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Abstract
I work as a Resource Teacher Learning and Behaviour (RTLB): a teacher in New
Zealand who assists schools with children with special education needs. Using
Michel Foucault’s suggestion for writing genealogies, I aim in this thesis to shed
some light on how I came to think, act and think of myself as an RTLB. In the
course of my enquiry, I engage with several dimensions of the RTLB initiative
together with my own experiences: the political rationalities and practices that
created the work of the RTLB, the knowledges that gave the work intelligibility
and credibility and the techniques in the RTLB training programme that enabled
the trainees to be competent in and committed to the work. Reckoned together, the
interpretations offered here – the RTLB as a project of governmentality, an effect
of discursive formations and both a disciplined and self-disciplined individual –
give a sense of the complexity and inventiveness of ideas and activities through
which the RTLB emerged in education. The significance of this view is that we
can open up new ways of understanding ourselves as workers in education: how
we are capacitated to think and behave in certain ways and who we think we are.
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Chapter 1
Advancing the Thesis:
Toward Understanding How I came to be a RTLB through
Foucault
!
Work has been a key site for the formation of persons
(Miller & Rose 2008, p. 174)
Like many people, I spend most days at work. My workplace is a large primary school1
where I have a small, cramped office sandwiched between two classrooms. But work is
also where I become a different type of person: one who has another name and thinks and
does things in particular ways. For the last eleven years I have been a specific sort of
teacher in New Zealand. I am a ‘Resource Teacher Learning and Behaviour’ but called
more often a RTLB. I help schools with children who are said to have ‘special education
needs’. Some time ago, the New Zealand Ministry of Education created a fictional story to
describe for teachers and parents a typical child with special education needs. This is a
sample:
Hayden has difficulty settling to tasks, makes inappropriate noises when
the class is working, moves around the class when the students are
engaged in individual and group work and is often unwilling to comply
with the teacher’s requests and instructions. In the playground he
frequently disrupts other children’s play by arguing about the rules,
taking the ball from a game and hitting others when they disagree with
him. In most curriculum areas Hayden’s attainments are about two years
behind his age level.
(Ministry of Education, 1998, p.19)

1

A primary school is equivalent to an elementary school in the United States.

1

In this official description, the child with ‘special education needs’ has problems at
school. Hayden’s behaviour suggests a problem because he makes ‘inappropriate
noises’ in class, he is ‘unwilling to comply’ with the teacher’s requests, ‘frequently
disrupts’ games and hurts other children in the playground. Further, a problem is
implied about Hayden’s learning because he is said to be ‘two years behind’ other
children his age in ‘most curriculum areas’ such as English and Mathematics. Hayden’s
story constructs an image of a child who, through his disruptive actions and poor
aptitude for schoolwork, mark him as different in the population of children at school.
This ‘differentness’ identifies Hayden as having special education needs and also
provides the rationale for him to receive “extra assistance” at school (Ministry of
Education, 1998, p.2). As a RTLB, I try to assist schools with children with ‘special
education needs’ by working with teachers, families and specialists such as
psychologists to manage or solve problems like Hayden’s (and with sometimes more
complex issues such as physical disabilities). Because I can be working on different
types of problems in different schools at the same time, each day is diverse and
somewhat chaotic. What follows is a picture of my day at work. I made up the names of
the children in the picture but the problems are real.
I usually arrive at work at 8am, get a cup of tea and switch on my computer. I check my
email, phone messages and diary of appointments for the day. For the next hour I work
on an important document for Sarah. Sarah (aged 7) has difficulties in reading, writing
and math. She also has a mild physical disability. The document is a report of a meeting
I had with Sarah’s parents, teacher, occupational therapist and support person in the
classroom (teacher aide). At the meeting, we decided on specific goals to help Sarah’s
learning and physical movement around the school. Around 9:00 I drive to school A to
observe Damon and his teacher in the classroom.
Damon is ten and a challenging child in the classroom: according to a local psychologist’s
formal assessment he has a specified problem called Attention Deficit Hyperactivity
Disorder or ADHD2. The class teacher finds it difficult to manage Damon’s short
2

In one official pamphlet published by the Ministry of Education (2003) for teachers and parents, ADHD is

said to be a neurological and genetic disorder usually associated with significant learning difficulties. This
pamphlet describes the main characteristics of ADHD as difficulties with sustaining attention, effort and
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concentration span and negative interactions with other children. This morning I am
observing Damon for the third time. Class observations help me gather more information
about the problems and how they are dealt with. I sit at the back of the classroom and write
down in my notebook what Damon and the teacher does and says (if I hear it). I see that
Damon is not doing the assigned writing task: he is rocking on his chair and talking to
others in his group. The teacher gets annoyed and tells Damon to get on with his work. To
his group, Damon blurts out “this sucks” and unfortunately the teacher hears. The teacher
asks Damon to put his name under the ‘sad face’ drawn on the board. Damon settles to
work and asks the teacher politely if he can go to the toilet. But when he comes back he
gets involved in a squabble with another boy over a pencil. Damon pokes the pencil very
hard into the boy’s arm and the boy cries. The teacher has had enough and sends Damon
out of the room. I wonder if Damon had his ADHD medicine today and make a note in my
diary to ring his mum later. In my notebook, I write “need to talk to the teacher about
noticing and praising Damon when he is settled and polite”. Also, the writing programme
may need to be looked at: I write “does Damon understand what he has to do? Is the task
too difficult for him?” I finish the observation at 10:30 and return to my office.
I grab another cup of tea and then hurry to an appointment at 11:00 at school B. I am
meeting with Hemi’s mother, Tania. Hemi is five, he is having difficulties learning to read
and does not like coming to school. Tania told me at our first meeting that Hemi didn’t like
his teacher because she was grumpy. Further, the books Hemi was bringing home to read
persistence and problems with organisation, controlling emotions and impulsivity. The pamphlet claims
medication is often prescribed for children with ADHD. According to Fraser & Moltzen (1995) ADHD has
been a diagnostic category used by the American Psychiatric Association to “define a set of symptoms that
were synonymous with what was formerly called ‘hyperactive child syndrome’” (237). Writing in the mid
1990s and just before the introduction of the RTLB into schools, Fraser & Moltzen note the significant rise in
interest in ADHD in the United States, Australia and New Zealand “in both professional publications and the
popular press; to the extent that it has been referred to as the ‘disorder of the nineties’” (1995, p.237).
Currently the literature available to teachers, academics, doctors and psychologists around ADHD is vast and
includes a critical approach to the disorder (Forness & Kavale, 2001; Lloyd, Stead & Cohen, 2006; Graham,
2010), practical suggestions for classroom teachers (Steer, 2009; Rief, 2008), effects of medication (Lerner &
Wigal, 2008; Yilditz, Sismanlar, Nursu, Karakaya, Agaoglu, 2011), Gender and ethnicity studies (Mandell,
Davis et al 2008; Kent, Pelham, Molina et al. 2010; Grskovic & Zentall, 2010) and research in the New
Zealand context (Pisecco, Wristers, Swank et al 2001; Curtis, Pisecco, Hamilton, Moore, 2006).
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were too hard for him. I have been working with Hemi’s teacher for a while to improve her
relationship with Hemi and ensure he is reading books at the right level for him. Tania tells
me that Hemi is now happy to go to school most days but the books are still too hard.
Inwardly I’m annoyed to hear about the books but I say to Tania I will speak to the teacher
again. I finish my meeting at about 12:00.
Back at the office I need to attend to do some jobs before lunch at 12:30. I send an email to
Damon and Hemi’s teachers to make a time to meet and then carry on with the report for
Sarah. After lunch, I drive to school C to observe John (aged 7). I have been working with
John and his teacher Mary for six months. When I first started, John had difficulties with
completing reading and writing tasks and was very quiet in class. To help John interact
more with other children and finish his work, I’ve been helping Mary to work more often
with the class in small groups. I notice that John is talking and at times laughing with the
other children in his group: his teacher reluctantly tells the group to stop and get on with
their work. This is a great result for John and Mary and I grin at each other as I leave the
room.
When the school day finishes at 3:00, I drive back to school B for a meeting about Harry.
Harry is nine and four years behind what would be expected from a nine year old child in
his learning and he is making minimal progress. At the meeting are the class teacher, the
person responsible for special education needs in the school and myself. I have tried to
contact Harry’s mum to invite her to the meeting and left messages on her phone but she
has not arrived. The purpose of the meeting is to set goals for Harry in reading, writing and
math but his slow progress is of more concern. The person responsible for special
education needs suggests that Harry’s problems might be better understood if he were
assessed by a psychologist. I agree to try and contact Harry’s mum again to talk about the
assessment but without her consent there is nothing we can do. We manage to set some
goals for Harry but the teacher announces she has another meeting and needs to leave. The
job is left unfinished. After the meeting, I drive home. On the way I think about my day:
John seemed much happier today but I still need to finish the goals for Harry, I didn’t
complete that report for Sarah, I had no time to ring Damon’s mother and how am I going
to deal tactfully with Hemi’s teacher about his books?
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My working day (and I have continued to work full time during the writing of this thesis)
often leaves me with more questions and unfinished matters than solutions to problems. I
keep a diary of appointments for the day but I can never predict what will happen in a
classroom observation, how a meeting will go or what a parent will report. And those
unfinished matters: there is a chance I will get to those tomorrow or I may clear my diary
and spend the whole day in my office. My work with schools with children with special
education needs is messy and for the much of the last eleven years I didn’t think about my
everyday experiences (actions, thoughts, feelings) of being an RTLB. I accepted those
experiences as ‘just the way it is’. But then a few years ago, I came across the work of
Michel Foucault. His ideas encouraged me to step back from my ways of thinking and
doing things at work and ask how I came to be an RTLB.

Encountering Foucault
I first encountered Michel Foucault in 2002 as a small reference in an article that I read for
a university course I was taking as part of my Master of Education degree. I can no longer
recall the details of the reference but it piqued my interest in Foucault and I began to read
more of his work. In the course of my reading I was drawn to comments Foucault made
about ‘thought’ in an interview. Here he encourages ‘us’, human beings, to question that
which we take for granted.
Thought…it is what allows one to step back from this way of acting or
reacting, to present it to oneself as an object of thought and question it as to
its meaning, its conditions, and its goals. Thought is freedom in relation to
what one does, the motion by which one detaches oneself from it,
establishes it as an object, and reflects on it as a problem.
(1984b, p.388)
In these comments Foucault is urging us to practice a form of freedom by stepping back
from our ways of doing things in our lives such as going to work. He asks us to consider
presenting our ways of doing things (what we think and how we act) to ourselves for
investigation and questioning those ways as to how they came into being or put another
way how we come to ‘be’ who we are. How did we come to do the ‘taken-for-granted’
5

things in our lives? What were the conditions under which it became possible for us to do
things that way? And what were those everyday ways of doing things wanting to achieve?
Foucault suggests that we question our commonsense ways of doing things or, as he says
reflect on those ways as an ‘object of thought’ and a ‘problem’, by examining how our
ways of doing things came to be considered the correct ways of thinking and acting and
then accepted and adopted by us in our lives. Marshall (2007), notes that reflecting on what
we do as an ‘object of thought’ and as a ‘problem’ is important for Foucault because this
act means we come to look at things dispassionatly or “’baggage’, that is prior theory,
presuppositions, and possibilities or hints of solutions” (p.107). In my early days of reading
Foucault’s work I did not immediately relate what he was saying to my own life. I enjoyed
Foucault as a stimulating intellectual exercise, borne along by his compelling writing and
his ability to make me laugh. But later I began to wonder whether Foucault’s ideas could
be seriously taken up to contribute something new and interesting to understandings of my
own working life. So I decided to try Foucault’s proposal and take a step back from work
and consider how I came to be an RTLB and the knowledge I gained in the process.

A reflection on how I came to be an RTLB
I approached the task of stepping back by imagining myself sitting at my desk at work in
front of a mirror. I accounted for my appearance by thinking about the education policy
Special Education 2000 or SE2000 that created my job as an RTLB and the training
programme that prepared me for my work in schools. Here is that account.
In 1998, I was working as another type of teacher called a ‘Resource Teacher Special
Needs’ or RTSN. I travelled around schools and taught individual children aged 7 to about
11 years with learning difficulties. Towards the end of 1998 I was called to a meeting of all
RTSN’s in my town. An official from the Ministry of Education announced that in 1999
we were no longer to be RTSN’s: we would be a different sort of teacher called a RTLB.
The new education policy called SE2000 was setting a new direction for the education of
children with special education needs3. The aim was to achieve an “inclusive education
3

Prior to the introduction of SE2000, children with a wide range of problems in schools (learning, behaviour,

physical or intellectual disabilities) were educated in residential schools, separate classes or regular schools
(Fraser et al, 1995). From the early 1990s there was a trend toward ‘mainstreaming’. Mainstreaming is a
practice of placing some children with learning and or behaviour difficulties and previously in special classes
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system” in New Zealand: where all children would be able to receive a quality education in
schools (Ministry of Education, 1996, p.6). To achieve that aim, SE2000 was restructuring
current services to children with special education needs. A key part of the restructure was
that 500 teachers already employed in ‘special education’ positions such as the RTSN
would have those positions reassigned as RTLB or RTLB (Maori) positions.
The role of the RTLB and RTLB (Maori) was to be much broader than that of a RTSN.
Instead of just working with individual children, the RTLB was to provide support to
teachers and children with special education needs from 5years to about 14 years. This
included providing advice, and in collaboration with class teachers, planning programmes
to manage behaviour or address the learning difficulties of a whole class, a group of
children or an individual child. The focus of the RTLB (Maori) was on Maori children with
learning and or behaviour difficulties in different settings such as Kura Kaupapa Maori4 or
Te Reo immersion classes5 but could also include working with Maori children in English
medium settings. Additional work could be undertaken by an RTLB: the provision of inservice training on topics related to the role for school staff and work with parents, whanau
(family) and other agencies to assist in the development and implementation of
programmes.
After the first meeting with the official from the Ministry of Education, I had to make an
important decision. I had no clear idea about what an RTLB actually did but if I didn’t
want to be an RTLB I would have no job. For pragmatic reasons I chose to become an
RTLB: I had a young son and a mortgage to pay. My decision felt like a leap into the
unknown but there were more changes ahead.

or schools in regular classes with “the support of teacher aides and special education professionals” such as
the RTSN (Ryba, 1995, p.206).
4

Kura Kaupapa Maori is a Maori schooling initiative in New Zealand established in 1985 by parents

concerned “that their children’s knowledge and use of the Maori language and competency in the culture
would be lost if they went to an English medium school” (Bishop & Glynn, 1999, p.80). In 1989 under the
Tomorrow’s Schools educational reforms, Kura Kaupapa Maori was fully recognised as a state funded
schooling alternative within the New Zealand education system.
5

Te Reo refers to the Maori language. Te Reo immersion classes are full Maori-medium classes with primary

and secondary schools in New Zealand.
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In subsequent meetings with the official from the Ministry of Education I was told I also
had to change where I worked and undergo a special training programme. In SE2000,
another important part of the restructure was the establishment of groups of schools around
New Zealand called ‘clusters’. Where I lived in Rotorua, a city in the central North Island,
there were to be three clusters, Rotorua East, Rotorua Central and Rotorua West. A certain
number of RTLB were assigned to work in each cluster and would be based (individually
or as a group) at a ‘host school’. I could choose which cluster I wanted to work in and
picked the Rotorua West cluster. In the West cluster there were 11 schools, 4 host schools
and a total of 5 RTLB. My host school was a primary school with children aged from 5 to
about 11 years and I was to share an office with one other RTLB.
In 1999 all intending RTLB were required (with some exceptions, depending on existing
qualifications) by the Ministry of Education to undertake a two year in-service training
programme. The training programme was developed by a group of New Zealand
universities - Waikato, Victoria University of Wellington and Auckland (called the RTLB
Universities Consortium) in association with the New Zealand Special Education Service
(SES)6. The prototype for the training programme began in the Waikato in 1998, and in
1999 it was introduced nationwide. The programme consisted of four university papers
leading to a Diploma in Special Needs Resource Teaching (Dip. SNRT) or a Post Graduate
Diploma in Special Needs Resource Teaching (P.G.Dip.SNRT) depending on what
qualifications the RTLB already had. In March 1999, I was enrolled at the University of
Waikato in Hamilton, about one hours drive from Rotorua. Because I already had a degree
and a teaching qualification, I was enrolled for a P.G. Dip. SNRT. The costs of the training
programme were met by the Ministry of Education, the Consortium and the Special
Education Service.
Three days each school term, the students in the training programme were expected to
attend lectures in various places around the country (Ministry of Education 1999). The
three days were called ‘block courses’. Students who were enrolled like me through the
University of Waikato were placed into four groups for the block courses. My group was
called the ‘Bay of Plenty/Gisborne’ group. Our block courses were held in Rotorua and
6

The SES was a semi-autonomous government body whose role was to provide services and funding for

students with a range of special education needs in schools in New Zealand.
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also Whakatane, Gisborne and Taupo (these towns were 1 to 3 hours drive from Rotorua).
When not attending block courses, we were expected to develop the knowledge and
practice the skills taught at the block courses.
The curriculum of the training programme from 1999-2000 consisted of professional
development for the RTLB in five areas. The areas were designed to help the RTLB
acquire the skills and knowledge to work effectively with schools with children with
special education needs. This is a summary of the curriculum.
1.

Collaboration and Consultation
To develop skills in working alongside teachers and assisting them to help students
who are experiencing learning and behaviour difficulties.

2.

Education (Inclusion and Strategic Teaching)
To recognise the importance of the learning context of the learner and to
develop skills in adapting the curriculum in a way that is inclusive of all students.

3.

Bicultural and Multicultural Perspective
To develop an understanding that students’ ethnicity and culture exerts a major
influence over what they learn or do not learn at school.

4.

Applied Behaviour Analysis
To make a commitment to changing behaviour through analysis and intervention in
the environment where the problems are occurring.

5.

Reflective Practice
To develop expertise in the RTLB role by examining and revising professional
practice.
(Ministry of Education, 1999; Glynn 1998)

The five curriculum areas were embedded in the four-course structure of the RTLB
training programme which consisted of lectures at block courses, course readings and
related written assignments. In 1999 and 2000, the University of Waikato School Of
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Education (1999, 2000) provided the content of the courses in four ‘course outline’
booklets. Here is a summary of the content with a brief outline of the required assignments.
Course One (Te Kauhua, Introduction to Students in Context)
Course One examined the interaction of individuals and small groups of students and the
contexts in which they experience learning and behaviour difficulties. The RTLB were
expected to complete four assignments for this course including an examination of
inclusive education and Maori and bicultural perspectives.
Course Two (Te Putanga, Classroom Contexts)
Course Two explored and analysed the impact of the classroom context on students who
were experiencing learning and behaviour difficulties. For this course, the RTLB were to
submit three assignments related to collaboration and consultation and adapting the
curriculum in a way that is inclusive of all students.
Course Three (Te Raranga, School and Community Contexts)
Course Three focussed on investigating school and community factors impacting on the
learning and behaviour of students. An emphasis was placed on examining the theory and
practice of school-wide and systems change in order to meet the needs of students. For
Course Three, the RTLB were to complete three assignments including an examination of
Maori and bicultural perspectives. For this assignment the RTLB were required to give an
oral presentation to the class in Maori and in English.
Course Four (Te Huarahi, Professional Portfolio)
Course Four required the RTLB to develop a professional portfolio based on their work
and achievement over the previous two years. The RTLB were asked to select authentic
evidence from their practice and show achievement related to the learning areas.
The students in the training programme were not required to sit examinations at the end of
each course or at the end of the academic year. Each student was assessed on the
assignments they completed for each course and given an average grade for each course.
For example in Course Two of the training programme I was given the grades ‘A+’, ‘A’
and ‘A’ for the three assignments. I was given a grade of A for the complete course. At the
10

end of the training programme in 2000 I was awarded a P.G.Dip.SNRT with Distinction
for a high level of academic achievement over all four courses.
At the end of my account I was satisfied I had given an accurate description of how I
changed from being an RTSN to an RTLB as a result of the SE2000 policy and the RTLB
training programme. But when I went back to Foucault I found there were aspects to
presenting our ways of doing things to ourselves that I had not considered. I was then in a
situation where I could accept my account or try a different approach to how I came to be
an RTLB.

Crossroads and curiosity
I thought there was nothing wrong with my account of how I came to be an RTLB but
reflecting on Foucault I realised I had not explored two important questions. First I had not
considered how my ways of thinking and doings things in my work came to be considered
the correct ways of thinking and doing things. Second I had not examined how I came in a
large measure to accept and adopt those ways of thinking and doing things. But the
questions were totally new to me in my experience of academic life. It was at this point
that I came to a kind of crossroads where I was faced with a choice between fidelity to the
account I had originally imagined or try an unfamiliar line of inquiry guided by those
questions that Foucault had brought up for me. I chose the unfamiliar course of action.
What motivated the decision was not only my passion for Foucault’s work but simple
curiosity. After a number of years of studying at university and working as an RTLB I
wanted to experiment with new ways of thinking and I also wanted to see what might also
be said about the RTLB. I knew I needed to re-think my account of how I came to be an
RTLB but I had no idea where to begin. For me the only way forward was to go back again
to Foucault. As a result I began to read about a different approach to investigating how we
come to be who we are that Foucault describes as ‘genealogy’.

Foucault suggests genealogy
Genealogy is a way of approaching history but not in a way that could be considered
traditional. In their book about Foucault’s work, Danaher, Schirato & Webb (2000) say
genealogy avoids three traditional ways of ‘doing’ history. First, genealogy does not
approach history as an evolutionary narrative that sees humanity as evolving rationally and
11

inevitably over time into an ideal state. Second, genealogy does not identify the points of
origin from which important ideas can be traced, for example democracy in England from
the Magna Carta. And third, genealogy does not look at history as events that occurred as a
consequence of the goals and ideas of important figures such as explorers or monarchs.
Instead genealogy approaches history as a “hazardous play of dominations”: a chaotic
interplay of struggles, conflicts and inconsistencies (Foucault, 1971, p.83). The ways in
which human beings have come to think, act and also understand themselves in the world
do not originate from important figures or evolve logically or inevitably but “emerge” out
of these struggles and conflicts (Foucault, 1971, p. 84). Genealogies are stories that trace
how particular ways of thinking, acting and understanding the self emerged out of
contentions at a particular time and place in history. But for Foucault historical struggles
are more precisely the workings of power.
According to Foucault (1983) power is not something that can be properly portrayed in an
objective or context-free description. Instead power needs to be understood as working in
different ways at different times in history. Foucault (1995) argues that in the ‘modern’ age
(from about the eighteenth century) power needs to be thought of as something that is not a
possession that is held by or belongs to anyone but instead circulates through the entire
social environment. Power circulates around and through relations between groups,
institutions and individuals and can flow quickly from one site to another depending on the
circumstances. This movement of power generates effects by producing knowledge of
people and through struggles to produce what can be said to be the truth about people. In
turn the production of knowledge and truth justify the effects of power. From the
nineteenth century Foucault (1995, 1999) contends that the production of truth about
people became more a matter of producing norms: what is typical or average about people
and also a standard for people to strive for. Hence power relations generating effects by
producing knowledge and norms provide the conditions for the emergence of particular
ways of thinking, acting and understanding the self.
Foucault (1984a) suggests that genealogy has possibly three domains: an archaeology of
knowledge, an examination of power relations and an account of the ethics of selfformation. An archaeology of knowledge involves showing how knowledge and norms are
produced in a domain (such as education) and through which people make sense of the
12

world in their time in history. An examination of power relations inquires into the effects
of different types of power (governmental and disciplinary) that enable people to think and
act in ways within certain knowledge and norms. An account of the ethics of selfformation explores how a person produces themselves (through practices of self-formation
that examine and regulate the body, thoughts and actions) as capable of living a normal and
happy life. All three aspects of genealogy provide the tools for understanding how the self
has emerged out of history.

Uses of genealogy in education – an overview
From this initial introduction to genealogy I began to explore how the ideas had been used
in education. An early contributer to the discussion and use of genealogy was Valerie
Walkerdine (1984) who utilised Foucault’s examination of power/knowledge relations to
examine the presumed classification of stages of development in children at school. The
first collection of essays dedicated to the study of genealogy and education was edited by
Stephen Ball (1990). In this volume, writers examined the implications of genealogy as a
research tool in education (Marshall, 1990; Hoskin 1990) and the interrelationship of
power/knowledge/self-formation in diverse educational phenomena such as the genealogy
of the urban schoolteacher and the production and application of the term ‘management’ in
schools (Jones, 1990b; Ball, 1990). Since Ball’s work a number of studies in education
using Foucault’s ideas and brought together in a single book have been published, for
example Foucault’s Challenge Discourse, Knowledge, and Power in Education
(Popkewitz & Brennan, 1998) and Dangerous Coagulations? The uses of Foucault in the
Study of Education (Baker & Heyning, 2004). Again, both these books explore a wide
variety of educational investigations taking a genealogical approach, such as an
investigation of the ‘modern Finnish teacher’, the notions of ‘childhood’ and the ‘learning
environment’ (Simola, Heikkinen & Silvonen, 1998; Baker, 1998; Hammerberg, 2004). A
number of works since 1990 have focussed on one concept examined by Foucault and the
implications for education such as Foucault’s understanding of governmental power
relations and the effects of neo-liberal ways of thinking and acting (Marshall, 1996;
Olssen, 1999; Masschelein, Simons et al, 2006; Peters, Besley, Olssen et al, 2009). Writers
with specific interests have also used Foucault to produce different understandings and
approaches. For example, feminist academics have been active in both using and critiquing
Foucault’s work in educational studies around gender, the body, pedagogy and what it
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means to ‘do’ educational research (Lather, 1991; Middleton & Jones, 1992; Luke & Gore,
1992; Ellsworth, 1997). And researchers in the area of disability or ‘special education’
have also considered Foucauldian thought in conceptions of difference and ‘normality’
(Skrtic, 1995; Tremain, 2005). However, the books cited above represent only a fraction of
the documents that have used Foucault over the past 20 years in work by an individual or
or a group of researchers published in journals. Typing in ‘Foucault and education’ into the
search engines of academic databases ProQuest, ERIC or Google Scholar through the
University of Auckland library will bring up literally hundreds of peer reviewed articles on
a vast range of topics in a huge range of journals. Among the articles are a focus on
conceptions of different ‘types’ of people in school such as the ‘backward’, ‘disabled’ or
‘good’ student (Copland, 1995; Armstrong, 2002; Read, 2004, Llamas, 2006, Francis,
2006), examinations (Graham & Neu, 2004; Levine, 2008) or the notion of ‘learning’
(Hodgson, 2008, Simons & Masschelein, 2008) or school architecture (Piro, 2008).
Bernadette Baker and Katharina Heyning (2004) note that all the work circulating around
Foucault over the past 20 years does not mean that everyone agrees with everything
Foucault wrote or said. Further, there is no common understanding about what Foucault
means, Baker & Heyning say “ We do not see an original or real Foucault whose purity is
then “used”, but there are different uses of Foucault” (2004, p.37). And these different uses
of Foucault cannot, according to Baker & Heyning, be easily controlled by comparing
different uses “especially where there are no stable grounds for “controlling contaminating
variables”, on which most notions of comparison and functionalism implicitly, and
dangerously hinge” (2004, p.38). With regard to these comments I came to consider a
genealogy of the RTLB within ‘my’ understandings of Foucault, gleaned from Foucault
himself and understandings and uses of his ideas from the writers noted above.

A genealogy of how I came to be an RTLB or ‘what this thesis is all about’
The key ideas of genealogy as I have outlined them above offered another way of thinking
about how I came to ‘be’, or as Judith Butler notes, “occupy the site of” the RTLB in my
life (1997, p.20). Genealogy was a means to go beyond an account of how I came to be, at
work, an RTLB as an historical narrative of my origins and development. With genealogy,
another type of thinking became possible with an investigation into how the conditions
were provided for me to come to know certain things, act in particular ways and
understand myself as a RTLB. So again I imagined myself at my desk at work in front of
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the mirror observing myself. But, this time I accounted for my appearance by taking a
genealogical approach. In this thesis, I think about how I came to be a RTLB through the
effects of power relations, an archaeology of knowledge and practices of the self in
SE2000 and the RTLB training programme. Here is an outline of my argument.
The work (place and activities) of the RTLB was created through the effects of power
relations Foucault describes as ‘governmental’ (1991a). In very general terms
governmental power relations direct or guide people’s conduct through the production and
improvement of problems. In the West, governmental power relations have been
influenced in recent times by a political way of thinking and doing things called ‘neo
liberalism’ which aspires to allow people, without direct intervention by the state, to
become an “enterprising and competitive” contributors to the nation’s health and welfare
(Olssen, 2000, p.10). In SE2000, the problem of ‘special education needs’ was produced
and improved through the effects of neo-liberal thought and practices that allowed the
newly introduced RTLB to assist schools to meet the needs of children with special
education needs. The aim of SE2000 was to achieve an inclusive education system in New
Zealand through the thinking and practices of the ‘inclusive paradigm’.
Using Foucault’s idea of an archaeology of knowledge, I show how ideas concerning the
‘inclusive paradigm’ were produced in the documents of SE2000 from 1998 to 1999 as the
way for teachers such as the RTLB to think about and act toward children who were
designated as having special education needs. The ‘inclusive paradigm’ was seen as an
effect of global trends of notions of ‘fairness’ and ‘justice’ and constituted as a belief that
children with special education needs have the right to fully participate and receive a
quality education alongside their peers in regular schools. The paradigm was also
organised as practices that emphasise the importance of changing and improving the
environment of the children in schools. To ensure the new RTLB was able to assist schools
effectively within the ‘inclusive paradigm’, SE2000 introduced the RTLB training
programme.
The students in the RTLB training programme were trained to think and act in ways
consistent with the ‘inclusive paradigm’ through the effects of power relations Foucault
describes as ‘disciplinary’ (1995). This type of power relations occur mainly in specific
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locations like a school or a factory and enable people to be competent in and committed to
those ways of thinking and doing things that are produced as the norm. Competency is
enabled through training people: managing and ordering people through a network of
relations and organising and regulating time and space. In the training programme, the
‘inclusive paradigm’ was embedded in four areas of the training programme curriculum.
Again, using an archaeological approach, I show how the four learning areas
(Collaboration and Consultation, Education (Inclusion and Strategic Teaching), Bicultural
and Multicultural Perspectives and Applied Behaviour Analysis) were produced in the
documents of the training programme as the ways for the new trainees to think about and
treat children with special education needs and other people. Further, I examine how the
trainees were enabled to think and act in ways consistent with the learning areas in three
ways: through the timetable and the architecture of the conference room in the training
programme block course, managing and ordering the students through a relation of seeing
and being seen by the RTLB Universities Consortium personnel and an examination in the
form of the compulsory written essay.
Through practices of self-formation, the students in the training programme were enabled
to produce themselves as committed to the learning areas and a ‘good’ RTLB. For
Foucault (1997), practices of self-formation involve establishing a relationship with an
obligation to knowledge and norms and working on the self to ensure that actions conform
consistently to norms in order to live a normal and happy life. I examine how practices of
self-formation allowed the trainees to constitute themselves as dedicated to the learning
areas. The students were linked to the idea that they had a responsibility to accept and
practice the learning areas. In addition, the students were to work on the self by giving a
‘confession’ through the fifth area of the RTLB Training Programme curriculum,
Reflective Practice. I show how reflective practices were produced as the ways for the
trainees to examine and share their thoughts and actions concerning their work in schools.
On top of that, the students were required to complete a Professional Portfolio of their
work. The Portfolio was a combination of a work on the self and an examination. The goal
of all these practices of the self was for the students to gain mastery over their thoughts,
actions and appearance and therefore understand themselves, and present themselves to
others, as committed and ‘best fitted’ to assist schools with children deemed special
education needs.
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Thinking matters or ‘how I would like the thesis to be read’
In using genealogy, I offer different perspectives of and not the truth about the RTLB. In
my work, the aim is to, as Maria Tamboukou (1999) says, “follow some of the routes of
Foucault’s intellectual journey’s”: to understand reflexively how I was ‘made’ and made
myself this sort of ‘me’ at work, called an RTLB, who helps in a somewhat chaotic way
schools with children like Damon, Sarah and Hemi (p. 211). My thesis does not settle
questions like “what is an RTLB?”, “where did the RTLB come from?” My approach is to
foreground the complexity and creativity of ideas and practices in SE2000 and the RTLB
training programme and through which the RTLB emerged in education in New Zealand.
And I avoid a critical approach to understanding myself as an RTLB. I won’t engage in a
discussion about whether the ideas and practices produced in SE2000 or the RTLB training
programme and working on and through me, are right or wrong. I take seriously Foucault’s
(1984b, 2007) (Kritzman, 1998) call to avoid polemics, undertaking a “demolition job” or
just taking ‘sides’ on different ways of thinking and doing things (1988, p.107). My stance
consists in offering a detached view, as Foucault (1976a) says about a genealogical
approach - like that “of a doctor who looks closely” (p. 89) , of how, in SE2000 and the
training programme from 1999 to 2000, certain ideas were justified, particular practices
were exercised and all these things were accepted without question by me. In my study
although I don’t offer certainty about the RTLB, I like to think of my work as hopeful. For
myself, there is a hope for new understandings and experiences of how I came to be an
RTLB. Perhaps, these new ‘awarenesses’ can be of some comfort to me in the chaos that is
my day at work. I also hope that this thesis will open up new ways of thinking for others
(teachers and RTLB) experiencing their own working lives. As a genealogy offers different
perspectives, each chapter puts forward a different way of thinking about the RTLB. I will
now preview the chapters that follow.

The chapter outlines
The thesis shows how I use genealogy as a research tool and then investigates how the
RTLB emerged through a genealogical analysis. Chapter 2, Using Foucault’s Tools for
Doing Research: Writing a Genealogy of Myself, examines, and shows how I put to work
in this thesis, Foucault’s three domains of genealogy: an analysis of governmental and
disciplinary power relations, an archaeology of knowledge and an account of the practices
of self-formation. Chapters 3 and 4 explore how the RTLB was ‘capacitated’ to help
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schools with children who were identified with special education needs through the effects
of governmental power relations. Chapter 3, Governing Problem Children: How SE2000
Enabled the RTLB to Improve Children with ‘Special Education Needs’ investigates how
SE2000, through the effects of neo-liberal thought and practices, produced the work of the
newly introduced RTLB to improve the assumed problem of children with special
education needs. Chapter 4, The Production of the ‘Inclusive Paradigm’: An
Archaeological Description of Transformation uses an archaeology of knowledge to
understand how the ‘inclusive paradigm’ was produced in SE2000 as the way for educators
such as the RTLB to think about and act toward children with special education needs.
The next four chapters in the thesis use Foucault’s idea of disciplinary power relations to
examine how the students in the RTLB training programme were trained to assist schools
with children with special education needs. Chapter 5, An Archaeology of the RTLB
Training Programme: Embedding the ‘Inclusive Paradigm’ through the Curriculum, again
utilises an archaeology of knowledge to show how the ‘inclusive paradigm’ was embedded
in four areas of the RTLB Training Programme Curriculum that were produced as the way
for the trainees to think about and act toward children with special education needs, other
people and themselves. Chapter 6, Discipline through the RTLB Training Programme:
Enabling Efficiency and Competency examines how the students were enabled to
participate effectively in the training programme (in the ‘block course’) and competently
assist schools (by way of written assignments). Chapter 7, Practices of Self-Formation
through the RTLB Training Programme: Realising Responsibility and Reflective Practice
explores how the trainees were enabled to produce themselves as committed to the learning
areas through practices of self-formation. Here I discuss how the students were enabled
through promotion of an attitude of responsibility to think and act in accordance with the
learning areas. An important way in which the trainees were enabled was through making a
‘confession’ about themselves by way of ‘reflective practice’ and writing a portfolio. Here
I show how ‘reflective practice’ and a portfolio were produced as the ways for the trainees
to develop their ways of doing things by examining and sharing their thoughts, feelings
and actions with other people. Chapter 8, Practices of Self-Formation through the RTLB
Training Programme: The Professional Portfolio and ‘Mastering the Self’, continues to
examine how the trainees were enabled to produce themselves through the Professional
Portfolio and gaining mastery of the self. I argue the Portfolio was a combination of a work
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of self-surveillance and an examination: the intending RTLB in my training group were
required to scrutinise and share their thoughts and actions linked to the learning areas of
the training programme and submit those ideas and practices for examination by the RTLB
Universities Consortium. In this chapter, I also argue the goal of the practices of selfformation was for the trainees to gain mastery of the self: to cease doing certain things,
become qualified and look credible in the eyes of others. Chapter Nine, Returning to a
Genealogy of Myself at Work: Implications and Possibilities, revisits the writing of this
thesis. I consider how I have used genealogy to unsettle certainty about what we ‘take for
granted’, highlight the importance of details and understand power as productive.
Moreover I explore how this thesis contributes to Foucauldian and educational literature.
Finally I return to my hope for the thesis in raising possibilities for the reader to understand
their working life in new ways.
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Chapter 2
Using Foucault’s Tools for Doing Research:
Writing a Genealogy of Myself
The methodology I use to explore how I came to be an RTLB is genealogical. In this
second chapter, I examine Foucault’s three domains of a genealogy: archaeology of
knowledge, an analysis of power relations and an account of the ethics of self-formation
(1984a). As I outlined in the previous chapter, researchers have used genealogy extensively
and in a variety of ways in recent years to explore a wide range of phenomenon in
education and my use of genealogy is not intended to be definitive. When I began this
study, I tried to find exactly and completely what Foucault meant by genealogy. However,
meaning and certainty proved elusive. Maria Tamboukou explains that although Foucault
used the term ‘genealogy’ to describe his own work he did not have any certain methods
for doing that work: “he was against all closed types of methodologies and instead he was
continually slipping away from being committed to any of them” (1999, p.201). Indeed,
Foucault made no apology for his lack of allegiance to fixed methods of inquiry: “do not
ask who I am and do not ask me to remain the same: leave it to our bureaucrats and our
police to see that our papers are in order” (2005, p.19). But further along in my thesis I
came across the following, somewhat comforting lines from Foucault:
What I say ought to be taken as ‘propositions’, ‘game openings’ where those
who are interested are invited to join in; they are not meant as dogmatic
assertions that have to be taken or left en bloc…at most they are
philosophical fragments put to work in a historical field of problems.
(1991b, p.74).
Here was a view that encouraged me to abandon trying to find the truth about genealogy
and to think of Foucault’s ideas about archaeology, power and ethics as tools I could use to
understand how I came to be an RTLB. A good deal of literature to do with Foucault
acknowledges genealogy as ideas that can be ‘applied’, ‘used’, or ‘drawn on’ to investigate
various educational concepts and practices and offered for consideration by others (Ball,
1990; Simons & Masschelein, 2008). But as I noted in my overview of the uses of
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genealogy in education, not all of Foucault’s ideas are or can be constrained and ‘used’ the
same way (Baker & Heyning, 2004). Consequently, this chapter offers a ‘reading’ (from
Foucault and others working in and around a genealogical approach) not ‘expert’
interpretation of genealogy. From my reading I show how I use the ideas and concepts in
the following chapters to understand the conditions through which I was able to come to
know certain things, act in particular ways, and think of myself as a RTLB.

An archaeology of knowledge
In Chapter 1, I explained that power generates effects by producing knowledge and norms
(which in turn justify the effects of power). For Foucault (2005) an archaeology of
knowledge focuses on digging up or ‘excavating’ the archives of a domain (such as
education, medicine or biology) to understand how knowledge and norms are produced.
An archaeologist of knowledge excavates the many and varied materials, for example the
books, articles, official documents, produced by the domain under investigation. The
purpose of excavation is to uncover ‘statements’. Statements are characterised by their
reference to certain concepts or themes in the domain. Foucault defines statements that
have a common theme as ‘discourse’: “thus I shall be able to speak of clinical discourse,
economic discourse, the discourse of natural history, psychiatric discourse” (2005, p.121).
However, not all statements in a discourse are necessarily legitimate statements. In the
modern age and in a Western tradition, the expert has a dominating influence over what are
to be considered legitimate statements or norms. Foucault’s depiction of the doctor
exemplifies the influence of the expert.
The status of the doctor is generally a rather special one in all forms of
society and civilisation: he is hardly ever an undifferentiated or
interchangeable person. Medical statements cannot come from anybody;
their value, efficacy, even their therapeutic powers, and, generally speaking,
their existence as medical statements cannot be dissociated from the
statutorily defined person who has the right to make them, and to claim for
them the power to overcome suffering and death.
(2005, p.56)
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Here Foucault shows us that norms are not something that are discovered or revealed but
are rather produced in the discourse particular to the domain (medicine) by experts
(qualified doctors). Through an excavation of the materials in a domain, an archaeologist
can reveal how, over time, experts abandon certain norms and produce others. The
archaeologist can question the various materials in a domain: the questioning does not
enquire after the meaning of the materials but asks how, in their very materiality, they are
linked to and lend speech to the production of (what are considered to be) norms (Dreyfus
& Rabinow, 1983). In other words, the work of the archaeologist is descriptive not
interpretative: “archaeology is nothing more than a rewriting. It is not a return to the
innermost secret of the origin; it is the systematic description of a discourse” (Foucault,
2005, p.156).

Using archaeology in SE2000 and the RTLB training programme
I use an archaeology of knowledge in this thesis to describe the norms through which I
came to think and do things as an RTLB. Here I excavate written materials generated in
SE2000 and the RTLB training programme I was involved in. From these materials I
describe how the ‘inclusive paradigm’ and four areas of the RTLB Training Programme
curriculum (Collaboration and Consultation, Education [Inclusion and Strategic Teaching],
Bicultural and Multicultural Perspectives and Applied Behaviour Analysis) were produced
and justified in the late 1990s as the norms for teachers and trainees to understand and
‘treat’ what were defined as children with ‘special education needs’, other people and
themselves. New Zealand university academics working in the Consortium of universities
(that also developed the RTLB Training Programme) played a key role (although
academics from overseas were also included) in the production of these norms. For
Foucault the university is a primary site for the creation of certain ways of thinking.
The university’s primary function is one of selection of knowledges. It can play
this selective role because it has a sort of de facto monopoly, which means that
any knowledge that is not born or shaped within this sort of institutional field,
anything that exists outside it, any knowledge that exists in the wild, any
knowledge that is born elsewhere is automatically disqualified a priori.
(Kritzman, 1988, p.183)
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In these comments the university not only assumes the responsibility to select but also
disqualify particular ways of thinking. I show in my archaeology of SE2000 and the RTLB
Training Programme how the ‘rules’ for understanding of the ‘inclusive paradigm’ were
constructed by academics in universities and included the rejection of the ‘biological
paradigm’ and, for example, how notions of Collaboratiion and Consultation disqualified
ideas of ‘telling others what to do’. However, although the universities played a very
important part in the selection of knowledges in SE2000, the state also ensured that those
knowledges ‘fitted’ with wider political aspirations in New Zealand (I will discuss this
further when I look at governmental power relations). Through my archeaology of the
documents of the SE2000 and the RTLB Training Programme I intend to show how the
changes toward the ‘inclusive paradigm’ were constituted and limited (by academics and
the state) in the late 1990s and set the conditions for “what may pass as truth” about how I,
Sally Scott, was to think and act as an an RTLB (Clifford, 2001, p. 30).
From documents in SE2000, I show in Chapter 4 how the idea of the ‘inclusive paradigm’
was said to be the optimum way of thinking about children with ‘special education needs’
through the notion of a ‘paradigm shift’ away from the ‘biological paradigm’. The shift is
constituted in this way: the ‘biological paradigm’ is a belief that something is wrong with
the bodies of children who have problems at school and the children should be segregated
from their peers in separate schools, classrooms, or programmes. The ‘inclusive paradigm’
on the other hand is a move toward a more fair and just way to treat children with problems
in the belief that all children have the right to receive a quality education and be accepted
and supported by their fellow students in regular schools. This right is upheld through the
‘ecological perspective’.7 An ‘ecological perspective’ focuses on analysing and then
adapting the educational environment for children with problems at school. However,
SE2000 was not a clear realisation of the ‘inclusive paradigm’.
Contemporary policy, as Stephen Ball (1990) and Wendy Larner (2005) point out, is not a
straightforward implementation of certain ideas and principles. Policies are more likely to
7

A key contributor to the production of the ‘ecological perspective’ was Uri Bronfrenbrenner (1917-2005).

Bronfrenbrenner was a psychologist who suggested that human development reflected the influence of
several interrelated environmental systems, for example the micro system or where a person lives (Ysseldyke
& Christenson, 1993-1998).
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be multi vocal and identified tensions and compromises must be acknowledged. I show in
Chapter 4, how, alongside this inclusive view of children with ‘special education needs’,
the ‘inclusive paradigm’ was interlocked by the Ministry of Education with concerns for
financial accountability and the ‘right’ of choice. My inspection of the documents in
SE2000 shows that there were tensions, compromises, and other ways of thinking and
doing things were present in the production of the ‘inclusive paradigm’. For example, I
uncover in the documents how the idea of ‘choice’ for schools and parents was promoted
by the Ministry of Education but was problematic for academics in the work toward only
inclusive ways of doing things in schools.
Chapter 5 continues to use an archaeological approach by examining the documents I
received in the RTLB training programme. Chapter 5 shows how the ‘inclusive paradigm’
was embedded by academics from the Consortium of universities in the production of the
first four areas of the training programme curriculum: Collaboration and Consultation,
Education (Inclusion and Strategic Teaching), Bicultural and Multicultural Perspectives,
and Applied Behaviour Analysis. For instance, I show how Collaboration and Consultation
was justified (in an article by overseas academics) as the norm for the trainees to work with
teachers. and create an inclusive school environment for children described as ‘special
education needs’. Collaboration and Consultation is viewed as a way of working in schools
that emphasises a management style based on mutual respect and trust between teachers
(rather than a directive management approach) to create an inclusive school environment
for children described as having ‘special education needs’. However, as we know from
Foucault, closely involved in the production of norms in SE2000 and the RTLB training
programme were the workings of power. I now examine and show how I use Foucault’s
ideas of power relations in this study.

I made the point in Chapter 1 that Foucault (1983) does not think of power as a thing that
is held or owned by anyone: power circulates around and through relations between
groups, institutions, and individuals. Foucault (1991a; 1995; 2008) describes two forms of
power relations: governmental and disciplinary power relations. Both forms provide the
conditions for the emergence of ways of thinking, acting and understanding the self within
certain knowledge and norms.
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Governmental power relations
Power relations named as governmental focus on the relationship between government,
knowledge, and norms. The term ‘governmental’ is a combination of two concepts,
‘government’, and ‘mentality’. Foucault describes government as “the way in which one
conducts the conduct” of others and the self (2008, p.186). Government generates effects
by producing knowledge and norms or mentalities about conduct. The norms about
conduct are produced through problems. In their analysis of governmentality, Peter Miller
& Nikolas Rose point out that if the conduct of individuals, groups or the self “appears to
require conducting” it is because something about the conduct appears to be a problem to
someone (2008, p.14). A problem can be made to appear in a variety of places such as the
home, the school, or the workplace and through a variety of different agents such as
experts, politicians or the media. For Miller & Rose, a problem is produced as conduct that
does not fit with the, “sometimes competing, norms of the different bodies of knowledge in
question” (p.15). As problems are produced they become, at the same time, open to
improvement or correction or, put in Foucault’s terms - normalisation (2007).
Problems become amenable to normalisation through the production of rationalities
(particular ways of thinking) and technologies (practices) of government. According to
Miller & Rose (2008), rationalities of government express what desirable conduct is.
Rationalities come about through the activities of a number of different agents such as the
work of philosophers, psychologists, or political economists. Technologies are practices
that link what is considered desirable conduct with practical ways to achieve the desired
conduct. These practices take many forms, for example legal, financial, administrative, or
professional. But for Miller & Rose, rationalities and technologies are not to be construed
as “different domains found in reality” but as “links between a way of knowing and
representing” problems and a way of acting on and improving them (2008, p.15).
The ideas of governmental power relations then focus of the relationship between the
‘conduct of conduct’ and the workings of normalisation. However, as I have said in the
previous chapter, power is not something that can be portrayed in an objective or contextfree way. Instead, power needs to be understood as working in different ways at different
times in history. Foucault traces the workings of governmental power relations through an
account of the emergence of liberalism.
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Government and a liberal outlook – the workings of governmental power
relations
In the eighteenth and nineteenth century, new ways of governing emerged in Europe that
acted at a distance from people. Foucault (2007) examines how a problem was produced
about the high level of state intervention in people’s affairs, aimed at ensuring the health
and productivity of the state. The problem became open to normalisation through
rationalities and technologies that came to be called ‘liberalism’. In liberal rationalities
produced by the activities of the state, such as the military and schools are necessary.
However, the best way to ensure that people are leading healthy and productive lives is
through less state intervention. People are seen as having “an autonomous human nature
and can practise freedom” (Olssen, 2000, p.10), so the state should not intervene directly
but provide the conditions for people to exercise their rights and satisfy their needs,
thereby producing a healthier and more productive population.
Technologies of government influenced by liberal ways of thinking acted not by
intervening directly but at a distance from people. One important way in which liberal
technologies acted at a distance was to get people to write things down about themselves,
for example, by reporting incomes or filling in a census (Miller & Rose, 2008). Getting
people to write about what they were doing allowed authorities to find out “what people
were doing” and to devise ways to get people to “where they should be” (p. 67). Liberal
technologies also acted at a distance through initiatives such as compulsory schooling
(Olssen & Morris-Mathews, 1997). Miller & Rose argue that these initiatives did not form
part of a clear plan by the state but emerged through the work of independent reformers
who attempted to acquire political resources such as legislation or funding to implement
the initiatives. The state was able to implement the initiatives not only by creating laws,
bureaucracies and state agencies and agents but also by looking to the authority of the
expertise of reformers in order to act at a distance.

Using governmental power relations to understand the work of the
RTLB
I use the idea of governmental power relations in my thesis to understand how SE2000
(Ministry of Education, 1999) set up the conditions to enable the RTLB to help schools
with what have been defined as children with ‘special education needs’. My key argument
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in Chapter 3 is that SE2000 produced the problem of ‘special education needs’ and through
the effects of rationalities and technologies derived from liberalism enabled the newly
introduced RTLB to help improve the problem. Returning to the fictional story of Hayden,
introduced in Chapter 1 and created in the documents of SE2000 (Ministry of Education
1998), I show how the concept of ‘special education needs’ was produced as conduct that
does not fit with the norms of academic attainment and social behaviour and made better
through neo-liberal ways of thinking and doing things.
My third chapter explores the ideas of neo-liberalism and an important set of neo-liberal
technologies in New Zealand called ‘Tomorrow’s Schools’ (Department of Education
1988). In brief terms (I will return to the following discussion in Chapter 3), neo-liberalism
is a form of liberalism that emerged from the mid-twentieth century. In the 1970s, a
problem was created about expanding state ownership of social services in Western
countries: this growth was seen to be economically inefficient and undermined people’s
freedom to have control of their own lives. Through rationalities that argued for minimal
state intervention, the operation of an unregulated market and the exercise of choice, the
problem would be improved. Two key individuals who contributed to neo-liberal ways of
thinking described above were economists Austrian Friedrich Hayek (1899 – 1992), and
American Milton Friedman (1912-2006) (Olssen, 2000; Devine, 2005). Very
simplisitically here, these economists influenced change in the way New Zealand
education was thought about in the late 1980s (Middleton, Jones & Codd, 1990; Olssen &
Morris-Mathews, 1997; Thrupp, 1999). At this time, the problem of a highly centralised
state education system was produced in the political arena with the election of the Third
Labour government under Prime Minister David Lange. (The New Zealand Treasury 1987,
Middleton, Jones & Codd, 1990; Olssen & Morris Mathews, 1997; Thrupp, 1999). The
problem was opened to improvement through a set of technologies embedded in the
education policy called ‘Tomorrow’s Schools’ (Department of Education, 1988;
Middleton, Jones & Codd, 1990; Olssen & Morris-Mathews, 1997; Thrupp, 1999). The
aim of ‘Tomorrow’s Schools’ was to lift direct forms of state control of education by
allowing decisions to be made about children’s education “as close as possible to the point
of implementation” and therefore produce a more “efficient and effective” education
system for all children and young people in New Zealand (Department of Education, 1988,
pp iii, 3) .
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The effects of neo-liberal rationalities and ‘Tomorrow’s Schools’ in SE2000 created ways
for the new RTLB to work ‘at a distance’ to improve the problem of special education
needs. For instance, Chapter 3 examines how an agreement between schools and the
Ministry of Education called the Memorandum of Agreement reduced direct state control
of services to the children (Ministry of Education, 1999). The Memorandum ensured
groups of schools (clusters), not centralised institutions, were mainly responsible for the
work of the RTLB. Another example of practices to reduce state control was to enhance
the autonomy of teachers, schools and children with special education needs in the cluster
through practices produced in the RTLB Job Description and the Individual Education
Plan. Through these practices the RTLB would assist (not direct) schools to improve
children the learning and behaviour difficulties of children and help the children to
improve themselves. An important part of the practices of SE2000 was the requirement for
all new RTLB to attend the RTLB training programme. Here the trainees were acted upon
through the effects of disciplinary power relations.

Disciplinary power relations
Power relations named as disciplinary focus on the relations between discipline,
knowledge, and norms. Foucault (1995) examines how disciplinary power relations
emerged through the penal system. During the eighteenth and nineteenth centuries, the
growing influence of ideas of reason and justice and the effects of the French Revolution in
1789 allowed different ways of thinking about and responding to people who broke the
law. The practices of publicly punishing lawbreakers were dying out and being replaced by
practices that involved discipline which was concerned with rehabilitating people . Over
time, discipline came to be used in many other areas of life such as schools, factories and
the military. Foucault describes discipline as “the way in which power converges below to
affect individual bodies themselves, to work, modify and direct” (2006, p.40). The effects
of discipline do not necessarily constrain people and work more often to enable people to
be competent in and committed to ways of thinking and doing things produced as norms.
People then come to be seen (and see themselves) as able to live a rewarding and happy
life which not only benefits themselves but society as a whole. I now discuss how
discipline works to enable people’s competency (an examination of how discipline enables
commitment will follow in my discussion of the ethics of self-formation).
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For Foucault (1995), discipline enables people with certain thoughts and actions through
the activities of training. These activities ensure that each person can function as a
competent part of an efficient and cohesive whole. Foucault identifies four ways in which
people are trained. People’s bodies are managed through time and space, for example
Jones (1990a) explores how the architecture of school buildings in the nineteenth century
created a “space of silence, not of bawling” and from which children could be educated
more effectively (p.63). Bodies are also made visible and monitored through the operation
of surveillance: “a single gaze to see everything constantly” (Foucault, 1995, p.173).
MacNaughton notes that surveillance in a modern educational setting is experienced
regularly by teachers “who expect to be observed and supervised closely by people” and by
children who are continually under the gaze of teachers (2005, p. 31). Knowledge and
norms are produced about what is to be thought and done and people are evaluated and
ranked, against those established norms, through the examination. An early form of
educational examination in France was part of a teacher training course in 1766 called the
‘agregation’ (Jones, 1990b).

Places for this course were filled by a competitive

examination and later students had to pass an examination before being allowed to proceed
to the next year of the course. The ways in which people are trained classify people by
sorting out what the standards are for thinking and doing things and who fits the standards.
Those who fit the standards can then be considered a competent part of the group.

