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Abstract

The research is centred upon the nature and extent of
pastoral care provision in five Western Australian
Gover nment secondary schools. The project took the form of
five case—-studies, set in schools which each had well-
established pastoral strategies in place. The schools’
plans and policies were influenced by contexts of State and
Federal education programmes, by the community setting of
each school, by community concerns, and by other priorities
within the school itself. 1In the study, information was
collected through interviews and written responses from
school staff, through documentary evidence of plans and
policies for pastoral care; and through the observation of
meetings which related to pastoral concerns.

The study found that each school had complex
structures in place which were resource intensive and which
were designed to deliver pastoral care. The basis of those
structures rested upon the presumption that pastoral care
delivery took place at classroom level, particularly in
Form classes. Findings suggested that such delivery was
adversely affected by time constraints, and by deficiencies
in pre-service and in—-service training for teachers in the
area of pastoral care. The services of specialists in the
schools had decreased due to expenditure restraints, at a
time of increased pastoral demands. Little evaluation of
the outcomes of plans, policies, and delivery structures

for pastoral care was found.
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Chapter 1

Introduction
Overview

Chapter One contains a brief outline of the background

to the study and the subjects of the research. The nature
of the problems which the research addressed and the
questions which were posed in the study are listed. The
purpose of the study is examined, as are the reasons for
the choice of the research paradigm and mode. The chapter
gives initial information on the methodology adopted in the
study. The significance of the study is discussed as are

the delimitations which were applied to the research.

1.1 The Research Problem

This research focuses upon the provision of pastoral
care for students in five Western Australian Government
secondary schools. Available research evidence in this
regard 1s sparse, while currently community and Government
concerns about youth related problems are emphasizing the
important roles that schools must play in addressing these
problems.

What is known about pastoral care in the Western
Australian context suggests that most schools would
subscribe to the concept, make provisions that tend to be
resource intensive, have ill-defined policies, but have in
place elaborate delivery structures. Schools appear to be
unaware of the degree to which their efforts to provide

pastoral care are either effective or efficient.
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Recent research (Hyde, 1990; Watson, 1990) indicated
that the demands upon Western Australian schools for
pastoral care services are increasing and outstripping
available resources as a result of factors related to the
current recession. All of these features are present at a
time when community and Government pressures require
schools to "do more with fewer resources" in terms both of
curriculum reforms and student welfare.

These pressures, often conflicting, are operating in a
situation where little is known as a result of well-
structured research about what schools actually do in the
name of pastoral care. The present study is designed to
remedy this deficit in terms of describing the nature and
extent of pastoral care provided by five Western Australian

secondary schools.

1.2 The Research Foci

The present study was directed towards an examination
of formal pastoral care structures in five Western
Australian Government secondary schools. The research was
directed towards an identification of formal policies and
plans for pastoral care in each school, outcomes expected
of pastoral care delivery, and methods used for the

evaluation of pastoral care in each school.

1.3 Background to the Study
Currently in Western Australia, community and

Government concerns are directed towards problems
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relating to young people seen to be "at risk" due to family
difficulties, social problems, and educational
deprivation. Empirical evidence from police and community
sources, and the media have indicated a rising rate of
juvenile crime, and this phenomenon has been associated
with student alienation from schools, and subsequent
truancy. The concerns for young people "at risk" of
alienation resulted in a Government Select Committee on
Youth Affairs, (Watkins, 1992), being established following
Parliamentary debate in the West Australian State
Legisiative Assembly in October 1990.

The expectation has been raised by the findings of
this Committee, and by a previous Report, " At risk’ of
Alienation from School" (Bonjolo, 1991), that the Ministry
of Education and schools will produce strategies and
programmes which will address the problems of students
considered to be "at risk" from factors related to social
and educational inequities. Pastoral care provision would
be expected to form part of such strategies.

Local studies such as Crane (1991); Hyde (1990);
Watson (1990) have suggested that the concept of pastoral
care in schools has been part of the educational traditions
adopted in Western Australia for almost a quarter of a
century from educational systems in the United Kingdom.
Initially the concept was associated with the moral
guidance of students (Dettman, 196%9), and major Reports
(Dettman, 1972; Louden, 1985) have tended to deal with

pastoral care in association with disciplinary concerns.
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In a significant departure from this, the Committee on "The
Provision of Caring Environments in Secondary Schoolsg"
(Pougher, 1982) brought forward a definition of "the
caring school"” and a second Committee (Pearson, 1982) laid
down "guiding principles". In 1985, the concept of a
"whole school approach” to pastoral care provision was
proposed (Louden, 1985). Research studies by Crane (1991),
Dynan (1980), and Watson (1990) indicated that current
pastoral care provisions in schools were not succeeding in
reaching students in need of help.

At national level, the Federal Gover nment has
policies which link education with training in "Young
people’s participation in post—-compulsory education and
training” (Finn, 19921) and "The Key Competencies Report"
(Mayer, 1992), and has set priorities for student
competency under the slogan "The clever country”. The
Schools Council paper "Australia’s teachers: An agenda for
the next decade'" (1990), firmly emphasised the cognitive
area of school work. These policies and priorities,
coupled with new directions in educational provision now
being discussed by the present Government in Western
Australia, seem set to compete for resources with areas of
education which target the welfare and well-being of
students such as pastoral care provision.

A dichotomy in demands upon the educational system in
Western Australia therefore exists, at a time when
raesources for education are decreasing. Schools are

being asked to enhance academic performance and to accept
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further curriculum changes at the same time as they are
being expected to direct resources toward students "at
risk" within the system.

Hyde’s (1990) pilot study of forty-one Western
Australian Government and non—-Government schools has shown
that, although pastoral care structures existed, having
such arrangements in place did not guarantee that the needs
of students were being met. This researcher pointed out
that little or nothing was known about what structural
formats were in place in the wider context, how these
operated, what outcomes were expected and how those
outcomes were measured. Logically this information may be
considered important in the contexts of current educational

and other reforms in Western Australia.

1.4 The Research Questions

The major, or generic, research guestion which
directed this study was generated from consideration of the
research problem and, in particular, the contextual
features that were seen to bear upon the problem. The
major research guestion was formulated as follows.

What is the nature and extent of pastoral care

provision in five Western Australian Government

secondary schools?

In addition, eleven subsidiary research questions were
developed in order to provide specific foci for the
collection and analysis of data. These guestions were

generated from the conceptual framework described in

Chapter Four. The subsidiary research questions were:
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a. What external contextual factors influence policies
and plans for pastoral care provision in the five
schools?

b. What pastoral care concepts are taken into account
when policies and plans are formulated in each
school?

c. What does each school propose, in terms of formal
administrative policies and plans, for their
provisions for the pastoral care of students?

d. What factors influence the policies and plans for
pastoral provision in each school?

e. What boundaries does each school set for its
provision and delivery of pastoral care?

f. What organizational structures are used in each
school to facilitate the delivery of pastoral
care?

g. How are resources allocated for the delivery of

pastoral care in each school deployed?

h. 1. What are the roles of 1. key personnel;
2. other school staff; in the delivery of pastoral
care?

i. In what ways do schools monitor and evaluate their

provisions for pastoral care?

j. What factors influence the delivery of pastoral
care?

k. What actually constitutes the delivery of pastoral
care?

1.5 The Purposes of the Research

The study was intended to provide data on the nature
and extent of formal pastoral care provisions in the five
participant schools which could provide a basis for further
investigations. G8ince at present little, if any, concrete
evidence is available on the form such provisions may take

in West Australian Government secondary schools there is a
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dearth of material on which future plans and policies might

be based. In his introduction to Pastoral Care: A New

Focus (Ministry of Education, Singapore, 1990) Lang stated
that "there is a need to focus more on what pastoral care
does, not what it means." The researcher subscribes to
this view. Along with a more analytical approach to an
actual definition of the concept as proposed by Ribbins and
Best (1985), a focus on what actually takes place within
the schools under the heading of pastoral care will form a
first step in filling a research gap which up to now has

existed in Western Australia.

1.6 The Research Paradigm

The phenomena which the research examined occurred
within the contexts of the five participant schools and
their contextual framework. The researcher had no control
over the essential elements which constituted these
phenomena, nor could those elements be manipulated for the
purposes of the study. In terms of axiomatic fit, (Guba
and Lincoln, 1982), the naturalistic paradigm seemed most
likely to allow the researcher to obtain the depth of
understanding required to provide detailed information on
pastoral care provision in the five schools. The selection
of the research paradigm is discussed in further detail in
Chapter Five along with other elements of the research

design.

1.7 The Research Mode
The mode chosen for the research was that of five

bounded case-studies. Each school was considered as the
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basis for one case-study set within its own frames of
reference. The boundary of each case-study was taken to be
permeable. This allowed emergent data which met the
criteria for the inclusion of data to contribute to the

research findings.

1.8 The Research Methodology

The study was designed in three phases, a preparatory
phase, an exploratory phase, and an investigative phase.
Data were collected from the five schools through primary
and secondary sources. Primary sources of data were key
persannel in the provision of pastoral care in the five
schools. A snowball sample of school staff was arvived at
in consultation with key personnel, and three external data
sources were consulted. Secondary data sources were
documents from the educational system and the five schoolé,
and the observation of meetings which related to pastoral
care provision in the five schools. Data were analysed for
each individual school and across the five schools to

identify emergent themes and patterns.

1.9 The Significance of the Study

Current emphases at Government and community levels
are directed towards the needs of students defined as "at
risk" within the Western Australian education system.
Along with expectations that schools will produce
strategies to meet such needs, comes a requirement in the
Better Schools programme (1987) to evaluate priorities, in

place in the School Development Plan, of which the



17
provigion of pastoral care might be one. At National and
at State level, curviculum changes and emphasis on academic
aims may have the effect of designating more students as
failures in a system where youth unemployment is at record
levels. Resources for education are decreasing while
pastoral care demands on schools appear to be increasing.

Under current educational reforms, which include
devolution of responsibility and local accountability,
school principals and staff are required to manage and
are accountable for the school’s resources. Part of this
accountability rests in the formation of clear policies and
School Development Plans. These plans must contain details
of decisions on the allocation and deployment of resources,
as well as the outcomes of programmes and activities.

There have been few research projects in Western
Australia which have examined issues relating to pastoral
care (Crane, 19913 Dynan, 1980; Hyde, 1990; and Watson,
1990). The present study sets out to provide detailed
information on the formal structures, plans and provisions
for pastoral care in five Government secondary schools, an

area which has not been studied in Western Australia.

1.10 Delimitations of the Study
The delimitations of the study are discussed fully in
Chapter Four. The scope of the study was governed by the

case—-study boundaries and by the criteria set for the
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inclusion of data. The nature of the study and the setting
of the study had implications for generalizability. Issues
of confidentiality where ethical considerations were
involved, for example in case-work with individual
students, set limits on the types of observational data

which could be included in the study.

1.11 Definition of Terms
In this study pastoral care is defined as:
.... something which happens/should happen between
teachers and students interacting in the context of
an institution called a "school" or "college" which
has four interrelated dimensions (disciplinary/
order, welfare/pastoral, academic/curvricular,
administrative/organizational) and which is itself
located in a wider social, historical, and cultural
milieu. (Ribbins and Best, 1983)
The notion of "Intervention" (Hall, Zigarmi, and
Hord, 1979) is defined in this study as:
Any administrative or managerial action or event,
or sets of these, either proposed or occurring
over time and intended to contribute to the
pastoral care of students.
1.12 Format, 8Btyle, and Spellings
The format and style adopted for the presentation of
this thesis were based upon the rules for the preparation
of manuscripts contained in the Publication Manual of the
American Psychological Association (1993). Spelling of

terms was consistent with those in the Australian Oxford

Paperback Dictionary (198%9).

1.13 The 8S8tructure of the Report
Chapter Two contains a review of literature which

related to pastoral care provision in the United Kingdom,
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in Western Australia, and in recent developments in
Singapore. In Chapter Three the contextual setting of the
rasearch is focused upon, Chapter Four sets out the basis
for the initial conceptual framework which shaped the
research. The methods used in the study are discussed in
Chapter Five. Chapter 8Bix contains the report of the
findings of the study and those findings are discussed in
Chapter Seven. A revised conceptual framework is arrived
at. Chapter Eight contains the conclusions drawn from the
study.

In Appendix A, for the further information of the
reader, case studies of the five schools are presented.
Appendix B is comprised of examples of the format of
written guestions addressed to participants in the
research.

Summary

In Chapter One the guidelines which directed the
study were set out. Chapter Two examines literature
relating to pastoral care in the United Kingdom, the United

States of America, Singapore, and in Western Australia.
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Chapter 2
REVIEW OF LITERATURE
Qverview
The literature reviewed for this study was
grouped under seven main headings. The first section
contains a gualitative meta—analysis (Hyde, 1985, p.303)
intended to orientate the reader to the more descriptive-
discursive review in subseguent sections. The second
concerns the problems encountered in arriving at an
accepted definition of the term pastoral care. The third
section examines system plans and policies for pastoral
care. The fourth identifies community factors which have
influenced pastoral care in the United Kingdom and in
Western Australia. The fifth part deals with
administrative and organizational concerns in the schools
of these countries. The sixth section discusses factors
affecting delivery of pastoral care in the United Kingdom
and in Western Australia. The final section deals with
issues arising from recent research into pastoral care in

Western Australia.

2.1 A Qualitative Meta-Analysis

Literature from the United Kingdom, the United States
of America, Singapore, and Western Australia which related
to pastoral care provision was reviewed in the course of

this study. Table 1 lists and categorises the literature
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Literature Sources: Year of Publication and Country of

Qrigin
Year United Kingdom Australia U.S.A. Singapore
1969 Dettman
1972 -Dettman
1974 Marland N
1975 Pusey
1976 Dweck,

Bush -
1977 Sergiovanni
1978 Dooley Dweck
Goetz
1979 Nott
Trimby
1980 Best, Jarvis, Dynan
Ribbins Pettit
David, Cowley
Hughes
. Williamson
1982 McGuinness Batchler
Lovegrove,
Wilson,
Teasdale,
Jackson
Pougher
Pearson
1983 Lang Deschamp,
Milner Harris,
Robson
1984 Preedy Beazley Kaplan
Hyde
1985 Lang, Louden
Marland
Ribbins,
Best
Watkins
1986 Burke
1987 Fincham Lang, Hyde
H. M, Ministry of
Inspectorate Education W.A.
Lang
1988 Best Foster
Marland Joyce, Showers
Sallis Marsh
Ministry of
Education W.A.
1989 H.M. Hyde
Inspectorate Axwor thy, Dl ney,
Hamilton
Szaday
Whittaker
-1990 Best Hyde Ministry of
Mur phy Education
Schools
Council
Watson
1991 Lang Crane
Finn
Bonjolo
1992 H.M. Mayer
. Gover nment Watkins
White Paper
Lang
1993 Vickery Ministry of
Education
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according to the Year of Publication and Country of Origin.
While these lists show the inclusion of a comparable number
of works from the United Kingdom and from Western
Australia, the content of literature in those areas
differed. In the United Kingdom a progression was shown
from studies which prescribed pastoral care methods
(Marland, 1974), through critical appraisal of these
methods (Milner, 1983; Williamson, 1980), to discussion on
the course of future educational developments (Sallis,

1988; Choice and Diversity, 1992).

In Western Australia, while the literature reviewed
related to pastoral care, references, for the most part,
were subsidiary to the main theme of educational Reports,
for example Dettman (1972), Louden (1983). There was no
evidence of a body of literature in that State which dealt
specifically with pastoral care concerns, apart from two
committee Reports (Pearson, 1982; Pougher, 1982), which
were subsumed into the findings of the more comprehensive
Committee of Enquiry into Education in Western Australia
(Beazley, 1984). Not until 1980, was there evidence of any
research—-based investigation into aspects of pastoral care
provision (Dynan, 1980). Like earlier Reports, (Deschamp,
Harris, and Robson, 1983; Nott, 1979) this work received
minimal attention at system level. A decade later, three
research projects concerning aspects of pastoral care
pprovision have been carried out (Crane, 1991; Hyde, 1990;
Watson, 1990). Emphasis at present at system level,

however, is concentrated upon aspects of students "at risk"
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of social, emotional, and educational deprivation (Watkins,
1?92), and upon further changes to educational provision
(Vickery, 1993).

In Table 2 the literature is examined under specific
headings. These topics are listed giving the names of
authors who referred to the subject, or whose work
related to the subject, the year of publication and the
country of the author.

Table 2

Topics Discussed in the Literature

Topic Author Year Country
Marland 1974 Uu.K. ”-
David, 1980 U.x.
Cowley
Definitions Pougher 1982 W.A.
of pastoral Ribbins, 1985 U.K.
care : Best
Ministry 1990 Singapore
of Education
Dettman 1969 W.A,
Origins of Dettman 1972 ’ W.A,
pastoral care Lang 1984 U.K.
Lang, 1985 U.K.
Marland
Best, 1985 U. K.
Jarvis,
Ribbins
Hyde 1990 W.A,
Lang 1991 U.K.
Marland 1970 U.K.
Dettman 1972 W.A.
Recommendations Nott 1979 W.A.
for pastoral McGuinness 1982 U.K.
care in schools Lovegrove, 1982 W.A.
Wilson,
Teasdale,
Jackson
Milper 19B3 U. K,
Deschamp, 1983 W.A,
Harris,
Robson
Lang 1984 U.K.
Hyde 1984 W.A.
Beazley 1984 W.A.
Louden 1985 W.A.
Watkins 1985 U.K.
H.M. 1987 U.K.
Inspectorate
Ministry 1990 Singapora.
of Education
. Lang 1991 u.K.
Best, Jarvis, 1980 U.K.
Ribbins
Milner 1983 ’ U.K.
Specialists Hyde 19590 : T WA,
in Schools Watson 1990 W,A. .

Lang 1991 - U.K,s Table contfﬁues



Table 2 (continued)

Jopoic Author _Year Country
Pusey 1975 u.K.
Dooley 1978 U.K.
Dysfunctions Milner 1983 U.K.
in pastoral Preedy 1984 U.K.
care Holmes 1987 U.K.
: Marland 1988 U.K.
Sallis 1988 U.K.
Hyde 1990 W.A.
Watson 1990 W.A.
Lang 1991 U.x.
Crane 1991 W.AR.
Bonjolo 1992 W.A.
Watkins 1992 W.AR,
Dettman 19469 .
Dettman 1972 W.A.
Beazley 1984 W.A.,
Burke 19B4 W.A.
Ministry of 1987 W.A.
Education
Policies Ministry of 1988 W.A.
which Education
affected Szaday 1989 Australia
pastoral Finn 1991 Australia
care in H. M. 1992 uU.K.
schools Government
Mayer 1992 Australia
Bonjolo 1992 W.A.
Watkins 1992 W. A,
Dettman 1972 W.A.
Relationship Dooley 1978 u.K.
between Louden 1985 W.A,
discipline Best 1988 U.K.
and pastoral Szaday 1989 W.A.
care Watkins 1992 W.A.
Dweck, Bush 1976 u.Ss.A.
Sergiovanni 1977 Uu.s.A.
Dweck, Goetz 1978 U.S.A.
Issues which Trimby 1979 Australia
related to Schools 19B0 Australia
pastoral Council
care Pettit 1980 Australia
Stern 1983 Australia
Kaplan 1984 u.S.A.
Fincham 1987 U.K.
Foster 1988 Australia
Joyce, 1988 Australia
Showers -
Batcheler 1990 Australia
Murphy 1990 W.A.
Teacher Marland 1988 U.K.
training Hyda 1990 W.A.
for pastoral Lang 1991 U.K.
care Crane 1991 W.AR.

24
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The Table particularly shaows the amount of
prescriptive advice on pastoral care provision which was
found in literature, as well as the warnings on
dysfunctions. The latter are shown to have been first
articulated in the United Kingdom, but to have been echoed

more recently in literature in Western Australia.

2.2 Problems in the Definition of Pastoral Care

Definitions, encompassing almost two decades in which
interest in pastoral care increased dramatically,
illustrate changing perspectives in England, the atypical
stance adopted in Western Australia, and the view taken of
pastoral care in Singapore.

Lang and Hyde (1987) used the following examples when
discussing definitions of pastoral care in England.

One can say that the phrase (pastoral care)

covers all aspects of work with pupils in a school
other than pure teaching... in this book, pastoral
care means looking after the total welfare of the
pupil. (Marland, 1974)

Pastoral care is an expression of the
school’s continuing concern for the
individual’s integrity and welfare, its
invalvement in the development of his
personality and talents, and its readiness
to support him at all times and especially
when his wark is adversely atfected by
personal and damestic circumstances.
(David and Cowley, 1980)
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Pastoral care is something which happens/

should happen between teachers and students

interacting in the context of an

institution called a "school" or "college"

which has four interrelated dimensions

(disciplinary/order, welfare/pastoral,

academic/curricular, administrative/

organizational) and which is itself

located in a wider social, historical,

and cultural milieu. (Ribbins and Best, 1985,

p.3)

Marland’s concern was with the welfare of students.
David and Cowley believed that pastoral care was to do with
affirming positive aspects of the student’s development.

A more analytical approach was taken in the
definition proposed by Ribbins and Best. A formal analysis
of pastoral provisions and practice could demonstrate that
the concept was based upon defined methodologies.

The definition which has been adopted in Western
Australia (Pougher, 1982) focused upon the caring role of
the school-—-a role further defined in "A Caring School
Environment" (Pearson, 1982):

The provision of an environment in which it

is possible for each person associated with

the school (student, parent, teacher) to

fulfil their basic perscnal needs and

expectations of self-worth, adequacy,

security and warmth of relationships,

that result in internalization of

behaviours necessary +for personal and

spcial competency. (Pougher, 1982, p.1 )

Lang and Hyde (1987) noted that, in the Western
Australian context, "a "caring school environment’® was
conceptualised as being founded upon the mutual interaction
of groups and individuals, with the onus of responsibility
upon each for the well being of others.” (p.3). The use of

the "caring school" concept (Pougher, 1982) marked the

first acceptance of a formal definition of pastoral care
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within the Western Australian education system.

A further definition was formulated by the Ministry of
Education in Singapore in 1990 to support their investment
of considerable resources in a system—-wide programme of
pastoral care in secondary schoals.

Pastoral care is the working product of a

social system which is structured to make

full use of human potential, by providing

the time and opportunity for tutors to build

up trusting relationships with children,

through a progressive programme, designed to

facilitate growing self-awareness and to

promote confidence in each child, together

with a conscious recognition and acceptance

of social responsibility, so that he may

leave school equipped with the necessary

skills and supported by the right attitude to

enable him to derive the maximum benefits

from life and to put back all he can, to

benefit society.

(p.11)

A single narrow definition of pastoral care may not
satisfy all contingencies in all societies. Never the
less, a core understanding of the concept seems necessary,
if analysis and discussion are to be advanced. A variety
of approaches to this common goal might contribute to the
strength of the concept, providing there is consensus on
the fundamental meaning of the term.

Some literature sources, for example: Dooley, 1978;
Milner, 1983; Williamson, 1980, show that dysfunctions in
the provision of pastoral care have been identified. The
danger appears to be that organizational ovr societal
priorities will over-ride the needs of students, to the
extent that these needs may never be ascertained through

discussion with the student body, but rather are presumed

to be known by administrators and organizers.
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According to Lang and Hyde (1987, p.2) the absence
of a shared definition of pastoral care must be recognized
as a significant problem that confronts theorists and
practitioners alike. In England the term "personal and
social education” has been used as a substitute for
pastoral care provisian. The adoption of the term "caring
schoal environment” by the Western Australian Education
Department (Beazley, 1984; Pougher, 1982) represents a
similar strategy. Changes which aonly address the form of
wording could be cosmetic rather than contributing to a

deeper understanding of the concept.

2.3 The Development of System Policies and Plans for
Pastaoral Care

The scope of this study precluded any detailed
investigation into the origins of the develapment of
pastoral care in areas other than in the United Kingdom
and in Western Australia. Furthermore the lack of
documented evidence regarding the provisian of pastoral
care prior to 1960 would, as Lang and Marland (1983) have
repaorted, limit the scaope of any review.

The United Kingdom

In the United Kingdaom, most literature which dealt
with pastoral care referred to the situation in the English
educational system. The educational systems of Wales, and
to a greater extent Scotland appear to have developed alang
similar but separate lines. However, they have received

little attentiaon in the literature on pastoral care.
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System Plans and Policies for Pastoral Care in

England. Historically, education in England owes much to
Church foundations and to the provisions made by the
Merchant Guilds for education. English Public Schools,
such as Rugby, introduced House organizational structures
which were replicated in newly developing State
comprehensive schools in the 1930s (Ribbins and Best,
1985). The other strand drew upon educational ideoclogy in
the late nineteenth century, with a paternalistic approach
to the "care'" and "control" of working class children.

Ribbins and Best (19835) considered that a dichotomy
existed at system level between the perceived future roles
of the children, with those in the State sector seen as
"followers" to the "leaders' educated in Public Schools.
This role type-casting may still form a part of British
thinking at some levels and might account for the dual
aspects of "care'" and “control" which are present in
pastoral care practices (Best, 1988). Undisciplined
excesses on the part of "followers" might threaten societal
norms, hence the emphasis in the State system upon aspects
of control.

Lang and Hyde (1987) described a model of the
evolutionary process in pastoral care in England. This
model, shown in Table 3, takes as its starting point
the development of comprehensive schools. The English
State educational system had developed through two streams
of secondary schooling. Grammar schools were intended for

selected academically gifted children. 8Secondary Modern
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Table 3

An Evolutionary Model of Pastoral Care in England (Lang

and Hyde, 1987, p.6&)

PHASE CONTEXT *CONCERNS-RESPONSES
| 1 Development of The management and
1950- | large compre- control of students of
Lale - | hensive schools. primary interest lo
1960 schools. Emphasis in
schools was placed on

administrative and
organizational structures
that were supporied by
the introduction of
specialist counsellor
roles. .

. 2 Increasing concern | increasing awareness that
Late | at political levels a significant number of
1960's - | and in the commun-{ students faced severe’
Late ity about the tack learning and personal
1970's | of choice available | probiems. Increased
lo students in support was provided in
secondary schools. | schools for personal,
vocational and educational| .
counselling. Emphases
were placed upon the
development of inter-
personal relationships
and co-ordination of
welfare provisions for
siudents, with the school
at the centre of the network.

3 Economic Emergence of ‘pastoral
Late recession led to curricular’, that focused
1970's- | declining resources | on personal, social and
Early | for education. moral development and

1980’s | Concem at political | the acquisition of personal
and societal levels | and interpersonal skills.
over the 'quality of | Empbases in schools

education' and shifted from individual
educational to group work in the
. slandards. area of pasloral care.
. 4 .| AsforPhase 3, Changes’in cumiculum
Mid- plus increasing and pedagogy together
1980's | pressures for with emphases on school-

cumiculum reform | level change and
and demonstration | collective decision-
of school making.
effectiveness.

schools were intended to cater for those children believed
to be less academically orientated (as selected by a
system~wide testing process at the age of eleven). These
schools lacked the traditional background of Grammar
schools and the prestige which accompanied this.

The ahalgamation of the dual streams of educational

-provision into State comprehensive schools in 1963, to
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eliminate selection and to create equitable provision for
all students, created a fresh set of problems throughout
the remainder of the 1960s and following decades. The
large, newly created comprehensive schools, while
concentrating resources in a cost-effective manner, gave
rise to fresh problems in school management (Best et
al.,1980; Lang and Hyde, 1987). Mixed-ability groups,
doubts about the control of increased student numbers,
concerns about student needs in complex organizations, and
the loss of individual identity were all factors which
caused difficulties.

Towards the end of the 1970s, the system emphasis in
England moved from individual counselling of students to
pastoral group activities, to meet concerns over the lack
of study skills, poor inter—personal relationships and a
lack of self-understanding. The use of group activities
was seen by Lang and Hyde (1987) as supportive in all these
areas. By this time, the school leaving age in the United
Kingdom had been raised to sixteen with the attendant
curricular upheaval which accompanied this change. Best et
al. (1980) cited the raising of the school leaving age as
one reason for a proliferation of appointments with
pastoral care responsibilities as schools stkuggled with
the containment of low—achieving students trapped for
further months in compulsory education. According to
Best et al. (1980), jealousies and disagreements at teacher
level about pastoral care organization, duties, and

purposes occurred following restructuring as staff came to
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terms with new appointments and new responsibilities.

The disagreements, which arose over facets of pastoral
care, were fuelled by the presence in schools of specialist
professionals in the fields of health, spcial work and
psychology, who were appointed by education authorities.
Referring to this problem, Best et al. (1980) proposed a
"Typology of Pastoral Care” which postulated specialist and
non—-specialist (teacher) roles. Differing professional
standpoints and perceptions of loss of status on the part
of teachers, as non-specialists, could contribute to a
pastoral/academic split in schools. This outcome could be
unhelpful if, as Lang has stated in_"Pastoral Care: A New
Focus" (Ministry of Education, Singapore, 1990, p.1l),
pastoral care involves all those connected with the school,
including parents and the community.

in the 19805 a more systematic analysis was undertaken
in which the facets of pastoral care were examined and
refined. Ribbins and Best (1983) noted the increase in
literature in the 19808 which dealt with the topic, 1n
contrast to the earlier paucity of literature sources.

In 1983 "Pastaoral Care in Education'", the journal of
the National Association for Pastoral Care in Education,
was launched and provided a forum for research articles 1n
the United Kingdom. An increase in debate on pastoral care
provision, which was encouraged by the journal articles,
led to discussion surrounding the place of pastoral care as
an integral part of tne curvriculum, reinforcing academic

and personal development (Lang and Hyde, 1987).
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Government policy 1n the United Kingaom since the mid
1980s has i1ed to changes in educational emphasis. Schools
have felt the effects of econamic recession in diminishing
resources and in societal problems stemming from
unemployment and poverty in many areas. In England, by tne
beginning of the 1990s the term 'persanal and social
education” (Lang, 1921, p.29) was in use. Watkins (1983
argued that to equate pastoral care with personal and
social education was to ignore the area of pastoral case-
work . Three facets within pastoral care should be
recagnised according to Watkins (1983, p.179): {a)
pastoral case—work: (b) pastoral curriculum; and (c?
pastoral managemernt. Iin this argument personal and social
education and pastoral care were separate, but over-lanping
areas within educational provisiaon.

Lang (1991) noted that the Natianal Curriculum Council
in England in 1990 inciuded the concept of persanal and
social education as part of its directives. Her Majesty’s
Inspectorate in 1989 considered that “the more schools are
able to promote pastoral care through the curriculum, the
mare efficient and effective they are likely to be." (Lang,
1991,p.36). This official recognition of the concept,
hawever, 1n the view of Lang (1991) did not mean tnhat
training of teachers to carry out the tasks associated with
pastoral care had matched the expressed intentions

articulated at official level.
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At the same time, schools were being asked to make
changes to promote collective decision making, to be
accountable to their community and to provide results
for their programmes which would permit parents to make

informed choices between schools (Choice and Diversity,

19923 Lang and Hyde, 1987 Sallig, 19883 Woods, 1984;.
Pastoral care 1n such a gsetting could be crucial i+ scneools
were to meet conflicting and pressing imperatives.

System Plans and Policies for Pastoral Care in

Scotland. There are few references to the pastoral care
system in Scotlang in literature on the topic published in
the United Kingdom. This is surprising since the Scottish
Education Department has in place a promotion structure,
the Guidance System, in secondary schools, based upon the
provision of pastoral care and careers advice. This
structure, while related to the pastoral well-being of
students, also met demands for an alternative promotion
path for teachers in the secondary education system. At
the time of the introduction of the provision a shortage of
graduates interested in entering the profession was being
felt system—wide and the availability of more opportunities
for promotion was seen as a means of combating this
shortage.

In 1971, the Scottish Education Department required
that all schools devise pastoral care programmes
(Milner, 1983), within the Guidance structure which was
1ntroduced 1nto Secondary schools, to define pastoral care

responsibilities and to place them in the hands of trained
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teaching staff.

