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Abstract
This research identifies those practices and/or conditions that
facilitate (or hinder) school and/or system based innovation in ACT
high schools. It examines teachers’ ways of making meaning of
change in their working lives. It draws on narrative inquiry and
teacher in-depth interviews. The work story is used to engage
teachers’ individual agency as a way to conceptualise the
requirements of innovation. The data is represented as teachers’
narrative categorized as the Red Hots and Unfreezables. The primary
themes or motifs emerging in the teachers’ talk—teacher agency,
resistance and leadership—provide collective insight into teachers’
working lives and the capacity of schools to cope with change.
Analyses of the ‘lived experiences’ of teachers suggest that
innovative practice is linked to teacher agency and the presence of
professional learning communities, and that those leading change
must focus on the realities of the teachers implementing change. This
study also explores the culture of teacher resistance, supporting the
research that school cultures are characteristically and strongly
resistant to change from within the organization. As a result of this
study, we have an improved understanding of the conditions that
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contribute to effective school change, and the importance for teachers
to conduct their own research. This study contains important
recommendations

for

governments

and

education

systems

implementing change initiatives.
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1.

Reframing the Future of ACT High
Schools

1:1. Purpose of the Study
This study offers insights into the real-life problems of innovation for
secondary teachers in Australian Capital Territory (ACT) high
schools. It is situated within current understandings about school
reform and educational change and explores educators’ views about
the change process. It identifies and analyses the conditions
necessary for real change in both individual and organizational
terms. For this study, it was necessary to have an awareness of the
nature of organizational change with the assumptions underlying
reform processes, together with the way we conceptualise change
and its relationship to the psychology of individuals and
organisational

culture.

This

study

accepts

that

innovation

characteristically begins with a program or ‘blueprint’ for change
and that the successful implementation of an innovation relies
substantially on the readiness of staff, the organizational capacity of
schools and the nature of leadership provided.
I began this study because of my involvement as an educational
administrator working with teachers in my own high school to
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improve curriculum and assessment practices in the Middle Years of
Schooling. In 1996, my colleagues and I worked with an existing
ACT ideology that did not sanction the Middle Years of Schooling
philosophy. Despite educational debate and literature confirming
that middle schooling reform was overdue in Australia, schools and
state educations systems failed to fully realise the implications of
such reform (ACSA, 1996).
I was compelled by my work as an administrator to hear the stories
of teachers, recognizing the possibility of transformation and change
through teachers using narrative as testimony. The experience of
teachers in my own school throughout the ‘Middle Years of
Schooling’ initiative provided a yardstick for exploring the teachers’
work story against a background of ACT system policy initiatives that
flourished in ACT high schools prior to 2000.
My experiences with, and assumptions about change as an
educational administrator, together with my need to have a greater
awareness of key features underpinning the reform process and
issues surrounding the dynamics of school change, in particular, the
emotional intelligence required for leading in a culture of change, were
instrumental in framing the research question.
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What, according to teachers, are the conditions that have supported or
facilitated innovation in ACT high schools?

The focus of my study was drawn to teachers’ perceptions of school
change, the position(s) teachers adopt, their motivation for change,
why they do not get involved, and their interest in change. The
investigation of key conditions required for school-based innovation
was integral to the research question.
Within this study, a number of concepts / motifs emerged including
teacher agency. Teachers require a morally and educationally
compelling reason for change since their motivation usually stems
from a moral purpose and the desire to ‘make a difference’; their
power comes from their ideas, sharing, planning and reflecting with
their colleagues. Therefore, the notion of professional learning
communities becomes an important focus for school change.
Educators using this term refer to a “group of teachers who share
information and ideas, acting on what they learn in order to enhance
their effectiveness as professionals and benefit their students. These
groups may exist across schools or be internal to a school or faculty”
(Ballantyne, 2003). This ACT study draws on recent educational
research suggesting that professional learning communities are
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catalysts for cultural change in a school. Fullan makes the case that
professional learning communities are “not surface collegiality and
good relations, but rather they penetrate and undertake whatever
changes necessary to improve teacher efficacy and student learning
through continuous improvement” (2003, 19). The Newmann and
Associates study (1996) conducted in the USA found that where
structural change accompanies cultural change there is a strong
likelihood of improved outcomes for students. This USA study
acknowledges that for real change to occur at the system, school or
faculty level, teachers must plan, confer and work together.
My ACT study also examines teacher resistance. Teacher resistance
has been cast as a normal human and institutional reaction to reform,
working from the premise that school cultures are strongly resistant
from inside the organization (Sarason, 1971). My study construes
resistance as making a positive contribution to professional learning
communities. Fullan (2003) argues the case for leaders who have
deep personal humility and intense personal will, suggesting that
leaders maintain a clear focus, embrace and join with resistance, and
respect those who resist. Recent educational thinking about
resistance challenges traditional notions whereby leaders resort to
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ineffective approaches in dealing with resistance, thereby often
escalating and intensifying opposition to an organization’s goals.
Leadership, therefore, features as a crucial element for examination in
my research.

1:2. The significance of this ACT study
Those committed to high school education will agree that high
schools have changed markedly in Australia. Nationally and locally,
high schools are at the ‘cross roads’. My research into ACT high
schools is significant now as the high school years are experiencing a
state of transition, confronted by alarming patterns of student
disengagement, reduced autonomy, the changing structures of work
and the necessity to build new and different frameworks of
knowledge. It is now not good enough that high schools are well
organized, encourage participation and maintain the capacity and
/or resources to deliver educational programs. Teachers appear to be
conflicted by the change-management processes required by schools
to make necessary improvements.
The abovementioned factors, coupled with the belief that education
has the capacity to foster cultural good in a complex diverse
population such as Australia, have implications for a ‘new
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generation’ of high schools. Marie Brennan advocates for the creation
of a ‘new generation’ of high schools with the capacity to provide
“access to high quality curriculum and mutual relationships for all
students for the full range of the high school years” (2000, 21).
Society has made large investments and decisions relating to what
high schools offer their communities and they must respond by
embracing comprehensive goals to sustain society’s investment.
Nowhere is success more likely than in the ACT where high schools
comprise a system designed to build educational capacity for the
common good.
Within the broad spectrum of the history of educational reform
efforts, the ACT Department of Education under both conservative
and labor governments has mandated multiple agendas for change
in high schools in the last decade. Such agendas have been delivered
in quick succession, in the form of announcements, exerting
considerable pressure on schools to conform and perform, usually
without consultation. Such a culture had been preserved until recent
years following the innovative approach to curriculum and student
achievement demonstrated by the introduction of the Year 9
Exhibitions project and the ANSN (Australian National Schools
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Network) Research Circles; these initiatives have been tied to
significant resourcing by the Department for teachers and enjoyed
positive partnerships between schools, external agencies and the
Department. The emergence of a new culture for ACT education in
the 21st century focuses on cultural change, curriculum renewal and
student achievement linked to departmental support and resources,
and defies early change research documenting the ‘predictable
failure’ of school reform.
From my perspective as a Deputy Principal, change in ACT high
schools can be carefully managed by including students as key
players, increasing the levels of resources for the professional
development of teachers, engaging parent and wider community
support for schools, and invoking strong advocacy and leadership
for Principals. The role of the Deputy Principal, realistically, is to
initiate and support reform processes, working with colleagues at all
levels of schooling to generate community support within a
competitive, market-oriented climate.
This research experience contributes to my understanding of the
complexity of challenges facing high school teachers at a personal
and professional level, and the inherent dilemmas for high schools
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coping with educational change in an increasingly globalised world.
I began my career in the ACT as a secondary classroom teacher. Prior
to my appointment as a Deputy Principal, I worked in various officebased positions in the ACT Education Department. My contact with
ACT high schools has been broad and deep. As an administrator
over the past seven years, I have consulted and worked closely with
teacher colleagues on major curriculum projects. Undertaking this
research has afforded me multiple perspectives along with the
opportunity to reflect with others and individually to better
understand the processes of school change. This research is
important to me as a secondary Deputy Principal and, indeed, to all
secondary Deputy Principals engaged in educational reform.

1:3. Background to school reform efforts
Chapter 2 provides an extensive literature search into school reform
and its associated dilemmas. Nonetheless, some background about
international and national school reform efforts is necessary in this
chapter to situate my ACT study.
It is widely recognised that high school reform largely fails because it
does not address the complexity of schools, in particular, the link
between student achievement, curriculum, school organization and
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external support (Newmann and Associates, 1995). The history of
poor results from school reform initiatives has been documented in
major studies of failed implementation (Goodlad, 1979; Gross, 1971;
Sarason, 1971). Research confirms the ‘predictable failure’ of school
reform whereby school structures are maintained and power
relations between students and teachers, between teachers and
departments remain unchallenged.
Like almost all other complex traditional social organizations, the
schools will accommodate in ways that require little or no
change…the strength of the status quo—its underlying axioms, its
patterns of power relationships, its sense of tradition and therefore
what seems right, natural and proper—almost automatically rules out
options for change (Sarason, 1990, 35).

The demand for educational improvement in past decades has
resulted in an educational reform movement known as ‘school
restructuring’ commenced in the mid 80s. Reforms have taken the
guise of new curriculum standards, new forms of assessment of
learning, decentralisation of school management, more equitable
funding of public schools and restructuring familiar routines of
schooling. The accumulating research shows little improvement
derived from previous approaches to school reform, highlighting
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“problems with the bureaucracy, politics, culture and persistent
patterns in teaching that resisted numerous reform initiatives”
(Newmann & Associates, 1996, 4). Various accounts of educational
resistance to change have been offered in the USA by Cuban (1990,
1992); Popkewitz, Tabachnhik, and Wehlage (1982); Sarason (1971,
1990); and Tyack (1990). Similarly in the UK, Andy Hargreaves has
documented the challenges facing secondary schools in the postmodern age. He argues:
Real secondary school teaching, the seemingly natural, normal and
given way to organize teaching and curriculum, is a highly specific
socio-historical invention from a long distant period. As we move into
a post-modern age, efforts at educational reform and restructuring
have begun to address these fundamentally almost ‘sacred norms’ of
schooling (Hargreaves, 1996, 2).

Although the movement for restructuring may have been appealing,
disenchantment with new reform efforts instigated the search for
radically different models of schooling worldwide. As Hargreaves
(1996) suggests, characteristics of effective schools or features of the
school improvement movement have not been helpful in the current
reform climate challenging the old forms of schooling. Earlier failed
reform efforts remind us that, collectively, school systems have not
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targetted their resources and managed interventions, stopping at the
school level rather than focusing on classrooms. Consequently,
recent reform efforts have identified an emerging need to focus on
student achievement and classroom practice. Recent directions for
schooling include:
•

reducing the number of key areas of knowledge required for
study, and

•

finding ways in which schools can improve student achievement.

On a note of caution, however, Marie Brennan alludes to a crisis of
confidence in the purposes of education, resulting in a plethora of
school reform efforts causing ‘overload, change fatigue and
overcrowded and increasingly irrelevant curriculum’ (2000, 12).
Citing Goodlad and McMannon (1997), Brennan argues: “the
multiple demands of schools have often meant that they have little
option but to reject suggestions since many of the demands are
incompatible. A number of the initiatives in the last decade in
particular have grappled with the need for consistent and coherent
attempts to come to grips with the extent and range of the changes
required” (2000, 12).
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The need to study the consequences of new reform efforts has
received considerable attention, the research base on education
reform having grown considerably in the USA, Canada, Great Britain
and Australia in recent years. By drawing on the best available
research, educational practitioners are blending practical experience
and wisdom with data from systematic research (Newmann and
Associates, 1996; QLRS, 2000). Research from the University of
Wisconsin (Newmann and Associates, 1996) illuminates ways in
which schools can improve student achievement, suggesting that it is
essential that schools focus their efforts on curriculum and
pedagogical practice together with the cultural/structural conditions
to support innovation. Schools reportedly dissipate their reform
efforts and become distracted from the core business of teaching and
learning at the classroom level. My ACT study adds to the already
growing research base by investigating the effect of successive
system initiatives on individual teachers and a school’s capacity to
accommodate change and whether, in fact, structural and cultural
conditions, if aligned, do produce good classroom practice or, as
other documented research informs us, teachers feel undervalued,
therefore resistant and reticent about imposed change initiatives.
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1:4. The Australian Context
In the past two decades in Australia, States and Territories have
adopted policy dominated by ‘a centre-right syntheses’ of ‘market
neo-liberalism’ and conservative cultural ‘standards’ – henceforth
called ‘conservative modernisation’ (Apple, 2001, cited in Zipin,
2002, 2). Zipin observes:
…a key thrust of recent policy reforms is to down-size the human and
other resources of public institutions, while expecting them to sustain
– indeed, improve services through greater ‘efficiency’ (2002, 2).

Accompanying this trend has been the quasi-‘privatisation’ of public
systems, expected to perform like businesses. The result for
Australian education systems has been a significant devolution of
responsibility recognized as ‘school-based management’.
Contrary to the policy of ‘participatory democratic governance’
adopted by some States and Territories in the 1970s and 1980s, the
recent agenda for Australian public schools has been set by
Education Ministers who appear to be out of touch with conditions
in schools.
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Australia’s response to failed conservative modernist policy has
produced a new social justice wave in education. Zipin alludes to a
trend recognizing:
greater social-cultural diversity in curriculum, pedagogy and
assessment, but also redistributive justice by which diverse groups
gain access to the powers of dominant ‘cultural capital’ (Bourdieu &
Passeron 1997; Young 1990; Delpit 1993; Fraser 1997; Gewirtz 1998)
which enable success in schools and other ‘mainstream’ institutions”
(Zipin, 2002, 5).

Consistent with this line of thinking is the realization that
consultative models, adequately resourced, are necessary for viable
educational reform. Among the newly emerging educational
movements taking shape in Australia is the Queensland “New Basics
Project”

(Education

Queensland

2001-2002),

developed

with

government-supported research including several trials in schools
across the state and substantial professional development to shape
professional community among teachers.
We are now witnessing greater control by school-based teachers
working collaboratively to improve students’ learning outcomes
through the creation of professional learning communities, focusing
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their attention on curriculum and pedagogical practices, engaging in
professional conversation about their meaning and the requisite
support structures. The Australian National Schools Network
(ANSN) and its partner in the USA, the Coalition of Essential
Schools, have generated materials through groups of teachers
learning about school change and focusing their attention on student
achievement and classroom practice. The ANSN Research Circles
conducted in the ACT in recent years have focused on teachers
learning from students’ work. My study builds on the principle of
teachers-as-researchers in recognizing the professional voice of
teachers as a means for understanding their curriculum and
pedagogical practices in the classroom context, and the implications
for schools and the ACT education system.

1:5. ACT High Schools: Genesis and Reform
A short history of the development of ACT high schools is useful in
providing a background to my study. The ACT government school
system, together with the Northern Territory, was established in 1974
as

the

Commonwealth

government

high

Teaching

schools,

Service.

representing

Previously,
years

7-12,

ACT
were

administered by the NSW Department of Education. Subsequent to
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the release of the Campbell Report in the early 70s, amidst the
Federal Government’s disquiet at falling retention rates of secondary
school students completing year 12, the ACT college system was
inaugurated in 1976.
The advent of the college system enjoyed high levels of resourcing
and progressive education thinking from the Whitlam government,
and a spirit of rejuvenation and euphoria was engendered amongst
ACT educators and administrators alike. That ‘halcyon era’,
frequently so-called, boasted extensive contemporary building
programs such as the likes of Hawker College, Copland College and
the then Stirling College. As well, the colleges enjoyed ‘state of the
art’ resources, progressive, decentralised curriculum based on the
university tuition model and managed by a Board of Senior School
Studies, an exit certificate replacing the high stakes’ assessment tied
to the NSW Higher School Certificate, smaller class sizes, generous
staffing formulae, flexible timetabling and working schedules. They
drew capacity enrolments of approximately 900 and attracted
numerous, ‘hand-picked’, experienced teachers from existing ACT
high schools, other states and territories. Institutions such as Dickson
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and Narrabundah High Schools were transformed into colleges and
retained significant proportions of their original teaching staff.
Meanwhile, ACT high school schools, frequently referred to as the
‘poor cousins’, retained their title and carried on their business in
existing buildings with minimum structural modifications, their
purpose being to deliver an educational program to students across
years 7-10. Initially, their curriculum, assessment, timetables and
administrative structures remained unchanged, albeit artifacts of
NSW governance. Little thought was given to innovation where high
school education was concerned. Subsequent to staffing the ACT
colleges, the ‘brain drain’ experienced by high schools, manifested
also in teachers’ status and working conditions, contributed to a
short period of resentment causing friction between the high school
and college sectors.
There were variations to the norm; specifically, the establishment of
alternate models of secondary schooling in the guise of open plan
schools at Kambah High School and Melba High School in the late
70s and a sub-school structure at Caroline Chisholm High School in
the mid 80s, the only one of its kind in the ACT. However, the initial
fervour associated with open-plan schooling abated, replaced by
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conservatist pedagogy precipitating architectual modifications at
Kambah and Melba in the 80s.
Prior to the building of new schools, Gold Creek and Lanyon High
Schools in the late 90s, existing ACT high schools maintained a
conservatist tendency exemplified by their assessment practices and
school organization. The seven-line timetable originated in the ACT
and was widely adopted by many high schools as a workable and
equitable model to deliver educational programs. With few
exceptions, this situation had not changed markedly before the turn
of the century. Despite opportunities to adopt radical and alternative
forms of teaching and learning, high schools remained content with
structures bequeathed by a NSW legacy. Minimal capital investment
was injected into building programs in existing high schools.
Nevertheless, the autonomy afforded to schools produced exciting
and innovative curriculum development in all education sectors in
the 70s and 80s. ACT high schools developed a strong record of
innovation and school-based curriculum incorporating sound change
management practice during these decades.
Under the guidance and governance of the ACT Schools’ Authority,
the primary governing body for ACT education preceding the era of
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ACT self-government, the principles of community participation,
equity, social justice, schools as self-autonomous entities and shared
power relations (between school communities, the teachers’ union
and the Schools’Authority) flourished. Unencumbered by adjacent
education systems’ legacy of centralisation, the ACT Schools’
Authority quickly established a reputation for school-based
curriculum, extended to all education sectors, managed by
independent School Boards and supported by the Curriculum
Studies section; a legacy held onto tenaciously by the ACT education
system, government and non-government. Consistent with the ethos
of relative autonomy, ACT high schools became accustomed to
school-based decision-making, responding to, and engaging their
communities accordingly.
Following at least two decades of complete autonomy in curriculum
development and the emergence of the school-based management
model in the 90s, the high school sector, or more specifically,
individual high schools did their ‘own thing’, ‘leap frogging’ onto
educational initiatives and innovations around Australia and worldwide. The nature of, and purposes for 7-10 ACT high schools were in
a state of flux. Clearly, new directions were needed. This trend was
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consistent with high school systems in Australia and elsewhere in
the world, confronted with common challenges of providing a
purposeful education for adolescents in a rapidly changing context.
Among significant curriculum developments adopted by high
schools in the mid 90s challenging ACT conservatist methodologies
was Middle Years of Schooling, focussing on integrated curriculum
and student achievement. School communities adopting a Middle
Years of Schooling philosophy influenced the creation of new high
schools such as Lanyon High School (years 7-10) and the Gold Creek
School (K-10), exploring new models of organization linked to
integrated curriculum design and inquiry and ‘best practice’. At the
time, the ACT Department of Education and Community Services
lacked a defined policy on Middle Years of Schooling, implemented
in South Australia, preferring to adopt an eclectic ‘wait and see’
approach.
As a sector, little collective vision existed for curriculum development
amongst leaders in ACT high schools and the Department. Schoolbased management fuelled by the Victorian experience of Schools of
the Future subsequently reduced school autonomy and ‘downsizing’
services became a feature of ACT education, lamenting the loss of an
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extensive Curriculum Support Section pared down to a minimum of
policy

officers.

High

school

teachers

became enmeshed

in

timetabling issues partly induced by the national curriculum
framework’s prescription of the eight Key Learning Areas.
Curriculum issues surrounding the implementation of the Profiles
and Statements were often misrepresented and misunderstood by
teachers. Integrating disciplines across eight Key Learning Areas was
explored by a number of high schools (in particular, traditionally
oriented schools such as my own school) with inherent pedagogical
difficulties for teachers and produced mixed levels of teacher
dissatisfaction. I observed that myths surrounding integrated
curriculum design in ACT high schools circulated without good
foundation. I believe that these were largely dispelled in 2001 with
the successful pilot of the Year 9 Exhibitions, an integrated approach
to student learning based on the Round Table concept adopted by
the Coalition of Essential Schools in the USA.
ACT high schools in the 90s also succumbed to government
prerogatives. The term ‘overcrowded curriculum’ emerged as schools
adopted, at an alarming rate, national and territory initiatives. Some
of these initiatives were mandatory. Consistent with the national
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movement towards a performative culture, all ACT schools
implemented ACTAP testing1 in response to community concerns
about literacy and numeracy standards. Other initiatives, not
mandatory, relied on the school community or leadership decisions
about implementation such as the Middle Years of Schooling.
A host of government initiatives, thirty-nine in all, had been
implemented in ACT high schools immediately prior to 2000. These
include the ACT Research Circles (a joint Department and ANSN
initiative), the Year 10 ICT Competencies, Health Promoting Schools
and the ACT Drugs Framework, Discovering Democracy, Language
for Understanding Across the Curriculum (LUAC) and the Road
Ready program. I observed that, rather than embed and integrate
these initiatives into the school’s existing fabric, high schools readily
added another layer to their already ‘crowded’ curriculum, thereby
inviting resistance from teachers

and

stimulating

industrial

democracy issues among teachers. Aside from ACTAP, the
aforementioned initiatives received little in the way of resources
from the Department until recent times, leaving individual schools to

1

ACTAP – ACT Assessment Program
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fund and manage an innovation. A handful of schools such as my
own attracted large federal grants such as the Innovation and Best
Practice Project in the late 90s or accessed professional development
organized and sponsored by the National Schools Network.
The 90s witnessed the growing tensions between high schools in a
small territory competing for the same number of students, despite
the departmental PEA2 directive concerning enrolment procedures.
At the turn of the century, ACT high schools varied considerably in
terms of size and specialization. All co-educational, they ranged in
size from 300-900 students, offered a diversity of programs,
scheduled different timetables and used traditional assessment
practices and pedagogy. The issue of ‘small schools’ had not been
addressed at the time of writing this thesis and issues of equity and
coverage continued to plague high schools attempting to provide
viable educational programs in suburbs faced with shrinking
populations. Such imperatives, nonetheless, did challenge existing
conservative thinking, encouraging smaller schools such as Kaleen,
Kambah and Ginninderra District High Schools to explore and

2

PEA – Priority Enrolment Area
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implement alternate curriculum structures in delivering high school
education.

1:6. ACT High Schools:the current context
By 2000, the necessity for change management processes, designed to
promote common goals and the conditions which support
curriculum change, generated considerable debate in the ACT
Department of Education and Community Services and high schools
as part of ACT High Schools of the New Millennium (HSNM)
project. Several conferences involving senior executive from the
Department and the 19 high schools were held over a two year
period in conjunction with the establishment of a Steering
Committee, representative of all stakeholders in the high school
community and including Departmental executive.