Using disciplinary power relations to understand the RTLB training
programme
Chapter 6 deploys Foucault’s ideas about training to understand how the students in my
training group (the ‘Bay of Plenty/Gisborne’ group) were enabled in the block course (3
day lecture programmes) and the written assignment to be effective contributors to the
RTLB training programme and competent in the learning areas. Here is how I will use each
of the four methods of training.
Architecture and activity: the management of space and time
To ensure training runs smoothly, people are ordered and regulated through the
management of space and time. For Foucault (1995) the management of space has two
fundamental features: the enclosure of space and the management of activity. The
enclosure of space is a place that is closed off in some way from the outside to gain “the
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maximum advantages and neutralise the inconveniences” of training (Foucault, 1995,
p.142). A key advantage is that in the enclosed space there are limited distractions which
create the optimum environment for training. Moreover, the enclosure of space neutralises
inconveniences by reducing the likelihood of interruptions to the training and preventing
the possibility of people being distracted from training activities or perhaps leaving
altogether. The management of space also requires the management of activity. For
Foucault, activity is managed by fixing each person’s body in the space and regulating the
use of time. Fixing in space, for example the seating arrangements, allows people to
become a stationary and ordered group. The regulation of time through a timetable ensures
activities are controlled and particular routines are established. The enclosure of space and
the management of activity then order individualise and bring together different people to
form a more alike group of people: this allows for a more productive training environment.
In an educational setting, Foucault explains that in the eighteenth century, the traditional
forms of learning, “a pupil working for a few minutes with the master while the rest of the
heterogenous group remained idle and unattended”, were superseded by new ways of
ordering students in the space of a classroom (1995, p.147). This room allowed a more
economical place for learning: “ in every class there will be places assigned for all the
pupils of all the lessons, so that all those attending the same lesson will always occupy the
same place” (p.147). The regulation of students was effected through the timetable.
Foucault (1995) explains that the timetable is an old technique for regulating people’s lives
and was used extensively over centuries in monastic and military communities. In the early
nineteenth century the timetable in schools allowed students daily activities to be closely
monitored. For example, “8:56 entrance of the children and prayer, 9:00 the children go to
their benches, 9:04 first slate, 9:08 end of dictation, 9:12 second slate, etc (Foucault , 1995,
p.150). But the timetable was also made to assure the time wasused efficiently, such as the
elimination of “anything that might disturb or distract”: “It is expressly forbidden during
work to amuse one’s companions by gestures or in any other way, to play at any game
whatsoever, to eat, to sleep, to tell stories and comedies” (Foucault, 1995, 150-151). The
classroom and the timetable have also interested modern educational researchers.
Writers using genealogy have also investigated the management of time and space in
schools though usually as part of a wider examination of the exercises of power in schools
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(Walkerdine, 1984; Gore, 1998; Hammerberg, 2004; Piro, 2011). For example, Valerie
Walkerdine discusses how in the twentieth century, the practice of organising students in
space by placing each person at a desk lined up in neat rows facing the teacher has been
affected by the idea of ‘active learning’, that is children donot learn best by “’hearing and
forgetting’ but rather by doing, itself leading to understanding” (Walkerdine, 1984, p. 155156). The classroom space has now been altered. Children are seated in groups and the
teacher is no longer at the front of the class and there is an area for unplanned activity by
the children: “for the sudden unpredictable interest that requires space” (Walkerdine, 1984,
p.157). Hammerburg discusses how the space of the classroom supports a ‘social
constructivist’ view of education. In this view, children are seen as “independent and
active participants in their own learning, and education is largely seen as a social
engagement” (2004, p. 363). The ‘social constructivist’ classroom is one that ‘invites’
children to be ‘independent and active’ learners. Children are invited to read and write
through the presence of “tables with writing materials, staplers, hole punchers,
glitter…There are student collections of stories read, class editions of stories written…are
proudly displayed at eye level for everyone to revisit” (Hammerburg, 2004, p.363). In the
spatial arrangment of this classroom children are enabled to become by their own means an
“appropriate learner in the classroom”: constructive, independent and “happy” (p.363/364).
Like other educational contexts, the use of time and space was an important part of the
RTLB training programme
In Chapter 6 I show how my RTLB training group was organised and managed in the
physical space of the ‘block course’ that was often a conference room. The architecture of
the room (walls, windows, doors, and light) provided an enclosed space for the trainees to
be brought together and held in one place. In this space, the activity of the students in my
group was managed individually through the seating arrangements (chairs and tables) and
collectively through a timetable. The design and operations of the conference room
enabled the group of intending RTLB to be organised, unified but also individualised
providing for a more efficient delivery of the training programme.
Seeing, monitoring and improving: the operation of a relation of surveillance
For Foucault (1995) the operation of a relation of surveillance enhances training by
providing a way for people to be seen and their activities observed or changed. Foucault
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chose Jeremy Bentham’s plan for the ‘Panopticon’ as a metaphor for the operations of
surveillance in many kinds of institutions. Bentham designed the Panopticon in the late
eighteenth century as a model for a prison but intended the model for a range of institutions
such as a hospital, school, workshop or orphanage. Bentham’s model of the Panopticon
was a tower surrounded by buildings divided into cells. From the tower, a supervisor could
see and monitor the prisoner: but not vice versa. Prisoners then willingly monitor and
adjust their own behaviour as if the supervisor is present to avoid possible punishment. The
Panopticon was not only a way to observe people but to change behaviour by teaching
people different ways of doing things. Foucault says Bentham’s model was “a laboratory;
it could be used as a machine to carry out experiments, to alter behaviour, to train or
correct individuals” (1995, p.203). Through an efficient relation of surveillance, all
incorrect (or potentially incorrect) behaviour could be reduced or eliminated.
Surveillance is a regular theme in educational literature using genealogy. Researchers have
examined surveillance in the context of the classroom, school or tertiary education
institution (Gore, 1998; Piro, 2008; Mason, Casey & Betts, 2010) and within certain
concepts such as ‘management’ (Ball, 1990) or ‘accountability’ (Pignatelli, 2002). Piro
discusses how contemporary forms of seeing students and preventing possible violent
actions in schools in the United States have come about as a result of the killings at
Columbine High School in Colorado, April 1999. Since that time, Piro argues a
“surveillance curriculum” has emerged in schools (2008, p.42). This curriculum involves
the installation of technologically advanced equipment such as video cameras (both inside
and outside school buildings) to observe and monitor student’s movements and activities.
Piro reports a security company oversees the cameras and the film is “fed, in some cases,
to screens in the principal’s or other administrator’s office” (p.42). For Piro, the use of
video cameras in schools is rationalised as providing safety and security for many students
but the cameras can also be viewed as “equivalent to the implementation of a high-tech
version of Bentham’s Panopticon” (p.42). Stephen Ball argues that the practice of
‘management’ in schools is a “modern, all-purpose equivalent of Bentham’s panopticon”
(1990, p.156). For Ball, management is a “technology of rationality geared to efficiency,
practicality and control” (p.157). Moreover, management allows its recipients (managers)
to lay claim to certain expertise – “organisational leadership and decision-making”
(p.156/157). This expertise allows the behaviour of non-managers (teachers) to be closely
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observed, evaluated and possibly adjusted to ensure individual and collective order,
compliance and efficiency in the school. In the RTLB training programme, surveillance
extended into the heart of teaching.
In Chapter 6 I argue that there was a relation of surveillance in my training group between
the authority of the academic staff of the RTLB Universities Consortium and the trainees.
This relation of surveillance was established through the presence of the training
programme tutor. The tutor’s presence helped ensure the authority of the Consortium could
be ‘seen’ by the teachers. And the authority of the Consortium could also ‘see’ the teachers
through the presence of the tutor as the Consortium’s representative and messenger. The
relation of surveillance through the tutor allowed the trainees thoughts and actions to be
changed (in ways produced as the norm) through the practices of creating a partnership
with the trainees and scaffolding them through the training programme. The operation of
surveillance then had the effect of increasing the effectiveness of the training programme.
Norms, surveillance and ranking: the examination
The examination is a combination of comparing a person’s actions to a norm (‘normalising
judgment’) and surveillance in the application of and the requirement for a person to
undergo a range of tests (Foucault, 1995). A test may be a physical examination of the
body of the individual or a written test conducted in the context of a school. The
application of tests is an important way of training for three reasons. First, the test allows
the transmission of norms between the trainee and an authority. Second, the test allows
each student to be evaluated and ranked by an authority on their ability to succeed or fail
relative to particular norms. The test fixes individual differences by measuring, or
‘marking’ the gaps between norms and what is documented by the trainee. The
measurement of gaps is reserved for the seat of authority or its representatives and enables
them to implement ways to correct or improve actions. Third, the test allows each student
to be seen and known to an authority as an individual rather than just part of a group. The
application of the test allows the potential aptitude and usefulness of each student in the
training process to be determined.
The application of examinations or tests as part of the effects of disciplinary power in an
education setting has been discussed by Foucault and in Foucauldian research. Foucault
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(1995) argues that by the end of the eighteenth century that schooling was a state of
“uninterrupted examination” (p.186). For example, an education institution called the
‘Brothers of the Christian School’ wanted their students to be examined every day of the
week: “on the first day spelling, on the second for arithmetic, on the third for catechism in
the morning and for handwriting in the afternoon etc.” (p.186). The examination allowed a
continuous exercise of power because the practice was “a constant exchanger of
knowledge; it guranteed the movement of knowledge from the teacher to the pupil, but it
extracted from the pupil a knowledge destined and reserved for the teacher” (Foucalt,
1995, p.187).
In a more recent context Ball (1990) looks at the practice of appraisal as an examination in
British schools in the late 1980s. At that time, appraisal was emerging as a way of finding
out, by way of an interview between a teacher and a senior member of the school staff,
about the teacher’s job satisfaction, training requirements and future professional
development. For Ball, the appraisal was a form of examination as it “opens individuals to
an evaluating eye and to disciplinary power” (1990, p.159). The appraisal interview then
allowed the teacher to be known and recorded by the appraiser and evaluated (in terms of
“efficiency and efficacy”) against certain norms (p.160). For Ball, these norms were
contained within the “techniques and research findings of psychology” (1990, p.158). The
effect of power working through the appraisal ensured that a “chronicle of the person is
compiled, in terms of advancement or decay, responsibility or foolishness, co-operating or
difficulty. Lives are lived through the accumulation of documentation [and] careers are
collated” (Ball, 1990, p. 160).
Fourteen years after Stephen Ball’s work, Graham & Neu (2004) investigated the use of
standardised testing in Canadian schools. Standardised testing refers to tests that are
“uniformly administered” to students and “uniformly scored”(Graham & Neu, 2004, p.2).
In the Canadian education system the most common form of standardised testing are
‘criterion-referenced tests’ where students, teachers and schools are assessed against
certain standards or are ‘criterion’. Graham & Neu argue standardised testing is both a
technique of governmental and disciplinary power relations to manage groups of people in
schools and evaluate individuals and ensure they become visible. Testing, say Graham &
Neu is way of acting ‘at a distance’ from people to guide their behaviour in certain ways.
34

For example in Alberta, the results of the testing are collected and published by
decentralised authorities. This act of collecting and publishing results produces selfdiscipline and conformity among all participants in the education system. For example,
Graham & Neu note that teachers can be pressured into spending class time “running
through practice examinations and explaining tecniques for improving scores on multiplechoice questions at the expense of ‘the best pedagogy’” (2004, p. 13). Further, standardised
testing, particularly criterion-referenced tests, not allow each student’s “mastery of the
curriculum” to be known and evaluated but the effectiveness of the teacher and the school
is also able to be judged and ultimately held accountable for the results (p.2). The
application of tests was a fundamental requirment of the RTLB training programme.
In my RTLB training group, all students were required to complete and submit to the
RTLB Universities Consortium a number of written assignments. I argue in Chapter 6 that
through an examination (the written essay), the Consortium was able to see me as an
individual and know the degree to which I was competent to think and act according to
norms (academic writing and the learning areas) and to benefit from the training process. I
show how the norms were conveyed to the trainees through the written guidelines and
topics for writing essays. Using two of my own essays as examples I also demonstrate how
the norms were relayed back to the Consortium and, through the evaluation and ranking of
my essays, how my competency in the norms was determined.
The management of space and time, surveillance and the examination in the RTLB training
programme ensured the smooth, effective and efficient delivery of the training programme
and determined the trainees’ potential competence to think and act in ways consistent with
norms to assist schools with children with special education needs. However, disciplinary
power not only works to enable a person to think and act in certain ways but to produce
themselves as a specific kind of person. Foucault argues that people create themselves
through the ethics of self-formation.

The ethics of self-formation
The ethics of self-formation refers to four technologies or practices through which a person
shapes the self as a person of ethical conduct (Foucault, 1997). These practices (the
“determination of the ethical substance”, the “modes of subjection”, the “elaboration of
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ethical work” and “telos”) can be independent or have a relationship with each other (p.2627). The technologies work to improve the self by regulating the body, thoughts and
actions in ways produced as the norm and producing a person of wisdom, integrity and
honour for the betterment of the self and society.
In the last chapters of my thesis, I show how the trainees in the RTLB training programme
were enabled, through Foucault’s ideas of the practices of the self, to produce commitment
to the learning areas of the training programme and ultimately an understanding of
themselves as ‘best fitted’ to assist schools with children with special education needs. The
following outlines and explains how I use the four practices of the self.
The ‘determination of the ethical substance’ and the ‘mode of subjection’ establishing a relationship with and obligation to norms
For Foucault (1997) the ‘determination of the ethical substance’ is that aspect of the self
that is considered the primary object of concern in the shaping of ethical conduct. The
primary object of concern might be actions or feelings that are linked to a norm (about
those actions or feelings). The way in which the self creates a relationship with a norm and
feels obligated to follow it is the ‘mode of subjection’.
In the RTLB training programme, the trainees were led to produce commitment through
establishing a relationship with and recognising a responsibility to accept and practise the
learning areas. The primary object of concern for the shaping of ethical conduct for the
trainees were their actions, thoughts and feelings linked to the learning areas of the training
programme. Trainees were brought to create a relationship with the learning areas through
the production of those areas as norms. In Chapter 7, I explore how the students were
encouraged to constitute with themselves a responsibility toward the learning areas through
becoming part of a community that accepted and practiced the learning areas. Here I show
how the trainees were urged to not only join but also participate in the ‘New Zealand
Resource Teachers Learning and Behaviour Association’, and purchase and contribute to
the journal called ‘Kairaranga’8. Alongside forming a relationship of responsibility, the

8

Kairaranga can be translated as “weaver” (Ngata, 1993, p.528).
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trainees were to ensure their thoughts and actions conformed to the learning areas. This
expectation is examined through Foucault’s third technology of the self.
The ‘elaboration of ethical work’ - working on the self
Foucault (1997) argues that the ‘elaboration of ethical work’ is the work that a person
actually performs on the self so that actions comply consistently with norms. This ‘self
work’ includes the cultivation of certain habits or the establishment of a routine or exercise
and may be very structured or spontaneous in nature. For Foucault an important mode of
ethical work in a Western tradition is the confession.
The confession plays an important role in both private and public contexts. In the Catholic
confession, the person is encouraged to tell everything, what they think, feel, or know to
another. From the sixteenth century onwards, the ‘other’ was usually a priest who heard the
confessions of the faithful from behind a curtain or a screen. Nikolas Rose (1999) says that
in the West, a non-religious confession is deeply embedded in people’s lives: “the truthful
rendering into speech of who one is, to one’s parents, one’s teachers, one’s doctor, one’s
lover, and oneself” is at the heart of present-day life (p.244). A confession may take the
form of talking to an expert such as a psychologist, a social worker or a doctor who
determines the form of the confession and who has the authority to interpret it.
Contemporary forms of confession also encourage, through the mediation of the expert, the
monitoring, testing and improvement of the self. For example, Rose describes the practices
of Gestalt therapy. Gestalt therapy is a set of detailed techniques, directed by the expert
therapist, for a person to become more aware of their own behaviour. As people become
more aware, they become open to being transformed and “live more freely in the here and
now” (1999, p.253). But the practices of confession have also become a very public
phenomenon. Besley & Peters describe how people are encouraged, through television
shows such as Oprah, to confess their stories of abuse, alcoholism and drug use. Moreover
an emphasis on confessional writing, “diaries, journals, memoirs, autobiographies, as well
as confessional fiction”, add to the public aspect of confession (2007, p.31). The intended
effect of the confession is for people to acknowledge and establish for themselves the
expert interpretation of the confession as the norm and then regulate or constrain their own
behaviour accordingly.
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Public and private confessional practices have been identified in some studies using
Foucault in the educational field from the beginning of the 1990s. Here are samples. In
early research, Ball (1990) argues that the practice of appraisal was not only an
examination but also an interaction that relied on a private confession: a degree of selfrevelation. In the appraisal interview the appraisees are “encouraged to display their
shortcomings, to seek out or identify appropriate therapeutic procedures, and to judge
themselves and award their own punishment” (Ball, 1990, p. 161). Nancy Welch (1993)
examines how students in North American universities are urged to express, in a more
public forum in teaching seminars with an instructor, what they think about the world and
certain texts or views of an author.
According to Welch the instructor has the authority to not only interpret the thoughts for
the students but also judge them. Through the mediation of the instructor, the students
learn to regulate and ‘improve’ their own thinking. However, for Welch, being in an
“interpretive community” (the university) “is no innocent political act”: the act of attending
the university “involves constraint, denial, and conformity” (Welch, 1993, p.396). In
Welch’s view, acts of self-expression in “this seemingly safe and egalitarian culture” of the
university are, like everything else, caught up in power relations that work to produce
students that can “claim membership in” and “belong” at the university (p. 395). To those
who cannot perform an ‘acceptable’ self-expression, the consequences are criticism from
the instructor or the student leaves the university. Welch describes the actions of a student
unwilling to discuss their personal view of theory with a critical instructor: “this is
indoctrination, going around the table like that getting us to confess…I’ve been in places
like this before. I had a bad experience in one. So screw it. I’ve got a backpack; I’ll go kick
around Yellowstone for a while” (Welch, 1993, p.391-392).
More broadly in education, some researchers have linked the acts of counselling as a form
of confession (Usher & Edwards, 1995; Peters, 2003; Besley, 2005). For example, Besley
notes how the private “counselling relationship” (between a counsellor and a ‘client’) sets
up a means for the ‘client’ to “reveal something of their truth about themselves to the
counsellor” (2005, p.365). These revelations are protected through the “ethical conventions
of confidentiality” and are managed by both the counsellor and the ‘client’ but “according
to the modality that the counsellor adopts” (p.365/370). In the school classroom, Holligan
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(1999) shows how very young children are ‘educated’ in ways to reveal their thoughts ands
feelings to teachers: “when the children are upset we don’t always know why because they
haven’t the vocabulary to tell us…by the time they leave us…that is greatly improved”
(p.143). The children are taught to talk about their thoughts through the provision of
“therapeutic activities”: a very therapeutic activity is clay, “how they play with it is an
indicator that something is troubling them…we should be asking some questions” (p.144).
These acts of self-revelation are mediated through the teacher who has the authority to
assesses the child’s attitudes, values, capabilities and keep records for parents and planning
for the child’s learning. The final study from 2008 is concerned with the proliferation of
“personal, autobiographical and confessional modes of expression” in a wide range of
fields such as education, the legal system and the media (Swan, 2008, p.1). Swan looks
closely at the practice of ‘critical reflection’. This form of reflection differs from
‘reflection’ in that the individual is engaged in a process of “confronting underlying
assumptions” about social problems with others or alone with the aim of “changing the
conditions which gave rise to them, as well as providing the basis for personal change”
(Reynolds, cited in Swan, 2008, p.4). For Swan, critical reflection does not have to be selfindulgent or solipsistic and, providing the individual recognises their “class location,
positioning and classed cultural resources”, can be a way to help “find new concepts and to
make sense of old experiences” (2008, p. 8). Like Elaine Swan, I also examine reflective
practices but in the context of the RTLB Training Programme.
The work the trainees in the RTLB training programme were expected to perform on
themselves is an important and complex part of my examination of how I came to be an
RTLB. In chapters 7 and 8, I explore how the trainees were to work on themselves to
establish commitment to the learning areas. I argue in Chapter 7 that the fifth learning area
of the training programme curriculum, Reflective Practice, was a mode of confession for
the trainees. I show how this learning area was produced in the documents of the training
programme as a set of practices through which the trainees were to think about and
evaluate the quality of their actions and to fully engage in talking about their thoughts,
actions and problems to a supervisor, mentor or in writing by way of a portfolio. In
Chapter 8 I explore how the requirement for all trainees to complete a Professional
Portfolio was an amalgamation of a work of self-surveillance and an examination. My
analysis of this self-work looks closely at how I express my thoughts and feelings in my
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own Portfolio. Judith Butler argues that when a person attempts to tell the truth about
themselves by saying ‘I think this or I believe that’, the word ‘I’ does not stand outside of
but “ in relation to an imposed set of norms” (2005, p.19). Moreover, when ‘I’ is used the
self is trying to make the self “a recognisable form of being”: human beings desire to make
themselves recognisable to others because humans cannot exist without addressing others
and without being addressed by others (p.22). Norms provide a context of possibilities and
constraints for what will be recognisable and what will not. When the self uses ‘I’ the self
is not simply relaying information through an objective medium, but is actively engaged in
responding to norms. The self can struggle with norms by choosing to disagree but in using
‘I’ the self is always in a situation of having to respond to norms. The self is then always
negotiating an answer to the question of who ‘I’ will be in regard to norms and negotiating
the potential for becoming recognisable. I show in my Portfolio how I try to make myself
recognisable to the RTLB Universities Consortium by responding to the norms for writing
the Portfolio (in the Course Requirements booklet). My responses (using ‘I’) reflect my
desire to be recognised as a dedicated practitioner of the learning areas. The aim of making
myself recognisable was to have my dedication acknowledged in a good evaluation and
ranking from the marker of my Portfolio.
Through establishing a relationship with and responsibility to the learning areas, reflective
practice, and the Professional Portfolio the trainees were enabled to produce themselves as
committed to the learning areas but the goal of the practices was for the students to think of
themselves as appropriately equipped to work with schools.
The ‘telos’ – mastering the self
Foucault (1997) says that the goal or ‘telos’ of all these practices of ‘working on the self’ is
for the person to improve their life: “give to their life certain values, (leave behind them an
exalted reputation, give the maximum brilliance to their lives)” (p.271). An important way
for the person to fully achieve this full and happy life is to gain mastery of the self. A
person gains mastery by working to rid the self of thoughts and actions that are contrary to
the norm and shaping the self as a “work of art” - producing their own identity to
themselves and others (Foucault, 1997, p.271). The production of identity is achieved
through the effects of norms (that establish particular ways of thinking and doing things)
and through aesthetics or what is considered beautiful or tasteful to others. By working to
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gain mastery of the self, a person is in the process of producing a ‘normal’ self and a self
thought of in a positive light by others.
Again in Chapter 8 I maintain that the goal of the practices of the self in the RTLB training
programme was for the trainees gain mastery of the self. The students were brought to
gain mastery by ceasing to withdraw children with ‘special education needs’ from
classrooms and accepting the ideas and practices of the ‘inclusive paradigm’. Further, the
trainees were encouraged to become qualified to undertake the work of an RTLB and
credible to undertake the work in the eyes of themselves and other people. Through these
techniques of mastering the self, the trainees in the RTLB training programme were to
achieve an understanding of themselves as ‘best fitted’ to assist schools with children
considered to have ‘special education needs’.
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Chapter 3
Governing Problem Children:
How SE2000 Enabled the RTLB to Improve Children with
‘Special Education Needs’
This chapter offers an analysis of the educational policy SE2000 to understand the terrain
in which I came to be introduced as an RTLB in New Zealand education. The analysis is
genealogical in the sense that I approach SE2000 as a collection of ways of thinking and
doing things “through which people govern themselves and others” (Ball, 1994, p.22). This
governing, I argue, is based upon a problem in SE2000: a particular child in the population
of all children at school and designated a ‘child with special education needs’. I examine
how this problem was produced in SE2000 as a child who does not, as Popkewitz, Olssen
et al suggest, “fit into the map of the ‘all children’”: the child who has psychological
(learning) and social (behaviour) deficits (2006, p. 30). These deficits functioned not only
as “symbols of deviance” from the population of ‘normal’ children but also “targets of
rescue” and concurrently, the conditions were provided in SE2000 for the actions of a child
with ‘special education needs’ to be normalised (p.30). I consider how rationalities
characterised as ‘neo-liberal’ influenced the conditions through which the problem of
special education needs was to be improved. Neo-liberal rationalities emphasised a
political preference for the market as “society’s prime distributional tool controlling the
allcation of resources on the basis of competition” and minimal state intevention in
people’s lives (Larner, 2005, p.10). In this chapter I give an overview of the effects of neoliberal rationalities in the New Zealand educational context in the late 1980s in government
documentation (The New Zealand Treasury, 1987) and commentary through the 1990s
(Middleton, Codd & Jones, 1990; Olssen & Morris-Mathews et al, 1997; Peters, Marshall
& Massey, 1994; Olssen, 2000). Following this discussion I consider technologies
influenced by neo-liberal ways of thinking in SE2000 that allowed the new RTLB to work
and also modify their own conduct in ways that minimised direct intervention in the
activities of teachers, schools and children to help improve the problem of ‘special
education needs’. I finish by returning to Hayden’s story to illustrate how SE2000 utilised
a particular device called the ‘Individual Education Plan’ through which the RTLB could
engage (by “supporting” and “facilitating independence and inclusion”) the child with
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‘special education needs’ in a programme of active self-government (Ministry of
Education, 1998, p.14). The intention of this continual monitoring of the self was for the
child to shape themselves as more ‘normal’: well behaved and succeeding in learning tasks
at school.

The point of difference – The production of a problem called ‘special
education needs’
The story of Hayden (who we met briefly in Chapter 1) shows how a problem of ‘special
education needs’ was created in SE2000 as a recognisable stereotype and, I argue, as an
effect of norms. This is Hayden’s story.
Hayden is 11 and attends a large urban intermediate school. He is a Year 7
student in a class of 32 Year 7 and 8 students. The students come from a
range of backgrounds. One student in Hayden’s class has a high level of
need. Hayden often stands up for this student when others put him down.
Hayden’s teacher, John, has taught at this school for five years and is
experienced in supporting students with special education needs.
Hayden has difficulty settling to tasks, makes inappropriate noises when the
class is working. Moves around the class when the students are engaged in
individual and group work and is often unwilling to comply with the
teacher’s requests and instructions. In the playground, he frequently disrupts
other children’s play by arguing about the rules, taking the ball from a
game, and hitting others when they disagree with him. In most curriculum
areas, Hayden’s attainments are about two years behind his age level. He
has a particular interest and ability in art. There are three other students in
the class with similar attainment levels. Hayden has just been referred to the
RTLB service and has been accepted on the roll of Diane, the RTLB who
services the school.
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Hayden lives with his mother Rae and two older siblings who attend the
local college. Rae is concerned about Hayden’s ability to cope at college
and how he behaves when he is out in the community.
(Ministry of Education, 1998a, p.19)
Although Hayden is fictional, he acts as a pedagogical figure: to teach (teachers and
parents) norms about children’s conduct in school. I noted in the first chapter that the
production of norms is about creating what is typical, average and desirable about people’s
conduct and thereby creating a standard for people to strive for. Foucault (1999) sees the
production of norms as “an element” on the basis of which “a certain exercise of power” is
established and justified (p.50). The function of norms, according to Foucault, is not to
“exclude or reject” people and is “always” linked to a positive “intervention” in and
“transformation” of people’s lives (1999, p.50). Ian Hacking (1990) traces a genealogy of
the concept of ‘norms’ from the decline in the nineteenth century of determinism (“the
past determines exactly what happens next”) to the emergence of statistics and laws of
probability or chance (p.1). Norms are created through the collection of statistics about
people in a wide variety of places such as the home, school or the workplace and by a
number of different agents such as teachers or doctors. Information consists of
accumulated writings: numbers and observations in records, graphs, and measurements of
various kinds, including the administration of formal and standardised tests, structured
observations or surveys and interviews. From the information, particular aspects of
people’s conduct are identified, for example scores on a national maths examination.
People’s conduct then becomes calculable: for example, the scores on the maths
examination can be compared to each other and ranked from the highest to the lowest
score. Norms are produced out of the comparison and ranking of conduct. A person’s
calculated conduct can then evaluated in terms of the conduct’s match with or difference
from the norm. Features of people’s conduct that differ from the norm are thereby
understood as a problem: those people who consistently score lowest on the maths
examination might now be understood as having a problem learning maths that can now be
opened to improvement through intervention such as remedial tutition. Coming into
common usage in the nineteenth century, the idea of the ‘norm’ or ‘normal’ became
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indispensible, according to Hacking (1990), because it “created a way to be ‘objective’
about human beings” activities and to “close the gap between what ‘is’ and ‘ought’” to be
(p.163). Hayden’s story was created to illustrate and produce norms about children’s
conduct in schools.
Aspects of Hayden’s conduct are produced as a problem called ‘special education needs’
because the conduct differs from the norms of academic attainment and social behaviour at
school.

In ‘his’ story, Hayden’s conduct does not fit with the norms of academic

achievement because he is about two years behind what is expected of a person his age in
most curriculum areas. Hayden is not the only one; three other people in the class do not fit
the norms of academic attainment. Hayden’s behaviour does not fit with the norms of
social behaviour in the classroom or the playground. In class he has difficulties settling to a
task, makes inappropriate noises and is often unwilling to comply with the teacher’s
requests and instructions. In the playground, Hayden argues about the rules in games, takes
the ball away during a game, and hits other people when they disagree with him. Further,
Hayden’s mother, Rae is concerned about how he behaves out in the community. The
language that is used to describe aspects of Hayden’s conduct in the classroom, playground
and in the community identify the conduct’s difference from academic and social norms
and is produced as a problem called a child with ‘special education needs’.
The term ‘special’ explicitly classifies Hayden’s conduct as ‘abnormal’ in relation to the
norms of academic achievement and social behaviour at school and ‘education needs’
allows the possiblitiy for those ‘abnormalities’ to be rectified. There is a long history in
Western countries of the classification of some children in schools as ‘abnormal’( Copland,
1996; Armstrong, 2002; Read, 2004; Liberty, 2009). Ian Copland examines how, in
nineteenth century England, the pupil classified as ‘abnormal’ and named as “dull,
deficient and backward” was formed by comparing and rating the academic performance
of the population of school children in examinations, mostly in the ‘three Rs’ (reading,
(w)riting and (a)rithmetic) (1996, p. 377, 379). Those children who performed poorly on
the tests (or didn’t reach the required standard or norm) could be further differentiated (on
the basis of ‘expert’ medical opinion) into specific categories: ‘idiots’, ‘imbeciles’, ‘feebleminded’, ‘dull’, ‘deficient’ and ‘backward’. Idiots were a group considered to have “a
greater deficiency of intellect” than the other categories while the dull, deficient and
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backward group were thought to be educable but in a separate class from other, more
normal children (p.384). Throughout the twentieth century the classifications of ‘abnormal’
children changed: variously (and consistently by way of medical or psychological
professional assessment), ‘educationally sub-normal’, ‘speech defect’, ‘maladjusted’,
‘intellectually handicapped’, ‘intellectual disability’ (Armstrong, 2002). Hayden is
classified ‘special’ but he also has ‘education needs’ attached to his classification. The
words ‘education needs’ illustrate Foucault’s point about how norms work in positive ways
to intervene in and transform people’s lives. Hayden may have deficiencies at school but
there is also a perceived need inside him to do better at school and behave in more socially
acceptable ways. In SE2000, the problem of ‘special education needs’ was made amenable
to transformation/improvement through neo-liberal rationalities and technologies. I now
examine the key points of neo-liberal rationalities of government.

Less state, more freedom: An examination of neo-liberal rationalities
Liberal rationalities emerged as a new way way of thinking about and exercising power in
Europe in the nineteenth century (Barry, Osborne, Rose, 1996; Dean 1999; Bratich,
Packer, McCarthy, 2003). The primary objectives of a liberal state were to ensure that
people were leading healthy and productive lives but through less state intervention in
people’s lives. People had rights and needs that the state could not ignore; however, the
state should not intervene directly on those rights and needs. The task of the state was to
provide the conditions for people to exercise their rights and satisfy their needs, thereby
producing a healthier and more productive population. Liberal rationalities emerged in
different ways in the twentieth century and came to be known as ‘neo-liberal’.
From the middle of the twentieth century, new problems were produced about centralised
state institutions. At the same time, the problems were made amenable to improvement
through less state intervention and an unregulated market. During and immediately after
the Second World War, the economist, Friedrich von Hayek argued that the organisation of
economic and social life by centralised state institutions in Europe during the war was
economically inefficient (Ball, 1990; Olssen, 2000; Miller & Rose, 2008). This centralised
organisation of life undermined people’s freedom to make their own choices about what
they wanted and set nations on a path of total state control as seen in Nazi Germany and
Stalin’s Soviet Union. Hayek argued that economic efficiency and individual freedom was
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achieved and maintained through less state intervention and the operation of an
unregulated market. The role of the state was to defend the nation and protect basic rights
to life and property: all services to people, such as health, education, and welfare, needed
to be delivered through the market. In an unregulated market, the operation of the laws of
supply and demand9 provided a fast and efficient way for people to get the information and
services they need. This encouraged creativity and progress because the laws could
continuously adapt to change. Later in the twentieth century, Hayek’s ideas about the
organisation of economic and social life through minimal state intervention and an
unregulated market influenced those concerned with state-owned social services.
From the 1970s, particularly in the United States and Britain and later in other countries
such as New Zealand, a problem was produced about the increasing levels of taxation and
expenditure needed to run state-owned social services and made amenable to improvement
through the operation of an unregulated market and the exercise of choice. Some
economists, such as Milton Friedman from the University Of Chicago School Of
Economics, argued that in Western countries, state owned social services such as health,
education, and welfare threatened the health of capitalism and failed to improve people’s
lives (Olssen, 2000; Miller & Rose, 2008). The health of capitalism was threatened
because the costs of state social services eroded private profit and sustained the growth of
unproductive state social services. The costs of state social services failed to improve
people’s lives because limited resources were being channelled into expanding and
maintaining an expensive bureaucracy rather than going to the people who needed the
resources. Further, the people who were benefiting most from social services provided by
the state such as employment opportunities and welfare were the middle classes and not the
intended recipients, the poor or disadvantaged. The state-owned social services also had a
morally damaging effect upon people because the services produced a culture of
dependency and destroyed other forms of support such as the church, community, and
family.

9

The laws of supply and demand define the relationship between demand, supply, and prices. As demand for

goods increases, the price goes up, which attracts new suppliers of the goods. The suppliers increase the
supply of goods thereby bringing the price down (business.com, 2010).
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Friedman and others argued that the operation of an unregulated market brought economic
and social benefits and more effective and efficient social services. The market would
deliver economic benefits by producing a multiplicity of social services with a broad range
of expertise in a variety of locations. The multiplicity of social services would introduce
competition, accountability to the consumer of the services and responsibility for ensuring
quality of performance. Competition, accountability, and responsibility would have
economic advantages because they delivered more effective and efficient health, education,
and welfare services to everyone. The market would also enhance people’s personal lives
through the active exercise of choice. Through choosing from a range of expertise in the
marketed services available and justified in terms of needs, people would become more
autonomous, better able to manage their own lives and fulfil their own wants or needs.
Friedman and others argued that the operation of the market and the exercise of choice
guaranteed social stability, economic productivity, and personal autonomy and satisfaction
for all.
The problem of increasing costs of ineffective and inefficient state owned social services
was made open to improvement through a wide variety of technologies. Like classical
liberalism, these technologies worked (to a greater or lesser degree depending on the
particular circumstances and issues of different countries) not by intervening directly in
people’s lives, but in indirect ways or at a distance. In the late 1980s in New Zealand the
problem of a costly, inefficient and ineffective state run education system was produced
and opened to correction through an important set of neo-liberal practices called
‘Tomorrow’s Schools’.
During the 1980s and 1990s, neo-liberal styles of governing were in the ascendant in
education in New Zealand (Middleton, Codd & Jones, 1990; Olssen & Morris Mathews et
al, 1997; Olssen, 2000, Harrison, 2004; Olssen, Codd, O’Neill, 2004). In 1987, the New
Zealand Treasury released a brief to the incoming Labour Party government on the state
education system. In the report, the Treasury raised concerns about the role of central
government in education.
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The Treasury reported on the slow pace of change in the education system.
There seems grounds to believe that the national educational system, which has
served many New Zealanders so well for so many decades, is coming under
strain in the current environment of rapid change. Technological change…is a
dominant factor.
The demand on the educaiton system to fit and refit people for work are
increasing enormously. Ironically, at the same time, rising unemployment,
often linked to technological change, leads many to see the system as also
having to prepare people for non-work, that is for unemployment and leisure.
Thus a key current question to be addressed in this brief is whether the
mechanisms for change in education policy, which worked well in more
leisurely times, are up to the sudden gear shifts that are increasingly required if
the system is to adapt to the fast changing and increasingly varied needs of
society.
(New Zealand Treasury, 1987, p.4)
Further, the financial investment in education has not being used effectively.
It [education] is never ‘free’. It may not be paid for directly by the immediate
consumers…but it is paid for by the rest of the community.
Ultimately, education objectives must be subject to, and moulded by,
thesociety’s overall social and economic objectives. Educational objectives and
the expenditure needed to work towards them are not independent, unassailable
givens. There are real choices not only between education objectives but also
between expenditure on education and other governmental objectives,
including deficit reduction.
[The Treasury] strongly challenge the assumption that increased expenditure
per child, smaller classes, longer teacher training…lead automatically to
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improved student performance. In fact…much of the substantial additional
investment in recent years may have little, if any, positive return and that the
resources could have been much better employed elsewhere.
(New Zealand Treasury, 1987, p. 6-8)
And the high level of state control means schools themselves are constrained and teachers
cannot be responsive to change.
The high degree of centralisation of control…[means schools]…have little
control over, or influence on, vital aspects of administration such as staff
conditions of service, capital works, curricula or assessment.
The national structure of teacher appointments has positive aspects: standards
are similiar throughout the country…But…uniformity can lead to rigidity and
slowness to react to changing demands.
(New Zealand Treasury, 1987, p. 9)
A key concern for the Treasury however was ensuring that people who need help most in
the education receive that help, and Maori concerns are addressed.
At present the state system is funded through the essentially progressve tax
system and consumers are offered services at virtually no cost…in practice the
‘free’ provision of non-compulsory state educational services inevitably
benefits the better-off proportionally…This raises obvious equity questions.
(New Zealand Treasury, 1987, p. 17)
Changes in society may in fact lead to many varied demands on the [education]
system which are beyond the capacity of a single national system to deliver.
The question is sharpened by current demands for more community
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involvement, and for Maori language, history and culture to be taught and,
indeed, to determine the context and method of instruction.
(New Zealand Treasury, 1987, p. 2)
The recent emphasis on needs of individuals and groups who are at a
disadvantage…may reflect more pragmatic concerns.
a. It may reflect the widespread concern at the failureof the state
school system to meet the needs of certan groups as evidenced
by the high drop-out rates, truancy and lack of preparation for
the world of work.
b. It may also reflect concerns at the middle and upper class
Pakeha ‘capture’ of much educational assistance and the
consequent concern to redress the distributive balance in favour
of lower income, often non-Pakeha, individuals and groups.
c. A third possible element behind the ‘needs based’ approach is
simply the fiscal cost of a non-targeted approach to the
provision of educational assistance.
(New Zealand Treasury, 1987, p.5)

For Treasury, the central role of government in education was counter-productive to New
Zealand’s ability to keep up in a rapidly changing world, create economic stability and
efficiency, and ensure that resources and services were distributed more equitably to
disadvantaged groups and appropriately to Maori. The proposed solutions to these
problems were framed within neo-liberal aspirations. Middleton notes that the Treasury
brief described “the ideal role of government as limited to providing information to enable
individuals to maximise their freedom of choice in the educational/vocational marketplace” (1990, p.85). The choosing capabilities of education consumers (parents and
students) could be enhanced through non-governmental institutions providing a range of
educational services and for Maori possibly a “separate Maori delivery mechanism in
response to Maoridom’s call for Maori control over resources and a Maori way of
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providing education and training” (New Zealand Treasury, 1987, p. 9). The brief stressed
that government intervention in people’s lives would be focussed on the “most
disadvantaged and would be flexible to deal with disadvantage as it occurred” (p.41).
Lauder (1990) argues this focus on equity for the disadvantaged (people of lower income
and non-Pakeha) was a way of circumventing the middle class ‘capture’ of resources. This
‘capture’ was contrary to the Treasury’s neo-liberal agenda as it “purged capitalists of their
entreprenuerial zeal through overtaxation” and cultivated “dependency among the working
class, thereby sapping its initiative” (p.7).
Alongside the call for choice and equity for lower income groups, Treasury emphasised the
need for greater efficiency and effectiveness in the education system. For example,
schools, parents and students would be given “greater power” in decision making and
establishing “clear systems of incentives and managerial accountability, which are
enforced through effective quality control measures” (New Zealand Treasury, 1987, p.42).
The position taken in the Treasury brief, according to Grace, represented a “strong bid” to
dislodge the idea that education was a public good (derived in part from “socialist
commitments to education as a fundamental right of all citizens”) (1990, p. 30). Instead,
the Treasury applied neo-liberal views in education: the ideas and language of economics
and the assumption that “people should be treated as self-interested, rational, utilitymaximisers in all of their behaviour” (Peters, 1997, p. 238-240).
Neo-liberal conceptions of education in the Treasury brief were taken up in May 1988 with
the release of The Report of the Taskforce to Review Education Administration and
commonly called the Picot Report. This report was critical of the education system as one
which was “over-centralised” and recommended new forms of educational administration
based on ‘choice’ to improve efficiency and equity in the system (Olssen, 1997, p. 391).
Shortly after the Picot Report was released the Labour Government published plans for
educational reorganisation in New Zealand.

More effective and efficient schools – the appearance of Tomorrow’s
Schools
In August 1988, the government announced the intent to implement comprehensive
changes to the state centralised primary and secondary education system in a document
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called ‘Tomorrow’s Schools’ (Department of Education 1988). The broad objectives of
Tomorrow’s Schools were to lift direct forms of state control of education administration,
ensure schools became responsible and accountable for managing their own affairs,
enhancing the choosing capabilities of schools and parents, ensuring equity for targeted
groups, and particularly Maori (Gordon, 1997; Harrison, 2004) . Through these objectives,
the delivery of services in education was to undergo an administrative “reform”: an
improvement to the New Zealand education system and from which children would,
according to the then Prime Minister David Lange, “receive the education to which they
are entitled” (Department of Education, 1988, p.iii).
In Tomorrow’s Schools, a range of practices was formulated to lift direct forms of state
control and promote school autonomy. A key intent of Tomorrow’s Schools was the
abolition of centralised institutions of education. Tomorrow’s Schools announced that a
smaller, policy-focussed Ministry of Education would replace the present Department of
Education10. Regional bodies of education administration (Boards of Education11) were to
be abolished and their main functions, such as filling teacher vacancies and allocating
equipment and furnishings, devolved to schools. Each school was to be under the overall
policy control of a new Board of Trustees. The board was to consist of five members
elected by the parents of students, the principal, and one member of the school staff. The

10

The New Zealand Department of Education was established in New Zealand under the 1877 Education

Act. The Act gave the Governor of New Zealand (Sir James Fergusson) permission to appoint “a Minister of
Education who would have control of a Department, an inspector of schools, and whatever clerical staff was
required” (Cumming & Cumming, 1978 p.86). The first Minister of Education was John Ballance who was
later Prime Minister (1891-1893).
11

Boards of Education were established in provinces around New Zealand at different times, for example the

Otago Board of Education was created in 1856 and the Auckland Board of Education in 1857. At their
inceptions the Boards had different aspirations and regulations: the Otago Board looked forward to “the
establishment of a high school which would be open to boys and girls, who in their advanced classes, would
be taught separately” (Cumming & Cumming, 1978, p.29). The Auckland Board had authority to inspect
schools at least once a year. The duties of the inspector were variable, for example to “ascertain whether the
required amount of secular instruction was given satisfactorily” and write a report noting “the effectiveness
of the teacher’s management and discipline, the attainment of the children, and the general tone of the
school” (p.35).
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centralised administration of ‘special education’12 was also to be abolished and a new body
called the ‘Special Education Service’ (SES)13 was to be established. With the abolition of
centralised institutions of education, schools would have more autonomy. Schools would
be able to manage their own affairs from a bulk grant of money allocated to each school.
The amount of money each school received would depend on its requirements. The money
would be used for paying teacher’s salaries and for operational activities such as
maintaining school property, school administration services, and support staff. Tomorrow’s
Schools also formulated practices to ensure schools would look after their own affairs.
In Tomorrow’s Schools, schools would be responsible for managing staff, finances, and
property and be accountable to the school’s community and to the state. Each school would
be responsible for staffing matters including appointments, appraisal of teachers, and
discipline. The school would manage its own finances and make decisions about how
money was spent on operational activities. The school would also be in charge of
maintaining school property such as the painting of school buildings and cleaning and
caretaking. Each school would be accountable for its use of public funds and educational
activities by reporting regularly to the school community and through a formal review by a
centralised authority called the Review and Audit Agency. Alongside practices to ensure
responsibility and accountability, Tomorrow’s Schools formulated practices to support
equity for targeted groups.
The changes to primary and secondary education administration were underpinned by
equity objectives for targeted groups. Tomorrow’s Schools announced that the new system
of education administration would “promote and progressively achieve greater equity” for
12

From the late nineteenth century, children who were said to have significant problems learning in New

Zealand were commonly (and particularly for those categorised as ‘idiots’ or ‘imbeciles’) educated by charity
institutions or state-supported residential institutions (Liberty, 2009). By the late 1980s, some children did
attend special classes or schools while living at home with their families: children with medical conditions
such as cerebral palsy, an intellectual disability or “emotional problems affecting behaviour” (Liberty, 2009,
p.298).
13

The prime function of the SES was to “provide advice, guidance, and support for the benefit of people

under 21 with difficulties in learning or development” (Mitchell, 1995, p.21). Within this function a major
part of the work of the SES was to determine “eligibility for access to special education resources”, including
placement in special classes and schools (p.21).
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minority and disadvantaged groups: “women, Maori, Pacific Island, other groups with
minority status; and for working class, rural and disabled students, teachers, and
communities” (Department of Education, 1988, p.25). The interests of Maori would be
represented throughout the Ministry of Education and the Review and Audit Agency.
Further Maori families would be able to “have access to and participate in education” when
the school reported to the community and through eligibility for election to the school’s
Board of Trustees (p.25). The Ministry of Education and the Review and Audit Agency
would be bound by the “equal-employment- opportunities requirements set down in the
State Sector Act 1998” (p.25). Compliance with the Act would be monitored by the
Agency “as part of its regular review of education institutions” (p.25). An important aim of
Tomorrow’s Schools was to enhance the ability of schools and parents to make their own
choices.
The choosing capabilities of schools and parents were strengthened in practices linked to
school staffing, school administration and Maori interests. Schools would be able to hire
teachers, support staff and relieving teachers rather than have staff appointed to them by
regional bodies of education administration. Moreover, schools would be able to hire
administrative services such as accountancy from whatever sources they found satisfactory
rather than from a centralised education administration. Parents would be given
opportunities to have their children educated in the Maori language, have their children
educated at home or withdraw their children from existing schools and set up their own.
Tomorrow’s Schools aimed to reduce direct state intervention in the activities of schools
and allow schools and parents to have more autonomy to make choices about what they
needed. According to David Lange, the reforms announced in Tomorrow’s Schools would
have a number of benefits for education in New Zealand. These reforms would result in
“more immediate delivery of resources to schools, more parental and community
involvement, and greater teacher responsibility” (Department of Education, 1988, p.iv).
Lange concluded that the changes would “lead to improved opportunities for the children
of this country” and would be “sufficiently flexible and responsive to meet the needs of
Maori education” (p.iv). Tomorrow’s Schools installed a whole new set of practices and
procedures that would significantly impact on the ways in which future educational
services to children were thought about and put into operation in New Zealand (Olssen,
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2000). Ten years after Tomorrow’s Schools, its intents and purposes reverberated in the
new education policy called ‘Special Education 2000’ (SE2000).
SE2000 produced a different approach to improving the problem of children with so called
‘special education needs’ (Mitchell, 1999; Liberty, 2009). Three years after the
introduction of Tomorrows Schools, the new National Government released the document
‘Special Education in New Zealand: Statement of Intent’ (1991). This Statement signalled
a move toward the administrative “decentralisation of special education” and also a five
year period of intensive consultation to develop a new policy around special education
(Liberty, 2009, p.299). From 1991 to 1996, the Ministry of Education (established under
Tomorrows Schools) invited public submissions, held meetings with groups throughout the
country, had discussions with a wide variety of people and “the practical aspects of
resourcing and costs were debated” (Liberty, 2009, p.300). In 1996, the Ministry
introduced a set of policy documents called ‘Special Education 2000’ (SE2000). In these
documents, special education was to be transformed from a centralised government
administrative structure to a decentralised structure where schools would manage resources
to help children with ‘special education needs’ (Ministry of Education, 1996). Children
with ‘special education needs’ were further categorised into those with ‘very high needs’,
‘high needs’ and ‘moderate needs’ (Ministry of Education, 1996, 1998). ‘Very high needs’
and ‘high needs’ children were eligible for a range of resources such as therapists and
teacher aides. Resources for ‘moderate needs’ were provided directly to the school along
with a new specialised teacher to help children with learning and difficulties called the
Resource Teachers Learning and Behaviour or RTLB (Thompson, Brown et al, 2000). The
RTLB14 was introduced into schools in ways that aimed to reduce direct state control of the
problem and promote autonomy for schools and equity for Maori. These changes were to
be achieved through the creation of clusters (groups of schools) and the ‘Memorandum of
Agreement’.

14

Prior to the RTLB, children with learning or behaviour problems were educated in special classes or

schools and ‘regular’ schools. Those children in ‘regular’ schools could receive support for learning
difficulties from a teacher called a ‘Resource Teacher Special Needs’ and for behaviour from ‘Guidance and
Learning Unit’ teachers (Thompson, Brown et al, 2000).
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The formulation of clusters
At the beginning of 1999, all new RTLBs were located in clusters around New Zealand
(Ministry of Education, 1999). The formulation of clusters helped reduce direct state
control of education services to children with special education needs (as intended in the
terms of SE2000) by placing the RTLB in schools that were close to the children rather
than in the state centralised education institutions. In Chapter 1, I explained that where I
lived in Rotorua, there were three clusters, called Rotorua East, Rotorua Central, and
Rotorua West. In Rotorua West where I worked, there were 11 schools. Each cluster was
assigned a specific number of RTLB who were placed in a school or schools called the
‘host school(s)’ (I will discuss the ‘host school’ shortly). The Rotorua West cluster was
allocated five RTLB. One RTLB was situated at a ‘high school’ with students from Year 9
- 13 (aged about 13 to 17), one RTLB at an ‘intermediate school’ with students from Year
7 - 8 (aged about 11 to 12) and three RTLB (including myself) were placed in two
‘primary schools’ with students from Year 0 – 6 (aged five to about 10). Although the
location of the RTLB was determined through the arrangement of a cluster, the activities of
the cluster and the RTLB were formalised in the Memorandum of Agreement.

The Memorandum of Agreement
Each school in a cluster was required to sign the Memorandum of Agreement if they
wanted to have a RTLB work in that school. By not signing, the school was “effectively
exempting itself from the RTLB service” (Ministry of Education, 1999, p.3).

The

Memorandum registered an agreement between the schools in the cluster that the RTLB
would “provide advice and support to assist teachers and cluster schools to meet the needs
of Year 1-10 students at risk of low achievement due to learning and /or behaviour
difficulties” (p.3). Each school was required to send the signed Memorandum to the
Ministry of Education. The Ministry was not a signatory to the Memorandum; however, if
there was a change of circumstances, for example, a school chose not to have a RTLB
work in the school, only the Ministry could make an amendment to or cancel the
Memorandum. In the Agreement, the funding, organisation, conduct and responsibilities of
the RTLB were produced in a complex array of practices to ‘act at a distance’ from the
centralised Ministry of Education to improve the learning and behaviour of children with
‘special education needs’. What follows is an in depth examination of these practices.
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Funding the RTLB
All RTLB positions were funded directly from central government. The amount of money
each RTLB received in salary was determined through the New Zealand education union
NZEI (New Zealand Educational Institute) ‘Primary Teachers Collective Employment
Contract’ 1998 to 2000. Under the terms of the contract, each RTLB was placed on an
incremental salary scale based on their previous service in education and qualifications.
The new RTLB were also entitled to extra money in their salary in recognition of the
specialised nature of the position. This money came in two parcels called a ‘Management
Unit’ and a ‘Special duties Allowance’. The Unit was given to acknowledge the particular
responsibilities of the work of the RTLB in helping teachers and cluster schools with
children with special education needs and the Allowance was specifically for work in the
area of special education (New Zealand Educational Institute, 1998-2000). All RTLB had
to be registered teachers under the terms of the Education Act 1989. Although the position
of RTLB was funded centrally, the cluster was responsible for funding the activities of the
RTLB.
In the Memorandum of Agreement, the cluster was to be responsible for parcels of money
from the Ministry of Education called the establishment grant, administration grant, travel
grant and Years 11-13 funding. The Memorandum required the money to be received by
one ‘nominated school’ in the cluster. The Ministry of Education (1999) gave suggestions
(not directions) for the use of the funding. The ‘establishment grant’ was a single grant of
$2,000 for each new RTLB position and was intended to help with the “setting up costs”
(p.19). In my ‘host school’ office (which I shared with one other RTLB), the grant was
used to pay for office equipment such as a phone and a computer. The administration grant
was an annual grant of $2,500 for each RTLB position. This grant was to meet the costs of
“ongoing professional development, as well as office, telephone and fax line costs” (p.19).
The travel grant was an annual grant of a minimum of $3,000 per year for each RTLB
position: each cluster was required to apply to the Ministry of Education for any increases
to the travel grant. Travel grants were to be used to meet the travel costs of the RTLB in
private, rental or leased vehicles. The amount of the travel grant depended on the
geographic size and number of schools in the cluster. In the Rotorua West cluster, this
grant was used to reimburse the travel costs of the RTLB using private and rental vehicles,
and for accommodation costs when attending conferences, courses or the RTLB training
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programme. The Years 11-13 funding was an annual grant for students with learning or
behaviour difficulties in secondary school and in Years 11-13 (aged about 15 – 17). The
Ministry of Education noted, “It is up to each cluster to determine how they will use [the
Years 11-13] funding” (p.21). However, the Ministry made some suggestions: for instance,
the cluster could use the money to employ staff to work with the students, or the funds
could be given directly to the school. In my cluster, the Year 11-13 funding was paid
directly to the ‘high school’ to use how they wished. Each cluster was to be accountable
for managing all the funding through annual financial statements to the Ministry of
Education and the cluster community.

The Cluster Committee and Management Subcommittee
The Memorandum of Agreement allowed the work of the RTLB to be organised in ways
that enhanced the autonomy of the cluster to make its own decisions. Under the terms of
the Agreement, all clusters were to establish a Cluster Committee. The Committee was to
comprise at least one representative from each cluster school and to meet at least twice a
year. The tasks of the Cluster Committee were to provide the framework for the work of
the RTLB (by developing cluster policies) and to allocate and communicate with the ‘host
school’.

According to the Memorandum, there was no requirement for the Cluster

Committee to develop particular types of policies. However, the Committee had to develop
policies on the use of cluster funding for the RTLB, the procedures of the Committee and
advise all the cluster schools on the policies. All clusters were required by the Ministry of
Education to ensure that the policies reflected the “policy direction of SE2000” on the use
of cluster funding (1999, p.28). The Cluster Committee was also to decide which school or
schools in the cluster were to be the host school and provide information to the school on
the employment of the RTLB. The host school was generally the ‘employer school’ of the
RTLB although an RTLB could be located in a host school that was not the ‘employer
school’. The host/employer school(s) employed the RTLB on behalf of the cluster and was
responsible for carrying out all employer responsibilities; however, the school was to
consult with the Cluster Committee before

•

Finalising the job description.

•

Appointing a teacher to the position.
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•

Determining the distribution of duties and day-to-day work of the
RTLB.

•

Determining the roll number [for each RTLB] within a range of 6-16
students.

•

Undertaking performance appraisals of the RTLB.

•

Determining professional development of the RTLB.

•

Using cluster funding according to the cluster policy.

(Ministry of Education, 1999, p.28)
The Memorandum not only enhanced the autonomy of the cluster through the Cluster
Committee but also through the establishment of the Management Sub-committee.
The Management Sub-committee was to manage the work of the RTLB. In the
Memorandum the Subcommittee was to comprise, at least, a member of the host/employer
school, a host/employer school principal, the RTLB, a representative from the SES and a
representative from the other schools in the cluster (the Memorandum did not state how
often the Management Subcommittee would meet). The role of the Management
Subcommittee was to enable the RTLB to carry out their work by undertaking the
following:

•

Develop enrolment, withdrawal and referral policies, and processes in
consultation with the Cluster Committee that reflect the policy
direction of Special Education 2000.

•

Establish operational procedures for the RTLB consistent with the
agreed policies.

•

Inform cluster schools served by the RTLB of enrolments, withdrawal
and referral policies, and processes.

•

Liaise and work cooperatively with the Specialist Education Services
Behaviour Support Team in supporting students.

•

Ensure that the Cluster Committee policies on the use of the cluster
funding are followed by the nominated funding school or host school
boards of trustees.
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•

Regularly report to the host school board.

•

Promote all aspects of equity [of access for all cluster schools to the
RTLB service].

•

Advise on the roll, distribution of duties and deployment of the RTLB
among the designated cluster of schools.

•

Advise on the professional development of the RTLB.

•

Ensure the RTLB undertakes the required training and has access to
agreed study leave.

•

Receive at each formal meeting of the Management Subcommittee a
report from each RTLB on their service provision.

•

Provide an annual statistical report, in an agreed format, to the Cluster
Committee and the Ministry of Education.

(p.39)
SE2000 provided guidance on how the Management sub-committee was to develop
policies and procedures for the work of the RTLB, for example, the procedure of referrals
to the RTLB service.
Referrals for RTLBs can be for individual students, or for groups of
students. This means it is easier to think of referrals as cases rather than as
specific students. RTLBs often work in a variety of ways at any time. For
example, there could be intensive one-to-one work with some students, and
assessment and monitoring of others. The RTLB may be working with a
teacher or whole class, and/or with the school staff and paraprofessionals,
and other agencies or parents. The key to the effective use of an RTLB’s
time is flexibility and responsiveness.
(Ministry of Education, 1999, p.11)

In the Memorandum of Agreement, the day-to-day duties of the new RTLB were set out in
the RTLB Job Description.
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The RTLB Job Description
The tasks of the RTLB in the Job Description were to follow the requirements of the
Cluster Committee and Management Subcommittee to assist, not direct, schools to meet
the needs of children with special education needs.
The key tasks of the Resource Teacher: Learning and Behaviour are to:
•

Work flexibly among a designated cluster of schools, or in a single
school, as agreed to by the Cluster Committee.

•

In conjunction with the Management Subcommittee, establish
operational procedures consistent with the agreed policies of the
Cluster Committee and the needs of the designated school(s)
supported by the RTLB.

•

Report regularly to the Principal of the host/employer school and the
Management Subcommittee detailing work undertaken so that the
board of Trustees of the teacher’s host/employer school can be assured
it is fulfilling its responsibilities under the Memorandum of
Agreement.

•

Submit an annual written report in the format provided by the
Ministry of Education to the Cluster Committee that describes and
provides a statistical analysis of work undertaken throughout the year.

•

Work in conjunction with any special needs committees in schools.

•

Maintain a roll of between 6 and 16 students, as determined by the
Management Subcommittee, taking into account the level of
involvement required for each student and the experience of the
RTLB.

•

Provide advice, and in collaboration with class teachers, plan
intervention programmes designed to manage the behaviour and /or
address the learning difficulties of a whole class, a group, or of
individual students.

•

Provide support for programme implementation by the teacher.

•

Monitor progress and assist teachers adapt programmes if necessary to
facilitate success.
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•

Through the relevant school, formally recommend referral of students
to the Specialist Education Services if additional specialist advice or
behaviour support is required.

•

Provide support for students and their teachers at the conclusion of
Specialist Education behaviour support intervention.

•

Where appropriate, work with individual students and their teachers
when the resources of the school have been unable to carry out an
appropriate programme to resolve the student’s behaviour or learning
difficulties by
!

Either resolving the difficulties identified by providing immediate
advice which completes the intervention

!

Or providing a programme of advice, guidance and support for a
specified period which, in most cases, will not exceed 30 weeks

!
•

Or referring to a more appropriate agency.

A RTLB may carry out additional tasks when the Management
Subcommittee can be assured that the teacher has sufficient training
and expertise to undertake them safely and competently.

•

The additional tasks, at the direction of the Management
Subcommittee, may include:
!

Provision of in-service training on relevant topics for school staff
within the cluster of schools served.

!

In conjunction with classroom teachers, working with
parents/whanau (family) and/or other agencies to facilitate the
educational achievement of students with whom the RTLB is
involved in a guidance and support programme.

Additional tasks, as specified above, should not account for more than 20 percent
of the teacher’s total workload.
(Ministry of Education, 1999, p.34-35)
This Job Description required the new RTLB to bring their actions in line with the policies
developed by the cluster schools such as “working flexibly among a designated cluster of
schools” and maintaining “a roll of between 6 and 16 students as determined by the
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Management Subcommittee”. Other requirements were to report to the host/employer
school and the Management Subcommittee and submit an annual report to the Ministry of
Education. However, the Job Description also enhanced the autonomy of the cluster and
parents to make choices about what they needed. For instance, the RTLB was to “provide
advice, and in collaboration with class teachers, plan intervention programmes” and work
with “parents/whanau and/or other agencies to facilitate the educational achievement of
students”. In the Job Description, the RTLB was encouraged to have certain knowledge,
skills and attitudes to assist schools and teachers to manage children with learning or
behaviour difficulties. These personal qualities were made known in the Person
Specification.
The RTLB should have:
•

New Zealand teacher registration and current practising certificate.

