
 

 

 

 

 

 

 

 

 

 

 
 

Parents and Y5/6 boys’ views of modern 

learning environments (MLEs) 

 

A Pacific perspective 

 

 

 

 

 

 

 

 

 
 

Magele Oloataua Fa’amamafa 

 

 

 

 

 
A thesis submitted in fulfilment of the requirements for the degree of Master of Educational 

Leadership, The University of Auckland, 2021.  



ii  

 

Abstract 
 

The rapidly changing landscape of education due to the advancement of technology has caused a 

paradigm shift in the content of learning. This reflects the need for today’s learners to acquire skills 

needed in an everchanging globalised world. Consequently, the focus of education has shifted from 

industrial economy to the knowledge economy. Such shift has caused global education to move from 

traditional teaching practices to more modernised pedagogies. Suggestions that traditional single cell 

classrooms are not conducive to the new teaching pedagogies of the 21st century means schools’ 

infrastructures must be transformed accordingly (OECD, 2013). Influenced by these global changes, 

New Zealand’s education system has undergone subtle changes since 2010 when the first modern 

learning environments (MLEs) started erecting around the country. This subtle move has been 

controversial and many education stakeholders voiced concerns about the impact these changes could 

have on children already underserved by education. While Pacific students feature in this underserved 

group, the Pacific community remained silent about their thoughts on the issue. Therefore, this study 

derived from the need to hear Pacific parents and learners’ (boys aged 9-10 years) experiences and 

perspectives of MLEs in New Zealand primary schools. 

The participants included 6 boys from 4 Auckland primary schools and 5 of their parents. The data 

was collected by one-on-one semi-structured interviews using the talanoa approach. An inductive 

thematic approach was initially used to identify emerging codes and themes, which were further 

deductively analysed using an adaption of Si’ilata’s Va’atele framework. Key findings include the 

consistency of the big open spaces in MLEs with the participants’ views of the value of a communal 

lifestyle. The importance of communication in developing home-school reciprocal relationships 

through conversations and consultation also emerged as the other key theme. 

This study concludes that communication appears to be the most important, yet a missing link in the 

chain of efforts to raise Pacific learners’ achievement. It argues that regardless of the amount of 

resources invested in projects such as Pacific Education Plans, a breakdown in communication 

between stakeholders, will result in opportunities to collaboratively develop and establish sustainable 

change not eventuating. 
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Chapter 1: Introduction 
 

“At no previous time in our history has education been so critical to our social, cultural and 

economic prosperity and New Zealand’s future. Technological change and globalisation are rapidly 

reshaping the way we work and live” (Education Review Office, 2020, p. 9). 

 

1.1 Background 
 

The above statement essentially outlines the reason underpinning the Ministry of Education’s (MoE) 

decision to build modern learning environments (MLEs) and revise the Technology curriculum to 

strengthen the position of digital technologies in the New Zealand Curriculum (NZC) (Ministry of 

Education, 2018). The ‘Ten Year Property Plan’ (10YPP) mandated the requirement for schools’ 

Board of Trustees to ensure that school buildings are maintained and designed to meet 21st century 

teaching and learning needs (Ministry of Education, 2015). Currently, if schools need repairs or 

replacement of traditional single cell classrooms, the Ministry will provide funds to build modern 

learning spaces instead. One of the principles stated in the Ministry’s designing schools document is 

to “Design learning spaces to promote and facilitate the range of collaborative, individual (self- 

directed), conceptual and instructional learning styles” (Ministry of Education, 2015, p. 37). Modern 

learning environments have one big open space for large groups or class gatherings, and a few small 

breakout rooms attached on the side for small group activities. The government builds and refurbishes 

these physical spaces with 21st century furniture and digital technology devices, with the intention of 

preparing students with necessary future skills. 

Osborne (2013) welcomed the shift from single-cell classrooms to open modern spaces as an effective 

response to the current knowledge of how the brain works. He claimed that construction of New 

Zealand’s traditional classrooms was compatible with the teaching pedagogy of the time where 

everyone learnt the same thing in the same way or what he called ‘factory-style’. However, the learning 

needs and teaching practices have progressively changed over time, and the Ministry endorses MLEs 

as learning spaces that are ‘fit for purpose in the current time’ (Ministry of Education, 2015). These 

spaces offer flexibility, openness, and access to a variety of tools including technology needed for ‘21st 

century learning’ (Osborne, 2013; Ministry of Education, 2015). 

Though our education system has experienced many educational changes over decades, the emergence 

of MLEs in the past decade has caused much controversy among school communities. Educators and 

parents have seriously questioned the government’s rationale for imposing MLEs on schools, and their 

impact on students achieving valued outcomes (Gerritsen, 2015; Walters, 2015; Education Central, 
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2018). Thoughts and perspectives of various authors on MLEs will be examined further in the literature 

review. 

This chapter introduces the researcher’s interest in MLEs in Section 1.2; introduces the purpose of the 

study in Section 1.3 and explains its aim in Section 1.4. Section 1.5 justifies the rationale for the study 

with reference to the key research questions and its sub questions and an outline of the thesis structure 

concludes the chapter. 

 

1.2 The researcher’s interest in the topic 
 

Firstly, the researcher is a first-generation Pacific migrant, English for speaker of other languages 

(ESOL) educated in a New Zealand secondary school in the mid-eighties. Having taught for eighteen 

years in an Auckland primary school and being a mother of six, the researcher has seen a few major 

changes in education. For example, the shift of responsibility from being ministry governed to local 

governed schools entrusted to Boards of Trustees as part of the neoliberal ‘Tomorrow’s School’ reform 

(Lourie, 2018). Other changes include the change from School Certificate to NCEA introduced 

between 2002-2004 (Hipkins et al., 2016), and the launch of the revised New Zealand Curriculum 

(Ministry of Education, 2007). While these changes undoubtedly caused restructuring of some sort 

for schools and communities, the recent transition from single cell classrooms to MLEs in some 

schools is quite problematic in various ways. This move has caused much speculation both locally and 

nationally, regarding the motives (Wilson, 2015; Osborne, 2013) and methods used to implement this 

change (Gerritsen, 2015; Alansari, 2018). 

 

Sadly, while different groups have been outspoken about their views of MLEs (Carroll, 2015; Moir, 

2015; Redmond, 2017; Gattey, 2018), the Pacific community remains silent. For instance, the 

researcher’s school offered consultation evenings in a bid to answer questions and respond to parents’ 

complaints about the impact of MLEs on their children. Not one Pacific representative attended any of 

the meetings, which might presumably be due to Pacific peoples’ respect accorded to the teachers 

(Wall, 2016). For instance, respect for authority including teachers is an essential aspect of many 

Pacific cultures, meaning many parents and caregivers might be hesitant to question or share their 

views about educational issues (Fa’avae, 2017). 

 

Secondly, having taught in a school that built its first MLEs five years ago, the researcher has observed 

boys (mostly Pacific) going from being good role models to having behavioural issues, after they 

moved into MLE spaces. It seemed as if many spent their break times on the reflection bench or outside 
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the deputy principal’s office. As a classroom teacher, the researcher wanted to investigate these 

observations, and to find out if this was caused by being in these open spaces. 

 

Lastly, Pacific peoples are used to living with extended families in open spaces which have some 

similarities with modern open space classrooms. The difference is, in the former setting, children rely 

on their elders, parents, or authoritative figures for instructions, and permission to undertake 

something. For instance, skills and knowledge are usually passed down from an older person to the 

next generation. This means tasks are rarely allocated to individuals until the requirements have been 

mastered; tasks are usually carried out in groups (Fa’avae, 2017). This is quite the contrary regarding 

modern learning pedagogies where they are expected to be self-directed and self-regulated learners. 

Hence, the researcher’s interest in finding out how Pacific boys are coping or adapting in these 

environments. 

 

1.3 The purpose of this study 
 

The purpose of this exploratory qualitative study was to investigate Pacific parents and learners’ 

perceptions of MLEs, drawing on the views and experiences of the selected participants. As stated 

earlier, there has been a public controversy over whether MLEs are a benefit or deficit to children’s 

learning. Although there is a growing body of research on the impact of 21st century’s modernised 

learning spaces (Tuitama, 2020; Buchanan et al., 2021), there is no evidence to determine how 

Pacific learners in primary schools (and their parents) are responding to such changes. Therefore, this 

study provides an opportune platform to share their views of MLEs. 

 

1.4 The aim of the research 
 

The aim of this research was to explore Pacific boys’ and their Pacific parents/caregivers’ perceptions 

and experiences of MLEs. It is anticipated that the findings of this research study will inform and 

support schools’ efforts to (i) promote effective and sustained engagement and learning for Y5-Y6 

Pacific boys within MLEs, and (ii) enhance learning transitions from primary to intermediate and/or 

secondary school. 

 

1.5 A justification for this study 
 

This study focused specifically on Pacific boys aged 9-10 and their parents/caregivers based in 

Auckland city. The participants’ perspectives and experiences of MLEs were explored to gain an 

understanding of how they are responding to the new 21st century pedagogies of modern learning and 
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environments. The following paragraphs elaborate on the key elements that form the foundation of this 

study. 

 

Why Pacific? 

Firstly, Auckland is home to one-third (1,571,718) of the New Zealand population with 243,966 people 

identified as Pacific, which is an increase of 25% from 2013 (Stats NZ, 2018). Significantly, 62% of 

Pacific 0-14year olds in Aotearoa reside in Auckland, which is also an increase of 14% from 2013. 

Pacific has a youthful population, and it is projected to grow making up 11% of the nation’s population 

by 2038 (Stats NZ, 2014). Based on this projection, Bolton (2017) claimed that Māori and Pacific 

children will constitute a great proportion of New Zealand classrooms in twenty-three years’ time. 

This means Pacific people play an important role in the social and economic landscape of Auckland 

now and will continue to do so in the future. 

 

Much of the research and report articles refer to Pacific learners as priority learners, who are 

overrepresented at the tail end of national achievement in New Zealand (Milne, 2009; Bolton, 2017). 

The Programme for International Student Assessment (PISA) report identified a huge achievement gap 

between Pacific learners and their counterparts in our current education system (Bolton, 2017). This 

presents the critical challenge for New Zealand to make progress in addressing inequities in its 

education system, otherwise “it could find itself with an increasing number of young people not 

prepared to enter the evolving job market” (Milne, 2009; Bolton, 2017, p. 51). 

 

Why 9–10-year-olds or Year 5/6? 

Essentially, 9-10-years (Year 5/6) is a critical age to work with children to learn their views and 

perceptions (of schooling, of their lives) before they transition to intermediate. Adolescence is a 

challenging time of transitioning from childhood to adulthood which can start roughly between the age 

of 10 and 19 years (Lailawati et al., 2020; Sawyer et al., 2018). Their perceptions and mindsets can 

still be nurtured and influenced at this age before they are set in concrete. 

Why boys? 

Focusing on boys is supported by evidence that males and females think differently and draw from 

different regions of the brain to process the same physical and mental tasks; females multitask better 

than males (Magon, 2009). Shanahan (2012) claimed that boys are up to at least two years behind girls 

in emotional development and this has an impact on their learning. In addition, in some research 

reports, significant gaps have been identified between Pacific girls and boys in terms of achievement 

(Ferguson et al., 2008). At the high school level, boys are “over-represented in stand-down, suspension, 
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exclusion and expulsion statistics” (Fa’avae, 2017, p. 51). Identifying their needs and providing 

support at primary school level might help mitigate such problems. 

 

In addition, most of the qualitative research into Pacific success has involved children in traditional 

single classrooms. However, there is currently no research to show how the new learning environments 

cater for the needs of Pacific learners, particularly primary aged boys. Therefore, it is unclear whether 

these new physical environments and ways of learning are supportive of Pacific children, let alone 

Pacific boys, nor is it clear whether these widen or close the achievement gap. 

 

Why parents/caregivers? 

Thirdly, the importance of Pacific parents and families’ engagement in supporting their children’s 

learning is highlighted in national policies and strategic initiatives for Pacific success, such as the 

Tapasā: Cultural competencies framework for teachers of Pacific learners (Ministry of Education, 

2018), Pasifika Education Plan (PEP) (Ministry of Education, 2013) and now, the new Action Plan 

for Pacific Education 2020-2030 (APPE) (Ministry of Education, 2020). These documents stress the 

importance of schools working in partnership with parents and families to support their children’s 

learning by being involved in consultation and making decisions for best learning outcomes. 

 

Therefore, this study was designed to allow selected participants (parents, caregivers, and students) to 

elaborate on their views and experiences of MLEs, hoping to gain an understanding of how they 

(children) are responding to both the tangible and intangible realities of MLEs. The key research 

question driving this study was: 

‘What are the perceptions of Pacific boys, and their parents/caregivers about experiences of the 

New Zealand primary schools’ modern learning environments?’ 

 

The following sub questions were further developed to refine the scope of the research: 

1) What are Year 5-6 Pacific boys’ perceptions of modern learning environments? 

2) What are Pacific parents’ perceptions of modern learning environments in primary schools? 

3) How do the boys’ experiences in modern learning environments affect their perception of 

their learning and behaviour? 
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1.6 The structure of this thesis 
 

This thesis is organised into six chapters. The first chapter (Introduction) has introduced the rationale 

behind the emergence of MLEs in New Zealand and described what they are. It outlined the 

researcher’s interest in the topic, set out the aim for the study, and justified the significance of this 

study and how it could contribute to educators’ knowledge of Pacific boys and their community. 

 

Chapter two (Literature Review) draws on relevant literature regarding national policy, MLEs, global 

and Pacific issues. It explores research literature regarding the impacts of MLEs on students' 

achievement and on teachers and schools. It begins with a review of educational changes to date and 

outlines the gap in research that this study aims to address. Chapter 3 (Methodology) explains the 

research design and methods used to collect and analyse the data. Chapter 4 (Results) reports the 

findings and themes, which are then discussed in Chapter 5 before concluding the study in Chapter 6. 
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Chapter 2: Literature Review 
 
 

2.1 Introduction 
 

To understand some of the global issues that have impacted New Zealand’s education policies and 

strategies, it is vital to explore what they are and from where they are derived. 

This review is formatted in three parts. The first part unpacks the term ‘21st century learning’, which 

has shifted the landscape of education globally, exploring its social, political, and economic impact on 

education globally. The second part explores how this global paradigm shift impacts New Zealand 

education. It provides a snippet of historic reforms that have shaped education since the late 19th 

century. Given that this study involves Pacific learners, the final part explores, reviews, and comments 

on issues about Pacific peoples and the role education has played and continues to play on their social, 

political, and economic views of education. The chapter concludes with a reflective perspective on 

whether written policies intending to support Pacific learners are validated in the government’s 

directives (namely modernised buildings and pedagogies), thus justifying the rationale for this study. 

 
2.1.1 Changes in global education 

 

The emerging changes embedded in the influx of technology are rapidly shaping the world of education 

and work as we know it today. Worldwide education systems are encountering an unprecedented rapid 

change which presents an educational challenge. Like many OECD countries, New Zealand has had 

to rethink and recontextualise education to accommodate the need for 21st century skills compatible 

with the global knowledge economy (Lourie, 2018). Educators and policymakers must make 

significant changes to traditional behaviour and norms that have existed for decades (Osborne, 2014). 

Such changes according to Byers et al. (2018) are necessary and conducive to the development of   

21st century skills such as collaboration, problem solving, critical thinking, and communication. This 

challenge has had major implications on the purpose of education for 21st century learners given the 

content of the curriculum and pedagogies for teachers have changed (Wilson, 2015; Benade, 2019; 

Fletcher et al., 2020). 

 
2.1.2 Purpose of 21st century education 

 

The advance of technology in the post-industrial age meant the purpose of education needed to change 

from preparing learners for an industrial economy to equipping them to engage in a revolutionised 

knowledge economy (OECD, 2018). The ways in which people understand time, space, and place are 
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changing, shrinking our world into a globalised society as the boundaries between countries start to 

break down (Gilbert, 2007). Transferring money, exchanging stocks, and global shopping can be made 

effectively and at immense speed without leaving one’s home or country. Likewise, all information 

and content knowledge that was once accessible only from books and human resources are now 

digitally available at our fingertips (Wineburg, 2018). Knowledge is no longer considered stuff to learn 

and bank for future use (Bolstad et al., 2012); it is now about the ability to utilise it to generate new 

knowledge (Gilbert, 2007). Knowledge (different from the way society knew it in the past) and skills 

are the new currency of global economies, slowly replacing the need for extracting and manufacturing 

natural resources (OECD, 2018; Gilbert, 2007). This shift in paradigm impacts tremendously on 

education systems globally. 

In the past, the purpose of industrial societies’ education was for attaining disciplinary knowledge and 

sorting people out, using a one-size-fits-all approach. For instance, knowledge, mind, and learning 

were mental models that informed education systems in the industrial age (Gilbert, 2007). For instance, 

knowledge was things that the minds individually processed and stored away for later. This was 

motivated by the egalitarian concept, which was about giving everyone equal access to education 

(Butterworth & Butterworth, 1998) and streamlining people for the skills needed for industries 

(Gilbert, 2007). 

In contrast, the post-industrial age defines knowledge as a process, not a product; it is pragmatic, not 

theoretical, and it is developed to be replaced, not stored away. Minds are connectable resources for 

generating new knowledge, not storage containers. Learning constitutes generating new knowledge 

collaboratively through solving authentic problems (Ministry of Education, 2007; Bolstad et al., 2012). 

The Organisation for Economic Co-operation and Development (OECD) in its Teaching for the future 

article (OECD, 2018), claimed that 21st century education is about equipping learners with the 

navigation tools needed to thrive in a world that is progressively obscure and volatile. Consequently, 

the purpose of education in the 21st century is to: prepare learners to thrive in jobs that have not yet 

been created, use technologies that have not been invented, and solve problems that society does not 

yet know about (Schleicher, n.d.). 

 
2.1.3 Learners of the 21st century 

 

As society changes in terms of how information is presented, the complex and new forms of personal 

identity, and a revolutionised understanding of knowledge, the 21st century learners’ needs are very 

different and diverse than the learners of the 19th and 20th centuries. Learners need to be creative 

critical thinkers equipped with communication, collaboration, and problem-solving skills (Larson & 



9  

Miller, 2011; Osborne, 2013; Byers et al., 2018) pivotal to adapting to the unpredictable nature of 

future jobs (Bolstad et al., 2012). This means generating and applying knowledge in an interconnected 

world where conducting and managing a business is becoming more digitised. Traditionally, a set of 

encyclopaedias and textbooks were used as trusted sources of information to which learners were 

directed for resources (Schleicher, n.d.). Nowadays, information can be quickly accessed on the 

internet through mobile phones or any digital device. Digital devices are slowly replacing books and 

pencils as well as bookshelves. People can skype friends and relatives overseas instantly instead of 

writing letters. 

Now knowledge takes on a whole new meaning due to the advancement of technology and the internet 

(Bolstad et al., 2012). Thus, literacy is not just about learning to read, but it is now also about how 

learners manage the plethora of information at their fingertips. 

 
2.1.4 Content of 21st century education 

 

The global changes and expectations have led to content changes within education. Teachers no longer 

teach just skills; they are now required to focus on dispositions and facilitate the key competencies that 

learners need to navigate through a complex, ambiguous and volatile world (OECD, 2018). Essentially, 

learners are required to be effective communicators who can work collaboratively to problem solve in 

authentic and connected contexts, where student agency is encouraged (OECD, 2010; Fletcher et al., 

2020; Timperley et al., 2017). Horizontal connectedness requires teachers to plan for learning 

opportunities where learners engage with others in the classroom and community agencies to solve 

real-life problems (Ministry of Education, 2007). This approach encourages the use of inquiry learning 

(Taylor, 2019) in innovative learning environments (Huda, 2018; Osborne, 2016), where students learn 

to self-regulate and to be innovative (Munn, 2018). This change in teaching and learning content has 

led to unprecedented pedagogical changes, as discussed in the following paragraphs. 

 
2.1.5 The pedagogy of 21st century education 

 

The change in pedagogy means teachers no longer stand up in front of the class and deliver; they are 

now required to facilitate learning that encourages 21st century learners to become self-regulating and 

problem-solving long-life learners (Kariippanon et al., 2018). In the past, teachers were considered the 

source of knowledge poured into learners to absorb and bring out later during examinations and 

assessments (Gilbert, 2007). They are now facilitators entrusted with helping learners develop the 

skills that will enable them to interpret and apply knowledge (Brinkley, 2006). In other words, teachers 
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are expected to implement future-focused and contextualised learning (Fletcher et al., 2020) that is 

student-centred and catered to individual needs (OECD, 2018). 

In the past, individual teachers were each in charge of their own assigned children and classroom; now, 

they are required to work collaboratively with learners, colleagues, parents, and the community in 

innovative learning environments (Benade, 2018). In such innovative or modern learning contexts, 

learners are expected to connect with experts in local businesses and the community as resources when 

addressing real-life issues (OECD, 2017). There is empirical evidence to demonstrate that this 

pedagogical approach to modern learning improves teachers’ level of competency and increases 

collaboration among all stakeholders (Osborne, 2013; Wall, 2014; OECD, 2018; Campbell et al., 

2013). 

 

2.2 Changes in New Zealand education 
 

Mirroring the changes in global education systems, New Zealand’s education has also changed to 

accommodate the need for preparing learners to be successful in the 21st century’s globalised economy 

(Benade, 2018; Ministry of Education, 2007). This has resulted in a change of curriculum, pedagogy, 

and a whole restructuring and modernising of school buildings to accommodate 21st century learning 

methodologies. An educational movement that has been and still is controversial, as discussed in 

section 2.2.4. Firstly, the following section starts with a brief overview of the historical changes that 

have impacted New Zealand learners since the late 19th century. 

 
2.2.1 Purpose of New Zealand education 

 

Historically, the purpose of education in New Zealand has always been and is still influenced by social, 

economic, and political factors underpinned by the beliefs and values of the people of its time (Carr 

& Hartnett, 1996). Following the European settlers’ arrival in the early 19th century, missionaries 

played a significant role in establishing, managing, and controlling early schools (Benade, 2018). In 

1830, Māori people were eager to read and write following the first Māori formulated grammar and 

orthography by the first European missionaries (Parr, 1963). This prompted European missionaries to 

translate the Bible into Māori (Simon, 2000) and soon, most Māori young and old could read and 

write. To cut a long story short, day schools attended by Māori and taught by Māori were soon 

established; likewise, there were boarding schools taught by European teachers (Parr, 1963). These 

schools started declining by 1843 (Parr, 1963), which led to the provincial governments assuming the 

managerial role for education in 1853 (Benade, 2018). A movement that marked another political 

agenda to use English as the sole medium for teaching instructions because the Māori 
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language was considered a hindrance to civilisation (Parr, 1963). This agenda was later legislated in 

the 1867 Native Schools Act. 

