabachievement levels. A review of curteiterature provides
contribution to our produetty and wellbeing through excellent —jnsight in understanding gender disparities across the primary,
2015, p.7). However, despite New Zealandds national pust
science, technology, engineering, and mathematics (STEM; : }
women continue to be underrepresentedminy of these Dev_eloplng Interest: Seﬁconcept and
academic and vocational areas (Ministry of Education, 2016). Achievement

A literature review into educational gender differences was
commissioned by the Ministry of Education in 1999 to
investigate mounting concerns of falling academic achievemer

raesin boys from 1984999 (Alton Lee& Praat, 2000) had higher extraurricular exposure to physical sciences

Interestingly, within science however no significant d|ﬁerenceswherea§n contrast, girls were more likely to have had biological

in gender achievement was e_videnced at the primary ?du_c_ati'sciences experienc&ediger (198%urmised that the RIASEC
stage, however by the beginning of secondary school S'gn'f'ca'vocational framework which measures six interest types:

gender differenes in favour of boy_s Was_evidenced (Alton ITee Realistic, Invetigative, Artistic, Social, Enterprisingand
&h Prazta 2?.00)' Furthermo.r?],.glrls af[tltudles tc(;wa:ljs r;(_:'enCCOnventional,has two fundamental dimensions dzftaideas
showed decline consistent with international trends (Altor&lee and peoplethings Using these dimensiond.ippa_(1998)

Praat, 2000) investigated the differences betwegmmder vocational interests

No updated report has been commissiosiede 2000, but . . .
: ) ; ! in ideasdata and peopihings subgroups. Men were shown to
current intenational testing data from PISA (Programme for P g grotp

Differences persist in early science exposure between the
genders, with research frodones, Howe, and Rua (2000)
demonstrang that by sixth grade, boys are more likely to have
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have a greater interest in working with thingempared to interests were significantly lower and displayed higher attrition
women whose preference was people based profeddjms, (  from 15.7% at the beginning, ragiltg to 12.7% by the end of
1998). Whilst some research maintains there are minimahigh school $adler et al., 20)2Interestingly, retention rates of
differences between the gendefgde, 2003 statistical meta ~ STEM vocational interest were shown to be higher in females
analyses such as that By, Rounds, and Armstrong (2009) with initial physics or engineering interest dodier in males
continue to assert innate differences in the pebjpigs  with biology or earth/fenvironmental scienSadler et al., 20)2
dimension as a factor in gender vocational interest disparities. which conflicts with current early science exposure whereby the
ResearchyLeibham, Alexander, and Johnson (2@&i)ed  majority of females had more exposure to biology as outtined
to further investigate links between early science interest iiJones et al. (2000)he links between the retention of females in
preschool and later achievement levels at age eight. InterestingSTEM and early science education were identifie@dler et
early interest was shown not to be a factor in predicting lateal. (2012)s a potential strategy for raising the number of women
science achievement for boys, however it was related to latein later STEM careers.
achievement levels for girle€ibham et al., 20)3Furthermore, Research byTellhed, Backstrém, and Bjérklund (2017)
whilst there were no gender differences in overall achievemerconcludes that consideti of selfefficacy and social
levels, subsequeanalysis did show that boys achieved higher inbelongingness are important in explaining gender differences in
physical science and girls higher in biological sciehedbfiam interest between STEM and HEED (Health care, Elementary
et al., 2013 Therefore, as discussedJdmnes et al. (200@arly  Education, and the Domestic spherBslihed et & (2017)argue
exposure of girls to physical science may increase interest arthat current literature focuses on levels of participation of women
thus achievement levetlsndthe importancef doing so is that  in STEM with little consideration given to the opposing

Afrom the perspecti ve oorfes p wnderrepresentation of menin HEED, antheir researchthep | r e
encouraging girls in the physical sciences can open doors thaim to contribute to the study of both disciplirgslfefficacy is

| ead away from traditional asmilartermtosef oncept i n that bo two nre
189). competence beligflowever selfefficacy has more specificity

Despite differences in early preschool inteteshham etal.  surrounding a learning area or teskilfham et al2013 Tellhed
(2013) found no difference in science setfncept between et al., 201Y. Although Leibham et al. (20133oncluded their
genders at age eight whereby thigfined selc o n c e pt research showed no evidence for-seticept as a mediator in
multidimensional concept that reflects @Gnegperceptions of science iterest and achievement in elementary school, new
relative competence in various domains includsagial, evidence fronTellhed et al. (2017h Sweden suggests that self

cognitive,andphysc al acti viti eso ( p efficacy does in fact act as a mediator for STEM interest in o
differences overall.eibham et al. (2013j)id conclude that girls  secondary school studen
with early interest in science hatligher science setioncept at Furthermore, Tellhed et al. (2017)found that social

age eight than boys Witthe equivalent initial interesgelf- belongingness was a mediator for both STEM and HEED
concepthoweverwas not shown to have a mediating effect oninterest, though the effect of this was strongest on STEM. They
the relationship between early science interest and lateargued that social belongingness was particularly important at a
achievemeniand theytherefore concluded that early interest in high school student age levmcausestudent expectatis are
science raises achievement IsVer girls Ceibham et al., 2033  that they will experience greater social belongingness from their
The effects of interest on gender equity in STEM is a commoiown gender and thus this helps to explain why males are

research theme in much of the literature. generally more interested in STEM and females in HEED
(Tellhed et al.2017. This was an important novel finding from
M aintaining Interest: Self-efficacy and their research which indicates more consideration may be needed

. . for encouraging more women in to gender minority vocations.
Social Belongingness o J v

Vocational interest remains a pivotal aspect throughouRetaining Interest: Society, Stereotypes
secondary education for encouraging gender equity in STENand Bias

The leaky pipeline metaphor is useithin the literature to
describe the phenomenon of high initial student interestin STEN ~ Females currently outhumberales in attainment rates of
and the charaeristic loss of interest amongst some studentsundergraduate degrees in New Zealand (Ministry of Education,
especiallywomen(Sadler, Sonnert, Hazari, & Tai, 2012s 2016) but gender disparities remain in the choices of major
previously identifiecanearly interest in sciende girls can be a  subject within STEM. These numbers reflect the current literature
predictor of higher later hevementjones et al., 200Deibham  on differences in gender vocational e and STEM
et al., 2013 therefore if achievement is equal or higher than boy:«experienceslpnes et al., 2000ippa, 1998 Sadler et al., 2012
(Ministry of Education, 2017) we must next examine potentiaTellhed et al., 2077 Latest available statistics show that of the
mediating factors which may be affecting the differences irbachelodegrees conferremhdomestic New Zealand students in
gender vocational interest. 2015, males outnumbered femalesrigieeering, mattmatics,
Sadler et al. (2012)dentified students shifts in STEM and computer science, whereas females outnumbered males in
attitudes in secondary school and related vocational interests. Ithealth (with particularly significant disparity in nursing) and
6,860 cohort of American students, male STEM vocationabiological sciences (Ministry of Education, 2016). Ratios of
interests remained stable throughout secondary education frcgender within these major subjects supporéesrational trends
39.5% begining to 39.7% finishing high schodbddler et al.,  of differential STEM and HEED interests.
2012. In comparaison female student STEM vocational
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Diekman, Clark, Johnston, Brown, and Steinberg (2011Racusin et al., 20)2Thus forMossRacusin et al. (2012his
argue for a goal congruity perspective where diteyevidence  raised the concerns about the potential negative consequences of
that females are more ligeto value communal societal gaals faculty bias intheretentionof female graduates in STEM post
such as working with people, which confliaith the notiorthat ~ undergraduate education.
STEM careers do not facilitate communal goals. These STEM
goal affordance stereptypes were, unsurprisingly, therefor]_imitations
shown to be stronger in femalesrthaales Diekman et al., B
2011). Furthermore, there was evidence for a causal link betwee ~ Lack of contemporary ermjgal New Zealand based
the goal congruity model of communal goals and goal affordancfeseéarch on gender equity in STEM remains a limitation
stereotypes and STEM interest, by statisticallyifignt results however current tertiary s_tatlstlcs (Mlnlstw of Educathn, 2016)
which demonstrated that by increasing communal goal valueSuPpOrt the same trends in gender vocational data which has been
STEM vocational interest was decreased amongst participanidentified in the, mostly, US-centric literature. It is also
whilst there was no effect on alternative career intddésittpan ~ important to note, tha many of the studietieresults showed
e al., 201). It is important to note however that this causal link @nly the correlation between variables rather than causation,
was only shown in the small sample size of 64 participants. WhICh suggests there may remain un|de_nt|f|ed mediating factors
Whilst the goal congruity perspective demonstrates linkdnfluencing the datadundiff et al., 2013Diekman et al., 2011
between communal goals and goal affordance stereotypes Tellned et al., 2037 The methodologies used by resears,
STEM vocatbnal interest, the authors highlight that their researctSuch as retrospective studi€zdler et al., 20)2r the use of
should be seen as a contr i pparentalsurveygibhametal, 20)3nhave the potentialto affegt 5 1
communal processes should not supplant a focus on other criticthe ability to obtain accurate dataecauseanswers may be
variables, such as selfiicacy, experience in math and science, unlntenfuonall_y skewed and therefore this shalgddbe taken in
o prejudice agai Dskmanwtalnpeli, ffoconsiderationa f i al dsa (
p. 913 Furthermore, with consideration to raising levels of Fu_rther_m(_)re, participants in samples may not reflect the tptal
recruitment but alseention(Diekman et al., 2021 had samples in which the majority of participants were identified
Recent research on sefficacy, interest and experience have & CaucasianClndiff et al., 2013 Diekman et al., 2011
been shown to influence STEM gender intel@&kman éal. Le|bhgm et al., 2033&nd _often from urban geographical areas.
2011 Jones et al., 200Dippa, 1998Sadler et al., 201 Zellhed Cons_lderatlons of socioeconomic - status shou!d a]so be
et al., 201Ybut theeffects of societal influence, such as persistenconsidered as a potential limitation, such as that identified by
science and gender stereotypes, has had reduced reseal€lbham etal. (2013)
Research has shown that when therstemag heteronormative
genderscience stereotypes, females tend to have lower scienFuture Research
identification and vocational interest whereas males displa: , — - R
higher science identification and vocational interest Whenpthi. As previously identified, a current lack of participant diversity

i : . identifies potential areas for future research. Diverse samples may
same gendescience stereotypes are preseniriiff, vescio, include more research on gender interest in STEM within ethnic
Loken, & Lo, 2013 Cundiff et al. (2013showed that implicit g

stereotyping lead to | wister minority groyps, or students from low socioeconomic grolupg.n o

. . . . Furthermore, currently the focus remains on gender as a
science education, however this result was offset when scien . . .
. . . . —._dichotomous variable rather than a continuous spectrum,
identity was accounted for. They suggest that strong identificatio

. . . SR . therefore increased consideration on a wider range of gender
with science mediates the effect of implicit stereotyping and th'i dentity experiences in STEM may pelo contribute to the
intent to persist Qundiff et al., 2018 Interestingly, gender b y

identity did not have the same mediating effect on implicitf;;g:td? giyst? :) I',teerggggé;g:%g;érzlc')tézgfgjc:hzuggé?t?al
stereotyping in either gender and limited results for a potentic 'Y P P

mediating factor for males se#ported stereotyping wheself effects in the underrepresentation of femalesTEM.

report is personal identification of agreement with stereotype~ .
(Cundiff et al., 2018 Conclusion

There is also evidence to support tiyEndesscience The issue of continued underrepresentation of females in
stereotypes may not only influence undergradudigices  traditionally male dominated STEM disciplines is decidedly
(Cundiff et al., 201Bbutmayalso lead to implicit bias higher - complex and challenging. As educators are facing increasingly
within  tertiary science facultiesMossRacusin, Dovidio,  diverse classrooms, consideration of limiting factors in achieving
Brescoll, Graham, & Handelsman, 2012n a sample of equitable acess for minorities, such as females in STEM, is
university professors ghysics, chemistryand biologyiromthe  crycial for ensuring inclusive education. A common recurring
United States ofAmerica (USA), faculty members of both  theme was the importance of motivating STEM interest in girls,
genders displayed implicit bias during a dodilled study  particularly at an early age. Ensuring equitable access and
where faculty members were geeted with applications for a - exposure to physicakience may set students on a pathway
laboratory manager job, the applications had identical credentiaynich enables them to successfully navigate and circumvent the
whereby the only variation was gender naMessRacusin et |eaky pipeline. As educators, consideration must therefore be
al., 2012. Results showed the male apgion was more likely  made on the potential strategies and pedagogies of how to

to be hired, be offered greater career mentoring and a higheffectively implement and enact tiishe classroom.
starting salary than the equivalent female appli¢hfiss
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Furthermore, there was an awareness throughout tHéadlefly :’_I-_tM-,f SSOTnEn,art, G., H.aiari, tZ 8;] 'Tﬁi' RH (2|0§lhbiligy amtﬂ §
literature reviewed, that an obstacle to achieving gender equity in ‘é‘;‘f‘sr']'cé’ g deation. g‘gie;l'z 492?_5 do'ir:‘ 10'91032/500‘;_'2 10%97” er study.
STEM s not only the ability to recruit more women but also,g; R Rounds, J., & Armstrong, P. (2009). Men and things, wamen
crucially, how to retain them in the field. To be dbleffectively people: A metanalysis of sex differences in intereftsychological
do this the literature suggests it will likely require a societal shift  Bulletin, 1356), 859884.doi: 10.1037/a0017364
in our embedded stereotypes and practices, as inherent biadg4'ed. U., Backstrom, M., & Bjorklund, F. (2017). Will | fit in and do

. . . _ well? Theimportance of social belongingness and-séitacy for
remain unchallenged. Examining assumptions and remaining explaining gender differences in interest in STEM and HEED majors.
open to reflection foour own values and beliefsiay help to Sex Roles, 77(186-96.doi: 10.1007/s1119916-0694y
mitigate potential unexamined stereotypes or bias.

Althoughthe issue is complex, the literature highlights the
potential areas for intervention and action, which educators may
be able to enforce to make meaningful change in STEM uptake
rates. Considering the equal science achievement levels in
assessment betweeenders, encouraging setincepts and
promoting STEM as a viable career pathway for females should
be considered for beginning to address the current vocational
disparities.
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Supporting Pasifika Literacy Education in New Zealand

i Priscilla Falconer
Te RUngai Ak oCollage oftEducatiom,iHealtreand Human Development, University of Canterbury, New Zealand

Abstract

This literature review identifies the factors influencing Pasifika literacy education throughout a range of primary,
intermediate, and secondary New Zealand schools. Literacy achievement outcomes for Pasifika students in New
Zealand are incream); however, Pasifika students are still belaverage when compared with other ethnicities like
European/ PUOkehU, Asian, and MUori. The factors-that i
school partnerships, cultural capital, libraigcess, churebased literacy education, and the classroom environment.

Two main conclusions about what teachers can do to improve literacy achievement are drawn from the research:
teachers need to establish a positive partnership between the home ahdadhieachers need to enact a culturally
responsive pedagogy for Pasifika learners.

Keywords Pasifika, Literacy, Education, Achievement, New Zealand
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Introduction education, and the classroom envirpnm@rﬂem, Talenj &

i ) o i ... Robertson, 2009Alton-Lee, 2003 Dickie, 2010 Fletcher,
Literacy education was traditionally viewed as the acquisition 0Greenwood & Parkhill, 2010 Fletcher, Parkhill& Faodaf o i
skills such as reading, writing, listening, and speaking. Vygotsk'o0os; Fletcher et al., 2008etcher, Parkhill, Talerf. 06 Re g a n
(1978) emphasised that language acquisition is dependent 2009 Spiller, 2012; Taleni et al., 2007; Wilson, Maglj&r
social interaction and stressed the importanegicit teaching McNaughton, 2016)0ne conclusion from thiteratureis that
(Fletcher, , & aalek 2008 Talen, Pahd,a f teachers can maintain hosehool partnerships focused on
F a 0 ,a&fFletcher, 2007;). In a peStygotskian era literacy is  student learnip and enact culturally responsive pedagogy in
seen as a social construction where critical literacy anigrder to improve Pasifika achievement in literaleq et al
sociocultural approaches need to be acquirede@@001). In - 2009 Alton-Lee, 2003Fletcher et al., 200%piller, 2012; Taleni
the pasmany Pasifika studerits New Zealandvereshown 10 et a1, 2007). This literature review focuses predontipan the
be disengaged and underachieving in literacy at scAlioh{  factorsthatinfluence achievement for undechieving Pasifika
Lee, 200% The Programme for International Student sy dents in New Zealand but theralresearch that examines

Achievement (PISA) statistider 2015 OECD, 2015 reveal  the factors influencing high Pasifika achievement in literacy
that while there has been an increase in Pasifika achievementyhich is cited in this review (Fletcher et al., 20R8&tkhill et al.,

reading, writing, and mathematics since 2013, Pasifika studentoqos).
are still underachieving in all three areas compared with their
European/ PdkaehWMUorAis i @EED n t o . . .