•

A successful classroom teaching background.

•

Empathy with students who have learning and/or behaviour
difficulties.

•

Sound knowledge of the New Zealand Curriculum Framework.

•

A high level of consultative and collaborative skills.

•

Assessment skills in the learning and behaviour area.

•

A commitment to biculturalism and to meeting the needs of students
from different cultures, and the capability to provide services that are
culturally appropriate.

•

Ability to identify, implement and evaluate a range of educational and
management approaches to meet students’ and teachers’ needs.

•

Strong interpersonal and communication skills to allow for full and
comprehensive consultation and effective teacher support.

•

Ability to liaise and work with a designated Specialist Education
Services team member, and other professionals.

•

Capability to undertake and benefit from required professional
development.

•

Ability to work with staff, families/whanau, and other agencies in the
designated cluster of schools and provide professional support for
them.
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•

A current drivers licence (or be willing to obtain one) and if required
by the Management Sub-committee, to be prepared to use own vehicle
for travel among cluster schools.

(Ministry of Education, 1999 p.35)
The key abilities expected of the RTLB in this Person Specification were to work with a
range of different people, a ‘successful classroom teaching background’, sound knowledge
of the New Zealand education system, “’commitment to biculturalism and to meeting the
needs of students from different cultures’ and ‘empathy’ with children with learning or
behaviour difficulties. In order for the RTLB to develop the necessary knowledge, skills
and attitudes to assist schools and teachers, the Memorandum outlined the organisation of
the RTLB Training Programme.

The RTLB Training Programme
All RTLB were obligated, with some exemptions, to undertake a re-training programme.
The RTLB training programme was developed by the RTLB Universities Consortium, and
funded by the Ministry of Education.
The Ministry of Education is providing a professional training course at
both undergraduate and graduate level to all RTLBs consisting of four
University papers. The course, which is new, has been developed by a
consortium of Waikato, Auckland and Victoria Universities, is RTLB job
specific, and not an amalgam of existing papers.
(Ministry of Education, 1999, p.36)
The Memorandum summarised the structure and delivery of the training programme. The
programme was to consist of four university papers completed over two years at a graduate
or postgraduate level (the qualifications of each RTLB were to be considered by the
nominated university prior to enrolment in the programme at either a graduate or a postgraduate level). The content of each of the four papers was to be the same for either level;
however, the academic requirements would differ. All the papers would lead to either a
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Post-Graduate Diploma or Post Graduate Certificate. The four papers were to incorporate
five learning areas focussing on professional practice: “The [training programme] has been
specially developed for RTLBs so they can meet the learning and behaviour needs of
students in classrooms” (Ministry of Education, 1999, p.36). The learning areas centred on
providing the RTLB with ways to work with teachers, adapt the curriculum, understand
cultural perspectives, change behaviour in particular contexts and reflect on professional
practice. All four papers were to be assessed through practical assignments and could be
credited towards a Masters of Education degree at any of the nominated universities of the
consortium. The trainees were expected to complete the four papers successfully.
However, SE2000 noted the consequences for not passing a paper and discussed how to
manage difficulties with a paper:
If a paper is not passed the first time, it will be necessary to repeat the paper
at the student’s or cluster’s expense. Each paper builds on the one preceding
it. Any difficulties with the papers should be discussed at a very early stage
with the appropriate university. It should be noted that the universities
report a very high pass rate among adult students.
(Ministry of Education, 1999, p.16)
The training programme was to be delivered by the consortium through block courses and
online discussions with supervision from the SES. Block courses were to be held in
nominated towns and cities across New Zealand. If the courses were held at the weekend,
the trainees were entitled to time off in lieu. All students in the training programme were
entitled to a half day per week study leave during the semester time of both years of the
training programme to complete assignments. Study groups were to be organised through
the internet and using e-mail. The Memorandum briefly mentioned the need for the
trainees to receive professional supervision while training but SE2000 noted that
Each RTLB receives up to 24 hours of SES supervision for university
course work, beginning from the second course. The amount of fieldwork
supervision required across the four papers varies according to the fieldwork
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experience specified for each paper. The SES supervisors are accredited by
the university.
(Ministry of Education, 1999, p.16)
Although the trainees were expected to complete the training programme, exemptions were
allowed if the trainee held the appropriate qualifications, believed there were special
circumstances, and applied to the Ministry of Education:
Exemptions will only be granted after the RTLB has been provided with full
information about the course of study. Where the RTLB considers that their
current qualification provides them with equivalent skills and knowledge to
the proposed package, or where the RTLB believes there are other
exceptional circumstances, they may apply to the Project Manager Special
Education at the Ministry of Education for an exemption.
Exemptions for RTLBs holding higher qualifications in special education
RTLBs with the following qualifications may apply for an exemption to the
training . These RTLB will be supplied with full course information and any
further explanation they may require in order to make a decision to apply to
be exempt from the training15.
a)

A New Zealand Masters degree in education, completed since 1990,
including at least two papers, or equivalent if completed by thesis, in
special education.

b)

A Masters degree in education from overseas, approved by New
Zealand Qualifications Authority to be equivalent to a New Zealand
Masters degree, completed since 1990, including at least two papers,
or equivalent if completed by thesis, in special education.

15

RTLB applying for exemption from the training programme were required to send a certified copy of their

qualifications and a supporting statement from the Cluster Committee to the Ministry of Education.
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c)

RTLBs that are currently completing a Masters degree in education,
having at least two papers in special education. These qualifications
will be looked at on a case-by-case basis.

(Ministry of Education 1999, p.37-38)
Most of the costs of the training programme were to be met by the Ministry of Education
and the RTLB Universities Consortium. In the Memorandum, the Ministry of Education
was to pay for university tuition fees, travel, and accommodation, and a computer for each
student in the training programme. The trainee was expected to pay for insurance and
delivery of the computer. The Consortium was to provide materials for the four papers.
However, additional textbooks were not provided free of charge. The Management
subcommittee was to decide whether the additional costs for the computer and textbooks
were to be met by the cluster or were the personal responsibility of the trainee.
Meeting the needs of Maori children and the work of the RTLB (Maori)
The activities of the RTLB were produced in ways that aimed to be responsive to the needs
of Maori children through the Job Description and the RTLB training programme. The Job
Description noted in the Person Specification that the RTLB should have ‘a commitment to
biculturalism’16 between Maori and Non-Maori or Pakeha in New Zealand, the capability
to provide services that were culturally appropriate and the ability to work with Maori
whanau (Ministry of Education, 1999, p.35). The RTLB training programme provided for

16

The requirement for the new RTLB to be committed to biculturalism was advocated for very strongly by

university academics working closely with the Ministry of Education in the development of the RTLB
training programme. Two academics, Ted Glynn & Angus Macfarlane, from the University of Waikato noted
that a key aim of RTLB initiative was to “improve the quality of support to teachers of Maori students in
conventional and Maori medium settings” (2000, p.1). In order for this support to be successful Glynn &
Macfarlane emphasised the importance of the Treaty of Waitangi as a “charter” for a bicultural relationship
between Maori and non-Maori (p.2). The charter would mean, “power sharing in the decision making
processes of government”, Maori “self-determination as an indigenous people” and be a “guide to
intercultural relations in New Zealand” (p.2). For Russell Bishop (also an academic from the University of
Waikato) and Glynn, the majority of new RTLB were non-Maori and in the training programme would
benefit from a “deeper understanding of the implications of the Treaty of Waitangi for educational
professionals” (p.3).
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improved knowledge and practices in working with Maori children through the learning
area ‘bicultural and multicultural perspectives’. However, SE200 also designated the
RTLB (Maori) to meet the needs of Maori children in a range of educational contexts.
At the start of 1999, 50 of the new RTLB positions were tagged as RTLB (Maori)
positions (Ministry of Education, 1999). The RTLB (Maori) was to work in the same way
as other RTLB but focus on assisting schools with Maori children with special education
needs. Those clusters that were allocated an RTLB (Maori) were able to choose where the
RTLB (Maori) worked: in mainstream or English medium schools, Kura Kaupapa Maori,
Te Reo immersion classes, or bilingual contexts17. The work of the RTLB (Maori) in
mainstream schools was a recognition that “Maori are the ethnic group that is most
represented among students experiencing learning and behaviour difficulties in mainstream
schools” (Ministry of Education, 1999, p.12). The RTLB (Maori) could also work in one
cluster or across more than one cluster. The cluster was also able to choose how the RTLB
(Maori) worked. In SE2000, the RTLB (Maori) was not expected to work with Maori
children while other RTLB worked with the rest of the children. However, the RTLB
(Maori) could play a leading role in helping other RTLB to focus on educational
programmes that benefit Maori children. The RTLB (Maori) was also expected to work
closely with the children’s whanau (family) and liaise between the whanau and the school.
According to SE2000, the work of RTLB (Maori) with whanau was to complement
government policy to “improve the wellbeing of families in culturally effective and
appropriate ways” (Ministry of Education, 1999, p. 12). Clusters were encouraged to
involve local kaumatua18 in the appointment and ongoing support of the RTLB (Maori).
The Annual Report
In the Memorandum of Agreement, the Cluster Committee (or the Management
Subcommittee), the RTLB, and RTLB (Maori) were to be accountable for their actions
through an annual report to the cluster parent community and the Ministry of Education.

17

Classes or schools where children receive their education in both Maori and English.

18

A kaumatua is a respected leader of either gender in a Maori community. The role of the kaumatua is to

share, teach, and guide up and coming generations in the history, language, customs, and traditions of their
people.
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The Memorandum provided the format for the annual report from the cluster to the
Ministry of Education.
The format for the 1999 annual report had four sections (Ministry of Education, 1999) (see
Appendix A). In section a, the Cluster Committee was to provide information on the
composition of the committee and the frequency of committee meetings. In section b,
section c, and section d, each RTLB was to provide a comprehensive account of their
activities throughout the year. In section b, the RTLB was required to identify themselves,
indicate if they were an RTLB (Maori), and state the month that they began working as an
RTLB. In section c, each RTLB was required to provide details about their work in the
cluster. First, each RTLB was to report on how they worked, for example section c (2a and
2b) required the RTLB to state whether they moved around different schools in the cluster
or worked in one classroom or a class for children with learning and behaviour difficulties.
Second, the RTLB was to provide information about whom they worked with. For
example, section c (5) and (6) asked the RTLB to state the number of children with
learning and behaviour difficulties they worked with from Year 1 (5 years) to Year 13
(about 17 years) and the number of children they worked with from within a given range of
ethnicities. Third, the RTLB was required to report on their work with BEST, other social
agencies and the SES. BEST is an acronym for ‘behaviour education support teams’. The
BEST were part of the SES with a particular focus on children with significant behaviour
difficulties.
Fourth, the RTLB was to provide information about their qualifications, the training
programme, and professional development. The RTLB was also asked to comment on
trends and issues in their work in the cluster. In section d, the RTLB was required to report
on the number and types of support given to the cluster to meet the needs of children with
learning and behaviour difficulties. For example in section d (17), the RTLB was asked to
state the number and type of support given to individual teachers.

The information

collected in the annual report was to be analysed nationally by the Ministry of Education
and the results published. The Memorandum stated that the information was to be used to
“inform future policy development and is a Government requirement” (p.6).
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The Memorandum of Agreement merged neo-liberal aspirations to govern from a distance
with the introduction of the work of the RTLB to ‘normalise’ children with ‘special
education needs’. This merging brought about the different practices described above
through which the actions of schools and the RTLB could be understood and regulated.
The mechanisms of local financial management, the installation of initiatives responsive to
Maori children (RTLB Maori), a system for training (RTLB training programme),
invention of surveys (the Annual Report), the organisation of cluster networks (the Cluster
Committee and Subcommittee) and the embedding of certain ways of behaving (the Job
Description and Person Specification) were all forms of action at a distance. By such
mechanisms the objective to improve children with ‘special education needs’ would be
pursued not by encroaching on the autonomy of the children themselves, schools, families
or the RTLB but by endowing them with new capacities and qualities. But while the
microtechnologies working through the Memorandum reduced direct state intervention in
the government of children with special education needs, the Agreement created pathways
for the “detailed and systematic flow of information” from clusters and RTLB to the
Ministry of Education (Miller & Rose, 2008, p.67). These pathways were opened up
through expectations of accountability to the Ministry of Education (in yearly financial
statements and statistical reporting by way of the Annual Report). The accountability
measures allowed the Ministry to know what clusters and RTLB were working ‘normally’
(that is according to all those diverse capabilities granted to them) and to intervene (the
Annual Report was to be used to inform future policy) to achieve the desired results of
financial efficiency and RTLB and cluster responsibility to transform children with special
education needs.
Having attended to the broad effects of the Memorandum, I now return to Hayden. Here I
show how SE2000 produced ways for the RTLB to act (indirectly) on the conduct of
children with special education needs and enhance the children’s ability to be more
autonomous: to take an active role in their own improvement.

Whatever happened to Hayden? - The Individual Education Plan
In SE2000, an important way for the RTLB to improve a child with special education
needs was to assist schools to develop an Individual Education Plan (IEP). The purpose of
the plan was to enlist the child, parents and teachers in structuring, organising and
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managing the environment (the classroom and home) to produce maximum academic and
behavioural success. In 1998, SE2000 produced a document titled ‘The IEP Guidelines
Planning for Students with Special Education Needs’ (Ministry of Education 1998). At the
end of this booklet are four short stories including Hayden’s. Each story was intended to
“reflect the diverse range of young people in a typically representative variety of school
settings and locations” (Ministry of Education, 1998, p.19). And after each of the stories is
a fictitious IEP. In Hayden’s IEP, the RTLB helps his teachers and mother to develop and
put into action a plan to meet his learning and behaviour needs at school and home.
Hayden’s IEP meeting is held in the school interview room with Hayden, Hayden’s teacher
(John), Hayden’s mother (Rae), the RTLB (Diane) and Sarah (the syndicate leader at
Hayden’s school). The IEP identifies Hayden’s present skills and needs in the classroom
and in the playground.
During individual work in written language, mathematics and other
curriculum areas when written tasks are involved, Hayden works for about
40% of the time. During the remaining time he draws, talks to neighbours,
walks around the room and makes noises. Some class members laugh when
he does this. He is able to proofread work to identify incorrect spelling and
sentence structure but only does so when reminded. Hayden needs to
manage time to complete and proofread individual written tasks.
When working in groups Hayden frequently leaves the group. He enjoys
contributing to art activities, illustrating group’s work etc but does not
complete his written contributions. In games in the playground and at sport
Hayden has good skills but frequently refuses to accept the ‘referees’
decision, argues about rules and often leaves games, taking the ball with
him. When challenged by other children, he sometimes hits. Hayden needs
to develop co-operative work and play skills.
(Ministry of Education, 1998, p. 20-21)
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Hayden is able to proofread work, enjoys art, and has good sports skills but he needs to
manage his time and to develop co-operative work and play skills. The IEP records
specific goals for Hayden to manage time more effectively, achieve his own objectives, be
responsible and form better relationships with other people.
Achievement Objective/Goal
•

Manage time effectively

•

Set, evaluate, and achieve realistic personal goals.

•

Achieve self-discipline.

•

Take responsibility for own actions and decisions.

•

Work in co-operative ways to achieve common goals.

•

Demonstrate consideration for others through qualities such as aroha
[love] and reliability etc.
(p. 20-21)

The expected results of the goals or ‘specific learning outcomes’ are Hayden will complete
a range of specific tasks in the classroom, the playground and at home.
Specific Learning Outcome
•

Hayden will complete one piece of written work and proofread (100
words) during 45 minutes written language time three times a week.

•

Hayden will set and achieve two personal goals each week-one for class
work, one for playground.

•

Hayden will compile his individual learning contract on space study by
due date.

•

Hayden will work as a member of a co-operative group to complete a
project during space study.

•

Hayden will support other class members in activities in the classroom
and playground and at home.

(p. 20-21)
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The long-term goal (1-2 years) for Hayden is that he “will become a responsible, motivated
community member at home, school and in the community” (p.20). Hayden’s IEP not only
records his skills, needs, and goals but how the goals will be achieved.
The people at the IEP meeting have specific tasks to help Hayden achieve his goals. Diane,
the RTLB, is to assist John and Rae to develop strategies and resources to help Hayden.
Summary of Curriculum Adaptation of Teaching Strategies, Resources etc
•

Individual contract [to complete one piece of written work]. Diane and
John will discuss with Hayden and develop weekly contract using free
time to use materials, with buddy as contingency. Hayden will select
buddy to support him to achieve this.

•

John will discuss individual contract with Hayden on Monday, Diane
will review on Thursday, and Rae will review on Friday.

•

John will develop learning contract [on space study] in consultation
with Hayden, ensuring that tasks are at his level of attainment in
reading, and that the research materials at his reading level are
available. Will include a significant component enabling Hayden to use
his art skills (Diane to help in design).

•

Diane to help John to set up co-operative group structure and to monitor
and support Hayden’s group to achieve group goals. John will select
group to ensure support for Hayden from peers. Ensure Hayden can
contribute art skills as part of the space study.

•

[To help Hayden support other class members] Hayden will be rostered
as buddy for another student in class who has a high level of need at
Food Technology – John to develop ‘job description’.

•

Hayden will take responsibility during syndicate sport (John and Sarah
to discuss with Hayden).

•

Hayden will select one household responsibility and complete (Diane
and Rae to discuss with Hayden).

(p.20-21)
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In these tasks Diane is to work with John to develop an individual learning contract to help
Hayden complete academic tasks. Diane is also to assist John to establish co-operative
group learning in the classroom to help Hayden complete the space study. At home,
Hayden, with assistance from Diane and Rae, is to select a household chore to do. The IEP
includes an evaluation of the goals and the tasks to help Hayden meet his needs at home
and school. In the evaluation, Hayden’s learning and behaviour in the classroom and the
playground has improved but he has not made much progress at home.
Hayden is now on task during individual written work 70% of the time. He
now completed proofread written tasks regularly, often exceeding 100
words. Hayden has chosen constructive personal goals for playground e.g.
playing tennis without arguments with buddy and has achieved this three
weeks out of four. He has been working on a maths goal (to complete set
tasks during maths time) each week but has not yet achieved a ‘clear week’.
He is up to date with project about space. John has been able to locate
excellent resources at Hayden’s reading level for him and others at his level
for space.
Hayden made good contributions to his group project but is still reluctant to
contribute in other respects. He has taken responsibility for sports
equipment and is less argumentative at sport but still sulks when he
disagrees with the referee. Little progress with household chore.
(p. 20-21)
In Hayden’s IEP, Diane did not act directly on Hayden. Instead, she enhanced the
autonomy of the school, teachers and parent by enabling Rae (to select a household job for
Hayden) and John (to establish co-operative group learning and the individual learning
contract). The broad intention of the IEP was not to ‘take care’ of Hayden, but to steer him
(in measurable ways through goals, expected outcomes and evaluation) in a direction
where he would actively seek to manage himself in order to succeed and achieve at school.
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Conclusions
In this third chapter, I have tried to show how the problem of ‘special education needs’ in
New Zealand education was governed from the late 1980s to 1996 through neo-liberal
rationalities (expressed through the report to the new government in 1987) and
technologies (Tomorrow’s Schools and SE2000). Looking closely at SE2000, I showed
how a new type of teacher called the RTLB was introduced in ways that opened up a space
of freedom where clusters of schools could make their own decisions concerning the
administration of the RTLB within the terms of the Memorandum of Agreement. This
space also set the limits in which the RTLB would understand their own conduct and act
on the conduct of children deemed to have ‘special education needs’.
This introduction of the RTLB can be viewed as an “investment in human capital” by the
Ministry of Education (Foucault, 2008, p.244). The idea of investing in human capital has
roots in Human Capital Theory (Olssen, 2000; Harrison, 2004; Besley & Peters 2008).
Human Capital Theory had its beginnings in the nineteenth century but “emerged in
modern form in the 1960s” (Olssen, 2000, p.18). In short, the Theory posits that an
investment in education provides a useful means for economic growth. In the 1980s,
Human Capital Theory was taken up in the climate of neo-liberalism but in a way that was
compatible with ideas of less government intervention in people’s lives and the drive
towards more efficient and effective public services. In terms of this same project, the
appearance of the RTLB reflects an investment by the Ministry in a person with a set of
certain skills and attitudes (in the Job Description, Person Specification, the RTLB
(Maori), use of IEPs). And the RTLB training programme was included in the investment
to allow for the effective transmission of those skills and attitudes. The efficiency and
effectiveness of the investment in the RTLB was to be ensured through the of
establishment of clusters. The cluster model allowed for special education to be aligned
with neo-liberal practices, the “decentralisation of management control away from the
centre to the individual institution…coupled with new accountability and funding
structures”, already in effect in the education system through Tomorrows Schools and
SE2000 (Marshall, 2000, p. 128). The benefits to the state of this investment in the RTLB
would be in line with the aims of SE2000 toward more “financial robustness” (Fancy,
1999, p.4) in the area of special education and “equitable levels of resourcing according to
the level of need” (Ministry of Education, 1996, p.1). Further, the chldren themselves
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would become more successful contributors to the welfare of the nation by having their
“learning needs met” and achieving “better educational outcomes” (Fancy, 1999, p. 10).
The ways in which the RTLB was introduced involved exercises of power but as Foucault
also points out, this does not entail “the necessity of accepting an inescapable form of
domination” of the RTLB (1977, p. 141). There was always the possibility for resistance to
those practices that allowed the RTLB into New Zealand schools. Miller & Rose point out,
“agents within governmental networks are not faithful relays, mere creatures of a controller
situated in some central hub” (2008, p.70). Certainly in my cluster we all attended the
training programme as directed and completed the Annual Report. But all the expectations
for the role of the Cluster Management Subcommittee were not fulfilled (the RTLB
developed policies for the cluster, not the Subcommittee) and we never had a Cluster
Committee. Moreover I don’t think any of the RTLB met all the requirements in the Person
Specification. The expectation for us to work with between 6 and 16 children quickly
became redundant as our caseloads soared. And IEP meetings are not always conducted as
smoothly as Hayden’s: I have encountered hostile parents, disinterested teachers and only
on very rare occasions will a child be actually present. The image portrayed in the policy
of a perfect programme for improving children with special education needs was “internal
to the minds of the programmers” (Miller & Rose, 2008, p.71). Unplanned outcomes did
occur and underlines the point that governing the problem of special education needs
through SE2000 was “complex and hybrid” rather than a “straightforward implementation
of a unified and coherent” neo-liberal agenda (Larner, 2005, p.11).
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Chapter 4
The Production of the ‘Inclusive Paradigm’
An Archaeological Description of Transformation
To govern requires knowledge for its possibility, its legitimacy, its effectivity.
(Rose, 1996, p. 120)
While SE2000 sought to improve children with ‘special education needs’ through the work
of the RTLB, I turn now to examine how the work was made legitimate for the RTLB and
effective for the children through the production of the ‘inclusive paradigm’. This fourth
chapter describes, by way of an archaeological investigation (the “systematic description of
a discourse”), how a general transformation of thinking about and acting toward children
with ‘special education needs’ was decreed in New Zealand education in the late 1990s
(Foucault, 2005, p.156). Foucault says that an archaeology can show how certain
discourse(s) put into operation “a body of rules” that a whole domain (such as education)
could then “be reorganised, that a whole group of methods of recording and notation could
be used” (2005, p.185). I show in this chapter how said to be ‘new’ ways of thinking and
acting toward children with ‘problems’ at school were constituted by New Zealand
university academics. These practices were called the ‘inclusive paradigm’ and were
justified by the academics and supported by the Ministry of Education as the most effective
ways for troublesome children at school to be understood and dealt with. But while the
Ministry of Education upheld the ‘inclusive paradigm’, the Ministry also sought to align
inclusive ways of doing things with general aims of fiscal responsibility and choice. In this
chapter I then draw attention to different points of view in the materials of SE2000:
perspectives that enhanced and contested the possibilities of the ‘inclusive paradigm’.

I examine the ‘inclusive paradigm’ from three sources (see Appendix B). The first is a
selection of papers taken from the Special Education 2000 – Research Conference held in
Wellington from the 14th to the 16th February 1999. Key people from the Ministry of
Education and university employees gave papers at this conference, including policy
analysts Tony Davies and Alan Prangnell and academics Ted Glynn and Angus McFarlane
from the University of Waikato. Second is a literature review prepared for the SE2000
Project Research Manager at the Ministry of Education in 1998 titled ‘Effective Provision
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and Resourcing for Special Needs Relating to Behaviour and Learning’. A number of
academics from universities around New Zealand contributed to this document: Dennis
Moore (University of Auckland), Ted Glynn (University of Waikato) and Angus
McFarlane (University of Waikato) who both played a significant role in the development
of the RTLB training programme, Angelika Anderson (University of Auckland), Don
Brown (Victoria University of Wellington), Charlotte Thomson (Wellington College of
Education) The third source is a modified version of the literature review (written by the
same authors as the ‘Effective Provision’ document) published in 1999 by the New
Zealand Council for Educational Research titled ‘Caught Between Stories: Special
Education in New Zealand’. I have chosen to use these materials because they show how
the ‘inclusive paradigm’ was formed both within sites of expertise in tertiary institutions
and policy making in the Ministry of Education.
Before I begin I would like to reitierate a point I made in Chapter Two about archaeology.
My understanding of Foucault is that an archaeological approach describes discursive
formations. In this chapter I am making no personal observation or critical comment about
the views of university academics, researchers or the Ministry of Education. I am simply
laying out the proliferation of statements made by these experts and authorities (the
statements were not confined to New Zealand; similar statements by other experts in
different countries were used) that purport to explain and justify a transformation to an
‘inclusive paradigm’ in the late 1990s in New Zealand. These statements, due to the status
and qualifications of the individuals who put them together and the state sanctioned
institutions from which they come, had a “sovereignty over what may pass as truth” about
children categorised as having ‘special education needs’. (Gifford, 2001, p.29) .

From deficit and segregation to inclusion – a paradigm shift in thinking
in ‘special education’
An important tool in the constitution of the transformation to the ‘inclusive paradigm’ was
the notion of a ‘shift’ in thinking. This ‘shift’ was organised around two particular ideas,
the ‘inclusive paradigm’ and the ‘biological paradigm’. In the documents, the ‘inclusive
paradigm’ is a way of thinking about the education of children with physical disabilities,
learning or behaviour difficulties at school. The paradigm is a triumphant move away from
the ‘biological paradigm’: in the ‘Effective Provision’ document prepared for the SE2000
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project manager, the academics who wrote the document refer to the work of Thomas
Kuhn19

to describe the move as a ‘paradigm shift’. They argue that the ‘biological

paradigm’ is a belief that children with disabilities or difficulties cannot be taught in
regular classes because there is something wrong with their bodies. As a result, the
children are better off in separate schools or classes. Historically, say the authors, the
‘biological paradigm’ has had a dominating influence over the way in which children with
physical disabilities or learning or behaviour difficulties are thought about in schools.
However, over the years there has been a shift toward the ‘inclusive paradigm’. This
paradigm is presented by the writers as a fairer and a more just way of thinking about
children with disabilities and difficulties, that emphasises the rights of all children to
participate and receive a quality education alongside their peers in regular schools.

The problem of deficit and segregation in the ‘biological paradigm’
It is argued in the documents that the ‘biological paradigm’ is a way of thinking that
attributes a child’s difficulties learning at school as a neurological or motivational deficit
within the child. Further, in New Zealand, the ‘biological paradigm’ has traditionally been
the accepted way of thinking about people who fail to learn (NZCER, 1999). This has led,
apparantly, to children with a physical disability, learning or behaviour difficulty being
thought of as “unable to benefit from regular classroom instruction” (NZCER, 1999, p. 5).
The effect of the ‘biological paradigm’ has been that the children have been set apart from
regular classroom settings.
Both academics and Ministry of Education employees trace a linear history of children
with disabilities and difficulties in schools that emphasised their ‘exclusion’ from regular
schools or ‘segregation’ into ‘special classes’. In a speech at the Special Education 2000 –
Research Conference, the two policy analysts from the Ministry of Education, Tony
Davies, and Alan Prangnell note that in the late nineteenth century, children with
disabilities and significant difficulties were excluded from state schools. Churches and
voluntary organisations educated children who were blind, deaf, or physically or

19

Thomas Kuhn (1922-1996) - philosopher and historian of science who put forward the idea of a paradigm

or exemplar as a concrete piece of research from which a consensus is formed around how to deal with
particular problems or puzzles.
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intellectually disabled. In the early part of the twentieth century, children who had learning
difficulties or less obvious physical and intellectual disabilities were sometimes segregated
into ‘special classes’ situated in regular schools20. The authors of Caught Between Stories
argue that in the late 1950s, the Department of Education stated a reluctance to segregate
children from their peers in ‘special classes’ which continued into the 1980s. However,
from the late 1950s an “implicit contract” was established between regular and special
education (1999, p.7). The contract was that regular education would support special
education in gaining resources and staffing. In return, special education would take over
the troubled and troublesome children from regular classrooms. In the 1970s and 1980s,
note the authors of Caught Between Stories, a practice called ‘mainstreaming’ emerged in
New Zealand. Mainstreaming, say the authors worked to integrate children previously
segregated in ‘special classes’ into the mainstream school. But the authors point out the
mainstreaming did not challenge the beliefs of the ‘biological paradigm’: the children
continued to be thought of as having a deficit and continued to be set apart from regular
classroom instruction.
According to Caught Between Stories, there are arguments for the use of segregated
education. Caught Between Stories notes that segregation “prevents the experience of
academic failure and of the social difficulties and stigmatisation associated with failure”
(1999, p.26). Also, segregated education, along with a system that identifies children in
need and allocates resources to the children, is the best way to ensure that children in need
actually receive assistance. Moreover, segregated education facilitates the smooth running
of a regular classroom and minimises disruption particularly from children with behaviour
difficulties. However, the effectiveness of segregation is mixed. Caught Between Stories
reports research that says “segregated education is necessary to prevent functional
illiteracy in children with learning difficulties” (p.27). Another piece of research says that
many researchers have found segregated programmes failed to provide quality of
instruction in reading.
The academic’s perceptions of the ‘biological paradigm’ conclude this way of thinking has
prevailed in education in New Zealand, but other ways of thinking have emerged over the
20

‘Special classes’ were for children not clearly categorised as ‘idiot’ or ‘imbecile’ but who were unable to

reach an acceptable standard in classroom instruction (Liberty, 2009).
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past 40 years: a more ‘fair’ and ‘just’ attitude toward children with disabilities or
difficulties at school called the ‘inclusive paradigm’.

The importance of rights in the ‘inclusive paradigm’
In the documents that I am examining, the idea of the ‘inclusive paradigm’ is viewed
historically as part of a “smooth and continuous development” of events that began in the
mid twentieth century (Foucault, 1984, p.88). For Foucault, the notion of ‘development’ in
history allows ideas such as the ‘inclusive paradigm’ to be seen as inevitable: to “confirm
our belief that the present rests upon profound intentions and immutable necessities”
(p.89). In the Special Education 2000 – Research Conference, Davies & Prangnell argue
that broad social movements in the West such as the civil rights movement in the United
States and the abolition of apartheid in South Africa have brought about an increased
appreciation of the rights of the individual. In New Zealand, the rights of the individual
were codified in law with the passing of the Equal Opportunities Act. Davies & Prangnell
say that this Act acknowledged that race, gender, and ability were not grounds for
discrimination, including exclusion from mainstream education. These changes in values
have culminated in a new way of thinking: inclusion. Davies & Prangnell argue that the
concept of inclusion dictates a new way of thinking in the provision of special education in
schools: it is a “total practice and belief”. It is part and parcel of a responsibility to all
children” (2000, p.2). The author’s take a quote from the American inclusive education
advocates William and Susan Stainback to explain the concept of an ‘inclusive school’. An
‘inclusive school is “where everyone belongs, is accepted, supports, and is supported by
his or her peers and other members of the school community in the course of having his or
her educational needs met” (1990, cited in Prangnell & Davies, p.2).

The ‘shift’ to the ‘inclusive paradigm’, not only a signalled a “powerful” change in ways of
thinking but also a change in practices for helping children with disabilities and difficulties
at school (NZCER, 1999, p.13). The documents argue that practices within the ‘biological
paradigm’ have not always been used appropriately or are beneficial for children. Inclusive
ways of doing things are more effective because they focus on examining and changing the
environment for the child.
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The problem of diagnosis in the ‘biological paradigm’
While the language of the ‘inclusive paradigm’ was being carefully devised; the techniques
for “guiding the conduct” of individuals within the paradigm were at the same time being
articulated in terms of a ‘shift’ from diagnosing children to the ‘ecological’ perspective
(Foucault, 1984c, p.338). According to the documents, methods within the ‘biological
paradigm’ involve diagnosing a child with a disorder and then treating the child to fix the
problem. In the opinion of Caught Between Stories, diagnostic practices (the processes of
“identification and classification of disability”) (NZCER, 1999, p. 14) have “served
primarily as a political tool” for accessing financial resources, but these practices are not
always reliable and do not always lead to improvement for the child (p. 17).
In the “Effective Provision” document the authors cite a body of research from the United
States to show how the practices of diagnosing children as having a ‘learning disability’
have been used to access federal funding. According to the research, the diagnosis of
‘learning disabled’ in the United States increased significantly from the mid 1970s.
Because of changes in legislation and policy regarding the acceptability of the term
‘learning disabled’, children in the United States who have a diagnosis of ‘learning
disability’ can access central government funding. The authors cite a statistic from the
research that reports that from the mid 1970s to the early 1990s there was a 250% increase
in the proportion of students diagnosed as ‘learning disabled’. From 1986 to 1991, the
number of students receiving federal education aide increased from 4.8 million to 5.4
million and about 2.4 million are diagnosed as ‘learning disabled’. The estimated incidence
rates for a diagnosis of ‘learning disabled’ range in different states from 5% to 15% of the
entire population. The authors of the literature review argue that because a diagnosis serves
primarily as a tool for accessing resources the validity of diagnosis and the reliability of
tools used for making a diagnosis are questionable.
According to the “Effective Provision” document teachers do not always use diagnostic
tools reliably and some tools have limited reliability in themselves. The authors argue that
teachers are often the ones who are the first to identify children who have learning or
behaviour difficulties at school but teachers are not always reliable or consistent in their
judgments about the children. For example, the authors cite research that argues that
teachers often underestimate the severity of learning difficulties and overestimate the
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severity of behaviour problems. Even diagnostic tools used by educational psychologists,
for example psychometric tools such as the Wechsler Intelligence Scale for Children, have
limited reliability. The authors argue that psychometric tests produce too many anomalous
results so that those involved in making decisions about children often do not use the
available information to help make the decisions.
The effects of making a diagnosis can supposedly have detrimental effects for children
who fail to learn at school. The “Effective Provision” paper notes that children who are
diagnosed with a particular disorder and placed in separate contexts such as special schools
and programmes “frequently do not improve and remain segregated from mainstream
education” (1998, p.23). Further, a diagnosis itself contributes to the problem. Children
with a diagnosis can end up in programmes with limited academic expectations and
learning opportunities: “once a ‘reason’ is identified for a child’s lack of achievement,
there are often no further investigations” (p.23).

The benefits of analysing and adapting the environment in the ‘inclusive
paradigm’
While the practices of diagnosing children are “unreliable”, “questionable”, “doubtful” and
“disadvantage” children with ‘special education needs’, the practices of the ‘inclusive
paradigm’ are “better”, “natural”, “effective” and “non-aversive” (NZCER, 1999, p.20-25).
These inclusive practices stress the importance of the environment on how children learn.
Using only a particular technique called ‘Applied Behaviour Analysis’, the environment
can be analysed and changed to help children make progress. This environmental approach
is supposedly parent-friendly and cost effective but also requires the support of skilled
consultants.
In his opening address to the Special Education 2000 – Research Conference the then
Secretary for Education, Howard Fancy noted that an ‘inclusive’ view of education
recognises that children with special education needs are first and foremost “school
students” (1999, p. 3). As a result explains Fancy, a greater emphasis is being placed on the
need to find the best possible learning environment and learning strategies for each child
with special education needs. In the documents, the influence of the learning environment
on how children learn is described as an ‘ecological’ perspective. Caught Between Stories
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argues that this perspective challenges the ‘biological paradigm’ by attributing the failure
of children to learn to factors outside the children’s bodies: the physical classroom, the
curriculum and teacher beliefs and practices. The expectation of the ‘ecological’
perspective is that the environment will adapt to provide instruction that is more effective
for children who are failing to learn.
Analysis and adaptation through ABA
Without question, argue the authors of the “Effective Provision” document and Caught
Between Stories, the analysis and adaptation of the environment is a more effective way of
understanding and changing behaviour. The authors of the “Effective Provision” paper
argue that an analysis of the environment has proven to be better way of predicting change
in children with learning or behaviour problems than psychometric testing. “An adequate
understanding of learning or behaviour problems requires the examination of settings,
behaviour, environmental events, and goals…Thus an analysis of the ecological context is
vital” (1998, p. 3). According to the paper and Caught Between Stories, an important
method of analysing the environment is Applied Behaviour Analysis (ABA). The authors
argue that ABA is consistent with the ‘ecological’ perspective because ABA focuses on
events in the environment. ABA is a belief that human behaviour, for the most part, is
shaped by events in the environment. ABA uses direct observation and tools to describe
and measure behaviour in a particular environment such as a classroom. The aim of ABA
is to explain human behaviour in terms of antecedent and consequent events in the
environment. By changing the events in the environment, behaviour can be improved or
modified. The Caught Between Stories authors are adamant that the contribution of ABA
to assessment in special education should not be underestimated: “ABA is a discipline
devoted to understanding and improving human behaviour” (NZCER, 1999, p.21).
Ostensibly, ABA is the most effective practice for assessing the environment because it
involves analysing problem behaviour in the context in which it occurs and developing
interventions to change the behaviour based on empirical data.
The importance of parental involvement
Alongside the practices of analysing and changing the environment comes the ‘true’
support of parents. The “Effective Provision” report argues that the practices of the
‘biological paradigm’ “limit” parent involvement because of the central role played by the
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psychologist (Ministry of Education, 1998, p.15). The practices of the ‘biological
paradigm’ contain a degree of parental participation, for example in securing admission of
children with learning or behaviour difficulties to special education programmes. But the
expertise of the psychologist has always had the key role in the process of diagnosing and
treating particular difficulties. As a result there are limits put upon parents’ true
involvement in the process even when parents are included in developing programmes for
the children or the needs of parents are recognised. Conversely, the practice of analysing
the environment and developing ways to change the environment and address problem
behaviour requires full parental involvement. Problem behaviour needs to be analysed and
addressed in all settings in which the behaviour occurs, therefore, there is maximum
coordination between teachers and parents. The practices are beneficial for ethnic minority
and low-income parents when the parents feel their opinions are valued.
Financial benefits
In the documents, ‘inclusive practices’ were attempted to be reconciled with political
objectives to achieve a cost effective education policy in SE2000. In the opening address to
the Special Education 2000 – Research Conference, Howard Fancy (the Secretary for
Education at the time) noted that there are finite funds for educational initiatives such as
SE2000 and the government and taxpayers need to be assured that the money is well spent.
Fancy says that an “important challenge has to be designing policies in ways that get the
best possible educational value from the available taxpayers’ dollars” (1999, p.3). Parents,
the government, and taxpayers need to be assured that the money is well spent and “the
intended educational benefits are being obtained” (p.3). The costs of the practices of
analysing and changing the environment are likely to be high. However, argues the
“Effective Provision” paper, the costs are a more effective use of funds than are the
practices of diagnosis. According to the paper the anticipated costs of analysing and
changing the environment would include “professional development for regular class
teachers and school administrators, training and delivering specialist intervention expertise
for challenging situations and resourcing support services for programme implementation”
(p.29). These costs are expensive for the state but more effective than inappropriately
diagnosing many children as emotionally disturbed or mentally retarded. Further, that there
are considerable savings in costly professional time made available through the ‘ecological
perspective’. In the practices of diagnosing children, “school psychologists spend at least
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two thirds of their professional time in assessment and categorisation…. a reduction in the
need for such a service results in a significant saving” (p.29). The document acknowledges
that apart from one study on the cost of behaviour intervention teams in Australia the
actual costs of both analysing and changing the environment and diagnosing children
cannot be determined. The literature review says that cost benefit analysis in the education
sector is poorly developed and the review asks, “Why should special education be any
different?” (p.30)

The value of skilled consultants
For the academic writers in the documents, teachers need support from skilled consultants
to develop ways to change the environment to address learning and behaviour difficulties.
According to Caught Between Stories, mentioning strategies to change the environment is
not enough. Teachers must have clear examples of how practices of changing the
environment work for different types of children and how to implement the practices in the
classroom. The authors say that classroom strategies and programmes have been developed
to promote social integration of children with special education needs and enhance
learning. Many of the strategies and programmes include co-operative learning21. For
Caught Between Stories, “[co-operative learning] programmes have been demonstrated to
enhance the social and academic learning opportunities that schools provide, and minimise
experiences of failure” (1999, p.30). The authors say that the way in which new
educational practices like co-operative learning are introduced to teachers is important “if
they are not to be resisted or actively sabotaged” (p.39). The “Effective Provision” material
says that new educational practices have a better chance of working long-term if the people
in the school implement the practices with the support of skilled consultants. The
consultant must have a broad range of skills: an understanding of the philosophy of
inclusion, the practices of ABA and relationship skills to consult with parents, teachers,
and others involved in the care of children with learning or behaviour difficulties. The
consultant also needs to be guided by current and ‘good’ research about the ‘inclusive
paradigm’. Teachers will need to understand and develop the skills themselves because the

21

Co-operative learning involves students interacting with one another to achieve individual and group

learning goals. This form of learning is said in research to be conducive to the inclusion of students with
‘special education needs’ (Johnson & Johnson, 1989-1990; Brown & Thomson, 2000)
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development of inclusive classrooms requires the successful implementation of the skills
by the regular classroom teacher.
While, argue the academic documents, the practices of the ‘inclusive paradigm’ are not
only the most effective methods for improving the experiences of children with learning or
behaviour difficulties the practices are, note government employees, also consistent with
the legislation and education reforms.

The ‘inclusive paradigm’ - consistent with the law and effects of
Tomorrow’s Schools
The emphasis upon local school initiative and parental choice in Tomorrow’s Schools also
made an appearance in the constitution of the ‘inclusive paradigm’. In the documents, the
‘inclusive paradigm’ is consistent with Section 8 of the 1989 Education Act and the
changes that came out of Tomorrow’s Schools. In the Special Education 2000 – Research
Conference, Davies & Prangnell argue that the 1989 Education Act provided for equal
rights to primary and secondary education for everyone. Section 8 of the Act says “people
who have special education needs (whether because of disability or otherwise) have the
same rights to enrol and receive education at state schools as people who do not” (1999,
p.2). The Act then protects the rights of children with special education needs to choose to
attend and receive an education in a regular school. As the children exercise their right to
choose to attend a regular school, so they will receive fair access to the resources within
the school to meet their needs. Moreover, children with special education needs will
receive fair access to resources because of Tomorrow’s Schools.
Davies & Prangnell argue that the changes brought about by Tomorrow’s Schools were
based on the “desire to improve efficiency, direct more resources to schools and improve
opportunities for children through parental and community involvement and greater
teacher responsibility” (1999, p.3). These changes enable the inclusion of children with
special education needs because schools have greater autonomy in managing their own
resources and can meet the needs of the children more efficiently and effectively. Schools
can make more effective provision for children with special education needs because the
reforms provide a more efficient and fairer system of allocating funding to schools. Also,
the reforms allow schools to be responsible for managing their own resources: decisions to
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be made about children with special education needs can be made by teachers and parents
who are closest to the children and best placed to know their needs. According to Davies
and Prangnell, children with special education needs will receive fair access to resources to
meet their needs. The reforms in Tomorrow’s Schools ensure that schools and teachers will
be accountable for the use of those resources in achieving good learning outcomes for all
children.
The ‘inclusive paradigm’ was constituted as the vision for and pathway to improving
children with special education needs. Moreover, the paradigm was seen as the logical
effect of neo-liberal practices in Tomorrow’s Schools. However, embedded in the
production of the ‘inclusive paradigm’ was a multiplicity of voices: Maori perspectives,
compromises with the ‘biological paradigm’ and contentions with some of the objectives
of Tomorrow’s Schools.

Maori perspectives in the production of the ‘inclusive paradigm’
The “Effective Provision” paper contends that while the ‘biological paradigm’ can ascribe
a child’s deficit as a product of their ethnic or cultural group; the ‘inclusive paradigm’
allows a child from minority cultures to have their language and culture valued. This value
comes about because participation, acceptance and support in regular schooling enables
children’s individual and cultural identities to be acknowledged and their educational
achievement supported. But in New Zealand, schools have been slow to recognise the
importance of language and culture for Maori.
It is contended in the documents that the language and culture of refugees and migrants is
recognised more than the language and culture of Maori. According to the “Effective
Provision” material, schools are coming around to the idea that refugees and migrants are
entitled to have their language and cultural practices recognised. This is crucial both for
language maintenance and in order to enhance and maintain indigenous culture.
Nevertheless, schools are slow to appreciate that the language and culture of indigenous
Maori is just as crucial. In New Zealand the language and cultural practices of Maori and
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those of refugees and migrants must be positioned within the guarantees of the Treaty of
Waitangi22.
The Treaty of Waitangi has been interpreted by the writers of the “Effective Provision”
document as a bicultural partnership between Maori and Pakeha23 in New Zealand. In this
document, the bicultural partnership established in Article One and Article Two of the
Treaty can be represented by a circle in which both Maori and Pakeha are both located
inside governing the nation together. However, many Pakeha education and special
education professionals advocate a “counter Treaty multicultural position” (1998, p.52).
The document does not name the naysayers but describes a counter-Treaty multicultural
position as a circle where Pakeha are inside but Maori have been “removed and relegated
to an outside position, along with numerous other minority ethnic groups that have arrived
in New Zealand since the Treaty” (p.52). However, there is another bicultural /
multicultural position that is consistent with the Treaty.
The “Effective Provision” report argues that a circle in which both Maori and Pakeha are
located inside while other migrant and refugee groups are located outside best shows a
bicultural / multicultural position. This circle “better represents the relationship between
bicultural and multicultural issues in New Zealand education in which refugee and
economic migrants arrive in a country which is bilingual and bicultural” (1998, p.52).
Therefore, there is a need for both bicultural and multicultural approaches within New
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Russell Bishop and Ted Glynn (1999) in “Culture Counts”, a recommended text for the RTLB training

programme, explain that Aotearoa or New Zealand was created in 1840 when Lieutenant-Governor Hobson,
on behalf of the British Crown, and 52 Maori chiefs signed the Treaty of Waitangi. The Treaty has two
versions: in Maori and English. In very brief terms, the Treaty has three articles. In Article One, the Crown is
given the right to govern the country. In Article Two, Maori are guaranteed protection of their cultural
treasures. In Article Three, Maori are entitled to all rights and privileges as other New Zealanders.
Bishop and Glynn note that for Maori, the Treaty is seen as a charter for power sharing in the decisionmaking processes in Aotearoa and for Maori to have determination of their own destiny as the indigenous
people of this country. However, despite the promises of the Treaty, relations between Maori and the Crown
have not been a partnership between two peoples but political, social, and economic domination by the crown
and political, cultural and economic marginalisation of Maori.
23

The ‘Effective Provision’ document does not define the term ‘Pakeha’. A definition is ‘non-Maori’

especially a New Zealander of European ancestry.
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Zealand education. But the position of special education professionals in relation to Maori
has to be different because of the rights guaranteed in the Treaty to “define, protect,
promote, and control all their treasures and resources” (p.52). Included in the treasures and
resources are all things to do with pedagogy and epistemology: “what counts as
knowledge, and how that knowledge is to be preserved, transmitted, used and evaluated”
(p.52).

The rights guaranteed in the Treaty then address issues of the conduct of

educational research, issues of bicultural and bilingual curriculum development and
teaching methods (including assessment and evaluation practices). Not only must the
‘inclusive paradigm’ recognise the importance of the Treaty of Waitangi, professionals
working in this way must develop knowledge and appreciation of Maori cultural practices.
In a paper to the Special Education 2000 – Research Conference, Ted Glynn and Angus
Macfarlane from the University of Waikato (developers and teachers of the RTLB Training
Programme) discuss the development and implementation of Maori perspectives in the
prototype of the RTLB teacher-training programme in the Waikato in 1998. For Glynn &
Macfarlane, an important part of the training programme was to prepare the trainees to
improve the quality of support to teachers of Maori children in mainstream and ‘Maorimedium settings’ (schools and classrooms where the language of instruction is Maori). To
ensure a strong position for Maori perspectives in the programme, the authors considered
four questions concerning initiation, benefits, legitimacy, and authority of research in
Maori education. For instance in regard to the issue of legitimacy Glynn & Macfarlane ask,
“Whose life experiences and social reality is depicted in the research, and with whose
voice?” (1999, p.2). According to Glynn & Macfarlane, education programmes have
traditionally “undervalued and belittled Maori knowledge and learning practices” (p.2). In
particular, the programmes have often “imposed positions and practices that deny the
legitimacy of a Maori world view” (p.2).
In the development of the RTLB training programme, Glynn & Macfarlane felt the trainees
would benefit from a deeper understanding of a Maori “worldview” (1999, p.2). The
authors assumed that, prior to the training programme, the majority of the trainees
experience and knowledge of the Maori world was likely to be “sketchy and inaccurate at
best, and colonised and unauthentic at worst” (1999, p.3). The training programme then
offered many of the trainees a first look into the Maori world as a “live and contemporary
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functioning language and culture” containing a “series of different views and positions on
issues facing New Zealanders” (p.3). According to Glynn & Macfarlane, this introduction
to the Maori world “provided a sharp contrast to the images held by some teachers of a
pre-colonial Maori world, located in the distant past, but without a distinctive present or
future orientation” (p.3). Only after providing the trainees with this opportunity to
appreciate the depth, extent, and reality of the Maori world would the programme now
address issues such as the Treaty of Waitangi: “it was a case of first learn who your partner
is, and respect their identity and integrity, lest you end up speaking and acting for them”
(p.3). For Glynn and Macfarlane the experience of looking into a Maori worldview was
challenging but very positive. Glynn & Macfarlane note the high esteem the trainees in the
RTLB training programme had for Maori perspectives and the great importance the
trainees attached to understanding cultural issues affecting learning and behaviour
difficulties experienced by Maori children.
The interplay between the inclusive paradigm’ and Maori perspectives (according to
academics and Glynn & Macfarlane) in the documents attempted to make visible “the
relative invisibility of culture” in New Zealand (NZCER, 1999, p. 35). But just
‘understanding’ the Treaty of Waitangi’ and

a Maori ‘worldview’ was not enough.

Teachers, principals and people on school Boards needed to make deep changes in their
thinking and actions, they had to somehow “learn to think, explain and act according to the
predominant metaphors and theories of cultures, and not simply in terms of the metaphors
and theories of their own” (p. 39).

Compromises with the ‘biological paradigm’
While the academic documents appeared to wholeheartedly condone the practices of the
‘inclusive paradigm’, these beliefs did not form one homogeneous ‘set of words’ about
how to work with children with ‘special education needs’ (Foucault, 2005). Foucault says
that “other objects, other concepts, or other strategic choices” may be formed within
discourses (1995, p.164). There is a recognition in the documents that there is no simple
relationship between the practices of the ‘biological paradigm’ and the adverse effects on
children who fail to learn at school. Sometimes the practices of making diagnoses and
withdrawing children from classrooms are necessary and helpful. The documents contend
that a diagnosis is sometimes necessary for the purposes of funding. In their paper to the
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Special Education 2000 – Research Conference Davies & Prangnell note that additional
funding for children is provided in SE2000 for speech-language therapy. The priority for
therapy is children diagnosed with “speech difficulties, fluency disorders, voice/resonance
disorders, language difficulties, or significant language delay” (1999, p.8). The “Effective
Provision” material argues that the practices of diagnosing are unnecessary for most
children. However, for those children with significant disabilities and difficulties or ‘high
needs’, the situation is different because funding is attached to the children individually.
Children with ‘high needs’ are required to be “identified, classified, and have their status
verified in order to receive services” and may require the use of psychometric tests (1998,
p.15-16). The material explains that the purpose of a diagnosis for children with ‘high
needs’ is not linked to a “fine-grained analysis and diagnosis” but is “simply a measure of
the level of need for the purpose of providing additional funding” (p.16-17)24. Children are,
according to the “Effective Provision” material, also “entitled to access specific
instruction, consistent with individual needs, which may at times take them out of the
classroom” (p.56). The material adds that withdrawing children for specific programmes
(speech therapy, physiotherapy, and participation in sports camps) can be beneficial for a
limited time. The “Effective Provision” document notes the decision to withdraw a child
from the classroom should be made on the needs of each child with the aim of facilitating
the successful inclusion into the regular classroom setting.

24

The work of the new RTLB was intended to be with children with ‘moderate’ learning and behaviour

‘needs’ and not ‘very high’ or ‘high’ ‘needs’. Those children in the ‘high needs’ categories of ‘abnormal’
could receive assistance through a scheme called the ‘Ongoing and Transitional Resourcing Schemes’
(Ministry of Education, 1996). In these schemes, children could (according to their ‘need’) receive help from
a range of people: a specialist teacher, a teacher aide or therapists. The ‘Severe Behaviour Initiative’ could
assist the children with ‘high’ behaviour ‘needs’. This initiative was targeted at children who “jeopardise the
physical safety of themselves or others; threaten to cause significant property damage; severely threaten their
access to ordinary settings; or whose behaviour interferes with social acceptance, personal well-being and
education performance” (p.1). Within the ‘Severe Behaviour Initiative’ specially trained teams called
‘Behaviour Education Support Teams’ could work with “schools, families, the community and government
agencies”. If the children were designated as having “the most severe needs” there were ‘Centres or Extra
Support’ that provided intensive help either at school or at another site (p.1).
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Contentions with the right to choose
The practices of ‘choice’ were not only encouraged by government employees within the
constitution of inclusive ways of acting but also seen as a ‘right’. However, ‘choice’ were
not wholly condoned in academic opinion. In the Special Education 2000 – Research
Conference, policy analysts Davies & Prangnell argue that although the focus of SE2000 is
within the ‘inclusive paradigm’, choice is a ‘right’ that is preserved in the outcomes of
Tomorrow’s Schools. All children have the right to an education and the right to “equality
of educational opportunity” (1999, p.3). Further, parents have a right to choose “the type of
education for their child” (p.3). Schools and parents with children with ‘high needs’ can
choose from a variety of school settings including a segregated special school or a special
education classroom attached to a regular school as well as a regular school. Davies &
Prangnell note that segregated schools or special education classrooms will remain
available to schools and parents, “…there is no intention of closing special schools or
attached special education units unless they are no longer supported by enrolments” (p.7).
But for the academics the issue of choice should not compromise the aims of the ‘inclusive
paradigm’.
Participation in separate programmes should be voluntary but will compromise the intent
of SE2000. The “Effective Provision” paper contends that participation in special
education should be “voluntary and a matter of choice of the child concerned and their
families” (1998, p.57). But the emphasis should be on providing for all children in regular
schools: “The existence of separate facilities and programmes should not compromise the
overarching aim of adequate provision for the needs of all students in regular education”
(p.57).

The effect of school choice to operate within the ‘biological paradigm’ will

compromise and contradict the intent of SE2000 to achieve an inclusive education system
in New Zealand. The policy allows schools to choose to operate within the ‘biological
paradigm” but the result is that “policy development and implementation will continue to
be compromised and contradictory” (p.7). For the “Effective Provision” report, the effects
of school and parent choice create a dilemma in special education in New Zealand. While a
new ‘inclusive paradigm’ seeks solutions for children with learning or behaviour
difficulties, old ‘biological paradigm’ processes still operate. The operation of the two
paradigms places constraints on teachers and researchers. The paper does not examine the
constraints but says that the ‘inclusive paradigm’ requires a new way of thinking that asks
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different and “more appropriate” questions about how to help children with learning and
behaviour difficulties at school (p.7):
No longer is it sufficient to ask, “How do we help one child with a particular
set of needs”, rather the appropriate question now may be “how does the
[school] system need to change so as to meet the needs of all?” (p.15)
The effects of school choice can have serious implications not only for the success of the
‘inclusive paradigm’ but also for children with learning and behaviour difficulties.

