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I’ve been teaching for nearly 30 years and I can say that the class that I had in my second year here would be one of the best two or three classes that I have ever taught in terms of their ability, in terms of their social adjustment, their caring nature. And I mean we have signs around here saying things like “Cavy kids care”. And in general terms I think they do … Those kinds of values are core. (Acting principal)
1
Introduction

Caversham Primary School is a caring and happy school where children learn from respected and helpful professionals. All of the staff, parents, and children at the school in this study also agreed that Caversham School is a safe school. The children’s words can perhaps best describe Caversham’s positive school culture. A focus group of four Caversham students, aged eight and nine, provided the following list of the best things at Caversham School:

Student 1:
They always look after you when you get hurt.

Student 2:
You’re not bossed around.

Student 3:
The best thing about Caversham School is when you come, you have friends and you don’t feel lonely.

Student 4:
You have playtime and lunchtimes.
Student 3:
And you get food and you get treats and you get to go on trips … You can play games. You can do interesting things like you can talk on this tape recorder …
Student 4:
When you are injured you can have friends. They look after you. They don’t get smart … You get heaps of love.

Student 3:
You get helped by teachers and you turn smart, smart, smart and you go to high school.
Student 4:
Then you go to University.
The Caversham staff who participated in this study stated they are proud of the school and mostly enjoy working there. Their positive school culture is supported by a committed, stable and experienced staff; a strong governance team and principal; an emphasis on school pride; consistent school rules and structure; a whole-school approach to bullying and violence; high academic expectations; and celebrations of success.

However, the culture at Caversham School has not always been positive. In 1999, the Education Review Office (ERO) noted that at Caversham:
There are many aspects of governance and management that are ineffective due to a lack of understanding about what the board and principal are required to do, and to the principal’s poor health … The Board’s management of personnel and student safety is seriously impaired. (ERO report, 1999)
The leadership at the school was unstable at the time of the ERO report because a number of different principals had worked at the school within a short time-frame. One participant in this study reported there were three principals and one acting principal at the school over a period of two years. Along with leadership instability, some staff reported that, at the time of the 1999 ERO report, there were a number of students at the school with behaviour issues. Bullying and violence levels had increased. For example, one staff member reported that one teacher was afraid when she did duty in the playground, and a relieving teacher had been assaulted there:

The relieving teacher was punched by one of our students. And he left. He had been here since he was five. And he left to go to [Intermediate]. And he said: “oh you can’t do anything about it. You can’t expel me because I’m leaving.” And he floored her – out on the field he floored her and he was actually taken to the Police station … (Teacher)
On the other hand, one staff member believed the levels of violence and bullying were not unusually high at that time. She believed that, because the ERO report and the school’s subsequent ‘Eliminating Violence programme’ had focused on school safety, the issue had become magnified. 

… people who came and did the interviews with children and parents and things, I mean if you’re going to say to a parent, “Do you think there’s violence in that school?” immediately they’ve got that term in their head and they’re going to look for it. It’s an indicator: “Hey there must be something going on, if they’ve got to have people into the school because of this violence.” So of course the feedback that came back and that they analysed, said there was violence here. I believe that yes there was, but it wasn’t as profound as they made it out to be. (Teacher)
After the 1999 ERO report and the resignation of the principal at that time, the Board of Trustees believed a strong leader was needed to address all of the issues listed in the report. They employed a new principal who immediately sought further support from the Ministry of Education and Specialist Education Services. 

I’m a nice middle class person, boarding school background, um you know. And I’ve taught in mostly rural but some um … And my experience did not prepare me for what I struck. And Caversham staff have been through some tough times and they were in fortress mentality and “good on them”. They needed something to survive. They had been hammered by ERO. They had a principal with ill health and sort of changes and lack of leadership at the time. And each teacher got into survival mode. … And I arrived on my first morning and I was gob-smacked at the way the children spoke to each other and the way the parents spoke to the children and at the high level of physical interactions that mostly was stand-over tactics … Pushing and shoving and jostling. You name it. But there was also a level of obscenity and threat that pervaded the place. On this first day a nine year pushed a seven/eight year old from the top of the stairs to the bottom. Broke a front tooth, broke his collarbone … Three days at the school I thought, “I can’t deal with this. I cannot work in this atmosphere” and I called the Ministry. (Principal)
Specialist Education Services offered their Eliminating Violence programme, which has the purpose of changing school culture, if the whole school indicated by ballot they supported the programme. One of the two psychologists who facilitated the programme noted the programme was successful because all of the staff were committed to a positive change:

It was a good example of a school reflecting on the information that we provided and developing some energy around recognising that they needed to do something. And developing some energy around wanting to do something … and then becoming used to, as a team, talking about the issues; thrashing them out; becoming more comfortable with disagreement and debate; but also having some clearer goals about needing to make some difference. So we found our involvement in the process really positive because they picked it up and ran with it. (Facilitator)
The Eliminating Violence programme was just one programme which contributed to the changing culture at Caversham Primary School. Other initiatives, such as a lunch programme at the school, individual student behaviour programmes, a playground game programme, and whole-school trips, were begun. The Ministry of Education School Support Programme and school fundraising events helped to improve the library, the playground, and the school facilities. The school also focused on raising the overall academic achievement of the school by standardising some of their teaching practices.

The remainder of this profile will describe in depth the various initiatives which changed Caversham Primary School’s culture along with the bullying behaviour at the school. The profile is divided into eight further sections:

Section 2: Description of Caversham School.
Section 3: Description of school culture.
Section 4: Underpinnings of the school culture.
Section 5: Process of changing the school culture.
Section 6: Caversham School’s approach to developing a positive school culture.
Section 7: Key practices of the Eliminating Violence programme.
Section 8: Role of different people in implementing the school culture.
Section 9: Outcomes, maintenance and new challenges.
The information in these sections is derived from quantitative and qualitative data collected from:

· Three 90-minute focus group sessions with three groups of children aged 5-6 years (five children), 7-8 years (four children), and 9-10 years (four children).
· Four 90-minute interviews with the principal who is on study leave; the acting principal who has been the school’s deputy principal; a Group Special Education psychologist who was one of the facilitators of the Eliminating Violence programme; and a Board of Trustees’ parent representative.
· Three separate 60-minute interviews with three teachers (one of whom was also a Board of Trustees’ parent representative in the past), and one 60-minute group interview with two Resource Teachers in Learning and Behaviour (RTLBs).
· The 1999, 2001, and 2003 ERO reports.
· Caversham School’s policies on behaviour management, child abuse, and sexual abuse.
· Caversham School’s Board of Trustees School Plan (2001-2004).
· Caversham School’s documentation on the Eliminating Violence programme.
· Documentation on the approach of the Resource Teachers of Learning and Behaviour Service.
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Description of Caversham School

Caversham Primary School is located in Caversham and is a contributing state school with Years 1 to 6 in a lower socio-economic community within Dunedin City. It has a long history in Dunedin and is 142 years old. In 2003, according to the ERO report, the school had a SES decile rating of 3 and a falling roll of 108. The following is the 2003 gender and ethnic breakdown of the school.
	Gender
	% within the school

	Girls
	55

	Boys
	45


	Ethnicity
	% within the school

	Pakeha
	65

	Māori
	23

	Pacific Island
	6

	Other ethnic groups
	6


There are five classroom teachers at the school and a teaching principal. Presently, the principal is on study leave for a year and the acting principal has .5 release time from his classroom to take on this role in the school. One of the classroom teachers is also released on a .5 basis to do reading recovery work. The acting principal stated there were also two teacher aides, two RTLBs, two resource teachers of Māori, and one social worker in schools based at the school. There was also a school caretaker and a school secretary on site whenever the researcher visited the school.

The mission statement of the school is:

Learning together: to provide an educationally stimulating environment, where each child has the opportunities to reach his or her potential with the support of caring professionals, parents, caregivers and the community. (Caversham School Plan, 2001-2004)
The 2003 ERO report noted the school was continuing to improve its curriculum delivery, governance, and management performance. It said: “The learning environment appears safe, happy and caring. The school is an attractive, well-resourced and well-managed environment.” (ERO report, 2000) It also pointed out the school had high expectations of its students. 
It listed a number of recent improvements at Caversham and stated that the principal has made a significant contribution to the school. Teachers have improved their assessment and record-keeping practices so the Board received useful and regular information about student achievement. Students were also receiving a sound education, especially in the core areas of English and mathematics. They were entering school with mathematics knowledge below expectations but making gains during the early years and the achievement of Māori students in mathematics is similar to other students. The school developed a Māori achievement policy, as well, in May of this year. This lays out the consultation process with members of the school’s Māori community and parents of Māori children. Its purposes are to:
· Involve Māori community/parents in identifying the needs of their students.
· Monitor and improve the achievement of Māori students.
· Meet obligations under the Treaty of Waitangi.
An ‘education outside the classroom’ policy was developed in 2001. This policy acknowledges that experiences outside of the school can enrich children’s lives. Its aims are to:
· Provide opportunities and experiences that help to enrich and broaden children’s learning, development, and interests.
· Take all necessary steps to ensure high standards of planning, safety, conduct and wellbeing for everyone taking part.
The ERO report also stated the school was using outside and community support effectively in the health and physical education programme. Specifically, the report noted that teachers were effectively consulting with other professionals and families about their student’s personal and social development. 

Finally, the ERO report said:
A number of significant indicators suggest that many students have acquired enhanced personal and social skills when compared with the students of 1999. For example, records indicate that the teachers very rarely need to address incidents of name calling, threatening, uncaring or unsafe behaviour. The review officers saw many examples of positive, helpful, caring and hard working behaviour and saw no examples of negative or unsafe behaviour throughout the review … A significant indicator that the school is safe came from a random selection of students interviewed as part of the review. They said that they enjoy their time at the school and that Caversham is a “cool school”. It is likely that these improved behaviour outcomes are one major reason for the significant improvements in the academic areas that were considered as part of this review. (ERO report, 2003)
A behaviour management policy was developed in 2001. It pointed out that Caversham School is a non-violent school. The purposes of the policy are:
· To create a safe, happy learning environment for children (and teachers).

· Children have the right to learn, teachers have the right to teach.

· Play within the bounds.
· Play fairly, and help others to play fairly too.

· Follow adult requests and instructions promptly and courteously.

· Care for the environment.

The guidelines for the implementation of this policy are:
· All children will be made aware of their rights and responsibilities as pupils at Caversham School.

· Positive behaviour and attitudes will be modelled by the daily interactions of staff members.

· Contact between home and school will be made:

· For positive aspects of student behaviour

· If there is a pattern of unacceptable behaviour developing

· If an injury has occurred

· If there is a significant incident outside of a child’s normal behaviour pattern.
· A behaviour management plan is available.

· Student behaviour will be managed in ways which encourage the development of personal responsibility and positive values.

The school also has a sexual abuse policy and a child abuse policy which were developed by the present principal and the Board of Trustees.

In conclusion, it is apparent the school has made significant gains in a number of areas. It has a clear mission statement and well-developed policy documents. It also has become a safe school where children are able to receive a quality education. However, the parents and ERO documents have indicated there is another challenge ahead for the school. This is its falling roll. In 1999, the roll was 157 and in 2000 it was 140. The participants of this case study believed the demographics of the community were changing. There were now more older people in the area and fewer families. A parent commented that Caversham School had also developed a negative reputation because of the 1999 ERO report. However, she believed parents were beginning to hear the school had changed and were subsequently sending their children to the school:

At the last [PTA] open night … I had one lady that I knew a few years back when her children were just starting out at school. Now she lives right across the road from school, but she chose to send her child to this school up the road. Now, I said to her … “Why did you send your children up there when we’re right across the road?” And this was just coming out of our awkward time, our little bit of a storm, and she said, “Oh, you know they have two computers in the classroom … they’re a growing school and yours is falling.” … Anyway she has sent her children to our school now. She’s taken them out of the other school and sent them here, because she has seen the change … She switched. So that was really nice. And she made a point of coming up and saying, “Your school has done a complete turnaround. I’m so proud of this school. I really like what you guys have done. And I’m sending my kids here now.” And I thought that was really nice that she made a point of doing that and she was one of a couple that I had that night, that came up to me and said positive stuff about the school. So that was nice to hear. I’d never, ever heard that before. (Parent)
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Description of school culture 
The values and beliefs within a school help to create its culture. At Caversham the core values and beliefs considered important were respect and kindness; non-violence; taking responsibility for the self and the environment; celebrating success; and high quality and consistent educational practice. These values and beliefs were expressed by both the children and staff at the school in their interviews. For example, the five and six year old children’s focus group, when asked what made them feel good or safe at school, mentioned kindness, protective friends, helpful staff, and the rules which protected them:

Student 2:
Because it’s cool

Student 3:
People be kind …

Student 2:
And because if you get hurt and you go to [the school secretary]
Student 4:
Because your friends look after you …

Student 2:
Because it’s fun

Student 1:
Because it’s safe

Student 3:
And you’re not allowed to go out of the school grounds either because you’ll get told off. … You know like you’re not allowed to go off school grounds down the street and run away because you’re not allowed … My brother is at [another school] and my brother got beat up. The teacher said that he could go somewhere but he didn’t go there. He said he was hurt and the teacher let him but he didn’t go to the office. He actually went out of school grounds and went into town.

3.1
Respect and kindness
Within the school, it was evident from the manner in which the children and staff behaved that respect and kindness were important values. The researcher for this study was welcomed onto the school grounds with smiles and greetings from the children. She was always fully included in the staff conversations at morning tea and always had her questions answered. All of the students who were interviewed respected and praised their teachers and principal. One 10 year old student said:

We got the best principal in the world. He’s brilliant. He teaches us ‘bad’ [slang for good]. He’s our teacher. We’ve got brilliant teachers. 