The organization of one such department was described
in a Report in 1988 by Her Majesty’'s Inspectaors an a large
secondary school in the Central Region of Scotland. The
detairls of the school’s Guidance department recorded that
tne school had & House system, salaried promoted staff to
run this, a place at seniar staff meetings with other Heads
of Department, and an Assistant Rector in charge of the
department. In this school in the Scottish educational
system, there was little structural difference in the
approach to pastaral care from that which might be found in
England, apart from terminology and salary structures. The
absence of a body of research an the topic in Scotland
leaves the question of any effect of the salaried
promotional structures in Guidance upan the outcomes of
pastoral care delivery to students in that country
uhanswered.

Future Influences on Policies and FPlans for

Pastoral Care in the United Kingdaom. Closer ties which are

developing within the Euraopean Community might influence
educational thinking in the United Kingdom and in other
European countries, as Government systems develop linkages
which could atfect education and training and the mobility
of labour in the region. The recognition of a common
component in education was discussed by Lang (1991), using
the term "affective education'” as a substitute for pastoral
care. Lang expressed the view that the concept of

"affective education’ defined as ' all work that is
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concerned with the student’s feelings, emotions and
personal and social development, the positive encouragement
offered by schools and the support when difficulties are

encountered in these areas." (Lang, 1991, p.28 ) would
be recognized and accepted by several countries, including
some in Europe, but that this acceptance 1n principle mignt
mask considerable differences in educational approach.

lLang (19921) suggested a continuum of pastoral models.
On this continuum, pastoral systems which concentrated upon
the work of a number of specialist professionals, as 1n the
United States of America, were set at one extreme. Systems
in which the provision of "affective education’ was held to
be more or less the equal responsibility of every teacher
in the school were set at the opposite extreme. lLang
(1991) believed that the implications for the system in
place in the U.S5.A. had not been fully thought through,
while in the Uniloed <ingdnm the training vreguived for the
provision of pastoral care was not in place.

System Policies and Flans for Pastoral Care in Western

Australia. This section of the Review of Literature
examines the general area of system plans and policies for
pastoral care provision in Western Australia, an area which
relates to all sectors of education. In Chapter Three of
the study, factors which affect the contexts of schools
witnin the Government sector of education, as they might
influence pastoral care provisions, are examined in detail.
The 1ncrease in research activity in pastoral care

which took place in England in the 1980s 1s not reflected
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in literature from Western Australia. Despite a history of
pastoral care i1nitiatives in schools since tne late 1%350s,
which followed those in the United Kingdom, research ang
literature sources are far fewer and were limited 1n theilr
scope and foci.

A major turning point for pastoral care in Western
Australia came in 1949 when the first formal mention of the
term was contained in a Report by the Committee on
Secondary Education (Dettman, 196%9), as part of two
recommendations dealing with student development and moral
values. The subseguent Report of the Committee on
Discipline in Secaondary Schools in Western Australia
(Dettman, 1972) also marked a turning point, in that,
although the Report’s title deals with disciplinary
concerns, reference was made to issues of pastoral concern.

The Repart (Dettman, 1972, p.186) discussed aspects of
system and school organization required to integrate
pastaoral care, in the context of House, Year, and Tutorial
Systems, following the example of the United Kingdom. Year
Master functions as envisaged by Dettman (197Z2) related to
discipline administration, and counselling. A tutor’s
duties would be in the field of "pastoral care and
motivation, and routine administrative matters." (Dettman,
1972, p. 189). The House system sub-divided the monolith
of the large school into smaller units, to be involved 1n
pastoral care responsibilities and 1n competitive
activities, such as sports (Dettman, 1972, p.191). In

Wwestern Australia, the need to provide pastoral care ana
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guidance has resulted in the development, at system level,
of guidance and special education facilities, and at
school level in a variety of administrative organizations
designed to provide closer contact between teacher and
pupil (Dettman, 1972, p.186).

The short-lived Human Relations programme of lessons,
which arose from the Report of the Committee on Discipline
(Dettman, 1972), provided a tenuous linkage between
pastoral and academic curricula. O0One reason given for the
collapse of this initiative was the lack of training for
staff to teach the material. This lack of pre-service and
in-service training in pastoral topics echoes the comments
of Lang (1991) in relation to the United Kingdom, and was
also noted as recently as 1991, in Western Australia, by
Crane in his research into the needs of teachers as
providers of pastoral care.

While the pastoral care system adopted in Western
Australian schools had a close resemblance to that of the
United Kingdom there was, in the early 1970s, an
introduction of a psychometric model with emphasis on
psychological methodology, counselling and crisis
intervention derived from practices in the United States of
America. This, along with the appointment of social
workers to certain schools, reinforced the emphasis on
"counselling” within the Western Australian pastoral care
system (Hyde, 1990). Watson (1990) considered that the
entry of specialist professionals into schools led to

resentment. Responsibilities for overseeing the care of
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students were taken over by non-teaching professional staff
at the expense of training opportunities for teachers
creating a pastoral/academic split in the school
curriculum. This type of reaction was not limited to
Western Australia, however, having been noted in the United
Kingdom if the '"tenets of counselling and traditional
social work methods” were accepted uncritically (Milner,
1983, p.39).

The issue of resource usage in terms of outcomes was

pursued in 1982 in the setting up of two committees by the
then Director-General of Education. The first Committee,
The Provision of Caring Environments in Secondary Schools
(Pougher, 1982), investigated assumptions made about
pastoral care in schools and the second, "The Caring School
Environment" (Pearson, 1982), decided upon the operational
structures and principles for the provision of pastoral
care in schools. The initial committee formulated, for the
first time in the Western Australian context, a definition
which related to pastoral care. This definition was based
upon the notion of the "“caring school” (Pougher, 1%82).
The second Committee (Pearson, 1982) adopted this
definition and used it as a basis for consideration of the
principles of the operation of pastoral care in schools.
The guiding principles arrived at by the committee were:

1. The limits between the school’s

responsibilities for caring and those of
parents are clearly defined.
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2. To maximise caring, strong links are
established with appropriate agencies and

individuals in the community.

3. All school staff are involved in caring for
students.

4, 8chool organization and administration is
conducive to caring.

5. There is a social distance between teachers
and students.

6. Teaching, caring and disciplinary roles are
compatible.

7. A caring school environment includes an
educational component. (Pougher, 1982 )

Both committees were disbanded upon the commissioning
of the Review of Education in Western Austalia (Beazley,
1984), set up by the State Government to enquire into all
aspects of Western Australian education. This enquiry,
(Beazley, 1984), accepted many of the earlier committees’
findings and eleven, out of two hundred and seventy two
recommendations, dealt with pastoral care:

1. All schools should be able to describe

clearly their pastoral care structures.

2. Provisions be made in the timetable for
pastoral care groups to meet.

3. Pastoral care groups be small encugh to allow
the individual students to be known to the
member of staff responsible.

4., A senior member of staff should coordinate
pastoral care.

3. Key personnel should have reduced teaching
loads.

6. Key personnel should have access to an
interview room in order to permit students’
confidentiality.

7. Pre—-service courses in pastoral care be
provided.
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8. In—-service courses in pastoral care be
provided.

9. Teachers with special pastoral care duties be
provided appropriate professional development
activities.

10.8Schools should provide a range of activities
to permit individual students to succeed and
s0 gain in self-worth and confidence.

11.In cases where there is a conviction of need,
Government schools should appoint Chaplains.

Only the first recommendation has become mandatory
in Western Australian Government schools. The publication
of the Report of the Committee of Enquiry (Beazely, 1984),
however, had far—-reaching effects. A further dimension of
external specialist support for pastoral care was added
with the appointment of Chaplains to twenty six Government
schools. Chaplains are appointed through the Churches
Commission on Education which is an inter—-denominational
organization.

The Executive Officer of the Commission has been
reported as saying that schools were enthusiastic about
Chaplaincy because the provision offered a quality pastoral

role (Chaplaincy: A new direction in schools, 1991). The

Executive Officer pointed to the diminution of system
resources, which led to fewer support services, for example
the provision of school psychologists. School principals
were searching for other forms of support. Religious
studies had all but disappeared from the curriculum in the
Government sector of education, so that Chaplaincy " has
been an alternative for the Churches to offer pastoral

care" (Chaplaincy: a_new_ direction in schools, 1991)
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Following the Report of the Committee of Enquiry
(Beazley, 1984), another committee was formed to report
upon "Disruptive Behaviour in Schools" (Louden, 1983).
This Report contained two references to pastoral care,
which embodied the notion of a "school-wide approach to
care and discipline” (Recommendation 3, p.22) and a
"school-wide system of caring" (Recommendation 4, p.Z24).

A supporting document, "Guidelines for School Discipline”

(Ministry of Education, 1988) required that details of the
school’s approach to pastoral care policy and to positive

classroom management should be provided.

These reforms were based upon concepts of: the
government as the principal client; devolution of decision
making; local flexibility and accountability; planning,
optimal use of resources and monitoring and evaluation of
outcomes (Whittaker, 198%9). These requirements were to
have direct implications for the operation of pastoral care
in Government schools. The implications, coupled with
changes stemming from the Government White Paper, "Managing
Change in the Public Sector" (Burke, 1986), which led to
reforms in administrative and organizational practice at
school and system level, were still being felt in the
system at the time of this research. According to
Whittaker (198%9) this changed environment led to the
lessening of hierarchical administrative structures and to
the increase in the use of human resource management
techniques.

The changes in the White Paper were specitied for
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schools in '"Better Schools in Western Australia” (Ministry
of Education, 1987), which made mandatory the formulation
of School Development Plans. Also included was a
requirement that not only should school policy be stated
and formulated as part of a "S8chool Development Plan", but
that "evaluation strategies to measure desired educational
goals and standards" should be documented (p.11). Lang
(1987, p.18) has commented that pastoral care "has no long
standing tradition of evaluation” and this lack of
evaluation strategies might be expected to pose problems in

the implementation of the Government requirement.

Disciplinary Concerns, Government Reports and
policies in Western Australia which mentioned pastoral care
also have laid stress on aspects of discipline in schools.
In the late 1980s a programme aimed at providing a
disciplinary framework in Western Australian Government
schools was introduced. This "Managing Student Behaviour"
programme was seen as a major system wide initiative,
(8zaday, 1989), with funding made available to aid its
implementation, and resources directed towards in-service
training for teachers in its use. The thrust of the
"Managing Student Behaviour" initiative was towards the
control of students. Hyde (1990, p.8 ) concluded that in
Western Australia "official thinking about ’caring’ is
similar to that which was evident some thirty years ago."

While Best (1988) had noted the duality of "care and
control", policies indicated that Western Australian

educational thinking, at least at system level, was heavily
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weighted towards the control side of such an equation.
Evidence (Bonjolo, 1991; Hyde, 19903 Watkins, 1992; Watson,
1990) supported Dynan’s (1980) assertion that pastoral care
structures in schools were not fulfilling their purpose in
providing care for all students. Following a conference
held in Perth in 1990, the Australian Association for
Pastoral Care in Education was formed in 19921. This
Association has provided a forum for educators, encouraging
debate on pastoral issues, principally in Western
Australia, but with growing interest in other States. The
Association has now linked with the National Association
for Pastoral Care in the United Kingdom, broadening the

exchange of ideas.

2.4 The Effects of Community Setting upon Pastoral
Care Provision

Community Influences in the United Kingdom

In the English educational system, Government policies
in the 1990s were focused on the delegation of
responsibility to schools and their communities for the

running of educational services (Choice and Diversity,

1992). The onus was being placed upon schools to be
accountable to parents, who then could choose which State
educational establishment they wished to have their
children educated in. Woods (1988), in discussing the

implications of moves to increase community control of
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schools, commented "there is often a sharp dichotomy
between views supportive of State provision (and aims of
equality) and views favouring markets or pseudo markets in
education (and the aims of consumer choice and caonsumer
sovereignty)." (p.331)

Sallis (1988) took this argument further by pointing
out that parental and community control of Government
schools might serve to blunt any community thrust for
higher standards of education and care in all Government
schools, as interest groups competed to get the maximum
resources for the school in their neighbourhood. The
arguments being voiced in the United Kingdom seem relevant,
as Government policies in Western Australia move towards
increased devolution of responsibilities to schools and to
their communities.

Community Issues in Western Australia

In Western Australia, community and Government concern
in 1990 over youth related matters led to the formation of
a Government Select Committee on Youth Affairs (Watkins,
1992). This Parliamentary Committee was set the task of
investigating factors which were held to place young people
"at risk" in the community. One major factor was
identified as "educational disadvantage". Following the
Committee’s Report (Watkins, 1992) there is a clear
expectation that schools in Western Australia may be asked
to respond with resource allocations to alleviate student
"at risk" factors within Government educational provision.

Pastoral care provisions in schools, logically, can be
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presumed to form a part of any strategies under review by
the present Government.

Current and persistent media reports in Western
Australia and in the United Kingdom suggested that schools
were experiencing increasing difficulty in providing care
and support for their students as pressures mounted with
economic recession and with the social consequences which
might be linked to this (The Scotsman, 29/7/92; The Sunday
Times (U.K.), 9/8/92; The West Australian,28/5/91).
Coinciding with these factors were reported cutbacks in
educational resources in Western Australia (The West
Australian, 25/7/91, 31/8/91).

Stresses to pastoral care in schools might arise if
pastoral demands outstripped the school’s resources to meet
pastoral needs (Hyde, 1990; Watson, 1990). Further
pressure might be placed upon school resources for pastoral
care by students seeking to repeat Year Twelve because of
decreasing employment opportunities and higher entry

gualification demands by tertiary institutions.

2.5 8chool Level Plans and Policles for Pastoral Cars

Plans and Policies in the 1970s

Prescriptive Solutions. In England during the 1970s,

innovative pastoral care concepts were proposed by Michael
Marland, who is regarded as the pioneer of pastoral care in
its present sense. Literature on pastoral care was
prescriptive, emphasising the implementation of procedures
in schools rather than analysing the methods used (Marland,

1974, 19803 McGuinness, 1982). This decade saw the
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development of a "conventional wisdom" of pastoral care
which "appealed to commonsense and an assumed consensus
about the ’goodness’ and desirability of pastoral care
conventionally conceived" (Best et al., 1980, p.20). The
caoncept was expected to enable teachers to guide their
students within the setting of positive teacher—-pupil
relationships.

Throughout the 1970s, research awareness of the
problems encountered by many students increased. For
example, Lang and Hyde (1987) cited praoblems of lack of
educational choice and of personal development, which
reflected the emphasis on organizational convenience at the
expense of the individual needs of the student body.

Developments in the 1980s

Critical examination. The development of pastoral

care then entered a phase centred upon the concept of
conventional critigue, in reaction to generalizations. As
part of this critique of accepted wisdom, Milner (1983,
p.39) wrote of pastaoral care practices "The only certain
beneficiaries of the system seem to be the teachers who
feel that they at least are trying to "do something.’"
Milner’s criticism took the view that pastoral care was
seen as an "antidote" to the segmented secondary
curriculum. At system level, there was seen to be a lack
of strong teacher-pupil relationships in the large
comprehensive schools, in contrast to what were perceived

as '"good" stable relationships in primary school
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classrooms. An earlier critical view expressed by Dooley
(1978) looked at the philosophical aspect of pastoral care
seen as a support for authority structures in schools.
These issues have remained dominant over the years and are
matters for concern still-—-particularly in the current
Western Australian context. The continued lack of
resolution appears to constrain developments both in the
broad context of pastoral care and in the local, Western
Australian, situation.

The concept of '"pastoralization” was introduced by
Williamson (1980), who contended that two levels of
pastoral care operated in schools. At one level, students
who accepted the school’s aims and ideals were supported.
At a second level, those students who found school
alienating were manipulated by the tutorial system to
accept that the fault lay with them. In the view of Best et
al. (1980, p.172), students who rejected the school and
what it stood for were contained and "processed" in
attempts either to influence them, or to force them to
accept "a system in which they were destined to be
failures."

Lang and Hyde (1987) proposed that, for the students
in the first category that Williamson (1980) described,
benefits from the educational system, for example career
openings, might outweigh disadvantages in school
attendarnce. Milner (1983) suggested that evidence of peer
group importance to this age group might influence choices

to attend school in order to be with friends, or to truant
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for the same reason.

In Western Australia in 1992, the first argument in
favour of positive attitudes to schooling is threatened by
increased youth unemployment which has lessened clear
career pathways through education. Outcomes in the second
case might also worsen if an increasing minority of
students become disaffected or disenchanted with the
educational process. A spread of disaffection through the
peer group could result. Given that there is evidence
already of school rejection and alienation in Western
Australia (Watkins, 1992) it seems possible that schools
will experience an increase in the second category of
students described by Williamson (1980).

Milner (1983) and Williamson (1980) expressed views
which suggested that harm was done by the separation of
intentions and outcomes in the provision of pastoral care.
Such dysfunctions in pastoral care, if they existed in
Western Australia, would aggravate problems of alienation,
rather than alleviate educational disadvantage.

Problems Encountered in the 1990s.

A call for analysis. Towards the end of the 1980s and

at the start of the 1990s, Marland (1988) and Lang (1992)
commented that further questions about problems schools
were encountering in the provision of pastoral care were as
vet unanswered by research. Lang (1992) suggested that in
the United States of America and in Canada there were
comparable difficulties in the implementation of a pastoral

curriculum in schools, which would be part of daily
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classroom practice. Marland (1988) considered that the
roles of the child, as pupil, student, and recipient of
information, were learnt behaviours and as such should be
taught as part of the school’s guidance programme. Marland
(1988) drew attention to the work of Carol Dweck in the
United States of America in regard to the research based
theory of motivation. Dweck and Bush (19746) studied the
concept of "learned helplessness” or the attribution of
failure in school—-age children to internal or external
causes, either to a lack of effort on his/her own part or
to a lack of ability, and demonstrated the gender
differences involved in such attributions. Dweck and Goetz
(1978) noted the variations in gender related response in
attributions when the evaluator was adult (male or female)
and when the evaluator was a peer (male or female) and the
possibility that such attributional behaviour might affect
the child’s social responses as well as academic responses.

The implications of the findings of this type of study
were, suggested Marland (1988), pertinent when pastoral
care strategies were dévised and when personal and social
education courses were being considered. From this
starting point Marland envisaged a pastoral curriculum
which was research based, using ideas generated by the type
of study carried out by Dweck. Figure 1 shows a proposed
pastoral curriculum (Marland, 1980). Marland suggested
that the pastoral area of schooling can be sub-divided into
sections which relate, at student level, to personal,

social, and educational matters. Each section has its own
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curricular components which are inter-related and which
would 1i~nk with academic curricula. Studies related to
adolescent development demonstrate the normal processes
which can make adolescent behaviour - patterns seem
contradictory and overwhelming in their diversity (Kaplan,

1984, p.27). The four models in needs assessment guoted by

Trimby (197%9), or the means of increasing student

PERSONAL.... EDUCATIONAL..

1. The school 2s 2n organization.

2. Study skills = :

3, Subject choice

4. The examination system,

S.Exzmination entry: administrative
arTangements,

6. Other educationaj 2gencics outside school.’

7. Newspapers, muscums, magazines,
broadcasting. :

8. The sharing of educational experiences in
the tutor group. .

9. Help pupils make use of the feedback on

their performance at school.

. The Self: emperament.personality, needs.

2. How 10 assess, undersiand & cope with
physical & emouonal well-being.

3. The individual in relation 10 family,
ncighbours, fricnds.growing up.

4. Getting on with people, skills &
¢ alitudes.

S. Rights & obligations as an sdolescent.

6. Choice & Choosing.

7. Using the facilities 2nd services which

socicty offcrs. .

8. The personzl conventions of society.
"9 .Charity, understanding.
10.Recreation, hobbies, using
ime, opportunites.

YOCATIONAL..

1. Scif-awarcness
2, Opportunity awareness.

3. Decision-making.

4. Transition 1o life after school

Figure 1. A Pastoral Curriculum (Marland, 1980)
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achievement through staff development activities aimed at
improving the school’s social environment, suggested by
Joyce and Showers (1988), might be utilised as part of
preparation for a pastoral curriculum in Western Australia.
Structural suggestions for the development of such a
curriculum made by Fincham (1987) and ideas for developing
parental involvement or lessening what the authors have
described as "parental intimidation" at school level
(Murphy, 1990; Pettit, 1980) could also be incorporated.

In 1988, Best proposed that the relationship between care
and control should be seen as complementary and not
conflicting, in a balanced equation. Best (1988) then
suggested that a relationship within the school system
should exist which combined curriculum, casework and
community needs. The paper, which looked at teacher
training in pastoral care in England, found pre—-service
training almost non-existent and in-service provision "at
best patchy" (Best, 1988, p.19). At a seminar in Perth
Western Australia in 1992, Best developed this theme. The
student was seen as functioning in school in the roles of
child, pupil, and citizen. Each of these roles has
attributes associated with them, attributes which must be
taken into account when the school plans programmes for its
students. The relationships illustrated in Figure 2, which
are established between the students’ roles and needs are
combined to form a total learning experience. Facilitating
these plans and crucial to the relationships is the

school’s understanding of the needs of the school staff,



CABEWORK CURRICULUM

Neads of the Needs of the

Child Pupil \
/ « BOcurity opportunities to
+» warmth + acqulire concapts \
| « guidance . learn facts
+ patience « develop skllls .\
I « love « examine attitudes
» Ssupport « sxplore balisfa
\ . direction + raflect on fesllings l
etc. atc. I
\
\ COMMUNITY /

Needs of the

Citlzen

. orderly anvironmant

« rules, sanctlione

. opportunities to
participate

. foelings of
belonging

. mutual concerns

atc.

‘Facllitates Educating the whole
. . — psrson sntalls

meating the needs
of tha Individual
in all three rolss.

MANAGEMENT

Neads of the Staff

+ leaadarship
« training

. appraisal

. appraciation
.. rasourcss

. inspiration
atc,

Figure 2. Three aspects of the role of student. (Best,

1992)

with staff training being listed as a major requirement.
An emphasis on schools as organizations meant that

the focus of pastoral process in the schools swung from

consideration of the needs (educational, social,

behavioural and emotional) of the school’s students to
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the use of this process in serving the administrative,

adult perceived, reguirements of the school as an
organization within an educational system. The resultant
dysfunction in pastoral provision persists and is reflected
in research both in the United Kingdom and in Western
Australia (Best, 19883 Dynan, 1980; Hyde, 1990; Watson,
1990).

Organizational Structures for Pastoral Care Provision

According to Ribbins and Best (1983), a model for
school organization could be seen as having four
interrelated facets; disciplinary/order, welfare/ pastoral,
academic/ curricular, and administrative/ organizational.
"Pastoral Care: A New Focus" (Ministry of Education,
Singapore, 1990) made a similar case in referring to to the
need for each facet of school organization to be planned in
relation to all the others.

Organizational structures for pastoral care in the
United Kingdom and in Western Australia were based upon the
system which originated in English Public Schools, with
House or Year divisions, sub—-divided into Form Groups
(Dettman, 1972; Lang, 1984). The delivery of pastoral care
was through the roles of House Leaders and through Form
Teachers or Tutors, each with responsibility for a group of
students.

The original Church controlled schools in the United
Kingdom would exemplify the type of educational provision

in which the use of the word pastoral could have religious
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connotations. Watson (1990, p. 50) contended that
"religious schools in the past have influenced the present
perception of the term Pastoral Care." Dooley (1978) noted
that "the idea of the pastor is importantly grounded in
religious experience.” (p.182). The use of the term
pastoral as a term of description supports the idea of such
a relationship. The duality of the notion of the pastor
figure was also explored by Dooley (1978, p.184). The
pastor was equated either with the caring father, or to the
authority figure who commanded and led those in his charge.
Dooley noted, with reference to the school situation, that
the use of the term "pastor" in relation to an
authoritative structure might indicate that the second
interpretation was favoured and that the choice of
language was deliberate.

In Western Australia, The Report of the Committee on
Discipline in Secondary Schools (Dettman, 1972,)
foreshadowed the decentralization of large school campuses,
leading to the "development of autonomous instructional
units within the school." (p.192). lLovegrove, Wilson,
Teasdale, and Jackson (1982) recorded that one Western
Australian Government Senior High School was divided into a
series of sub-schools. The rationale for this change was
given under two main headings, one that the structure would
overcome the "depersonalising effects of large
institutions" and the second that greater educational
choice could be offered through sub-schools (Lovegrove et

al. 1982, pp.1-4).
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The Western Australian example traced the adaptation
of school structures from a single unit, through the
development of a pilot sub-school project, to the complete
reorganization of the school into three junior sub-schools
and one senior sub-school. This structure was adopted to
offer opportunities for improved relationships between
students, and between staff and students within a much
smaller educational unit, while benefiting from the
facilities offered as part of a large schoocl campus. The
study carried out by Lovegrove et al. (1982) would appear
to support outcomes of high staff levels of commitment
and student ownership in respect of the sub-school which
they observed.

Roles in Pastoral Care

Lang and Hyde (1987) noted that, in schools in
England, since management and the control of students were
seen to be of paramount importance, pastoral care roles
were taken up with organizational concerns, discipline, and
administrative procedures. The amalgamation of Grammar and
Secondary Modern schools into comprehensive schools in that
country alsc had staffing implications. Teachers in
Secondary Modern schools often lacked the academic
gualifications needed to teach the Upper Forms in the new
comprehensive schools. Senior academic posts were filled
by staff with Grammar schoocl teaching experience, but not
necessarily teaching qualifications. Those who had held
promotional peositions in the secondary Modern schools often

were utilised in pastoral care roles, dealing with
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the welfare of the less academic children in a system which
was, by tradition, reactive to social and academic
problems.

Lang and Hyde (1987, p.4) suggested that the basis for
the low esteem in which pastoral care appeared to be held
at this time lay, to some considerable extent, in the
allocation of roles based upon academic gualifications, and
the complete absence of any formal training for the roles
in the large comprehensive schools. Lang (1991) further
noted that Her Majesty’s Inspectorate in England in 1982
reported that fifty four per cent of teachers believed that
they were not well prepared for pastoral duties.

Marland (1988), in relation to this lack of
training, suggested that among the unanswered questions
pertaining to pastoral care were concerns as to the
gualifications pastoral team leaders held, and as to how an
untrained group of tutors, with career imperatives
elsewhere within their subject departments, could be led as
part of a pastoral team?

The nature of roles for teachers in pastoral care in
England, in the view of Lang (19%1), Lang and Hyde (1987),
and Marland (1988), had been delineated as a response to
organizational priorities. Teachers in key pastoral roles
were offered little or no training for the task. The
concept appeared to be held in low esteem by those in a
position to appoint staff, and this lack of status may have
led to a down—-grading of the value of pastoral work in the

eyes of the main body of teachers in schools. In Scotland,
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the special circumstances surrounding the decision to
promote staff in Guidance departments might have lessened
these perceptions but gave rise to other stresses, in that
classroom teachers were answerable to Principal Teachers of
Guidance.

In Western Australia the importance of the role of
teachers in pastoral care provision was recognized by Nott
(1979) when he advocated that this should be acknowledged
in the promotion structures of teachers. This
recommendation made by Nott has received, to date, only the
barest official recognition.

In 1980, a joint research project, "Do Schools Care?"
(Dynan, 1980) was funded by the Education Department of
Western Australia and the Western Australian College of
Advanced Education. The study, in investigating the views
of teachers, revealed an uncertainty and diffidence about
staff ability to carry out pastoral roles. More recent
views expressed by staff in an Independent Anglican school
in Western Australia echo this lack of confidence at staff
level, a lack attributed to the absence of training for

pastoral care duties (Crane, 1991).

2.6 The Delivery of Pastoral Care in Schools

Any separation of intentions and outcomes for pastoral
care at a school level must affect delivery of care to its
students (Best, 1988; Dynan, 1980; Milner, 1983;
Williamson, 1980). In England, Milner (1983) contended

that, while "counselling” was offered by schools as a
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remedy for student needs, the perceptions of such needs
were arrived at without any consultation with the students
invalved. An investigation into student perceptions might
have identified concerns that were very different, related
maore to peer groups rather than to teacher-pupil
relationships (Milper, 1983). Lang (1987) reinfoarced
Milner’s stance in noting haw little attention has been
given at system and at school level to the standpoint of
students, as consumers of pastaoral care. Watkins (1983)
referred to the "ghettoization" of pastaoral care provision,
which marginalised the service aon the perimeters of school
activity, while Lang (1983, p.8) spoke of a notion of
pastoral "fantasy", characterised '"by the situatiaon where a
school begins to make statements which at best reflect
ideals as reflections of reality.”

In Western Australia, the study "Dao Schoaols Care?"
(Dynan, 1980) examined the responses to a gquestionnaire
survey of students on issues of student acceptance ar
rejection aof the schools’” educational and pastoral care
provisions, and canvassed the views of teaching staff. The
study (Dynan, 1980) brought faorth findings which showed
that, faor a significant minority of students, school was an
alienating experience. This alienatian could be attributed
to ineffective pastoral care proavision. Dynan (1980)
concluded that evidence from both teachers and students
showed that pastaral structures were seen at student level

as ineffective and at staff level as threatening. Schools
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perceived pastoral care as a factor in the smooth running
o+ the school rather than as a programme to help students
achieve their full potential. Dynan’s (1980) report had
little or no impact upon the practice of pastoral care in
Western Australia. The present researcher was given the
opinion by one informant that this was due to personalities
within the Education Department’s Research Branch, who
considered the research to have been ill-founded.

A comparison with the findings of the Select Committee
Youth Affairs (Watkins, 1992) suggests, however, that the
alienation identified by Dynan in a percentage of students
remains and has been confirmed some twelve years later. A
more positive response to Dynan’s (19280) findings in the
intervening years might have lessened the problems which

led to the setting up of the Select Committee.

2.7 Issues Arising from Research into Pastoral Care in
Western Australia.

Other research projects in Western Australia which
involved pastoral issues have met with a lack of attention
similar to that afforded to "Do Schools Care?" (Dynan,
1980). Deschamp, Harris, and Robson (1983) undertook a
study based upon "Pastoral care programmes for able
disadvantaged students" for the Research Branch of the
Education Department. This was followed by an
investigation into "The Roles of Chaplains in Government
secondary schools." (Hyde, 1984). In 1985 Hyde and Robson
collaborated in an inquiry into "Student suspensions from

school.” The latter projects were also parts of the
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programme of the Research Branch of the Education
Department.

Three further research projects (Crane, 1991; Hyde,
1990; Watson, 1990) which dealt with pastoral issues were
completed in 1990 and in 1991. The first (Watson, 1990)
was part of an initiative in 1988 by the State School
Teachers’ Union which funded a research project to
investigate pastoral care in schools. The study, entitled
"Factors that impinge upon the implementation of a
formally structured pastoral care programme in a Government
school."”, examined the pastoral care needs of students in a
Government primary school set in a low socio-economic area.
Watson (1990) noted the psychometric approach in Ministry
of Education policies, as opposed to the "whole school
approach" suggested by Louden (198%5). Also recorded were
two levels of pastoral care, similar to those described by
Williamson (1980): one a general provision which was
directed at those students who were coping well with
school; a second, directed towards students experiencing
crises and manifesting behavioural symptoms associated with
those circumstances. The second crises-reactive level
involved primarily specialist professionals.

Watson (1990) found that, in the school concerned,
resentment by teachers of specialist staff was evident.
The role of specialists as experts was said to threaten
the professional standing of teaching staff and to diminish
the importance of their role. Liaison between the school

and outside caring agencies was seen as tenuous and ill-
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defined. Findings stressed the importance of the support
of the school Principal for changes and the importance of
teaching and non—-teaching staff commitment to the project.
A "whole school approach'" to pastoral care also required
adequate levels of staffing and co-operation from external
agencies, parents and the school community. The impetus
for the changes brought about in the school during the
course of this project {(Watson, 1990) lapsed when the
project researcher’s help was withdrawn. The issue of the
effect on pastoral care programmes of the movement of staff
and the re—allocation of resources is raised by the
discontinuation of practices introduced during this study.

A further research project, (Crane, 19%1), toock the
form of a case-study based in an independent Anglican
Community school. The study centred around the attitudes
of students in the school to their relationships with
others and their perceptions of the school as a caring
enviraonment. Crane’s (19%91) findings showed that teachers
commonly believed that they were aware of student needs.
This knowledge, however, was not sufficient to guarantee
that such identified needs were being met. Mechanisms had
to be in place at school level in formal policies and plans
ftor pastoral care if student needs were to be addressed in
a systematic manner.