In the Special Education 2000 – Research Conference Christchurch School of Education
employee , Bonny Le Grice, argues that schools need to be cautious when choosing
programmes for children with learning or behaviour difficulties. To make an effective
choice of programme for a child to teach a skill or change a child’s behaviour, schools
need to investigate the programme carefully. According to Le Grice, there are many
programmes available for children with special needs, and teachers and schools want the
best they can obtain for the children in their care. Programmes come in many forms:
methods of teaching and interacting with children or packages of equipment to be used as a
basis for a teaching programme. Sometimes the teacher will be implementing the
programme and sometimes a therapist because of their expertise. But schools need to
understand specifically what the programme intends to do, what is the evidence for the
effectiveness of the programme and is the person carrying out the programme suitably
qualified to do so. Le Grice says, “Teachers need to be discriminating purchasers of
services and programmes from salespeople and therapists, including both reputable
practitioners and charlatans” (1999, p.1). Teachers can be more selective by examining the
details of the programme.
According to Le Grice, there are five areas that teachers, schools, and parents can examine
when investigating a programme for children with special needs. First, Teachers need to
understand clearly, what the programme is going to do and for whom the programme is
intended: “The programme should be clearly explained so that the teacher is quite clear
about what is going to take place” (1999, p.2). According to Le Grice, a programme
should also state for whom the programme is intended, for example, children with Downs
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Syndrome, and give a reason. Le Grice also states that there should be some research
available about the programme: “If there is [no research] available, then the programme is
probably just a “good idea”, and teachers should be cautious implementing this programme
(p.2). Second, teachers need to understand the expected outcomes of the programme and be
able to observe and measure the outcomes. For Le Grice, the programme should make a
clear statement or list of the expected outcomes of the programme. The outcomes should
be stated in a way that “two or more people would agree that the outcomes had been
achieved if they were to observe or engage with the child” (p.2). The best way of judging
the effectiveness of the programme is to have someone who does not know when and how
the programme is to be carried out, observe the child before, during and after the
programme in a “natural” setting (p.2). Le Grice argues that it is important that the person
knows how to observe the child and can define what is observed so precisely that they are
able to measure changes in behaviour. If the outcome of the programme is not observed
then it is difficult to determine if the programme has been successful. Third, teachers and
parents need to be informed of the side effects of the programme. If there are possible side
effects there should be provisions on the programme to deal with them and professional
support should be readily available. Fourth, teachers need to know what evidence supports
the programme. According to Le Grice, direct observation is one of the most reliable
methods for judging the effectiveness of a programme. The results of direct observation
can be “valuable, objective evidence about the success or otherwise of a programme” (p.4).
If a teacher is unsure about the reported evidence of the programme, a teacher can contact
experts: “people in medical schools, education and psychology departments of universities,
colleges of education or other degree-granting departments of other institutions (p.5)”.
Fifth, teachers and schools should check the qualifications of the person carrying out the
programme. According to Le Grice, any programme should state the qualification required
from the person implementing the programme. Further, “the organisation granting the
qualification should be recognised by other reputable qualification-granting organisations”
(p.5). The process of choosing a programme might seem long and difficult but teachers and
schools need to persevere. Children deserve the best programmes that can be found and, Le
Grice says, “do not deserve to be exploited” (p.6). Le Grice warns that if teachers, schools,
and parents are not advocating for the interests of children with special needs when
choosing a programme then ineffective and high-risk programmes will flourish.
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In Caught Between Stories, the compromises and contentions with the problem of
diagnosis and the right to choose were described as indicative of being in a situation of
‘caught between two different stories’. The writers argue that the education of children
with special education needs in New Zealand is caught between the stories of the ‘old’
‘biological paradigm’ and the ‘new’ ‘inclusive paradigm:
In terms of providing for the learning and behaviour needs of all our
students, we in New Zealand are caught between two different stories. At all
levels, from policy development through to teaching and learning
programmes for individual students, we can see that the two stories are alive
and well. We can see evidence of the old story, of allocating resources on
the basis of expert diagnosis and remedying deficits in specialist settings.
We can see evidence of the new story, of allocating resources to assist all
classroom teachers to facilitate the inclusion of all students by adapting
curriculum tasks and teaching strategies.
(1999, p.42)
Here both paradigms exist and thrive in education in New Zealand. For Caught Between
Stories, the movement to the ‘inclusive paradigm’ will depend on the rate at which
teachers can provide for an inclusive environment in their classrooms and the commitment
of school management to provide ways for inclusive classrooms to flourish. Caught
Between Stories makes the claim that SE2000 and practices in school support both
paradigms but perhaps this continual retelling of both stories “will foster a deeper
understanding of each, and allow us to move confidently into the new story” (p.43).
***
As an ‘archaeologist’ in this chapter I have tried to step back from the ‘inclusive paradigm’
and not analyse what the paradigm really means or discuss whether it is a good or bad
thing, but show how the paradigm was constituted in the late 1990s. Here I have laid out a
description of statements from an archive of written materials that collectively were said to
‘make up’ the ideas and practices of the ‘inclusive paradigm’. These statements were not
made by just anyone, but were written by ‘experts’ from the university and other state
institutions. These ‘experts’ formulated a transformation or “conceptual revolution” in
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New Zealand education where the ‘false’ beliefs and practices of the ‘biological paradigm’
would now be replaced by new rules about how to work with children with ‘special
education needs’, the ‘true’ ‘inclusive paradigm’ (Dreyfus & Rabinow, 1983, p.69). The
‘inclusive paradigm’ discourse encompassed a diverse of procedures and concepts such as
the ‘ecological perspective’ and Applied Behaviour Analysis and also included Maori
perspectives about how to understand and work best with Maori in schools. But then the
concerns of government working through neo-liberal discourses of financial prudence in
education and parent and school choice were also linked up with the paradigm by ‘experts’
from the Ministry of Education, though not without some debate from the academic
‘experts’.
To close I want to move briefly (as I will return to archaeology in the following chapter)
out of my role as archaeologist and consider the effects of the constitution of the ‘inclusive
paradigm’. The paradigm was deemed a radical transformation in the field of education
and the truth about the education of children with ‘special education needs’. For Foucault,
truth is both the form of the discourse (the ‘inclusive paradigm’) and the “institutions
which produce it” (the universities and the Ministry of Education (1980, p.131). This truth
is always entwined with power, Foucault says “we are subjected to the production of truth
through power and we cannot exercise power except through the production of truth”
(1980b, p.93). The effects of truth/power govern and define human activity as it “guides
and sanctions” certain ways of thinking and doing things (Clifford, 2001, p. 98). The truth
of the ‘inclusive paradigm’ then defined the range of possibilites for me, in my job as an
RTLB, to think about and work with the children designated as ‘special education needs’.
These possibilities, as I shall show in the following chapter, were then made more explicit
in the context of the RTLB training programme.
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Chapter 5
The RTLB training programme:
Embedding the ‘Inclusive Paradigm’ through the Curriculum
The RTLB training programme formed part of the objectives of SE2000 to enable the new
RTLB to assist schools with children with ‘special education needs’. This chapter again
utilises an archealogical approach and shows how the discourses of the ‘inclusive
paradigm’, constituted by the academic authors of the “Effective Provision” and “Caught
Between Stories” documents (Ministry of Education, 1998; NZCER, 1999) who were also
members of the RTLB Universities Consortium, were embedded by these authors in the
training programme curriculum. The curriculum was formed in terms of four ‘learning
areas’ or “professional development perspectives”: Collaboration and Consultation,
Education [Inclusion and Strategic Teaching], Bicultural and Multicultural Perspectives
and Applied Behaviour Analysis (Glynn, 1998, p.4). Here the key ideas and practices said
by the academics to ‘make up’ inclusive discourse (such as the ‘ecological perspective’,
Maori perspectives and Applied Behaviour Analysis) were transferred and expanded in the
different perspectives. However, different discourses were also introduced into the
paradigm, discourses that specified, for example, ‘consultation’ and ‘collaboration’ as the
most effective form of interaction between people in order to create an ‘inclusive’ school.
In the documents a wide range of other ‘expertise’, mainly international academics and
sometimes situated at a university, was used by the authors of the ‘inclusive paradigm’ to
‘speak’ about and sanction certain ways of thinking and acting in the curriculum. My
archaeological approach to the RTLB Training Programme curriculum is again the
“description of a discourse” and not a matter of “analysing discourse into its implicit
meaning” (Foucault, 2005, p.156; Foucault, 1980, p.115). But when considered within
relations of Foucault’s idea of truth/power, the effect of those perspectives, said to be the
‘truth’ about helping schools with children with ‘special education needs’, established
more specifically the terrain in which I, an RTLB, was to understand and help children
with so-called ‘special education needs’ and establish relationships with others and myself.

In this chapter I describe the four perspectives of the RTLB Training Programme
curriculum from documents that were given to me in my training group (the ‘Bay of
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Plenty/Gisborne’ group) from 1999 to 2000. These documents (listed in Appendix B) were
collated by the academics connected with the RTLB Universities Consortium. The
documents include those recognised as most valid: certain books, teaching aides (the
‘advance organiser’) and collections of course readings that I had to obtain and use during
the programme. I have also included some other, less ‘important’, material given to me
regularly in the programme. This material (mainly single articles) was chosen by the
Consortium to support the compulsory writings or expand on ideas that were talked about
by the Consortium academics at block courses.

Learning Area 1: Collaboration and Consultation
Collaboration and consultation were produced as the ways for the trainees in the RTLB
training programme to think about themselves, act toward other people and to bring about
change. In Chapter Four, I examined how the presence of skilled consultants was seen as
an important way to support teachers to address learning and behaviour difficulties. In this
first learning area, I show how collaboration was placed in opposition to the perceived
norm of a culture of isolation in schools overseas and understood as the most effective way
for the students in the training programme to assist schools. Consultation was a specific
process for the trainees to follow in order to overcome problems. Through collaboration
and consultation the students were encouraged to think about themselves as ‘agents of
change’ to create inclusive schools.

The problem of isolation
According to the documents, teacher isolation in schools creates a culture of individualism,
directive style of teaching and can also exist in a form called ‘balkanisation’. In two
readings selected by the Consortium academics for the RTLB, the authors and also
academics, British writer Andy Hargreaves and Americans Marilyn Friend (Indiana
University-Purdue University at Indianapolis) & Lynne Cook (California State University,
Northridge) say that most teachers in schools work in isolation. From a chapter in a book
put into the compulsory collection of course readings for Course Three of the training
programme, Hargreaves says, “across the world most teachers still teach alone, behind
closed doors in the insulated and isolated environment of their own classroom” (1992,
p.220). Isolation is not a bad thing: it offers teachers a sense of privacy and protection from
outside influence and interference. But isolation shuts out possible sources of praise and
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support. Isolated teachers receive little feedback on their worth, value or competence and
rely on the barest shreds of evidence (the level of noise from the next classroom or the
quality of a class performance to the school) to find out what is happening in other
classrooms. For Hargreaves, isolation creates a “culture of individualism” (p.220).
Individualism has three characteristics. Teachers concentrate on short term planning in the
classrooms “where their energies are more likely to make a difference” (p.220). Teachers
also avoid discussing, thinking about or committing themselves to fundamental change in
how and what they teach. Moreover, teachers shy away from feared judgments and
criticisms that may come from discussing and thinking about how and what they teach with
others. Hargreaves says, “like caged birds, teachers within a culture of individualism, it
seems, stick with what they know. They are reluctant to fly free, even when given the
opportunity” (p.221). Not only can isolation create individualism, but also affect teaching.
Isolation can produce an authoritarian style of teaching. For Friend & Cook (in a single
article given to the RTLB trainees), although teachers are friendly to one another and may
socialise in the teachers’ lounge, when the primary business of schools (“to teach or
otherwise serve students”) needs to be addressed everyone literally or figuratively shuts
their doors (1996, p.17). According to Friend & Cook, isolated teachers take charge in the
classroom: “In their classrooms or offices [teachers] are the experts who “hold authority
and power over students, and so they typically use a directive style to promote student
learning” (p.17). Friend & Cook say this style of teaching, “is appropriate”, however
coupled with isolation encourages a belief that a teacher should handle professional
problems themselves (p.17). If a teacher seeks help, it is only after the teacher has decided
that the problems have nothing to do with them and look to others to take ownership of the
problems. Sometimes teachers find help and support in small groups. However, the
formation of groups can be problematic.
In some schools, teachers can form themselves into separate groups. Hargreaves calls this
phenomenon ‘balkanisation’. For Hargreaves, teachers in balkanised cultures attach their
loyalties and identities to particular groups of colleagues. The colleagues are those people
the teacher’s work and socialise with most often. Hargreaves says balkanised school
cultures are a familiar feature of secondary schools because the schools have a strong
subject-departmental structure:
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The physical education teachers or ‘jocks’ in their tracksuits; the large
English department with its slight aura of bohemian intellectual smugness;
the absent science teachers gathered around their kettles and coffee in the
labs; the actual and aspirant ‘power’ group seeking influence with the
principal and vice-principal; perhaps a group of middle-aged (usually male)
‘complainers’ out of favour with and cynical about the administration and
its preferred policies.
(1992, p.223)
A balkanised culture such as the one described above can lead to marginalisation of certain
groups. Hargreaves says the groups most likely to be less favoured are the teachers of nonacademic subjects and special education teachers. Hargreaves has observed that special
education teachers are “marginalised with their segregated classes in some distant part of
the school, rarely troubling to come and socialise in the staffroom” (p.224). This
apparently poses serious problems for integration of children with special education needs
in the mainstream life of the school. Although teacher isolation is prevalent in schools,
there is for Friend & Cook and Hargreaves, a different and better form of teacher culture
prevails in some schools called ‘collaboration’.

Better relationships through collaboration
The documents argue that collaboration occurs when people willingly work together in a
supportive relationship. For Marilyn Friend & Lynne Cook collaboration is a voluntary
way of working. “It is not possible to force people to use a particular style in their
interactions with others…unless school professionals and their colleagues choose to
collaborate they will not do so” (1996, p.7). Collaboration is also shared decision-making
which requires parity between people: “parity is a situation in which each person’s
contribution to an interaction is equally valued and each person has equal power in
decision making” (p.7). Finally, collaboration is working toward mutual goals. Friend &
Cook say, “Professionals do not have to share many or all goals in order to collaborate, just
one that is specific and important enough to maintain their shared attention” (p.8).
Collaboration develops from and fosters mutual respect and trust. Friend & Cook use the
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image of the farmer planting a seed, watering it and watching it grow to show that
collaboration is emergent and grows from respect and trust and a belief in the value of
collaboration. Andy Hargreaves says a collaborative culture fosters and builds upon the
qualities of openness, trust, support and blurs the boundaries between the professional and
personal aspects of teacher’s lives:
Cultures of collaboration are constitutive of, absolutely central to, teachers’
daily work. They are found in the minutiae of school life: in the small
gestures, jokes and glances that signal sympathy and understanding; in kind
words and personal interest shown on corridors or outside classroom doors;
in birthdays, treat days and other little ceremonies; in the acceptance and
intermixture of personal lives with professional ones; in overt praise,
recognition and gratitude; and in sharing and discussion of ideas and
resources.
(1992, p. 226)
A collaborative culture however has to be worked at. For Hargreaves, collaborative
cultures do not arise by “a kind of emotional spontaneous combustion” and “like good
marriages have to be worked at” (p.226). Also, leadership is important to create and
sustain collaborative cultures.
[Leadership through example is shown] through frequent praise; through
helpful, personal notes placed in staff mailboxes; through principals or head
teachers indulging their staffs with little treats like cakes or flowers which
show caring and thoughtfulness; and through principals’ having high
visibility around the school, revealing an interest in what is going on there
and pleasure in making contact with teachers and students alike.
(Hargreaves, 1992, p.226)
The ‘true’ expression of collaboration has feminine characteristics says Hargreaves that do
not mesh well with the characteristics of what he describes as contrived collaboration.
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The way of true collaboration
Collaborative cultures are feminine in style, in contrast to contrived collegiality that is
masculine in style. According to Hargreaves, collaborative cultures have ‘feminine’
characteristics, which mean collaborative cultures are “evolutionary, ‘natural’,
spontaneous, unpredictable and development-oriented” (1992, p.235). Collaborative
cultures also mix the private and the public aspects of teacher’s lives. Hargreaves says
collaborative cultures “openly place teacher’s work in the context of their wider lives,
biographies and purposes” (p.235). Collaborative cultures do not mesh well with the
preferred teacher culture called ‘contrived collegiality’. Hargreaves says contrived
collegiality is ‘masculine’ in its characteristics, which means “imposed, ‘forced’, regulated,
predictable and implementation- oriented” (p.235). Contrived collegiality also keeps apart
the public and private lives of teachers. Hargreaves explains that contrived collaboration
creates a system whereby teachers can deliver other people’s purposes instead of
developing their own. Contrived collaboration also regulates the pace of change to ‘force’
human growth among teachers: “like so much rhubarb; speeding it up and synchronizing it
with administratively convenient timeliness and expectations” (p.234). In a culture of
contrived collaboration, the mainly female teachers remain “the technical servants of
predominantly male administrators and their purposes” (p.234). For Hargreaves, contrived
collaboration is like childbirth.
From the masculine point of view of obstetrical caregivers, those elements
of childbirth which are most troublesome, and which they strive to
overcome, are its unpredictability, its hiddenness, its irrationality…Thus the
mechanism of defence is to overcome expectancy: the modern obstetrician
does not stand by the woman, waiting for the birth to resolve itself, but
hastens to intervene. Not only is labour accelerated, or indeed induced, and
the birth of the baby speeded…but indeed the whole of the pregnancy…is
subject to scrutiny and intervention.
(Fox, 1989, cited in Hargreaves p.234)
Here, contrived collaboration is like medicalised childbirth where male ‘obstetrical
caregivers’ scrutinise and intervene in the natural process of birth. According to the
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documents, the true expression of collaboration is not only feminine by nature but has been
in the past (and continues to be in the present) the most effective way of working.

Like the pioneers – the importance of collaboration
Friend & Cook argue that collaboration is a more effective way of working in the modern
world and has roots in the time when the pioneers were settling the United States. These
authors argue that in the modern world, the majority of jobs are in service industries where
people interact with clients or customers. This is in sharp contrast to “preceding eras where
most workers toiled in isolation on assembly lines” (1996, p.12). In modern life, people not
only interact with people but are also inundated with information. However, few people
can hope to keep up with what is going on in the world. According to Friend & Cook, one
response to the change in labour needs and the information explosion is an increasing
reliance on collaboration. Friend & Cook say when managers involve employees in
decision making as a strategy for improving organisational effectiveness, “employees
report they find their jobs more satisfying” (p.12). For Friend & Cook the importance of
collaboration originated from when the pioneers were settling the United States. At this
time, the idea of ‘rugged individualism’ was important. ‘Rugged individualism’ was about
the individual pioneer’s willingness to “risk going into unknown territory and facing
dangers in order to settle the frontier” (p.13). However, ‘rugged individualism’ included
reliance on others for jobs like clearing fields and raising barns. According to Friend &
Cook, the emergence of an industrialised society brought in an era of sole responsibility:
“As society industrialized and individuals began to rely on machines and technology,
reliance on others as a part of individualism declined, and an era of sole responsibility
emerged” (p.13). Friend & Cook note a need for a return to ‘rugged individualism’ because
society has become so complex that it is no longer possible for individuals “to know
everything they need to know and act on everything demanding their attention” (p.13). For
Friend & Cook, people in education need to turn away from individualism, as did the
pioneers, and embrace collaboration and reliance on others to accomplish our goals.

The process and principles of consultation
The documents argue that consultation is the way to help people overcome problems.
However, consultation requires that a particular process is followed accurately and certain
principles are taken on to ensure problems are dealt with appropriately. In my training
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group, the ideas about consultation were presented to the teachers in a handout called the
‘advance organiser’ (RTLB Universities Consortium, 1999) (See Appendix B).
In the ‘advance organiser’, consultation is about seeking to change a problem situation.
Consultation is an eight-step process:

PREPARATION
ENTRY
GATHERING INFORMATION
DEFINITION OF PROBLEM
EXPLORE STRATEGIES
EVALUATE & DECIDE ACTION

ESTABLISHING CREDIBILITY

BUILDING TRUST AND A COLLABORATIVE RELATIONSHIP

STEPS IN THE CONSULTATION PROCESS

IMPLEMENT ACTION PLAN
EVALUATION

RTLB Universities Consortium (1999e, p.1)

The eight-steps are shown as a sequential process, each step following logically through
the arrows to the next. Alongside the process are arrows to indicate that throughout all the
steps, the consultant is building a collaborative relationship and establishing credibility
with people. In the Organiser, the stages of the consulting process are examined up to the
‘evaluate and decide action’ stage in separate boxes. The ‘preparation stage’ states the first
five actions the trainees need to take in the consulting process. The points established the
necessity for the teachers to clarify their thoughts and actions to themselves.
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The preparation stage
•

Clarify your “personal theory”

•

Clarify your role

•

Clarify what skills you have to offer

•

Identify skills you need to acquire

•

Be aware of your own “world view”

(p.1)

Here, the bullet points established the necessity for the trainees to clarify their thoughts and
actions to themselves. In my own Organiser I noted that a “personal theory” is “based on
experience, training and influential people”. Beside the point, “identify skills you need to
acquire”, I also wrote “know when to call on cultural expertise and support”. The ‘entry’
stage of the consultation process shows how the trainees were to approach teachers in the
first instance.

Entry stage
This involves establishing contact with the school and with
individual teachers and involves:
•

Initiation of the consulting relationship

•

Establishing parameters of the relationship

•

Establishing and clarifying your role and responsibilities

•

Discussion of confidentiality issues.

(p.1)

In this box the trainees were given specific points to discuss with the teachers such as
establishing the parameters of the relationship and discussion of confidentiality issues. The
‘gathering information’ stage describes the importance of collecting information.
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Gathering information
This stage involves the examination of factors
relevant to the problem
and
The consultant and consultee’s assessment of each other.
(p.2)

The choice of data gathered will be influenced by the
theoretical base of the consultant
The choice of data gathered will have a huge effect on
subsequent stages of the process such as problem definition
and strategies implemented.
(p.2)

You must decide what do you know?
•

What do you need to know?

•

How are you going to gather the data?

•

How are you going to analyse it?

(p.2)

In these boxes, the trainees were to examine the problem and the relationship between the
trainee and the teacher. Moreover, the trainees needed to be aware of the effects of making
decisions about the information. Lastly, the trainees must decide how to proceed with
getting the information they need and then go to the next box, defining the problem.
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Definition of the problem
• Good consultants are problem finders
• Expert consultants spend a relatively large proportion of their time
defining the problem
• Less skilled consultants focus on planning strategies for what may
be ill defined problems
• Best predictor of good outcome [for a problem] was problem
definition.
(p.3)

This stage of the consulting process states the importance of the ability of the skilled
consultant to find and define problems. The ‘evaluate and decide action’ stage of the
consulting process lays out four fundamental principles when evaluating and deciding what
action to take to overcome problems.

The principle of least harm
Attempt first those procedures that minimally imperil or disrupt
any aspect of children’s education and development.
(p.3)

The principle of parsimony
Do only what is clearly essential
If three or four approaches are of equal value, try the simplest first.
(p.4)

The principle of validity
Is there evidence that it is effective?
Select and apply first those educational methods whose positive
merits have been clearly and amply demonstrated.
(p.4)
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The principle of competence
Ensure that a method does not fail because of faulty application or
lack of skill by professionals involved.
(p.4)

These four principles establish ethical guidelines for the trainees in the consulting process.
They stress the importance of minimal disruption to children’s education and development,
doing only what is essential, using effective research based methods and ensuring that a
method does not fail because of incompetence (poor implementation and lack of skill).
The process and principles of consultation were produced as the most effective way for the
trainees to manage problems in their work. But together, collaboration and consultation are
a powerful way to bring about change and create an ideal inclusive school environment for
children with ‘special education needs’. I now show how the trainees were to see
themselves and act ideally as ‘agents of change’. The idea of the ‘change agent’ then
encouraged each RTLB to “relate the kind of relation one has to oneself” to the activity of
helping to create inclusive schools (Foucault, 1984a, p.351).

Become a change agent - The importance of collaborative consultation to
create change
A key discourse in the compulsory course readings was that through collaboration and
consultation, teachers are able to be effective agents of change and establish an ideal
inclusive school environment for children with special education needs. In a reading given
to the trainees, A chapter from a book included in the course readings by S. Spedding
(1996) says the creation of inclusive school environments has become a priority in the
education of children with special educational needs. For Spedding, children with special
education needs include not only children with a disability, but also children with learning
difficulties and behaviour problems, children from culturally and linguistically different
backgrounds, and all those who are at risk in the school environment. According to
Spedding, teachers and schools need to make changes to allow the inclusion of children
with special educational needs. However, change takes time, usually years and teachers are
essential “agents of change” (1996, p.343). To become effective agents of change, teachers
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need to work together because no one person can have all the answers to the complex
problems faced in schools: “The more people work together, the greater the possibility of
understanding complex problems and initiating change in an atmosphere of mutual respect
and trust” (p.344). One very effective means for the agent of change to bring about change
is through collaborative consultation but the agent requires a number of personal
characteristics to make this effective:
The personal characteristics that appear to be essential for collaborative
consultation include the ability to listen; to be flexible; to establish a climate
of trust; to display empathy and consideration for others; to be reflective; to
be efficient; and to be able to work cooperatively with others. The ability to
listen is perhaps the most important. Those who are good listeners give
others the opportunity to talk; establish an environment where others feel
comfortable; demonstrate interest through appropriate questioning and body
language; attend to the messages given; and use reflective listening. Barriers
to effective listening include practices such as rehearsing what to say next,
or judging what is being said in order to give advice.
The effective [‘agent of change’] is one who demonstrates a willingness to
learn from others and who respects divergent points of view. This
encourages others to do the same. Unless a willingness to learn from others
is present, reciprocity will not develop.
(Spedding, 1996, p. 362)
The general argument from Spedding is that through collaborative consultation and the
personal characteristics of the agent of change, movement can be made toward creating a
caring and inclusive environment for all. However, teachers and schools are sometimes
resistant to change and conflict can occur.
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The problem of resistance and conflict
In one ‘advance organiser’ given to the trainees in 1999, resistance is defined as a normal
response to change.

Resistance is a response to change or an expectation or requirement to change
based on a rational or irrational fear or concern related to that change.
Resistance is anything that impedes problem solving on plan implementation
and ultimately problem resolution including both passive and active
components of an ecology that functionally operate to get in the way of
intervention, planning, implementation or outcome.
(The RTLB Universities Consortium, 1999d, p.2)

In another ‘advance organiser’ from 2000, conflict is everywhere and is neither good nor
bad. Conflict is described as a situation in which a person’s attempts to reach their goals
are impeded by another person’s attempt to reach their goals.

Conflict occurs between two people when the goals of each other are
frustrated by the other, when each is competing for some reward at the
others expense, when they misunderstand or disagree with one another’s
expectations of conduct, or when they approach a problem from different
points of view.
(RTLB Universities Consortium, 2000, p.1)

For Spedding, the agent of change, through a wide range of strategies, can manage
resistance and conflict. Reputedly, teachers and schools have “commonly been found to be
resistant to change and unwilling to accommodate innovation” (1996, p.344). If the
changes are to occur, it is necessary for the agent to identify the personal, organisational
and external barriers to change in schools. Personal barriers, according to Spedding,
include the possibility that teachers lack knowledge about how to teach diverse groups of
students and “may be unwilling to seek assistance, seeing this as a form of failure” (p.344).
Spedding also points out that, “old habits die hard…Some teachers in schools today have
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taught for a long period of time, utilising techniques developed during initial teacher
training or in their early teaching days” (p.345). Moreover, it may be difficult for older
teachers to change, and “some may feel that what served them in the past is good enough
now” (p.344). For Spedding, some teachers “do not feel any sense of ownership of the
education of students with special needs and may feel others should address these needs”.
Spedding says that organisational barriers can involve the “high degree of authority of the
principal” and the “non-teaching” demands placed upon teachers. As a result, “some
[teachers] may begin to lack confidence in the administration, the community and
themselves, eventually feeling helpless and trapped in the job, powerless to effect change”.
External barriers include a “lack of funding for innovations, a lack of provision for teacher
training and in-servicing, and a lack of physical or personnel resources”. For Spedding
external barriers have been a common complaint among teachers in schools who feel that
they have been asked to include a child with special education needs but have not been
given the resources to best accommodate the child. The ‘agent of change’/RTLB is likely
to have difficulties with uninformed, older, resistant, disempowered and under resourced
teachers, however with the right attitudes and skills the right sort of change can happen.
Spedding argues that to help overcome barriers to change, the agent can help people move
slowly in the direction of improvement. For Spedding, the most important step in helping
people overcome barriers to change is for the people to see the value in changing.
According to Spedding, a popular method of getting people to change is for the agent to
join the group responsible for implementing a programme of change and “facilitate [the
group’s] exploration of the issues underlying the proposed change, together with ways in
which problems may be solved” (p.348). Spedding notes that there are eight components to
the role of the change agent. First, the agent and the group collaboratively determine the
nature of the problem. Second, the agent assesses the motivation and capacity of the group
to change: “It may take a considerable period of time (even years) for teachers to acquire
the necessary skills and willingness to change” (p.353). Third, the agent appraises his or
her own motivation and resources. Spedding says, “Change agents must ensure beforehand
that the necessary time, energy and commitment to the process is available and that they
will be able to see it through”. Fourth, the agent and the group collaboratively choose the
change objectives. Fifth, the agent chooses an appropriate helping role. “For example, the
change agent may be in a position to present material and train people”. Sixth, the agent
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establishes and maintains good relationships with and between group members. Seventh,
the agent chooses particular techniques for bringing about change, for example working
individually with a teacher. Eighth, the agent guides evaluation of the change process. By
helping people to see the value in change, the change agent can manage resistance and
conflict and move teachers and schools in the direction of creating an inclusive
environment for children with special education needs.
In the RTLB Training Programme curriculum, the statements that made up a discourse of
Collaboration and Consultation (chosen and written by academic expertise) were formed
through a number of different “tactics” (Foucault, 1980a, p.114). Collaboration was based
around the rules of ‘transformation’ (from the negative effects of isolation or masculine
ways of working to the positive, natural and feminine practices of working together) and
‘returning’ (going back to the good old days of the pioneers). The use of boxes in the
‘advance organiser’ set definite parameters for understanding and practising conflict and
consultation. Within the boxes consultation could only be practiced within particular limits
of the ‘eight steps’. The ‘agent of change’/RTLB was also formed around ‘transformation’:
from the apparent present culture of resistance to change in schools toward the superior
attitudes and skills of the ‘agent of change’ (again listed and numbered) and the creation of
an ideal inclusive school.

Learning Area 2: Education (Inclusion and Strategic Teaching)
Education (Inclusion and Strategic Teaching): inclusive education, the ‘ecological
perspective’ and cooperative learning were seen as the ways for me, working as an RTLB,
to perceive children with ‘special education needs’ and assist schools with the children. In
Chapter Four, I examined how the ‘inclusive paradigm’ was constituted, emphasised the
importance of the ‘ecological perspective’ and set the limits for how I was to think about
and work with children with ‘special education needs’. In the second learning area, the
ideas of inclusive education were revalidated but separate placements for children with
special education needs were argued as sometimes more effective. The book called TIES-II
(a compulsory book for trainees in the RTLB Training Programme) established the
practices of the ‘ecological perspective’ from which I was to assess and adapt the learning
environment of children with ‘special education needs’. A key way for me to improve the
classroom environment was through ‘cooperative learning’.
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Inclusive education is better but separate placements are sometimes more
effective
In an article given to the trainees in a set of compulsory readings, (put together by the
RTLB Universities Consortium called ‘Readings for Inclusion’), the authors American
inclusive education advocates and academics Anastasios Karagiannis, William Stainback
& Susan Stainback (1996), say that inclusive schooling is the better option morally and
educationally for children with special education needs, teachers and society. According to
Karagiannis, Stainback & Stainback, the exclusion of children from mainstream schools
“sows the seeds of social discontent and discrimination” (1996, p.3). For the authors,
education is a human rights issue: children with disabilities should be part of schools, and
schools should modify their way of doing things to include all children. For Karagiannis,
Stainback, & Stainback all children benefit from a school environment that includes
children with disabilities because the environment facilitates “the development of
friendships and peer work. Students learn to understand, respect, grow comfortable with
and be sensitive to individual differences and similarities among their peers” (p.4). A
school environment that includes children with disabilities also helps avoid the harmful
effects of segregation in special classes or school.
In general, segregated placements are harmful because they alienate
students. Students with disabilities ultimately receive little useful education
for real life, and students without disabilities ultimately experience an
education that places little value on diversity, cooperation, and respect for
others who are different. In contrast, inclusive schooling provides persons
with disabilities the opportunity to acquire skills for the workplace and the
community. Students with disabilities learn to function and interact with
their peers in the “real” world. Equally important, their peers as well
teachers learn to function and interact with them.
(1996, p.6)
In this view, an inclusive school environment benefits not only children with disabilities
but also teachers. For Karagiannis, Stainback & Stainback, teachers working in inclusive
schools become more aware of developments in education and improve their teaching skill.
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This awareness is enhanced through collaboration and consultation. “When there is
supportive school collaboration, teachers improve their skills with visible effects on
learning” (1996, p.7). However, for the authors the most significant benefit of inclusive
schooling is social.
In a school environment that accepts all children, equality is nurtured which leads to social
harmony. Karagiannis, Stainback & Stainback note, “When schools include all students,
then equality is respected and promoted as a value in society, with the visible results of
social peace and cooperation” (1996, p.8). But when some children are excluded,
“prejudice is entrenched in the consciousness of many students when they become adults,
with the results of increased social conflict and dehumanising competition” (p.8).
However, societies are changing from industrial to informational and national to
international.
The terms electronic highway, information highway, and home office are
not just buzzwords but are indications of the emerging new world of work.
More people will be making a living by processing information and
servicing clients, either in person or electronically, than by factory work as
was the case in industrial society. At the same time, societies are becoming
multicultural.
(p.8-9)
In this new kind of society, children with special education needs must be supported to
become active participants and contributors: “We have to avoid the mistakes of the past
when students with disabilities were left to live in the margins of society” (p.10).
Accordingly, all children should be able to attend their neighbourhood school which needs
to meet its responsibilities to adapt to a wide range of needs.
Although inclusive schooling is best for children with special education needs, teachers
and society, sometimes, according to American academic Albert Shanker (1995), in one
article in ‘Readings for Inclusion’, American academic, segregation of the children is more
effective. For this ‘expert’, a requirement for all disabled children to be included in
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mainstream classrooms is unrealistic and can be harmful. Shanker describes a classroom
where there are 35 children and several children have severe behaviour problems. The
teacher has no previous training in working with disabled children and the school is unable
to afford extra help for the teacher. Shanker asks, “How can the teacher meet these
extraordinary demands without robbing some students?” (1995, p.18). Shanker maintains
that teachers are facing serious problems because of full inclusion. According to Shanker,
the United States currently supports the inclusion of disabled children in mainstream
classrooms because inclusion is an opportunity to cut back on expensive special education
services. For Shanker, the effect of inclusion will be that disabled children will not receive
the range of services presently available and will end up like many de-institutionalised
mentally ill people were years ago, “out on the streets and with nothing” (p.18). Further,
not all disability advocacy groups support full inclusion: Shanker says, “Many [advocacy
groups] including those for blind, deaf, attention-deficit-disordered and learning-disabled
children – believe a one-size-fits-all approach will be disastrous for the disabled children
themselves” (p.18-19). Shanker argues, by posing a series of questions, that not everyone
in the classroom benefits from having disabled children in the classroom.
Who are we helping if we put disabled students into regular classrooms
without the supports they need? If they get these supports, a regular class
would be the best possible placement but will a child with multiple physical
disabilities or behavioural disorders learn to socialise with other children
simply because he or she has been put into a class with them? Will the other
kids receive the child as a friend in the absence of special encouragement
and support, or will they tease the child and make his or her life a misery?
What happens to attempts to raise the reading or math achievement levels of
other children when their teacher must devote extraordinary time and energy
to disabled classmates?
(1995, p.20)
While Shanker argues against full inclusion for children with disabilities, he suggests that
the United States Congress and the law need to make changes to ensure all children receive
a quality education. For example, Congress must pay its fair share for educating children
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with disabilities. Many school district authorities struggle to fund resources for the
children. Further, the law (Individual with Disabilities Education Act 1991) needs to be
amended to require school districts to provide adequate training for all teachers who work
with disabled children.
In these statements about inclusion, the American academics are engaged in a struggle
centred on the production and status of truth in relation to inclusion in America.
Karaigiannis, Stainback & Stainback see inclusion as a ‘good’ thing: its about ‘human
rights’, ‘equality of rights’, ‘social peace and harmony’, fostering ‘respect’ and
‘understanding’ between people. Without inclusion society experiences ‘increased social
conflict’ and ‘dehumanising competition’, children with disabilities are ‘left on the edges
of society’ and are the victims of ‘prejudice’ The authors believe that inclusion will bring
the children to their ideal state of being: ‘active participators and contributors’ to society.
In this state the children will satisfy a neo-liberal imperative to manage their own lives,
make effective choices and fulfil their own needs. Shanker sees the effects of inclusion as
‘bad’ for children with disabilities. Here inclusion is ‘demanding’ of teachers, an excuse
for cutting funding and where children will end up ‘on the streets’. Further, in ‘regular’
classrooms the children might be teased and their lives made a ‘misery’. Because children
with disabilities do not benefit in these ‘regular’ classrooms , it is the state’s job to improve
the situation (not ultimately the individuals as in Karagiannis, Stainback & Stainback) and
provide funding so that the children are well educated and teachers are properly trained to
deal with them. The struggle in these two readings is that each reading seeks to mobilise its
readers into taking a stand: active opposition to or agreement with inclusion. Both stands
are viewed by their authors as virtuous and necessary for children with disabilities.
Interestingly, the ‘Readings for Inclusion’ were put together by the Consortium academics
to help the trainees complete a written essay about inclusion. In this essay the new RTLB
were told “the new policy for special education [SE2000] demands the application of a
new paradigm for conceptualising ands delivering education within an inclusive context”
(The University of Waikato, 1999, p. 6). The task of the trainees was to “critically analyse
the application of the two paradigms [‘the biological paradigm’ and the ‘inclusive
paradigm’] in the content of New Zealand education” (p.6). The writers of this essay topic
were the Consortium academics who were also the academics involved in the formation of
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the ‘inclusive paradigm’, the most legitimate way of working with children with ‘special
education needs’, in the materials of SE2000. I was certainly aware of this preference for
inclusion through the lectures at block courses prior to writing the essay. While there was
no guarantee that the trainees would support the Consortium’s views in the essay, the
‘preferred’ understanding of the two paradigms were the ‘Readings for Inclusion’ that
championed inclusion such as the one by Karagiannis, Stainback & Stainback.

The

‘Readings for Inclusion’ then need to be considered within the context of their creation
rather than as just examples of a general debate about inclusion.

The practices of assessing the learning environment through TIES-II
TIES-II (The Instructional Environment System-II) (Ysseldyke & Christenson 1993-1998)
is an American produced book and the only compulsory published book for the trainees in
the RTLB training programme in 1999. This book justified and explained methods of
evaluating, and developing an intervention plan, to improve the educational environment
for children with special education needs.
In TIES-II, the practices of assessing the environment of children with special education
needs make good sense, are complex and firmly established in research. The practices
involve the analysis of seventeen components that contribute to the development of plans
to improve the education of the children. For Ysseldyke & Christenson (1993-1998)
assessing the environment of children with special education needs is logical: no student
assessment can be considered complete without an evaluation of the child’s needs in the
context of the classroom. This contention “appears so obvious that few would disagree
with it” (1993-1998, preface – no page number given).

However, most student

assessments are made without a “careful, systematic analysis of the instructional
environment” (preface). The instructional environment is all the contexts (both the home
and school environment) in which learning takes place. These contexts are not easily
understandable. Ysseldyke & Christenson illustrate the complexity of the environment
with the image of an ant making its way across a beach.
We watch an ant make his laborious way across a wind-and wave-moulded
beach. He moves ahead, angles to the right to ease his climb up a steep
dunelet, detours around a pebble, stops for a moment to exchange
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information with a compatriot. Thus, he makes his weaving, halting way
back to his home…I sketched the path on a piece of paper. It is a sequence
of irregular, angular segments – not quite a random walk, for it has an
underlying sense of direction, of aiming toward a goal.
I showed the unlabeled sketch to a friend. Whose path is it? An expert skier,
perhaps, slaloming down a steep and somewhat rocky slope, or a sloop,
beating upwind in a channel dotted with islands or shoals. Perhaps it is a
path in a more abstract space: the course of the search of a student seeking
the proof in a theorem in geometry.
Whoever made the path, and in whatever space, why is it not straight; why
does it not aim directly from its starting point to its goal?
Viewed as a geometric figure, the ant’s path is irregular, complex, hard to
describe. But its complexity is really a complexity in [the] surface of the
beach, not a complexity in the ant…
An ant (and likewise a man), viewed as a behaving system, is quite simple.
The apparent complexity of his behaviour over time is largely a reflection of
the complexity of the environment in which he finds himself.
(Calfee, 1981, in Ysseldyke & Christenson 1993-1998, preface – no page
numbers given)
In TIES-II, there are four reasons, backed up by research, why educators need to assess the
instructional environment. First, “many factors influence academic outcomes” (Ysseldyke
& Christenson, 1993-1998, p.5). According to Ysseldyke & Christenson, research has
shown that factors including student, teacher, classroom, school district, pedagogical and
family characteristics all contribute to whether a student succeeds or fails in school. For
example, the family characteristics shown to influence student achievement are “status
characteristics (Socioeconomic Status and the income level, educational level and
occupation level of parents), use of out of school time and peer group outside the school”
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(p.8). Second, “learning does not occur in a vacuum” (p.8). Research shows, say Ysseldyke
& Christenson, that educators must assess learning or the problem situation and not just the
learner: “major textbooks on psychoeducational assessment include statements on the
importance of assessing the instructional environment as well as, or in addition to,
assessing the student” (p.9). Third, there are ‘limits to assessing the learner“(p.10). The
majority of assessment practices in schools focus on standardised tests. These tests show
what is wrong with children and teachers find them limiting. Teachers say, “You didn’t tell
me anything I don’t know already” or “You have given me nothing practical that I can use
to help this child perform” (p.10). The authors of TIES-II say “we believe” in the
importance of assessing other contributing factors in a student’s life such as the teacher,
the classroom or the school district (p.10). Fourth, “to put content in instructional
consultation” (p.10). Ysseldyke & Christenson define ‘instructional consultation’, “as do
many others”, as “collaborative problem solving” (p.10). For Ysseldyke & Christenson,
TIES-II does not provide people involved in instructional consultation with a specific way
of doing things: the book provides a way to collect information to design and select ways
to help children in schools.
TIES-II gives seventeen components of the instructional environment that should be
looked at when making plans for children with special education needs. The components
are to be used to describe the environment of the student and not to evaluate the teacher.
Moreover, not all the components are intended to be used at one time, but selected in
collaboration with the teacher. Here are the seventeen components.
1.

Instructional Match

2.

Teacher Expectations

3.

Classroom Environment

4.

Instructional Presentation

5.

Cognitive Emphasis

6.

Motivational Strategies

7.

Relevant Practice

8.

Informed Feedback

9.

Academic Engaged Time

10.

Adaptive Instruction
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11.

Progress Evaluation

12.

Student Understanding

13.

Expectations and Attributions

14.

Discipline Orientation

15.

Home Affective Environment

16.

Parent Participation

17.

Structure for Learning

I will look at two examples from this list. Component 1, Instructional Match, involves
describing the extent to which there is a match between classroom tasks and expectations
and the student’s ability and behaviour. The description of the extent of the match may
include determining whether the student’s “level of skill development is assessed
accurately” (Ysseldyke & Christenson, 1993-1998, Appendix B, p.B-3) or whether
“teaching strategies, methods, and materials are matched to the student’s interests and level
of skill development” (p. B-4).

Component 3, Classroom Environment, involves

describing the classroom management, time use and the class climate. The description of
the class climate may include looking at the degree to which “the classroom is a pleasant,
friendly, happy environment (one in which the student is not obviously uncomfortable)”
(p.B-7). According to Ysseldyke & Christenson, the seventeen components provide a
shared language for educators to use when assessing the environment and are unique to
TIES II.
[The] 17 components provide a common, shared language for educators to
use to address a teacher’s concern about an individual student. It is this
systematic use of information in relation to the student that makes TIES-II
different from other interview or observation approaches.
(1993-1998, p.48)
From out of an assessment using the seventeen components, intervention plans are
developed to help the student.
After the information has been gathered about a student (using the seventeen components),
all the people involved with the student meet to share information and plan an intervention
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plan. For Ysseldyke & Christenson, the recommended process for the meeting follows nine
steps. First, the teacher of the student describes the concern. Second, the team members
share information about the environment using the seventeen components. Third, the team
members come to a consensus about the student’s needs at school. Fourth, the team
members discuss the home environment and discuss ways in which the students’ learning
could (or could not) be supported at home. Fifth, the team identify ways to involve parents.
Sixth, the team brainstorm ideas to help the student. Ysseldyke & Christenson say, “All
ideas should be listed, and no evaluation of the ideas should occur during the brainstorm
process, which should last about 10 to 15 minutes” (1993-1998, p.46). Seventh, the team
select an intervention to help the student: “The team must believe there is a good
probability that the intervention plan will help the teacher’s concern” (p.47). Eighth, the
team members share resources to help with the intervention plan. Ninth, the team discuss
other questions not raised during the meeting. According to Ysseldyke & Christenson,
meetings can often be sidetracked by long discussions about the student and an
intervention is not planned. The ninth step gives the team members the opportunity to
record other issues about the student and to address the matters at another meeting.
The rationale for and practices of assessing and improving the environment were presented
in TIES-II in highly quantifiable terms: four reasons for evaluating the instructional
environment, seventeen components and nine-step intervention plan. These terms allowed
the complexity of and explanations for appraising and changing the environment to be
summarised into multiple groupings that could conveniently be understood and used by the
trainees in the RTLB training programme to help children with special education needs.

The importance of cooperative learning to develop social skills
The documents argue that co-operative learning is the best way to enhance the learning
environment for all children. In Chapter Four, I noted that in SE2000, co-operative
learning was an important way to better the learning and social opportunities for children
with special education needs. Many of the materials in the RTLB training programme
about co-operative learning were concerned with its practical implementation in the
classroom. I have chosen those texts that show how co-operative learning was produced as
a key practice for the students in the training programme to improve children’s social
skills.
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Two articles in the required book of course readings for Course Two of the RTLB training
programme maintain that cooperative learning in groups helps people to get along together
effectively (an article by Don W. Jordan (from Woodbridge Disctrict High School in
Tasmania, Australia) & Joanne Le Metais (from the National Foundation for Educational
Research, Berkshire, England),1997; and academics Don W. Johnson & Roger T. Johnson
(from the United States), 1989-1990). Jordan & Le Metais discuss the problem of
disruptive children at school. They argue that there are a number of factors that contribute
to student misconduct. The cause of the misconduct is a result of a “breakdown in teacherstudent relationships in many Western countries resulting from the post-war transition
from an autocratic to a more democratic society” (1997, p.4). Also, the “traditional
autocratic methods” of managing children (corporal punishment) are no longer effective
(p.4). Another cause of misbehaviour is that students believe that the school curriculum is
irrelevant: “many students have come to believe that schooling can no longer be justified
primarily in terms of the school’s ability to provide job-related knowledge and skills”
(p.5). Johnson & Johnson argue the importance of developing good interpersonal skills to
be more successful and productive at work.
Most people realise that a college education or vocational training improves
their career opportunities, but many are less aware that interpersonal skills
may be the set of skills most important to their employability, productivity,
and career success.
(1989-1990, p. 53)
Further, a successful personal life relies on the development of interpersonal skills:
“Maintaining a set of good friends, being a caring parent, maintaining a loving relationship
with your spouse - all directly relate to how interpersonally skilled you are” (Johnson &
Johnson, 1989-1990, p.54). In both articles, cooperative learning in groups can reduce
misbehaviour in classrooms and improve interpersonal skills.
Cooperative learning in groups helps children to work and get along with others; however,
children need to be taught prerequisite skills. Jordan & Le Metais and Johnson & Johnson
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say that people do not instinctively know how to interact well with others. For Johnson &
Johnson a traditional approach of placing children in groups and telling them to work
together does not guarantee that the children will interact effectively.
Traditional group efforts may go wrong in many ways. Group members
sometimes seek a free ride on others’ work by “leaving it to George” to
complete the group’s tasks. Students who are stuck doing all the work
sometimes decrease their efforts to avoid being suckers. High-ability group
members may take over in ways that benefit themselves at the expense of
lower achieving group members (the “rich get richer” effect). Pressures to
conform may suppress individual efforts. Or group work may break down
because of divisive conflicts and power struggles.
(1989-1990, p.51-52)
The negative effects of traditional group work can be reduced by teaching children good
social skills. For instance, Jordan & Le Metais suggest social skills can be offered as a list
of do’s and don’ts:
Do:

Don’t

Look for the good things that you do
and say them to yourself and
sometimes out loud

Don’t put yourself down by looking
for and saying bad things about
yourself

Look for the good things that other
people do and say and say them out
loud

Don’t put others down by looking
for and saying bad things about
them: don’t criticise all the time

Look for the good things that happen Don’t grizzle and complain about
in your life, however small, and say the bad things that happen in your
them to yourself and out loud
life
When bad things happen to you, try
to look for and say out loud one
good thing that was part of it

Don’t focus only on the bad parts of
the bad things that happen to you

(McGrath & Francey 1992, cited in Jordan and Le Metais, 1997, p.14)
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Alongside the development of the ‘do’ side of social skills, children need to be taught the
skills of inclusion (encouraging participation of all members of the group), valuing others
ideas and opinions, persuasion and consensus and conflict resolution. The teaching
involves getting children to understand what the skills look like, sound like and to practice
and assess their competence in using the skills. To help children persevere with the skills,
reward systems such as group or class points are useful: “We have found that students,
even socially isolated and withdrawn ones, learn more social skills and engage in them
more often when their group is given bonus points” (Johnson & Johnson, 1989-1990, p.
53). For Johnson & Johnson and Jordan & Le Metais, the skills of working effectively in
groups can contribute to improved behaviour in the classroom, greater employability,
career success and psychological health.
The documents linked to Learning Area 2 reaffirmed from the documents of SE2000 the
centrality of the ideas and practices of the ‘inclusive paradigm’ in helping children with
‘special education needs’. The paradigm remained a “field of non-contradiction” in the
‘Readings for Inclusion’ even through assumptions of a critical analysis (Foucault, 2005, p.
167). This affirmation of inclusion was further strengthened within TIES-II that set out
without critical analysis and in strict and numbered terms the ‘ecological perspective’:
practices of assessing the learning environment of children with special education needs.
The most effective way of changing the environment was through cooperative learning in
groups. This work would lead the children to be more skilled social performers (gets on
with others, positive, psychologically healthy, a good husband/wife/parent/friend and
employable) and less ‘acceptable’ social behaviour (isolated, withdrawn, negative toward
others). Inclusion in Learning Area 2 was posited as coherent and systematic for the
trainees with the promise of broader social benefits and personal fulfilment for children
with ‘special education needs’.

Learning Area 3: Bicultural and Multicultural Perspectives
Understandings and practices of biculturalism and multiculturalism were produced in the
third learning area as the preferred ways for the trainees in the RTLB training programme
to think about themselves and act toward Maori children, and children from minority
cultural groups, with special education needs. In Chapter Four, I examined how the
‘inclusive paradigm’ included Maori perspectives and emphasised the importance of the
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Treaty of Waitangi, bicultural relationships and knowledge and appreciation of Maori
cultural practices. From a range of both compulsory and other documents of the training
programme I show how certain understandings of cultural perspectives were created for the
trainees in two diagrams. I also describe the importance of relationships, understanding
different worldviews and the use of culturally integrated strategies as key ways of thinking
and acting toward different cultural groups.

Positions and progressions – understandings of cultural perspectives
Two diagrams in the materials of the RTLB training programme show how the trainees
were to preferrably position their thinking and actions about bicultural and multicultural
discourses in New Zealand and to express their thinking about themselves and others along
a continuum of cultural beliefs and practices. These diagrams were not explained or
examined (critically or otherwise) in the training programme, they were given to the
trainees as ‘fact’.
The first diagram shows a supposed ‘progression from a pre-treaty of Waitangi position
between Pakeha and Maori to a bicultural and multicultural position consistent with the
Treaty.
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(Glynn, 1998, p. 17)
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In this chart, the ‘p’ stands for ‘Pakeha’ (a non-Maori but usually a New Zealander of
European descent) ‘m’ for Maori and ‘x’, ‘y’ and ‘z’ for peoples from other cultures who
have come to live in New Zealand. The arrows, lines and circles are not explained in the
diagram. The said to be ‘pre-Treaty of Waitangi position’ shows Pakeha as the minority
group and Maori as the dominant group in New Zealand. The supposed ‘Treaty-position’
shows Maori and Pakeha in an equal relationship. The apparantly ‘counter-Treaty of
Waitangi position’ shows Pakeha as the dominant group and Maori and peoples from other
cultures as the minority groups. The deemed ‘Treaty-consistent position’ shows Maori and
Pakeha in an equal relationship with peoples from other cultures as the minority groups.
The second diagram shows the ‘inclusion continuum’ of cultural beliefs and practices.
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This challenge involves moving as far as possible, along the following
six-point continuum (Cross et al., 1989):
• cultural destructiveness:

those who believe or engage in behaviours that reinforce the

superiority of one race or cultural over another, with the resultant oppression of the group
viewed as inferior;
• cultural incapacity: those who have less actively destructive beliefs or behaviours, but are
paternalistic and lack the skills to be effective with individuals from diverse groups;
• cultural blindness: those who profess that culture, race and/or language make no difference and
explicitly or implicitly encourage assimilation;
• cultural precompetence:

those who accept the need for culturally competent policies and

procedures, but do not proceed beyond tokenism or searching for ways to respond;
• cultural competence: those who accept and respect differences and implement policies that
support these beliefs and commitments;
•

cultural proficiency: those who seek to refine their approach by learning more about diverse
groups through research, dissemination and fully inclusive practices.

(Cross et al, 1989)

Like the first diagram, this graphic was given without explanation or discussion to the
trainees. According to the authors of this graphic (a group of Americans from a place
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called the ‘National Center for Technical Assistance Centre for Children’s Mental
Health’), people can be placed at six points on the continuum ranging from beliefs and
practices that ‘reinforce the superiority of one race or culture over another’ to beliefs and
practices that seek to learn ‘more about diverse groups through research, dissemination and
fully inclusive practices’. This continuum represents a challenge for people/RTLB which
involves moving ‘as far as possible, as quickly as possible’ along the continuum.
I now show how developing ‘culturally appropriate relationships’ were deemed, in the
compulsory course readings by the Consortium academics and those from overseas, the
most effective way to help Maori children and children from minority cultural groups.

The right work – the importance of relationships
Working with indigenous cultures requires teachers to develop relationships in culturally
appropriate ways to make a positive contribution to the educational experiences of
children. In an article in the second book of course readings for the training programme,
Ray Barnhardt (from the University of Alaska, Fairbanks) (1997) says that there are
definite ways of behaving when ‘you’ (a teacher) first enter an unfamiliar culture: develop
good relationships by letting people get to know you as a person rather than as a teacher
and whenever possible, by immersing yourself in the culture.
If the opportunity exists, one of the most useful steps you can take is to get
involved in the community as early as possible, preferably before you
assume the role of teacher. Let people get to know you as a person first, and
this will have enormous payoff in everything that you do as a teacher. If
possible and appropriate, get involved in the community where your
students live early enough to join in traditional summer activities, so you
can get to know people on their terms and begin to see life trough their eyes.
This will enable you to make your lessons much more meaningful for your
students, and it will open up avenues that will be beneficial to everyone
involved.
If you are looking for a place to live, consider how your housing and life
style will set you off from, or help you blend into the community. While
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housing that sets you apart from the community may be convenient (when
available), you pay a price in terms of your relationship to the rest of the
community. Whenever possible, choose immersion over isolation, but don’t
forget who you are in the process. You will be more respected for being
yourself than for “going Native”. Seek advice from the practitioners of the
culture in which you are situated, and always convey respect for their ways,
recognizing that you are a guest in someone else’s community. If you
encounter situations of apparent social breakdown and dysfunctionality, be
especially careful to exercise discretion and obtain views of others before
you take any precipitous action.
(p.2)
In this discussion, teachers not only need to enter a culture in ways that develop good
relationships, but also to develop relationships to improve educational outcomes for
children. In another article in the first book of course readings by Ted Glynn, Mere
Berryman, Kathryn Atvars, Wai Harawira, Rangiwhakaehu Walker & Hone Kaiwai (1997)
from the University of Waikato and the ‘New Zealand Specialist Education Services
Poutama Pounamu Education Institute’ (in Tauranga on the East coast of North Island
New Zealand) and in a recommended text for the training programme byNew Zealand
academics Russell Bishop & Ted Glynn (1999) from the University of Waikato and called
‘Culture Counts’, the authors examine the importance for teacher researchers to develop
culturally responsive relationships to improve Maori educational performance and
achievement. For Glynn, Berryman et al, research questions about Maori performance and
achievement at school that are generated from non-Maori cultural perspectives have been
detrimental to Maori.
[Research questions from non-Maori cultural perspectives] have resulted in
harmful distortions or over-simplifications of Maori history, Maori culture
and, in particular, Maori perspectives on learning and teaching. These
distortions and over-simplifications have lent support for majority culture
education professionals to invoke deficit models to explain underachievement by Maori students. Deficit models seek to account for underachievement in terms of perceived deficiencies in students’ family, social
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and cultural backgrounds, requiring students to undergo more intensive
remedial programmes. However, uncritical implementation of such
“remedial” programmes may undermine the capacity of minority cultural
groups to maintain their own language and culture. This is likely to have a
further negative effect on achievement.
(1997, p.116)
According to Glynn, Berryman et al, the negative impact of non-Maori cultural
perspectives in education research has arisen because researchers have failed to address
issues associated with power. Bishop & Glynn say that power and control in education has
been (and continues to be) dominated by the non-Maori colonising culture of New
Zealand, therefore researchers need to examine ways to work towards power-sharing goals.
The move toward power sharing can be examined through a series of questions associated
with initiation, benefits, representation, legitimation, and accountability. The question
associated with initiation asks, “Whose interests and agendas is the education system
established to promote?” (1999, p.55). For Bishop & Glynn, Maori have been denied
participation in the “decision-making systems that defined the purpose of and established
the education system” (p.56). The question associated with benefits asks, “Who will
directly gain from the education system?” (p.56). Bishop & Glynn argue that Maori do not
benefit from the mainstream education system in New Zealand that “is structured so as to
deny Maori participation on any but assimilationist terms; that is, Maori have to leave their
identity at the gate” (p.56). The question about representation asks, “Whose story of social
reality is depicted?” According to the authors,
Traditionally, educational practices (such as research and pedagogy) have
misrepresented, by means of simplification and commodification of Maori
knowledge for consumption by the colonisers and have denied the
authenticity of Maori experiences, explanations, and voices.
(1999, p.56)
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Here Bishop & Glynn feel that Maori have been treated badly in ‘mainstream’ education:
that all educational practices in this context have been detrimental for Maori. The question
linked to legitimation asks, “What authority does the mainstream education system claim
for its structure, processes, and outputs?” (p.56-57). For Bishop & Glynn, Maori
knowledge and learning have traditionally been denied validity: this enhances
“legitimation claims of the colonisers and more recently adherents of New Right
ideologies” (p.57). Finally, the question about accountability asks, “Who are educationists
accountable to? Who has control over the initiations, pedagogies, assessments, and
evaluations? “(p.57). Bishop & Glynn say that accountability in mainstream education is
maintained by government agencies such as the Ministry of Education. However, the
policies, curriculum content and educations standards established by the government
agencies are determined by the voice of the dominant discourse: “Maori aspirations,
preferences, and practices remain essentially absent, despite the guarantees of the Treaty of
Waitangi” (p.57). Moreover, “if the system were held accountable to measures designed by
both Maori and Pakeha, outcome measures would be entirely different”. To help address
power and control issues in education, the authors note the importance of teacher
researchers working through particular cultural principles.
According to Glynn, Berryman & Atvars et al, four important cultural principles emerged
in their own research and training activity at the ‘New Zealand Specialist Educaiton
Services Poutama Pounamu Education Instritute’ that aims to improve the achievement of
Maori students in schools). First, the research and training activities have been carried out
in contexts that are apparantly safe for Maori, for example by ensuring that meetings,
workshops, and presentations have been conducted according to Maori protocol. The
authors’ note that developing safe contexts ensures that research and training remains “in
the hands of Maori, and has not been taken over by non-Maori interests” (1997,p.127).
Second, the elders have been active participants in the research and training:
The elders have given us their authority, blessing, and spiritual guidance.
They have assisted us through their extensive community networks and
through their continued attendance and support at all important occasions,
including national and international presentations of our work. They have
provided us with excellent role models of tiaki (caring and guidance)
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manaaki (support and hospitality), and aroha ki te tangi (service to people).
They have also been a continual source of energy, which has helped us all to
continue, especially in the face of difficulties.
(1997, p.128)
Third, the researchers and trainers have worked as a whanau (family) and have tried to
follow Maori protocol in meetings and in interactions with Maori and non-Maori visitors:
Each of us endeavours to support the wellbeing of others as well as to work
towards attaining the research and development goals we set. Our major
decisions are reached through negotiation and consensus. We acknowledge
each other’s individual experience, expertise and professional networks in
finding the best way to reach our collective goals and objectives. Our
whanau is strengthened through a relationship built on mutual trust and
respect.
Each of us is aware that our membership within the whanau carries with it
both rights and responsibilities towards each other and towards the whanau
as a whole.
(1997, p.128)
Fourth, the researchers and trainers have made connections with Maori by establishing
whakapapa links (genealogical or family relationships):
Maori people will spend considerable time in searching for common tribal
relationships and family connections before getting down to business or
discussing any set agenda. Knowing who people are and where they have
come from is more important than knowing what specific experiences and
skills they have.
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There is a great deal of security and comfort in knowing that we have found
a whakapapa link with people we need to work with.
(1997, p.128)
For the authors, the four cultural principles allow the development of networks and
relationships with an increasing number of people in order to achieve the research
objectives to improve the achievement of Maori students. Glynn, Berryman & Atvars note
“this process of networking has contributed greatly to advancing our research as it has
brought more and more people “on board the canoe”, strengthening the whanau, and in
turn strengthening the community” (p.129). Alongside developing effective relationships
with indigenous groups is the apparent importance of understanding different worldviews.