A number of the staff in turn praised the students for their contribution to the friendly and caring school culture:

I think one of the things that I really like about Caversham is that the children don’t pick on others because of their type of clothing, their lack of food or whatever. That doesn’t and hasn’t happened. (Teacher)
It’s now a friendly, supportive environment, and I like it. At lunchtime today – there’s a wee girl that slipped over in the ice and these three other little girls picked her up and rubbed her knees and took her off somewhere to sit in the sun and they just looked after her, and they were the slightly older ones. And that’s the kind of culture that we have now, which is very good. (RTLB)
Yeah. And it goes all the way down. It’s not just the oldest in the school looking after the youngest in the school; it’s the oldest looking after the middle ones … the middle ones looking after the younger ones. And everyone is playing together where before they would be separated … now we’re all in together and everybody looks after each other. It’s really neat. (Parent)
3.2
Non-violence

The staff and the children in the focus groups agreed that bullying or violence was purposely not valued at school. One focus group of children, aged seven and eight, said bullies who hurt smaller and more vulnerable children were cruel:

Student 3:
And the people should never like boss around little kids like four year olds and if they do, if they cry really loud then someone can hear them. And then they can go “what have you been doing to this little person?” 

Student 2:
And if the bully is like 10 and is bullying a four year old it actually could be cruel cause they’re actually bullying someone, a four year old, that’s younger than them and could actually break one of their bones. 
A five year old child in a focus group commented that a bully was a “bad person”. An eight year old boy said a bully could not be popular or well liked. A girl in the eight year old group said teachers thought bullies were nasty. The children who were aged five and six described a bully event which aroused the concern of the teachers:

Student 2:
Yeah I saw this girl have to go on time out

Student 4:
This girl threw sand in this girl’s hair and in … 
Student 3:
This new girl in our school. And she had to go on time-out seat. And people got concerned.

Also, when the boys and girls in the focus groups were asked what they did when they disagreed or were in conflict with another child, they did not say they would become violent or hit another child. Their responses, instead, indicated they would tell an adult, stand up for themselves verbally, seek help from friends, or withdraw from the situation. For example, the oldest children, aged nine and 10, listed the following in a brainstorming exercise as their response to this question.
Girls group: 

· I will ignore them

· I will tell the teacher

· I will run away

· I will go to my room

· I will tell someone that really cares.
Boys group:

· I tell teacher

· I will yell and scream

· I’ll them to go away

· I’ll run away.
3.3
Taking responsibility for the self and environment

The teachers believed respect for others was emphasised in the school. The class rules one of the teachers developed with her students described this respect:

… we’ve got to respect each other. One person talking at a time. Look after each other’s belongings. Look after your own belongings … and we do that at the beginning of the year and they all sign it. Like my kids have put their thumb print on it and signed their name underneath and that’s on the big wall. (Teacher)
Similarly, another teacher thought it was important everyone at the school, not just children, take daily responsibility for their own behaviour.

The principal commented that all of the students, themselves, knew how to respond to bullying and that this response was consistent with the staff’s response as well. Teachers were called into the situation as a last resort by the children: 

And they can tell you what to do. … And they are saying the same things as we’re saying which is “You gotta have a go at sorting it out yourself. But if you can’t, a teacher will help you.” (Principal)
Some of the staff and parents in the school noted it was also important to take pride in the Caversham School environment because it was a reflection of the entire school. A parent commented she would tell other parents to enrol their child at Caversham not only because there were additional resources attached to the school, such as the Resource Teachers of Māori and Learning and Behaviour, but because of the recently improved facilities:

Oh we have nice furnished rooms. We present ourselves well. And we have that ground out there. Not many schools in this area can boast that they have that much playing field. … We have a pool on site. … We have a nice large hall. Our rooms are bigger than other rooms I’ve seen at primary schools. Our equipment is up to date. We work hard to keep it up to date. We have an excellent quantity of reading materials, and the curriculum is good, we have good incentives and rewards for the children. I just really like the school, I really do. (Parent)
3.4
High quality and consistent education practice

A number of the staff commented that the school had high expectations of its students. The principal pointed out the school and children were proud of academic achievement: 

This is us and we are very proud of being us. And I think part of it is because so many things are valued there. It is not a school that’s built on sport. Like we are measuring our achievement academically the whole time. “Where are we? Where are we at?” Like part of the thing is we are no longer at the bottom of the heap in academic progress. We’re still not where we want to be and our intakes. Um we do a thing called PIPS which the University of Canterbury administer. And they spit out these lovely graphs of how our new entrants when they come in and then again when they turn six. And when they come in, our children are hugely below the national cohort in skills and knowledge and achievement. And during that first year we get them up to fractionally above the national average. So we’re not brilliant but for value added we are doing fabulously. And the kids feel good. … I mean the children are very focused on ‘what can I do now that I didn’t used to be able to.’ (Principal)
All of the staff stated that the lower socio-economic circumstances of the community did not affect the school’s own academic and social expectations of their students. The RTLBs said students could ‘rise above’ their circumstances and that “we need to push these children up and you can’t blame the environment.” A teacher said the culture of the school was:
Supportive, caring for children, parents, staff. Hardworking. Setting higher expectations all the time, but achievable, both in work and in behaviour. Giving them self-belief, self-worth, self-esteem. (Teacher)
The principal, acting principal and teachers noted the school culture also involved regular routines and structure which created stability for the school and for the students. The acting principal said that any surprises in the school were always pleasant:

Acting principal: School offers them experiences and for some children it offers stability. It offers a safe haven. I mean one thing that is probably acknowledged by teachers in New Zealand is that in low decile areas the more structured your programme is, the better the children react to it because for some children there is not a lot of structure in their lives. So they get a security out of that. And I think the experience of the staff here contributes greatly to that. 

Researcher:
And what kind of structure? Like when you say structure, you mean in the class?

Acting principal: Well, in the class, that at 10 past 9 you are going to be doing this and that at 10 o’clock something else. And so there is a degree of stability and each day is very much the same. Rather than um …
Researcher:
So there’s no surprises.
Acting principal: Well no. The surprises are all pleasant ones. “Today we’re going to watch a video on this.” (Acting principal)
3.5
Celebrating success

Another important belief and value throughout the school was that it was important to celebrate success and develop school pride within the context of a community which has many disadvantages. The principal said Caversham students supported each other and shared their good news at school, whereas outside of school, she did not believe this was always the case: 

Like they’ll share the good news. They, the kids, truly celebrate someone else’s success. I mean one of our lumpier, bigger, hopeless gymnasts will finally manage to do a forward roll. Kids will applaud. Not a touch of sarcasm or nastiness. Just straight, “you made it”. You know there is a hugely warm supportive … I mean there are some horrendous family backgrounds and family feuds that run in the school. Outside of the school, these kids are shrieking obscenities at each other and their mothers. Into the school, ‘arms around the shoulders mates’. I think it is fabulous. (Principal)
The parents of children in the school, who, as noted by most of the adult participants in this study, may not have had good experiences themselves at school, were encouraged to be involved through participation in whole-school events. One of the RTLBs believed such events were non-threatening:

And the shows the school puts on – the productions – they turn out in force for those, because there’s nothing demanded of them. And the kids demand they come because kids put a lot into it … And there’s a lot of social issues there – I mean parents – both solo parents and parents working and all those kind of things. (RTLB)
One parent believed government policy made it difficult for parents in the community to become involved in school and their children’s lives:

We’re a low decile community. There’s a lot of low income families or sole-parent families and sometimes that’s really hard for the child to have the things that they need. We like to make the school an enjoyable place that [parents] want to come to … I’m a sole parent myself. I’m not longer a beneficiary but I have been a beneficiary raising five children on my own and it’s not easy. … And the thing is what’s been happening over the last five years is that we are encouraged to get out and find work and get a job. So parents are not at home for their children. They are not able to assist the school and things because they’re being forced to go out and work. (Parent)
A unique element Caversham School does celebrate is its relationship with the Otago Highlanders, the rugby team, because Carisbrook stadium is nearby. The school is painted blue and gold in the team’s colours, visits the stadium to watch the team, and raises money by offering car parks to spectators during matches. One teacher said she thought it helped to unite the school and make it feel part of the community:

That unites us. It makes you feel part of Otago and part of the community … I think that’s quite important, because you don’t always feel that at a school. (Teacher)
Finally, the school has made an effort to consistently celebrate the children’s social success through their ‘caught being good’ programme. Children are rewarded with stickers that say ‘caught being good’ when they are seen to be displaying caring or sharing behaviour:

And we instituted a programme called ‘caught being good’ … talked about what we were trying to reward, what we were trying to catch being good. The tickets are a bright red or orange. They go on a visible chart in the classroom. There is a stick-on label that says ‘I was caught being good today’. (Principal)
4
Underpinnings of the school culture
The culture of Caversham is supported by consistent and fair school rules and consequences; adult role models and quality staff; a whole-school and a holistic approach to education; and strong leadership. 
4.1
Consistency, fairness and consequences
Caversham has given high priority to its efforts to maintain consistency and stability within the school. The participants at Caversham School all said the entire school needed to work together as a team to maintain a positive culture. One of the teachers pointed out the children also view consistency as fairness. She said:
I think it’s one of teaching the children that they’re responsible for their own behaviour. There’s consequences, good and bad to everything we do. And that they see that everything is fair. It’s spelt out to them. Children can’t always see it for themselves so it has to be very clear. Really. You know. “You’ve seen me treat other people like this. Now you want to be treated the same as others, don’t you? So this is what has to happen.” You know, it really is letter-by-letter explaining to them what’s happening. In our school it’s fair. … It’s seen to be fair all the time – fair and consistent. They know what is expected of them. (Teacher)
Clear and simple school rules underpin the behaviour of the children at school. The principal noted that, although classroom rules did exist, it was important to have consistent school rules: 

We needed school rules not classroom rules. And we sat down and we came up with five school rules. And number one is that, the no hitting place. We talked about non-violence and all those things. And like that there is zero tolerance of any hitting, pushing, shoving. And we banned all tackle and physical contact games. So every scrag game, everything was off, like rugby. Touch, you can play touch and things but you cannot play physical contact games. Right. The other one was that the kids knew that they were going to have to stand to account for comments. (Principal)
The children in the focus groups all knew some of the school rules by heart. For example, the children in the nine and 10 year old group said the school rules were:

Student 1:
No violence, no punching

Student 2:
No spitting

Student 4:
Always be prepared; always be polite to teachers and adults and children.

The seven and eight year old children said:

Student 2:
It’s hits, spits, kick, or swear

Student 3:
Or punch or swear.
The younger group said the rules were there was no hitting at school; “you’re not allowed out of the school grounds”; and “don’t be mean”. All of the children in the focus groups also knew the consequences of breaking these rules. They mentioned being spoken to by a teacher or the principal, sitting on the time-out seat, taking responsibility for the behaviour through written apologies, getting detention, and being suspended.

Rules for travelling on stairs were developed because of safety reasons and the school design. There are two classrooms on the ground floor with a stair case in the middle of the building leading to two additional classrooms. Consistency was also important in the classroom. The staff pointed out there were school rules for the presentation of the students’ books to improve their quality. For example, the acting principal said:
There were certain rules put in place in terms of lay out books so that when you set out a book, you have a line down the middle or whatever and a margin on this side. A degree of consistency in those things. A degree of consistency in how we walk down the stairs. Going out is to the left. Going down is to the left. No sliding on the banister. The usual kind of things. (Acting principal)
4.2
Role models and quality staff
The principal and acting principal commented that the adults in the school were integral to establishing a positive culture at the school. The school employed experienced staff and had a low staff turnover rate. The participants all stated the staff at Caversham were primarily interested in teaching children. These staff also worked long hours beyond the school day. The acting principal said the staff’s life experiences and efforts were the strengths of the school:

But I think the school is also lucky to have the experience and the life experience of the teachers that we’ve got here and they give a lot of themselves. They’re not like the genie that appears in a bottle. They give a lot of themselves. They talk to the kids about what they do so the kids get sort of a vicarious idea of the other world out there. … How do you put a value on it? How do you actually recognise it? How do you study that? I don’t know. … And I firmly believe that the strength of this school is in the life experiences and the attitude of its staff members and how they related to children in a very, very positive way. (Acting principal)
They praised the staff for the additional work they did and stated they were positive role models for the children:

I think the children here see both men and women, in terms of our staff here. They see them relating well. They see them laughing. They see them having fun. They know that their teachers are very caring and concerned. That teachers go the extra length for camps and sporting trips. And I think they view that very positively. (Acting principal)
So and all the time the staff model what they would like. They model really suitable ways of dealing with conflict or inquiry. (Principal)
One of the parents praised the staff because she thought they were hard working and genuinely interested in teaching children:

They’re really high calibre staff. They’re just genuine people. They’re not in it just because it’s a job. They’re in it because they love the job. And they love working with the kids. We’ve had a fair few student teachers through here and … And I think some of our young ones coming in, and I guess it’s not just in the teaching field, but sometimes you’re too busy trying to be ‘pally-pally’ and friendly and a good guy to actually define where the line crosses over to: “I’m your teacher now and we’re not in the playground.” You know: “We’re here to learn.” All of these kids respect the staff. This staff works hard too. They earn the respect every single day and they are respected. (Parent)
It was also noted the staff were involved in fundraising activities for the school and this was an indication of their commitment to the children:

Well we have a wonderful team of staff. We really do. They do make the children number one priority. They won’t see the children without and even though money might be short in our budget or whatever, whatever challenges we face, the kids have not gone without. (Parent)
4.3
The whole-school and holistic approach

In 1999, the whole school decided to implement the ‘Eliminating Violence’ programme from Specialist Education Services (now Group Special Education or GSE). This programme’s goal is to create a positive school culture and is described in detail in section six. One of the facilitators of this programme noted Caversham had successfully changed its culture and the whole school needs to work together within the programme to achieve success:

And the next step in our process having met with the principal … and having consulted with the Ministry to see whether they think it’s a suitable school to be doing it … [is] to do a presentation to staff about what the programme involves. And then we take a ballot to see if there is staff support for the programme, because we won’t do it unless there’s a high level of support because otherwise it can be a waste of resource … and also it can become counter-productive if the staff are not united in their vision and aims for it. (Facilitator)
A parent attributed their culture change to the school’s teamwork:

[Back] then, there was a storm brewing and then it reached a head … With anything that you try there’s always challenges but I think they were gladly met. And because we all worked together as a team I think it was easy to meet the challenge. (Parent)
The acting principal noted that doing whole-school activities supported a positive culture:

Every fortnight we have an assembly together and all the children produce something. I mean school sports and outings and things are done as a school. And that is as a whole. And I believe that actually helps the culture, very much so. (Acting principal)
The participants in this study also believed the education of children went beyond traditional ideas about classroom and school practice in that children needed to have their physical and emotional needs met before they could learn. For example, the principal noted if children were hungry they would not be able to learn, so food is provided at the school. A couple of the staff members noted the school had bought shoes for children who needed them. One teacher had mixed feelings about these activities because she felt parents needed to take responsibility for their children. However, she also pointed out a child’s health does affect learning and behaviour: 

But you know if they’re not fed, their brain doesn’t operate. And that whole thing, you know, becomes a behaviour issue. But I also think parents need to be responsible too. … We had a family last year who depended on us doing it for them. … The mother would send a lunch box with frozen bread and “can you made sandwiches for my children?” One of the teacher aides treated their hair for head lice. … And that shouldn’t be the way. I mean I know we have a welfare system and sometimes it’s not enough … But because it affects the children’s learning we help them out. (Teacher)
A parent commented that play and physical exercise were integral to developing the imagination:

So they’re getting a good amount of physical exercise during their play times. Then when they come back into the class they’re more awake and ready to settle to actually working … the sandpit over there as well … gets the creative mind going with all the kids digging in the sandpit. … And it’s also bringing in imagination. I think imagination is something that we’re not allowed to have much of these days. And by having the sandpit there, you build your roads and you have your bulldozers going up one side, or you might have a tunnel that it can go under or whatever, and that’s good stimulation – good mind stimulation. And then they can come back and use those experiences to write stories about or whatever. (Parent)
The participants all noted difficulties associated with low incomes and felt the school was a safe haven for some children. Some stated the school provided experiences outside of the classroom that enriched the children’s lives. For example, the acting principal said: 
Teachers go the extra length for camps and sporting trips. And I think [the children] view that very positively. I mean earlier this year we went to the Woodhaugh Gardens for a stream study. … Now I spoke to probably eight or nine parents. One only had ever been to Woodhaugh Gardens. … Many of them had never been there in their life. Didn’t know it existed. And I go back to my first year at the school … where I had nine children who had never been to the beach. And seven who had never been to the Meridian Mall. … But you know you really got to consider their backgrounds in terms of what you’re seeing. School offers them experiences and for some children it offers stability. It offers a safe haven. (Acting principal)
Some of the participants also spoke about the transient nature of the families at Caversham: 

We have quite a transient population I think about a quarter of our children come and go over a year. Which can be difficult … the kids have to get on with learning new routines, expectations, etc and then they’re off to another school. So we try to pick up on the needs very quickly. I had a little boy who came to my class last year, I think he’d been to 14 schools and he was just eight. He only recognised five letters of the alphabet. … He wasn’t a behaviour problem but it seemed from his records that shortly after any of the previous schools he’d been to started to … seek help for him, the family shifted and nothing was ever completed. Within the first week we had him on the RTLB roll. (Teacher)
4.4
Strong leadership

A number of participants in this study also noted that strong leaders of the students and staff helped to maintain a positive school culture. Many staff and parents mentioned it was important for the older children at the primary school to demonstrate to the younger children appropriate behaviour. They noted that if older children did not bully younger children, they were less likely to be bullies when they were older. It was the senior class which needed to demonstrate kind and helpful behaviour. 

Also, most participants felt strong staff leadership was important to maintain a positive school culture. However, some also stated that leaders needed to set clear boundaries but also needed to be approachable. Some participants also noted each leader had strengths in one area or another. One of the RTLBs said Caversham had always had good leaders and when leadership became unstable in the late 1990s, the culture quickly became negative and violent: 

School culture to me depends on leadership and what happens in school is a reflection of the kind of leadership you’ve got and who’s at the top. … We’ve had excellent leadership here traditionally. [One principal] who died just earlier this year was here for quite a long time. And then [another] after him and so on. And then we had a period where there was a lack of leadership for a number of reasons. A person who became the principal was sick much of the time so the DP [deputy principal] was responsible for the school. And during that time there was a lack of guidance, direction, leadership and things deteriorated as far as behaviour of children and attitudes of children and language and bullying and all those things became a real issue in the school for the first time. … We went through a stage where we had extremely violent and aggressive and unfriendly culture. … So that was a direct result of a lack of leadership in the school. Standards slipping and expectations slipping and we went through a very rough stage where there was fighting and Kung Fu games and all those kinds of things and terrible, terrible language right down from five year olds. Things that I wouldn’t repeat on your tape because it would curl up – and you’d hear the little five year olds calling each other mother ‘effers’ and all this. It was a jungle out there. (RTLB)
Similarly, most of the staff commented about how the influx of older and rougher children from a nearby school where difficulties had occurred also significantly contributed to the negative culture at that time. The principal noted it took a couple of years to change the leadership style within the student body:

And it came better the next year … I mean when we started [the Eliminating Violence programme] those kids had had an ingrained period. They had been bullied. It was their chance to be the perpetrator and it was hard to change. But the next year it got better. The year after … it was getting really solidly entrenched that the senior class were the leaders and the kind ones and the helpful ones. (Principal)
5
Process of changing the school culture
During the mid to late 1990s, there were a number of changes at Caversham School. The leadership changed a number of times. The school’s composition changed with the closure of its unit for children with special needs. The mix of students who enrolled at Caversham was altered when difficulties in other schools led to a number of older students enrolling at Caversham. The Ministry of Education also introduced the New Zealand Curriculum Framework and new curriculum documents which the school was required to integrate into its curriculum management practices. These structural, leadership, student, and curricula changes had a significant impact on Caversham and when the school was reviewed in 1999 by the Education Review Office (ERO) there were a number of areas of accountability which were identified as needing improvement. 

The 1999 ERO report was critical of the school and stated Caversham had serious difficulties which were created by low quality management and school governance. Since its last review in 1993, the New Zealand Curriculum Framework had been developed along with National Curriculum statements in such areas as mathematics, social studies, and English. However, according to the 1999 ERO review, there was no effective curriculum management or student monitoring practices to guide teachers. Accountability and documentation in the curriculum areas were lacking. Curriculum planning, according to the report, varied from one classroom to another. The report stated there was ineffective leadership in the school and listed a number of curriculum leadership tasks the principal needed to implement. This included specifying school curriculum documentation, self-review procedures, and a school review system. 

However, despite these problems, the review noted the teachers at Caversham did promote high values and learning in the school, but they lacked direction. The GSE psychologist who worked with the teachers after this report also commented on the high quality of the staff:

Some of them have been teaching at Caversham School for a long time. It is a lower socio-economic area. They’re committed to the kids and to working in a school where the children don’t have as many advantages as in other schools. So many of them were in fact dedicated, committed, caring teachers who had got bogged down for a bit and who needed to be re-energised and be clear about their vision and why they were there and what they were doing, and to be helped to see that. In fact they still were those caring, committed teachers and they could make a difference to the children in their school and they could change their own school. (Facilitator)
Similarly, the principal noted the staff were doing well in their classrooms but the school was having a difficult time:

And I’m making it out to sound terrible and there were aspects that were. But within that there were teachers who were doing a remarkably good job. But I think by the time they had a classroom functioning they didn’t have time or energy for the big picture. I didn’t have a classroom so I came and got the big picture. (Principal)
Some of the teachers in this study said they had to cope with a changing school composition. Caversham School’s unit for children with special needs had been closed and the 1999 ERO report stated this closure was very rapid. Two of the school’s teachers from the unit were then employed as district RTLBs but their new role had not been clearly defined. The ERO review also stated there had been considerable trauma for students, families, and teachers during this closure. One of the RTLBs said:
Now it was unfortunate the way the government went around that because it was a rush job. … What did make a big difference was there was a lot of confusion at that time as to what our role was and what the new job of RTLBs were. It was before the training started. It was before the Ministry issued a handbook. That didn’t come until July that year and we’re talking about January. So we had from the Ministry two different letters within a week. One telling us to start on the 28th or 29th January, and one telling us to start on 4th February, and you know there was confusion. … And we don’t do playground duties or anything else. There was a lot more thrust onto the staff into the way of extras, because suddenly they were two staff short. Yeah. And so that caused some – quite a bit of resentment among some teachers … It was very unclear as to what we were supposed to do and how we were supposed to work. (RTLB)
Some of the staff indicated, as well, that the disestablishment of the unit and the mainstreaming of eight of the unit’s students affected their teaching, classrooms, and the school culture in general:

They were all mainstreamed into the classroom. So dealing with those sorts of issues as well. And the children that were normally mainstreamed – the usual class – for them also having to get used to these other children coming into the class that had behavioural problems. They may have had not just the anger behaviour problems. I’m talking about your intellectual behaviour problems as well. And it’s all different and it’s all taxing on the teacher’s time. If you’re dealing with a person who’s just thrown a chair across the other side of the room, you can’t say, “well done”, to Johnny down there who has just got all of his maths answers right. And it was a difficult time. (Teacher)
A teacher commented that additional children with learning or behaviour issues were actually enrolled at the school because Caversham had a good reputation for teaching children with special needs. However, she felt this had created a ‘bottom heavy’ school with few role models:

The units, yes, quite often along with those children come a large number of social needs too. It’s not just academic. And we know that another school used to say to parents who approached them to enrol their children at their school: “look we don’t cater nearly as well as Caversham. Take your children there.” Now I think that was one of our problems is that we got bottom heavy … They were referred to here through the many different ways and when you get bottom heavy, it can be hard to work. You haven’t got the same number of role models at the top end to pull them up and you’re trying to lift the standards from the bottom all the time instead of aiming at the top and taking it up higher. Those children were integrated into our classrooms, anyway, quite on a large scale … but what we did was we worked very, very hard on catering for those children’s needs, just as we do for all children. … They’re accepted. (Teacher)
Other participants said changes to a nearby school had resulted in an influx of older children with behaviour difficulties as well:

So I mean there had actually been a change from a positive culture to a negative culture [at Caversham]. There were quick changes of principal. There were a number of changes in children, the demographics over a short period of time. And there was suddenly problems. Now, probably they were not addressed as thoroughly as they should have been because we were looking at a couple of principals leaving very quickly because of ill health. So the energy probably wasn’t there and that’s accepted. But it might have gone relatively unnoticed. The school may have well have been relatively unscathed by it all if it hadn’t been for the fact that there was an influx of a dozen or so children with problems (Acting principal) 

The 1999 ERO review reported that the Board of Trustees did not understand its governance role and had no strategic plan in place. However, the financial management of the school was secure. It noted the physical environment of the school created hazards that could endanger students. It listed hazards such as the water fountains, the school incinerator, exposed bolts and nails in benches, damaged timber in the playground, and offensive graffiti. When the present principal arrived, she was concerned about the physical environment. She said:
It was a slum. Let’s not beat around the bush. If you turned a plug on here things went off elsewhere. We missed vinyl. We had lino round, cracked lino, around our dirty toilets. Our cleaner was great but there was nothing you could do with our generations of small endowment and poor aim. It’s like the whole toilet. Like you walked in the doors of the classroom block and it reeked of ancient urine. (Principal)
The report said the Board could not confidently say the school was physically or emotionally safe for students. The Board of Trustees, after receiving this report, indicated it would appreciate support from the Ministry of Education School Support programme. One of the parents who was a Board of Trustees’ member in 1999 reported that the Board, after the resignation of the principal at that time, sought to employ a strong leader who could positively lead the school: She said:
At that time we actually needed somebody who would say, “This is it.” and “This is going to happen.” … That’s what the Board wanted, somebody who would say. A direction, we needed a direction, as a school, as a Board. (Parent)
All of the participants in this study thought their principal was a strong leader and provided a positive direction for the school. However, there were some tensions between the staff and the new principal at the time. One of the RTLBs explained that the principal set realistic goals, met these goals, and then set new goals at a higher level so the school began to have higher standards and expectations. Also, a RTLB said that any improvement programmes needed a strong leader to motivate others but the leader, herself, may not be appreciated: 

… if you’ve got the right leadership then and that leader makes the decisions and goes from there to make those improvements, it doesn’t matter what the programme is. If you haven’t got the strength at the top and the leadership to motivate the other people and put those things into place it won’t work. … And a leader can come in and make some huge improvements and in this case the improvements weren’t just the culture in the playground – the behaviour and the language and the expectations – but it was also in the curriculum areas, huge improvements in curriculum delivery. … The whole thing was lifted, but that strong leadership and those positive things don’t mean that that leader is always appreciated by the rest of the staff. And there’s a case in point where perhaps the hardest job this particular leader had was to gain the backing and the support of the staff. (RTLB)
The principal, as well, acknowledged there was tension between the staff and her and felt she did not communicate well with them at times:

I mean there was conflict between the staff and me. And there’s no beating around that. And in part I think that I didn’t make a good job of communicating that I thought they were doing as well as they could be under the circumstances. I think they read my pretty vehement concerns as criticisms and that wasn’t what I was feeling. I was thinking “My God. I can’t”. I mean I am totally accustomed to, I mean not being a sergeant major, but being able to get children to stop doing that, talk about … I couldn’t get kids … I had kids brawling in my office. Pulled out of classrooms because they were having a punch up and let rip at each other and physically going for it in my office. I just totally was out of my depth. So I owned it but I don’t think that I expressed it well enough. (Principal) 

What was appreciated by many of the participants in this study, however, was that the principal was hardworking and a good administrator whose strengths included knowing how to keep up with paperwork and how to find funds for programmes within the school. For example, a parent commented that when the school was fundraising for playground improvements the principal had greatly contributed to this process:

She did a lot of the grant applications and I did a lot of the organising for the fundraising. … And she’s really good at extracting money from people, really excellent. (Parent)
Initially, the principal reacted strongly to her new school and immediately sought support from the Ministry of Education and Specialist Education Services to change the school and improve its culture. A number of new initiatives were introduced. The school was able to secure funding from the Ministry and the community to improve the resources and the physical environment at the school. The principal began to take an active role in establishing curriculum and assessment standards. Also, she, and later the facilitators of the Eliminating Violence programme, met with the staff who agreed it was important the whole school be involved in this programme:

I said I’d been to the Ministry and that we had the offer of Eliminating Violence but it was a whole-school programme and that we all had to buy in … And it was fine not to buy in. It was cool. But if we were going to go with it everyone had to buy in. And we contacted the public health nurse … We had the RTLBs from the whole cluster. We had teachers, teacher aides, the cleaner, the Board of Trustees, the PTA, a couple of other parents who wanted to be there, um all of the staff that’s part or full time and [the GSE facilitators] came and gave a run down on the programme and at the end – secret ballots if we wanted to go with it. And we got 100 percent opt in I believe. … Did we want it to change? Yeah. Yeah. Like we did want to opt into the programme which we owned, which was going to be whole school. We were looking for change, for change in behaviour and change of culture. And we did. (Principal)
The facilitator commented that the school seemed to be ready for the programme because of a number of factors:

I would say there’d be a number of factors. The staff morale was low and they were dispirited and they were experiencing an increasing number of quite serious behaviour incidents with the students. They started receiving negative feedback from the community and some parents had withdrawn their children. So they did have some awareness of the level of the difficulties and certainly the difficulties were quite severe. New leadership played a huge role in it and new permanent leadership. So the principal was committed to the school and the school knew that that principal was there to stay. And she gave out clear messages about her commitment to the school and the school community. (Facilitator)
6
Caversham School’s approach to developing a positive school culture
A new principal at the school helped to initiate not only the Eliminating Violence programme but also a number of other programmes in a holistic approach that revolved around improving the school’s physical environment, education programmes, and behaviour. These initiatives have taken place over the past few years and have contributed to the positive school culture. Some of the initiatives were a direct response to difficulties listed in the 1999 ERO report. It is also important to mention the Board of Trustees and staff were very actively involved and supportive of these programmes. One teacher said the principal provided clear and firm direction “at the helm”. 