Such activity

was seen as a priority and measure of support by the Department to
sustain a viable government education system and address salient
and critical issues facing the livelihood of the high school years.
In her paper, commissioned by the Department, entitled A New
Generation of High Schools for the ACT (2000), Marie Brennan
identified:
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There existed a pool of expertise on, for example, middle schooling,
K-10 structures, student organizations, pastoral care, non-violence, the
Arts, science, LOTE, literacy, maths and numeracy, Asian Studies,
technology, health, and integrated curriculum. The experience of the
staff involved is an invaluable resource for future directions,
especially if care is taken to explore the connections among the
learnings from these initiatives for other dimensions of school change
(2000, 2)

She also argued that the model of Essential Areas of Learning offered
a “specific and limited set of areas for concentration of activity
without specifying the ways in which individual schools ought to
take up these directions”. Indeed, Brennan added, “the lessons from
school reform suggest that single, centrally prescribed reforms are
counter productive to their core aims. …there is much more to be
learned from a wide variety of systematic efforts than from a single
model or approach” (2000, 13).
At the time of writing this thesis, Brennan’s proposed curriculum
model had not been embraced by the ACT as a ‘source of innovation
and leadership in making curriculum advances’, although the
practices identified as ‘productive pedagogies’ and the Rich
Assessment tasks developed in Education Queensland’s New Basics
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project were gaining attention in some ACT high schools and
colleges. The hesitancy in embracing the model in part appears to be
tied to the Department’s ‘wait and see’ approach as Education
Queensland trials the New Basics project and conducts the
appropriate evaluation.
The ACT Department of Education and Family Services’ response to
a need for new directions grew out of recommendations from the
High Schools for the New Millennium project, now incarnated as the
High School Development program (2002-3). The former project draws
on directions originating out of the policy document Affirming the
High School Years (Chapman, 1999), adopted by ACT Department of
Education and Community Services (ACTDECS) and designed to
coordinate a number of the aforementioned initiatives operating in
ACT high schools.
Among the initiatives significantly resourced by the now ACT
Department

of

Education

and

Family

and

Youth

Services

(ACTDEFYS) and implemented successfully in all ACT high schools
has been the Year 9 Student Exhibitions Project, now supported by
an executive officer attached to the High School Development
Program. The Exhibitions project is considered unique as an ACT

30

system initiative supporting and resourcing secondary teachers’
learning and celebrating student achievement. The National Schools
Network Research Circles (White and Owen, Brennan et al, 2000)
and the HSNM project have demonstrated the commitment by the
Department to take reform seriously by providing external support
and resources for professional development. This commitment is
significant in light of other education systems such as NSW and
Victoria mandating centralist policies for curriculum development.
The policy climate in ACT education has been consistent with other
states in demanding improved student outcomes, for example, the
ACT Assessment and Reporting Program (ACTAP). However, it is
my observation that the ACT climate has remained unique in
Australian education by virtue of the rhetoric of participation and
cooperation between high schools and the Department.
As a result of a series of initiatives, however, there has emerged a
large cohort of ACT teachers involved in large-scale curriculum
reform efforts and constantly engaged in change processes. It is for
this reason that this ACT research study is significant. It
acknowledges the flourishing of innovations in ACT education. It
examines teachers’ experiences in a period of flux when continuous
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reform is challenging prevailing conservative modernist tendencies.
For teachers, this is a time of turbulence in their professional lives,
especially for those nearing the end of their professional careers. It is
my observation prior to conducting this research that most teachers
are highly committed and passionate about teaching and learning
and willing to explore and trial new curriculum and pedagogy. I
have also observed, nevertheless, that many of them are tired and
overloaded, confused and angry about the legacy of management
imperatives that are perceived to distract teachers from what they
regard as their core business.

1:7. Research Problem and Study Design
As a Deputy Principal active in a range of school-based reform
initiatives, my research goal was to better understand the conditions
and practices that support or facilitate (or hinder) innovation in ACT
high schools. I was interested in how innovation interacts with
organizational features of schools such as curriculum planning and
organization, student groupings, governance. Characteristically,
traditional high school organizational structures have obstructed the
development of a culture of collaboration and the sustainability of
professional learning communities. Documented research maintains
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that hierarchical structures and rigid routines inhibit collaboration
and participative decision-making. Sharing power and building
consensus flourish where the school focus is on shared vision and
purpose, that is, where professional learning communities become
the norm (Louis, 1996). I was interested to locate evidence in ACT
schools,

confirming

accumulating

research

suggesting

that

professional learning communities inherently support a culture of
change in schools.
I was also interested in the effects of school change on teachers’ lives
and paid attention to the influences of a school’s cultural norms and
its human resources. In a climate of government mandates and
economic restraint, I was curious to learn whether government
policy imperatives combined with external support to schools had
the capacity to transform school culture and sustain innovation.
Current research maintains that effective implementation resides
with teachers questioning and adapting to innovation rather than
simply complying with policy edicts and mandates. Using the ACT
context, what might be the approaches to school change involving
professional dialogue and support?
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I was also keen to ascertain whether leadership practices influenced
the outcome of an innovation in ACT high schools. Literature
concerning the development of schools in the USA (Elmore, and
Burney, 1998 cited in Fullan, 2003) confirms that shared and
supportive leadership is integral to educational reform, advocating
that Principals as key players need to set the tone for change since
documented research informs us that imposed change is almost
invariably resisted.
The problem I encountered with the available research is that most
accounts of school change reflect a central policy mandate approach,
and while there is research showing other approaches, very little
reflects on teachers’ perspectives and is Australian in focus.
Intensification of teachers’ work, and the capacity of schools and
teachers to cope with change have been researched in many
countries, for example Great Britain (Nias, 1989; Hargreaves, 1994;
Gewirtz & Ball, 2000), Canada (Fullan 1997, 2003) and the USA. In
Australia, a Senate Inquiry into the Status of the Teaching Profession
(1996), combined with recent studies undertaken by Smyth (1996,
1998, 2001), Robertson (2000), Groundwater-Smith (1995) and
Yeatman and Sachs (1995), and Zipin’s study (2002) into the
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intensification of the work of ACT teachers, has added to the
research base.
Zipin (2002) argues that public education in the ACT has been
characterized by a decline in consultation with teachers over policy
design and implementation. Despite this trend, however, ACT
teachers have held onto school-based curriculum development and
design, a founding feature of the ACT public education system. The
testimonies of teachers included in the Zipin Report and this ACT
study highlight teachers’ frustrations with limited governance at the
system level and the imposition of quality assurance measures.
Teachers perceive fewer opportunities to contribute their “grounded
professional expertise to policy ‘reforms’ that are increasingly
regulated from above through escalating accountability regimes”
(Zipin, 2002, 3). Teachers argue that some major ACT system
initiatives have distracted from the core business of teaching and
learning. The overall effect on teachers, therefore, is multiple in
causing changes and intensifications in teachers’ work, as well as loss
of emotional and physical well-being and professional identity. My
ACT study examines the professional identity of high school teachers
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in the context of coping with educational change, using a different
methodology to the focus group approach used by Zipin.
Initially, I intended conducting research into the culture of teacher
resistance as a phenomenon using a focus group approach. As a
Deputy Principal active in a range of school-based reform initiatives,
I was interested in what caused teachers to resist change at the
school or system level and the school’s capacity to cope with small or
large scale change. The initial focus of my research was the nature of,
and the ‘real-life’ problems associated with the culture of teacher
resistance. How does a school’s culture and organizational capacity
get in the way of innovation, teachers’ work and student learning?
This research proposal was lodged with the University of Canberra
Ethics Committee and approved in July 2001. However, approval of
the same proposal was not forthcoming from the ACT Department of
Education and Community Services (ACTDECS). In consultation
with the Director of Schools responsible for approving research in
ACT schools, I was subsequently asked to vary my proposal on the
basis that it may jeopardize the potential success of current initiatives
being trialled by ACTDECS, including the ICT Competencies and
Year 9 Exhibitions. I felt compromised. It was my passionate belief
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that this research proposal was an important study adding to the
little research available in Australia about teachers’ interactions with
reform, their capacity to resist change and the problems associated
with the introduction of innovations.
However, I duly modified the research proposal, taking into account
the need for teachers to make sense of their experience of change.
The revised research proposal focused on teachers’ views in the form
of story, including my own, designed to encourage teachers to make
reflective sense of change in their workplace in response to reform
imperatives being implemented in ACT high schools. Among the
motifs emerging from the field of school reform literature were
teacher agency and resistance, professional learning community and
leadership. These motifs were integral to the exploration of the
overarching research question although the reader will detect a
leaning towards teacher resistance since this is where my chief
original research interest resided.
Narrative inquiry was selected as the preferred methodology,
enabling teachers to give voice and add to the already developing but
limited research base about teachers’ work practices in Australia.
However, this study presented methodological tensions based on
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epistemological and ethical concerns. Part way through the data
collection and analysis process, the grounded theory approach,
initially chosen for its logical approach, gave way to narrative analysis
methods used by Clandinin and Connelly (1996, 2000) and the model
of representation devised by Catherine Riessman (1993) based on
Labov’s work. The original research design called for the conduct of
individual teacher interviews followed by a focus group. Once told,
the data generated by the teachers’ interviews was so rich and thick
that I decided to abandon the focus group approach and represent
the data as teachers’ negotiated stories. Several motifs arising out of
the literature review were confirmed in the data.
I found that the revised research design, flexible and unprescriptive,
was most suited to my methodological purposes. Three subquestions informed the research design.
•

What were the actual conditions for facilitating innovation in
schools?

•

What kinds of innovation did ACT teachers engage in?

•

Which teachers are consulted and from which sites? Why?
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Semi-structured individual interviews were conducted with eight
ACT high school teachers (based on two sites and ranging in age and
teaching experience) who volunteered to participate in the study and
with whom I had worked on a range of reform initiatives as a
teaching colleague and administrator in my own school. Teachers
were encouraged to speak both experientially and interpretively,
exercising their own agency in shaping their story. Teacher
participants were presented with a bank of open-ended, prompting
questions to stimulate reflective professional conversation about
their experiences with Departmental initiatives including the ANSN
Research Circles, the Year 9 Exhibitions and the Year 10 ICT
Competencies as well as school-based reform initiatives originating
from the Middle Years of Schooling movement. Data collection also
involved relevant documentation such as ACT Departmental policy.

1:8. Overview of chapters
Chapter 2 sets the context for the research, presenting a literature
review and theoretical framework underpinning the study. It
examines current research underpinning educational reforms and
systems’ thinking and policy making, including government
responses to reform movements. It flags three key motifs – teacher
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resistance, teacher agency and professional learning communities.
Key research proponents, including Evans’ (1996) theories about
resistance and the real-life problems of innovation and Clandinin
and Connelly’s (1996, 2000) work with teachers’ stories of the
professional knowledge landscape, are examined at length. It is
argued that reform processes need careful consideration and that
well-intentioned efforts of school leaders can be limited by
committed and busy teachers conflicted by the change process. The
notion of professional community explored in the work of Newmann
and Associates (1996) is examined and parallels are drawn between
the USA and Australian experience of teachers-as-researchers. The
Newmann and Associates model identifies key findings that
contribute to successful school reform and are relevant to this
research study, that is, the capacity to align external support with
school level activity with a focus on classroom practice and students’
achievement.
Chapter 3 examines methodological issues associated with the
conduct of this research. The study embraces the qualitative
paradigm and takes a narrative perspective, valuing teachers’
experiences and the interpretation of their experiences within the
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context of current school reform efforts. Methodologically, I drew on
narrative inquiry, using the workplace story as the vehicle for analyzing
data.
Chapter 4 represents the negotiated stories of four teachers making
sense of their work story. The chapter is prefaced by a prologue, my
own story as an administrator, which foregrounds the teachers’
stories. The chapter is broken into two sections linked to the
theoretical framework underpinning my argument: the Red Hots and
the Unfreezables. These terms are drawn from Evans’ theoretical
framework

(1996),

categorising

teachers

according

to

their

commitment and capacity to undertake reform efforts. Each section
introduces the teacher participants and their storied experiences,
presented

somewhat

chronologically.

The

narratives

are

collaboratively constructed between myself as the ‘deep inside’
researcher and the teacher as participant.
Chapter 5 offers insight into teachers’ perspectives, drawing on the
concept of the professional knowledge landscape (Clandinin and
Connelly, 1996, 2000) and the theoretical framework about school
change (Evans, 1996). It locates pattern and meaning, confirming
common themes or motifs underlying school reform efforts: teacher
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agency and resistance, professional learning community and
leadership. It also unpacks those reform conditions identified in the
stories of the Red Hots and Unfreezables and explores the notion that
teachers’ professional identity and voice is challenged and shaped by
their response to institutional change. The argument in this chapter
balances interpretive and argumentative text with narrative.
Chapter 6 is written from the perspective of an administratorresearcher’s position on the professional knowledge landscape. It
provides a summary of findings of this study and makes
recommendations based on the analysis of the data collected and the
literature reviewed. While generalized conclusions cannot be drawn,
this study contributes to our understanding the real-life problems of
innovation, the barriers experienced by teachers embracing change
and

the

inherent

resistance

caused

by

the

burden

and

unpredictability of change, and the meaning of change for teachers.
The set of conclusions identifies practices and conditions that schools
can adopt in transforming to professional learning communities
where collaborative practice can contribute to innovative classroom
practice supported by external resources, enhanced teacher advocacy
and credible leadership at the local and Departmental level. The
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findings of Newmann and Associates (1996) are confirmed. This
chapter also makes recommendations for systems engaged in the
implementation of policies and major initiatives designed to effect
instructional improvement in schools. Based on the findings of this
small study, the ACT can afford to be optimistic about the future of
high school education.
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2.

The Literature of Change

2:1. Introduction
This chapter builds on the previous chapter, providing background
to the motifs relevant to teachers’ perspectives on/ and experience
of school reform. It explores the nature of change itself including the
generally accepted assumptions underlying educational innovation,
and examines its impact on the individual teacher and teacher
cultures/communities. It looks at ways educators and authorities
conceptualise educational change and its relationship to the
psychology and ‘emotional work’ of teachers and organisational
culture.
This ACT study investigates three motifs emerging from the
available change literature, specifically:
•

Teacher resistance: Viewed as “the normal, inevitable human and
organizational response to reform”(Evans, 1996, xiii), issues of
teachers resisting change have been analysed and explained in
various ways. The majority of research literature is sourced from
the United Kingdom (Hargreaves), Canada (Fullan) and the USA
(Evans, Earl, Rosenholtz, Sarason, Schlecty, Sizer). A number of
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authorities on change are examined and the reasons for their
adoption documented in this chapter.
•

Teacher agency: Exploring individual ACT teachers’ experiences of
recent curriculum reform, including the ‘emotional work’ of
teachers, involves assessing how they fulfil the new reform
agenda or fail to embrace it, and whether their actions are agentic
or reactive. The human realities of ‘emotional work’ experienced
by teachers confronted with innovation, their readiness for
change and the organizational capacity of schools to adapt to
innovation cannot be ignored and have interested educational
theorists in recent years.

•

Professional learning communities: This chapter reviews research
undertaken in Queensland (2000) and the USA (1996) focused on
the development of teacher professional learning communities and
the emergence of ‘authentic pedagogy’, together with the need to
build a framework of cooperation and consensus between
teachers and the leaders of educational change initiatives at a
local and system level. The reported research indicates that when
cultural conditions and structural conditions are aligned, a
climate of professional inquiry and teacher empowerment
flourishes, thereby minimizing the seeds of resistance.
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2:2. Change Research: What We Already Know.
Our knowledge of innovation in schools has grown markedly.
Nevertheless, despite what we have learned about implementing
change, the record of school reform is poor, suggesting that schools
reform efforts are too complex and extensive in scope. Most reforms
in the USA have aimed more at first-order change than second-order
change (Evans, 1996). (First order change aims to improve the
efficiency/ effectiveness of what is already occurring, but does not
significantly change the basic features of the school or the nature of
teachers’ work. Second-order changes seek to modify the way a
school functions, challenging its assumptions, goals, roles, norms
and requiring teachers to change their beliefs.)
Change theorists agree that the rational-structural / linear paradigm
stimulates teacher resistance and is unprepared to cope with it,
thereby underestimating the opposition that innovations can
generate and the power of teachers to resist. This approach to change
assumes that it is possible to focus on changes in the organisation’s
structure; its tasks, roles and rules.
the methodology for innovation is almost entirely top-down in nature,
a combination of dissemination and pressure…The implementation
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goal is to have the staff adopt the expert plan as is. This requires
explanation, persuasion, training, and incentives: if these fail to
produce the proper results, it requires mandates, requirements and
policies (Evans, 1996,8).

This approach to innovation is flawed. Organizations tend to be
”mysterious, recalcitrant, intractable, unpredictable, paradoxical,
absurd, and—funny” (Vaill 1998, 77 cited in Evans, 1996, 9).
Our current knowledge of change and implementation is more
complex and sophisticated than the rational-structural or linear
approach suggests, and “relies on experience and intuitive
judgement in decision-making” (Louis and Miles, 1990, 31–2). The
work of Fullan, Hargreaves, Louis and Miles, Schlecty and
Sergiovanni, derived from systems thinking, challenges traditional
assumptions by looking at ‘patterns of change rather than static’
snapshots’ (Senge, 1990, 68). By looking at the ‘broader, underlying
systemic patterns’, it is possible to solve problems and build a
“learning

organisation

that

can

cope

with

a

changing

environment”(Senge, 1990, 42–45).
Earlier

work

conducted

by

Hargreaves

and

Fullan,

either

individually or collectively, provides a greater understanding of
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change and its complex nature in contrast to earlier developed linear
models. Together with Rosenholtz (1989), Hargreaves (1994) and
Fullan (1991, 1993) concentrated their research on the organisational
culture of schools and how change initiatives impacted on teachers’
work. Hargreaves (1992b) confirmed the function of teacher cultures
in fostering or hindering efforts to implement change, observing that
teacher individualism, that is, teachers working independently and
in isolation, was alive and well in most schools. Fullan (1993) rejected
a ‘top-down’ model, advocating a model of non-linear change,
having argued earlier that the source of the change ‘problem’ was
local and that “educational change is a process of coming to grips
with the multiple realities of people, who are the main participants in
implementing change” (Fullan, 1991, 95).
The recent work of Hargreaves and Fullan acknowledges that the
‘emotional work’ of teaching, previously ignored and misunderstood
by researchers, can provide a new way of understanding teachers’
experience of the change process. Fullan suggests that:
…examining the emotions and change from a different perspective,
we not only gain insights about the dynamics of change, but we also
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find new meanings of how to make the change work constructively
(1997, 217).

Hargreaves portrays teaching as ‘emotional work’ where teachers
experience ‘fear and hopelessness’ at ‘governments who move in
educationally questionable directions’ (1998, 327). Educational
change should be viewed in terms of ‘trust, collaboration, shared
meaning and moral support’ (Hargreaves, 1997, 13). Similarly, Fink
and Stoll maintain ‘change strategies that ignore the meanings,
emotions and cultures of schools …are doomed to failure’ (1998,
317).
Evans offers a useful analysis of culture for today’s educators and
administrators. Although his concept of organizational culture is
conservative and one-sided, it is grounded in realistic expectations
about the pace of change, and views ‘change as a process, educators
as people and leadership as a craft’. Evans’ theoretical framework
focuses on the degree to which teachers are committed to innovation,
the dilemmas associated with implementing change and the
implications for “a new kind of leadership that emphasises
authenticity, translating the integrity, core beliefs, and natural
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strengths of school leaders into practical strategies for problem
solving”(1996, xiii).
Recent research confirms that efforts to implement innovation have
shifted the primary focus from the ‘visionary’ Principal to teacher
participation being critical to a successful change process. This
chapter reviews the work of Newmann and Associates (1996) and the
QSRSL (“New Basics Project”, Education Queensland 2001-2002)
confirming the concept of a professional learning community. The
notion of teachers’ professional knowledge landscape documented in the
1990s by Clandinin and Connelly is acknowledged in chapter 3 for
the potential it offers teachers and administrators to make sense of
their stories of experience, and shape a professional identity through
their own agency.
A summary of emerging research findings about change is useful at
this juncture.
•

Leadership at the school is necessary in sustaining the vision and
generating enthusiasm and support (Ball, 1987)

•

Local networks of teachers are more successful than individual
teachers (Fullan, 1996)
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•

Teacher resistance is not always ‘unprofessional’ (Hargreaves,
1994) and resistant acts “often embody a form of good sense”
(Gitlin and Margonis, 1995)

•

Where teachers receive professional recognition and take
responsibility

for

their

professional

development,

their

engagement and commitment is much stronger (Rosenholtz,
1989; Louis and Miles, 1990)
•

Change that evolves is better than change which is planned
(Louis and Miles, 1990)

•

Change is seen as a process rather than an event (Fullan, 1993)

•

‘top down’ or ‘bottom up’ reform efforts do not work
independently (Fullan, 1996)

•

change proposals must engage with the micro cultures and
power relations in the school and system (Sarason, 1990)

•

change should be dealt with in the context that it acknowledges
reform and its component parts form complex systems of interrelationships (Sarason, 1990)

2:2:1.

The emergence of ‘emotional labour’

As already indicated, the later work of Hargreaves and Fullan,
together with Evans, raises new considerations for schools when
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implementing innovation. Combined with the work of Goleman
(1995) and others, Fullan (1993) and Hargreaves (1997 & 1998)
recognize the ‘emotional labour’ for teachers. Hargreaves argues that
change efforts have been:
preoccupied with skills and standards that they have not gotten to the
heart of what a great deal of teaching is about: establishing bonds and
forming relationships with students, making classrooms into places of
excitement and wonder, ensuring that all students are included …This
involves a lot of emotional labour for teachers…Change strategies
that are preoccupied with standards, targets, checklists and formfilling leave no time to connect or care for their students…I argue that
change strategies must therefore be directed more towards making
schools into workplaces that recognize and support teachers’
emotional relationships with their students as a vital foundation for
learning and, in the form of emotional intelligence, as a central aspect
of learning itself (Hargreaves, 1997, ix).

Together with Hargreaves (1994, 1997) and Jarzabkowski (2001),
there is a growing body of literature that analyses ‘emotional labour’
dimensions in teachers’ work. The ability to cope with emotional and
physical stress can impact on the health and satisfaction of teachers,
thereby affecting work relations among colleagues in the school and
teachers’ professional identities.
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2:3. The micropolitical agenda of teachers
The voices of individual teachers, as both Hargreaves and Fullan
emphasise, are integral to the success of any change initiative.
“Teachers can always shut the door and get on with what they want
to do anyway” (Hargreaves and Fullan, 1996, 14). This raises the
issue about teachers’ exercising ‘micropolitical manipulation’ and the
influence teachers can have at the micropolitical level in sabotaging a
change initiative. As a departure from more traditional viewpoints
therefore, these researchers argue that it is essential to work closely
with teachers at the micropolitical level.
Blasé defines micropolitics as the ‘use of formal and informal power
by individuals and groups to achieve goals in organizations’ (Blasé,
1991). Individual actions may be consciously or unconsciously
motivated, and dependent on ‘perceived differences between
individuals and groups coupled with the motivation to use power to
influence and /or protect’ (Blasé, 1991, 11). Blasé confirms that the
‘distribution of symbolic and tangible resources in school settings’ is
part of the micropolitical agenda of teachers and power relationships
operating in the daily life of a school (1998, 546).
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Traditional groupings can exert very powerful relations and
maintain powerful agendas to pursue interests, and defend territory
and traditions.
Like almost all other complex traditional social organizations, the
schools will accommodate in ways that require little or no
change…the strength of the status quo – its underlying axioms, its
pattern of power relationships, its sense of tradition and therefore
what seems right, natural, and proper – almost rules out options for
change (Sarason, 1990, 35).

This ACT study examines teacher attitudes and behaviours along the
lines of what Brian Edwards calls ‘strategic and agentic manoueuvre’
(2001, 2). I draw on Edwards’ literature search on the micropolitical
agency of the individual teacher. He alleges that there has been some
neglect by researchers of the individual agentic and strategic
behaviour within the organization and that considerable literature is
available on teacher cultures that focus on larger groupings. (A
section of this chapter is devoted to teacher culture.)
Edwards draws upon a number of authorities in determining the
nature of teacher agency.
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•

Crump observes teachers’ exercising “principled pragmatism’,
that is, ‘a disposition, or set of actions and behaviours which
reflect a philosophical and moral approach to negotiated and
representative authority’ (Crump, 1990, 13).

•

Ball refers to a strategy of ‘omissive action’, that is, noncooperation (Ball, 1987, 268).

•

Fieman-Nemser and Floden describe the teacher as “an active
agent, constructing perspectives and choosing actions” (FiemanNemser and Floden, 1986, 523).

The literature on organizational culture reports that schools are not
unitary organizations, and within them there exists more or less
dynamic or effective individuals, groups including friendship or
small groups (sub-cultures) and faculties. Deal and Kennedy
describe such behaviour as the “way(s) of doing things around here”
(1983, 5). Whether teachers’ responses to change are agentic or
reactive, thoughtfully or morally motivated, is a focus of this study.

2:4. Organisational Culture
This chapter reviews the role of culture and the meaning of the
change process that are both fundamental to innovation. Researchers
widely accept that the role of culture in organizations is controversial
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and that “it operates at a profound level, exerting a potent influence
over beliefs and behaviour to preserve continuity and oppose
change”(Evans, 1996, 14). Researchers agree that “culture is
conservative; it works to preserve the status quo” (Evans, 1996, 17).
Change authorities have developed useful schema to classify
‘dominant’ school cultures using a matrix that is action-oriented as
well as descriptive. Some of these are developed in the subsequent
section of this chapter.
Understanding teacher culture is integral to any study about change.
Traditionally, the focus for institutional change has resided with
structures and mandated curriculum in an environment of increasing
accountability where teacher consultation in the planning and
implementation of an educational change initiative has been
seriously limited. Reform efforts have strived to establish local
collaborative communities accessible by teachers to satisfy their need
for collaboration or collegiality, that is, the struggle for collaboration
over isolation and individualism.

