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Executive Summary
A student teacher’s promise (Jacoba Matapo, 2021)
-student teacher to the child
I promise you, I’ll care for you
I promise I will listen,
I promise I will do my best,
Your journey fuels my mission
- student teacher to self
I promise you, I’ll care for you
but
I am struggling to listen.
When
I promise I will do my best,
the pressure
leaves me wishing.
My journey fuels
a hope for change,
of balance and connection.
I promise to rise each day
resisting markers of regression.
The elusive fragments of burnout,
all the stressors and
disconnection.
I promise I will give my best
My wellbeing may come second.
“Tomorrow will be better”
The promise of the profession.
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Auckland University of Technology, Unitec Institute of Technology, The University of Auckland, and
Open Polytechnic have joined together to research early childhood student teacher hauora and
wellbeing. The project is underpinned by a dedication to treasure and nurture early childhood student
teachers during their studies and throughout their journey as teachers and leaders. This research aims
to contribute provocations for the design of early childhood teacher education programmes.
We are collectively concerned with better understanding the ways in which student teachers navigate
their studies, how the navigated journey contributes to professional learning, identity and experience,
and how these factors impact on the hauora and wellbeing of student teachers. We recognise that the
study of teaching contributes to each student teacher’s personal and professional understanding of
hauora and wellbeing through a complex whole of direct and indirect experiences. This understanding
is similarly holistic, including cognitive, affective, and embodied learning.
The study involves multiple phases, beginning with a first phase gathering student teacher views on
hauora and wellbeing in their study. This first phase began in October 2020, at which time the nation
was in Level One of its pandemic response.
In phase one, student teachers were invited to respond to an online anonymous questionnaire. The
survey was completed by 101 participants. A link was provided for participants to share contact details
if they were interested in being involved in subsequent phases. The primary purpose of phase one was
to provide themes for the development of later phases. The data was analysed through the
development of student teacher cases, analysis of themes, and poetic inquiry – the latter of which
introduces this Executive Summary as A student teacher’s promise.
Findings indicated:
1. The complexity of student teachers’ lives. While key themes can be discerned in the data, for
each student teacher these themes are uniquely configured. Hence, one-size-fits all solutions
to supporting student teacher hauora and wellbeing guided by generalisations of student
teacher subjectivities are likely to be ineffective or even deleterious. There is no magical
formula which does not involve sustained and inclusive dialogue and reflection.
2. For each student, the programme mode (field-based, pre-service, online) impacts student
teacher hauora and wellbeing.
3. Children are by far the most common motivation for studying and so the experiences of study
might better reflect this motivation. Understanding motivations may contribute to a learning
environment which amplifies the positive and productive experiences of study.
4. Student teachers appear less likely to seek support from lecturers and tutors than other
sources, when considering their hauora and wellbeing. Most support for student hauora and
wellbeing comes from family. Opportunities for enhanced connections with family may
support a teacher education programme. Participants also recognised the support they had
from lecturers and tutors as contributing to their hauora and wellbeing. Student teachers
recognise the importance of taking time to care for their hauora and wellbeing and having a
support network around them. Taking time and connecting with networks are both impacted
by the complexity of their lives as student teachers.
5. Student teachers did not often point to benefits of wellbeing practices such as meditation and
other well studied approaches to care of the self. Learning such techniques may contribute to
personal and professional hauora and wellbeing.
6. Open discussions with student teachers regarding the realities and challenges experienced by
the early childhood teaching profession including their qualification pathways and working
environments may better support student teachers in recognising and responding to their and
others’ hauora and wellbeing.
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7. Student teachers are likely to be employed in an early childhood centre while they are
studying. Employer expectations and levels of support within a workplace can impact on
student teachers hauora and wellbeing.
8. A duty of care for alumni can establish the grounds for ITE providers to support the sector in
noticing, recognising, and responding to early childhood teacher experiences of hauora and
wellbeing. Following Heaton (2011), “Deeper conceptual understanding of hauora [and
wellbeing] could lead to alternative kinds of educational experiences and outcomes for
students, which need to be documented” (p. 106).
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Introduction
In the study Senses of Hauora and Wellbeing in Early Childhood Initial Teacher Education we are
concerned with better understanding the ways in which student teachers navigate their studies. How
the navigated journey contributes to professional learning, identity, and experience, and how these
factors impact on the hauora and wellbeing of student teachers. The study brings together researchers
from Auckland University of Technology, Unitec Institute of Technology, The University of Auckland,
and Open Polytechnic, with a collective commitment to early childhood student teachers’ hauora and
wellbeing during their studies.
Research about working conditions in early childhood education and care settings highlights specific
concerns regarding the wellbeing of teachers (Bates, 2018a, 2018b; Faulkner et al., 2016; Jovanovic,
2013; O'Connor et al., 2014; Thorpe et al., 2011). A concern for early childhood teacher hauora and
wellbeing is evident in the recently published He Taonga te Tamaiti | Every Child a Taonga: Early
Learning Action Plan 2019-2029 (Ministry of Education [MoE], 2019). The plan clearly identifies
national and international concerns regarding early childhood teacher working conditions that impact
on goals for children’s care and education before they reach school age. As with all action plans, there
will be ongoing points of disagreement, diversities of interpretation, and tensions between different
values and beliefs. These are enduring aspects of the early childhood sector that will benefit from
ongoing discussion. If the plan is going to achieve its goals, ongoing discussion that reflects a shared
national commitment to early childhood teacher hauora and wellbeing is vital. The energy that the
plan provides will be sustained if the government takes seriously the commitment to early childhood
teachers that is evident in the plan’s objectives.
This report shares and discusses data collected during phase one of the research project. Phase one
data was collected in October 2020 through an anonymous online survey of early childhood student
teachers. The link to the survey was shared with initial teacher education (ITE) providers around the
nation, and on social media sites. Participants were asked to share their experiences of hauora and
wellbeing whilst studying, including aspects of support, and of challenges. Initial findings from phase
one highlight the significant diversity in, and complexity of, student teacher experiences and
perceptions.
This report includes data presented as the following:
•
•
•
•

Demographic data.
Case studies that provide a holistic narrative for a selection of participants.
Quantitative data revealing the amount of support student teachers experience from
different sources.
Thematic analysis of qualitative data regarding participants’ senses of support and success in
relation to their hauora and wellbeing.

In conclusion, we briefly reflect on initial implications for ITE providers that will contribute to phase
two of the project.

Literature Review
In a recent study of employee burnout, Haar stated that Aotearoa New Zealand employees have a
higher risk of burn out than employees in other countries (cited in Older, 2021). Haar stresses that
employers have a responsibility to take better care of their employees (cited in Older, 2021). Within a
wider and growing concern for the hauora and wellbeing of employees, particularly during a global
pandemic, this project engages with early childhood teacher hauora and wellbeing through a study of
the experiences of early childhood student teachers.
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A recognition of the impact of working conditions for hauora and wellbeing and at the same time for
child experiences and outcomes is consistent with the holistic ecological approach to early childhood
curriculum emphasised in Te Whāriki (MoE, 2017). The national curriculum states: “The wellbeing of
each child is interdependent with the wellbeing of their kaiako” (MoE, 2017, p. 20). Student teachers
are expected to develop an understanding of Te Whāriki in both theory and practice (MoE, 2017). This
curriculum document forms the basis for each teacher’s roles and experiences within their learning
communities. It should then be expected that all student teachers will critically explore the
relationship between their own hauora and wellbeing, and the hauora and wellbeing of the children
with whom they work.
In addition to the explicit focus on hauora and wellbeing, the very experience of studying to be an
early childhood teacher with an ITE provider can be understood to have an impact on experiences of
hauora and wellbeing. It follows that the affective experience of ITE impacts the quality of education
and care for early childhood centre communities.
This review of the literature explores a range of factors associated with student teacher wellbeing and
hauora including: the meanings of hauora and wellbeing; the early childhood sector in Aotearoa New
Zealand; the wellbeing of early childhood teachers; working conditions; and the wellbeing of tertiary
students. Excerpts of the literature review are adapted from an initial unpublished literature review
prepared for this project by Wypych and Carlisle in 2018.