As European settlers started populating New Zealand and influencing the changes to its cultural 

landscape, the 1877 Education Act by the government (Simon, 2000) mandated compulsory attendance 

for primary school-aged children and a basic uniformed curriculum for both primary and secondary 

schools (Benade, 2018). The aim of this universal education system was to provide New Zealand 

learners equal access to education (Roberts, 1998; Selvaraj, 2016). This supposedly egalitarian 

universal education lasted for almost one hundred years until the Great Depression, and the 1935 

election of the first Labour party (Benade, 2018). 

Consequently, the significant social, economic, and political impacts of the Great Depression and the 

influences of the newly elected Labour’s Minister of Education Peter Fraser, and the Director of 

Education Clarence Beeby initiated the progressive education system (Selvaraj, 2016). The objective 

of this change was to ensure that each learner had equal right to access free education best suited to 

themselves to achieve to the best of their ability, regardless of their academic or socio-economic 

background (Olssen & Matthews, 1997; Roberts, 1998). This was the education system for about 

fifty years until the global capitalism crisis in the late 1970s, which changed the education platform, 

yet again. 

The global capitalism crisis in 1970 as the result of post-Fordism impacted New Zealand hugely- for 

example, a fall in wages and increased unemployment (Brown & Lauder, 1996). This challenged 

Beeby-Fraser’s vision of free education (Benade, 2018). Prior to the crisis, New Zealanders, 

particularly families with children, received state-provided benefits, a fully funded public health 

system, state houses for people who could not afford to buy a home (Roberts, 1998). These, as well as 

free education, were all disrupted by this global crisis. The government had to reduce educational 

expenditure because it was draining a disproportionate share of tax income (Benade, 2018; Roberts, 

1998). Neoliberalism and market liberalism were the discourses of the time, with the dominant idea of 

individualism, which argued that individuals’ participation in a course or tertiary institution is a private 

investment beneficial to the individual and not society. 

The review of the education system by the Taskforce appointed by the Labour government in the late 

1980s saw another education reform, one that was to drastically change and shape New Zealand 

education to this day (Butterworth & Butterworth, 1998). Butterworth & Butterworth noted radical 

changes recommended in the 1988 Administering for excellence Picot report resulting from the review. 

Among other administration concerns, the report concluded that the education system was over 



12  

centralising and hindering opportunities for individuals. It strongly advised giving voice and power to 

the locals to make decisions on all education matters because they knew their communities best (Fancy, 

2009). As a result, David Lange and his Labour government made some major changes to the education 

administration, endorsing the 1989’s most far-reaching reform in New Zealand’s history known as 

Tomorrow’s Schools (Lange, 1988). 

 
2.2.2 Tomorrow’s Schools 

 

Some substantial changes under the 1989 Act Tomorrow’s Schools’ reform included establishing the 

Education Review Office and the New Zealand Qualification Authority and replacing the Department 

of Education with the Ministry of Education (Langley, 2009). The regional education boards were 

abolished, and the Board of Trustees comprised of local parents and community members have been 

entrusted with governance and administration of their local schools. This reform was a response to 

Picot’s findings that the over centralised administration caused frustration and encouraged inequality 

and marginalisation for some communities (Langley, 2009). The 1989 Education Act reflected the 

shift of policy discourse from ‘equality access’ to ‘equitable outcomes’ (Benade, 2018). 

Four years later, the effect of the Picot report on education was well underway. The Ministry 

introduced the New Zealand Curriculum Framework (Ministry of Education, 1993) with seven 

essential learning areas: The Arts, Maths, Language and Languages, Science, Social Studies, 

Technology, Health, and Physical Education (Roberts, 1998). The 2000 stocktake (Ministry of 

Education, 2007) identified the need to review the previous curriculum due to an increasingly diverse 

population, complex demands of the workplace, and sophisticated technologies (Ministry of 

Education, 2007). In 2007, the curriculum document was released; its fundamental purpose stated: 

“...to set the direction for student learning and to provide guidance for schools as they design and 

review their curriculum” (Ministry of Education, 2007, p. 6). This gave schools and Boards of Trustees 

greater autonomy to localise their curriculum and set objectives to be achieved by their students but 

within the national curriculum guidelines. 

The Tomorrow’s Schools reform and the then new curriculum have had many implications for schools. 

Each school is responsible for ensuring its local curriculum meets the needs, circumstances, and 

interests particular to their community (Ministry of Education, 2007). Community involvement is an 

essential part of this reform, whereby the Boards of Trustees are required “in consultation with the 

school’s Māori community, to develop and make known its plans and targets for improving the 

achievement of Māori students.” (Ministry of Education, 2007, p. 44). 
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Following international trends, the New Zealand Curriculum was revised yet again in 2017 to add the 

digital aspect to the learning area of Technology (Ministry of Education, 2018). This gives another 

layer of responsibility for schools and their boards to grapple with. They are tasked with ensuring their 

local curriculum reflects the Ministry’s 2025 vision for students to be confident, connected, and to 

become actively involved lifelong learners in a connected world (Ministry of Education, 2015). 

Embedded in this is the expectation that students would have opportunities to collaborate with others 

within and outside classroom walls. For example, the “Future focus” principle of the New Zealand 

Curriculum (p. 9) emphasises the need for students to explore the issue of globalisation, and to equip 

them with the necessary digital technology knowledge and skills (Ministry of Education, 2007). Such 

skills will enable them to “participate fully in and benefit from our globalised, hyper-connected, and 

increasingly knowledge-based economies and societies” (OECD, 2018, p. 15) 

This previous statement has huge implications and expectations for schools to make radical changes 

to teachers’ pedagogy and to restructure buildings. With such change, teachers are expected to 

facilitate information and communication technology (ICT) skills (Lourie, 2020) particularly in this 

era of the knowledge economy (Bolstad et al., 2012). This paradigm shift in the schools and teachers’ 

roles is further reviewed in the following sections. 

 
2.2.3 Rethinking pedagogy 

 

Mirroring global changes in pedagogy particularly in the western developed world, New Zealand, 

too, expected changes in teachers’ practice (Lourie, 2020). For instance, teachers are expected to 

collaborate with others: their colleagues, parents, students, even experts in fields of students’ interests 

(Sharp et al., 2021). They are to engage in reflective practices where they collaboratively plan and 

assess learning with their colleagues (Osborne, 2016). This deprivatisation of teacher’s practice 

requires tremendous trust among them to complement each other’s strengths and hold one another 

accountable (Osborne, 2013; Twyford et al., 2017). Teachers need to collaborate with parents to set 

learning goals or even invite them (parents) to share their expertise with students (Ministry of 

Education, 2016; 2018; 2020). Thus, instead of the teacher being the expert, the student or a parent 

with relevant expertise can facilitate learning. 

Facilitation of self-regulated skills and student agency is another crucial pedagogical change in which 

teachers encourage students to take ownership of their learning (Benade, 2019). This requires a mindset 

shift for teachers who have been immersed in traditional teaching for years teaching from the front to 

“exchange ‘front-of-the-room’, single teacher presentational approaches for collaborative, dispersed 

and facilitative styles, often in teams, working with multiple students in shared, common learning 
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spaces” (Benade, 2019, p. 1). Such pedagogical changes are not conducive to traditional single cell 

classrooms (Osborne, 2013), therefore structural changes needed to be made to ensure schools’ 

physical environments support teaching and learning approaches (Ministry of Education, 2021). 

 
2.2.4 Restructuring 

 

The structure of schools has also changed with regards to their infrastructure. Since 2010, the Ministry 

has been building school buildings currently known as flexible learning environments (FLEs), 

innovative learning environments (ILEs), or modern learning environments (MLEs). The Ministry 

wanted to invest in modern environments conducive to the 21st century’s teaching, and learning 

pedagogies explained in previous sections. These modernised environments (MLEs) are government- 

funded buildings offered to schools that need new classrooms, as in the case of Christchurch following 

the devastating 2011 earthquake. These open-space environments were first introduced as part of the 

Ministry of Education’s changes to the ten-year property plan (10YPP) and the five-year agreement 

(5YA) funding for schools (Ministry of Education, 2015). 

The term MLE originated in New Zealand in 2010 but has gradually evolved after public debates 

regarding the negative impact of these new physical environments on children (Mahat et al., 2018). To 

avert the public’s focus from the tangible elements of such spaces, they are now referred to as flexible 

learning environments (FLE) or innovative learning environments (ILE). Although ILE better reflects 

the Ministry’s intention to design physical environments that contribute to meeting the learners’ needs 

(Ministry of Education, 2020), this study will use the term ‘modern learning environments’ (MLE) as 

it was the original term used in New Zealand (Wilson, 2015). 

 
2.2.5 What are the general New Zealanders’ perspectives of MLE? 

 

MLEs have received mixed reactions from stakeholders such as school leaders, teachers, parents, and 

members of the public in general. According to written articles (stuff.co.nz, n.d; Education Counts, 

n.d) and literature (Mahat et al., 2018), it has caused a nationwide controversy. Schools, including the 

researcher’s school, hosted meetings to reassure concerned parents of the much-needed shift to MLEs, 

and the benefits of such environments on children’s learning. Considering that many education reforms 

have been espoused to provide better systems that cater to the learners’ needs, the rest of this review 

will explore the impact of MLEs on the people at the heart of education: teachers, learners, and their 

whānau. 



15  

At this point, it is essential to establish that the learning environment is more than just property; it is 

also about its social, pedagogical, and physical elements (Ministry of Education, 2016). The 

interactions and engagement of people in the environment, the teaching and learning, technology, 

property, and resources are integral parts of an MLE (Ministry of Education, 2014). Osborne (2013) a 

strong advocate of MLEs or innovative spaces claimed that the flexibility, openness, and easy access 

to resources of such spaces are three components of MLEs that correspond with what we know about 

learning (Bull & Gilbert, 2012; Fullan, 2013; Katharina et al., 2017). Osborne asserted that learning is 

“personalised, socially constructed, differentiated, responsive (and often initiated by the students 

themselves), and connected to authentic contexts and the world outside” (2013, p. 2,). The flexibility, 

openness, and easy access to resource components reflect the inseparable aspect of the tangible and 

intangible elements of MLEs (Osborne, 2013). These elements are used here as the lens for reviewing 

the advantages and disadvantages of such modernised spaces. 

Flexibility relates to both space (physical feature) and practice (pedagogy). On the one hand, the 

buildings’ design affords the capacity for catering to diverse learning styles regarding their purposely 

built spaces (Wall, 2016). It allows for small and large groups gatherings (Imms et al., 2017), with 

breakout spaces for students to use if they need a quiet space (Barrett et al., 2015), and the varied zones 

give teachers and students the capacity to choose the most suitable need-task oriented spaces (Byers 

& Imms, 2016). Instead of rows of desks facing the front, different sizes and height furniture also add 

to the flexible component of the design (Dornhecker et al., 2015). More floor space allows those who 

prefer sitting or lying on the floor while working to do so, and the considerable physical space can 

maximise learning time in that varied activities can occur simultaneously (Barrett et al., 2015; 

Alansari, 2018). 

On the other hand, critics such as Wilson (2015) argue that having large spaces with transparent glass 

can cause distractions, particularly for students easily distracted by their surroundings. Wilson also 

asserts that unsupervised students in breakout rooms can potentially be disengaged and distracted from 

the learning activity. Likewise, the parents criticise large spaces with too many students claiming that 

the noise level causes anxiety, particularly to students with learning difficulties (Long & Cann, 2017). 

Regarding pedagogy, timetables can be less structured with MLEs (Wilson, 2015), which means 

subjects can be integrated better, making learning much more connected and meaningful for students. 

Instead of rigid teacher-led activities, the students can lead their learning while the teacher takes on 

the role of a facilitator or supervisor. This, according to French et al., (2020) and Morris (2019) helps 
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students become self-directed, the activity becomes student-centred, and less stress for the teacher 

because learning does not have to adhere to a timetable strictly (Wilson, 2015). 

The flipside of this is echoed in Morris’ (2019) article which alludes to the contextual factors that need 

consideration to mitigate the potential deficit impact of this approach on the already vulnerable 

students. Explicitly speaking, those who may not have developed critical thinking and self-regulating 

skills and might still benefit from a teacher-led approach. Another potential downside of a less 

structured environment is the hindrance of much needed positive one-to-one relationships between the 

learner and teacher and its impact on learning (Reichert & Hawley, 2013). 

Openness in the physical sense means fewer walls, more sliding glass walls, and access doors, enabling 

teachers and students to observe each other’s practice (Osborne, 2013). Unlike traditional classrooms, 

these modern spaces have easy access to attached side rooms (hubs) for teaching and learning purposes 

(Imms et al., 2017). The transparency of glass walls makes observing easier and encourages teachers 

to collaborate and learn from each other (Osborne, 2013) an aspect that embraces tuakana-teina 

relationships between teachers and between learners (Wall, 2014). Some also suggest that this means 

safer environments where two or more adults in the room minimises the chance of bullying or unsafe 

behaviour (Wilson, 2015). It also allows those working in breakout areas to remain connected to the 

rest of the group. 

However, there are downsides to this too. Wall (2014) reported that fewer walls make displaying 

students’ work difficult, making the environment less interesting. The author went on to say that lack 

of displays reduces a sense of belonging for students and is less inviting for parents who usually come 

into school to view their children’s work. While working collaboratively in collegial support is said to 

be easily achieved in MLEs, this is suggested by Byers et al. (2018) to be more of a fad than reality, 

considering the lack of funds and support for schools to do this. For instance, teachers have been trained 

to teach in single-cell classrooms, not open spaces. Therefore, their lack of confidence to facilitate 

learning in transparent spaces and absence of relational trust can cause anxiety and frustration (OECD, 

2013; Tschannen-Moran, 2001). This counterfeits the benefits of the collaborative approach. 

Easy access to resources can be achieved here due to the range of attached spaces designated for 

specific resources and tools such as art materials and space for arts, science, water projects, and even 

a computer hub (Wilson, 2015). In a single-cell classroom, there might not be room for setting up or 

storing resources. MLE has break-out rooms for these purposes. This means students can carry on with 

their work or return to complete later, so they do not have to pack up at the end of each lesson 

constantly. Moreover, if they work on group projects, they have access to the tools they might need 
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for research and for presenting their work, such as the internet/technology (Huda et al., 2018). 

Providing access to a range of tools and strategies enables creativity and allows students opportunities 

to develop and enhance a range of skills, which is another benefit of a resource blended environment. 

A theory supported by Akgunduz and Akinoglu (2016) who concluded that blending instructions and 

technology can positively affect students’ attitudes and self-directed skills. 

However, as alluded to earlier, there is a growing concern regarding the possibility of learners getting 

side-tracked when they withdraw to these resource rooms without supervision. Wilson (2015) based 

on his observations claimed, while it is potentially difficult for a student to misbehave in a room with 

other adults, the distractions were caused by other classes who shared the big space. Further to this is 

the concern that learners might not have the skills to navigate the resources or to regulate their learning 

outcomes, especially if they have not yet developed self-regulating skills (Benade, 2018; Kariippanon 

et al., 2018). 

New Zealand is undergoing teacher retention problems due to workloads and lack of support, 

especially for newly trained teachers (Education Central, 2019). However, working in these spaces can 

support teachers by sharing responsibilities such as planning, teaching, and managing different groups 

of learners (Osborne, 2016). The author endorses this as beneficial for teachers by tapping into each 

other’s strengths and weaknesses. Moreover, instead of spending the whole year with the same group 

of learners, they can break into small groups and work to their strengths. This enables teachers to meet 

the needs of every child, so that they can achieve to the best of their ability (Ministry of Education, 

2007), at the same time, support one another, especially those new to the profession. 

Contrarily, while working in MLE seems like the plausible panacea for keeping teachers in the 

profession, research and articles on public forums report otherwise. Instead of easing the workload, 

teachers feel overwhelmed, exhausted, and overworked by the endless collaboration with colleagues 

in the shared space, which often distracts them from teaching (Redmond, 2017). Instead of feeling 

supported, teachers feel undervalued and discouraged due to the lack of support from the government 

in providing prior and ongoing training for collaborative practice in open spaces (Educational Central, 

2019). 

Moreover, there are suggestions that the government’s initial intention might have included de- 

privatising teacher practice (Osborne, 2013, Benade & Jackson, 2017) and to counteract the public’s 

rejection of the government’s proposed increase of class sizes. The lack of consultation with teachers 

regarding the transition from traditional classrooms to MLEs means less positive influence on 

education. Literature advocates the importance of involving teachers in the design process because it 
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helps inform and prepare them for change; thus, minimising the chance of reverting to traditional 

practices (Blackmore, 2010; Cobber et al., 2015). Engaging teachers in the transitioning process gives 

them insight to the benefits afforded to MLEs for learners. For example, lighting (including natural 

light) and the vibrant colours in modern learning environments are considered essential stimuli for the 

learners’ brains in helping to maximise their learning ability (Wall, 2016; Osborne, 2016; Barret et al., 

2015). 

While there are espoused advantages of MLEs in equipping learners with the essential future 

employment skills, its top-down directed approach could make it become a multimillion missed 

opportunity (Alansari, 2018). For instance, building MLEs in schools was directly dictated by the 

Ministry, excluding the stakeholders on whom its implementation extensively relies. There have been 

concerns raised by some school principals and parents, questioning the value of these environments in 

raising student achievement (Gerritsen, 2015; Walters, 2015). They also question the philosophy 

behind these physical spaces and why they are imposed on schools. This shows the lack of community 

consultation and its potential to hinder the effectiveness of even the best-intended reform. Wall (2016) 

reported that meaningful consultation when conceptualising the design is crucial for ensuring that the 

design is culturally responsive and reflects the community’s values and vision. 

Time is another hindrance that may disadvantage the implementation of MLEs effectively. Their subtle 

erection since 2010 when schools needed building repairs or more space due to growth meant little 

time for consultation. Given the importance of community consultation wherein all stakeholders are 

engaged to discuss issues pertaining to student achievement (Ministry of Education, 2007) time to 

consult would be beneficial. Considering sustainable changes take time, school leaders are responsible 

for balancing teachers’ acquiring new teaching pedagogies and avoiding overload (OECD, 2013). In 

other words, teachers need time to adopt and maximise new ideas before sustainable changes are 

embedded in their practice (Hargreaves & O’Connor, 2017). 

Speaking of time, a group of learners who have been underserved by New Zealand education for a 

long time and are vulnerable to the positive or negative impact of MLEs, are Pacific learners. Bolton 

(2017) asserted in her Educational Equity in New Zealand: Successes, Challenges and Opportunities 

article, “While the country’s education system performs well overall, large equity gaps remain for 

Māori, Pasifika and low-SES students” (p. 3). Given that this study focuses exclusively on Pacific 

learners, namely 9–10-year-old boys and their parents or caregivers, the rest of this review explores 

the following questions: 
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- Who are Pacific peoples in Aotearoa, New Zealand? 

- How are they located in New Zealand education? 

- Why is the Ministry giving dedicated focus to Pacific peoples’ education? 

- How have the Ministry’s efforts impacted Pacific learners? 

- How have educational reforms impacted Pacific learners? 

- Are MLEs deficit or surplus to Pacific learners’ achievement? 

 
2.3 Who are Pacific peoples? 

 

Pacific peoples have been categorised and defined by various terms by government agencies over the 

years. Samu (2013) explained that the term “‘Polynesian’ was used in the 1970s; ‘Pacific Islanders’ in 

the 1980s, and ‘Pacific Nations’ in the 1990s” (as cited in O’Connor & Sauni, 2013, p. 139). Until 

recently, the Ministry of Education used the term ‘Pasifika’ but it now uses ‘Pacific’ to refer to this 

group in the newly released APPE 2020-2030 document (Ministry of Education, 2020). The Ministry 

of Education’s (2018) Tapasā: Cultural competencies framework for teachers of Pacific learners 

which sets out cultural competencies for Pacific learners’ teachers, uses ‘Pacific peoples’ to refer to 

any of the islands from the Pacific Ocean, mainly the Melanesian, Micronesian, and Polynesian islands. 

It is crucial to know that the use of any term continues to be problematic due to its inability to 

acknowledge the complex diversities of the various cultures it entails. Some Pacific scholars argued 

that using the term Pasifika was a form of stereotype or a trojan horse, which meant Samoan because 

it is the largest ethnic group in New Zealand (Samu, 2013), and it “disregards ethnic-specific identities 

and cultural differences” (Matapo, 2019, p. 104). 

Nonetheless, the most critical point is that whatever umbrella term is used, it represents a 

heterogeneous group that constitutes many diverse nation groups, each with its own inherently unique 

culture, language, social structures, and ways of being (Samu, 2013). It represents Pacific peoples who 

reside in New Zealand but are still culturally connected to the Pacific through family and land. 

Recognising this, the term ‘Pacific peoples’ is used in this study because ‘Pacific’ is the current term 

used in the education sector (Ministry of Education, 2020), and the use of ‘peoples’ instead of ‘people’ 

emphasises its heterogeneity. Its use encapsulates recent migrants, second, third, or fourth generations 

of New Zealand born, and anyone who identifies as Pacific due to ancestry heritage. 
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2.3.1 Why did they migrate here? 
 

Pacific peoples are widely known as fearless navigators who traverse across and beyond the Pacific 

Ocean, searching for possibilities and opportunities. It is this desire to seek a better future for their 

families that many Pacific ancestors left the comfort of their homelands to embark on the shores of 

Aotearoa, the land of opportunities – the land of milk and honey (Matapo, 2019; Samu, 2013; Si’ilata 

et al., 2018). In the mid-20th century, New Zealand’s need for unskilled labourers to help with 

industrial and agricultural developments meant recruiting from their colonised islands, including 

Western Samoa. Considering the limited financial and educational opportunities in their nations, this 

was a welcomed dream for many. Economic and education opportunities that would serve their 

families, villages, and nations. This saw an inflow of migrants from Pacific nations such as Fiji, Tonga, 

and Samoa, particularly between the 1960s and 1970s (Ongley & Pearson, 1995; Ferguson et al., 

2008). More than fifty decades later, New Zealand became the second permanent home for 

approximately 382,000 Pacific peoples in 2018, making it the third-largest ethnic population, and still 

projected to increase to 650,000 by 2038 (NZ Stats, 2018). 