2:4:1.

Teacher Cultures

Different schools exhibit different cultures. Nias (1989) agrees that
cultures are actively constructed by their participants and are
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therefore’ political and dynamic’. Nias (1989, 145) refers to culture as
‘institutional bias’ characterized by ‘generally shared knowledge’
about a school’s practices and assumptions underpinning them.
Edgar Schien offers a plausible set of common elements comprising
culture.
•

Observed behavioural regularities of teacher interaction.

•

The norms that evolve when teachers work in groups.

•

The dominant values exhibited eg aims, ‘mission statement’.

•

The philosophy.

•

The ‘rules of the game’.

•

The climate or feeling conveyed by the appearance / presentation
of the school. (1985, 6)

Schien adds:
All these meanings, and many other things, do, in my view, reflect the
organisation’s culture, but none of them is the essence of culture. I
will argue that the term ‘culture’ should be reserved for the deeper
level of basic assumptions and beliefs that are shared by members of
an organization, that operate unconsciously, and that define in a basic
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‘taken-for-granted fashion an organisation’s view of itself and its
environment (1985,6).

Schien’s distinction between the various interpretations of culture is
convincing because it has application to a number of organizational
settings. However, the assumption that ‘we are all going in the same
direction’ and that individual responses and local contexts are
irrelevant is flawed.
Schlecty (1992) recognizes the inherent problems of changing a
culture:
Changing the structure of schools or any organisation is no simple
task. Social structures are embedded in systems of meaning, value,
belief and knowledge; such systems comprise the culture of the
organization. To change an organisation’s structure, one must attend
not only to rules, roles and relationships but to the systems of beliefs,
values and knowledge. Structural change requires cultural change.

Rosenholtz (1991) argues that the social organisation of the school
affects teachers’ commitment to their work. She distinguishes
between the ‘stuck’ and the ‘moving’ school, a binary too broad and
basic to appreciate the complexities and dynamics of a school’s
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organisational culture. The lived reality is that schools are not like that
and tend to fall somewhere in between these categories.
Hopkins, Ainscow and West (1994) produced a contrasting set of
characteristics based on Rosenholtz’s model. Termed the ‘four
expressions of school culture’, they constructed a continuum that
“relates school effectiveness to school outcomes, and improvement to
the degree of ‘dynamism’ of school processes’ (1994, 92). Which
phase a school goes through is dependent on its previous history and
organizational

background.

Their

model

is

simplistic

and

mechanistic in not considering the flux and complexity of the
organization, the lived reality of the workplace and its participants.
Stoll and Fink improved the model, based on the premise that
‘standing still’ was impossible, and labelled schools as ’either getting
better or getting worse’ (1996, 85). Their model presents five
categories for classifying school cultures. The five categories of
schools are summarized as follows:
•

Moving: these schools know where they are going and what they
are doing. They have ‘the will and the skills’.

59

•

Cruising: these schools usually contain a high socio-economic
population and appear effective. Students achieve in spite of the
quality of teachers. They are marking time.

•

Strolling: these schools are approaching change but are
overwhelmed by it. They are average but wandering. External
impetus or inspiration is needed such as a new principal.

•

Struggling: these schools are ineffective. Their efforts to change
are stymied by lack of skills and need external assistance.

•

Sinking: these schools are ineffective and are suffering from
apathy, low morale and are paralysed in the face of possible
change. They usually contain a low socio-economic population.

Their model may be seen as helpful but in assessing teachers’
attitudes and actions, it ignores multiple perspectives of teachers’
work and assumes that schools are unitary organizations.
Derived from the concept of the ‘moving school’, researchers have
since labelled such schools as having collaborative cultures. The work
of Andy Hargreaves (1991, 1992, 1993) strongly supports the notion
of collaborative cultures. Four contrasting cultures of teaching are
drawn from his work:
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•

Fragmented individualism: This occurs when the teacher is isolated,
is protected from external interference, and takes refuge behind
the ‘sanctity of the classroom door’. It reinforces uncertainty and
protects the teacher from positive feedback and support.

•

Balkanization: This describes a teacher culture ‘made up of
separate and sometimes competing groups jockeying for position
and

supremacy

like

loosely

connected

independent

city

states…..The existence of such groups often reflects and
reinforces very different group outlooks on learning, teaching
styles, discipline and curriculum’( Fullan and Hargreaves, 1992,
71, 72).
•

Contrived Collegiality: This occurs where forms of collaboration are
determined by the administrators. The result being that they are
usually ‘regulated, compulsory, implementation oriented, fixed
in time and space, and predictable’. It discourages genuine
collegiality through the desire for power (Fullan and Hargreaves,
1992, 68).

•

Collaborative

Cultures:

These

cultures

facilitate

teacher

development through mutual support, joint cooperation and
general agreement on education philosophy and values; ‘the
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individual and the group are inherently and simultaneously
valued’ (Fullan and Hargreaves, 1992, 67)
Fullan and Hargreaves acknowledge the prevalence of collaborative
culture, describing such cultures as being:
•

spontaneous,

•

voluntary,

•

development-oriented,

•

pervasive across time and space, and

•

unpredictable (Hargreaves, 1991, 53-4).

Hargreaves does not accept collegiality unequivocally. His model is
problematic in some ways. By introducing another dimension,
‘moving mosaic’, he recognises the turbulence, the dynamics and
flexibility inherent in organisational culture.
•

Moving Mosaic. This culture focuses on building a cohesive
culture that is not characteristic of the above cultures. This culture
represents the turbulent environment and shifting patterns of
organizational culture precipitated by change. It encourages a
culture of continuous learning and improvement where groups
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collaborate on a task and change according to the task
(Hargreaves, 1992).
Nonetheless, this dimension does not allow for multiple perspectives
including teachers’ stories and histories, and the contextual and
‘subtle’ influences on teacher culture.
It can be concluded from the literature concerning ‘collegiality’ and
‘collaboration’ that these concepts are too broad and of limited use to
researchers. The question one is left with concerns what are teachers
sharing in the terms of goals and values and whose goals and values
are

they

anyway?

Shifting

from

traditional,

hierarchical

bureaucracies to participatory decision-making for teachers assumes
that individual and organizational effectiveness will improve, but it
can exacerbate tensions. Research finds no clear relationship between
participatory decision-making and change in classroom practice
(Fullan, 1991). Hargreaves (1994) found that time devoted to school
governance intensifies teachers’ work, stimulates conflict and slows
the pace of reform. Among others, Hargreaves’ concept of ‘contrived
collegiality’ confirms that school management authorities use school
reform and innovation to maintain control and reduce opposition
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and that the concept of ‘contrived collegiality’ is a bureaucratic tool
contributing to the deskilling of teachers (Smyth, 1993).

2:5. Teacher Professional Learning Communities
The

research

undertaken

on

teacher

professional

learning

communities provides educators with a better understanding about
the power dimensions of teachers’ work and their interaction with
innovation. The US study conducted by Newmann and Associates
(1996) is useful in analyzing aspects of school governance and the
ways in which power is enacted. This study defines the culture of
power relations as ‘the norms, values and commonly accepted
behaviours that affect the operation of the formal structure’.
Consistent with the literature on the micropolitics of schools (Ball,
1997; Blasé, 1991), the US study analysed the actors’ use of power
and influence in their specific settings. The study concentrated on
issues including individual and collective autonomy, the extent of
cohesiveness among teachers, norms about how decisions should be
made and by whom, and the degree to which group decisions were
binding. Consistent with Hargreaves, the researchers discovered that
schools exhibited four types of power relations: consolidated,
balkanized, laissez-faire, or shared.
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•

Consolidated: teachers are unable to influence major policy and
program decisions where power is centred on a small group;

•

Balkanised:

teachers

operate

in

multiple

subgroups;

communication between them is poor; school-wide decisions are
difficult due to inter-group rivalry and conflict; teachers believe
that a coordinated approach is not achievable;
•

Laissez-faire: teachers cherish their independence; innovation is
occurring but staff decision making is used to increase personal
autonomy; an individualistic culture operates in a maze of
programs that undermine the shared vision of the organization;

•

Shared: decision making involves all teachers committed to the
common goals of the organization; power is distributed relatively
equally; the organization makes collective decisions and teachers
own responsibility to participate in the decision making process.

The study’s findings highlight the ‘fragility of altered power
relations in school restructuring’, reinforcing that leadership is
critical in sharing the power and promoting the school’s vision for
high quality teaching and learning (King, Louis, Marks, Peterson,
1996). These findings are also supported by other research into the
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development of schools in the USA (Elmore and Burney, 1998 cited
in Fullan, 2003) suggesting that shared and supportive leadership is
integral to school reform efforts, advocating that the Principals as
key players need to set the tone for change and that imposed change
is invariably resisted.
Essentially, introducing participatory-decision making into a school
is complex, requiring a shift in the actual exercise of power and
influence without upsetting the organisation’s status quo. Research
supports the notion that cultural aspects of a school’s power relations
can strengthen the professional learning community in a school.
The concept of teacher professional learning community addresses
the inadequacies of the earlier models of collaborative cultures by
giving teachers collective responsibility for achieving a shared
educational purpose for the whole school and working jointly with
each other to achieve it. The focus on collegiality and cooperation
inherent in this concept allows for the questioning of the ways things
are done in a school and values conflict and disagreement as an
integral part of organizational growth and renewal. Within this
context of professional community, a supportive environment and
structures for teachers to resolve differences are encouraged. My
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ACT study explores the capacity for, and the development of
professional community in ACT high schools as a condition for
supporting teachers involved in innovation.
Louis, Kruse and Marks (1996) identified features of teacher
professional learning communities originating from the Newmann
and Associates research. Essentially, Newman and Associates
identified features of a school’s structure and culture that contribute
to building a teacher professional learning community. The five year
federally funded study examined the connection between school
restructuring and student achievement in 24 elementary and
secondary schools in the USA. The outcomes of the study reveal that
restructuring efforts fail when there is too much emphasis on
structure and technique and not enough attention paid to the
intellectual quality of student and teacher work and to the vitality of
the school community.
Louis et al found that professional community promoted reflective
collaboration amongst teachers assuming their fair share of
responsibility for students’ learning; in other words, the link between
pedagogy and student outcomes is forged.
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…teachers must build innovative curriculum and assessment, try a
variety of instructional activities, and continually revise their practice.
School professional community offers the kind of intellectual and
social support necessary for success with authentic pedagogy (Louis,
Kruse and Marks, 1996, 181).

The Newmann and Associates study argues that achieving authentic
pedagogy is challenging as it requires teachers to make ‘complex
judgements’ about how to promote the intellectual qualities of
construction of knowledge, disciplined inquiry and value beyond
school. The study identified five elements integral to school
professional community: shared norms and values, focus on students
learning, reflective dialogue, deprivatisation of practice, and
collaboration. The study also reported that school culture and
structure interact to support professional community.
Critical cultural conditions included a climate of professional inquiry,
taking the risks of innovation, and leadership focused on
participation, intellectual stimulation, and conflict management. Key
structural conditions included reduced school size and organizational
professional development (Louis, Kruse and Marks,1996, 202).

The cultural conditions underpinning professional community are
significant for this ACT study. In fostering a climate of professional
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inquiry, Louis and associates observed that leaders and teachers
forged links with research and developments outside the school, for
example, connecting teachers to other networks of teachers /
educators committed to a similar purpose. This pattern is replicated
in the work of the ACT Research Learning Circles established
through joint collaboration among the ACT Department of
Education, the Australian National Schools Network and the
University of Canberra, and the work of the New Basics movement
underpinning the QSRLS study in Queensland.
Integral to the nature of school reform is the fear and/or risk of
failure. Louis and associates observed that where teachers and
leaders were willing to take risks, a climate of reflection and
continuous improvement existed in which teachers openly discussed
their concerns and uncertainties. Louis, Kruse and Marks reported
that “rewards for innovation and tolerance of small failures support
intellectual vitality in teachers” (1996, 192).
Leadership was also acknowledged as a factor contributing to the
quality of professional community. Louis’ findings confirmed
existing research indicating that effective administrative leaders
delegate authority and develop collaborative decision-making
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processes. “A more equitable exercise of power and influence
fostered

collective

responsibility

for

student

learning

and

instructional collaboration among teachers” (Marks and Louis, 1996).
Prudent management of relationships in a school is necessary for
teachers to feel confident about decision-making processes. Leaders
carry the responsibility to support teachers’ work by ensuring that
structures facilitate professional community.
The issue of resistance is significant at this juncture. This
phenomenon was accepted in the schools where a supportive
environment

and

structures

existed

to

resolve

differences

respectfully. Louis concludes that without conflict, “professional
communities could become resistant to legitimate challenges to
established programs and routines”. If communities are to grow,
“they must occasionally question their own values, a process that
inevitably induces disagreement” (Louis, Kruse and Marks, 1996,
194). Such a process affirms struggles in achieving shared
community understanding and nurtures the resilience of teachers.
A clearer understanding of organisational culture, as schools
experience it today, emerges with Newmann.
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The formal structure of an organization can be defined, charted and
intentionally

changed

through

programs

and

policy,

but

organizational culture is more difficult to produce or change through
intentional intervention (Newman, 1996,206).

Research confirms that structure can influence culture, and vice
versa. Teachers working in isolation over a sustained period of time
can produce a culture of “professional complacency or resigned
frustration”(Newmann, 1996, 207). The introduction of team
teaching, collaborative preparation, and conversations about student
work into a school culture will initially be dominated by the existing
culture as collective responsibility takes hold and stimulates
professional culture.
The significance of the QSRLS (Queensland School Reform
Longitudinal Study) funded by Education Queensland (1997-2001)
and the research of Newmann and Associates in the USA is relevant
to my ACT study. Combined, their findings encourage the
‘professionalization’ of teachers’ work whereby reform efforts should
not focus only on the ways to develop individual teachers. Teachers
also need “collegial resources for support and refreshment”.
Refocusing teacher learning on “enhancing student learning needs to
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be at the core of schools’ cultures and substantive professional
conversations within schools so as to create teacher professional
learning communities” (Louis, Kruse and Marks, 1996). The work of
Louis and associates is embedded in, and mirrors similar concerns
about school reform and the professionalization of teachers’ work in
Australia during the last decade. What is significant is that their
findings about teacher professional learning communities are
consistent with the findings of the QSRLS.
The QSRLS research findings identified similar characteristics
including a significant emphasis on teacher professional development,
both at the individual and collective level. In effective schools, the
researchers discovered “a related emphasis upon cultural change
and aligning structures with the focus on pedagogies and student
learning” (Lingard, Mills and Hayes, 2000, 109). As well, ‘leadership
practices’ were crucial in promoting professional community. “This is
leadership that creates an emotional economy within the school that
is supportive of teachers and students and encourages innovation
and risk taking.” (Lingard, Mills and Hayes, 2000, 109). The term
‘emotional economy‘ coined by Blackmore (1999, 162 ff.) is
significant and has relevance to this ACT study. Lingard et al
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observed successful school communities exist where “teaching and
learning are afforded the highest valuing within the structure of the
school and leadership is dispersed across the school” (2000, 109).
Consistent with the Newmann and Associates study, Lingard found
that effective schools built links with other schools, universities,
professional agencies, thereby acquiring an outward focus and
‘reaching out beyond the school’.
A perspective on teacher resistance is relevant here. Lingard (2000,
107) rejects the notion, inherent in traditional school reform and
school improvement movements, that the teacher is to blame for
poor student learning outcomes. His research highlights structural
reasons characteristic of ‘recent systemic reforms and to the
representation of teachers within them’, citing ‘curriculum and
assessment pressures and their non-alignment’ (2000, 107). Like
Louis in the Newman research, he argues that ‘changes are required
in pedagogies’ together with ‘complementary modifications to school
and systemic structures and support’ (2000,107).
The findings of both studies highlight the role of post-bureaucratic
education systems in supporting ‘capacity building’ and innovative
practices in schools, including support for teacher and Principal

73

professional development.

This finding has implications for my

ACT study. The aforementioned research reiterates the need for
systemic support to schools in building learning communities and
enhancing organisational capacity in which teacher knowledge and
practices are the keys to effective school reform.

2:6. The Culture of Resistance
One of the key motifs to be explored in my ACT study is teacher
resistance. A search of organisational change literature reveals that
teacher resistance has not been examined “in any light, let alone to
uncover the sense behind the resistance, to discover if it possesses
any altruistic or moral purpose; whether it is agentic or
reactive”(Edwards, 2000, 2). Organisational change literature prior to
Evans, Fullan and Hargreaves is steeped in the rational-structural
paradigm portraying resistance to change as ‘fault’ or ‘opposition’ to
be managed.
Edwards reports that some change literature presents resistance as a
‘function of ignorant, change resistant employees’. Cooke (in a
keynote address to Australian Principals) referred to the ‘resister’ as
“suspicious and generally opposed to new ideas; usually low in
influence and often isolated from the mainstream”(1994, 2). The
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latter view is allied to the study of Paul Willis (Learning to Labour,
1977) on working class youth and their struggle for power and why
it is that they do not have the capacity to overthrow the institution.
Past Victorian Premier Jeff Kennett was reported in The Australian in
1994 as describing teachers who resisted the mandated curriculum
changes in Victoria as ‘troglodytes trying to hang onto the conditions
and practices of the past’ and as ‘lazy’, ‘obstructive’ and
‘troublemakers’. Such perspectives are condescending, undignified
and disrespectful towards teachers. There is little recognition of
teachers as proactive agents, their actions represented as a
conservatist impulse. It is no wonder then that some teachers are
wary and cynical about change reform agendas.
Wilenski identifies three factors, not related to teacher agency, that
inhibit successful reform initiatives.
Where reform meets resistance, it may not be simply because of
obdurate teachers. There may be genuine differences between the
centre’s ideologies and those of the teachers, or a reluctance to
relinquish power by those who benefited most by the current
arrangements or, thirdly, a resentment of the implied criticism of
older practices by the new framework (Wilenski, 1986, 172-6 cited in
Edwards, 2000, 2).
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Likewise, teacher fatigue induced by relentless reform has been
explained as “a breakdown of trust by teachers tired of the continued
imposition of new expectations and managerial structures without
adequate consultation” (Durbridge, 1991, 85).
The ‘first wave’ change research, eg Huberman and Miles (1984), is
predominantly concerned with ‘benevolently authoritarian forms of
management’ efforts engaged in overcoming teacher resistance to
achieve compliance (Gitlin and Margonis, 1995, 383). By the same
token, however, Gitlin and Margonis (1995) acknowledge the value
of ‘resisters’. Resistant acts ‘often embody a form of good sense’ and
to eliminate resistance is exhausting and futile. According to Binney
and Williams, “What is needed is to hear the discontent, not to judge
it or deny it, but accept it”(1995, 104). A mutually acceptable
outcome can be achieved by “listening to those who seem to be
resisters and seeking to understand what lies beneath their
resistance” (1995, 111-112). Resistance as such is portrayed as agentic
‘good sense’.
The ‘second wave’ of change research, eg Rosenholtz (1991), Sarason
(1991), Fullan (1991, 1993), Hargreaves (1993, 1994) typifies what
Hargreaves (1992) recommends as the development of collaborative
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school cultures. The focus is on teachers themselves, the need to
enhance their morale, motivation and participation. However,
contrived collegiality, as a management tool to “support the
predictable administrative plans and purposes” (Hargreaves, 1992,
234), limits the capacity of the micropolitical agency of teachers to
engage in genuine teacher collaboration and use redistributive
power. The emergence of proactive agency of the teacher does not
appear in the change literature until the late 1990s.
School improvement literature, circa 1994-5, while recognizing the
‘dichotomous perspectives’ of change, accepts resistance as normal.
Assume resistance. Conflict and disagreement are not only inevitable
but fundamental to successful planned change. Rational models of
change underestimate resistance or treat it as a problem. Resistance is
normal; collaboration is about utilizing conflict (Hopkins, Ainscow
and West, 1994, 40).

Well-intended efforts to implement innovation can be stymied by
teachers frequently overwhelmed and confronted by the change
process. Resistance to change is a normal, necessary human reaction
and the substance of a particular reform may invite resistance.
Culture ‘reflects our human need for stability, consistency and
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meaning’ and maintains a ‘conservative thrust’ that protects
organizations from change. “What is surprising is not that
institutions resist innovation but that anyone should expect them to
welcome it” (Evans, 1996, 45). Organizations do manage to ‘break the
mould’ when they are new or young. As they mature, they too
become ‘conservative, hierachical and structured’ as the ‘forces of
conservatism’ supporting the status quo ‘discourage dissent and
innovation’.
Organizations must also contain a means of development so as not to
become paralysed, but there is persuasive evidence that the
conservative thrust of organizational culture, including the cultures of
strong, effective organizations, rarely encourages such development”
(Evans, 1996, 45).

In this section, I privilege Evans’ conservatist approach to culture in
understanding resistance. Consistent with the aforementioned
literature on teacher culture, he identifies schools as having strong
culture, old culture, weak culture, suggesting that “the stronger the
culture, the more firmly it resists new influences” (1996, 46). Strong
cultures “can suffer from rigidity; they can be slow to detect changes
and opportunities and slow to respond once opportunities are
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sensed” (Evans, 1996, 46). Weak cultures also depend on their
organization for stability.
… culture serves a vital anxiety-reducing function, and so people
grasp it tightly even if it becomes dysfunstional. When strongly held,
a basic assumption provides security and makes action based on any
other premise virtually inconceivable (Evans, 1996, 47).

Culture may be likened to a prison; it can “confine both our
perspective and our approach to problem solving”, “we invest
ourselves in our work, our roles become our realities”(Evans, 1996,
48). Such dependency can make culture a ‘self-fulfilling prophecy’.
Organizational culture, therefore, is hard to change, and “trying to
do so simply strengthens the culture and stimulates resistance” (Vaill
cited in Evans, 1996, 49). Real cultural change is “systemic change at
a deep psychological level involving attitudes, actions and artifacts
that have developed over substantial periods of time” (Vaill cited in
Evans, 1996,49). It is more difficult to effect cultural change in
schools whose culture is less entrepreneurial and more bureaucractic
and where ‘the gravitational pull of culture is stronger in them”
(Vaill cited in Evans, 1996, 50).
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Consistent with ‘second wave’ research, resistance has been viewed
by administrators “as part of the solution, not just part of the
problem” (Evans, 1996, 38). Evans recommends ‘strategic biases’ to
‘reduce and resolve resistance rather than to drive or drag people out
of it, to foster followership, not to force obedience” (1996, 272).
Defending an innovation involves leaders challenging teachers’
acceptance of, and comfort with the status quo and assisting staff to
make the transition from:
•

loss to commitment,

•

old competence to new competence,

•

confusion to coherence, and

•

conflict to consensus (Evans, 1996, 55).

Evans labels this process ‘unfreezing’. In recognizing individuals’
differing responses to innovation, Evans has developed the IRK scale
(Innovation Responsiveness Kontinuum) ranging from the ‘hottest
hot’ to the ‘deepest freeze’ and drawing on the dimensions of
commitment (whether teachers are invested in the change) and
fulfillment (whether they are actually implementing it).
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2:7. Innovation Responsiveness Kontinuum
Red Hot

Unfreezable

Cryogenic

Committed

Yes

Yes

No

Making It

Yes

No

No

(Evans, 1996, 274)
The broad continuum presents a way to problematise the data,
gathered and represented as teachers’ stories of ‘lived experience’ in
chapter 4. Chapters 5 and 6 engage the reader in a discussion and
revisit the schema’s application to the findings of my ACT study.
Integral to understanding teachers’ responses to innovation is to
attend to the lived reality of those involved in the innovation.
Teachers’ natural aversion to change is intensified by 3 factors – their
stage of life, their stage of career and their unique composition as a
cohort, and the unique historical context in which they have worked.
Midlife and mid-careers reduce teachers’ appetite for innovation
(Evans). In Australia, as in the USA, the aging teaching population is
more vulnerable to stress and burn-out, and ill prepared for change.
Research shows that “the greater the number and extent of the
changes people face and the larger the gap between the demands
made upon them and the resources available to them, the more

81

prone they are to the physical and psychological symptoms of stress”
(Evans, 1996, 111).
Schein poses a set of developmental tasks, some of which provide the
focus for discussion in chapter 5, for individual teachers undergoing
the lived reality of a change program.
•

specializing versus generalizing,

•

establishing an organizational identity and area of contribution,

•

modifying career dreams,

•

achieving a balance between work, family and self development,

•

maintaining a positive growth orientation (Schein cited Evans,
1996, 111-112).