The points raised by Crane (1991) in relation to an
analysis of the needs of students, for example in relation
to their developmental age, contrast with a viewpoint which

sees pastoral care as a general, naon-specific area



63
concerned with student welfare. Such an analytical
approach would, however, demand resources of time and
training for teaching staf+.

The studies undertaken by Watson (1990) and Crane
(1991) were subject to limitations in generalizability.
Factaors which influenced the primary setting would not
necessarily be applicable within the Government
secondary education system. The setting of Crane’s (1991)
study contrasted with many provisions in the State school
system. The background of the students would not reflect
the range within society which Government schools would
encounter and mandataory regulations in place in the
Government system would not apply to the independent
school.

Finally, a pilot study in 1990 by Hyde, "The nature
and extent of pastoral care in Western Australian
schools.", was set against a background of reports from
participants in in—service courses at the Australian Centre
for Education and Training (now part of Edith Cowan
University) and from the call from a symposium of the
Singapore Educational Administratiaon Society in 1989 that
"the realities of pastoral care in schools should be
investigated".

The research surveyed key personnel in farty—-one
Government and non—-bGovernment primary and secondary

schools. Similarities between the schools studied were
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revealed as: (a) a lack of clarity in definitions of the
concept of pastoral care; (b) a lack of clarity in policies
for pastoral carej; (c) a crisis driven response to pastoral
care rather than crisis preventing strategies; (d) a lack
of school personnel with formal pastoral care training.
(Hyde, 1990)

Differences reflected the size of schocl, perceptions
of key personnel, alloccation of resources and the levels of
demand produced by student problems (Hyde, 1990, p.1).

H

Hyde's findings concluded that where specific pastoral
care provisions are made these may be described as
extensive and resocurce intensive " (1990, p.3). In such
schocls dedication and commitment by staff was high. A
majority of schools (n=33) did not cite definitions of the
term pastoral care and more than half (n=22) appeared to
have no related policies (Hyde, 1990, p.30). The research
suggested a co-relationship between larger schools and
socio—-economic setting with the demands made by student
problems. 8uch schools tended to have crises-respondent
pastoral care policies. Links between the schools and
external support agencies appeared tenuous and ill-defined
in most cases. In some schools, the demands of a minority
of students and parents consumed the majority of the
school’s pastoral care resocurces.

The pastoral systems of schools in the study seemed to
depend largely upon the goodwill, dedication, and hard work

of committed staff members. A well defined weakness in

pastoral care systems was the lack of pre-service and in-
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service training for teaching staf¥f. This led to a degree
of stress for staff faced with demands which they were 111-
prepared to meet. The service which the staff offered in
pastoral care also met with little official recognition
(Hyde, 19%0).

These issues support the lack of training reported by
Crane, 19913 and Watson, 1%2%90. Findings on demands made in
relation to socio-economic setting were alsoc noted by
Watson, 1990. The pilot study concluded by making a case
for research to be carried out into the precise situations
prevailing in various sectors of the education system in
Western Australia.

Summary

The Review of Literature showed that the concept of
pastoral care provision was acknowledged in educational
policies and plans, organizational structures and resource
allocations. No concise and widely agreed upon definition
of the concept was in place. Dysfunctions in planned
provision had been documented, both in the United Kingdom
and in Western Australia. In Chapter Three specific
factors which were expected to influence pastoral care
provision in Western Australian Government secondary

schools are examined.
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Chapter 3
SBELECTED CONTEXTUAL INFLUENCES

Qvarview

In this chapter, contextual factors which could be
expected to affect pastoral care provisions in Western
Australian Government secondary schools directly are
examined in detail. The recent background to current
educational changes is discussed, along with issues
relating to pastoral care which have arisen from the
implementation of these reforms. The major area of current
community concern for students identified as being "at
risk" (Watkinsg, 1992) is discussed in some detail. Issues
which have a basis in the concerns of teaching staff and

which affect pastoral care delivery are commented on also.

3.1 Current Educational Reforms in Westaern Australian
Government 8chools

Significant administrative, organizational and
curriculum changes have taken place in the Western
Australian Government education system over the past six
years. The Committee of Enquiry into Education, (Beazley,
19B4) was established to review all aspects of education in
Western Australia. The Committee made two hundred and
seventy three recommendations of which eleven related to
the pastoral care of students. The Committee’s terms of
reference dealt, amongst other matters, with the provision
of resources in schools for students disadvantaged by
factors relating to home background. The Committee

(Beazley, 1984) accepted completely the recommendations
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about pastoral care made by two earlier committees. These
were established early in 1982 by the Director—-General of
Education to examine pastoral care provisions in schools
(Pougher, 1982) and to lay down guiding principles for the

delivery of pastoral care (Pearson, 1982). The definition

of "a caring school environment" formulated by the first of
those committees (Pougher, 1982) was accepted as
appropriate for Western Australian Government schools.

Following the Report of the Committee of Enquiry
(Beazley, 1984), a further Committee was set up in 1985 to
examine disruptive behaviour in schools (Louden, 1985). An
outcome of the Report of this Committee (Louden, 19835) was
to introduce the concept of a "whole school approach" to
pastoral care provision. A second outcome led, through the
Ministry of Education Guidelines (1988), to the mandatory
requirement that "a school policy should provide details of
the school’s approach to pastoral care and positive
classroom management" (p.2).

Better Schools in Western Australia (1987). In 1987,

the Ministry of Education brought forward a programme of
changes to Government schools to speed up the reforms
proposed by the Committee of Enquiry (Beazley, 1984). The
changes affected school organization in that schools were
to become self-determining, to have community involvement
with school decision making through "School Based Decision
Making Groups", to have responsibility for school budgets
and to be more accountable for outcomes (Better Schools,

1987, p.7). Measures were put in place to stabilise school
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staffing. Each school was made responsible for the
production of a School Development Plan which was required
to contain details of programmes in each school along with
the ways in which such programmes would be resourced,
implemented and evaluated (Better Schools, 1987, p.i1).

The changes proposed in the paper were required by
Government to be implemented rapidly by schools in the
aystem.

Following from the Better Schools programme (Ministry
of Education, 1987), the Ministry of Education issued four
policy documents which set out guidelines on School
Decision Making (1990); for School Financial Planning and
Management (1991)3 on School Accountability (1991)3; and for
the formation of School Development Plans (1989). Pastoral
care was mentioned once as an area of curriculum
development in these documents, as part of the
responsibility of School Decision Making Groups to decide
upon priorities (or strategic issues) for the school

(School Decision Making, 1990, p.6&6).

The area of financial planning made allowance for
resources to be allocated to priorities after the school’s

purpose had been clarified and its past performance had

been reviewed (School Financial Planning and Management,
1991, p.3). The extent of the achievement of that purpose
was to be determined through set performance indicators,

which would require to be included in the monitoring plan
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section of the School Development Plan (School

Accountability, p.3). The guidelines for School

Development Plang (p.&) discussed the elements of the
planning cycle, such as the analysis of data and strategic
planning, required to allow School Decision Making Groups
to establish priorities. In each of the policy statements
the role of the School Principal was defined, along with

the roles of other participants in School Decision Making.

3.2 Implications of the S8ystem Level Reforms

The main thrust of the reforms which followed the
Report of the Committee of Enquiry (Beazley, 1984) was
directed towards giving schools greater autonomy for self-
determination, school-based decision making,
collaborative school management, some curviculum reforms,
and a responsibility to be accountable both to the central
body and to the local community (Better Schools, 1987;

Policy and Buidelines, 1989, 1990, 1991). The changes

were required to be implemented by schools at a rapid pace
and, as a response to this pace of implementation,
Government school teachers took industrial action in 1989.
The issues of school-—-based decision making and self-
determination for schools, community participation and
local accountability have implications for the planning,
design, and implementation of formal pastoral care policies
in schools. School priorities would be fixed at school
level, with resource distribution dependent upon those

priorities. The results of these decisions would require
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to be justified as part of the school’s duty of
accountability. Pastoral care policies, if these were
included in the school’s Development Plan, had to be
evaluated so that outcomes were quantifiable. The concept
of "a whole school approach" to pastoral care provision in
schools (Louden, 1985) might be in conflict with
psychometric strategies adopted by the Ministry of
Education in terms of its Guidance Officer programme, which
were primarily structured to react to student crises. The
acceptance of the definition of "a caring school
environment" (Pougher, 1982) also had implications for the
type of policies which could be implemented if the aims of
this definition were to be met.

In 1987, the Unit Curriculum was introduced in Western
Australian Government secondary schools with a range of
core and optional subject choices. At the same time, the
Federal Government was proposing further curricular changes
as part of the adoption of a "National Curriculum".

Reforms were proposed which related to increasing the
retention rates of students to Year 12 and into further
education, and to the introduction of "competencies" as a
means of assessing student educational standards (Finn,
19913 Mayer, 1992). The system—-wide and proposed national
changes were leading to disquiet and apprehension among
teachers, as schools’ tried to adapt procedures over a
short time span. Resistance was also being shown to
Federal proposals by State Ministers of Education, meeting

with the Federal Minister of Education on the first and
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second of July, 1993. The outcome of this meeting seems,
at the time of this study, to have set back Federal
Gover nment Plans to implement educational change, but the

uncertainty of future outcomes within the system remains.

3.3 Community Issues

In 1990 the Western Australian Parliament made the
decision to form a Parliamentary Select Committee to
examine the problems facing children and young people
(Watkins, 1992). Among the terms of reference was the
remit to determine criteria by which children and young
persons could be identified as being "at risk” from various
factors in their environment, including educational
factors.

The Report of the Select Committee on Youth Affairs
was published in 1992 (Watkins, 1992). Section 5 dealt
with educational issues and in this section the importance
Oof educational equity was stressed. The Committee found
"compelling evidence of social alienation occurring
simultaneously with failure in the education system."
(Watkins, 1992, p.55). As part of the response to this
finding the Committee suggested that " all schools should
include the needs of disadvantaged students as key
components of their school development plans and devise
local responses consistent with central objectives."
(Watkins, 1992, p.5&)

The Committee identified "at risk" factors for
children and young people, one of which was educational

disadvantage. Data from the Secondary Education
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Authority for 1990 showed "a drop out rate of nearly 20%

between Years 10 and 11 both for male and female students"”

(Watkins, 1992, p.57). Identified as partial causes for

such rates were transience, failure in educational

programmes, and mistrust of institutionalised educational
systems. On the issue of classroom disruption the

Committee pointed to a hard core of students who caused

major behavioural problems and who, despite being small in

number could exhaust the school’s ability to cope.

Evidence provided to the Committee by a wide variety of

academic and community groups was, however, critical of

present disciplinary structures and suspension practices
and indicated that present school strategies had an adverse
affect on "at risk" youth, with suspension and expulsion
breaking the last tenuous links between the student and the
school system. The Committee (Watkins, 1992) made eight
recommendations in the area of Education. Three of those
recommendations relate to the present study:

a. That the Ministry of Education and Youth Services
develop programs to accommodate the needs of
students suspended and expelled from school and
for non—-school attenders. ( Recommendation 43 )

b. That the Ministry of Education and Youth Services
establish a central tracking mechanism for non-
school attenders including chronic truants.

( Recommendation 44 )

c. That the State Government negotiate with the
Commonwealth for a rationalization of
Commonweal th funded programs for disadvantaged
and "at risk’ youth in order to maximise the
flexibility of such programs while retaining
their accountability and minimising the

administrative burdens required of them.
{ Recommendation 45 )
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In addition to these recommendations, in the view of
the Committee "The division between education and welfare
issues in the lives of these young people does not easily
correspond to divisiong within bureaucracies." (Watkins,
1992, p.63)

From this, the Committee concluded that full
responsibility for the provision of educational programmes
should rest with the Ministry of Education. This
conclusion, if adopted, should affect the provisions made
by schools for pastoral care in view of changes to
programmes relating to welfare issues.

The Report of the Select Committee on Youth Affairs
(Watkins, 1992, Appendix 1) set out the indicators proposed
by the Ministry of Education in Western Australia which
would identify potential students "at risk". Table 4
lists these factors, which are organized under three
headings: educationalj behavioural; and situational
indicators. The list is geared to the identification of
students who, for various reasons, are failing within the
educational system. For a proportion of students, multiple
factors from the three headings may be in place, which
would increase the likelihood of alienation from school
(for example, academic failure being compounded by low sel+f
esteem, leading to disruption and suspension). While these
students certainly may be seen as being '"at risk", to focus
solely upon their needs would be to ignore other areas of
pastaoral concern (Watkins, 1983), and the needs of other

students within the school.
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Table 4

Indicators issued by the Ministry of Education

of ootenfial students "at risk". (Watkins, 1992,

Appendix 1)

1 Educational Indicators

under achievers .. .
students who are not coping with the classroom situation in Year 1 .
students who cannot cope with secondary school classroom situation |
studeats who have difficulty understanding content in text reading
students requiring additonal educational support . .
academically less able/not special education students
students who cannot cope with Years 8 and 9 work
" students who do not have the grades 10 get into TAFE, trainceships -
apprenticeships and other formal training options * B
* students with poor literacy and numeracy skills -

LA A B AR B BN N

12, Behavioural Indicators

truanting

emotonally disturbed

disaffected ..

disrupdve behaviour ST
potendal for self-harm .

. andsocial behaviour

violent behaviour .

rejection of teacher support

isolated student - .
juvenile offending

vandalism

arson

drug abuse
rejecting parental support

low self esteem

fack of social skills

r communication skills
ack of inidadve
Poor motvation

R R R R R R R

B." ° Situational Indicators

students who are suspended

expelled

in time-out rooms

incarcerated

insdtudonalised (welfarc)

unemployed

homeless

socially disadvantaged

family breakdown

students from transient families/broken schooling
living in isolated and rural areas

stadents who leave the system from nonstandard exit points
suicidal students )
abused children

poorer socioeconomic families

LI B B A A R

The danger may.be that systemfand school attention will
concentrate on the lower socio—-economic area of the social
spectrum with policies which are reactive to community,
social and political pressures which are focussed upon

antisocial behaviour. Case-work strategies
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in response to student problems would be promoted at the
expense of preventative programmes involving the
development of a pastoral curriculum. Schools with
catchment areas in an upper socio—-economic strict might be
excused for believing that pastoral care did not warrant
great priority for their students, since the idea of a
pastoral curriculum was not supported overtly at system

level.

3.4 Teacher Related Issues

In 1988, at their annual conference, the State School
Teachers’® Union adopted pastoral care as a priority. This
led to a campaign to promote teacher awareness and to the
funding of a research project (Watson, 1990). The project
faltered as teacher discontent and misgivings about the
pace with which the changes set out in "Better Schools"”
(1987) were expected to be implemented by schools led to
strike action being instituted in 1989 for the first time
in fifty years.

The Western Australian College of Advanced Education
(now Edith Cowan University) during 1988 and 1991 had
instituted in—-service training courses in pastoral care in
an attempt to reduce a training deficit. Data from
students attending these courses was incorporated by Hyde
(1990) in a pilot study of pastoral care provisions in

forty—-one Government and non-Governnment schools. The data
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showed that "of 149 participants in seven pastoral care in-
service courses ... only nine had ever read a major work on
the topic and only one knew of the existence of the journal
"Pastoral Care in Education". " (Hyde, 1990, p.3). This
author reported to the present researcher that, by 1992,
demand for these courses had lessened to the point where
they were no longer offered by the institution.

In 19921 the Australian Association for Pastoral Care
in Education was formed in response to a recommendation
from the international conference "Pastoral Care-—-A Whole
School Responsibility”" held in Perth, Western Australia in
April, 1990. Recommendations from the conference also
supported: The development of discussion on the care
components of pastoral care in schools; the need for urgent
research in the provision and resourcing of pastoral care
programmes in schools at international level; the
development of a curriculum framework for pastoral care...
as a major priority area; and the urgent need for funding
of in—service programmes far training teachers involved in
pastoral care and career guidance activities.

Pastoral care was defined in the Association’s
Constitution as "... a whole school approach which supports
the planned acquisition by both primary and secondary
students of skills, attitudes and values to enable the

individual to relate effectively and become self-directed."
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The Association has produced monthly newsletters and
has attached monographs dealing with pastoral care
discussion for the intormation of members. In 1992 the
Association held a one day seminar in Perth designed to
"explore current and relevant issues related to Pastoral
Care in schools." 0Over one hundred representatives from
the Primary, Secondary and Tertiary spheres of education
in Western Australia attended this seminar. Infaormation
was exchanged on exemplary pastoral care programmes in two
Government Senior High 8S8chools and one Independent
Secondary 8chool in Western Australia. The researcher was
present, both as a member of the Australian Association for
Pastoral Care in Education and as an observer in the course
of the present study.
Summary

The contextual influences set out in this chapter
directly affected pastoral care provision. While the
concept was mentioned in official policies, the attention
given was scant. Emphasis had, however, been placed upon
student behavioural managment and upon a psychometric
approach to pastoral care provision with crises-reactive
pastoral strategies. Community and Government attention
has centred on the effects of truancy and juvenile crime
and upon the identification of and responsibility for
students "at risk". Chapter Four sets out a conceptual

framework for the present study.
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Chapter 4

THE INITIAL CONCEPTUAL FRAMEWORK

Overview

This chapter describes the conceptual framework for
the research. The framework was developed in order to
guide the study in the formulation of precise research
guestions, definition of the unit(s) of analysis, frames of
reference and hence the research paradigm, the research
mode, and the delimitations of the study. In addition, the
conceptual framework assisted in the selection of data

collection and analysis procedures.

4.1 Purposes of the Initial Concaptual Framework.

The present research examines the formal plans and
structures for the delivery of pastoral care in the five
participant schools. To formulate the design for the study
an initial framework was required and is set out in Figure
3. The framework would provide direction so that the unit
or units of analysis could be defined in order to identify
specific frames of reference. From these parameters
decisions were made about the choice of research paradigm
and choice of research mode. When these factors had been
set in place the delimitations of the study were decided
upon. This direction was possible when the "known" and
"assumed" or "presupposed" factors that, on the basis of
existing evidence, related to the research focus were
assembled in some coherent framework which illustrated
relationships and, possibly, the importance of these

relationships.
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EXTERNAL, FRAME OF REFERENCE . Theory

; 'Federal Government ‘Research
State Government X .
Legislation Eegisiatlon FPastoral Care Associations
Reports ?Engns
Funding unding

Ministry of Education

E'F'FECtS O'F F’Ol iC iES, . : /’ THE SCHCOL - .
Flans and Frogrammes > -~ e o ; . . € Teachers
CASE STUD Formal Comggnznss of . .
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District Level ] , .'thg Schobl as an Orpanization, Organization. . F‘asi.'.cni'al l:lEEgS . I
-—4——> ) . . aining in Pastora
Support \ Training
I / . School Development Flans. Care
— .
f -
I / _ // . _Formal Administration.
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—e I Ethos, Philosophy. . . - . .",Folicies
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M ~ Y
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Farents \ .
Family Circumstances External Support

Economic'Factors Agencies
Expectations
Support
Demands

7 .
Fastoral Needs

Figure 3 The initial conceptual framework
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4,2 The Initial Conceptual Framework

The research was planned to take place in five Western
Australian Government secondary schools. Each school in
the project was regarded as a bounded case. In Chapter 3,
the definition of such a case is set out (Adelman, Jenkins,
and Kemmis, 1976). The assumption was made that, as the
study progressed the boundary of each case would "appear
increasingly permeable" (Adelman, Jenkins, and Kemmis,
1976, p.142), to take account of factors in the history of
pastoral care provision, system policies and plans,
community influences, and the areas within each school
which surrounded and related to pastoral care provision.

The assumptions upon which the initial conceptual
framework was based were founded both in the literature
dealing with pastoral care, and the contexts within which
pastoral care provision was presumed to be set. These
contexts were both external to the schools, in the
educational system and the community, and within the
schools themselves, in administrative and organizational
plans and structures, and in the ethos and mission of the
school. The expectation was that, as the study progressed,
the view taken in the initial conceptual framework
regarding the importance of the influence of various
contextual factors would change as data emerged. The

effects of relationships within the initial conceptual
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framework were also expected to be revised as the
significance of such relationships was clarified. Chapter
Seven of this study deals with a revised conceptual
framework, made possible in light of the research findings.

The definition of pastoral care adopted in this study
(Ribbins and Best, 1985) proposed pastoral care as one of
four areas within the school, the others being
administration and organization; academic and curriculum;
and discipline and order. These areas were expected to be
present and identifiable in each of the five schools, and
to be linked as parts of the school programme. As a part
of the initial conceptual framework, it was proposed that
any investigation of the area of pastoral care provision
needed to take into account three inter-related aspects:
(a) The plans, policies and structures from the education
system level, coupled with community influences, which
directly affected the area; (b) the administrative plans,
policies and the organizational structures, resource
allocations, and roles in pastoral care which defined the
provision in each school; and (c) the ongoing process of
pastoral care delivery, which was influenced and
constrained by actions and events taking place in the
external and the within-school contexts.

To examine these three aspects a three level framework

was adopted, conceived as the levels of "the setting",
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"the scene'", and "the scenario". The level of '"the
setting", dealing with contextual factors in system
plans and policies and with community influences on the
schools, was seen as a background to pastoral care
provision. The level of "the scene" was conceptualized as
a stage upon which the action of pastoral ca}e delivery was
played out; the stage of school level plans, policies,
organizational structures, resource allocation, and the
allocation of roles in pastoral care. The action level of
“the scenario” was envisaged as reflecting changing
delivery of pastoral care provision as an ongoing process
throughout the period of the study, ard the outcomes of
that delivery. The changes reflected, to a greater or
lesser extent, the effects of decisions and influences in
the levels of "the setting"” and "the scene'", all of which
were themselves "intertwined" (Guba and Lircoln, 1982,
p.242) with the action of pastoral care delivery. Figure
4 illustrates the levels of "the setting'", '"the scene" and
"the scenario” along with the sub-sections into which each
level was divided.

At the level of "the setting", the review of
literature had suggested that pastoral care provision would
be affected by education system policies, for example by
decisions to reorganise schools as in the United Kingdom,
to introduce "Guidance" systems as in Scotland, and by
policy requirements such as the Better Schools programme

(1987) in Western Australia. The literature reviewed also
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THE SETTING _
SYSTEM EFFECTS COMMUNITY INFLUENCES
Effects of plans, policies, Influences of community
attitudes and perceptions concerns and community setting
THE SCENE
ADMINISTRATION ORGANISATION ™
Plans, policies, definitions, Structures, resources, roles,
concepts and boundaries responsibilities and evaluations

4

THE SCENARIO

INTERVENTIONS Changes to policies, plans, structures,
resources and roles

OUTCOMES For the delivery of pastoral care
Figure 4. The levels of "the setting", "the scene", and

"the scenario”.

pointed to influences from the community in which the
school was set, for example community concerns as expressed
through Government Committees in Western Australia

(Watkins, 1992) and the effects of socio—-economic setting

on pastoral care demands (Hyde, 1990; Watson, 1990).
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In the initial conceptual framework at the level of
“the scene" it was envisaged that school policies and
plans were shaped by the requirement that the school adhere
to Ministry of Education policies set out in formal

statements (Better Schogls, 19873 Ministry of Education

Guidelines, 1988; Policy Guidelines, 1989, 1990, 1991). As

part of the conceptual framework, the area of formal
pastoral care provision in the school was believed to be a
part of school planning activities. The school was
conceptualised as having decided upon priorities, as having
resources at its disposal, and as operating within certain
identifiable constraints. A School Development Plan was

expected to be formulated as required, ( Policy Guidelines,

1989), based upon these factors. From this Development
Plan, resources were presumed to be allocated to various
areas of school operations of which pastoral care was one
(whether as an identified area or subsumed as part of
another area).

Figure 5 shows the presumed sequence of planning
operations. Formal pastoral care provision was taken to be
made up of (a) administrative plans and policies for the
area; (b) organizational structures, resources, roles and
responsibilities; and (c) the actual delivery of pastoral
care. Following from these would be the implementation of
pastoral care delivery, which in turn led to pastoral

outcomes and the monitoring of these outcomes. Evaluation



85

Accountability
Evaluation

Analysis
Revision of policies

™

Pastaoral Outcomes
Manitoring

A

Implementation of
pastaral care delivery

Development planning.

[/

THE SCHOOL

Compaonents of pastaral

care pravision

Resaurce allocation

Figure 3. Pastoral Care Provisiaon as part of a cyclical’

School Planning process.

of these outcomes would be planned, and from the evaluation
would come accountability for outcomes and the revision of

policies, so completing the cycle.
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Schools in the study were considered to base their

organizational structures for pastoral care provisign
upon concepts taken from past practices both from Australia
and from overseas, as shown in the literature surveyed for
this study, for example House/Year/Form structures
(Dettman, 1972; Dynan, 1980; Lang, 1984). Figure 6&
illustrates the House/Year and Form structures which were
presumed to be in place. The school was conceptualized as
having inbuilt links which would relate pastoral care to
other areas of provision, as having resource allocations,

and roles for staff.

ogordinatosr

House Coordinators / Year Coordinators

I

Farm_Teachers

J

All teachers in classrooms:

Speci ist non-teaching staff

All Students

7

Minority Groups

Y

Individuals in crises

Fiqure 6. The expected structures for the delivery of

pastoral care
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Formal plans and policies for pastoral care for students
were taken to be a major factor in each school. An
informal area of pastoral care provision through classroom
teaching might exist and could influence the formal area of
provision through staff attitudes and networks. Pastoral
care structures in each school might be designed to meet
the needs of all the school’s students, to take cognisance
of the gpecial needs of minority groups in the school, and
to deal with the individual needs of students in crises.

At the level of "the scenario" pastoral care delivery
was presumed to take place. The form of this delivery was
seen as being contingent upon effects and influences from
the levels of "the setting’ and "the scene". The study was
scheduled to take place over a period of time, so that the
delivery of pastoral care was seen as an ongoing process.
Changes to delivery were expected to result from
administrative and managerial actions and events directed
towards the provision of pastoral care. These actions and
events were presupposed to result from school level
decisions, which in turn were constrained by external
policies and pressures.

The unit of analysis in the study was identified as
the area of formal pastoral care provision in each of the
five schools, which was located in two sets of frames of

reference. The first was external to the school and was
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comprised of educational system effects and community
influences upon pastoral care provision. The second was
located within the school and was made up of the area of
administration and organization, with policies, plans and

structures which affected formal pastoral care provision.

4.3 Delimitations Resulting from the Conceptual
Framework

Each case-study was set within its unigue school
internal framework. The five participating schools were
all part of the Government secondary education system. and
so features of their external setting would be common. The
communities in which the schools were set might have
aspects which had common cause (socio-economic setting) or
might vary widely. The study therefore could be expected
to have limited generalizability from case to case. There
would, however, be a degree to which generalizations could
be made from school to school within the study and to other
schools within the Government secondary education system.
Because the private sector of education operated under
differing constraints and imperatives, findings from the
study were not expected to be generalizable to secondary
schools in that system.

The confidential nature of the work done by
specialists and teachers working in the five schools with
individual students in crisis would prevent the researcher
from observing case work. Certain discussions at committee

level which pertained to such case work would also be
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inaccessible. The researcher relied upon interview data
with teaching and specialist staff and such meetings as
were open to observation to provide data on these aspects

of pastoral care provision.

4.4 The Precise Research Questions
The precise research questions were derived from the

conceptual framework. The major question was directed at a

general understanding of the nature and extent of pastoral

care in the five participating schools.
What is the nature and extent of pastoral care
provigion in five Western Australian Government
secondary schools?

To arrive at this general understanding eleven subsidiary

questions were framed :

(a) What external contextual factors influence policies
and plans for pastoral care provision in the five
schools?

(b) What pastoral care concepts are taken into account
when policies and plans are formulated in each school?

(c) What does each school propose, in terms of formal
administrative policies and plans, for their
provisions for the pastoral care of students?

(d) What factors influence the policies and plans for
pastoral care provision in each school?

(e) What boundaries does each school set for its provision

and delivery of pastoral care?
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(f) What organizational structures are used in each school
to facilitate the delivery of pastoral care?

(g) How are resources, allocated for the delivery of
pastoral care in each school, deployed?

(h) What are the roles of 1; key personnel; 2. other
school staff; in the delivery of pastoral care?

(i) In what ways do schools monitor and evaluate their

provisions for pastoral care?

(j) What factors influence the delivery of pastoral care?

(k) What actually constitutes the delivery of pastoral
care?

Summary

The conceptual framework of the study permitted
identification and definition of the unit of analysis for
the study, along with the frames of reference within which
this was set. The next chapter presents the research
design adopted for the study. The study was designed to be
consistent with the respective elements shown in the
conceptual framework and with the precise research

guestions which were derived from this.



F1
Chapter 3

REBEARCH METHODOLOGY

Overview

Chapter Five sets forth the methodology of the
research. The choice of paradigm and mode are discussed.
The research design and the features of the study are
degcribed along with reasons for the choice of the
participant schools. The techniques used for the
collection and analysis of data are explained, as are the
approaches used by the researcher to ensure the quality
control of the data. Finally, the problems encountered in

the research are discussed.

5.1 Selection of the Research Paradigm.

The unit of analysis in this gtudy, formal pastoral
care provision, was a component of the educational
programme in the five schools, and could not be extracted
from the schools’ internal or external contexts or examined
in isolation from them. The object of the research was to
examine pastoral care as it existed in the schools. Data
collection relied upon the interaction of the researcher
and participants in the study. No set hypotheses directed
the study, but rather the aim was to arrive at a series of
" ’working hypotheses’ that described each case" (Guba and
Lincoln, 1982, p. 238). The study, therefore, was designed
to take account of emergent findings which were expected to

gsurface as the research progressed.

These features in the study indicated that a research



92

paradigm which permitted the examination of a facet within

an alreéﬁy existing organization was required. 1In terms

of axliomatic fit, the naturalistic paradigm as proposed by

Guba and Lincoln (1982, p.237), was most suitable for this

purpose. In Table 3, the proposed differences between the

rationalistic and naturalistic paradigms,

Guba and Lincoln (1982) are shown.

Table 5

as set out by

Axiomatic Differences between the Rationaligtic and

Naturalistic Paradigms (Guba and Lincoln, 1982, p.237)

Subject of Axiom
Reality

_Paradigm

Rationalistic |
Single, tangible
convergent
fragmentable

Naturalistic
Multiple -
intangible

~divergent

holistic

Inquirer/.
respondent
relationship

Independent

Interrelated

Nature of truth
statements.

Context - free
generalizations
Nomothetic
statements
Focus on
similarities

Context-bound
working
hypotheses
Idiograghic
statements
Focus on
differences

Attfibutxon/
explanation
~0f action

Real™ causes

. temporally

precedent or
simul taneous,
manipulable
probabilistic

Attributional -
shapers:
interactive
(feedforward -

- and. feedback -

nonmanipulable
plausible

Relation of -
"values to
“inquiry.

Yalue-free

“Value -bound
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The choice of paradigm had implications for the study
in respect of the terminology used to describe what in
guantitative terms are referred to as the validity,
reliability, and the objectivity of the research. 1In this
research project the terminology suggested by Guba (1977),
of intrinsic and extrinsic adequacy, replicability, and
neutrality was used to describe the quality control methods
employed by the researcher. The methods are described in

detail later in this chapter.

5.2 S8election of the Reesearch Mode

In the research project, each of the five schools was
seen as a self-contained system, one component of which was
formal pastoral care provision. In the conceptual
framework of the study each school was seen to be located
within the contexts of the Government educational system,
and a community setting. Features of these contexts
represented the external frame of reference for the study.
Other components of the schools’ programme were seen as
making up the internal frame of reference within which
pastoral care was set.

The research was intended to arrive at as precise an
understanding as was possible of what constituted formal
pastoral care provision in each of the five participant
schools. To do so the researcher needed to study the
provision within the normal contexts of each school, as the

phenomena which were the focus of the study could only be
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undaerstood and explained within the contaxts,iﬁ which they
occurred.