Hauora and wellbeing
In this project, student teachers are asked about different dimensions of their experiences of hauora
and wellbeing during their study. These terms are recognised by the MoE (2014) as having distinct
meanings and yet sharing “common ground”. We have not in any way attempted to conflate the two
words. However, to put them together as two different concepts within the one project still brings
them into a relationship. So why hauora and not waiora in this research? As key policy terms, the
research recognises the importance of working with each as both an influential and a problematic
concept. In this section we briefly explore the influences and problematics for each term. We
acknowledge that fuller and sustained engagement with hauora and wellbeing is essential for
education in Aotearoa New Zealand, in producing “counter-narratives to the dominant hegemonic
discourse about hauora” (Heaton, 2011, p. 113).
While their commonality as terms may appear to be in their association with holistic understandings
of the experiences of individuals and communities, arguably they are more common on account of
their contested meanings. Hence, in this research inviting student teacher perspectives, the research
did not define either term in the invitations and online survey. The intention is to weave new threads
into the meaning of each through recognising the voices of student teachers. Student teacher
understandings and experiences of hauora and wellbeing will contribute to a deeper and diverse
understanding of these terms. Hence this project aligns with the literature that recognise both terms
to be complex and fluid. In Aotearoa New Zealand “the meaning and understanding of the term wellbeing is not used consistently but is rather diverse in definition and application” (Teschers & Harris,
2015, p. 71).
The recognition of, and commitment to, hauora and wellbeing reflects a Treaty-informed approach
and recognises the ongoing colonisation of te reo Māori in Aotearoa New Zealand educational
institutions (Stewart et al., 2021). Neither hauora nor wellbeing can be simply defined and neither
term can be understood as standing in for the other. In the study of curriculum in Aotearoa New
Zealand, the debates regarding the introduction of hauora provide insight into the depth of meanings
and applications of the concept and experience of hauora, as well as the limitations of the concept
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7

when employed as a curriculum concept by the New Zealand Government. The depth and the
limitations have been recognised by Culpan, who contributed to the writing of the Health and Physical
Education learning area in the 1990s.
The difficulty involved in translating i.e. capturing the essence of this Māori concept is
symbolic of the complexity of combining different world views. It hints at great opportunities
for joining capacities and strengths and for mutual learning, but also indicates severe risks and
setbacks in the process of bringing different cultures together (Meier & Culpan, 2020, p. 223).
The “valid initiative” of incorporating hauora in the curriculum was regarded as "future-oriented”
(Meier & Culpan, 2020, p. 223), assigning a political emphasis to the concept – specifically to push
back against perceived ideological pressures for health and physical education in New Zealand.
Hauora was regarded as having potential for critique of and resistance to dominant thinking, with a
particular concern for the individualising, self-maximising, and self-managing focus of health and
physical education – a focus attributed to the influence of the Business Roundtable during the late
1980s and early 1990s (Meier & Culpan, 2020).
A 2014 MoE definition of hauora, as one of the four connected concepts of the curriculum learning
area Health and Physical Education, is provided in its online resource site Te Kite Ipurangi. With
reference to Durie’s Te Whare Tapa Wha, the Ministry defines hauora as “a Māori philosophy of wellbeing that includes the dimensions taha wairua, taha hinengaro, taha tinana, and taha whānau, each
one influencing and supporting the others” (MoE, 2014, para. 2). The definition includes a footnote
which recognises that wellbeing and hauora are not synonymous but that they, as noted above, share
common ground. Heaton (2011) traces the importing of hauora in the national curriculum to the
nation’s health sector, citing both the Health Research Council and Ministry of Health, and their
appropriation of hauora as meaning a Māori “perspective of health and wellbeing” (p. 101).
Meier and Culpan (2020) cite Ross’s definition from 1998 to emphasise the complexity of meaning of
hauora and the problem of reducing that complexity to a notion of wellbeing, however holistically that
is explained as:
HAUORA comes from two words hau and ora. Hau can mean wind, air, breath, dew, eager or
brisk, famous, vitality of people/person, or the presentation of a gift in acknowledgement of
a gift received. Ora means alive, well in health, safe, survive, recover. Thus, HAUORA can mean
breath of life, being alive, vital essence or gift of life, eager survival etc (Ross, 1998, p. 2, as
cited in Meier & Culpan, 2020, p. 223).
In going on to state that the concept hauora has a focus on "indigenous health practices” (Meier &
Culpan, 2020, p. 231) a Eurocentrism is evident for both the meaning and exploitative application of
hauora. Here Eurocentrism is argued to demand “a universal definition of indigenous knowledge, in
contrast to indigenous writers, who do not share the same quest for precision in defining words and
terms” (Heaton, 2011, p. 109). Heaton (2011) challenges hauora does not separate mind and body,
yet in the curriculum hauora refers to the “health of the mind” (p. 107). “The word hau has evolved
and been manifested in the modern-day Māori lexicon within the word a-hau, meaning I, myself and
me, acknowledging the life breath of a person” (Heaton, 2011, p. 104).
Hauora is a “well-known Māori word for health” comprising "two component words, ‘hau ora’ is
another ‘case’ of hau, with ora signifying wellness and safety. This phrase showcases hau as a carrier
or mediator between the cosmic poles (including that of ora-mate [life-death]) from which the Māori
cosmos is constructed” (Stewart, 2017, p. 7). Heaton (2011) summarises: “Hauora encompasses the
animation of life itself, and seems more than what could be covered adequately within a curriculum

August 1, 2021

8

area” (p. 105) and suggests curriculum writers "attempted to make understandings of hauora match
existing academic categories of Eurocentric thought” (p. 109). Heaton states that “translating hauora
simplistically as health and physical wellbeing potentially debases metaphorical and etymological
ways of knowing” (2011, p. 104). Referring to a report on hauora that recognised no clear definition
of hauora (see He Whatu Korowai, Goulton, 2004), Heaton (2011) argues that waiora should be
explored as a better concept for the curriculum document. Heaton adds further, that "words that
denote a sense of wellness”, including whaiora, toiora, kaiora, mauriora, and oranga, are important in
generating richer understanding “rather than accepting standardised and simplistic translations”
(2011, p. 104).
The meaning of wellbeing is frequently associated with the meaning of health with particular
reference to the World Health Organisation’s (1948) definition of health: “a state of complete physical,
mental and social well-being and not merely the absence of disease or infirmity” (p. 1). Wellbeing is
of interest to psychological research and practice as a subjective and objective measurable experience
(Ryan & Deci, 2001). Yet, in a meta-analysis of early childhood teacher wellbeing Hall-Kenyon et al.,
(2014) note there are “significant limitations in the ways in which well-being is conceived and
measured” (p. 154) at the same time as not offering any consistent or clear conception of wellbeing
in their review. They also emphasised that typically teacher wellbeing is explored with a narrow focus
on a particular experience (for instance stress or turnover), with little attention to a more expansive
and interconnected view that recognises the complexity of teacher’s lives both in and outside of their
professional roles. An increasing concern with the measurement of wellbeing (Gibbons et al., 2017)
coincides with an increasing tendency to state wellbeing as a central aim for education policy. Most
notably, the Department for the Prime Minister and Cabinet (2018) has placed an emphasis on
wellbeing in its strategy for children and youth. The Child and Youth Wellbeing Strategy recognises
five aims and seven principles for the reduction of child poverty which provide a framework for
understanding wellbeing (see Department of Prime Minister and Cabinet, 2018). The aims are that
children:
•
•
•
•
•

are loved, nurtured and safe
have what they need
belong, contribute and are valued
are happy and healthy
are learning and developing