2:8. Leading in a culture of change
Building teacher ‘readiness’ to embrace new ideas is critical for
successful innovation. “For change agents, building such readiness is
a key goal of people leadership” (Evans, 1996, 115). Evans challenges
traditional notions of leadership which complicate rather than
facilitate the implementation of change, aligning himself with recent
research advocating community and ‘servant leadership’, ‘the leader
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as the steward of a self motivating, self-managing community’
(Evans, 1996, 230). Authentic leaders, Evans argues, endorse:
collective involvement and professional community, but not at the
expense of their core commitments. They will not sacrifice substance
for process, clarity and focus for management modality. They do not
abandon traditional authority; they use it judiciously, building
involvement as they can in a variety of informal or formal ways but
asserting themselves as they must. They provide a binary leadership
that is both top-down and bottom-up. In this way they avoid pitfalls
that can turn empowerment into quagmires and they help school
communities deepen the commitment on which improvement
depends (1996, 230).

However, Evans notion of leadership is bruised by a lack of faith in
shared power underlying the notion of ‘authentic leader’. His notion
of leadership reminds us of Hargreaves’ contrived collegiality.
The lack of proactive agentic sense of the possibility for teacher
professional community is couched in a conservative view of
organizational culture favouring sanctions over the encouragement
of teacher empowerment and collegiality. Evans opines; “few
teachers want to be fully empowered and collegial; for many, these
goals swim against the tide of life and career” (1996, 232). Those of
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us involved in reform efforts acknowledge that promoting
collaboration and collegiality is now hard to achieve, demanding
incredible sophistication and commitment from inexperienced and
reluctant participants, and can provoke apathy.
Current change literature suggests that successful change engages
individuals; it accepts change is individually threatening and
disconcerting, recognising that teachers and schools are different and
that there exists a large capacity for individual proactive teacher
agency. I argue that a conservative view of culture invokes significant
cultural opposition, not welcoming forms of resistance as ‘good
sense’, and is blinded by the possibility that teachers’ reactions to
reform efforts may be grounded in the ‘heuristic realities of
classroom teachers’ (Edwards, 2000, 3). In his study of Victorian
teachers, Edwards acknowledges the collective capacity of teachers
who “can create, through a range of individual and collective,
‘contained’ or ‘disruptive’ creative strategies, an empirically rich
unofficial underlife to official policy intention (Riseborough, 1997,
171 cited in Edwards, 2000). This notion is also supported in
teachers’ ‘cover stories’ that enable teachers, “marginalized by
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whatever the current story of school is, to continue to practice and
sustain their teacher stories” (Clandinin and Connelly 1996, 25).
This ACT study is concerned with the responses of individual
teachers to change initiatives implemented at the school and system
level. Are changes adopted, adapted, resisted or ignored? In addition
to other authorities, the work of Ball and Bowe is helpful in
understanding what teachers do with, and how they respond to a
change initiative, citing ‘active interpretation and meaning-making’
in a context invoking ‘…resistance, accommodation, subterfuge and
conformity’ (1992, 100).

2:9. The Australian
approach

Context:the

managerialist

This section builds on the coverage offered in chapter 1. An
understanding of Australian government policy helps to situate my
ACT study.
It is acknowledged that a number of recent restructuring attempts by
Australian state and territory education systems have met with
varying degrees of success. Seddon (1997) was optimistic that this
‘wave’ of restructuring would empower teachers to ‘reregulate,
reorganize and reauthorise’ the teaching profession while Ball (1997)
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suggested that teachers had been the pawns rather than the subjects
of educational policy. Brian Caldwell, a chief exponent of Victoria’s
“Schools of the Future”, in a review for DETYA, echoed Fullan’s
earlier findings:
There is …no doubt that evidence of a direct cause-and-effect
relationship between self-management and improved outcomes is
minimal (1998, 38).
This is understandable given that few initiatives in self-management
have been linked in a systematic way to what occurs in classrooms in
a manner that is likely to impact on learning (1998,38).

The Senate Employment Education and Training References
Committee’s (1998) inquiry into the status of the teaching profession
reported that teachers viewed “devolution as reducing their
ownership and control of their work, with concomitant undermining
of the profession” (A Class Act, 6/18). Hargreaves concurs, having
argued:
where self-management or local management is accompanied by the
retention over what is produced…then school-based management is
no longer an avenue of empowerment but a conduit of blame (1994,
68).
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Within a climate of what Lingard, Mills and Hayes (2000, 100)
described as the “current policy reality of parsimonious funding and
the related mistrust of teachers built into some accountability
systems of standardised testing”, there was a danger of ‘deprofessionalising’ teachers by implementing ‘compliance models of
policy’ (Seddon, 1997).
It was reported that:
we now have a situation where reform or change fatigue is commonly
reported by those working in schools, as well as deep cynicism and
scepticism amongst many teachers within government educational
systems regarding structural reforms (Lingard, Mills and Hayes, 2000,
99).

Lingard, Mills and Hays concluded:
Thus, effective education policy today also has to be cognizant of the
factors that mediate the effects of good individual practice and whole
school effects. This will also require consideration of system and
school relationships, including the necessary external supports for
schools (2000, 100).

As reviewed earlier in this chapter, leading researchers in Australia
(and

the

USA)

have

been

rethinking

schools

as

learning
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organizations where teacher practices and pedagogy are linked to
improved student achievement, arguing that we are:
placed in what we might call the second generation of school
restructuring to learn from research and experience so as to focus
systemic funding and school reform on those levers of educational
policy which impact directly on students’ learning experiences
(Lingard, Mills and Hayes, 2000, 100).

In cautioning against the current wave of external accountability,
Lingard argues that the renewed emphasis on accountability testing
has the danger of deskilling teachers and “negatively affected
pedagogies and curriculum, thinning out pedagogies rather than
pushing them in productive directions” (Lingard, Mills and Hayes,
2000, 112).
For the ‘authentic teacher’, systemic policies stimulate professional
resistance

and

present

a

dichotomy

which

compromises

professionalism, erodes skills and in turn affects the quality of
student learning outcomes. “Indeed, many aspects of the dominant
reform agendas in schooling thin out pedagogies and reduce the soul
of teaching” (Lingard, Mills and Hayes, 1996,103). Although a similar
sentiment has been expressed by teachers implementing the ACTAP
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initiative, I have observed, however, that the Year 9 Exhibitions Pilot
in 2001 has been welcomed by teachers for its potential to improve
student performance and use new pedagogies.
In Australia, we are witnessing a transformation from the modernist
approach of the Whitlam era to the ‘postmodernist performativity’ of
neo-liberal policies of the Howard federal government. The global
and systemic social and economic imperatives of recent times have
presented major theoretical and political tasks for schools and
education systems worldwide. The ‘managerialist’ approach presents
a tension for teachers whose professional life is characterized by
participation, debate and conflict. The ‘managerialist’ view of
outcomes and testing for standards has met with obvious criticism.
Ball et al cite “the authoritarian and hierachical lines of
accountability which serve to control ‘ordinary’ education workers”
(Ball, Vincent, and Radnor, 1997, 148). Goodlad maintained earlier
that if teacher effectiveness is to “ be determined solely on the basis
of the rise in achievement test scores, it is no wonder they resist”
(1987, 200). There was, however, contrasting evidence that teachers
in the USA were conforming to ‘teaching to the test’ (Darling
Hammond and Wise, 1985; Rosenholtz, 1990).
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In the ‘managerialist’ era, teachers generally have lamented a lack of
partnership between the bureaucracy and the school when policy is
handed down; teachers have reacted defensively in response to being
told what to do, arousing feelings of powerlessness and antagonism.
What is handed down as policy and how the teacher interprets and
translates it into practice is not known.
Policies do not normally tell you what to do; they create
circumstances in which the range of options available in deciding
what to do is narrowed or changed or particular outcomes are set. A
response must still be put together, constructed in context, offset
against or balanced by other expectations (Ball, 1997, 257-274).

It is the teacher ultimately who determines the meaning and
effectiveness of policy initiatives. In a performative climate, the
teacher is liable to validate the reform, the teacher’s obedience is
called upon and little account is taken of a school’s prior history of
reform and teachers’ previous experiences.
Authorities including Apple, Clandinin and Connelly, Louis and, in
recent times, Smyth and Lingard in Australia advocate the presence
of dynamic professional community and active teacher and student
involvement in curriculum innovation. Various views of teachers’
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responses to innovation distinctly call for teacher ownership.
Yeatman and Sachs maintain:
change works best and becomes anchored in ongoing creative
adaptation if it is driven and owned by those who need to do the
changing. It works least well when it is experienced as an external
imposition (1995, 14).

Likewise, Blackmore, Bigum, Hodgens and Laskey argue for
professional identity and capacity:
to impart to teachers a sense of professional identity through
recognition of their expertise, a capacity to use discretionary
judgement, and which is premised on their ownership of change
(1996, 16).

This literature defies the 1990s Victorian experience where decision
making for the curriculum is transferred to the ‘centre’. Edwards’
study

of

teachers’

responses

to

the

Curriculum

Standards

Framework suggests that teachers’ responses were more selective
than the ‘simple binary of blind ignorance versus blind obedience’
and that there were a ‘bulk of teachers who were strategic in agency’
(2001, 5).
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2:10. The ACT Context
This section complements the history of ACT high schools developed
in chapter 1. I argue that some of the above trends, or moral panics,
have contributed to a culture of performativity in the ACT in recent
years. In particular, the implementation of the ACTAP has followed
a managerial line in a political climate where schools are held
accountable through quantifiable literacy and numeracy tests.
However, community solidarity has prevented any plan to publish
league tables whereby the community would be able to judge
schools’ performances.
As indicated in chapter 1, a strong ethos focusing on teacher
empowerment and teacher ownership of curriculum design has been
the hallmark of the ACT education system. I argue that the ACT, at
the turn of the century, has been moving toward a socially critical
approach (Kemmis, Cole and Suggett, 1983), although hardly the
dominant trend, manifest in practices such as negotiated, integrated
and transdisciplinary curriculum now flourishing in some ACT high
schools.

(This

approach

appraises

the

social

and

cultural

backgrounds of the teachers, the students and the school and the
systemic setting in which they are working).
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The national call for more intellectually demanding curriculum in
secondary schools has emerged from the QSRLS research, the
MYRAD project in Victoria and the High Schools for the New Millenium
project in the ACT. Currently, the ACT government is demonstrating
a healthy commitment to allocating resources to progressive
curriculum, pedagogy and assessment initiatives focused on
educational needs for all students. The research emerging from the
NEW BASICS project has produced ‘rich tasks’, an alternative
assessment to the traditional forms of assessment practised in ACT
secondary schools. However, it remains to be seen whether new
programs will jockey for position to become systemic reforms (with
or without sustained external funding), thereby competing with
dominant conservative trends and replacing old forms of curriculum
and assessment, in contrast to adding to the already crowded
curriculum base. I have observed that reform fatigue is already
leeching high schools whose teachers have experienced a wave of
new programs brought on in quick succession without adequate
professional development and time to absorb and embrace the thirtynine initiatives reported in chapter 1.
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Consistent with the dominant trend in ACT high schools,
Hargreaves (1996) observed that organisational structures of
secondary schools result from deliberate systemic intentions,
curriculum philosophies and political constructs. Apart from sheer
size and flexibility, Hargreaves (1996, 26) identified academic
orientation, student polarisation and fragmented individualism as
factors inhibiting reform in schools. In secondary schools, researchers
argue, a distinct teacher orientation to content and subject matter has
influenced teachers’ approach to pedagogy and their attitudes to
curriculum change. Teachers’ resistance to reform in secondary
schools, researchers agree, derives from the established relationship
formed by teachers’ association with their subject area.
Advocates of middle schooling have defended flatter administrative
structures and the employment of teacher teams in facilitating
collaborative workplaces. A number of ACT schools have embarked
on teacher teaming such as year level teams, sub school organization,
and achieved flexible timetabling arrangements to deliver their
educational program. The Australian National Schools Network
reported that “…. Teachers working together in teams found
themselves professionally developed, their workloads seem more
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manageable and stress reduced with the load for planning teaching
being shared” (Brennan and Sachs, 1998, 17). The importance for
ACT teachers to conduct their research has been recognized in recent
years through the ANSN Research Circles providing reflexive
experiences for teachers to work closely together and enjoy
professional

growth.

As

my

ACT

study

illuminates,

their

deliberations mirror similar themes/motifs reported in the main
research on organizational change.
The ACT’s experience of reform in high schools is interesting and has
application to my study. The literature review presents three key
motifs that underpin this ACT study – teacher agency, professional
community and teacher sensitivity to change initiatives. What are
teachers’ views of the change process? Do organizational factors,
both structural and cultural, originating from political/systemic
imperatives, teacher orientation and curriculum and assessment
practices enhance or hinder school reform? To what extent do
professional community and teacher agency contribute to innovative
practice in ACT high schools? What role does leadership play in the
change process?
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2:11. Conclusion
The growing body of literature concerning educational reform offers
various foci to frame my ACT study. Such theories of explanation are
inadequate in providing possibilities for teachers, individually or
collectively, to exercise proactive agency in developing and
sustaining professional learning communities. Earlier models of
organizational culture advocating linear or rigid continuums, based
on a deficit approach to teachers’ involvement in the change process,
are conservatist, viewing teachers as oppositional and obstructional,
intent on upsetting predetermined plans and blueprints for reform.
Consistent with the spirit of these models, teacher resistance to
reform efforts is found to be at fault and sanctioned.
The earlier work of Fullan and Hargreaves encourages a
collaborative workplace ethos. However, the opportunity for
teachers to engage in shared power relations and exercise proactive
agency to develop professional community has been ‘short changed’
by ‘managerialist’ forces. Authorities on change literature including
Hargreaves, Fullan and Evans recognize the ‘emotional labour’ of
teaching, taking into account the multiple lived reality of teachers’
work. According to these authorities, teachers are portrayed as
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exercising creative agency and challenging the status quo is accepted
as ‘good sense’. Projects such as the QSRLS and the Newmann and
Associates study on Authentic Achievement highlight progressive
social justice, redistributive power and proactive teacher agency as
key

characteristics

of

positive

school

reform.

Increasingly,

educational research is recognizing the capacity of teacher agency,
the potential of professional learning communities and the multiple
lived reality of teachers’ work.
This chapter has also examined the impact of globalisation on policy
development in Australian education systems and its focus on
keeping schools and teachers accountable by promoting a culture of
‘performativity’. It argues that governments have largely excluded
teachers from the development of policy initiatives, thereby reducing
teachers, in some cases, to ‘technicists’ operating in a climate of
distrust and cynicism. The corollary to this is empowering teachers
to become ‘authentic’, as suggested by the QSRLS and Newman and
Associates studies.
Essentially, my study of ACT teachers examines teachers’ ways of
constructing the meaning of change in their working lives. It uses an
interpretive-narrative approach to investigate whether teachers’
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responses to change are either agentic or reactive; clearly the
available literature is not conclusive. My study seeks to examine
teachers’ attitudes and beliefs in terms of strategic and agentic intent.
It seeks to explore teachers’ ‘lived experiences’ to gain a deeper
understanding

of

teachers’

responses

to

system

initiatives

implemented at the school level. It will involve an examination of the
lived realities of teachers’ ‘emotional work’ in responding to reform
initiatives.
My study expects to identify those practices and /or conditions that
facilitate (or hinder) innovation in ACT high schools, according to
teachers’ perspectives. My research adds an ACT voice of teachers to
the small amount of available literature and research conducted in
Australia to date. It explores the necessity for teachers and
administrators to engage in their own research as a means of
acquiring information and an individual sense of worth about their
own work. My study draws on the work story as a research tool
enabling teachers to exercise their own agency in negotiating their
stories of lived experience. The data gathered is represented as
teachers’ narrative stories, categorized according to Evans’ IRK scale
– the Red Hots and the Unfreezables. The representation of the data
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also includes my story as an administrator, serving as a prologue to
the teachers’ individual stories.
Chapter 2 has provided a foundation on which to build an analysis
of the impact of innovation on teachers’ lived experiences. Chapter 3
outlines the research methods and methodology employed in my
study. It demonstrates the ways in which the methodology
developed in liaison with the emerging data, and the approaches to
analysis that have contributed to the analysis contained in later
chapters.
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3.

Methodology, Research Design and
Data Analysis

3:1. Introduction
Chapter

One

outlines

the

developments

and

rationale

for

educational change at the ACT and national level. It also
foregrounds the dilemmas and issues central to my research. Chapter
Two examines the literature of change in the context of teachers’
responses to change, focusing on teacher agency and voice, the
culture of teacher resistance and the concept of teacher professional
learning communities.
This chapter presents the rationale guiding the study’s methodology
and research methods including an outline of the protocols used in
approaching the participants involved. The research field in which
my ACT study is situated has been described as the “landscape
within which we live as teachers and researchers, and within which
the work of teachers can be seen as making sense…” (Elbaz, 1991, 3).
My study relies on teachers’ perceptions and impressions of change
in exploring the research question and determining the conditions
necessary for innovation. My study draws on narrative inquiry and
in-depth interviews with a small number of teachers across a small
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sample of ACT high schools. The collection and analysis of data
involves teaching colleagues’ perceptions of change initiatives linked
to the research question. I also include my perspectives of, and
experiences of change management as a teacher/administrator. I
have framed the teachers’ voices by an overarching narrative tied to
the research question. I have represented the data as negotiated
stories of teachers making sense of their experience of change.
My study calls for insider or emic (Patton, 1900) understandings and
the provision for different voices to be heard. In considering the
research methodology, I grappled with the role of the ‘deep’
researcher and its related costs and benefits in valuing the experience
of both the researcher and the participants. My situation as ‘deep’
researcher combined with my position as an administrator on one of
the research sites privileged me to an intimate knowledge of the
school’s culture and its participants. Being sensitive to my role as
researcher, I have made every attempt to address ethical and
methodological concerns associated with my research, in particular:
1. The participants’ stories and their impressions and experience of
innovation and how it has impacted on their professional and
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individual learning, classroom practice and, where possible,
career development.
2. The positioning of teachers as they interact between the micro
and macro-political environments as a means to understand their
responses to systemic initiatives. What are these?
3. The question of the veracity of teachers’ stories and the necessity
for the researcher to consider several participant positions.
4. The participants’ voices as representative of reflexive research,
viewed as essentially a “discovery process” (Moustakas, 1990),
valuing the experiences of others as well as the researcher.

3:2. Research Methodology
My study explores the experiences of teachers in response to ACT
educational change initiatives. The research dilemmas underpinning
my study relate to teachers’ perceptions of change and how they
inform us about the conditions required for effective school change.
According to Denzin and Lincoln (1994), my study falls into the
interpretive-constructivist paradigm with leanings towards the
emancipatory paradigm to explore the effects of power and status.
I chose narrative inquiry for my study because of the link “clearly
established in the minds of teachers and researchers between the

102

telling of stories and the exploration and development of personal
and professional voice and identity” (Graham, 1995, 196). Narrative
inquiry gives me a purchase on three key issues—teacher agency and
resistance, professional learning communities and leadership. It also
provides an interpretive lens on the above-mentioned key issues.
Authorities such as Thomas, Goodson and Elbaz have contributed to
my research process in validating the choice of narrative inquiry as a
legitimate research methodology enabling teachers to use their voice
as a source of empowerment and advocacy.
A significant feature of narrative study is its capacity to provide a
medium for teachers to make a personal and professional statement
(Elbaz, 1991). “There seems to be no doubt that a well constructed
story possesses a kind of narrative that is real and immediate”
(Spence, 1984, 21). “The story is the stuff of teaching; the landscape
within which we live as teachers, researchers and within the work of
teachers can be seen as making sense” (Elbaz, 1990, 3). Elbaz cites
three types of narratives: the narrative in the curriculum, the
narrative in the teachers’ lives and the researchers’ narrative about
the other two.
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The terms teacher narrative and teacher’s story have been used
interchangeably to refer to “actual accounts of classroom experience,
shared by written or oral language, and used to help teachers think
more deeply about the meaning of teaching and learning and to
grow and change, both personally and professionally” (Jalongo and
Isenberg, 1995, 4-5).
Engaging in story telling through teacher narrative is the heart of
teacher reflection because narrative is validating. It retrieves and
rescues our experience from the realm of meaningful experience.
Stories provide teachers with a way of seeing into themselves; they
offer good counsel and can be a source of comfort. Through story,
teachers can raise profound questions and shape the landscape of
their minds for the whole of their lives (cited in Barton and Booth,
1990). Personal narratives help teachers to unlock beliefs, perceptions
and experiences (Jalongo and Isenberg, 1995, 77).

According to Jalongo and Isenberg, a good and useful story of
practice has four key characteristics: “Authenticity, reflection,
reinterpretation and response – we believe that these are the features
that elevate a teacher’s story from the realm of idle talk” (1995, 12).
My study of ACT teachers relies on the premise that teacher narrative
gives teachers the capacity to reflect upon experience, beliefs and
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perceptions, involving analysis and interpretation as a means to
construct meaning. I use teacher narrative in this study as a point of
departure; this study does not attempt ethnographic research or
biography.
I draw on Thomas’ (1995) justification for teachers to disclose stories
of their life and work, arguing that narrative research assists
teachers’ professional development. He maintains that “gains in
teachers professional development has positive advantages for
pupils and, where the work becomes professionally and politically
transforming, …it has the potential for helping more systemic
changes” (1995, 11). His approach welcomes “the actors’/agents’
right to speak for themselves: the advent of teacher as subject not
object” (1995, 4). He distinguishes between two broad categories of
teacher narrative: autonomous writings and collaborative accounts. I
privilege the latter approach giving both researcher and teacher
equal status as professionals and as individuals in producing the
narrative text. As the researcher, therefore, I do not have the right to
absolutist interpretation of the narrative. This way, neither teacher nor
researcher can claim privilege to an absolutist or authoritative discourse,
nor privilege their position or perspective. The heuristic dialogue
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focuses on the contribution made by either individual to the
discourse concerning theoretical perspectives of the researcher,
confronted by the ‘private theories’ of the teacher played out in the
realities of the classroom. Ideally, both parties benefit from the
heuristic dialogue.

3:2:1.

A Rationale

The following elements, based on authorities espousing narrative
inquiry, provide the rationale for applying narrative inquiry to this
study of ACT teachers.

3:2:1:1.

Knowingness

‘Knowing’ has been defined as a “sense of an expanded and
deepened awareness of the roots of professional practice; beliefs,
behaviour and values” (Thomas, 1995, 11). I assume that the
teacher’s past affects present attitudes and behaviour. It has been
argued that there is a strong link between personal life history and
professional career. Therefore, experience and self become key
constructs, and the narrative must take account of these (Thomas).

3:2:1:2.

Self in teaching.

I accept that it is difficult for the teacher to distinguish his or her self
from the professional persona. The intrusion of self is imminent.
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Aufenanger (1985 cited in Thomas, 1995) uses the spoken
(spontaneous) autobiography and asks questions in interviews to
engage teacher and researcher in mutual reflection about the
meaning of the experiences in the text. Narrative interviewing
techniques are a feature of my research design, making allowances
for the intrusion of self into the professional persona.

3:2:1:3.

Personal-practical knowledge

Teacher narratives are useful in revealing features of accumulated
experiential knowledge originating from within “a school, school
system and society’ (Elbaz, 1991, 13); it is ‘high-context knowledge’,
compared with the researcher’s ‘low-context knowledge or ‘decontextualised discourse’. We tend to relate our experiential
knowledge in story form.
Personal knowledge…is constituted by the stories about experience
we usually keep to ourselves, and practical knowledge, by the stories
that are never, or rarely related, but provide, nevertheless, the
structure for the improvisation that we call coping, problem-solving,
action (Grumet, 1987, 322).

I acknowledge the epistemological concerns relating to teachers’
stories of practice and “whether that knowledge can exist outside the
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discourse conventions and relationships which produced it”
(Thomas, 1995, 14).

3:2:1:4.

Career

Acker, Ball and Goodson, Nias and Aspinwall acknowledge that
teachers cooperating in the presence of a ‘neutral but friendly
outsider’ and “creating the meaning and shape of their lives through
narration” (Thomas, 1995, 15) is a technique for understanding the
present through a reflection of the past. As a deep insider researcher,
I am able to elicit rich data from my participants, building on the
trust already established in the work place, and encouraging them to
make sense of their experiences of change in their working lives
through the use of story.