 

  2.3.2 How are they placed in New Zealand education? 
 

New Zealand education has encountered various reforms in attempts to improve its place in the global 

market. Results from the Program for International Student Assessment (PISA) that measures 15-year- 

olds reading, mathematics, and science literacy every three years show New Zealand is achieving 

above average among OECD countries (Bolton, 2017). However, the results still show the disparity in 

learning outcomes between Pacific students (and Māori) and their counterparts (Bolton, 2017). Pacific 

students are underserved by the present education system featuring at the lowest end of the 

achievement range (Hattie, 2003; Milne, 2009). Bolton (2017) argued that the country’s future 

economy would be left in the hands of unskilled and unqualified workers if the education system keeps 

failing Pasifika students. 

Various literature claims that the significant role of inequity in the long-standing underachievement of 

Pacific learners is due to a disconnectedness to their identities and language with which they 

confidently start education (Si’ilata, 2014; Hunter et al., 2016). Somewhere during their time in 

primary school, they become detached from their own “cultural values, understandings, and 

experiences” (Hunter et al., p. 197). For instance, Samoan children’s ability to memorise passages 

from the bible (tauloto) helped practise comprehension and memorisation, which is an unused skill 

that the teacher in the classroom could utilise to support their literacy programmes (Si’ilata et al., 2018; 

Tiatia-Seath, 1998). 
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Another contributing factor to this trend is teachers’ and educators’ deficit thinking and unconscious 

bias due to their lack of cultural knowledge and understanding (Wall, 2016; Fa’avae, 2017). While 

Pacific parents’ genuine respect for education professionals keeps them from approaching the school, 

teachers assume they are not interested in supporting their children’s learning. Fa’avae (2017) reported 

the two assumptions still common in New Zealand: Pacific children’s lack of knowledge at school and 

the parents’ disengagement showed a lack of support for their children’s education. He argued, “Both 

assumptions are expressions of teachers’ limited understanding of cultural responsivity” (p. 50). Some 

Pacific parents choose not to interfere based on their belief that teachers know best about teaching their 

children, and they (parents) should not even question it (Wall, 2016). To be culturally responsive is to 

understand that parents and teachers have a different interpretation of education (Spiller, 2012, cited 

in Turner et al., 2015). 

Unfortunately, this lack of cultural understanding creates a ripple effect: deficit thinking impacts 

teachers’ expectations, impacting learners’ achievement. Milne (2013) pointed out, some teachers 

blamed Pacific underachievement on students and their families, and these negative beliefs and low 

expectations are risky to learners’ learning and achievement. It hinders efforts to establish positive 

relationships between schools and parents to learn from each other (Bull et al., 2008). This might also 

unconsciously reflect racist and discriminatory behaviour contradictory to the curriculum’s principles 

of inclusion, cultural diversity, and high expectations, as set out in Figure 1. 

 

Figure 1. Curriculum Principles. Adapted from the New Zealand Curriculum (Ministry of Education, 2007). 
 

This review takes the premise that the New Zealand education system has long underserved Pacific 

peoples and will continue to unless the rectifying policies and initiatives put Pacific peoples at the 

forefront. Otherwise, despite the intention of the curriculum to provide an equitable, inclusive 
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education system for all learners regardless of their ethnicity or socioeconomic status, Pacific learners 

are still marginalised (Milne, 2009; Bolton, 2017; Hunter et al., 2016). 

Milne (2009) in her Colouring the white spaces article, argued that the dominant culture influences 

education policies and decisions, undermining the values and knowledge of the minority. This 

contradicts the ‘inclusion’ and ‘cultural diversity’ principles of the curriculum, which state “that 

students’ identities, languages, abilities, and talents are recognised and affirmed and that their learning 

needs are addressed.” (Ministry of Education, 2007, p.9). Milne (2009) asserted that our education 

system helps produce and perpetuate the culture’s knowledge and ideological values that have 

dominated New Zealand education since the colonial period. It will be interesting to observe what 

happens if the situation is flipped on its head and that the majority becomes the minority. Will Pacific 

learners still be at the lower end of the achievement scale? 

Considering that Pacific peoples have the most youthful population with a median age of 24 compared 

to other ethnic groups (NZ Stats, 2018), the role of education should be equipping Pacific learners well 

for their essential role in the future economic landscape of New Zealand is crucial (Bolton, 2017). 

 
  2.3.3 The Ministry’s plethora of responses 
 

In the government’s attempts to seek responsive strategies for this prolonged disparity, the Ministry 

developed several initiatives since 1996 (Ferguson et al., 2008). 

The first national strategic plan for Pacific peoples’ education was the Ko e Ako ‘a e Kakai Pasifika in 

1996 (Ferguson et al. 2008). Two years later, Creech, who was the Education Minister at the time, 

reported on the positive progress of this initiative, not only in licensing Pacific Islands early childhood 

groups but with developing networks between families and schools (Beehive.govt.nz, November 20, 

1998). This Ministry’s special report titled Focus on education for Pacific Islands people promised 

further development and funding support for maintaining its momentum in the following years. 

However, with the change of government, instead of following up on Creech’s report and goals for Ko 

e Ako ‘a e Kakai Pasifika, the 2000 Labour-led government released another document, the first Pacific 

Education Plan 2001-2006 (PEP). 

The next PEP 2006-2010 (Ministry of Education, 2006) was relaunched in 2008 to ‘step up’ the 

Ministry’s efforts and to extend its time frame to align with “other key education strategies, such as 

Ka Hikitia, the Early Childhood Education Strategic Plan, and the Tertiary Education Strategy” 

(Samu, 2013, p. 143). While this seemed great considering that effective initiatives and strategic goals 

take time to put into practice and evaluate, the government change in 2008 introduced the national 
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standards policy for Reading, Writing and Maths for primary schools. Consequently, the PEP was 

once again reviewed and revised to incorporate the new national standards (Ministry of Education, 

2009). This was the revised 2013-2017 PEP. When it was due for review, the change to a Labour 

government in 2017 saw a time lapse – and the PEP extended to cover 2018, and then again in 2019 

before the release of the Action Plan for Pacific Education (APPE) 2020-2030 (Ministry of Education, 

2020). 

While awaiting the next PEP, the Ministry of Education released the Tapasā: Cultural competencies 

framework for teachers of Pacific learners designed to guide and support educators to engage with 

Pacific learners and their families in learning (Ministry of Education, 2018). About the same time, the 

Ministry for Pacific Peoples released the Aotearoa Pacific Lalanga report, which focuses on initiating 

a “shift from government-led to Pacific-led solutions” (Ministry of Pacific Peoples, 2018, p. 5). The 

Lalanga document focuses on achieving its four goals (see Figure 2) through engagement with wider 

Pacific communities. The vision and goals of the Lalanga are to encourage Pacific peoples to be 

thriving, prosperous, resilient, and confident communities in Aotearoa New Zealand (Ministry of 

Pacific Peoples, 2018). 

 

Figure 2. Lalanga goals. Adapted from the Pacific Aotearoa Lalanga report by the Ministry for Pacific Peoples, 2018, p. 9). 
 

Two years later, the APPE 2020-2030 (Ministry of Education, 2020) document was released with this 

vision of ensuring “diverse Pacific learners and families are safe, valued and equipped to achieve their 

education aspirations” (Ministry of Education, 2020, p. 4). This ten-year plan is said to have been 

informed by a series of fono (meetings) with Pacific learners, families, and communities across the 

country. It includes artefacts quoting comments and feedback from members of the Pacific 

communities, voicing ideas and opinions on what they thought could be done to support Pacific 

learners and their families. 
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Some of the suggestions include community/family engagement, having more Pacific role models in 

education, reducing racism and discrimination, valuing relational respect or va, and valuing the 

learner’s cultural identity (and all it constitutes) through culturally responsive practices (Ministry of 

Education, 2020). Most of these ideas have featured in research literature from respected Pacific 

researchers such as Samu et al. (2008), Fa’avae (2017), Si’ilata (2014; 2019), and Anae (2019) to name 

a few. Likewise, these are reflected in the principles of the New Zealand Curriculum (Ministry of 

Education, 2007), Tapasā Framework (Ministry of Education 2019), and previous PEP documents 

(Samu, 2020). 

It is apparent from this review that there may be a missing link in the ongoing monitoring and 

evaluating process which requires time to consult results and progress with the people involved. While 

Pacific peoples’ cultural values, linguistics, identities, and ways of being are appropriately included in 

national documents and is monitored to an extent by ERO and via the MOE’s PEP monitoring 

programme (and assuming this will be the case for the APPE 2020-2030), perhaps their 

implementation at school level needs further reviewing and monitoring. 

Given that the purpose for Pacific peoples’ migration to New Zealand was to seek better opportunities 

(Samu, 2010; Fa’avae, 2017; Si’ilata et al., 2018), their value of education and the pride in their 

children achieving success is evident at prizegiving and graduation. Samoan students usually stand out 

with their lolly necklaces (lolly leis or ula lole) given by their parents and families to show they are 

proud of their achievement. The teacher also receives a necklace as a gift of gratitude – this part of 

their fa’aSamoa (Samoan way). As Samu (2010) pointed out, success for Pacific learners is not an 

individual achievement; it means having the capacity to serve families, villages, and churches in their 

homeland. 

Unquestionably, the narrative of Pacific peoples in education has been greatly influenced by national 

policies and educational reforms, which have not served Pacific learners as intended. Hunter et al. 

(2016) reported that Pacific students “are characterised by unenviable statistics; statistics in which a 

large percentage are underachieving and disengaged within the education system” (p. 197). Albeit the 

growing plethora of research suggestions and government-funded strategies to help bridge the long- 

identified gap, statistics show a different story. The following section explores why the Ministry’s 

focused efforts have not impacted on Pacific peoples’ achievement in education. 
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2.3.4 Apparent reasons for unsuccessful efforts 
 

As alluded to earlier, despite various efforts and policies intended to raise Pacific students’ 

achievement, they are still overrepresented at the lower end of the scale. The rest of this review 

discusses some suggested answers to the previously posed question by examining relevant literature. 

The review of the 2012 PEP by the Education Review Office (ERO) revealed that only 5 out of 25 

secondary schools studied showed Pasifika students achieving at or close to the national NCEA norms 

(Education Review Office, 2013). It identified five contributing factors to these schools’ successes: 

setting achievement targets, monitoring these closely and reported to the board, engaging teachers with 

learners culturally, individual mentoring, and establishing partnership with parents and communities 

(Education Review Office, 2013). These findings set the following six steps for school leadership as 

set out in Figure 3. 

 

 
 

 

 

 
Figure 3. ERO’s recommended next steps. Adapted from Making Connections for Pacific Learners' Success Review 

(ERO, 2013). 
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The six identified steps denote time as the correlating factor for ensuring the success of Pacific learners 

in New Zealand classrooms. A synthesis of the reviewed literature has also identified time as one of 

the plausible overlapping hindrances to the Ministry’s efforts to raise Pacific learners’ achievements. 

The inhibited scope of this review cannot discuss all the details pertaining to each issue, but three 

points are explored here. 

1. Too many top-down directives are not conducive to implementing sustainable changes; it 

prohibits time for development, implementation, and monitoring processes. 

2. Engaging the key stakeholders (teachers, Pacific learners, and parents) in consultations 

takes time, a vital ingredient for establishing a partnership with all involved. 

3. Ongoing engaging collaborations between schools and Pacific communities should be 

given valuable time and priority. 

In the past decades, teachers and school leaders have been bombarded with educational reforms, some 

of which lack clarity regarding their intentions and implementing processes and time for development 

(Hargreaves, 2005; Fullan, 2016; Meyer et al., 2020). This is detrimental to the effectiveness of any 

reform. Twyford (2016) identified uncertainty as one of the barriers to teacher resistance to change as 

they perceive the risk in taking on ambiguous ideas. This lack of clarity is also reflected in the National 

Administration Goals (NAGS) and National Education Goals (NEGS), which are the basis for schools’ 

charters and strategic plans (Ministry of Education, n.d.). From the researcher’s perspective, such 

documents are not only open to each school’s interpretation, but they are also exclusive of the 

government’s initiatives and goals for Pacific education. For instance, the NEGS amendment in 2004 

was only to add regular physical activity to the list of high-level competencies, while PEP’s 

implementation and schools’ accountability for its implementation generally fits under NEG 10 

(Ministry of Education n.d.). This is the only goal that mentions the Pacific as part of New Zealand’s 

diversity. 

The second goal (NEG 2) states, “Equality of educational opportunity for all New Zealanders, by 

identifying and removing barriers to achievement” (Ministry of Education, n.d, para 2). Thus, 

indicating that our education system is about providing equal opportunities for all, rather than 

providing opportunities based on individual needs to remove the barriers for the disadvantaged 

(Bolton, 2017). Only then will equal outcomes for all be achievable. Milne (2009) called this 

marginalisation by which all learners receive the same opportunities to learn and achieve goals set by 

the dominant culture instead of setting goals that provide opportunities needed for everyone to be 

successful. 
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It seems that the Pacific learners-oriented strategic goals have been ineffective due to the dearth of 

time and resources. With any new change, time is crucial. Time to clarify goals and plans, time to 

consult with the community (which can be a timely process), time to implement strategies, and collect 

data to inform progress or otherwise. Unfortunately, while the PEP series has been around for twenty 

years, evidence reveals that the minimal improvement over the years equates to nothing, given the rise 

in the Pacific peoples’ population (Coxon et al., 2002). Scholars argued that time and resources are 

crucial elements for the successful implementations of any educational change, and these need to be 

prioritised (Bryk et al., 2005; Hargreaves, 2005; Fullan, 2016; Hargreaves & O’Connor, 2017). 

Another example of a recent subtle change is the recent directive by the Ministry to replace traditional 

buildings with MLEs. The lack of clarity on the purpose of this movement, combined with the lack of 

transitioning time, means teachers are unprepared to take risks (Twyford et al., 2017), and the 

philosophy behind the subtle erections of such buildings is questionable (Gerritsen, 2015). Time is 

crucial for all parties to connect their ways of life and learning, particularly in this everchanging 21st 

century (Education Review Office, 2013; Si’ilata, 2014; Hunter et al., 2016). Time to clarify shared 

goals is pivotal to developing genuine relationships and shared understanding between schools and 

Pacific communities which is conducive to achieving desired learner outcomes. 

Consulting communities and parents are emphasised in all national education policies and documents, 

and it is even reiterated in all strategic plans for Pacific learners as the key to raising their achievement. 

When all involved are consulted on shared visions, the purpose becomes clear and purposeful; genuine 

relationships and collaboration starts to develop. Scholars define collaboration as the act of all 

stakeholders within schools, between schools, and beyond schools working together for a common 

purpose (Tschannen‐Moran, 2001; Ainscow, 2016; Rincón-Gallardo & Fullan, 2016).  It involves 

principals, school leaders, teachers, parents, and learners in making decisions that bring about equitable 

outcomes. Bolton (2017) and Ainscow (2016) defined equitable outcomes as fair and inclusive. This 

is not the reality now for most communities, given the lack of time and resources needed on the ground 

level to make this happen (Lee & Ward, 2013; OECD, 2015). 

As mentioned in sections 1.2 and 1.3 of the introduction chapter, there is a lack of evidence to suggest 

that consultations regarding the transition to MLEs even happened in most schools, let alone the Pacific 

communities that have been underserved for many decades. Hence the purpose of this qualitative study. 
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2.3.5 Summary 
 

New Zealand education has undergone major changes since its establishment in the 19th century; 

changes influenced by political agendas and global issues. The turn of the 21st century and its 

requirements added extra layers to the already challenging landscape of the New Zealand education 

system. This is due to its multiculturally diverse population, the country's future economy is likely to 

rely (to some degree) upon the most youthful ethnic group that features at the lower end of the 

achievement scale. 

Unfortunately, instead of developing national policies to rectify the long-standing gap between Pacific 

learners and their counterparts, education policies have been and are still being influenced by the 

dominant culture and global trends (Bolton, 2017). Hence, the marginalisation of the minority prevails. 

Furthermore, while the Ministry’s efforts in developing remedial initiatives are acknowledged, the lack 

of accountability regarding their implementation, monitoring, and reporting makes them missed 

opportunities. 

Since the erection of modernised learning environments, there have been controversial theories and 

conversations online, face to face at school, and through personal communications. The scarcity of 

qualitative research to ascertain how Pacific learners are coping with the changing physical structure 

and pedagogy of the 21st century education gives scope and purpose to this study. The purpose is to 

hear the Pacific parents and boys’ perspectives on these modernised buildings and pedagogies. 
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Chapter 3: Methodology 
 
 

3.1 Introduction 
 

This chapter provides an overview of the research setting, participants, and the overall research design. 

It outlines the methods used for collecting and analysing the data, including the rationale for 

participants’ recruitment and the selection criteria. An overview of this process is shown in Figure 4. 

The main research question which guided the study was: “What are the perceptions of Pacific boys 

and parents/caregivers about the experiences of the New Zealand primary schools’ modern learning 

environments?” This was explored in three parts guided by these three sub-questions also pictured in 

the blue boxes of Figure 4. 

1) What are Year 5-6 Pacific boys’ perceptions of modern learning environments? 

2) What are Pacific parents’ perceptions of modern learning environments in primary 

schools? 

3) How do the boys’ experiences in modern learning environments affect their perception of 

their learning and behaviour? 

At this point, it is worth noting that while the original plan included an anonymous online questionnaire 

to gauge a wider Pacific perspective of MLEs and to recruit participants, the unprecedented COVID- 

19 outbreak impacted schools in a way that hindered their participation in this study. For example, the 

outbreak caused lockdowns and the first phase of the study (online questionnaire) did not occur as 

intended. COVID restrictions and online learning took a toll on schools’ time and the principals either 

declined the invitation or never responded despite several communications made. Consequently, the 

three questions were answered by the one-to-one semi structured interview as outlined in the yellow 

boxes. The online questionnaire, though originally shown in the orange boxes, never eventuated due 

to COVID. The blue boxes outline the overview of the data analysis framework used. Section 3.2 

describes the research setting and the participants, followed by the researcher’s epistemological stance 

in Section 3.3. Ethical considerations are noted in Section 3.4, followed by the description of the 

research design and methods in Section 3.5 before concluding in Section 3.6. 
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Figure 4. The planned data collection and analysis process. 
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3.2 Research setting and participants 
 

The purposive sampling of participants was going to be used to deliberately recruit participants for this 

study (Kothari, 2004). The sample was exclusive to Pacific boys aged 9-10 years, who were in a Year 

5/6 MLE, and their parents or caregivers. This sample would have: 

● recruited 2x Year 5-6 classes per school from up to 4 primary schools, identified via the 

Ministry of Education website as having a high percentage of Pacific students working in 

MLEs. E.g.; 104 boys (not including parents) would have done the online anonymous 

questionnaire (13 boys per class x2 classes = 26 boys per school x 4 schools). 

● recruited 12 one-on-one semi-structured interview participants by their clicking of the link at 

the end of the questionnaire before submitting it. 

However, the impact of COVID as mentioned previously meant the schools were too busy to 

support this research; therefore, participants needed to be sourced elsewhere. This required a 

change in the ethics application and then an independent recruitment drive via churches. Apart 

from one, three of the four participant schools were recruited through three Pacific dominated 

churches from different parts of Auckland. All four schools featured below 5 on the decile ratings 

standard. The Ministry of Education assigns schools in New Zealand with a decile rating based on 

the socio-economic demographic of the school’s community compared to other schools in the 

country. For example, “Decile 1 schools are the 10% of the schools with the highest proportion of 

students from low socio-economic communities.” (Ministry of Education, n.d). For ethical reasons, 

the schools have all been given pseudonyms: Contributing South School (CSS) from South 

Auckland, State West School (SWS) from South Auckland, Environmentally Advanced School 

(EAS) from East Auckland, and Waikarere School (WS) from West Auckland. Likewise, the 

participants have also been given pseudonyms. Suggested mediums for interviews included face- 

to-face, WhatsApp, phone call or zoom. All participants chose to undertake face-to-face interviews 

in public venues close to their homes. 

 

3.3 Epistemological stance 
 

Considering that the purpose of this study was to investigate and capture Pacific peoples’ perceptions 

and experiences of MLEs, the interpretive research paradigm was used. This enabled the researcher to 

inquire into issues regarding MLEs observed at schools including her own, the notion that originally 

sparked the desire for this study. Using the interpretative approach engages participants in 

conversations and allows researchers to develop deeper understanding of the participants’ life-world 
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experiences (Taylor & Medina, 2013). Punch and Oancea (2014) validate the use of a qualitative 

approach saying that it is “… by and large, naturalistic, preferring to study people, things and events 

in their natural settings” (p. 146). 

This approach is closely related to the talanoa methodology by Vaioleti (2006) who described it as “… 

talking about nothing in particular and interacting without a rigid framework” (p. 23). Vaioleti defines 

‘tala’ as talk, and ‘noa’ means nothing, which basically means talking about nothing and about 

everything. In Pacific meetings, talanoa is used as an ice breaking activity which often starts off by 

finding out people’s names, their families, and their village. This is how participants at any gathering 

usually make connections and initiate trusting relationships; acknowledging the ‘va’ (Anae, 2019) or 

sacred relational space between participants. Given that talanoa is recognised as an appropriate 

medium for conducting research according to Pacific scholars (see for example: Vaioleti, 2006; Ioane, 

2017), the talanoa methodology was deemed culturally appropriate to be used in this study as the tool 

for developing trust between the researcher and participants. Engaging in the talanoa successfully 

enabled the process of this qualitative study. 

 

3.4 Ethical considerations 
 

All ethical requirements by the University of Auckland were adhered to and made explicitly clear in 

the researcher’s ethics’ application, and throughout the research process (UAHPEC1465). 

The participant information sheets (PIS) as shown in Appendix 1, provided a clear and brief outline of 

the research process. It outlined the benefits of the study for Pacific learners’ education, and each 

interviewee received a small koha at the end of their interview in accordance with the Pacific way of 

showing appreciation. The koha was a culturally appropriate measure of acknowledging the exchange 

of gifts during this process where the researcher was gifted with each party’s views and experiences. 

The participants were well informed that their participation was voluntary, and that they could 

withdraw their participation at any point during the research. The PIS also gave assurance that the 

school and Board of Trustees would not treat any participant differently, and that their privacy and 

confidentiality were protected by pseudonyms. 