6.1
The physical environment

Some of the participants commented that the improvements to the resources, buildings, and playground contributed greatly to developing a positive culture at the school. The school was able to secure funding through the Ministry of Education (MOE) and the community to make a number of improvements. The MOE’s school support programme enabled improvements to the buildings:

They spent money on upgrading our interior of our school. I mean we are not talking posh remodel. And we probably deserve it. But we’re talking pin board instead of flaky paint plaster. So we could actually display the kids’ work. … They had to put one lot down of new carpet but the rest of the carpet remained. But we painted and spruced up and made our environments look fresh and clean and new. They redid the toilet blocks so they don’t smell anymore. And they are actually tasteful and nice. (Principal)
One teacher commented such improvements were positive and helped the school to become more welcoming:

When you’ve got a nice carpet that isn’t all spotty and coffee stains, it’s sort of welcoming isn’t it? Chairs that haven’t got all the stuffing falling out, you know, I mean those sort of things were positive. (Teacher)
Funding was sought from the community to improve the library and the playground. The principal noted the core business of the school was ‘books’ and yet the library did not reflect this:

We were saying the thing that most matters here is books, books and reading. Our library went from being a grotty little hole … to something that looks 20,000 dollars better. … We threw out somewhere around three quarters of our stock. Old books. Crappy old horrible, I wouldn’t read them and I’m quite competent. But they certainly weren’t welcoming. And we bought New Zealand fiction and heaps and heaps and heaps of non-fiction. … Anything that was trendy we bought. … That went with saying ”there are things here that matter”. (Principal)
The principal, parents, and teachers all helped to fundraise for these renovations and the quote below from a parent described this team effort:

[The principal] did a lot of the grant applications and I did a lot of the organising for the fund raising. … And she’s really good at extracting money from people, really excellent. … We’ve refurbished our library. We’ve gone all out trying to get more updated books in. The library was done about four years ago. We were doing the library as well as the playground around the same time. It was a really good year. Did heaps. … And this is the result you see here now. So it’s really good. … We’ve had sausage sizzles on wet, cold nights for the rugby nights … We’ve had the staff supervising car parking at the rugby games. We’ve catered for the Bledisloe Cup TV crews. We’ve done all sorts of things. All sorts of things. And the staff are always right there. Some of our staff I think actually need their bed set up in their rooms. They do put in the long hours. They’re very dedicated to the school and our kids. (Parent)
The playground renovations cost about $30,000 and again funds were secured from the community for these improvements. A few participants pointed out the old playground was not challenging for the older children at the school and this could lead to bullying and violence. An eight year old girl, when answering the question “what makes you feel safe at school”, wrote, “you might feel safe in the playground because there’s lots of things to play with”. 

After the playground renovations, safety standards were met and there were plenty of activities for the students. A 10 year old boy in a focus group stated he liked the school because of the playground. The staff were also proud of the playground. For example, a teacher said: 

I think we have a fantastic playground. I mean on my teaching practice I went to a lot of schools and I think we’ve got a fantastic playground. We are one of the best for grass area, unfortunately in the winter it’s a bit wet. But we’ve got asphalt area here. We’ve got a big playground there. We’ve got that little playground there. Oh I think it’s absolutely wonderful. Yeah, lots of space. Kids can move around. Other schools who don’t have that area, that’s when you get a lot of bullying. I did my final year at [another school] and I saw it happening all the time because they’ve got little pockets. And kids have got to have a chance to let their hair down basically, and they get to do it here. You know we are really, really lucky. (Teacher)
6.2
Education initiatives

Along with the National Curriculum Framework and its subsequent National Curriculum documents, came further administration and documentation requirements. The 1999 ERO report indicated that curriculum management and student monitoring were areas in which the school needed to improve. A holistic approach was taken to improving the education at the school. Non-traditional programmes were developed that took into account their students’ whole-life experiences. These programmes included education outside the classroom programmes, a social work programme, and a food programme. In addition, traditional educational management methods such as strategic planning, the development of a curriculum action plan, and providing professional development opportunities to staff, were used by the principal and Board of Trustees. 

curriculum management and professional development – Firstly, the participants in this study noted that the school’s strategic plan provided a direction for the school. The staff contributed to a school curriculum plan and professional development was offered to teachers as well. Subject advisers were contracted by the school from the Dunedin College of Education to help teachers in curriculum development and planning. One teacher said she felt the school culture did improve because she knew where she was heading in her work:

Oh lots of professional development for the teachers. In the English plan. Maths, numeracy. We do a lot of numeracy stuff which is the focus on numeracy. … So there’s been a lot of changes here. A lot of money spent there. Once you got your curriculum plan going then you know this is what we’re planning for, this is what we need to look at. … I think having focus – knowing where you’re heading, makes a huge difference to the overall culture because when you don’t know what you’re doing … you don’t feel right anyway … And that then impacts on your teaching, impacts on the children, but having that made a huge difference. I mean I know I can go to the folder. Okay this is what I need to plan … like this last week we did our long term plan for next term. I know what I’m teaching next term. Yeah. I know okay during the school holidays I can look up this, this, this and this, and I don’t need to panic, during the term. (Teacher)

A few of the participants noted that the principal ‘led by example’ as well, in the playground and in the classroom. For example, one of the RTLBs said she would teach in classrooms and had read all the latest material in education:

Oh yeah, right up to date with everything that was going on in education. I was reading stuff from the university training, actually if you went to discuss any of that stuff, which was right up to date stuff, with [the principal], she had read it. She knew it. She was way ahead of where we were, and we were supposed to be breaking new ground. … And yeah, thinking outside the square. (RTLB)
The 2000 ERO report also praised the teachers at the school for responding to the challenge of improving curriculum delivery at the school. It said:
Teachers have worked hard to develop school guidelines in three essential learning areas during 1999. This represents significant progress in addressing the curriculum concerns of the last report. There are now teaching guidelines for all the achievement objectives of the mathematics, science and technology curriculum statements. Teachers have worked with curriculum advisers and resource teachers to develop plans in social studies and Te Reo Māori that are due for review at the end of the year. The curriculum action plan sets out a timeline for the development of school-wide programmes in the remaining curriculum areas of English, health and physical education and the arts. When this curriculum development is completed, implemented and evaluated, the Board could be assured that students receive their educational entitlement. (ERO report, 2000)
Some teachers in this study, though, did comment they thought the required paperwork sometimes got in the way of teaching. One mentioned that principal and teacher ‘burn out’ was an issue because of the administration requirements of their positions. She said: 

Yeah. And it’s not good for their health really. I mean I’ve heard stories of principals in Dunedin who are not well because of this forever pile of paperwork. And in reality, the kids are no better off, really. … The kids are still learning the same stuff the kids learnt 10 years ago. Same with teachers, the paperwork is incredible and it’s not fair – we should be concentrating on kids learning. And we’re not. … I mean the principal at [another school] has resigned. … And teachers wear out. At the end of the term teachers are worn out because they’re doing all this extra work and at the end of the year they are close to death’s door. … It happens in every school. It’s not isolated to Caversham. It’s very sad. (Teacher)
Another teacher said meeting the social and learning needs of the students was sometimes hindered by administration requirements: 

There’s only so many hours in a day and I get quite cross about the amount that we have to do of paperwork, which I feel a lot of it is unnecessary. It doesn’t get looked at by anyone. You can’t cut out the social needs of the children because unless we can get the right attitude, the business of good self-esteem, self-respect and things like that, then you can’t go forward in the other things very much either. The learning won’t progress without having those things first. So there’s a lot of the social aspects of their lives that we have to take care of no matter what time-wise. (Teacher)
food programme – The food programme at the school was mentioned by the participants in this study as an important activity. The local bakery donated food to the school for children who were hungry:

And we acquire [from] the community and also through some people who kindly give us money the ability to have very plain, like bread, but food there. And we’ve had the odd box of reject apples and things too. It goes on plates into classrooms in the mornings, or the kids can come to the office. … We often get yesterday’s bake from bakeries. And one of the bakeries is actually the Danish Bakery … the most generous, a wonderful place. They gave us huge big pots of jam. We buy margarine and the kids get bread and butter and jam. They know if they don’t have food, it will be available, and often it’s out anyway. Muffins and sugar buns and things. And yes it shouldn’t be that. It should be muesli and fruit but it is still better than nothing. And children can learn if they are not hungry. But they can’t learn if they are at school hungry. (Principal)
The acting principal described the programme as sensitive and non-intrusive:

There’s a number of children, when I say a number we are looking at a half a dozen children, who some days will have lunch or morning tea or something given to them. … They just come to the office here and ask. … It is done in a very laid back way so it is not obvious. Attention is not drawn to the child. Um and they just know that that is there. (Acting principal)
education outside of the classroom programme – Education outside of the classroom was also mentioned by the principal, the staff, and children as an important area that gave children experiences that would otherwise be unavailable to them. The staff at the school also worked outside of their regular school day to offer these experiences to their students. The principal’s description of such events illustrates this work:

Like we celebrate success flat out. And success for us can be very small steps but we spend a lot of time trying to show our kids they can be anything, do anything as well as anyone else. And I mean taking our kids out. We took them to the art gallery. Fantastic. “Are we allowed to come here?” “ You can come here with your mum and dad?” “How much does it cost?” “Nothing.” … We have heaps and heaps of programmes that boost kids up. That show them other ways of being. Teachers, because we don’t have enough parents to do it, take kids up here to the yacht club, four o’clock on a Friday. OK. They go and pick them up again at seven and take them home. I mean we are talking really simply. … I mean these are kids in groups of maybe four and five are being taught how to sail. The teachers put in a phenomenal amount. I mean the teachers are the people who are the people with cars. So we’re the people who get them to netball, to soccer, to yachting or whatever. Like we are all the time we are trying to say there are other ways of being than just hanging around South Dunedin streets. (Principal)
Educational events out of the classroom also provided opportunities to learn new social skills. The principal described how students were taught to interact with school visitors when they hosted a teddy bear picnic:

And we had a number of things that we did where we taught the children not just don’t do that stuff, but what do you do? I mean really simple things. We had a teddy bears picnic for all the preschoolers in South Dunedin. We couldn’t have done that at the start. Too terrified of how our kids would behave in front of others. … We set up our whole hall like a little gymnasium and there were dozens, literally, of activities with the big kids helping little kids jump through hoops and walk along balance beams and do forward rolls and god knows what. And honey sandwiches. And visits by Cookie Bear and all that sort of stuff. But we also had children set up as meeters and greeters. Now this may sound really minor but we had to rehearse with the children. “How do you meet them? What do you say when you meet someone? What are they here for? Check them?” And we practiced. And at every one of the gateways into our school on the day we had three children stationed so they could meet someone. “Say who you are. Ask them if they’ve come to the teddy bears’ picnic and would they like you to show them where it is.” … I think we kind of took them out of the vacuum. (Principal)
A teacher explained that the school in the past was not able to take school trips because of the children’s behaviour. Now the school used a whanau system when on trips, which enabled older children to learn how to interact with younger children:

We’ve taken the whole school out to Warrington for a beach study, rocky shore study. We wouldn’t have done that. … You’d be worried about a child who would take off, because they didn’t get their own way. So that’s a big thing. And we took the whole school to Woodhaugh Gardens earlier on in the year. They all went. The whole lot. It wouldn’t have happened earlier on. … You’ve got the family groupings of kids when you go on those outings. You might sit down and have lunch with a different group of kids … which is really important, family like. Like yesterday when we went on our group walk we had our buddy system and each child has one buddy. They had a buddy from another class. (Teacher)
The principal also said the school involved the community in its out-of-school activities: 

I also try and put a whole heap of community things into our school. For example, in our healthy ways of being and doing, we have a school walk. So school outing if you prefer. … We bussed kids down to the Esplanade and walked them through the sand hills up to Marlow Park, the dinosaur park. We had a picnic lunch, and advertised and offered mini bus transport to any parents with preschoolers that wanted to come and walk with us, or just meet us there for lunch, or anything. It was very inclusive. … And the children were across school groups so that you walked in a whanau group that involved everybody. And the big kids, “you make sure the little kids have got their stuff and things”. Like a lot of our organisational things are designed to support what we are talking about. 