2015. Taleni et al. (2007) found that ethnicity alone does n '.PaSIflka theracy Education

account for these statistics but ethnicity combined with lonHomeschool partnerships

socioeconomic status dod%asifika peopless a term used to In the studies cited in this literature review hesokool

refer to all peoples from a range of unique cultural background:partnerships were identified as critical when supporting literacy
such agpeoples from Samoa, Tonga, Tokelau, Namd the  education for Pasifika studentdton-L. e e 6 s syftlesisdoB )
Cook Islands (Taleni et al., 2007). The largestgobp of  diverse learners was commissioned by the Ministry of Education
Pasifika peoples in New Zealatigl Samoan. This literature in order to provide a compreheresieview based upon research
review refers to Pasifika peoples and has a particular focus to enhance educational outcomes for all students. The synthesis
Samoan peoples. Thacfors identified that were shown to identifies ten key characteristics of quality teaching for diverse
influence Pasifika literacy achievement were haoi@ol  students in New Zealand. One of the characteristics identified is
partnerships, cultural capital, library use, chiitehacy  the importance of making coettions between schoalad the
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additional cultural contexts students are situated in. Fsmmeol ~ Alton-Lee(2003, Fletcher et a[2010, Fletcher et a[2009 and
partnerships that focus on student learning proved to havTaleni et al(2007) all identify this notion of cultural capital as
positive effects on student learning outcordd®i-Lee, 2003 factor influencing the success of Pasifika students in literacy
Fletcher et al. (201® a small qualitative study involving thirteen education in New Zealand schools. This is problerbatiause
parents across six New Zealastiaols which explore parental Pasifika peoples have their own set of cultural values and beliefs
perceptions of children learning to read in schooBldttheret whi ch may not directly coinci
al. (2010)all thirteen participants agreed that having a rapporculture Taleni et al. (2007) found that over 60% of participants
with the teacher arttleschool vas important. A limitation of this  preferred to read stories about Pasifika peoples, however, in
study was that the six schoolslirdedwere identified by literacy  school the reading material provided was predominately about
stakeholders as schools with effective reading pra¢kifeicher  European peoples. Cultural capital can be understood in relation
etal., 201D The school as also decile 5 which indicates that the to socioeonomic status. Wilson et al. (20X@)mpletech study
socioeconomic area the school is situated in is relatively affluenthatlooks at the achievement rates of secondary Pasifika students
Fletcher et al. (2009und two challenges when attempting to in 34 secondary schools across New Zealand and esamine
establish a hormschoolpartnership: schools found it difficult to  teacher practices of teachiitgracy. Wilson et al. (2016) found
get parents to acknowledge their role in the heoheol that opportuities to learn were significantly decreased if families
partnership and Pasifika parents did not have enough time to lwere situated in a lower socioeconomic area versus living in a
involved. The study found that in three schools many adults ihigher socioeconomic areehe Wilson et al. (2016) study is a
Pasifika families tended twe working in lowpaid shift work or  sizable studyof 34 schools from a range of decile ratings.
working multiple jobs, and were withotlte support of their ~ However, a linitation of the study is that 34 schools entered the
extended family which they would havehad back home  study between 2011 and 2012 ahdre wasot a check for
(Fletcher et al., 2009 possible variations in findings between the schools that entered in
Fletcher et ab s q2010)dsya qualitative study which the two different years. The studies mentioned above found that
explores teacher s ahatdupporaar e generally sobols with a high percentage of Pasifika students
hinder literacy education for Pasifika students. The strength ctended to be lower in decil&lfon-Lee, 2003 Fletcher et al.,
this study is that throughibthe research procasstai(Samoan 2009 Fletcher et al., 201 aleni et al., 2007 ultural capital is
chiefs) were consulted to-construct the meaning of evidence important to Pasifika literacy education because the amount of
used A weakness of this studigoweverwas that the principals cultural capital Pdfika students have can hinder their literacy
of each school selected the staff who participated in the studdevelopment in New Zealand schools.
thus principals could havchosen teachers who were more
culturally responsive. In comparisofillen et al. (2009)is a  Library Use
qualitative study that explored the journey of five teachers (fron  Bourdieuand Passeron (B8) refer to the importance of
primary, intermediateand secondasschoolywho wentonatrip  students and families having access to social and cultural
to Samoa to find out mor e iesourcesAlton-Lee (2003found that limited access to libratys 6 ¢
and background to help them as teachers in the classroom. Cresources was a barrier to learning for-fmhievers in New
teacher found that Samoa every family member was supporteZealand. This is supported by Taleni et al0@2@vto found that
and caredor, and this made her reflect on the different contexistudent access to libraries was a critical resource for students and
Pasifika families are exposed to in New Zealahltbif et al.,  their families. Taleni et al. (2007) reported that fewer than 50%
2009. Taleni et al. (2007) elaborates on the context of Nevof low-achieving Pasifika students used the library. In
Zealandtheirsis a qualitative studhat surveyed 37 Pasifika comparisonthe Fletcher et al. (20103tudy found that most
students from a range of four different primary, intermediaté ~ parents used the school and community libraries, no matter what
secondary schools in the South Island. These schools wlege in reading ability their child had. Fletcher et al. (2008) focused on
1to 5 decile rating and were identified to have alarge number¢ he f act or s i nf |l uen entimligerady.asi f i
Pasifika students. Taleri al. (2007) found more thanB0of = The researchers interviewed achieving and -hdteving
students said that they did not have enough time nor space to Pasifika primary students about their literacy education. Fletcher
their homework due to the fact that they had to look afteiggsun et al. (2008) found that all the achieving and {aighieving
siblings and cousins. In addition to this, fewer than 20% oPasifika students belonged to the community librad/asited
students reported that their parents could read (Taleni et al., 200it regularly whether with their parents, peers or themselves.
Fletcher et al. (20099 ound t hat p ar agnt Fletcher et al. (2005) found that the additionirdbrmation
influenced their childrei seadng at home as well. A limitation  Communication Technology&T) use was important to School
of Taleni et al. (2007) is the reliability of findindgsecause A in the study; a specialist in ICT was employed as a tether
children were selected as interview subjects which raisehelp students with their use of technologies. The limitation of the
guestions about 't he r eHorea b istudywasthatitwasasmall (onlytwo Christchurch schools werei o n
school partnerships are an integral part of supporting literacinvolved) (Fletcher et al., 2008pasifika students who have
education for Pasifika students. regular access to a library are more prepared to suttéeEsacy
education in New Zealand schools.

Cultural Capital

The notion otultural capitalposits the view that if a student Church Literacy Education
has values that are consistent with school norms and valuestt  Many Pasifika students in New Zealand experience their out
the studenis more likely to be successful compared to thoseof-school literacy education from the Churddickie, 2010.
whose cultural dispositions differ (Bourdieu & PasserofiQ)19 Dickie (2010)examines the owif-school literacy experiences of
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14 Pasifika students. The study focused on whether Ghurcimaintaining homechool partnerships as something that teachers
based lite a c y hel ps or hi nder s cando to support literacy education for Pasifika students in Neavc y
education. The students were trained as junior ethnographersZealandFletcher et al. (2018}ates that teachers and s¢tioan
document their own owtf-school experiences with literacy. A facilitate relationships between parents and school in a number of
limitation of this method is that students may not be able tways: for example teachers can invite parents into their
recognise all thémes where they were using literacy outside of classrooms, have individual discussions, parent interviews, and
school or students could manipulate the material to make it loctalk through school reportén the Allen et al. (2009)study

like they were doing more literacy than they actually were or viciteachers said that they would try to make a larger effort to contact
versa. The two main types of church literacy education identifiefamilies, participate in cultural activities and to organise activities
in the stady was reading passages out from the Bible withthat would attract Péika families, now that these teachers saw
accuracy anthulotowhich is reciting passages from the Bible on the power of relationships particularly in Samoan culture (Spiller,
White Sunday in Samoan or Englidbidkie, 2010. Pasifika  2012). Dickie (2010)found that it would be beneficial for
church literacy education also involves the comprehension ceachers in Church sites to know what is expected of students at
texts, becausés very important that students understand whaischool regarding critical literacy educatitmaddition, Fletcher

they are readinddickie, 20L0). Although memorisation aftext et al. (2009Jound thateachers and schools needed support when
is important, students are encouraged to offer their owtbreaking down language barriers; the employment of a Pasifika
explanations about what the passages mean to Diekie( liaison officer that could liaise with the school and Pasifika
2010. One hindrance of church literacy education that wasfamilies would benefit Pasifika students in their literacy
identified in the study was that students were taught not teducation. Implications for prtice identified included a
guestion the Bibleand therefore students are not exposed tostrengthening of home and school communication and to put
critical literacy skillsFletcher et al. (200%tates that questioning adequate structures in place for this to happéatcher et al.,

the Bible is like challenging a 6 a s(teaditiorel Samoan 2010.

knowledge), therefore it is not encouraged. Fletcher et al. (2005)

study supportDi c ki e dagumer? that Churdbased  Culturally Responsive Pedagogy

literacy education that does not involve critical literacy is a Teaders should also incorporate culturally responsive
hindrance for schoolbecausstudents are unable to question the practices in their teachirgecausé is shown to enhance student
Bible this could be counterproductive for the developmént learning outcomesAfton-Lee, 2003 Alton-Lee (2003)found

critical literacy skills. that when |l earning was made r e
practices wergalued, and when new information was linked to
Classroom Environment student experiences student learning outcomes were improved.

New Zealand school practices and Samoan school practicSpiller (2012) states that teachers need to make sure they can
differ: for example, in Samoa children are taught to respect thsupport literacy development by going over basic literacy and
teacher, not to talk back directly to the teacher, and are told whcomprehension skills leere required. Taleni et al. (2007) found
to do Eletcher et al., 2009 contrast, New Zealand encouragest hat t eachers need to find #dc
collaboration, discussion on contemporary issues and ttc ont ext s f or Allerea al.n(2009)pundthat p . 6
development of critical literacy skills (Ministry of Education, t eacher s started to acknowl edg
2006). The Talenet al. (2007) study found that over 60% of basic Samoan and Pasifika languages in their classroom, and they
students wanted a quiet room over a noisy room at school becaifound and made culturally appropriate resour&siilarly,
it was easier to concentrate. Spilef2012) qualitative study  Spiller (2012)identified thatteachersn the studyfound that
identified the effects that the classroom environment had oPasifika students wanted their lessons to be active which included
students: researchéntiowed a group of Year 9 Pasifika students discussions, videpsand games. The studsiso found that
across a range of their classes and found that they displayeteachers need to be respected and know how to manage the
wide range of behaviours in different classroom contéxts. classroonbecause noisy classroom disrupted studeatners
limitation of the study was that it was a small sarimpteatonly (Spiller, 2012). Therefore, teachers need to beefdttive and
one school was imlved in the study. Spiller (2012) found that e x ami ne how t heir beliefs may
when Pasifika students displayed poor behaviour in theilearning (Spiller, 2012), and to enable a culturally responsive
classrooms, teachers blamed Pasifika values. Teachers in ipedagogyln these ways teachers are able to respond to Pasifika
study additionally held the view that Pasifika parents do nostd ent sé | i teracy education nee
support t he,howeverhthdsloeéndoundthaianen i n g
of the main reasons for Pasifika people migrating to New ZealanAreas for Future Research
is for their childrenés educariron «+ sor 11 er 2012)Y  Theref
assumptions about Pasifika students can be dangerous and af ~ There appears to be a lack of research on Pasifika literacy
what Pasifika studiés experience in the classroom which can€ducation in higher decile schools. Taleni et al., (2007) state that
ultimately impact upon achievement. they had difficulties finding higher decile secondsufyools with

an adequate number of Pasifika students to research. This could
: : be due to the fact that in higher decile schools (ranging from 5
Supportlng theracy Development 10) there is a significantly lower proportion of Pasifika students
Establishing homechool partnerships (Wilson etal., 2016). Across this decile rarig. out of 34 schools

Studies byAllen et al., 2009Dickie, 2010 Fletcher et al., had an average of 7% Pasifika students in total (Wilson et al.,

2010 and Spiller, 2012, identify teachers establishangl  2016). These findings appear to remain largely the same for

[
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primary and intermediate schodiggtcher et al2009 Taleni et
al., 2007).
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Abstract

Whilst there is an abundance of varied research on the benefits and drawbacks dfycoousse streaming, there is
agreementinthe i t er at ur e on t he v acbneept Thi analysisconsdidatestth® ndimgeaof i t i v |
a number of primary research papers on the effects of independent course streaming in secondary school mathematics
on st ud-eoncem. Althaghdoriclusions vary, the role of social comparison is widely accepted and the
subsequent Big Fish Little Pond Effect (BFLPE) and associated contrast and assimilation effects prove to be dominant
concepts. To what de g roereepis tiebated butkhie majaity & litepature ts in dupportod s s e
some degree of contrast e f f-eoncept is hebatively related to dhe asveragd e nt 6
achievement of their peers. In a streamed context, that puts those most at skethachieving students in all

streams.

Keywords: Streaming, Sel€oncept, Mathematics, Bigish-Little-Pond Effect, CoursBy-Course Streaming,
Social Comparison.

Journal of Initial Teacher Inquiry byniversity of Canterburyis licensed under &reative Commons Attribution 4.0
= International License

Permanent Linkhttp://hdl.handle.net/10092/14622

Introduction suggests that mathematigs a subjegtnay have stronger effects
on selfconcept.

Streamingi’ and similar practicesalso known as ability Academic selfonceptan be described as how one perceives
grouping, settingor regrouping refesto thegrouping students  his or her capabilitiesChmielewski et al., 2013Chui et al.,
based on academic achievement in an attempt to create M00g). Specifically, mathematicssefo nc e pt i s refer

homogenous grouping€iimielewski, Dumont, & Trautwein, ; 1 di vi dual @ bis obherlpresent capalsity ta soldei n
2013. Although there is an abundance of research on they given set of mathematics pro
perceived benefits and disadvantages of streadfasgesthis  Bonne & Johnston, 2016, p.)2Researchers have alluded to the
analysis is written in an effort to consolidate the effects Olimportance of clarifying carepts of academic sebncept from

streaming on student sebncept, with a particular focus 81 ;¢ of the more global saibncept or selésteemChmielewski
literaturethat isbased on research in mathematics classroomsg¢ al., 2013Marsh, 198Y.

While drawing from a range of research, conclusions ant  The research question asked is how, through social
implications will be focused on withchool, courséy-course comparison and the subsequent effects, does dmpcseirse

streaming, where students are streamed in respect to sepals 't r e a mi n g of mathematics aff e
subjects independently. seltconcepts in the subject and what are the implications for

Mathenatics is @ dominant domain in research on céwse  those practing in theeducation sector, with particular reference
course ability grouping, perhaps due to it being a more common’, New Zealand education documents.
streamed subjectréson & Hallam, 2000 In an Australian

context, Forgasz (2010)states that mathematics carries . .
authoritative performance connotations and has strong influencBeVIeW of Literature

on conceptions of achievemenhjich is similar to the arguments Even thouglpositive selfconcept in itself is desirable, studies
of Bonne and Johnston (2016and Chui et al. (208). This have also shown strong, positive links to motivation, etod
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subsequent achieventegMarsh, Trautwein, Lidkte, Kéller, & sectionsChui et al. (200&soexploreda smaller school context
Baumert, 2005valentine, DuBois, & Cooper, 20p45enerally,  in the United State$70students from one schoahd foundhat
and specificallyin mathemats, findings hold that setfoncept st udent s i mo st frequently con
can also have longer term effects on outcosaed as aspirations  students who peror m si mi I arly t o t he m
and course selectiongrgson & Hallam, 2009 This is an  (p.125).
interesting and noteworthy link to the claims that streaming ir ~ While specifically investigating frames of reference across
itself can also affect long term outcomes by locking in lowerEnglish and mathematidgem et al. (2015lso raise the notion
achieving studentbecausefuture options are likely to be t hat s athechatias seobcepta appear to correspémd
curtailed Forgasz, 2010 their actual proficiency in the subject. This was supported by
Supporters of streaming practic&ull, Ludtke, & Kdller, evidence of achievement in the form of a natidte,
2016, Preckle, Gots, & Frenzel, 201@efer to the benefits of standardised Primary School Leaving Examination (PSLE)
teachers being able to catemdividualstudent needs, while the compared to selfoncept measuredyba selfdescription
contraryargument, including that from New Zealand researchquestionnaire. They concluded that due to mathematics being a
raises tk issue of educational inequalijainby & Witte, 2014 subject with more definite solutions and evaluation standards,
Macqueen, 201 ®akes, 1985 urner, RubieDavis, & Webber,  students then rely on the tasised criterion standards as a more
2015. In reference to education in New Zealatwdthony and  accurate frame for sedfvaluation. This ian interesting factor to
Hunter (2017, p. 77)@ydvocate heavily for more flexible, cont ri bute towards the researc
heterogeneous grouping practices withet b el i e f inopposition of social comparison.
reliance on ability grouping practices are counter to equitable
pedagogical practices for (Contrastvs.Assimilation Effectdhese are p
that New Zealanddés Ministry o1t Educatlion are bpbushing for
documents such as The New Zealand CurriciMinistry of The theory on the development of academic -setficept
Education, 2007) and TUt aj refersto two mechanisms which affébe result of socigly =~ 2
They discuss the confusion and conflict that is created when oth€.© Mp ar i son wi t hi n ' costasb and r a me
Ministry of Education iniiatives such asthe Numeracy @sSimilation effectsMarsh, Chessor, Craven, & Roche, 7995
Development Project (NDP) openly support the use of ab"mThecontrast effeatefers to a student comparing and contrasting
grouping (Ministry of Education, 2008). their own achievement with that of their groupings average. If
conforming to a contrast effect, the student will have a lower self

- : concept when those around them have a higher achievement
Social Comparlson and Frames of average, and the sarstudent, a high setfoncept when the
Reference group average achievement is lowehifielewski et al., 2033
On the other hand, where upward comparisons make a student
feel confident and positive about theivn abilities and therefore
improve their seltoncept, it isthe assimilation effecat play
(Chmielewski et al., 2013Chui et al., 2008 Therefore the
@ssimilation effect rcermeptsts |
being positively affected bec

; ; : flected gloryo of the membel
measures of whole school academic achieverktamsh, 1987 retr ) . .
Marsh & Parker, 13§. It is now largely agreed that the frame of (Chm|elewsk| . aI.., 2(_)13)' 923' Thgre s less can|stent
reference taken most into consideration by students is the mcSY idence fo_r the so_hdanty of assimilation e_ffect, particularly as
prominent one, in this case being those in their immediate cla:!he only evidence in reference to streaming refers to upward

or stream environmentréson & Hallam, 2009Liem et al assimilation, that is, comparison with higlaehieving studest

2013 Liem et al., 2015 In their studies, Liem and colleagues raising on econteptasdesdibethabove. s e | f

discuss and investigate whatknown as théocal dominance By way of an international comparison of Programme for

. . I . i i i
effectwhich theorises that, even if it is less representative, peop_l_nternanonal Student Assessment (PISA) da—% |elewsk|.et i
.(2013)o0 bser ved t hat-byftaurseutrdckingt s i r

tend to base se#fvaluations on the most local frame availablei(—3 ) X .
(Zell & Alicke, 2010. However, this was only somewhat have the highest level of exposure to students in other &acks
supportedbe ca;us e Zell and AIi'ckeoncIud ed that stream and are thus constantly reminded of the relative status of their

average achievement was the most salient frame, when clat.f ac ko. They then concluded f

average achievement should have been the most accurSreamed in {8 way assimiation effects outweigh that of

predictor if strictly following the effect of local dominantem contr:ast, qnd Ssédents n hlgdhehr ma'FhTmatms stream;s had h'ﬁher
and coll eaguesd r es eeacausghor w gMmathematics seoncepts and those In lower streams, lower se

to their study, support for the local dominance effect was |arge|_c;oncepts (pg. 932)resonand Hallam (2009)eached similar

based on laboratory evidence with a lack of application t(g:onclusionsin their study conducted across 23 secondary

naturalistic school contextsiem et al., 2013 iem et al., 201b SCEOOIS, in | Englandi( ‘fi, samptl.aat IvI::/as nf)t, includzed in
The generalisability of their findings is discussed in foIIowingC mi el ews k| intamatonal compassor{ 201 3)