The participants’ consent is deemed the most important consideration for social researchers (Bryman, 

2012). To reduce the time and complexity for respondents, the online questionnaire (though it was not 

used) was purposely designed so that it could be accessed via a link included in the PIS. On all forms 

it was clearly indicated that completion and submission of the forms indicated consent had been 

provided (thus eliminating the need to download, sign and upload consent forms). Consent Forms 
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(Appendix 2) for the school principal, church leaders (to access church members), adult participants 

as well as Student Assent Forms were distributed, signed, and collected by the researcher (for 

interviews). Only participants who signed and returned their consent forms were involved in the one- 

on-one interviews. 

 

3.5 Research design 
 

This section gives a detailed account of the researcher’s journey in conducting this study, with 

reference to how unforeseen circumstances were encountered and addressed. For example, the sudden 

outbreak of the COVID 19 pandemic in the early 2020 causing two lockdowns in March and August 

had profound effects on the study. 

 
3.5.1 Measures 

 

This was a study aimed to elicit participants’ views and experiences, therefore a qualitative approach 

with semi-structured interviews was selected as a tool for data gathering (Cohen et al., 2002). Literature 

validates the use of semi structured interviews as the most appropriate tool for engaging participants 

in conversations (Mutch, 2013; Kallio et al., 2016) through a talanoa (Vaioleti, 2013) for the purpose 

of discovering people’s ideas. 

Over the course of the talanoa, the parents warmed up to the researcher, and they then asked questions 

they had from the PIS. Jones (1985) also endorses, “In order to understand other persons’ constructions 

of reality, we would do well to ask them… and to ask them in such a way that they can tell us in their 

terms” (as cited in Punch & Oancea, 2014, p. 182). 

This phase of the methodology was originally planned for 12 participants, but one parent pulled out at 

the last minute due to work commitments. Thus, 11 interviewees were undertaken; these consisted of 

three Year 5, three Year 6 boys, and five parents (see Table 2). 

 
3.5.2 Procedures 

 

Upon gaining ethics approval on the 24th July 2020, the researcher started recruiting participants from 

schools identified as having a high percentage of Pacific population. The principals were invited by 

email first and they were asked to email an invitation poster to the Pacific families fitting the recruiting 

criteria as explained in the Principal’s Information Sheet. If the principals consented to their school’s 

participation, they would have been sent the Participant Information Sheets (PIS), with a request to 

forward it to the families of Pacific boys aged 9-10years. However, due to the impact of COVID, this 
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part (phase 1) did not occur as mentioned earlier. This means adaptation to recruit from churches 

needed to be made to the Ethics’ committee. 

Once approval to recruit from churches was granted, the only religion-affiliated participant school 

invited the researcher to meet with the interested parents for an informal meeting to inform the parents 

about the research. This informal meeting was held with some refreshments using the talanoa method 

by Vaioleti (2013). 

The other parents outside of this school emailed me directly to meet up with them, and after spending 

time answering their questions on the phone, they agreed to take part and indicated their preference of 

having face-to-face interviews at their chosen venues. 

The one-on-one interviews were organised with the first 6 parents and 6 boys who consented and 

assented. Unfortunately, due to one parent pulling out, only 5 parents were interviewed. Permission 

for the talanoa to be audio recorded was gained from each interviewee. Although each interview lasted 

about thirty minutes, using the talanoa approach meant that the actual time spent on each interview 

lasted up to approximately 60-90 minutes inclusively. 

The recordings were then transcribed by a third-party professional transcriptionist who signed a 

confidentiality agreement to securely dispose of all recordings and transcripts at the completion of 

their work. Subsequently, the participants were sent the transcripts to check for accuracy and make 

any changes to the scripts within two weeks of receiving them. 

Data analysis: 

As mentioned previously, each interview was transcribed and had its own script, and each script was 

analysed in two phases: first, an inductive thematic analysis and then deductive analysis (Cohen et al., 

2002). Kelle et al. (1995) affirms using both the inductive and deductive analyses are essential for 

data verification. For instance, analytic induction is central to investigating and understanding the 

world’s regularities by firstly generating abstracts from the data, but then deduction helps verify the 

generated themes or theories (Punch & Oancea, 2014). 

Firstly, the transcripts were analysed using the process of inductive thematic analysis (Miles & 

Huberman, 1994) to identify emerging themes and recurring patterns from the raw data. When the first 

phase was completed and satisfied, the Va’atele framework by Si’ilata (2014) was used to deductively 

analyse the identified themes for verification (Kelle et al., 1995). These themes are reported in 

Chapter 4 and are extensively discussed in Chapter 5. 
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Inductive thematic analysis 

The extensive inductive thematic analysis involved a six steps recursive process by Braun & Clarke 

(2006) as outlined in the following paragraphs. 

1. Familiarising with the raw data: 

During this step, the data was read and reviewed numerous times for familiarity and this process took 

a few days due to reading and listening to the recorded tapes to ensure the integrity of the oral 

conversation on the written forms. During this process, the researcher kept moving back and forth 

throughout the process to ensure the validity and integrity of the data is not by any means being 

misconstrued by the researcher’s own beliefs and ideas (Punch & Oancea, 2014). Throughout the 

process the researcher kept an open mind in welcoming and accepting alternative views (Bree & 

Gallager, 2016). 

2. Generating initial codes: 

Once familiarity with the data was established, a systematic coding system to identify initial codes 

relevant to the interview questions was then developed. For instance, key ideas such as the boys’ views, 

experiences, parents’ views, and their advice to other Pacific parents were highlighted. This was also 

done recursively throughout the entire data to ensure equal and full attention was given to each item. 

Similar ideas and patterns were highlighted using a colour coding system, which meant all excerpts 

with the same colour were collated to identify the emerging themes. 

3. Searching for themes: 

The process of identifying the themes based on the codes was also done in the same recursive manner 

involving cross checking, going back and forth through the data repeatedly. During this process, coded 

ideas and patterns identified during the coding phase were grouped into correlated subthemes. After 

constant reviewing and cross checking, the codes were collated, and potential themes were identified. 

4. Reviewing themes: 

Reviewing the themes involved going over them repeatedly to ensure that these were what the 

participants said. Given that the nature of the inductive analysis is looking for patterns in the data that 

could then be identified as themes, it was extremely important to eliminate any possibility of prejudice 

which could be detrimental to the data and the results of the study (Miles & Huberman, 1994). A 

reflexive process was used (Greenbank, 2003) to ensure the emerging themes were not tampered with 

by the researcher’s own values and beliefs. This included thoroughly checking if the themes worked 

in relation to the coded texts (Cohen et al., 2002), and the researcher also checked further by listening 

to the interview recordings. At the conclusion of this sequence, the themes merged into a few key 
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categories with each containing cognate subjects. For example, views on the use of digital devices, 

communication, and how much the participants knew about the changes in schools. 

5. Defining and naming themes: 

Continuing from the previous part of the process, the categories were then analysed to determine a key 

concept that the ideas fitted into. For instance, the statements about using devices and the new ways 

of learning as well as how the physical spaces had changed were grouped under the change heading. 

The parents’ statements about being shy to go into schools to talk to teachers were all grouped under 

the heading conversations. Although this seemed such a prolonged and difficult approach, it resulted 

in establishing six cognately constituted themes namely: collaboration, change, conversations, 

consistency, contextualisation, and cultural responsiveness. All of which are intertwined as discussed 

in Chapters 4 and 5. 

6. Producing the report: 

Prior to writing up the results, the themes were once again deductively analysed using the Adapted 

Va’atele framework (2018). The use of this framework was credited to its dimensions’ concomitants 

of enhancing education for Pacific peoples. Its use was warranted by the fact this was a study on Pacific 

peoples and their views of MLEs. The named themes were essentially aligned with the dimensions of 

the va'a in a bid to ascertain the best way to display information in the form of a written report as set 

out in Table 1. Once the themes were analysed against the framework, the report was then written 

accordingly. 
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Table 1. 

 
Key themes emerged from the deductive analysis. Adapted from the Va'atele framework (Si’ilata et al., 2018). 

 
Va’atele dimensions Explanation Themes 

Knowledge (Hull/Va’a) Foundation of the vessel. 

 
Knowledge needed to craft the va’a according 

to how it will travel. 

CONTEXTUALI- 

SATION 

 

Modern Learning 

Environments 

Expectations (Mast/Tila) Connects the hull/va’a with the sail/la – enables 

it to withstand the strength of the wind and act 

as a solid base from which to furl the sail. 

CHANGE 

 
Space & Pedagogy 

Communication (Sail/La) Enables the va’a to catch the wind – 

combining the strength of the hull, and mast, 

with its height & power of the wind to 

enable greater speed & success toward the 

journey’s end. 

CONVERSATIONS 

Language & 

Consultation 

Strategies (Paddles/Foe) Advance the va’a when there’s no wind, use 

water to generate motion through which the va’a 

sails. 

CONSISTENCY 

 
Human Resources & 

Confidence (in 

familiarity) 

Connections (Platform/Fata) Connects the 2 hulls so they sail as one vessel, 

enabling benefits made with one hull to benefit 

the other. 

COLLABORATION 

 
Connected relationship 

& Sharing 

Partnership (Keel/Ta’ele) Maintains stability & straight movement despite 

the conditions – keeping it grounded and secure. 

CULTURAL 

RESPONSIVENESS 

 

Cultural knowledge of 

culture & Ways of 

communication 
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3.5.3 Evaluative criteria 
 

Qualitative data has the potential to be misconstrued if proper processes are not thought through by 

the researcher during all phases of the research. Therefore, the following concepts were used to 

establish the trustworthiness of the study (Pickard, 2013). 

Objectivity/Confirmability 

The notion of objectivity lies in the researcher’s ability to ensure that she (or he) is distanced from the 

study so that the findings are not influenced by their own values and beliefs (Miles & Huberman, 1994; 

Cohen et al., 2002). Recruiting from outside the researcher’s school attenuated inevitable biases and 

ensured a relatively high degree of neutrality. However, the researcher acknowledges that there may 

still be an inherent bias to some degree given that this study eventuated from her own determination 

to explore the views of Pacific peoples. Being Pacific herself, the researcher used the reflexive 

approach (Greenbank, 2003) to ensure the data was free from being misconstrued. Confirmability is 

the assurance that the same findings would emerge if the research was implemented by a different 

researcher (Pickard, 2013). 

Reliability/Credibility 

Reliability is when vigorous and constant cross checking of the emerged themes against the raw data 

is done to ensure that the recorded data matches the reality in the world or context of the research 

(Cohen et al., 2007). It is about the trustworthiness of the collected data. Therefore, the coded themes 

were repeatedly reviewed against the raw data and the recorded audios to confirm that these were 

unbiasedly extracted. Ensuring reliability is extremely important considering some of the issues 

uncovered from this study were closely related to issues pertaining to the underachievement of Pacific 

learners as reviewed in the literature review. Its credibility was ensured by allowing time for the 

participants to check the accuracy of the transcripts. 

Validity 

Regarding the validity of this study, this will be measured on the “extent to which the measure achieves 

its aim” according to Hinds (2000, p. 42). The use of the inductive method of analysis and the deductive 

process using the Adapted Va’atele framework validated the theories generated from the study. In 

terms of validity, though the sample is small, the participants were a good representation of the Pacific 

demographic given the rate of diasporic Pacific communities within the Auckland region. For instance, 

of the six student participants, three were Samoans (highest Pacific ethnic group), two Tongans (second 

highest), and one from Kiribati, thus making its findings more generalisable to the broader Pacific 

population. 
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Moreover, the study’s conclusion is relevant to the experiences of parents and Pacific learners as 

reported in some other studies and literature reviews, albeit on different education topics. The 

participants will benefit from the schools’ heightened awareness of the impact of modernised learning 

on students and families despite their silence. For instance, based on these findings, schools can rethink 

their strategies and approaches used to connect with Pacific learners, their families, and the community 

(Ministry of Education, 2018; 2019; 2020). 

 
3.5.4 Conclusion 

 

This chapter has summarised the research design and the methodology employed in this study. It has 

outlined the methods used for collecting and analysing the data, and the evaluative process taken to 

validate the study. The key themes identified here are reported in the next chapter, the Results Chapter. 
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Chapter 4: Results 
 
 

4.1 Introduction 
 

This chapter reports the results of this study beginning with a summarised overview of the participants 

in Section 4.2, followed by the presentation of the analysis of the data collected from semi-structured 

interviews held with both the boys and parents in Section 4.3. The chapter is concluded with a 

paragraph summarising the overall key themes that emerged from the data in Section 4.4 which are 

then discussed in Chapter 5. 

 

4.2 Participants 
 

As described in the methodology chapter, this qualitative study was originally formatted into two 

phases. Phase One involved completing an anonymous online questionnaire, whilst Phase Two 

involved undertaking one-on-one interviews. As mentioned in Chapter 3, Section 3.1, the online 

questionnaire’s objective was to gauge a bigger picture of the larger Pacific demographic about MLEs; 

at the same time, recruit one-on-one interviewees for Phase Two. However, the research participants' 

recruitment proved frustrating due to the unprecedented outbreak of COVID 19 in 2020. 

By the time approval was granted for the research to start, the second outbreak of the virus caused 

another lockdown in August, which resulted in declined access to invited schools. In addition to the 

schools’ refusal to participate in the study, a significant element of cultural responsiveness played a 

huge role in this unsuccessful recruitment, which is one of the themes discussed in Chapter 5. 

Nonetheless, 11 interviewees were very happy and willing to have a face-to-face interview. 

The participants consisted of three Y5 boys, three Y6 boys, and five parents, all of whom were females 

aged between 41-55 years as detailed in Table 2. 
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Table 2. 

Participants' details. 

Ethnicity Participants Age/Year 

Tongan Alofa 41-55yrs 

Tongan Ofa 41-55yrs 

Kiribati Ela 41-55yrs 

Samoan Cindy 41-55yrs 

Samoan Donna 41-55yrs 

Samoan Michael Y5 

Tongan Sione Y6 

Tongan Fale Y6 

Kiribati Kevin Y6 

Samoan Iose Y5 

Samoan Lui Y5 

 

 
As mentioned in the previous chapter, the participants were recruited from four schools, three of which 

were through church organisations. The four schools are all in Auckland: two from South Auckland, 

one from East Auckland, and one from West Auckland. These schools and participants have all been 

given pseudonyms to protect theirs and their schools’ identities as shown in Table 3 below. Five parents 

of the student-participants participated in the interview instead of the six as originally planned because 

one parent opted out. 

Table 3. 

 
Participant schools' details 

 
Participating Schools (Pseudonyms) Abbreviations 

Contributing South School, Y0-Y13 CSS 

State West School, Year 0-6 SWS 

Environmentally Advanced School, Y0-6 EAS 

Waikarere School, Y0-6 WS 
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4.3 Data analysis 
 

As outlined in the methodology chapter, an inductive thematic approach (Miles & Huberman, 1994) 

was used for the initial coding to identify recurring themes from the data to answer the main research 

question. Several broad themes emerged from this initial coding and repeating this process a few times 

emanated five key themes and eleven sub themes as shown in Figure 5. These identified key themes 

were further analysed to ascertain the common views between boys and parents and to confirm the 

themes’ validity. The Adapted Va’atele framework was then used to analyse the themes further, using 

the deductive analysis approach as shown in Figure 6. 



 

Figure 5. Inductive Thematic Analysis diagram. 
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Figure 6. Deductive Thematic Analysis diagram. 

 

 



 

The major themes identified were contextualisation (knowledge), change (expectations), 

conversations (communication), consistency (strategies), collaboration (connections), and cultural 

responsiveness (partnership), which were again analysed using the deductive approach through the 

lens of the Va’atele framework (Si’ilata, 2014) as shown in Figure 6. A further analysis of the themes 

and cross checking between the raw data and the identified categories are set out in the Adapted 

Va’atele framework (see Table 4). 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

45 



 

46 

Table 4. 
 

Key themes resulted from the deductive analysis. 
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4.3.1 The research data 
 

Figure 6 and Table 4 laid out the key themes and subthemes that derived from the qualitative data, 

guided by the three sub questions (see Chapter 3, Section 3.1). 

Using the talanoa approach, research question one (for the boys) and two (for the parents) were 

explored in three parts: 

1) Their views of MLEs 

2) Their experiences of MLEs 

3) Based on their experiences, would they recommend modern learning environments to 

Pacific learners and their parents? What advice would they give them? 

The participants’ responses were then organised and reported in the following sections under the key 

themes relevant to the six dimensions of the Adapted Va’atele framework as shown in Table 4. Given 

the nature of talanoa, the semi-structured interview did not follow any sequential order; in fact, some 

of the responses are interchangeably reported throughout the chapter. 

4.3.1a Theme one – Knowledge (Hull/Va’a): Contextualising 

 

 

 
As previously mentioned, using the Adapted Va’atele framework helped put the recurring themes into 

context, while determining if the goals of the current APPE, the Tapasā’s competencies, and strategies 

for enhancing Pacific learners’ achievement are reflected in the views of the participants. The latter 

(the participants' views) will be discussed in the discussion chapter. 

Contextualisation: knowledge 

The use of the Adapted Va’atele framework contextualises the ideas of modernised learning regarding 

its tangible and intangible elements. For example, the double hulls represent the two groups of 

stakeholders, (i) schools with teachers in one hull, and (ii), students with their families in the other. In 
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other words, the double hull represents home-school partnership. Critical in this is the knowledge held 

by all stakeholders which enables them to understand each other’s perspective. Each hull is connected 

to the other by the platform (fata) symbolising collaboration and the connectedness among the 

stakeholders, and the inherent interaction that helps them navigate both the tangible and intangible 

elements of modern education. The following paragraphs report on what the participants know about 

this modernised phenomenon: modern learning environments (MLEs), and modern learning 

pedagogies (MLPs) conducive to 21st century learning. The participants’ perceptions of these two 

elements are reported in the theme two section. The following paragraphs report their views and 

experiences of MLEs. 

Regarding knowledge of the 21st century and the changes it entails, the data analysis surfaced an 

interesting, yet not surprising theme. The interviewees accepted the idea of modern learning spaces 

and viewed the new ways of learning as appropriate and exciting. 

Donna: “Yes, I think to me I like how it’s putting my children in an advanced learning 

environment… he is wanting to be an IT and that is like a huge difference from 

my 12year old.” 

Cindy: “It is quite positive; my son is quite comfortable using the netbook and 

navigating through the blog.” 

However, it was obvious that prior to this research, they did not fully know or understand what this 

change entailed. For example, when the parents were asked to talk about what they thought about 

MLEs, some said they first heard about it from the researcher’s information. Some admitted they 

noticed the spaces were bigger, and the ways of learning were different, but did not know what these 

environments were called and for what purpose. Donna said: 

“I just heard it now. I didn’t know it was called MLE, but I have always had that feeling 

that it is modern technology, but I didn’t know.” 

Similarly, the boys did not know a lot about these environments, but they recognised that these open 

spaces helped them learn better. For example, two very excitedly said the idea of being with others 

and having their friends in the same class meant they could always be helped with their work. These 

boys reported: 

Lui: “It is great because my friends are there, and they are always beside me to help me 

with my work. They are always with me when there’s trouble and we always do 

some things together.” 
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Michael: “It is safe to go to school because I can meet other classmates in other 

classrooms. I can talk to other people.” 

It is clear from the boys’ responses that they view these spaces as a place to make friends and help 

with their learning because they can work with other people. Besides knowing about the benefits of 

the bigger spaces in MLEs, and the imposed use of technology devices, the findings indicate that the 

participants lacked knowledge concerning the purpose for such recent developments. In fact, the 

talanoa held just before conducting the semi-structured interviews helped the participants contextualise 

the connections between MLEs and the changes they were encountering. Having the talanoa allowed 

space and time for questions and answers while at the same time developed trust between the researcher 

and participants (Ioane, 2017). While these necessary conversations took place on the day of the 

interviews for some, the researcher had the opportunity to hold an information afternoon upon 

invitation from the only school that responded to the advertisement. This, according to the meeting’s 

attendees, was the first time they heard these environments explained. 

When asked to talk about their thoughts on modern learning environments, three out of five parents 

agreed that the change was necessary for the new generation. They responded: 

Donna: “I think now because our kids’ generation are more advanced. So, to me it is 

helping my son in a way where he gets to learn and get help with his learning. 

For example, he does have a good goal programme at school; a lot of study, and 

he has been studying maths, reading, and writing there. So, it [MLE] really does 

help him.” 

Ofa:  “For me it is really good because for my boys they want to learn more... so 

when they meet, they learn more.” 

Alofa: “Right now, I can see it. I prefer the modern learning environment because the 

little kids like it. It has more space, and they work in teamwork. So, they share 

ideas and so they can get to know each other.” 

The responses from these parents are indicative of how little they know about their sons’ learning 

environments. Their excitement and approval of these spaces are seemingly based on what they 

thought about learning. For instance, that it was socially constructed (hence their comments about the 

space), and that it is advanced so MLEs were good for helping their sons with their learning. The 

following section (Theme Two) will elaborate more on the expectations associated with working in 

MLEs: MLE (Physical Space) and MLP (21st century learning). 
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4.3.1b Theme two – Expectations (Mast/Tila): Change 

 

 

Change – expectations of the 21st century 

Just as the mast/tila “…connects the hulls/va’a with the sail/la, enabling it to withstand the strength of 

the wind and to act as a solid base from which to furl the sail” (Si’ilata, 2014, p. 257), the changes 

regarding modernised spaces with modernised ways of learning are expected to be understood by 

education stakeholders. The most vulnerable people in this equation are the Pacific learners and their 

families. Thus, understanding and familiarising with these new ways of learning is important for them 

if they are to withstand the challenges of change. The following section delineates the participants’ 

experiences and views of the expectations embedded in the 21st century’s new ways of learning and 

modernised environments. 

Changed pedagogy (MLP) 

As mentioned in the literature review, education in the 21st century has changed; for example, the ways 

teachers teach and how learners learn. All boys indicated that the changes to the education landscape 

regarding the new pedagogies helped them learn better. They were unanimous in the view that these 

new ways of learning, having a choice in what they wanted to learn, and having different teachers 

teach different subjects were very helpful to them. They all agreed that the combination of these helped 

them learn new things they had not learned before. For example, being given a choice of what to learn 

and who to work with helped them develop confidence to get better at learning basic and harder stuff. 