The school settings were presumed not to represent
static environments, as events and developing situations
affected all the school’s programmes and provisions. The
mode of case-study as defined by Adelman, Jenkins, and
Kemmis (1978) met the requirements for the present research
" A bounded system (the case) is given within which issues
are indicated, discovered or studied so that a tolerably

full understanding of the case is possible." (p.141)

5.3 A Three-Phase Research Design

The rasearch was planned around a three—-phase design,
with preparatory, exploratory, and investigative phases.
In Figure 7 the three phases of the study, showing the

activities which took place in sach phase, are set out.

1. 2.
—Preparatory Explaratory
February initial April Data
1921 phase 1992 Analysis
Data colleqtion Data collection
commenced Data raduction Data display
3.

Investigative
November  Data Analveis Verification Novembor |
1992 completed ‘Conclusion drawing 1993

Figure 7 A three phase research design
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The preparatory phase. The initial phase of the study

commenced in February 1991 using the libraries of Edith
Cowan University and the University of Western Australia in
the literature search. This phase incorporated the
planning of the study, literature searches using British
Educational Abstracts, Eric, and C.D. Rom., identification
of potential participant schools, selection of schools, and
obtaining ethical clearance for the study to proceed.
During the preparatory phase of the research media reports
which were considered to have a bearing on the topic were
collected.

The exploratory phase. This commenced when ethical
clearance to begin data collection in the schools was
given. During this phase, literature searches continued
while data were collected from primary and secondary data
sources in the schools. Data were organized and analysed
initially school by school, then across the five schools.
Data analysis was seen as comprising data collection, data
reduction, and data display (Miles and Huberman, 1984.
p.23). This process took place in work in the five schools
throughout the exploratory phase of the study.

The investigative phase. At this stage data
collection had ended and other components of data analysis
were concluded. "Key personnel", staff with direct
responsibility for planning pastoral care, in each school
performed audits of data, which related to their schools,
by reviewing draft copies of the individual case-study

reports for each school, commenting upon, and amending
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these where necessary. Any resultant changes were
integrated into data analysis. The preparation of the
final report was part of the investigative phase.

Throughout the study, steps taken were recorded in a
research log, which made possible review of the research
praocess, and which mapped that process to aid
replicability. An external audit of findings was carried
out during the final phase of the study. The external
auditor was selected as being a professional teacher having
in—depth pastaoral care experience in Western Australia who,
in September 1992, was appointed as Chairman of the

Australian Association for Pastoral Care in Education.

5.4 The Balection of 8chools

An initial list was drawn up of schools which were
known to have pastoral care programmes in place. These
were expected to provide a clearer picture of what
constituted the provision than would be gained from a
random sample of Government secondary schools. This belief
was based upan findings by Hyde (1990) which indicated
that, in some instances, formal policies and plans for
pastoral care were ill-defined and as such could have
little to contribute to the present study.

Schools on the initial list were contacted by
telephaoning the Principal to request co-operation in the
study. Anecdotal reports indicated that an increase in
research in schools had led to a reluctance to agree to
participate in such projects. Initial enquiries conftirmed

that some resistance to studies which would involve
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intrusion into classroom time did exist. In one case any
research was seen as adding stress to staff. The decision
was taken to accept as participants in the study the first
five schools which were prepared to offer agreement in
principle to take part.

0Of the six schools initially approached, only one
declined to participate, citing the reason noted above.
The five remaining, which then became participants in the
research, were designated alphabetically Schools A, B, C,

D, and E. Table é shows the characteristics of these five

schools.
Table 6
The Characteristice of the Five Case-8tudy Schogls.
School Type Roll Special Socio-
Characteristics Economic
Setting
A. Senior F00+ P.8.P Funding Low Socio
High Peer Group Economic
School Support status
B. Senior 1100+ P.S.P Funding Mixed
High Chaplain intake
School
c. Senior 800+ Peer Group Upper
High Support Socio-
School Economic
status
D. Senior 500+ Mixed
High intake
School
E. Senior 800+ Chaplain Mixed
High intake
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Table & demonstrates that, in making an initial selection
of those which might be included in the project, the object
was to create as broad a spread as possible in terms of
size and socio—-economic setting. As previous research
(Dynan, 1980; Hyde,1990), had linked the nature and extent
of pastoral concerns to the size and background of the
school, this influenced the strategy.

The five schools which offered agreement in principle
were approached again, when ethical clearance for the
research had been obtained, to confirm their involvement in
the study. Final details of the form which the study was
to take were presented in writing to the Principal or

Acting Principal.

5.5 Data Sources
Primary Data Sources

Key Personnel. Those designated as ’key personnel’
were automatically included as primary sources of data in
the study as shown in Table 7. Key personnel were
designated as schooi staff with direct responsibility for
the planning, provision and evaluation of pastoral care.
Table 7 shows that ten senior administrators were
interviewed, or responded to written questions, in the five
schools. Both the Student Services Coordinators were
participants in the study. Twenty House or Year
Coordinators were automatically included in th study, along

with eighteen members of specialist staff.
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Table 7

Key Personnel in Each School Automatically Included in

the Study

Personnel Number included
Principals 3
Acting Principals 2
Deputy Principals 3

Coordinator

Student Services 1

Head of Student

Services 1

House Coordinators 15
Year Coordinators S

School Psychologists S
School Nurses S
Social Workers 3
School Community

Police Officers 2
Chaplains 2
Attendance Officers 1

Total sample S0
A Snowball Sample. From this primary sample a further

snowball sample which was designed to broaden access to
pastoral care views was arrived at. Thisg sample was
comprised of Form teachers who, on the advice of key
personnel, were sgselected for the significance of their role
in the pastoral care system of the school or, in the case
of one participant at School D, their past experience in
that role. Also included in the snowball sample were three
people outside the schools who could offer an external
perspective on particular issues which had arisen in the
study (overseas pastoral care provision; resources in the
Department of Community Services).

Form teachers were seen as having an important role in
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pastoral care delivery, but were not expected to be
involved in planning or in pastoral care decision making.
The numbers of Form teachers in each school made their
automatic inclusion in the study impractical. At 8School A
written responses from Form Teachers were not returned. In
Schools B, C, and D these participants were interviewed.

At School E written responses were returned. Table 8 shows

the participants who were included in the snowball sample.

Table 8

The Snowball mple.

School personnel Number included
Form Teachers 11
Other 1
External advisers 3
Total 13

The form of the total sample was designed so that both
the researcher and the school could negdtiate on those who
would be designated key personnel in the regsearch, or would
be part of a snowball sample. For example, House
Coordinators at School E were not officially regarded as
having a pastoral role and so might not have been included
in the school sample. 1In this study it was important to
assess what their role was and what their perceptions of
their pastoral function were. The House Coordinators at
School E were included as key personnel.

The snowball sample might have included every teacher
in the school as part of an expected informal delivery of

pastoral care in every classroom. Within the scope of this
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study this was impractical and a smaller sample was arrived
at. The schools and the researcher were allowed
flexibility to reach agreement on those who were asked to
participate in the study, subject to their willingness to

take part.

Secondary Sources of Data
Documentary data. School Development Plans,
prospectuses, policy documents, and newspaper reports which
related to the five schools were collected for analysis, as
were any in—-school research projects which might have been
expected to shed light upon the area being investigated.
Observatijonal data. Meetings of committees which

related to pastoral care were observed in each school.

S.6 Data Collection Techniqueaes

Interview data.

Information was collected through interviews with
primary data sources. Selected examples of interview
schedules are provided in Appendix B. Two farms of
interview were used by the researcher.

Structured interviews. These were directed by a set
series of questions and the same series of questions were
used as a basis for written responses (see Appendix B).
The questions varied depending upon the role of the
participants in the study (structured interviews were used
in discussions with Principals, with groups of House
Coordinators and where two Form teachers were interviewed

together). Where time granted was limited by the time
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available to participants, the form of a structured
interview expedited proceedings. In cases where several
participants were interviewed as a group, structured
interviews were used so that the answers would be compared.
The control over the range of topics raised in these
situations, while limiting the scope of discussion, allowed
the pursuit of particular themes and the comparison of
responses across the five schools.

Loosely structured interviews. This technique was

used throughout the study with individual participants when
the researcher and the interviewee agreed to a wide ranging
discussion of issues which seemed to one or to both to
provide insights into pastoral care provision and the
background to such provision in the school. Table 9 lists
the number of interviews in each category.

Table 9

Numbers of Individual and Group Interviews Conducted in

the Study

Type of interview Number

Individual
Loosely structured 23

Individual

structured 2
Group (4 participants) 3
(structured)
Group (2 participants) 4
(structured)
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Such interviews were time consuming, but the open
discussion allowed insights which directed more specific
interview questions. Transcripts were made of interviews
with primary data sources.

Written Responses. Not all school personnel engaged
in the provision of pastoral care were willing to be
interviewed in person. In some cases, it proved impossible
to arrange suitable times for interviews, or scheduled
interviews were cancelled when other priorities for
participants took precedence. A compromise solution was
arrived at where possible, with written questions being
submitted through the school contact persons to a total of
twenty—one participants.

The questions in these written responses duplicated
the questions which directed structured interviews with
selected participants, as described in the preceding
section of this report. Following the participants’
responses, the answers to questions were either returned
directly by post, or were handed over by the contact person
next time the school was visited. The system worked well
in all schools except School A (see Difficulties
Encountered in the Study).

ocumentary data

The existence of formal planning documents in each
school was a valuable source of data. Table 10 gives
details of the main categories of documentary data which

were accessed during the study.
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Table 10

Documents Which Were Accessed in _the Course of the Study

Documents Schools

A B Cc D E
Development Plans 1 1 1 1
or Draft
Development Plans
School 1 1
Prospectus
Policy 1 =] =] =] 2
Documents
Job descriptions 1 3 1
School Surveys 3 1
School 6 2
Newsletters
Newspaper 1 3 1 2 3
Articles
Total for each 4 21 11 9 9
school

In addition to School Development Plans, Schools B and
C made available copies of an introductory prospectus, and
three separate leaflets also contained introductory
material about the schools. Scheool D offered major policy
documents regarding the role of Student Services, and steps
in the Managing Student Behaviour programme. Planning
documents on the Managing Student Behaviour programme and
job specifications for the Attendance Officer (School A),
the Coordinator of Student Services, House Coordinators and
Schocol Community Police Officer (School B), and for the
position of House Leader (School D), were offered to the

researcher. Schools B and E brought forward copies of
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newsletters to parents. Insights into the schools’
programmes and into staff attitudes were gained through
access to research projects and staff surveys which had
been undertaken by others working in Schools C and E.
Observational data

Observations in each school were directed towards the
administrative structures which governed pastoral care. In
each school, committees concerned with pastoral care met
regularly, usually on a weekly basis. The composition of
such committees varied from school to school, depending
upon the pastoral emphases in the school. 0On one level,
pastoral care specialists met with representatives of
teachers on "welfare" or “pastoral“\committees. At a
second level, House Coordinators met to plan House
activities.

When the schools agreed to participate in the study,
one member of staff was nominated by the School Principal
as a contact for the researcher in that school. Through
the contact person, permission to attend committee meetings
as an observer and to take notes of proceedings was sought
and obtained, except in the case of the Student Support
Committee at School A, where permission was sought but not
granted. Records of observations were in the form of hand
written notes which were later transcribed.

QObservation of meetings was scheduled towards the
start of data collection where this was acceptable to the
schools. Attendance at meetings made the researcher known

to potential participants and assisted in making further
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contacts in the school. At least one of the scheduled
meetings of Pastoral Care committees and/or House
Coordinators meetings in each school was observed. Table
11 details the number and types of meetings which were
observed in the course of the study.

Table 11

Observations at Schools

Type of meeting Number attended Duration

Pastoral Care Committee 2 40 minutes
each

Welfare Committee 1 1 hour

Welfare Committee

Development meeting 1 3 hours

House Coordinators 5 30 minutes
each

Total 9

At School C, where the original meeting led to
important changes being proposed for pastoral care
provision in the school, permission was obtained to attend
a subsequent Development Day. The information gained
through observational data shed light upon pastoral
decision making processes in each school, the roles of key
personnel, and on the relationship between pastoral care in
the school and other areas of educational provision. Some
aspects of pastoral care delivery, for example the
discussion of personal problems between a student and the
school nurse, were confidential. Observation in such cases
was impossible for ethical reasons, so interview data from

specialist staff was used to obtain a general picture of
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the pastoral care provided in such circumstances. There
were three instances where requests to attend meetings in
School A were refused because of the sensitive nature of
matters being discussed. Circumstances surrounding these

instances are discussed later in this chapter.

5.7 Data Analysis

In the current research, data analysis commenced
shortly after data collection had begun and both analysis
and collection continued throughout the exploratory phase
of the study (see Figure 7). When the criteria for the
inclusion of data had been met data collection ceased.
The final investigative phase of the study commenced at the
end of data collection and data analysis was concluded
during this phase.

Four stages were used in data analysis in the study,
but each stage overlapped, so that at any time work might
be progressing at stage one in School C, for example, while
earlier data from Schools B and E were being compared as
part of stage three.

Stage one. In the first stage, interview transcripts,
responses to written guestions, documentary data, and
records of observations were read after collection.

Matters relating to pastoral care provision were
highlighted.

Stage twg. The second stage saw highlighted data
copied on to individual file cards, each card bearing the
school’s designated letter for the study, and the date of

collection. A colour code of blue for "the setting", red
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for "the scene", and green for "the scenario" was added to
indicate the level to which the data referred. Each card
also noted the category of the data within that level, and

the source of the data. At this stage, data from the five

schools were kept separate. For each school, cards were
arranged under the headings of "the setting", "the scene"
and "the scenario”, and in sub-categories within each
level.

As fresh data were collected the cards were
incorporated into a file box for the school. Preliminary
hypotheses which arose from data were written down, to
sketch in an outline of system effects, community
influences, school policies and plans, organizational
structures, resource allocation, roles, changes to delivery
and outcomes of delivery in each school. The notes made at
this stage were used as sources of reference in succeeding
visits to the school, to allow questions raised in the data
to be explored.

Stage three. At the level of "the scenario”, data
needed to be analysed in a way which would permit changes
in pastoral care provision in the five schools over the
period of the study to be determined. A third stage in
analysis was incorporated. The notion of "intervention®
(Hall, Zigarmi, and Hord, 1979) was adapted for the study.
At "the scenario" level, data were analysed as in Stages
one and two. Cards at "the scenario"” level, which listed

changes to pastoral care provision, were then extracted for
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each school, to identify the changes and to categorise
them. Data were sought in each school which would
establish: the tactics used to promote the change; the
strategy underlying the decision; the game-plan, or roles
of those principally involved in bringing about the change,
or proposing the change; factors which might have
influenced the decision; and outcomes of the decision.
Changes, which involved multiple factors, were defined as
belonging to a main category which was listed on the file
card, and other categories were included as outcomes of the
decision. Thus, a change, which created a new role in
the school, might have as one of its outcomes the diversion
of funding to meet the costs of salary.

Data at the level of "the scenario' were, in this way,
recorded both on file cards as part of the school set, and
then extended to separate file sheets also as part of a
school set. As data were analysed tables and figures were
constructed which were designed to answer the research
questions, first for each school, then across all the
schools.

Stage four. In the fourth stage, data across the five
schools were assembled at each level, to allow for the
identification of themes and patterns. At the same
time, when data appeared contradictory either within the
school or across the five schools, explanations were sought
which might account for these phenomena. The process of
working through incoming data separately for each school,

and then across the schools to amalgamate findings
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continued until data collection and analysis ceased.

3.8 Quality Control Techniques

Criteria for the Inclusion of Data

Data were included in the study according to the

criteria proposed by Guba (1977, p.39).

1. The inclusion of information which extended the
researcher’s understanding of the case.

2. The inclusion of any information which appeared
to link information already to hand.

3. The inclusion of any information which appeared
to identify new elements of importance to the
study.

4. The inclusion of information which reinforced

data already to hand ( provided that such new
information was not repeating that which was
already well established).

9. The inclusion of information which seemed to
clarify data already to hand.
6. The inclusion of information which appeared to

represent a particular area of the study or to
represent items of importance within that area.
7. The inclusion of infarmation which appeared to
refute existing information.
The final decision on the extent of each case-study was
reached when data sources appeared exhausted or when data
appeared to be repeating information already to hand (Guba,
1977). As a general rule data which did not seem to meet

these criteria was excluded from the study. (Guba, 1977)

Intrinsic adequacy

Guba (1977) defined Intrinsic Adequacy (Internal
Validity) as "The degree of isomorphism that exists between
the study data and the phenomena to which they relate."

(p.62). To maximise the intrinsic adequacy of the study



the following strategies were applied:

a)To protect the study from distortion caused by the
researcher’s presence, the maximum amount of time possible
was allocated to each of the five cases so that criteria
for the inclusion of data were met. Interview responses
were cross—-checked by the researcher and the external
auditor.

b)Data from all sources were subject to similar cross-
checking. Methods of triangulating data, by moving between
interview transcripts, documentary sources, and data
collected through observation were employed. Through the
use of these multiple sources confirmation was sought of
themes and patterns which appeared to be emerging. Data
were also examined for contradictory reports which might
affect conclusions regarding various issues and concerns
(Jick, 1979).

c) Notes of interview and observational data were hand
written, rather than using audio or video recording
techniques. The participants’ views on methods of data
collection were sought. Most participants were comfortable
with a written method of recording and the impact of the
researcher’s presence was minimised. The notes were
transcribed as soon as possible following the collection of
the data.

d)The joint ownership of data allowed participants access
to transcripts so that conclusions being drawn could be

challenged or corroborated.
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Extrinsic adequac

Extrinsic Adequacy ( External Validity) was defined as
the degree to which the study was generalizable (Guba,
1977, p.67). Maximum generalizability of the study was
ensured by protecting the intrinsic adequacy in the ways
described in the previous paragraphs. The selection of
schools which ranged from School B with eleven hundred plus
students, down to School D with five hundred plus students,
ensured that the schools chosen for the study represented a
wide spectrum in terms of size of student roll. Similarly,
the schools were initially chosen also to provide a wide
range of socio—-economic setting. These measures were
adopted with a view to maximising the generalizability of
the study to other Government secondary schools in Western
Australia.

Replicability

Replicability (reliability) is defined as the degree
to which the research could be repeated by others for the
purpose of replicating results (Guba, 1977. p.70). In the
present research each of the bounded case-studies was set
within its own particular time—-frame and frames of
reference. The possibility of any case-study being
completely replicable is remote as participants change and
contexts vary. To maximise the degree to which the present
research could be replicated the following strategies were
adopted.

An_External Audit. The researcher used the techniqgue
proposed by Guba (1977, p.71) of an external audit. This

involved the research data being scrutinised by an
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independent investigator so that conclusions being reached
were cross—checked to confirm emergent findings. In
addition to the external audit, one member of the key
personnel in each school was asked to perform an audit on
conclusions being reached which were based upon data
gathered in that school.

An_Investigator’s Log. The researcher maintained an

"investigator’s log'" (Owen, 1987, p.186). The purpose was
to ensure that a record was kept of decisions reached in
the study, as well as the reasons for such decisions. The
log also served as a record of visits to schools and of
contacts made with the schools.

This record was intended to assist both the researcher
and the auditor to backtrack over the ground covered in the
study and to identify possible errors in method and in
conclusions being drawn. Both the results of the audit and
the keeping of the log were also intended to provide
assurances to others who might be interested in the
reproducibility of the inquiry (Luba, 1977).

Neutrality

Neutrality in the terminology of Guba (19277, p.75)
relates to objectivity in the sense used in rationalistic
research. The methods used to safeguard the intrinsic
adequacy of the study, discussed earlier in this chapter,
were expected to contribute to the neutrality of the study.
The scrutiny of initial dratts of each school’s case-study
by key personnel in that school served as an internal audit

of case—-study material. When this phase of data collection
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and analysis was completed there followed a further
scrutiny of data and methodology by the Chairman of the
Australian Association for Pastoral Care in Education who

acted as external auditor for the research.

5.9 Ethical Considerations

At the commencement of the exploratory phase of the
study, the Principal of each school was provided with a
written statement explaining the nature and purpose of the
research. Assurances were given that data collected from
the school would be treated as confidential in regard to
its source. For the purpose of reporting findings the
schools were referred to using the alphabetical letters A,
B, ¢, D, and E. The possible benefits to the school, in
terms of access to the research when completed, as well as
the possibilities of negative outcomes, were discussed.
The right of the school to withdraw from the study at any
time was made explicit.

Individual participants were provided with a written
document which explained the nature and purpose of the
project. The methods to be used to collect data were also
specified. The right of each participant to withdraw from
the project at any time was made explicit, as was the right
of all participants to view transcripts of interview data
which they had contributed. Assurances were given that the
privacy of participants would be protected and that
information provided would be treated as confidential.

While every effort was made to secure the automatic

inclusion of "key personnel'", the right to refuse
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participation at any time during the study was recognized.
For those in the "snowball sample", the right to refuse to
participate and the right to withdraw was explicit. Each
participant had the right to withhold consent to the use of
data which they had contributed if they later believed its

use would be damaging to them.

S5.10 Difficulties Encountered in the Research

Procedural Difficulties

In order that a proposal to conduct the
research could be presented to the University it was
necessary to confirm the willingness of five schools to
take part. This entailed making contact with the school
during the third term of 1991. A contact person in each
school was nominated by the Principal. This staff member
was visited to explain the nature of the research. There
seemed to be initial enthusiasm generated for the project
in each school.

The study proposal was presented to the University in
November 1991; was reviewed in February 1992; a Graduate
Seminar was held in April 19%92; and final ethical clearance
was granted in June 1992. The hiatus between initial
contact and the commencement of data collection caused some
confusion in the schools due to the circumstances
surrounding the second difficulty which was noted.

Difficulties Caused by Staff Changes

The study was planned to take place during 1921 and

1922. By November 1991, the Principal who had granted



116
permission to work in School E had retired. News of her
retirement was followed by information that two other
Principals would either retire or move, and that four of
the initial contact persons would be changing schools.

By March 1992, entry to schools A, C, and E was being
renegotiated, and an Acting Principal had taken charge of
School B. The process of renegotiation was successfully
accomplished, but only at School D did the Principal
and contact person remain unchanged. The requirements that
data collection await final ethical clearance meant that
the perceptions of the original participants in the study
were unavailable in any depth.

The rate of staff change in the five schools was
apparently not uncommon in the Western Australian State
Education system. Any study which spans more than one
school year‘in particular schools must therefore meet the
same difficulty in terms of continuity of data sources.

Difficulties Encountered at School A

By November 1992, data collection in four of the
schools was complete. At the fifth school, School A, other
developments during the year imposed stresses—-for example
staff involvement in the work of the Select Committee on
Youth Affairs (Watkins, 1992) and radical changes to
pastoral care provision. Difficulties arose in collecting
written data returns from Form teachers and House
Coordinators in this school, as the contact person did not
return these. Discussion at meetings of the Student

Support Committee at School A was considered to be
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sensitive and confidential so observation was not possible.

The outcome of these problems was that the case-study
centred around School A was not as complete as those based
in the other four schools by the end of 1992. A major
benefit from the case-study, however, was the insight
provided into the working of the Peer Group Support
programme in School A. An attempt to restart the research
in School A in 1993 was likely to meet with similar
problems of conflicting imperatives for the school. The
decision was made at the end of the 1992 school year to
terminate data collection in School A.
Summary

In Chapter Five the reasoning behind the selection of
the research paradigm and the study mode was detailed.
Steps taken in the analysis of data were set out. Issues
related to maximising the integrity of the research were
discussed, along with ethical considerations. Chapter Six

sets out the findings of the study.



Chapter 6
CROS8~CASE ANALYSIS
Overview
This chapter is organized in three sections. These
portray the findings of the study through data related to
the levels of "the setting'", "the scene", and "the

scenario”, and to the sub-categories of these levels.

6.1 The Setting

The level of "the setting" dealt with contextual
factors in system policies and plans for pastoral care.
The following external contextual factors were found to
affect the schools’ pastoral care programmes. The most
influential aspect of this area was the funding generated
through the Priority Schools Program and State
Government funding. The influence of community factors
upon pastoral care in the five schools was also considered
as part of this level.

System Policies and Plans for Pastaoral Care

The Priority Schools Program. Federal Government

funding was directed to Schools A and B through the
Priority Schools Program. Funds were used in School A for
what were listed in the School Development Plan as
"pastoral care outings'", but which were unspecified in
actual detail, and to contribute to the Peer Group Support
Scheme. School B had used funding for the Empowering
Students programme and as part of the salary component of

the Coordinator of Student Services.
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State Government Funding. Through State Government

policies and plans, funding was provided in all five
schools for salaries of specialist staff and for part of
the salaries of teaching staff with pastoral care
responsibilities. The Acting Principal at School B stated
that in 1992 "11% of the school budget goes directly to
the ’pastoral care’ side of the school. Another $100,000
in wages is8 spent directly on pastoral care." The
Managing Student Behaviour programme was funded through
State allocations. Special Grants had been made to School
A to fund the salary of the Attendance 0Officer and to start
the Crisis and Re—-Entry Programme.

Qther Federal Pglicies and Plans. Apart from funding

provisions, no direct influences on pastoral care
programmes were found which related to Federal Government
policies and plans for education. A meeting of Federal and
State Ministers of Education in July 1993 raised States’
misgivings over Federal plans for a National curvriculum.
Federal educational initiatives (Finn, 1991; Mayer 1992)
appear to have been halted for the present.

State Directives, Policies and Plans. The Better

Schools programme (1987) and policies which followed from

this (Schogol Development Plans, 1989; School Decision

Making, 1990; 8School Accountability, 1991; School Financial

Planning and Management, 1991) stipulated that School
Development Plans were to be formulated and that priority
areas in such plans required evaluation. This included a

requirement that schools account for the use of resources,
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to the Ministry of Education through the District Office,
and to the School community through the School Based

Decision Making Group.

Pastoral Care in State Policies and Plans. Only

Recommendation 1 of the Committee of Enquiry (Beazley,
1984) concerning the description of pastoral care
structures had been adopted by the State education system.
No specific mention of the concept was contained in the
Better Schools programme (1987). In the four policy
guideline documents which followed the Better Schools
programme (1987), a single reference to pastoral care was
found in School Decision Making (19290, p.6). Ministry of
Education "Guidelines for School Discipline" (1988) set out
the single mandatory requirement that plans for 'pastoral
care and positive classroom management" be made manifest.

As part of such plans School B and School E had
appointed chaplains in line with the recommendations of the
Committee of Enquiry (Beazley, 19284). The Ministry of
Education was responsible for part of the assessment of the
suitability of candidates for chaplaincy in schools. The
Head of Student Services at School A, and the Acting
Principal at School C indicated that these schools were
also considering the appointment of Chaplains.

Another facet of pastoral care policies involved,
according to the Attendance Officer at School A, and
Deputies at Schools C and E, the District Welfare Officer,
whose role was to liaise with the schools on truancy

matters. The Better Schools programme (19287) had defined
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the role of the District Office. In relation to pastoral
care, only the District Welfare Officer was reported as
having a role in these schools.

Ministry of Education policies for the opening of
Senior Colleges, which took only students in Years 11 and
12, had affected numbers applying to repeat Year 12 at
School B, a drop from one hundred in 1991 to only two in
1992. According to the Coordinator of Student Services,
this had removed the need to provide extra pastoral care
for these students. The Coordinator of Student Services
stated that the proximity of one such Senior College to
School B had accounted for the positive cutcomes. Problems
in providing for students who wished to repeat Year 12 at
School C were still present, according to a Year
Coordinator. A number of these students hoped to transfer
to School C after experiencing educaticonal difficulties in
other schools. The Year Coordinator believed that these
students were likely to need counselling, career advice,
and self-esteem building if they were to integrate into a
new school and succeed in Year 12.

Ministry of Education policies directed rural
students, coming to take courses which were unavailable in
country areas, to School B. 0One quarter of the schocl’s
students were boarders at a nearby hostel. At School D,
one hundred and forty students enrolled in Year 11 in 1992
as part of an Intensive Languages Programme for students
who spoke little or no English. In addition the school

housed a unit for the profoundly deaf.
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Adverse Effects of State Policies and Plans. Staff

survey data made available at Schools C and E suggested
teacher resentment of the pace of policy changes within the
State education system. The introduction of the Unit
Curriculum and the reforms in the Better Schools programme
(1987) were listed in these surveys as causes of concern.
The Deputy at School C reported that '"We are too busy
defending the ramparts against system changes to be able to
take care of staff." Changes to pastoral care provision
were resisted, particularly in School C, as shown in
Welfare Committee proceedings, and this was attributed by
the Deputy as a reaction to system changes "Staff have
retreated into their classrooms and do not want any extra
involvement".

The Head of Student Services and the Deputy Principal
at School A suggested that there was no Ministry of
Education commitment to pastoral care, that there was no
official interest in the concept. Although individuals at
Ministry level were sympathetic, there was a reluctance to
assume responsibility for pastoral care. In the view of
the Principal of School E in 1991, pastoral care "was not
on the Ministry of Education’s agenda"”. Like 'good
teaching” the concept was seen as a part of a general
ethos, but was not planned or evaluated. According to the
Deputy Principal at School C "The Ministry of Education is
concerned only with education, and not with students’

problems".
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The Principals at Schools C and D stated that there

was a lack of urgency in the Ministry of Education’s
responses to requests for in-service training to help staff
deal with students who were causing concern. Any training
available competed with other priorities in the school for
scarce resources of time and funding. Interview data from
the Principals, Acting Principals, Deputies, Coordinators,
and from specialist staff, at all five schools revealed a
decrease in the availability of specialist help, both
within the schools and in the responsible community
agencies.

Community Influences on_the Five 8Schools

Community Setting. Problems in the communities in

which the schools were located were reported to affect
levels of pastoral care demand by the Head of Student
Services and the Attendance Officer in School A, by the
Acting Principal, Deputy and Year Coordinators at School C,
and by the Chaplain and a House Coordinator at School E,
The socio-economic status of the school catchment area
was said to have led to major pastoral care demands through
transience, family breakdown, unemployment and truancy in
School A, and School E. At Schools A and B and E,
staff/student ratios made no allowance for the socio-
economic settings of the schools and for student problems
associated with this factor. The Principal, Deputy, and
Year Coordinators at School C reported increased pastoral

care demands caused by an escalation of social and economic
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stresses in the community, particularly unemployment and
domestic breakdown.

At School D, the only major problems reported by a
House Coordinator were caused when students, who had had
educational and behavioural difficulties, transferred to
the school from elsewhere. Year Coordinators at School C
noted similar consequences of inter—school transters,
especially from the private sector of education.

Community Concerns. Findings in the Report of the
Select Committee on Youth Affairs (Watkins, 1992) reflected
general community concerns about truancy and juvenile
crime. The Attendance Officer at School A stated that the
planned Crisis and Re-Entry programme was a direct ocutcome
of the findings of the Select Committee (Watkins, 1992).
The Deputy at School C was sceptical about the chances of
long term change to system level policies, such as the ones
indicated in the findings of the Select Committee (Watkins,
1992).

Summary. At the level of "the setting” only the
funding available through the Priority Schools Program
could be seen as having particularly beneficial effects
for pastoral care. This funding was only able to be
accessed by Schools A and B. State system plans and
policies were notable for the absence of interest in the
pastoral care, apart from the provision of specialists to
schools. Indirect effects of Ministry of Education
policies did impact upon the area, through requirements for

evaluation, teacher allocations, and the generation of
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pastoral demands through the direction of groups with

special needs to specific schools.

6.2 The Scene

The level of "the scene” dealt with school concepts of
pastoral care, school policies and plans, boundary setting
for pastoral care provision, organizational structures,
resource allocations and roles in pastoral care.

Pastoral Care Concepts Adopted in the Five Schools

In all of the five schools the notion of “the caring
school" was taken into account in the school’s vision of
pastoral care.

Mission statements. Policies and plans in each of the five

schools included mission statements, either for the school
as a whole, or as part of the area of Student Services.
Each of the schools referred to the phrase "a caring
environment" (Pougher, 19282) in policies on pastoral care.
The statements from Schools A and B were almost identical,
aimed at ensuring that " students develop the
understandings, skills and attitudes ... relevant to ...
needs, thereby enabling them to fulfil their potential and
contribute to the development of our society."