Researchers agr ee t-toaceptisa
shaped by social comparis@hfnielewski et al., 201&hui et
al., 2008 Ireson & Hallam, 2009 Liem, Marsh, Martin,
Mclnerney, & Yeung, 20%13iem, Mclnerney, & Yeung, 20)5
The relative frame of reference used in the research of stud
selfconcept is varied, with older studies primarily using
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In comparison, some literature argues and agrees that, wh|_jmitations
controlling for achievement, the influence of contrast effect

outweighs that of assimilation, resulting in what is knewbig The use of standardised, enfe testing appears to be a
fishHlittle-pondeffect (BFLPEYMarsh, 198, This is defineds favoura}ble measure of studeathievement in 'stu.d|es of
fequal |y able st ud e ronseptshia vSireamng and setfoncept. For exampléhe Organisation for
high-ability schools than in lowability schools (Marsh, 1987, p  Economic Cooperation and Development (OEG®)eloped
290) PISA mathematics assessmedhrhielewski et al., 20)3the

Maryland School Assessment (MS&h(ui et al., 2008 GCSE
. . . examinations|feson & Hallam, 200Pand PSLE L(iem et al.,
Blg Fish Little Pond Effect 2013; Liem et al., 20%), many of which were setéportedAs |
From their sample of Singaporean students, at a levehavealreadynotedthis has thepotentialto allow researchers
equivalent to intermediatschoolin New Zealand, Liem and access to a directly comparable measure across their daumple,
colleagues found evidence of the BFLREerh et al., 203; using measuresuchas highstake national examinatiqreuld
Liem et al., 20%). Their data showed that students in higheri nf | uence a studentbés associat
mathematics streams did not show more favourable mathematiand selfconcept. Other researchers have attempted to broaden
selfconcepts in relation to their peers in lower streams. In theitheir use of achievement indicators by using measures such as
2013 study, findings indicated that students in the higher streaselfreportedGrade Point AverageGPA) (Marsh, 198y or a
had lower mathematics setbncepts than those in the lower Cognitive Abilities Test in correlation with teackassigned
stream, providing evidence towards a dominating contrast.eff school mathentigs gradesRreckle & Brdill, 201D

The entirety of their sample 461 Grade 7 9 studentgéage 12 Another recurring reservation raised by multiple researchers
14), were from nine Singaporean schools which reduces thbut as yet not addressésithe complexity of reference groups
generalisability of their study. Howevdrecauseall schools studers use. Such reference group

followed the same national streaming and assessment polickc o mp |l ex d t han t Itlasspeerstoastead s i m
theyhad uniform, comparable measures across every school aachievementGhmielewskiet al, 2013 p. 950. Examples raised

stream, which reduced the effect of confounding variables. Thare other peer groupsarent influence, previous achievement,
education environment in which these studies took place could lteacher influengeand variance in teaching practice between
described as competitive with emphasis placed on acadenstreamsChui, et al., 2008.iem et &, 2013; Liem et al., 20%).

successliemet al, 2015. Although Marsh (1987, p. 804)sed achievement measures of
As well as findings about frames of social compariSioy the whole school to measure against studentaetfept, he
et al. (2008)contribute interesting conclusions towaritie recognisdt hat i n a high school set

academidliscussion orselfconceptAlthoughthey found that  broader perspective from which to evaluate their own academic
higher stream students had highersetfcepts than their lower a b i I motjugtdheir immediate damates. He suggested that
stream counterparts, which aligns with a dominant assimilatiothis would result in a smaller BFLPE but also that it would

effect, after controlling for grades, stream placement no longeaccount for the variance in research results, ifiit®mbination

af f ect ed -corcaptd about theid mathemhtits ability. with studies taking place in a multitude of different countries with
That is, they suggested t h different streaming policies apacticescould further accoune nt 6 s
the influencing factor on setbncept as opposed to the stream infor variations in research. It is through efforts such as controlling
which they were placed subsequently. With this saddsitigle  for gradesasdiscussed earligihat researchers are attempting to
American school in which this study took place consistentlycontrol these extraneous variablgdii et al., 2008Preckle &
performed highly in mathematics which suggests for this samplBriill, 2010.

grades were a significant factor in sglhcept. Although also not It appears there is a balance for researchers to manipulate
highly generalisable, this study brings forth valuaibiiere  between sample size, common achievement measnds
research questions in terms of controlling for grades. uniform grouping practicesvhen constructing samples and

In contrast with the theories of contrast and assimilation, afttmethodology. From this information, future research should
finding that students tend to compare themselves with thosinclude those whose aims are to broaden their achievement
doing better than ther@hui et al. (20083uggested students do indications, strive to use actual grades obtained from official
not submit to either of these effects as a form of sociarecords, and investigate how other potefaitbrs(for example
comparison. A key conclusion they deduced from their studyteacher interaction or labellingpteract with social comparison
which included directionality of studelsbmparison, is that and the sel€oncept of students in different streams.
becausacrossstream comparisomserare, this should alleviate
researchersé concerns that Implicationst ream students have | o\
concepts because they are comparing themselves to higher )
stream student&hui et al. (20083tand by it being other factors Between 2003 and 201e seliconcepts (selbeliefs) for

that account for thisuchasgrades, teacher practiead labels. mathematics of5-yearold NewZealandersleclined(Ministry
of Education, 2015)The OECD, an organisation that New

Zeal and i s part of , mai nt ain
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maintenance of positive academic-selficepts is one of the key ability groupihg practices, sample locations or other confounding

objectives of educat DQI3 as csvariables, the concepts of BFLPE aell ascontrast and
cited inLiem et al., 2015, p. 104This illustrates a potential assimilation effects are dominafithere isagreenent in the

slippage between objective and outcome. Those in support literature that academic seffoncept is shaped through social
BFLPE can conclude that those most at risk are the luevats ~ comparison, but to whatxtent and the outcomes of such is
in all streamsl{em et al., 201p debated. A common finding amongst the research evaluated in

There is agreement amongst researchers that there is a nithis paper was evidenaad extentdB FL PE. Tha't

i s

for teachers to downplay the undertaking of social comparisoacademic selfoncept is negatively related to the average

amongst students in the dasom Chmielewski et al., 2013  achievement of their peers. Howeweerall, students in higher

Liem et al., 2018 Even if students are constantly reminded of mathematics ability streams perhaps show higher academic self
their ability grouping, educators in matheigcgtan endeavourto concepts due to there being some accuracy and correlation
promote positive academic seincepts by focusing on between said setfoncept and their proficiency in the subject. It

criterionbased assessment, putting less emphasis on competitiis suggested that in order to fostelitpesacademic selfoncept,

and developing a supportive classroom environment thet eacher s 6 practice shoul d
appreciates the unique strengths of each individual. frsthdly ~ competition by appreciating the unique strengths of each

based in New Zealand classroodsthonyandHunter (2017)  individual student and their capability to learn.
compiled the statements of 102 primary mathematics support

teachers and suggested that it is through rakéity classesthat  References

students can be allowed to listen to and support each other,

valuing individual strengths.

Boaler (2013)connects the concept of ability grouping to New Zealand Journal of Education Studies, (132 7392.
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Exploring Unequal Power Relationswithin Schools The
Authenticity of the Student Voice

) Sharnae Ladkin
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Abstract

The literature examined within this review criticises the validity of the current student voice work and initiatives
occurring within schools. The authenticity of student voice comes into question as the various unequal power relations
within school enviraments leaves students inferior to teachers and school leaders. This creates a significant
implication for minority studentdjecausehey are unable to analysatically the current school environments. In

order for schools to become a more supportiviking environment, teachers and school leaders need to release the
power they currently hold and be open to a new pedagogical structure developed by a variety of students.
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Introduction ;chool and curriculum leaders, thus. try to avoid fully
. ) implerrenting these Bourke & Loveridge, 2016 The

The New ZealancCurriculum aims to ensure all school misalignment of student voigembined wittprehistoric school
students become ~hconnect esyyctures, creates an imbalance in power between studertsfafdl ©
| ‘e ar, mvigorageoempwered by their peers and teachers school leaders at various levalshich constraiis the extent of
(Ministry of Education, 2007, p. 37). Student voice projects antsgdents becoming actively involved and connedetsison,
initiatives within school educational reforms have been tipped &p01 7).
a successful way to improve all studésehooling experiences, — The current literature and research on the containment of the
particularly those whorstggle to connect with the current system effectiveness of student voice due to power imbalances appears
(Mitra, 2004. Many schools, particularly within New Zealand, to be limited within the New Zealand contdsdr this reasqrthis
have developedpportunities, such as student councils, to createcyitical literature review will focus on a mier of case studies
opportunitiesfor students to incorporate their viewSdurke &  yndertaken in various contexts throughout the United Kingdom,
Loveridge, 201 These opportunitieemphasise the importance s well as a single case study in New Zealand. These case studies
of engaging students in school decisions to help improve thare particularly important when addressing the limitations felt by
educational outcomes and aekiment of all studentd.¢dge, many minority students within the New aand education
2005. Typically, student voice projects actively involve studentssystem Bishop, 200§ particularly when addressing the cultural
in the facilitation and management of the educational systenmismatch in achievement currently observed within New
where their views and conflicts areg equal weightith those  zealand schoolsNusche, Lauveault, MacBeath & Santiago,
of leaders within the schooR@binson, 201)1 Numerous 2019, Throughexplicit revision othese case studies, this review
educational inquiry tasks within New Zealand incorporate Somji| examine a number of ways that school teachers and leaders
shape or form of student voice within thend{EationReview  exercise their power, both implicitly and explicitly, to ensure
Office, 2014); however, itis difficult to find schools that explicitly sy, dents renim inferior education participan{Sellman, 200p
restructwe school policies, praqticeand assessments due to the Thjs paperfocuseson the various types of power currently
empowerment of student voice. Furthermore, many teachegisplayed within schools, why student voice is not accurately

understand the importance of student voice, yet @il  acknowledging all studesitand how student voice can become
successfully enable students to voice their opinions within thinore effective.

teaching and learning process. Teachers often feel that student
voice projects and initiatives contend with the expectations of
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What is Power? Design Processes That Silence Students

The word power is often The complex processes within schools typically makel iti t y
influence anot her | ess do midifficulforteachers to recognise how their decisions and choices b e
and values (VI] kov§8, Mar eg createadominantilturethatcanimplicitly and explicitly slemce t h i n

curtent educational context represents the struggle betweestudent§voices Robinson & Taylor, 2013 Furthermore, it is
unequally positioned individuals, which renders one individual a:often difficult for many teachers to understand the procedures
powerful and the other as powerlesieléon, 201y Sellman  required to activelinclude student perspectives that will initiate
(2009) describes this relationship in terms of a transactionaeffective changesSellman, 2009 Teachers are typically
process, whereby teachers are in control of curriculum links anunaware of the numerous oppressive micoresses that
teaching styles, and students are oppressed receivers of selestudents experiencehen voicing thér opinion Robinson &
information. Because of this power continuously operates Taylor, 2013. Many of the participating teachers in the research
through differing forms of pedagogy that regulate and controasked for volunteers, whereby students are granted the choice
studentsd freedom and Nelbon,i cwhether thewill participate or notNelson, 2017Robinsorg e s (
2017. Furthermore, the petitiveness of this transactional 2017 Sellman, 200P On the surface, a volunteer system seems
process throughout st udent sfreeofanystudentbiasesand appears to encourage all stadens® a
of silenced ( FRabiesbne20l)] henming , participate. This system displays a hidden unequal power,
that students often refrain fronuegtioning or rebelling against whereby students who fit the culture, which the school enforces
the norm. Power within education is therefore continuously reupon them, are significantly more likely to volunté®n are
made through education processes and relationships to ensiothers(Robinson, 2011 The academic nature of these projects
that the rituals of school environment remain stalielsbn,  further implies to students with social, emotipnabehavioural
2017). difficulties that they will not be successful in helping the school.
Unequal power relationships within educational institutionsFurthermore, many teachers emphasise the academic nature of
are likely tohave anmpactonstudent voices in numerous ways. student voice initiatives by selecting students who are seen as
These relationships reduce the honesty of student opinions acapable and engaged, implying to other studleaitshey are not
feelings, as students say what thi@gk teachers want to hear, academically smart enough to produce effective change to the
rather than what they instinctively fe@dbinson & Taylor, school environmentRobinson & Taylor, 2013 Therefore,
2013; meaning that schools are not hearing the true opinions arvolunteer and teacher selection creates a skew within thef data
needs of students. In all cases examinithin this study, the  student voice initiatives, whereby the results obtained continually
education leaders, teachersd staff were committed to ensuring favour the dominant culture of teacher superiority already present
students could voice their opinion in an effective manner withirwithin the schools3ellman, 2009
the school environment. However, as examined in this review,  Students who volunteeor who are selectedo voice their
appears that educational institutiemeerted their power, both concerns or ideas about school policies and practices are often
visibly and invisibly, by determining the nature, implementation asked to do so in a room that already holds some sort of hidden
and outcomes of projects.is, thereforejmportant to consider power.The nediberal naturealready displayed within schools,

t he i mplications of t e a ¢ h makes it difficult for fudents to question the ideologies, beliefs ¢ h o i
especially with a particular focus ohetimpact this has on and norms Robinson & Taylor, 2013 Robinson (2011)
studentsdéd freedom. discussed the difficulties of accurately egigg students in these
initiatives due to the prior history of unequal power relations and
Authoritarian Power silencing within school classrooms and staffrooms. The rooms

chosentypically encourage a transactional process, which

The institutionalised roles developed within society andgpgyres the teacher is the most powerful iddl in the room
educational practices often causes an asymmetrical relationsr(Se"man 200p The selection of these rooms by teachers and
between many school leaders, teachers and studéints, ( school leaders ensures that students only question those ideas that
2008. Robinson and Taylor (2018ygue that the pHeistoric  they know teachers will approve dfdlson, 201Y. This implicit
norms of teachers, whereby teachers were held accountable regylation by adults within school environments to actively
student sd | powerimbalange betweensstliderss requlate social interactions between more powerful students
an_d teach_ers. T_his potentially causes students to perceive studengyres that these students resist questioning the unataesy
voice projects in a way that does not actively allow them torms and beliefs of the school, and adhere to the school culture
selectively address the norms and practices that may be impactianforced upon thenRpbinson, 2011 This, therefore, makes it
on their ability to progresand achieve. Instead, students tend togfficut for students to develop a connection with the sctabl

address minor issues, as they trust that teachers are doing their engples them to create a democratic working environment, that
and are selecting the best options with regards to the Majensyres all students are empowered.

pedagogical issuesR@binson, 2017). Therefore, numerous
student voice projects whereby students selected the topic | 4: : T
focus on, critiqued something that was irrelevant to pedagogy arldlosyncratlc Power and Mlsahgnment of
assessment . Thi s negativelvalueSmpacts studentso ability
successfully address and implement chartgeswill identify
and contest the current teacher superiority in schools.

The pressure placed on studgnt® participate within these
projects often reinforces the idea that they must fulfil this
opportunity to a predisposed levebpinson, 201)1 This is often
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influenced by many teachers and school leaders showinteachers, often felteachers peraged the students to be
disagreement about thdfeet that these projects can have dissatisfied, further disempovirg their ideagSellman, 200p
(Morgan, 201}. Although some of the research examined did noFurthermore, these projects are rarely granted with importance,

|l ook at teachers and | ead e rthusthere is typically long gaps betweemshi meetings andt h a t
that many teachers questionecviee of such projects, making student presentations, resulting in a loss of interest from students
it difficult to include students in a more authentic waglnan,  involved. Thus, the current nature of schools to prioritise
2009. This preconception may never be communicatedtotht eacher sé i deas above student
studentshowever due to previous authtarian styles within  students to stand up and display behavioutslthaot conform
schools, students are likely to feel disempowered when giveto the culture of the school. Instead, students who have previously
these opportunitied his desultory commitment by all teachers queried the ideas, conceptd behaviours of schools, are
with relation to student voice projects, encourages thdypically classed as students with behavioural issues who are
idiosyncratic nature of power to exididlson, 201y The  actively silencedRobinson & Taylor, 2013

idiosyncratic nature of power emphasises to students that the  Furthermore, students who present their findings to an
should not hold any views about curriculum values, and insteaaudience and are granted the opportunity to change school norms,
conform to the pedagogy of the classroom teacher. This @eateare quickly informed that changes are only tempoRwhiison,
difficult situation for many students, who are often unaware of thi2011). Thus, students are further oppressed by student voice
nature of these projects, especially because teachers typically initiatives to ensure that teachers and school leaders are viewed as
not address this. Within the research examined, no teachethe dominant figures who make the permanent changes observed
explicitly identified the nature of the project to studdéNelson,  in the school. This ensures students remain spscteltie

2017 Robinson, 2011 Robinson & Taylor, 2013Sellman,  teachers are empowered to sustain their cimé@déng role

2009. Nor did they identify the ability for students teeseamine  within the school environmeriR¢binson & Taylor, 200)3For

the processes of pedagogy they currently experience withithis reasopaltholgh the nature of these student projects was to
schoolsThis failure to address teachers as learners and tstudelincreas¢hestudent voices and enable all students to connect with
as facilitators of school improvement, makes it difficult to identify school culture and curriculurstudents werastead limitel by

the success with which student voice projects may have ontlt eacher sé and school | eadersé
positive shift towards a democratic school environmiéakson,
2019 Power imbalance- the StudentVoice?