The principles refer to dignity, a whole family and community approach, effective networks, the
partnership of the Treaty, participation of children in decisions and policies that affect children,
UNCROC, and collective responsibility (Department of Prime Minister and Cabinet, 2018).
As if symptomatic of the diversity of definitions of wellbeing, government documents are not
consistent in the use of language with both ‘well-being’ and ‘wellbeing’ appearing in official
documents. In 1996, Te Whāriki, the early childhood curriculum provided a definition of well-being in
its glossary: “a state of physical, social, or emotional comfort, progress, and sound condition” (MoE,
1996, p. 99). In 2017 an update to the curriculum has no definition for wellbeing. Neither version
defines hauora.
Te Whāriki (MoE, 2017) does include ‘Wellbeing|Mana atua’ as a curriculum strand. The strand
includes the goals of nurturing emotional wellbeing, promoting health, and safety from harm (MoE,
2017). Evidence of these goals includes an “awareness of hauora and healthy lifestyles” (MoE, 2017,
p. 27). The structure of the early childhood curriculum as a holistic integration of principles and strands
does provide a sense that hauora and wellbeing must be understood as intimately connected to, for
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instance, mana reo and communication, and te kotahitanga and holistic development (MoE, 2017).
While the early childhood curriculum clearly recognises and values diversity and inclusiveness, the
curriculum has been critiqued for its positioning of largely neoliberal views (Duhn, 2006) and the
sector is also critiqued for its normalisation of “European, middle-class culture” (Ewens, 2019, p. 68).
As with the challenges to the use of hauora in the New Zealand Curriculum (2007), the positioning of
wellbeing in relation to mana atua as strands of the early childhood curriculum requires deep and
sustained attention.

The early childhood sector and hauora and wellbeing
Since the late 1980s New Zealand has seen an increase in children’s attendance in formal early
childhood education and care (ECEC) services. This increase has been in part supported by government
strategy and policy, the most recent of which is the 2019-2029 Early Learning Action Plan (MoE, 2019).
The recently published action plan clearly identifies national and international concerns regarding
teacher’s working conditions that impact on goals for children’s care and education before they reach
school age. This concern resonates with more general concerns regarding the hauora and wellbeing
of teachers (Bates, 2018a; Cumming, 2017; Faulkner et al., 2016; Jovanovic, 2013; O'Connor et al.,
2014; Thorpe et al., 2011). Research also clearly engages with the causes of these concerns (see for
instance Kamenarac, 2019). In Aotearoa New Zealand, the NZEI Te Riu Roa (2014) reference that an
“ERO [Education Review Office] report found that 41% of education and care services had ‘minimally
effective or ineffective practices for managing and developing staff’” (p. 14) and challenge that forprofit early childhood services are incentivised to keep working conditions as poor as legally possible.
Their view is that the Government needs to attend carefully to the role of for-profit providers in
contributing to the current issues around working conditions and the ways in which they might also
hamper efforts to gather workforce data.
In the media, a 2015 week-long New Zealand Herald feature on early childhood education indicated
widespread concerns regarding the quality of the early childhood sector, and this included the quality
of working conditions and organisational culture (Johnston, 2015). These are persistent rather than
isolated concerns regarding ongoing challenges for the teaching profession, reflecting wider social and
cultural beliefs and values regarding care and childhood (Bates, 2018a, 2018b; Hogan, 2012; May,
2019; Moloney & Pope, 2015; Osgood, 2012; Plotz, 2001). In 2020 the COVID-19 pandemic reiterated
all these key issues around teacher status, working conditions, and wellbeing for all teachers, including
early childhood teachers (Collins, 2020), indicating little has changed.
Historically, the MoE have regarded quality provision failures to be largely isolated and treated
appropriately through existing governance mechanisms. The Early Childhood Council (ECC), in
addition, has argued that Government intervention contributes to the sector’s issues and that the best
mechanism for ensuring quality is consumer choice (ECC, 2013). Parents have been presented with
regular revelations about similar concerns, accusations, and recommendations. The debates do not
go away, but they certainly wax and wane in public awareness. During the periods of faded attention
there are still many advocates and advocacy groups, and more importantly there are the many
teachers and student teachers standing up for the things that they are concerned about, standing up
for themselves and standing up for others.
Goal three of the action plan specifically focuses on the workforce (MoE, 2019). The action plan
recognises that improving working conditions involves attention to salaries, leadership, resourcing,
professional development opportunities, and career choices as well as mechanisms for promoting and
maintaining these conditions (MoE, 2019). It also involves attention to the ability of teachers to be
able to give the time necessary to their daily practices (for instance transitions that are so vital to
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building relationships). Centres that are driven by the need to have increased occupancy all too quickly
“forget” or are too busy to be able to put the time into building crucial relationships, with children,
whānau, and colleagues, and all too quickly the process becomes uncaring.
With regards mechanisms for supporting the quality of working conditions, the action plan also
recognises the need for reforming the governance of the sector, particularly in terms of the audit
culture. The plan introduces a “consistent and rigorous programme of monitoring” (MoE, 2019, p. 36).
This language evokes notions of both a fair and a demanding audit culture. Yet at the same time the
idea of rigorous auditing would rarely be associated with a supportive environment of reflection and
development. Whether rigour is considered as adversarial or supportive, one critical concern is the
ability of the ERO to provide the kind of quality auditing that is required. A culture of robust evaluation
requires attention to working conditions in order to avoid that culture creating further issues around
working conditions. In addition, where teachers observe a dissonance between the performance and
the day-to-day reality of the life of the centre, then justifiable concerns and dissatisfaction arise; yet
historically ‘whistle blowers’ have been treated poorly, rather than as advocates for the sector (NZEI
Te Riu Roa, 2014). Surprise visits address this issue by avoiding or preventing the idea of an audit
performance and observing the day-to-day reality of the life of the centre. Will surprise visits reduce
anxieties and stress for centre communities or amplify these experiences?