celebrating diversity – Cultural diversity was also celebrated and acknowledged at the school. One evening school production was dedicated to such a celebration:

You see Caversham has Somali. It has Cambodian. It has quite a number of ethnic groups. So I think we have a day when we celebrate our different ethnicities in an assembly day. And if you want to wear national costume that day, good on you. … And it’s encouraged. One of our nights for our school production one of the parts of it was celebration of diversity. Come along. And we invited parents to come up if the mum wanted to speak or sing or just stand there while their child wore national costume.
Funding was also secured during one year to pay for a director, who was Māori and considered to be a good role model for the Māori students, of a school production that celebrated the life of Delcelia Witika. The principal said the school attempted to increase the community’s involvement in the school but recognised traditional consultation meetings would not be appropriate for Pacific Island or Māori families: 

We try really hard to make it an involvement. Not just ‘come along to a meeting and tell us what you think’. It’s too threatening. … When we did our ‘create a big school tapa cloth,’ we invited people to come along and create a section themselves. Like parents could come and make one themselves or they could come and work with their child. We are trying to involve the community but not consultation meetings or buzz groups. It’s just not the way. With our Māori kids community consultation was home-based. Our Māori Board of Trustee member and I home-visited every family. It was a very long and involved process. I think we scared seven years growth out of some of them. You know a principal and an unknown well-dressed man comes to your door during school time. … Yeah. You got in fast that “It wasn’t negative. Nothing was wrong. Your child is fine.” (Principal)
Similarly, the acting principal said the staff at Caversham attempted to dress in a non-threatening manner so families of lower socio-economic backgrounds would feel welcomed at the school:

I was reading an article in the Listener and it was talking about um New Zealanders saving for their retirement and it made mention of the fact that I think the average wage … was 32, 33 thousand. Fifty percent of New Zealanders were earning 20,000 dollars or less. Well I would say I could probably count on one hand the families in this school who are earning more than that. And so these people are disadvantaged at the start. And some of the families here do a magnificent job with the children. … There are some wonderful well-adjusted kids here but there are some who struggle with their parents. … You won’t come into this school and find people wondering around in suits and ties. … Look at me for example. I must be the scruffiest principal in Dunedin. But I’m like that because it’s me. But the staff here are also consciously like that because what is it saying to parents in this community whom you are trying to attract into the education process of their child when they’re faced with a suit and tie at the door kind of thing. For some of them the style of dressing can be quite daunting. And it is quite inappropriate to be like that. (Acting principal)
social workers in schools programme – In 2000, a social worker in schools was also appointed. She worked for three schools and is only at Caversham on a part-time basis but a parent praised her contribution to the school culture and the principal noted she helped children learn about their feelings:

She’s got a fabulous programme that she does which has got faces drawn and names for feelings which for our children was revelationary. They didn’t have those range of feelings, or feeling words, to deal with “How do you feel?” [Answer]: “bad, angry, good.” That was it. (Principal)
One of the teachers noted the social worker was able to bring families to the school who had never been there before. She also stated, though, she felt some children were not receiving the social services they should and so sometimes teachers stepped in to fill this role:

She’s got a lot of kids you know, who we help out and she helps out. And she’s got the families involved. You can spread yourself so thin. And kids who slip through the cracks, and I think, yeah some of our kids, yeah they need more outside care – outside support. … I think you can be personally involved and that can be a bad thing. Because then you get a link with that specific child who becomes dependent on you and that can be hard for other children in the class that you’ve got to look after as well. But I think it’s nice that we take that role. But I tend to take a role with  some kids – yeah. (Teacher)
The staff commented that a number of social agencies were involved with the school and the school’s families, and the principal knew how to get help from the various agencies.

It’s an understanding of who to contact and get the right help, and [the principal] is superb at that. She’s got the finger on the button as to which agency, you know, whether it’s CAFAMS or CYPS or it’s the health nurse. She seems to know those agencies. So she could direct those. She’s also extremely good at putting the right words on paper to get pressure on people to get the right resources and things for children. And so that’s tremendous. (Teacher)
behaviour programmes – The school also began to use a number of different behaviour improvement strategies or programmes to support the culture of the school. These included individual behaviour programmes that targeted a few students, a teacher aide for the playground, and the Eliminating Violence programme in which the whole school participated. 

Individual programme: One individual behaviour programme was targeted at four children who had consistently demonstrated inappropriate behaviour. The school saw an opportunity for extra funding from Specialist Education Services who, the principal noted, had not spent their entire annual budget one year. The principal applied for funds and was able to secure money for a behaviour programme for four children. 

The programme directly involved the classroom teachers of the children, the social worker in schools, the identified children, and two ‘pro-social’ children. The pro-social children were those who did the most to help the targeted children meet their weekly goals and, if the goals were met, all of these children received a reward of an outing from school. However, the principal explained this programme purposely avoided trips to such places as McDonalds because she felt this may encourage children to dislike school because the rewards, themselves, were in a sense escaping the school environment. Hence, the trips in this programme always had an educational element. Some of the school trips in this programme included going to the art gallery or museum. The principal also noted the children also learned the school would not negotiate and, if the goals were not met, the reward was not given. The principal’s description of the programme is below:

And they had targets set on a Monday that they negotiated. “What are we going to do this week?” Set them up and if they met those targets, they could go on the outings. But the other thing that we did was that we kept a score of pro-social behaviours of children who helped most to help these people fit in and be good and meet their targets. … It became a big deal to help them. And some of these kids had positive friendly interactions for the first time. … There was no ‘Here we are at McDonalds or KFC’ or anything like that. But most of it was an outing to a park or a beach or setting for co-operative play. Took them to the library. Took them to the art gallery. Took them to the museum. The four target kids, if they met their targets, plus two, or if a targeted kid didn’t make it, they didn’t make it. Right. First week all four made it. Second week two of them made it. I think they were finding out whether it was going to be lovely woolly things that no matter what you did, we’d con the rules to make you get it anyway. And they found that we didn’t. (Principal)
The school always attempted to identify particular children who needed additional support. For example, one child had been identified as needing extra support. However, the principal also noted that at times the school was unable to find support and talked about the effect this had on teachers: 

We tried really hard to acknowledge with the children what was causing it but couple of children, I can say, we just couldn’t find help. Children who were on our roll, unsupported and the family shifted. The child ended up with thirty-hour teacher aide support at a new school and was still indefinitely suspended. That’s not a bad record for an eight year old. And that child had been in our school. And the effect of that on good teachers, people who were really committed and devoted. And day in and day out they are faced with a child who is randomly violent to others, randomly violent to himself, and totally non-compliant. It was really debilitating. (Principal)
All of the staff at Caversham recognised that a child’s behaviour may be affected by their home situation or their lack of success in the classroom. The school thus attempted to cater for individual learning differences which in turn helped with a child’s behaviour on the playground. The RTLBs said:
RTLB 1:
Some of the behaviour issues that were happening in the playground were ‘spill out’ from classrooms and they were probably children who were not coping with the level of work. So the classrooms that had come in with the idea of setting individual goals and going off to different learning sequences as opposed to classes that still would see everything as class-wide. You can see a difference. 

Researcher:
Right. So catering to individual need [made a difference]. 

RTLB 1:
Attention to learning style and needs.

RTLB 2:
When the units were here they didn’t have to do that because those children weren’t in their classes. But now there’s a wider range of needs to cater for. And I think the teaching style has changed.

The principal and acting principal both noted the school attempted to use all of the special education resources that were available. The acting principal also said that because of the transient nature of their students sometimes catering to individual needs meant receiving instruction in another classroom. For example, some of the older children received maths instruction in another classroom with younger children and vice versa:

Acting principal: I can think back to the year before last and a child in my class had four changes. He had stayed at the school. He had four changes of address in that one year. I can think of a boy in my class this year, who, this is his thirteenth school. You’re talking about a pupil who is not yet 10. Now, if some of those children are inclined to be anxious, maybe to misbehave, to have difficulty perhaps settling in terms of their school work, you shouldn’t really be surprised. 

Researcher:
Is there any, special programmes or anything like that that the school might do that other schools don’t because of the transient nature? Do you think? Maybe an emphasis on something else?

Acting principal: Not really specifically because of the transient nature really. What we are very good at doing is, in terms of academic things, we are very careful about selecting children out. We are about to look at going into some special math classes. We have extra help for maths. We actually move children around to an extent according to ability rather than just keeping them stuck in their class. We do everything that we can to apply for teacher aide hours through RTLBs, through SES where it is applicable; to help not just a child but sometimes you can use that teacher aide for a group of children. So we try and address things in that particular way.

Eliminating Violence programme: When the new principal arrived at Caversham, she was shocked by the language and the behaviour of the young children. She described her unease in the following quote: 

So I went to the Ministry and said “ERO says we have a problem. I couldn’t agree more. I have never met the likes.” I am accustomed to having enough authority from being principal for a long time. If I ask children to stop or come with me, I am accustomed to having compliance. We had huge levels of total noncompliance. And verbal, “f**k you”. And we also had community feuds being played out at school and language. You see I’m a nice middle class person. I have not heard the expressions that kids gave. “Your mum’s a fat c**t who gives dogs head”, from an eight year old who shouldn’t know. Where do you start? Understandably the child whose mother was thus described took exception, gave a quick similar mouthful back … and then punched him. And that happened heaps. (Principal)
Other participants in this study, especially the parents, also remembered specific incidents of violence at Caversham during that time. One parent said:
Well that time, I’ll give you an example: I walked my children to school one morning and I came to school and there were children playing out in this area. They were playing cricket. And another child came into school … and there was a bit of kafuffle. And I intercepted a cricket bat that was about to go down on another child. … It was like you were walking into tension, anger. And this is first thing in the morning before the school day even starts. … And it was anger. … I guess if you relate it to what you see on the telly – the ghetto, and the gangs … that was that sort of a tension almost. And you do feel it when you walk in through the school gates and through the kids. And it might be not so much what the kids say to each other, but the way in which it is said. The tone of the voice. It was always an angry tone and so that really does impact on you when you’re walking through the school. … Now it’s nice and calm and peaceful and you see kids helping other kids and it’s nice play and it is a joy to see. (Parent)
The other parent said:
It was horrible. I mean you’d walk through the playground and the language and the horrible things that were going on. It was revolting. And we get a lot of people from the community, our playground is a thoroughfare. And you can imagine what they’re thinking, ‘oh if they had young ones, I’m not sending my kid there.’ They’d see that. They’d hear that. And you know because then there were two teachers on duty, a staff member dealing with this issue and then the other staff member might have been dealing with another issue and there’s something happening in between. (Parent)
Specialist Education Services, which is now called Group Special Education and is a part of the Ministry of Education, offered the school the Eliminating Violence programme. This programme is a national programme which originated in Auckland. The psychologist, who was one of the facilitators at Caversham, explained that the programme is a process specific to the individual schools which use it. Its purpose is to change the school culture. The process is that of continually gathering information to evaluate the existing culture and then deciding on initiatives to make change as a whole school. The facilitator said:
Well first of all they have to find out how the key groups in their school community perceive their existing culture. So you’ve got to start with some self-awareness. And you’ve got to realise that your perceptions as a principal or staff may not be the same as the perceptions of your students or your parents. So you’ve got to go and collect some information. You’ve got to talk to people, and you’ve got to consult with and … listen to them. … And then you’ve got to be prepared to reflect on how you can change. How you can go about the teaching and interacting and organisational tasks of the school day to improve the culture. You’ve got to realise it’s a long and slow process, that there’s no quick cure. There’s no magic fix. You’ve got to start with the information about how it is now and you’ve got to develop a vision of how you’d like it to be and you’ve got to have some way of measuring that progress. And continuing to get feedback from your students and your parents about how they’re perceiving it. … It’s a process and it doesn’t have an endpoint either because I don’t think that you can ever afford to reach a point of complacency about it. (Facilitator)
The programme was facilitated by two psychologists from Specialist Education Services, but it is the school which makes the decisions after group discussions about what it needs to do to change the culture of the school. The psychologist explained that, because they were outside facilitators, this allowed the staff to develop in a non-threatening manner:

Our role was to collect the data and facilitate the self-development, self-improvement process. I mean that gave them a forum for doing it, a structure in which to do it and certainly helped to get them started on that process. … I think otherwise the principal would have had to be much more of the big, bad wolf, having to say: “hey, I think things are turning to custard here and this is what I think we need to do about it.” Because we’re neutral and therefore, I guess, could be seen to be a little more objective in our data collection, and because we can spend quite a lot of time collecting some specific data from a variety of sources, we’re able to say: “hey this is not just the principal’s perception or your perceptions, but here’s what your parents say. Here’s what your kids say. Here’s what you’re saying and here’s what we observed.” It’s much more difficult to ignore a set of data like that. And then there’s the time commitment to have the workshop and to set aside the staff meetings, so … if the school is keen to do it, it provides a framework for maintaining the momentum around some of those issues too. (Facilitator)
The entire school community met with the facilitators of the programme to decide by secret ballot whether the school should go ahead with it, and there was 100% agreement for the programme.