Students perceived impairment to fully grasp the concept o o )
these initiatives, is often evident in their inability to focus their ~ The current reform within the education system to engage
attention on meaningful discussions that question classroom aStudents in the facilitation of school system appears to have
school spacedelson, 201¥ When students genuinely wanted reached a stalemate, as teachers and school Ieade_rs often fear that
to articulate an idea they felt needed addressing, they ofteStudentsuill harm school moraleSeliman, 200p Theliterature
struggled to conceptualise the idea in a purposeful manner tl«has_, _h|g_h||ghted _several key points about current issues within the
encouraged discussioBellman, 2009 Furthermore, teachers facilitation and implementation of student voice projetts.
and researchers failed to help guide students to explicitly examirimplement a successful democratic environment, teachers need
their thoughts, feelingand emotions with their peers. Instead, {0 review their application of group work, to ensure that students
guiding questions often reinforced pedagogical and istial ~ Puild  supportive relationships  with their peers to allow
power relations previously developed, whereby students listenecomprehensive discussion to be developitéck, 2012
to the adult and replied with the expected ansRebison &  1€achersisoneed to wik with studentsn an explicit wayto
Taylor, 2013. This ensured discussions were based around ideiécognise the dominant school culture currently at play, and the
the teachers expected students could address, rather than thways they can dismantle this through supportive engagement
that involved higheorder thinking Robinson, 201)1 Teachers ~ (Robinson & Taylor, 2013 Thus, tocreate successful student
typically usel scaffolding to constrain the ideas and discussion<€ouncils, teachers need to acknowledge stuipotser, and

studentsproduce to ensure students reredithe inferior ~ Now they can use this to break down the current complex
participants within the education system. interactions. Furthermore, schools need to be willing to recognise

all students as equals, and try to developestud s 6 i dent i
L : help break these power imbalandesthis way students who

EXpIICIt Barriers previously have been disengaged by the school culture and

The activities involved to address student conflicts withincurriculum are empowered to give feedback to ensure they are
classroom pedagogy and school practices often fail to progrechallengedcritically, within a positive learning envinment
further than the peeactivities schools provideMitra, 2009. (Sellman, 200p The ability for schools to allow students to
When students willingly engage to revieva critical mannethe  challenge the unequal power relations through student
normalisation of unequal power relations currently occurringempowerment will improve teackeupil relationships,and
they often feel further disnpowered by the explicit silencing of through thisleaning becomes a way of negotiating and working
adults within the schooRobinson, 201)1 Students are often together, rather than facilitating transfer of knowledge
eager to present their ideas and findings to school peers, Jlead¢((Robinson & Taylor, 2003 The key therefore,to schools
and teachers to ensure thatosth become a more inclusive developing an effective democratinve@onment, begins with
environmenthoweverstudents amarelygranted the opportunity  teachers releasing some of their own power to help empower their
to present these findings in a meaningful way. Typically, studenistudents and build effective working relationshi@skinson,
who are given this opportunity to present their issues witr2017).
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: Emotional and behavioural difficulties, 14(1), -38.
Conclusion doi:10.1080/13632750802655687
The current educational reform within New ZealandV! ! kov§, K., Mareg, J., & Jegek, S.

. . . use scale to lower secondary students and student teachers.
recognises the importancetbé student voice and engagement b agogicka orientace, ), 798821

with regards to school practices, policesd assessmenihis
literature review, along with the research examined, has
recognised the curreanequal power issues within schools that
are affecting the success of student voice projects. Although
schools6 intentions are generally positive, it appears
prehistoric nature of education within the western world is
affecting studenésabiliies to negotiate antb discuss their
concerns, feelingsand ideas about the school environment
(Robinson, 201)1 Further research about how school leaders and
teachers can break down these barrietgdhprovide researchers

and educators with practical methods on how to ensure students
experience a positive learning environment. Student voice
research needs to speak more explicitly with students about how
they feel about the miciarocesses at plays #here is currently

still a large amount of presumption within this research about

how students truly feel.
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Student Voice and Agency into Teaching Practice
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Abstract

An increasing interest in the restructuring of teacher and studentwilethe aim of strengthening engageméas

influenced a focus on student agency in education research. Student voice involves learners and teachers sharing a
narrative and working in partnership with one another to increase learning outcomes and indLedkiSather,

2014). Becausehis concept is relatively new, student voice is often perceived and implemented in a variety of differing
ways. This literature review examines the current use and perspdcsivelent voice in educatianddraws on a

range of studies to investigate how the roles within student voice are understood, and the impact these have on effective
teaching practice. In addition, the constraints brought forth by the multiple perspfeativésvithin student voice are

identified. Further recommendations for research include a focus on how these roles can be supported to best enable
student agency, with the aim of producing positive learning experiences.

Keywords: Learner, Teacher Roleu@ent Voice, Agency, Teaching PractiEagagement, Learning

Journal of Initial Teacher Inquiry byniversity of Canterburyis licensed under &reative Commons Attribution 4.0
e~ International License

Permanent Linkhttp://hdl.handle.net/10092/14638

Introduction scho_oling_to improve learning outcomes and creat_e inclusive
) ) relationships CookSather, 2014 Through the collection and
The development of a new curriculum in Aotearoa Newinclusionofs t u dperspecivéand ideas, teachers, reseaychers
21% century learning has influenced what G&aither 2006 students rake sense of learning and develop capacities to
2014 describs as afcultural shifo that repositions students as nfiuence improvement. Althoughas CookSather (2014)
partners in educational practitiisconcept redefirthe power highlights recent research offers contested avaied
refations found within educatiorand now there isan  ynderstandigs of thedefinition and enactment of student voice
understanding that studederspectives in learning should be jy practice and policy. This critical review therefore, focuses on

valued and tilised to inform the improvement of teaching and now current literature understands the roles within student voice.
learning practices, rather than viewing students as passive

recipients. A fundamental characteristic of this shift is studen

voice and agencyérguson, Henreddy & Draxton, 201This The Role d Teachers

recognises thakarners havethe ability to shape and make An increasing number of teachers and researchers are
decisions regarding their education in ways that adults cannacknowledging the benefits of consulting learners in educational
anticipate itra, 2003). The research indicates that liberaldecisions. Robinson and Taylor (2007jound that the
democratic countriesncluding the United States of America acknowledgement of studeatspartners in learning has adapted
(USA), the United Kingdom (UK), Australiand AotearoaNew t eac hi ng practice to better
Zealand, have become world leaders in student voice initiativeachievement. This shift in teaching practice and pedagogy has
(Sargeant, 2034 As a result, this literature review draws on changedheteacher role from leader of learning, to facilitator of
research from these countiiEauseach has recently focussed learning, where they are abdeidentify initiatives that enabtae

on adapting education policy and culture to better support thstudent voice.

restructuring of teacheand learner roles. Student voice is Mitra and @Bsearch fouhg thal wheh G&ners
typically enacted in research and practice through the invitatiowere provided with the capacities to engage their voice and make
of learnerdo share their opinions, experien@® knowledge of  decisions about thdearning, motivatiorand engagement grew.
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While their first case concentrates on discussing conditions thincreasing studesteacher partnerships. The findingsealed

either created or diminished feelings of belonging, the seconthatU k o (legraersyalued the opportunity to listen to and teach

case emphasises initiatives where learners could collaborate wone another, and have the teachers research practices that best
adults to addresproblems. The students discussed that teachesuited their learning needs. Implications were noticeably positive,
needed to focus on trust and collaboration to ensure learning was several inquiries associated changes inrstinterpretation

relevant and interpretable, and this promoted the creation @nd understanding to the increased partnerships. This in turn
youthradult partnerships at the school. Students respondei nf | uenced the teacherdés appre
positively to this daptation, and although they noticed that avoice practiceslfavison et al., 20)6Interestingly, the ags of
conservative teacher took longer to become comfortable with trimprovement identified by teachers responded to the unease

idea, students recogni sed tothershad feltaround the loss of power and authority, whictfiheso r e
with uséShe |l ets us voi ce cbeenalimitingfactorinpreviousresearehnd it 6s not
word and Mitrd and &soss, 12008, p.F32This Similarly, a small scale qualitative study in the UK sought to

highlighted that when teachers aim to enable egalitariadiscover how stient voice could suppottie construction of
partnerships, learners felt comfortable participating and enjoyepreservicdeacher identity after recognising student agency as a
the sense of agency the evolution ofdshiteacher roles key practice irthe formation oteacher identityKidd, 2012.
brought. This ascertains that teaching philosophies should be centred

Similarly, an earlier study by Mitra (2003), found that around listening to learners. The research established that to
increasing student voice through the sharing of teacher rolpromote speakingvith rather tharfor learners, reflective and
benefited learning and improvéldet e ac her 6 s a kreflexive practices are required. The findings indicate that
student needs. In this research, the focus vemin on teacling philosophies should be framed around learning to listen
partnership, with Mitra (2003) undertaking a quantitative study oto promote authentic partnerships, and in addition to previous
a high school in the USAne hundredtudents participated in literature, that being reflective allows teachers to conceptualise
semistructured interviews and observatiamglthe data wre  betterand respond to what students say. The role of the teacher
used to build a framework towards further empowerindestt ~ here is not only creating a shared narrative, but taking time to
voice. Thestudentsletailed a desire to actively use their voice reflect on the effectiveness of student voice efforts with the aim
and have greater control over their learning. This feedback weof modelling best practice and using research to guide this
used to develop a twamronged strategypne that wassplit process.Although Kidd (2012) acknowledges the anxieties
between teacher focused activities and student focusetiegctivi teachers have in locating voice in educational contexts that differ
Here, students and teachers had the chance to lead learnincfrom their own, in applying the reflective lens these concerns
different times. The findings suggest that changing the structuibecame manageablhe size and singular context of the study
of teaching to encourage and support agdretier can be  may limit thevalidity of these findings.
achieved through the communication and analysis of student
feedback and providing th(_a opportunity to learn from one The Role of Students
another. This data further implies that a shared approach 1 _ o _
leadership is beneficial for creating democratic classrooms The emphasis on collaboration in student voice research
which better supports both parties (Mitra, 2003). This reinforceSignifies thatU k o may@ a role as equal partnekithough
the idea of tezhers as partners and facilitators of learning.t€achers may still be required to introduce and scaffold these
Although this case is careful in selecting a diverse range orélationships, studereso have a responsibility to participate.
student participants, increasing the sample size for great !N existing literature restructuring roles has solely been placed
empirical evidence could strengthen the connections between teachers{dd, 2012 Mitra, 2003), as itis often perceived that
role sharing and improveearning outcomes. students are unfaliar or uncomfortable working alongside

An approach that shifts away from this sharing role, is theadults. In contrast to thBectorAranda and RaidéRoth (2015)
change in teacher training and professional development. Thisconsider the role of students as active and honest contributors
a response to thélew Zealand curriculum (Ministry of ~ Working beside adults. TH8SA study, described as having an
Education, 2007) and links to the corresponding chaimges @action research stance, used qualitative methodologies to uncover
education practice. Instead of focusing on researchers work NOw students exercise their agency and voice in an online
determine how student voice can be utilisheljiterature also ~ Simulation based environment. The research had a focus on
implies that teachers should be working towards activatindntentional involvement, considering how stats demonstrated
student voice. The focus @avison, Sinnema, Taylor and and responded to their roles as honest participants. The study was
Mi t ¢ h el tegearch was @ Helejmine how student voiceParticularly interestingoecauseit used the computer based
could be included through contemporary teaching practices iactivity o allow anonymity when gathering and sharing student
New ZealandThe study found teaching as inquiry, exit passesVoice: This was found to be especially effedtreniddle school
inclusive class discussionndh surveys as practices that Studentsdiscovering their role, with students commenting on .
successfully increased student voice. The detacollectedin t heir ability to fAexprRecos thei
two secondary schools and teachers who participated were pAranda and RaidéRoth, 2015, p. 260without fearing tedwer
of professional learning groups within their schools. The focus crésentment. Thisuggestthat the student role is not only to be in
the learning groups was uncovemhstudent voice inquiries Partnership with teachers, but in addition, to be authentic, which
could be used to improve learmning outcomes. The inquinin this case was best modelled through anonymous feedback. The
concluded that to improve comprehension and work qualitynegotiation of authentic tasks and contexts of theilation
teachers needed to modify their classroom practice towarcfound thatstudentsfelt they had the capacity to think, zmtd
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speak as constructive partners, redefining the student roles as ttmaking, and thus, easily incorporate student agdeyause
participated in promoting change. The researchevgever, do  both of these studies include a singular country, the conclusions
suggest that the success may be limited bybiliy éor children  remainrelevant onlyto their specific context. It may be difficult

to roleplay and anonymously deliver feedback. This implies thato connect these findindsecausehe educational system and
learners were not actively changing their roles, and as a restpolicy in these countries are different. As a result, further research
further research into similar initiatives is required to overcomeinto a variety of frameworks is required to strengthen these
this restriction. conclusions.

This idea is suppat by Ferguson et al., (2011Their This theory is reinforced bBourke and Loveridgé2016)
mixedmethods study interviewed 38 students within the USAwhose explorative mixechethod research, including seven
andfocused on how students perceived their environment anschools and 49 students in New Zealamttovered that a
how this information could be used togrove teacher practice. school 6s role is also to embra
A correlation was found betweetudentsbeing motivated to  student voice. The results emphasised that innovative or modern
share responsible and authentic feedback and feedforwatlearning environments providétlk o mith greater choice and
especially those who wetisought to béhaving a difficult time  diversity. The teachers did comment on tensions associated with
with learning becoming more successful. Temchers in this  curriculum and community constraints, but when supported by
study commented that the data from learnersusefulbecause  the schooal itself, could influence student agency. This correlated
it was inclusive and honeBerguson et al., (201dpncluded that  to asignificant improvement in intended student outcomes and
students being motivated to provide feedbauteased the achievementBourke and Loveridge, 20L&\thoughthis study
efficiency and use of student voice. Although the sample size aris recent and recognises the growing interest and use of
acknowledgment of the positive benefits of student voiceofor  innovative learning /ironments, again the sample size and
calleddifficult studentsre valid, the context and purpose of the singular context requires expansion. These studies highlight that
interview was not explained by researcheigs Theant students the role of schools is to respond to innovative practices, and
continued to be recipients of teacher directed chaligea  implement structures that enable teachers and students to benefit
consequere additional research is needed into how providingfrom role restructure.
learners with context can improve student voice outcomes.

Limitations of Student VVoice

The Role of the School The literature reviewed highlights a key limitation within the

In this critique, it is possiblto see that schools as institutions, definition and interpretation of student voice work. C8alther
are powerful players in enabling or constraining student agenc(2006 2014 has produced two lengthy analyses of leading
becauseahey can hold teachers and students to account. Firesearch to consider how student voice can be best collected and
student voice to be enacted in education, the school has a dutyadapted into teaching practice. The inquiry found that the
respond to the evolutiorf @1 century learning and be flexible majority of existiry research only examines verbal voice, thus
in constructing themselves in ways that can support student voilimiting inclusivity and not revealing the authentic perspective of

initiatives CookSather, 2014 all learners
Three qualitative studies frolkew Zealandand Finland The 2006 CookSather study considers the premises of

identify that the role of the schools is to create and craft optimeexistingstudent voice work, and concluded that research attempts
learning environments to enable student voice pracBoeske  to find a monolithic student voice, instead of legitimising each
and Loveridge, 2016Robinson and Taylor, 200Bahlberg, st udent 6 s per spemadblenviethat siudy ov er
2007. Schools are asked to produce these environments to creCookSather clarify the shared and diverse range of
a climate where learners feel comfortable voicing theircommitments assoo@t with student voice, and constructed a
perspectives, and consequently, teachers can use this informatframework that requires consideration into the quality of voice
to positively adapt practice. The school environment thacollection. This suggests understanding voice in terms of bodily
supported student voicelo bi ns on an dstudlya y presence and text, as opposed to exclusively verbal explanations.
had heighteneduse of interactive teaching, discussiamd  The practices ideffittd to achieve this range from interviewing,
investigation alongside more opportunitiestiok o toglay a  focus groupsand anonymous survetgsoral, written and visual
role in and use digital technologies. These structures bring foriresponses. This diversification of student voice incorporates
the idea that schools need to provide physical spaces to activimultiple methods of collection and uses of student agency, and
student voiceThe data imgl that a school structure that works answers to the comgptities of individual subjectivities that had
to assist student agency practices offers support for teachersnot yet been considered in resear@uokSather (2006)
research and adapt. It was found that these influence increasiniconclude that subsequent research needs to focus on diverse
positive learning outcomes for students. This study is influentiaparticipation as the basis ofuthentic student voice
becauseit is contextually bound to New Zealand and discusseimplementation, and to consider multiple methods of collection.
the wider issues of power, equignd culture that are often This idea is supported b8immons, Grahamand Thomas
suppressed. (2015),who askedstudentsto imagine draw,and discuss their
Furthermore, a finding fromSa h 1 b e r g étgly (ideas. Tkirstudy found a correlation with multiple methods and
suggests that government and education sectors should pleéauthentic perspectives, revealing that it is most effective to collect
emphasis on increasing s c h studentvoicethrougha variety ofapproachasn d cr eat i vi
research states that in doing so, schools are provided with tt  CookSathed snore recent study2014 investigated the
capacity to create policies that encourage creative decisictrajectory of student voice in current educational research. In
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response to the previous analy§lspkSather (2014gxplain Kidd, W. (2012). Relational agency and {sevice trainee teachers: using
that researchers have begun to incorporate student voice, not to Student voice to frae teacher education pedagoljanagement in

; : Education, 263), 120 129.d0i:10.1177/0892020612445684
support the".OWH Claer.]S,. but t(? create spacettfmie_nts;o make _ Ministry of Education. (2007)The New Zealand Curriculurivellington,
claims of their own. This is achieved through the implementation  New zealand: Author.
of various anddss traditional methods of collection, suggested irMitra, D. (2003). Student voice in schoaform: Reframing student
earlier work QookSather 20% Although student voice has teacher relationshipMcGill Journal of Education, 32), 289304.