Early childhood teacher hauora and wellbeing
The work of the early childhood teacher is “complex and varied” (Mitchell et al., 2019, p. 5). That
complexity and variety impacts on the hauora and wellbeing of each teacher in complex and varied
ways. Research has suggested that there is a link between teacher health and wellbeing, and the
quality of care that ECEC teachers provide (Bates, 2018a; Cumming, 2017). As noted above, the
curriculum explicitly draws a connection between teacher and child wellbeing. Recent research
provides evidence of both a growing concern for the experiences of teachers, and a growing body of
knowledge regarding strategies to support teacher hauora and well-being. In terms of the latter, one
study observed that teacher mindfulness and self-efficacy was associated with an increase in
emotional support for children (Jennings, 2015). Further, when mindfulness programmes for teachers
are presented within a framework of self-compassion, they increase teachers' ability to engage
mindfully and empathetically with other colleagues and children (Taggart, 2019). However, when
teachers experienced exhaustion and depression, there was a decrease in emotional support,
classroom organisation, and instructional support (Jeon et al., 2017). Additionally, if teachers identify
with having low stress levels, their quality of care improves, and they have more sensitive interactions
with children (Ghazvini & Mullis, 2002).
Poor teacher hauora and wellbeing is also likely to be associated with high employee turnover (Fish,
2005). Turnover of teachers impacts negatively on teacher wellbeing (Cumming, 2017), contributing
to unstable environments and relationships (ChildForum, 2018; OECD, 2019). This is an important
consideration, as the most recent data indicates that 19% of Aotearoa New Zealand early childhood
employees are leaving their jobs every year (Education Counts, 2018). Turnover statistics across
different professions and occupations indicate this is only one percent higher than the national
average, however that national average is considered by employment researchers to be a significant
concern when compared to other countries. More importantly, the key challenges that high turnover
can create are arguably exacerbated for early childhood centre communities (NZEI Te Riu Roa, 2014).
Teacher turnover further disrupts child education and hinders student-teacher relationships. While
we invest time and resources into monitoring and promoting good health and wellbeing in children,
there is currently a lack of focus on early childhood teacher hauora and wellbeing. This seems
counterproductive, considering how closely connected the two subjects are.
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Stress and anxiety are of particular concern in research of early childhood teachers. Stress is prevalent
among Aotearoa New Zealand early childhood teachers, as they struggle to balance physical,
emotional, and intellectual demands (Bates, 2018a, 2018b). Early childhood teachers do not always
feel comfortable objecting to these demands, for fear of negative consequences (Jena-Crottet, 2017).
Interactions with parents and other teachers, in conjunction with feeling undervalued, are also likely
to be a source of stress (Faulkner et al., 2016).
Working in the ECEC sector can also be extremely physically demanding. Staff are frequently sitting on
the floor or small furniture, cumulatively lifting to 4350 kilograms and reportedly bending down up to
200 times in a working day (Gratz et al., 2002). This provides many opportunities for teachers to
experience strains, sprains, bruises, and fractures. In 2014, Aotearoa New Zealand ECEC workers
reportedly made 1255 accident compensation claims (Edmunds, 2018). Meaning, on average, just over
24 ECEC teachers a week, or almost 5 ECEC teachers every day, experience a workplace related injury.
Working in an ECEC setting exposes employees to many infectious diseases. These hazards include
chicken pox, giardia, hepatitis, herpes, influenza, meningitis, polio, ringworm, rotavirus,
streptococcus, scabies, and lice (Bright & Calabro, 1999). More recently, the expectations that early
childhood teachers return to work during the global pandemic, albeit with new hygiene and distancing
requirements, brings these risks into sharp focus. Not only do these pose a risk to early childhood
teachers, but their friends and family as well. Teachers are also exposed to the environmental hazards
presented by cleaning products (Bright & Calabro, 1999), which can be detrimental for their health.
The emotional stress of working in an early childcare role can also lead to negative physical symptoms,
such as headaches, insomnia, digestive problems, and fatigue (Gratz & Claffey, 1996).
Jeon et al., (2017) revealed that a teacher’s self-efficacy and work environment (job demands,
resources, and social supports) is associated with their mental wellbeing. In the current contexts,
which often include highly managerial work environments, ECEC teachers can struggle to preserve a
sense of integrity and effectiveness (Osgood, 2012; Sims & Waniganayake, 2015). Depression in
teachers also appears to be associated with reported child behavioural issues, such as anger, lack of
attention control, anxiety, social withdrawal and depression (Jeon et al., 2014). Teachers who have
favourable co-worker relations, autonomy, task and time demands, and pay and promotion
opportunities, are less likely to experience emotional exhaustion.
The MoE’s concerns around teacher supply, leading to schemes to recruit more early childhood
teachers (2021), arguably reflect the issue of wellbeing and working conditions. Aotearoa New Zealand
does not lack for qualified teachers, it does however lack for qualified teachers who remain in the
early childhood sector. Teacher supply is an issue in part because of turnover and turnover is an issue
in part because of working conditions that arise, in no small part, from the intersecting influences of
markets and managerialism.
Teacher education is also associated with teacher wellbeing. One key concern is the positioning of
hauora and wellbeing of the teacher as a mechanism for better outcomes for children (Hall-Kenyon et
al., 2014). The teacher is regarded as a solution to a problem rather than a member of a profession.
This leads to a top down, prescribed, and highly assessed climate that contributes to the stress of the
teachers, undermining what each brings to their work, and contradicting the philosophical principles
of the early childhood curriculum (an arguably stressful cognitive dissonance). Teacher education can
additionally be understood to impact on hauora and wellbeing when the experience of studying
squeezes “the spirit out of the story” (Durie, 1999, p. 5) and when the proliferation of often highly
critical and polemic literature is experienced as a burden for the student teacher (see for instance
Gibson, 2015, on the impact of discourse for teacher professional identity).
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Tertiary student hauora and wellbeing
The above literature engages with hauora and wellbeing specific to the ECEC sector and hence specific
to early childhood student teachers. It is important to recognise that early childhood student teacher
hauora and wellbeing is also influenced by the more general experience of study in higher education.
This final section of the literature review explores select key concerns regarding tertiary student
hauora and wellbeing, and regarding the purpose of higher education.
While health and wellbeing are regarded as essential values for tertiary institutions (see for instance
Stewart et al., 2021), research also shows the ways in which higher education may contribute to
increasing levels of stress for tertiary students (Andrews & Chong, 2011; Baik et al., 2019; Brooker et
al., 2017; Jones et al., 2020). This is particularly the case for students of early childhood teacher
education programmes (Hall-Kenyon et al., 2014); leading to concerns for the wellbeing of student
teachers and questions concerning not just the content teacher education should include in a hauora
and wellbeing focused curriculum for early childhood student teachers, but also how the very
experience of study impacts the teacher.
Concerns regarding the wellbeing of tertiary students in the 21st century indicate the importance of
understanding the emotional and social dimensions of learning (Baik et al., 2018; Crisp et al., 2020;
Donovan & Erskine-Shaw, 2020; Jones et al., 2020; Riva et al., 2020), the nature of disciplinary
identities and practices (Donovan & Erskine-Shaw, 2020), and the culture and environment of the
academic programmes (Baik et al., 2018; Riva et al., 2020). Tertiary student hauora and wellbeing are
more complex than a pastoral issue to be addressed by counselling support alone (Jones et al., 2020).
They require a holistic understanding of the student’s journey to and through higher education. For
instance, student hauora and wellbeing is also impacted by one’s pre-existing and emerging identities,
experiences, and responsibilities (Donovan & Erskine-Shaw, 2020), the way assessments are designed,
delivered, perceived, and understood (Jones et al., 2020), and the quality of interactions and
connections formed with one’s peers and teachers (Baik et al., 2018; Crisp et al., 2020; Jones et al.,
2020; Riva et al., 2020).
In the study of student experiences, there is a shift away from understanding student experiences
such as stress as a result of an individual’s success (or lack of it) in their study. Facilitation and support
are now centred around enhancing student hauora and wellbeing through empowering students with
positive attitudes, confidence, and resilience (Baik et al., 2018; Donovan & Erskine-Shaw, 2020; Hill et
al., 2021). Taking a holistic understanding to the student’s journey of higher education means viewing
their complex relationships within the political context of the institution. The nature of higher
education tends to place a university student under competing contexts and demands; they need to
manage and support themselves through multiple transitions, while getting through their coursework
and responding to the stress created by the relationships and systems around them (Donovan &
Erskine-Shaw, 2020; Ecclestone et al., 2010; Yu, 2021). These demands are exacerbated for early
childhood student teachers who are also engaging with the complexity of debates and positions
regarding the nature and purpose of the early childhood profession (see for instance Arndt, et al.,
2018; Cherrington & Dalli, 2019).
A market-driven focus in higher education tends to impose and prescribe what the student will
experience (Murphy & Brown, 2012; Peters, 1998). “In such an environment, most students come into
higher education with a limited understanding of what higher education provides; thinking that simply
gaining a qualification will lead to working in their desired profession” (Yu, 2021, p. 5). Such a narrow
understanding not only leaves students feeling underprepared or inadequate when navigating the
already complicated university life (Donovan & Erskine-Shaw, 2020), it also undermines higher
education’s role in contributing to the student’s sense of self, and of how relations to their profession,
communities, and society, impact on who they are (Barnacle & Dall’Alba, 2017; Jackson, 2016; Reid et
al., 2019).
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Studies of higher education that focus on the whole person and their complex journey highlight the
potential for study to contribute to reconceptualisation of professional education (Dall’Alba, 2009; Yu,
2021). For instance, learning to become an early childhood teacher requires more from student
teachers than the performance of necessary knowledge and skills. Dall’Alba (2009) explains the
journey as the formation of the student’s own understanding of what it means to be a teacher, while
Murphy and Brown (2012) recognise the deeper ethical experience of developing “caring attitudes
and approaches and rich personal relationships” (p. 644) which are meaningful.
These experiences of engagement, care, and recognition of one’s subjectivity as a teacher should not
be seen as prescriptive. They are at the same time socially mediated and unique to the individual
(Jensen & Jetten, 2018; Yu, 2021). They require a conceptual shift from the experience of higher
education as a predominantly intellectual and cognitive journey of inputs and outputs towards
cultivating values and engaging in the ethical dimensions of being a teacher (Biesta, 2015; Murphy &
Brown, 2012). Such a focus also recognises that through study a student’s previous experiences and
learnings are often challenged, requiring a reworking of the taken-for-granted perceptions and
becoming more aware of how the very experience of higher education is shaping the person they are
(Dall’Alba, 2009; Murphy & Brown, 2012; Jensen & Jetten, 2018; Yu, 2021). In engaging reflectively
with these experiences, students are also experiencing new ways of making sense of the broader social
context including the norms, beliefs, and values of different communities and societies (Jensen &
Jetten, 2018).
The above observations of higher education highlight the need “for educators and their institutions to
recognise the importance of the intersubjective space in relation to the students’ sense of self” (Yu,
2021, p. 10, also see Donovan & Erskine-Shaw, 2020; Hill et al., 2021). This intersubjective space
includes lecturers, professional staff, peers, and the subject discipline (Murphy & Brown, 2012).
Jensen and Jetten (2018) explore the concept of ‘interpersonal recognition’ in relation to the students’
sense of self-confidence, self-respect, and self-esteem. During their study students are supported to
reflect on how they feel about themselves in the life spheres they encounter; namely, in their
institutions, community, workforce, and significant relationships. In their research, Jensen and Jetten
(2018) found that the social interactions between educators and students can both reinforce student’s
identities and introduce new narratives to open up their perception about themselves.
Educators have a role to play in supporting students to recognise and work with feelings of discomfort,
particularly when experiencing an inadequate sense of self as a result of the expectations and norms
place on them by their programme and the environment of the university (Yu, 2021). Moreover,
institutions have a role in recognising the interconnected nature of academic experiences and
experiences of hauora and wellbeing (Donovan & Erskine-Shaw, 2020; Jones et al., 2020), to regard
the emotions underlying the academic journey as valid (Hill et al., 2021), and to create a nurturing
environment which embraces hauora and wellbeing as part of study (Baik et al., 2018; Hill et al., 2021;
Jones et al., 2020).
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Research design
This research focuses on the lived experiences of student teachers. Hence it broadly fits within
qualitative and phenomenological traditions. The purpose is not to measure predetermined
characteristics but rather to gather data regarding the perspectives and experiences of the
participants. The research aims to inform future programme delivery through analysis of the
participant data. For each phase analysis is informed by Utilisation Focused Evaluation (UFE) (Patton,
2008). In UFE the focus is on providing data to improve practice – here the practice of teacher
education programmes. The key principle of UFE is that members of the focus community contribute
to the research design, participate in the research, and are the people who will implement the
findings. In other words, the people who care about the findings are involved in the research design.
For phase one student teachers were invited to participate in an online survey using the Qualtrics
survey tool. The survey was designed to invite demographic data and preliminary topical responses
regarding student teacher experiences and perceptions of hauora and wellbeing. The online survey of
15 questions also included a link to share contact details for student teachers who wished to be
involved in later phases.
In October 2020, when the nation was at Level One of its pandemic response, the Dean and/or Head
of School for each programme was invited to share an invitation with students via online and physical
messaging and news systems. In addition, the invitation was shared on relevant closed/private social
media networks.
Responses to open ended questions were analysed thematically. Using an inductive analysis model,
researchers looked for emerging patterns and insights (Lofland et al., 2006). The six-phase analysis
process set out by Braun and Clarke (2006) guided analysis of the findings:
•
•
•
•
•
•