3:2:1:5.

Voice

The notion of teacher’s voice as a source of potential empowerment
(Thomas, 1995, 15) is now widely accepted in research circles. The
previous view was: “The ordinary teacher is the silent subject who
has not always been given a position as subject on our
discourse”(Elbaz, 1991, 8). Using teachers’ voices in research defies a
common criticism of teachers; that is, their understanding of their art
and craft is concealed from themselves – their knowledge is only
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‘tacit’. (Traditionally, oral or written life histories have been
relegated to “second class forms of representation” (Sarbin, 1986, 34) in the form of raw data, quasi literature.)
It is agreed that teachers’ voices are embedded in their lives,
lifestyles, and represent the teachers’ life and its purposes (Goodson).
It is not enough to observe teachers’ behaviour and performance.
“Failure to understand the teacher’s voice is failure to understand
the teacher’s teaching” (Hargreaves, 1994, 249), especially
…in education, the bureaucratic impetus to guide processes of change
and improvement from the center may lead the teacher’s voice that
doubts the change or disagrees with it to go unheard, be silenced, or
be dismissed as ‘mere’ resistance. In this respect, as the forces of
bureaucratic control and teacher-led professional development
wrestle with one another, one of the greatest challenges to the
emergence of teacher voice is the orchestration of educational vision
(Hargreaves, 1994, 249).

An identified theme in my study is the epistemological dilemmas for
teachers, especially their own agency. Defined as “conflict filled
situations that require(d) choices because competing, highly prized
values cannot be fully satisfied” (Cuban, 1992, 6), dilemmas,
ordinarily, are insoluble. This study recognises teachers’ work in an
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unstable, uneasy professional environment constantly bombarded by
conflicting, often irreconcilable, claims at the local and system level
and explores the possibility for teacher agency.
In revealing my own perceptions about change as an administrator,
my position or perceptions are not privileged. Both teacher and
researcher have equal status as professionals and as individual
participants. This way, the voices of my participants are valued as
well as the voice of the researcher so that in representing the data, I
have included my story as an administrator to set the context for the
four teachers’ stories that follow. My role as a deep researcher, again
based on trust, together with the participants’ inherent belief that
their work and therefore, their voice is being valued in my ACT
research project, empowers teachers to tell their secret and cover
stories off the professional landscape so that their voice does not go
unheard.
My ACT study also draws on, and is informed by studies of teachers
undertaken by Huberman (1995) using narrative interviewing, and
Clandinin and Connelly (1996, 2000) and Kainan (2000) using the
work story to assist teachers’ understanding of their teaching and to
construct meaning.
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3:2:2.

Narrative Interviewing

Narrative interviewing is central to my research design. I found
Huberman’s work using narrative interviewing helpful in preparing
my research design. Huberman (1995) describes teacher talk as
“straight

talk:

jargon

free,

experientially

dense,

expressive,

compelling” (1995, 129), suggesting that “telling the story of one’s
life is often a vehicle for taking distance from the experience, and,
thereby, of making it an object of reflection” (Huberman, 1995, 131).
Called ‘decentering’, it enables a teacher to exit from the ‘hurly
burly’ of the classroom to reflect on his/her life and practice, and
possibly give it meaning. ‘Decentering’ has the real possibility of
“unfreezing one’s current vision of oneself and moving it to another
place, cognitively” (Huberman, 1995, 131).
Narrative interviewing is ‘the key to self-understanding and, from
there, change’ (Huberman, 1995,140). The interview process is “like a
mutual support group for enacting change in one’s life” and “a
vehicle for a kind of personal emancipation”(Huberman, 1995, 140).
Interactive interviewing around teachers’ experiences is “a royal
road to attitude change and, from there, to a sort of emancipation
from the grooved ways of thinking about one’s work” (Huberman,
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1995, 131). Emancipation for some teachers is the springboard to
“confronting the social or political determinants of teachers’ working
lives. The invisible strings of power or influence within the system
become more visible, and the desire to understand them, then to act
on them, begins to gain momentum”(Huberman, 1995, 131).

3:2:3.

The Work Story

Significant research in the field of personal experience using the
vehicle of teachers’ work stories has been conducted by Clandinin
and Connelly (1996, 2000) and Anat Kainan (2002), both having
application to my study of ACT teachers.
Personal stories are integral to educational practice. Teachers and
administrators shape their attitude to their work and how they view
their roles through story (Clandinin and Connelly). The professional
knowledge landscape “creates epistemological dilemmas that we
understand narratively in terms of secret, sacred and cover stories.
The metaphor of the professional knowledge landscape provides a
way to contextualise research-based understandings of teachers’
personal practical knowledge” (Clandinin and Connelly, 1996, 4).
A landscape metaphor is particularly well suited to our purpose. It
allows us to talk about space, place, and time. Furthermore, it has a
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sense of compromising a landscape and calls for a notion of
professional knowledge as composed of a wide variety of components
and influenced by a wide variety of people, places and things.
Because we see the professional knowledge landscape composed of
relationships among people, places and things, we see it both an
intellectual and a moral landscape (Clandinin and Connelly, 1996, 45).

The

professional

knowledge

landscape

refers

to

“…

two

fundamentally different places on the landscape, the one behind the
classroom door with students, and the other in professional places
with others. …this split existence is central to the disturbance
teachers

feel”

(Clandinin

and

Connelly,1996,

5).

Teachers’

professional lives become “part and parcel of moral and
epistemological dilemmas associated with living in, and repeatedly
crossing back and forth between, two epistemologically different
places on the landscape” (Clandinin and Connelly, 1996, 5). Teachers
face the dilemma of walking out of the safe secrecy of the classroom
and

entering

a

public

place

on

a

dramatically

different

epistemological and moral landscape.
Teachers tell and live their cover stories in the out-of-classroom
professional landscape, stories in which they portray themselves as
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characters who are certain, expert people. These cover stories are a
way of managing the dilemma (Clandinin and Connelly, 1996,15).

Clandinin and Connelly refer to the conduit.
The conduit is a metaphor that allows us to name the sacred story and
to give a sense of how it functions in relating theory and practice in
education. Specifically, the conduit allows us to imagine how the
sacred story shapes teachers’ professional knowledge landscapes
(1996, 9).
Nothing enters the landscape value-neutral; nothing is there for
interest’s sake to be discussed and understood…. Everything comes
with a moral push with which the teachers are expected to do
something (Clandinin and Connelly, 1996, 11).

For example, teachers will accept what comes through the conduit as
‘given’. To debate the appropriateness of matters such as system
policy and edicts is “to question someone’s authority. Discussion …is
removed from matters of substance to matters of personality and
power” (Clandinin and Connelly, 1996, 10). Teachers are often
suspicious of the purpose of, the person(s) responsible for, and the
benefits gained from policy edicts ‘handed down’ to them.
Ordinarily, teachers operate from a moral perspective, question goals
and values and invariably resist imposed policies and plans. In a
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culture of contrived collegiality, the teacher’s voice as a source of
empowerment is suppressed. By default, teachers who have no voice
will resort to accommodation as the line of least resistance.
True professional learning cultures encourage teacher debate and
dialogue. Teachers feel at ease telling their cover and secret stories
about new and radical ideas, criticizing policy, the administration or
the organization in a safe place such as the classroom or the faculty/
staff work room. My study draws on three distinct characteristics of
personal narrative (Clandinin and Connelly, 1988) that permeate
teachers’ stories (and empower teachers to become reflective and
collegial professionals.
•

Dialogue

•

Metaphor

•

Voice

These elements of personal narrative, together with a discussion of
teachers’ cover and secret stories, frame the basis for discussion in the
analysis chapter and deliver a special purchase on aspects of teacher
agency, teacher resistance and professional community.
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A contemporary proponent of the work story is Anat Kainan (2002).
Langellier (1989, cited in Kainan 2002) who defines work story as
belonging to the group of personal experience stories centred on the
specific area of work. In working with Israeli teachers, the definition
of work story is cast “as a reconstruction of a personal experience
associated with work, by means of narrative constructs in a temporal
order, containing a plot and characters and having a certain
message” (Kainan, 2002, 2). “They lie on the boundary between the
public and private domains, where the personal experience story is
also part of a social process and the acts bridge between the personal
and collective meanings” (Lumksi-Ferder, 1997 cited in Kainan, 2002,
2).
These stories are a way of presenting and maintaining the school’s
social order by telling and retelling them in the staff room. The staff
room is an ‘out of the context’ place, where teachers sit and tell each
other about things that have happened in other places, choosing only
those parts of the situation that suit their purpose. They present their
stories and anecdotes while sitting together and chatting informally
(Kainan, 1994 cited in Kainan, 2002, 2).

The characteristics permeating the Israeli teachers’ stories, captured
in the above segment, find parallels with my research, discussed in
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the analysis chapter. Both sets of teachers stories’ illuminate a
preoccupation with the ‘good order’ of the school and include open
criticisms of the school’s organization. The ‘out of context’ setting
and the semi-structured interview are common to both research
designs.

3:3. Research Design
My decision to adopt narrative inquiry was based on the capacity of
this methodology to capture teachers’ opinions and explore
intensively teachers’ perspectives over a period of time. I was
convinced that this methodological approach would benefit teachers’
own understanding of their professional work, focused on the
classroom, within the wider context of the social, economic and
political structures of a school. I also recognised that this
methodological approach had the capacity to encourage teachers to
critically reflect on their role in the profession and the social
organization of the profession (Smyth, 1989), and to explore
alternative professional pathways (Jalango, 1992). Of course, as an
instrument of reflection and consciousness-raising, however, this
approach raised issues of validity and ethics, to be discussed later in
this chapter.
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3:3:1.

Preparing the research design

Narrative inquiry as a methodological approach is not so readily
captured in a research plan or proposal. Although it was important
to have definite research plans such as, “I am planning
conversational interviews with eight secondary teachers about their
experiences with school reform”, I was aware that flexibility was
required, allowing for changing directions and research techniques
and sources not foreseen at the commencement of the project.
I learned that applying the notion of flexibility in research design is
problematic.
In qualitative inquiry, the problem of design poses a “paradox”. The
term design suggests a very specific blueprint, but “design in the
naturalistic sense…means planning for certain broad contingencies
without, however, indicating exactly what will be done in relation to
them” (Lincoln and Guba, 1985, cited in Patton, 1990, 196).

The qualitative research design underpinning this study required a
measure of flexibility in terms of:
•

access to, and number of participants,

•

timing of the interview schedules,
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•

the participant’s current workplace together with their experience
in other school settings,

•

the participant’s selection of their experience of change.

The research design was dynamic, involving a reflexive planning
process. My primary interest was to hear teacher perceptions about
change in ACT high schools. My initial research design planned for
individual structured interviews followed by a focus group. Prior to
the data collection, I planned to conduct in-depth, semi-structured
individual participant interviews with eight teachers with whom I
had worked in my own school (Sunset Park High School), and who
had experience with reform in other ACT high schools as well as my
own. Some of these teachers had transferred to, and were working in
other high schools at the time of my research project. This sample of
teacher participants represented a range of disciplines taught in ACT
government high schools featuring traditional and alternative
orientations concerning curriculum organisation. Their experiences
of change varied according to their interests in curriculum
innovation and whether their school had elected to be involved in
change initiatives such as the Middle Years of Schooling, the Year 9
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Exhibitions,

the

Year

10

Information

and

Communication

Technologies and the ACT Research Circles.
Several factors intervened to vary the course of my research. For
example, access to participants was constrained by teachers’ end-ofyear school and wider community commitments. The interviews
were lengthy, lasting an average of 1.5 hours.
Variations to the initial design were continuous. For example, my
participants elicited such rich data that I decided to not proceed with
the focus group session. The richness of the data informed my
decision to represent my participants’ data as narratives and include
my own story as an administrator to foreground teachers’ stories. At
this point, based on the wealth of data, representing eight teachers’
stories was daunting. I decided to represent four teacher’s individual
stories according to the IRK scale – the Red Hots and the Unfreezables.
I arbitrarily selected two teachers to fit each category. Other factors
such as age, gender, years of experience in teaching, involvement or
lack of involvement in change initiatives, experience in other schools
and education systems, featured in the selection of the four teachers.
My decision to represent four teachers’ stories accordingly limited
my research to two high school sites.

120

The initial research plan anticipated possible themes to emerge from
the research eg teacher resistance, teacher agency and professional
learning community emerging from groundwork associated with
reading the literature of change and my experience as an
administrator involved in change management projects in the ACT.
(Such activity was accomplished in conjunction with the application
to the University’s Ethics Committee to conduct research. See
Appendices A, B and C.)

3:3:1:1.

Collecting data of teachers’ experiences

I also learned that the notion of data is problematic in qualitative
research. The notion of ‘gathering’ and ‘collecting’ data has
“quantitative overtones associated with behavioural and more
positive social science approaches… And yet it is not wrong to say
that the methods of conversational interviewing, close observation,
etc., involve the collecting or gathering of data” (Van Manen, 1990,
53). Accounts of experience, either oral or written, are transformations
of those experiences (Van Manen, 1990, 54).
I selected the in-depth conversational, semi-structured interview for
the purposes of collecting data, satisfied that this style of interview
fulfilled the following purposes:
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•

gathering and exploring experiential narrative material eg.
stories, anecdotes to gain a deeper understanding of lived
experience, and

•

taking the opportunity to reflect with the interviewee about the
meaning of the experience of change.

I realized that there were pitfalls associated with conducting this
style of interview. The interview process requires discipline and
regulation where the fundamental question drives the research
inquiry.
Thus, before embarking on a busy interview schedule, one needs to be
oriented to one’s question or notion in such a strong manner that one
does not get easily carried away with interviews that go everywhere
and nowhere” (Van Manen, 1990, 67).

As the deep researcher privy to information about the participants
and the sites, I approached the interviews having removed any
impressions or evaluations formed about the participants and the
sites over time outside this research period. I was also conscious of
the temptation by the researcher to indulge in ‘over-interpretations,
speculations and an over-reliance on personal opinions and personal
experiences’ (Van Manen, 1990, 67).
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I decided to collect accounts of personal experience by making
audiotapes of individual teachers’ stories of lived experience.

3:3:1:2.

Working the text – analytically

For narrative inquiry, there is no smooth transition from ‘gathering
the data’ to analyzing it; it is a case of maintaining a sense of work in
progress. My research experience reflected a search for a sense of
organizational unity consistent with the methodical emphasis of the
research approach. Clandinin and Connelly refer to the “back and
forthing” of writing research texts.
In applying the narrative analysis method to this study, I tried to:
1. Represent/reconstruct stories in writing from interview scripts
and my knowledge of the sites and the participants that had
bearing on the research question,
2. Analyse context and content of each story with a particular focus
on the teachers’ feelings and understandings,
3. Examine word choice, imagery, metaphor, etc
4. Focus on telling of the story – how do the participants explain
what they did or what they observed,
5. Examine how the stories relate to each other with a particular
focus on the IRK (Innovation Responsiveness Kontinuum) scale,
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developed by Evans, featuring the categories of the Red Hots and
the Unfreezables,
6. Make connections between the personal accounts and broader
cultural and political contexts of schools and the ACT education
system, and
7. Locate myself as researcher in the analysis and construction of the
teachers’ stories.

3:3:2.

Access to participants

Negotiating the clear and agreed understanding of the nature of the
research task and the relationship between the researcher and the
participating teacher is a high priority before entering the field. I had
worked with ACT high school and college teachers for almost 25
years and have subsequently built substantial networks and
professional credibility and clout with my colleagues based on
mutual respect. I believed, therefore, that I had established open,
honest and collaborative relations with my colleagues. I was
optimistic about negotiating access to a range of participants in my
own high school, Sunset Park High School, and other high school
sites ie. Balmoral High School, Brownstone High School. Following
the final Ethics Approval from ACTDECS (ACT Department of
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Education and Community Services), I sought Principal approval on
the abovementioned sites. Thereafter, I approached individual
teachers with whom I had worked recently at my own high school
and other high schools, and whose experience with school reform
was diverse. I also approached teachers with little teaching
experience with whom I worked. I indicated that participation was
voluntary. The response from participants was overwhelmingly
enthusiastic. Of the twelve teachers I approached, four teachers
expressed their regrets that they were not able to participate for
logistical reasons.
The Principal/s asked that I report back with the comments of the
research, and that these comments would remain anonymous, as per
the ethics protocols (Appendix C)

3:3:3.

The sites

In all, I interviewed eight teachers whose experience covered five
high schools sites. The sites differed depending on:
•

the school’s organizational structure and features eg middle
years, sub-school, K-10,

•

years of operation,
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•

demographic and socio-economic statistics, and

•

the degree to which the school had been involved in any
innovation. (This was based partly on community perception as
much as an evidential base.)

In effect, these factors did not significantly impact on the outcome of
the research. My decision, as already indicated, to represent four
teachers’ stories focused my analysis on two research sites.
All teachers participating in this research had worked with me at my
current school and other high schools. I selected these teachers for
their breadth and depth of teaching experience. During the period of
research, five teacher participants were working in my current
school, a traditional school supporting 750 students, which had
experienced a series of innovations including integrated curriculum
as part of a Middle Years of Schooling initiative and system
initiatives such as the NSN Research Circles, the Year 9 Exhibitions
and the ICT Competencies. The remaining participants had worked
at

my

current

school

during

the

implementation

of

the

aforementioned initiatives and had since transferred to other high
schools. I was keen to hear about their experiences of change in
another setting, and where possible, encourage my participants to
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make connections. This feature provided the research study with
flexibility as well as preserving anonymity.

3:3:4.

The participants

I conducted the study with an interview sample of eight high school
teachers from three ACT government high schools. There were more
women than men in the sample, consistent with the referent
population. Three ‘experience groups’ were determined: those with
less than five years of experience, 5-10 years of experience and those
with 10 years or more experience. This sampling (level, sex, years of
experience) included teachers of all curriculum areas but this was not
a vital feature of the research. Of the participants, only one was a
member of the school executive, still attached to classroom teaching
duties. One teacher in the sample was male with less than five years
of experience; this teacher has already worked in different high
school settings in the ACT. The remaining teachers within the
sample were female. Collectively, their teaching experience covered
a number of ACT, NSW and Victorian high schools over an extended
period of time.
I had worked with all teachers of the interview sample within the
last 10 years through a variety of experiences ranging from serving
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on school committees, attending conferences and in-services, course
writing and extra-curricula activities, to mentoring and socializing in
and outside the school. There was an inherent risk implied in
sustaining a familiar or close relationship between researcher and
participant. Researchers articulate the ethical dilemma in response to
this nexus:
We have emphasized …the quality of the research relationship, but
we need to acknowledge…the relationship was, after all, one
primarily developed for the purpose of collecting data. None of the
researchers maintained any of the relationships after the period of
data collection was over. We, as researchers, were primarily in those
relationships for research purposes, not for more general purposes of
friendships. That was made clear to the respondents (Measor and
Sykes, 1992, 210).

I preserved a positive relationship with all participants, and in some
cases, a close relationship with my colleagues. The arrangement
between my colleagues and myself as researcher was made explicit
by me and mutually agreed upon before the data collection process
commenced. I believe that the research process has not affected the
relationship with the participants. My transfer to an ACT senior
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college the year following the data gathering may have had some
bearing on this.

3:3:5.
Ethical Issues inherent in narrative inquiry
and this research design
The approval to conduct research from the University of Canberra
Ethics Committee was secured rather quickly in mid 2001 with few
changes necessary. However, the approval from ACTDECS to
conduct research in ACT schools was not as streamlined due to the
Department’s concern about the initial focus for my research, the
culture of teacher resistance. I note that I was attempting to carry out
research at a time when ACT high schools were faced with the
implementation of new initiatives as part of the High Schools of the
New Millennium project. As such, the Department’s concern that my
research might jeopardize the momentum for change was expressed
to me in a request to vary the scope of the study and change the title
for my thesis, moving away from teacher resistance. The flexibility of
the research question and design enabled me to accommodate a shift
in the emphasis of the study to ACT teachers’ views of, and response
to change, influenced by the departmental imperatives, on a
turbulent and confusing professional landscape. Upon mutual
agreement between ACTDECS and myself, this variation was then
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submitted to the University’s Ethics Committee, leading to final
approval to conduct research.
Conducting this qualitative research study raised a number of ethical
considerations and challenges for me:
•

The research could affect the participants with whom the research
is conducted. Their reactions could range from sheer discomfort
to hope.

•

There are possible effects of the research method on the
organization in which the research is conducted.

•

The research method used may have lasting effects on the
participants,

for

example,

the

nature

of

conversational

interviewing, if done well, may lead to new levels in motivation
and professionalism, while the reverse may also apply.
I was reminded by Measor and Sykes that the relationship between a
researcher and teacher will demonstrate:
•

respect for the person,

•

self-determination, and

•

confidentiality. (1992, 210-1)
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Prior to entering the field, I needed to address ethical considerations
such as intrusion and collaboration, confidentiality and anonymity. For
example, one of the sites was my own workplace. An ethical
dilemma associated with my role as the ‘deep insider’ researcher
concerned intrusion into my colleagues’ lives and possible disclosure
of their stories. When a researcher enters the field, he or she is privy
to the sacred places on the professional landscape, in addition to the
secret stories and cover stories of teachers (Clandinin and Connelly,
1995, 1999, 2000). Drawing upon teachers’ professional knowledge
can be treacherous, in particular when “they offer the possibility of
an alternative set of stories about teaching and the education system.
They are redressive, with disclosures from the classroom and the
staffroom as counterweights to those deriving from positions of
power and policy-making” (Thomas, 195, 16). When teachers tell
stories to the researcher, they are making deliberate choices about
which aspects of their experience will or will not be revealed.
Teachers will often feel comfortable sharing cover stories told by
teachers in the public areas of the school. Such stories, told in the
staffroom/workroom, often do not include the reality of the
classroom.
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I conducted this study within a climate of trust and confidentiality
grounded in mutual respect and friendship with colleagues over
many years of teaching in ACT secondary schools and working in
ACTDECS. The relationship between myself, the administrator, and
my colleagues (inside and outside my workplace) had been built on
trust that in part ensued from my position. Nevertheless, I was most
conscious of not using the power of my position to engage and
influence my participants. As the ‘deep researcher’, I was privileged
to the secret and cover stories on the professional knowledge
landscape and was mindful that such knowledge could jeopardise
the position of teachers when telling their stories. I carried out my
research, respectful towards the school’s culture and history.
Having already established rapport with the teacher participants, I
fostered understanding and showed empathy (Wolcott, 1999) by
putting myself in the role of the participants and imagining the
inquiry from their perspective. My purpose was to hear teachers’
stories and this was expressed to my participants before the data
gathering took place. I explained that I was keen for them tell their
stories freely and openly, with little prompting. I did not want to
intrude into their private teaching lives. I assured them of
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confidentiality. In a small education system such as the ACT where
individuality and difference between schools is easily recognizable, it
is harder to maintain anonymity. I was very conscious of observing
confidentiality in writing the research texts and removing any
identification of my participants or their place of work. I proposed
to protect them in the publication of data by using pseudonyms.
During the course of the interviews, I was conscious of the fact that
my colleagues, especially those with whom I worked daily, were
disclosing personal aspects of their lives and their association with
other members in the workplace. Further, as a ‘deep insider’
conducting research, I was also aware of the requirement to make
data public, thereby being in danger of violating the conventions of
friendship in privileging the role of the teacher informant. In 2002,
having transferred out of my former workplace, the role of
researcher became less ambiguous and I was able to maintain the
conventions of friendship with former colleagues. This element of
intrusion did not feature to the same extent, if at all, in other
workplaces where I conducted research.
The notion of ‘collaboration’ between researcher and teacher in which
the power equation is not an equal one is problematic (Willinsky,
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1989). In a collaborative relationship, the teacher’s individual voice
may be compromised during the process of seeking to achieve an
interpretive consensus as to the understandings originating from the
narrative. During the period of data collection, I was solicitous of the
manner in which field texts were gathered. (Field texts refer to those
observations, interview scripts, field notes etc that are gathered in
the field.) To sustain a valuable collaborative relationship between
researcher and teacher, it was decided that interview scripts would
be made available to teacher participants for amendments or editing
as they saw fit.
Despite my best efforts in maintaining objectivity towards my
colleagues, it was not easy to remain detached (Measor and Sykes,
1992, 226). Maintaining objectivity in narrative

research is

problematic, recognising that ‘people in their context’ are “making
efforts to understand and interpret their behaviour and that of others
in their community, context or milieu” (Thomas, 1995, 2). Indeed, I
possessed considerable knowledge about my own workplace. As the
deep researcher, there existed the temptation to make judgements
about the trustworthiness and veracity of the data I collected and
privilege my own corporate knowledge. I endeavoured to remain
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objective by focusing on my role of researcher and attempting to
surrender my position of administrator, although I believe my
administrator’s voice does feature in representing the data.