For example, when asked what they thought about learning in MLE, some responded: 

Sione: “Pretty good. It is good for me to learn new stuff that I haven’t learnt before. 

There are times when there’s like independent work that I want to finish off 

and like to do my favourite subjects. So, you can be in a group of ten. They 

can be learning what they want. “ 

Fale: “I think it’s good because it can help me learn. It helps me think better and learn 

more… like the stuff I’ve improved.” 
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Sione and Fale acknowledged that working in MLEs helped them learn more about taking 

responsibility for their own learning and choosing what they should learn. All the boys preferred 

teachers teaching different subjects, and children learning things they needed to know and doing things 

differently. This reflects one of the modern learning pedagogies about encouraging student agency or 

the idea of learners learning to self-regulate where they reflect on what they need to learn and setting 

their own goals to achieve (Wright, 2018). For instance, they could choose what they would like to 

learn based on their goals, and they could choose easier work if they found the work harder, or harder 

work if they wanted to learn more. Sione gave an example of this saying: 

“So, if there is a subject for Pasifika boys like some Pasifika boys that have trouble 

learning English, it can be a subject for them to learn and then the other half of the class 

could do what they are doing.” 

According to the participants, they felt their learning had improved since the change to MLEs because 

there were more teachers, which was helpful, and choosing what they wanted to learn motivated them 

to learn more. As two boys illustrated: 

Kevin: “I kind of feel confident when the teacher comes and looks at your work and 

she wants to help you.” 

Fale: “MLE is good for my learning because it helps you learn heaps more stuff. It 

helps me with harder stuff. So, like if I don’t know the question then I just like 

to go back to an easy one and just keep going until I figure out the hard one.” 

Another common aspect of MLP reportedly acknowledged by all the participants was that modernised 

ways of learning were understandably inevitable, which included learning to use technology. The 

parents expressed their desire for their children to do well at school and in the future and therefore, 

supported their children being introduced to the use of devices and the modernised learning styles. 

Two parent participants commented: 

Donna: “It is really important for them because as we progress to advance in the future, 

everything will be technology, everything we will do is to do with modern 

learning and to have that opportunity to learn from a young age, they will be 

able to be successful. They will be able to achieve the goals and also because I 

see this as an experience where I never had a chance. So, I would love for our 

future generation to be successful.” 
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Cindy: “It is quite positive; my son is really comfortable using the netbook and 

navigating through the blog. He likes to blog about his work and knows what 

he is doing on the netbook and where to get his learning.” 

Regarding the use of devices, only one boy mentioned anything about it, which may indicate that the 

change in the physical space and its social capacity rated higher on the boys’ views than technology. 

Interestingly, while the parents were very supportive of the new ways of learning, they were concerned 

about their sons’ use of technology or devices. While they all admitted that pedagogical change was 

necessary, three out of five raised concerns about their sons’ potential overexposure to devices. They 

acknowledged the new ways were very different to the education they knew, and this generated a sense 

of excitement and anxiety. They freely admitted that they were excited that their children were able to 

use technology, but they were majorly concerned about their (parents) inability to provide support or 

to monitor online content their children accessed. Moreover, they were troubled by the amount of time 

their sons spent on devices, saying that it would be alright if the use was limited to school. Two 

interviewees reported: 

Alofa:  “It is good to use technology, but I think sometimes they are depending on the 

technology. It is okay, but I know for sure they only need it sometimes. I don’t 

feel they should be too much on technology. They need some writing by hand.” 

Ofa:  “Just one thing about the device: when they do their homework on the chrome 

book, they explain that it’s good. It is different if they use paperwork when they 

are coming home to do their homework, but now they use chrome book devices 

a lot. So sometimes I want them to spend their time doing their writing on 

paper.” 

Ofa’s other concern was due to her not being able to support or monitor her son’s online activities. For 

instance, she was worried about what he was doing and seeing on the internet. She expressed an 

awareness of how different these days were to her old days, and she worried about the current 

generation being too smart to go to places on the internet where they should not. For this, she heavily 

relied on her older son to check up on his younger brother’s work and what he was on. She said: 

“That is why I don’t trust them (devices) for my son because the kids nowadays 

know everything. You don’t want them to go there but they are there. They are 

smart.” 
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The Physical Space 

Regarding the tangible element of modern learning environments, all boys agreed that having a bigger 

space is beneficial to their learning. For instance, they preferred working in MLEs where they are 

taught by more than one teacher, which they thought helped them develop self-confidence and to 

achieve good grades. When referring to the bigger spaces, Lui said, “So, I think it would be great to 

have a big hub with many teachers for kids to learn.” 

When asked if they thought MLEs were good for Pacific learners, the boys’ responses endorsed the 

bigger spaces as more beneficial for communal learning activities. This reflects the value of extended 

families and community approach, one highly regarded by Pacific peoples which focuses on group or 

community achievement over individuals. As Lui put it: 

“It’s good for children to learn and get good grades because I don’t want myself to only 

get a good grade. I want my friends and everyone to get good and excellent grades.” 

Furthermore, when asked if they would choose MLEs for new classrooms if they were principals, all 

boys except one endorsed these types of classrooms because of the spaces they afford. Kevin agreed 

saying, “… because there’s more space.” Iose also said, “I think we have enough space to do our 

learning.” 

Regarding the social aspect of these physical spaces, all participants including parents asserted that the 

bigger space allowed them (the boys) to do things together as a big group such as cultural performances 

and whole class presentations. Iose said, “Big learning space for diorama learning, our diorama work.” 

From a parental perspective, Ofa added “Yes, because they know their culture and they can perform 

in the big space.” 

Additionally, making friends and feeling connected to others is another benefit of MLEs according to 

the data. The student respondents favoured being in the bigger space because it meant they could work 

together with their friends to help each other. Lui shared how he would go up to them if he needed 

help and vice versa. He recalled helping someone saying, “I helped him by showing respect and then 

I gave him a speech to cheer him up.” 

Interestingly, Lui’s positive view of these modern learning spaces was supported by only two parents 

out of the five interviewed, albeit they all embraced the modern learning pedagogies. One of the two 

who expressed support for MLEs reported how happy she was about her son being in the big space, 

and she was not concerned at all. They thought that the open-space classrooms were good for boys 

because these encouraged teamwork and students’ relationship building. As Alofa put it, “Sharing as 
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a team with encouragement, teamwork, and sharing ideas in the big space means they can get to know 

each other.” 

On the contrary, two respondents were not fully convinced that the big spaces were beneficial to 

students’ learning. They expressed their concerns about the boys getting distracted in a crowded space. 

For instance, when asked if they thought MLE or single cell classrooms were better for Pacific 

students, Ella responded, “The single one [classroom] so they can concentrate on something.” Clearly, 

Ela’s response assumed her preference of single cell classrooms despite admitting that MLEs with 

bigger spaces are the future classrooms. It has become apparent from the parents’ responses that while 

they acknowledge open spaces as good for communal learning, there is an existing degree of concern 

about distractions that could occur. 

This concern is evident in two boys’ admissions about getting into trouble for being distracted and not 

completing their work. Kevin said, “One time when me and three other people were working together 

in Maths, we kept on talking and after that we had to stay in at lunch to finish it.” He admitted that 

albeit getting into trouble for talking, he preferred the bigger space where he had more peer support. 

Another interviewee, Iose, was quick to say he would choose a single classroom when asked what 

types of classrooms he would choose if he was a principal. His rationale was that sometimes the noise 

in MLEs was too loud. He also suggested that people who are distracted easily and play around a lot 

should be in single classrooms. 

Overall, there is evidently a mixture of views by the participants about MLEs physical spaces. On the 

one hand, some think these bigger spaces could be detrimental to learning due to the level of noise and 

social distractions. On the other, they all acknowledged that these current spaces are conducive to the 

new ways of learning. 
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4.3.1c Theme three – Communication (Sail/La): Conversations 

 

 
Conversations – Learning conversations & Consulting 

This concept is likened to, 

 
“…the sail/la that enables the va’a to catch the wind - combining the strength of the 

hulls/va’a and mast/tila, with the height of the sail, and the power of the wind to enable 

greater speed and success toward the journey’s end.” (Si’ilata, 2014, p. 257). 

This theme emphasises that communication is the link that connects all stakeholders, enabling success 

through shared knowledge and understanding of educational concepts and processes. Effective 

communication is an essential element in any setting including, and perhaps most importantly, larger 

settings such as MLEs where two or more teachers work with up to sixty students. Being able to 

communicate orally (speaking and listening) strengthens the connection which empowers everyone 

involved to succeed in the task. This oral communication (from experience) is perhaps the most 

preferred way of communication by Pacific families. 

These next few sections report on how the participants viewed their experiences of MLEs using two 

sub questions: ‘Have you ever had any negative experience in MLEs? and, ‘What advice would you 

give to Pacific parents or students about MLEs?’ This theme was explored in two ways and are 

explained under the subthemes: Learning conversations and Community consultation. 

Learning conversations 

The data analysis identified possible challenges which hindered effective communication between the 

boys and teachers, and parents and the school. Hindrances such as language barriers for English for 

speakers of other languages (ESOL), and the disengagement between the boys and teachers due to the 

high number of students in one space. These points are interchangeably reported in the following 

paragraphs. 
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Firstly, engaging in learning conversations for ESOL learners can be quite challenging especially for 

the first and second Pacific generations for whom their main medium of communication may be their 

mother tongue. Although the boys did not specifically identify a lack of communication in these 

spaces, their responses indicated a degree of negativity when asked what advice they would give to 

other Pacific boys and their parents going into MLEs. Speaking from experience, they thought these 

spaces would be unsuitable for people who are not good listeners, but good for people who are not 

confident in speaking English. For example, Sione said: 

“It is good for them [Pacific boys] to learn the language of English and they can 

probably use it in their future. Like instead of them talking their language and then like 

other people have no idea what they are saying, it’s good for them to learn the language 

of English.” 

Typically, Sione’s response is indicative of how ESOL children and families perhaps view the 

challenging impact of not being able to speak English that is understood by others. Thus, suggesting 

the importance for Pacific students to learn the English language according to Sione. This challenge 

of conversing in English recurred in the parents’ data in which one participant admitted to being 

embarrassed to speak to the teachers or in front of groups in the anticipation of saying something 

wrong. Hence, this finding suggests that parents’ minimal involvement and awareness of what happens 

at school can be perhaps narrowed down to the impact of language barriers and their ripple effects. 

Ella’s (parent participant) response illustrated this when she answered: 

“When I went there, they just had one class and when the teacher asked me questions, 

I didn't want to answer because otherwise they would hear me wrong. Yeah, that is what 

makes me shy.” 

From the parents’ perspectives, their strategy for overcoming this barrier was to ask their own children 

or other parents about the events or the happenings at school. For example, Ela reported that sometimes 

she learned about school events including when her son transitioned to an MLE from others. 

Unfortunately, for her though, her younger daughter is a more reliable source than her son. She said: 

“I can see the difference with my girl… she talks more than her oldest brother. She is 

the one who tells me everything about what happened at school… she is the one that 

reminds me of everything.” 

Another parent recounted the time she went to a meeting, and she just sat there listening and agreeing 

to what was said because she could not ask questions or talk clearly. These thoughts were commonly 
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shared by most of the parents for whom communication is also challenging and have become reliant 

on their children for information and clarification. 

Interestingly, although the student participants did not identify communication as problematic, there 

is an obvious sense of disappointment in their responses because communicating with the teachers was 

sometimes hindered by the number of students in MLEs. When asked to talk about a negative 

experience they encountered in MLEs, two boys recalled waiting for the teacher to help them, but they 

ended up asking other students for help because she was too busy helping other people. Iose reported: 

“I was nervous because when I have to do some problems I don’t know and I have to 

tell the teacher, but she’s busy all the time and I don’t know what to do.” 

Additionally, there is a hint of worry from the parents about their sons’ abilities to communicate 

confidently in English as well as their own language. Ela expressed a concern for her son being in a 

big MLE in that he might be too quiet and not talk; but she was optimistic that being in there might 

get him used to it. 

This section has highlighted perhaps the most significant finding of the study, the role of conversations 

in education for Pacific learners, which has been inadvertently barricading the lines of communication 

for Pacific peoples far too long. The data analysis disclosed communication as a barrier to learning, 

due to not being able to speak or understand English causing embarrassment and confusion on the 

parents’ part. As for the boys, the frustration is due to the potential distractions caused by overcrowded 

spaces. Overall, the findings indicate the importance of being able to communicate with everyone 

involved in the education of Pacific learners. The following section reports on how the participants 

viewed their experiences and views on how they schools consulted their community regarding MLEs. 

Community consultation 

Secondly, the data unearthed an obvious concern that the consultation opportunities between the 

schools and their communities might be lacking. From most participants’ views, their English skills 

and ability to articulate oneself caused them to feel inadequate to partake in learning conversations 

with teachers. The analysis reflects the innate complexity of community consultation for schools, 

particularly, for diverse communities with existing language barriers. Effective community 

engagement relies on consultation (Erdener & Knoeppel, 2018), which can only occur if schools 

identify and remove communication barriers (Humphrey-Taylor, 2015). The next paragraphs 

endeavour to explain the participants’ preferred ways of being consulted. 
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From the outset, the participants made known their preference of having face-to-face meetings. During 

the preparation phase of the study, all participants were asked to choose their preferred medium for 

the interviews from these options: phone calls, WhatsApp, Zoom, and face-to-face. Not surprisingly, 

everyone chose to meet in person for a talanoa, which is a concept widely used by Pacific peoples. For 

example, in the fa’a-Samoa (Samoan way), before making decisions on anything, the authoritative 

figures such as the chiefs (matai in Samoa) call for a meeting. A message to assemble all the family 

members for a talanoa about the decisions to be made or to discuss an issue, is circulated by a 

noteworthy person. Hence the Samoan saying, ‘Se’i fono le pa’a ma ona vae’ which translates ‘the 

crab needs to consult its legs because the crab itself cannot move unless the legs move.’ 

The study revealed that the missed consultation opportunities may have been a result of a breakdown 

in communication between the schools and parents. For example, when asked about when they first 

heard of MLEs, all participants could not recall hearing the term; however, they did notice that the 

classrooms were very different to what they thought. Some parents said they first saw the new spaces 

at parent interviews, while others said it was either when they were asked to come in to look around 

the school or at parent evenings. Cindy reported: 

“I think just now…but I didn’t know it was MLE. But to me, I have always had the 

feeling that it is modern technology, but I didn’t know. I was shocked. I don’t know 

why they have done it. So that is my question, why have they done it like that?” 

Furthermore, two parents from two separate schools said they did not know about what classrooms 

their sons were in until they went into the schools for something as they usually just drop off or pick 

up their sons. Essentially, they could not recall ever being told about it. Yet another interviewee said 

she had not been in her son’s MLE classroom, and she found out about it from someone else. Donna 

explained: 

“I was shocked, and when I asked them, they said, ‘Oh don’t worry, we have our own 

space and our own group and students within our class’. And I said, but that never 

happened before.” 

This dearth of communication is reflected in Ela’s sad expression when she went to see her son’s 

teacher and was confused about who to talk to. She elucidated: 

“Yeah, so sometimes when I came there was a different teacher, I thought it was the 

same one he had. So, I can’t even ask her how his progress is because I don’t know 

which one to talk to.” 
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These responses from the parents regarding how they first heard about MLE suggest that the 

opportunity for consultation might have been overlooked due to a communication breakdown. It 

appears that the parents were not consulted prior to their children going into MLE, at neither the 

conception nor the designing phase. Cindy described how her son had been in the same school for 

three years and she was shocked when she saw that they built a new building with more classes. When 

asked if she knew they were building the new MLEs she responded, “No, not that I know of; I would 

have known.” Yet another parent talked about how shocked she was when she first went into her son’s 

school because it was very different and not what she expected. Ofa said, “I had not been there but 

when the kids were in the room with the parents, they explained it to me.” 

These few excerpts have illustrated the seemingly lack of adequate communication regarding 

conversations and consultation between the schools and their communities. The implication of these 

findings will be discussed extensively in Chapter 5. 

4.3.1d Theme four – Strategies (Paddles/Foe): Consistency 

 

 
Consistency - strategies for navigating changes 

The concept of the paddles (foe) which advance the va’a in the absence of the wind, generating motion 

in the water for the va’a to sail through (Si’ilata, 2014) provides a comprehensive analogy for the value 

of consistency according to the Adapted Va’atele framework. For instance, the paddles’ crucial task 

of creating and maintaining movement is comparative with the use of consistent resources and skills 

necessary for capacity-building. For example, just like using the paddles to move along when there is 

no wind, teachers-peer support and familiarity can help learners paddle on when they encounter 

difficulties or when stuck. The correlation between the consistency theme and the previous themes are 

reflected in the boys’ views on how they coped with the daily challenges in their learning spaces as 

follows. 

Boy 
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Skills 
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Skills 
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Consistent human resources 

The data analysis extracted two connected aspects that according to the boys helped provide them with 

resources and confidence to feel successful. For example, being in a bigger space, and the relationship 

with the people they worked with. They reported that being in a bigger space gave them a sense of 

belonging by having their friends to support them, especially when the teacher was busy with other 

students. Fale expressed: 

“Yes, it helps me when I get stuck on something. I just ask the other kids and if they 

don’t know I just ask the teacher.” 

When asked if MLE was suitable for Pacific students, most participants agreed saying that smaller 

classrooms can be very lonely and a little bit noisy. Included in this aspect of being in a bigger physical 

space is the opportunity to sit on the ground, and to work in larger groups, which is consistent with 

what Pacific people do. 

Another benefit of being in a bigger space (MLEs) reported by the boys is having more than one 

teacher because it meant, if one teacher was away, at least one familiar teacher would still be there. 

This reflected the idea that children are confident when they are familiar with their surroundings and 

with the people they are with. Lui explained: 

“It is because at my other school, I was in the small classroom and there weren’t that 

many teachers… but big spaces with more teachers means it would be easier for us to 

get good grades.” 

Moreover, consistency from the parents’ views related to their sons getting the best learning 

opportunities like the other children around New Zealand. This meant they (their sons) were not 

missing out. The parents’ responses demonstrated a level of contentment in their sons’ ability to learn 

what was consistent with the rest of the world such as using technology. As Donna commented: 

“It is really important for them because as we progress into advance future, everything 

will be technology. Everything we will do is to do with modern learning, and for them 

to have that opportunity to learn from a young age, they will be successful.” 

Confidence in familiarity 

The boys’ data revealed a common view that having more than one teacher in one space is more 

beneficial than having just one teacher. The participants unanimously agreed that being in MLE helps 

develop confidence because they have more peers and teachers to support them when needed. 
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Supporting each other is one of the familiar concepts to Pacific peoples. This derived from being in 

big families, all living in big open spaces where everyone helps one another to achieve a common goal. 

As Lui put it, “…I don’t want myself to only get a good grade. I want my friends and that to get good 

grade and be excellent.” Lui’s comment reflects an ideology very familiar to the Pacific community: 

‘It takes a village to raise a child’ or according to Johansson-Fua et al. (2020), ‘It takes an island and an 

ocean to raise a Pacific child.’ 

Another unearthed benefit of familiarity is being able to sit on the ground to do work because they 

were used it. When asked if he thought MLEs were good spaces for Pacific students, Kevin said, “… 

because we mostly sit on the ground to do our work and they can sit on the ground because they are 

used to it.” 

Further still, the consistency of cultural values and praxis at home and school was another positive 

aspect credited to MLEs by Lui (student) and Donna (his Mum). Opportunities to tutor the young ones, 

share their culture, and to pray at school were among some of the benefits identified by the respondents. 

As Donna reported about her son: 

“He has been on that for like 3 years and it also motivates him because he is into study 

and tutoring at school. That means he tutors the young ones… and he got his second 

award for tutor. So, I am very happy and glad. Another thing also is the culture, the 

religion, that we are in. My son likes to do prayers and like he has been offered to do 

prayers during assemblies.” 

To reiterate, positive experiences in the Pacific peoples’ views are experiences that relate to their 

values and praxis. Lui described his positive and successful experiences in MLEs as being able to help 

others, show respect, give someone a cheerful speech, and the opportunity to pray as well. When asked 

how he felt about being able to do these things he replied, “I feel amazing. I feel like a star.” 

Essentially, human resources regarding relationships, and familiarity have been reported by the 

participants as the key strategies for navigating the uncharted waters of educational changes, namely 

in this study, modernised spaces. It is worth noting that this theme is inextricably linked to all the 

themes and is inadvertently woven through the following sections also. 
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4.3.1e Theme five – Connections (Platform/Fata): Collaboration 

 

 
Collaboration between stakeholders 

This concept is likened to “the platform (fata) that connects the two hulls, so they sail as one vessel, 

enabling benefits made with one hull to benefit the other” (Si’ilata, 2014, p. 257). This reflects the role 

of collaboration in connecting all stakeholders: teachers, students, their families, and the community 

in which they live, to work together for the benefit of the learners. 

The two recurring subthemes from the interview data are: the critical role of consistent relationship, 

and the sharing of (but not limited to) space and values. From the interviewees’ points of view, being 

connected to others was what really motivated them to cope with learning and the changes they 

encountered, as explained in the following paragraphs. 

Connecting through relationships and sharing 

Due to the inseparable nature of relationship and sharing, these two sub themes are interchangeably 

reported here under one subheading. The importance of connecting with others and relationship 

building is a common view among the interviewees. For instance, connection in the sense of being 

able to connect to the Pacific people’s ways of doing things (cultural and traditional values) created a 

sense of belonging through sharing with others and building consistent relationships. These views were 

prominently recurring in the data as some of the key components of being a successful learner. 

From the boys’ perspective, always having friends with them and working together to help each other 

when in trouble has helped develop their confidence in themselves and in learning. Lui spoke 

specifically about helping a friend who needed it, and how it made him feel amazing. A feeling 

transparent in his facial and emotional expression as he described the incident, emphasising the impact 

on himself and his friend. He said, “One time there was a kid that was really like not confident like he 

was about to not pass his test. So, I asked him if everything was alright, and he said no and so I helped 

him” 
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Likewise, the other boys recounted times when their friends helped them during learning when the 

teacher was busy with the other children, and how grateful they were to have more than one class 

because it meant more people. Evidently, the boys’ responses surfaced a preference of working in 

collaboration with others instead of being isolated. According to Michael, “I enjoy working with other 

people, not just the ones in my classroom; they can help me with my learning.” 