Familiarise self with the data
Generate initial codes
Search for themes
Review themes
Define and name themes
Produce the report

Demographic data provided a broad picture of the participants but was not used to quantitatively
analyse relationships between participants and responses to the qualitative questions. Demographic
data did contribute to the development of student teacher case studies, providing narrative snap shots
of student teachers that contributed to the thematic analysis. Data was then analysed through postqualitative poetic inquiry (see A student teacher’s promise, Matapo, 2021, in the Executive Summary
of this report).
The research was approved by the Auckland University of Technology Ethics Committee. The online
survey was anonymous, and questions were designed in order to minimise potential discomfort.
Participants were not asked to name their institutions or individuals in their institutions. Any reference
to institutions in the data were de-identified during data analysis. No institutions are specifically
named in any reports and publications. The ethical duty for this research in all phases is to pay
“attention to the possible negative effects” (Stewart, 2012 p. 41) of one’s work for and with others.
This includes the way in which the research aim is constructed, the experience of being invited to
participate during a global pandemic, and a duty of care of the research team to listen to and respond
to the voices of student teachers.

Phase two
The data for phase one provides guidance for the research team in developing phase two of the
research. In phase two the research team will host a wānanga so that the emergent themes can be
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explored with participants. Phases one and two will inform future phases which will include a
document analysis of participating institutional policies, processes, strategies and curriculum; focus
groups with academic and professional staff; and researching with associate teachers, policy makers,
and industry stakeholders.

Limitations
For analysis of phase one data in this research it is important to note that the distribution of a link to
an anonymous survey, while providing privacy and confidentiality for each participant, is a high trust
model. In other words, the sharing of the link may have led to the participants completing the survey
who were not early childhood student teachers. While this creates a limitation, at the same time we
also acknowledge that those interested in participating have something to offer, and so the energy
spent answering the questions by participants who are not, or were not, early childhood student
teachers should be valued.
The sample size (see below) is also recognised as a limitation. While a limitation, the purpose of this
phase is not to generalise findings nor to regard the findings as representative of all early childhood
student teachers.

Results
Demographics
101 student teachers answered the online survey. Of these, 78 indicated that they would like to be
involved in subsequent phases. Student teachers were asked demographic questions, including their
mode of study and their paid employment.
What qualification are you currently enrolled in?
Most participants (82%) were currently enrolled in a degree level qualification. Of these 12% were
enrolled in Graduate Diploma of Teaching and 6% in a Diploma of Teaching programme.
Qualification Currently Enrolled In
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What stage of your studies are you at?
Participants were fairly evenly spread across stages one through four with the slight majority coming
from the third year of study towards their teaching qualification.
Stage of Study

What kind of programme are you enrolled in?
The biggest proportion of participants identified as being in blended learning programmes (46%). The
next largest group were participants enrolled in field-based programmes (33%), followed by campusbased programmes (21%).
Kind of Programme
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Are you currently in paid employment in an early childhood centre?
A significant proportion of participants were studying and working in an early childhood centre at the
same time (71.84%).
Currently Employed in an Early Childhood Centre

Are you currently in paid employment in another job?
Just under one quarter of the participants had other forms of paid employment (23.76%). This may
have been in addition to work in early childhood centres.
Currently in Another Paid Employment Job (not ECEC)
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How do you identify your gender?
Participants were asked an open question in relation to gender. A large majority of participants
identified as female (94%).
How do you identify your gender?

How do you identify your ethnicity?
Participants were asked an open question in relation to ethnicity. Many participants listed more than
one ethnicity; 60% of participants identified as New Zealand European or Pākehā, 15% as Māori, 9%
as a Kiwi or New Zealander (without specifying).
How do you identify your ethnicity?
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Case Studies
The following case studies were developed by tracking the data from individual participants across the
survey. Some case studies were selected randomly from the spreadsheet of responses, while others
were selected with a particular criterion in mind (for instance, the student’s mode of study). The case
studies provide a holistic narrative of the selected participants’ experiences with hauora and wellbeing
while studying and are illustrative of the complexity of each participant’s experience.
Case Study One
This participant identifies as Māori and female. She is in her 2nd year of a field-based Bachelor of
Education (Teaching) ECE and currently works in an early childhood centre. She feels her studies are
going fairly well. She was motivated to enrol in her qualification programme through her experiences
working with her own children when they were young. She is motived to continue her studies by the
idea of “Being fully qualified and having the income that reflects that learning” and her commitments
to “whānau and tamariki”. The thing she is enjoying most about studying is practicum and learning
from being in different learning environments alongside teachers with different teaching styles. She
says she has very little time to look after her hauora and wellbeing, as she is working fulltime as well
as studying and has a family, meaning she “mostly function[s] on auto pilot”. She also comments that
“full time work and the same workload as registered teachers” makes it hard to look after the hauora
and wellbeing of herself and her whānau. She identifies extensions as a way her ITE supports her as a
student. She feels supported by her family and classmates “all of the time”, her lecturers “often”, her
friends outside of study, her colleagues, programme leaders, and other support staff at her place of
study “some of the time”, and her programme administrators “hardly ever”.
Case Study Two
This participant is enrolled in her 2nd year of a field-based Bachelor of Teaching degree. She is currently
employed in a centre. She believes the early years are a “critical age” in child’s life and she was
motivated to study to become a “protective factor” – ensuring young children get the education and
support they need. She links this to a positive future for society. These things and the hope that she
can make a difference motivate her to keep going with her studies. She enjoys being a part of
children’s learning moments and being a part of their excitement and pride. She feels her own studies
are going well but identifies that the sector is “not so well”. Her centre has “zero interest” in her or
other teachers’ wellbeing and she also finds studying “unnecessarily fast paced”. Studying by distance,
she feels there is a barrier between her and her provider. They provide support via their on-line
communication. She finds looking after her own hauora and wellbeing “difficult” but tries to have
quality time and take breaks when she can. Her family are her strongest support network and provide
support “often”. Friends, classmates, lecturers and programme leaders “some of the time” and
colleagues and programme leaders “hardly ever”.
Case Study Three
This participant identifies as a New Zealander and male. He is in the 3rd year of a campus-based
Bachelor of Teaching (ECE) programme, and feels positive about his studies. He is currently working
in an ECE centre, and identifies working, studying and family life balance as something that makes it
hard to look after his own wellbeing and hauora. He acknowledges the support he gets from his wife
who “picks up the slack” as contributing to his wellbeing as well as “time management” and “talking
to others about his stress”. He identifies “excellent communication and support” from his lecturers as
another contributing factor. His family, lecturers and programme leaders support his study “all of the
time”, his classmates, colleagues and institutional support staff “often” and friends outside of study
“some of the time”.