The aspect of responsibility to society was a feature
of policies at Schools A, B, and C. The statement from
School C spoke of the need to "develop students’ social,
physical, and cultural skills and sense of self-worth to
enable them to develop their full potential, ... and

participate as responsible members of society." At
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School D, the Student Services’ mission statement
maintained that pastoral care operated within the area of
Student Services and that "Pastoral care policy warks
towards achieving a caring environment by considering such
factors as self-esteem, personal problems, staff/student
relationships, peer group relationships, personal goals,
class environment, whole school environment, attitudes."
Issues of equity of opportunity and access, gender equity
and social justice were prominent in policies for School E
which aimed "Within the context of personal growth,
including respect and tolerance for the rights and beliefs
of others, to maintain the highest possible standard of
education and equity of opportunity in a caring
environment."

Definitions of pastoral care. Definitions offered by

the Principals and Acting Principals of all five schools
were couched in general terms, but all broadly agreed that
the concept had to do with the welfare of students.

The Acting Principal of Schoaol A, in 1991, believed
that " Pastoral care involves firstly all staff. The
concept is positive and involves classroom relationships.”
In 1992, at School B the Acting Principal stated that
pastoral care involved "Caring for the general well-being
of students. This includes emotional, physical, and social
aspects. At the same time it involves setting limits on

unacceptable behaviour to teach self-discipline.®"
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The Acting Principal in School C believed that "Pastoral
care is to do with providing an environment in which
students can feel at ease with peers, themselves and their
teachers. "

At School D, the Principal was aiming for "An
awareness of the needs of our students and our ability to
have structures in place to respond appropriately to
these.” Finally, the Principal of School E considered that
“"Pastoral care looks after the physical, mental, and social
health and well-being of each student.”

School Policies and Plans for Pastoral Care

All five schools set out formal administrative
policies and plans for pastoral care. In three of the
schools these were part of the school development plan.

Plans for Pastoral Care. At Schools A, B, and C,

School Development Plans were available. Those of Schools
A and B cited pastoral care as a priority area—-—-at School
A, fourth of four priorities, and at School B subsumed by
the Empowering Students programme. At School C the School
Development Plan did not include pastoral care as a
priority, although the concept featured prominently in
other school introductory literature. S8School E brought
forward a draft Development Plan in which pastoral care was
part of the priority area of Social Justice and Student
Welfare. At School D the School Development Plan had not
been finalised, but the concept of pastoral care was dealt
with extensively in literature dealing with policies in

Student Services. In the School Development Plans for
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Schools A, B, C, and E, priority areas had performance
indicators set by which their success would be judged.
As with the definitions offered for pastoral care, these
indicators relied largely upon subjective judgements to
assess whether or not outcomes matched intentions, making
evaluation difficult. In the School Development Plans for
Schools A, B, C, and E, the area of academic achievement
and curriculum was the major priority for administrative
planning.

In the Schoal Development Plan at School A, in the
area of "Caring"” the expectation was that "Students
overcome educational disadvantages arising from: 1)
Ethnicity; 2) physical/intellectual/emotional deprivation;
3)low gocio—econamic status; 4) gender.”

School B was to judge the results of the Empowering
Students programme through:

The extent to which students:

. achieve secondary graduation.

. participate actively and constructively
in school decision making.

. demonstrate quality relationships.

. successfully resolve conflicts in and
out of class.

. demonstrate positive attitudes in and
out of class.

. provide leadership in a variety of
school roles.

. are aware of and support student
projects.

. participate in self-esteem and
leadership programmes.

At School C, the Deputy Principal believed that the
performance indicators set for the area of Post Compulsory

Schooling could be used to assess pastoral outcomes. In

the view of the Acting Principal, the Deputy, and the
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Year 11 Coordinator any other form of structured evaluation
of pastoral care would be difficult, if not impossible. In
the area of Post Compulsory 8Schooling students were
expected to:

2. Develop self discipline and respect for
others. Demonstrate positive attitudes.
Develop an environmental consciousness.
Respect themselves and others.

Achieve potential in all areas of study.

B. Develop a sense of belonging to the
"School Community".

Participate in School Activities.
Care for the School’s physical
environment.

Behaviour and appearance reflect
positively on the School Community.
Respect and care for the needs of
others.

By definition, however, this area could only involve
students over the age of fifteen. How pastoral outcomes
for younger students were to be measured was unclear.

The area of Social Justice and Student Welfare at
School E, of which pastoral care was a part, had as its
perfaormance indicators:

The extent to which all students develop
confidence to explore and develop their
areas of strength and weakness.

The extent to which all students
participate in the school curricular and
extra—-curricular offerings.

The extent to which the school supports
the emotional, physical and social needs
of all students.

The extent to which students accept
responsibility for themselves and show
respect, consideration and concern for
the rights of others.

Policies for Pastoral Care. Problems which arose

through disruptive or difficult student behaviour in the
classroom became the focus for behaviour management

strategies, according to the Managing Student Behaviour



130
policy statements in all five schools. At School A, the
Head of Student Services commented upon the adverse impact
behavioural problems had upon pastoral care demand. At
School B, disciplinary action was part of the remit of the
Coordinator of Student Services and the House Coordinators.
At School C, the Principal and the Deputy noted that
priorities in the school, which centred on Post-Compulsory
Schooling, were changing as pastoral demands escalated.

In all five schools, policy documents showed that
there were clear linkages between the Managing Student
Behaviour programme and the responsibilities of the
pastoral care team in the schoal. The promotion of school
spirit was part of pastoral care provision in all the
schools. House systems were responsible for promoting
activities and competitions, and the House Coordinators re-
inforced disciplinary standards—--although at School C the
Year Coordinators had no role in student discipline other
than as counsellors. The promotion of School dress codes
was also part of the Coordinators’ duties, especially at
Schools B and C.

School A was promoting what was seen as a more
positive approach to pastoral care through the House
system, as a result of initiatives by the Head of Student
Services. Four examples were found of programmes or
policies which had been successful in other local schools
and were being considered for inclusion in pastoral care
strategies in the participating schools (the revised House

system at School A; a Peer Group Support Programme at
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S8chool E3; Chaplaincy in Schools A and C, 19%2).

In each of the five schools, Principals or Acting
Principals stated that the role of the classroom and Form
teacher was vital to the success of pastoral care policies
and plans. Policy documents from Schools A, B, C, D, and
£, showed that main aims of positive staff/student
relationships were to build up the self-esteem and self-
image of students, to promote student identification with,
and loyalty to the school.

Constraints which Influenced Policies and Plans for

Pastoral Care

Factors which influenced planning for pastoral care
were noted in data collected from each school. At School
A, the Head of Student Services commented that school
pastoral strategies were devised with no help or advice
from the Ministry of Education. According to the
same source, successful projects might not continue if the
initiator left the school, as in the Peer Group Support
programme at School A which was devised by the Social
Worker and might lapse in her absence.

House/Year Coordinators at Schools B, C, D, and E
expressed frustration that, while they were enthusiastic
and committed to the concept of pastoral care, they
lacked the influence to secure resources for pastoral
concerns if the school administration decided upon
different priorities. The Deputy Principal at School B
agreed that a dichotomy existed between the business-

management approach emphasising procedures and
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accountability, which schools were expected to adopt, and
policies which concentrated on the self-esteem and sel+f-
worth of students and staff.

The Coordinator of Student Services at School B, the
Year 8 Coordinator at School C, and Form Teachers at
Schools C, D, and E, agreed that time required for
administrative procedures had curtailed pastoral care
provision. At School B, the Coordinator of Student
Services and House Coordinators stated that the policy of
having the House Centre always manned was frustrated by the
demands of time for other duties. Year 8 and 9
Coordinators at School € found conflict between pastoral
crises and class teaching time. In the words of the Year 9
Coordinator "Crises for my Year DBroup always come when I am
in the middle of teaching and I have to decide whether to
leave my class, or whether the crisis can wait until I am
free to deal with it."

0f the five participating schools, only at School D
did the Principal, one House Coordinator, and the School
Nurse note a structured referral system for students from
teaching staff to non-teaching specialists. At the other
four schools, specialist staff stated that informal
networks and contacts accounted for referrals of students
by teaching staff, with Form teachers being expected to
play a major part in this process.

Boundaries Set by the Schools for the Provision of

Pastoral Care

Boundaries, which defined the limits placed upon the



133
provision of pastoral care, were set in each case studied.
All five schools had finite resources with which they could
provide pastoral care and the limits to these resources
defined boundaries. In addition, the Principals of Schools
C and D were adamant that their school’s role was primarily
educational and that social problems should not be seen as
a major part of the school’s responsibilities.

Specialist staff in the schools stated that
professional and ethical boundaries governed the extent of
the pastoral role they played. For example, the School
Community Palice Officer at School B pointed out that she
was not expected to take responsibility for students who
truanted since this was a matter for the local police
force. At School C, the Principal noted that School Nurses
and School Psychologists could only work with students
within the scheool setting, unless invited to do otherwise
by parents. The school Social Worker at School B
commented that she did make home visits, as did the
Chaplain at School E, but at the invitation of parents.

All of the five schools referred students in
particular need to outside agencies such as the Department
of Community Services, for support. Resources for such
support appeared to be decreasing due to the case-loads of
the external agencies, a view upheld by the two social
workers interviewed as part of the snowball sample.

Organizational structures for pastoral care provision.

Each of the five schools had incorporated

organizational structures into their pastoral care
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programmes. These were expected to facilitate the delivery
of pastoral care.

House or Year gQroups. House structures allied to

Vertical Form Groups for pastoral care delivery were in
place in Schools A, B, and E. 8chool D had chosen to
implement a House structure with teachers working with Form
classes from each Year cohort. School C used a system of
Year Coordinators with Year Form Groups.

The Work of Specialist Staff. All the schools in the

study had specialist non—-teaching staff working with their
students. Time available to these staff members varied,
with the majority having additional responsibilities for
other schools. For example, the Social Worker at School B
reported that she was responsible for social work care at
twenty other schools.

Links between pastoral care and other school

structures. Each of the ftive schools had pastoral care
related committee structures in place. In Schools A, D and
E, pastoral care or student support committees were
specialist orientated, with teaching statf representatives
in a minority. At School A, the role of Head of Student
Services linked the Student Support Committee (pastoral
care case work), to the House Coordinators’ group (pastoral
care through the Houses), and to the committee concerned
with disciplinary matters.

The Coordinator of Student Services, who had oversight
of all aspects of pastoral care at School B, was also a

House Coordinator; liaised with specialist staff; and had
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responsibility for the daily running of the Managing
Student Behaviour Programme. He was responsible directly
to one of the school Deputies. At School C, the School
Principal, one Deputy, the Year Coordinators and specialist
staff met as the Welfare Committee, which was a sub-
committee of the main Staff Association. Major decisions
at S8chool C were made at Staff Association level, although
a School Based Decision Making Group was in place. The
role of the School Principal at School D was similar, in
relation to pastoral care, to that of the Head of Student
Services at School A. All members of the Pastoral Care
Committee at School D could be involved as counsellors in
the Managing Student Behaviour programme, seen as part of
pastoral care provision.

At School E, the Deputy Principal acted as Chairperson
to both the Pastoral Care Committee and House Committee, as
well as having responsibility for the Managing Student
Behaviour programme. All referrals from teachers to the
first committee were expected to pass through her office.

While there were differences in the composition of
pastoral care committees, and in the responsibilities of
members, in each of the five schools links between formal
pastoral care and the academic subject departments and
curricula of the school were tenuous. House Coordinators
and Form teachers had subject department and classroom
teaching responsibilities, and so provided informal links
between the two areas. Only in School D, was any

curriculum content found to be linked with pastoral care--
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through the Health Education courses for Years 8, 9 and 10
students. There was no evidence in any of the schools of
attempts being made to structure timetables so that Form
staff had opportunities to work with their Form groups in
classroom teaching time to improve their knowledge of these
students. Where Form teachers had this opportunity, as at
School D, the arrangement was seen as beneficial to both
teachers and students.

In all schools, pastoral care committees were involved
in the Managing Student Behaviour Programme, which linked
with disciplinary concerns in subject areas through the
Heads of Departments. There was no evidence that House or
Year Coordinators met with Heads of Departments on
curricular issues, though the presence of the School
Principals at Pastoral Care Committee level in Schools C

and ) gave weight to pastoral priorities in these schools.

Resource Allgcatign for Pastoral Care

Resources deployed in the delivery of pastoral care in
the five schools were found to group within three
categories: (a) time allocated for formal pastoral care
programmes; (b) funding allocated to pastoral care; (c)
space allocated for pastoral care. Resource allocation
varied between the schools depending upon: School
priorities; the model for pastoral care provision adopted
in each school; system allocation of specialist help; and
the availability of additional funding.

Time Allocations. Time was allocated in all the

schools, except School C, for meetings of House
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Coordinators which usually lasted for half an hour.
Observation of House and Year Coordinators’ meetings showed
that planning student activities took up a major part of
this time, and that the activities were stated to attract a
varied degree of support from students. All House and Year
Coordinators were involved in planning activities such as
Treasure Hunts at School A, inter—-House basketball at
School B, the School Ball at School C, theme days at School
D, and sports carnivals at School E. These activities took
place during scheduled House periods, as in Schools D and
E, or were run at lunch times or atter school by House
Coordinators. Differing interpretations of the concept of
pastoral care complicated any calculation of time
resources. The twenty—-one House/Year Coordinators on
average spent 0.2 of their working time on nominated
pastoral responsibilities. In 8chool B three House
Coordinators each were given 0.2 of working time, so that
the fourth, as Coordinator of Student Services, could have
0.4, combining with Priority Schools Program funding to
make his role non—-teaching. House activities were not part
of "pastoral care" provision in Schools D and E, so House
periods in these schools presumably did not contain
structured pastoral activities, nor did the meetings of
House Coordinators rate as time for pastoral care
discussion.

Specialist staff in each school stated that their time
was used in counselling, health provision, case-work, and

meetings. S8Schools A, C, D, and E allocated time for a
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welfare or pastoral care committee meeting, usually of half
an hour’s duration. Specialist time allocations to all
five schools had been reduced. Working in several schools
meant that time was spent in travelling, and in the case of
the School Community Police Officer at School B this was
only made possible because a local firm had agreed to
sponsor a car for transport. The local churches ability to
fund the salaries of Chaplains in Schools B and E limited
time which these specialists could spend in their schools.

All the five schools in the study regarded the role of
Form teachers as a major component of formal pastoral care
provision. 0On average, however, only ten minutes each day
was set aside for Form classes in the five schools. At
School C, time for Form periods had been reduced in 1992,
due to either timetable pressures or to staff preferences
(interview data gave two separate accounts for the reasons
for change). Form periods now occurred from 11.25 a.m.
till 11.35 a.m. on Monday and Thursdays, from 11.15 a.m
till 11.35 a.m. on Tuesdays and Fridays and from 10.55 a.m.
till 11.05 a.m. on Wednesdays. In 1993, according to the
Acting Principal, School C proposes to institute a ten
minute administration period for four days in each week,
along with a forty minute period once a week for pastoral
activities.

Time available for Form classes to deliver pastoral
care rather than act as vehicles for administrative
matters, according to Year Coordinators at School C, and

Form teachers at Schools D and E, restricted pastoral care
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work. Other Form teachers at Schools B and C saw Form
class time as an administrative period. In the view of one
Form teacher at School C, "by Year 11 the students aren’t
interested in telling me their problems”. In contrast, a
Form teacher with a Year 11 group at 8chool D noted her
frustration when problems relating to a class member only
surfaced through casual conversation with other teachers.
Difficulties with language skills featured in this event
and the Form teacher’s conclusion was that '"students
probably locate their own support in the school". The same
teacher regularly gave up recess and lunch hours to assist
students with problems because of time constraints on Form
periods.

Funding for pastoral care. 0Only Schools A and B were

eligible for Priority Schools Program funding. 8School A,
in 1992, had received a special grant for the salary of an
Attendance Officer from Government funds. The Peer Group
Support Scheme at School A was dependent upon money from
the Priority Schools Program. Because this had to be
applied for annually, the Social Worker at School A had
made evaluation of the programme a structured feature, to
prove outcomes and to win staff support. The Crisis and
Re—-entry Programme at School A, scheduled to start in 1993,
was dependent upon special allocations, as was the salary
of the Attendance Officer. At School B, the Acting
Principal stated that 11 per cent of the school budget was
directed towards pastoral care.

School C used its Special Responsibilities Allowance



140
to fund the salary component for Year Coordinators. In all
the schools the salaries of specialists were counted as
pastoral care funding, and formed the only component o+f
this resource in Schools D and E.

Space allocation. Calculations for space allocation
for pastoral care varied according to how pastoral care was
defined. At 8chool A, the main area of the House Centre
was shared by all House Coordinators, the Attendance
Officer and the secretary. At School B, all House
Coordinators, including the Coordinator of Student
Services, shared accommodation which had originally been a
bedroom of the school caretaker’s cottage. The Year
Coordinators at School C shared the provision of work space
in two Year Centres, one serving the lower school and one
the upper Forms. At 8chools D and E, pastoral care
committees used general meeting areas. In all schools
specialist staff had private offices, but only the Head of
Student Services at School A of the teaching staff had a
private area to work in as part of the House centre.

A lack of private space for Form teachers to talk with
individual students led to matters either having to be
discussed when others were present, or to teacher and
student having to search for some private corner to talk
over problems.

Roles in Pastoral Care in _the Five Schools

Key personnel in pastoral care were seen as being the
school specialist staff and House or Year Coordinators.

While the latter were envisaged in school plans as having a
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specialised role in pastoral care, these roles were
perceived differently in the light of each school’s
priorities. The main involvement of other school staff was
in the role of Form teacher.

House and Year Coordinators. In all the five schools,

pastoral care was seen as part of Student Services.

At Schools C, D, and E the Coordinator of Student Services
was one of the 8chool Deputies. S8School A, in 1992, had a
Head of Student Services, and at Schoaol B the post of full-
time Coordinator of Student Services had been created.
Details of the remits of these members of staff are
included in the case-studies for Schools A and B (see
Appendix A).

All the schools in the study had teachers as either
House Coordinataors or Year Coordinators. They were seen as
pastoral team leaders by the School Principals although
their responsibilities varied from school to school. The
range included pastoral duties, disciplinary caoncerns,
administrative functions, and organizing activities. The
Coordinators either were elected by staff, as in School D,
or appointed by the School Principal or Deputy, as in the
other four schools. They took responsibility for either a
House Group of students (one of four House Groups in each
of 8Schools A, B, D, and E) ar a Year Caohart as in School C.
These staff members volunteered to take on extra duties in
the school. The only material benefit gained by
Coordinators was an allocation of time to perform the

associated tasks, although a House Coordinator at School D
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suggested that the role might be seen as a pathway to merit
promotion or to Advanced Teacher status.

In addition to interview responses, 12 Coordinators in
S8chools B, €, D, and E returned written answers to
interview gquestions. All of these Coordinators had worked
in their school before taking up the posts, periods of
service ranging from one to sixteen years. Teaching
experience in schools varied from gsix to thirty three
years. Table 12 shows that Coordinators 1, 2, 5, 8, 9, and
11 believed that nothing in their training had equipped
them for a pastoral role in schools. Coordinators 3, 4,
and 7 felt that units in their Degree course, such as basic

psychology, had been helpful in their pastoral care work.

Table 12

Responses from House or Year Cpordinators

Issue Response Coordinators
Some training 3, 4, 6, 7,
Pastoral
in pastoral care 10, 12
care =00 @ momm oo
No training in 1, 2, 5, 8,
training
pastoral care g, 11
Some access to 2, 5, 6, 8,
Access to
literature 12
literature -———————rmmm—m e e
No access to 1, 3, 4, 7,
on pastoral
literature ¢, 10, 11
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Coordinators 6, 10, and 12 had access to in-service
training which was relevant to pastoral care concerns.
Interview data on in-service training, as well as comments
made on the question returns, indicated that such courses
were short (sometimes of a day’s duration) and, in one
case, were regarded as "ineffective" (Coordinator 4 ).
Coordinators 2, 3, 8, and 12, had access to professional
journals, either from W.A or from overseas, which were
informative on pastoral care issues. Coordinators 5 and 8
cited their membership of the Australian Association for
Pastoral Care in Education. Seven out of the twelve
participants stated that they had no access to literature
on pastoral care.

Contrasting allocations of time spent on pastoral care
from "Too much, in view of other responsibilities”
(Coordinator 6) to “"Very little time spent on pastoral
care” (Coordinator 113, illustrated the difference in the
schools’ expectations of the pastoral role of House
Coordinator. The format of the interview guestions is
included in Appendix B.

At School A, House Coordinators met weekly with the
Head of Student Services, worked with student councillors
in their House and planned and carried out special
activities for the students, for example treasure hunts and
quizzes. They met also with the Form Teachers in their
House, and collected House Points.

At School B, the role of House Coordinator was vital

to plans for pastoral care. Their weekly meetings covered
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concerns With student behaviour and with individual student
problems, activities and House arganization. The
Coordinatar of Student Services had in past years been a
House Coardinator, and his job description specified that
he retained the duties associated with this role.

School C had a system of Year Coordinators who formed
the majority on the school’s Welfare Committee. As well as
taking responsibility for pastoral concerns of the age
group with which they worked, these teachers organized
events far that group and had special respansibilities
associated with the stage of their cohort in the school.

At Schools D and E the role of the House Coordinators was
officially seen as peripheral to pastoral care provision.
Unafficially at School E, accarding to one House
Coordinator, there were staff members who saw crises
response as only one facet of pastoral care, and were
working for changes—-while respondents at School D accepted
the school’s definition of pastaoral care and saw their work
as outside this. In these schools the House Coordinators’
official role was to improve school tone and school spirit
through student activities, such as inter—-House
competitions and organized projects on issues such as the
school environment.

Specialist staff. All five schools had access to help
from specialists, for example a School Nurse and School
Psychologist. Specialist staff were responsible for
pastoral care of individual students in crisis on a day-to-

day basis. The extent to which this care could be offered
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depended upon time available in the school. Not all
specialist staff in each school were included as key
personnel in pastoral care. For example Schools A, B, and
E, had Aboriginal liaison officers attached to the school.
Work with these minority school groups was not included
when the schools listed individuals in key pastoral rvoles.
At School D language experts helped students who spoke no
English. For the purposes of pastoral care in the school,
however, these students were assigned randomly to Year 11
Form classes.

Interview data from the School Community Police
Officer and the School Psychologist at School B, and the
School Nurse at School D identified problems of
communication with teaching staff, concerns for the
protection of confidential information, and constraints of
time and resources for vreferral. The Principal at School D
commented upon the negative reaction of teachers, when
student referrals to specialists did not produce a rapid
solution to the original classroom problem.

At School B, the Coordinator of Student Services
reported difficulty in setting up formal links between
teaching and specialist staff in 1992, because of time
constraints and the varying hours at which specialists
attended that school. Referrals, according to interview
data from the Social Worker, and the School Psychologist,
came directly from House Coordinators or teaching staff, or
as a result of self-referral by students. Both the Social

Worker and the School Psychologist at School B had their
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times allocated to the school reduced in 1992.

In a further example, the School Psychologist’s time
at School C had been reduced in 1992. Administrative
staff, according to the Deputy Principal, had become
accustomed to operating on the assumption that
psychological support for students in crises would not be
readily available. The Deputy and Year Coordinators noted
that the less time such help was available the greater the
school’s coping mechanisms appeared to become, so that
referrals decreased. The Year 11 Coordinator at the school
concluded that the amount of specialist time allocated
turned the service into "a farce'". The Deputy at School C
commented that "crises cannot be scheduled to correspond
with the availability of specialist help."”

At School E the Deputy Principal, who was responsible
for pastoral care, expected to act as a channel for
referrals from Form teachers to specialist staff on the
Pastoral Care Committee. In School E the pastoral
specialist team was comprised of a School Nurse, a School
Psychologist, a Social Worker and a Chaplain. The roles of
all specialist staff involved counselling students on
aspects of behavioural management, health matters and

social or emotional problems.

Other School staff. At all five schools, the majority
of teachers worked with Form classes (for example School C
had 40 staff in that role). As a Form teacher, each one
took responsibility for a group of students, either in a

vertical arrangement which meant that the Form was made up
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of students from different Years, or in a horizontal
arrangement where each Form was part of a Year cohort.

In policies in each of the five schools, according to
Principals and Acting Principals, Form teachers were
assigned a major responsibility for pastoral care delivery.
In Table 13 responses to questions on the nature of the
role of Form teacher and the importance attached to the
task are listed. A complete list of questions is contained
in Appendix B.

Form teachers were the only staff members on the

pastoral care team who could be assured of being in contact

Table 13

Responges from Eight Form Teachers Regarding Pastoral

Duties
Issue Number of teachers
Form class seen 2

as important part

of teaching role

Know Form class 6
students better

than students

in other classes

Form class duties 8
are administrative

Time available is 6
usually sufficient

Go to House/Year S
Coordinator if

help is required

for students

Refer students to 3
specialists for help
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with a particular group of students each day. Students
repaorted to Form rooms for a specified period. The
teachers were expected to liaise with their House or Year
Coordinator, to assist in any planned activities, to know
their students, and to refer any who were "at risk" to the
appropriate person in the school for help.

Form classes of the teachers who participated in this
study ranged in size from sixteen to twenty nine students.
The actual time (aon average ten minutes) allocated to daily
cantact with a Form group had to be used for registration,
reading school notices, promoting House activities,
checking adherence to the school dress code, and receiving
absence notes or other communications fraom home. These
administrative duties severely limited opportunities for
pastoral work, such as counselling over difficulties and
directing students to other staff who might help them.

The House Periods which were part of the timetable in
Schools D and E were devoted to activities planned by the
House Coordinators. Six of the eight respondents saw the
role of Farm teacher as a minor part of their duties.

In the view of the school Principals and Deputy
Principals at Schools C, D and E, and from the perspectives
of the Form teachers who either were interviewed, or
returned answers to written gquestions, formal delivery of
pastoral care in Form classes was likely to be a hit or
miss procedure. This could stem from the personality of
the Form teacher, from the shaortage of time to work with

Form classes, interruptions to that time, and the amount of
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administrative work which was expected to be covered.

The consensus seemed to be that little pastoral
benefit to students was forthcoming from their Form time
relationship with a particular teacher. The size and
socio-economic setting of the school did not appear to have
any material effect on these outcomes.

Evaluation of Pastoral Care in Each of the Five

Schools

Little evidence was found of monitoring or structured
evaluation of pastoral care provision. At Schools C and E,
the Principals accepted that, at present, none was
attempted. The Deputy Principal at School B believed that
positive attitudes shown by ex—-students to the school were
proof of the school’s pastoral success, and on a similar
note the Acting Principal at School C relied upon positive
impressions made upon visitors to the school as proof of a
"caring'" environment. At School A, the area was seen by
the Head of Student Services, as one which should be
planned at Ministry of Education level, if evaluation is
required as part of the School Development Plan.

Consideration of the evaluation of pastoral care
programmes was complicated in that the area of pastoral
care was, in Schools A, B, and E, subsumed under other
headings in the School Development Plan. Performance
indicators were set for these particular areas of the Plan
and the expectation was that the success of pastoral care
outcomes could be measured through these. Table 14 lists

the expected methods to be used in the evaluation of
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péstoral care and shows that there was little evidence that

any such evaluation had taken place.

At School A, the main heading covered the area of

"Caring". The School Development Plan offered no breakdown

of the methods which would be used to evaluate this area.

The concept of student empowerment had been adopted by the

Principal of School B from ideas originating in the United

States of America. Some of the components of the

performance indicators of this area would be statistically

available (for example the figures on secondary graduation)

Table 14

Planned Methods of Evaluating Pastoral Care Provision in

Each of the Five Schools

School

A ~Peer Group Support
Scheme evaluation

Performance indicators
for the priority area
of "Caring"”

B Report to be made of
the outcomes of the
"Empowering Students”
programme

c Performance indicators
for the priority area
"Post Compulsory
Schooling"

Evaluation

Student
questionnaire
issued

No completed
evaluation
found

Not completed
by end of data
collection

No completed
evaluation
available

D Follow up procedures
from case-work

Weekly review

E Performance indicators
from the priority area
* Social Justice/
Student Welfare"

No completed
evaluation
available
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and the Coordinator of Student Services expected to report
on outcomes of the programme to the School Decision Making
Group. No report was to hand by November 1992.

Verification of performance of programmes, at School
E, was suggested as part of the Draft School Development
Plan. They included the statistics for usage of specialist
services, both through staff referrals and self-referral.

In S8chool C, pastoral care was not one of the school’s
Development Plan priorities. The assumption was made by
the Deputy Principal that the performance indicators set
for other priority areas would provide pastoral care
evaluation. At School D, an ongoing weekly review of
pastoral care by the Pastoral Care Committee, as part of
case-work, was expected to provide information on outcomes.

Discussion at meetings of House and Year Coordinators
suggested that the extent to which students responded and
took part in the activities and competitions which were
planned could be counted as a form of evaluation. The
greater the numbers of students involved the more positive
the outcomes were taken to be.

Two examples of structured evaluation were found in
the study. The first was at School A, where the Peer Group
Support Program was assessed annually, and the second
related to a transition camp for Year 8s at School C.

In the first instance, Figure B shows the cyclical
process of the Peer Group Support programme at School A,
culminating in an annual gquestionnaire to students in Year

8 and Year 11 who had participated, and a review of the
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programme in the light of findings. The answers to the

- questidnnaire given to participants in the programme showed
areas which they felt had been beneficial to them and
indicated areas in which changes should be made. Greatest
benefits in 1991 were reported by the Year 11 Group
Leaders, who believed that the programme increased their
self-confidence and was a positive factor in their school
records of participation and leadership. The major change
requested by the Year 8 students was that the programmé

continue throughout the year. This change was believed by

-

the Social Worker to be impractical, in terms of materials

needed, and time available for training and evaluation.

Peer Group Support
Foundation.
Planning materials.
Course content.

Staff in School.
Funding for scheme.
Planning the programme.
Training for Year 10
Students as Peer Group-
Leaders. Reapply for
funding. (Term 4)

Year B students
divided into groups.
Each group has two

Evaluation Activities. trained leaders now

Questionnaires to in Year 11. Course
Student participants activities.

Respond to opinions (Terms 1 and 2 )

by course modification

(Term 3)

Figure 8 The Peer Group Support Scheme cycle at School A
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At School C, the Year 10 Coordinator reported on the
camp held for Year 8 students new to the school, from the
perspectives of the staff, as shown in a qguestionnaire.
Problems were identified with the location of the project
outside the Metropolitan area. The distance from the
school precluded teachers, other than those in residence,
from taking part in activities because of travelling time.
This limited the options which could be included in the
programme, and prevented increased staff/student
interaction. The camp was part of a transition programme

run by the Year 8 Coordinator.

Summary. The concept of pastoral care was viewed in a
general light by the school Principals. All five schools

had detailed plans and policies for pastoral care as a part
of the area of Student Services, and had complex structures
and intensive resource allocations in place. Little or no
evaluation of the area of pastoral care was found in any of

the schools.

6.3 The 8cenario

The level of "the scenario" showed the influence upon
specific factors in pastoral care delivery of
interventions. In each of the five schools, administrative
or managerial decisions had led, or were leading, towards
changes in pastoral care provisian. In Table 13 the
pattern of change across all five schools is shown, either
as a result of actions at Ministry of Education level, or

at administrative level within the schools.
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Table 15

Interventions in Pastoral Care

Category of Change School Number
Changes to policies A 1
and plans B 1
E 1
Organizational changes A 1
(o 1
D 3
E 1
New pastoral role created A 2
B 3
Pastoral role changed B 1

Of the five schools, the greatest number of changes
were reported from Schools A, B, and D. In these instances
the occurence of one change led to the introduction of the
others.

Changes to Policies and Plans

Three major changes to policies and plans for pastoral
care either had taken place, or were planned for 1993. The
policy changes in Schools A and B were the result of
external intervention by the Ministry of Education.