The importance of understanding different worldviews
According to Ray Barnhardt, teachers need to understand that an indigenous worldview is
different from a Western worldview. Immersing oneself in the culture is only the beginning
because learning about a culture is a lifetime undertaking. Barnhardt notes that one of the
first things to recognise is that the more ‘you’ learn about another culture, the more ‘you’
find out about ‘yourself’.
We all carry around our own sub-conscious conditioned filters for making
sense out of the world around us, and it isn’t until we encounter people with
a substantially different set of filters that we have to confront the
assumptions, predispositions and beliefs that we take for granted and which
make us who we are. (1997, p.2)
Barnhardt argues that the differences people encounter are activated through different
worldviews. Barnhardt produces a chart that summarises and bullet-points an ‘indigenous
world view’ which is separate from a ‘western world view’.
Indigenous World View
• Spirituality is imbedded in all elements of the cosmos.
• Humans have responsibility for maintaining harmonious relationships
with the natural world.
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• Need for reciprocity between human and natural worlds – resources
are viewed as gifts.
• Nature is honoured routinely through daily spiritual practice.
• Wisdom and ethics are derived from direct experience with the natural
world.
• Universe is made up of dynamic, ever-changing natural forces.
• Universe is viewed as a holistic, integrative system with a unifying
life force.
• Time is circular with natural cycles that sustain all life.
• Nature will always possess unfathomable mysteries.
• Human thought, feelings, and words are inextricably bound to all
other aspects of the universe.
• Human role is to participate in the orderly designs of nature.
• Respect for elders is based on their compassion and reconciliation of
outer and inner-directed knowledge.
• Sense of empathy and kinship with other forms of life.
• View proper human relationship with nature as a continuous two-way,
transactional dialogue.
Western World View
• Spirituality is centred in a single Supreme Being.
• Humans exercise dominion over nature to use it for personal and
economic gain.
• Natural resources are available for unilateral human exploitation.
• Spiritual practices are intermittent and set apart from daily life.
• Human reason transcends the natural world and can produce insights
independently.
• Universe is made up of an array of physical objects.
• Universe is compartmentalised in dualistic forms and reduced to
progressively smaller conceptual parts.
• Time is a linear chronology of “human progress”.
• Nature is completely decipherable to the rational human mind.
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• Human thought, feelings, and words are formed apart from the
surrounding world.
• Human role is to dissect, analyse and manipulate nature for own ends.
• Respect for others is based on material achievement and chronological
old age.
• Sense of separateness from and superiority over other forms of life.
• View relationship of humans to nature as a one-way hierarchical
imperative.
(1997, p.3)

A separate diagram was presented to the trainees as the way to think about Maori religion
and worldview
Maori Cosmology
An outline of Maori religion and world view

REALM OF ULTIMATE REALITY
Io (Supreme Being)
Rangi and Papa-tua-Nuku
(Primeval Parents)
Tane, Tangaroa, Rongo, Tu-matauenga, Whiro
(numerous gods rule over nature and human activity)
Wairua

Kehua

(Spirits)

(Ghosts of those not accorded proper
funerary rites: and aborted fetuses)

Tipuna (Ancestors)

Kaitiaki (Guardians)

Mana (supernatural power)

Taniwha (Monsters)

Tapu (protective rites—sacred and forbidden)
REALM OF THE HUMAN

Mauri (life principal)
Manu

Tapu

Iwi (ordinary people)

Noa (common, ordinary)

Tipuna (living dead ie. remembered ancestors)

Tohunga ahurewa (specialists in black arts)
Tohunga taura (specialists in black arts)

Ariki (high chiefs)
Rangatira (Aristocracy)

Tohunga (experts in any arts)
Nga Taonga: Talismanic objects : greenstone, tiki, patu, mere etc.)
REALM OF THE DEAD
(Rarohenga)
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Hinenuiotepo (Guardian of the underworld)
Whire (god of evil, disease, death)

These three realms are not closed systems; they interpenetrate each other.
When put together they give us a cosmic picture which constitutes the
primal world-view of the Maori.
There is no reference for the origin of the diagram. However, the author explains that there
is a “primal” worldview of the Maori. This view in thought of in terms of three realms: the
“ultimate reality”: the “human” and the “dead” which interconnect and are not separate
from each other.
For Barnhardt, the difference in worldviews requires recognition, some understanding, and
a willingness to set aside one’s own cultural influences. Barnhardt thinks that dissimilar
worldviews has significant implications for the way in which we approach everyday tasks
and the education of succeeding generations of children. Barnhardt says that in most
indigenous cultures today, both indigenous and Western worldviews are present to varying
degrees although “neither may be present in a fully cohesive fashion” (1997, p.3).
According to Barnhardt, it is not necessary or possible for a person outside another cultural
system “to fully understand the subtleties and inner workings of another cultural system
(even if it is fully functional) to be able to perform a useful role in that cultural
community” (p.3). However, Barnhardt says that it is necessary for a person to recognise
that different worldviews do exist and to understand how potentially conflicting
worldviews can affect people’s lives. Further, there needs to be a willingness for a person
to set aside “one’s own cultural predispositions” long enough to show respect for the
validity of other cultural predispositions (p.3).
But according to New Zealand and overseas academics, developing effective relationships
and understanding disparate worldviews are not the only means to working effectively with
Maori children and children from minority cultural groups. Teachers also need to use
appropriate strategies in the classroom.

The importance of culturally integrated strategies
In Learning Area 3 it was an undisputed actuality that the use of culturally integrated
strategies can improve learning and behaviour for Maori children and children from
minority cultural groups. In two articles in the compulsory second book of course readings
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by Angus Macfarlane (1997) and Ted Glynn & Russell Bishop (1995) (all academics from
the University of Waikato and Angus and Ted involved as teachers on the RTLB Training
Programme), the authors examine the Hikairo Rationale and particular principles and
practices of teaching and learning recognised as characteristically Maori. In two articles
given to the students in the training programme by James Banks (1997) and Gloria LadsonBillings (1994) (American academics), the writers examine the importance of culturally
integrated strategies in multicultural education.
For Macfarlane, the high rate of Maori student suspensions from school raises questions.
These questions are whether schools are providing special support for Maori and
Polynesian students and whether equity principles in school charters are “no more than
empty promises” (1997, p.154). Macfarlane suggests that the inability to meet these
expectations is “ignorance” and there is a concern for providing support for teachers as
they try to manage difficult behaviour (p.154). The Hikairo Rationale25 is a seven-step
bicultural approach for teachers and parents to consider when managing children, but
particularly Maori children, with behaviour problems at school. The seven steps are
Huakina Mai (Open Doorways), Ihi (Assertiveness), Kotahitanga (Unity), Awhinatia The
Helping Process (Interventions), I Runga I Te Manaaki (Pastoral Care), Raranga (The
Weaving Process), Oranga (A Vision of Well-Being). To illustrate these seven steps in
practice, I look at Step Six, Raranga (The Weaving Process). Here, Macfarlane argues that
the Individual Education Plan (IEP) meeting has been the principle method for educators in
identifying needs and planning interventions for students with behaviour and learning
difficulties. However, when working with Maori students there is a need to recognise and
respond to preferred ways for Maori to meet and discuss issues, namely through a hui 26.
The hui may include a number of members of the students whanau (family) including aunts
and uncles and grandparents. The hui may also incorporate aspects of Maori protocol such
as the karakia27 and the mihimihi28. Refreshments should be offered after the hui where

25

Macfarlane notes that the Hikairo Rationale has its cultural roots in 1823 when a peaceful resolution was

reached following a battle between two tribal groups, Ngapuhi and Te Arawa, on Mokoia Island on Lake
Rotorua.
26

A ‘hui’ is a meeting.

27

A ‘karakia’ is a Maori chant intended as a means of connecting with a spiritual presence, with ancestors

and with events of the past. A karakia can sometimes work as a Christian prayer.
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there also an opportunity for less formal discussion. Step Six of The Hikairo Rationale then
brings together or ‘weaves’ the non-Maori concept of the IEP meeting with the Maori
cultural practice of the hui to help plan for and address behaviour difficulties in the
classroom. For Macfarlane, the challenge to teachers of children with behaviour difficulties
is to strive for bicultural competence.
The ultimate challenge to teachers of children with emotional and
behavioural difficulties is to strive for bicultural competence. The bicultural
part of the equation refers to the acquisition of the norms, attitudes, and
behaviour patterns of their own and another, or perhaps several other, ethnic
groups. Competence refers to the ability to function in two different cultures
by switching between two sets of values and attitudes. While it would be too
much to ask teachers to achieve bicultural competence, it would be
reasonable to ask them to strive for it, for in doing so they may become
more appreciative of the indigenous minority and their ways.

This means putting the onus on the teachers to learn more about things
Maori; to explore some of the Maori concepts which would ultimately be
some of their most powerful resources in their interactions with difficult
children.
(1997, p.158)
According to Macfarlane, the Hikairo Rationale can help teachers manage Maori children
with behaviour problems; however, teachers need to strive to learn about “things Maori”
and explore “some of the Maori concepts” which would be of use to them in working with
difficult children. In the documents, there are also educational principles, and practices that
can help Maori children do better at school.
For Glynn & Bishop, an appreciation of the principles and practices of ako, learning
through exposure, learning in groups, memory and rote learning and story telling can
contribute to the achievement of Maori children at school. Glynn & Bishop (1995) discuss
28

‘Mihimihi’ are greetings.
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the work of Joan Metge who examined the principles and practices which are “recognised
as characteristically Maori by Maori” (p.38). The authors note that the term ako was
introduced by Rose Pere. Ako refers to the integration of teaching and learning and the
teacher and the learner. Learning through exposure refers to teaching and learning through
modelling and imitation. Learning in groups is the practice of bringing new learners into
pre-existing groups containing a wide variety of expertise. Memory and rote learning is the
practice of memorising knowledge with an emphasis on complete mastery of the
knowledge. Story telling refers to the practice of transmitting complex information through
stories. For Bishop & Glynn, Metge challenges educational professionals to adopt the five
educational principles and practices which form a “coherent pattern, an underlying holistic
understanding of education” (p.40). Culturally integrated strategies, such as the Hikairo
Rationale and the five principles and practices, are not only important for Maori children
but for other minority cultural groups.
Multicultural education was not examined in depth in the documents of the RTLB training
programme. However, two documents, an extract from a chapter of a book by Banks &
Banks (first names unknown) (1989) and a published article by Gloria Ladson-Billings
(1994) given to the trainees, discuss the importance of the expectations of the teacher,
content of the curriculum, materials and instructional approaches used by the teacher are
important factors in ensuring all children experience success at school. For Banks &
Banks, multicultural education is an idea that all students should experience educational
equality in schools and a reform movement to ensure that all students will have an equal
chance to experience school success.
Multicultural education is an idea that all students, regardless of the groups
to which they belong, such as those related to gender, ethnicity, race,
culture, social class, religion, or exceptionality, should experience
educational equality in the schools. Some students, because of their
particular characteristics, have a better chance to succeed in school as it is
currently structured than have students from other groups.
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Multicultural education is also a reform movement designed to bring about a
transformation of the school so that students from both genders and from
divers cultural and ethnic groups will have an equal chance to experience
school success.
(1989, p. 26)
To help ensure that all students succeed, teachers need to examine their own beliefs about
students, use content, and materials from a variety of cultures in their teaching and use
instructional approaches that ensure achievement for all students. For Ladson-Billings,
how teachers think about education and students makes a significant difference in student
performance and achievement. Here is Ladson-Billings view of how teachers think about
African-American students.
[Some research has found] that teachers expect more from white students
than from African-American students, and they expect more from middleclass students than from working-and lower class students. Teachers often
perceive African-American students from working-or lower class
backgrounds as incapable of high-quality academic work. Sometimes,
unrecognised or outright racism causes teachers to hold negative beliefs
about students of colour. Such negative attitudes toward students of colour
lower expectations for achievement, which lowers achievement.
(1994, p.23)
Not only do teachers’ attitudes affect student achievement, but teachers’ use of a culturally
integrated curriculum. For Ladson-Billings, schools typically learn about other cultures by
spending a large amount of energy preparing for an all-school, one day, multicultural
festival.
Students may do background research about a culture, prepare maps, and
help create indigenous costumes. Parents may help to prepare various foods.
On the day of the festival, members of the school community go from class
to class, visiting the various cultures, sampling the foods, and enjoying
dances, songs and arts and crafts. At the end of the day, everyone agrees that
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the annual event has been a great success. Then teachers and students go
back to their real work.
(1994, p.23)
For Ladson-Billings, the multicultural festival is a separate, isolated, once a year activity.
However, in a reformative view of multicultural education, the regular curriculum includes
a range of cultural perspectives that allow students to take in the importance of
understanding cultural similarities and differences. Here is an example by Ladson-Billings
of how the regular curriculum can include a range of cultural perspectives.
In an intermediate history class, students study the African slave trade, but
not solely from the perspective of the European traders. They also read a
range of primary documents, like the slave narrative called The Interesting
Life of Olaudah Equiano (it compares slavery in Africa with slavery in the
Americas). In addition, the teacher introduces information about the
European feudal system. The students compare the lives of enslaved people
in Africa, the Americas, and medieval Europe. Finally, they generate
analytical questions, such as, What is the relationship between slavery and
racism? How could a nation striving for equality and justice permit slavery?
Why did some people in Africa participate in the slave trade? And how does
the textbook’s treatment of slavery compare to primary source material?
(1994, p.24)
A curriculum that includes a range of cultural perspectives must also be accompanied by
changes that make pedagogy more equitable. For Banks & Banks, an equity pedagogy
exists when “teachers modify their teaching in ways that will facilitate the academic
achievement of students from diverse racial, cultural, gender, and social-class groups”
(1989, p. 24). Ladson-Billings notes that an equitable pedagogy may be using cooperative
learning techniques or teachers using “the language and understandings that children bring
to school to bridge the gap between what students know and what they need to learn”
(1994, p.24). For Ladson-Billings, there is no evidence that students of colour learn better
with teachers of colour: a culturally integrated curriculum and equity pedagogy depends on
students’ access to high quality educational resources and effective pre-service teacher
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education about cultural differences. For Macfarlane, Banks & Banks, and LadsonBillings, culturally integrated strategies in the Hikairo Rationale, the five educational
principles and practices and effective multicultural education can help improve learning
and behaviour for Maori children and children from minority cultural groups.
Learning Area 3 was densely packed with overlapping discourses said to make up
‘bicultural and multicultural perspectives’ and embodied in various representations and
images. These discourses were organised around a general theme of improving learning
and behaviour for Maori children and children from minority cultural groups. This
improvement could only take place under certain conditions, for example where the
‘person’/the RTLB was on the ‘cultural continuum’ grid, ‘your’/the RTLBs relationships
with people from an unfamiliar culture, the ‘teacher researchers/the RTLBs ability to
‘address issues associated with power’ when working with Maori and the
‘teachers’/RTLBs use of practices that were reflected an ‘equitable pedagogy’ and were
‘recognised as characteristically Maori by Maori’. These conditions carried no
contradictions or argument and presented to the trainees the truth for how Maori and
minority groups are perceived and must be worked with.

Learning Area 4: Applied Behaviour Analysis
The idea of Applied Behaviour Analysis (ABA) was produced in the fourth learning area
as a key practice for the teachers in the training programme to help improve children with
special education needs. In Chapter Four, I revealed how ABA was produced as the way
for teachers to understand and change children’s behaviour. From the documents of the
training programme, I show how ABA was produced as “coherent and reasoned”
knowledge (Foucault, 1976a, p. 79) and a “true proposition” about what human behaviour
is and how to understand and change that behaviour (Foucault, 1976b, p.112). But
knowledge was not the only imperative in the production of ABA. In the first collection of
course readings, academic, Ted Glynn (1998) from the Consortium and the University of
Waikato notes there needed to be “a commitment” by the trainees to “the perspective of
applied behaviour analysis” which is “changing behaviour by analysis and intervention in
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contexts where real problems are occurring” (p.9)29. Alongside ABA the trainees required
a “sound understanding” of the ‘ecological perspective’ (p.10). Another “commitment” the
trainees had to make was to a “data-based approach to learning and teaching. Statements
about student gains in reading or writing will be supported by data on rate, accuracy,
comprehension and quality” (p.10). This comittment to collecting data also means “making
effective decisions based on that data” (p.10). In a summary statement, Glynn says,
“expertise in the applying and trouble shooting a wide range of behaviour change
principles in a variety of learning contexts is essential to the work of the RTLB” (p.11) In
an ‘advance organiser’ ABA was also justified as an effective way for children with
‘special education needs’ to develop a degree of self-control.

29

This meaning of ABA was said by the Consortium to be derived from an article by academics Donald

Baer, Montrose Wolf and Todd Risley in 1968 from the University of Kansas and a book written in 1989 by
Ted Glynn (at the time the Chairman of the Department of Education at the University of Otago, New
Zealand) and Kevin Wheldall (the Director of the Centre for Child Study at the University of Birmingham,
England). The article titled ‘Some Current Dimensions of Applied Behaviour Analysis’ notes that the
analysis of behaviour is “well understood” and derived from the work of Burrhus Frederic Skinner (19041990) (p.91). Skinner was a ‘behaviourist’. Behaviourism is a perspective within psychology that focuses on
observing, measuring and changing outward behaviour through reinforcement and punishment (Bush, 2006).
Baer, Wolf & Risley say that there are seven dimensions to ABA. For example, ABA is an “applied”
practice, which means it focuses on socially ‘significant’ phenomena, “the applied researcher is likely to
study eating because there are children who eat too little and adults who eat too much, and he will study
eating in exactly those individuals rather that in more convenient ones” (1968, 92). For Baer, Wolf & Risley
ABA will “make obvious the importance of the behaviour changed” (p.97). Glynn & Wheldall say the article
by Baer, Wolf & Risley is “seminal” and “review the lessons learned” from Skinner and Baer, Wolf & Risley
to offer a “behavioural approach to teaching” (1989, p.16). This behavioural approach has “five general
principles” (p.16). First, a behavioural approach to teaching is “objective and concerned with observable
behaviour” (p.17). Second, “almost all classroom behaviour is learned” rather than as a result of “genetics or
biological endowent” (p.17). Third, “learning involves change in behaviour” but teachers need to rely on
“evidence” and not hunches. Four, “behaviour changes as a result of conseqiuences”, for example people
tend not to repeat behaviour that is followed by punishment but are more likely to repeat behaviour that is
followed by positive consequences (p.18). Five, “altering the context can change the behaviour” , for
example if a child’s behaviour is “appropriate for the circumstances in which it occurs it is more likely to be
rewarded” as a result teachers need to “think carefully about the settings or contexts they wittingly or
unwittingly have contrived in their classrooms” (p.19).
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In an ‘advance organiser’ given to the trainees in 1999, human behaviour is to be
understood and studied in a specific way.
STUDYING BEHAVIOUR
There are two kinds of behaviour
1.

relatively fixed behaviours like reflexes

2.

highly flexible learned behaviours

(RTLB Universities Consortium, 1999c, p.1)
We study learned behaviour using applied
behaviour analysis the A B C of behaviour
A = the antecedents
B = the behaviour
C = the consequences
(p.1)
A FUNCTIONAL RELATIONSHIP
We speak of behaviour as being a function of the
environment There are:
•

environment antecedents

•

environment consequences

(p.3)

In these boxes, behaviour must be understood as both fixed (in reflexes) and learned. This
learned behaviour occurs in a relationship with the environment. The way to study learned
behaviour is by using ABA, which analyses the antecedents for the behaviour, the
behaviour, and the consequences of the behaviour. Here is an example of an ABA analysis
of behaviour given to the trainees in my group in 1999.
RTLB
APPLIED BEHAVIOUR ANALYSIS EXERCISE
The Baby on the Rug
Imagine a five-month-old baby on a rug in the living room.
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The baby is alert, lying on its tummy.
It sees an object (a toy which squeaks pleasantly when touched)
The baby touches the toy and it squeaks. The baby laughs
Incident One
The Environmental

The Behaviour

The Environmental

Antecedent

Consequence

First time

Baby sees toy

Baby touches toy

Toy squeaks. Baby laughs

Second time

Baby touches toy

Baby laughs

Baby touches toy

Incident Two
The Environmental

The Behaviour

Antecedent

The Environmental
Consequence

First time

Baby sees toy

Baby touches toy

Toy squawks. Baby cries

Second time

Baby sees toy

Baby cries

Baby looks at toy

(RTLB Universities Consortium, 1999a)
In ABA, the consequences of behaviour will increase or decrease the likelihood of
behaviour being repeated. According to the ‘advance organiser’ (1999), the use of
reinforcement for behaviour will increase the chances of behaviour being repeated. The use
of punishment for behaviour will increase the chances that the behaviour will not be
repeated.
REINFORCEMENT
Any event which occurs contingently with a behaviour and
which increases the probability of that behaviour occurring again
We call it a reinforcing stimulus
(RTLB Universities Consortium, 1999c, p.4)
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REINFORCER
A reinforcer must be perceived by the person as valid or in some
way attractive
The critical issue is that the individual responds with increased
rates of the behaviour
(p.4)
PUNISHMENT
Punishment is any event which occurs contingently with a
behaviour and increases the probability that the behaviour will
be suppressed
We call it aversive stimulus
(p.6)

USING PUNISHMENT
Punishment is the use or experience of any event which is
aversive to the person and which will be avoided if possible
(p.6)

Although punishment will increase the probability that behaviour will be suppressed, the
use of punishment can have unpredictable and negative effects.
SIDE EFFECTS OF PUNISHMENT
Punishment can produce unpredictable behaviour
It can arouse strong emotions
It rarely produces long term gains
(p.8)
UNHELPFUL RESULTS OF PUNISHMENT
By itself punishment offers no opportunity to change behaviour
in a desirable way
Ways of avoidance of punishment are often maladaptive
(p.8)
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Another way of reducing behaviour is to use extinction, which is the practice of
withholding reinforcement. However, attempts at extinction often fail.
EXTINCTION
By withholding a reinforcer a behaviour is likely to diminish as
the person finds no advantage in persisting with that behaviour
(p.9)

CAUTION ABOUT EXTINCTION
When reinforcement is withheld under conditions where it was
previously available, the person is likely to increase the intensity
of the behaviour to gain the accustomed reinforcement
(p.10)
ATTEMPTS AT EXTINCTION OFTEN FAIL
If a reinforcer is given after an attempt at extinction has begun
and before the behaviour has diminished, (i.e. while the
behaviour is at a high and
persistent rate)
The baseline for the behaviour has been increased
(p.10)

Although ABA is the way to understand and change behaviour, a warning in the ‘advance
organiser’ states that human behaviour is complex and it is important to have good
information about the environment and the behaviour.
WARNING
HUMAN BEHAVIOUR IS COMPLEX
THE INDIVIDUAL PERSON IS ALWAYS A FACTOR
WE MUST BE SURE WE HAVE GOOD BASELINE DATA TO
(p.10)

BEGIN WITH
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(p.10)

In the documents, ABA is the way to understand and change behaviour and can also be
used to help children develop self control or self management. In another ‘advance
organiser’ (1999), self-control is about people changing their own behaviour which has
advantages for children, teachers and society.

SELF CONTROL
The personal and systematic application of behaviour change
strategies that result in the desired modification of one’s own
behaviour

(RTLB Universities Consortium, 1999b, p.2)

ADVANTAGES OF SELF-MANAGEMENT
• Solves monitoring problems
• Adults don’t become an SD [discriminative stimulus] for
the targeted behaviour
• Resolves many problems with generalisation [behaviour
being carried over into other settings]
• Some behaviours do not lend themselves to external-agent
control
• Gives the teacher more time to teach
• Some people perform better under self-selected standards
• Acting independently is valued and generally accepted in
our society
• Self-management feels good
(p.2)

In the ‘advance organiser’, the practices of ABA will help transform children with ‘special
education needs’ into ethical beings: they will not only behave more appropriately they
will manage their own behaviour. There is no attempt to place values on behaviour, that is,
there is no discussion in the ‘advance organiser’ about what constitutes ‘good’ behaviour
and ‘bad’ behaviour: all behaviour (of the child with ‘special education needs’) will be
changed (by the RTLB) through reinforcement, punishment and the ‘desire’ of the child to
change their own behaviour. By the RTLB ‘committing’ to the specific and contained
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(within the limits of the boxes) practices of ABA, the trainees would not only understand
ABA and willingly use it in their work but refuse other ways of understanding behaviour.
Similarly, by the child with ‘special education needs’ ‘applying’ the practices of ABA on
themselves, the child would act as “ones own censor” (Foucault, 1997, p.241) and not only
behave better but become an ‘actively independent’ person who is ‘accepted in our society’
and feels ‘good’.
***
Through an archaeology I have been able to attain in this chapter a degree of detachment
from the RTLB training curriculum and engage in an “intrinsic description” of the
discursive practices within documents of the training programme that were said to reflect
the ideas and practices of the ‘inclusive paradigm’ (Foucault, 2005, p.8). Because the
various documents of the training programme were chosen by a group of educational
academics (“those who are charged with saying what counts as true” (Foucault, 1980, p.
131)), to legitimate only certain ideas and practices within the ‘inclusive paradigm’, they
appear as a “calm unity of coherent thought” and indeed there is no contradiction or
disagreement within and between the texts (Foucault, 1972, 173). Despite some documents
of the training programme having status as course readings and others not, all the
documents of were carefully selected by the academics and were collected and invented
“precisely to be adequate” to inclusion (Dreyfus & Rabinow, 1983, p.97). But the ‘rules’
governing the production of statements within these texts are multitudinous. I think that
“oppositions” to the ‘inclusive paradigm’ played a role, for instance the importance of
isolation to the production of collaborative consultation or non-Maori cultural perspectives
to the importance of developing relationships in culturally appropriate ways (Foucault,
1972, p.172). These oppositions helped give the ‘inclusive paradigm’ a certain logic and
rationality. Particular conceptions of history (the importance of collaboration in the past,
the effects of the Treaty of Waitangi), theories of spirituality and philosophy (Maori
worldview and Western worldview) and human behaviour (ABA, feminine collaborative
cultures) were important for communicating the ‘inclusive paradigm’ as natural and
normal. A wide range of values were also upheld as the basis for inclusion (peace, social
acceptance, equality, equity, cultural competence to name a few). And finally the use of
boxes (in the ‘advance organisers’) and lists (in TIES-II) had the effect of conveying
precise limits to certain thoughts and practices within the ‘inclusive paradigm’. The effect
of all these different rules was to create a ‘reality’ about ‘inclusive education’, a reality that
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that was “rational, objective, seamless”, incontrovertible and self-contained (Knight, Smith
& Sachs, 1990, p.133).
The statements that made up the ‘inclusive paradigm’ in SE2000 and its transmission (in
the diverse, yet enclosed mass of documents) into the RTLB Training Programme
curriculum formulated a complex set of ideas and actions about how to best help children
with ‘special education needs’ in New Zealand. These actions and ideas did function as
truth and did work to set the boundaries for how I was to think and act as an RTLB.
However, once these knowledges were formulated it was not simply a matter of me
applying the ‘inclusive paradigm’ but of enhancing my capacity to do so.
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Chapter 6
Discipline through the RTLB training programme:
Enabling Efficiency and Competency
Disciplinary power tends to be a capture of the individual’s body
(Foucault, 2006, p.46)
In this sixth chapter I move away from a consideration of the constitution of norms to
engage with the workings of the RTLB training programme. I turn my attention to the site
of the programme and its core pedagogy (the relationship between the trainees and the
tutor). I think these characteristics (site and pedagogy) of the training programme were
disciplinary: a matter of “power finally reaching the level of bodies” of each of the
trainees, getting a hold of them” and enabling them to contribute effectively to the training
process and be competent in and compliant with certain knowledge and skills (the
inclusive paradgim’ through the four learning areas of the curriculum) to assist schools
with children with special education needs (Foucault, 2006, p.40). My focus in this chapter
explores Foucault’s (2006) idea of a “disciplinary system” (which “tends to be an
occupation of the individual’s time, life and body”) working through the RTLB Training
Programme (p.47). Here I consider how the trainees were enabled through practices
operating at the level of the trainees bodies: gently moulding how they behaved and
understood the learning areas. In the first half of the chapter I consider procedures that
managed (in space and time) and supervised (in a relationship of surveillance) the trainees
in my own experiences of the training programme block course. Then in the second, I offer
an account of the written assignment through which the trainees’ thoughts and actions
concerning the learning areas were presented and scrutinised (I give examples of my own
assignment). By regulating the bodies of the students and validating certain abilities and
attitudes these practices worked to “maximise the possible use of individuals”: to ensure
the programme ran successfully and smoothly and each trainee was a competent, informed
and active participator (Foucault, 2006, p.71).

One long-standing memory I have of the RTLB training programme is the block course. I
would look forward to those three days away from work: travelling to the course in a
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comfortable (rented) car with my fellow trainees from the Rotorua West Cluster and
sometimes sleeping in a motel. The venue for the block course was usually a conference
room in a hotel or other facility for hosting large groups. Here we (and other trainees from
the Bay of Plenty area and Gisborne) would stay for most of each day. This is a
representation of a conference room. The drawing is by Adrienne Rosoman, my colleague
and companion traveller to the block courses.

The management of space and time – the conference room
I argue the conference room served as a disciplinary site through the management of space
and time. This management ensured that possible disturbances to the training programme
were reduced and the trainees were visible, remained in one place and productively
occupied. The overall effect was to enable the trainees to apply themselves more
effectively to the training programme and allow the training to proceed smoothly and
efficiently.

In Adrienne’s drawing (which depicts our memory of a conference room and not an
imagined space), the room is a large, open place. There are no features such as pillars to
break up the expanse of the room and walls and windows with curtains encircle the space
(in other conference rooms, there were no windows at all). The walls are bare with no
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decoration such as pictures but some conference rooms did have one or two pictures
around the walls or sometimes a dried flower arrangement on a small table. There is carpet
on the floor of the room and small lights are recessed into the ceiling. On the right side of
the room the curtains are open and allow sunlight to stream in and give light and heat to the
room. In other conference rooms, air conditioning heated or cooled the room. The double
doors on the left side of the room are closed. These doors provide access to the outside or
to other parts of the building. To the right, near the open curtains, a corridor leads to the
toilets. In this space the possibilities for the training programme to be interrupted were
reduced. People from outside the conference room were discouraged from entering or
looking into the room through the effects of closed doors and curtains. Moreover, the
trainees were less likely to be inattentive during the ‘block course’ as the room was
comfortable and had few perceptible distractions such as pictures. Similarly, the trainees
themselves were very visible to each other and the trainer due to the absence of concealing
architectural features such as pillars. This visibility ensured a level of conformity: the
trainees were less likely to leave the room and therefore remove themselves from the
activities of the training programme. Within the quiet and enclosed environment of the
conference room, the trainees were seated at tables.
The furniture ensured the conference room became a “useful space” for training by
keeping the trainees stationary and ordered (Foucault, 1995, p.144). We see in the drawing
that the trainees are seated next to each other at long covered tables arranged in a
horseshoe. On the tables, there are jugs of water, glasses, bowls of mints and pens and
paper (other conference rooms had the trainees seated at a number of small tables). These
seating arrangements allowed the activity of the trainees to be gently regulated. Chairs and
tables brought and held the trainees side by side in one place: decreasing the likelihood that
they might disperse into separate groups and upset the training programme. The water and
mints on the tables helped the trainees remain seated by reducing opportunities for getting
up, moving around or going outside the room to get a drink or something to eat. The
seating also allowed each trainee to be seen more clearly by everyone else in the room and
provided a way to establish who was at the block course and who was not. The trainees
were not only managed through seating but also through time.
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In the conference room each day followed a similar timetable. This timetable established
“cycles of repetition” through which the trainees could be engaged in the operation of
training with maximum speed and efficiency (Foucault, 1995, p.149). On my block courses
the day began at around 9 am. The trainees came in to the conference room, greeted each
other and the block course tutor, talked casually and then took a seat at the table(s). When
they were seated, a member of the group gave a karakia: at this time the trainees often
bowed their heads, kept their hands in their laps and refrained from eating or drinking.
Here are two examples of karakia with translations given to my training group in 2000.
This first is a Christian prayer in the form of The Lord’s Prayer.
Te Inoi a te Ariki

The Lord’s Prayer

E to matou matua I te rangi

Our father which art in heaven

Kia tapu tou ingoa

Hallowed be thy name

Kia tae mai tou rangatiratanga

Thy kingdom come

Kia meatia tau e pai ai

Thy will be done

Ki runga kit e whenua

In earth

Kia rite ano ki to te rangi

As it is in heaven

Homai ki a matou aianei

Give us this day

He taro ma matou mo tenei ra

Our daily bread

Murua o matou hara

Forgive us our trepasses

Me matou hoki e muru nei

As we forgive

I o te hunga e hara ana

Those who trespass

Kia matou

Against us

Aua hoki matou e kawea kia

Lead us not into temptation

whakawaia
Engari whakaorangia matou I

But deliver us from evil

te kino
Nou hoki te rangatiratanga

For thine is the kingdom

Te kaha me te kororia

The power and the glory

Ake ake ake

For ever and ever

Amine

Amen
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(RTLB Professional Training, 2000, p.1)
This karakia was one of many given to the trainees that reflected a Christian perspective. A
rationale was given in the training programme for the use of Christian themes in karakia.
Within a Maori context, religion plays a major part in the differing protocols
that govern Maori society. When a kaumatua recites a karakia (prayer) it is
an offering to the Supreme Being believed in by all persons present. Within
today’s society, religion has been categorised into cultured groups such as
Anglican, Catholic, Presbyterian and Baptist (to name a few). The personal
fears we may have due to religious belief can be liberated when this concept
is practised without reservation.
(The University of Waikato; The University of Auckland; Victoria
University of Wellington, 2000, p. 3)
This second karakia with a translation is not Christian and connects with the traditional
Maori creation story30.
Apiti hono tatae hono te hunga mate ki te hunga mate, apiti hono tatae hono
te hunga ora ki te hunga whakapapa. Ka hu te Wananga ka noho i a
Rikoriko ka puta ki waho ko te Po, ko te Po nui to Po roa, te Po tutri, te Po
pepeke, te Po uriuri, te Po tangotango, te Po wawa, te Po kitea, te Po i oti
atu ki te Mate.
Na te korei ai, te kore te wiwia, te kore te rawea, Ko Hotupu, Ko Houora, ka
noho i te atea ka whanau mai Ko Ranginui.
30

According to Te Ahukaramu Charles Royal (2009), in Maori tradition, the world was created out of the

separation of earth mother (Papatuanuku) and sky father (Ranginui). Papatuanuku and Ranginui emerge out
of darkness and nothingness, are joined together, and their children are born between them. However, the
children conspire to separate their parents and light flows into the world. The children of Papatuanuku and
Ranginui become deities of various domains of the natural world. Some of the children are mentioned in the
karakia. Tangaroa is god of the sea. Tawhirimatea is god of winds and storms. Haumia Tiketike is god of the
fernroot. Tumatauenga is god of war. Rongomatane is god of the kumara (a sweet potato) and cultivated
food. Tane Mahuta is god of forests and birds.
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I tera taha ko to Pu ko te Weu ko te More ko te Aka, ko te Ahunha Aponga
Kune Iti Kune Rahi Popo Kunau ko te Hine Awaeawae ko te Rangi ko te
timatanga mai o te Ao marama.
Ko te Ao Nui, ko te Ao Roa, Ko te Kanapanapa Ko te Whe Kerekere Ko te
Ao Hiwahiwa ko te Ao Kerekere ko te timatanga mai o te Ao Marama
Te Rapuna Te Kukuni Te Hihiri Te manako Te Mahara
Hinengaro (te whakaaro) ka whanaumai Ko Papatuanuku.
Tangaroa, Tawhirimatea, Haumia Tiketike, Tumatauenga, Rongomatane,
Tane Mahuta,
Ka puta ko Hine Ahu One, Hine Titama, Ko Hine Nui te Po, Ko Hine
Iwaiwa, Ko Mahuika,
Anei te whakapapa o o tatou tupuna, i heke iho ai mai i Rangi Tu Ha-Ha ki
a matou i te hunga ora. Tena hoki tatou.
Translation
From the dead to the dead we shall return then to the living.
Indeed an honour to descend from the feeble glimmering, and so the night
was born, the great night, to the long night, the lowest night, the loftiest
night, the thick night to be felt, the night to be touched, the night not to be
seen, the night of death.
From the nothing the begetting, from the nothing to the increase, from the
nothing to the abundance, the power of the increasing, the living breath.
It dwelt with the empty space and the sky father was born.
Together with Papatuanuku came Tangaroa, Tawhirimatea, Haumia
Tiketike, Tumatauenga, Rongomatane Tane Mahuta.
It is indeed an honour to be a descendent of the feeble glimmering.
I greet you all!
(The University of Waikato et al, 2000, p. 5-6)
After the karakia, the teachers stood to sing a waiata (song). This is a waiata (with
translation) that was created for the RTLB training programme. The tune is ‘Any Dream
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Will Do’ from the musical ‘Joseph and the Amazing Technicolour Dreamcoat’ by Andrew
Lloyd Webber. The content of the waiata connects with the aims of the training
programme and the importance of the ‘inclusive paradigm’.
Anei matou

Here, as professionals

Nga Kairaranga

We proclaim our roles as RTLBs

E mihi nei

And simultaneously convey greetings

E tangi nei

In times of goodness and hardship

Aue aue

We do declare

He mahi nui

That our work is often demanding

He mahi tika

But it is often also rewarding

Aue aue

And behold, we take sustenance

Te kuhuna

The introductory course

Te putanga

Then the emergence of wider perspectives

Te raranga

Outward to the community

Te huarahi

The blend of practice and theory

O te roopu nei

Are some of the emphasis of our development

Aue aue

So yes we declare

He mahi nui

There are demands

He mahi tika

And also rewards

Aue aue

And we take sustenance from that

Kua tae mai nei

We are gathered

Matou ki konei

Here today, as a group

E rapu ana

To foster and pursue

I tenei Kaupapa

The Kaupapa31 of inclusion and acceptance

(RTLB Professional Training, 2000, p.6)

31

Kaupapa means a theme or topic.
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After the karakia and waiata, the first teaching session of the day began. At around 10:30
there was a break in the teaching session and food and drink was often provided. Before
eating, a member of the group would say a karakia mo te kai 32. Unfortunately, I have no
written record of a karakia mo te kai from the training programme, but from memory here
is a karakia that was sometimes used. The translation has been kindly given by another
colleague, Maria Tibble from the Rotorua West Cluster.
E to matou Matua-i-te-Rangi
Whakapainga enei kai
He oranga mo matou tinana
Te kaha me to kororia
Ake ake ake
Amine
Translation
Our father who art in heaven
Bless this food
Nourish our bodies
The power and the glory
Forever and ever
Amen
During morning tea some trainees went to the toilet, outside to smoke or get some fresh air
and talk with other people. At approximately 11:00, the teaching session resumed. At
around 12:30, the session stopped for an hour’s break for lunch. A karakia mo te kai was
said if food was provided but sometimes the trainees would leave the conference room and
go to a local café. After lunch, the afternoon teaching session began and sometimes
stopped briefly at around 3pm for a drink (food was not usually provided at this time and
some people again went to the toilet or outside to smoke). The day ended at around 4pm

32

A karakia to acknowledge the gift of food from deities such as Haumia Tiketike or Rongomatane. A

karakia mo te kai can sometimes work as a Christian grace.
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with another karakia and waiata and the trainees left the conference room to return home or
to their accommodation for the night.
The effects of the timetable ensured time was used effectively during the block course,
regulated the movements of the trainees and established routines. The chunks of time
allocated for the teaching sessions allowed the training programme curriculum to be
broken down into manageable parts. The content of the curriculum was then introduced
gradually to the trainees, providing the conditions for the trainees to be more receptive to
the ideas presented to them. The timetable made sure that the everyday activities of the
trainees (eating, drinking, going to the toilet, talking casually or smoking) were mostly
confined to certain times of the day. As a result, the trainees were less likely to disturb the
block course and could be applied more effectively to the task of learning the curriculum
during the teaching sessions. Another effect of the timetable was that saying karakia and
singing waiata became a routine part of the day during the block course. These routines
both reinforced norms (the ‘inclusive paradigm’) and encouraged the practices to become
an established part of the trainees work outside the training programme.
Through the management of space (the conference room and seating) and time (the
timetable) in the block course the trainees became a more homogeneous group. The
trainees had entered the training programme with different backgrounds and experiences.
Most had previously been employed in special education but some had been classroom
teachers or worked in educational administration. A number of the trainees (like me) had
not done any long-term study or training for many years (and hadn’t intended to until the
RTLB training programme). On the block course this disparate and potentially nonconforming and unmotivated group of people was brought together under one roof,
organised and made more amenable to the process of training. But all this activity in the
conference room took place under the constant direction of the training programme tutor.

The operation of surveillance in the training programme
Through the relationship between the trainees and the tutor, a relation of surveillance was
established with the authority of the academic staff from the RTLB Universities
Consortium. The operation of surveillance put in place a panoptic “apparatus of
observation and training” that allowed the actions of the trainees to be watched over and
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improved through the practices of teaching (Foucault, 1995, p.173). This operation had the
effect of increasing the efficiency and effectiveness of the training programme.
In Adrienne’s drawing, the trainees are facing a whiteboard, overhead projector and the
standing figure of the tutor. The tutor was a member of a team of academic staff from the
Consortium who were authorised to supervise the content and delivery of the RTLB
training programme to the trainees on the block courses (not all members of the team were
present at the same time at the courses). The tutor’s presence in the conference room was
as a representative of the team of academic staff and a messenger of the training
programme curriculum. The effect of this presence was that the authority of the
Consortium could be ‘seen’ by the trainees and the authority of the team of academic staff
could ‘see’ the trainees through the tutor as the team’s agent and envoy. The existence of
the tutor allowed the trainees to observe and be observed by the Consortium but, as I now
examine, the behaviour of the trainees could be improved through the practices of
teaching.
In a paper about professional development for teachers in the first set of course readings
for the training programme, academic Don Brown from Victoria University of Wellington,
discusses the importance of specific ways of teaching and therefore enabling the trainees.
The courses established for this program will differ from typical university
teaching programs in one particular way. Because the training which is
transformational as well as developmental, teachers will be engaged in
ongoing, reflective activities which will be supervised both by university
staff and senior professional colleagues working with the universities. The
purpose is obvious. If we expect the teachers to follow the precepts outlined
in their professional development courses, it behoves us to provide them
with the support necessary to perform their role with confidence.
[An aspect] of support in training is the provision of appropriate teaching
procedures that are known to have benefit for targeted students and which
are applicable to regular classrooms. It is not sufficient merely to identify
theoretical positions and to elaborate these in academic study. Rather, a
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partnership must be entered into with the teachers themselves. This
partnership involves the provision of procedures identified in the research
and clarified in practice from the university staff. The teachers can provide
commentary on practical applications. Modelling and developing such
applications will be an essential element of the programme.
To maximise the opportunity teachers take from this program…it will also
be important for us to scaffold the teachers through the programme in order
to ensure those who are less confident experience success in their first days
and weeks.
(1998, p.13-14)
From Brown’s point of view, the aim of the training programme was to be
‘transformational as well as developmental’ and this transformation guaranteed that the
trainees would become confident to perform the role of the RTLB in schools. The tutor
could achieve the aim of the programme through establishing a ‘partnership’ with the
trainees and ‘scaffolding’ them through the training programme. The creation of a
partnership allowed the tutor to, not just discuss but also, model those ways of doing things
produced through the learning areas. For example, the tutor might model the actions of
collaboration or show appreciation of Maori cultural practices. In turn, the trainees would
be shown how to behave in the training programme and in their role to assist schools.
Scaffolding is a teaching technique derived from a Russian psychologist Lev Vygotsky
(1896-1934) idea of ‘the zone of proximal development’ where people are supported in the
short term while they learn new ways of doing things33. The support might involve
33

Vygotsky’s ideas were also taken up and linked to Maori human development. In a paper in the first book

of course readings, Arapera Royal Tangere (from Te Arawa, Ngati Raukawa, Kai Tahu, Te Kohanga
National Trust and the New Zealand Qualifications Authority) discusses Vygotsky’s idea of the ‘zone of
proximal development’. Vygotsky (according to Tangaere) proposed that children learn language through
meaningful interactions with others in their environment. When new tasks are “internalised or understood”,
they become part of the child’s “independent development achievement” (Tangaere, 1997, p. 112) . Vygotsky
called this hypothesis the ‘zone of proximal development’. Royal adds that once the child internalises new
tasks the zone of proximal development goes to the next step, “thus identifying the child’s potential for future
development” (Tangaere, 1997, p.112). Royal related Vygotsky’s ‘zone of proximal development’ to how a
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breaking a large task into smaller tasks or working co-operatively in groups. In Brown, the
practice of scaffolding was directed toward a particular type of trainee described as the
‘less confident teacher’. This description installed a continuum of attitudes and ability
among the trainees in the training programme. On one end of the continuum, the
‘confident’ trainee might have a positive attitude toward the training programme and
believe they have the aptitude to complete the programme successfully. On the other end,
the ‘less confident’ trainee might feel uncertain about the training programme and have
doubts about their competency to attain the requisite qualification (Diploma in Special
Needs Resource Teaching). Through scaffolding, the less-confident trainee would
experience feelings of success and achievement early in the training programme and as a
result be more likely to succeed at the end.
The relation of surveillance could also reduce or eliminate potentially unsatisfactory
behaviour. In the conference room, the tutor could see who was present or absent or not
following the expectations of the timetable. Further, the tutor could also check the degree
to which the teachers’ demonstrated the actions of collaboration, an appreciation of Maori
cultural practices and showed more confidence in the training programme. At the same
time, the tutor helped make sure that the trainees presented themselves in the conference
room and modified their own actions because of the possible consequences: not attending
the block course or developing confidence could result in the trainee not completing the
training programme. The tutor’s presence and teaching practices allowed each trainees
behaviour to be monitored by the Consortium and themselves.
In the block course the relation of surveillance aided in producing a level of conformity
among the trainees. In the conference room every trainee was “ under the gaze, or, at any
rate, in the situation of being observed” by the Consortium every day (Foucault, 2006, p.
47). This gaze was a mechanism for changing and for controlling the trainees. But I think
the real success of the relation of surveillance lay in getting the trainees to control

novice learns the poi (the art of spinning a ball or balls that are suspended from a cord). Here the learner
requires assistance to master the basic movements of the ball. Then gradually the assistance is withdrawn as
the student “becomes more practised and competent”. The teacher gauges when to introduce more complex
movements and after much practise and repetition the student becomes more expert – “perhaps even one day
an expert in the poi” (Tangaere, 1997, p. 113).
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themselves: to ensure surveillance was “permanent in its effects”, that the trainees “should
be caught up in a power situation of which they are themselves the bearers” (Foucault,
1995, p.201). This process of ‘self surveillance’ involved tapping into the desire of the
trainees to not be different from the group: no one (at least from my experience) wanted to
be thought of as ‘less confident’, unappreciative of Maori cultural practices or (worse) the
one who failed the training programme. Although surveillance produced visibility
(between the trainees and the Consortium) the relation also generated invisibility (the need
to be part of the crowd).
The effects of structuring space, time and relations in the ‘block course’ aided in producing
homogeneity and conformity among the trainees. But, as well, there was a “finer and finer
differentiation and individuation”, which objectively separated and ranked the trainees
(Dreyfus & Rabinow, 1983, p.158). This individuation occurred through another form of
surveillance, the written assignment.

Write right– examining through the written assignment
All the trainees in the RTLB training programme were required to complete written
assignments. These assignments engaged the trainees in a “constant exchange of
knowledge” from which each trainee was able to be seen, evaluated, measured and known
as individuals “in their own particularity” (Foucault, 1995, p.187/192). Prior to the training
programme each trainee had become visible and known to some degree by the RTLB
Universities Consortium. When I enrolled at the University of Waikato in 1999, I provided
the institution with a comprehensive amount of information about myself: my name,
address, date of birth and previous academic history. From this information the University
could gain a description of particular aspects of my life and to evaluate my suitability to
complete the Post Graduate Diploma Special Needs Resource Teaching (PG Dip. SNRT).
Subsequently, the University provided me with an identification number from which I was
able to be located within the general population of students. However, in the training
programme, the written assignment allowed the Consortium to build a more
comprehensive record about me. My name and identification number on the cover of each
assignment allowed the Consortium to see me as an individual within the group of trainees
in the training programme. From the content of my assignments the Consortium could
know my thoughts and actions linked to norms (academic writing and the learning areas).
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The assignment also allowed the Consortium to know the degree to which I was competent
to think and act in ways according to the norms through the practices of assessing and
rating the assignment. By way of the written assignment, the Consortium could engage me
in a relation of surveillance and build a more comprehensive profile about my potential
competency to think and act according to norms.
For Foucault, writing is “absolutely necessary for disciplinary power to be totalcontinuous” (2006, p.48). He adds that the “the visibility of the body” and the “permanace
of writing” go hand in hand. Their effect is to ensure the person is seen and known as an
individual. I want now to take a closer look at how the expectations for the structure and
content of the assignments were conveyed to the trainees in my training group. Then I
show, in two of my own assignments (on the role of the RTLB and Te Ao Maori) how I
‘wrote back’ the expectations for the assignment and was subsequently evaluated and
ranked by the training programme tutor.
The norms for writing assignments
All the trainees in the ‘Bay of Plenty/Gisborne’ group were given a ‘course outline’
booklet for each of the four courses of the training programme. These booklets were
written by the University of Waikato academics in the RTLB Universities Consortium and
they ensured the movement of norms for writing assignments from the Consortium to the
trainees in the training programme. At the back of each booklet were guidelines for the
preparation and presentation of assignments which established the demands of academic
writing and then set out how the trainees were to meet the requirements (and the possible
consequences if those actions were not followed). There is rich content in these
requirements: I examine the key points which are as follows. In the first place, the trainees
needed to determine the requirements of the assignment, to find out what the assignment
was about and what information was required. After that, the trainees were advised to write
a first draft of the assignment and then to prepare a final version of the assignment. The
assignment was then to be submitted by the expected due date.
In the course outline booklet for Course One of the training programme (Te Kauhua,
Introduction to Students in Context) (The University of Waikato, School of Education,
1999), academic writing demands three particular skills. The writing requires students to
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use theoretical concepts and research findings appropriately and accurately so that
“reasoning about issues can involve something more than intelligent common sense” (p.8).
Also, academic writing demands openness to opposing views, but at the same time a
critical approach to ideas. Finally, a scholarly approach requires writing within specific
formats using appropriate conventions. To meet the demands of academic writing the
trainees need to determine the requirements for the assignment.
Before writing the assignment, the trainees were asked to find out what the assignment was
about, what information was required but avoid wasting time. According to the course
outline booklet for Course One the trainees needed to read the instructions carefully and
decide what the instructions were asking. But while reading and understanding the
instructions are obvious many students at University seemed to take no notice of the
advice. As a result, students failed “to appreciate the possible scope or implications of the
topic” and give an “unbalanced and/or inappropriate allocation of space to different issues”
(The University of Waikato School of Education, 1999, p.9). The booklet noted that to
develop “good, independent study habits”, the trainees had to take responsibility for
deciding how to begin the assignment. If major problems did occur, the trainees needed to
consult the block course tutor “to avoid excessive and stressful time-wasting” (p.9).
Similarly, the trainees needed to determine what information was required for the
assignment by going to the library or other resource centre. Before going to the library, the
trainees were encouraged to plan in advance what topics could be explored for the
assignment, for example by going through the relevant chapters of the course text and the
Subject Index. Advanced planning was also required if the trainees were thinking of using
human resources: “Be clear in your own mind why you have selected certain people and
what information you hope to obtain from them” (p.9). The effects of poor planning could
again “waste everyone’s time” (p.9). However, effective understanding of the assignment
needs to be supported by the efficient collection of information.
The information for the assignment could be gathered through the course textbooks, an
efficient note-taking system, and resource persons in the appropriate way. The course
outline noted that the trainees were most likely to find the content for the assignment in
academic books, journals, government and other reports, and textbooks but were primarily
required to find information in the course textbooks. The booklet stated that academic
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books and articles in journals are “written primarily to be read by their author’s
professional colleagues”. The books and journals would then “tend to be too high-powered
and/or detailed” for the trainees needs (The University of Waikato School of Education,
1999, p.9). According to the booklet, collecting information from academic books and
journals may “prove both time wasting and rather discouraging”: the more sensible route
for the trainees was to consult the course textbooks first. The authors of the textbooks
(notes the booklet) have done “much of the work” by “extracting the main points and
explaining them in straightforward language” (p.9). The booklet made the point that while
the trainees were not required to search out journal articles for themselves, they would find
it useful to be aware of what research is being done and how findings are written up and
published. Further, if the trainees intended to pursue studies in the field of special
education, familiarity with the context and format of journals was necessary. The booklet
identified some journals held in the University library that are relevant to the training
programme (for example the Australian and New Zealand Journal of Developmental
Disabilities and the British Journal of Special Education).
The trainees were encouraged to record information by using a note-taking system that
paraphrased the information or recorded the information verbatim. According to the course
outline, the teachers should paraphrase information found in textbooks or other sources
using a good system of abbreviations. But the booklet warned the teachers to be careful not
to misrepresent the meaning of the original information: “It is better to record too much
detail than too little” (The University of Waikato School of Education, 1999, p.10). If the
information is difficult to understand on first reading, it might be more efficient to copy the
information verbatim (otherwise the notes may be difficult to decipher later). But the
trainees were urged to take verbatim notes if they wish to use a direct quote in an
assignment. Using a direct quote was desirable when the author had expressed an idea “in a
particularly apt or telling fashion”, when a direct quote was “likely to add authority to the
argument” and when it was essential that misrepresentation be avoided, for example in
legal definitions (p.10). Quotations were expected to be short and integrated into the body
of the assignment: “The extensive use of quotations (especially of quite unremarkable
passages) is undesirable” (p.10).
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The booklet acknowledged that in some cases the trainees could or may be required to
quote their own personal experiences but these had limited value.
[When using personal experiences] you need to take special care not to be
too long winded. Many examples of personal experiences are written down
as if they were being told orally to a friend. As a result, rather too much
space tends to be taken up by what is usually, despite its effectiveness, a
fairly limited piece of information.
(The University of Waikato School of Education, 1999, p.16)
Using sexist language when paraphrasing information was also undesirable:
Sexist language is any language which unfairly discriminates between, or
implied inappropriate assumptions about people based on their sex. In
practice the problem is overwhelmingly one of women being ignored or
treated as secondary and less than men. Legal and statutory documents may
state that “he” should be taken to mean “he or she” for example, and words
and phrases like “for the good of mankind” and Man’s greatest
achievements” are commonplace.
Although many people still believe this to be a “trivial” issue, research
clearly demonstrates that sexist language is extremely important in
maintaining undesirable sexual stereotypes in general, and unacceptable
attitudes towards women in particular.
(p.14)
Alongside recording information for the assignment, the trainees needed to acknowledge
sources of information in certain formats.
The trainees were required to avoid plagiarism and record references appropriately using
the APA (American Psychology Association) method. The reason for the use of this
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method was, according to the academic writers of the course outline booklet “one of the
most widely used in the area of human development research” (The University of Waikato,
School of Education, 1999, p. 16). The course outline stressed the importance of
acknowledging all sources of information and avoiding the misappropriation of other
people’s work:
Plagiarism means stealing other people’s words and / or ideas and making
them appear to be your own.
When you copy out whole passages of someone’s work without giving
credit you are obviously plagiarising; remember, however, that you are still
guilty even when you describe someone else’s ideas using mostly your own
words, if you do not refer to the original source.
(The University of Waikato School of Education, 1999, p.14)
When recording the reference details for sources of information in the body of the
assignment or in a bibliography, the trainees needed to use the APA format. Here are the
required reference details from a textbook in the APA format.
If you consulted a textbook you should note:
!

The author’s name

!

The title of the book

!

The year of publication (record year of the latest copyrighted edition, if
more than one date given)

!

The edition (if not the first)

!

The place of publication (record the first city mentioned if several are
listed; record the state or country also if the city is not well known, or
there are several well known cities with the same name

!

The name of the publishers

!