August 1, 2021

20

Case Study Four
This participant identified as both Pākehā and Māori and as grey gendered (Outside of the gender
binary). They are in the 2nd year of a field-based Bachelor of Teaching (ECE) programme. They enjoy
experiencing a child’s moments of “māramatanga” but feel “five steps behind” in their studies without
a “clear picture” of their career path. They are “still learning to navigate the highs and lows” and cope
with pressure by “switching off and procrastinating”, acknowledging they need “better ways of coping
with the uncertainty and burden of everything”. They don’t know how to seek support and feel “cut
off”. They haven’t asked for help, and feel like they receive support from family, friends, classmates,
colleagues only some of the time.
Case Study Five
This participant is enrolled in a Graduate Diploma of Teaching. They did not identify their gender or
ethnicity. They work outside of the ECEC sector. They were motivated to enrol because of their love
for children and are enjoying “learning new ideas from experienced tutors” and “discussing with
classmates”. They feel their studies are going well and are focused on finishing and finding a good job.
They have actively looked for ways to de-stress including using mindfulness and tai chi. They identify
that “late nights, reduced income, huge workload, balancing study-work-family” and a stressful
practicum experience that “felt like bullying” have impacted on their wellbeing. personality clash on
practicum that feels bullying. Family support them “all of time”; friends, classmates and lecturers
“often” and colleagues and others “some of the time”. In addition, they identified their associate
teacher on practicum as a good support to their wellbeing.
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Key themes
Participants were asked eight short answer questions about their experiences and perceptions of
being an ECE student teacher. The questions included: their motivation to study, and to keep going
with study; what they enjoyed most about being a student teacher; the kinds of things that
contributed and made it hard to look after their own and their families hauora and wellbeing; as well
as identifying the ways the ITE provider supported them to look after their hauora and wellbeing or
made this harder. Answers were collated and thematically analysed.
Q1. What motivated you to enroll in an early childhood qualification?
Responses to this question show a strong focus on love and care for children, the enjoyment of being
with children and watching them grow, as well as the recognition of contribution, as a teacher, to the
early years of child development. For others, external influences motivated their choices. These
influences included: recognition from others as ‘being good with kids’; the requirement to gain a
qualification in order to stay working with children; and better pay. The theme of agency also emerged
in responses that reflected the motivation of gaining the qualification, and the better pay associated
with that qualification.
Out of the
total 101
responses

Student teacher voice

Care for children

37

“I believe all children deserve the best education fitting
them and to study for a Bachelor's degree and to be a
good responsible and responsive kaiako is the minimum I
can do.”

External influences

21

“Relieving at a centre and the relationships I created
within the environment. My own young children also
motivated me to enrol.”

Thinking about their
career

13

“Have worked in child care for 14 years previously and
decided it was time to upskill.”

More agency

11

“Passion for working with children and knew to advance
my career I needed to be qualified. Pay was also an
incentive as qualified teachers get paid more than
unqualified even though a lot of the time the roles are
the same.”

Perceiving ECEC to
be aligned to aspects
of their identity

8

“Very unclear why, I just happened to click with younger
children.”

A desire to
contribute to society

7

“To become a part of a profession that I see as valuable
and that I could make a difference in being a part of.”

Wanting their
practice to be
supported by theory

4

“To match learning and knowledge with experience.”

Participants were
motivated by:
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Q1. What motivated you to enrol in an early
childhood qualification?
37

21
13

Children

External
Influences

11

Career

Agency

8

7

Identity

Contribute
society

4

Theory

Q1. What motivated you to enrol in an early
childhood qualification?
Contribute Theory
society
4%
7%
Identity
8%

Children
36%

Agency
11%

Career
13%

External
Influences
21%

Q2. What do you enjoy most about being a student teacher?
Responses to question two highlighted that while many students enjoyed the practical dimensions of
their study the most, there was an evident enjoyment of making a connection between theory and
practice. The answers highlight the importance of practicum for student teacher enjoyment.
Participants most Out of the total
Student teacher voice
enjoyed:
101 responses
Being with
children

24

“Learning new ways to do things with and for children.”

Practical
experiences

22

“The learning and the practical/hands-on experiences in
different centre environments.”

21

“Freedom to grow and a wide range of readings to
support growth in understanding different educational
concepts.”

The learning they
were experiencing
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Experiencing
alignments
between theory
and practice

15

“The new learning and being able to put it into practice
and the understanding of why and how my learning
matched my practice.”

Connection and
relationships with
others afforded in
their ECEC
centres.

12

“Having that one-on-one time with the children and
forming relationships with colleagues and learning new
things.”

Could not identify
anything they
enjoyed about
being a student
teacher

7

“I didn't enjoy really as I had done my qualifications all
out of New Zealand.”

Q2. What do you enjoy most about being a
student teacher?
24

22

21
15

12
7

Tamariki

Practical Learning and Theory and Connections Not enjoying
practice
and
much
Experiences curiosity
relationships

Q2. What do you enjoy most about being a
student teacher?
Connections
and
relationships
12%
Theory and
practice
15%

Not enjoying
much
Tamariki
7%
23%

Learning and
curiosity
21%

Practical
Experiences
22%

Q3. How do you feel your studies are going?
Most student teachers provided brief responses to the question of how their study was going (for
instance “good”, “okay”, or “struggling”). A few student teachers provided more context to their
answers.
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Participants felt
their studies were
going:
Mostly positively

Out of the
total 101
responses

Student teacher voice

54

“Good. I am in my final year with only 3 weeks to go! I
have had great support from my lecturers, tutors, fellow
students and associate teachers over the years.”
“Ok. Studying feels more like it just repeats itself each
year, rather than actually learning something new or
going more in-depth. this style learning just seems like a
waist [sic] of time and money.”

Okay, but…

20

Negatively

15

“I feel I'm five steps behind and dragging my feet. I don't
feel I have a clear picture of my career path.”

Neutral, so-so

12

“Good but I think I could be doing better.”

Q3. How do you feel your studies are going?
54

20
15

Positive

Okay, but…

Negative

12

Neutral, so-so

Q3. How do you feel your studies are going?
Neutral, soso
12%
Negative
15%
Positive
53%
Okay, but…
20%
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Q4. What motivates you to keep going?
The student responses to what keeps them going indicated a continuity in terms of contribution to
children’s lives, as well as a sense of personal achievement. Support from family and whānau also
motivates student teachers to continue their studies.
Participants were Out of the
motivated
to total
101 Student teacher voice
keep going by:
responses
54

“Desire to be qualified kaiako and more fully participate in
practice. To avoid the shame and self-loathing from giving up
and quitting.”