7
Key practices of the Eliminating Violence programme

7.1
The survey and observation data

The Eliminating Violence programme at Caversham School began with a survey of the school’s community to determine how parents, students, and staff viewed safety within the school. The survey form, itself, was developed by the school from a sample survey in keeping with the Otago facilitators’ beliefs the school needed to ‘own’ the programme. The principal described the survey:

It surveys everyone involved with regard to whether they feel safe. Have they seen, and list off a whole heap of violent behaviours? Have they experienced, listed off a whole heap of violent behaviours? And then they come and observe in the playground. They came and observed in the classrooms. And then there’s a whole series of meetings to outline. And these went on and on. First of all it was getting a handle on the extent of the problem. And that was frightening. It was. I can’t remember the exact figures but I’m certain it was well over 100 episodes of physical violence during two playtimes and a lunchtime. And [the facilitators] commented, it was the first school they had ever been in where they had had to get out of the way of a brawl. Like not only did their presence not stop it but there was no respect for their space. (Principal)
Fourteen staff, 48 parents, and 148 students returned their survey in September 1999 about their perception of violence at the school. The survey was done again in December 2000, with 11 staff, 30 parents, and 54 students and compares the 1999 and 2000 data. Most recently a survey was conducted in October 2003. The following is an excerpt from the second survey combined with 2003 data from a survey of 107 students. It records the most popular things the students listed they liked about Caversham School.
	What children liked
	% of children

	
	1999
	2000
	2003

	playground or playtimes
	38
	43
	41

	the teachers
	30
	42
	31

	the school work
	17
	48
	19

	sports
	16
	28
	15

	friends
	16
	22
	34


After the programme in 2000 the children seemed to list more things they liked about school. Also, a significant number enjoyed the work at school more. There have been some changes from 2000 to 2003. In many cases the figures returned to 1999 levels except for the importance of friends which has continued to increase.

The following is the list of items the children ticked they did not like about Caversham School in 1999, then again in 2000 and 2003.

	What children didn’t like
	% of children

	
	1999
	2000
	2003

	nothing
	15
	20
	16

	beaten up, hit, kicked, hurt, punched
	11
	15
	8

	bullies
	8
	24
	22

	fighting
	5
	13
	6

	detentions
	3
	0
	6

	rubbish all around
	3
	0
	1

	work
	0
	10
	13

	playground
	2
	2
	5


In 2000 and 2003, bullies were disliked more than was fighting. In 2003, the references to being hit etc, and fighting has dropped to 1999 levels and below. The references to bullying have remained similar. It was noted in the 2000 survey that the higher percentage of children concerned about bullies may demonstrate their awareness of the issue. 

Despite the low percentage who stated they did not like Caversham because of bullies in 1999, there was quite a number of children who said there was a great deal of hurting at school. The following list is the percentage of children who indicated their perception of how much hurting was at Caversham in 1999, 2000 and 2003.
	How much hurting
	% of children

	
	1999
	2000
	2003

	a great deal
	24
	4
	8

	a lot
	30
	16
	15

	some
	24
	41
	29

	not much
	19
	35
	36

	none
	3
	4
	12


The figures above indicate that students perceive there to be less hurting in 2003 when compared to earlier surveys. 

The earlier surveys showed that if a child was hurt or teased it mostly occurred at playtime or lunchtime. Seventy-six percent in 2003, 80% in 1999 (70% in 2000) of the children told someone about being hurt, but in 1999 only 69% of children felt they were helped. In 2000, 88% of the children felt they were helped and in 2003, 68% felt they were helped. If a child saw another child being hurt or teased, 12 % in 1999 told a teacher, while in 2000, 34% did this. Also, in 1999 only 12% helped the child themselves while in 2000, 36% of the children said they helped.

Observations were also conducted in seven classrooms for 20-30 minutes in 1999 and 2000. In 1999 there were 14 incidents of physical interference between children, but only three in 2000. Five incidents of name calling were heard in 1999 and two were heard in 2000. The teachers in 1999 praised the children an average of seven times for each half-hour. In 2000, an average of 15 praise comments for each half-hour were observed. In 1999, there was a reward system in three classes, but in 2000 a reward system was evident in all seven classes.

In the playground, the facilitators observed the students during their lunch and interval breaks. The following is a list of the number of behaviours observed in 1999 and in 2000.
	Behaviours observed
	1999
	2000

	name calling
	25
	3

	physical violence
	57
	3

	play fights
	18
	2

	threatening behaviour
	7
	0

	isolated children
	8
	0

	intentional exclusion
	2
	0

	pro-social/helping behaviour
	4
	6


In conclusion, it was apparent in 1999 there was a violence and bullying problem at Caversham and, by 2000, that situation was improving. In 2003 the results are mixed. The information that stands out is that more students are referring to friends as what they like about their school and there is less reference to violence and fighting. What is just as high are the references to bullies. The survey of the parents and staff also indicated they felt there was less violence and bullying at school. 

The facilitators of the Eliminating Violence programme from GSE, after collecting the initial data in 1999, met with the school staff and Board of Trustees and began to formulate what would eventually be the school’s own programme. One of the facilitators remembers that the first thing Caversham wanted to do was to develop a school vision for which they could strive:

We take as many sessions as we need to feed back the data. And we do that in chunks so: “Here’s what your students say, talk about this. What does this mean to you? What would you like to do about this?” Quite open-ended things. “What are the issues that it highlights?” And: “how might you start to address some of those issues?” Right. And then we do that with the parent data, with their own data and with the observational data … And we get them to write it down, particularly the suggestions bit of it. So they’ve already started a planning process around it. And then at the end of the feedback of the data, with that whole group, we decide what therefore are some of the themes that have come out of the data that they want to start doing some professional development around and some more planning about. … So they then decided that the first thing they wanted to do was come up with a vision for the school – with a mission statement. Some goals about what kind of a place they wanted it to be. (Facilitator)
After the vision statement was developed, there continued to be a number of meetings which eventually began to form Caversham’s Eliminating Violence programme.

7.2
Key components of Caversham’s Eliminating Violence programme
The underlying philosophy which formed the basis for the Eliminating Violence programme was that children should take responsibility for their behaviour and accept the known consequences of that behaviour. Also, good behaviour should be recognised and actively encouraged at Caversham. 
celebrating good behaviour – The facilitator of the programme noted the staff wanted to develop their own behaviour management programme, and as part of that programme it was important to teach and reward pro-social behaviour. The staff decided to place a different sign around the school each week which talked about the behaviour they wanted to emphasise. For example, a sign might say “Cavy kids say please, thank you, and excuse me”, or “Cavy kids praise someone who is playing fairly”. The principal noted these brightly coloured signs also encouraged school pride: 
I think part of it was we tried to hit the school pride thing. The pride we stood up for. You know, Cavy kids let adults go first. Cavy kids look after their things. And it was read and it was done. And “who did you see doing it?” … There was a whole ‘what we do’. (Principal)
There were also informational signs put up around the school which encouraged pro-social behaviour. One of the signs in the school office when this research was being done said:

How to Get over a Problem

1
cool off (I may need to leave the room or sit by myself quietly for a while. I need to get calm first and then think.)

2
think (either about something I like doing to help me cool off, or about the problem and how it can be solved).
3
talk to someone (the principal, the teacher, or a friend).
4
say sorry (if you did something wrong and if you feel able to, otherwise go on to step 5).
5
make a fresh start (take a deep breath and start again).

“We can control the way we behave … if we want to.” 
(Sign in office, copyright Van der Kleip, 1995)
One of the teachers said she found one of the best ways to control behaviour was to let children know what type of behaviour was most appreciated. Also, good behaviour brought positive consequences at Caversham. She said: 

I mean there’s good consequences. They get tickets in the box. They get draws out in the assembly. They get all these sort of things for their positive good behaviour and we try and focus on the good behaviour first before the negative. I mean in the classroom you try and comment on at least two children’s good behaviour before you need to pull that child into line, if you need to. Because very often it’s attention seeking and they’ll follow the others that you’ve given the positive acknowledgement to anyway. So I always say to my student teachers, that one of the best control things is to say: “I like the way …” And be specific – not “You’re a good girl” but “I like the way you’re sitting up. I really like the way that you’re showing good leadership by lining up nicely and not pushing others. I like the way you’re listening so-and-so.” And the others fall into line pretty quickly behind that, and it creates a nice positive atmosphere, really. (Teacher)
One of the elements of the Eliminating Violence process started at the school was the ‘caught being good’ programme which specifically named and rewarded pro-social behaviour. The principal described this programme:

And we instituted a programme called ‘caught being good’. And previously there’d been a lucky ticket and you got a ticket basically if you were a thug and you were caught at any stage not being a thug. You’d get a ticket for that but also the kids who are in your face. “Look at me I’ve got rubbish. Look at me”, you know, were getting them. And we acknowledged that we would not reward the attention-seeking behaviour. We would catch people and name it and that was a big part of it. Name the behaviour that you were rewarding. And so if you saw someone caring for someone else, or sharing, they got it. And when you scored 10 tickets you got a reward in assembly and your name in the newsletter. So there was no randomness. It was random as catching attention but we talked about what we were trying to reward, what we were trying to catch being good. The tickets are a bright red or orange. They go on a visible chart in the classroom. There is a stick-on label that says “I was caught being good today”. (Principal)
Newsletters and assemblies were also used to celebrate the school and to build school pride. The principal said the whole school was involved in the programme and newsletters and assemblies were used to celebrate the positive progress being made:

I would attribute [our success] to the fact that it was whole school. That the progress on it was reported in newsletters. It was reported at assemblies. They were once a week, then we went to once a fortnight. But also end of year things. We also did positive things like school musical performances … And at those things we would celebrate. You know “We are very proud of how our children behaved. The parents are all proud too. Give them a big clap.” (Principal)
The acting principal noted the school continues to do things together as a school to support the school culture:
We get together and do other things as a school. Every fortnight we have an assembly together and all the children produce something. I mean school sports and outings and things are done as a school. And that is as a whole. And I believe that actually helps the culture, very much so. (Acting principal)
All of the participants who taught said, as well, each classroom had a system for rewarding good behaviour. One such system is described below:
And like our classes do their own systems too. Like my class, we have rewards. … We’ve got a sticker chart. You know, group points and the first group to get 10, they’ll get something out of the treasure box. It might be a pencil or a rubber, nothing startling and that encourages good behaviour within the classroom. And we all do that sort of thing. (Teacher)
rules, consequences and time out – The staff also wanted to emphasise the school had a “zero-tolerance level” (Principal) for violence. The facilitator of the programme noted, though, that one of the issues from the initial observation data was there was no consistency in how teachers intervened when they saw various behaviours:

They wanted to work on a school-wide behaviour management system and we did some sessions on that about how to – and the emphasis was on how to encourage and get more of the positive behaviour that you want and less on the negative consequences. We did go through the negative consequence system, because one of the things that had come out of the data was that there was no consistency between teachers and within the school on what level of negative behaviour you intervene with, and how you intervene. And we noticed that in the playground too that one teacher would intervene when she saw a play fight and another teacher wouldn’t. So we went through quite a bit of nitty-gritty discussion and debate about that. They then came up with a policy, their own policy. (Facilitator)
The school developed school rules including ones that said hitting, kicking, or spitting at school and physical contact games were not allowed. The principal said these rules helped to develop consistency:

And what we were doing at the time was we had a detention system. And it had been kind of hijacked into “he didn’t finish his handwriting. He’s got detention.” … Assertive discipline had been put in but it worked in a hit and miss fashion according to the skills of the person doing it. … There just wasn’t the consistency of approach. … The one rule was no hitting. And the sign of those were, that included tackle, play fighting. Right. None. We absolutely went through this. I’d have to go back and look at the list but it was basically, ‘care for others, care for the environment’. (Principal)
A teacher noted, when talking about how the Eliminating Violence programme began, consistency is still an important part of the school programme now:

How are we going to approach this? We are going to be consistent. And even this year again, we’ve got a couple of young teachers come on board, and that’s what we pulled together again last term – and earlier this term we said: “Now come on, where’s the consistency? And how are we dealing with playground behaviour? Our classroom behaviour? This is what we do. There is no tolerance for any hitting, spitting, kicking. Any physical violence [and] children are on the ‘time-out seat’, no matter what, there is no questions asked.” … And I think it gives young teachers the security that there is something that they do no matter – that’s what the school stands for and they can say that. And other teachers will back them up and we’re all working as one. (Teacher)
If children are physically aggressive, they are asked to sit on a time-out seat, either outside or inside, which is visible from the staff room. The principal explained this consequence was also positively framed so it wasn’t only seen as a ‘punishment’ but as a safety measure for other children:

We instituted time out and we tried to reframe it. Everything that we did we tried to reframe positively: “Everyone here has the right to be safe and feel safe. If you hurt, or threaten to hurt, they don’t feel safe. Therefore, we need you somewhere that they know where you are and can keep away from you.” Right. So it wasn’t … “You’re being punished.” … I mean it is still a punishment. Let’s not kid ourselves but … we were framing it positively. … And the kids accepted that. (Principal)
A teacher noted the time-out seat is a negative consequence, but that children needed to learn there were consequences for certain behaviours: 

Violence is the time-out seat. And they stay there. Like for morning tea time or lunchtime. Some kids have been on there all week because they’ve kicked somebody or hit somebody. … And they are in isolation. Children aren’t allowed to talk to them. Because we had an issue on there: ‘it’s a social event’. “Sorry it’s not happening any more. You’re not allowed to chat to your friends as they’re walking past.” We watch from the staffroom. … “You’re there for a reason, not to have fun.” … They have to realise if you’re violent there’s consequences to it. And the victim needs to be looked after too. (Teacher)
responsibility and role models in the playground – The staff interviewed for this study also indicated that their Eliminating Violence programme included teaching children to take responsibility for their actions. For example, if a child deliberately hurt another child, they were required as part of the school programme to write a letter of apology to the child. This letter was also signed by the letter writer’s parents and was sometimes sent to the parent of the victim as well. The principal explained the school emphasised the offending child had chosen to hurt another child and must take responsibility for that action: 

And we did involve parents and … we were trying really hard to get the kids to own what they did. And when I’m talking about this, I’m talking about a girl pushing a little boy off the slide and breaking his arm. Not in any way or form an accident or over vigorous. Wilfully and deliberately setting out to hurt him. So when those happened, you had to write a letter. … And if it was severe enough you also wrote to the parent of the child you hurt saying, “I’m the person who hurt so and so.” There was no emphasis on confrontation. … Huge emphasis on having to own what you’ve done and writing a letter to a parent of a kid saying, “It was me. I did it.” It was a savage thing to ask a kid to do. And it caused much tears and distress. But the whole thing was we talked the whole time about choice. You chose to. What else could you have chosen to do? And it just. I mean it sounds really simple and repetitive but the whole thing was focused on choice. “You choose. You did.” (Principal)
The participants spoke about other consequences for violent behaviour, which was severe or continual. These consequences included the parents being called for a meeting with the principal; detention; and suspensions from school. However, they also indicated these consequences were rarely used at present. One teacher did talk about one child, though, who she thought needed further consequences than the time-out seat:

They have to write a letter of apology to the child that they hurt. And it has to be signed by their parents. … And if there are too many incidents like that, I think parents are called in anyway. So that they know. And none of it has gone to the Board so far. There’s been no stand-downs or suspensions, but you know, that’s what should happen. In the nature of things that’s what should happen, if it’s a history. … There is one who has an ongoing history and he’s [older] and he’s on time out a lot. And I spoke to [the acting principal] about him the other day because he kicked his brother who’s in my class and left bruising. And I said … “I think it has to go to Board. You need to get the parents involved.” (Teacher)
The staff indicated they also spent time teaching children how to handle incidents themselves before a teacher was told, so there was less tale-telling at school and children could begin to help others when bullying did occur.