At School A, concerns surrounding a truancy rate of 16
per cent had influenced the decision by the Ministry of
Education, arising from the findings of the Committee on
Youth Affairs (Watkins, 1992), to put in place a Crises and

Re—-Entry programme. The aim of the programme was to give
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students, who volunteered to take part, assistance at a
special centre in the school. The students would have a
modified academic course, which was designed to allow them
to make up lost ground and eventually to successfully re-—
integrate into the normal classroom situation. A sum of
$80,000 was allocated for this programme in 1993, with the
provision for an expenditure of $100,000 each year in the
future, for the duration of the scheme. According to the
Attendance Officer, the Crisis and Re-Entry Centre would be
staffed by one teacher initially, with a teacher to join
the unit if funds permitted. 8ince the Centre was only at
a planning stage in 1992, outcomes were uncertain.

The reduction in time allowed for specialist staff in
School B, as part of a review of specialist resources by
the Ministry of Education, had left the area of Student
Services with depleted capabilities. To redress this
imbalance, other avenues of provision had been explored by
the school, leading to the appointments of a Community
Police Officer and a school Chaplain. The school Community
Police Officer reported difficulties in making initial
contact with Aboriginal students at School B, but expected
that this would improve as she became better known to the
group. The Chaplain took up duties in the school in
November after a selection process which lasted all year,
so that outcomes from his appointment were not clear in
1992. The Deputy Principal understood that specialist time
at School B would be increased by the Ministry of Education

in 1993.
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Pastoral Care programmes at School E were found to
have evolved as the responsibility of specialists in the
school. In the opinion of one House Coordinator, himself
new to the school in 1992, the influence of the incoming
Principal and of new teachers who had particular interests
in pastoral care theory and practice had brought about
pressure to give teachers more pastoral responsibilities in
1993, to revise structures, to assess student needs, and to
evaluate pastoral outcomes. Plans for these changes were
prepared in 1992.
Changes to Organizational Structures

Six changes to structures and resource allocations
were reported in Schools A, C, D, and E. These alterations
registered the schools’ dissatisfaction with existing
structures, and the desire in Schools A, C, and E to
provide more general pastoral care for all the school’s
students, rather than concentrating only upon the needs of
students in crises. The concerns which led to changes at
School D were more specifically related to the need to
communicate pastoral outcomes to teachers in that school,
while protecting the confidentiality of information about
individual students.

Enquiries regarding future pastoral care plans brought
responses from Principals and Deputies which indicated that
the process of organizational change was ongoing, that none

of the schools were satisfied with present pastoral
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structures, and that other changes to school organization—-
for example, to timetable structuring--could have
implications for resources available for pastoral care.

The Head of Student Services at School A commented
upon the importance of the support of the 8S8chool Principal
for revised pastoral care initiatives. The House system
revival was seen as a measure to increase student
identification with the school. Past practices in the
school had offered little pastoral support to the majority
of students, while concentrating resources on those facing
crises. In 1992 however, despite these initiatives,
pastoral demand to address crises was still intense, and
the Head of Student 8Services was unable to give the revised
House system the attention he felt it deserved. Outcomes
of the initiative in terms of increased student
identification with the school were difficult to gauge.

The Acting Principal at 8School C was instrumental in
setting in motion changes to the structure of the role of
Form teachers. These changes recognised that, for a
percentage of staff, the pastoral aspects of the role of
the Form teacher were unwelcome. In addition, there
were administrative imperatives, such as registration,
which had to have time scheduled in the school day. The
reforms envisaged by the Welfare Committee separated
pastoral and administrative functions, with volunteer
tutors taking a pastoral role with selected groups of
students who were believed to require this guidance. The

rejection of the changes at Staff Association level
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represented, in the view of the Deputy Principal "not a
vote of confidence in the present system, but more a
reluctance to become involved in anything different". By
the end of 1992 these proposals were still being revised.
The advent of a new Principal in 1993 might halt change in
this direction or might expedite reforms.

School D had put in place a Pastoral Care Committee
which included representatives from House Coordinators,
special units, teachers, as well as specialist staff, the
Principal and both Deputies. This arrangement had worked
well, but recent changes to the committee’s membership had
introduced difficulties. As a result of these, the
Principal at School D moved to protect confidentiality in
pastoral care case-work by forming a small specialist sub-
committee. Stresses in the Pastoral Care Committee were
the catalyst for these changes, according to the School
Nurse and one House Coordinator. Following the formation
of the sub-committee, a decision was taken to employ more
structured responses to student referrals. This was
directed, the School Nurse stated, towards meeting
teachers’ concerns that they had information on the
progress of referrals without breaching aspects of
confidentiality. The changes were believed to have
improved the pastoral service offered to individual
students.

The Chaplain at School E was seen as a valuable
resource by the Deputy Principal. At the start of 1992 she

worked in the school for three days each week, time
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constrained by the ability of local church groups to meet
salary costs. The value placed on the chaplaincy was
confirmed in the decision of the Parents and Citizens Group
in the school to raise funds to pay for an extra day’s
salary. The Chaplain hersel+ was involved in these +fund

raising efforts.

Changes to Roles in Pastoral Care

The roles which are discussed under this heading were
specially created in the area of pastoral care provision
and were not a result of normal staff changes. The House
and Year Coordinators who were interviewed for this study
had all served for a number of years in their schools, but
normal staff movement did affect School Principals,
specialists and Form teachers.

Schools A and B had been involved in either creating
new roles for existing staff, as in the cases of the
Attendance Officer at School A and the Coordinator of
Student Services at School B, or appointing staf+ for new
roles, as in the Head of Student Services at School A. The
Principal of each school played a major part in the
creation of these posts.

At School A, both new appointments related to the
difficulties the school was experiencing with student
truancy. The first, that of Head of Student Services, had
positive connotations with the revival of the House system
as a means of involving students more with the school, and

in improving their relationships with teachers. The
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Attendance Officer, in the second case, had involvement
only with students who truanted. The post of Attendance
Officer had been introduced in 1991, and the success of the
experiment had led to a grant of funding from the Youth
Strategies Commission, according to the Head of Student
Services and the Attendance Officer. A direct result of
the freeing of school funds which the grant occasioned, had
been the opportunity, in the words of the Head of Student
Services "to provide pastoral care for the 90 per cent of
the students who were not previously reached", through a
revised House system.

The Principal at School B was anxious to promote
student empowerment as a method of increasing participation
in school activities and of improving the self-confidence
and self-motivation of students. The Coordinator of
Student Services at School B had been a House Coordinator
in that school, and in the view of the Principal had
"admirable leadership qualities".. In School B,
initiatives were undertaken to find staff resources which
would compensate for the diminution of time in the school
for the Social Worker and the School Psychologist. The
appointments of a School Community Police Officer and a
School Chaplain were seen by the Coordinator of Student
Services as being supportive of these aims and also in line
with the Principal’s educatiocnal philosophy. The
retirement of the Principal at the beginning of 1992 , due

to ill~-health, led to changes in emphasis in school
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policies, with the importance of student empowerment
apparently diminishing. 1In 1992, the Coordinator of
Student Services conceded that his role had developed in a
different way than had been intended by the former
Principal. The Deputy Principal in 1992 viewed the
Coordinator as an executive officer—-"someone who can
relieve the burdens of the Deputies, and free them for
other duties."

The Delivery of Pagtoral Care

An assessment of the nature or extent of pastoral care
delivery in each of the schools was made complex by the
lack of any set guidelines at system level for such
delivery. Funding from the Priority Schools Program was
used in Schools A and B in pastoral care programmes. A
neglect of the concept in system policies and plans was
seen to lessen the status of teachers who held pastoral
roles, in the view of House and Year Coordinators. Schools
D and E had evolved systems which concentrated on
specialist counselling for individual students. This form
of delivery had been adversely affected by a reduction in
specialist staff in the five schools, but the work of
specialists still constituted the major part of pastoral
care delivery. Their effectiveness depended upon students
in need being referred for help. 0nly School D showed
evidence of a structured referral system from teachers. No
statistics on the numbers of students who referred
themselves for specialist help were forthcoming from the

schools.
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Principals and Acting Principals saw Form and classroom
delivery as a major aspect in pastoral care. Ten minutes
each day, on average, was allocated for Form classes and
this time was largely filled by administrative
requirements. Classroom delivery of pastoral care was seen
by two Principals to be unguantifiable and by all
Principals and Rcting Principals as dependent upon the

interest, commitment and goodwill of individual teachers.

Summary

The findings in Chapter Six revealed both similarities
and differences in the schools’ approaches to pastoral care
provision. Literature reviewed in this study showed that,
while there was acknowledgement of the concept in Western
Australia and overseas, a concise definition had proved to
be elusive. The definition of "the caring school"
(Pougher, 1982), adopted in Western Australia did not
appear to provide a cohesive approach. This lack of
cohesion was exacerbated by a lack of system interest in
and guidelines for pastoral care provision inlschools.

Three of the five schools had pastoral care as part of
a priority area in School Development Plans. All five
schools had House or Year pastoral structures linked
with Form Groups. Four of the five schools reported
increased pastoral demand at a time when specialist
resources were decreasing.

At Schools D and E House Coordinators did not have
direct pastoral roles. Differences in the choice of House

or Year structures, or in horizontal as opposed to vertical
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arrangements of Form groups did not seem to have a material
effect on outcomes from these decisions. Schools A, €, and
D intended to reverse Form arrangements in 1993. In
Chapter Seven the research findings are discussed in the
contexts of the nature and extent of the pastoral care

provisions made by the schools.
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Chapter 7
DISCUSSBION OF FINDINGS
Overview
This Chapter discusses a revised conceptual framework
arrived at through the findings of the study. The nature
of this revised framework is compared to the initial

conceptual framework in Chapter Four.

7.1 The Setting

Substantial funding from Federal and State sources was
directed by the schools to programmes which were related to
pastoral care. The concept of pastoral care, however, was
barely acknowlédged at system level. The resource-
consuming effects of community demands were shown in
Schools A, B, C, and E. There was little evidence of
community help for pastoral care related initiatives.
Recent reports (Bonjolo, 1991; Watkins, 1992) indicated
that schools would be asked to take full responsibility for
students thought to be "at risk".

The Effects of System Policies and Plans for Pastoral Care

he Priority Schools Program. This programme was

designed to provide additional funds for disadvantaged
schools nation-wide. 8Schools A and B in this study had
access to this funding and chose to use it, in part, for
pastoral care initiatives—-—-indicating the importance these
schools attached to what they considered to be pastoral
care. No additional income was available to Schools C, D,

or E, despite the fact that School E had areas of poverty
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in its district, and School C was reporting increased
pastoral demands from the community. Both schools would
have had more scope in planning, had some source of funding
been accessible which could have been directed to pastoral
care. As matters stood, neither Schools C nor D would be
classified as disadvantaged, and School E had not applied

for Priority Schools Program funding.

State Government funding. The emphasis which the
Ministry of Education put on specialist provision to the
schools meant that their salaries were the major component
of funding Ffom this source, re-inforcing the notion that
pastoral care was a matter for specialist experts. The
schools chose to sub-divide an allocation of time for one
teacher above the staffing allowance amongst their House or
Year Coordinators to allow time for pastoral duties. No
time allocation could be offered to Form teachers for their
pastoral role within current policy guidelines.

At School A, the system’s concerns with truancy were
evident in the granting of special funds for the salary of
an Attendance Officer, and in the setting up of the Crises
and Re-Entry Programme. That these initiatives were seen
as pastoral in that school confirmed the linkage between
aspects of student behavioural management and pastoral
care, which was evident in all schools in the study. There
was no comparable funding provision for other areas of
pastoral care, such as the formulation of a pastoral

curriculum.
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Other Federal policies and plans. Pressure from the
States appeared to have halted such initiatives as the
proposals aof the Committee on "Young people’s participation
in post-compulsory education and training" (Finn, 1991),
and "The Key Competencies Report" (Mayer, 1992). These
policies, had they been implemented might have added to
teachers’” concerns about the pace of educational change,
and so indirectly affected attitudes to undertaking
additional pastoral tasks, as shown at School € in this
study.

State Government licies and plans. A failure to
implement ten out of eleven of the recommendations for
pastoral care set out by the Committee of Enquiry (Beazley,
1984), coupled with the almost complete absence of the
concept in the Better Schools (1987) programme, and in
related policy documents, made clear the lack of system
interest in pastoral care as a component of educational
programmes. Only '"Guidelines for School Discipline"
(Ministry of Education, 1988) set out mandatory
requirements for pastoral care and positive classroom
management. A '"whole school approach” to the concept
{(Louden, 19835) was embraced in policy documents in the
schools, but did not appear to materialise in practice.

Evidence from research findings, (Hyde, 1990; Watson,
1990), interview data from all five schools in this study,
and the lack of attention paid at system level to studies
concerning pastoral care (Deschamp, Harris, and Raobson,

19833 Dynan, 19803 Hyde, 1984; Nott, 1979) confirmed
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the area’s low priority. The lack of attention given in
system policies and plans to helping teachers take
responsibility for the pastoral well-being of their
students, and the concentration by the Ministry of
Education upon the provision of specialist non-teaching
staff in schools, had marginalised pastoral care in all
five schools. A direct outcome from this strategy might be
the diminution of status of teachers as non—-specialists in
pastoral issues (Best, Jarvis, and Ribbins, 1980; Watson,
1990).

Related Effects of State Policies and Plans. The

increasing popularity of the appointment of Chaplains for
the schools was shown in the findings of this study. The
role was seen as that of counsellor, rather than as a
minister of religion. Chaplains were working in Schools B
and E, and appointments were being considered at Schools A
and C as anecdotal accounts of the usefulness of the role
were received.

The District Office was seen in the Better Schools
programme (1987) as a support mechanism for schools. In
this study, the District Welfare Officer, whose work
involved returning truants to schaol, was the only member
of the District Office staff who was seen as having input
into pastoral care-—further confirming the linkage seen
between student behaviour management and pastoral care.

The establishment of Senior Colleges had side effects
for pastoral care demands at School B, when numbers of

students who might otherwise have applied to repeat
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Year 12 at that school were attracted to the college
instead. §8State policies did, however, direct a group of
country students to School B-—students who lived nearby
as boarders at a residential college-—and who made up
almost one quarter of the school’s roll. There was no
evidence to suggest that the special needs that this group
of students had were given consideration in pastoral care
programmes. Similarly students at School D, who were part
of the Intensive Languages Programme, were randomly
assigned to Form classes, despite language problems for
students and for teachers.

Reaction to the pace of change in educational policies
compounded staff unwillingness to take on extra
responsibilities in pastoral work as Form teachers at
School C. Further pressures were likely if schools were
required to take responsibility for "at risk" students
(Bonjolo. 1991; Watkins, 1992)--pressures which could have
the most severe impact on Schools A, B, and E, already
facing a high level of pastoral demands.

The findings illustrated that policies and plans put
in place in other areas of education could have effects on
pastoral care resources. These outcomes appeared to be
unconsidered when such policies and plans were formulated,
which would follow if pastoral care demands were not taken
into account at system level.

In Figure 9, the possible effects of system
indifference to pastoral care are set out. A lack of

attention given to pastoral programmes, a lack of
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MINISTRY OF EDUCATION

1. Pastoral care receives few mentions
in policies or guidelines

2. Frequent staff changes in schools

3. Resources are used to place specialist
staff in schools

4. Lack of training for teaching staff in
the delivery of pastoral care

S. No official structures for promotion
in pastoral care systems

6. Resources are concentrated upon
Managing Student Behaviour

A4

SCHOOL STAFF

1. Resources are focused on student
discipline

2, Teaching staff in pastoral roles
lack official recognition, training,
status

3. Lack of understanding of pastoral
care

4, Low esteem for pastoral roles

v

STUDENTS
1. Views on student needs are not
established
2. Lack of help for problems due to
lack of time and staff expertise
3. Unmet needs may lead to poor
motivation to achieve academically
Failure is reinforced
Rejection of school norms and rules
Disruptive behaviour
Punishment for rule infractions
Alienation; Apathy
Truancy; Suspension; Expulsion

goNcCO e

Figure 9 , Possible student outcomes arising from the lack

of Ministry of Education policies for pastoral care.
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training for teachers in pastoral care, the emphasis
placed upon specialist assistance, all were coupled with a
concentration of system resources on the negative
aspects of student misbehaviour. These policies could be
seen to lead to a lack of response on the part of teachers
to the pastoral needs of students. Needs might be seen as
something which specialists dealt with, with teachers
concentrating on detecting and controlling rule
infringements as a part of classroom management. This
latter aspect could lead to teachers punishing the
symptomatic behaviour associated with student needs, rather
than having an understanding of the underliying malaise.

From this point teacher/student relationships might
deteriorate, school failure be reinforced, and alienation
occur—--leading to truancy, with an enforced return to a
system already rejected, or to the final severance of links
with that system through suspension and expulsion. If
schools are to be asked to take full responsibility for
students seen to be "at risk", then this cycle must be
broken.

Effects of Community Setting and Concerns

Community Setting. A major impact upon pastoral care

came from demands which originated in the school’s

community setting according to sources in Schools A, B, C,
and E. The socio-economic status of the community was not
the deciding factor in this situation as problems, such as
drug abuse, family breakdown, unemployment, and threatened

suicide crossed societal barriers. Problems with
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disruptive behaviour in class, however, were believed in
the schools either to be caused or aggravated by factors
relating to the students’ socio—-economic background.
Dysfunctions in the pastoral care system which was in place
in the schools, such as lack of help for truants returning
to classes, may have compounded these difficulties. While
these dysfunctions were acknowledged, the basic tenets of
pastoral care structures linked to discipline in the
schools, went unquestioned.

Community Concerns. The Report of the Committee on

Youth Affairs (Watkins, 1992), while highlighting the
dangers facing students "at rvisk", noted that the Managing
Student Behaviour programme did not solve problems of
disruption or alienation. Major difficulties were reported
at School A for teachers when truants returned to school.
Their return placed the onus upon teachers to re-assimilate
them into classrooms, requiring an allocation of time and
staff expertise which was not available. Any response to
students returning to school following trauma would be met
by the same constraints in the classroom.

There was only one example in the findings of this
study, {(parental fund raising for the salary of the
Chaplain at School E), of community support for pastoral
initiatives to match community demands for pastoral care
services. 8Such support might reflect confidence in the
incumbent Chaplain rather than a philosophical acceptance
of the principles behind chaplaincy.

Future outcomes. Plans and policies for pastoral care
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may change in response to a new Government in Western
Australia which seems likely to bring in different
directions in educational policy—-—-for example those arising
from the findings of the Review of Education, Employment
and Training (Vickery, 1993)--directions more in line with
those set out in the White Paper "Choice and Diversity"”
(1992) in the United Kingdom, which emphasised devolution
of educational responsibility to schools and their
communities. The findings of the Report of the Committee
on Youth Affairs (Watkins, 1992) may not figure prominently
in such plans, and any change in emphasis in system
priorities appears to favour curricular rather than

pastoral issues.

7.2 The Scene

Findings at the level of "the scene' showed that
Schools A, B, and E gave pastoral care prominence in
School Development Plan priorities, despite system
indifference. All five schools had explicit policies and
plans for pastoral care, organizational structures in
place, resources allocated and roles defined. What was not
in place was any degree of structured evaluation to assess
outcomes of pastoral care delivery.

Pastoral Care Concepts Adopted by the Schools

Mission statements and definitions of pastoral care
contained in School Development Plans and other policy

documents, and definitions of the concept given by
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Principal teachers were couched in terms of the general
duty of care and the protection of student welfare, by
all teachers for all students. In fact, the research
findings showed that pastoral care was structured by the
Ministry of Education to be the province of specialist
staff and was directed towards individual students in
crises. At classroom level, any component of pastoral care
was dependent completely upon the interest and commitment
of individual teachers, who lacked training and system
support.

School Policies and Plans for Pastoral Care

Plans fgr pastoral care. Plans for pastoral care
were explicit in all five schools. The main thrust of
administrative planning, however, was directed towards
academic and curricular programmes. Issues which related
to pastoral care, such as equity of educational opportunity
and equality of access to educational services, were system
priorities and were stated as major concerns in Schools A,
B, and E. Meeting those needs was part of pastoral
provision. The separation of pastoral care from
educational programmes may have led to functional problems
which were being experienced in all five schools.

Policies for pastaoral care. The schools’

concentration on curricular strategies and emphasis on
student behavioural management led to demands from teachers
which placed pressures on pastoral care services. Students
who disturbed the class were referred either to the

Managing Student Behaviour programme in the school, or to
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specialist help where this was available, and positive
results from referrals were expected.

The notion of planned components, integrated into
subject teaching in each classroom to address causes oOf
student stress and alienation, as discussed in literature
(Buckley, 19803 Lang, 1991; Marland, 1980), was not a part
of school policies, despite claims by the School Principals
that pastoral care was a matter for every teacher in every
classroom.

Extensive policies for the implementation of the
Managing Student Behaviour programme in all five schools
indicated that the area of discipline and aorder was a majar
priority. The focus on discipline was set by Ministry of
Education policies and was followed through even if
disciplinary demands, such as at Schools C and D, scarcely
warranted this expenditure of resources.

The informal patterns for referral of students to
specialist help, which predominated in all schools but
School D, had two major consequences. Firstly, in-depth
knowledge of individual students and their problems was
required if referrals were to be comprehensive, and the
study showed that such knowledge would not necessarily
arise from Form teacher/Form class relationships. In
the second place, just as there were no formal referral
procedures except at School D, there was no formal
structured feed—-back, so that any after—-care needed at
classroom level was not assured, and might in any case be

beyond the resources of teachers lacking pastoral skills.
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Data from Pastoral Care Committee Meetings suggested that
most referrals would arise as the result of behavioural
problems, stemming from the disciplinary focus of the
schools, rather than as a considered response to student
needs.

The presence of specialists further marginalised
pastoral care services--the 'ghettoization" suggested by
Watkins (1983). The view of "specialists" in pastoral care
and teaching "non-specialists" (Best, Jarvis, and Ribbins,
1980) seemed to be echoed in policies in the five schools——
particularly in Schools D and E, where pastoral care was
seen as the responsibility of specialists.

Constraints which Influenced Policies and Plans

A lack of clear system level guidelinés for pastoral
care provision, meant that each school devised policies and
plans which were considered appropriate. Ideas were
gleaned from other schools in the system and considered for
adoption on the grounds that they had worked elsewhere.
Priorities at school level were not amenable to changes by
House or Year Coordinators who had no official promotional
status to support their views. The support of the school
Principal might make adoption of pastoral orientated
policies more likely. The scarcity of evaluation of
pastoral care outcomes, the lack of evidence of student
needs assessments, and the records of frequent changes to

pastoral strategies suggested that the schools were
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searching for remedies for symptoms of pastaral need,
without the underlying causes of such need having been
effectively ascertained. The reductiaon in specialist
time, coupled with increasing pastoral demands strained the
schools’ resources faor pastaral care.

Baoundaries for Pastoral Care Provision

Boundaries, which were fixed by ethical canstraints
and by system and Department guidelines, limited the extent
to which pastoral care could be provided in the participant
schoaols. Heavy case-loads for external welfare agencies
hampered referrals unless a major crisis occurred.

The Effects of Organizational Structures on Pastoral Care

Pravision

Differences Between the Five Schools. The use made

of House Coordinators in Schools D and E represented a
major difference in the balance of pastoral care structures
in these schools. House Coordinators were marginalised
fraom case-work aspects of pastaoral care, which were
specialist orientated.

The use of vertical or horizontal Farm class
structures appeared to have little bearing upon the
pastoral usefulness of that period. The choice of format
seemed more likely to arise from administrative decisiaons
which related to other aspects of school programmes.

Links Between Pastoral Care and Othevr Structures. As

with administrative plans and palicies, organizatianal
structures reflected the separation of pastaral care from

the mainstream of academic and curricular programmes in the
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five schools. While programmes and plans spoke of
pastoral care as a "whole school responsibility" (Louden,
1985%5), in practice the concept was seen as a separate
entity, largely the area of non—-teaching specialist
experts. This does not imply that there was no teacher
care for students. All those who took part in this study
appeared to be committed and involved in their tasks. What
is suggested is that the pastoral organizational focus was
administrative, rather than directed to the actual needs of
students.

Resources for Pastoral Care Provision

Constraints upon Time. Allocations of time were made

for House or Year Coordinators, but there was no allocation
to indicate that the roles of Form teachers were
significant in pastoral terms, despite affirmations to the
contrary contained in policy statements in all five
schools. Conflicts of interest occurred when departmental
responsibilities as subject teachers clashed with pastoral
duties. House and Year Coordinators used scarce time
resources for pastoral care to plan student activities,
which were presumed to enhance school spirit, and to attend
to disciplinary matters such as the promotion of school
dress codes.

Specialist time at all five schools had been reduced
by the Ministry of Education—-—-a strategy which seemed to
contradict the basic premise for a psychometric approach to
pastoral care. This reduction had left teachers and

administrators, untrained in handling pastoral crises, to
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develop whatever strategies they could in the absence of
full-time specialist help. The outcomes of such well-
meaning but arbitrary responses to student needs were
unclear and unevaluated.

There was no evidence that time had been found in any
of the schools to assess needs from a student standpoint,
except in the case of the particular Peer Group Support
programme at School A. All other plans and policies,
organizational structures and resource allocations for
pastoral care had been determined from an adult,
organisationally orientated, stance. Pressure was then
placed upon students to conform to those norms, and failure
to conform was punished, echoing the notion of
"pastoralization” (Williamson, 1980). Only at Schools C
and E, by the end of 1992, were there approaches which
believed that the resource of time for pastoral care could
be more effectively and accountably directed.

Constraints upon Funding for Pastoral Care. Funding

provided from the Priority Schools Program was only
available to Schools A and B. In all five schools,
allowances were used at the school’s discretion to pay for
the time of House and Year Coordinators. Form teachers had
no salary component related to their pastoral duties.
Funding for specialists in the schools was constrained by
cuts in expenditure. The salaries of school Chaplains were
paid by local churches with limited resources.

Constraints on Space for Pastoral Care. House

Coordinators at Schools A and B worked in cramped offices
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with no private area for discussions with students.
Form teachers had no private area for similar work. All
specialist staff had private working areas. The caontrast
seems indicative of the importance given at system and
school level to the work of specialist "experts" in
pastoral care, compared to the worth of the contribution of
"non—-gpecialist" teachers (Best, Jarvis, and Ribbins.
1985). The allocations of time, funding, and space +‘or
pastoral administrators and specialists represented a
substantial investment of school resources, which in the
absence of structured evaluation could not easily be
accounted for.

Roles of Staff in Pastoral Care Provision

School Coordinators. A potential problem existed

when one person at administrative level, for example the
Deputy at School E, became the formal link between teachers
and specialist staff. Absence or other commitments could
sever those linkages and disrupt pastoral care.

House or Year Coordinators. At the outset of this

study it seemed that House or Year Coordinators would play
a major role in pastoral care, along with administrative
and specialist statf. As the study progressed a divergence
in the roles of House Coordinators at Schools D and E
became apparent. Their removal from direct pastoral
involvement with individual students in these schools
diminished the importance of the Coordinators’ pastoral

work.
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Specialist Staff. Ministry of Education policies saw

specialist staff as the main component of pastoral care in
the schools. The lessening of the availability of
specialist help had undermined the effectiveness of this
provision and no compensatory training programmes for
teachers had been put in place. The effectiveness of the
role of specialists depended upon their having time to
carry out duties, and depended upon the systematic referral
of students in need of their help to the appropriate
specialist. Neither of those conditions appeared to be in
place in the schools in this study, apart from School D,
which had instituted formal referral procedures, and which
had a small student roll so that individual pastoral
problems were limited and identifiable. Specialist
concerns about ethical preservation of confidentiality
indicated that the lack of teacher training in pastoral
care could have adverse effects on case-work, and upon
teacher/specialist relationships.

Other School Staff. Contrasting views of the

importance of the role of the Form teacher between School
Principals and classroom teachers were a feature of the
study. Principals saw Form teachers as essential to
pastoral care. 8ix of eight Form teachers saw their role
as an unimportant part of teaching duties. Formal delivery
of pastoral care depended on the daily contact in Form
classes. Administrative tasks which were set for this time

made work with individual students difficult. Classvroom
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delivery of pastoral care during normal teaching was
expected to be present, but was unguantifiable, in the view
of the Principals.

The rate of staff changes compounded these
difficulties, with new teachers having to get to know
students, with breakdowns in relationships, and with the
collapse of plans that House and Year Coordinators and Form
teachers work with one group of students through
their years in Secondary school. Added to this, input from
new School Principals, each with his or her own
philosophical approach to education, and an almost complete
lack of evaluation of outcomes, lessened the chances of
successful delivery of pastoral care policies and plans.

Figure 10 shows a revised pattern of roles in the
planned delivery of pastoral care, which concentrated
efforts upon the work of specialists with students in
crises. In this revised pattern, the marginalisation of
House Coordinators is shown, as pastoral care divided into
areas of individual case-work and a more general
"activities" programme--with Form teachers expected to
provide linkages to each component. In the absence of
specialist help, the demands of students in crises were
left to be met by the teachers involved in pastoral care.
Similarly, in the absence of the main Coordinator
the pattern of communication between the two areas of
delivery would break down. The suggested lack of
enthusiasm of Form teachers for their pastoral role would,

in this configuration, negate other aspects of
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Figure 10. The planned delivery of pastoral care

pastoral care delivery in view of the central importance of
the Form teachers’ role.

Evaluation Strategies

Individual teachers and specialists invested time and
effort in planning and carrying out pastoral roles. An
almost total lack of structured evaluation of outcomes in

the five schools, however, meant that the resources and
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éersonal effort put into pastoral programmes were
unsuppd?ted by evidence of effective delivery of the
provision. In turn, this lack of proof that programmes
were successful or unsuccessful created a planning void,
contravened evaluation and accountability requirements in

the Better Schools programme (1987) and in its related

policy documents (Schogl Development Plans, 198%9; School

Accountability, 1991). Figure 11 presents a revised view

of planning mechanisms in place for pastoral care in the
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Figure 11. A revised planning cycle for pastoral care
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five schools, and shows the breakdown in the planning cycle
which was suggested by the findings of the study from the
point of pastoral care policies and plans onwards.

A dearth of monitoring of pastoral outcomes and
structured evaluation lead to the impossibility of
accounting for the resources expended, and to a lack of any
basis for future plans. By the end of 1992, there was no
certainty that any of the schools could have more than an
optimistic belief that the aims which supported the given
definitions of pastoral care had been met.

Staff at the administrative and organizational level
of pastoral care in the five schools suffered from deficits
in training, in access to literature (see Table 17), and
from the absence of system interest in and guidelines for
the provision. Plans for pastoral care and organizational
structures were founded upon bases of past and current
local practices which themselves had only anecdotal

evidence of successful outcomes.

7.3 The Scenario

The Effects of Changes to Pastoral Care Provision in the

Five Schools

Despite the record of changes to pastoral care in the
five schools, at present the worst of both worlds seemed to
have been brought about by current strategies. Interview
data from Principals, Acting Principals, Deputies,
Coordinators, specialist staff, and Form teachers in all

five schools suggested dissatisfaction with the delivery of
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pastoral care. The possible outcomes for students and the
stresses engendered in inter—-staff relationships appeared
in many instances to be harmful, rather than providing
supportive help.

Changes to Policies and Plans. There could be no

guarantee that, after leaving the Crisis and Re-Entry
programme at School A, students would find it possible to
conform to expected classroom norms without additional
support. Solutions to this problem had to be devised at
classroom level and these solutions would involve
assessment of the needs of re-integrated students and
pastoral care programmes to help them. At present, the
resources available to the school precluded such
initiatives because of lack of time, lack of additional
staff and lack of teacher training in pastoral care. Major
expenditure on special programmes might not be cost-
effective if support for participants was not forthcoming
on their return to normal schooling.

The reduction in specialist help for economic reasons
compounded these difficulties at school level. System
funding for special projects may promise solutions to
particular problems, but to cut expenditure on a major
pastoral care policy area at the same time defeats the
outcomes of such projects, if follow-up care is made
unavailable or sporadic. Instances, such as the dependence
of the School Community Police Officer at School B on a
sponsor to provide a car so that she could travel between

her designated schools, of the Chaplain at School E selling
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chocolate to help fund raising towards her salary, and of
the Social Worker at 8S8chool B providing a service for
twenty schools illustrated the stresses brought about by a
lack of funding for specialist services.