3:4. Data Collection
In order to accurately map emerging multiple realities, it is necessary
to collect data from a variety of sources using a variety of techniques.
This is referred to as triangulation, or the combination of
methodologies in the study of the same phenomena or programs
(Patton, 1990, 187). It is possible to achieve triangulation within a
qualitative paradigm by “combining different kinds of qualitative
methods, mixing purposeful samples and multiple perspectives”
(Patton, 1990, 188).
Triangulation contributes to verification and validation of qualitative
analysis by checking out the consistency of:
•

findings generated by different data-collection methods; and

•

different data sources within the same method.

Burns recommends using two or more methods of data collection in
a study of some aspect of human behaviour (1990). Undue reliance
on one method may bias or distort the researcher’s picture. Denzin
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maintains that “…no single method ever adequately solves the
problem of rival causal factors… Because each method reveals
different

aspects

of

empirical

reality,

multiple

methods

of

observations must be employed” (1978, 28).
This study uses member-check triangulation (Stake, 1995), a reflexive,
interactive and relational process, requiring participants to confirm
or disconfirm the data written about them. “…Although it is they
(participants) who are studied, they regularly provide critical
observations and interpretations, sometimes making suggestions as
sources of data. They also triangulate the researcher’s observations
and interpretations (Stake, 1995, 115).

Member-checking was subsequently followed up with all participants
to confirm or disconfirm the data gathered at this stage of the
research. Member-checking followed each interview by sending
transcripts with instructions to, or meeting with participants
engaged in this process. I noted that the transcripts were not
representative of high quality literature, yet the spontaneity of the
spoken word and capturing the moment was significant. I realized
that my corporate memory, originating from my length of service
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and networks cultivated in the system at the school and office level,
assisted the process in checking colleagues’ statements. My transfer
to another school delayed the member-checking process but I do not
believe that this influenced the outcome of the study.

3:4:1:1.

Data Collection Method

The teacher interviews commenced in December 2001 and concluded
in August 2002. The majority of the interviews occurred in December
in spite of the demands made on teachers’ time at the end of the year.
Without exception, the teacher participants were willing and eager to
contribute to the research, judging the experience to be worthwhile.
Having been described as “a special kind of speech event” (Spradley,
1979, 55), the interview was largely conversational and reflective, the
narrative content sometimes extending to other contexts beyond the
school. I explained the purpose of, and context for the research to my
participants before and during the interview. I was conscious that
contextual considerations and conditions could impinge on personal,
institutional and substantive aspects of the research question. Based
on the literature search in Chapter 2, I was aware that teachers
possess considerable existing knowledge and function in cultures
that are largely tacit. Practically, I conceived approaches and
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procedures suited to the particular group of teachers and this
particular study while keeping an eye on the fundamental research
question. I clearly established the relationship whereby the teacher
participant assumed the role of the informant and the researcher
assumed the role of receiver of information.
The fundamental research question was linked to a bank of
supplementary questions, serving as prompts to jog teachers’
memory and ‘organisors’ of their accounts of personal experience.
The fundamental question was:
What are the conditions and/or factors that encourage and/or inhibit
teachers’ responses to innovation in ACT secondary high schools,
according to teachers?

The supplementary questions were:
•

What does your job consist of? How does it get done?

•

Describe a curriculum innovation that you have been involved
in?

•

Did it involve teachers in collective/collaborative efforts? Explain
the process of collaboration.

•

What factions/groups opposed or supported it, and why?
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•

How did it fit in with the everyday routine now in existence?

•

Was it much harder to do than the current practice? Why?

•

How did you learn to adapt to the innovation? Did you feel safe /
at risk in implementing the innovation? Describe some of the
symptoms/states of behaviour that they experienced?

•

What motivation was offered to implement the innovation?

•

How did the innovation fit the school culture? Elaborate.

•

Did it attempt to change the school culture in any way? Elaborate.

In all cases, teachers received a copy of the supplementary questions
prior to the interview, a gesture greatly appreciated by teacher
participants. The format was semi-structured, in the mode of an
ethnographic interview (Spradley, 1979), largely driven by my own
questions and issues. Initially, I posed open-ended questions to
enable teachers to tell as much of their story as possible with
minimal prompting. There were no constraints on the participants
who could develop any theme or sequence related to their
involvement in any innovation or change initiative. I did not probe
for explanations, asking only questions of clarification.
I observed that all teacher participants were extremely diligent and
conscientious in their approach to, and preparation for the interview.
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Being the ‘deep insider’ researcher in my own workplace afforded
opportunities for my colleagues to take time out of their busy
schedule to reflect on professional matters in a mutually supportive
environment. Each interview was conducted in a setting mutually
agreeable to the participant and researcher, usually my own office, or
sometimes in the confines of a home after school hours. Each
interview lasted approximately 1-1.5 hours, usually spread over two
sessions so that the teacher and I could reflect on the first sitting.
Interruptions were minimized. The duration of each interview
depended on the enthusiasm, willingness and availability of the
participants, grateful for the time to tell their story. The intended
timeframe was generally adhered to, although in some cases, the
participants’ enthusiasm to extend the interview produced lengthy
interviews. Overall, all participants were pleased with their
contribution, feeling some status about their role in the research
process together with the perception that they were making an
important contribution to my research, and indeed, ACT education
matters.

I was grateful to my participants for their time and

acknowledged them for doing so.
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3:4:1:2.

Cover and Secret Stories

The data of my enquiry is drawn from stories and narratives that
emerged during the interviews. This data generated thick description
and reflections, including descriptions of philosophy, attitudes,
values, emotions and behaviour of a personal and observed nature. It
also

provided

multiple

insights

into

teachers’

experiences,

perspectives and school culture.
Using the discourse of Clandinin and Connelly (1996), I was privy to
the secret stories and cover stories told on the professional knowledge
landscape of a school. The cover stories—the out-of-classroom place
on the landscape—were particularly relevant to this research where
teacher participants used “… the language of the conduit, that is,
they (spoke) of plans, of results, and of policy implications” (1996,
14). A segment of a cover story concerning the implementation of the
Year 10 ICT competencies follows:
I think that it’s something that the Department wanted to push. I
don’t think there’s anything wrong with the thing. I just think that it
could be structured slightly differently, if it is possible to see how you
could get those levels (of competency) going like any other course.
Now why does it suddenly have to be done in year 10? (Fay)
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Secret stories heard by teachers during their interviews constituted
“…reflections brought on by professional cultivation” (Clandinin
and Connelly, 1995, 13). Michael reflects on the influence of the Year
9 Exhibitions.
I think one of the difficulties, I guess, is there’s a sort of emerging
language barrier with the profession which certainly I never latched
onto and this experience, I guess, has sort of taught me a little more
about some of the ideas of teaching. You know, things that I had done
at university but which never seemed practical now started to feel a
bit more practical.

Interviews were transcribed following the gathering of data. Owing to
the colorful, thick and rich data generated by my participants, I was
compelled to take the next step of creating teachers’ stories out of the
interviews. I engaged in a process of reading the interview transcript
and making judgements about the kind of writing I could produce to
best represent the data based on the available transcripts and other
sources such as my own experience and impressions formed over a
period of teaching in the ACT.

3:5. Data Analysis
Narrative analysis, well suited to studies of subjectivity and identity,
was consistent with my research objective and satisfied the need for
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a framework of interpretation in conducting an analysis of the
professional knowledge landscape focusing on the key motifs identified
in the literature review.
Once narrative-based interviews have been conducted, how does the
researcher analyse the wealth of material?
As already discussed, research designs vary from that of a loosely
structured, emergent and inductive approach to a preformatted,
tightly structured approach. This study uses an inductive approach to
data analysis where the findings emerge from the data. Inductive
analysis is defined as “patterns, themes, and categories of analysis
(that) come from the data: they emerge out of the data rather than
being imposed on them prior to data collection and analysis”
(Patton, 1990, 390).
Patton identifies two ways an analyst can represent the patterns that
emerge from the analysis of data, that is:
•

the categories developed and articulated by those researched to
organize presentation of particular themes, and
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•

categories or patterns for which those researched do not have
labels or terms; the analyst develops terms to describe these
inductively generated categories (1990, 390).

My study adopts the former approach in allowing the pattern of
analysis to emerge from the data examined for themes already
identified in the literature review. In choosing this approach, I was
aware of the strong possibility of biased observation of the basic facts
and events.
Each observer perceives and interprets what they see in subtly
different ways from any other observer, with past experience,
expectation and personality all influencing the construing of the event
(Burns, 1995, 9).

There is no particular moment when data collection ends and
analysis begins (Patton, 1990). As a narrative inquirer, I discovered
that the task of researching is not a linear experience nor does it
follow a number of steps as suggested in grounded theory
methodology. My original research design had planned for
gathering, coding and analyzing of data using the tradition of
grounded theory. On entering the analysis phase, I was attracted to the
methods of narrative analysis developed by Catherine Kohler
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Riessman,

built

on

the

Labov-Mishler

model

informed

by

experiences with literature (Riessman, 1993). My misgivings about
using grounded theory were couched in Riessman’s experience with
structured interviews. She too found that participants:
knitted several themes into long accounts that had coherence and
sequence, defying easy categorization. I found myself not wanting to
fragment the long accounts into distinct thematic categories. There
seemed to be a common structure beneath the talk about a variety of
topics (Riessman, 1993, vi).

I was convinced by her theory:
If we are to take personal narrative seriously, they require a different
analytic treatment than grounded theory allows…Some unpacking of
the text is called for, that is, attention to language and representation
of experience in the talk of the informants. The degree ...depends on
the research question and theoretical orientation of the investigation
(Riessman, 1993, 70).

What is the purpose of a narrative investigator?
“…to see how respondents in interviews impose order on the flow of
experience to make sense in their lives. The methodological approach
examines the informant’s story and analyses how it is put together,
the linguistic and cultural resources it draws on, and how it persuades
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a listener of authenticity. Analysis in narrative studies opens up the
forms of telling about experience, not simply the content to which
language refers. We ask, why was the story told in that way?
(Riessman, 1993, 2)

Documented research accepts that this approach gives prominence to
human agency and imagination in determining “what gets included
and excluded, how events are plotted and what they mean to the
teller. The stories we tell about ourselves about the past become the
past, and through them we claim identities and compose lives”
(Riessman, 1993, 68). Drawing on Bruner, “…narratives structure
perceptual experience, organize memory, ‘segment and purposebuild the very events of a life’ ” (Bruner, 1987, 15 cited in Riessmann,
1993, 2).

3:6. Levels of
Process

Representation

in

the

Research

At this stage in the research design, I was confronted by decisions
regarding interpretation. Riessman’s Levels of Representation in the
Research Process (1993, 10) offered a framework, a heuristic, to
interpret experience ‘not as a set of prescriptions but as guidelines
for getting started’. At each level, the researcher considers how to
facilitate the narrative telling in interviews (Level 2), transcribe for the
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purpose of the research (Level 3) and approach narratives analytically
(Level 4). Riessman argues that the research process could be
depicted as a spiral rather than a series of steps. For my purpose of
research, I have used Riessman’s heuristic to inform the conceptual
framework of narrative analysis for this study.
The six levels of analysis identified by Riessman are:
Level 1

Attending

Level 2

Telling

Level 3

Transcribing

Level 4

Analysing

Level 5

Reading Experience

Within the context of my study, I commenced my research at
attending (Level 1) and conceived attending and telling as the data
collection process. As the heuristic denotes at level 3 (transcription),
the undertaking of transcription of interviews, selective editing,
renegotiation of transcripts with interviewees and the development
of field notes through reflection helped to reduce the data—data
reduction. The process of listening to teachers’ stories had deepened
my interest in narrative form. I had arrived at a critical moment for
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data transcription and analysis, challenged by the decision to how
best shape and form the accumulated interview data as written text,
taking into account decisions about narrative form, voice, signature,
and audience (Clandinin and Connelly, 2000, 138). I quickly became
aware of the backing and forthing of writing research texts.
An explanation of Riessman’s levels of representation follows
accompanied by a summary of my own experience at levels 2, 3 and
4.

3:6:1:1.

Telling (Level 2)

At this level, talking and listening create a narrative between the
researcher and the participant. I acknowledge Merleau-Ponty.
Our linguistic ability enables us to descend into the realm of our
primary perceptual and emotional experience, to find there a reality
susceptible to verbal understanding, and to bring forth a meaningful
interpretation of this primary level of our existence… By finding
meaning in experience and then expressing this meaning in words,
the speaker enables the community to think about experience and not
just live it (Merleau-Ponty, cited in Polkinghorne, 1988, 29-30 in
Reissman, 1993, 11).
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Meaning is constructed at the second level of representation in an
interactive process. The relationship of the researcher-participant is
significant. “The story is being told to particular people; it might
have taken a different form if someone else were the listener”
(Riessman, 1993, 11). This was true in my case where I was regarded
as a reputable and credible colleague, mentor and friend in some
cases.
In “facilitating context in the research interview” (Riessman, 1993,
54), I chose open-ended questions, designed to more likely
encourage teachers to tell stories and give greater control to the
participants. The interview guide I developed (refer Appendix D)
centred on a fundamental question about the topic of inquiry,
supplemented by probing questions such as, “Can you tell me more
about that?” Paget illuminates:
Interviews are conversations in which both participants—teller and
listener/questioner- develop meaning together, a stance requiring
interview practices that give considerable freedom to both. Listeners
can clarify uncertainties with follow-up questions and ‘the answers
given continually inform the evolving conversation’ (Paget, 1983, 78
cited in Riessman, 1993, 55).
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Throughout the interview process I was conscious of not being
intrusive, in essence, giving up direction setting and allowing the
interview to proceed as a conversation. The temptation of wanting to
intervene, I believe, originated from my deep knowledge about the
culture of the organization and its personalities in my own school.

3:6:1:2.

Transcribing (Level 3)

The third level of representation, like the previous levels, is
interpretive, “incomplete, partial and selective” (Riessman, 1992,11),
involving

selection

and

reduction.

“Different

transcription

conventions lead to and support different interpretations and
ideological

positions,

and

they

ultimately

create

different

worlds”(Riessman, 1993,13). The task of identifying narrative
segment and the representation is:
stuff of analysis itself, the ‘unpacking’ of structure that is essential to
interpretation. By transcribing at this level, interpretive categories
emerge, ambiguities in language are heard…and the oral record—the
way the story is told – provides clues about meaning. Insights from
those various sources shape the difficult decision about how to
represent oral discourse as a written text (Riessman, 1993, 58).
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In Riessman’s experience, “The text is not autonomous of its context”
(1993, 21).
Participants usually structure a story from a primary experience and
interpret “the significance of events in clauses and embedded
evaluation” (Riessman, 1993, 19). My strategy was to tease out
teachers’ narrated experiences located in the cover and secret stories,
using Labov’s structural approach (Labov, 1972, 1982) to organize
and construct the original written text. I found the following
questions helpful in this process.
•

How is the story organized?

•

Why does the informant develop the story this way in
conversation with the listener?

Narratives depend on particular structures to knit them together and
have formal properties, each serving a function. A ‘fully formed’
narrative includes six common elements.
•

An abstract – a summary of the substance of the narrative;

•

Orientation – time, place, situation, participants;

•

Complicating action – sequence of events;

•

Evaluation – significance and meaning of the action;
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•

Resolution – what finally happened; and

•

Coda – returns the perspective to the present (Labov cited in
Riessman, 1993, 18-19).

I was not intent on creating transcriptions using the above elements
to create a ‘fully formed’ story. Labov’s structures merely provided a
way into the interpretation of meaning and assisted in creating text
out of talk. I mapped each participant’s experience according to the
above elements, although each teacher’s story did not contain all six
elements. I readily located key themes / motifs identified in the
literature review in the complicating action, evaluation and resolution of
the teachers’ stories.
Interviews with teacher participants were transcribed and reworked
into teacher narratives (reconstructed work stories). In preparing to
construct teacher narratives (research texts), questions of meaning
and social significance emerged. Against the background of my own
experiences and in the context of other research and available
archival documentation, I read the transcripts simultaneously,
searching for patterns, narrative threads, themes or tensions that
would shape the teacher narratives. In unpicking thematic aspects or
motifs, I used a selective reading or highlighting approach, reading
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the text several times and asking: What statements or phrases seem
particularly essential or significant about teachers’ experience of educational
change? My approach to the analysis and interpretation included
extrapolating key motifs from secret and cover stories of teachers, and
highlighting emergent themes in the transcripts. To a large degree, I
created teacher narratives out of patterns that emerged from the
transcripts, aware of the need to ‘let field texts speak for themselves’.
Making meaning of a text or of a lived experience by interpreting its
meaning is more accurately a process of insightful invention,
discovery or disclosure – grasping and formulating a thematic
understanding is not a rule-bound process but a free act of ‘seeing’
meaning”…. Theme gives control and order to our research and
writing (Van Manen, 1990, 79).

My urge to write stories went beyond teachers telling their stories in
their own words. In transcribing the data, I was reminded of the
expression of the teacher’s passion for their work, their use of
colorful and rich language and capacity for reflection. I was
determined to capture the personal and professional dimensions of
my participants’ lives as teachers. I needed to take the extra step of
creating negotiated stories out of the interviews. I decided to
represent the teachers’ stories around the teachers’ cover and secret
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stories, based on an individual teacher’s experience of a change
initiative(s) and categorized according to the IRK scale – the Red Hots
and the Unfreezables – developed by Evans (1996). The IRK scale
provided the ‘organisor’ to perform the task of representing the four
teachers’ stories.

3:6:1:3.

Analysing (Level 4)

At this stage in the research process, it became clear that analysis is
inextricably linked to transcription. Fresh insights emerged about
decisions to represent teachers’ stories, becoming less reliant on
preferred concepts and theories (Riessman, 1993, 60).
The practicalities of creating story involved:
1. analysing each interview transcript according to the themes
identified in the literature review but also being open to other
emergent themes such as leadership, investigating patterns of
narrative, highlighting metaphors and other interesting linguistic
devices used by my participants. I was conscious of the “the
tendency to read a narrative simply for content, and the equally
dangerous tendency to read it as evidence for a prior theory”. I
was also reminded that “narratives are situated in particular
interactions but also in social, cultural, and institutional
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discourses, which must be brought to bear to interpret them”
(Riessman, 1993, 61). Although the following questions underpin
an ethnographic approach, they informed the analysis of this
study’s interview data and the discussion that occurs in chapter 5.

•

What do my informants know about their culture that I can
discover?

•

What concepts do my informants use to classify their experience?

•

How do my informants define these concepts?

•

What folk theory do my informants use to explain their
experience?

•

How can I translate the cultural knowledge of my informants into
the

cultural

description

my

colleagues

will

understand?

(Spradley, 1979, 30)
2. aggregating the accumulated rich data by creating sense of the
interview data and making decisions about ways to best
represent the data according to the fundamental research
question and the identified themes in chapter 2, and the choice of
narrative form, voice, signature and audience. Clearly I had
assembled too much data and could not, given the purpose and
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time allocated to this research project, represent every teacher’s
story. Decisions about reducing the data for the purposes of
representation were based on the premise of the Red Hots and
Unfreezables binary. An arbitrary decision was taken to represent
four stories in all, two stories from each category, based on the
teacher’s age, gender, range of experience with teaching and
exposure to the change initiatives nominated for investigation,
and the extent to which each teacher’s story contributed to
exploring the research question. My criteria for positioning each
teacher on the IRK scale (Evans, 1996) was based on the two
dimensions of responsiveness to innovation: commitment
(whether teachers are invested in the change) and fulfillment
(whether they are actually implementing it).
3. composing selective written texts based on the interview
transcript, loosely using Labov’s structure.
4. shaping the teachers’ narratives by imposing meaning and
coherence on the data, and relating it to the fundamental research
question.
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5. negotiating stories with teachers through the process memberchecking and asking teachers for feedback on the final narrative.
Minor changes were made to the final stories.

3:6:1:4.

Reading Experience (Level 5)

The Innovation Responsiveness Kontinuum (IRK) scale (Evans, 1996,
273) informed and shaped the analysis and representation of the
data. The methods of narrative analysis used by Riessman
contributed to particularizing the structure of narratives that appear
in Chapter 4. Going beyond ordinary transcription of interviews took
me beyond reading the data simply for content and gave me a
purchase on the research question, the identified themes / motifs,
and access to particular institutional discourses. The method of
representing teachers’ stories, therefore, helped to gain a clearer
picture and representation of teacher voice.

3:7. Limitations of the study
Being a study of small number of participants begs the question of
reliability and validity based on a small sample. As well, the majority
of teacher participants emerged from my own workplace. As
researcher, I canvassed several participant positions, inviting
additional participants who had worked outside my own workplace.
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This additional step proved advantageous, despite prolonging the
phase of data gathering. The nature of a small sample did,
nevertheless, make it difficult to generalize and make suggestions as
recommendations.
The study increasingly focused on the subjective narrative positioning
by participants on the change process, having moved away from an
objective, grounded theory approach investigating conditions
necessary to enhance school improvement. Adopting a subjective
narrative approach was designed to capture a ‘bigger picture’ on
school change. This method of data collection and analysis was
effective in locating the identified themes of teacher agency,
resistance and professional community. The literature had led me to
expect that these themes would emerge in the data. However, the
data also exposed other important themes such as leadership,
detailed in this study, and other factors linked to school reform,
namely teacher motivation, moral imperative, emotional resilience.
The data generated for this small study was rich and thick and
although the process of reduction was judiciously employed, some
interesting permutations may have been lost in the representation
process.
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The role of the ‘deep inside’ researcher was problematic. Although I
believe that the rich data generated was a product of my positive
relationship with my participants willing to contribute to a
worthwhile project, the opposite effect may have occurred. The
interviewees may have responded according to what they believed I
wanted to hear and therefore, unconsciously shaped their stories. It
may be the case, therefore, that their stories would vary for another
interviewer and at a later date.
Possible effects impacting on the organization and its participants were
inherent in this research method. Measor and Sikes (1992) allude to
the emergence of renewed professionalism amongst participants if
conversational interviewing is done well, or the reverse occurring.
As the research was conducted towards the end of the academic
year, teacher participants went on vacation and forgot about my
study. I have had little contact with my participants since the data
gathering and cannot comment on the possible impact on the level of
teacher professionalism as a result of this research. Since the data
gathering and analysis phase, a new principal has entered one of the
research sites and, as with all research sites, I have observed a
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neutral effect of the research method on the school (s) where the
research was conducted.
This research is distinguished by the ‘deep insider’ characteristics
and the associated ethical dilemmas for the researcher. The effect on
myself, the researcher, has been a form of deep learning, signifying
closure on a period of teaching and administration integrating both
professional and personal experiences of change in a high school. As
an administrator-researcher, I have revealed my professional
experiences in the role of ‘inside’ researcher. I am conscious of the
effect that this research may have on my credibility in ACT education
circles. My position, therefore, has caused me ethical and
methodological concerns.

3:8. Conclusion
This chapter argues for a particular approach to this study, respectful
of teachers’ stories and knowledge, and concerned with analyzing
and interpreting the cover and secret stories of teachers told by
teachers on the professional knowledge landscape. Narrative
methodology has been selected for its capacity to understand
teachers’ ways of knowing and doing. My decision to use narrative
inquiry to represent teachers’ experiences originated from Elbaz’
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interpretation of presenting teachers’ stories of experience (Clandinin
and Connelly, 1994). The stories or rich field text uncovered in this
inquiry constitute a rich resource base and assisted my quest for
understanding teachers’ ways of knowing and doing. Narrative
inquiry enabled me to contextualise / orientate a teacher’s story and
explore professional identity and voice. This study is distinctive in
using teachers’ voices to tell their personal and professional stories
on, and about the professional landscape. “To enter a professional
knowledge landscape is to enter a place of story”(Clandinin and
Connelly, 1999,2).
This study draws on methods employed by Riessman to explain and
represent the research process. Chapter 4 consists of teacher
participants each restorying the stories they live-by. Essentially, the
stories explore teachers’ experiences with curriculum innovation, the
psychological and professional responses to mandated system and
local change initiatives, the use of agency (and resistance) to
understand and implement change initiatives, and the place of
professional learning community and leadership in the change
process. The chapter is prefaced by a prologue concerning my
experience as a Deputy Principal and my professional relationship to
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the participants during a series of local and system change
initiatives. Using the narrative form, I reconstruct negotiated teacher
stories in two sections labelled the Red Hots and the Unfreezables,
derived from Evans’ (1996) continuum, underpinning the theory that
teachers’ involvement in school reform efforts can be construed in
either ways. The negotiated stories are situated on the in-classroom
and out-of-classroom spaces, drawing on the conceptual framework
of Clandinin and Connelly (1996, 2000) using teachers’ secret and
cover stories and the discourse of the professional knowledge landscape.
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4.