In agreement, the parents preferred the modern learning environment’s capacity to provide 

opportunities where children work together, albeit admitting to having some reservations as mentioned 

in Section 4.3.1b. For example, Alofa mentioned that sharing ideas was better in small groups than 

just working independently because it gives them (boys) a sense of belonging. The parents reported 

that sharing the space with others helped their sons look after each other’s property, share 

responsibilities, and check each other’s work. They reported: 

Ofa:  “… sometimes my boys are shy, but when they go, they see other people and 

make friends; mixing up [] with their friends and other kids learning about their 

culture and language.” 

Alofa: “His behaviour is reflecting him [ ] more confident in being with others and 

sharing ideas to learn more. I think he is learning more in the modern by 

sharing.” 

As mentioned earlier, collaboration with more than one teacher in a classroom or space was one of the 

benefits of MLEs reported by the boys. When asked how working in MLE was affecting their learning, 

Michael said, “Yes, good for my learning. Reading and Writing done together helps me learn when 

other people come and help me.” 

Moreover, the students testified to the benefit of the valued relationships they have with more than one 

teacher in MLEs, which avoids getting used to a different teacher if one teacher is absent. For example, 

a great advantage of being in MLE was having a hub of teachers meant when one of his teachers was 

sick, the other teachers were still there. He said, “So, when some teachers are sick there are still other 

teachers there.” Here, Lui reiterates the value of consistent relationship and connectedness between 

teachers and students (and their families) as echoed in the PEP 2013-2017 (Ministry of Education, 

2013) and the APPE (Ministry of Education, 2020), the Tapasā competencies (Ministry of Education, 

2018), and reiterated repeatedly in various Pacific education literature, which will be discussed in the 

next chapter. 
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Another component particularly strong in the parents’ views is connected relationships in the sharing 

of cultural values and traditions. They believe that being in MLEs gives their sons opportunities to 

share their culture and their language skills with others. Repeatedly, the parents viewed connectedness 

and sharing as the Pacific boys working together and wanting them to know and share their sons’ 

culture or tradition. For example, Ofa thought being in MLE was helping her son share his culture and 

language with others. She said: 

“It’s like sharing the traditional class of Pacific people. They do it better now in the 

bigger space. Because they know their culture they do perform because they have 

performed at Pasifika, and I like them to learn more about the Tongan language because 

they have a speech for the Pasifika boys.” 

Furthermore, the parents perceived the relationship between them, and teachers as a major contributing 

factor to their sons’ success. When asked what advice (based on their experiences) they would give to 

Pacific parents with children in MLEs, they all recommended connecting with teachers, and connecting 

with their children. They all agreed that this was the key to building positive relationships that help 

support their children. For example, Alofa said: 

“… you don’t have any choice […] it is a political one. […] but if we can encourage 

our kids by studying at home so that they can feel confident being in class; they will 

know what to do.” 

The participants suggested that some aspects of building relationships and sharing are, asking 

questions about their child’s day, find out what is happening at school, make themselves available to 

help them at home with their work, have ongoing conversations, and go to meetings to find out what 

is happening at school. 

These identified strategies have been advocated as strong links in the collaboration chain as discussed 

extensively in Chapter 5. 

Nonetheless, for some parents, this can be a far-fetched reality, for various reasons. Apart from one 

parent who holds a prominent role in the school, the rest acknowledged that they had only been at their 

sons’ schools around twice a month or a few times a year. One participant who is actively involved in 

her son’s school lamented on the lack of collaboration between Pacific parents and their school, 

something she said needed urgent addressing. She reported that she always encourages parents to 

connect with the teachers to help their children feel comfortable if they need support. This, she said: 
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“If I have a chance, I have to encourage them to help out with their kids. So, when they 

are coming to school, it doesn’t matter if it is modern learning or other things, but they 

can say something they can […] from home they know… they sit in class and they 

know what is going on.” 

Unfortunately for two parents, namely Ofa and Ela, language barriers and shyness hinder their desire 

to connect with the teachers to share any concerns or issues, and to even ask clarifying questions. When 

asked about what she thought the school could do to help her feel comfortable going into her son’s 

class, Ela said, “I think if I know them better, I think I can say something”. While she adamantly 

expressed how uncomfortable she felt about going into her son’s classroom, Ofa could not explain her 

reasons for it. The latter is indicative of her shyness and lack of the skills needed to articulate herself 

as alluded to earlier. This was reflected in her decision to send a family member to receive the 

information about the research and then it was translated and explained in her mother tongue. 

Overall, the data confirmed the importance of collaboration among all stakeholders and revealed that 

the lack of communication is extremely problematic for Pacific learners and families. This is a 

prerequisite that needs to be instantly addressed as per its discussed implications in the discussion 

chapter. 

4.3.1 f Theme six – Partnership (Keel/Ta’ele): Cultural Responsiveness 

 

 

 

 

 

 

 

 

 

 

 
Culturally responsive partnership 

The partnership theme is likened to: 

“The keel/ta’ele running from the stern to bow, which helps the va’a maintain its 

stability and straight movement despite the conditions – keeping the va’a ‘grounded’ 

and secure” (Si’ilata, 2014, p. 257). 

Using culturally responsive ways of communicating and relationship building is key to establishing an 

effective partnership, which stabilises the journey regardless of any change. There are elements of 
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success identified by the participants as crucial to establishing partnership. These are: the 

connectedness to culture and building friendly relationships. Albeit these aspects have been subtly 

reported in the other themes, the following paragraphs reiterate how culturally responsive strategies 

and effective communication (or the lack of) affect home-school partnership. The latter is evidently 

detrimental as highlighted in the in the quoted responses. 

Culturally responsive relationships through communication 

The data analysis emanated a concern regarding Pacific parents’ lack of involvement and engagement 

with their sons’ schools as blatantly reported by Alofa saying: 

“So, the problem is not being coming in, so they know but complain without doing 

anything. I would say Pasifika one is not good parents we are all because some of the 

teachers always mention to me if they know like the image, we try to teach the kids in 

Tongan but still they didn’t.” 

According to Alofa, Pacific parents at her school complain about what the school does or does not do 

without going into school to be informed. She expressed that her motivation to engage with the school 

was to see her children achieve and get the best that education offers. She concluded that her being a 

member of the school’s Board of Trustees gave her insight into what the school does. She therefore 

wished that other parents would find ways of engaging with their children and the schools too. 

Interestingly, the other parents had the same desire for their children but the expressions on their faces 

hinted an unspoken level of reluctance. 

Accordingly, it appears that their willingness to engage with the school is perhaps more challenging 

than how Alofa viewed it as reported earlier. For example, some parents' work commitments make it 

difficult to engage with their children or school, while others said their lack of English language skills 

make them shy to engage in conversations. 

It appears that the lack of communication plays a significant role in the lack of engaging relationships 

and developing partnership opportunities for these interviewees. This is suggested in the boys’ views 

that their parents were only called if they were sick or to be asked to come for parent interviews. When 

asked if his parents were ever called about his work or something he had done, Lui said: 

“In the parent interview. They never call my Mum like to say my work is […] only at 

the parent interview. They talked about how I feel confident and how helpful I am to 

people, and I always take the challenges.” 
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Kevin on the other hand could not remember if his parents were ever contacted about something he 

had done and had this to say, “But when you have a sore tummy, they have to call your mum”. The 

other boys made no reference to their parents being called in for anything. Thus, suggesting a 

disconnectedness between the parents of these boys and their teachers and schools. 

 
4.3.2 Research Question 3: How do the boys’ experiences of modern learning environments affect 

their perceptions of learning and behaviour? 

 

The answer to the third research question about how the boys view learning and behaviour based on 

their MLE experiences is reported under the hull (va’a) dimension of the Adapted Va’atele model. To 

reiterate, this dimension relates to the knowledge of Pacific learners or contextualisation. Its use to 

describe the first theme was solely based on the learners’ knowledge of the 21st century ways of 

learning in modern spaces. In this instance, it relates to putting this knowledge into perspective and 

using their experiences as ground-breaking tools for navigating the changeable landscape of education. 

The significance of using this dimension is to convey the recurring theme of contextualisation; for 

example, knowledge as the key to putting things into perspective. The initial use of knowledge 

represented the participants’ knowledge of MLE; its use here though, is to contextualise both boys’ 

thoughts and their experiences to suggest bridge-building ways that Pacific learners and their families 

may use to succeed in 21st century education. 

The analysis shows that while the participants embraced the use of technology as a way forward as it 

is in accordance with the rest of the world, there was an obvious degree of anxiety for parents given 

their lack of technology skills and knowledge. This is predominantly evident in some of the 

participants’ comments quoted and paraphrased in Section 4.3.1b. On the contrary, the boys barely 

mentioned technology or devices in their talanoa. In fact, the only time one interviewee mentioned the 

use of device was when he was asked if he had any negative experiences in MLEs. To this, he explained 
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how some people got into trouble for looking at inappropriate content on the internet, and the teacher 

found out by checking the search history. He said he quickly learned from that experience not to try it. 

Connectedness was highly valued by the boys regarding the collegial relationships such as teacher-to- 

teacher, teacher-to-learner, and learner-to-learner as reported throughout this report. For example, 

being able to connect to others by working in groups as opposed to working alone or having a 

familiar teacher if one was sick. Sustaining collaborative and reciprocal relationships has been 

critical in developing their confidence, which in turn, enabled active involvement in their learning. 

From the boys’ perspective, when they are confident, they can perform their cultural dances, and can 

learn English. All except one saw themselves as confident learners who preferred working in MLEs 

and would recommend these types of spaces as best classrooms for Pacific boys. When asked what 

advice they would give to other Pacific children about working in MLEs, they said: 

Fale: “Students that are struggling with their learning and students that want to learn 

more learning and know more.” 

Iose: “Yeah, big spaces because big learning.” 

 
Sione: “…for Pasifika boys like some Pasifika boys that have trouble learning English.” 

 
Michael: “To be quiet – don’t talk to their friends otherwise they’ll get into trouble. If 

they don’t know what to do, they can ask the teacher.” 

Lui:  “What they should do, is always don’t be distracted because you want your 

parents to be proud of you. So, I would say if they are being mean to him, I 

would say ignore them. You should make your mum and dad proud so don’t get 

distracted, always take the challenges, and always do your work to get your 

parents proud of you.” 

Overall, the boys’ experiences in MLEs made them feel positive about themselves in terms of their 

behaviour and learning. One interviewee said his behaviour changed for the better since being in an 

MLE, while another one said that his learning has improved a lot. All six boys expressed their 

motivation to make their Mum proud. 

 

In a nutshell, based on their experiences, the boys see learning in MLEs as a positive way forward. 

Meaning, they are motivated to learn better, behave better, and achieve better grades to make their 

Mums proud. 
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4.4 Summary of findings 
 

In summary, the data analysis identified contextualization, change, conversations, consistency, 

collaboration, and cultural responsiveness as the key themes. As shown in Table 5, the themes have 

been identified as either a positive or negative finding based on the raw data evidenced in the excerpts. 

These key themes are summarised in Table 5 to conclude this chapter, but they are discussed 

comprehensively in Chapter 5. 
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Table 5. 

 
Key themes' summary. 

 
Positive findings Negative findings 

Consistency: 

• consistent relationships between learners themselves, 

leaners, and teachers – a big factor in learners’ 

confidence building. 

• using technology 

• learning what the other children are learning 

 

 Communication: 

• lack of communication due to language barriers. 

 Contextualisation: 

• lack of participants’ knowledge regarding MLEs and the relevant guiding pedagogies. 

 Cultural responsiveness: 

• schools not using appropriate means for engaging parents -minimal to non-responsive. 

Collaboration: 

• teachers-teachers collaborating, teachers-students, 

students-students - beneficial to students’ learning. 

Collaboration: 

• lack of schools-communities, teachers-parents means they do not seem to be on the same 

boat, at least from the parents’ perspectives. 

 Change: 

• not knowing what is expected from their sons being in MLEs. 

• too much time on device instead of writing in books 
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Firstly, contextualising learning in terms of, children and parents knowing what is happening at school, 

and teachers knowing about the learners’ culture and tradition is a recurring theme from the data. For 

example, once the participants understood the pedagogy behind MLEs, they were grateful for the 

knowledge and for being able to put the changes they encountered into context. Things such as using 

devices, having more teachers, and working in big open spaces with friends were all important and 

positive experiences. For example, these are reflected in the children’s motivation to achieve good 

grades, becoming more responsible for completing homework, looking after their property, as well as 

sharing their cultural traditions with others. Confidence in self and their own identity, and confidence 

in their friends and teachers was evident right throughout the data particularly from the boys’ 

perspectives. 

Contrarily, there was a hint of anxiety from parents due to their lack of knowledge of the 21st century 

skills needed to support their children. This is undoubtedly an identified challenge for schools and 

teachers which will be discussed further in the next chapter. 

 

Secondly, change is inevitable in the schools’ set up and use of modernised ways and technology as 

identified by both parents and boys. Evidently, the big modern space provides many benefits and 

positive experiences as highlighted in the collected student voice. According to them, having more 

than one teacher in one space, and having their peers of the same age to help them when needed made 

adapting to the 21st century changes easier and manageable. Despite having a tiny speck of worry about 

potential distractions in these bigger spaces, they all thought that these spaces were good for allowing 

Pacific children to be successful. This view was fully supported by the parents based on the transparent 

benefits experienced by their children; thus, endorsing the move to modern learning environments. 

 

Unfortunately, though, communicating these changes and the transitioning process to MLEs could 

have been better. This key finding seems to be, from the results, the domino effect on which the success 

afforded to MLEs was depended. According to the interviewees’ responses, there appeared to be a lack 

of communication between the participating schools and their community, namely, parents. While 

learning in these spaces seemed highly recommended and accepted by the parents and boys in this 

study, important contextual conversations did not eventuate. Based on the findings, this study assumes 

there was a breakdown of communication between the parents and teachers or schools, and between 

students and teachers. 

 

This hindrance according to the data seems to be a result of language barriers; teachers being frustrated 

by the lack of communication from parents, and parents frustrated by not being able to clearly 
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communicate with the teachers. The latter shows that the plausible rationale for this breakdown is due 

to the lack of language acquisitions or communication skills for parents to communicate with teachers, 

and vice versa. 

 

Another strong theme that emerged from the data is the consistency of relationships in modern spaces 

where the boys feel confident to learn and to be valued by their teachers and peers. Evidently, 

consistent relationships among all the stakeholders are seen as critical to the successful experiences of 

the boys in this study. For example, all participants supported this element as one of the open modern 

spaces’ benefits. 

 
Furthermore, another aspect of consistency highly valued by all interviewees was being able to connect 

to their language and culture. According to the boys, having cultural performances with their peers and 

others motivated them, which was another reason why they preferred the big open spaces. As 

mentioned in the Literature Review, doing well, and achieving good grades is consistent with the 

Pacific belief that when a person achieves, it benefits their family here and in their homeland. This will 

also be discussed in the next chapter. 

 

Collaboration among relevant people in one’s education is valued across all cultures, but it is even 

more significant for Pacific peoples, given their innate desire to live together with big extended 

families to help one another. While literature endorse working collaboratively with colleagues and 

peers as one of the key aspects of the 21st century learning globally (Byers et al., 2018; Bolstad et al., 

2012; Benade, 2018), this study reveals a concern regarding collaboration between parents and 

teachers. While there is evidence of collegial collaboration among teachers, students and their peers, 

the data reveals there is much more work to be done; notably, the collaboration between parents and 

teachers, or schools and their communities. 

 

Finally, the theme cultural responsiveness which is one of the current discourses in the education sector 

was endorsed by all participants. For example, they all valued positive and consistent relationships 

despite communication and collaboration already mentioned. Their preference of modern pedagogies 

as an inevitable change needed in this digital age depicted their desire to respond positively to the 

current trends. For example, the connection to the bigger spaces and working in bigger groups meant 

the student participants felt at home. Albeit the parents found connecting with their sons’ teachers and 

learning challenging, their advice to other parents were indicative of their intention to support their 

children in these new challenging ways. The participants’ views suggested the need for schools to build 

relationships and establish partnership through culturally responsive ways. 
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In closing, this chapter has reported the key themes and summarised the findings that emerged from 

the talanoa. The next chapter will discuss the implications of the key findings on the schools, on the 

parents, on the wider community, and most importantly, their plausible impact on student achievement. 



 

Chapter 5: Discussion 
 
 

5.1 Introduction 

 
This research aimed to discover the perspectives of Year 5/6 Pacific boys and their parents or 

caregivers about the experiences of primary aged students in modern learning environments (MLEs). 

This chapter discusses the findings from the study and considers their implications. It begins with 

contextualising the research in Section 5.2. The key findings that emerged from the results are 

discussed in Section 5.3, followed by the implications of the key findings for schools in Section 5.4. 

Section 5.5 will identify the limitations of this study, and recommendations for further research are 

suggested in Section 5.6. 

 

5.2 Contextualising the research 
 

As mentioned in the literature review, qualitative research for determining how Pacific learners view 

their learning experiences in modernised classrooms is scarce, hence the purpose of this study. The 

rationale derived from the researcher’s curiosity regarding Pacific peoples’ thoughts about MLEs 

given the non-Pacific communities were outspoken about it. Their comments may be construed as 

parents’ voicing their dissatisfaction about the lack of proper consultation either at the designing or 

the transitioning phase of these environments. Included in their disappointment is the deficit impact of 

such environments on students, particularly those with special learning needs. 

Given that the Pacific communities were not forthcoming in their thoughts about this current education 

phenomenon, it was therefore considered critical to explore their views for the following reasons. 

Considering New Zealand’s socio and economic future is likely to be entrusted to our most youthful 

Pacific population (Samu, 2013; Bolton, 2017; NZ Stats, 2018), researching what impacts their 

academic achievement is critical. For instance, they (Pacific learners) are considered underserved by 

the New Zealand education system and have been at the lower end of the achievement scale for decades 

(Bolton, 2017). Lastly, given the government has invested in various counteractive initiatives for 

raising Pacific learners’ achievement for over two decades, this study’s findings may provide some 

insight into whether the transition to MLEs may regress any progress made to date towards achieving 

Pacific goals. 

The main research question was ‘What are the perspectives of the Pacific boys aged 9-10 years and 

their parents about the experiences of New Zealand primary schools in modern learning 

environments?’ 
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The study has given insight into what the Pacific community thinks about MLEs. All participants 

embrace modern learning environments as relevant for New Zealand primary school aged children, 

due to the new pedagogies, and the use of technology. From their perspectives, the move to MLEs is 

especially important now considering the world is becoming more advanced which means their schools 

are consistent with other schools in New Zealand and around the world. Embedded in this consistency 

theme is the opportunity to learn alongside the same people in big open spaces; this is consistent with 

their cultural settings at home, and it makes their primary school experiences successful. Thus, 

consistency is one of the key findings identified as an enabler for Primary school children in MLEs. 

Another interesting finding is the lack of participants’ knowledge about MLEs. The parents did not 

know why their schools changed from single cell classrooms to modernised environments. In fact, they 

could only talk about their experiences and their perceptions of MLEs after the researcher answered 

their questions about MLEs. Communication is therefore considered another key finding revealed from 

the study. 

To reiterate, this discussion takes the premise that communication and consistency are the two 

overarching findings in which the other themes are embedded and discussed accordingly in the 

following section. 

 

5.3 Contextualising the themes 
 

Considering the Adapted Va’atele framework was used to deductively analyse the data, it is therefore 

considered appropriate to use it here to contextualise the themes from a Pacific perspective. The 

inextricably linked dimensions of the va’a means each dimension is essential to the movement of the 

va’a, and when each part functions well, momentum is gained (Si’ilata et al., 2018). Similarly, the 

themes are discussed in an inextricable way using communication and consistency as the main 

discussion points. 

 
5.3.1 Communication is the key to developing sustainable strategies 

 

As previously mentioned, communication is one of the major findings in relation to the impact of its 

demise on developing shared understanding among schools and families. The pre-interview 

conversations and the data revealed that the participants did not know much about MLEs, except that 

the pedagogies and building structures look different. These contextualising conversations enabled the 

researcher to answer many of the participants’ questions about the rationale of MLEs. They then started 
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to share their personal experiences and views in the light of this new understanding, in which 

endorsement of the new change as the way forward was mutual. 

Essentially, communication is important in almost all fields of life for developing sustainable strategies 

for implementing changes, but it can only happen through effective communication (Genć, 2017). The 

importance of effective communication to Pacific learners’ success is illustrated perfectly by the 

Va’atele analogy (Si’ilata et al., 2018). For instance, the sail (la) enables the double hulled vessel to 

catch the wind necessary for the journey’s success. Likewise, effective communication enables schools 

and parents to successfully work towards achieving desired goals. Without the sail, the vessel cannot 

catch the wind and therefore unable to move successfully. Without communication or the lack of it 

can result in lack of parents’ awareness and understanding of their children’s learning goals as 

evidenced in the study. 

Parent engagement can be a key part in a child’s education (Ministry for Pacific Peoples, 2018). 

According to international and national literature, it can influence a student’s success (Vinopal, 2018), 

attendance (Hornby & Blackwell, 2018; Allison et al. 2019), motivation (O’Toole et al., 2019), 

engagement (Erdener & Knoeppel, 2018), and completion of tasks (Reparaz & Sotés-Elizalde, 2019). 

Communication is therefore vital. As discovered from the study, when communication is amiss, the 

stakeholders, namely, parents may not be fully aware of their role in their children’s success. This can 

make achieving education goals challenging and almost impossible due to the lack of shared 

understanding. Hence, achievement goals will either regress or become stagnant. Open and clear 

communication is stressed in other fields such as the medical field (Politi & Street, 2011), business 

and economics (Muscgalu et al., 2013), and education (Baydillah & Rintaningrum, 2021; Ministry of 

Education, 2020). This literature concludes that engaging in effective communication enables 

stakeholders to prepare and engage in tasks that achieve better sustainable outcomes. 