. - - - L Mitra, D., & Gross S. J. (2009). Increasing student voice in high school
become mcreasmgly inclusiv@ook Sather (2014)Igh||ght that reform building partnerships, improving outcomedsducational

further limitations surrounding the understanding of terminology ~ Management Administratiorand Leadership, &), 522543.

have arisen. The review found that a singular definition of student  doi:10.1177/1741143209334577 ) _
voice does not exist, and thus, teachers ancrcases continue ReCLOFOA:;’,‘de' o F;a;d‘z'R o nht' a'vé'e n(czyo 1a5n) s s fe' "
to have differing perspectives which negatively impacts the role-play simulationResearch in Learning Technolo@8, 255269.
effectiveness of student agency. This is attributed to the confusing doi:10.3402/rit.v23.25569

terminology betweepupil voicein the UK and Australia and Robinson, C., & Taylor, C. (2007). Theorizing student voice: values and

oy ; ; ; ; perspectives. Improving Schools, 1), 517.
student voic@n the USA. To invalidate this shantming, Cook 40110 1177/1365480207073702

Sather 2014determine that the basis Of_ student voice ShOU"?‘ b%ahlberg P. (2007). Education policies for raising student learning: the
understood through student agency. This encompasses having the Finnish approachJournal of Education Policy, Z2), 147171.
capacity and power to make @ws, as opposed to simply having doi:10.1080/02680930601158919
e i ; ; ; ; v@argeant, J. (2014) . Prioritising

a say. It is implied that this will better align research and dra . ) .

i | findi h h i perspectives on school succdsducation 313 International Journal
valid crosscontextua mdmgsBecausemuc research appli€s —  of primary, Elementary and Earlyears Education, 42), 196200.
student voice and student agency interchangeably, this critical doi:10.1080/03004279.2012.668139

review also employed this jgqoach. Simmons, C., Graham, A., & Thomas, N. (2015). Imagining an ideal
school for wellbeing: Locating student voice. Journal of Edanati
Change, 16(2), 12944.d0i:10.1007/s1083814-92398

Conclusion

The evolution of21% century learning and the creation of
shared narratives has influenced adaptations in testcient
roles. The results of this critical literature review emphasise that
incorporating the opinions of learneroirtucation is a complex
process, but has been found to increase the quality of educational
experiences for teachers and students alike. The research
establishes the role of teachers as facilitators, students as authentic
and honest participantand schols as adaptive institutions to
promote student agency and allow student voice to be heard
effectively. Additional research is needed to establish how
students can further extend their agency and reduce teacher
directed changd-Erguson et al., 20).1This would equalise the
studentteacher partnerships and create areralbmpassing
framework for student voice. Further limitations of the literature
discussed include the small sample sizes andlamgpntexts,
that could have limited the efficiency of the findings. A future
direction could be to look at how teachers, students and schools
could be better supported in their unique and interconnected roles
(Mitra and Gross, 2009
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Abstract

This literature review explores the findings of citizenship education from a range of international perspectives. The
growth of citizenship education and reasons for citizenship education becoming a priority for democratic societies will
beusedtoformeot e xt ual background information. The role of
areinvestigated in the first sectiowjth theimpact on the teaching and learning of citizenship education explored in
the second section of this review
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Introduction Conflicting Perspectives

Over the pastwo decades rhetoric in political, social and  There is not one specific model or definition for citizenship
educational circles of the growing trend of politically disengagedor citizenship education, and as a result, conflicting perspective
and alienated youth populations in western countries hehave developed across different geographical and political
increased. Political engagement is a foundational pillar oboundaries Eidhof, ten Dam, Dijkstra & van de Werfhorst,
effective and stable demmtic societies, and public policy has 2016. The notion of citizenship education has deep political ties.
recognised the potential impact of the disengaged populaticThisfirst section explorea range of perspectives and theoretical
(Biesta & Lawy, 200% There is not a clear consensus on whatmodels for citizenship education from across many differing
has led to the levels of politicdisengagement. Some academicswestern contexts.
believe the neoliberal political shift of the early 1980s may have  Eidhof et al (2016) used political theories to develop a
a significant impact on political engagemd®ibéiro, Rodrigues,  consesus of citizenship education goals across Western Europe.
Caetano, Pais & Menezes, 2P12 They identified the role schools play in supporting the

Citizenship education has been developed and implementedevelopment of civic and citizenship understanding in young
as a response to the growing trend of disempowerment arpeople. The preface &idhof et ab £016)research identified
disengagement in many youth populations, and as a meansthere is a consensus of ideas underpinning citizenship education
developing social cohesion within the wider populailesta &  but also how differing political ideologies required different
Lawy, 2006 Wilemse, ten Dam, Gijsel, van Wessum & emphasis.

Volman, 2015 Although there is consensus within the political ~ Eidhofet al. (201%used the 2008 European Value Survey to
and educational fields on the need amgblementation of analyse citizenship education outcomes in the Netherlands,
citizenship education, there is limited concluding evidence oBelgium, Germany, Swederand Finland. This research
theoretical frameworks for defining citizenship educatidgorén  explored the possible positive correlation between higher levels
& Yemini, 2017 Willemse et al., 2015 of education and engagement in citsf@p education. Common

As a result of an undefined theory, there is a range of termgoals for citizenship education was #imulate and sustain
which are commonly used within the literature and are usedemocracy; share and inform students of certain societal values
interchangeably. Some of the terms used in the articles inclucand norms; support equal rights; and resolve personal,,jainlolic
global citizenshipeducation, values education, and critical political affairs in a nonviolent mannegtidhof et al. (2016)
citizenship. For the purpose of this review, citizenship educatioidentified that goals were critical for sustained practice of
will be used predominantly. Citizenship education is founded irdemocracy and for all citizens to be active within democratic
the roots of democratic practices and participation, which formsocieties. There are general citizenship outconmes@gpon by
the beginning ofitizenship educatiorBjesta & Lawy, 2005 Eidhof et al., (2016which were consistent across all five
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countries higher levels of education associated with higherdelivering citizenship education alongside, and for, teachers in
political engagemertiigher support for democracy as a political schoolsRibeiro et al. (2012xplored the role of NGOs deliyer
system higher support for equal rights of migraraad higher  of citizenship educatiomiEasternEuropean countrigirough
voting turnout. The consistencies between these countriesurveying NGOs involved in delivering citizenship education.
emphasise the common goals of citizenship across differeiFollowing the surveyRibeiro et al. (2012undertook a policy
political landscags and edud@nal contexts. analysis to identify common themeghin education policy.
Conversely the conflicting citizenship education goals The survey of NGOs identified how citizenship education
identified byEidhof et al. (2016)vere grounded in four specific was a key aspect of their service and is active in providing
political theories liberal individualismy  liberal  citizenship education at all levels of education across Europe. It
communiarrianism  egalitarian  communitarianism and  was identified that NGOs view it is the roleschools to provide
conservative communitarianism. Each of the four theories havcitizenship education to students, ahdt teachers are not
specific ideals for citizenship educatibecausehey all shared  adequately prepared to teach citizenship eduafeztively. As
the same purpose to adequately prepare citizens to particip:a result, NGOs take a significant role in delivering citizenship
within a specific pdlical paradigm. education in school institutiongRipeiro et al., 2012 The
Oxley and Morris (2013)developed one theoretical research critiqued the owemphasis on the transition of
framework for defining citizenship education with the aim of knowledge about citizenship rather than creating opportunities
separating different perspectives of citizenship and differenfor students to actively engage and excise their citizenship
citizenship education goals. Their framework identified two key ~ Another challenge identified iiRi bei r o6s et
types of citizenship education, cosmopolitan and advocacy typeresearch was the impact of citizenship education in new and
Within each of the two types are four subareas, which each hadeveloping democratic societies. The NGOs identified the
an individual focusOxley and Morris (2013yleveloped this  challenges and struggl with implementing effective citizenship
framework to support researchers with a theoretical perspectieducation in countries with authoritative political history. This
to compare and contrast citizenship education from different arwas associated with culturally ingrained value of conformism and
complex contexts, by using a consistentratidble framework submission between citizens and the state, which made critical
The famework developed @xley and Morris (2013)jas  citizenship problefatic.
used as an analyticaltool@o r en and Ymrevewni The policy analysis identified how, for all Z)J countries,
of empirical studies oglobal citizenship. The purpose was to curricula had citizenship education as a major priority but the
identify and map the current academic discourse related timplementation varied between countries. The number of hours
citizenship educatonGor en and Y edvitded i Ededicated towards citizenship education varied from- non
current empirical studies into geographioeation and analysed prescibed to four hours per weeRibeiro et al., 2012 Civic
the commonalities between research projects. education was a common theme within the curricula for the
Common citizenship education outcomes varied betweemajority of the countries involved in this reseaRleiro et al.
regions, which reflected the individual needs of the geographici(2012) identified how the application of citizenship education
location. In the United States of America, goals were focused cmanifested into a crossirricula approach for primary and lower
ensuring their position as a global leader, compared to Europsecondary education. Common themes of educational policy
which was focused on developing common citizenship after thidentified though this resedn focused ancommitment to
formation of the European UniditU); this was completely democratic stafgnowledge of human rightactive participation
different to the Asidacific region who focused on preparing inthedemocratic procegespect for diversityandresponsibility
students forglobal communities and markets, and developing(Ribeiro et al., 2012
increased ties with western countriésien & Yemini, 201Y It The findngs of this research project were consistent with
is important to note the European research is consistent wiother comparative studies on citizenship educafi@mney
findings from Ribeiro et al. (2012)in recognising the Purta,Lehman Oswald, and Schult2001) was one of the
sociopoliticalfactors which influence citizenship education and comparative studies, which identified theecariousstate of
the outcomes for students. citizenship education across Europe. This notion is contributed to
the range of attitudes and implementation of citizenship education

The Rise and Rolef Non-Governmental across Europe. Tornd3urta et al. (2001) ariRibeiroet al., 2012
both identified the fragmented nature of citizenship education,

Organlsatlonsm szenSh'p Education policies, and curriculdt was identifiedn Ribeiro et al., 201that
Beista and Lawy (2006) argue that teaching citizenship is ncfurther research was required to explore the abletizenship
enough and that young people are required to learn abo€ducation in promoting common goals across different
democracy. They argued young people are unaware of their rcsociopolitical contexts
within society and how to be active citizens within their ~ Building on the research and findings of the previous study,
communitiesand that thisan be attributed to a lack of voice and Ribeiro, Caetanoand Menezes (2016)arried out ri-depth
political knowledge. As identified earlier, young people haveresearch into the role and vision of NGOs in England and
become disengaged and alienated with democracy and po|iti(Portugathatcontinued to deliver citizenship education within the
As a response to this potential crisis of democracy across masschool sectors. This research recognised the role of curricula
westerncountriesthere has been a doctrine from policy makersguidelines, which emphasise community engagement as an

and researchers to increase citizenship educ&ibeifo et al,  impottant aspect of citizenship education. This is underpinned by
2019. Europe has seen an increase of-gmemmentat John Deweyo6s idea that Alife,
organisations (NGOsfacilitating, developing curricula, and pr ovi de signi ficant | earning
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in Ribeiro, 2016p. 659. Ribeiro et al. (2016yentified howthis  Teachers operatingithin a towards evaluativism epistemology
notion reflects the role and creditable impact of NGOs inwould demonstrate an increased awareness teimodnation
delivering high quality citizenship education in school contextshaving multiple perspectives but would deeply explore these
as they provide a context aoohnection to broader society for ideas. The implications for teaching pragctibased on these
citizenship education. This was identified as a key asp#iut of personal epistemologies were varied, as teachers identified a
NGO vision of citizenship education and was recognised withirrange of strategies to best support the moral developfritaetr
the research as an identified strength with the delivery of sucstudentsLunn Brownlee, et al., (201@)ssociate a broad range
content.Ribeiro et al. (2016)yecognised that NGOs are not of common practices in citizenship education. These were direct
neutralin their delivery of citizenship education and thereforeinstruction, role modelling moral behaviours, and consemgse
their assessment of citizenship education is biased by natuiby theexternal reinforcement of behaviour.
Although Ribeiro et al. (2016)ecognised the bias within the Lunn Brownlee, et al., (2016¥entified how complex the
delivery of citizenship educatiothey still argue the positive relationship between personal epistemologies and teaching
influence NGOs have and how they meet an identified neepractice are, and how they sugpmoral understanding in
within school and curricula. students. The research identified no connection between personal
Ribeiro et al. (2016)identified critiques of current epistemologies and an influence on teaching practices for
involvement of NGOs in England and Portugal in the delivery ofteaching of citizenship educatidtunn Brownlee, éal., (2016)
citizenship education. Thiswas similaRd b e i r 0 6 s eidentified the implications for professional development for
findings, where citizenship education was too narrowly focuseteachers would need to recognise the value in developing critical
on teaching and devel opi n reflectionasanimportantteaching aspectof moral educatiorp | e 6
understanding of institutionalised democradige election Contrasting research Bym, Chuaand Krishnasamy (2017)
process, public and government institutions, and political partie:lexplored the conception of citizenship in social studies teachers
Theyalso idetified that a significant focus was on respect for in Singapore. The pedagogical approach to citizenship education
rules, and developing values and responsibilities of good citizenin Singapore was reflective of charaateven citizenship, which
Curricula and implementation of citizenship education lacksis focused on developing a good person with high moraés. T
critical thinking, questioningand actions resulting in social majority of the teachers in this study identified with this approach
justice Ribeiro et al., 2016 to citizenship education asdidtheir role was to provide good
Even with conflicting views and opinions towards citizenshipmoral guidelines to their students. The teachers taught and
education, academics and policy makers cannot decide cpromoted the stad® dominant values without critical reften
specific outcomes for students. The research concludes with iand as a resulteinforced the status quo. The resedtehtified
emplasis on the importance of citizenship education in preparinthe political landscape of Singapore and the civic requirement not
students and young people to engage in their communitieto challenge the state or governmesin{et al, 2017. Active
societies as a whole, and as global citiz&wen & Yemini, community participation was not a common theme within
2017identifieda disconnect between the theory and the practicSingapore citizenship education, but rather a focus that ensures
of citizenship education whil&idhof et al. (2016)uggests the continued success of the state. This comes at the impact on
schools and teachers find it hard to implement effectivepersonal rights to ensure the collective good is upheld. This
citizenship education in the cent paradigm of conflictingideas nat i on was reflective of t he
and opinions. They advocated for specific and concretpedagogy and the context of citizenship education. This
citizenship education goals to support an effectiveparadigm reflects the critique of citizenship education which

implementation in school and curricula. lacks critical thinking, questioningnd social action which was
identifiedin Ribeiro et al., (201@ndRibeiro et al., (2012).
Teacher s o Rol e i n C Contrary to the popular approach to citizenship education,@ n

. . . . . small minority of teachers int®japore identified with critically
This section exploset e a c Welefs and epistemologies  refiective citizenship, which involves a deep understanding of
pedagogicaldiscoursendt e acher s6 pr of es ¢pojiical awareness, and a belief in justice and equality. This
citizenship education. approach requires teachers and students to understand and
The first area to addr es Sgpportboththe systematic struetiand relationships of sociey € i t
education is to understand apgthe role an individual plays in society. This approactidP | 0
the impacbf these on teaching practices for moral developmencontradiction to  the Singapore Mi ni st ry of Edt

in studentsLunn Brownlee, Scholes, Walkeand Johansson  ¢yrriculum framework for citizenship educatiogirf, et al.,
(2016)identified how personal epistemologies acted as a filter fopp1 7,

knowledge and liiefs, and as a result can influence a te@sher —  \wjilemse et al. (2015) dentified teacher s
perception bteaching and learning. A common epistemology teaching citizenship education was lacking, and teachers lacked
identified though this research is the idea of evaluativism, whergjear concepts of what citizenship education lodkedThis is

teachers viewed knowledge as created _rathgr than rece}ved friconsistent with research coming from Europe, which found a lack
others Lunn Brownlee, et al., 206 This mindset requires  of transparency between different implementations of citizenship
critical evaluation from a range of perspectwe_s when creatingdycation, policyand curriculafidhof et al., 201fRibeiro et al.,
knowledge. Another common personal epistemology Waip01g & Ribeiro et al., 2012 Willemse et ab £015)research

towards evaluativism where teachers deenonstrating some explored and supported teachers developingitizenship

aspects of evaluativism but it was not clear how teachers wouedycation curriculum in both primary and secondary education
evaluate information in the process of constructing knowledgecgontexts Willemse et al. (2015fpund through engagement in
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citizendip education curricula development teashatreased  citizenship education to be based within the school boundaries,
their awareness of specific citizenship education goals anbut to also extenitito the local community which provides a rich
implicit pedagogical practices within their teachiBgrticipants  learning context with meaningful opportunities for students to
within this project identified the followingpscific citizenship  engage in social action. Social action is the optimal outcome for
educatio conceptsactive participatiorfboth in school and the citizenship as it moves away from learning about democratic
wider community; developing understanding of respect institutions and cie duties.

developing social behaviour developing critical thinking The role of teachersé episte

improvedrespect of culturegndability to deal with diversity.  explored and it was identified that they play a limited role in
These key concepdse in linewith the common education goals shaping citizenship education practices within the classroom. It
identified inEidhof et al. (2016). was discussed how teachear 6s
Molina-Giron (2016) frames a different pedagogical understanding of citizenship education played a more significant
approach d citizenship education, one which empsessi  role in citizenship educational outcomes for students and this
multiculturalism as a key factor in this Canadian research. Thstemmed from limited experiences in initial teacher education
pedagogical approach outlined Nfolina-Girén (2016)bases  (Willemse et al., 20}5Teachers who are engaged and involved
citizenship education on theaognition ofthe students varying in citizenship education curricula development increased their
backgrounds. Teaching practices are focused on identifying eunderstanding and confidence of teaching citizenship education
issuebased approach and suppo(Wilemseegl, 2015nt sé devel opment of
understanding of civic content while exploring the frictions and
conflicts within democracy. Alttugh this research identified a References
pedagogical approachhat frames citizenship education
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Abstract

Cooperative learning (CL) is a pedagogical practice thabbaashown to benefit studens 6 s oci al and a
abilities, yet it is not widely implemented in schools. This literature review explores current research on CL
implementation in primary and secondary school settings in an endeavour to discover some of the barriers that keep
teackr s from i mplementing it in their practice. Thr e
understanding of cL, studentsé soci al skills, and ti
perceived barriers of CL, enablersdh have also been explored. Enablers discussed within this review include pre

service and continuingeacherCL training, teacher collaboration, and student social skills development. These
enablers can help to counteract some of the perceived banr@nder to facilitate greatémplemenéation of CL in

the classroom

Keywords Learning, Barriers, Enablers, Teachers, Students, Time, Social Skills, Understanding, Training,
Collaboration
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Introduction three enablerare exploredCL training, teacher collaboration
and student social skills development) that could encourage