Details of any specific page numbers (for quotations)

(p.11)
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According to the booklet, if the trainees were unable to record all the reference details, the
reference should not be used as it has “little scholarly value” (p.11). The trainees needed to
collect information for the assignment mainly through textbooks and taking notes but
information can also be collected from people.
If the trainees gathered information for the assignment from people, an interview must be
conducted in the appropriate way. In the booklet, the trainees were required to make a
request for an interview with a person “through the correct channels and in sufficient time”
(The University of Waikato School of Education, 1999, p.12). Even if the trainees were
interviewing someone they knew well, the interview should be conducted formally. The
trainees were expected to attend the interview with a list of questions “around which you
wish the discussion to be structured” and an effective means of recording the interview
accurately and comprehensively (that is acceptable to the interviewee). If the collection of
information from people was mandatory for an assignment, the trainees would be provided
with “further procedural and ethical guidelines which must be strictly adhered to” (p.12).
All the teachers were expected to follow the ethical guidelines for conducting human
research as determined by the university. After the teachers had collected the information,
they were to prepare and write a first draft of the assignment.
The trainees were advised to evaluate the information for the assignment, make a plan, and
then write a first draft. Before beginning to write the assignment the booklet recommended
the trainees check that the information collected had sufficient ideas and facts to form the
outline for a discussion and also had supporting evidence to expand and analyse the ideas.
Here the trainees needed to critically evaluate the material and not be tempted to retain
irrelevant material just because “you went to the trouble of collecting it” (The University
of Waikato School of Education, 1999, p.12). According to the booklet, the major fault of
many undergraduate essays was poor organisation. Therefore, the trainees needed to make
an assignment plan to help them present information and opinions “in the most logical
sequence and avoid repetition” (p.12). The plan would also contribute to the “fluency of
style” when writing the first draft of the assignment (p.12). The booklet strongly advised
the teachers to write a first draft of the assignment. Although the draft would often result in
problems such as too much information, the problems could be easily rectified with careful
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editing. The booklet noted that some students “feel that the effort made to produce a first
draft is enough”, but the presentation of a first draft to the university “will rarely, if ever,
gain a good grade” (p.12). The more the trainees critically evaluated, edited, revised, and
refined the assignment, the more realistically they could “hope for a high mark” (p.12).
The booklet added that critical evaluation might be difficult after working on a first draft
for a long time. Therefore, the trainees were advised to leave the draft alone for a few days:
“When you come back to work afresh, new ideas may come, and problems of organisation
and working can often solve themselves” (p.12). After the first draft, the trainees were then
to prepare the final version of the assignment.
For the final version of the assignment, the trainees needed to make a cover page, check
the content, style, accuracy, and observe expectations for the presentation of the
assignment. For this last part of writing an assignment, the booklet required the trainees to
make a cover page for the assignment that recorded the identity of the writer, the number
and title of the assignment, the due date for the assignment, the name of the tutor to whom
the assignment was submitted and the day/time of the tutorial group meeting. Before
printing or writing out the final version of the assignment, the trainees were encouraged to
check the content of the assignment by asking themselves particular questions. For
example, “Are the main points under discussion adequately supported by references to the
theoretical / research literature, or by other reliable and valid evidence?” and “Does the
discussion fulfil the aims and objectives stated in the introduction?” (The University of
Waikato School of Education, 1999, p.19). Further, the trainees were asked to review the
overall style of the assignment and attempt to eliminate “wordiness, redundancy,
evasiveness, and clumsiness” (p.20). The trainees were strongly encouraged to ensure the
assignment was accurate. The booklet noted that it was “unscholarly” for the teachers to
submit work without checking carefully for errors of spelling, grammar, and punctuation
(p.20). An important aspect of the final version of the assignment was presentation. The
booklet emphasised the value of neatness and established the conventions of presentation.
The trainees were encouraged to use a typewriter or word processor to write the
assignment but the work could be hand written if the writing was neat and legible.
Moreover, the trainees were urged to avoid giving the assignment an untidy appearance by
leaving gaps or including crossings out. The effect of untidiness would not only spoil the
look of the assignment but also “convey the impression that you have a generally
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disorganised and casual approach to your work” (p.20). The booklet required the teachers
to observe seven conventions for setting out the assignment on paper:

•

[Use] double-space, or 1.5 space, when typing/using a word processor.

•

Ensure the print-out is easy to read (type-face not too small, print not
too faint).

•

Always use lined paper when writing by hand.

•

Write/type one side of the paper only.

•

Leave a generous margin (4-5 cm) on one side of the page, for
comment.

•

Number all pages except the cover page.

•

Staple or otherwise secure all pages together (in the right order!).

(p. 20)
When the final draft of the assignment was finished, the work was to be sent to the
University for marking.
The trainees were expected to get the assignment to the University by the assignment’s due
date. The booklet noted that all the assignments were to be sent by post or courier to the
administrator of the RTLB training programme. If the assignment arrived after the due
date, particular penalties were likely to be incurred. Here are the penalties for late
assignments in the booklet for Course Three (Te Raranga, School and Community
Contexts).
Assignments handed in after the due date will normally attract the following
penalties.
Up to one week late: 1 grade (i.e. 5%) penalty.
More than one week and up to two weeks late: 2 grades (i.e. 10%) penalty
More than two weeks late: assignments will be marked but no assessment
will be given.
(University of Waikato School of Education, 2000, p. 9)
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The trainees could apply for an extension to the due date through the block course tutor to
complete assignments but extensions would normally only be granted in exceptional
circumstances, for example sickness, bereavement or accident. In the case of sickness, the
trainees were required to include a medical certificate with the assignment. If the trainees
were prevented from getting the assignment in by the due date or were “seriously impaired
by circumstances beyond their control” (p.9), they could apply for “special consideration”
in writing to the Director of the RTLB training programme. The booklet for Course One
noted that “reasonable” provisions would be made for students with disabilities (The
University of Waikato School of Education, 1999, p.8).
The course outline booklets ensured the the movement of norms for writing asignments
from the University to the trainees. Those norms were justified, by the academics who
compiled them, as ‘scholarly’ and ‘academic’. Being ‘scholarly’ meant, for example,
‘developing good study habits’, not ‘wasting your own or anyone else’s time’, avoiding
personal experiences and sexist language, not plagiarising and using APA. But among this
long and complex explanation of what constituted ‘academic’ work, the trainees were told
that they could not undertake this work in any depth because academic books and articles
in journals were ‘written primarily to be read by their author’s professional colleagues’ and
‘would then ‘tend to be too high-powered and/or detailed’ for the trainees needs. Alongside
this movement of academic expectations from the Consortium academics to the trainees
through the booklets was also the learning areas of the curriculum from the Consortium to
the trainees via the assignments.

The ten assignments
In the ‘Bay of Plenty/Gisborne’ group, we were required to complete ten assignments for
the RTLB training programme. In Chapter One, I explained that each of the learning areas
was embedded in the four-course structure of the RTLB training programme. Course One
(Te Kauhua, Introduction to Students in Context) examined the interaction of individuals
and small groups of students and the contexts in which they experience learning
difficulties. Course Two (Te Putanga, Classroom Contexts) explored and analysed the
impact of the classroom context on students who were experiencing learning and behaviour
difficulties. Course Three (Te Raranga, School and Community Contexts) focussed on
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investigating school and community factors affecting the learning and behaviour of
students. An emphasis was placed on examining the theory and practice of school-wide
and systems change in order to meet the needs of students. Course Four (Te Huarahi,
Professional Portfolio) required the teachers to develop a professional portfolio based on
their work and achievement over the previous two years. In each of the courses, the
trainees examined aspects of the learning areas. For example, here is the description of
Course One in the course outline booklet.
Course Prescription:
An examination of the interaction of individuals and small groups of
students and the contexts in which they experience learning and behavioural
difficulties. The course introduces key concepts which underpin the entire
RTLB programme. These include inclusive schooling, cooperative learning,
consultation and collaboration, Maori and bicultural issues and reflective
practice.
(The University of Waikato School of Education, 1999, p.1)
For each course of the training programme, the trainees were required to complete a set
number of assignments: four assignments for Course One, three assignments for Course
Two, three assignments for Course Three and a professional portfolio for Course Four.
The topics for the assignments required the trainees to consider the ideas and show the
practices of the learning areas in their own work (the topics are reproduced in Appendix
C). In Course One, the assignments wanted the trainees to discuss the role of the RTLB,
the ideas of the inclusive schooling, Maori perspectives and the practices of assessing and
adapting the learning environment in TIES-II. Course Two required the trainees to
examine the ideas and practices of ‘co-operative learning’ and ‘peer tutoring’, TIES-II,
collaboration and consultation and Maori perspectives. For Course Three, the trainees were
asked to present the ideas of collaboration and consultation and inclusive schooling as part
of the investigation of the school and community factors affecting the learning and
behaviour of students. This course also required the trainees to demonstrate (through
participation in a hui (meeting), and an oral as well as a written presentation) the ideas and
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practices of Maori perspectives. In Course Four, the assignment was for the trainees to
produce evidence of achievement in the learning areas of the training programme in a
portfolio of their work over the year. The assignment topics transmitted the norms of the
learning areas from the University to the trainees through requiring the trainees to identify,
describe or model the areas. Only one assignment asked for any assessment of the learning
areas: the Paradigm Analysis Essay for Course One required a critical analysis of the
inclusive and biological paradigms. At the same time as this transmission of the learning
areas, each trainee was engaged in conveying (through writing) the norms for writing
assignments and the learning areas back to the RTLB Universities Consortium. What
follows are two examples of how I delivered norms to the Consortium through writing
about the role of the RTLB and Te Ao Maori.
The role of the RTLB
In April 1999, I completed the first written assignment for the RTLB training programme.
The topic was to describe the role of the RTLB and identify possible barriers that might
impede the role (See Appendix C). The assignment was handwritten because I did not have
a computer at the time. In line with the expectations for writing assignments, I wrote on the
cover page my name, my identification number, the qualification I was enrolled in, the
name and number of the course, the due date for the assignment and the name of the course
tutor. On the next page, I wrote the topic for the assignment, and then I began my account
of the role of the RTLB.
In the introduction of my first assignment, I discuss how the position of RTLB came about
through changes in the New Zealand education system and examine the role of the RTLB
to help establish an inclusive environment in schools. I begin by stating that in 1989 New
Zealand education “underwent a reformation”. The reformation was that “schools were
devolved from a centralised to a self-managing administrative system”. I then say,
“Restructuring in special education has been in response to a significant number of factors
since 1989”. I do not discuss how and what restructuring in special education occurred but
note the change was in response to the “increasing pressure for schools to meet their
responsibilities towards all children in their community”. My next point is that the position
of RTLB is recognition by the New Zealand government, through SE2000, of the need to
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establish an inclusive environment in schools. I then examine the role of the RTLB to help
establish an inclusive environment.
I argue that the role of the RTLB is to help establish an inclusive environment by adopting
an ‘ecological perspective’ for children with special education needs, acquiring skills in
consultative collaboration and reflective practice, and working within a bicultural
perspective. I begin my analysis of the role of the RTLB by saying, “from an ecological
perspective the RTLB’s role will conceptualise all students as part of the school
population”. I take an incorrectly referenced quote from one of the seven introductory
readings (from the first book of course readings) to make the point that inclusion is a
philosophical concept that embraces values, beliefs, justice, freedom and human dignity
and not just a way of delivering services to students. As inclusion is a philosophical
concept, I say the role of the RTLB “will reflect a clear understanding” that organisational
structures in schools can alter, adapt or be improved to meet the needs of diverse groups.
The role of the RTLB will examine the learning contexts of children with special education
needs and develop interventions, such as adapting the curriculum, which is least intrusive
for the children as possible (I give the names of researchers cited in the first book of
readings to support my point).
In the next two paragraphs I note the importance of collaborative consultation and
reflective practice. Through a long and (again) unreferenced quote, I note that it is essential
for the RTLB to develop consultative and collaborative skills if the RTLB is to assist
colleagues to alter and adapt the curriculum for children with special education needs.
Further the work of the RTLB will have I say, “at its core”, a commitment to ongoing
professional development through reflective practice. I say that reflective practice offers
one way for RTLB’s to reflect on their own practice in areas such as working
collaboratively with people, respecting Maori preferred teaching and learning strategies
and making decisions based on verifiable data about children with special education needs.
After my comments about collaborative consultation and reflective practice I argue that in
New Zealand the role of the RTLB will be “defined within a bi-cultural perspective,
through the Treaty of Waitangi (1840) and the Treaty of Waitangi Act (1985)”. I say the
role of the RTLB will need to reflect issues of power sharing and Maori autonomy
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addressed in the Treaty of Waitangi. Once more through a long and unreferenced quote, I
make the point that Maori need to be consulted and involved in making assessments and
planning programmes and to appreciate that there are many pathways to attending to
special education, including pathways from within a Maori theoretical framework. After
examining the role of the RTLB, I then begin a discussion about the barriers to
implementing the role.
The barriers to implementing the role of the RTLB are personal, within school and class
systems, linked to a lack of understanding of Maori customs and the degree of support
from government and clusters. In my assignment, I say that the change, for many RTLB,
from classroom teacher to professional leader, is not one that all will manage easily. I say
that the role of the RTLB will be challenged by the teachers “personal commitment to the
training programme and the willingness of the trainers to carefully elaborate their
rationale [of the programme]”. School systems can also be a barrier to the implementation
of the role because the RTLB will be required to understand both “the traditional and
developing issues in education” and the role may be limited through lack of funding for
children with special education needs. I do not explain what the traditional or developing
issues in education are. In the classroom, an examination of the learning contexts of
children with special education needs may be compromised by “lack of easily available
procedures”: I did not clarify this statement. Through another unreferenced quote, I make
the point that a lack of understanding of Maori customs may be one reason that Maori
students fail in mainstream and special education schools. Further, the lack of
understanding will impact on the “the prognosis of behaviour and learning, the language
used in the assessment and the focus of the interventions”. The RTLB will require not only
appropriate training but also support from central government down to the base school and
cluster of schools served by the RTLB. Again, through an unreferenced quote, I say that
where people in government and the cluster schools are committed to the position of
RTLB, the RTLB will find themselves in a strong position to effect positive changes for
children with special education needs. Finally, I summarise the role of the RTLB, express
the vision for special education in New Zealand.
In the conclusion to my assignment, I say that the role of the RTLB has evolved from a
paradigm shift. The shift is from the functional limitations model that assumes that the
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principal problems of people with disabilities lie within them to the inclusive model where
disabilities are seen as external rather the internal. I say, “The role of the RTLB will be
seen to reflect the latter in a culturally appropriate setting”. I then say that despite the
barriers and obstacles to fulfilling the role the “researchers and policy makers are clear in
their voice”. Yet again, through an unreferenced quote, I make the point that the voice of
researchers and policy makers is to achieve a unified system of public education that
incorporates all children and young people as active, fully participating members of the
school community. This unified system views diversity as the norm and ensures a high
quality education by providing a meaningful curriculum, effective teaching, and the
necessary supports for each student.
The last page of my assignment contains my bibliography. Before listing the papers I use
in the assignment, I say “all quotes have been taken from Course Readings Set 1, Resource
Teachers: Learning and Behaviour, The University of Waikato”. I then reference the first
six articles in the course readings by recording the author, date, and title of the article.
My essay on the role of and barriers to the work of the RTLB was the first academic essay
I had written in ten years. Here I attempted to show the expectations for academic work as
prescribed for me in the course outline booklet. In the final draft of the essay described
above, I felt I had followed the correct procedure for the content of the essay such as no
sexist language or personal experiences and showed my confident reading of the first book
of course readings and understanding of the role of the RTLB. There was no room for
uncertainty or critical analysis in my account of the role. The RTLB was following the
expectations of the New Zealand government to help establish an inclusive environment in
schools. Moreover each RTLB ‘will’ need to be ‘clear’ about organisational structures in
schools, have a ‘personal commitment’ and show willingness to the training programme,
understand the RTLB role is ‘defined’ within a bi-cultural perspective and whats more
researchers and policy makers are ‘clear in their voice’ about inclusion and achiving a
‘unified system of public education. Alongside my discussion about the role I felt I had
also observed the requirements for the presentation of the essay (correct margins, legible
handwriting, using APA and no crossings out). I then sent my assignment off to the
University of Waikato and well before the due date. After this essay I wrote a further six in
1999. The last assignment was concerned with Te Ao Maori.
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Te Ao Maori
In October 1999, I completed the third assignment for Course Two (Te Putanga,
Classroom Contexts) of the training programme. The topic for the third assignment was to
work with a teacher and examine the use of Maori preferred principles and practices in the
class (See Appendix C). I wrote this assignment using a computer. Similar to the first
assignment, on the cover page I wrote my name, my identification number, the
qualification I was enrolled in, the name and number of the course, the due date for the
assignment, the name of my training programme group, the name of the course tutor and
the number of the assignment. On page two, I wrote the question for the assignment from
the course outline booklet.
In the introduction to my third written assignment for Course Two, I examine the
implications of the Treaty of Waitangi for education and European educators in New
Zealand. In the introduction I say, “despite the intention of the Treaty of Waitangi to
recognise power sharing and Maori autonomy, European have imposed, and Maori have
been required to sacrifice language, culture and political self-determination”. However,
the Treaty of Waitangi Act34 formally recognised that there is a partnership between Maori
and European that will ensure Maori rights “to language, knowledge, and its
transmission”. The implications of the Act are that education institutions must now work
towards reflecting the partnership in policymaking and practice and recognise “that
successful achievement for Maori students should not have to come at the expense of their
language and culture”. The challenge for educators is to acknowledge the importance of
the Treaty of Waitangi as a document “that expresses the principles of partnership and
equity and provide a framework for effective biculturalism, the co-existence of two cultures
within New Zealand society”. I then ask, “How can European contribute to, and rise to the
challenge of creating a bicultural ethos?” I refer to readings given to the teachers in the
training programme that provide strategies for people entering an unfamiliar cultural
setting. For example, “recognise that differences do exist, however be willing to set aside

34

I am referring to the Treaty of Waitangi Act (1975). In 1975, the Act gave the Treaty of Waitangi (1840)

recognition in New Zealand law for the first time. The Act established the Treaty of Waitangi Tribunal. The
Tribunal was charged with making recommendations on claims brought by Maori relating to the practical
application of the Treaty and to determine whether certain matters were consistent or not with the principles
of the Treaty.
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one’s own cultural beliefs to convey respect for the validity of others” and “see beyond the
surface features of a new cultural experience by getting to know some of the elders and
become familiar with aspects of the language”. I add that in New Zealand, European
educators need to reflect carefully on the partnership expressed in the Treaty of Waitangi
and understand that the strategies may require consideration that is more urgent. I then
examine the significance of the Hikairo Rationale and particular educational practices as
bicultural ways for Maori and non-Maori to deliver services to Maori students.
An effective way for Maori and Non-Maori educators to work within a bi-cultural
relationship with Maori students is through the Hikairo Rationale and an understanding of
five educational practices seen as characteristically Maori by Maori. In my assignment, I
noted that “while there is not, at this stage, a large amount of research that attempts to
combine contemporary educational theories while including the framework of traditional
Maori concepts and values, one perspective that attempts to combine the two is the Hikairo
Rationale”. I then outline the key points of the Rationale (See Chapter Five). I note, “It
can be seen that educators, particularly European, in New Zealand have a long and
difficult journey if they are to contribute to the achievement of Maori students in the
mainstream and to the survival of Maori language and culture”. However, there are
educational practices that are seen as characteristically Maori by Maori, reflect a bicultural
model and, I add, “have a holistic perspective on teaching and learning and challenge
teachers in their classroom practices”. I then give an account of the five practices of ako,
learning through exposure, learning in groups, memory and rote learning and story telling
(See Chapter Five). In the next part of the assignment, I examine my work with a teacher
and the use of the five practices.
In the assignment, I show my work with a teacher to examine the degree to which the five
practices were present in the teacher’s classroom and the development of an action plan to
put the practices into effect. Here I used the methods described in TIES II (See Chapter
Five). For instance, I say “In assessing the degree to which story telling was present, I
used Component Six, Motivational Strategies. The degree to which the telling of a story is
presented enthusiastically may motivate Maori student’s self-efficacy and facilitate access
to language and cultural information”. I then show my action plan to put the practices into
effect in the classroom. I chose to develop my action plan through science and in particular
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the theme “Making Sense of the Living World”. For example, to help develop learning in
groups, I noted the use of cooperative games such as what am I35. At the end of my
assignment, I re-assert the importance of the Treaty of Waitangi and give a reference list.
In the conclusion I say that the importance for developing and implementing a bicultural
approach to improve learning outcome for Maori students is grounded in the Treaty of
Waitangi. I note that the Treaty “challenges educators to consider appropriate learning
principles and practices for Maori students”. However, there is no simple solution “that
will give all students and in particular Maori students the education they are entitled to”. I
state that the solution may demand not only structural change in schools but also personal
change within people. I finish by saying, “a bicultural approach asks that we all share and
grow together, Nau te rourou, Naku te rourou, Ka ora te iwi (With your food basket, And
my food basket, There shall be ample)”. On the last page, I list eleven references using the
conventions of APA referencing.
As with my first assignment, I try to show in this essay the conventions of academic
writing and presentation. I also reflect the ideas about how to work effectively with Maori
students as described through the documents concerned with Learning Two of the training
programme: Bicultural and Multicultural Perspectives. The Treaty of Waitangi is of
primary importance because it “expresses the principles of partnership” and provides a
“framework for biculturalism, ther coexistance of two cultures in New Zealand”. I then
show I can work not only in a bicultural way using the Hikairo Rationale and educational
practices seen as Maori by Maori but also following the ‘ecological perspective’ using
TIES-II. At the end of my essa I again place the Treaty at the center of working with Maori
students. But there is no ‘simple solution’, I say there may need to be change in schools
and in people but with a bicultural approach we ‘all share and grow together’.
The evaluation and ranking of the written assignment
Each written assignment was evaluated by the Consortium against particular criteria
(linked to the norms for writing assignments and the learning areas of the training
35

In What Am I, each student in the class has a label stuck to their back with the names of New Zealand

plants and animals on them. Everyone moves around the room asking each other one question to try and
guess what the name of the plant or animal.
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programme) (see Appendix C) and ranked on a scale from ‘A+’ to ‘E’36. For Course One,
the assignments were evaluated against ‘marking criteria’. The criteria presented the
expectations for each assignment linked to the expectations for recording references using
the APA system, observing style, content, and overall presentation and following
instructions accurately. For Assignment Three, the assignment was also evaluated against
the third learning area, bicultural and multicultural perspectives, with evidence of
“appreciating the RTLB role and responsibilities for Maori students”.
The assignments were evaluated against ‘assessment criterion’ in Course Two. The criteria
showed, in terms of a percentage, the weightings given for academic writing and evidence
of collaborative consultation, the ecological model (using TIES-II) and bicultural and
multicultural perspectives.

In Assignment Two for the course, the collaborative

consultation process accounted for 20% of the total evaluation of the assignment, the
ecological assessment using TIES-II accounted for 15% and the norms for recording
references and academic writing accounted for 5%.
In Course Three, the assignments were considered against the criteria for a ‘good’
assignment and the ‘allocation of marks’. The criteria for a good assignment listed the
expectations for each assignment linked to the norms for using the APA system, following
instructions, observing style, content and ‘bicultural and multicultural perspectives’. The
allocation of marks showed, in terms of a percentage, the weightings for each section of
the assignment and the consequences for not following norms for writing assignments. In
Assignment One for this course, the criteria for a good assignment was, for example, to
follow instructions by keeping within the word limit and showing the word count on the
front page of the assignment. The criteria was also to observe correct style by being well
proofread, “with care and attention paid to academic conventions as well as accepted
standards of good English” (p.7). Assignment One had two sections. The allocation of
marks showed the weightings of 65% for Section One and 35% for Section Two. For
Assignment One, up to 10% of the marks were to be deducted for not keeping within the
word limit and observing correct style. From out of the criteria, each assignment was
given a particular ranking.
36

The criteria for evaluating the assignment for Course Four (The Professional Portfolio) is contained in

Appendix D and discussed in Chapter 8.
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All the assignments were ranked on a scale from ‘A+’ to ‘E’. The highest rank for an
assignment was ‘A+’ and reduced to ‘A’, ‘A-‘, ‘B+’, ‘B’, ‘C+’, ‘C’, ‘C-‘, ‘D’, ‘E’. The
rankings of ‘C’ up to ‘A+’ represented the degree to which the assignment conformed to or
‘passed’ the criteria linked to the norms for writing assignment and the learning areas. The
ranks of ‘C-‘, ‘D’ and ‘E’ represented the degree to which the assignment did not conform
to or ‘failed’ the criteria. According to the ‘course outline’ booklet for Course Three, the
assignments that were ranked a ‘C-‘, ‘D’ or ‘E’ could be re-submitted with the possibility
of attaining a basic pass rating.
Where a student has received a rank of C- or below, a resubmission of one
piece of work is possible during the course. Application for resubmission
should be made within 72 hours from the return of the assignment and
handed in by a date set by the Director of the programme. The maximum
grade for a resubmitted piece of work is C.
(The University of Waikato School of Education, 2000, p.9)
I now examine how my two assignments were evaluated and ranked by the training
programme tutor.
My assignments on the role of the RTLB and Te Ao Maori were evaluated and ranked
against the assignment’s marking and assessment criteria. The comments made by the
training programme tutor about my assignment on the role of the RTLB were evaluations
of format and content in the ‘marking criteria’. For one quote in the assignment, the tutor
wrote, “you need to cite which paper this quote appears in”. In one paragraph, I neglected
to reference a quote and the tutor wrote, “Quote from?” One comment made by the tutor
was an evaluation of my ability to identify the barriers to the role of the RTLB. I say that
the RTLB may also encounter barriers through lack of funding: the tutor wrote, “What
other challenges are there?” Another comment made by the tutor was an evaluation of my
language to describe the role of the RTLB. I note that not every RTLB will manage the
change from classroom teacher to professional leader easily: the tutor wrote, “Professional
leader might be a bit strong”. Here is the tutors overall evaluation of the assignment.
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Sally,
You need full references in your bibliography and should have identified in
the text where you referred to specific papers. Paper Seven is not included
or referred to. See guidelines for formatting in your course outline booklet.
You have covered some but not all of the key points.
The evaluation of my assignment sat alongside a ranking of C-. My assignment for the role
of the RTLB failed the ‘marking criteria’ particularly in the content and format of the
assignment. I was not given the lowest ranking by the tutor; however, I did not apply for
resubmission of the assignment. Although I failed the assignment on the role of the RTLB,
the evaluation and ranking of my assignment on Te Ao Maori had a very different
outcome.
The comments made by the training programme tutor about my assignment on Te Ao
Maori were evaluations of the conventions, action plan, and understanding of Maori
concepts in the assessment criteria. One comment by the tutor evaluated my use of
appropriate referencing. The tutor noted my omission of a reference with “references?” In
one paragraph I stated that in order to identify and define Maori students’ needs for
developing the five Maori-preferred principles and practices I had used TIES-II to make an
ecological assessment of the classroom environment. The tutor acknowledged my use of
TIES-II and noted, “Splendid!” Here is the tutors overall evaluation of the assignment
Sally
This assignment represents a clear understanding of the essentials of the
question. Your ideas are logical and thought provoking when you engage
with the literature, and quite original when you mount your own
perceptions. Each section of the assignment has been addressed with
thoughtfulness and reason. An earlier section omitted one or two citations
and I have noted that. Your Action Plan (Science) is great! A very highly
rated unit of study, e kare. Kia ora mai.
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The evaluation of my assignment about Te Ao Maori sat alongside a ranking of A+. My
assignment about Te Ao Maori had met the ‘assessment’ criteria and I was given the
highest ranking by the tutor.
Through the written assignment I became an individual among the group of trainees. I was
able to be ‘seen’ (through recording my name and identification number) and known
(evaluated and measured against the norms of academic writing and the curriculum of the
training programme). The effects of this surveillance allowed a certain value to be attached
to me. Despite failing the first essay I went on to gain high marks in my other assignments
and graduated with distinction: this made me not only a ‘good’ trainee but a potentially
‘exemplary’ RTLB. The written assignment was successful in producing my identity as a
compliant and competent member of the group.

Concluding Thoughts
I will close with some thoughts about discipline through the RTLB training programme.
The thing that interests me is the ‘ordinariness’ of the training experience: this regulation
of the trainees in the conference room, under the gaze of the tutor and by way of the
assignment. For me all these disciplinary practices are nothing new, they have been part of
my life at school, university as well as work (and for the most part the aims to make me a
competent student and worker have been successful). Before I ‘met’ Foucault I would
probably have dismissed all the elaborate details of the training programme (the
architecture of the conference room or the course outline booklets’) as irrelevant to a study
of the RTLB. But Foucault insisted that to understand “how things work” we need to
“investigate… and beginning from the lowest level, how mechanisms of power have been
able to function” (1976, p.97/100). In this chapter I wanted to show how disciplinary
power worked quietly through a complex web of ‘micro mechanisms’ on the actual bodies
of the trainees, to enable them to contribute effectively to the training programme and be
competent in the learning areas.
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In all societies [there are] techniques that permit individuals to effect, by their own means, a
certain number of operations on their own bodies, their own souls, their own thoughts, their
own conduct, and this in a manner so as to transform themselves, modify themselves, and to
attain a certain state of perfection. (Foucault, 1997, p.177)

The trainees in the RTLB training programme were not only (following Foucault) enabled
to be competent in the curriculum and compliant in the training programme through gentle
and quiet regulatory practices but also techniques that allowed each trainee to work on
their own bodies, and “take care of” them, by equipping themselves with certain
knowledge or “rules of acceptable conduct or of principles that are both truths and
prescriptions” (Foucault, 1997, p.285). In the following two chapters I examine through
Foucault’s (1997) ideas about techinques of the self how the trainees were to create (and
maintain) a relationship of commitment with themselves to the learning areas of the
training programme: realising a responsibility toward the learning areas of the curriculum,
working on the self (through reflection and writing about the self) and mastering the self.
These techniques allowed the trainees to gain a sense of responsibility to put the learning
areas of the training programme into practise, work upon their own beliefs, thoughts and
actions and ultimately see themselves and let others see them as ’good’ RTLB . My overall
thesis is that, mediated by the norms of the training programme and monitoring, testing and
improving the self, the trainees, if they wanted a “beautiful existance” and a “good
reputation” as an RTLB would undergo a transformational experience (Foucault, 1997, p.
266). This transformation would be one that would restructure the personalities of the
trainees “such that their lives would have to be conducted in new terms” : change the
trainees relationship to themselves so they would recognise themselves as ‘worthy’, ‘rightminded’ and ‘admirable’ people at work (Miller & Rose, 2008, p.150).
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Chapter 7
Practices of Self-Formation through the RTLB training
programme:
Realising Responsibility and Reflective Practice
In this seventh chapter I want to consider two ways through which the trainees in the
RTLB training programme were encouraged to make a commitment to the learning areas:
the promotion of an attitude of responsibility, and working on the self through ‘reflective
practice’. I argue that responsibility to commit to the learning areas became possible and
desirable through the cultivation of a “relationship of belonging” among the trainees. Here
I examine the activities of the ‘New Zealand Resource Teacher Learning and Behaviour
Association’ (NZRTLBA) and the RTLB journal ‘Kairaranga’ (Foucault, 1997, p.309).
Then I consider the role of the training programme in legitimating work on the self to
ensure an ongoing dedication to the learning areas. I take the view that the trainees were
encouraged to engage themselves in regular practices of confession- modes of “working
upon and representing selfhood that is recognisable to its audiences” - through ‘reflective
practice’ (Rose, 1999, p.267). I argue reflective practice worked as a means for a
confessional self-examination which involved verbalising and writing thoughts, feelings
and actions to a supervisory figure. These ways of encouraging commitment enabled the
trainees to establish an ethical relationship with themselves to the learning areas and have a
more fulfilling life at work.

Realising responsibility to the learning areas
All the trainees in my training group were encouraged to join the NZRTLBA and purchase
and contribute to the journal for RTLB called Kairaranga. Through signing up for these
initiatives each trainee was linked to the idea that they belonged to a wider community that
accepted and practised the learning areas. At the same time, this choice allowed the
trainees to develop an attitude that (as a member of the NZRTLBA, buyer of and writer in
Kairaranga) they had an ethical obligation to support the group and affirm and carry out
the learning areas in their work in schools.
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The NZRTLBA
The NZRTLBA was established in 1999 as the result of the amalgamation of two
associations of Resource Teachers Special Needs and Guidance Learning Unit Teachers.
All the trainees in the RTLB training programme were eligible to become a member of the
association by completing the designated application form and paying the subscription fee.
A constitution - outlining the objectives, composition and tasks of the association - was
formally registered in 2000. Through the constitution, the members of the association
were mobilised to think of themselves as a unified group and establish leadership within
the group. But while these actions encouraged the trainees to recognise their responsibility
to think and act according to the learning areas; the constitution also opened the members
and the leadership to possible consequences if their behaviour (views and actions) was
deemed inappropriate.
The objectives of the NZRTLBA provided the means for realising feelings of
‘togetherness’ among the members.
2 Objectives
The objectives of the association shall be:
2.1

To provide support to Resource Teachers: Learning and Behaviour
(RTLBs) working to meet the needs of students, their teachers and
parents/caregivers, in educational establishments.

2.2

To provide liaison with the Ministry of Education, unions, and New
Zealand School Trustees Association on the interpretation of
national guidelines for the successful operation of Resource
Teachers: Learning and Behaviour.

2.3

To publicise the work of RTLBs and enlist support to help students
to develop positive social and learning behaviours.
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(The New Zealand Resource Teacher Learning and Behaviour Association
Inc., 2000, p. 1)
These aims allowed the members to view themselves as a collective entity through
practical concerns and emotions. On one hand the objectives produced an impression of
‘safety in numbers’: ensuring the activities of the new RTLB became more officially
recognised and better understood in education through liaison with already established
education institutions. A perception of ‘everyone thinking about and doing things in the
same way’ was also created in the aims to provide support to and publicise “the work” of
the RTLB (meeting the needs of students, teachers and families in schools). The shaping of
a group identity was managed through the establishment of leadership.
Key roles were established within the NZRTLBA to ensure the association operated
effectively as a group. Under the terms of the constitution, members of the association
were required to elect (for a term of one year) a ‘National Executive’. The Executive
comprised twenty-one officers: the National Coordinator, National Coordinator Maori,
Secretary, Treasurer and seventeen Regional Coordinators. These are the duties of the
Coordinators:
Schedule 1: National Coordinators
Each National Coordinator is to work collaboratively with the other
National Coordinator and jointly are responsible for the following.
1.
2.
3.
4.
5.
6.
7.
8.
9.
10.
11.

Set agenda for National Executive meetings and AGM and SGMs
[Special General Meeting] as they arise.
Chair meetings of the National Executive, AGM and SGM.
Provide a written report to the Executive Committee, one week prior
to any meeting.
Disseminate relevant information to the Executive Committee
members.
Provide evidence of correspondence received and sent to the
Association.
Be responsible for remaining within budget for communication.
Provide an Annual Report for the AGM.
Liaise with the Secretary and Treasurer.
Represent the Association when required, including as spokesperson.
Act on behalf of the Association as directed or required.
Advocate for emerging issues.
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12.

Promote the Objectives of the Association.

13.

To maintain a close liaison and ongoing relationship with those
organisations who have similar goals and interests to the Association.

(The New Zealand Resource Teacher Learning and Behaviour Association Inc.,
2000, p.16)
Schedule 2: National Coordinator Maori
The National Coordinator Maori has the following additional responsibilities.
1.
2.
3.
4.
5.

Establish a national network of members of the Association.
Maintain a close liaison with Maori members.
Advocate for emerging issues that are peculiar to the work of Maori
members of the Association.
Represent Maori members on the National Executive.
Promote the practice of partnership as embodied in the Treaty of Waitangi
within the Association.

(p.17)
Schedule 4: Regional Coordinators
Each Regional Coordinator is to work collaboratively with other members of
National Executive and is responsible for the following:
1.

Establishing or sustaining a regional network of members of the
Association.
2.
Disseminating information to members within the region.
3.
Informing newly appointed RTLBs of the Association and promoting
membership to them.
4.
Providing support to members, particularly newly appointed RTLBs.
5.
Providing the Secretary as required with an updated list of names and
workplaces of all people employed as an RTLB within the region.
6.
Representing the members in the region on the National Executive.
7.
Taking a full part within the National Executive.
(p.19)
In these schedules, the Coordinators were required to guide the workings of the association
and monitor their own and others’ behaviour. Through “remaining within budget for
communication”, organising and chairing meetings, the Coordinators were to ensure the
association was oriented toward financial stability and administrative efficiency.
Moreover, the Coordinators were to form kinship links with other organisations “who have
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similar goals and interests to the Association” hinting at the need to strengthen (and maybe
protect) the objectives of the association and understandings of the work of the RTLB.
However, the Coordinators had a duty to conduct themselves in ways consistent with the
learning areas of the training programme: “work collaboratively” with each other and
“promote the practice of partnership as embodied in the Treaty of Waitangi”. Also, the
Coordinators had roles that allowed for the surveillance of the members conduct. The
authority to provide the Secretary with ‘an updated list of names and workplaces of all
RTLB employed in the region’ and establish a ‘national network of members’ ensured a
way of knowing, locating and tracking the movements of the members. The Coordinators
could influence the thoughts and actions of the members through the mandate to
disseminate ‘information to members within the region’ and speak for the members within
and outside the association. The work of the Coordinators was to lead the members of the
association to function effectively as a group and to recognise themselves as a group with a
common conception of and obligation to act according to the learning areas. But while this
group identity was formed, an apparatus was also created to act upon ‘troublesome’
members of the Association.
An important part of the constitution was the establishment of the Membership Ethics
Committee. This committee comprised two members of the Association, one member of
the primary school teacher union and one member of the secondary school teacher union.
Each member of the committee was to be appointed for a term of three years. The purpose
of the Ethics Committee centred on the issue of complaints. The members of the
Committee could “investigate, consider and act upon any complaints” about the actions of
a member from individuals or groups within or outside the Association (The New Zealand
Resource Teacher Learning and Behaviour Association Inc., 2000,p. 11). The investigation
of a complaint could also be carried out by a “neutral person” appointed by the Committee
(and continued after a member had resigned from the Association) (p.12). The Committee
could respond to the complaint in a variety of ways by taking no action, reprimanding a
member or removing a person from membership of the Association. The actions that could
lead to removal of membership were “misuse or misappropriation of Association funds or
assets” or “gross misconduct, or conduct which is likely to bring the Association into
disrepute” (p.2). For an officer on the Executive, removal was also possible if the officer
became bankrupt, was convicted of a criminal offence or “no longer fitted for office in the
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opinion of the National Executive” (p10). If a member who was the subject of a complaint
was dissatisfied with the decision of the Committee, an appeal could be made to the
Appeal Authority. This Authority could be made up of members or non-members (not
specified) of the National Executive and its judgements were “final and binding” (p.14).
However, in carrying out its functions the Committee was to consider “the desirability of
resolving differences” and provide “advice as to where to seek help and rehabilitation as
may be appropriate”, with a view towards “the general welfare and education of children in
the worksite or worksites that may be involved” (p.11).
Through the Ethics Committee, the Association could exercise a degree of control over its
members and embed an attitude in accord with the learning areas. All the troubles or
potential troubles of the members could be scrutinised by the Ethics Committee:
bankruptcy, criminal offending, complaints from anywhere, conduct likely to bring the
Association into disrepute or no longer fitted for office in the opinion of the Executive. The
ultimate consequence for the members was exclusion from the NZRTLBA but the desired
aim was for inclusion in the group. The Committee was to help the member to transform
themselves through the resolution of differences, seeking help and rehabilitation. In these
ways the member would come to certain realisations: a more ‘at one’ relationship with the
NZRTLBA and therefore a responsibility to act in line with the learning areas. In the
analysis that follows I discuss how these realisations were fostered in Kairaranga.
Kairaranga
The journal called Kairaranga was first published in 2000. The editorial board comprised
five RTLB, representatives from the Specialist Education Services, Ministry of Education,
University of Waikato and a school principal from Hamilton. Through Kairaranga, the
trainees were brought to think of themselves as a group with a common dedication to the
‘inclusive paradigm’. However, this dedication was something the group had to work at as
they were confronted with the perceived challenges of SE2000.
In the first issue of Kairaranga, the editor introduced and explained the purpose of the
journal to reflect views held by all RTLB:
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It is our pleasure to welcome you to the inaugural issue of Kairaranga, the
journal for Resource Teachers of Learning and Behaviour. It is hard to
believe that what began as a casual conversation over dinner at our first
national conference37 has resulted in this document, a treasure trove of
wisdom, information and opinion for RTLBs and their associated
colleagues. Our thanks go to all members of the Editorial Board who have
worked so determinedly to see this journal to publication. We also wish to
record our sincere thanks to Specialist Education Services who have
provided the financial support to get this project off the ground. With the
continued support of RTLBs nationwide, we will strive to provide you with
a journal that carries the voice and achievements of RTLBs for everyone to
hear.
The vision for Kairaranga is to provide an independent professional forum
for the work of the RTLBs to be celebrated, disseminated and heard – a real
voice of our own. This journal then, represents an opportunity. It is a
doorway through which the interweaving aspects of our work both through
our University training and in our fieldwork with students, their teachers,
families and communities can be shared. It may provide a forum in which
the challenges of SE2000 may be discussed, considered and argued. Many
RTLBs are working in school communities that are supportive of the huge
changes that moving to an inclusive education system demands. For some
RTLBs their school environments are more challenging for a number of
reasons. By participating in the discussions that could be raised by
Kairaranga, we all have an opportunity to strive for the changes embedded
within SE2000.
When one considers the sheer volume of academic research that has been
generated by RTLBs through their University training programme and in
their fieldwork, we will surely have enough valid research data to fill many
volumes of this journal. If we consider the work done in the area of co-
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194

operative learning alone, our research programmes may result in some
groundbreaking new findings to support this already large field of research,
all from the work of RTLBs in New Zealand. We are poised then to have a
dramatic effect on special education not only locally or nationally but also
on an international scale.
We hope that this journal may become a whaariki38, a foundation for our
work as we complete our University training and continue with our
fieldwork providing advice, guidance and support to all the people with
whom RTLB work. A document that combines as many interwoven aspects
as we experience in our daily work as a Resource Teacher Learning and
Behaviour. There are opportunities for you to participate in this journal at a
variety of levels. It could be in Letters to the Editor, as reviewers of
resources, materials and programmes, as writers of articles or anecdotal
events from your work, by subscribing to Kairaranga and sharing the
information with colleagues.
Together we can share the vision that RTLBs have for their role and have a
voice in guiding New Zealand education towards the inclusive paradigm
that we are visioning on a daily basis.
(Newdick, 2000, p.2)
This editorial encouraged the trainees to see themselves as belonging to a group with a
shared vision for the ‘inclusive paradigm’ in New Zealand schools. Here the sense of a
linked group of RTLB was conveyed through language: the use of ‘we’, ‘our’ and
‘together’. I think ‘idolising’ the work of the RTLB inspired a shared vision for the
‘inclusive paradigm’. The editor does not discuss the work in a disinterested or objective
way; rather it is something to be ‘celebrated, disseminated and heard’ by everyone thus
allowing RTLB to ‘strive for the changes embedded within SE2000’. Further, the work
done by RTLB, for example in co-operative learning, is ‘poised to have a dramatic impact
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on special education’ not only within New Zealand but ‘on an international scale’. Through
identifying the RTLB as a group doing critical work, the trainees were invited to
acknowledge to themselves the importance of the ‘inclusive paradigm’ and a responsibility
to maintain and promote the paradigm in Kairaranga (by way of letters to the Editor,
reviews of resources, articles and accounts of personal experiences). However, this forging
of an attitude of collective dedication toward the ‘inclusive paradigm’ also meant paying
attention to real and possible threats from the effects of SE2000.
Again in the first issue of Kairaranga, the National Coordinators of the NZRTLBA and
trainees described the difficulties maintaining group cohesiveness and the integrity of the
‘inclusive paradigm’ due to the changes brought about by SE2000. The National
Coordinator and National Coordinator argue:
I see exciting and challenging times ahead for RTLBs, as our role within
Special Education 2000 becomes an integral part of cluster communities.
Through sharing and reflecting on effective models of practice on a national
basis, RTLBs will have the opportunity to be leaders in determining positive
change for children and teachers. The challenges will be in adapting to the
wide variety of cluster management models, which RTLBs are
experiencing. This could impact upon job mobility and therefore the
contribution of professional experience to the cluster.
(Newdick, 2000, p.5)
One year down the track is a good time to take stock of how things have
been. While many good stories are being told out there in the field there are
also a number of issues being brought to the attention of the National
Association. RTLB (Maori) share in the general concerns of mainstream
RTLBs as well as having issues peculiar to their designated position.
Because of the large number of schools that RTLB (Maori) are having to
work with it is difficult to develop an agreed effective model of practice that
will provide the greatest impact on the special education needs of Maori
children. There is a concern about widely differing expectations put upon
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them by colleagues, teachers, principals and management and about the
isolation in which they work. As a result of this confusion, there is
developing a degree of uncertainty and even suspicion about the work of the
RTLB (Maori).
The Ministry of Education provides guidelines for the role of the RTLB.
However, guidelines do not tell us how to work across 30 to 60 schools and
keep our caseload to a maximum of sixteen. Many clusters are struggling
over the role of the RTLB (Maori) which will obviously vary depending on
the peculiar circumstances and situation of each cluster. While not all RTLB
(Maori) are experiencing difficulties, and many are receiving strong support,
others are struggling as they try to grapple with the added complexities of
their role.
It is important that all parties recognise and acknowledge the dilemma
facing RTLB (Maori) and work towards an appropriate way within clusters
of getting the best effect from a limited resource. Crucial to the development
of effective models of practice for the RTLB (Maori) is the caucusing of the
Maori group [in the Association] to thrash out difficulties of the work and to
share best practices. While we have not had the resources to do this, it is
hoped that individual cluster management committees will see this as an
important professional development requirement and support in principle
the need to regularly hui.
(Lee, 2000, p.6)
While the Coordinators recognised the value of the work of the RTLB, concerns were
expressed about cluster management practices. Overall, say the Coordinators, the group of
RTLB are doing or can do effective work in schools: ‘many good stories are being told out
there in the field’ and by using ‘effective models of practice’ (the ‘inclusive paradigm’),
RTLBs ‘will have the opportunity to be leaders in determining positive change’. However,
this good work is affected by ‘the wide variety of cluster management models’ (National
Coordinator), ‘the large number of schools that RTLB (Maori) have to deal with’,
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‘differing expectations put upon them by colleagues, teachers, principals and management’
and the isolation of RTLB (Maori) (National Coordinator Maori). For the National
Coordinator, the effect of different management models will require the RTLB to adapt but
with possible negative consequences for the group and the maintenance of the ‘inclusive
paradigm’: ‘this could impact upon job mobility and the contribution of professional
experience to the cluster’. The view of the National Coordinator (Maori) is that the
problems facing RTLB (Maori) (differing expectations, isolation and large number of
schools) are having real repercussions out in schools: ‘there is developing a degree of
uncertainty and even suspicion about the work of RTLB (Maori)’. To ensure the group of
RTLB (Maori) are supported and Maori perspectives within the‘inclusive paradigm’ are
developed, everyone (clusters, RTLB, Ministry of Education) needs to ‘recognise and
acknowledge the dilemma facing RTLB (Maori)’ and advocate for the need for RTLB
(Maori) to meet regularly in the NZRTLBA. These concerns about the effects of SE2000
on the group of RTLB, and the perpetuation of the ‘inclusive paradigm’, were echoed by
trainees in other parts of Kairaranga.
An article by two trainees discusses problems associated with the introduction of RTLBs.
Here are examples:
When establishing the new RTLB positions and clusters, the Ministry of
Education offered the option of re-location for incumbent special education
teachers. It turned out that if a person did not take up the option of
becoming an RTLB in their own cluster then they were no longer employed
unless they could secure an RTLB position, if one was advertised on the
open market, in another cluster. The Ministry of Education could not dictate
that a relocating teacher had to be employed. So one person in our cluster
lost a full time job.
(Middleton & Loper, 2000, p. 20)
The further issue for RTLBs in our cluster and elsewhere are around
accepting a job as an RTLB in a host school for that position to later become
governed by a Cluster Committee. These issues can cause unnecessary
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disquiet, confusion and uncertainty at a time of considerable stress and
change anyway.
(p.22)
What is emerging are some dissonances in which RTLBs are caught. They
have applied for jobs and trained in them only to find that Cluster
Committees can overturn all of this.
We have found that working with colleagues who are not in the training
programme further erodes the fragile united front that our group of RTLBs
are able to muster.
(p. 23)
In these comments the restructuring of special education services under SE2000 had (or
could have) negative effects on the group of RTLB. The re-deployment of ‘incumbent
special education teachers’ to RTLB positions was not straightforward and meant ‘one
person in our cluster lost a full time job’. Moreover, the management of the RTLB by
clusters was unclear (which ‘can cause unnecessary disquiet, confusion and uncertainty at
a time of considerable stress and change anyway’) and possibly harsh (the RTLB ‘have
applied for jobs and trained in them only to find the Cluster Committee can overturn all of
this’). The trainees note that not all new RTLB in their cluster are in the training
programme that ‘erodes the fragile united front that our group of RTLBs are able to
muster’. These tensions not only affect the RTLB as a whole but also could impact on the
operation of the ‘inclusive paradigm’.
The trainees argue that the future role of the RTLB could become insupportable as a result
of SE2000:
As part of becoming an RTLB, special education teachers had to participate
in tertiary training in the University of Waikato. Courses have been offered
since Term 3 of 1998 and in 1999. We have the issue of teachers who are in
training in the new paradigm that is the SE2000 initiative and one who has
not yet trained. This leads to RTLBs presenting differing models of the
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service at a time when the Principals and schools are also uncertain as to
what the RTLB service is. In the future, when the compulsory and funded
training of RTLBs is over this will become an even bigger issue for RTLBs
and for the clusters. Untrained people being able to apply for or take up
RTLB positions will no longer be funded to train by the government. Money
will have to come from the cluster RTLB resources not presently being used
to pay for university training. This goes to the whole question of the future
sustainability of the RTLB role. Issues surrounding the age, gender and
culture of RTLBs appointed by clusters who have appointed an ageing
female non-Maori RTLB service working with predominantly male often
Maori students.
(Middleton & Loper, 2000, p.21)
Here the trainees are concerned about present and prospective training practices and also
the characteristics of the new RTLB themselves. Some new RTLB are not in training
which compromises the responsibility of the group to deliver the ‘inclusive paradigm’ into
schools: these untrained RTLB are ‘presenting differing models of service’ when schools
are also “uncertain as to what the RTLB service is”. Moreover, in years to come (“when
the compulsory and funded training of RTLBs is over”) untrained people taking RTLB
positions will need to draw on cluster resources to complete the training. This puts ‘the
future sustainability of the RTLB role’ in jeopardy. However, the problem is also
compounded by the ‘issue’ of a particular group of people appointed to RTLB positions:
these ‘ageing, female, non-Maori’ individuals working with male, Maori students – the
majority population in special education.
Although the disadvantages of SE2000 seem to outweigh the advantages (for the group of
RTLB and the ‘inclusive paradigm’), the trainees argue the difficulties could be
ameliorated through supervision:
There was supposed to be some supervision of RTLBs by the Specialist
Education Service. This was in relation to their university studies. Late in
1999, some RTLBs in our cluster received some supervision. Those of us
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who started our studies in 1998 haven’t yet received supervision. The worth
of such supervision can be questioned when appointments by SES include
one individual who has never taught in a school. Others have not been
through the training nor have they the experience or the academic
qualifications of those they might want to supervise.
What is necessary is a forum of supervision more closely akin to that of
counsellors and therapists. Operating in such fraught circumstances RTLBs
need to be able to talk through the many frustrations and dilemmas, ethical
and otherwise associated with their work. We work at the interface of so
many different edges such as –
"

having to work in simultaneous and competing paradigms

"

teacher competency

"

having privileged knowledge about students and their families and whanau

"

school policies and systems that enact them

"

relations with and amongst principals

"

relations between RTLBs as colleagues servicing the same schools

"

various moral and ethical dilemmas which emerge when working with
students, families/whanau, students and schools under stress or in crisis

"

conflicts of loyalty and expectations to the host school, cluster and Ministry
of Education

"

being identified as advocating for students and families who cause severe
difficulties for schools and teachers

"

advocating for Maori students, not being Maori ourselves.

A clinical supervisory relationship would allow for safe discussion of the
above sorts of issues as well as being a place to vent emotions that build as a
result of being in such situations. These issues are not well understood
because these RTLB positions and the cluster management of them are
unique.
(Middleton & Loper, 2000, p.23)
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For these trainees, the supervisor in a counselling or therapeutic professional role is a
source of support and consolation for the RTLB. The trainees have little regard for
supervisors appointed by the Special Education Service: they have never taught in schools,
don’t understand the training programme nor have the qualifications or experience to
supervise. A ‘clinical supervisory relationship’ would be more effective because RTLBs
need to discuss “the many frustrations and dilemmas, ethical and otherwise associated with
their work”. In a ‘clinical supervisory relationship’ the RTLB could ‘vent emotions’ about
the ‘fraught circumstances’ of the job (‘having to work in simultaneous and competing
paradigms’, ‘relations between RTLBs as colleagues servicing the same schools’).
Through ‘a clinical supervisory relationship’ the RTLB could talk and feel better about the
problems (which are ‘not well understood’ because the RTLB and cluster management is
‘unique’ in New Zealand) thereby strengthening their relationship with the group and
responsibility to the ‘inclusive paradigm’.
By way of the NZRTLBA and Kairaranga the trainees were invited to recognise their
moral responsibility to the learning areas of the training programme. This recognition was
entirely a matter of choice: nobody was obliged to get involved in the Association or buy
Kairaranga. But in making that choice the trainees were brought to understand themselves
as belonging to a very special and unique group in education and totally committed to the
‘inclusive paradigm’. This understanding was not to be taken for granted and nurtured in
those who behaved improperly (through the Ethics Committee) and protected (from the
effects of SE2000). As this relationship of responsibility was formed, so was the means to
maintain it by “monitoring, testing and improving the self” through reflective practice
(Rose, 1999, p.244).