To reiterate, the participants’ lack of knowledge is indicative of the low degree of communication 

between schools and parents. For example, one parent mentioned always going through the school 

newsletter to find out what was happening at school. This suggests that perhaps newsletters are the 

schools’ main medium for communication, which might be assumed as the reason for its lack. For 

example, some possible explanations might be that newsletters get misplaced or misconstrued, or 

families may not have access to electronic copies due to limited-to-no internet access. Whatever the 

case may be, this has serious implications for schools regarding the use of more culturally responsive 

approaches when communicating with Pacific communities. 
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As evidenced in the study, the most common and appropriate way of communicating for Pacific 

peoples is a face-to-face talanoa as supported by Pacific scholars such as Vaioleti (2013) and Fa’avae 

(2017). For instance, out of all the time-effective modernised ways of conducting an interview offered 

to the participants, they all chose to meet in person. They preferred face-to-face conversations or 

talanoa as explained in the Methodology Chapter, Section 3.5.2. This was to be expected given it is a 

culturally appropriate way for them. Thus, it demonstrates that talanoa is the most effective way for 

engaging Pacific peoples in conversations and decisions that impact them. Otherwise, education goals 

and strategies for implementing change, in this case, transitioning to MLEs might not be understood 

by all stakeholders as discussed in the next subsection. 

5.3.1a Lack of communication hinders consultation 

 
The findings of this study are inconsistent with the crucial role of communication in consulting parents 

and communities on education issues. According to the parents, they were not aware of any 

communication about MLEs prior to their sons’ placements. One parent reported how shocked she was 

to find MLEs erected at her children’s schools, and she did not know what they were called. Although 

the other parents observed the infrastructural change on their occasional visits to the school, they were 

not aware of the reasons for the change and what it meant for them or their children. This demonstrates 

the lack of consulting conversations between schools and parents which can be a deficit to any efforts 

to engage Pacific communities. For instance, the absence of consultations that gauge parents’ views 

and input, can be interpreted as affirmation of their innate belief that schools know best and parents 

do not need to be involved (Wall, 2014). This is due to the respect Pacific parents have for teachers, 

which can unfortunately be misconstrued as a lack of interest in their children’s education (Hunter et 

al., 2016; Fa’avae, 2017; Sharp et al., 2021). 

Unsurprisingly, this lack of consultation is consistent with reported complaints mentioned in the 

literature review, which reported parents using social media and public platforms to voice their 

concerns about not being consulted on MLEs (Education Central, November 19, 2018). This article’s 

main concern was the low level of consultation between school communities across New Zealand. The 

survey participants were angry that their communities were not consulted by the schools before 

designing and building ILEs. It reported only 9% of the participants confirmed they had some sort of 

consultation, but not to the extent the parents would have appreciated. 

Likewise, teachers at the ground level of teaching and learning also had concerns about their own 

ability to teach in such spaces due to the lack of consultation and professional development 

(Redmond, 2017). Similarly, the little that the participating parents knew prior to this study about 
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MLEs was either heard from other parents in passing or from their own children. For example, they 

only knew there was a change but did not really understand why. This communication breakdown 

hinders vital opportunities for engaging conversations between the school and its community (Epstein, 

2010), which is even more disadvantageous for Pacific communities who are already vulnerable 

stakeholders of education. At this point it is important to discuss some other, but not limited to, 

contributing factors to this demise as explored in the next subsection. 

5.3.1b Language barriers hinder communication 

 
One of the communication deficits emanated from the study is the barrier caused by the participants’ 

inability to speak English articulately. One participant admitted that she was too shy to talk to teachers 

or ask questions in case they heard her wrong. This finding is supported by Vinopal’s (2018) and 

Gonzales & Gabel (2017) who suggest the decrease involvement of parents classed as immigrant and 

of low socio-economic status may be a result of language barriers (Humphrey-Taylor, 2015) which 

causes difficulty in communication. Gerchow et al. (2020) claim this has become a global concern 

given the increase levels of global migration. This has high implications for New Zealand as a diverse 

society in which there is a myriad of different languages and dialogues embedded in each Pacific 

ethnicity. 

A recent study by da Costa (2021) stresses the significant role of language in the classroom by 

comparing it to ‘water for the fish’ by which the fish cannot survive without water. Similarly, goals 

and aspirations for Pacific learners cannot be realised if the learners and their families do not have the 

language skills needed to communicate with teachers or the schools (Si’ilata et al., 2018). This finding 

is supported by a study in the United States by Garcia-Mateus & Palmer (2017) who found that when 

the Spanish students used their language experiences in English dominated spaces, they were able to 

construct meaning around critical bilingual literature. He asserts, for this to happen, the teacher had to 

allow space for this to happen. However, despite ample suggestions by Pacific literature propagating 

the pivotal role the schools play in empowering Pacific children and families to use their own language 

in learning (Ferguson et al., 2008; Si’ilata, 2019; Si’ilata et al., 2018; Major, 2018; Ministry of 

Education, 2019), this study revealed that there is still much work to be done accordingly. The 

implications of this for schools regarding strategies to mitigate language barriers are discussed in 

Section 5.4. 
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5.3.1 c Effective communication enables shared understanding 

 
As mentioned in the literature review, Pacific parents’ have high expectations and the desire to support 

their children’s learning, and this was revealed in the study. For instance, the data confirmed the 

parents try to support their children at home so that they can achieve just as well if not better than other 

high achieving students. This finding is also found in Australia where parents from low SES 

backgrounds have the same aspiration as the parents in this study (Fischer et al., 2019). For instance, 

these parents possess high expectations that their children should learn and experience success just like 

their counterparts. The Pacific parents in this study were all immigrants (island born), and they had the 

desire for their children to succeed for the sake of family, faith, and villages is the purpose for their 

migration. For instance, they migrated to New Zealand for better study and employment 

opportunities. Embedded in this, is their children’s success in education, which also means, success 

for their families back in their homelands (Si’ilata 2018; Matapo, 2019; Ministry of Education, 

2018). 

Unfortunately, while parents uphold this inspiration for better employment as revealed from the data, 

they lack understanding of how to support their children to be successful. This finding supports the 

findings by Gonzales & Gabel (2017), which reported parents’ ‘expectations and aspirations for their 

children.’ Knowing this can help schools to initiate strategies that engage parents in learning 

conversations that empower them to support their children as they navigate the complexities of the 

21st century learning. The role of parent engagement is supported by scholars, McDowall et al. (2018), 

Goodall and Montgomery (2014), and Clinton and Hattie (2013) as an integral element for achieving 

better student outcomes. Importantly, when parents feel empowered as a vital resource for their 

children’s success engaging them in their learning seems purposeful and necessary (Ministry of 

Education, 2018). Fundamentally, this level of engagement can only be activated when stakeholders 

hold a shared understanding of the goals to be achieved including when and how to achieve them 

(Sharp et al., 2021). 

Subsequently, involving, and engaging parents in school consultations leads to establishing reciprocal 

relationships (Hornby & Blackwell, 2018) which in turn, enables success (Ministry for Pacific Peoples, 

2018; Humphrey-Taylor, 2015; Erdener & Knoeppel, 2018). Community engagement has been 

suggested in the longstanding Pasifika education strategic goals for raising Pacific learners’ 

achievement (Ministry of Education, 2007; 2013; 2020). Perhaps knowing this is not a new strategy 

considering it has long been in international literature (Malone, 2015; Goodall & Montgomery, 2014), 

national literature (Clinton & Hattie, 2015; McDowall & Hipkins, 2018; Si’ilata et al., 2018), and 
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national policies (Education Review Office, 2013; Ministry of Education, 2019), policy makers and 

educators might review current efforts and make changes accordingly. 

 

Changes can include, but not limited to, making community engagement a priority, carry out research 

around the types of culturally responsive strategies to use, and recruit appropriate people in the 

community with such expertise. The implications for schools regarding this are further discussed in 

Section 5.4, while the next section discusses the role of consistency in navigating uncharted waters of 

modernised environments through consistent strategies. 

 
5.3.2 Consistent strategies in a changing environment 

 

The second overarching theme emanated from the study is consistency relating to consistent 

relationships the boys have in the big open spaces, which they consider as one of the benefits of being 

in an MLE. In their view, the relationships with teachers and their peers as well as the big open space 

MLEs afforded to them, inspires them to be confident and gain good grades. These types of peer- 

relationships are described by Reynolds (2018) as valuable Pacific brotherhoods in education for boys. 

Furthermore, Male and Palaiologou (2017), and Humphrey-Taylor (2015) also emphasise the 

importance of relationships built on mutual respect in which everyone listens to one another. 

Concepts also endorsed in the Best practice for teaching Pacific learners (Ministry of Education, 

2019), APPE 2020-2030 (Ministry of Education, 2020), and Parental involvement, engagement, and 

partnership in their children’s education during primary school years (O’Toole et al., 2019). 

 

Using strategies that align with Pacific peoples’ core values and praxis is mandated in the current 

APPE 2020- 2030, in which educators are required to develop reciprocal relationships using Pacific 

friendly methods (Ministry of Education, 2020). This concept is also metaphorically supported by 

Si’ilata (2018) in her Va’atele framework. For example, the foes (paddles) help the paddlers advance 

the va’a using water when there is no wind. The Adapted Va’atele framework using strategies 

consistent with Pacific peoples’ methods can help develop, establish, and sustain home-school 

relationships (Ministry of Education, 2018; 2019; 2020), which will subsequently advance Pacific 

learners’ journey towards a successful education (Ministry of Education, 2019). This is consistent 

with that of Gonzales & Gabel (2017) who contend that when teachers create classroom 

environments built on students’ cultural knowledge, greater academic confidence and success are 

produced. The following paragraphs further discusses the significance of employing methods that are 

culturally and widely accepted by Pacific- ethnic groups. 
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5.3.2a Culturally responsive relationships enable home-school partnership 

 
As mentioned previously, culturally responsive relationships between the boys and their peers gave 

them confidence to engage in learning even when it was challenging. In other words, when engaged 

with their peers and teachers in learning situations, boys feel empowered and supported (Reynolds, 

2018). The domino effect of reciprocal relationships on people is phenomenal whether in a positive or 

negative manner. The former is thought to be conducive to community engagement (Ministry of 

Education, 2018; 2020) and home-school partnership (Averill et al., 2016; Flavell, 2020) as found in 

this study, because Pacific people usually start to share information when they feel comfortable with 

their new acquaintances, or in other words, when va or relational space has been established (Wendt, 

1996; Anae, 2019). Teu le va in Samoa or tauhi va in Tonga (Fa’avae, 2017) means to “value, nurture, 

and care for (teu) the secular/sacred and social/spiritual space (va) of all relationships (Anae, 2019, p. 

1). Conversely, the latter was strongly evident from the participants’ perspectives as follows. 

The relationships between the parents and schools seemed non-existent; thus, this discussion takes the 

premise that culturally responsive ways of engaging the community may not have been considered. A 

possible explanation could be that the existing complex role of schools and teachers in adhering to 

curriculum and the abundant inherent responsibilities might have placed attempts to be culturally 

responsive in the too hard basket. Resulting in the lack of knowledge on the parents’ part about this 

educational change. On a positive note, albeit challenging, home-school partnership takes genuine 

effort and resourceful planning as the researcher discovered at the recruitment phase. For example, 

the researcher needed to spend time with the participants for a talanoa during the recruitment process. 

The absence of home-school relationships discovered in the study can be explained as a negative 

domino effect of ineffective communication as signalled earlier. For example, much of the literature 

claims that effective communication among stakeholders (schools, teachers, learners, and parents) has 

a domino effect; for example, using culturally appropriate ways leads to successful partnership, which 

in turn, leads to learners' success (Vinopal, 2018; Erdener & Knoeppel, 2018; Reparaz & Sotes- 

Elizalde, 2019). It appears that perhaps schools have not exhausted resources available to them to 

establish reciprocal relationships that are culturally appropriate (Ministry of Education, 2018). Perhaps 

in their defence, the multi-ethnic nature of Pacific peoples poses challenges for New Zealand schools 

(May, 2002) considering that there are varied languages and customs embedded in the blanket term 

‘Pacific’ (Samu, 2010). Thus, albeit Pacific peoples have similar ways of being, each is unique in its 

own ways of being, namely, language and culture. Chu et al. (2013), McDowall et al. (2017), and the 

APPE 2020-2030 (Ministry of Education, 2020) point out, when parents work in partnership with the 
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school, their children are more likely to be successful. The Ministry of Education (2018) also endorses 

the importance of reciprocal relationships as an essential goal for Pacific success, in the Tapasā 

framework. This framework sets competency goals for teachers of Pacific learners as one part of the 

bigger picture of bridging the engagement gap for Pacific peoples. For example, Turu 2 requires 

educators to establish and maintain “Collaborative and respectful relationships and professional 

behaviour” for enhancing “...learning and wellbeing for Pacific learners.” (Ministry of Education, 

2018, p. 12). 

 

At this point it is worth noting that engaging Pacific communities in conversations relies on strategies 

that empower parents as revealed from this study. Giving parents the power (mana) by reassuring them 

that their views matter in their sons’ learning and allowing time and space for them during meetings 

for relationship and trust building opens the door for deep conversation (Ioane, 2017; Ministry of 

Education, 2019; Durišić & Bunijevac, 2017, Sharp et al., 2021). This finding supports similar findings 

in other countries such as Turkey (Erdener & Knoeppel, 2018), Spain (Reparaz & Sotes-Elizalde, 

2019), and Canada (Leithwood & Patrician, 2015). 

Providing food and drink to have during the talanoa at a space of their choice (Ioane, 2017), made the 

participants feel comfortable and before long they were fully engaged in conversations about MLEs. 

This idea is supported by the Ministry of Education (2020) in the APPE 2020-2030, which considers 

one of the ways to develop partnership with families is to engage in fono or meetings. Such meetings 

need to give priority to Pacific parents to share and not to just give them information. Evidenced in the 

study, the participant parents asked the researcher questions about why schools were using technology, 

expressing a concern about how it could affect their children’s wellbeing because of so much time 

spent on devices. Such informative conversation would not have occurred had the researcher not given 

them the opportunity to do so. 

 

Regarding technology, the parents’ concern about their children spending a long time on devices is 

because they think prolonged use of screen time is not healthy for their children. Literature supports 

this finding as an existing global concern. For instance, Sikorska (2020) reports on parents losing 

control of their children to devices. Polish parents also reported that children’s prolonged use of 

devices was influencing their behaviour in a negative way and making them naughty. Moreover, Danet 

(2020) from France highlights concerns from parents about the harmful potential of ICT on child 

development and family functioning relationships. 
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5.3.2b Deficit effects of using non-culturally responsive strategies 

 
The adverse effects of non-culturally responsive communication are considered detrimental to Pacific 

parents’ confidence to engage in conversations. For instance, the parents’ embarrassment of their lack 

of ability to speak English left them to just wonder why schools changed to MLEs and how this change 

impacted on their sons’ learning. This discussion takes the stance that using language relevant to the 

stakeholders’ ethnic groups as a strategy to communicate with them helps gain momentum towards 

community engagement (Leithwood & Patrician, 2015; Si’ilata et al., 2018; Ministry of Education, 

2020). This lack of community engagement is therefore, as it has been for too long, espoused as the 

reason for the prolonged educational disparity for Pacific peoples. Despite being one of the three 

ministerial priorities since 2005 (Brooking, 2007), effective partnership is not yet realised in many 

education settings as reported in ministerial literature (Ministry of Education, 2019), reviewed by the 

Education Review Office (2013), and revealed in this study. 

5.3.2 c MLE practices consistent with Pacific cultural praxis 

 
Another aspect of consistency discovered from the study that relates to Pacific peoples’ ways is the 

element of being in big open spaces. The participants in the study reported that working in big spaces 

made them feel at home because it enabled them to sit on the ground, and most importantly to work in 

groups as a team (Reynolds, 2018). The value of working collectively to achieve an outcome is evident 

in the boys’ expressions of the positive experiences they have had in MLEs. This familiarity is 

evidently valued by the boys, which schools could capitalize on as a potential steppingstone for 

achieving better outcomes for Pacific learners (Fa’avae, 2017). The value of working in big spaces 

afforded to the boys is the opportunity to support each other with learning. In fact, all student 

participants prefer working in groups rather than working as individuals. This sense of community 

derives from the communal ways of living experienced by Pacific peoples, which can see more than 

one household housed in one home (Ravulo et al., 2020). In these contexts, everyone works for the 

good of the collective family, and an individual’s success is considered a group success, given that 

person is expected to use their success to serve the family, church, and the community. 

 

Although this cultural sense of community is highly valued and recognised by Pacific people, almost 

every parent participant voiced a concern about the noise and the distractions that exist in such open 

spaces. While they recognise the space’s connectedness to their social and cultural norms, the parents 

are worried that the noise level and social interactions in such spaces may cause distractions that affect 

learning. This concern is commonly held by MLEs’ critics and parents of those who have learning 
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needs such as hearing impairment and children suffering from anxiety (Fletcher et al., 2020; Nagaraj 

et al., 2020). The implications of this finding for schools are also discussed in the next section. 

 
5.3.3 Discussion summary 

 

The overarching themes from which the other emerged themes derived are communication and 

consistency. The significant importance of communication in building relationships through shared 

understanding that leads to success has been considered. Despite its pivotal role, the study found that 

the lack of communication had a domino effect on the boys’ experiences of MLEs, and on the parents’ 

lack of understanding about what MLEs were. Its adverse effect on Pacific learners and their families 

was also discussed. 

 

The second overarching theme is consistency regarding the use of culturally responsive pedagogies 

and practices that enhance relationships. Some examples discussed included the benefits of big open 

spaces to Pacific learners given these are like their communal way of living at home. Other advantages 

such as learning alongside friends whom they rely on for support and the flexibility afforded by the 

big spaces are also consistent with their experiences at home. Advantages and disadvantages of these 

spaces on learners have been considered with reference to the literature. These findings’ implications 

are explored in the following section. 

 

5.4 Implications 
 

This study’s findings suggest several implications for schools when planning to communicate and to 

consult Pacific families. The importance of communication in engaging families in collaborative 

reciprocal relationships is widely promoted in education policy and strategies targeting Pacific 

learners; for example, the Tapasā: Cultural competencies framework for teachers of Pacific learners 

(Ministry of Education, 2018), The New Zealand Curriculum (Ministry of Education, 2007), APPE 

2020-2030 (Ministry of Education, 2020). Communication is the initial step in building reciprocal 

relationships which enable collaboration, connectedness through open conversations that result in 

students’ success. However, as revealed in the study, the ramifications of its inadequacy played a huge 

role in participants’ lack of knowledge and awareness regarding the transforming landscape of 

education. It seems that schools have a lot of work to do in this area especially now in this 21st century 

era where communities are expected to navigate the modernised ways of learning. 

The heterogeneous nature of Pacific peoples impacts hugely on schools as they may not have the 

linguistic resources to accommodate this need. For instance, embedded in the blanket term ‘Pacific’ 
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are many ethnic groups, each with their own unique identity, culture, and language (Samu, 2010), 

making it difficult for schools to source resources needed to communicate effectively with the 

collective Pacific community. The pivotal role of communication as discussed earlier in sharing 

information with parents/community (Humphrey-Taylor, 2015; Erdener & Knoeppel, 2018) suggests 

that perhaps the Community of Learning (CoL/Kahui Ako) could potentially resource this with some 

effective planning. This suggestion is supported by the Education Review Office (2018) endorsing 

schools to capitalise on Kahui Ako’s capacity to engage educational providers and provide resources 

that enhance student achievement. 

Through Kahui Ako, schools can work together to use teachers from within their community to act as 

interpreters at meetings (fono) where parents can be informed in their own language. This is due to an 

ongoing language barrier; despite the best schools’ intentions to hold evening meetings designated to 

Pacific communities, information is still given in English (Major, 2018). Unfortunately, parents with 

minimum English skills may not fully comprehend information being communicated. Collaborating 

with Kahui Ako schools can mean teachers help their neighbouring schools by speaking in their mother 

tongue for that specific community. 

As alluded to previously, meetings done face-to-face are preferred by Pacific peoples, therefore, needs 

careful planning to ensure culturally responsive practices are appropriately considered (Ministry of 

Education, 2018). For instance, space, time, food, and as mentioned recently, interpreters are all crucial 

elements of a fono as per the guidelines in the APPE document (Ministry of Education, 2020) which 

the next sections also refer to. 

Regarding space, familial is important so using venues and spaces that are familiar to Pacific peoples 

(Ministry of Education, 2020) is more inviting for them, and it removes any initial barrier of coming 

to the school or to the fono. The other element of space is giving them time to talk and share their ideas 

and thoughts through a talanoa (Ioane, 2017). Time is a factor in this type of communication in that 

people need time to break through the barrier (break the ice) as evidenced in the study; rushing through 

a meeting is not considered appropriate because parents need time to feel comfortable first. Allowing 

space for them to share and not just to be told information is also crucial. For instance, encouraging 

them to ask questions about what is being discussed or share how they feel about it or what they know 

about it, can help them make connections to their own experiences. 

 

Another implication for schools is planning for face-to-face talanoa when discussing education 

matters, which suggest schools ensuring that the va (Anae, 2019) is considered by researching into the 

Pacific community’s whakapapa and making sure there is someone who knows Pacific whakapapa on 
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the board of trustees (Ministry of Education, 2020). Schools also need to proactively bring these people 

on board, and to assign the liaison role to a representative who can liaise with the families. In the fa’a- 

Samoa, whenever there is an issue to be discussed either in a family or village, talanoa or fono is 

always called by the matai (chief) through his messenger (orator) sent to inform the people about the 

time, date, and agenda. Compared to education, this means it is the authoritative figure’s prerogative 

to inform participants of a meeting via a respected person such as the Pacific liaison or community- 

respected figure. This is supported by the recently released APPE 2020-2030 as one of its Learning 

Environments’ strategies for educators, “Consider the potential for a Pacific liaison role to connect 

with families. Consider fono (meetings) in places that families are familiar with and comfortable in” 

(Ministry of Education, 2020, p. 36). 

 

To reiterate, the current APPE 2020-2030 (Ministry of Education, 2020) once again brings to the fore 

the important role of community engagement in student achievement. Though this has been one of 

PEPs’ goals for some time, reviews by the Education Review Office (ERO) (2012; 2013; 2017) and 

the findings of this study have indicated otherwise. For Pacific learners and their families, once 

effective communication breaks the first wall between them and schools, the other issues found in the 

study such as parents’ concerns about their children’s use of devices, and their lack of knowledge about 

MLEs can then be addressed. Thus, the researcher proposes that school leaders use strategies in the 

APPE and the Tapasā documents to create an action plan for improving communication, evaluate its 

effectiveness, and make the necessary changes for improvement. Planned workshops facilitated in their 

own language can encourage parents to attend to learn more about MLEs and importantly, to immerse 

in reciprocal conversations that help them contextualise education discourses. Some other suggestions 

include, developing a curriculum that values Pacific identity or fa’a-Pacific (Education Review Office, 

2013), provide language acquisition professional development opportunities for non-Pacific teachers, 

and implement “pedagogical approaches that are effective for Pacific learners” (Ministry of Education, 

2018). 