20

“My children motivate me to complete this. I started this
journey to be able to provide them with a financially stable
future but my studies have led me to release that I am a role
model to them to keep going when things get hard and that
with hard work and determination you can achieve anything
you put your mind to. Also, the huge student loan motivates me
to continue 😂.”

Support networks 12

“My family, they help me so much with my studying. Also, the
children, knowing that being an ECE teacher is an important
role and you are supporting children in the most important
aspect/time of their life.”

The promise of
improved
7
finances

“Being fully qualified and having the income that reflects that
learning while continuing to focus on whanau and tamariki.”

Learning

6

“...wanting to learn and grow - actually learning to be a better
teacher and putting it into practice. and all that I have achieved
this far, and the amount of work I have done, not wanting it to
be a waste.”

Practicum

2

“Practicum really inspired me.”

Personal
achievement

Children

Q4. What motivates you to keep going?
54

20
12
7

Personal
achievement

Children

Support
networks

Financial

6

Learning

2
Practicum
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Q4. What motivates you to keep going?
Financial Practicum
2%
Learning 7%
6%
Support
networks
12%

Personal
achievement
53%

Children
20%

Q5. What kinds of things help you to look after the hauora and wellbeing of yourself and your
whānau while you are studying?
Many student teachers recognise the importance of balance for hauora and wellbeing. This included:
time management; boundaries and prioritization; and taking time off for oneself. Participants also
indicated some of the practices they employ, including being active, taking breaks, and spending time
with others. A few student teachers mentioned external support from work, friends, as well as
financial and learning support. For the theme of complexities of looking after yourself, student
teachers indicated that they are struggling and/or trying to learn how to look after themselves and/or
securing the help that they need. Not all participants answered this question.
Participants
identified:

Out of the
total 99
responses

Student teacher voice

Healthy
practices

37

“Making sure I have time to myself for things I love - like music,
exercise, baking etc.”

Good
boundaries

32

“Good boundaries. I have had to get very good at saying no. To
my friends, to my employer if they ask too much of me, and to
myself when I’d really rather be doing other things.”

Support

16

“Financial support, access to support people - although i would
love to see support people available over the assignment
weekends.”

14

“This is a huge challenge. The burnout of a teacher, especially
of a solo mother who works and studies full time is so very real!
I have awesome support from my friends who study alongside
me and my family. I try to make weekend’s finals and try to
avoid studying through weekend days. Taking my children to
the beach is a great way to relaxing and reconnect. By this time
of year my brain is screaming for a break.”

The complexities
of looking after
yourself
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Q5. What kinds of things help you to look after
the hauora and wellbeing of yourself and your
whānau while you are studying?
37
32

16

Healthy Practices Good Boundaries

14

Support

Reflective answers

Q5. What kinds of things help you to look after
the hauora and wellbeing of yourself and your
whānau while you are studying?
Reflective answers
14%
Support
16%

Healthy
Practices
38%

Good Boundaries
32%
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Q6. What makes it hard to look after the hauora and wellbeing of yourself and your whānau while
you are studying?
Time and money appeared as two key challenges for student teachers. The lack of time was often
linked to the lack of money. Assessments and study-related stress was another key theme. A few
answers also highlighted the external pressures, such as from work, as well as personal mental health
challenges. Not all participants answered this question.
Participants
identified:

Out of the
total 97
responses

Student teacher voice

Juggling
work/study/life
balance

38

“Working full-time, having kids, having to study after they
go to bed, im so tired this does not always happen and i fall
behind.”

Assessment/course
design

“Lack of time to complete everything authentically.”
23

“The big workload and stress of getting multiple
assignments done in a limited period.”

13

“Sometimes I feel that the institution I study with are
unable to understand the difficulties that parents face
when it comes to combining studying and family
commitments. This is with regards to lecture times, and
help with child care whilst on Practicum. Last Practicum I
had to spend over $1000k on childcare which I didn't have
spare.”

Finances

12

“My daughter is only 1 when she is sick i can't just set her
up on the couch with a movie she wants to be held by me
24/7, my partner also works long irregular hours meaning I
am often in charge of the running of the house and taking
care of our daughter. My partner is not on huge money but
we do not meet the criteria for student allowance, I am
getting the one you pay back, meaning I'm going to have a
huge student loan. I am also concerned how I am going to
get by during the trimester holidays.”

Expectations of
others and self

6

“Manager at works expectations of me. Working 40hrs.
Minimal time for family outside of work and study.”

Physical and/or
mental health

5

“We keep jumping in and out of the class room with covid,
mental health is deteriorating. I’m also the only one to go
to uni and finish school.”

Lack of support
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Q6. What makes it hard to look after the hauora
and wellbeing of yourself and your whānau
while you are studying?
38
23
13

12
6

5

Q6. What makes it hard to look after the hauora and
wellbeing of yourself and your whānau while you are
studying?

Expectations of others
6%
Finance
12%

Physical/Mental Health
5%
Uneven Balance
39%

Lack of support
14%

Assessment/course
design
24%
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Q7. Can you identify some ways that your ITE programme supports you as a student?
Across all the themes there is a clear emphasis on relationships, whether it be an approachable
lecturer or a supportive environment which is open, easily accessible, flexible and adaptable and
personable to the students’ unique life/study/work situation. Not all participants answered this
question.
The aspects of ITE programmes
that supported students were:

No/not sure/negative feedback

Out of the
total 92
responses

Student Teacher Voice

25

“…particularly through covid being available to
help and contactable would have made a huge
difference. Being handed an assignment and
then getting no support is not a good feeling.”
“Having professors whom make me feel
comfortable to ask questions.”

Lecturers/tutors

21

Online support

11

Open & positive environment

10

“Being able to study part time. Supportive
tutors that help get the best out of me and are
able to guide me in my studies in a very
practical way.”
“Blended learning other students and lecturers
can chat and message to build relationships.”
“Easily approachable, can talk about most
things easily, supportive, flexible, empathetic,
understanding, always an email or text away.”
“Placing you with placements and associates
that will suit your teaching styles well.”
“Pastoral support and lectures that are
approachable to talk to.”

Pastoral support

10

Extensions

7

“Having time extensions this has been extra
hard with no face-to-face workshops.”

General university support

5

“Planning support, assignment support.”

Peers/Cohort

3

“2nd and 3rd year students offering assistant to
1st year students, through groups meeting up.”

“Free counselling, lecturers that understand we
are only human and have busy lives outside of
our studies.”
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Q7. Can you identify some ways that your ITE
programme supports you as a student?
25
21
11

10

10

7

5

3

Q7. Can you identify some ways that your ITE programme
supports you as a student?

General uni
support
5%

Extensions
8%

Peers/Cohort
3%
No/Not
Sure/Negative
feedback
27%

Pastoral support
11%
Open & positive
environment
11%
Online support
12%

Lecturers/Tutors
23%
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Q8. Support Networks
Participants were asked to indicate how supported they felt by the different dimensions of their
support network. These are charted in A through G below and include student teacher quotes from
responses to question seven: Can you identify some ways that your ITE programme supports you as a
student? Participant responses reveal that family is the biggest source of support for student teachers.
Lecturers/tutors, friends, work colleagues, and classmates were also strongly identified. Institutional
support from programme leaders, administrators, and support staff were identified less often as
providing support. One student teacher’s answer to question five (What kinds of things help you to
look after the hauora and wellbeing of yourself and your whānau while you are studying?) emphasised
a recognition of the importance of relationships for hauora and wellbeing: “A supportive network:
family, work colleagues, my tutors at my course”.

A. FAMILY
Some of
the time
17%

B. FRIEND

Hardly ever
4%

Hardly ever
17%

All of the
time
52%
Often
27%

“Family support. My husband will look after the
kids on weekends on I can study.”
“…definitely my wife picking up the slack,
talking to others about my stresses.”