Shaping

Professional

Identity:

Negotiating Teachers’ Stories
As an administrator listening to teachers’ stories, I am aware of the
differences between administrators’ stories and teachers’ stories that
shape the relationship between knowledge, context and identity. The
prologue represents an understanding of my position as an
administrator on the landscape and foregrounds the teacher stories
that follow. This position is not a traditional ‘top-down’ hierarchical
position; it is a participant leader-researcher position and my story
highlights this. My story also sets up the context for school reform in
the subsequent teachers’ stories and the professional landscape on
which they were working at the time of this research project.
As the researcher, I assumed a different identity on a changing
landscape, observing the changing landscape and trying to
understand it. Clandinin and Connelly allude to a metaphorical
parade when referring to the role of researchers as “parade
participants but rarely parade organizers” (1996, 130). “Researchers
cannot, we believe, organize the parade; they cannot know where it
is going; they cannot tell it where to go”. As researchers, they argue,
“our place in the parade is not, therefore, to educate for a fixed
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landscape and for a fixed identity but, rather, to educate for shifting
stories to live by” (Clandinin and Connelly, 1996, 131).
In Chapter 4, I construct two sections consisting of teachers’
negotiated stories. The two sections are arbitrarily aligned to the
theoretical framework underpinning my argument that teachers in
school reform efforts can be seen in terms of Evans’ continuum
(1996) - the Red Hots and the Unfreezables. Within each section, the
teacher participants are introduced and their experiences storied. The
chronology is decided by curriculum events and initiatives
encountered in their professional lives. For instance, Mike’s story is
titled “Beginning Teacher: Striking Out”. His narrative segment of
the chapter comprises two storied experiences with curriculum
innovation, conversation fragments and field notes. This narrative
segment is collaboratively constructed and negotiated, as are all
teacher stories in this chapter, between the researcher and the teacher
participant.
Threads

such

as

teacher

agency

and

resistance

to,

and

accommodation of change feature strongly in the teachers’ stories,
together with other important features of the study, eg professional
learning community and leadership. The negotiated stories draw on

164

the conceptual framework of Clandinin and Connelly (1996, 2000) to
explore teachers’ secret and cover stories and rhetoric of the
professional knowledge landscape, that is, in-classroom space and
out-of-classroom space.

4:1. Prologue : my story
Imagine a high ceiling and glassed-in foyer, a staircase to the left and
right of the entry. Imagine climbing the stairs to the next level to
witness a tranquil stretch of water, enveloped by a sea of colour.
There is a special feeling about this building. I am aware of a
respectful, caring and warm environment—the welcoming faces, the
friendly students, the vibrant wall colours and the wide hallways
filled with displays. The building from the outside looks
contemporary; it is removed from the traditional architecture that I
associate with high school institutions.
Momentarily, my tensions abated. I was excited; I was relieved. I had
successfully transferred to a Deputy Principal’s position in a senior
secondary college. I could dispel the tensions and dilemmas I had
experienced in merging the ideal and the reality of a Deputy
Principal over the past 6 years. “Lucky you!” my colleagues
sprouted.
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It was the end of the academic year. I was in the middle of working
on my post-graduate degree, a long-time ambition that had been
postponed several times. The emerging thesis represented a
reflective opportunity to write my own story, to tell stories of
teachers and to make sense of teacher practice. Faced with the reallife problems of innovation and the pressure to effect change on the
professional landscape, I was curious to find, in teachers’ stories,
links among teacher knowledge, teaching context and teacher
identity.
I held a Deputy Principal position for 6 years in a high school with
an enrolment that dictated that I teach two classes, in addition to
administrative duties. I came to the position as a novice deputy
principal, idealistic, enthusiastic and wanting to make a difference. I
remember a state of high excitement on receiving the phone call
informing me of the appointment to Sunset Park High School. “This
is the luck of the draw”, a colleague shared with me. From my
colleague’s perspective, this school was progressive, well managed
and enjoyed a good reputation amongst teachers and parents in the
Canberra community. I did feel lucky, finally, after some years in the
professional wilderness, to be promoted to this school.
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Relatively new, not altogether without establishment difficulties,
Sunset Park High School was both large and complex. Traditional in
terms of philosophy and organisation, its reputation for academic
excellence and rigor - a ‘lighthouse school’ according to a
Departmental official - was widely known. My initial meeting with
the Principal indicated that the school needed to maintain its strong
focus on management and student discipline. “The school doesn’t
need any movers and shakers here”, uttered the Principal, adding
that the school’s policies and structures were well in place. Others
commented that the school had gone through recent upheaval and
did not welcome any change. I was accepting and respectful of their
comments. I didn’t think any more of it.
I encountered a student body numbering 960, ranging in age from 11
to 16 years on my first day at the school. Amongst a predominantly a
middle class school community, there existed a small cohort of
students from diverse cultural backgrounds who spoke English as a
second language. A small percentage of students received special
education assistance. The majority of students were experiencing
success at the school. The majority of students maintained a good
work or study ethic. The school’s strength appeared to be its
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curriculum and its capacity to offer students considerable choice,
thereby catering for the individual needs of students. I quickly
discovered that the students were generally open and honest; they
responded to loyalty and consistency from adults.
One of my earliest impressions of the teachers, formed at my first
staff meeting, was that of a welcoming, accommodating staff. I soon
discovered that some teachers had worked only in that school for a
considerable period of time. Only a few did not want to be there.
Others demonstrated enthusiasm characteristic of teachers entering
the profession. A small number of these teachers were young,
beginning teachers. The majority of teachers, experienced and
seasoned professionals, carried the school’s corporate knowledge,
representing the group I will call the ‘gatekeepers’. A high staff
turnover, characteristic of some ACT high schools, was not a feature
in this school community at the beginning of the academic year.
Teachers were, by and large, positive and comfortable in this
educational setting.
However, I soon observed factions among the staff, some members
appearing callous and cynical. I learned that these attitudes were a
legacy of a previous organisational regime. The prevailing dominant
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curriculum story was being challenged by teachers’ stories to live-by.
The unity initially observed among the staff was fundamentally
aggravated by an old festering wound, the timetable. The timetable
issue was not new; it raged on relentlessly resulting in a turbulent
and emotional time for staff, threatening to divide the staff on
philosophical and industrial lines. It became obvious to me that an
opportunity to unite everyone was desperately needed. This
eventually arrived in the form of a Future Directions strategy
negotiated among the stakeholders in the school community.
Amidst the discontent experienced on the professional landscape, I
was aware of pockets of teachers deeply committed to improving the
learning community in the school. These teachers wanted to live a
story focused on relationships with students and featuring
cooperative learning, integrated curriculum and team teaching. Their
story challenged the dominant curriculum story to live-by, a
traditional curriculum model. I call them the potential Red Hots
(Evans, 1996, 273). During my first year as Deputy Principal, my
relationship with the Red Hots developed into one of trust and
mutual support. They felt comfortable and confident in sharing their
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teacher stories with me. They accepted my support, encouragement
and, gradually, an idea or suggestion or two.
Against the backdrop of the timetable issue, the Red Hot teachers, an
integral part of the professional landscape, had been ‘beavering’
away, working in relative isolation, sharing their ideas in safe
locations in the out-of-classroom space. They developed safe,
trusting relationships, allowing them to explore and understand
their practice. Throughout the year and within the security of their
relationship with each other and myself, they found support. They
were confident in shaping the context of their own in-classroom
space and challenging teachers whose story did not fit with theirs.
The story they were constructing gave way to the genesis of the
Middle Years of Schooling story to live-by at Sunset Park High
School. The Red Hots, having negotiated their Middle Years of
Schooling story to live-by, began to shape and influence the context
of the out-of-school space and the school community by working on
their practices in their in-classroom spaces on the professional
landscape.
As Deputy Principal, I was influenced and buoyed by their
enthusiasm. By now, I was situated on the professional landscape as
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‘a safe person’ although I was aware that this position had the
potential to create tensions with other roles as a Deputy Principal. I
negotiated my administrator’s story to enlist support for the Red
Hots’ story. I talked, I related, I visited their classrooms. Together, we
conducted research, we attended professional development, we
conducted numerous meetings in the wider school community and
we impressed the school leadership team.
The Middle Years of Schooling story emerged as I observed teachers
making sense of teaching by re-storying the dominant curriculum
story. Teachers in the year 7 learning community negotiated their
own ‘plotline’ featuring the students in their care. In this new
plotline, the story crafted by the Red Hots would be supported. Those
teachers who wanted to follow the dominant curriculum story could
do so, and support would be provided to those who wanted to
negotiate different stories.
In preparation for the new school year, teacher teams formed,
timetables were scheduled and curriculum negotiated to facilitate
classroom practice. The Red Hots started cooking. As they began to
integrate curriculum and explore team teaching and cooperative
learning techniques, the Red Hots realized that their story was in

171

conflict with other teachers in their team who did not feel
comfortable with the Middle Years of Schooling story. These
teachers, the Unfreezables, formed a larger group, were committed to
the dominant curriculum story to live-by and had been teaching at
Sunset Park High School for some time. They regarded themselves as
competent teachers doing a good job and chose individual stories,
reverting to the story of traditional instruction and pedagogy, the
prevailing dominant story in the school. They preferred to operate as
specialists. It was what they knew and it was the way school worked
for them. They questioned the new curriculum story hotly pursued
by the Red Hots, somewhat cynical and resentful of any change,
believing that the school’s dominant story had served the school
community well, and would continue to do so.
For the remainder of the year, the Red Hots sizzled but not without
receiving their share of sparks flying from the camp of the dominant
teacher story, including the Unfreezables. I marvelled at the resilience,
energy and forbearance of this group of Red Hot teachers who
believed in, and practised their story. I wanted them to have a ‘fair
go’. I wanted to ‘bottle each and every one of them’. I wished that the
Unfreezables could see an alternate story to the one they knew so well.
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Their school loyalty allowed to remain respectful of their colleagues,
adopting a spectator role.
As an administrator, I experienced the tensions created by being both
teacher and administrator, struck by the divided loyalties inherent in
my split role. Gathering the zeal of a crusader, I attempted to see
both sides of the problem, reflecting on the manner in which the
reform initiative was affecting both teachers and administration,
seeking a solution mutual to both sides, as it now emerged. I found
myself split between supporting the Unfreezables, and favoring the
Red Hots. This created inner and outer tensions for me as a Deputy
Principal.
I spoke with my Principal who tended towards avoiding any
potentially serious conflict.
School leaders generally prefer to minimize friction and discord,
overlooking them when they can, finessing and fudging when they
can’t (Evans 1996, 274).

At the time, I thought this response cowardly, even shabby. My
experience was not the same as the Principal, who did not appear
torn in two different directions as I did.
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Only now do I understand events differently, drawing on my
knowledge of supervision models, situated as a post-graduate
student/researcher. I accept that administrators cannot rely on
extrinsic motivation such as salary and promotion outlined in
management theory to encourage performance and alignment to the
organization and thereby reduce resistance. Then, I had cherished a
faint hope that the beginning teachers would be high performers
expecting permanent status at the end of their contract. Realistically,
I was confident that some of them would stay on and develop our
story to live-by.
As I reflect on my initial meeting with the Principal following my
appointment to Sunset Park High School, and remember his remark
about not wanting change. Again I draw on Evans’ explanation for
his and the presiding Principal’s caution at the time.
We have seen that most administrators are trained to be maintainers
rather than innovators; that, as a matter of pure practicality, they need
to preserve positive relationships with staff rather than discomforting
them; and that they are often forced to implement initiatives that they
themselves dislike and that require them to change their own roles,
causing them to be ambivalent and hesitant rather than confident and
forceful (Evans, 1996, 275).
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I was an innovator. The lines between my visions of teaching and
administration were blurring. I was getting caught between stories the administrator attempting to struggle and survive in a teacher’s
story by crossing story boundaries and attempting to survive and
function effectively on, and from, the boundary.

4:1:1.
Reconstructing the Middle Years of Schooling
Story
Towards the end of the academic year, the Departmental annual
staffing round occurred. This calendar event facilitated transfers for
teachers who wanted out, and the recruitment of teachers, some of
whom were beginning teachers, who would bring a fresh approach,
new ideas and potential for change. We looked forward to the
following academic year with optimism and hope. Unfortunately, it
became obvious as the end of the year approached that many of the
younger staff had been given to us on a short term, contractual basis.
Nevertheless, we went on summer vacation hopeful of a satisfying
and successful year.
The teacher teams regrouped for the new academic year. I
recognised that management needed to put in place structures to
facilitate team planning and teacher talk. For example, the last half
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hour of a staff meeting was set aside for cross-curriculum team
meetings. Some team members, however, resented meeting, while
the rest of the staff got to go home. As a bigger team or in their
smaller teams, the teachers would relax in the comfort of the library
and tell their individual and collective stories. They would talk about
their students, how things were going, where they were going and
what they were doing. In some of the meetings I attended, I heard
emergent philosophical and reflective teacher talk, rarely entered
into on the professional landscape, flourishing in the openness and
security that the library space provided for them. By the end of the
year, I identified that they had developed a sense of appreciation for
each other, attentive to each team member’s story. The momentum
for innovation and the striving for professional identity seemed alive
and well.
As this year progressed, accounts of our school’s story travelled
within the local community and interstate. I responded to invitations
to speak about the school’s curriculum story. I proudly told the story
warts and all in a variety of forums. Team leaders joined with me in
telling our story as we presented our story of innovation
collaboratively. They also told their stories in their safe places. I was
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aware of underlying dissatisfaction with the innovation emanating
from members of the leadership team whose stories had the potential
for destabilizing the professional landscape. This ‘white-anting’ did
not disturb the teachers’ stories of successful practice as we
welcomed visitors from other schools and education systems to our
school. We were also recognized nationally for our work and
received a substantial grant to undertake research on our story of
innovation (Brennan and Sachs 1998, Groundwater-Smith and
Overton 1999, in Change Matters).
In my final year as administrator, the dominant curriculum story
was in the throes of being replaced. The retiring Principal
constructed and floated an alternative curriculum story. My
colleagues and I worried about the culture of the learning
community that we had created together and what would happen to
our story. Several years on, a new Principal has been appointed to
Sunset Park High School and the school has undergone further
curriculum and timetable change.
Since the Middle Years of Schooling story, teachers at Sunset Park
High School have experienced a succession of system initiatives on
the professional landscape. My belief, as a departing administrator,
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is that the culture created by the Middle Years of Schooling story at
Sunset Park High School provided teachers with the confidence,
courage and conviction to accept and embrace future change
initiatives.
An excerpt from a teacher participant transcript:
The Middle Years initiative did broaden the culture and allow people
to voice what they felt and actually agree to disagree. There has been
a sharing and caring culture developing over a period of time since
the Middle Years initiative and that has enabled people to work more
collaboratively together. And maybe the new curriculum and
timetable may not have got to this point.

The professional landscape has the capacity to yield teachers’stories
to live-by. Several stories can be simultaneously enacted in a school.
Who resists, who conforms, who challenges, how each of these are
enacted and what they mean for how each group of teachers restories their lives as teachers. From an administrator’s perspective,
the lessons gleaned from teachers’ stories crystallized. Schools have
to build the capacity for change, supporting all teachers, based on
their readiness for change, and adopting differing management
approaches to assist them make sense of change. Such approaches
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may be strategic and organizational but require an understanding of
the tindividual teacher’s development.

4:2. Teachers’ Stories of Practice and
Professional Identity
The stories that unfold are teacher stories of the Red Hots and the
Unfreezables enacted on the professional landscape. The professional
landscape cited in their stories is not always situated at Sunset Park
High School. Teachers talk about the curriculum innovations that
they have been involved in at the local school and system level.
I have reconstructed their stories using Labov’s (1972, 1982)
structural approach and the narrative approach and terminology
used by Clandinin and Connelly (1996, 2000). These stories are
represented as negotiated, narrated experiences located in the secret
and cover stories of teachers making sense of their practice.

4:2:1.

The Red Hots - Narratives 1 and 2

The Red Hots
They are cooking
They are key members
The ideal performers
The individuals the leader wishes to clone.
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They are deeply committed
to the innovation.
They are truly enacting it.
It is flourishing in their classrooms
and in their school behaviour.
(based on Evans, 1996, 273)

4:2:1:1.

Narrative 1 : Amanda’s Story

The Journey
The metaphor of a journey has become significant in educational
research literature. I saw Amanda’s story as significant in the form of
a journey as she reflected on her past five years as a teacher in the
ACT. It gave me a framework to view her experiences. As a teacher
who has enjoyed multiple experiences, she was aware of the
influence that the out-of-classroom space had contributed to her inclassroom practice and emerging teacher identity.
Amanda, an experienced teacher in her mid 40s, completed her
teacher training in South Australia. She has taught in three ACT high
schools but her longest period of teaching has been at her current
school, Sunset Park High School, teaching English and Studies of the
Society and the Environment (SOSE). She has involved herself in her
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school’s Middle Years of Schooling initiative and the ACT
Departmental initiative - the ACT Research Circles.
One of the most empowering experiences along Amanda’s journey
occurred at one of the National Schools Network Professional
Development Schools, held in 1996, where fellow teachers from all
over Australia meet annually in different states and territories to
listen, to learn and share their stories. Away from the school
landscape, these professional development experiences enable
teachers to come together in a network of safety and support,
providing the time and another space to have meaningful
conversations with other teachers gathered from around the nation.
It was not unusual to see teachers gather in small groups, intimate
pairs and animated triads; outside the formal presentations and
workshops organized for the day, during coffee and lunch breaks. In
the larger presentations and workshops, respected educational
leaders and teacher educators, again drawn from all over Australia
and overseas, inspired and challenged participants with messages
about the reform agenda.
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At one of these sessions, Amanda listened intently to a number of
educators speaking passionately and optimistically about engaging
young adolescents in their learning in the middle years of schooling.
She had been aware of that a cohort of adolescent students, largely
boys, was presenting as an item for reform in Australian schools, not
excluding her own, in spite of her school colleagues’ smugness about
how well their program was catering for this age group of students.
She left this session feeling encouraged, not alone in her thinking
about how she could do it better at her school and in her inclassroom space. She returned to the professional landscape
revitalized, armed with contacts, resources and ideas for her
classroom practice and fond memories of sharing stories and having
good fun.
A year later, a similar experience came her way, this time
accompanying the Deputy Principal to a National Schools Network
conference focusing on the needs of students in the middle years of
schooling. She felt privileged to be invited, buoyed by the still fresh
memories of the previous professional development school.
Following these experiences, she began to reflect on the influence
that professional development opportunities on the out-of-classroom
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space play in the in-classroom spaces and the lives of teachers on the
school professional landscape. She heard others resonating with her
voice, taking comfort in what she had come to know as a teacher.
Her journey as a teacher on the turbulent and shifting professional
landscape gave her the conviction to continue the journey in her
current school without losing sight of ‘who I am’ and ‘what I know’.
As she saw it, there was plenty of work to be done.
Journey on the Middle Years of Schooling Landscape
I am an English / SOSE teacher. I’ve been teaching English-SOSE in
the middle years setting for the last five years now. Five years ago,
there was a new initiative at the school. We had a look, as a staff, at
Middle Years initiatives. There was a lot of work involved with the
…What did we do down in Sydney? What’s it called? The National
Schools Network … where a couple of us were lucky enough to go to
in-service courses to learn more about these new curriculum
initiatives. As a result of that and the opportunity the school gave us
to do that professional development, we came back and there were a
few changes made to the way that traditional English and traditional
SOSE curriculum was delivered in classrooms – mostly year 7 at that
stage.
In the beginning, five years ago, we were allowed five lines to deliver
English and SOSE, and at that stage the teachers were encouraged to
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teach across two lines so that they would have the same class for
double time basically than what they would have done before. At that
stage, early on, English and SOSE were separated pretty much. Over
time, that changed. The first change was that the two lines, instead of
being separated on the timetable, were merged so that they followed
one after the other, and that allowed for flexible timetabling for the
delivery of English and SOSE.
Then, I suppose, as a natural follow-on after that, was to look at
integrating the two subject areas since they had the continuous blocks
of time. There was a lot of professional development done within the
school in teams to look at things like integrated curriculum,
negotiated curriculum and where possible …well, there were more
teachers that came on board to take those classes for the longer block
of time than had been before. The net result was that the students in
the middle years setting had exposure to fewer teachers. (Transcript,
Nov.2001)

The cultivation of a non-threatening and positive professional
learning community that promoted teacher agency, supported by
key leadership, feature prominently in preparing staff for innovation.
The person who bought the work of the National Schools Network
was the Deputy Principal. She organized for a couple of staff to attend
those professional development sessions. Once we were exposed to all
the new ideas and what other schools were doing around Australia,
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then ...well, we got quite enthusiastic. We got out of our comfort
zones…I suppose. Just reviewed what we’d been doing in the
classroom and tried different things. As far as the rest of the staff were
concerned, those who volunteered in the beginning to become part of
the school Middle Years initiative were usually those teachers who
were prepared to give something new a go and weren’t threatened by
any new curriculum initiatives. (Transcript 2001)

Nevertheless, implementation of the change initiative can be tenuous
and divisions can surface on the professional landscape.
I think in the early days, it was a bit of a divide. There were those who
wanted to support new initiatives and give it a go and there were
those who didn’t want anything to do with it and there was a little bit
of resentment, as I seem to remember, like at staff meeting time when
the people who were involved in the Middle Years teams would stay
behind, through choice, to discuss what they were doing in their
classrooms and other people would then start leaving early – a little
bit of ‘us’ and’ them’ mentality happening. (Transcript 2001)

The reaction from other teachers on the professional landscape was
more cautious, guarded, even threatening.
There were probably quite a few different reactions. A lot of old
timers might have made comments like …ah, we’ve had those
initiatives or the same kind of initiatives before, just the pendulum
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swinging back. It’s happening all over again. Been there! Done that! I
think other teachers were generally threatened …that they might have
to change the way they delivered the curriculum. Some…for some, it’s
easier to just trot out the stuff you always have done and not consider
changing because it makes for more work. (Transcript 2001)

Within the ranks of the English/SOSE teachers, there emerged
resentment and scepticism towards the proposed model for
integrated curriculum. On the other hand, the Red Hots - the true
believers - were trying to make it happen.
There was a bit of a divide. I think those who volunteered to be part
of it and any incoming new teachers, who happened to be teaching in
that structure, generally were happy to be on board because the whole
idea of being in teams was quite supportive particularly if you’re a
new teacher coming to the school and you don’t know anyone.
Probably the older staff was more resentful. The older staff in the
English and the SOSE faculty who in the past had only taught those
subjects hadn’t crossed over to teach in both disciplines, whether or
not that was integrated curriculum or whether or not they were
teaching English and SOSE as separate subjects. (Transcript 2001)
In the first year it was a trial. From my memory, those who were
involved seemed quite happy with the way things were going. Still
others were sceptical…a couple. I remember other teachers making
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statements as to ‘that belongs to the junior school. I’m a senior English
teacher and I don’t want anything to do with it’. That kind of thing!
(Transcript 2001)

The Year 7 teacher teaming and integrated curriculum model for
English/ SOSE have since been embedded into the school’s culture
and organisation in spite of what amounted to small-scale teacher
resistance.
Most (teachers) are probably okay with trying new things. I
mean…really the old traditional timetable is long gone so that they
don’t really have that to compare it with. While there were two
systems running, it was inevitable that people would compare, then
they would make decisions about which one they want to run with
but now it’s pretty much embedded into what we do in the culture of
the school so it’s accepted and I think people enjoy it mostly.
(Transcript, 2001)

The momentum for change, seemingly propelled by the Middle
Years initiative, extended to other areas of the school’s curriculum.
Since the Middle Years curriculum has been brought in, people
(teachers) have suggested looking at changes in the Year 8
(curriculum), to put that kind of idea up into the school. There have
been a lot of changes made to what used to be a traditional streamed
school in Year 8. The English /SOSE curriculum has changed so that

187

the idea of having one teacher teaching across both subject areas has
moved into Year 8 and I guess that’s been driven in part by the
Deputy Principal of Curriculum and in part by the new executive
officer in charge of Humanities. (Transcript, 2001)
The idea of teams has flowed through to other areas besides just what
you are doing in the classroom particularly in the Humanities area.
We have teams to look after each other when we’re sick and buddy up
that way. We buddy to look at reports in year groups and that’s not
just in years 7 and 8 in the junior years. There’s a bank of year 9
teachers that is supposed to work together, Year 10 and so on, just to
cut down on the workload and someone to bounce ideas off, perhaps
compare work samples. (Transcript, 2001)

The initiative yielded inadvertent, positive outcomes.
I think that people who are doing it now want to do that but there
have been other spin-offs that people didn’t realize in the beginning.
Now we’ve changed reporting to fit in line with the double line of
Humanities because people were complaining about workloads so
really what it means now is that you only have to get to know one
group of kids for two lines doing an integrated report which cuts
down the workload. (Transcript, 2001)

Amidst the real-life problems of innovation, there were benefits.
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I don’t know if it’s (referring to integrated curriculum and teaming)
harder. It’s just a definite advantage having the same kids because
you don’t have to worry so much about getting to know the names of
them, doubling up on the marking, student management. (Transcript,
2001)
It’s definitely worth the effort. The staff involved probably taught
more collaboratively. We’ve had good discussions about what works
in the classroom, shared resource, that kind of thing. People probably
have been more reflective on their own classroom practice.
(Transcript, 2001)

A change of philosophy, regarding streaming students, amongst
colleagues impacted on in-classroom practice.
I think that the philosophy of streaming has gone out. Discussions
were that the Humanities department definitely didn’t want
streaming in Year 8. The trial for year 8 of only having levels 1 and 2
with the learning assistance kids mixed into those classes…that’s been
accepted and they (the teachers) will continue that practice.