Look in; speak out – reflective practice as a form of confession
Reflective practice was the fifth learning area of the RTLB training programme
curriculum. Ted Glynn, academic and director of the RTLB Universities Consortium
provides a useful overall understanding of the role of this learning area in the training
programme.
The RTLB is a new and challenging role that calls for a high degree of
professional expertise. Reflective practice offers one way for the RTLBs to
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develop their expertise and ensure that their behaviour is consistent with the
RTLB role. The programme assists RTLBs to reflect on their own practice
in areas such as working collaboratively with clients, respecting Maori
preferred learning and teaching strategies, and making decisions on the basis
of verifiable data. Following reflection on their initial practice, RTLBs will
be guided to make improvements and generate data on their improved
practice. Part of this process will involve RTLBs in examining and revising
the assumptions and beliefs that underlie their own professional practice. In
addition, RTLBs will be assisted to evaluate the adequacy of their practice
in terms of effectiveness of outcomes, and with reference to established
theory and examples of good practice.
(Glynn, 1998, p.11)
In this view, ‘reflective practice’ is central to the success of the work of the RTLB.
However, I argue that this description of reflective practice can be more meaningfully
understood as an elaborate ‘work on the self’ in the form of a confession. The trainees
were encouraged to “perform a scrupulous self-examination”: looking at their own practice
in relation to learning areas such as collaborative consultation and Maori perspectives
(Brooks, 2000, p.100). This examination was to be motivated by the trainee’s desire for
self-improvement – ‘to develop their expertise and ensure their behaviour is consistent
with the RTLB role’. The trainees were not expected to undertake self-improvement on
their own but would be assisted and guided by the trainers (the confessants) to ‘examine
and revise the assumptions and beliefs that underlie their own professional practice’ and
‘evaluate the adequacy of their practice’. Through this work of self examination and
improvement the trainees would discover the truth for themselves about how to be (think
and act) as an RTLB and therefore gain a ‘high degree of professional expertise’. But how
was this confession made possible for the trainees? I now show how a confession was
made possible through reflective practice in the training programme.
I examine how the RTLB was constituted as a reflective practitioner from a set of articles
given to the trainees in my RTLB training group in 2000. The articles are by J. John
Loughran (1996), Kenneth Zeichner and Daniel Liston (1996), and Amy Bernstein Colton
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and Georgea M. Sparks-Langer (1993), Kenneth Wolf & Mary Dietz (1998) and James
Barton & Angelo Collins (1993) (See Appendix B). According to these readings, reflective
practice is teachers thinking and making judgements about their own practice. To fully
engage in reflective practice and gain the benefits, teachers need to develop particular
attitudes and attributes. In the readings, reflective practice can be promoted most
effectively through a portfolio, that encourages teachers to share their thoughts and
experiences with each other and those in a supervisory relationship with the teacher.
In the documents, the idea of reflective practice is credible and authoritative through the
work of John Dewey39. Zeichner & Liston and Loughran say that Dewey is an important
educational philosopher who provides the foundations for understanding reflective
practice. Dewey’s idea of reflective practice is a way of thinking about and responding to
difficulties. For Zeichner & Liston, Dewey saw the process of reflection beginning when
teachers have experienced a problem or are involved in a situation that cannot be
immediately resolved. For Dewey (and another key person in the area of reflective practice
Donald Schon40) reflection is an “active, persistent, and careful consideration of any belief
or practice in light of the reasons that support it and the further consequences to which it
leads” and can occur “in the midst of action or after the action is completed” (1996, p.9).
Zeichner & Liston say Dewey’s conception of reflective practice might seem to be
“idealised and divorced from the complex and uncertain reality of teacher’s work” (p.12).
Further, the point is often made that teachers do not have time to reflect because of the
39
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(2005) as a philosopher and educational theorist. He is a proponent of a school of thought called
‘pragmatism’ that viewed knowledge as “arising from an active adaptation of the human organism to its
environment” (Field, 2005, p.1). For Dewey, inquiry should not “be understood as consisting of a mind
passively observing the world” and accepting these observations as true and real but as constant process of
creating hypotheses, testing and evaluation. This results in “a re-adaptation” of the person to the
environment, which allows for “human action to proceed” (p.1). Dewey argued that schooling should not be
viewed as “merely a preparation for civil life, during which disjoint facts and ideas are conveyed by the
teacher and memorised by the student”. Schooling should be viewed as an “extension of civil life” where
children are encouraged to “operate as members of a community, actively pursuing interests in cooperation
with others” (p.5).
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was most concerned with “the development of reflective practice and learning systems within organisations
and communities” (Smith, 2009, p.1).
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necessity to act quickly “in this fast paced and constraining classroom” (p.12). However,
for Zeichner & Liston, the argument that a busy world makes it impossible for teachers to
reflect is not an effective criticism of reflective practices. According to Zeichner & Liston,
Dewey does not suggest that teachers reflect all the time but keep a balance between
reflection and routine.
Dewey was not suggesting that reflective teachers reflect about everything
all of the time. Obviously, a purely contemplative stance for teachers is not
appropriate or possible. What Dewey was talking about is a balance between
reflection and routine, between thought and action. A certain amount of
routine is of course necessary to keep our lives manageable. Without some
routine, without some secure assumptions, we would be unable to act or
react. Some sort of balance needs to be achieved between our reliance on
and our examination of those assumptions and routines that guide us daily.
Dewey was arguing that teachers need to seek a balance between the
arrogance that blindly rejects what is commonly accepted as truth, and the
servility that blindly receives this truth. For Dewey, it is blindness to act
without questioning our received truths and it is arrogance to question
everything all the time. Certainly there is such a thing as too much thinking,
such as when a person finds it difficult to reach any definite conclusion and
wanders helplessly among the multitude of choices presented by a situation.
But to say that the busy and complicated world of the classroom makes it
impossible to reflect is to distort Dewey’s ideas about reflective practice.
(1996, p.12-13)
Loughran argues that because of Dewey’s work, reflective practice has been promoted in
the area of teacher education as reflection allows new teachers to learn technical skills and
become more thoughtful and informed. Loughran says that since the “time of Dewey”
(late nineteenth to mid twentieth century) , “programs designed to ‘make’ reflective
practitioners have been vigorously pursued in pre-service and in-service education” (1996,
p.3). According to Loughran, one of the reasons why reflection has been promoted is “the
perceived common-sense link between reflection and learning, hence the value of its use in
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teaching and teacher education”. Another reason is because new teachers can learn to
“master not only the technical skills of teaching but also be thoughtful, purposeful, and
informed teachers” (p.6). However, for Loughran, mastering the skills of teaching and
becoming thoughtful and informed teachers “can only be achieved” if teachers “question
their own actions, reconsider their knowledge and understanding in the light of experience,
and use this to shape the way they approach helping their students to learn” (p.6).
Loughran adds that teachers need to experience questioning actions and reconsidering
knowledge in pre-service education programmes if they are to adopt the experience in their
own professional practice. To fully engage in and gain the benefits of reflective practice,
teachers need to adopt particular personal traits.
Reflective teachers require certain attitudes and attributes, which have benefits not only for
the teachers but also for students and the community. Zeichner & Liston examine three
attitudes of openmindedness, responsibility, and wholeheartedness identified by Dewey
and integral to reflective action. Openmindedness is “an active desire to listen to more
sides than one, to give full attention to alternative possibilities, and to recognise the
possibility of error even in beliefs that are dearest to us” (1996, p.10). Responsibility is
about considering the consequences of actions on others:
Responsible teachers ask themselves why they are doing what they are
doing in a way that goes beyond questions of immediate utility (i.e, does it
work) to consider the ways in which it is working, why it is working, and
for who is it working.
(p.10-11)
Wholeheartedness is about “teachers regularly examining their own assumptions, beliefs,
the results of their actions and approach all situations with the attitude that they can learn
something new” (p.11). For Zeichner & Liston the three attitudes of reflective action do
not make teachers “some sort of special superwomen or supermen” (p.12). However, the
three attitudes push a teacher toward “a critical and supportive examination of one’s
teaching”. For Colton & Sparks-Langer, effective reflective decision makers have four
attributes: efficacy, flexibility, social responsibility, and consciousness. Reflective teachers
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have a belief in their own effectiveness as teachers. Colton & Sparks-Langer say, “Without
this belief, teachers will not be motivated to examine their own practice and look for
deeper meanings” (1993, p.50). Reflective teachers are also flexible and caring. Flexibility
is important because reflection requires “looking at the world through another’s eyes to
find new meanings and interpretations” (p.50). Flexibility is also important when things do
not turn out as expected and “on-the-spot adaptations and innovations are often required”
(p.50). Reflective teachers are socially responsible - nice people who care about their
country and others:
[Reflective] teachers must be generous spirits who sincerely strive to serve
the best interests of their students. They observe their children and make
inferences about their learning and personalities. They take time to get to
know their students’ interests and backgrounds. In short, they are humane
and loving.
(p. 47)
Reflective teachers are socially responsible. They care about the democratic
foundations of America and strive to encourage socially responsible actions
in their students. They participate actively in their school, district, local, and
global communities. Finally, they care about others and contribute to social
causes.
(p.50)
Finally, reflective teachers have a high level of consciousness. For Colton & SparksLanger, consciousness is the ability to explain to other people the reasoning behind actions.
Colton & Sparks-Langer note, “The precision of language required to clarify one’s own
thinking – or that of others – clearly promotes deeper reflection and awareness of
meaning” (1993, p.50). Reflective practice is effective when teachers adopt these personal
qualities and more so when particular structures are established to encourage teachers to
reflect.
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Reflective practice can be advanced through seminars, journals, and videotaping where
teachers can be encouraged to share their thoughts and experiences with each other and
those in a supervisory relationship with the teacher. In Loughran, the seminar group
discussion allows reflection by encouraging multiple viewpoints, conversations about
theory and practice, and analyses of problems. However, the effectiveness of the seminar
depends on the guidance of the supervisor. According to Loughran, a seminar group
discussion promotes reflection by countering the idea that there is one good way to teach.
The discussion has a “liberalising” role by encouraging different viewpoints and producing
“unique and creative approaches to teaching” (1996, p.7). A seminar also fosters reflection
through a “utilitarian” role, which encourages the teachers to talk about the relationship
between educational theory and practice. Reflection is also maintained in the seminar
through an “analytic” role, which provides an opportunity for the teachers to discuss
educational issues or problems and “jointly analyse the underlying principles and
implications of the issue”. However, although seminars are capable of fulfilling these
liberalising, utilitarian and analytic functions, the desired outcomes of the seminar may not
occur. For Loughran, the effectiveness of the seminar depends on an optimum environment
for reflection:
[To help teachers] become more reflective about education, the atmosphere
within seminars must be open and relaxed. It is difficult under the best of
conditions for individuals to question their beliefs and to explore the
implications of their actions. Challenging students to reflect upon their
experiences and ideas must be done with sensitivity and respect for the
individuals. If healthy dynamics are not established, challenging students to
think may result in defensiveness, not insight.
(Goodman (1983) cited in Loughran, p.7)
For Loughran, another structure that promotes reflection is the use of journals. Journals are
designed to encourage teachers to write about their thinking and learning. Through the
process of writing about experiences, actions and events teachers can reflect on and learn
from experiences and actions. Loughran notes that approaches to journal writing can be
unstructured in the form of a ‘stream of consciousness’ through to highly structured which
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require the writer to work to prescribed criteria devised by another person. Loughran gives
his personal view of journal writing as a way to “help the writer look back on (or forward
to) an event in the hope that it will be catalyst for reflection” (1996, p.8). According to
Loughran, journals can be a powerful structure for promoting reflection but requires the
teacher manager’s “commitment to, and valuing of, the writing and thinking necessary in
maintaining a journal” (p.8). Loughran notes that in his own role as an educator of student
teachers, he keeps a journal himself. The purpose of his journal is to provide a model for
the students and is shared with the class.

For Loughran, his journal provides the

opportunity for the “unpacking of my views of our shared experiences”, and gives the
teachers “access to my pedagogical reasoning” (p.8). Loughran also discusses the use of
video tapes to promote reflection. Video tapes allow teachers to observe themselves or
others teaching. Through the tapes, teachers can relive and review their own teaching or
get an experience of another person’s teaching approach or situation. According to
Loughran, video tapes, together with an appropriate working environment and supervisory
support, not only encourage but also enhance and value reflection. Although these
structures play an important role in reflection, the most effective way for the trainees in the
RTLB training programme to express and examine thoughts and actions about their work
is through a portfolio.
According to the documents, a teaching portfolio can improve pedagogical practices and
(more importantly) support reflection. It is also an effective tool for evaluating teacher
progress and enhancing employment opportunities. For Wolf & Dietz, a portfolio is a
collection of evidence, selected by the teacher about their teaching. The evidence can
include lesson plans, student work, photographs of classroom life or philosophical and goal
statements. A portfolio is not a haphazard collection of evidence but is structured around
professional standards. Moreover, the portfolio has a clear aim that is integrated with
broader learning:
Teachers by themselves and teachers and learners together must explicitly
define the purposes of the portfolio so that learners know what is expected
of them before they begin developing their evidence files. This emphasis on
clear purpose leads to a second characteristic, integration. In a teacher
education program, the evidence students’ compile must establish a
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correspondence between their academic coursework and their experiences in
the field.
(1998, p.202)
A portfolio can also fulfil a range of professional needs:
The purposes [of a portfolio] may be to stimulate self-assessment, to
document professional development, to guide teaching, to communicate
with parents about the classroom, or to provide administrators and policy
makers with information about the impact of the school or district’s
instructional programme.
(p.14)
The structure and purpose of the portfolio provides the context for showing the
development of teaching and learning in different situations and over time. For example,
Wolf & Dietz say that a portfolio can help teachers consider the strengths and weaknesses
of a particular lesson by showing what came before and what came after the lesson. But a
crucial role of the portfolio is to inspire reflection. For Wolf & Dietz, the evidence
collected in a portfolio is useful only if accompanied by reflective statements:
Reflective commentaries by the portfolio owner are essential companion
pieces to evidence. Writing reflections pushes teachers to more deeply
examine their practice and allows others to examine the thinking behind the
teaching documented in the portfolio.
With reflection, the portfolio can become an episode of learning; without
reflection, the portfolio may be little more than an exercise in amassing
papers.
(p.14)
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The content of the portfolio should also show evidence of collaboration. Wolf & Dietz say
that learning is a social process and the development of a portfolio should be as well:
“Interactions with others – peers, students, parents, administrators – should permeate the
portfolio process as teachers set goals, carry out and document their work, and reflect on
their accomplishments” (p.14-15). According to Wolf & Dietz, the ultimate aim of the
portfolio is to improve teacher practice and therefore the learning of the students in the
classroom. In the documents, the portfolio can be used not only to advance teacher and
student learning but also for assessment and employment purposes.
A portfolio can provide a comprehensive view of what teachers know and are able to do
and can show a prospective employer a detailed view of a teacher’s potential. According to
Barton & Collins, a portfolio can be a more effective way of evaluating new teachers than
a traditional examination. Exams do not capture growth of student knowledge, whereas a
portfolio “gives both students and faculty an opportunity to reflect on student growth”
(1993, p.201). In an exam, students respond “to the concerns of the faculty”, whereas a
portfolio allows a student to “create, with input from faculty, their own assessment
documentation to explore their own concerns”(p.201). Portfolios then shift the ownership
of learning onto the student. An exam offers limited opportunities for feedback, whereas a
portfolio “hinges on interaction with faculty and peers” through a review process (p.201).
The review process is where the teacher presents the portfolio to a committee composed of
the teacher’s advisor, other faculty members and a currently practicing teacher. Through
the review, teaching becomes a collaborative event, which has benefits for the student:
The review process gives students a forum to explore their ideas in a
supportive environment and become more articulate about their profession.
This expression leads ultimately to a strong sense of personal
accomplishment. (Barton & Collins, 1993, p.201)
However, the use of portfolios as an assessment tool has limitations. For Wolf & Dietz,
this use “reduces teacher ownership and can be time-consuming for teachers to construct”
(1998, p.20). As an employment tool, the portfolio is an attractive, visually appealing
document that includes material such as resume, letters of reference and certificates as well
as material prepared by the teacher such as lesson plans and student work samples.
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According to Wolf & Dietz, an employment portfolio can show prospective employers “a
more detailed and flattering view of a teacher’s potential than a standard resume and
possibly increase a teacher’s opportunities for finding a job” (p.19-20). But the
employment portfolio is also restrictive: it tends to “highlight accomplishments rather than
thoughtfully explore teaching dilemmas” (p.20). In the documents, the portfolio was the
most effective way for the teachers to record and reflect on their thoughts and actions to
improve their professional practice. Although portfolios, journals and videotaping are
important for reflection and improvement, the teacher’s supervisor can also play a crucial
role.
The supervisor can inspire reflection through mentoring the teacher. According to Colton
& Sparks-Langer, a mentor can promote reflection through a process of engaging new
teachers in a ‘cognitive apprenticeship’, helping the teachers gain interpersonal skills,
talking through problems with the teachers in a collaborative way and encouraging the
development of ‘cognitive coaching’. For Colton & Sparks-Langer, a ‘cognitive
apprenticeship’ promotes reflection by leading teachers to think about and assess their
actions independently. A ‘cognitive apprenticeship’ between a teacher and a mentor is
established first by the mentor “diagnosing what the new teacher already understands about
teaching and school culture” (1993, p.51). The mentor then “builds bridges from that
knowledge to new understandings and skills”. According to Colton & Sparks-Langer, the
‘bridge’ occurs in the space between the teachers’ current ability to solve problems and
what the teacher can achieve “if supported by a more skilled individual”. But the mentor
must continually diagnose where the new teacher is on the developmental continuum “so
that they can push them to take risks without asking them to take on too much”. Colton &
Sparks-Langer say that in the early stages of the development of a ‘cognitive
apprenticeship’, the mentor becomes the “conscience” or a “second mind” for the new
teacher. The mentor gives their thoughts about decision making to the new teacher and
then guides the teacher to consider “alternative interpretations” of their own thinking.
Finally, the mentor encourages the new teacher to take risks in their own thinking in an
atmosphere of trust. Colton & Sparks-Langer argue that eventually, the teacher will have
acquired the “necessary mental representations and automatic scripts to interpret
information, set goals, assess their actions, and think independently”. Alongside the
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establishment of a ‘cognitive apprenticeship’, the mentor can help the teacher to develop
interpersonal and collaborative problem solving skills.
With a new teacher, a mentor can support reflection by building trust and rapport and
helping the teacher to be more objective about problems. For Colton & Sparks-Langer,
new teachers often “find it difficult to relax and their minds function flexibly” (1993,
p.51). The mentor can promote reflection with the new teacher through practising
strategies for building interpersonal skills of rapport and trust such as mirroring body
language and active listening. For Colton & Sparks-Langer, the building of trust and
rapport encourages the teacher to take risks, helps the objective of the ‘cognitive
apprenticeship’ (to build the bridges from present knowledge to new knowledge and skills)
and helps the teacher develop a strong sense of self-efficacy. The mentor can also promote
reflection through collaborative problem solving skills that involve the teacher and the
mentor working together to think about the problem, analyse the context of the problem
and examine personal beliefs. Colton & Sparks-Langer note that collaborative problem
solving helps the teacher to step back from the problem and examine the problem from
various perspectives. The establishment of a ‘cognitive apprenticeship’ and the building of
trust, rapport, and objectivity are developed through ‘cognitive coaching’.
In ‘cognitive coaching’, the mentor questions and observes the teacher. For Colton &
Sparks-Langer, ‘cognitive coaching’ requires the mentor to ask open-ended questions that
encourage the teacher to “delve into their professional mental representations and values to
explain why they acted as they did and why the students reacted as they did” (1993, p.52).
At the beginning of the coaching session, there is a minimum of talk from the mentor as
the mentor encourages the teacher “to explore their thinking in the interest of becoming
more conscious of their decision making processes”. Colton & Sparks-Lange also note
without clarification that the mentor also observes the teacher so that “appropriate,
objective data can be collected and analyzed during supervisory conferences”.
Through the constitution of reflective practice the trainees were permitted to effect “by
their own means a certain number of operations on their own bodies” (Foucault, 1997, p.
225). This work on the body was confessional in character and the trainees were brought to
understand the work as necessary, desirable and achievable. The trainees were to
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understand not only the ‘intellectual’ importance of examining and improving the self (by
way of accounts of Dewey) but also their moral duty to undertake this self work (reflective
teachers have honourable qualities). The trainees were also shown the practical means to
confess: to fully engage in thinking, talking and evaluating their thoughts, actions and
problems especially through a portfolio. Further, the trainees were to speak in the presence
of a supervisor or mentor who had the authority “in his role as a discriminating power” to
challenge, encourage or prompt the improvement of actions (Foucault, 1997, p. 248). By
engaging in this confession, the trainees could transform themselves in order to act
proficiently and ethically in their work in schools.
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Chapter 8
Practices of Self-Formation through the RTLB Training
Programme:
The Professional Portfolio and ‘Mastering the Self’
The complex ways through which the trainees were encouraged to feel responsible to the
learning areas and work on the self through reflective practice tell only part of the story of
the self-formation. This chapter examines commitment forming activity in the RTLB
training programme through the Professional Portfolio and discusses the overall point of
the operations on the self to achieve a productive and fulfilling life as an RTLB. I take the
approach that the Professional Portfolio (a compulsory piece of work for all trainees)
brought “into congruence the gaze of the other and that gaze which one aims at oneself”:
blended practices of surveillance by the academic staff from the RTLB Universities
Consortium (The University of Waikato, The University of Auckland, Victoria University
of Wellington) similar to the other written assignments and self-surveillance to allow the
trainees to form a relationship of commitment with themselves to the learning areas
(Foucault, 1997, p.221). To elaborate the practice of surveillance of the self I draw on my
own Portfolio and show how this practice was framed within a desire to “make myself
recognisable” to the Consortium (Butler, 2005, p.10). Following the analysis of my
Portfolio I turn to a more general question: what kind of persona were the trainees to
aspire to through the techniques of self formation? Here I argue the trainees were to gain
an understanding of themselves as master of the self: a person of “purity of being” (having
eliminated practices of the ‘biological paradigm’) and “exalted reputation” (qualified and
credible in the eyes of others) (Foucault, 1997, p.265/ 271). Through this mastery of the
self the trainees would produce themselves as the most capable to assist schools with
children with special education needs.

The ‘I’ examination – The Professional Portfolio
The fourth paper of the RTLB training programme required the trainees to complete a
Professional Portfolio. Like the other assignments, the Portfolio established a relation of
surveillance between the RTLB Universities Consortium and the trainees: allowing a
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transmission of norms through writing from which each trainee became visible and was
evaluated and ranked. But I think the Portfolio introduced a more intense form of
surveillance. In the Course Requirements for Course Four (Te Huarahi The Professional
Portfolio) (The University of Waikato School of Education, 2000) (see Appendix D), the
Portfolio was described as the way for ‘you’ (the trainees) to demonstrate that ‘you have
achieved the outcomes’ of the training programme. The Portfolio then permitted the
Consortium to see and know each trainee’s dedication to the learning areas through written
proof. But the trainees were also to enter into a work of self-surveillance: look for
‘meaningful and powerful evidence’ in their ‘authentic work’ (i.e. real, not made up, work)
that they were acting in line with the learning areas and offering that evidence to the
Consortium for an assessment of its worth through evaluation and rating. The justification
for this self-surveillance was to enable the trainees: encouraging reflection and selfimprovement, rational action (merging ‘theory with practice’) and a degree of autonomy
(‘articulate and assess your own goals in reaching the outcomes of the programme’) and
freedom (‘allow you to demonstrate your abilities’, ‘gives you greater ownership of the
assessment process’). The Portfolio was not a way of drawing out the trainees’ possible
disagreement or noncompliance with the learning areas. On the contrary the Portfolio was
a way to capture through evidence the “already-said” (the learning areas, and also ethical
norms) for the purpose of understanding the trainees level of commitment to those areas
(Foucault, 1997, p.211). How was this evidence to be collected and presented? I now
examine the expectations for writing the Portfolio.
Writing the Professional Portfolio
The Course Requirements established the guidelines for the preparation of the Portfolio
that allowed the movement of norms for writing the Portfolio from the University
Consortium to the trainees. Here the trainees were required to consider the “seven learning
outcomes” of the programme (see Appendix D). The outcomes linked to the learning areas
of the training programme but also introduced an ethical dimension in “work to a high
professional and ethical standard”. These outcomes were also explained in more detail
through a ‘set of descriptors’ (see Appendix E). The descriptors allowed the trainees to
know what a true practitioner of the learning outcomes would look like and doing
culturally appropriate work was especially important. Together with the descriptors for
recognising and promoting the bi-cultural nature of the New Zealand education system, a
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practitioner in other learning outcomes would ‘work in ways that reflect awareness of
cultural differences’, ‘promote and understand that culture counts’, ‘engage in a culturally
appropriate consulting process’ and ‘recognise the impact of their cultural perspectives on
their practice’. Some of the descriptors for working to a ‘high professional and ethical
standard”’were not formally part of the training programme at all but ensured the trainees
would understand that a real practitioner of the learning outcomes had high standards of
personal conduct. While a few standards are imposed (legal and administrative
expectations, punctuality, code of ethics) others are more open to individual interpretation
(a ‘high standard of personal behaviour’ and ‘social and moral expectations of the
community’). For their Portfolio, the trainees were to produce evidence that validated their
achievement in each of the outcomes.
The evidence was to be selected and used in a specific way. In the Course Requirements,
evidence could take various forms: a mixture of artefacts, reproductions (‘items produced
during the normal course of your work’), attestations (‘documents about your work written
by others’), reproductions (‘e.g. transcripts of interviews, photographs’) and productions
(‘documents specifically prepared for your portfolio’). However, there were limits to the
choice of the evidence, for instance no ‘tape recordings or videos’ and the material must
not have ‘previously been submitted for assessment’ in other assignments. The trainees
were required to annotate and reflect on the evidence to ensure the person reading the
Portfolio ‘is able to understand clearly why you have made this selection’ and consider the
‘relationship of the evidence to the content of the programme, your personal theory and
your personal goals’. Overall, the evidence for the learning outcomes was to be ‘sufficient,
consistent, reliable, and valid. Once the evidence had been collected, the Portfolio could be
assembled.
The Portfolio was to have six parts (see Appendix F). The first part was a statement about
the ‘context’ of the work of the trainee, for example in primary, secondary or Kura
Kaupapa schools. The second was a draft and final statement of the trainee’s ‘personal
theory’ of education. The third part was a collection of six to eight sets of annotated
evidence of achievement in the seven learning outcomes. The trainees could decide to
produce a set of evidence for each of the seven learning outcomes or produce evidence of
the outcomes within a specific project such as a staff development programme in a school.
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The fourth part required the trainees to use one to two sets of the evidence to show
achievement in recognising and promoting the bi-cultural nature of the New Zealand
education system and ensuring equitable educational opportunities of Maori students. The
fifth was a summary of the work in the Portfolio and the sixth was the reference list. In the
Course Requirements, eight seminar days with the block course tutor were to be allocated
to help ensure the trainees understood ‘what is required in the portfolio’ and were
supported (by the tutor and other trainees) in the development of the Portfolio. As with
other assignments, the trainees were expected to follow the norms for academic writing (in
Chapter 6) across the different parts of their Portfolio.
Having attended to the rationale and expectations for writing the Portfolio, I will now
consider how my Portfolio served as a means for looking at and working on the self.

‘I’ statements - My Professional Portfolio
In the Portfolio the trainees were to undertake a work of surveillance of the self: look at
their own practices with regard to the learning outcomes and show and talk about those
practices (through evidence and annotation) to the Consortium (who had the authority to
interpret and assess the actions of the trainees). But here I want to explore self-surveillance
from another angle. I argue this work in my own Portfolio was a matter of what Judith
Butler describes as creating a “publicised mode of appearance”: making myself
recognisable to the Consortium (Butler, 2005, p.114). At the time of writing the Portfolio
my main objective was getting it finished on time. However alongside this aim I was
concerned with how I would appear to others: Would my Portfolio show me in the best
possible light to the Consortium? Would the Consortium know in my evidence and
annotations I was or at least trying to be a true practitioner of the learning outcomes? In the
speech I am using throughout my Portfolio I am using ‘I’ to claim (to myself) and convey
(to the Consortium) my desire to accept the need to write the Portfolio, act in line and
agree with the learning outcomes. Through my desire I hoped the Consortium would
recognise me as one who was “telling the truth” about herself: a person with a high level of
competency in and commitment to the training programme and the learning outcomes and
therefore ‘worthy’ of a favourable rating (Butler, 2005, p.132). I want to now show how
this work of recognition actually played out in my Portfolio.
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My Professional Portfolio is a forty-page document with five parts and a reference list. Part
A - Introduction. Part B - The context of my Professional Portfolio. Part C – A Personal
Philosophy of Education. Part D – The Seven Learning Outcomes. Part E – Conclusion.
Part A and B - Beginning my Portfolio
In the first few pages of my Portfolio I state the reasons for doing my Portfolio and
introduce myself:
Rationale for developing a Professional Portfolio
As stated in the Course Requirements, this professional portfolio allows me
to demonstrate that I have achieved the outcomes of the RTLB professional
development programme. In this, I am able to select evidence from my work
as a RTLB that I consider to be the most meaningful and powerful.
The purposes of the Portfolio are to:
•

Enhance my understanding of the work of the Resource Teacher: Learning
and Behaviour.

•

Enable me to select authentic evidence from my work as a RTLB that I
consider is most appropriate and explicit to demonstrate my achievement.

•

Enable me to make direct links from the theory that informs my work to my
practice.

•

Work collegially to set goals, evaluate progress and establish evidence of
my achievement.

•

Critique my own practice against best practice, outcomes of the programme
and my own personal theory and

•

Report on my work in a coherent and professional manner.

I am employed as an RTLB at a base school primary school of 496 students
in Rotorua. I am itinerant and work with four other RTLB across a cluster
of eight mainstream schools with students ranging from Year 0 to Year 10.
This professional portfolio reflects the work I have done with the students
and teachers in a number of schools in my cluster. Our cluster works on a
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referral system in that schools refer individual students, groups of students
or teachers (this includes teacher self referrals) to our Intake and Review
meetings held fortnightly at my base school. My base school principal
attends these meetings, as does a representative from the Specialist
Education Services and others according to need. The referrals are
assigned to individual (although we have at times co-worked on referrals)
RTLB on the basis of caseload number.
The work that I present in this portfolio has been gathered together from
cases I have been involved in over the past year. Most of the cases have
been for individual students and teachers. The individual students have been
almost entirely Maori and male. The teachers have been, on the whole,
European, ranging from a first year to experienced teachers.
With all the casework that I present in this portfolio, I have gained written
permission from the relevant personnel to ensure that confidentiality is
maintained. Under no circumstances have the individuals been named or
schools identified.
(2000, p.4-6)
In these opening statements I show my acceptance of the need to write the Portfolio and
make myself known as an individual. My acceptance of the Portfolio is communicated
straight from the Course Requirements: I have just substituted the ‘you’ for ‘me’. The
discussion about myself (“I am employed as an RTLB at a base school primary school of
496 students”), my cluster and the evidence produced in the Portfolio (“from cases I have
been involved in over the past year”) allowed me to present myself to the Consortium as a
‘real’ RTLB: not a phony and with an ethical stance by maintaining confidentiality.

Part C - My personal philosophy of education
In the third part of my Portfolio I offer my personal philosophy of education. In my
training programme group we were required to write a draft of our personal philosophy of
education before writing it up in our Portfolio (see Appendix F). We were then required to
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submit the draft personal theory for evaluation by the Consortium and to examine the
theory again in the conclusion to the Portfolio. In this draft, we were asked to make
comments about our beliefs about education under six headings: how children learn, why
children behave as they do, the role of education in a diverse society, the implications of
the Treaty of Waitangi for education in New Zealand, the role of the teacher and the role of
the RTLB. We were also required to identify goals for the future linked to our philosophy
of education.
There is a very intense and at times slightly evangelical tone in my draft personal
philosophy. To begin, I say that the training programme had changed me: “The training I
have had as an RTLB has significantly altered the way I view students and their learning
and behaviour”. Then I talk about how my past experiences ‘fitted’ with this new way of
thinking (which is unknown at this point). Working as a Resource Teacher of Special
Needs I “came to believe” that segregating children in schools “did not have a positive
impact on their school experience as I had been assured that it would”. Further, I know
what it is like to have difficulties at school and I believe that success depends on personal
qualities: “motivation to achieve goals and not give up”. When I look at how children
learn and behave as they do I am somewhat diffident at first, “I have not done a lot of
study in the area of human development”. However, I am dedicated to the ‘ecological
perspective’: “I believe it is the environment the child is born into that affects to a large
degree their learning potential”. But I don’t stop there, I declaim, the challenge for
educators is to determine the factors in a child’s environment that affect their behaviour”.
In the section about the role of education I begin with a declaration that “I support the new
paradigm in education”. Yes, I think that parents should be able to decide on what is best
for their children; however, “I feel that, schools can provide effectively for all students”.
And what’s more I believe that students will benefit in all ways “through interaction with
a positive diverse environment”. The task for education is to “value and affirm diversity”
in the curriculum. In regard to the implications of the Treaty of Waitangi I hold with
bicultural beliefs and practices: “I believe that the Treaty of Waitangi establishes a
partnership between Maori and European and that partnership ensures Maori rights to
language, knowledge and its transmission”. Moreover, I have a very clear idea of what the
ramifications of partnership are, “education must work towards reflecting that partnership
in policymaking and practice”. My account of the role of the teacher breaks (for a
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moment) my unrelenting dedication to the learning areas. For me teaching is “a difficult
job” but after all “it’s just a job”. And I think teachers require understanding in their
difficult role but “change can only come about if the student and teacher wants to”. To
the role of the RTLB, I state my belief in almost all aspects of the learning areas and I
believe my role is “to encourage the development of a positive social context” for children
to “become effective and independent learners”. Finally, I identify my goals for the future
that link to furthering my knowledge about bicultural perspectives and the ‘ecological
perspective’. In my philosophy of education I have a deep and abiding devotion to the
learning areas of the programme. Consequently the Consortium confirmed my beliefs.
In the evaluation of my draft philosophy, the training programme tutor commented briefly
on my personal philosophy and encouraged me to elaborate on the role of the teacher. In
response to my comment “I believe that success includes the motivation to achieve goals
and not give up, to believe in yourself and develop courage and patience”, the tutor wrote
“absolutely- motivation, self-belief and persistence are crucial to success”. When I wrote
“I understand the importance of the rights of parents to decide on the question of what is
best for their children however I feel that, with support, schools can provide effectively for
all students”, the tutor ticked the comment and wrote “good”. In response to my
examination of the role of the teacher, the tutor wrote “possibly worth a little expansion in
terms of the how of teaching”. Here is the overall evaluation of my personal philosophy.

Sally,
A thoughtful, sincere and positive statement. You’ve probably got the
opportunity to expand one or two areas, e.g. teacher role, should you want
to.
Well done
The tutor’s remarks were gratifying. In speaking the truth about myself I had now been
recognised by the Consortium as a ‘good’ person: honest, ‘thoughtful’, and without
pessimism or doubt. But this truth could also be elaborated or improved (in ‘one or two
areas, e.g. teacher role’) allowing for a more thorough recognition. The effect of this
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assessment was that I rewrote the section on the ‘role of the teacher’. This is the version
that appeared in my Portfolio.
I believe that all students can experience success in learning, however every
student is unique in personality, experiences, learning style and needs from
every other student.
The role of the teacher is to assess each student and provide an interesting,
well organised, and appropriate educational programme that builds on
previous learning and addresses areas of learning needs. To ensure
effective learning is occurring for all students, regular monitoring and
evaluating of progress is necessary. To be as effective as possible for each
student, the teacher may use a variety of teaching strategies and present
material to be learned in various ways such as co-operative learning.
I believe that the role of the teacher is to provide a balance between meeting
the requirements of the curriculum and the needs of the student. Alongside
this, the teacher needs to provide a balanced programme covering physical
and social development as well as academic.
I believe the classroom is a social situation and the role of the teacher is to
promote a positive class tone that incorporates giving plenty of positive
feedback to students, ensuring there are clear routines and expectations for
appropriate behaviour and promoting positive relationships with, and
between the students.
(p.8)
Here the teacher’s role is to maintain inclusive practices in the classroom. I state that ‘I
believe that all students can experience success in learning’. For each child the teacher
needs to ‘provide an appropriate educational programme that builds on previous learning’
(scaffolding) and ‘addresses areas of learning need’. But to be as ‘effective as possible’ I
say the teacher ‘may’ (a more circumspect word not used previously in my philosophy) use
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a variety of teaching strategies like co-operative learning. For this account of the ‘role of
the teacher’ I reaffirmed the ‘inclusive paradigm’ but I think in a less strident tone than
before.
Part D - The seven learning outcomes
Having conveyed my personal philosophy I now turn to evidence of my achievement in the
learning outcomes. For Part D I chose to address each of the outcomes separately but use
the following format for each outcome:

•

Links to my personal philosophy.

•

Links to research and literature.

•

Evidence, including artefacts, reproductions, attestations and
productions, and discussed in accompanying annotations to illustrate
achievement in each of the learning outcomes.

•

Each item of evidence will be indicated as having an individual
student, teacher, whole class or whole school and community context.

•

Links to the bi-cultural nature of the New Zealand education system.

•

Reflection on my learning and work as a Resource Teacher Learning
and Behaviour.

(p.3)
I will show how I used the above format for learning outcome four- ‘follow an educational
model’. The first outcome, ‘work to a high professional and ethical standard’, might seem
a more appropriate choice. However, I have opted for the fourth because I think that the
work I did here shows more meaningfully my struggle for acknowledgement by the
Consortium. In the first part of learning outcome four I make the links to my personal
philosophy by re-stating my belief in the ‘ecological perspective’:
As stated in my personal philosophy I believe that a child’s behaviour is, to
a large extent, learned through interaction with their environment. The
challenge for educators including the RTLB is to determine factors in a
student’s environment that affect their behaviour and, in the case of
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behaviour difficulties, to help find ways to change the environment to
improve the student’s behaviour and learning.
(p.23)
The links to research and literature are made using the ideas and practices in TIES-II:
Within an educational or ecological model, there is a belief that learning is
not independent from the student or their environment and there is a large
body of literature that supports the importance of assessing the learning
environment as well as the student.
Ysseldyke & Christenson (1993-1998) acknowledge there are many factors
that influence academic outcomes for students. They say “students succeed
or fail in schools because of the contribution of many factors, including
student, teacher, classroom, instructional, schools district, and home
characteristics” (p.8). In TIES-II, twelve components within the
instructional environment have been identified that correlate with academic
achievement and form the basis upon which educators can gather data and
plan, through collaborative consultation by those involved, an intervention
for a student.
(p.23)
Following my discussion of TIES-II, I give evidence of following an educational model in
one case I worked on in 2000. I stated that the case showed “my work in following an
educational model in a more authentic and consistent way” (p.24). Here is the background
to the case:
The class teacher and the school’s Special Educational Needs Coordinator
referred a student to our Intake and Review meeting. The student was male,
Maori and identified as having learning and behaviour difficulties although
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the major concern was for behaviour. The school management indicated the
student had a negative attitude towards school, and was non-compliant.
An initial interview was held with the teacher. A number of issues were
discussed including confirmation of data on date of birth, address, health,
contact with the student’s family (the teacher had not met formally with the
student’s parents), previous support form a special needs programme
(none) and reading level (this was the only learning data available). The
teacher noted concerns for the student in:
•

Off task behaviour

•

Attitude to school

•

Annoying other students

•

Lack of self discipline

The teacher would like to have seen improvements in:
•

Work habits

•

Showing respect for others

•

Attitude to others

In order to address the concerns above, observational and interview data
were gathered with the teacher, parents and student for the purpose of
determining under what conditions the student was off task, displaying a
negative attitude toward school, annoying other students and lacking self
discipline. My intention was to work collaboratively with all involved to
plan an intervention for the student.
(p.24)
For this case of the child conceptualised as having behaviour difficulties, I showed four
pieces of evidence (artefacts) that I followed an educational model: a class observation, an
observation of the student, an interview with the student and an interview with the
student’s parent. What follows are my annotations for each artefact.
This artefact shows an initial classroom observation. The purpose of this
observation was to record elements within the class environment to gain a
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broad picture of the class and the individual student in relation to task
demands in relation to the management/instructional strategies used [by the
teacher].
This is evidence that I am following an educational model because I
understand that within the model is a need to describe the instructional
environment of the student and from that and with subsequent data work
collaboratively with the teacher, parents and others to design and
implement an intervention plan.
(p.24)
This artefact shows my notes of an observation of the student. The purpose
of the observation was to gather data in order to determine under what
conditions the student was off task in the classroom. I noted that the student
was frequently out of his seat and that the expectations and consequences
for task completion may need to be addressed.
This is evidence that I am following the educational model because I
understand that within the classroom learning is a function of the
interaction of the characteristics of the learner, the task and teaching and
management strategies.
(p.25)
This artefact shows a transcript of an interview with the student. The
purpose of the interview was to understand the student’s instructional
experience and was conducted after the student observation.
The student interview noted in particular he had found the work in class
uninteresting and that he did not always understand what he had to do. The
student also indicated that he did not always pay attention to the teacher
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and he did not always do his work when he was supposed to but he did want
to do well in his schoolwork.
This is evidence that I am following an educational model because assessing
student understanding is focussed on the interrelationship between the
student and the instructional environment. Ysseldyke & Christenson discuss
in Component 12 of TIES-II, Student Understanding, the link between
student understanding of task and student achievement.
(p.25)
This artefact shows a summary of notes made from an interview with the
student’s parent. The purpose of this interview was to meet the student’s
family face to face and to gather data in the home environment as it related
to parental expectations for behaviour and learning at home and school and
the relationship between home and school.
This is evidence that I am following an educational model because, as
Ysseldyke & Christenson indicate, home characteristics are environmental
factors that are related to student outcomes.
(p.25)
In these annotations I justify my choice of artefact as an example of following an
ecological model. This justification is done through my own beliefs about the model
(‘because I understand that within the educational model there is a need to describe the
instructional environment of the child’) and the expertise of TIES-II (‘because, as
Ysseldyke & Christenson indicate, home characteristics are environmental factors that are
related to student outcomes’).
I make links to the bi-cultural model for education by explaining how the notes from the
interview with the student’s parent were evidence of establishing effective relationships
with whanau:
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The educational model asserts that learning is a function of the interaction
of the characteristics of the learner, the task and the teaching and
management strategies. In New Zealand, we as educators must acknowledge
and be sensitive to, through our commitment to the Treaty of Waitangi,
cultural issues as fundamental to assessing the learning environment of the
student.
I feel that in this artefact, I have gone some way to recognise and begin a
process of establishing relationships (whakawhanaungatanga) with the
whanau (family) of the student. Glynn, Berryman, Atvars, Harawira and
Kaiwai (1997) have noted in their research into support programmes for
Maori students, teachers and communities that what made a difference in
assisting Maori students was the development of whakawhanaungatanga
(establishing and strengthening networks). Whakawhanaungatanga is a
powerful intervention strategy as it leads to providing students with whanau
support and helps promote tino rangatiratanga (self-determination) by
creating opportunities for Maori to take responsibility for the wellbeing and
achievement of Maori students in school.
(p.26)
The evidence I produced for learning outcome four allowed me to not just talk about but
show the truth about myself. Each artefact was real proof that I fully thought and acted in
ways that reflected the ‘ecological model’ and bi-cultural perspectives.
For my final analysis of learning outcome four I reflected on my work on the whole case:
I felt that in this case I had followed the educational model and gathered a
lot of data about this student across a number of contexts (individual, class
and home). I identified a number of issues within the student’s instructional
environment that I had intended to work on together with the teacher to
address.
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For me, using TIES II to gather data continues to be an ongoing learning
experience. I feel I still need lots of practice in getting to know the text and
becoming familiar with the components. I have found it intensely useful
however in being able to provide a framework to which an intervention can
be articulated and developed.
The teacher and I had individually identified our concerns for the student.
However, no consensus was arrived at as to the appropriate intervention.
The teacher had wanted the student to obtain some one to one assistance in
learning from our service. However, I identified a number of management
issues in my data gathering that I had wanted to address with the teacher.
Collaborative consultation is seen by Ysseldyke & Christenson as integral
to the success of the educational model in identifying and planning for
student’s instructional needs. In this case, teacher resistance was a barrier
to addressing issues of classroom management that may have had a positive
outcome for the student.
My perception of resistance was unwillingness on the part of the teacher to
participate in the collaborative process. Examples of this were, late or non
attendance at pre-arranged meetings, little preparation for meetings,
unresponsiveness to questions, negative body language and tone of voice.
So I concentrated on working to change the small things within the class
environment that did not directly involve teacher management issues, for
example, moving the student’s desk. This had little success and ultimately
the teacher indicated things had improved so much my involvement was no
longer necessary.
The conflict that was developing between myself and this teacher can be
seen in two ways. We disagreed over values (I was advocating inclusion by
wanting to address issues in the class to improve outcomes for this student
230

and the teacher wanted the student to be taken out of class for learning
assistance) and we could not agree on the problem solving process.
My reaction to this was to avoid the conflict further and maintain a
relationship with the teacher by attending to changing the students seating
and not attending to teacher management issues.
I felt the success of this case lay in establishing a positive relationship with
the student’s parents. Our meetings were held at their home in an informal
way. I feel we built a relationship of trust and respect that was carried over
into the development of a home-school reading programme for the students.
The student’s parent’s verbal evaluation of our work together was “you’re
the first person who has ever listened to me”. I still reflect on that statement
and its impact as far as my work goes has been considerable. I value more
the importance of making those personal links with not only parents but
teachers also when they had said “thanks for listening”.
(p.27)
This reflection shows my struggle to be and remain dedicated to the ‘ecological model’. I
believe I had diligently followed the educational model in this case (although with TIES-II
I needed ‘lots of practice in getting to know the text and becoming familiar with the
components’). I had wanted the teacher and myself to work collaboratively to improve the
classroom environment for the student. However, there was resistance from the teacher to
participate in the collaborative process and address management issues in the classroom.
The resistance developed into potential conflict between the teacher and me. I explain how
the teacher and I disagreed over values: I was working to support the ‘inclusive paradigm’,
however the teacher wanted to segregate the student by taking the student out of the class
for learning assistance. In the end, I avoided the potential conflict by avoiding management
issues in the classroom and maintaining a relationship with the teacher by concentrating on
changing small things in the child’s environment (such as seating arrangements). The
establishment of effective relationships with the child’s family was a key factor in the
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success of the case. In my reflection, my dedication to the ‘ecological model’ was strong
but the resistance I encountered from the teacher made it difficult for me to remain true to
my belief in finding ways of changing the environment to improve children’s behaviour. I
then consider how I could have remedied this problem:
In hindsight I realise there was more I could have done [in this case]:
•

I feel I could have avoided a contest of will by showing and discussing with
the teacher much earlier on the data I had gathered and concentrated on
that as a basis for separating the person from the problem.

•

I could have spent more time building a relationship of trust by discussing
my role and negotiating more clearly our responsibilities on the problem
solving process.

•

Instead of searching for the single answer (seating arrangements) that the
teacher would accept, I could have developed a number of options to choose
from including teacher management issues (a positive incentive programme
for example).

•

I could have worked harder at putting myself in the teacher’s shoes. The
teacher had had a long career in teaching but had recently been through a
programme of advice and guidance. He may have felt extremely threatened
by me and concerned that I would be judgmental of his teaching.

•

I could have employed more skills in active listening and been clearer in
giving short messages instead of skirting around the issue to avoid conflict.

(p.27)
Here I acknowledge my culpability in the resistance from the teacher. I did not do enough
to address the resistance or to work collaboratively. I could have done more with the
teacher by developing a better relationship with him, listening more effectively, putting
myself in his shoes. These ways to correct the resistance from the teacher bridged a gap
between what I was doing and what I could do better to follow the practices of the
ecological model. By taking responsibility and discussing ways I could have avoided the
resistance, I strengthened my desire for the Consortium to see my dedication (even through
adversity) to the ‘ecological model’.
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Part E - the conclusion to my Portfolio
In the final Part of my Portfolio, I re-confirm my devotion to the training programme and
the learning areas:
For me, the implementation of the RTLB training programme has had an
enormous impact on my personal and professional life. Professionally I
have welcomed the intellectual challenges in the academic programme and
have felt over the past year and a half that I have become more confident in
using the knowledge and skills I have developed in my work with students
and teachers.
I feel my most successful work has been done with students in co-operative
learning. I know that if I return to work full time in the classroom it would
be as a very different teacher and, I hope, a better one. I am often frustrated
with the system that we work in, the isolationist position that teachers have
been put in for many years has affected the degree to which the
collaborative consultative approach in our work has been successful.
The resistance that I have met in my work is, I feel, to not only do with
individual personalities but also a culture of individualism that has built up
and become the norm in education. I am pleased to be part of a new wave of
support for the collective responsibility for the learning and behaviour
needs of our students inherent in the RTLB programme.
My personal philosophy of education has not changed significantly since
completing this portfolio. Largely, the RTLB programme has defined a
belief structure I had been developing for a long time but had not
articulated. This belief structure has been borne out of a large amount of
personal as well as professional experience. I can see, however, that there
are areas that will develop over time particularly in,

•

Recognising and providing opportunities for students to learn about
and develop their own learning style. I am not sure at this stage how
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we can provide an effective learning environment that caters for all
students’ individual learning styles. However, as educators committed
to partnership with Maori inherent in the Treaty of Waitangi, I believe
we have a responsibility to acknowledge and provide opportunities for
Maori preferred educational principles and practices.
•

Working with schools to provide effectively for all students with
disabilities. I would add that alongside support for schools is the need
for developing a collaborative learning environment with the help of
effective leadership that is supportive and facilitating. I can see my
role as an RTLB in supporting the development of a collaborative
learning environment in schools through, for example, teacher
assistance teams (school based problem solving teams of teachers that
provide support to other teachers in helping them to develop
intervention strategies with respect to managing students who are
difficult to teach or manage).

In the process of developing this portfolio, I have identified a large number
of personal and professional goals for myself. I am aware that some are
long term; however, this portfolio has helped immensely in articulating and
defining those goals for my future as an RTLB. I have identified two general
goals for 2001.
1.

To develop my knowledge and skills in tikanga Maori41.

2.

To develop my skills in collaborative consultation.

(p. 39-40)
In the last part of learning outcome four, I reflect on the RTLB training programme, and
the process of creating my Portfolio. I state that the programme had had an enormously
positive impact on all parts of my life. I noted that I had welcomed the ‘intellectual
challenges’ of the programme and was becoming more confident in applying the learning
areas in my work. Unfortunately, ‘the system’ and ‘the isolationist position that teacher

41

Maori customs and traditions.
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have been put in’ had affected (and not in a good way) the success of the collaborative
consultative approach. Nonetheless, I say I am pleased to be part of a ‘new wave’ of
support for the ‘inclusive paradigm’ in the training programme. I say my personal
philosophy of education has not changed since completing the Portfolio. In fact, I had been
developing those beliefs for a long time and, thanks to the training programme, they had
now been defined and articulated. In the longer term I identify two areas for improvement:
to cater for students’ learning styles and create a collaborative learning environment in
schools. Over the next twelve months I aim to develop knowledge and skills in working
with Maori and collaborative consultation. This closing statement in my Portfolio shows
the ‘revolutionary’ effect of the training programme on my working and personal life. But
also demonstrates how I go beyond the obligations of training programme by identifying
goals for the future in the learning areas (that the Portfolio ‘helped immensely in
articulating and defining’) that would be directed by my own will.
In my Portfolio I tried very hard to show the Consortium I was committed to the learning
areas and a bona fide practitioner of the learning outcomes. In telling the truth about
myself in my Portfolio I was conforming to a “criterion of truth” (the norms for writing the
Portfolio – the learning areas, outcomes and guidelines for writing) (Butler, 2005, p.121). I
accepted that criterion as binding on me not only because the norms were produced as the
ways to think and act but because of the possibility of failing the course and not having a
job if I didn’t. So my telling the truth about myself cannot be understood outside the
“scene in which it takes place”: the training programme and to the Consortium (p.112). I
think that my use of ‘I’ in my Portfolio worked to address to the Consortium and was
sustained and regulated through the norms for writing the Portfolio. We shall see in the
following discussion whether my telling the truth actually eventuated in a good assessment
by the Consortium.
The evaluation and ranking of my Professional Portfolio
My Portfolio was evaluated and ranked by two tutors. A Maori tutor assessed the learning
outcome two (‘recognise and promote the bi-cultural nature of the New Zealand education
system’) and another tutor evaluated the rest of the Portfolio. Unfortunately the separate
evaluations for learning outcome two are lost, however I have retained comments for the
whole Portfolio in the work itself and in the ‘Portfolio Feedback’ sheet (see Appendix G).
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The comments made in the body of my Portfolio about learning outcome four were
evaluations of my evidence and reflection on the evidence. For my initial classroom
observation, the tutor wrote “Good evidence. Quite a bit of data to follow up on here”. For
the transcript of the interview with the student, the tutor wrote “Interesting data!
Appropriate evidence. It may be worth probing these areas with open- ended questions to
tap more easily into deeper issues and attitudes. Good to include this”. For my reflection
on the evidence, the tutor wrote “Very good reflection. It’s often the toughest situations we
learn the most from. Excellent that you were able to work in so well with the family on this
one”. The tutor gave an overall evaluation of my Portfolio in the feedback sheet.
The evaluations in the feedback sheet were linked to the criterion for the ‘allocation of
marks’ in the Course Requirements for Course Four (See Appendix D). The ‘allocation of
marks’ showed, in terms of a percentage, the weightings given to particular aspects of the
norms for writing the Portfolio: evidence and annotation (50%), ability to critically analyse
practice (25%), effort to recognise and promote the bi-cultural nature of the New Zealand
education system and ensure equal opportunities for Maori students (25%). In the
‘feedback sheet’, the tutor commented positively on my evidence and reflection for each
learning outcome (except for learning outcome two). The tutor also assessed my ability to
critically analyse my practice (‘a strength of the portfolio’) and noted my ‘effective links to
bicultural issues’ throughout the Portfolio. The tutor ranked my Portfolio an A- for
evidence and annotation of six learning outcomes and for my ability to analyse my
practice. The other tutor ranked my effort to recognise and promote the bi-cultural
education system and ensure equal opportunities for Maori students as C+. The overall
ranking for my Portfolio was a B+.

My purpose with the Portfolio was to point to the complex character of ethical selfformation. With the Portfolio I have tried to bring to light the domain where I constitute
myself through “self-writing” (Foucault, 1997, p. 208). The Portfolio was a particular form
of self-writing which encompassed confessional features of self examination: I wrote my
“temptations, struggles, downfalls and victories” to ‘follow the educational model’ in the
RTLB Training Programme (Foucault, 1997, p.210). But the Portfolio was also a way to
“incorporate others words and notes…fragments from listening and reading” (Chapman,
2003, p.12). My Portfolio is structured around recording the thoughts of selected
236

academics and researchers: for learning outcome four the selected authors were Americans
Ysseldyke & Christenson and the ideas and practices of the ‘educational model’ in their
book TIES-II. Through both types of self-writing the Portfolio allowed the Consortium
and enabled me to see and know me/myself as a dedicated and competent practitioner of
the learning outcomes. Taken together the Portfolio allowed practices of surveillance and
work on the self to overlap and from which a relationship of commitment with the self to
the learning areas could emerge. I take leave of the Portfolio now and turn to an
examination of the overall goal of the practices of self-formation (the promotion of an
attitude of responsibility to the learning areas and working on the self) in the training
programme.

Becoming ‘Master of the Self’
Through working to form a relationship of commitment to the learning areas the trainees
were to reach an understanding of themselves as masters of their own behaviour. This
understanding was produced in two ways. The trainees were to practice “techniques of
asceticism” by ridding the self of thoughts and behaviour within the ‘biological paradigm’
and working towards a more virtuous way of thinking and acting in the ‘inclusive
paradigm’ (Foucault, 1997, p.265). Moreover, the trainees were to create for themselves “a
beautiful existence”: adopt aesthetic values by looking good in their own eyes and those of
others (p.266).
Withdraw no more and accept the ‘inclusive paradigm’
In two articles from the first book of course reading for the training programme, the
authors argue for the trainees to reject the idea and practice of removing children from
classrooms and work toward adopting inclusive attitudes and actions. From the first article
we get a sense of urgency about the issue:
It is time we took seriously the ways in which schools can apply educational
solutions. By adopting an educational model we should
•

Conceptualise all students as part of the school population

•

Consider school organisation structures which enhance learning for all
students making whatever provisions are necessary for special needs.

237

•

Examine teaching contexts when analysing failure to make academic
progress

•

Use direct educational measures of academic status.

•

Make curriculum adaptations which are consistent with the current
knowledge base and which have a high probability of success.

The development of [the educational model] must take account of the
historical ethos of special education represented by the remaining
segregated special schools. Though perhaps the schools are residual as we
approach the millennium, the mentality lingers on. Account must be taken
of the present use (and preference) of many resource teachers in their role of
“withdrawal teaching”. Some principals do not wish to consider the change
from routine withdrawal of students to enskilment of their classroom
teachers through consultation and support. Finally, account must also be
taken of the range of skills of many resource teachers who are not yet ready
for supporting inclusion through collaborative consultation. The caveat must
be added however, many resource teachers and many principals will
welcome the new found opportunity the SE2000 policy offers them.
Understanding the role
While this principle is often suggested as a general condition we regard it as
particularly important for teachers who will be working as resource advisors
to colleagues in regular classrooms. Our experience with a major
development program demonstrated that the transition from classroom
teacher to professional leader is a major re-orientation which not all teachers
manage easily.
In this particular case, we regard it as critical to the success of the policy
that the resource teachers have a clear understanding of their role. Not only
must they assimilate a new model in conceptual terms, they must have the
will to apply it. This application will be demanded of them from the first
days in their new role. Failure to apply the role in the early days of
implementation of the policy may see a default to prior behaviours.
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(Brown, 1998, p. 8-12)
Here the ‘educational model’ is the consummate way to think about and employ
‘educational solutions’ in schools. Therefore “we” (trainees, educators, researchers) should
do five things, for instance ‘make curriculum adaptations which are consistent with the
current knowledge base and which have a high probability of success’. But regrettably the
‘mentality’ of segregating children ‘lingers on’. Some school principals ‘don’t wish’ to
change from withdrawing children to ‘enskilment of their teachers through consultation
and support’. Many resource teachers (the trainees) use and prefer practices of
withdrawing children and are not ‘yet ready for supporting inclusion’. Moreover, for many
trainees the transition to ‘professional leader’ is a major shift that not all ‘manage easily’.
To ensure the success of SE2000, the trainees must have a clear understanding of their role
as a RTLB. To realise this understanding the trainees must not only ‘assimilate’ the
‘educational model’ but also be willing to carry it out in schools. This internalisation of the
‘educational model’ will be ‘demanded’ of the trainees ‘from the first days in their new
role’ as RTLB. The consequences for failing to assimilate and apply the model would be
that the teachers might go back to old and inappropriate practices of withdrawing children
from classrooms.
In the second article a similar, though less imperative, case is made for moving to
‘inclusive paradigm’:
Inclusionary practices will require the resource teachers to extend their skills
and knowledge beyond the more limited scope of their current professional
practice. The constraints of the [biological paradigm] have led resource
teachers into a somewhat narrow though often skilled range of behaviours.
These behaviours are characterised by the skills required for withdrawal of
students more than they are for consultation and support of their regular
classroom colleagues. As the new paradigm develops the balance will begin
to reverse and much greater emphasis will need to be placed upon assisting
classroom teachers in the development of the inclusionary model.
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In relation to inclusion, resource teachers will require:

•

An understanding of the philosophy of inclusion

Inclusion is an extremely complex and somewhat elusive concept. The
resource teachers will need to understand its history, its relation to
mainstreaming and be able to identify their own beliefs, values and attitudes
to the issue and the implication of this for their practice.

•

A knowledge of the relevant policies

The resource teachers must be familiar with the policy documents that set
out the legal requirements and responsibilities of schools towards children
with special needs. They must be aware of how policy affects their practice
and ensure their practice reflects the spirit of these policies.

•

An understanding of the organisational systems of schools

Resource teachers will be required to assist school to meet their legal
obligations regarding students with special needs. They will be required to
help schools to identify and overcome barriers to learning for students
which will require a knowledge of school systems and practices which may
constitute barriers.

•

A knowledge of the curriculum framework42 and the principles of
curriculum adaptation.

This guides teaching and learning for all students so it is essential that
resource teachers are completely familiar with the underlying principles, the
essential learning areas and the essential skills [in the framework]. The
curriculum is the starting point for programming for children with special
needs. Resource teachers must be skilled in the principles and practices of
adapting the curriculum in a way that is as inclusionary and as least
intrusive as possible.
42

The New Zealand Curriculum Framework, Te Anga Marautanga o Aotearoa (Ministry of Education, 1993)

set out the fundamental requirements for teaching and learning in New Zealand schools.
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•

Skills in equity pedagogy

Equity pedagogy exists when teachers use techniques and methods that
facilitate the academic achievement of students from diverse racial, ethnic,
ability/disability and social class groups. Resource teachers must be able to
assist teachers to establish inclusive classrooms and safe and effective
learning environments for all students. They must be effective practitioners,
highly knowledgeable about teaching and learning and able to model good
practice. They must be skilled in teaching methodologies known to be
helpful for less successful learners and diverse groups of students.
(Thomson, 1998, p.9-10)
In these comments, the ‘current’ practices of the trainees involve withdrawing children
from classrooms. These practices are ‘narrow’ and ‘limited’ according to Thomson.
However, as the ‘inclusive paradigm’ develops, the trainees will need to move away from
withdrawing children and adopt a more ideal way of working: ‘consultation and support of
their regular classroom colleagues’. In order to achieve this optimum state the trainees
must understand, internalise and practice the ‘inclusive paradigm’. The philosophy of
inclusion must not only be grasped but the trainees need to look at their own ‘beliefs,
values and attitudes’ and the ramifications of this thinking for working with teachers in
classrooms. The trainees need to understand the policies that affect children with special
education needs (SE2000) and ensure their work conforms to those policies. Also the
trainees must be skilful in helping schools ‘meet their legal obligations regarding children
with special education needs’ (the Education Act 1989): assist schools to ‘identify and
overcome barriers to learning’ and adapt the curriculum in a way that conforms to the
‘inclusive paradigm’. Finally, the trainees must know ways to help children from diverse
groups which means working with teachers to ‘establish inclusive classrooms’. So, the
trainees need to be ‘effective practitioners’, ‘highly knowledgeable’, ‘skilled’ in helping
different groups of children and able to show others ‘good’ (inclusionary) practices.
Looking across both articles, the trainees were to renounce (and quickly) the acts of
withdrawing children from classrooms. Only then could the trainees advance toward a
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more enlightened and accomplished way of being as an inclusive practitioner. But if the
trainees wanted to have a good standing in schools, they had to look credible.
Becoming credible
In the training programme, the trainees were encouraged to appear (to themselves and
other people) well qualified and honourable in the eyes of Maori. In an article in the first
book of course readings; James Brodie (from the Specialist Education Services National
Office) discusses the importance of the university-based courses:
In order for [the RTLB initiative] to succeed, it was recognised that training
would have to be provided at a level that would add a new set of skills to the
teachers’ current repertoire. This meant providing a graduate level of
professional development programme. In order for this to be attractive to
current and potential new employees it was necessary that the level of
training would be perceived by general classroom teachers as providing
expertise that would meet their needs. Also, the teacher investment in time,
and for some a considerable degree of anxiety in facing new academic
challenges, meant that the end result would need to add to their
qualifications in a meaningful way. The papers that have been devised will
meet the first year of requirements for a Masters in Education or Masters in
Special Education.
(1998, p. 5)
For Brodie, in order for the RTLB initiative to succeed, training needed to be a graduate
level programme. This would allow the trainees to see themselves as well qualified and
proficient (the graduate papers would also meet the requirements for a Masters in
Education or Special Education). Moreover, for the programme to be attractive to the
trainees (and future trainees) it was vital for classroom teachers to see the programme as
‘providing the necessary expertise that would meet their needs’. In addition to the
qualifications, the trainees were encouraged to consider how they looked to Maori teachers
and children.
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In Jeanette Makoha Gardiner’s article in the first issue of Kairaranga, she notes the ways in
which Pakeha trainees (the majority in my training group) should and should not act
toward Maori43:
Don’t
Expect a school Treaty of Waitangi Committee (or similar beast) to turn the
cultural world on its axis.
Try to be Maori, if you are not.
Be chummy with Maori students and then become resentful when they
become familiar. That is unfair.
Expect Maori to follow all their own rules on their marae – but you make
sure to bide by them.
Begin the year with a long list of classroom rules. You are wasting your
time.
Beat Maori students over the head with your perceptions of Maori pride.
You do not challenge them – you further estrange them.
Send Maori parents long, official letters. They are world leaders at ignoring
letters. Face to face, ideally. Phone is ok.
Forget that parents, students, Board [of Trustees], teachers, are all on the
same side.
Expect detentions to yield significant behavioural changes.
Do
43

Jeanette Gardiner describes herself in the article as a “teacher from Rotorua” (2000, p.8). The article is a

transcript of her keynote address delivered to a group of RTLB in February 2000.
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Allow Maori/Polynesian students to help each other. You might even have
to re-introduce some of them to this Maori way of learning.
Be fair to Maori staff – especially when they are few in number. Powhiri44
requests? Maori student discipline? Before you hand over a discipline
problem with a brown complexion to Maori staff, ask yourself, “What have
I done?”
Trust your Maori staff to make sensible decisions until they don’t. For
‘Maori’ functions, do not choose the bits you would like only. If in doubt, I
believe it is better to abandon a Maori project than to impose your pakeha
preference.
Follow Maori counsel, if you have sought it in the first instance.
Be brief, when ticking off a Maori student. Long lectures are seldom
effective.
Take every opportunity to upskill yourself in matters Maori or Polynesian.
Trust your common sense.
And finally, in order to do the best for your Maori students,
be the best Pakeha you can be.
(p.11)
In this view, Pakeha trainees were encouraged to abandon a bureaucratic or over-friendly
demeanour toward Maori. Instead, the trainees were to demonstrate a range of values in
44

A powhiri is a welcome ceremony on a marae. A marae is an open place in front of a meeting house, where

formal greetings and discussions take place. The word marae is also used to include the buildings around the
marae (Moorfield, 2003-2010).
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order to appear credible to Maori: trust, honesty, reliability, fairness, tactfulness,
commonsense. But most of all, the trainees were to work on the quality of their own
actions and reflect themselves back to Maori in a more appealing form as ‘the best Pakeha
you can be’: a fully ‘good’ (ethical and rational?) Pakeha.
As masters of the self, each trainee was able to become a certain type of person. The
trainees would be in control of themselves: restrain from the acts of withdrawing children
to derive more personal and professional satisfaction from the ‘inclusive paradigm’. Also
the (Pakeha) trainee would work harmoniously with Maori by crafting their lives in ways
that were attractive to and benefit Maori children. Through these achievements the trainee
could attain a degree of wisdom and excellence: see and know themselves as a being ‘best
fitted’ to assist schools with children with special education needs.