The policy change at School E was positive. A more
analytical and informed approach to the pastoral needs of
all students in that school was promised for 1993, outcomes
of which might provide useful guidelines for other schools.

Changes to Organizational Structures. The influence

of the School Principal was shown in organizational changes
and in appointments. The rate of relocation of Principals
in the five schools, even in the short duration of this
study, must have had an unsettling effect on policy making.
Benefits from new programmes may take time to become
apparent, time during which movement of key personnel could
lead to a loss of impetus. Decisions taken to alter
pastoral care structures might be rescinded by a new
Principal, when plans and programmes were being reviewed.
Changes in School C proposed alterations in the
pattern of pastoral care delivery. fhe concern felt
by the Principal and other members of the Welfare Committee
led to an entirely different type of tutorial relationship
being suggested (and rejected by a majority of teachers).
In addition to these proposals, moves to revise existing
Form structures were being put forward for 1993 in School
A, School C, and School E. Frequency of alterations to
structures might in itself be a contributing factor to

problems with pastoral care delivery, compounding the
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resistance to change which was reported from staff surveys
o+ teachers’ attitudes. This resistance seems certain to
persist in the light of teacher opposition to current
Government proposals for de-centralisation and parental
control in schools.

The remaining organizational changes at School D
reflected difficulties seen alsc by specialists in
Schools B, and E concerning the handling by teachers of
confidential information about individual student
problems. The absence of pre-service and little in—-service
training in pastoral care for all teachers may have
contributed to a lack of a common understanding of ethical
constraints.

Changes to Roles in Pastoral Care. Five changes which

introduced new pastoral care roles took place in 1992. The
administrative duties of both the Head of Student Services
at School A and the Coordinator of Student Services at
School B seemed to hinder their ability to promote pastoral
care.

The perception that the role of Attendance 0Officer at
School A was part of pastoral care in that school echoed
the assumptions in all five schools that disciplinary
structures and pastoral care were inextricably linked.
Aspects of control at school and system level appeared to
figure more prominently than did aspects of care, as
specialists and Coordinators responded to demands for the
cure of disruptive classrocom behaviour.

The shortage of specialist help at School B had
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brought about decisions to appoint the School Community
Police Officer and the Chaplain. As with any new
appointments, time was required to settle into a schoal and
to form relationships. These difficulties could be
expected for all new staff, and with a rate of staf+f
changes of around twenty—-five per cent annually, were
probable in all of the schools. Plans which optimistically
saw teachers, specialists and students working together
throughout the student’s secondary schooling could hardly
be realised given the rate of staff changes.

Effects upon the Delivery of Pastoral Care

Figure 12 shaws a revised caonceptual framework for the
study which illustrates the dearth of system interest in
the concept of pastoral care apart from the provision of
specialist help. The Figure shows that the pastoral needs
of all the school’s students did not, as the initial
conceptual framework proposed, have priority in pastoral
care delivery. Maost of the available resources were
directed towards case work with students in crisis. The
three proposed companents of schoal provision: pastoral
care; discipline and order; and the school’s academic and
curricular concerns, were not shown in data to be equally
inter—-linked as the initial framework had suggested. The
connections between pastoral care and the academic and
curricular area in the schools were tenuous at best. The
main focus in the case-study schools was upon areas of
academic and curricular concerns, with related pressures

for disciplinary procedures, which in turn exerted demands
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upon the area of pastoral care.

There was a lack of linkage between the academic and
curricular area of school priorities and pastoral care.

The linkages through the area of discipline, in the form of
demands for conformity with school rules on classroom
behaviour, led to referrals of students to specialist help
where this was available, or to House Coordinators.

Substantial resource allocations reflected system
concerns for student behaviouk management; administrative
procedures; and specialist help, rather than a more equal
pastoral input from all school staff as had been initially
envisaged. While this view is taken, training at pre-
service and in—service levels for teachers in pastoral care
has little chance of being seen as a system priority.

The initial conceptual framework had postulated a
planning cycle for pastoral care in which the evaluation of
programmes was a vital component. The revised framework
showed an almost total lack of evaluation of pastoral
outcomes, so0 that even the targeted delivery to the
minority group could not be assured. All those factors
must lead to an uncertainty as to what delivery of pastoral
care actually took place in the five schools in 1992 and
what outcomes were present.
gummary

Chapter Seven has discussed the implications which
arise in the provision of pastoral care in the five
schools. Chapter Eight draws conclusions from the

discussion of findings.
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Chapter 8
CONCLUBIONS
Overview
In this chapter the nature and extent of formal
pastoral care provision in the five schools is defined.

The conclusions from the research are set out.

8.1 The Batting

External contextual factors from the educational
system and from community influences were found to
influence policies and plans for pastoral care. The extent
of this influence varied according to each school’s
interpretation of system policies, and to the pressures
which each community exerted on the school.

System Plans and Policies fgr Pastoral Care

Funding. Apart from the salary payments for
gpecialists, there was no funding at either Federal and
State level which was specifically directed towards
pastoral care. A measure of the importance that the
schools attached to the need for pastoral care was shown by
the fact that, despite competing claims, they chose to use
part of the discretionary funding available for pastoral

purposes.,

State System Plans and Ppolicies. 8State system
policies and plans were found to make scant reference to
pastoral care. Recommendations by the Committee of Enquiry
(Beazley, 1984) for the inclusion of the concept in

schools, and the findings of local research studies dealing
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with aspects of pastoral care, largely have been ignored
by the Ministry of Education.

Indirect effects of Ministry of Education plans and
policies occurred, making evaluation of pastoral programmes
mandatory if such programmes were part of the School
Development Plan. Ministry decisions which affected the
nature of the schoal’s intake could add to pressures on
pastoral care demand which were found not to be met with
current resources.

Programmes such as Managing Student Behaviour or
Crises and Re-Entry were directed towards discipline in
schools and towards students who truanted. While such
funds were seen in the schools as being related to pastoral
care, the emphasis was firmly placed upon control of
students. These programmes accounted for resources which
otherwise might have been directed to pastoral care efforts
which aimed at reducing alienation from school, rather than
dealing with its consequences.

Community Influences

Community Setting. Pastoral care demands on

rescurces in four of the schools were found to be intensive
and increasing. The increases were attributed teo the
worsening socio-economic climate and to its effects upon
homes in every strata of society in the schools’
communities. The small size of School D was believed to
have insulated pastoral care services from excessive

demands in that school.



193

Community Concerns. The rising juvenile crime rate

had led to community concerns which culminated in the
Report of the Select Committee on Youth Affairs (Watkins,
1992). As an outcome of the findings of the Select
Committee, the schools anticipated that they would be asked
to take full responsibility for any students defined as "at
risk"-—a responsibility shared till now by the Department
of Community Services. The schools believed that they were

ill-prepared and under-resourced to meet this contingency.

8.2 The Scene

School Plans and Policies for Pastoral Care

Pagtoral Care Concepts in the Schools. A definition

referring to a "caring school environment" (Pougher, 1982)
had been adopted for use in Western Australian Government
schools and was taken into account in all five schools.
Mission Statements and definitions of the concept of
pastoral care were couched in general terms which alluded
to the "welfare of students" and "a caring environment”
without any more precise analysis being entered into. A
clear lack of system level guidance in policies and plans
for pastoral care, coupled to a lack of teacher training in
the area, may have accounted for the vagueness in
deftinitions and a reliance upon accepted methods of
delivery even when outcomes were unsatisfactory.

‘Plans and Policies for Pastoral Care. Each school

had made proposals which were expected to lead to the

delivery of pastoral care to students. Pastoral Care was
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part of the priority areas in Development Plans at Schools
A, B, and E. All five schools made explicit reference to
the concept in policy statements, and had extensive plans
for pastoral care delivery, despite the lack of attention
the concept received at system level. This lack of
attention appeared to be a major factor influencing both
the extent of pastoral care provision and any ability to
plan cohesive strategies. At all the schools pastoral care
was part of the area of Student Services. Boundaries for
the provision were fixed by available resources, teacher
attitudes, ethical constraints upon specialists, and access
to professional help either in the schools or from outside
agencies.

r i ' t an ce All ions
All the schools had extensive structures for the

delivery of pastoral care in place, and expended
considerable resources upon pastoral staff and programmes.

Pastoral care models. Models for pastoral care

structures adopted by the five schools, were found to have
as their basis an assumption that by dividing the school
into House or Year Units and Form Groups the pastoral needs
of the students would be met. No efforts seemed to have
been made to ascertain the nature of these needs from the
students themselves. Warnings, such as those of Dynan
(1980), that such structures ran a risk of failing to
deliver the desired outcomes if the nature of student needs
had not been established, appeared to be unheeded.

This type of structural failure was also suggested in
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literature from England and from Western Australia (Dooley,
1978; Hyde, 19903 Lang and Hyde, 1987; Milner, 1983;
Williamson, 1980). The absence of access to literature on
pastoral care, shown in all five schools, may have
contributed to the unanalytical acceptance of House/Year
and Form structures.

House/Year structures. S8Schools A, B, D, and E had
adopted systems of House groups, with four House Groups
in each school. An increase in the size of the school did
not lead to an increase in the number of House groups in
place. 8Systems of vertical Form groups were allied to
House structures, as were horizontal Year groupings.

The reasoning behind such arrangements centred upon
expected but unproven benefits from the mixture of older
and younger students in vertical groupings, or to the
administrative convenience of year cohort groupings. The
patterns stood to change if organizational demands required
this. B8chools A, B, and E were all considering such
changes for 1993.

At School C, changes were also possible in 1993, if
plans for a revised tutorial system gained acceptance.

This pattern of programme revision suggested that better
outcomes were being sought, but that planning was again
hampered by a lack of information on pastoral care theory
and practice. Any positive results from initiatives stood
to be fortuitous, in the absence of an informed basis for
discussions and decisions. If results were arrived at with

no clear insights into the reasons behind outcomes, then
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evaluating these results would be doubly difficult.

Linkages to other gchool areas. The committee
structures which were in place in the five schools had seen
pastoral care and House responsibilities separated in
Schools A, B, D and E. In addition no formal links were in
place to allow pastoral and curricular matters to be
discussed in one forum. Only at School C, within the
Wel fare Committee, and at Staff Association level was the
possibility of comprehensive oversight of all facets of the
school’s programme reported. The lack of promotional
status of House and Year Coordinators denied them access to
meetings of Heads of Department.

Ministry of Education policies, which emphasised the
role of specialists and the Managing Student Behaviour
programme, were seen by House and Year Coordinators to
marginalise pastoral care from other areas of educational
provision. The Managing Student Behaviour programme in all
five schools was found either to be seen as a part of
pastoral care, or to be closely connected through the area
of Student Services.

Time allocations. House and Year Coordinators were
given time for pastoral duties. A large propartion of this
time was spent on administrative matters, such as
responsibilities for the Managing Student Behaviour
programme, checking on absentees, and enforcing school
dress codes. Further time was spent running activity
programmes, and meeting times were taken up with the

preparation for these activities. The lack of structured
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evaluation of outcomes must raise questions as to whether
this was an optimum use of the time of these teachers, who
ware chosen for this role because of their enthusiastic,
committed support of the concept of pastoral care and the
welfare of students.

Specialist staff. Time for specialist staff to work
in each school had been reduced, to the point where the
service was seen by teachers as a "farce'". There seems
little to be gained by the Ministry of Education
emphasising a commitment to a psychometric approach to
pastoral care, if the resources to provide such a service
then are made unavailable to schools. Having specialists
in the school for only a part of the week left crises
either unresolved, or forced teachers to take whatever
action seemed best.

The lack of teacher training in pastoral care, both at
pre—-service and in-service levels might be understandable
if no teacher ever was expected to handle social,
emotional, or personal student problems because specialist
support was automatically on hand. The findings in this
study demonstrated that the actual situation was far
removed from this ideal.

Form teachers. These teachers who, at planning level
were a vital component in pastoral care delivery, saw their
Form students as a group for an average of ten minutes each
day. Much of this time was used up in administrative
procedures. Occasionally, these students would also form

part of normal class teaching schedules, an occurrence
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which was seen by teachers to help strengthen their
knowledge of the group. Such arrangements were not a part
of pastoral care plans, however, and were considered by
school administrators to be too difficult to structure into
the timetables of all Form teachers.

Funding allocations. The Priority Schools Program
provided a valuable source of income for pastoral care at
Schools A and B. Special grants, which addressed
particular problems such as ﬁruancy at School A, did not
deal with the problems which might recur in the classroom
if teachers lacked pastoral skills, and if specialist help
was unavailable because of reductions to that service.

Space allocations. Specialist staff all had access to

private areas for their work with students. No such
provision was made for House or Year Coordinators, or for
Form teachers.

Roles in Pastoral Care

Key personnel in pastoral care were identified by the
schools as specialist staff and House and Year
Coordinators. Since pastoral care was seen as a part of
Student Services, the school Deputy Principal with
responsibility for this area also had a key role which
could influence planning and programmes.

House and Year Coordinators. House and Year

Coordinators undertook extra responsibilities in the
schools. There were few material advantages to encourage
this, so the role depended upon the commitment of teachers

to the concept of pastoral care for students. Differences
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in approach to the role of House Coordinator were apparent,
as each school set its own parameters in the absence of
guidance from the Ministry of Education. The House and
Year Coordinators lacked status to promote pastoral care at
school decision making level.

Specialigt Staff, Ministry of Education policies for
pastoral care were focused upon the provision of
specialists. Apart from the difficulties brought about by
time and funding constraints, stresses were introduced into
staff relationships by a lack of a shared understanding of
the ethics of pastoral case—-work between specialists and
teachers.

Referrals to outside agencies were constrained
by the case load of these agencies. Four of the five
schools reported increased demands for pastoral care, at a
time of specialist shortages and agency cut—-backs.

Other School staff. All structures for the formal
delivery of pastoral care in the schools rested upon the
role of the Form teacher working daily with a group of
students. Form class time had been taken over by
administrative matters. Findings of the study showed that
the attitudes of some Form teachers were blamed for
pastoral care failures. The majority of Form teachers who
participated in the study believed that their role was
administrative and professionally unimportant. The
structures which were based upon the Form teacher’s
knowledge of, and relationship with his or her group of

students, stood to fail if this connection was not in
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place.

Evaluation of Pastoral Care and Accountability for Qutcomes

The study showed an almost total lack of structured
monitoring and evaluation of pastoral care, despite the
inclusion of the concept in School Development Plans.
Because of this, the infra-structure of pastoral resource
expenditure could not be accounted for and the success of
outcomes could not be measured. 0Only at School E was there

any indication of plans to remedy this deficit in 1993.

8.3 The 8Scenario

Changes to Pastoral Care in the Five 8Schools

An ongoing process of change in pastoral care
programmes influenced the delivery of the concept.
The rate of change and a lack of guidance for policies and
plans could be seen as de—-stabilising, within school
organizations which were already coping with new
imperatives for devolution of decision making introduced at

system level.

Policies and Plans. Changes which were reported
arose either from State initiatives to respond to truancy
or from dissatisfaction with present pastoral structures.
All proposed policy changes were subject to their
acceptance, either by a new State Government, or by
incoming Principals and staff, and might not materialise.
The advent of avenues of information on pastoral care
such as the Association for Pastoral Care in Education, now

linked to the National Association for Pastoral Care in the
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United Kingdom, could lead to a more informed approach to
remedies for pastoral dysfunctions. In this study,
however, only two out of twelve House Coordinators claimed
membership of the Association.

Changes to Organizational Structures. Changes

introduced in this area arose from disquiet over the lack
of delivery of pastoral care to the majority of students
who were not manifesting symptoms of major behavioural
problems. The uneven delivery at the level of Form classes
was seen as a basis for difficulties.

Changes to roles in pastoral care. The importance of

pastoral care delivery to school policies and plans was
evidenced in the appointment of teachers and specialists in
new roles. The rate of change to teaching and specialist
staff in all schools except School D, and to alterations to
plans and policies which might follow staff movement, led
to instability when projects were set in place, then
altered or abandoned as their initiators left the schools.

The Delivery of Pastoral Care

While policies and plans for pastoral care were
explicit in all five schools, a lack of evaluation made
proof of delivery impossible in all cases except the Peer
Group Support Scheme at School A. Findings in the study
suggested that Form classes did not play their expected
role in delivery, a role which was crucial if House and
Year structures were to succeed. There were clear deficits
in the training of teachers to carry out pastoral duties

and in the ethics of case—-work. This lack of ethical
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awareness caused dysfunctions in the relationships between
teachers and specialist staf+f. Time for specialist staf+
in the schools had been reduced which diminished the
effectiveness of delivery at this level.

Pastaral care had been marginalised by Ministry of
Education policies and school organizational structures to
the periphery of educational services. For those waorking
as House or Year Coordinators the role was demanding and
time—-consuming, and without material reward. Teachers
engaged in these tasks appeared to be committed and
enthusiastic despite the demands made upaon them. A
minority of the Form teachers who participated in the study
showed similar cammitment, with the majority seeing their
role as administrative rather than pastoral. A lack of
system interest in, and support for, the concept may have
accounted for the lack of importance attributed to
pastoral roles of teachers in the schools, in comparisan
with their subject teaching responsibilities.

Summary

The research showed that the nature and extent of
pastoral care provisicn in the five schools was affected by
system indifference toc the concept. The absence of
training programmes for teachers in pastoral care, coupled
with little interest in, or access to, literature which
dealt with the concept, could arise from this basic
indifference at system level. Increased demands for
pastoral care at a time of decreased specialist provision,

constraints upon available resources of time, space and
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training for teachers, to help them meet the demands of
student needs, contributed to problems being experienced in
the five schools.

There was no evidence of needs being assessed from the
students’ standpoint when pastoral care policies and plans
were decided upon. Evaluation was almost non-existent, so
that accountability could not be assured.

The commitment and hard wark of House and Year
Coordinators was unrecognized by promotional status. The
lack of system support for these roles and lack of guidance
in pastoral strategies may have reinforced perceptions by
teachers that pastoral care was an unimportant facet of the
educational programmes of the schools. In turn these
perceptions could lead to dysfunctions at Form class level,

which threatened planned pastoral structures.
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CASE STUDIES OF THE FIVE PARTICIFPANT SCHOOLS
school &
The Setting

Svestem Intiluvences

Funding. School A was in receipt of Friority Bohools
Frogram +unding from Federal sources, a total of
approximately $8,000 of which was used in the Feer bHroup
Hupport programme,. The sohool had also received from the
State a special grant fFrom the Youth Strategiess Commission
to fund the salary of an dttendance OFFicer, and was
expecting to receive funding of 80,000 vor a Crises and
Re-Entry Centre in 1993 to re-integrate habitual truants
into the school system.

Effects of State policies. No special allowance was

made 1n staffFing to improve the steff/student ratio in view
of the difficulties brought about by the school™s socio-

economlc setting. In 1992 School A had sevenly six statt

i

members and a roll of 940 students.

Community setting. The low socio-economic setting of
the school was Dlamed in the School Development Flan for
the social and disciplinary problems of students. These
wers believed to be caused by transience, poverty, +family
breakdown and unemployment.

Community concerns. The school had been involved in

giving evidence to the Committee on Youbh AFFairs (Watkins,

19922, A truancy rate of 1é per cent was reported.
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The Soerns

astoral care concepts wsed in School &

Detinition of pastoral cars. fpesked in 1991 to dedine

pastoral care the Acting FPrincipal responded that

IR

Fastoral care involves +irstly all stadf., The concepl is
positive and involves classroom relationships.”

School policies and plans

Plans for pastoral carae. Sohool & had formalated a

School Development FPlan in lins with bthe provisions in the
Better bHrhools programme (1987, The School Development

Flan listed five priority areas Fastoral care was list

in 1998 as the fourth in four areas targeted For Sohool
Improvemsent. Fastoral Care Aims and Policies included:
"The provision of a caring environment which offered a
sense of security and of belonging; which valued sach
gtudent regardless of gender, ethnic origin, socio-8conomic
statusy which encouraged personal Ffulfilment and allowed
Freaedom to stady without distraction or disruption.”

Dechool policies. The school operated a "Managing

Student Behaviowr” programme and noted that disruptive
students referred to that programme often responded by
truanting, so bthat the process became & vicious oircle.
Truants being returnsed to school reguired individual
attention to allow them to catoch up with study units.  The
problem of providing such ingividual attention was sesn by
the scohoonl as being 2 maior demand which often went uanmet
because of scarce starf resources. This in turn was ssen as

S

leading to dissatisfaction on the part of students and as
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causing disruptive behaviouwr in classes.

At bohool & a Feer broup Support schemne had operated
For two vears. This initiative was seen as the main Form
of positive pastoral care in the school. The scheme was
run by the school Social Worker, assisted by one beachstr.

Boundaries for pastoral care. Boundaries were set by

the availability of rescources. The bottom 10 per cent of
students all but exhausted the school’ s pastoral resources

according to the Head of Student Bervices.

Organizational structures

School & operated a House system with Ffour Houses and
with & Vertical structure of Form classes. Orisis support
was provided by specialists in the Student Services teanm.
Une of the School Deputies had responsibility for
oversesing pastoral care provision. A Head of Student
Services had been appeointed and 0.2 of his time was given
gver to coordinating pastoral care provision. e was
responsible For the revitalised House system in 1992, The
major pastoral care forums in 1992 were the House Committoe
antd the Student Services Committes. The firsh was
conprised of the Head of Student Services and the House
leaders, while fthe second was made up of specialists abt the
school, with the Head of Student bervices. The Head of
Student Services was also involved in the Manag:ng Student
Behaviowr programme at School Al

Fesources +for pastoral care

Time allocations. Time for pastoral dubies was

allocated to bthe Head of Student Services and the four
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Bpprer

Loeaders. Form teachers

cut e,

time for pastoral

was rurn by the School

member, whose ftime allocation was set at

teaching progranmnes. Apart From
social Workear
information was available on specialist
A (ses DifFfioculties Encountered

Funding.
resources allocated through the Friovity

Frogr am,

tio have this allocation re-affFivrmed through an annual

vote on prigrities. This had led to the

svaluation strategies

had no spscial

interview data
arcd the Attendance OF+icsr,

Fesuroes

For example the Pesr Group Support schemns,

allocation of

The Feer broup Support progeamms

Social Worker along with one stattd

0.2 of her

Trom bhe
o further

at Hohool

in the Study).

Frogrammes which were funded mainly From

Lohools
ad
st ot

development of

+or the progranmne whioh could be used

to support the case for a continueation of funding. &

mpes ial

allow the appointment of & full-times

Hal+ of the School Community Folice Of+Ficer’s

Funding grant had been awarded to the school

Attendanos

o w)
OFEFLoer.

SR LAY WaS

mEt by the Ministry of BEducation and half by the Police

Foroe. The Houss Centre had been

one secretary.

sehaeduled to attract $80,000 Ffunding in

i subsequent YeEars.

space allocvation for pastoral care.

aliocated the

19973,

including ong private office for the

bervices: Specialist offices.

Foles in Pastoral Care

At Sohool A, the Head ofF Student

e

Bervices

services of

The Crises and Re-Erntry Frogrammes was

Wit %100, 000

The Houss Cenbre,

of Studsent

] L ES
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responsible for coordinating the House svstem, chailring the

meetings of House Coordinators, collating House points,

supsrvising the Managing Student Behaviowr programme, &long
Wwith other administrative duties. EBEach House Coordinator
took charge of one House, planned House activities and
inter—-House competitions, coordinated student House
representatives and liaised with Form teachers.

specialist staff were engaged in dealing with student
crises, counselling, health care., truancy control,
improving student/police relationships.  Form teachsrs took
charge of ong vertical grouping of students, lialsed wibth
thedr House Coordinator, and assisted with Houss

Brtivities.

Growp Support stafd trained Year 10 volunteers to
act as broup Leaders in Year 11, and planned the programme
of activities for the Year o groups.

Evaluation of Fastoral Care in School &

Ferformance indicators selt far the area of Fastoral
Care in the Hechool Development Flan:

Students overcome educational disadvantage arising
from: 1. Ethnicity. 2. Physicael, intellesctusal,

enotional deprivation. 3. Low socio-ecomomic
status. 4. Gender.,

The Feer broup Support programme had stroctured
gvaluation in place in the third term of sach vear.

This evaluabtion took the form of guestionnaires issued ©o

participating students, with suggestions being inolu

the following yvear s programme. No obher eviden

evaluation of pastoral care was fFound in the course of data

collection in
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The Scenario

Lhanges to pastoral care provision in Sohool & 4in 15

At Bchool A pastoral strategies which responded to

studsnt crises had been the norm over past

YEAITE, e
the maltiple problems which the students facsd i

connection with the community setbing of the school.

Two out of four changes whioch were examined in 19
concerned the creation of new staft+ roles in pastoral care.
OF the remaining two changes, one strategy reflected a

gecision to re-vitalise the Houss System. The obher

of & Drises and

In 199 & new stafd member with experience i working

i

in pastoral care systs

H

me in other schools was appolinted
Head of Student Services at Sohool A With the supporh of

o armd

HH

the principal, he intended bto intreoduce a reyviss
straengthened House system modelled on those in schools
whare he had previouwsly worked.

The appointment of the Attendance OFFilcer was regarded

in School A as a pastoral care strategy. The role of the
Attendance FfFicer was to cheok truancy fFigurss and to
Follow those up with individoual students.

In conjunction with this, and as an outcoms of Che

“indings of the Committes on Youlbh AfFfFairs {(Watkins, 199

the school expected to receilve funding to set up a Cenbrs

i 1993 through which habitual truants would be given the

+

opportunity to rejoin the normal school systam

i

el RGE. project). Planning for this centre was under way

1y gy

i LRYE.
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The changes which had been put in place in School A,

i bhrees of bthe four inshar retlected admninistrative

¥

responses to the problems which the school organization had
in dealing with the orises situations which Ffaced many of

the school’s students.  The attempt by the Sohool

Adninistration and the Head of Student Seservices to re-
vitalise The House system was

Rampered by the high levels of pastoral care demands which
the school sxperienced.

"

The Delivery of Fastoral Care at School A

11}

In 1992 delivery of pastoral care alt School A was
planned with the House svystem and the Peer Oroun Support
programme belng seen as the major proactive strategiss.

The House initiatives meant that House Leaders met with thes
Head of Dhudent Ssrvices on a weshly bhasis.  House
activitisgs took place at lunehtime and were intended to be
fun with Howse points to be scored by students and small
prizes to be won (chooolate Freddo Frogs?.

Fastoral care was, however, delivered mainly Lhrough

reactive strategiles In response Lo orises.  This form of

delivery ocoupied a the bulk of time avallable. Tdeally

all sta+f would deliver pastoral care in theilr classrooms,
but this delivery is seen as patohy depending upon the

personalitiss irnvolved. No dats regarding the role of Form

teachers in School & was forthocoming. &8s respons

written gquestions were not retuwrned by the end of 1922,
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Maither was observatilon of smeeltings of The Student

Dervices

i

of bthe sensitive naturs ofF

ot b

procesdings.

The Setting

Svetem Flans and Policies

Funding. School B had access to funding From Federal

SO o

through the Friority Schools Frogram.

Fart of this allocation was used 1n bthe Emnpowering Students
F L0 Bnme . There was no special State Funding

avallable to School B for pastoral care. The salary of the

Sohool Chaplain was met by local churoches.

Community Setting. Sohool B had a mized sogio-

@eonomic setbting. One particular ares had very low socio-

oMM Lo 5, and students from there had maltiple
problems.  One guarter of the school’s students came From
country areas and lived as bosrvders abt a nesrby hostel.

Sohool B had a roll in 1992 of around one thousand, one

hundred and sighty students,

The Scens

Fastoral Lare Concepts fAdopted at School B

Pefinitions of pastoral care. Fastoral care was

gefined by the fActing Frincipal at Sohool B oas

cing For bhe general well-being of students.

This includes a2l, and soclal aspeots.

enotional, physi
At bhe same time it involves setting limits on

unacceptable behaviouwr to teach seld-disciplins.”



SBohowmi B Folicies and Flans

wonnol B ohad formulated s School Development Planm in
rezponse to the reguirements of the bBestter Schools
programme (1987) with Five priority areas. Friorities +or
1998 were listed as: 1. Currdiculam; 2. Empowering Students,
Ee Stafd Development, 4.Community Pearticipation, 5.

Facilities, Health and batety. (School B Development Plan,

19920 . Fastoral care was subsumed under the arsa of

Fompowering Students. This area had & 1ts goal U Students
to take responsibility for their directions sducationall
and socially at School B.Y {(School B Development Flan

1 [ Ton Taet) ; N

FY L

The adoption of the Empowsring Students strat

arn emphazis upon the bernefits of positive thinking had lad
o the goals which were set for the pastoral area of the
srhool resowrce allogation. The school had decided to
promote academic excellence as its major cureioulum

[s

priority. The Empowering Students programme was introduaced

on the initiative of the SGohool Frincipal in 1992, from an

& i American educational literature.

Boundaries Set for the Frovision of Fastoral Care

in School B

HE

Stat+, such as the bHohool Psyohologist, the Sohool
Social Worker. the School Community Folice OFFicsr, bhs
Chaplain, and the Nurse had ethical and organizational

boundar ies which detined their remits.

Drgantizational Structures for Fastoral Care abt School B

The Deputy Frincipal in charge of Student Services

ling manager +For pastoral cares provision and the full-time
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Coordina Lo b

wsohaol had Four With & Howse Leadser (the

Coorcdinator of Student rvices acted as House

cner House, lsaving bthrse obhesr

inoohargs oF the

remaining three Houses).  The House Coordina

oS

all the activitiess of the Houss Group, and assist

monitoring and coordination of bthe Managing Student

Behaviour or Hepnise w

AT

Form groups.

Fesouwrce allocation for pastoral care in School B

Time allocations. The post of Coordinstor of Stuadsnt

Services was a full-time norn-teaching appointment,
initially +for two vears, bub with the ophtion to carvy on

oy oa third yvear.  To allow a nor-teaching post to be

created, bthe allocation of time to the obther thres House

Coordinators was reduced. The Sohool

twe davs each week 1n bhe school, the
was & full-time one, and the SBocial Worker spent ong day

mach week in the school. The Chaplain was to work an Lhe

Sohool for thres davs sach week and the School Command

Folice OFFicer had two and s

=

el davs each week sohedoeled
for her role.

o

storal Care at School B

Funding for

Aotual sums allocated From the school Dudget wers nob

availlable, though the Acting Principal sugge that
around 11 per cent of the scheol™s funds were gpent an Lhe

area ofF pastoral care. The BEmpowering Students programms

atitracted eleven and a hald thousand dollars of Friority
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sehools Program Fuanding. Almeost fiftesn thousand dollars

from the

vner source was contributed o the salary of the

of Student

Lary was

The Chaplain's
mat by local churohes.

Space allocated for pastoral care. The Houss Centre

was located in what had besn the careltaker’s cottags. The

Coordinstor of Student Ssrvices and three House

Coordinators shared one small room in bthis cernbre,. Ty

Social Worker, the School Pesyohologist, the

Community Folice OFFicer and the Commanity Liails

mad dindividual offFices i the building.

in Fastoral Care in School B

Coordinator of Student Services. Coordinated the

activities of Stwdent Services personnel) supported Lhe
provision of pastoral care to students; supervised the
Empowsring Students Priority fArea; promofted the House M orm

structures within the school; acted as Mouse Leadse

House group. (Job Description, Coordinstor of S3tudent

S LB

House Coordinator. Coordinate the activities of

one House group: supported the provision of pastoral care
to students: assisted with the implementation of the
Empowering Students Friority fAres projects;

Faciiitated conmunication in the House l0rm strughurss.

Cdob descriphion, House Leader, 1992

Form Teacher. Takes responsibilility for one

group within & particular House.

5 with House activities.
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Mo dal Worker. The Sochool Social Worker 1s

anploved by the Ministry of Bducation and is & public
servant.,  The main focus of the service i1s Lo assist

sehools to deal with the students social.s emotional and

behaviowral problems, the causes of which are

considered to be predominantly ouwtside the classroom or

aschool. (Job Descriphbion. Dohool Worker, 19%2

Sehool Community Police OFFicer. The main obhieotiv

of the Sohool Community Folice Frogramme i1s bto furbhss the

concent of community policing into schools, and by doing

0, improve bthe attitude of students to pollcoe and Lhe 1aw.