For teacher and learner roles to change, teachers need 10 Steachers to use CL. Finallige relation of the researtcithe New
changing some of the pedagogies that they are using in everydzealand contesit discussed

practice. Cooperative learning (CL) is a teacpiedagogy that
shifts practice from more traditional teaching methods to ¢ . :
context where students have more control of their learning. ,'Cooperatlve Leammg
CL, students work together in groups to jointly construct CL is a teaching method in which students work together to
knowledge through cooperative interactions. When implementegain a greater understanding of a topic. It is a studetited
correctly it strengthens spedagogy wher e hanges fromebeiny Hbecri dasl
(Brown & Thomson, 2000). deliverer of information, to f
While there has been extensive research on the benefits gather their own knowledge and create their own meanings.
CL, there has been less research on why, despite the kno\Johnson and Johnson (2008jline five criticalgroup elements
benefits for both students and teachers, CL is bwng that are necessary to ensure that a CL task is most effective
successfully implemented, or implemented at all, within manypositive interdependencendividual accountability actions
classrooms. This literature review seeks to summarise thpromoting interaction appropriate social skillsand group
research on the barriers to implementing CL, while also explorinprocessing When these five elements are all achieveniy
some enablersto CL. It refers to recent literature withiasfon ~ members experience the greatest benefits. These include
primary and secondary contexts. academic benefits, like higher achievement levels and more
First, a summary of CL is presented, including the criticalmetacognition, and social benefits such as gaining group working
elements for its success, the benefits of implementation arskills, greater selésteem and more positive peer relationships
current implementation rates. Next, three identified barriers t(Jolliffe, 2015.
CL implementation (undersedri ng of CL, st u Despite the extensive research supporting the use of CL and
and time) are discussed. In an attempt to counter these barriepraising its benefits, CL is generally undsed in schools
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(Muijis & Reynolds, 2005, as cited Hennessey and Dionigi, who provided them with modelling and planning of CL physica

2013. However, it is difficult to know exactly what the education lessonsThis study revealed that although these
implementation rates of CL are because they vary widely amorteachers had knowledge of CL, and had used it in some subjects,

the research. For example, a survey of 207 elementary schcthey had not used it in physical education befadeften did not

teachers in €neva, SwitzerlandB(chs, Filippou, Pulfrey &  know how to adjust CL structures to that curriculum area. They
Volpé, 2017 found that only one third of teachers reported usincneeded further understanding of what CL was and what it looked

CL routinely. In contrast, another study of 933 Canadian teachelike in the subject area of physical education to be able to
(Abrami, Poulsen & Chambers, 20@dund that 61% of teachers successfully implement it.

at |l east fAsomewhat incorporatedo (p. 210) CL into their
though this may have been influenced by assgifing social St udent s® social skill

desirability bias.These low implementation rates may be duetc ~ While student social skills can develop greatly during CL

the perceived challenges of implementing CL. In the literaturetasks, the initial social skills ability of students has been identified
studies have wuncover ed manas achallenge to successfully implementing Bysbn et al.,t e a ¢ h
i mpl ementation of CL teachi20l§. Some students do not develop essential social akikss , |
subject knowledge, chging pedagogy andchallenges home (e.g., cooperation respect and listenifgproviding
evaluating pupil sd achi ev e ndifficultiesfor these individuals whenrelating to other©ysory i e w  f
three of these: teacher sd uetal(2016,teachersidentified thisissue, with one teacherziting i a |
behaviour of students, and the time and organisation requirethat social skills was the top challenge for implementing CL.
However, research alsovesls that there are possible enabling These teachers believed social skills were hugely important and,
factors that could counter these barriers and help encourawithout them, the CL structures they were tryingniplement

teachers to implement CL pedagogies in their classrooms: Csimply broke down. They recognised the importance of
training, teacher collaboration and student social skillsdeveloping student social skills at an early age, and noticed that

development. when students had developed sufficient social skills early in
schooling it made it easier for them to implement CL structures
Barriers to Cooperative Learning in later years.

R ) Abrami et al. (2004jound from their CL implementation

Teacherso understanding of gyestionnaire thatitwas the teachers who believed their students

Teacherso understandi ng Opadthe necessary social skills (or could easily acquire thérf)ioU I €
varies greatly within the teaching profession. Some teachers hamake tle activity successful that implemented CThese
had no exposure to or specific training on CL, whereas otheyeachers did not use CL if they thought it would lead to behaviour
have a wealth of knowledge, vnag participated in CL  proplems, indicating that behavioural issues made implementing
professional development and used it extensively in their owic|_ too difficult. The authorslso found that teachers were more
teaching practice.Hennessey and Dionigi (2018)ygue that  jyerested n devel o ping their studen

teacherso knowl edgeoimpkme@l gils through CL structures, perhaps due to the recognition that
successfully. Their qualitative study on 12 Australian primaryiheir social skills needed improvement,

school teachers, investigatl giliesand Boyle (2010pxploed the perceptions of 109 © f
the believed factors affecting implementation. Half of the 12aystralian middle school teachers who implemented CL over a
participants had limited knowiedge of CL, four hgeheral  period of two school terms. These teachers all recognised the
knowledge and two had expert knowledge. Firstly, they founmportance of having appropriate social skills within a CL task.
that teachersd | imited undofthe 10 teachers, some explicity taughe social skild @ r r i -
successful implementation because it meant that they did Nnecessary for working in cooperative groups ,(dfgough

include the five critical elementddhnson & Johnson, 2009 |essons examining successful cooperative groups), while others
necessary for success in their teaching. For example, one teachad more general discussions with their classes to prepare them
believed that she needed to have a-aidiieving student leading (e.g, discussing everyday respectful social behagjo

the group to help less able students achieve, which negates However, teaching these specific social skills requires thought
positive interdependence and individual accountability elementgng time, and as a result it can often be neglected, meaning that

of CL, that identified severharriers to implementing ClLhese

included the age of the students, student behaviour and givirTime and organisation requirements

students more control and independence. Teachers with grea  Another challenge théeachers face when implementing CL
understanding of CL did not identify these factors as barriers arin thejr classes is the time involved. Firstly, time and organisation
instead were able to employ teaching techniques within their Cjs required by the teacher to get CL structures prepared. Teachers
structures that eliminated these factors from being barriers.  from the study ofGillies and Boyle (201Qited the time and
_Even teachers who have had explicit training in CL can fincyork required to find suitable tasks, resources and set up group
using CL structugs in their lessons difficulh New Zealand  grganisation as challenges to implementing CL structures.
study byDyson, Colby and Barratt (201ifiyestigated using CL Secondly, time spent on CL in class was also a challenge.
structures to teach physical education in primary schoolsTeachers reported having difity managing time related to
Participants were 12 teachers from four schools, who all receivesemng up and implementing CL learning in their clagsélies
specific CL professional delopment as part of the studjiey g Boyle, 2010 Buchs et al., 20970ften, considerable time is
also had support from university facultydagraduate students needed to first introduce students to CL structures and their
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required roles and behaviouByéon et al., 2006 including Therefore, it is important that CL professional development
teaching social functioning skills, mentioned ab®eethat they is highquality and effetive so teachers feel like they have the
can effectively cooperate. Fortunat@uchs et al. (201und  ability to implement CL in their classrooms.
that teachers found this preparation of their students relatively
easy. Teacher collaboration

However, though time requirements are generally identified Teacher col |l aboration is inc
as a challenge in implementing CL, researctAbsami et al.  continued implementation of Cllolliffe (2015)examiredhow
(2004) found that time was not a major factor that affectedteacher cooperation affedtCL implementationas in this study
whether teachers used @k not. This may be because they there was aupportive network of teachers and facilitators. These
placed value in CL, despite the time requirements, and werlnetworks provided both emotional and practicalagedical

relatively confident in it being successful. support for teacherall members collaborated and were working
together for mutual benefit. In this study, the support the teachers
Enablers to Cooperative Learning got from their learning community gave them the confidence to
- ] S use CL. It also enabled them to develop their skills in CL, form
Initial and continued training in CL shared resourcesid have valuable discussions, all while feeling

Lack of knowledge of CL appears to playae role inwhy st and support from the group.
CL is not widely implemented. Therefore, it is important that  pyson et al. (2016)Iso identified the impact of collaboration
teaqhers receive training on CL and_hoyv_to integré.m})itheir in their study. ®achers were supported by a groopsisting of
curriculum areasHennessey and Dionigi (201Bglieve that  ynjversity staff, graduate students and other teachers. The group
repeated and deep exposure to CL is necessary for beth pmet regularly to discuss practice, share resources, and teachers
service and iservice teachers so that they can effectivelyyere supported by a critical friend (faculty member) who also
implement itinto their teaching programmieherefore, the first  modelled lessons for the teachers and scafftitgidearning. It
step in ensuring that teachers use CL, and use itefflgd®  enapled teachers to persist with using CL structures in their
provide a preservice education context where student teacherqjassrooms as their colleagues supported themeirc@wing
can improve their knowledge and work on thésskeeded for  injtia| difficulties. This positive outcome is consistent with
implementing CL.For example, 105 pigervice teachers in - abrami et al. (2004)who believed that creating mutually
Belgium showed sevaluated improvement in their CL skills - sypportive communities for teachers to discuss their CL teaching
(e, providing organisation, social and metacognitive guidancey,oy|dincrease the likelihood that Clowid be implemented.
over several practical lessons they tayghtys, Van Keer & Farrell and Jacobs (2016)so discusdeacher reflection
Aelterman, 201)1 Surprisingly, prior exposure to theoretical CL groups They suggest tharoups of teachers reflecting on their
knowledye had no impact on these skillhis highlights that  practice operatbusing the critical elements of CL, therefore
while it is important to have a basic grounding in CL theory,these teachers weexperiencing group cooperationustions
oppor_tunities to implement CL in practical teaching settings argjmilar to their studentsThis could increase the quality of
most Important. reflection which in turn should incrs@ the quality of CL

Once preservice teachers have received (hopefullyteaching. Furthermore, when teachers experientteir own
_compehensive and pra}ctical) traini_ng in CL Igarning,_ it is syccess from participating in CL groups, theyeable tosee the
important that they continue to receive support in teaching Clyenefits of their students learning in the same way and therefore
structures ttaughout their teaching caregkrami et al. (2004)  they were more likely to useCL. Moreover, this belief in
suggesttta continued training t tegoperation,andthe supportfrom the reflective group, e € I M:
be essential to refine CL strategies and skills, as well as to adéeachersveremore likely to persevere with CL teaching practices

teaching to a specific i nstyhentheyencounedbarierstowardsCLteachitlg: t hus en
teachers continue to implement CL.

Similarly, teachers musitel posiive about CL to implement  sy,dent social skills development

it. Research in Spain baborit, FernandeRio, Estrada, Another practice that could make CL seem more accessible

MendezGimenez and Alonso (201@)vestigated this factor. 15 teachers is deleo ping st ud e nHagng soci

The 990 primary and secondary teachershérr tstudy had  interpersonal and small group skills is one oftitizal elements

completed a yedong CL training programme consisting of oytiined byJohnson and Johnson (2088) CL to be most

weekly professional dev@dment. This fraining focussed on  peneficial. Therefore, it is important that students possess these

conditions for success, different classes and subjects, and gésqcial skills before undertaking CL activities so theytcan gain

teachers new techniques as well as feedback on theicgracti the most from them.

implementation. The researchers found that, after completingtt 5 study byGolub and Buchs (201#)vestigated the effects

training, teachers had a strong positive attitude towardofsocial skills traning given prior to a CL tasRarticipants in the

implementing CL, as well as to changing their practice through sy,y were 32 grade six studefiom the Frenehpeaking area

CL pedagogy. This was also found®ilies and Boyle (2010)  of Switzerland. Half the students were given a social skills

where teachers participated in CL workshops before the stucpreparation intervention before a paired CL task. Results showed

and came away with positive attitudes towargdementing CL  hat student pairs who had received the intervention were more

in their classesFinally, Abrami et al. (2004found that the  ggtentive and supportive of easther, and asked more questions,

teachers who frequently used CL in their classrooms were tho’although no differencan learning outcomes was fourithis

who felt like they had been provided with good training. confirms that, with additional social skill support, students can
function more effectively in a group setting, likely resulting in

51


https://doi.org/10.1123/jtpe.2016-0119
https://doi.org/10.1080/02607476.2017.1321673
https://doi.org/10.1080/0144341032000160146
https://doi.org/10.1080/0144341032000160146
http://www.iier.org.au/iier23/hennessey.html
https://doi.org/10.1016/j.tate.2011.05.005
https://doi.org/10.1016/j.tate.2011.05.005
https://doi.org/10.1080/0144341032000160146
https://doi.org/10.1016/j.tate.2016.07.020
https://doi.org/10.1016/j.tate.2016.07.020
https://doi.org/10.1016/j.tate.2009.10.034
https://doi.org/10.1080/0144341032000160146
https://doi.org/10.1080/03004279.2015.961719
https://doi.org/10.1123/jtpe.2016-0119
https://doi.org/10.1080/0144341032000160146
http://www.tesl-ej.org/wordpress/issues/volume19/ej76/ej76a5/
https://doi.org/10.3102/0013189X09339057
https://doi.org/10.1007/s10212-013-0207-0

Journal of Initial Teacher Inquiry (20LA/olume 3
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structures to their class, studearsbetter prepared to participate Dyson, B., Colby, B & Barratt, M. (2016). The eoonstruction of

; : : cooperative learning in physical education with elementary classroom
in CL approprlately. Therefore,studentsare more Ilkelyto teachersJournal of Teaching in Physical Education(8p 370380.

benefiyfrom the CL task and tgacheasa' likely to havdewer doi:10.1123/jte.20160119
behavioural issue to deal with, making tlskt run more Farrell, T., & Jacobs, G. (2016). Practicing what we preach: Teacher
smoothly. This could lead to teachers feeling more positive about reflection groups on cooperative learninESI-EJ: Teaching

; : English as a Second or Foreign Languagg4}.91-9. Retrieved from
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facilitating the deegrlearning that can occur through.. learning: Issues of implementatidfeaching and Teacher Education,
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Golub, M., & Buchs, C. (2014). Preparing pupils to cooperate during
The New Zealand Context cooperative controversy in grade 6: A way to increase positive

s . . interactions and learningEuropean Journalof Psychology of
Alimitation of this review was the lack of research fromNew  gqcation, 2¢8) 453466_30i:10_"’1007,31021_913020¥_0 »

Zealand, with only one recent research article on CL from theiennessey, A., & Dionigi, R. (2013). Implementing cooperative learning
New Zealand primary and secondary school sefiiggan et al., in Australian primay school s: Gepargpectivesi st t e
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componenbf theNew Zealand education systeror example, story. Social interdependence theory and cooperative learning.
skills gained in CL relate to the key cpetencies in the New Educational Researcher, @, 365379.
Zealand Curriculum (Mistry of Education (MoE), 2007or doi.org/10.3102/0013189X09339057 .

lethinkina skills relating to otherendmanaging sekire Jolhffe, W. (2015). Bndg_mg the gap: Teachers cooperating together
examplehi g S g ging implement cooperative learningeducation 313, 431), 7082.

al aspects that link directly to CL pedago@y. also aligns with doi.org/10.1080/03004279.2015.961719
TUt ai ako co mp e t e nakai &aning fidm E ,Minispry®f Edlicption. (2097)The New Zealand Curriculurivellington:
one another being at its heart. Therefore, it is important that__Léaming Media.

- . Ministry of Education. (2011)T Ut ai ako: Cultural co
more research isundertakenon CL effectiveness and teachers of WdhgtoniMiniste afiEdueation .
implementation in New Zealand school settings. Additonally,Ruys, 1., Van Keer, H., & Aelter man,
teachers in New Zealand must overcome any perceiveerbarri  in the implementation of collaborative learning: A tilalel
to implementing CL for thebenefit of all their students. approach. Teaching and Teacher Education, (2) 10961100.

i . . . ; doi:10.1016/j.tate.2011.05.005
Specifically, they must seek to receive kiglality and practical Saborit, J. Fernanddzio, J., Estrada, J. Mend@menez, A &

CL training, collaborate with other teachers in their CL practice Al ons o, D. ( 2 @tifuée) and pEreeptivm owasdsd
and teach their students the requisite social skills foagitstto cooperative learming implementation: Influence of continuing
run smoothly. training. Teaching and Teacher Education, ,59438445.

doi:10.1016/j.tate.2016.07.020

Conclusion

This literature review has explored cooperative learning and
uncovered some of the barriers teachengerance when
implementing itThe barriers of understanding CL, student social
skills and time costs weexamined. Then, the potential enablers
of CL training, teacher collaboration and social skills
development were considered in the hope that engaging in these
would lessen the challenges tears face when implementing
CL. If teachers are able to take trege practices for CL, then
maybe they will feel more confident in adopting CL into their
personal pedagogies for the benefit of all students.
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Growth Mindset: Trend or Real Science?
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Abstract

Thefollowingl i t er at ure review begins by:tanesnwe roirn gr etahl e sqgcu eesntci
this questiorwith a brief history of how, inthe 1970she i dea of #fAattri bution of fai
Carol Dweck(1975)evolved to tle weltknown concept ofjrowth mindsetoday. The discovery that the brain is

elastic and intelligence can be grown led researchers to wonder the ways in which mindset could be manipulated to
improve outcomes in education. The research then follows afpgtbwth mindset interventions in primary schools

and parent guided settimgs well. Finally, the review addresses cost effenttgs ofgrowth mindset interventions

and potential challenges of the studies.
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Introduction hippocampus was increased in those successfully completing the

] ] ] course. There were no changegrowth in candidates who did
~ The concept of setheory and its role in behaviour has been not complete the course. The memory profile of successful
discussed in the psychological community for over forty yearscangidates waalso changed, but it was at the expense of other

Carol Dweck published a seminal work in 1975 that would \yorking portions of the brain. In short, the taxi drivers expanded

become the catalyst for a great deal of future research. Ina swang grew their brain through intense learnikidogliett &
studyshe found that subjestith leamed helplessnessho also  paguire, 201).

had the attribidn of failure behaviour modificatignhad greater
success at overcoming failuer at leastmaintairing results  Theoy of Intelligence
when they were taught that their effort could make a differencei  ggliefs are fixed or malleable. Multiple researchers have

completing a task. Subjects withdbie attribution of failure  syydied this concept and come to the same condusibany

(Dweck, 1975). From this research, many studies have beenbopgssible with effort. Earlier work by Dweck zeroed in on