Summary
Was the training programme a transformational experience for me? At the end of those two
years of training I hardly recognised myself in my previous life as a Resource Teacher
Special Needs. I felt I had ‘grown up’: become part of a highly professional group and an
all round more knowledgeable, mindful and skilled human being working within the
‘inclusive paradigm’. In this and the previous chapter I have shown how this new version
of me was enabled through applying techniques of the self and establishing a relationship
of dedication with myself to the learning areas. Of course there were times when I wanted
to question the ideas being presented to me (and did so privately with other trainees I knew
well) but debate in the training programme was not generally encouraged. I think, from a
Foucauldian point of view, this lack of debate was tied up with the workings of
disciplinary power in the training programme. Here the bodies of the trainees were held
continually in space and time in the conference room for three days, perpetually in a
situation of being observed by the tutor, permanently seen and judged through writing
when not attending block courses and encouraged to work on the self through reflective
practice and the Portfolio. This total occupation of bodies allowed the trainees to be
rendered more “docile and submissive” thereby reducing the possibility of resistance to the
training programme (Foucault, 2006, p22). I wanted to conform at the block course and in
my work with schools and teachers. I didn’t want to be thought of by the Consortium or the
other trainees as the ‘stirrer’ or troublemaker on the course. My desire to conform (to have
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a happy, successful experience of the training programme) was far stronger than my urge
to take a critical attitude to the learning areas. But having confirmed my transformation as
a ‘good’ RTLB, there was always the possibility of thinking and acting ‘otherwise’. As
Foucault reminds us, “when one defines the exercise of power…one includes an important
element: freedom” (Dreyfus & Rabinow 1983, p.221). In any power relationship, Clifford
explains, “even the most oppressive…there is always the possibility that the parties
involved will act in ways other than that prescribed for them” (2001, p.138). Certainly
outside the block courses and often in the years after the training programme I did not
always act within the limits of the training programme curriculum: thought within the
‘ecological perspective’, used ABA or worked collaboratively with others. Foucault says
that “power is ‘always already there’, one is never ‘outside it’” and the person we become
depends on power relations working at different times and places which determine what
can be said, thought or done (1977, p.141). As I was entwined in power relations working
through the RTLB training programme I was also enmeshed in power relations working
through our cluster, the different schools and teachers I worked with. Power and the norms
that had been established in these multiple work places such as the different socialising,
communicating and teaching habits constructed me and allowed me to construct myself as
a ‘good’ RTLB in ways not always congruent with the training programme. Moreover
since the training programme ended I have also been busily making myself into what a
discourse of university education holds as ‘good’ student.
At the end of 2000 I felt affirmed and confident in my abilities as a ‘competent student’ in
the RTLB training programme as well as a ‘potentially effective’ RTLB. I wanted to carry
on studying at the university and attain more qualifications. So in 2002 I actively and
willingly re-enrolled at the University of Waikato where through time and space (the
lecture room during weekend and holiday courses), surveillance (university employees, the
lecturer or tutor) and the examination (the essay) I came to occupy another place in my life
as a certain sort of university student: a Master of Education and marked with a visual sign
of superiority – ‘First Class Honours’. Since 2005 to the present I have been enrolled at the
University of Auckland where through similar workings of power relations and
(particularly the examination, this thesis) I am doing a doctorate and “constituting
positively” myself as a doctor in education (Foucault, 1997, p.285).
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Chapter 9
Returning to a Genealogy of Myself at Work:
Implications and Possibilities
I reminded myself that it would probably not be worth the trouble of making books if they
failed to teach the author something he hadn’t known before, if they didn’t lead to unforeseen
places, and if they didn’t disperse one toward a strange and new relation with himself.
Michel Foucault (1984c, p.339)
This thesis offers a different way of thinking about the RTLB. In each chapter, I hoped to
capture something of Foucault’s aspirations for his own genealogies to ‘lead to unforseen
places’ and ‘create a strange and new relation with’ my life at work. I wanted to get a new
understanding of where my job as an RTLB came from and where I learnt to do my job
through a genealogy of how I came to be an RTLB. My aim was not to find the origin of
my work but try to grasp how, through the effects of power and the production of
knowledge, I came to know certain things, act in particular ways, and understand myself as
an RTLB.
In the process of writing this thesis, I felt some pain but also a large amount of pleasure. I
struggled in the beginning to gain a modest understanding of Foucault’s idea of
governmental power relations. I was also unprepared early on in for the frustration of
excavating the documents pertaining to SE2000 and the training programme: I learnt that
an excavation really does mean digging because the documents were not kept complete,
ordered and in one place in a government department, a library or in my own home. I
admit to feeling somewhat embarrassed writing about a failed assignment. Nevertheless,
the thesis allowed me to get to know a little about Foucault’s thought (someday I hope to
meet someone who knew him and does not mind being asked many tedious questions
about his life and ideas). I particularly enjoyed investigating discipline in the RTLB
training programme block course and in my own Professional Portfolio. In the past,
conference rooms never held much interest for me in themselves, but I was amazed at the
varied ways through which the architecture and activities of the conference room allowed
the trainees to be enabled as a more homogeneous group. I laughed at some of the things I
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wrote in my Portfolio because I saw how hard I tried to ensure the Consortium understood
me as ‘a good little RTLB trainee’. In my thesis, I intended to gain another perspective on
the RTLB and also to provoke thinking and talking about the RTLB and genealogy. In this
closing chapter, I discuss some implications I found for writing a genealogy of the RTLB
and the possible significance of my work.

Unsettling certainties (but not disputing)
My project is…to give some assistance in wearing away certain selfevidences and commonplaces…to bring it about…that certain phrases can
no longer be spoken so lightly, certain acts no longer, or no longer so
unhesitatingly, performed…
(Foucault, 1991b, p.83)
When I started out as a RTLB I accepted ways of thinking such as the ‘inclusive paradigm’
as ‘self evident’ and without question because they seemed to me to be clear and
established. I assumed that the paradigm existed as a fundamental value for the education
of children with special education needs in New Zealand. I also supposed that the given
meanings of the paradigm were something that everyone would understand and agree on.
A genealogical analysis upsets those influences upon us that we take to be ‘commonplace’
and certain through archaeology (studying and treating the ‘inclusive paradigm’ as a
“discourse-object”). (Dreyfus & Rabinow, 1983, p. 106) and an investigation into power
relations (exploring how power is exercised and through which “certain actions may
structure the field of other possible actions”). (Dreyfus & Rabinow, 1983, p.222).
Unsettling certainties however is not a way to engage in a dispute about ways of thinking
and doing things. Foucault (1984b) says that polemics “allows for no possibility of an
equal discussion”, it is unprofitable exercise where people become embroiled in defending
their point of view and maligning others rather than learning new and perhaps more fruitful
ways of looking at things (p.382). In this thesis, my aim was not to champion or disparage
the ‘inclusive paradigm’ and the RTLB Training Programme curriculum. Here I tried
through an archaeology to create some distance from the documents by not interpreting the
various statements in the documents or asking the documents “whether they were sincere
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or deliberately misleading, well informed or ignorant, authentic or tampered with”
(Foucault, 2005, p.7). My approach was to describe in a lighthearted way the rules through
which the many academic and government experts constituted statements about the
‘inclusive paradigm’ as a “domain of knowledge in which, and only in which, such
statements make sense” (Clifford, 2001, p.30). Through an archaeology I wanted to
unsettle the conclusiveness of the ‘inclusive paradigm’ by showing how the necessities of
thinking and acting in inclusive ways were constituted rather than seeing the paradigm “in
all its pure transparency, the expression of genious and freedom” (Foucault, 2005, p.231).
In my analysis of power relations I again tried to step back from my place as a RTLB by
not trying to understand what the RTLB initiative really meant but to analyse how
power/knowledge worked through institutions (the Ministry of Education and the
university) and its effects judged, classified, determined my actions and designated me and
allowed me to designate myself “to a certain mode of living” as a ‘good’ RTLB. This
analysis of power/knowledge relations unsettles certainty as it “prods us to become aware
of unquestioned assumptions, thoughtless gestures, seemingly legitimate institutions”
(Ransom, 1997, p. 79). By opening up the uncertainty of ideas and practices in SE2000 and
the RTLB training programme my aim is to raise the possibility that those ways of thinking
and doing things were not the only ways that things could be thought about and done: the
“forces of history are not controlled by destiny” and conditions could have been provided
for the emergence of other ways of thinking, acting and ‘being’ Sally Scott at work
(Ransom, 1997, p. 87).

Small things matter
Discipline is a political anatomy of detail
(Foucault, 1995, p. 139)
Details have played an important role in my thesis. Genealogy does not see power as “a
phenomenon of one individual’s consolidated and homogeneous domination over others,
or that of one group over others” (Foucault, 1976, p.98): power is not the sole property of
the dominant such as state bureaucracies like the Ministry of Education. But as Foucault
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(1976) also points out we should not conclude that “power is the best distributed thing in
the world” (p.99). Power is “employed and exercised” and its effects are seen in a
multiplicity of small and varied situations that that can often go unnoticed or are
disregarded as insignificant (Foucault, 1976, p.98). Foucault’s idea that an investigation
into the effects of power is ‘an anatomy of detail’ leads us to consider how attention to
detail is important, not for the meaning that these details hide but for the locus they provide
for power to shape people’s thoughts, actions and understandings of themselves. In my
genealogy of the RTLB I tried to showthrough SE2000 and the training programme how
“procedures of power enter into play at the most basic levels” (Foucault, 1976, p.99). For
example, I examined detail in the training programme course outline booklets: all those
rules for writing to maintain the visibility of the trainees. These booklets allowed a
“permanent functioning of discipline” by ensuring “everything the individual does and
says, is graded and recorded, and then to transmit this information from below up through
the hierarchical levels” (Foucault, 2006, p. 47) . These booklets were lucky to survive after
I finished the RTLB training programme and were in a poor condition when I dug them out
of the bottom of a box. But the booklets were an important source for showing how writing
was “absolutely necessary for disciplinary power to be total and continuous” in the RTLB
Training Programme (Foucault, 2006, p. 48). By foregrounding details of SE2000 and the
training programme I showed the important part they played in shaping me and getting me
to shape my own thoughts, actions and understandings of myself as Sally/RTLB.

Power is productive
Power needs to be considered as a productive network which runs through the
whole social body; much more than a negative instance whose function is
repression.
(Foucault, 1980, p. 119)
An analysis of power relations is central to my genealogy of the RTLB. But as Foucault
points out, power “needs to be considered as a productive network which runs through the
whole social body; much more than as a negative instance whose function is repression”
(1980, p.119). In my study of SE2000 and the training programme I illustrated the effects
of power working through schools, trainees and me to produce what was thought through
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certain knowledge and expertise to be an efficient and effective service to children
designated as special education needs and what was deemed through training to be a
competent and committed student and RTLB. These objectives were made possible by
‘capacitating’ people. I discussed how SE2000 introduced “practices of freedom”:
regulated and accountable practices of autonomy, choice, and acting from a distance, to
govern children special education needs (Rose, 1999, p.261). Moreover, I wrote about how
the RTLB training programme aimed to enable the trainees: to educate them in the block
course and written assignment to be responsive trainees and understand and accept the
reasoning of the ‘inclusive paradigm’ and the learning areas. But I think the most effective
ways of enabling was bringing the trainees to transform their own “personhood” through
practices of the self (Miller & Rose, 2008, p.147). Here the trainees, by their own volition,
could come to think and act within the learning areas and the ‘inclusive paradigm’ and
know what it meant to be an RTLB. Power relations working through SE2000 and the
training programme cannot be construed as domineering but capacitating or “structuring
the possibilities for action” for schools and trainees to improve children with special
education needs (Clifford, 2001, p.137).

What this thesis adds to education and the possibilities for thinking
differently
People know what they do; they frequently know why they do what they do; but
what they don’t know is what what they do does.
(Foucault, cited in Blacker, 1998, p. 354)
A contribution this study makes to the fields of special education and Foucauldian studies
in education is that the thesis offers the reader a new perspective of the practices of so
calledreform in special education New Zealand. This new view is presented through a fine
grained genealogical analysis of becoming a special education teacher, a RTLB. When I
first began to consider a genealogy of the RTLB I thought it was all very well to
understand how power worked in SE2000 and the RTLB training programme and I
wondered how a genealogy of the RTLB could help to make a better world for teachers
and children who are deemed to have ‘special education needs’. But Foucault reassured me
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that genealogy is not about telling other people “what is to be done” or what the truth is
and where to find it (1991b, p.84). My analysis then avoids a “revolutionary” approach to
the workings of educational change: “only a complete revamping of economic and political
conditions (that is, a revolution) can improve humanity’s situation” (Ransom, 1997, p. 60).
In my genealogical ‘take’ on becoming an RTLB I am not concerned with helping to bring
about reform in education or with finding out the truth about how to help children with
special education needs. Here I was much less ambitious. As I said in my first chapter, I
wanted to experiment with new ways of thinking and I also wanted to see what might also
be said about how I came to be an RTLB. Through genealogy I introduce a “little disorder
in our lives and thoughts” (p.95) by bringing to light the effects of what was said and done
through insitutions and expertise: those “unquestioned assumptions and unexamined
modes of thought” that created the figure of the ‘special needs’ child, moulded me and
allowed me to mould myself as Sally/’good’ RTLB (p.79).
In introducing a ‘little disorder’ in my thesis my aim was in a sense to be ‘changed’ which
means that I wanted to forge a new relationship with becoming and being a RTLB in the
present. Foucault said, “I write in order to change myself and in order not to think the same
thing as before” (1994, p.239). Such a stance implies an enduring attitude of enquiry into
what we think, do and who we understand ourselves to be in education. It implies a desire
to take a different approach to understanding our (institution’s and teacher’s) ways of
doing things. Through the pain and the pleasure of the move, we can open ourselves to
thinking and talking about new ways of understanding ourselves in the calm or the chaos
that is our life at work.
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Appendix A
Cluster Committee of RTLB: The 1999 Annual Report

253

254

255

256

257

258

259

260

Appendix B
The Documents: SE2000 and the RTLB Training Programme
Here is a reference list of the material I have used to examine the production of the
‘inclusive paradigm’, the four learning areas of the RTLB training programme and
‘reflective practice’. The materials related to the learning areas were all given to or were
required or recommended reading for the trainees: published books, chapters taken from
published books, books of readings put together specifically for the training programme,
articles published in academic journals, papers delivered at conferences and ‘advanced
organisers’. The ‘advance organisers’ (in the form of a short booklet) were a teaching tool
for the tutor. On the first page, the organiser generally contained a ‘brief outline of the
topic’, the ‘sub-topics’, ‘links to prior knowledge’, the ;’rationale for the topic’, ‘relevant
vocabulary’, ‘relevant concepts’, organisation of the teaching session and the proposed
outcomes of the session. Each subsequent page had three boxes, reproducing the overhead
projector slides used by the tutor. Beside each slide were lines for the trainees to make
notes.
I have recorded all the reference information that was available to me from the documents
themselves.
Banks, J (1997) Multicultural Education: Characteristics and Goals. In J. Banks & C.
McGee Banks (Eds.) Multicultural Education Issues and Perspectives.
Needham Heights, MA, USA: Allyn & Bacon.
Barnhardt, R. (1997) Teaching/learning across cultures: Strategies for success. Center for
cross-cultural studies. University of Alaska, Fairbanks, Alaska, USA.
Barton, J. & Collins, A. (1993) Portfolios in Teacher Education. Journal of Teacher
Education, 44(3), 200-210.
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Bishop, R. & Glynn, T. (1999) Culture Counts: Changing Power Relations in Education.
Palmerston North, NZ. Dunmore Press.
Colton, A. & Sparks-Langer, G. (1993) A conceptual framework to guide the development
of teacher reflection and decision making. Journal of Teacher Education, 44,
(1), 45-54.
Cross, T.L; Bazron, B.J; Dennis, K.W. & Isaacs, M.R (1989) Towards a culturally
competent system of care. (Vol.1). Washington DC: National Center for
Technical Assistance Centre for Children’s Mental Health, Georgetown
University Child Development Center.
Davies, T. & Prangnell, A. (1999) Special Education 2000-A National Framework. An
address given at Special Education 2000-Research Conference. 14-16
February.
Fancy, H. (1999) Opening Address. Special Education 2000-Research Conference. 14-16
February.
Friend, M. & Cook, L. (1996) The Fundamentals of Collaboration. In M. Friend and L.
Cook (Eds.) Interactions: Collaboration Skills for School Professionals.
Second Edition. Longman, USA.
Glynn, T (1998) Treaty of Waitangi Bicultural and Multicultural Issues for Education
Professionals. University of Waikato.
Glynn, T; Berryman, M; Atvars, K; Harawira, W; Walker, R. & Kaiwai, H. (1997)
Bicultural Research and Support Programmes for Maori Students, Teachers
and Communities. In I Livingstone (Ed.) New Zealand Annual Review of
Education, Wellington, New Zealand. NZCER.
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Glynn, T. & Bishop, R. (Koanga 1995) Cultural issues in educational research: A New
Zealand perspective. Journal of Maori Studies He Pukenga Korero, 1, (1), 3743.
Glynn, T. & Macfarlane, A. (1999) Developing National Special Education Initiatives –
Making Culture Count. An address given at Special Education 2000-Research
Conference. 14-16 February.
Hargreaves, A. (1992) Cultures of Teaching: A Focus for Change. In A. Hargreaves and
M. Fullan (Eds.) Understanding teacher development. New York, USA.
Teachers College Press.
Johnson, D.W; & Johnson, R. T. (1989-1990) Social skills for successful group work. In R.
Brandt (Ed.) Readings from Educational Leadership: Cooperative learning
and the collaborative school, 47 (4) 51-55. Virginia: Association for
Supervision and Curriculum Development.
Jordan, D.W; Le Metais, J. (1997) Social skilling through cooperative learning.
Educational Research, 39, (1), 3-21.
Karagiannis, A; Stainback, W; & Stainback, S. (1996) Rationale for inclusive schooling. In
S. Stainback & W. Stainback (Eds.) Inclusion: A guide for educators.
Baltimore, USA. Paul Brookes.
Ladson-Billings, G. (1994) What We Can Learn from Multicultural Education Research.
Educational Leadership, May, 22-26.
Le Grice, B. (1999) How Do I Know if it Works? Criteria for teachers to use to evaluate a
programme for a child with special education needs. An address given at the
Special Education 2000-Research Conference. 14-16 February.
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Loughran, J (1996) An Introduction to Thinking about Teaching. In Developing reflective
practice: Learning about teaching and learning about modelling. London,
England. Falmer Press.
Macfarlane, A.H. (1997) The Hikairo rationale teaching students with emotional and
behavioural difficulties: A bicultural approach. Waikato Journal of Education,
3, 153-168.
Ministry of Education (1998) Literature Review: Effective Provision and Resourcing For
Special Education Needs Relating To Behaviour And Learning. October.
Moore, D; Anderson, A; Timperley, H; Glynn, T; Macfarlane, A; Brown, D; Thomson, C.
(1999) Caught Between Stories: Special Education in New Zealand.
Wellington, New Zealand. NZCER.
RTLB Universities Consortium (1999a) RTLB Applied Behaviour Analysis Exercise. The
Baby On The Rug.
_________ (1999b) Resource Teachers Learning and Behaviour Course 2, Block 2. Self
Control (Applied Behaviour Analysis). August.
_________ (1999c) [RTLB Course One] Studying Behaviour. April.
_________ (1999d) [RTLB Course One] Resistance. May
_________ (1999e) [RTLB Course Two] Collaborative Consultation] The Process. June.
_________ (2000) [RTLB Course Three] Dealing with Conflict. September.
Spedding, S. (1996) Teachers as agents for change. In P.Foreman (Ed.) Integration &
inclusion in action (pp. 341-372). Australia: Harcourt Brace & Company.
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Shanker, A. (1995) Full inclusion is neither free nor appropriate. Educational Leadership,
January, 18-21.
Wolf, K. & Dietz M. (1998) Teaching Portfolios: Purposes and Possibilities. Teacher
Education Quarterly, 25(1), 9-22.
Ysseldyke, J; Christenson, S. (1993-1998) TIES-II The Instructional Environment SystemII A System to Identify a Student’s Instructional Needs. Longmont, CO,USA:
Sopris West.
Zeichner, K. & Liston, D. (1996) Historical Roots of Reflective Teaching. In Reflective
teaching: An introduction. Mahwah, NJ, USA. Lawrence Erlbaum Associates.
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Appendix C
The Ten Assignments of the RTLB Training Programme
Here are the ten assignments for the RTLB Bay of Plenty/Gisborne Group, 1999 to 2000.
Course One (Te Kuhuna Introduction to Students in Contexts)
Assignment One
Drawing on the information in the first seven introductory readings on Resource Teachers:
Learning and Behaviour, and on other appropriate literature
a) Describe your role as a Resource Teacher: Learning and Behaviour
working within an educational and ecological perspective in New
Zealand schools (primary and secondary);
b) Identify possible obstacles or barriers which might impede your
implementing this role.
Marking Criteria:
Format:

Overall presentation, appropriate length, clear structure, correct APA
referencing.

Content:

Coverage of both sections. Evidence of reading beyond the introductory
readings.

Relevance: Clarity of focus on the task set for each section.
General:

Own reflections on reading material. Evidence of original thinking and
/or argument.

(The University of Waikato School of Education, 1999, p.5-6)
Assignment Two
Paradigm Analysis Essay (word limit 2000)
The new policy for special education demands the application of a new paradigm for
conceptualising and delivering special education within an inclusive context. Critically
analyse the application of the two paradigms in the content of New Zealand education.
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This essay should be based on thorough and critical reading of the relevant literature, with
special attention being paid to primary source material (e.g. journal articles) and to recent
developments in the field.
Marking Criteria
Organisation:
Title, introduction – brief, enticing, purpose, essay approach signposted, layout clear,
subheadings used effectively, paragraphs linked, conclusion – summarises, closes, APA
referencing
Argument:
Takes a stance, lively, interesting, clear, unambiguous argument, argument has a logic and
accurate argument, writes with economy, sticks to the topic, uses references effectively,
substantiates argument with references
Mechanics:
Uses recognised referencing system, well proof read, correct grammar, sentence structure,
presentation
Length:
Keep within limits
(p.6)
Assignment Three
Te Ao Maori Assignment (word limit 2000)
Choose one school where you work and present a report for which you have gathered the
following information:
•

Number and proportion of Maori students and Maori staff

•

The different iwi represented by the Maori students

•

The iwi holding mana whenua status

•

Maori names for landscape features surrounding the school
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A purakau (story or legend) relating to three landscape features or to

•

the iwi of the area
•

A description of resources available in the school for Maori students

•

An assessment of how mana Maori is respected in the school

AND
a)

Compare and contrast this information with the information from one
other RTLB colleague and report on the extent to which mana Maori
is respected in the two schools.

AND
b)

“successful achievement by Maori students within mainstream
educational settings should not have to come at the expense of their
own language and culture.”

Using the information you have gathered discuss the implications of this statement for your
role as a Resource Teacher: Learning and Behaviour in improving the achievement of
Maori students who are experiencing learning and behavioural difficulties. Your answer
should reflect your careful reading of current literature.
Marking Criteria
Format:

Overall presentation, appropriate length, clear structure, correct APA
referencing.

Content:

Coverage of all three sections. Evidence of reading beyond the introductory
readings, particularly with reference to Section C.

Relevance: Clarity of focus on the task set for each section.
General:

Own reflection on reading material. Evidence of original thinking and/or
argument. Evidence of appreciating RTLB role and responsibilities for Maori
students.

(p. 6-7)
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Assignment Four
TIES II Analysis (word limit 2500)
Choose three classroom components of TIES II. Read at least three of the recommended
articles on pages 21-29 and at least two further articles on the topic from your own search
of the literature.
Critically analyse those readings and relate your analysis to the practice of an RTLB
working with classroom teachers in Aotearoa/New Zealand.
Marking Criteria
1.

Academic organisation of the format of the investigation. All sections
are included and cohesively linked in the main text of the report.

2.

Demonstration of clear understanding and analysis of major concepts
and ideas.

3.

Evidence of basic scholarly skills such as:

a)

connection to appropriate literature and

b)

clarity of expression, grammar, spelling and punctuation, accuracy
and consistency of APA referencing.

(p. 7-8)
Course Two (Te Putanga Classroom Contexts)
Assignment One
Co-operative Learning
Weighting: 35%
Word Limit: 2,500 words
As a guide, you should not exceed 750 words for the literature review and its relationship
to the classroom programme combined (1 & 2).
General Description
In this assignment you are asked to work in a collaborative way with a classroom teacher
to introduce or refine an existing co-operative learning programme in their classroom.
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Detail:
1.

A review of the literature and a rationale for the use of co-operative
learning.

2.

The relationship of the literature to the classroom programme you are
implementing.

3.

A summary of your use of TIES II to make an ecological assessment and
problem analysis.

4.

A summary of the collaborative consultation process you followed.
a) Initial contract meeting(s)
b) Gathering data to establish where to begin, note:
" Where the teacher already has a classroom based on co-operative
learning you may agree to introduce new structures.
" Where the teacher has no knowledge of co-operative learning you
may consider class building first, then the introduction of an
appropriate structure (Johnson & Johnson or Kagan)
c) Devising a jointly agreed plan.
d) Implementing co-operative learning.
Refer in appropriate detail to the following
-

Class building

-

The structure (generic or Kagan structures)

-

Group size and allocation to groups

-

Cohesion activities

-

Roles (if the structure(s) required them) and how they were
allocated

-

Match of structure to task

-

Management of small group (social) skills

-

Management of the class for inclusion of all students

-

Methods of reporting

-

Methods of group reflection

e) Describe components of co-operative learning which worked well and
discuss what you would do differently next time.
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Review carefully sections a,b, and c of the Collaborative Consultation process. Give a
rationale for your decisions, linking your remarks to the theoretical foundations of the
course.
Assessment:
The overall grade will be based on the following approximate weightings. The grade will
be reported as A-E.
Literature review and rationale

15%

Relationship of the literature to the chosen classroom

10%

Ecological assessment (TIES II)

15%

Collaborative consultation (a) to (c)

20%

Evaluation (d)

15%

Conventions*
*use of appropriate citation, referencing and academic style.
(The University of Waikato School of Education, 1999, p.3-4)
Assignment Two
Peer Tutoring
Weighting:

35%

Due dates:

BG Group (30 September)

Word Limit: 2500 words
As a guide, you should not exceed 750 words for the literature review and its relationship
to the classroom programme combined (1 & 2).
General Description:
In this assignment you are asked to work in a collaborative way with a classroom teacher
to introduce, or refine and existing peer tutoring programme in their classroom.
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Detail:
1.

A review of the literature and a rationale for the use of peer tutoring.

2.

The relationship of the literature to the classroom programme.

3.

A summary of your use of TIES II to make an ecological assessment and
problem analysis.

4.

A summary of the collaborative consultation process you followed:
a)

Initial contracting meeting

b)

Gathering data to establish where to begin, note:
"

where the teacher already has a classroom utilising peer tutoring
you may agree to introduce new structures or refine an existing
programme

"

where the teacher has no knowledge of peer tutoring you will
need to examine and identify the type of peer tutoring
programme that will assist the teacher(s) given their identified
needs.

c)

Devising a jointly agreed plan

d)

Implementing peer tutoring
Refer in appropriate detail to the following:
-

Curriculum area for peer tutoring

-

Student profiles e.g. ethnicity, age, performance levels for
tutors and tutees

-

Peer tutoring approach e.g. in class, school-wide; cross-age;
tutor skills required

e)

-

Training programme for tutors

-

Monitoring of progress including feedback to tutors

Evaluation
Describe components which worked well and discuss what you would
do differently next time.
Review carefully each element of sub-topics (c) and (d). Give a
rationale for your decisions, linking your remarks to the theoretical
foundations of the course.
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Assessment:
The overall grade will be based on the following approximate weightings. The grade will
be reported A-E.
Literature review and rationale

15%

Relationship of the literature to the chosen classroom

10%

Ecological assessment (TIES II)

15%

Collaborative consultation (a) to (c)

20%

Implementation (d)

20%

Evaluation (e)

15%

Conventions*

5%

*Use of appropriate citation, referencing and academic style.
(p.4-5)
Assignment Three
Te Ao Maori
Weighting:

30%

Due Date:

22nd October 1999 for All Groups

Word Limit: 2000 words
General Description:
For this assignment you will need to collaborate closely with a teacher who is teaching a
class in which there are several Maori students.
Detail:
Consider the following Maori-preferred educational principles and practices:
1.

ako

2.

learning through exposure (modelling)

3.

learning in groups

4.

memory and rote learning

5.

story telling
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a)

With reference to TIES II, evaluate the extent to which each of these
principles and practices operate effectively for Maori students within
the classroom’s teaching and learning environment. Document several
examples.

AND
b)

Discuss how this information relates to the Treaty of Waitangi.

AND
c)

Devise an action plan to show how each of these principles and
practices might be employed to enhance the participation and learning
of Maori students in this classroom, in any area of the curriculum.

Assessment
The overall grade will be based on the following approximate weightings. The grade will
be reported as A-E.
Literature review and rationale

15%

Understanding of Maori concepts

15%

Collaborative consultation

20%

Relation to Treaty of Waitangi

20%

Action plan

20%

Conventions*

10%

* Use of appropriate citation, referencing and academic style.
(p.6)
Course Three (Te Raranga School and Community Contexts)
Assignment One
Effective Schools and implications for the RTLB role
Weighting:

25%

Due Dates:

BG – 14 April

Word Limit: 2,000 - 2,500
Put the total word count (excluding references) on the front page of your assignment.
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Section One
Summarise and discuss the characteristics of effective schools.
Section Two
Discuss the implications of this research for the role of the RTLB.
Purposes
The purposes of this assignment are to:
•

Familiarise you with the literature on effective schools;

•

Relate that literature to New Zealand schools;

•

Relate that literature to your role as an RTLB; and

•

Assist you to consider your role in effecting positive change in school
systems.

Requirements
A good assignment will:
•

Review the literature in addition to the supplied readings;

•

Synthesise the key themes from the literature;

•

Identify relevance of the literature to New Zealand schools;

•

Clearly describe the implications of the RTLB role in relation to the ideas
raised and discussed in Section One;

•

Be well proofread, with care and attention paid to academic conventions as
well as accepted standards of good English;

•

Have a carefully compiled reference list following APA conventions; and

•

Be within the word limit and have the word count included.

Allocation of marks
Section One

65%

Section Two

35%

Up to 10% of the marks may be deducted for failure to keep within the word range. Up to
10% of the marks may be deducted for failure to proofread, write acceptable English and
adhere to the conventions of referencing.
(University of Education School of Education, 2000, p.3-4)
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Assignment Two
Te Ao Maori
Weighting:

25%

Due Dates:

BG – 28 July

Word Limit: 2000 – 2500 words
Put the total word count (excluding references) on the front page of your assignment.
There is a need to establish where learning and teaching practices are succeeding for Maori
students. We also need to examine the social and cultural contexts of Maori students’ life
experiences. Behaviour occurs within specific cultural and community contexts. Yet many
Maori students live in cultural and community contexts that are quite different from those
of the school and the mainstream community. Many studies (Glynn, Berryman, Atvars,
Harawira, Kaiwai, Walker & Tari, 1997; Ladson-Billings, 1995; and Macfarlane, 1997)
emphasise how vital such contexts are for understanding and serving students experiencing
behavioural and learning difficulties at school.
The psychology of mana (Tate, 1990) is a principle which applies to both Maori and nonMaori participants engaged in the learning and teaching process. This principle of
acknowledging mana reflects the wisdom of Tawhiao, the second Maori King and his now
famous whakatauki or proverb:
Kotahi to kohao o te ngira

There is but one eye of the needle

E kuhuna ai

Through which passes

Te miro pango

The black thread

Te miro ma

The white thread

Te miro whero

And the red thread

Kana and Harawira (cited in Fraser, Moltzen & Ryba, 1995) proposed a set of principles
derived from this whakatauki upon which the Specialist Education Service has designed an
inclusive approach toward special education provision in Aotearoa. This approach
incorporates three strands:
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Te miro pango is the strand that relates to Maori working with Maori
where the early point of contact for the Maori child is a Maori staff member
or helper.
Te miro ma relates to non-Maori working in appropriate ways with
Maori students and their whanau. This will occur after guidance and
training have been provided.
Te miro whero is essentially Maori and non-Maori professionals working
together to enhance the success of the students.
This assignment has two sections. Both sections involve oral presentation in class at a
hui to be arranged during the first block of Semester Two (late July – early August).
This hui will be arranged with the assistance of the Maori RTLB teaching staff and will
follow Maori protocol.
Section One
Participation at the hui:
I.

Your greetings to whanau and your personal mihi. You should present
as much of this as you can in Maori;

II.

Brief presentation (in Maori) of a whakatauki , and what it means to
you personally; and

III.

Engagement in language and cultural learning opportunities
throughout the hui, including powhiri, karakia, preparation and
serving of food, contributing to the Kaupapa (enhancing behavioural
and learning opportunities for Maori students) and poroporoaki45.

Section Two
Select one of Tawhiao’s three strands. Prepare and present an oral report (maximum 10
minutes) which provides examples of effective practice within this strand which enhance
the learning and behavioural outcomes for Maori students, in the classroom or school or
community context. Your presentation should consider issues such as means of

45

A farewell ceremony
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assessment, Maori preferred learning and teaching strategies, appropriate consultation and
collaboration (e.g. whanau and hui processes).
NB. Following your presentation at the hui, hand in not more than three typed (A4) pages
of your notes which include the outline of your presentation for Section Two and your
whakatauki and explanation (Section One).
Purposes
The purposes of this assignment are to provide an opportunity for you to:
•

Demonstrate what you have learned and achieved in an oral rather than in a
written format;

•

Present information as professional educators in a Maori context and
according to Maori protocol; and

•

Increase your understandings of Te Ao Maori values, principles and
practices, by experiencing them in a Maori cultural context.

Requirements
A good assignment will:
•

Demonstrate your awareness of and responsiveness to working within a
Maori cultural context;

•

Communicate in terms of Maori icons, metaphors and concepts within a
Maori world view;

•

Show appreciation of the importance of the links between culture and
learning;

•

Demonstrate personal professional commitment to Treaty of Waitangi
principles; and

•

Include knowledge of contributions of traditional and contemporary Maori
educators.

Allocation of marks
Section One

participation in hui

Section Two oral presentation
Written notes

20%
60%
20%
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Assignment Three
Systems Analysis
Weighting:

50%

Due Dates:

BG – 20 Oct.

Word Limit: 3,000 – 4,000 words
Put the total word count (excluding references) on the front page of your assignment.
Description
Choose one school in which you work
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Section One: Characteristics
Provide a brief summary of defining characteristics e.g. primary / secondary, size, decile.
Describe the systems that recognise and assist with meeting students’ learning and
behavioural needs within this setting. This would include documented policies, procedures,
support systems, staff responsibilities, involvement with parents and the community.
Section Two: Compare and contrast matrix
Consult with another RTLB (within or outside your cluster) who is working within a
different school e.g. primary vs. secondary; low vs. high decile; rural vs. urban; school
with a special needs coordinator vs. one without. Compare and contrast the systems and
summarise the information on the matrix provided (this will be provided in class). Note
sources of information in appendices.
Section Three: Evaluation
With reference to the effective schools literature, evaluate the extent to which the school
system outlined in Section One meets the learning and behaviour needs of students.
Section Four: Analysis and implications
Analyse this system and discuss implications for your role or the role of other RTLB
within your cluster, with reference to the ecological and inclusive paradigm. What aspects
of the system(s) facilitate effective RTLB work? What aspects constrain your work? How
could you capitalise on the factors that facilitate effective RTLB work?
Use pseudonyms throughout to ensure confidentiality is preserved. Copies of the joint
matrix, signed by both RTLB, are to be included with individual assignments. Each
collaborating RTLB will receive the same grade for the Section 2 matrix.
Purposes
The purposes of this assignment are to assist you to:
•

Familiarise yourself with a school system;

•

Clarify your role as an RTLB from a systems perspective;

•

Identify and reflect on your relationships with others in the contexts within
which you work;
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•

Learn about two contrasting systems ;

•

Work collaboratively with another RTLB; and

•

Analyse factors which enhance or constrain effective RTLB work.

Requirements
A good assignment will:
•

Summarise school characteristics e.g. size, age group, decile;

•

Outline key features of the school system(s) relating to the students’
learning and behavioural needs;

•

Acknowledge all sources of information e.g. who was consulted, which
documents;

•

Ensure anonymity by using pseudonyms;

•

Compare and contrast all dimensions on the matrix for both systems;

•

Evaluate the extent to which the system meets the students’ learning and
behaviour needs with reference to the effective schools literature;

•

Describe implications for the RTLB role and link these to the issues and
ideas raised and discussed in Section One;

•

Include a personal reflection which focuses on facilitators and constraints to
effective RTLB work based on data collected for Section One;

•

Cover all four sections;

•

Be well proofread, with care and attention paid to academic conventions as
well as accepted standards of good English;

•

Have a carefully compiled reference list following APA conventions; and

•

Be within the word limit and have the word count included.

Allocation of marks
Section One

20%

Section Two

20%

Section Three

30%

Section Four

30%
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Up to 10% of the marks may be deducted for failure to keep within the word range. Up to
10% of the marks may be deducted for failure to proofread, write acceptable English and
adhere to conventions of referencing.
(p.7-8)
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Appendix D
The Course Requirements for Course Four
Here are the requirements for the preparation of the Professional Portfolio for Course Four
of the RTLB training programme.
Course Four (Te Huarahi Professional Portfolio)
Course Requirements:
Texts and Readings
There is no required text. Readings and a reading list will be supplied. There may be a cost
for these readings of up to $20.
Definition
A portfolio is a selective collection of teacher work gathered across diverse contexts over
time, framed by reflection and enriched through collaboration that has as its aim the
advancement of teacher learning. (Adapted from Wolf & Siu-Runyan, 1996, p.31)
Rationale
This professional portfolio allows you to demonstrate that you have achieved the outcomes
of the RTLB professional development programme. You are able to select evidence from
your authentic work as an RTLB that you consider is the most meaningful and powerful.
Portfolios have a number of significant benefits in assessment (Ladbrook & Middleton,
1997; Paulson, Paulson & Meyer, 1991). They can:
•

enable you to integrate theory with practice;

•

help you articulate and assess your own goals in reaching the outcomes of
the programme;

•

encourage reflection;

•

improve your practice;

•

allow you to demonstrate your abilities in a wide range of activities and
contexts; and

•

give you greater ownership of the assessment process.
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Learning Outcomes
RTLB will present a portfolio that validates their achievement of the following learning
outcomes of the programme.
RTLB will be able to:
1.

Work to a high professional and ethical standard.

2.

Recognise and promote the bi-cultural nature of the New Zealand
education system.

3.

Work to ensure equitable educational outcomes for all learners.

4.

Follow an educational46 model.

5.

Work to a collaborative consultation model.

6.

Be skilled practitioners and promoters of effective teaching skills.

7.

Be reflective practitioners.

Purposes of Portfolio
The purposes of the portfolio are to:
•

Enhance your understanding of the work of the RTLB;

•

Enable you to select evidence from your authentic work as an RTLB
that you consider is most appropriate and explicit to demonstrate your
achievement;

•

Enable you to make direct links from the theory that informs your
work to your practice;

•

Work collegially to set goals, evaluate progress and establish evidence
of your achievement;

•

Critique your own practice against best practice, outcomes of the
programme and your own personal theory; and

•

46

Report on your work in a coherent and professional manner.

The ‘educational model’ is also referred to as an ‘ecological perspective’.
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Requirements
A good portfolio will:
•

Have a total of six to eight sets of evidence across the three contexts
of work (i.e. to meet the needs of an individual student, a group/class
and a school/community). One or two sets of evidence must
demonstrate your efforts to recognise and promote the bi-cultural
nature of the New Zealand educational system and to ensure the
equitable educational opportunities of Maori students;

•

Be clearly annotated;

•

Be grounded in relevant data and contain empirical evidence;

•

Provide sufficient, consistent, reliable and valid evidence of all seven
learning outcomes;

•

Synthesise the key themes of the programme and your work as an
RTLB;

•

Show the relationship between your personal theory and your practice;

•

Be supported by reference to appropriate literature;

•

Be well proofread, with care and attention paid to academic
conventions as well as accepted standards of good English;

•

Have a carefully compiled reference list following APA conventions;

•

Be within the word limit and have the word count included; and

•

Adhere to the format on page six.

Evidence
Your finished portfolio will consist of six to eight sets of evidence. Evidence can take a
number of forms.
Artefacts
Items produced during the normal course of your work. (e.g. records of meetings,
observations, interviews, case notes, planning forms, IEPs). Most of this material will be
produced by you but it may also be produced by others (e.g. samples of student work,
monitoring records from teachers).
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Reproductions
Items about your work that are not normally captured, e.g. transcripts of interviews,
photographs.
Attestations
Documents about your work written by others, relating directly to other forms of evidence.
Productions
Documents specifically prepared for your portfolio e.g. case reports, statements of personal
philosophy, reflective statements.
In compiling your portfolio you will gather a mixture of the above forms of evidence to
form cohesive sets. Your annotation of the items in each set will make explicit what these
items are, of which learning outcomes they are evidence and why they are evidence. Sets
of evidence can vary in length. You will need to compile your portfolio to ensure that it
provides sufficient, consistent, reliable, and valid evidence for all outcomes.
The following are important criteria for the evidence you include.
Material must be:
•

Printed (i.e. text, graphics, photographs). No tape recordings or videos
can be submitted;

•

Supported by data (e.g. actual transcripts of interviews, baseline and
post intervention data); and

•

Sufficient to demonstrate your achievement of all outcomes across the
three contexts, (i.e. in meeting the needs of individual students, a
group/class and school/community).

•
It must not be material that has previously been submitted for assessment in this
programme.
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Format of Portfolio
The completed portfolio will consist of six parts:
1.

A brief statement of the context of the work.

2.

The first draft and final statement of the personal theory that
underpins your work.

3.

Six to eight sets of evidence to demonstrate that you have met the
outcomes of the programme annotated appropriately. You may choose
how you compile your sets of evidence. You may, for example, decide
that you wish to have a set of evidence for each of the outcomes of the
programme or that you would rather present sets of evidence that
relate to specific projects e.g. your work with one teacher, a staff
development programme you undertook in a school or a project such
as a school-wide peer tutoring project. In this case you would need to
ensure that you annotate your evidence to make explicit which
learning outcomes each set is supporting.

4.

One or two of these sets of evidence must demonstrate your efforts to
recognise and promote the bi-cultural nature of the New Zealand
education system and to ensure the equitable opportunities of Maori
students.

5.

A concluding statement that draws all the elements of your portfolio
together.

6.

A reference list.

The Process
The development of this portfolio will be an unfamiliar process for many of you. While
there are criteria to meet in the finished portfolio, there will be individual discretion about
what you include and how you go about the selection and presentation of your evidence.
There will be eight seminar days on which you will meet with your lecturer and colleagues.
The purpose of these days will be to ensure that you understand what is required in the
portfolio and are supported both by your lecturer and your colleagues in the development
of your portfolio. During these sessions you will undertake activities, be provided with
readings and share your work.
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At these meetings there will be presentations by lecturers and a range of activities
planned to:
•

Ensure a clear understanding of what a portfolio is;

•

Explain the requirements for the completed portfolio;

•

Identify descriptors that operationalise each of the outcomes that the
portfolio is to demonstrate;

•

Establish support systems such as critical friends, peer coaches,
mentors;

•

Critically examine evidence;

•

Reflect on your evidence and the work to which it relates; and

•

Share annotated evidence with colleagues.

During this time you will also have the opportunity to submit some work to your lecturer
for feedback.
The process of developing a portfolio can be seen as having four aspects.
1.

Collection
Throughout the year you will collect a range of material that arises from your
work and study. This will be used in your portfolio as evidence.

2.

Selection
With the support of colleagues, you will select from the material collected
that which you consider to be the most suitable to demonstrate that you have
met the outcomes of the programme. The process of selection will involve
you in deciding what you consider is the best evidence in terms of clarity,
sufficiency, quality, reliability and validity.

3.

Annotation
Once selected you will annotate the evidence for you portfolio to explain
what it is, of what it is evidence and why. In this way the reader of your
portfolio is able to understand clearly why you have made this selection.
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4.

Reflection
During the process of selection of evidence to compile your final portfolio
you will be sharing your material with others, discussing the experiences that
relate to the evidence and your rationale for its selection. In the process of
annotating the evidence you will consider the relationship of the evidence to
the content of the programme, your personal theory* and your personal goals.
In these ways you will be reflecting on your learning, your work and your
professional development as an RTLB.

*Personal theory is your own developing perspective derived from your knowledge,
understanding, philosophy and experience which is relevant to your professional practice.
Allocation of marks
Quality, sufficiency, consistency, reliability and validity

50%

of evidence and clarity of annotation
Demonstration of your ability to critically analyse your practice

25%

Demonstration of your efforts to recognise and promote the

25%

bi-cultural nature of the New Zealand educational system and
to ensure equal educational opportunities for Maori students
Up to 10% of the marks may be deducted for failure to keep within the word range.
Up to 10% of the marks may be deducted for failure to proofread, write acceptable English
and adhere to the APA conventions of referencing.
Proportion of Final Grade
100%
Length
10.000-15,000 words. Put the word count (excluding references) on the front page of your
portfolio.
Due Date
22 September 2000
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Appendix E

The Set of Descriptors for the ‘Seven Learning Outcomes’ of the
RTLB Training Programme
Here are the set of descriptors for each of the seven learning outcomes given to the trainees
in the Bay of Plenty/Gisborne group.

1.

An RTLB who works to a high professional and ethical standard will:
•

Maintain a high standard of personal behaviour

•

Show regard for the legal, administrative social and moral expectations of the
community

•

Maintain a high standard of service (punctuality, record keeping etc)

•

Maintain a high standard of competence and recognises the limits of their
competence

2.

•

Undertake practices that have a valid theoretical base

•

Follow a professional code of ethics

•

Recognise the welfare of students as paramount (duty of care)

•

Work in ways to reflect awareness of cultural difference

An RTLB who recognises and promotes the bi-cultural nature of the New
Zealand education system will:
•

Have a sound knowledge of the Treaty of Waitangi and its implications for the
work of the RTLB and for school policy development

•

Provide professional guidance for school staff and the Maori community in
strengthening the supporting links between each, at the parent-child and
whanau level

•

Utilise effective bicultural strategies to achieve positive learning outcomes for
Maori students experiencing learning and behaviour difficulties

•

Develop a network of professional support that takes cognisance of Maori
personnel in the school, Maori agencies in the community and local iwi
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•

Initiate own professional development in improving knowledge of Te Reo
Maori and understanding of tikanga Maori

•

Respect and support Maori initiatives that promote successful learning
outcomes for Maori students

3. An RTLB who works to ensure equitable educational outcomes for all learners
will:
•

Assist school and teachers to identify and remove barriers to learning

•

Assist teachers to implement an equity pedagogy (inclusive practices, safe
learning environments, cultural preferences)

•

Assist teachers to adapt instruction, content and materials for diverse learners

•

Support schools to develop inclusive policies and procedures

•

Adopt an advocacy role

•

Promote an understanding that culture counts

•

Understand and assist teachers to implement the factors that promote resiliency

•

Prioritise professional time

4. An RTLB who follows an educational model will:
•

Address learning and behaviour needs in the context in which they occur

•

Undertake ecological assessment

•

Use direct measures of academic achievement

•

Apply principles of applied behaviour analysis

•

Make instructional decisions based on valid data

•

Develop interactions that reflect that learning is a function of the interaction of
the characteristics of the learner, the task and the teaching and management
strategies

•

Develop interventions that are consistent with the NZ Curriculum Framework

5. An RTLB who works in a collaborative consultation model will:
•

Follow the steps in the collaborative consultation process (eg preparation,
entry, data gathering etc)
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•

Have a high level of intra personal skills (e.g. knowledge of personal theory,
world view, knowledge of own communication style and how it may conflict
with the style of others)

•

Have a high level of interpersonal skills (e.g. listening, questioning,
paraphrasing, reflecting, empathising)

•

Have a high level of technical skills (e.g. contracting, negotiating, resolving
conflict, managing resistance)

•

Have an attitude of inquiry

•

Have a commitment to valid data

•

Have a commitment to mutual respect and equal status of participants in
consultation

•

Engage in culturally appropriate consulting process

6. An RTLB who is a skilled practitioner and promoter of effective teaching
skills will:
•

Have a sound knowledge of the NZ curriculum

•

Have a sound knowledge of current theories of learning

•

Have a sound knowledge of theory and research of effective teaching practices

•

Be able to select, plan and implement appropriate teaching programme

•

Be able to model a wide range of effective teaching practices

•

Be able to coach teachers in a wide range of effective teaching practices

•

Be familiar with a wide range of resources, materials and equipment

•

Be able to assess, monitor and evaluate student learning

•

Be able to support teachers to assess, monitor and evaluate student learning

7. An RTLB who is a reflective practitioner will:
•

Adopt an analytical approach to practice

•

Examine the relationship of their practice to established theory, research and
recognised best practice

•

Examine the relationship of their practice to an articulated personal theory

•

Examine the relationship of their practice to ethical and socio-political issues

•

Recognise the impact of their cultural perspectives on their practice
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•

Demonstrate a commitment to ongoing professional improvement and
development

•

Participate in supervising / mentoring / peer coaching relationships

•

Solicit feedback from colleagues and clients
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Appendix F
The Draft of My Personal Theory of Education
This draft was prepared as part of the requirements for the development of the Professional
Portfolio for Course Four (Te Huarahi Professional Portfolio) of the RTLB training
programme.
Sally Scott
P.G. Dip SNRT
March 2000
RTLB Training Programme 2000
For Day One of Paper Four
Write a statement of your educational philosophy and how it impacts on your work as an
RTLB.
My educational philosophy has developed from ten years experience as a teacher although
the training that I have had as an RTLB has significantly altered the way I view students
and their learning and behaviour.
I spent seven years teaching students firstly as a teacher in a Learning Resource Unit and
then in an itinerant position as a Resource Teacher of Special Needs. In those years I came
to believe that segregating students, either in a class or individually, did not have the
positive impact on their school experience as I had been assured that it would. The
message I got was that many of these students were by and large trainable but unteachable,
and their behaviour a precursor to a life, if not of violent crime, then of menial tasks with
absolutely no responsibility.
As a pretty average student myself at school I discovered that success in life cannot be
judged solely on academic achievement nor on being the best behaved student in the class.
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I believe that success includes the motivation to achieve goals and not give up, to believe
in yourself and develop courage and patience.

•

How children learn

I have not done a lot of study in the area of human development, although I’m sure there is
a large body of discussion and debate about how children learn. I believe that children
begin to learn as soon as they are born and it is a life-long endeavour. Each child is born
with their own genetic blueprint of inherited characteristics that impact on their ability to
learn, however I believe it is the environment the child is born into that affects to a larger
degree their learning potential. Because every child is different I believe how they learn is
unique to them. I see a challenge for schools, teachers and RTLB’s in their ability to
recognise and provide opportunities for students to learn more and develop their own
individual learning style.

•

Why children behave as they do

I believe that a child’s behaviour is to a large extent a learned characteristic. Children’s
interactions with their environment determine their behaviour. I acknowledge that there
may be many factors in a child’s genetic make-up that impact on their behaviour however I
believe that inappropriate learned behaviour can be ‘unlearned’ given the right set of
circumstances for that child. Again the challenge for educators is to determine the factors
in a child’s environment that affect their behaviour and, in the case of behaviour
difficulties, to help find ways of changing the environment to improve the child’s
behaviour and learning.

•

The role of education in a diverse society

As stated in my introduction I support the new paradigm in education that has begun a
process of establishing a system that caters for all needs, abilities and disabilities and a
belief that all have a right to it. I understand the importance of the rights of parents to
decide on the question of what is best for their children however, I feel that, with support,
schools can provide effectively for all students. I believe that students benefit cognitively,
academically and socially through interaction with a positive diverse environment. The
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role of education is then to value and affirm diversity and understanding alongside and
within other curriculum areas.

•

The implications of the Treaty of Waitangi for education in New Zealand

I believe that the Treaty of Waitangi establishes a partnership between Maori and
European and that partnership ensures Maori rights to language, knowledge and it’s
transmission. The implications of this are that education must work towards reflecting that
partnership in policymaking and practice and recognise that success for Maori students
need not come at the expense of language and culture. For Maori students within
mainstream education I believe access to their own language and culture depends on the
willingness and ability of schools, teachers, parents, and community to actively promote it.
The implications for the RTLB are that, their role has to be implemented through a variety
of structures, policies, individual personalities and the level to which mana Maori is
respected in schools.

•

The role of the teacher

I believe the teacher takes on many roles in the course of his or her career of teaching
children. I believe it is a difficult job and in some respects, maybe it’s a lot to expect of
someone, after all it is just a job. But we expect more than just a fulfilment of a job
description. As an RTLB, I think sensitivity, support, and empathy for that difficult role is
important. I think if a teacher can motivate and inspire children to want to learn they have
achieved a lot. I believe that change can only come about if the student or teacher wants to,
it is a deeply personal thing, and as an RTLB I am very aware of it.

•

The role of the RTLB

At present I believe the role of the RTLB is still unfolding and is reflected through a
variety of school structures and systems. I believe that the new paradigm for education lies
at the heart of our work and commits us to finding ways to remove barriers to students
learning and foster social acceptance of differences. I believe we have a responsibility to
Maori to develop significant skills, knowledge, and practice in working effectively with
Maori and respecting mana Maori. I believe we must develop a consultative and
collaborative approach when working with teachers, schools and the community to help
effect change for students and continue on a path of reflective practice in order to improve
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our role in working with others. I believe the role of the RTLB is to encourage the
development of a positive social context in order for students to gain mutual skills to
become effective and independent learners.
Conclude this statement by identifying personal professional development goals for this
year that will support the practice of your philosophy.

•

To develop skills in working more effectively with Maori students and their
families.

•

To develop a more sound knowledge base in theory and practice of behaviour
management.
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Appendix G
The Evaluation and Ranking of my Professional Portfolio
Here is the overall evaluation and ranking of my Professional Portfolio by the RTLB
training programme tutor.
Portfolio Feedback
A)

Quality, sufficiency, consistency, reliability, and validity of evidence and
clarity of annotation.
Set Number
1.

An interesting range of evidence here, linked to the learning outcome
well through your annotation. Delving into issues within some of
these case situations may have added something. Well done though.

2.

[no comment was made here]

3.

Some interesting and useful material here. Good annotation and links
to philosophy and literature to provide the rationale for the work.

4.

Good set of evidence clearly showing arrange of skills working within
an ecological approach. Excellent reflection added value!

5.

Clear evidence of collaborative work at different levels. It would have
been good to link material clearly to steps within the model, but still
well done. Good transcript and effective links to literature.

6.

Good planning evident through the samples provided. Again well
linked to philosophy and literature. Well done.

7.

Good to devote a set to reflective practice. A nice range of evidence
here. Very good effort.

B)

Ability to critically analyse your practice
Certainly this is a strength of the portfolio and evident throughout the sets,
introductory sections and concluding statement.
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C)

Demonstrate efforts to recognise and promote the bi-cultural nature of the
New Zealand educational system and to ensure equal educational opportunity
for Maori students. (include this on page 2)
I appreciated the way you organised the portfolio, which was very easy to
follow and well structured. You made consistent links to philosophy and
appropriate literature and you reflections were of high quality. Demonstrating
the learning outcome across contexts in each case was a nice idea and also a
challenge given word count restrictions but you pulled it off effectively.
Effective links to bicultural issues throughout also. A very professional effort
throughout Sally, Well done! Best wishes for your future in the RTLB role.
for non-bicultural sets
C+ for bicultural section
Overall grade B+
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