{(Job description, School Community Police OFFicer, 1992
Chaplain. The Chaplain is in the school in a

counsel ling role rather than representing any particualar

religious denomination.

sohool Nurse., Healith care throughout the school.

Health counsslling.

Sohool Favochologist, Demals with social and

behaviouwral problems of individual students within the
school. Counselling on behaviowr moadification skills.

Evaluation of pastoral care in School B

“srformance indicators, set in the School Development
Flan +or the area, were expected to +fora the basis For an
evaluation of the Empowering Students Frogramme whioh was
to be carried out by the Coordinator of Stuwdent Bervices at
the end of 1992, with the results being presented tu hthe

Schiool Council.
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Chamnges to FPastoral Care Frovision at School B

Interviews with the fActing Frincipal of School B in
19%&, and the Deputy Frincipal whose responsibility

pastoral care became when roles changed with the

Frincipal s retirement in February 1992, indicated that, in

1992, administrative views of pastoral cars provision
difvrered from formal school plans.

These differences were not so much of Fform as of
gmphasis.  Where the School Frincipal in 1$%1 nhad
considersd the Coordinator of Student Services to be the
“key" to pastoral care provision. the Adcting Frincipal
nominated four sets of "key personnel®, starting with the
Frincipal and Deputies, moving through classroom teachsrs,
to the specialist support staff, and Finally to Houss
Coordinators.

The appointment of a full-time administrative
Loordinator of Student sServices had been made by the
Frinmocipal in 1991, to take e%#eaﬁ +rom the beginnlng of
1992, The incumbent would work from the House Centre and

would pe linked into the Maze Administrative Computing

System. The line-manager for the post would be a nominate

Deputy Frincipal. Duties associated with the position

included supervising the Managing Student Behaviowr

d

programmne in liaison with the school’s Heads of Department.

With the retiral of the Frincipal the role of Coordginabor
ot btudent bervices seemed to move From pronoting student

ztant to the school

if‘x
u

1

g_x

enpowerment to acting as an as

Deputies,



fh bhe beglinning of 1992, School B acoguired bne

vdoes of @ Sohool Community Polices OF

Loer who also

worked From the school’s House centre,.  The appointmsent

that the

ool had applied t Mave a police
ofFiocer allocated to it., and had satistied the oriteria for

such an appointment o De made. A Joint Folice and

Mainistry of Eduecation commitbes had agresd to Lhe

appointment. The Sonool B

Folios

mEminer

student Services team bulb was

fEr supsrilors an the police foroe. The role Was

ot

O R e

ationship building and had no law endforosment

mroept in excsptional ciroumstanoss wibthin the

Sl .

During the course of the vear the schocl also

appointed a Chaplain as a member of the LHlhudent Servioes
team. The appointes was already commissionsd as Dhaplain

to the Boarding Mostel which housed almost a oguactsr of

Br'es student population. The Chaplain was

by local Churon groups and the Uhuarohes Commission For

Education, it consultation with the Mindstry of Eoduw

He was responsible to the church groups which had appoin

i

The Delivery of Fastoral Care in School B

The House Coordinators at f

choaol B ohad Desn &

oy the Frincipal.  AlL wers voung and had an aver

yEars teaching experisnos. F

hot
it

part of their role, in

ovuary 199, tThe House Doordinators had hed 489 student

contacts through the M.S0HE. programnne,




Appencdix A

contact

They had counsel lsed 37

17 progrs AR TR el bt 1 on

bo, along with & stafds student soflbkall matoh. Thes

mehool had

Founded a Yolabt o owhioh gave v

sgnition o oall

Those gaining T.E.E. scores edoess oF 400, a8 Valentine s

gday promotion had been organized and the Year 11

)

lTao (Btudent Servi

crisntation day had been

Sochool B, Feb. 1%

I Behool B the main thrusth of formal

gelivery took place through the activities of Lhe

ard fhe

Doordinator of Student
The Vertical Form structure was pul in place Lao yvesors &ago
whsn the scohool made decisions regarding the Flexibility ofF

academnic coursss.  This Flexibility allowesd students who

slow bhe norm for bhedr

ware perfarming sither above or

age group to be taught in olasses with studen ladse or

tharn Themselves. whan this strategy

tmp lemented Y Vertioal

Form Qrouns were
Form groups introducsd, Yaar coordinaltors wers no longse

vised and the emphasis was placed on delivery

Sy

Specialist stadd had no structured mestings wit i,

Coordinator of Student bervices or Houss Coordinators and,

in 199E, operated an informal system of liasilson with him

and with their +Feliow in obhe sonhool. Triis

situation has arisen Lhrough time constraints in The ro

o the Coordinator of Student

barviews with specialist stadfd at




Timitali v the ad

The s oy bthe school in some

O

Mad decreased, For syample, the sohool Social Worker Two

a s ago served only Hohool B oand four of

shie was Dased in Lweo

i

D LMAr 185,

Sonools

B obeing onsel and also had fo servics siy

fmeder sohools with thirtesen other schools as olie

Ly oo oF f

Ay O Lisd

take her away From o school B oesven when she

chsduling oF a

fig bhere argd mac

The Sohool Folice OFFicer, the Guidance OFFicosr and

Chaplain wersg neswooners to Scechool B oin 1°
approdimately twenty Five per cent of the stafd.  The Tioe

tablish relationships with fellow s

studernts might bhe ewxpected

T e [F R g o sonn fose cone
dLiveEry An the soho

i The Sohool FPolid

intervisw that, For the Flrst part of bthe vesr, shes did nob

have the same rapport with students that had

sl atter a psriod of bims. Thigre

o the sohool where cornbact with students was

gdisFicult.

The House Cesntre., At Sohool B the concspt of 2 House

Centre as a base for pastoral achbivitid

a Iyrnoh-pin in

the Empowsring Students programmes., The Cenbre was small

)l shinent of

and ocramped., The obje the @
Contre was to have arn aresa wheres students would Fing

with their at all




gl M

ATy

Crabive wing oFf the school. The House Coordinatbors

in the tims cEnt

by their own departmental and teaching comnitments. Az s

g ooonstralnt the House Centre ofdi

rt

milght be in Lhe

pudlding, the oeobilsy g which presentaed thems

Fall within their remit. Intormation provided as part of

the intsrnal audit of this oass

i3

by

o oary e

chabtions wers Lhal mors s

11

o the s

HE SIS

systhemn Felicies and Plans

ATE WEG

aral

Mo special funding for pa

Sohool O, The Sohool hed formelated a Scohool U

Y

ok

Gt el ines (L1989,

Lommunity Eftects

3L 0 owas selt in bushland surroundings in an uppsr

SOULC-BConomIc area. The parents and students

Yooa no-thvreat o

wierr s ofF ong b

acher,

He howsver, the edfects of economlo rece

e Dtudsnt Weldars Committes to bhe

Both parents in many families work

afFiluent lifestvies enjoved in the aresa, somes

CEEmD L ovymEnT had



with devas

reality For s proportlon of

R atal

talzility oF

fFamilies. Student thire e melbeharm WEre INCrEsasing. &8s

WEr e Ll of the use of dru

ard ale ol. s

udents leaving home.

md Administrs

arnd Flans $for B

£

b omohonml O,

Flam prioviti

wporn TRost Compal

moolingy with no mention of

sastoral care.  Fas CANE DEOQFARNES  wWe atell:

prominently Featuwred in the school s introductory

The sohool had

@

Boundsries for Fasstoral Dare

The school bad access Lo

o three davs

Work assistang

given whers po

senartment ofF PV

BT L £y

Frincipal was concerned That the school be seen as an

Bl demment rati ial

g

Organteational structures +£or pastoral care

Year Coordinators and Yesy based Form olas

ohad based its organizational structures For pa

mm o Five Year Coo rE WO R L Wity Fo

ERE

smas at each Year level. In theory, the Coording EYale!

Form beachers would move dp the school wibth trnesis ¥

i
o

mhade

I

i O omajor planming decisions were
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-iation. Al Five Yesr Coordinators. along with

Frdnoipa,

commi e

the madn soctation, so That

Wel+are Committes were taken to the

ratification.

sources For FPastoral Care

Time aliocatlons. I

the time available For Form

Coor ol ns

at Sohool O had been reduced. One

considered that this was & result of a changs

e Deputy responsible

rised time-taibling.

contested this, and atitributed the reduction to
statf resistance to Form olass dutiess. Where twenbty
mirnwtes had been allocated sach day For Form class bLims in

mreEvIious vears, 1in 19%Z2 ten minutes was allocsted on Thy

davs, with tThe twenty minute Dlock remaining on bthe obher

Twe da

Funding., Scnool © had no accoess o special Funding

as the Friority SBochools Frogram.  Bach

Coordinator had a Tity Allowance whioh

the sohool had al CET
DA, The Year Coordinators at Sohool O workeod #From

two Year Centres. The first was situasted in the Lowesr

Sehool bloock and served Years B.%, and 10 students, so

e Coordinators shared this aresa. moaned was




mear bhe Denior Common Koom and

soordinators. A drawback bo

communication gap might exi Lipper and Lower

Pool Year Coovdinators, since they did nol share & oommon

centre. Specialist at Sohool U had theilr own

e of the Deputis

FeEsmons il

coordinating btudent of which pastoral Cars

S AS & Compones nt .

FEar Loordinstors. Fhe Year

ially selected for their skills

the Year

ﬂ
o
u
=

(Fringipal,. O The suoos

€59 5 o thils lection and the enthusi anil

dirive of the Doovdinators, Each Year Loordinator took

one Year oohort of stoder

rasponsibil ity

responsibilities variled depending upon the stage Theilr

sltudents ware &t i Dhe sohool. Foor oo

amplea, ths Year o

Coordinat

took planming responsibility for

of students from primary Lo secondsey sonool. Sl were

members of bthe sghonl®s Welfare Committes

Coordinators’ role had no disciplinary componsnt, although

they might counsel students who were edperiencing

gisciplinary problems. Fach Coordinator liaised with the
Form teachsrs who worked with his or her Year Group.

Specialist stard. Both the Sohool Psyohologd

The Sohool BMuae

worked in bthe school for only part of the

waek.  This arrangemsnt caused concerns to teaching
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3

who had to deal with crises 1n the

%

=rce ofF specialist

nk:

1%

Felp. Issuess were arising wnioch the school had no

mechanisems o deal with. The issues involved use of drugs,

zedual behaviour of students, family breakdown and tes

wremp Loyment prospects. A Concern was edpressed that many

oF the students were deprsssed and threats of sulcide wers
mot o wunknown. For o social work support the school relied
upoarn the local Department of Community Services, but the
COMSeEnsus was that this department’ s resources wers

atrained and little help was forthcoming from this souros

A ofurther l1esue we Decoming more evident &t SDohool O

m

The school accepted students from areas outside fthe school
catohment. When these students arrvived at the beginning of

Year & ©fF

the preparation Ffor transition to the
chool which pupils at the feeder Frimaries obtained

through the work o+ the Year o Coordineator. Une racet o

paskboral provision theretore was missing for LDhese

students, A more serl1ous problem arose when senior

students From other schools sought admission to Sochool O to

complete thelr schooling or to repeat Year 13 1n an
to better their T.E.E. scores. These changes seemed to

RO

a result of parent or student dissatistaction with
the previouws school. The students., howesver, had

gdparienced difficulities and School T, in accepting €

had to make academlc and pastoral resource allowanoe o
remedy these problems. The guestion arose as Lo whethsr
the school could continue to provide for thess studsnts atb
wphat might be the expense of students who had attended the

school for vears.
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Form Teachers. The role ofF the Form {eacher wa

care at Bohool O

crucial to

Doncern was edoresssed by bthe Acting PFrincipal. the Deputy.

argt the Yesr Coordinators, that +or some teachers hhsre was

lTittle intersst in a pastoral role.  PFPorty members obf bhe

teaching stat+t act srE, @54 lack of

snthusiasm at This level couwld lead to & detl

el lvery. Mg ®elvarse Commithes wers sl b

i problemn, Soiutions

sl ofF dats collection, been vejected Dy Lhe main

Hosoriation.

aiuation of Fastoral Care

of pastoral cars delivery was consi

ibie,. at Donool O

b extremely diffFicult, ioF not

the sthos o the

LT P

demonstrated & caring atnosphere. e Y The

coimion DThat Lhe pevrdormancs inodic

argas in the Dohowl

mare to bs oevaluaated. The only Formal evaluation whioh

reactions Lo

shWn was a guestionnaire relating to

transition

the Year

B nar 10

Fastoral Care Frovi

[ IN

MYt

The major changes reporbed at Sonood O in L9592

Al Cars.

gd concerns witn the delivery oF ¢

The reluctance of a percentage oF teachers To Deooms

~al o care of Thelr Foro o geods oad led

invoilved in bhe

I I the view of fthe
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Bppenddl s &

e lurnanes wWas & oont i bhe decision to

2 i s pese
i OO

tihat tea

students believed to need this

uncert

atr+ o who odid not want bo

support,

ey fres b

wotld carry out obher dubiles

W Form olass time would become purely administrabive.

Aomador ity ofF the Stafd fAssociation either opposed

g

Betained from voting on them. The

Welfare Committes, by the end of data collesction, wers

reavising thelr strategy to make 1t more accephtabls.

Sohomol D

toy Friority Sohools

e am o runading. G the time oFf this study

Development Flan For School D owas incomplete.

Compunity siffe i

COLOECONOmIC COmmUnI Ty .

sehool Uowas set in an uoper

b hacd beaen developed in the recent pé

whiat had criginally & lowsr soclo-@oonomio s

The charnges in howsing had

Ly which stood at &10 students.

ot dodrmed the sonoonl o in Yesre LLin bthe

wihg  hac

tudsnte From overs

DT oonnmanc



Appenol s

toral

o

The Scens

care concepts adopted

AT

S

T e

arn attemnpt

ol that pas

detinition

O AL

Ctered by

Ceare el

our students and our

1 e

1red

airil

Frinoipal

YEN BWATENESS

&t

Sohood

et e

I

ity to have structures

Lo respond appropriately to these. "

students and st
proviging great

cleye i

A&
&

(Marman ing
3

[ATul™

e doen
providing

pment o
gt toor

s

varying needs of all students and statf.

atf.
s
s L Cde
@il

ihive BuUDport

cddent Behaviour:s

o personalise the

derined as:

i

&8 Whole So

cach. Sohool D opolicy documsnt, 199

Sehool fAdministrative Folicies

aind

Flansg +

FrE——
[ =)

freao

1. D

s L&)

~t
i
]
b
st

Coamroge
whail

Sohooid I

&

.
L7 =

incer e
ipoent Ley

acaclemloa
provide &

S OVar Le

vuclents

CAF LN ooen

e bhe Sohoo
fnad publish

i
“ o

@rvic

umbrella o
stugents at
Tiva " The
tudenrts and
O AN E&aE.,

to achisve

virorment,

1 Development
ed detsalleo

rihoot these

9

wdent o

pastoral care programme.

pilans +or th

plans relate

Fastoral

rvices’ and

risk emcotionally, socia

Student Dervices arsea a

parents with

thelr +ull

Inm particular

. L meebs

potential by

Flam was i1noomplets

g8 ar
d oo
A e
&L mE
iy

i ol

B

s

OEr &t

oA e e
il L

AN o

ordering @

Obher Student Services Frogrammss

[~




FppeEnals M

wers listed as " the house syesl

B, manaclng stuoent

Lior, camps, estera - odrvicular

Dervices Fastoral Cars P

POV,

sl T

Boundariess for pastoral care in School D

ol s Doundary al ocarse wan

zetting fFor @

M Students

governed by avallable resouwrces and expertis

i

whnose nesdes could not be met oy tThe sohool were re

rE L & M ies For help.

Organizational Structures for Fastoral Deaoe

Srhocol D o had sdopted a House sysbtem wilthh Yesr Form

G OES . I theory one tes

crer owoulod continage To wors

wiltin The sams COrm group as they travelled up the

This outooms wouwld, of cowrse, only be achise

At member at the s

W Rt T Imitesliy

{1l &

=o Ln Form olasses Dy oa system oF rancom disteip

including the students in the Intensive Language Dow

There

Ten minute House perilod each morning.

There were fFour elected House Coordinators in ohar

Houses activities. T Hou

an "the structuwre throuoh whioh the principles of o

Folicy be imnple

Gr D ohao as one of Lts

o ad Dare Committes

Foimoipal, one Deputy, the Guicgance (OFcicer,

Al v

L s e, e o

and of the Intensive Language LDouwrse s
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This Committes was closely involved with the Managing
S5tudent Behaviouwr programme inn School D, a programme which
wasg seen in this school as part of pastoral care provision,
o

& sub-committes dealt with sensitive pastoral issues.

Resouwrces for Fastoral Care at School D

Time allocations. &t School D the House Coordinators

time was not included in pastoral resources. Form claszes
took up ten mirnutes each morning. Every week, ong fForty
mirnute period was given over to House activities. @&
Fastoral Care Committes met each week Ffor thirvty minutes.
The time of specialist staf¥ was taken as being used in
pastoral care.

Funding for pastoral care. Grhool D had no access to

spgcial funding. The salaries of specialist staff
accounted for the bulk of spending on pastoral care at
School D.

Space allocation. The contract room in the Managing

Student Behaviour programme was counted as part of pastoral
provision. Specialist stafd had individual offices.

Foles in Fastoral Care

Specialist Staff. The school had the services ofF a

School Nurse and a School Psychologist (referred to as the
Guidance OfFicer). Fastoral care took the Fform of work
with individual students in crises. Cases were reviewerd
waeek ly-—-pither in the main Fastoral Care Commities, or in a
sub-commities.

Form teachers. A ling of referral was in place which

assumed that, unless a parent chose to go directly to the
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Administration, the Form Teacher would act as contact
hetween the school and the parents of their group. The
Form teacher could consult specialists. The provision that
Lhe Form teacher would move up the school with his/her
group was intended to further the growth of & good
relationship between teacher and students.

Evaluation of Pastoral Dare

Evaluation of the FPastoral Care Commitihess actions

took the form of re-agssessmnent and monitoring ofF sach o

at a case conference held weelkly.
The Scenario

Changes to FPastoral Care

Changes to pastoral care programmes at Sohool D
related to concerns for the protection of the
confidentiality of case-work. Dbpecialist stafty bellieved
that the forum of the main Fastoral Care Committee oddid not
offer this protecticon.  With the Hohool Principal, they
formed a sub-committes which dealt with confidential
matters in detail and reported back in a general manner to
the main commitbes.

Teacrhers reterred students with problems therough a
systemn of entering details of the referral in & note book
which was keplt in the School office. To overcome problems
in communicating the outcomes of referrals back to
teachers, the School Nuarse had developed a system of return

glips +For individual teachers which documsnted the steps

that thne Fastoral Care Committes was taking in regeard to

each referrval.
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Delivery of FPastoral Cars

The major factor which influenced the delivery of
pastoral care at School D was the school's perception of
pastoral care as crises responsive and specialist
nrientated, From this perception flowed the roles of House
Coordinators as organizers of activities, who saw
themselves as not being in a pastoral role. and Form
teachers as being the channel for pastoral care referrals.
The size of School U meant that the delivery of pastoral
care, as envisaged in formal plans, was more likely to
acour, sspecially at junior school level.

By Year 11, however, the school had taken
responsibility for a large number of students (140 in 1993)
who were not only new to School D, but were new to
Australia. These students spoke little if any English and
worked in the Intensive language Course Centre with their
owry statf, some of whom spoke thelr native language in
addition to English.

Within the House system at Bochool D these students
were randomly assigned to Form classes. The lack of
understanding of English must have affected the degres
to which information could be communicated eithsr to this
group of students by English speaking Form teachers, or to
the Form teachers by the students themselves.

Form teachers were seen by the school as the first
point of contact for studernts., and were crucial in the

implementation of pastoral care policies. The language
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the pastoral care of these students.

School B
The Setting

system policy effects

Despite areas of low-socio economic status in the area
of the school, School D had not applied for Friority
Sochools Frogram funding. & draft School Development Flan
was in place and was being finalised during 1%%9%. Freguent
changes of Frincipal over the past four vears were held by
the Chaplain and administrative stafd to have delayved the
+inalisation of this Flan.

Community etfects

The area in which School D was set had pockets of
affluence. Children in these areas often sttended private
schools which were nearby. The remainder of the school

catcochnent area was of low socio-economic shtatbus. U+ the

students at School I, the Chaplain estimated that rre
cent would come from families in receipt of security
benefits. The area included many State housing dwellings

which were rented, leading to a high degree of transiencs

in the school population.

The Scens

Fastoral Care Cmncemts'ﬁdomted at School E

The definition of pastoral care offered by the
Frincipal at School E in 1992 stated " Pastoral care
looks after the physical, mental, and social health and

well~-being of gach student.” The school sthos statement in
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19%1 read " Within the cormtext of personal growth,
including respect and tolerance for the rights and beliefs
of octbthers, to maintain the highest possible standard ot
education and eqguity of opportunity in & caring
gnvironment. " {(School E Dratt Development Flan, 1991).

Sehonl Plans and Folicies for Fastoral Care

At Bchool E, the area of pastoral care was
subsumed under the heading of the priority area of
"“Social Justice - Student Welfare” in the most recent
dratt of the School Development Flan (1991)., The purpose
of this area was stated as:

To ensure optimal educational and social outoomes

For all students.

To snsure for all students an eguity of access to

school rescurces.

At School E three priority areas were set out in the
Dratt Development Flan prepared at the end of 1971. The
first was Literacy and Numeracy, the second Social Justice
/Student Welfare, and the third was Fost Compulsory
Schooling. The area of pastoral care provision wWwas
subsumed under the headings of Social Justice 7 Student
Welfare., Fastoral care provision in Bochool B was conceived
as encompassing the work of the Fastoral Care Commithtee,
the Managing Student Behaviowr Frogramme, the Z5tn Period
Frogramme, Study Skills / Social Skills, the Form Class
System, and the Identification of At Risk Students.

Srhool E centred its pastoral care provision in 1992
around the work of the Pastoral Care Committee. This

committee comprised the specialist staf+ in the school and
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the Deputy Frincipal with responsibility for Shudent
Services., The Pastoral Care Committse was one of six
operational committess listed at Sochool E, and in fterms of
the determination of school policy, came within whal was
designated as the Maintenance Frogram. (School E policy

paper, 1971)

Boundaries for Fastaoral Care

Boundaries +or pastoral care were +ized by the

resources available to the school. The Chaplain would me
visits to students® homes, if invited, At District level
the Deputy saw the role of the District Welfare OFFicer as
helpful in contacts with the studernts homes, and in
referring problems to the school specialist team.

Organizational Structures for Fastoral Care at School E

The school was organized into four Houses, each with &
House Leader. The House system was used as the vehicle for

the improvement of school spirit and school tone, tihvouwogh a

programme of activities at lunch times and during Period 25
tore hour each week set aslide for House activities). At

Bohool B the Houses were divided into vertical Form groups
and Form teachers were expected have the same group
throughout their secondary education, to promote the growbh
of an inter-personal relationship between the teacher and
The students in the Group. Im fact, as the Chaplain
pointed out, the movement of staff,. and student changes

madse this outcome rare.
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The area of pastoral area had been divided two yvears
ago into two separate committes remits.  This stemmed from
CONCENNS Over the protection of the confidentiality of
procesdings if teaching staf+ attended case-study meetings.
The House Leaders, therefore, were nobt represented at
Fastoral Care Committee meetings and the Deputy Frincipal
(Student Serviges) acted in School E as Coordinator for all
pastoral care matters., Refesrrals to the commititss would
come to her via the teaching staff, or might go directly as

intormal comment to gpecialist staffd, demonstrating the

[t

separation of House Coordinators from the official delivery
structures +or pastoral care.
Fesources

Time allocations. Ten minutes each davy was allocated

at School £ as & Form pericod. In addition the school
allowed one hour each week (Feriod 25) for House

activities. All specialist time in the school was given to

pastoral care. Weekly Pastoral Care Dommittee meetings

were scheduled, as were weekly meetings of the House
Coordinators.

Funding. Despite the low socig-scomomic sething of
most of School E's catochment area, in 1992 School E was not
in receipt of Priority Schools Program funding. Funding
for pastoral care provision came from the school’s budget,
with the exception of the Chaplain®s salary, whioh was metb
by the local Churches and by a contrioution from the school

Foeand ©. Committes.
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Gpace. The specialist staff at School B had Lheir

offices. Pastoral Care Committes mestings were held in a
conference area divided from the staff room by a tolding
srreen. House Leaders met in the locker area of the sporls

compled.

Roles in Fastoral Care at Schogl E

The Depuby. The Deputy Frincipal (Student Servioes)

at School B appeared to hold a pivotal role in formal
pastoral care provision. Bhe chaired the weskly mestings
of the Pastoral Care Committee and, when possible, attended
the House Coordinators’ weekly mesting. She sspected that

s al

Form bteachers would refer students at risk to the Fa
Care Committee Through her office. The Deputy had worked
in the school for eight yveears and was aleo in charge of Lhe
Marnaging Student Behaviouwr programme in the school. M. B,
retarrals were ssnt o to bthe bBuldance OFFilcer (Sohool

Feyohologist) in the first place, so that he could counsel

o

the student involved. Tr Deputy Frincipal liaised closely
with the District School Welfare OFfFicer who dealt wilh

truancy in the school area.

House Coordinators, The House Coordinators appeared

to funchtion in & peripheral role to the smainstresam pastoral

care focus in the school.  The House Systen was concsrned

with school tone, whole school group schivities, and Period

2% ta 1 hour +lexi-period, either with classes in Form

ifi

rooms or out at activities). The Principal at School E had

0

come to the school at the beginning of 19%2. Im & written

responss to guestions the Principal viswed the role of ths
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House Leaders as central to pastoral care provision, along
with each member of the school stat. This notion of
centrality was not supported by the practices which
appeared to be in place in formal pastoral care

provision at 5School E, though these prachtices were under
review in 1992, The House Leaders saw their role as
providing aroup pastoral care through Houses activities,
while the Committee provided care on a one-to-one level.

Specialist staff, The Chaplain had served in the

school for three years. She spent three days each week in
the school at the beginning of 19%d, but during the yvear
the Farents and Clitizens Group undertook to raise funds to
pay salary for ong further day in the school. There was no
official religious component in her role, but rather she

acted a8 a friend and counsellor to students., The Chaplain

was a menber of the Fastoral Care Committee.

The School Nurse was new to School B in 199
role was to provide emergency medical treatment and to
counsel students on health matters. The nurse was in
School E on Monday and Tuesday, on Wednesday mornings and
on Fridays. She was a member of the Fastoral Care
Committes. The Guidance Officer (School Psychologist) had
beern allocated more time at the local primary school in
1992, which left less time availlable for work in School E.
The school Social Worker was in Hohool £ on Mondays and
Tussdays.

role at School E

x

Form Teachers. The Form Teachers’

was crucial according to the Deputy FPrincipal. Their
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commitment to the lob varied, Tdeally, parents would coms

to know them by name and one facet of their role was Lo

concerns. Form teachers referred students to specialist
help and liailsed with the House Coordinators on FPeriod 25

activitiss.

Evaluation of Fastoral care at School E

I'm the Draft Development Flan for School E pertformance
indicators Ffor the area of Social Justice and Student
Welfare were selt as:

1. The extent to which all students develop
confidence to explore and develop their areas of
atrength and weakness.

2. The extent to which all students participate in

the school curricula and sxtra curricula (sig)
offerings.

FZe The extent to which the school supports the
emotional, physical and social needs of all
students.

4. The extent to which students accept
responsibility for themselves and show respesct,
consideration and concern for the rights oFf othe
{ School E Dratt Development Flan, 19%1.

Fertormance lndicators for the area of Social Justice
and Student Welfare were expected to provide evaluation of
pastoral care. These performance indicators wers furthsre
brroken down into sub-headings to indicate how the oriteria
would be seen to have been met at school level., FODL 4,
for example, would be based upon the use the students made
cf bthe Nurse, Chaplain, Soclal Worker, Guidance OFFicer and
the pastoral care team, based upon self-referral Figures
and figures showing steaft reterrals. Also taken into

account would be the degree to which students had ths
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opportunity to develop sel+—-identity as shown by the Houss
points winners lists and achievers lists published each

YEAL .

The Soenario

Changes to Fastoral Care

in, 17%% several new staftf members came to School E

who were members of the dustralian Association for Fastoral

k]

Dare in Education. Through their interest in the concept,
plans for pastoral care were being revised in the school by
the end of 1992, with the support of the School Frincipal.
The balance of delivery between specialists and teachers
was set to alter, evaluation structures were being raviewso
and new formats were to be in place in 1993, The obther
major change involved the extension of the time the
Chaplain could spend in the school.

The Delivery of Fastoral Cars at School B

Gt Bohool B opastoral care was seen abt decision making
level as a means of redressing some of fthe social problems
which atfected students, and by this tactic relieving
problems and pressures on the school statf. To carry out
Chis programme, extensive usse was made of the specialist
staft at the school. This form of delivery was coming
under gusstion in 19%2, not so much bescause of the actual
format, but because of the lack of direct decision-making
involvement at a strategic level of pastoral care planning
of the school’s teaching stadff. Both the Frincipal and the

Deputy (Student Ssrvices) saw staff involvement as grucial,
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put in practice bthere was no stadd input, obher than the
Deputy as Chailrpgerson, at committee level where welfars
decisions wsre Ltakern., While student rvefervals From Form
teachers werse supposed to be made througn the Depulty
Frincipal, there was no evidence of a set structure for
these reterrals.  wdhen the Deputy was absent +From the
achool, at least one Fastoral Care Commities mesbing was
cancelled during this study. The role of one person as bhe
linchpin for pastoral delivery sesmed to leave the svystem

open o this typs of dysfunction.
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GCuestions for pastoral care staff.
A basis for interview.

1. How did vou become involved in

2. What training in pastoral care
Fre — service?
In - service?
Fe How much of vour time is taken
4. How is that time spent?

What resources are available?
House centre?
Frivate office?

Money for projects?

school?

-z
LA

I+ vou could make any changes t
they be?

#2.Do vou have any means of keeping
care
developments in
1. Western Australia?
aa Overseas™

—
pastoral care work?

work have you had?

up with pastoral care?

in the

o that

role what would

up-to-date with pastoral
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F.What other roles do you have in the school?

100 How long have you worked in the school?

11. How long bhave you besn a teacher?
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Guestions +or

1.

e n

4.
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Form Tutors as a basis for inberview.

Are all teachers in your school Form Tutors®™

How many students are in vour Form Class™

What time do vou have with these students?

bhat tasks are vou essxpected to perform with these

students™
5. Is the time allocated a. Bufficient Ffor those tasks?
b. Too long, not enocugh to ao 7
&He Do yvou consider your role as tutor
f. A major part of your
teaching role? Yes / No

students

aoour for orF

Comment o

Do yow consider that you k

Who in the school do you turn to for

with students in

A minor part of yvour

-y

teaching role? 4 No

An administrative

+unction? Yes 7 No
now your Form
Better than other students

in the school™

Mo better than any obher

class?™
help

it problems

yvour Form Class?
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EHETIONS TO BE ADRDRESSED TO THE PRINCIFSL IN EACH OF THE

1.How do vou define the concept of pastoral care?

b

2. Do youw think that provisions in this school meet the
demands of this definition?

Ee IF oyour answer to Question 2. was ves:
In what regpects are those demnands mel?

o}

o IF vour answer to Question 2. was nos
Why do you think that this is so?

% How are resources deploved in the school for the
provision of pastoral care?

N EEY

& Who do vouw regard as "key personnel? in the provision of

pastoral care in the school?

¥

Yoo I oyouwr view, in what ways is the pastoral care
component of the school linked to the afscademic
curriculum?

8., How is the pastoral care compornent of the curriculum

delivered in this school?

Y. Are you satisfied with this method of delivery?

10. Are there wavys thalt the delivery could be improved?
. ' . ) !
fre they feasible given present resources and corndibions?
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