 

5.5 Limitations of this study 
 

The unprecedented outbreak of COVID-19 in 2020 played a huge role in the participant recruitment 

process. At this time, New Zealand had just come out of the second lockdown, hence the reason schools 

rejected invitations to partake in the study. Consequently, given the term ‘Pacific peoples’ represents 

a heterogeneous group, the small size sample was limited to Samoan, Tongan, and Kiribati, who were 

the first respondents. Albeit Pacific nations may have similar values and beliefs and the findings of 
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this study may be generalisable, the uniqueness of each group warrants the purpose of exploring their 

views too. 

Another limitation relates to the difficulty of recruiting from schools where principals and Boards of 

Trustees are the gatekeepers of Pacific communities. For example, as found in the study, the existing 

breakdown in communication between communities and schools due to language barriers and using 

non-culturally responsive ways such as emailing, may limit opportunities for Pacific parents and boys 

to partake in any study. For future studies involving Pacific participants, face-to-face recruiting from 

community groups, including but not limited to church communities, are thought to be the most 

effective. 

 

Given the focus was on Year 5 and 6 Pacific boys only, different results may be found with individual 

ethnic groups including non-Pacific students or with different aged groups both younger and older. 

Moreover, the parents’ lack of knowledge might have skewed the reliability of the data. 

 

5.6 Future recommendations 
 

The identified limitations and the findings of this study would be useful for future research. 

 
Given the scarcity of research on education issues pertaining to Pacific boys, this study focused only 

on boys and their parents/caregivers’ perceptions of MLEs. An extended investigation of the impacts 

of MLEs on learning with a larger sample, would be valuable for schools to ensure Pacific learners are 

not further disadvantaged by this change. For example, a comparative study which compares their 

achievement prior to and after transitioning from traditional classroom to an MLE would provide 

further useful insights. 

Another suggestion would be to explore teachers’ perceptions of how they think the new pedagogies 

and open spaces affect Pacific learners’ achievement. Perhaps a comparative study which repeats this 

research design to unveil the experiences and views of Pacific boys and their parents of MLEs from 

the teacher perspective. This might give schools insight into the consequences of poor communication 

and lack of consultation on making sustainable changes. 

 

The last suggestion would be to investigate the different ethnic groups separately, considering the 

inherent complex variables that exist in the blanket term ‘Pacific peoples’. Like Fa’avae (2017) who 

investigated family knowledge and practices useful for non-Pacific teachers of Tongan boys, perhaps 

a study focused on Samoan or Niue boys could be implemented. Perhaps then, research findings from 

Pacific peoples’ studies might be discernibly generalised. 
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Chapter 6: Conclusion 
 

Given that this study researched Pacific boys and their parents’ views on modern learning 

environments, this chapter concludes the thesis by establishing the study’s contribution to the existing 

body of literature on issues pertaining to Pacific learners’ success in education. This contribution is 

based on the two overarching themes of communication (or rather, the lack of) in terms of consultation 

with parents and the community, and consistency regarding ideas and practices consistent with the 

participants’ cultural practices. The following concluding paragraphs suggest the difference that this 

study’s findings can make to Pacific learners’ education based on the goals of the Tapasā: Cultural 

competencies for teachers of Pacific learners (Ministry of Education, 2018) and the Action Plan for 

Pacific Education 2020-2030 (Ministry of Education, 2020). 

To contextualise, the APPE 2020-2030 sets out ‘five key system shifts’ that Pacific learners and their 

families need to experience in order to achieve the education system’s overarching objectives. The 

Tapasā framework gives the lens through which the APPE 2020-2030’s goals can be achieved. It 

constitutes three Turu or competencies which are: 

“… designed to support teachers to become more culturally aware, confident and 

competent when engaging with Pacific learners and their parents, families and 

communities.” (Ministry of Education, 2018, p. 6). 

As mentioned earlier, the research findings identified communication as a key theme from which the 

other themes derived. It was also identified as an important missing component of the remedial 

initiatives for raising Pacific learners’ achievement. In other words, it is suggested that perhaps the 

lack of communication has hindered the Ministry’s efforts to engage Pacific learners and their families 

in education matters. Fundamentally, without communication, the other themes such as collaboration 

or establishing and maintaining reciprocal relationships may not exist or be done effectively as 

evidenced in this study. 

This finding is reflected in Turu 2 of the Tapasā framework which endorses the importance of 

enhancing communication and relationship building. This competency is reflected in Key Shifts 3 and 

4 in the APPE. These Key Shifts and Turu 2 stress the need for schools to have regular conversations 

to discuss Pacific learners’ stories, what is important to them and to use this knowledge to inform 

teaching practice. Schools also need to be proactive in finding places to get information or resources 

that incorporate various unique Pacific histories and stories in classrooms. As for parents and the 

communities, they are encouraged and given suggestions about what they can do to support their 
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children, such as reaching out to the schools, asking questions, and finding information from a variety 

of sources. 

Regarding consistency, Turu 1 and 3 stress that Pacific learners’ unique identities, languages, and 

cultures be acknowledged, valued, and used to provide culturally responsive pedagogies that are 

effective and consistent with Pacific cultural values. The boys in the study embraced all ideas and 

experiences in MLEs that connected to their culture because it gave them a sense of identity and 

confidence to achieve. The APPE’s Key Shift 4 endorses the need for stakeholders to engage in 

consultations, to connect teachers, parents, communities, and learners in conversations about Pacific 

peoples’ needs and aspirations. 

 

 

“We have another chance to navigate, perhaps in a slightly different way than we did yesterday. 

We cannot go back. But we can learn” (Jeffrey R. Anderson, n.d). 
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Appendices 
 
 

Appendix 1 – Sample Participation Information Sheet 
 

 

 

 

 

 

 
 

Critical Studies in Education 

Akoranga Matauranga  

Te Kura o te Kōtuinga 

 

Epsom Campus 

Gate 3, 74 Epsom Ave 

Auckland, 1023, New Zealand 

T +64 9 373 7999 

W www.education.auckland.ac.nz 

The University of Auckland 

Private Bag 92601 

Symonds Street 

Auckland 1135 

New Zealand 

 

 
 

STUDENT PARTICIPANT INFORMATION SHEET 

(Student - Pacific boys) 

 

 
 

Project title: Exploring Pacific boys’ and their parents/caregivers’ perceptions and experiences of modern 

learning environments (MLEs). 

 
Principal Investigator/Supervisor: Dr Tanya Samu 

Co-investigator/Supervisor: Dr Kerry Lee 

Student Researcher: Oloataua Fa’amamafa 

 
 

Who is the researcher? 

My name is Oloataua Fa’amamafa and I am a fulltime teacher at Peninsula Primary School. I am having time 

off this year to do my Master of Educational Leadership study at the University of Auckland. Dr Tanya Samu 

and Dr Kerry Lee are helping me to do this study. 

http://www.education.auckland.ac.nz/
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What is the study about and why have you been asked to take part? 

The aim of this study is to look at what you as a 9-10-year-old Pacific boy (Year 5/6) and your parents/caregivers 

think about modern learning environments (MLEs). I will also ask you to share some of the things you do in 

MLEs, and how those things help you with your learning and behaviour. 

This piece of paper asks you to be part of this study because you are a Pacific boy aged 9-10 working in a Year 

5/6 MLE. 

 
Please note that when I use the word ‘data’ it means your answers to the questions. 

 
 

What am I asking you to do? 

This study has 2 parts. 

Part 1: Online questionnaire 

When your parent/caregiver gives you the link for the questionnaire, it shows that they are letting you take part 

in this part of the study. Doing the questionnaire will show that you understand what the study is about, and that 

you agree to take part in Part 1. 

 
Part 2: One-on-one interview (Talanoa): 

At the end of the online questionnaire, you will be asked if you would like to take part in the interview. If you 

say yes, you can click on the link that will take you to a new page where you can write down your contact 

details. You can choose to be interviewed on the phone, on ZOOM or face to face. If it is face to face, you can 

choose to have it at your church or a place where you will be comfortable. The first 6 boys to send the link 

details back to me will be chosen for the interview. If you are chosen, I will send your parent/caregiver a 

permission (consent) form to sign to show they are letting you do it. I will also send your own permission form 

(Assent) for you to sign to show you are willing to take part in the interview. If you are not chosen because we 

have already got 6 boys, then you will be sent an email thanking you for willing to take part. 

 
The interview will take about 1 hour (60 minutes) and if you agree, it will be sound recorded to make sure that 

I do not miss any important information. When the data is all written out you will get a copy of your answers to 

check. You will have 2 weeks to change your answers or ask for another interview. I will start to sort out the 

data (data analysis) 1 week after getting your answers back, so you will not be able to change your answers or 

remove your data at that time. 

 
If you are chosen for the interview, you will be given a $20 Warehouse Stationery voucher as a “Thank you” 

gift for being part of this study. 
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How will your data be used/kept/destroyed? 

Data from the online questionnaire and interviews will be used to write a report about what I found out from the 

study. I hope it may help schools plan ways to help other boys like you make the most of learning in MLEs. You 

can have a short version of the report if you wish. 

 
All data for this study will be kept safely on a password protected computer, and papers will be locked in a 

cupboard in a University office, then they will be destroyed forever after 6 years. 

 
Do you have to take part? 

Choosing to take part or not is up to you and your parent/caregiver. You do not have to take part even if your 

parent/caregiver wants you to. If you take part or not, it will not change your schooling in any way. You have 

the right not to answer any question or to finish and send in the questionnaire. You can leave the interview at 

any time without giving any reason. Also, you have the right to remove yourself from the study, or to remove 

any data that you have given at any time up to late November. After this, the data will be sorted so you will not 

be able to remove yours. 

 
Who will know about your part in this study? 

All the information that you give us will be private. Your name and your parent/caregiver’s name will not be 

used in any way. If you do the interview, you will be given a fake name to use in the study. If you only do the 

online questionnaire, no one will know about your details, not even me. 

 
The interview recordings will be transcribed (put into words on paper) by a third party, someone who does this 

under the University of Auckland. They will be asked to sign a form to promise that they will keep all recordings 

private and safe, and delete all copies they have made at the end of the study. 

 
Please show this paper to your parents and talk with them about what this study is about, and what you have 

been asked to do. 

 
Please contact me, or my supervisors, or the head of school if you have any questions about this study. 
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CONTACT DETAILS: 

 

Student Researcher: 

Oloataua Fa’amamafa 

ofaa004@aucklanduni.ac.nz 
 

Principal Investigator/Supervisor: 

Dr Tanya Samu 

t.samu@auckland.ac.nz ph 09 623 8899 

ext 48339 

Co-investigator/Supervisor: 

Dr Kerry Lee 

k.lee@auckland.ac.nz ph 09 623 8899 

ext 48529 

Head of School: 

Prof John Morgan 

john.morgan@auckland.ac.nz ph 09 373 7999 

ext 46398 

 

 
For any concerns regarding ethical issues you may contact the Chair, the University of Auckland Human 

Participants Ethics Committee, Office of Strategy Research and Integrity, University of Auckland, Private Bag 

92019, Auckland 1142. Telephone 09 373-7599 ext. 83711. 

Email: humanethics@auckland.ac.nz 

 
Approved by the University of Auckland Human Participants Ethics Committee on July 24th 2020 for three 

years. Reference Number UAHPEC1465. 

mailto:ofaa004@aucklanduni.ac.nz
mailto:t.samu@auckland.ac.nz
mailto:k.lee@auckland.ac.nz
mailto:john.morgan@auckland.ac.nz
mailto:humanethics@auckland.ac.nz
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Appendix 2 – Sample Consent Form 
 

 

 
 

Critical Studies in Education Te Kura o 

te Kōtuinga Akoranga Mātauranga 

 
 

Epsom Campus 

Gate 3, 74 Epsom Ave 

Auckland, 1023, New Zealand 

T +64 9 373 7999 

W www.education.auckland.ac.nz 

The University of Auckland 

Private Bag 92601 

Symonds Street 

Auckland 1135 

New Zealand 

 

 

CONSENT FORM 

(Parents/Caregivers) 

 
 

THIS FORM WILL BE HELD FOR A PERIOD OF 6 YEARS 

 

 

Project title: Exploring Pacific boys’ and their parents/caregivers’ perceptions and experiences of modern 

learning environments (MLEs). 

 
Principal Investigator/Supervisor: Dr Tanya Samu 

Co-investigator/Supervisor: Dr Kerry Lee 

Student Researcher: Oloataua Fa’amamafa 

 
 

I have read the Participant Information Sheet and I understand what the research is about and why I have been 

chosen to take part. I have had the chance to ask questions and I am pleased with the answers. 

● I agree / do not agree to take part in the interview. 

● I agree / do not agree to be sound recorded 

● I understand that: 

- I do not have to take part if I do not want to. 

- if I choose to take part or not, it will not change my relationship with the church minister and 

elders, as the minister and the Parish Council have given their word (assurance) on this. 

http://www.education.auckland.ac.nz/


109 
 

- data from the online questionnaire and interview will be used for this study. 

- I can choose to use a phone, Zoom, or a face-to-face interview at a time that is good for me. 

- I can choose not to answer any questions, stop the interview at any time, or ask to have the 

recorder turned off without giving any reason. 

- I will be given a written copy of my answers (transcript) and I can ask for a new interview or 

change my answers up to 2 weeks of receiving it. 

- I can have a report of the study (summary of findings) if I ask for it. 

- all sound recorded and electronic data will be stored safely on a password-protected computer. 

Paper data will be stored in Dr Tanya Samu’s locked cupboard in her University of Auckland 

office. After 6 years all data will be destroyed and deleted forever. 

- I can remove myself from the study at any time up until late November. 

- I will be given a fake name within the study so no one will be able to identify me. 

- all information will be confidential and only the research team will see it. 

 
● I wish / do not wish to get a summary of findings. 

 
Please send it to   

 

 

 
 

My Name: ………..……………………………………………………… 

 

 

 
Signed: ……………………….. Date: ………………………………... 

 

 

 
Approved by the University of Auckland Human Participants Ethics Committee on July 24th 2020 for three 

years. Reference Number UAHPEC1465. 
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Appendix 3 – Sample Assent Form 
 

 

 

Critical Studies in Education Te Kura o te 

Kōtuinga Akoranga Mātauranga 

 
Epsom Campus 

Gate 3, 74 Epsom Ave 

Auckland, 1023, New Zealand 

T +64 9 373 7999 

W www.education.auckland.ac.nz 

The University of Auckland 

Private Bag 92601 

Symonds Street 

Auckland 1135 

New Zealand 

 

ASSENT FORM 

(Boys) 

 
 

THIS FORM WILL BE HELD FOR A PERIOD OF 6 YEARS 

 
 

Project title: Exploring Pacific boys’ and their parents/caregivers’ perceptions and experiences of modern 

learning environments (MLEs). 

 
Principal Investigator/Supervisor: Dr Tanya Samu 

Co-investigator/Supervisor: Dr Kerry Lee 

Student Researcher: Oloataua Fa’amamafa 

 

 

I have read the Participant Information Sheet and I understand what the study is about. I have had the 

chance to ask questions and I am happy with the answers. 

● I agree / do not agree to take part in the interview. 

● I agree / do not agree to be sound recorded 

● I wish / do not wish to get a copy of this study’s report. 

● I understand that: 

- I do not have to take part even if my parents/caregivers would like me to. 

- if I do or do not take part, it will not change my relationship with my church. 

http://www.education.auckland.ac.nz/
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- data from the online questionnaire and interview will be used in this study. 

- I can choose not to answer any questions, stop or leave the interview at any time, and ask to have the 

recorder turned off without giving any reason. 

- I will have 2 weeks to ask for a new interview or change my answers when I get a copy of my answers 

to check. 

- I can remove myself from the study anytime up until late November. 

- after 6 years, data will be destroyed and deleted forever. 

- if I choose to be interviewed, I will be given a fake name to use in the study. 

- all information about me will be private, and only the research team will ever see it. 

 
 

My name:      

Signed:  Date:    

 

Approved by the University of Auckland Human Participants Ethics Committee on July 24th 2020 for three 

years. Reference Number UAHPEC1465. 
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Appendix 4 – Sample Online Questionnaire 
 

Project Title: Exploring Pacific boys’ and their parents/caregivers’ perceptions and experiences of 

modern learning environments (MLE). 

Boys’ Questionnaire 

 
Questionnaire: The following questions are to find out your views and experiences of MLE. It is important 

for you to know that you do not have to answer all the questions, you can stop it any time, and you do not 

have to finish it. For more information click this link to the Participant Information Sheet (PIS). 

Important note: Filling and sending in this questionnaire will show that you have agreed to take part 

in this first part of the study. 

Section 1: School Information 

 
1) Is your school a  ? (Please tick) 

a. Primary (Years 0-6) b. Full Primary (Years 0-8) 

 

2) How long have you been in the MLE? (Please tick) 

a. 1-year b. 2 years c. 3 years. d. since I started school. 

3) What is your nationality?    

4) How old are you?    
 

 

Section 2: Positive experiences or challenges you have faced in MLE 

 
5) On the scale of 1-5, rate your agreement with the following statements. (1 = Really Disagree, 2 = Disagree, 

3 = Can’t Decide, 4 = Agree, 5 = Really Agree). 

 
Rate your agreement with these statements. Use the scale 1- 5 to 

rate your 

experience 

1 I love going to school 
 

2 The teacher is usually available when I need help 
 

3 Learning in MLE helps me work with others 
 

4 I can complete most of my work on my own 
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5 I know how to get help if I need it 
 

6 I hate going to school 
 

7 The teacher is usually too busy when I need help 
 

8 I find it very hard to work when the noise in our learning space is too 

loud 

 

9 I know what to do when I am stuck 
 

10 The teacher can usually tell if I am not on task 
 

11 My teacher can easily manage the noise level in our learning space 
 

12 I can still do my work even if the noise level is too loud 
 

13 I do not like learning in MLE 
 

14 I have lots of friends at school 
 

15 I would rather learn in a single cell classroom than MLE 
 

16 I like learning in MLE better than a single cell classroom 
 

17 I have had lots of unhappy/negative experiences in MLE 
 

18 I have had lots of happy/positive experiences in MLE 
 

19 I get into trouble a lot in MLE because I can’t keep up with the learning 
 

20 MLE makes learning hard for Pacific children especially for boys 
 

21 I like having the teacher tell me what I need to learn instead of having 

to choose for myself what I think I need to learn 
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22 I do not like using technology and devices 
 

23 I am usually confident to choose what I need to learn 
 

24 I am able to use technology and devices on my own 
 

25 I like having to choose where I work best instead of the teacher telling 

me where to sit and work 

 

26 I like using technology and devices 
 

27 I am making better progress with my learning in MLE than when I was 

in a single cell classroom 

 

28 MLE makes learning easy for Pacific children including boys like me 
 

29 I feel comfortable talking to the teacher when I am worried about my 

learning 

 

30 Using technology and devices for learning makes me nervous 
 

 

Section 3: Sharing your views and experiences of MLE 

 
6) In your own words, tell me what you think about MLE. 

 
 

 

 

 
 

7) What unhappy/negative experience(s) have you had in MLE? 
 
 

 

 

 
 

8) What happy/positive experience(s) have you had in MLE? 
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9) In your opinion, what kind of students do you think work best in MLE? Why? 

 

 

 

 

10) How do you think working in MLE has affected your learning and behaviour? 

 

 

 

 

11) Would you like to participate in a one-on-one interview to talk more about some of your answers? 

a) Yes (click on the link below) b) No 

Link for contact and interview details 
 

 

Thank you for the time that you have put into answering these questions. Your input in this part of the study 

is greatly valued. . 

 
Approved by the University of Auckland Human Participants Ethics Committee on July 24th 2020 for three 

years. Reference Number UAHPEC1465. 
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Appendix 5 – Sample Indicative One-to-one Interview 
 

Project Title:  Exploring Pacific boys’ and their parents/caregivers’ perceptions of modern learning 

environments (MLE). 

Indicative semi-structured interview questions for boys using talanoa 

 
School: 

Year: 

Nationality: 

 
Talofa lava. How are you? Thank you for agreeing to take part in this interview. I am interested to find out what 

you think about MLE. I would also like to know how you think working in MLE is helping you with your learning 

and your behaviour. During the interview I will ask you to explain in detail any of the answers you gave in the 

questionnaire that you want to talk about. 

 
There are no right or wrong answers in this interview because it is your story that I want to hear. 

 

 
2). Tell me what you think about MLE. 

 

 

 

 
 

(i) Why do you think that? 
 

 

 

 

 

3). Can you please describe some of the positive or successful experiences you have had in MLE? 

 

 

 

 

4). Have you ever had any negative or challenging experiences in MLE? 
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(i) How did this experience make you feel? 
 
 

 

 

 

(ii) How could the school or the teacher have helped with that? 
 
 

 

 

 

(iii) What are some possible changes or things that the school or the teacher could do to help you, if 

that ever happens again? 

 

 

 

 

5). In your opinion, how is working in MLE affecting your learning? Does it make learning easier or harder? 

Please explain. 

 

 

 

 

6). How is working in MLE affecting your behaviour? 
 
 

 

 

 

(i) Have you ever got into trouble for not being on task or not completing your work? 
 
 

 

 

 

(ii) Have your parents ever been contacted about something you have done? Please tell me about it. 
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7). Based on your experiences in MLE, do you think these types of learning spaces are good for Pacific boys 

or not? 

 
 

 

 

 

 

 

 

(i) Why do you think that? 
 

 

 

 

 

(ii) What advice would you give to other Pacific boys about working in MLE? 
 

 

 

 

 

8). If you were a principal of the school about to design new classes, would you choose an MLE? Why? 
 

 

 

 

 

9). In your opinion, what kind of students work best in MLE? Why do you think that? 
 

 

 

 

 

10).  What kind of students do not do well in MLE? Why do you think that? 
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11). In your opinion, do you think modern learning environments are good learning spaces for Pacific 

students? Why/Why not? 

 
 

 

 

 

Is there anything else you want to talk about? 
 
 

 

 

 

 

 

 
Thank you very much for being part of this study. I appreciate your time and sharing your story. I will send 

you your written copy of the interview (transcript) to check and send back to me within two weeks after you 

have received it. 

 

 

 
Approved by the University of Auckland Human Participants Ethics Committee on July 24th 2020 for three 

years. Reference Number UAHPEC1465. 