The work has evolved steadily from attribution of failure t0 hejplessness, but this work brought clearer vision and
entity/incremental theods§t tyngerstanding to individual mindsets. Entity belief Widh m
theory. This literature reviewrovidesa brief history of how  jncremenal belief reflect the extent to which an individual

growth mindset came to be and how researchers are studying perceives control over the attributes of a given situation. When
importance and use with regard to students and families. entity, or fixed attributes are at a high level, subjects find control

possible but, at a low level, control is not possible and outcomes

Brain Plasticity are thought to be negative or just chance. When incremental or

A research study performed on adult London daers  growth attributes are at a high level or a low level, subjects find

discovered that the brain can indeed grow in adult yearsontrol is possible but at a low level it requires effort; and belief
Researchers usetagnetic resonance imagingVIRI) to test i interna control (Dweck & Leggett, 1988Pweck ancbthers
trainee taxi drivers attempting to acquire the knowledge beforcontinued the research and refined this concept to what we know
and after their three tofoyre ar  cour s ewor k tggayas growth anfixed mindsets. This researckpioded onto
layout. The results found that grey matter in the posteriothe psychological and educational scene in 2007 with the popular
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researchased bookMindset,the New Psychology 8uccess  animation and neuron growth. The results were encouraging and
andD w e cdmazsg ED Talk (Dweck, 2014)The Power of  found that a small degree of interventiguist three sessiois

Yet People range on a spectrum of mindsets from fixed/stable created a change in minds$egiher grades and greater enjoyment
growth/malleable. People withfaaed mindsetend to think of  in the academic process at university for the Black students in the
their intelligence as unchanging and unmodifizotel therefae study. This study helps illuminate that mindset can affect
any work done is predeterminditby alreadknow whether they  achievement aftudents at all levetsf educationfrom primary

will succeed or fail. People withgrowth mindseassume that  through universityby recanising that even thosaho are

with effort and intention they can change their intelligence; thesucceeding in education can be held back by deeply ingrained
outcome of the work is unknown and therefore they are morideas.

willing to try. The result of a growth/malleable mindsehat Understanding this effect is meaningful because, in countries
people are likely to attempt more tasks and thus experience mcwith  diverse student populatidgndike New Zealand
success overall. Without mindset intervention, people tend tcombatting stereotype threaffectively could meaningfully
remain stable and unchanging in their current, natural mindschange student performance. Many countries invest a

(Dweck, 2014) considerable amount of money in public education. New
Zealand speritiZD 13.2 hillion on education in the 2016 fiscal
Growth Mindset Intervention year (Treasury, 2016). Around the world, nations are becoming
. . moreand more diverse with immigrants entering countries by
fiStereotype Threato land, sepand air every day. Understanding that no country is

Decadesf research led Dweck defining théneory of fixed  exempt from the threat of stereotypes of their citizens within a
and growth mindsatSince the, many studies have applied the racially diverse community means ensuring that public money is

theoryto the education settingrimary, secondanand teriary  not wasted New Zealand, with people from several different
dike. This research has shown thatawth mindset can actasa coyntries, is no different.

powerful antidote to stereotype dynamics that otherwise hinder
academic performancgtereotype threghcircumstancéhatcan  gchool Interventions in the Primary Years
be explained asproblematic situatiowhereindividualsare or Numerous research studies involving mindset interventions

feel themselves to bat risk of conforming to stereotypes about have been conducted in primary classrooms across the globe. For
their social groupThis is explained bgronson, Fried, & Good  the purposes of this literature review, four studies of differing

wsj . methods have been chosen for examination. The research covers
in situations where a s j3uiderange of subjects: low, middiad highsociceconomicS
intellectual ~ abilities is relevant- taking an status, varied languages, different countries (Denmark, United
intellectually challenging test, being called to speakin  statesand New Zealand) anahulticulturally diverse students
a class, and so onBlack students bear an extra ranging from ages seven through twelve. Researchers used a
cognitive and emotional burden not borne by people  yariety of strategies: parental intervention by watching a video
for whom the stereotype does not apply. Thisémurd about mindset (available in ten different languages) and then
takes the form of a performance disruptive reading to theichildren Andersen & Nielsen, 20)6teacher
apprehension, anxiety about the possibility of incorporated micrinterventions within lessonsB¢nne &
confirming deeply negative racial inferiofitn the johnston, 20)6mentoring with embeddeeducation messages
eyes of others, in oneods and restricted websites with embedded messgGemd, S & me
time. Importantly. It is not necessary that a student Aronson, & Inzlicht, 2008 use of Brainolog;, a growth
believe thestereotype to feel this burden mindset intervention progrange (Schmidt, Shumow, &

KackarCam, 201), and, changing the messaging within a

A study byAronsonet gl.(ZOOZ)founq that racially diverse ‘popular educational video ganr&inPOP, 19992017 to be
students that succeeded in the education system and made igrowth mindset related O(Rourke, Hainovitz, Ballweber,

university were more likely tafl behind or fail compared totheir pwec k. & P)o povil, 2014
White/European counterparts with similar grade point average  Thyee studies that utiéd inschool interventions ar&ood,
This was attributed to the gal (2003Bonne and Jmston (2016pand Schmidt et al., & @ t -
is the surest route to social equality, the academi(2016) Good et al. (2003yom the United Statesf America
underachievement of Black Americapgads to be regarded as sought to help reduce stereotype threatchgnging student
both an educati onimhsonat@d200? Smindseswith the help of mentors from local collegBsnne and
With a clear understanding of the damaging effects 0 jonnston (2016)from New Zealand attempted to change
stereotype t hreat rese_eamhersaﬂa@ € Imindset through everyday miemessaging in clags teaches.
possible linko growth mindsetand wondered if represented  The third, Schmid, et al., (2016)sed Brainolody (2017) a
solution. This critical work bjironson et al. (2002)n stereotype growth mindseprogrammesleveloped for grades® and was
threat involved a mix ddlack and/Vhite college student subjec taught once a week for six weeks to the test group. The
writing letters to atisk middle school students. The college interventions in lathree studies occurred during school hours on
students were split into two groups with one group beincschool grounds and with different populations, but they all tested
encouraged and manipulated to write letters with &3 similar central hypothesisthat growth mindset interventions
malleable/growth orientatipmnd the second simply a control || raise student achievement.
group writing uplifing letters. In addition to the growth mindset  The results of the three studies were cbest. Student
orientation subjects were also shown a video witivid  achievement and perception of control was elevated by
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intervening with lessons and messaging about incremental read to theichild andusinggrowth mindset messagitichad a
growth mindset. The information gleaned from these studiepositive impact.
found that even small amounts of intervention were enough to
produceresults. Moreover, these results seem to hold acrosCost Effective Solutions
diverse groups of subjects (including high and low  Combining parent and school mindset interventions is-a cost
sociceconomic status, male and female subjects, and high priorieffective solution for confronting the achievement gap between
learners) and across diverse curriculum areas ématics  children of low and higisociceconomicbackgrounds. Meta
reading and science). analysis revealed that effective feedback interventions are a
Beyond the findings that growth mindssiented  valuable tool for fostering success in studdbist(ichson, Bgg,
interventions matter, further studies suggest that timing of thosFilges, & Jgrgensen, 201 7This was noted specifitty when
interventions also matterSchmidt et al., (2017und that the  addressing the concept of parent mindset in relation to their child.
Brainology? intervention had greater influence over 9th gradeUnderstanding and intervening in the parent mindset led to a
subjects than 7th grade subjects. The researchers suggesttherqp r ogr essi on in reading | evels.
a few possible developmental explanations for this: 7th gradexpenditures, engaging parents in reading withahidt directly
students may be more optimistinore realistic/accurate is much cheaper than increasing the time that the child spends
reflections of selasessment occur as students agd thereis wi t h t e a ¢ hAndeseni& hielserg 2056001 18313

an fAincreased desire for i Whienotexplicity stated in the other research, itéscthatt h a t
occurs as chil dr en Schoidtest alt, h growth mindset methods require few physical items to be
2017, p. 59y purchased and are a budget friendly intervention requiring only

Findings fran these growth mindset research studies areverbal and mental skills to be changed or altered to fit into a
especially important considering current trends affecting primarschool curriculum.O6 Rour ke e studied grawth ( 2 0 1 4
education. The underperformance of minorities and those of lomindset messamg within the popular academic game,
socieeconomic status is present in nearly every nation. In thBrainPOP.Inthisreseac h, gr owt h ndachess et n
United Statesf America iEach year ,-widet athe growth mindset diregtt t hr ough t he game
and national tests reaffirm the disturbing pattern offeedback, and incentive struetsr O0 Ro ur k 2014 @.t al
underachievement. For example, compared to white and Asie334]). Schools can usie current technology and curriculum,
students, black studenfsic) receive lower grades and have altered with growth mindset messagit@msee academic gains.
higher dropout rates at practicaly er y | evel (The research suggests growth mindset interveraieiay cost
(Good et al., 2003, p. 6416n these casethie ability of agrowth but can produce big changefor large studentpopulatiors
mindsettancounterachstereotype threaind itrepresents a path  Therefore, growth mindset interventions can be considered a
for boosting performance of mirigrstudent populations. viable option for any classroom, regardless of bydbat aims

Likewise, application of mindset interventions could be to improve student attitudeowards academitudy
promising when it comes to addressing various problems
associated with timing. For example, New Zealand invested Potential challenges

substantial amount of time and money into Numeracy ) ) _
Developnent at the turn of this century, only to find an intial ~ 1he interventions all attempted to tackle the issue of student

jump and then a stall in student achievement. Mindse@chievement from different angles and found similar resuits.

intervention might be used to reverse the stall, or could be us€Growth mindset interventions are, in geea simple and
preemptively to prevent stalls in similar progrmes in the  €ffective way to raise student achievemaltihougheach study

future. Further, 3 year olds from New Zealand showed a did present its own unique set of challenges, these are mostly

(Bonne & Johnston, 2016. AChil dren t&xampleBonne and Johnston (201ed micrdnterventions
across early adol escence i rapproach was harder to control for in a study, they beligveq i o

as children move through their adolescence their motivation fcteachers would be more likely to sustain it over a long pefiod o
academic act i viSthinideh 205 p 685 tlime.In contrast, theGood, et al., (2003jtudy used a more

Mindset interventions applied at this critical developmental stagintensive intervention by bringing in mentors from a local

could yield significant results. college over the course of a yeand requied dedicated class
time. These kinds of intensive interventions are less likely to be
Parent Intervention sustained, due to time and resource requirements. The two larger

Mindset interventions show promise in ramademic ~ Studies,Anderse and Nielsen (2016and O Bourke, et al,
settings, as well. A study in Denmark conductedijersmand ~ (2014)were _chajlenged by a bulk of div_erse data iq that they had
Nielsen (2016pttempted to show how paraihindset affects ~ difficulty attributing the results conclusively to the intervention.
their own childés reading gHowever, the data strongly suggesteokitive result; anth y e dj
that parents with a fixed mindset were less able to help thetherefore more researaias further warranted. Their study
children and parents with a growth mindset were more able tfindings were still positive and suggested the growth mindset
assist them. Over the treatment period, the intervention had@PProach is a necessary tool for teachers and parents.
greater effect on fixed mindset parents. Like other studies, th A further openquestion ishow longmindset interventics

study found that small interventigh@ncouraging parents to _endure Despite researchers referringk_te e_ffect as Iasting, one
is left to wonder how studeswould maintain a growth mindset
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in the face of life altering events, such as a death of a close famiweck, C., & Leggett, E.(1988). A sociakognitive approach to

; ; ; e ; motivation and personalitf?sychological Review, 98), 256 273.
member This question is not addressed specifically in these doi:10 1037/003@05X 95.2 256

studiesbut is a possibility fofurther research. Good, C., Aronson, J., & Inzlicht, M. (280) . | mprovi ng ado
A gap in the research that was not addressed is teacher standardized test performance: An intervention to reduce the effects

mindset. Given what has been studied and discovered to date gf Sgergggygeeztzreafgulr(;\féﬁf Apgliedz (%%vgggrg;ntal Psychology,

fabOUt the importance of student and parent mindset, it SeerBSRojiké‘, E., Hain.103ilt.z, K Balll\-/?:k?er(,e,\&)wecl-(, C Popovi, 42014).

importantto study the effect of teacher mindset as \Relsearch Brain Points: A Growth Mindset Incentive Structure Boosts

could revolve around the idea of teacher perceptions of his or her Persistence in an Educational GamePtoceedings of the SIGCHI

studentsd abilities. Resear chonfateoceidn fumap|Fassy ifme Camppultii e@ - Syt e

mindset of his/her own subject expertise and associated teaching fg'l"l' i /2';'2‘6’5"288 ;gé';lw NY, USA,  33393348. doi:

capabilities. For instance, if a teacheerevnot skilled in gchmiqr, 3. A, Shumow, L., & Kacka@am, H. Z. (2017). Doasindset

mathematicsor science as a student, does s/he believe s/he can interventionpredict st u d e daily sxerience inclassrooms? A

teach that subject effectively as an adult? How would this mindset comparison ofseventh andninth gr a d erajestories. Journal of

affect the classroom learning? These questions are possible gfl’g;hz and Adolescence, 46(3), 58D2. doi:10.1007/51096016

inquiries for future StUdy- Treasury. (2016). The 2016 snaghot. Retrieved from
http://www.treasury.govt.nz/financialstatements/yearend/jun16snaps

i hot
CO”CIUSlon Wool | et t, K., & Maguireknoblvl edgedp20t
i L o n d dayoditslrives structural brain changes. Current Biology,
, It took decades for thg concept pf growth mlndsetmerge 21(24), 21092114.d0i:10.1016/j.cub.2011.11.018
With a handle on the idea of fixed and growth mirglset
researchersturnédh ei r f ocus latarethepeost i ons | i ke AW

and cons of mindséi? d&irdd can our students benefit from
what we know® The studies were all learreentred and
hypothegsed that intervening with a growth mindpebgramme

or messaging would raise achievement and engagement.
Researchers found that the mindset of students of all ages,
ethnicities,andsociaeconomic status cdre positively affected

by small or large interventions. This is significant because the
outcome of education is something all citizens have a vested
interest in. This research is promising for the future of education
because it is cost effective and carinfygdemented at one of the
most basiclevels of educatiah in the classroom, teacher to
student.Moreover, in the interest of individualised learning,
messages can be tailored tofitanystuglend s | ear,ni ng needs
through wholeclass messaging, indiviel interventionor even
through gaming and technology. The opportunitiegyfowth
mindset intervention are endless.
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Student Wellbeing inEducational Settings
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Te RUngai Ak oCollage oftEducaticm,iHealtraand Human Development, University of Canterbury, New Zealand

Abstract

Ensuring that all our children and young people are of sound wellbeing insticeritliry is of growing importance

in educational settings. This literature review explores a range of primary studies to examine the contributing factors
to student wellbeing in an educational setting. Student wellbeing is becoming increasingly sigriife@aassessing

school effectiveness as wellbeing directly influences social, emqtiombbehavioural outcomes, as well as academic
achievement. The studies examined established that classroom settings are a major site for wellbeing development.
Classroms need to be safe, supportamed respectful learning environments to foster high levels of student wellbeing.
The studies examined identified that student wellbeing is influenced by the teachers own wellbeing. If teachers have
a perceived lower wellbeg, this will have a flow on effect to students, negativafgcting their wellbeing.
Furthermore, the studies have highlighted the impact teatigent relationships have on student wellbeing. It is
suggested that supportive teackirdent relationshs promote and develop student wellbeing effectively. In
summary, this literature review reflects the significance of creating teaching and learning environments that promote
student wellbeing for future health.

Keywords Wellbeing StudentTeacher RolgTeacherStudent Relationship€lassroom
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Introduction is a significant factor in how students learn, bejeve function
] ) ) within educational settings and communities, as well as an output

Across the world, education settings are key sites fofactor when assessing school effectiveness. The role of education
providing teaching and leaming experiertoesaim to facilitate  providers, especially that of teachers, has changed to providing
childrends and young peo [sydents with wellbeing support, to the sdevel as academid € S -
Traditionally, when assessing school effectiveness, it was 0”|support. Educational settings are moving away from asking who
cognitive factors, such as academic achievement, that were takis the problem? to what is the problem? (Mutrayvey, 2010).
into consideration (an_Petegem, Aelterman, Van Keér The aim of this literature review is to examine a range of
Rosseel, 2007owever, over the past decade the fascinfiifon  syydies that have explored student wellbeing. Iriicpéar,
purely cognitive factors of school effectiveness has taken |, packing wellbeing in educat.i
progressive transformation. Education providers now have rgle is in promoting and developing student welloeing, and

respossibility and commitment fo their students to provide syhsequently how teackettident relationships influence student
teaching and leaming experiences that facilitate studetyg|peing.

wellbeing.