So it’s teaching children responsibility for their own behaviour and I think that’s a huge part of life, and it goes on – and it’s reinforcing that daily. When things do occur, it’s letting them know that, yes if they go and tell someone, it will be followed up but having said that I always say to children first of all: “Is what you’re going to tell me, has it hurt you in some respects, or is it something that you could have dealt with? Is it a tale about something?” Because then you’d be listening to every second little complaint about so-and-so said this and did this down there. (Teacher)
The principal stated children were taught to get help from other children, to walk away from violence and to tell each other how they felt about another child’s behaviour. She said:
And we taught the really basic stuff that’s there. The ‘I’ statement: “Stop it. I don’t like it when you da de da.” We talked about walking away and how hard it was. And how if you walked away, you could find someone to help you then and there to make you feel better. And share with them that you walked away: “I’ve walked away from X.” So that that person is coming round, they’ll know to keep you safe. And there was a lot of trying to verbalise, trying to do a lot of work on feelings. (Principal)
All of the adult participants talked about the fact the older children were also encouraged to be role models for the younger children through helping:

And we didn’t ever say, “so and so won’t help”. But we talked about the people who would. “I think so and so would help you. Would you be willing to help?” “Oh yes.” And boosting this idea, particularly in our senior class. We need you. So instead of earning their mana by being the thuggiest, they started … and “that’s what we expect of you. We need you.” And we had to very much pick. And it came better the next year. I mean when we started it, those kids had had an ingrained period. They had been bullied. It was their chance to be the perpetrator and it was hard to change. (Principal)
A few teachers and the principal talked about how the school employed a teacher aide to model appropriate behaviour on the playground by organising group games. It was also noted the one-hour lunchtime was cut by 15 minutes because most of the violence in the playground occurred during the end of that time:

And we got together with some parents and staff and the Board … and: “what can we do? Let’s think about how we can do this, okay. Let’s shorten the lunch hour.” Because the last quarter of an hour of the lunch hour was the worst time because the kids got bored. And we’ve done that and we’ve kept it ever since. … And that’s worked really well. We also employed a teacher aide who took children who may have had problems associating or socialising with other kids and he took them and played games with them, you know structured games like soccer, netball, rugby all those ones He took them and he worked with those children. And that was really good. That worked really well. (Teacher)
The following excerpt from the focus group interview of nine and 10 year old children demonstrates how two boys felt safer in the playground: 

Researcher:
Why do you feel good about your school?

Student 4:
Because um we raise money to …
Student 1:
Go to camp.

Student 4:
Go to camp. And do trips and no violence and bullying.

Researcher:
Was it a bad school before?

Student 4:
Yeah.

Student 2:
Yep.

Student 1:
Yep.

Student 3:
When I was about six years old, there was heaps of bullies here. Um. They used to be on the tower. They used to fight and stuff. Used to be like a wrestling ring, they’d push everybody off.

Researcher:
Was it?

Student 1:
Yeah.

Student 3:
And the last person standing and stuff. And they started fighting and stuff. 

Researcher:
So it was a bad school before?

Student 3:
Yeah it was a bad school.

Student 2:
When I first came to this school, I was really freaked because uh. Yeah. As soon as I walked into class, I ran back outside. Cause there were too many kids. And I was shy and I knew some people and then Student 3 came out and got me. And said, “come with me.” And I said, “Do you want to be my friend?” 

Student 3:
And then we started playing and stuff.

Student 2:
And then when we went up to the high towers the …
Student 3:
These two kids … I barely escaped and then um this kid grabs us and he goes, “grrr”.
Student 2:
He was like grabbing us and things and pulling us up against, and that is how fight started.

Researcher:
Was he? And how did they fix it, how did the school fix it?

Student 3:
Then we went to our teacher and he got time out for that week.

Student 2:
More than that. It was about three weeks.

Student 3:
Cause they were really really bad persons.

Student 2:
And they hurt more people than just us.

Researcher:
Mmmm. So did it change over time? Is it better now?

Student 3:
Yep. Yep. It’s changed. Dramatically.
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Role of different people in implementing the school culture

All of the people who are involved at Caversham School have a role to play in developing the complex intricacies which together form Caversham’s school culture. These people include the Board of Trustees, the principal, the teachers, the RTLBs, the Māori advisers, the teacher aides, the administration staff, the families, and the students at the school. The Eliminating Violence programme requires a whole-school approach to culture change because otherwise success may be undermined. One of the facilitators of the programme stated that staff in other schools had blocked their school’s participation in the programme because the programme could be seen as threatening:

It’s quite threatening at a level, because it involves collecting data from the students and the parents and your colleagues on the staff about a range of issues in the school. And the risk is that some of that data will be negative in nature and although we don’t identify individual names in terms of our data feedback … nevertheless people still feel threatened by the process. It also involves them examining their own values and attitudes and teaching practices. So they have to be prepared to be open to reflecting on those and changing some ingrained habits or attitudes. … Apathy is sometimes a reason. They don’t see there’s a huge problem, or they think it’s somebody else’s problem: “it’s the kid’s problem, not our problem. It’s the parent’s problem not our problem.” … They shrug their shoulders and say: “well I’m here to teach in this certain way and if some of the students and parents don’t like it and its not working for them, then that’s their problem not my problem.” Yeah. So there can be attitudinal resistance to the programme. (Facilitator)
However, all of the people at Caversham School were willing to be involved in the programme, reflect on their practice, and, as the GSE facilitator said, this created a momentum for change:

What we would say is: “here are some suggestions and here’s something to read. You need to decide what fits best for you.” So that’s what we try to do. Well they did it. And we pulled back after a while because in fact they had quite a lot of momentum once it got started to keep going. … It came from the staff themselves. They turned around quite quickly … They began to see that in fact between them they had all these years of experience and that the … school hasn’t always been like this so it didn’t need to be like this in the future. There was a new young staff member who had a lot of energy who was able to say, “Well I’m sure we can do things to fix this.” And the principal herself had just come from another school which had a supportive environment and so she had ideas about how it could be different. … And in the end if you’ve got a few key people who can lead the way and model some of what you want and it starts to go in a more positive direction, you can pull those more reluctant staff along with you. And that’s what happened at Caversham I think. (Facilitator)
8.1
Board of Trustees

At Caversham, the Board of Trustees has the overall responsibility for the financial state of the school and to monitor the trends and patterns of its students’ achievements. In 1999, one of the participants noted the Board was concerned about the ERO report and made a concerted effort to employ a strong school leader or principal when the vacancy arose. One of the parents on the Board stated that, at present, the Board governed the school finances, hired new staff, and positively contributed to the school through its good working relationship:

It’s the running of the school. Where the money is spent. How the money is spent. Budgets, the budgets are in there, budget-y things and oversee if there’s a position that comes up vacant you advertise for it and deal with bringing on board the new staff. … I mean we have a good working relationship. We all get on. That’s got to be a plus. (Parent) 

Some of the participants mentioned the Board has the final responsibility for the school’s management and determines the strategic direction for the school each year in its annual planning process. The most recent 2003 ERO report said the Board had made significant improvements since 1999 in these areas and thus had provided the staff, resources, and governance polices to help change the school culture.

8.2
Principal

The principal of the school initiated the Eliminating Violence programme at the school and some participants stated she also led by example. One of the RTLBs said:
She was out in the playground, setting the standards. … I mean she did her own share of duties. She was out there and knew exactly what was going on, and was proactive in dealing with anything that was looking like it might arise or might happen. So it became a teaching thing, a sharing thing, so that those things weren’t allowed to happen, because they were pre-empted and dealt with before they became issues. And so tremendously hard worker but not just in the office … but out for the kids – out in the playground, making sure she knew what was going on everywhere with those kids, so led very much by example. (RTLB)
The facilitator stated the principal had “high energy” and also was willing to be observed teaching a class:

The principal said she herself would like to be observed taking a group as part of the process. Now we thought that was great because she – that made it safer for her staff, that she was prepared to be subjected to the same intrusion as they were. (Facilitator)
She also was asked to reflect on her own practice as a principal:

And so with our first staff survey feedback, we got some negative feedback about the principal, which is always quite hard to deal with particularly in a small school. And we gave that principal the feedback because we’re obliged to do that and she found that quite stressful. But to her credit I think, she didn’t either see that as a reason to stop in terms of trying to stop the process of self-improvement, but she did reflect on her own style in terms of communicating with staff. And then the next lot of data we got about the staff feelings were that communication, consultation and power-sharing within the staff context had improved. (Facilitator)
The principal, herself, stated her role was to lead the school and that this took a tremendous amount of time:

My role was co-ordinator, cheerleader, observer, praiser, doing the logistical stuff. It was my baby and I was pushing it big time. … But of my workload, it was probably getting up to a third. Bearing in mind that we were in the school support programme. … And that involves six-monthly milestone reports that are just spectacularly time consuming. So (I’m doing a plea) on a good week I only worked around 69 hours. (Principal)
Some of the staff felt the principal was too strong now, but in 1999 her strength was an asset. Other staff members praised her greatly and felt a strong principal is always needed to pull the staff together:

I mean if you do it from the bottom or from the deputy, it doesn’t pull people together quite the same. … Sometimes with [the principal] it’s straight out directed by her and that’s that. And that’s fine too. I mean she is ultimately responsible for the school time. I know we have our Board but in my opinion that’s where the changes came through. … You need a strong principal who gives direction, says, “this is what we’re doing as a staff.” And it’s in everyway. It’s not just the behaviour, it comes in. (Teacher)
8.3
Staff

Some of the staff said their role in the school culture was to model appropriate behaviour; to be consistent and fair; to teach the curriculum and appropriate social behaviours; and to improve the self-esteem and self-worth of the children at the school. For example, one teacher stated:
You can’t cut out on the social needs of the children because unless we can get the right attitude, you know – the business of self – good self-esteem, self-respect and things like that, then you can’t go forward in the other things very much either. The learning won’t progress without having those things first. So there’s a lot of the social aspects of their lives that we have to take care of no matter what … and then you take care of the children’s needs in the classroom, but that has to be balanced with the paperwork that has to be done. (Teacher)
The children in the focus groups all expected their teachers to protect them from bullies and to enforce the school rules. They stated bullying at school had improved but there were still bullying incidents. They all stated they would tell a teacher if they saw a bullying incident at school, and the teacher would place the bully in the time-out seat. The students in one focus group told one of the girls who began to talk about being verbally bullied that a teacher would ‘sort the bully out’:

Researcher:
Were you ever bullied at school, or?

Student 4:
Yes. I’m still am bullied at school.

Student 1:
Yeah. Cause [a girl] keeps on calling her “c” “o” “w”. 
Student 4:
I get called “s” “l” “u” “t”.
Researcher:
Oh. And what do you do when that happens?

Student 4:
I don’t know. Probably start crying.

Researcher:
Oh, you start crying. Do you tell anybody, or?

Student 4:
Yes. My friends, like X.

Researcher:
You tell your friends. Do they try and help you with it? Do your friends help you?

Student 4:
Yep. 

Researcher:
Does anyone else help?

Student 4:
Um. Most likely the teachers.

Researcher:
The teachers. That’s nice.

Student 4:
My friends.

Researcher:
So they’re quite nice. … Does that happen in class? Or outside in the playground?

Student 4:
Inside.

Researcher:
Inside class. Is it a secret, do people do it in secret or does the teacher hear this.

Student 1:
Yeah. They do it in secret.

Student 2:
Yeah they kind of go somewhere really quiet and start …
Researcher:
So it still happens sometimes. 

Students 1, 2, 3, and 4: Yeah.

Researcher:
So it’s not all good.

Student 1:
No.
Researcher:
No.

Student 2:
Well things are a lot better.

Student 1:
The teacher sorts it out.

Student 2:
The teacher sorts it out.
After this group was interviewed the researcher asked the girl in private, as stated in the research procedures, whether she wanted to, or whether she wanted the researcher to, tell an adult about the bully incident she disclosed. She said she wanted the researcher to tell her teacher about it, and this was done unobtrusively. A teacher who was interviewed also said when children do decide to tell a teacher, they want the child to know what they say is taken seriously:

If they go and tell someone – we have a culture of yes, it will be followed up – but having said that I always say to children first of all, “is what you’re going to tell me, has it hurt you in some respects, or is it something that you could have dealt with? Is it a tale about something?” … So first of all they make that decision and then as soon as they say, “no it’s hurt me.” I say: “Okay tell me what it is.” … When they do decide that someone will listen to them and they’ll take it seriously and it will be followed through. And that takes quite a lot of time actually. They have to see that it is done and it’s done fairly. (Teacher)
The children, aged five and six, mentioned they would go to the school’s secretary for help if they got hurt at school:

Researcher:
What do you do if you feel unsafe at school?

Student 2:
When you get hurt.

Researcher:
If you get hurt what do you do.

Student 2:
Go to [the school’s secretary].
Researcher:
Go to [the school’s secretary]. If you get hurt you go to [the school’s secretary].
Student 4:
I’m going to whistle.

Researcher:
What’s the best place to go to? What’s a safe place?