C. CLASSMATES
Hardly ever
19%

Some of
the time
28%

All of the time
20%

Often
33%

“The facebook group chat created by a group of
us in same year to discuss/vent/question/ask
for help about assignments etc. We all support
each other and lift their wairua.”

Some of
the time
30%

All of the time
22%

Often
31%

“…attend church and a fortnightly midweek
church connect group. Support of family and
friends.”
“I have awesome support from my friends who
study alongside me.”

D. COLLEAGUES AT WORK
Hardly ever
19%

Some of
the time
27%

All of the
time
30%

Often
24%

“Supportive work friends and a supportive
boss.”
“…open conversation at work.”
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E. LECTURERS/TUTORS
Hardly ever
7%
Some of the
time
28%

All of the
time
22%

“Lecturer is fantastic. Support from staff was
great.”
“Pouako are quite available for offering
support, they respond fairly quick. All relevant
information is available online.”

G. PROGRAMME
ADMINISTRATORS
All of the time
13%
Often
24%
Some of the
time
33%

Hardly ever
17%

All of the
time
15%
Often
27%

Often
43%

Hardly ever
30%

F. PROGRAMME LEADERS

Some of
the time
41%

“The head of the early childhood program at my
place of study arranged meetings when your
struggling. Last year I was very sick towards the
end of the year, which was effecting my
attendance. They helped me find ways around
this so I was able to stay over 80%.”

H. SUPPORT STAFF AT MY
PLACE OF STUDY
Hardly ever
33%

All of the time
10%
Often
25%

Some of the
time
32%

Discussion: Senses of success and hauora and wellbeing strategies
For further analysis of the patterns of responses, we looked at the connections between responses to
questions three (How do you feel your studies are going?) and question five (What kinds of things help
you to look after the hauora and wellbeing of yourself and your whānau while you are studying?).
There were 101 answers to question three, and 97 also provided an answer to question five.
The following two graphs represent two layers of analysis for question three:
•
•

The graph on the left came through our initial analysis, and can also be found in the data for
question three above.
The graph on the right involved a second reading of the themes for question three. Eleven of
the student teachers (n=101) indicated that they were finishing or had finished their studies.
The analysis here looks at this group of student teachers separately to see how they
responded to the question of strategies for supporting their hauora and wellbeing. For the
purpose of the further analysis the theme of ‘neutral, so-so’ was recoded depending on the
level of detail provided. For example, a simple answer ‘Okay’ is now re-grouped into ‘Good’,
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and a more in-depth answer like ‘So so not as well as I anticipated’ is now re-grouped as ‘Good,
but…’.

Q3. How do you feel your studies
are going?

stressed or
struggling
22%

Neutral, so-so
12%
Negative
15%

Okay, but…
20%

Q3. How do you feel your studies
are going?

Positive
53%

Good,
but…
19%

Finishing/finished
11%

Good
48%

For the 11 student teachers who indicated they were finishing or had finished their study, answers to
question five indicated an awareness of the importance of maintaining a balanced life, including
managing time, taking breaks and connecting with others. One of the 11 answered “The
understanding that this won't be forever”, highlighting a sense of perspective is key to their hauora
and wellbeing.
Of the 49 student teachers who felt their studies were going well in question three, their responses to
question five emphasised the importance of maintaining a healthy lifestyle, and to make time for
themselves and for their whānau:
•
•

65% (32/49 answers) speak about the importance of having time for themselves or things they
enjoy doing.
35% (17/49 answers) mentioned a sense of having a support network, including 3 highlighting
the need for connections and socialising, 2 specifically mentioning good support at work, and
many acknowledging quality time with and/or support from whānau and friends.

For the 19 student teachers whose responses for question 3 were coded as ‘good, but…’, similar
themes of balance and networks of support are evident. For these students there appears to be an
awareness of the importance of hauora and wellbeing and an awareness that this has been a challenge
during study:
•
•
•

“I am really struggling with this and my health and well-being comes at the very bottom of the
pile.”
“To be honest I’ve only recently started looking after my well being in my final semester (now).
That’s involved not always prioritising study over family. Taking time to watch a TV show/take
a break from study.”
“I haven’t really learnt fully yet how to take care of myself during my studies… There are times
where I feel it is to much and I question my abilities but I just try to remind myself why I’m
doing this.”

For question five, three of these 19 students mentioned the support of teaching staff as being key,
and one hoped to see more support in place during assignment deadlines.
For the 22 student teachers who indicated that things were not going well, their strategies appeared
to be influenced by the complexity of life. Doing “full time study, full time work, full time parent”
makes balance a complex task. A student teacher recognised a “need to find better ways of coping
with the uncertainty and burden of everything.” One student teacher specifically mentioned that they
look after their wellbeing and hauora by doing “part time study so I balance my mental health, work,
study and life.” Others referred to challenging work environments. For instance: “…as I feel conflicted
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as to whether its [sic] worth carrying on studying as my work environment is currently turning toxic
and is making me question my place within early childhood education”. This student teacher also
mentioned having a “…facebook group chat created by a group of us in same year to
discuss/vent/question/ask for help about assignments etc. We all support each other and lift their
wairua.”
Responses across these two questions also highlighted:
•
•
•

The challenge of studying alone.
A lack of progress.
A lack of communication from lecturers.

Conclusions
In this research ITE providers explore the experiences of early childhood student teachers. The focus
is on the experiences of hauora and wellbeing during study. This first phase has invited student
teachers to share their views and experiences of hauora and wellbeing during their teacher education.
In phase two participants will be invited to a wānanga through which the themes emerging from the
first phase data will be analysed and theorised. Given that the focus of phase two is theorisation and
analysis of the data with the participants, this report has intentionally limited discussion of the data.
The data highlights that student teachers recognise the importance of living a balanced life and having
strong support networks around them. At the same time, making time and being aware of the need
to look after their hauora and wellbeing is recognised as very challenging. The data also highlights the
importance of avoiding one-size-fits-all approaches to supporting student teacher hauora and
wellbeing. While key themes can be discerned in the data, for each student teacher these themes are
uniquely configured. Hence, one-size-fits-all solutions to supporting student teacher hauora and
wellbeing guided by generalisations of student teacher subjectivities are likely to be ineffective or
even deleterious. There is no magical formula which does not involve sustained and inclusive dialogue
and reflection. For instance, for each student teacher, the programme mode (field-based, pre-service,
online) impacts student teacher hauora and wellbeing. The impact of the mode for each student is
different. A task for teacher educators might then be to invite discussions and reflections on the
experience of the mode of study for hauora and wellbeing, both before enrolment and during study.
Student teachers appear less likely to seek support from lecturers and tutors than other sources, when
considering their hauora and wellbeing. Most support for student hauora and wellbeing comes from
family. Opportunities for enhanced connections with family may support a teacher education
programme. Participants also recognised the support they had from lecturers and tutors as
contributing to their hauora and wellbeing. Student teachers recognise the importance of taking time
to care for their hauora and wellbeing and having a support network around them. Taking time and
connecting with networks are both impacted by the complexity of their lives as student teachers. The
phase one responses did not often point to benefits of wellbeing practices such as meditation and
other well studied approaches to care of the self. Learning such techniques may contribute to personal
and professional hauora and wellbeing. Open discussions with student teachers regarding the realities
and challenges experienced by the early childhood teaching profession including their qualification
pathways and working environments may better support student teachers in recognising and
responding to their and others’ hauora and wellbeing.
Finally, children are by far the most common motivation for studying and so the experiences of study
might better reflect this motivation. Understanding motivations may contribute to a learning
environment which amplifies the positive and productive experience of study. Exploring how the child
is a motivation for study may identify strategies for amplifying the presence and voice of the child for
each student teacher and responding to the problem of administrative distraction evident in research
of teachers’ daily work (Mitchell et al., 2019).
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In summary, for ITE providers this data highlights the benefits of adopting a hauora and wellbeing lens
to explore the following:
•
•
•
•
•

Programme design
Support strategies
Student teacher motivations
Student teacher expectations
Partnerships with early childhood centres

In subsequent phases we intend to conduct a document analysis of participating institutional policies,
processes, strategies and curriculum, and run interviews and/or focus groups across the wider sector.
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