Student wellbeing has become a significant factor wherWe”bein
assessing school effectiveness because of the increasing num..C. g
of studentsvho display aggressive, neaomplianfand resistant The wellbeing of students has bewba vocalised concern
behaviours in education setting®oulou, 201Y These  within educational settings, however, there are inconsistencies
behaviours have resulted in problems with student discipline arabout what student wellbeing is and includes. Initially, student
classroom managemef@ichonerReichl, 201Y. Furthermore,  wellbeing is considered an emotional sfatdfve-Sabel, 2014
there is a persistent increase in the number of students who &/an Petegem et al., 200fat is influenced by multiple factors in
experiencing mental and emotional disoréeic thesean have  and outside the classroom. This is a rather naive view of student
long term detrimental outcas Kidger, Gunnel, Biddle, wellbeing,becausstudents enter educatiosattings with non
Campbell& Donovan, 2009 For this reasgrstudent wellbeing  cognitive aspects that affect their wellbeing (Muttayrvey,

57

() ©® http://hdl.handle.netD092/14634



http://hdl.handle.net/10092/14634
http://www.education.canterbury.ac.nz/teacherinquiry/
http://creativecommons.org/licenses/by/4.0/
http://creativecommons.org/licenses/by/4.0/
http://hdl.handle.net/10092/14634
https://doi.org/10.1007/s11205-007-9093-7
https://doi.org/10.1007/s11205-007-9093-7
https://doi.org/10.1080/21683603.2016.1203851
https://www.jstor.org/stable/pdf/44219025.pdf
https://doi.org/10.1080/01411920903249308
https://doi.org/10.1080/01411920903249308
https://doi.org/10.1007/s11205-013-0557-7
https://doi.org/10.1007/s11205-007-9093-7

Journal of Initial Teacher Inquiry (20LA/olume 3

201Q Van Petegem et al., 200Anderson and Graham (2016) wellbeing and learning are interconnected; you cannot have one
identified that students define their wellbeing in terms of beincwithout the otherWellbeing iscentral to learninglearning is
safe, happy, loved, respecgtadd healthy. Educational settings central to wellbeing-olfve-S a b | e 6 study(céh€lutiedl that
therefore must foster and develop more than emotionalstudent wellbeing reflects the quality of education received. A
wellbeing to ensure they are educating their students to becorrange of studies discovered thatdstat wellbeing is a key
productive future citizenK{dger et al., 2009SchonerReichl,  component to produce successful educational outcomes
2017. Student wellbeing must be recognised in educatione(Murray-Harvey, 201fVan Petegem et al., 200#ith Andersm
settings asnicluding studenésemotional, social, physicednd  and Graham (2016foncluding that students with higher
mental states of beinghfderson & Graham, 201®urlak, wellbeing achieve greater academic success. Furthermore,
Weissberg, DymnickiTaylor, & Schellinger, 2011 Murray- Anderson and Graham (201€ipte that students with higher
Harvey & Slee, 2007). wellbeing in the classom setting also improve their sense of
Students wellbeing fluctuates daily as it depends on whetheagency, communication, selsteem confidence, community
their emotional, social, physicand mental needs have been engagement, sdiflfilment, better health statusnd reduced
satisfied yan derKaapDeeder, Vansteenkiste, Soenefls  exclusion from school. Educational settings are paramount to the
Mabbe, 2017)Holfve-Sabel (2014¥tate that student wellbeing pr o mot i on o f ingswhile dt esahdoléasd inatleel | b e
was previoushthought of as a family responsibilitgpowever,  future.
Anderson and Graham (2018)gue that supporting student
wellbeing is now a function of realising studérights ashuman  Tegcher Role

beings and part | oherefore)educatiohi 1 otrenos services .
settings are now equally responsitfte promoting student It is long established that teachers can influence and make a
wellbeing Holfve-Sabel, 201y Educational settings shoud di f f erence to studentsd |ives

produce students who are proficient in core academiThis can be fostered through developing the whole child so
components, buthocanalsowork well with others from diverse ~ Student welleing needs are respected and supported in a safe and
backgrounds in social and emotional ways, practice healtheSponsive educational settirido{fve-Sable, 2014Schoner

behavioursand be responsible and respecturfak et al., ‘Reichl, 2017Van Petegem et al., 200As a result, the role of a
2011). teacher is challenging and demanding with accountability

The classroom setting is a key site for promoting studermeasures, heavy workload, diverse range of students needs and
wellbeing. Classrooms need to be safe, inclusive, respecifll  behaviours, time constrainendoccupational stresgifiger et
supportive learing environmenBuflak et al., 2011Holfve- &l 2009 Martinez, 2016Poulou, 201). Kidger et al., (2009)
Sabel, 202; MurrayHarvey, 2010,SchonerReichl, 201y,  @nd SchonerReichl (2017)have identified these factors as
Anderson and <udyfathemientifieg tha 1reasons for teacher burnout, emotional exhaustion, lower job
classrooms need to be tiggvironmentsMurray-Harvey and ~ Satisfactionand low sense of accomplishment. Furtieeeythey
Slee (2007)and Holfve-Sabel (2014)communicate that Nave been the main determinate
classroom settings are the central locatiorstiodentsd build ~ SchonerReichl (2017)adds to this idea by identifying teachers
relationships withtheir teachers andheir own peers. Many ~OWn personal and professional emotional and sociel kv
studies suggest that student wellbeing is best promoted in ticompetence is associated with differing levels of teacher
classroom setting where there are positive, suppodie  Wellbeing Kidger et al., (2009elieves that many teachers often
collaborative relationships between teachers and students, ghave unmet wellbeing needs in educational settings that hinder
students and studenfsderson & Graham, 201Holfve-Sabel, their ability to then meet student wellbeing needs and be a
2014. Anderson and Graham (201@xplain that these positive role model. It is clear from the studies that there i§ flow
relationships encourage student responsibility and informeon effect from teacher welllogy to that of student wellbeing
decision making, helping to provide a sense of belonging an(Kidger et al., 200%5chonerReichl, 201j. Teacher wellbeing
positive selesteem withirstudents. Classroom settings must forms the basis for relationship buiidi with students, and
also foster student engagement, participation, meaning makinProvides a psychologically secure learning focuse_d classroom
and motivation for the promotion of student wellbeing, which (Poulou, 201y. When teachers have lowered wellbeing they are
highlights the importance of how and why teachers choosunable to unable o fully support and respondapiately to
certain course conteritfderson & Graham, 2016an Petegem  their studentineedsandthereforetheyare unable to do their job
et al., 200Y. In addition, within the classroom setting, student effectively (idger et al., 200p The flow on effect of this is
wellbeing can be fostered and developed througtprier ~ €vident in student wellbeing as there are oftecreased
identification of wellbeingidentification ofproblemsandthe  difficulties within the classroomKidger et al., (2009)and
elimination of risk factorssuch as the repeated negative SchonerReichl (2017)dentified such difficulties as emotional
reinforcement of gender, racand sexual orientatioHplfve-  distress in both students and teachers, and students exhibiting
Sabé 2014. higher levels of externalising problems, interpersonal problems

Achieving student wellbeing in an educational setting is@nd internalising problemiifiger et al., 20095chonerReichl,
complex however, it is essential for the development of the2017. Teachers with lower wellbeing need to act and make a
whole child (Martinez, 201®oulou, 201, The development of ~ conscious effort to receive support and training to develop their
the whole child includes social, emotignahd behavioural ~€motional and social abilities and skills so they bacome
competenciesas well asacademic components that each effective ad resilient teachergulou, 201y
influence the wellbeing of studenBu(lak et al., 201)1 Kidger The need for teachers to receive support to allow them to
et al. (2009)and Murray-Harvey and Slee (2008rgue that develop their own and student wellbeing has been highlighted in
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researchKidger et al., (2009pstablished that teachers have wellbeing. This type of teachereates a positive and stimulating
previously ignored addressing student wellbeing as they often feenvironment that is fun, enthusiastic, mainly fas&nted and
burdened by it, lacking in the appropriate knowledge forconsiders the physical and emotional needs of individual students
managing certain issues ahdybelievedttook time away from  (Van Petegrem et al., 201 ¥an Petegrem et al., (200ahd
academic work. However, thes2entury teacher must explicity Holfve-Sabel (2014)highlight the importance for current
promote and devel op st ud e n teacherstomove away from the traditional authiitstyle of a s s r
becausghe rising number of children and young people withteaching, to ensure they are positively influencing student
emotional, mental, socjand behavioural disoets cannot be  wellbeing in the classroom.

ignored. Teachers must promote wellbeing to ensure that they are

helpiqg to (aise healthy children and young people who caTeacheri Student Relationship

participate in the future and have decreased risk of beinu ] o . ) )
disconnecteftom their community Durlak et al., 201;Kidger Developing and maintaining meaningful - relationships
et al., 209, Martinez, 2016). YeSchonerReichl (2017)has  Petween teachers and students in the classroom is a significant
identified there is still a mismatch betwetilet € a ¢ h e r component to fostering student wellbeing. Teachers have
resourcesor needs. Many teachers have identified that theiformed and therontinue to be a source of support for their
current role has placed them in situations where they fe¢StudentsSchonerReichl (2017) dent i fi ed that a
undeprepared, unconfiderend unsupported to manage studentcompetence shapes the nature of the relationship they have with
wellbeingin an effective mannéKidger et al., 209, Martinez, ~ their studentsPoulou (2017)adds to this by stating that it is
2016 SchonerReichl, 201Y. This highlights the importance for téachers perceived emotional intelligence that shapes the
teachers to receive and engage in training and professiorrelationship between student and teacher ZBMurray-Harvey
development. Kiger et al., (201Pgpulou (2017pndSchonert ~ @nd_Slee (2007)indicated, relationships are bidirectional,
Reichl (2017have communicated that teachers need training anMéaning that both teachers and students have a part to play in
professional development in all stages of their calsecausig ~ Maintaining the relationship. _

raises their confidence levels, develops their skills and abilities ~_Teachesstudent relationships affect student wellbeing as the
increases tiieknowledge, and ultimately positively influesce daily closerss the twapartiesshare affects whether their needs
student wellbeing. When teachers are engaging in training arn@ve been recognised and somewhat safighederson and
professional development, they will reflect, obseavel receive ~ Graham (2016has suggested that it is a vital human need to be
feedback on their own practieed thiswill encourage them to ~ récognised, and thiais inseparably bound with wellbeing. From
examine theipersonal and professional ideas, valaed beliefs ~ the studies in this review, the relationship between teachers and
through a critical lens (Martinez, 2018an Petegrem et al., Students has been identified as being inseparable from student
2017. When teachers can reflect on their own practice, iWellbeing. The study conducted Bjurray-Harvey and Slee
becomes easier to seewhthey influence their students and (2007) identified that when teachstudent relationships are

studentvellbeing Murray-Harvey& Slee 2007 Poulou, 2017 supportive, students experience higher levels of wellbeing.
Van Petegrem et al., 2017 Whereas, if they are in a stressful relationship, students

Teachers have significant power in the classroom an€xperience lower levels of wellbeing. Thisghasises the need
educational setting to develop and promote student wellbeindor teachers to engage in supportive teashiefent relationships.
Holfve-Sable (2014jdentified that teachers can act on low and Anderson and Graham (201€j)ggested that teachers can be
negative student wellbeing by understanding their flow on effecSUpportive through conversation and listeningiabthe students
to students and by creating a safe, suppeaicborderly learning feel their unique voice is important and therefqre can participate.
setting that promotes good social relationships. Teachers cMurrayHarvey (2010)  reinforces the importance  of
educate studesitto improve and manage their wellbeing by COmmunication in teachetudent relationshipgan Petegem et
relieving stress, managing their anger, dealing with sociz@l. (2007)suggest that for teachers to be a source of support in
interactions, forming strong adehild relationshipsand being  the relationship, they need to be understanding, coopeestive
involved in their own decision makindiderson & Graham, tolerant, and are there to help students when help is needed. In
2016 Poulou, 201y Teaching strategies to promote studentaddition to thisAnderson and Graham (201fighlighted the
wellbeing include constructive feedback and supportiveimportance of students being genuinely heard and listened to in
instructional  communication  (Murrdyarvey,  20D). teachesstudent relatlonsh|p_s to promote student wellbemg_.
FurthermoreDurlak et al(2011)identified that it was likely that  Murray-Harvey (2010) identified that females reported that their
the school environment, teacher practices and expectations, s'é@tionship with a teacher is more supportive than what males
studentteacher relationshipsvill contribute to devebping ~ 'eported.  FurthermoreMurray-Harvey and Slee (2007)
student wellbeing. Additional research froran der Kaap  ©€Stablished that students feel primary school teachers are more
Deeder et al., (2017) emphasises that teachers must proviSupportive than secondasghool teachers. Teachers need to be
higher levels of autonomy to students so that they become me@ware of this, and ensure that they are supporting every child in
motivated in their learniny/an Petegrem et al., (2005uggests  their classroom. Supportive teackerdent relationships should
that the best style of teaching to promote student wellbeing N0t be seen as additive value to the quality of wellbeing, but as an
dominatécooperative. This type of teaching style is tolerant yet€SSential part obchieving student success (Murtdgrvey,
disciplinarian ast gives students structure with flexibilitp/an - ) ) )

Petegrem et al., 2017Holfve-Sabel (2014)reinforces the Having supportive teachetudent relationships has
dominatécooperative teaching style to improve studentNUmerous positive outcomes for students learning and need
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satisfaction. It has been found in many studies in this review thafartinez, L. (2016). Te ¢ hseveicés on social and emotional learning:
when teachestudent relatinships are supportive, students are Identifying the conditions that make implementation possible

. d d and . | hich i International Journal of Emotional Education(2}, 6-24.
more motivated, engaged and persistent to learn, whic 'ncrea%&ray-Harvey, R. (2010). Relationship influences on students' academic

academic performancklrray-Harvey & Slee, 20Q5choner achievement, psychological health and wmling at school.
Reichl, 2017van der Kaafbeedeket al, 2017) Murray-Harvey Educational & Child Psychology, £7), 104115

and Slee (2007)eport that when students are in supportiveMur@-Harvey, R., & Slee, P. (2007). Supportive and stressful

. . - relationshipswith teachers, peers and family and their influence on
teachesstudent relat'onSh'pS thEy are less hkely to mepo students' social/emotional and academic experience of school.

symptoms such as apgtidepresen or aggressin They also Australian Journal of Guidance and Counselling(d2), 126147.
suggest that supportive relationships reduce victimisation and doi:10.1375/ajgc.12.126

bullying of students. Furthermore, when teachers and studerft§ulou: M. (2017). An examination 6fh e r el ati onshi p am
perceptions of sociamotional learning, teaching efficacy, teacher

share a supportive relationship, students are less likely to engage ¢4 e n t interacti omehavioura ndifficulties u d e n t

in risky behavioursHolfve-Sabel, 2014Poulou, 201y From International Journal of School & Educational Réwlogy, %2), 126
this, it is hoped that student emotional, mental, soaiad S h136-4<;0i1_12'-128(();201167?3203;2?16-(;L203851 | learm 4 teach

H H H il - chonerreicnl, K. . Social and emotional earning an teachers.
behavioural disorders will decrease. Building supportwel The Euiture of Children, 1), 137155,

reducing stressfulteachesstudent relationships is key for https:/Awww.jstor.ora/stable/pdf/44219025.pdf

teachers in ensuring they are developing and fostering student der KaapDeeder, J., Vansteenkiste, M., Soenens, B., & Mabbe, E.

wellbeing. (2017). Chil-dekengs d@helyolel bf mot
and siblingso a ult psyclwlogical soatmlp o r t
Developmental Psychology, @3, 237251.

Conclusion Van Petegem, K., Aelterman, A., Van Keer, H., & Rosseel, Y. (2007). The
Lo . . . L influence of student characteristics and interpersonal teacher
This literature review has identifiebet significant need for behaviour in the cl asSwabicatosn st ud

educational settings to explicitly promote and develop student Research, 82), 279291.doi: 10.1007/s1120807-90937
wellbeing. The review has found that students with higher
wellbeing tend to have greater social and emotional competence
and greater academic achievement. The role desagiay in
influencing student wellbeing is incontestable. Teachers must
create a safe, supportihvand respectful classroom, where the
students are genuinely being listened to. Teachers need to
understand that their own wellbeing does have adioeffect to

their students. Therefore, teachers must also develop their own
wellbeing competence to perform their job effectively. Teachers
should develop a domin&tmoperative teaching style that allows
freedom yet discipline when students need it. Teachersekd

to consistently engage in training and personal development to
gain the knowledge, skillsand competencies to effectively
manage and develop student wellbeing in the classroom.
Teachers, and students, need to be mindful of the relationships
and level of connectedness they share. In addition, they need to
engage in a supportive relationship to foster higher levels of
student wellbeing. In summary, it is the role of the teacher that
has significant influence on promoting and developing student
wellbeng in an educational setting that is crucial for them to be
productive citizens.
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Mental Health and Wellbeing in New Zealand Education

) Charlotte Johns
Te RUngai Ak oCollage oftEducaticm,iHealtraand Human Development, University of Canterbury, New Zealand

Abstract
This literature review examines the current findings of mental health and wellbeing researciZeekew education
systems. M U pandi those draml lesver soeioetosomic grauge disproportionately affected by mental

health and substance abuse disorders. Current mental health and wellbeing support systems in New Zealand are
grouped accordinto the thredier approachfocusing on the severity of need of the adolescents, with school supports
including a combination of these systems. Secondary school counsellors are used for early intervention, with primary
and intermediate schools lackingigonment funding to provide this suppoutrently The findings discussed support

the relationship between academic achievement and mental health in adolescents. Current research has found that
depressive symptoms for adolescents weBdithes higher ipoverty groups compared to students not experiencing

poverty. Adolescents (134 years) had the highest rate of suicat®ounting for one in three deaths in 2013, with
rates of suicide in MUori aMWOreis.ceR efsuadphatdferimydreent | y h
counselling can be used as an effective method for re
lower socioeconomic adolescents. Caring relationships between parents,, settbotsnmunity have been found to

be important factors influencing happiness among adolescents. This review has identified not only a lack of New
Zeal and research focusing on ment al health and well b
socioeconomic groups, baisoa clear need for funding to provide schdmsed counselling services for primary aged
adolescents

Keywords Mental Health, Wellbeing, Anxiety, Depression, School Support Systems, Socioeconomic Factors,
Adolescents, New Zealand
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Introduction unhappiness, depression, educational underachieveameht
suicide Chan et al., 201 Clark et al., 2014Cushman, Clelland,

Mental health and substance use disorders are the leadig Hornby, 2011 Fergusson, Horwood, Ridder, & Beautrais,
global cause of disability in adolescents ad€ell9 years 2005).

(Erskne et al., 2015Simpson, Wicken, Duncanson, Adams, &
Oben, 2016; WHO, 2014). The number of adolescents sufferin

from recognised mental health disorders is 20% in mos.Current Squort SyStemS

developed nationC{ark et al., 204; Fortune et al., 2010). In The current New Zealand mental health and wellbeing
New Zeal and, MUor i a d ol e s support systems include a range of government agenciesmthr
socioeconomic groups are disproportionately affected (Crengle servicesjnitiatives and policies, whictaredesigned to support

al., 2013; Simpson et al., 2016). New Zealand youth (ag&é€l)15 the mental health of adolescents. These support systems are
have the highest suicide rates in @rganigtion for Economic  delivered through: schools, District Health Boards, - non
Co-operation and DevelopmerDECD. New Zealand also gover nment al organi sations (N
spends less than the OECD average on young children, desggroups Macklem, 2011 New Zealand Mental Health
international evidence that shows spending on young children Commission [NZMHC] 2012).

more likely to result in positive outcomes (OECD, 2009).

Research has shown that mental health disorders durirGovernment Support

adolescence are often associated with a range of negatiThe support systems provided can be loosely grouped according
outcomes. These can include: increased anxiety, anger, bullyirto the severity of need they are designed to address using the
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