Student 3:
The office.
Student 1:
Go inside.
8.4
Students

The children at Caversham also help to form the school culture. This was demonstrated in the interviews for this study by the number of participants who mentioned the influx of older children with behaviour difficulties had greatly contributed to the negative culture at the school at the time of the 1999 ERO report. The staff also spoke about teaching older children to become role models for the younger children at the school. A number of staff, when asked to describe the safe culture of Caversham School, actually talked about how the older children help the younger children. For example, one teacher said:
There’s lots of positives. I see older children looking after younger children. Supporting and helping each other in the playground. … The role models are the older children. (Teacher)
8.5
Parents

Finally, some of the participants said parents need to support the school culture while they are on the school grounds. The principal said:
And we started, very cleverly, but we started chipping people over speaking to their children. Not, “Don’t you do this here.” But, “Um did you know that at school that the rules are that we don’t speak that way to anyone.” … I mean the extremes of anti-social behaviour was not set by our students. … So often we weren’t singing the same tune as [the parents] at all. And we opted quite literally to say “Caversham School is a safe place.” We will make that solid and then move it out. (Principal)
A parent stated she felt that as an adult she had a responsibility to teach children in the community:
I have been coming along after school … and I might see some of our students have a bit of a ruckus on the street. And I will stop and I will get out and I will try to stop it. And I will go back to the principal and say: “so-and-so was beating up so-and-so on the street.” I realise it’s outside of the school gates but it’s something that stems from what was said in the playground. And I’ve even gone to the parents and said, “Look, your son took off before I had a chance to explain. I just want to say that he was unfairly treating somebody on the street and I feel you need to know.” … I would hope that the parent would see that as a positive and not that I was just sticking my nose in where it’s not concerned because if that was my child I would gladly welcome someone to step in before my child got really badly hurt. And I just see it – because I sort of know the kids from having been in the school. … I feel like I still have an obligation not to just walk away and drive on past and forget about it. You know I have a moral in the community as well – a moral standing and I don’t want to see that kind of behaviour in our community. So if I can stop it now, nip it in the bud or do something that might stop it from happening in the future when they’re teenagers and behaving like that, then I’ll grab the chance to do it. (Parent)
A number of participants, though, said it was difficult to get parents involved in the school and the community could not be relied on to establish a positive culture. The school, itself, was thus ultimately responsible for establishing the culture at the school. One of the RTLBs said:
A school culture is quite different now. Whereas going back to those days we had a very stable community and the families were identities in the community. Everybody worked together. Everybody knew each other. Now there’s a fairly itinerant sort of population of people coming and going. It’s more of a low socio-economic, cheap housing area and so on, and its helped changed the culture of the school. … So now rather than being a village culture, a more global thing, now it’s a school thing. It comes internally from the school and it’s got to be worked hard by, and established by staff and leadership and there’s very little support from the community itself. (RTLB)
The same teacher also noted the community at Caversham did make a positive difference in children’s lives:

And that’s the other thing – kids arrive here – with the swagger when they get here and the tough guy stuff. And just very quietly you can see that going out of them over two or three weeks, and see them just relaxing and relaxing because they’re included and they’re accepted and they’re not balled out or confronted. Somebody just gives them a wee quiet reminder you know: “Cavy kids do this.” Or “Cavy kids do that.” And that need to swagger just goes out of them and they just fit in. And we’ve had kids that have come here with horrendous reputations who have been chucked out of schools left, right and centre. … They blend in. They disappear as far as being aggressive, naughty, challenging individuals. It’s a very accepting, caring sort of a community. (RTLB)
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Outcomes, maintenance and new challenges
Caversham School has had many challenges during the past few years. When the school was negatively affected by unstable leadership, new curricula, new administration requirements, and students who were bullies, it was able to turn this negative culture into a positive one. It is now a school where children are able to learn in a stable safe environment. The outcomes of the various initiatives that have contributed to this culture change include low bullying rates, higher academic achievement, better communication within the school, and greater staff collegiality. To maintain this culture, the school consistently evaluates itself and adjusts its programmes accordingly. It is also faced with a new challenge as the demographics in the area have changed the school’s enrolment pattern.

9.1
Outcomes

All the participants in this study, including the children, thought Caversham School was a safe and caring school. Some of the specific outcomes include improved student achievement; a welcoming family environment, fewer observations and reports of bullying or violence at the school; being able to go on school outings without fear of bad behaviour; and parents now sending their children to Caversham. Only one of the 13 children who were interviewed for this study said they were bullied at school by name-calling. All of the adult participants noted bullying and violence did still occur at the school but there were consistent procedures to follow and consistent consequences for bully behaviour. All the children who were interviewed said bullies would be placed on the time-out seat. 

The children at the school also did not seem to accept bullies or have bullying behaviour in their own behaviour repertoire. When asked to brainstorm about what they could do when they saw bullying, all the child participants wrote they would tell a teacher and some also said they would help the child who was being bullied. Most also indicated they would walk away from a bully. When they were asked what they, themselves, did if they were upset or disagreed with another child, most said they could ignore the other child, tell a teacher, or run away, A few children said they would yell, growl at the other child, or scream. However, none of the children said they would touch the other child in any way, eg push, shove, hit, etc. 

Another of the outcomes which occurred from the various initiatives at the school, according to the 2000 Eliminating Violence survey, was that the staff, themselves, were more satisfied with working at Caversham School and most surveyed had something positive to say about the school. One of the teachers, who was also a parent and interviewed for this study, said she was very happy as a teacher at Caversham: 

And as a teacher I’m amazed at the work and I know it wouldn’t have happened but for lots of things: the staff, the parents, the Board, the principal, some outside help, but I don’t think the outside help was the thing. It had to happen from within. And that’s what happened. People had to be willing to change. And they were willing to change, “Let’s do something. Let’s do something before it’s too late.” And people rubbish Caversham to me and I say, “When was the last time you were there?” … You know. And I just think we need to celebrate our success. It’s got to get out there. People have got to know. This is an amazing school. We’ve got some amazing resources, fantastic teachers, and you know if I wasn’t happy with Caversham my three girls would not have gone through here. … I would have sent them somewhere else. And I wouldn’t come back here to teach. Simple as that. (Teacher)
Another teacher noted that any programme could have produced good results but the school needed a strong leader who was able to pull the staff together. Now, one of the strengths of the school was that the staff did work together:

Well I think the strengths are the staff work together as a unit. We support each other and we have a real dedication to our children. The children are first you know. They – I think the staff here go looking for what they can do to help. They don’t hide from it whatsoever. I think you only need to look at the phone calls that go in after school or weekends and things, just to check up on how this is happening and “can we help you here?” And: “get this meeting going.” Or whatever. And they look at the children very much as individuals and not as a group of a particular year … And I think the staff getting on together is an important aspect too, to work as a unit, really. (Teacher)
The psychologist at Group Special Education stated there were fewer referrals from Caversham and the school was a calmer and more inclusive school as well. One of the parents said that one of the outcomes from the positive culture is in the children. She also said that children fondly remember their time at Caversham and still greet their teachers after they have left the school:

They still say: “oh hello Mrs. X.” And they still have a really positive thought. In my day if we’d seen our teacher in the supermarket we’d be hiding. But it’s really nice that some of our kids are growing up and they’ve still got respect for their teachers that they had in their primary school. I think that’s really nice. Yeah. I think it’s a good foundation, stepping stone and I think we’re really producing some nice, some nice mannered and quite decent children. (Parent)
The principal said she felt the school is now a happier place because the children now help other children and share their good news: 

The reason I think it works because it’s so much everyone is so much happier. It’s much nicer. I am incredibly proud of the school now. … The violence level is the one that really thrilled me. When [the facilitators] came back after they’d seen over a hundred [episodes], I think they saw about five episodes of violence in the same time. And three of them were minor. And in one … kids intervened and said, “You can’t do that here. Just walk away.” Um we still have tale-telling. But we have got children who will come up and tell that ‘so and so’ helped ‘so and so’. Like they’ll share the good news. (Principal)
9.2
Maintenance

To maintain the present culture of the school, the staff noted they constantly evaluate what is needed and change accordingly. The principal said the Eliminating Violence programme is constantly refined and the children themselves maintained the culture because school was sometimes safer than home:
Constantly refining it. What did it mean? Did we still need it? … The fact that there are good ways of behaving. … Also there is still a novelty value, I think, in that consistency isn’t necessarily in those children’s lives outside school. So it’s kind of self-perpetuating cause it’s nice to feel safe. (Principal)*
The principal and teacher noted, as well, that extra playground help was no longer needed, so that aspect of the programme had changed:

Yeah. We still have the ‘caught being good’. We don’t have the teacher aide in the playground any more, because we felt it wasn’t necessary any more. (Teacher)
One of the RTLBs noted that Caversham now maintains its current culture because it is accepting and caring. Also, children find success at Caversham so they don’t need to exhibit attention-seeking behaviour:

It’s a very accepting, caring sort of a community. And that’s traditionally been a strength of Caversham except for that short little period where it all went to custard … it’s an attitude. Those kind of behaviours and things are not accepted, and not tolerated. But issues aren’t made of them. The children are not confronted and challenged but they just quietly guided. And it’s just a matter of fact. It’s low key. … “Hey we don’t behave like that. We don’t speak like that here. Have a good think about that.” You know. And it doesn’t take long at all before the need to get that recognition and so on through that kind of behaviour disappears. And that’s a reflection too of what’s happening in the classroom … ‘Kids would rather be seen as bad than dumb.’ And that’s true. And a lot of our behaviours are a result of kids feeling inadequate and the only way they can get attention you know is to be bad and naughty. If you can find positive ways of them getting attention, get success, feel good about themselves, then those behaviours will disappear. (RTLB)
The school is also now initiating another survey of students, parents and staff like that done in 1999 and 2000. The principal said for her it was important to remember the past to maintain her awareness of the school culture at Caversham. She thus kept a constant reminder of Caversham’s history on her desk:

This is my “where did we come from.” Do you know what this is? … It is for “poking your f**king eyes out.” Right. And I know that because the six year old who made it told me that when I took it off him. That’s what we were dealing with. That six year old was in our school unsupported with a need to make and have something that would do that. … It’s got four twists of wire that fit over your finger and what three or four centimeters sticking out … That is what we were dealing with. Now that is a threat. It is a serious threat to safety. … I’ve kept it for three years. It is frightening to me that a six year old would want to make that. That they would see that as a good thing to be doing. And they would carry out a very skilled construction to enable them to do it. Normally it sits on my pencil holder on my desk because it is a constant reminder of where we’ve been and where we aren’t anymore. (Principal)
9.3
Challenges

Some of the general challenges Caversham has had to cope with in the past and in the present are related to the transient nature of its school population and the difficulties a low socio-economic community endures. There is a part-time social worker at Caversham, and teachers have also occasionally stepped out of their educational role to support families. However, issues continually arise that need to be addressed. The implications for further research and policy development in this area include investigating whether to put more emphasis on social services in low decile schools and researching the benefits of developing ‘one-stop community education, health and social centres’ at schools, as is done in some countries overseas. 

Another challenge some staff have mentioned needs to be met, is their leader has changed this year because the principal has been away on study leave. They have subsequently become accustomed to the leadership style of the acting principal. Next year, though, with the return of the principal, they will have to adjust again because, as some of the teachers pointed out, each principal is an individual with their own strengths. One teacher said:
Two years ago we had a new DP who was only here for a year and then he had a year’s leave on study leave last year. He’s now acting principal and he’s got quite a different manner, quite a different approach in many ways to the principal. She’s on, for a year, study leave now. Different people have different strengths … and every person has their strengths. Goodness me, none of us are perfect in any respect and I wouldn’t thank you for the principal’s job. I wouldn’t do it for all the money in the world. (Teacher)
The most recent ERO report noted Caversham School also faces a falling roll. It is a challenge of the future and some of the participants indicated that other schools in the area had been reviewed, closed or merged. One of the parents worried that if Caversham were closed its 142-year-long history would be lost to the community. Another parent described the changing demographics of the area:

The falling roll is because the people that have grown up in the family – even my own – they’re all older now. But … like we’ve got X Park just next door, which is primarily a mature generation that goes into there, but even the next block out there’s a lot of pensioner flats and units. We’ve got an awful lot of units and pensioner flats around this area and they’re not likely to produce offspring. And the homes that are selling have got young couples and they might just be flatting or just starting out … but there’s not a lot of young children coming into the community. (Parent)
The Eliminating Violence programme’s facilitator said she hoped the school would be able to retain the positive aspects of their work that made Caversham School a safe school: 

And I guess one of the sad outcomes is that Caversham School is based in an area where there is population decline and now there is the possibility that the school may be closed or amalgamated with another school. And I feel sad about that because they did so much work to turn the school around. And I hope that that is not lost if they are amalgamated. That they can take some of that philosophy and that energy with them into a new school environment. (Facilitator)
In conclusion, this case study has found that Caversham has been able to positively change its school culture through a number of programme initiatives including the Eliminating Violence programme. Other initiatives that contributed to this change included practical programmes such as improving the physical environment and providing food and social services to children. It provided professional development funding for its staff and improved its curriculum management. It considers itself an inclusive school where diversity is celebrated. It has successfully changed its culture by using a consistent and ‘whole-school approach’ with a strong leader at the helm. It is a kind, respectful, and non-violent school that has high expectations of its students. It also celebrates its own success and some participants in this study commented it was also important to celebrate their success publicly as has been done in this profile where it has been ‘caught being good’. The facilitator of the Eliminating Violence programme also said:
We thought that this programme, which really we would describe as more of a process, that we helped to facilitate in this school environment and community was very successful. And that was mainly to do with how the staff and community picked it up rather than our facilitation because we’ve done this programme in other contexts where it has fallen over and we have been very disappointed in the lack of outcomes or lack of change. Caversham School was a good example of a school that was helped to realise it had some significant problems and invested a lot of time and energy in a variety of ways in turning around those problems and developing a much more positive pro-social school culture … in terms of student interactions and students’ behaviour towards each other, in terms of the way that students and teachers interacted … in terms of the way staff interacted with other staff. … There were all sorts of factors that were changed, that together made … a significant improvement in school culture and a significant decrease in violence and bullying within the school environment. (Facilitator)
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