The reaction to change, indeed the plethora of Departmental
initiatives since the Middle Years initiative, on the school
professional landscape has been unequivocal as teachers have
accommodated and accepted change.
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Across the school it’s been…there’ve been so many changes that, I
think, change is probably accepted as more of a norm...because we’ve
gone through different timetable changes, different initiatives that the
Education Department has brought down into schools. So many
things that you almost expect there to be change all the time rather
than the opposite where it’s fairly static like five years ago, as I
remember. (Transcript, 2001)

A school’s occupational framework (Evans, 1996, 120) influences a
school’s readiness for innovation, “its organizational capacity to
adopt and implement innovation” (Evans, 1996, 119).
Staff is accepting of it (change). The staff turnover – just the natural
staff turnover has brought different people in, people with different
experiences, a lot of younger teachers too. Changes at the executive
level too. The ones that I can think of are young and talented. They’ve
got enthusiasm for the job that they do. Probably, the new wave of
executive teachers are working in a more collaborative way.

The professional context of schooling, as such, is “uncongenial, even
hostile to innovation” (Evans, 1996, 120).
Most people generally accept things and go with the flow. There are a
few pockets of resistance. They’re probably the people who always
seem to have a whinge whenever it’s not exactly going their way. The
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same people who might have an idea that, for example, if there’s a
timetable change, it’s threatening their job.

And what of the young beginning teachers?
The young staff, because of the nature of our system, will do anything
to toe the line and fit in with everyone else because, after all, they’re
on contracts and they’re going to be assessed. But that’s being cynical.
Most of them do it because they just enjoy the motivation and the
challenge. But in the end, they get there. They do it with 110% because
they know they have to!

Over time, specific contexts including occupational framework,
politics, the school’s history, organizational stress and the school’s
culture shape the organisational setting of a school (Evans, 1996).
It’s much, much more open now than what it was, particularly at the
faculty level. Staff tends to be included more in decisionmaking
…allowed to have more input into the courses that they teach and
they can assess those courses. (Transcript, 2001)

Teachers, for a variety of reasons, tell their stories in the safe place of
their classrooms or staff rooms. The sense of professional community
is stifled.
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The culture’s not open and collaborative in the bigger group – the
whole staff group. The staff meetings, which are run once a fortnight,
aren’t really (open and collaborative) at the moment. (They’re) just
information-giving sessions. Occasionally there’s a little bit of
professional development sharing that happens, a little bit of student
welfare information but, as a general rule, discussion is not
encouraged, and if any discussion about issues, major issues in the
school takes place, it’s more than likely to take place at faculty level,
in faculty staff rooms.

However, the development of professional community focused on
improving practice and common purpose emerges in smaller teacher
groups on the professional landscape.
Last week we had a SOSE planning day which enabled most teachers
to get out of the school, talk together about curriculum. I don’t think it
would have happened in the past. There was a set curriculum. That
was it. You followed it. Now we’re constantly evaluating what we are
doing and planning for the future. (Transcript, 2001)

Teachers exercise their agency, pleading to be heard in the public
place on the professional landscape.
A lot of discussion about where the new timetable was going to be
headed was faculty-based discussion which is okay because, in one
way, each faculty had to decide what their stake was in the whole
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new timetable but it would be nice to have an overview for people in
different faculties to get the point of view of other people. Sometimes
you just don’t realize how they’re thinking about an issue, a
curriculum or a timetable issue until it’s pointed out to you, so there
needs to be more staff interaction.

A new story on the professional landscape - the ACT Research Circles
Five years on from the start of the Middle Years initiative, Amanda
lives out a different story involving a Department curriculum
initiative – the ACT Research Circles. Responding to calls for
expressions of interest to join this initiative, and exhibiting attributes
of a Red Hot, Amanda volunteered to be a member of a small,
intimate team of teachers. Amanda tells her story. It lacks the
passion, engagement and commitment of the earlier story.
I was thinking of a project we could do with each other. Pam wanted
nothing to do with the junior years or middle years of schooling so we
had to find something that would flow through, be relevant for all
years. Our first idea was journals because Rene was keen to use
journals in Maths, and Peter and I were keen to use them in EnglishSOSE. (Transcript, Sept. 2002)
Pam was transferred. She fizzed! Then it was down to me, Peter and
Michelle. Rene went on leave. A new executive teacher arrived at the
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school to run the faculty and the next thing we were doing
Protocols 2!
We didn’t have to act on it in the first year. Another school was doing
protocols. Peter and I didn’t write up anything. In the end, it was a
two-year waste of time as far as ‘us’ being out of the school. I am
being slightly cynical. (Transcript, Sept. 2002)
Using protocols in the Middle Years of Schooling meetings and staff
meetings was good but not relevant to the time spent going to the
Research Circles’ meetings.
I don’t think we ever really knew (what the purpose of the Research
Circles was). We didn’t really know what the agenda was. We were
all confused, sat around wondering what it was we were actually
meant to be doing. As time went on, nothing was mentioned about
the research paper and the NSN came up with their video of selected
schools. Because it was a two-year cycle, when our two years was up,
that was it!

How might this, or a similar initiative, be best implemented at
another time?
Depends on the intentions of the organizers, who was directing it,
letting it evolve. We were looking for the end point and how we were
going to get to it.
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The impact of the Research Circles is not clearly evident. Teachers
want to make a difference and see observable outcomes where a
significant personal investment has been made.
I’m not really sure. Not sure whether the email address list worked so
that there was no real direction given. I don’t think everybody had
access to information. It seemed to me to be very disjointed and loose.
At the end of the two-year period, where our services were not
required, there was no report. I was not sure of our role. There was no
closure from our point of view. There was no feedback. There were
some progress reports but I’m not even sure whether these happened.
Staff mobility affected the continuity and momentum. (Transcript,
Sept. 2002)

The joy of teaching is combined with a hint of stark reality in the inclassroom space.
I still enjoy teaching. I have really good days when I should stay there,
and some not-so-good days. I wouldn’t say they are bad. They’re just
not-so-good. On the not-so-good days, the really difficult kids make it
hard to get the job done. There is only one or two of them. That’s the
biggest frustration. There are so few options for where these kids can
go!

Nevertheless, recently, teaching with a new companion, a young
teacher, has generated a sense of rejuvenation and satisfaction in a
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changed role in the in-classroom space. The journey takes another,
unexpected route from that already charted. The scenery along the
way is attractive and her travelling companion is compatible. The
journey continues.
I’ve enjoyed doing the Maths. I’d like four lines of Maths. I got a buzz
teaching with a new teacher. Within the Year 9 Level 2 class, six of the
kids got into the top eight in the breakdown of scores at the end of
semester. The rest of the Maths teachers were mildly surprised
because they didn’t think that I was a real Maths teacher. That was
very satisfying. (Transcript, Sept. 2002)

Institutional stories critically influence teacher’s identity. In the
Middle Years of Schooling story, the nexus between curriculum and
teacher identity intricately shapes Amanda’s story. The curriculum
innovation, welcomed into the in-classroom space, becomes an
integral part of professional identity. Amanda, a Red Hot, is
committed to change. She volunteers to trial and implement change
initiatives. She exercises agency in making choices about her
involvement in curriculum reform and is ready to challenge and
criticize change initiatives such as the ACT Research Circles on the
basis of relevance, feasibility and provision of training and support
for teachers. It is clear, towards the end of her story, that Amanda
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remains committed to teaching and avails herself of opportunities to
channel her frustrations with the profession and the bureaucracy.
Her story, with a few exceptions, lacks the idealism and spontaneity
characteristic of young teachers such as Mike.

4:2:1:2.

Narrative 2 : Michael’s Story

Beginning teacher. Striking Out!
Michael (Mike), a young teacher in his early 20s, completed his
Bachelor of Education degree in Canberra. Prior to his appointment
to Sunset Park High School, Mike was employed on a contractual
basis for one year in an ACT high school and involved himself in an
ACT Departmental initiative - the ACT Research Circles.
At the commencement of Mike’s first year of teaching at Sunset Park
High School, he worked in a traditional classroom setting. Like other
teachers in the school, he worked, for the most part, in isolation in
his in-classroom space. He worked with dedication; he worked
reasonably long hours including weekends to provide the best
curriculum for his students. He largely drew on cooperative learning
methods, consistent with his educational philosophy and classroom
methodology. His success in working with the students using these
methods was noticed by his colleagues and supervisor.
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At the faculty level, Mike was the recipient of a supportive and
enthusiastic network of teachers. They laughed, argued, debated,
socialized, questioned and showed respect for each other personally
and professionally. Following a restructure in the organization and a
change of leadership before Michael’s appointment, this group of
teachers was fast developing their own ‘learning community’. They
favoured

interdisciplinary

curriculum,

having

successfully

implemented an integrated curriculum in Year 7. Like him, they
believed in building relationships and connections between students,
parents and teachers.
On Mike’s arrival, the school’s staff was in the middle of designing a
curriculum to meet the needs of students within a new timetable
arrangement. Mike was buoyed by the hive of activity, realising the
potential to shape his beliefs and practice about the celebration of
student learning.
On

the

out-of-classroom

space,

Mike

attended

to

routine

responsibilities including playground duty, attended staff meetings
but, as the year progressed, he became acquainted with other
teachers

working

outside

his

area

of

teaching.

Through

conversations including visits to other classrooms and faculty staff
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rooms, teaching across faculty, inclusion in social activities, he
developed relationships with staff outside his faculty, in particular,
an overseas exchange Drama teacher in the Arts faculty.
Mike tells the story of his experience with innovation which occurred
mid-year in his in- classroom space and the out-of-classroom space
on the professional landscape.
The story of the Year 9 Exhibitions
My current job at Sunset Park High School is in Humanities (as) a full
time, permanent employee who just got permanency this year – first
year out of university. I also teach some Media and Advertising, and
aside from the classes I teach here, I also have a background in Drama
as well.
I got involved with the Exhibitions program. The story goes that
during a staff meeting here, the exhibitions project was announced to
the staff asking for assistance. The program appealed to me because
during my year at university I designed a project very similar to the
Exhibitions Project under Marie Brennan who I later learned was
involved in the Exhibitions Project.
Basically, the Exhibitions Project is really about, I guess, a few things.
Team teaching is an important factor with the Exhibitions Project,
designing classroom activities which aren’t just about assessment and
also about assisting the school. In some ways, the title suggests it is
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about promoting and producing a product which the kids can display
to you, not only for themselves, but to the public.
The ACT Year 9 Exhibitions Project incorporated the Round Table
process which basically involves a panel of teachers, community
members and other students in the school. I guess assessing students’
work but not in a conventional way in terms of grading or giving a
quantitative number, but rather about saying this is what we learned
from this student, so investing that way.
I guess one of the reasons I got involved with another teacher (Scott)
was purely because we knew each other fairly well on staff. We
taught similar classes. Both have similar mindsets when it comes to
teaching. Also too, one of the ideas was that I was based in
Humanities and Scott was based in Art, two different faculties
com(ing) together.
The other idea too was that the Level 2 of the Arts was very interested
in the project. Unfortunately, she left. Certainly it was a minor speed
bump in the process because there were things, I guess, that she was
going to bring to the project (and) because she went away, we sort of
had to make it up ourselves. You know, on reflection, that’s probably
a good thing. (Transcript, Dec. 2001)
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The project adopted a student-centred approach and an easy manner
of collaboration and planning ensued, despite the aforementioned
hurdle.
I think that at the end of the day, you know, thankfully, we got along
and we tended to tackle things in a uniform way. You know, there
was no real second- guessing. There were no disagreements over how
things would work. You know, we set up a model early on and we
stuck with it and, I guess, utilized too the talents of the class in a way.
We got the students to do a lot of the preparation. We got them to do
a lot of the work that I know teachers in other schools were doing. We
got our students to do that and we found they certainly benefited
from being able to do it. There was no reason for us to do it if the
students were keen and interested. (Transcript, Dec. 2001).

The students’ achievements stood out, albeit a ‘notorious’ group.
I think, overall, the reaction was fairly positive but I think part of it
does come (down) to the people involved and the fact that we had a
very mixed group of students. You know, a lot of students who have
fairly notorious reputations here. But they all produced a very high
standard of work over the term. I think that the biggest problem we
had was that one group was year 10 and one was year 9 which was
one of those problems associated with the Level 2 leaving and not
having control over the year groups as wanted them. The (two)
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groups certainly didn’t gel very well together but I think that within
their own groups, they gelled quite well. (Transcript, Dec. 2001)

The dynamics of the student group did not present as a hurdle. On
the other hand, the students demonstrated resilience in managing
this aspect of the project.
We sort of did our best and I don’t know whether I’d recommend a
project like this being operated with mixed groups.

One of the problems encountered in implementing an innovation is
inherent in the assumption that the innovation will not fit in with the
everyday routine in existence. Despite initial staff resistance from
various positions on the professional landscape to the delivery of the
project, both teachers demonstrated an unflappable, ‘go with the
flow’ attitude, supported by appropriate organizational assistance.
We dealt with it pretty well, I think. We ran the two classes on the
same line so that it didn’t affect anyone else’s work and I think that
was the one thing that benefited us.
There was the right assistance in the right places for it and, you know,
it wasn’t that difficult to do. We picked them (the classes) based on
what was already going into the timetable. You know, we didn’t have
to make up anything new. Initially, there was a plan of making
something new and putting it into the timetable but that was met with
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very strong resistance, as a result, by some members of staff, you
know, mainly the executive staff, and some other people we talked to
about it, and they basically said that it would just be too difficult a
project to set up in that way.
I think that at the end of the day, it came down to convenience. You
know, the fact that we had a plan. You know, we were bearing the
responsibility of it and the time of it. Once we showed that, you know,
the inconvenience to others was going to be very minimal, that it was
an important program, you know, people changed their minds but,
you know, there was resistance mainly because, you know, people do
tend to ask the question: how is this going to affect me and what extra
work am I going to have to do? (Transcript, Dec. 2001)

The school climate at the time registered resistance from teachers
who had misrepresented the project.
I guess that’s the biggest problem with this project; that a lot of people
think that it is going to impose something new on them. It’s going to
restrict their flexibility and their choice. It was reinforced to us right
from the start that it isn’t about doing something new. It’s about
doing something old in a different way. I think that’s an important
message that we tried to get through because when you’re running
several different programs through a school, you know, Maths is
doing some sort of design work in Geometry and Technology is
building some thing, and English is doing letter writing, surely it is

203

beneficial for all those area to do these things at once. (Transcript, Dec.
2001)

Ted Sizer, representing the Coalition of Essential Schools in the USA,
together with the Australian National Schools Network, promote a
saying: Less is more. The Exhibitions Project adopts an integrated
approach. Nevertheless, Mike questions whether such pockets of
innovation in classrooms will have an enduring effect on the culture
of a school.
That’s (referring to “less is more”) definitely where it is going and so
it was a lot easier on the kids and a lot easier on us by the end of the
project.
I think that because it is still an internalized project between a few
classes while it certainly changed some of the ways we did things in
my classroom and Scott’s classroom, with the kids, I’m sure it has
made a difference, but across the whole school culture, I don’t think
so. I don’t think that the staff was exposed in a way that it would
change their daily classroom practices. You know, I’m sure that the
staff who took part in the Round Tables and sat in and listened were
receptive and I ‘m sure that they came away with ideas but (I’m not
sure) whether that was enough to spark any major change.
(Transcript, Dec. 2001)
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The forecast for the Exhibitions Project is couched in caution.
However, the idealism and ingenuity that leaps off the pages of this
curriculum story is consistent with the professional identity of a
beginning teacher developing as a prospective leader in a learning
community of teachers.
By and large, I think it is a few years off just because you really need
to get the different faculties together in big projects, get everyone’s
support and it does take a few years’ planning, I think, to do it the
way I’d like to see it and the way the Department wants to see it.
Because you just can’t tell people three months, six months or even 12
months in advance. You need more time.
I think eventually it would be nice to see a year 9 or year 10 project,
whichever year you want to choose, and having for a term, or a four
week bloc, a six week bloc, having one big project that that year will
work on to get up and running whether it’s painting the school or
putting in a new garden and then using all the areas and getting all
the faculties together in their combined power…But, I think, like I say,
that’s a few years off but the Round Tables…you could implement
them tomorrow.

Personal satisfaction, combined with an enhanced professional
perspective derived from the Exhibitions project, emerges in this
story to live-by.
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I think one of the difficulties, I guess, is there’s a sort of emerging
language barrier with the profession which certainly I never latched
onto and this experience, I guess, has sort of taught me a little more
about some of the ideas behind teaching. You know, things that I had
done at University but which never seemed practical now started to
feel a bit more practical.
I guess, from a long term perspective, you know my motivation is
always that it’s much easier to change things from the top and you
know, if you’re coordinating things and you can make change and
you can implement change and if you’re just sort of sitting back and,
you know, being part of a team while it has it benefits too, you’re part
of someone else’s plan and, you know, I’m very interested in being a
leader rather that just a follower.

The story of the Middle Years of Schooling
Mike has also been teaching the year 7 integrated studies curriculum
at Sunset Park High School. He lives-by a story on a landscape that
has accepted the Middle Years of School story as institutionalized
and ‘bedded down’, as part of ‘the way we do things around here’.
I think that integrated curriculum is a positive way of looking at
middle schooling. It certainly takes out a little bit of the
competitiveness and the fractured existence of say, English and SOSE.
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Really at that age group, I found that the things the kids need to
concentrate on, really, are their writing and their analyzing and you’re
greatly benefiting by hoping to do a few things at once. You know, the
line between where my English class ends and my SOSE class begins
is blurred on a regular basis because you can do so many different
things when you’re free in that regard. You know, quite often, the two
are interwined and I think it’s a positive way of looking at it because I
think with that age group, they are going through tremendous
changes, intellectual change, huge increase in social pressure. I mean
they’ve never experienced it before and I think, you know, if you can
simplify things into broader areas for them, it’s a lot easier to show
their (the respective subject discipline) value.(Transcript, Dec. 2001)
Certainly, the reaction I’ve got from the kids… just today I asked them
to write a sort of an analysis of their units at Sunset Park High School
and how they felt they went in them, you know, what changes need to
be made and so on. Every single kid said that the integrated unit was
one of their favourites! (Transcript, Dec.2001).

The finding that building relationships with students is critical to
learning is consistent with contemporary literature that identifies
building connections as one of the keys to engaging young
adolescents in their learning.
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I think that’s probably about building relationships with them as
much as the integrated approach but I don’t think I could have built
those relationships if it (the curriculum) wasn’t integrated.

Also consistent with the literature aforementioned is the flexibility
afforded by an integrated approach to delivering the curriculum.
I think that having that flexibility to really control where you’re going.
You know, whenever I feel a class going off the rails it’s very easy to
just introduce some stabilizing work.

Organisational structures devised to facilitate the curriculum are not
always appropriate.
I think it is difficult when you have kids for a long period of time on a
regular basis.
There are concerns from some staff (the Humanities faculty) about
having a program where you, for instance, next year in Year 8, there
will be even longer blocs for certain kids and having certain groups of
kids and certain classes of kids for (that) longer periods. (Transcript,
Dec. 2001)

‘Changing teachers, changing times’ is captured in teachers’ stories
to live-by.
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I think that in terms of the culture of schools, it’s certainly an
interesting period to be in a school because I think there are huge gaps
between the old and the new in terms of thought (processes). I think
certainly, you know, it’s not at all an age difference, you know,
certainly not the way the media tends to represent it.
I think that we are a relatively positive staff but certainly when I was
on the Exhibitions and Research Circles, there’s certainly this feeling
of…there seems to be a lot of uncertainty amongst a lot of teachers out
there because the profession they entered is certainly not the
profession it is now and they are desperately holding onto (some
cherished practices).
And I think that’s why there’s resistance. I’m not sure if people are
really sure of their role and what their jobs are…professionalism …all
these issues are not sorted out yet.
I think resistance in general is a negative thing. What people are
resisting are the new ideas and you know the reason they are resisting
is because they think, they perceive that it’s going to be more difficult
for them.

Research on teacher resistance (Evans, 1996) acknowledges that
teachers recognise their resistance is being ignited by others, whether
they be administrators, supervisors or policy initiators or other
teachers, telling them how to teach something in which they have
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already invested a great deal of time, thought and emotional capital.
Ordinarily, teachers trust their own judgement. The result is that the
more teachers are told what to do and how to do it, the more they
retreat to a compromising position or lose sight of their professional
identity and what they know (Clandinin and Connelly, 1996, 31).
Teacher resistance is treated in more depth in Chapters 5 and 6.
Amanda and Mike’s stories evoke aspects of how “teacher identity
commingle on the professional landscape” (Clandinin and Connelly
(1996, 93). There is no suggestion in their stories that there exists an
“inevitable conflict between conduit-prescribed curriculum and
teacher identity”. (The term conduit-prescribed curriculum loosely
describes system or school policy initiatives.) Amanda and Mike
welcome the so-called prescribed curriculum or curriculum
innovation into their classrooms; it is integral to their teacher
identity. Both have developed a strong sense of agency. Neither
gives up their story or ‘buckles under’, thereby demonstrating
remarkable commitment in their stories to live-by. In Amanda’s case,
she searches for alternatives to resolve her teaching dilemmas.
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4:2:2.

The Unfreezables - Narratives 3 and 4

Evans (1996) describes this group as the large majority of teachers
whose resistance is unintentional, sometimes even unconscious. He
calls them ‘unfreezable’ because they are stuck but potentially
responsive to ‘unfreezing’. These teachers remain highly committed
and enthusiastic about their teaching but as Evans puts it, “they just
don’t get it”; that is, the essence of the innovation.
The following stories do not exactly fit Evans’ description although
the teachers do exhibit attitudes and behaviours characteristic of an
Unfreezable in that they do not readily embrace change and hold onto
‘cherished’ philosophies and practices. For these teachers, the
proposed change is only worthwhile if it can deliver better outcomes
for the students and teachers than the current regime. This
discussion is taken up in Chapter 5 where I unpack aspects of these
teachers’ stories.

4:2:2:1.

Narrative 3 : Bev’s Story

The Gatekeeper.
The Art room is filled with students’ work, clay figures, lino
etchings, paintings. Bev is packing the kiln in a small room adjacent
to the bigger workroom. It is lunchtime. A group of year 10 students
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are animatedly discussing their weekend activities as they work on
their major project. The students intermittently call out to Bev for
confirmation of decisions they have made regarding their project.
She calls out, “I’ll be there in a moment”.
She has been preoccupied with firing students’ work in preparation
for the Art Exhibition. She enters the room, clad in apron and gloves,
sits down at the bench where the students are seated and calmly
directs the conversation to their project. She apologises to the
students. The students are sympathetic; they know she works hard
and has their welfare at heart. They are grateful for the time she can
spend with them, knowing also that the Art room is a safe haven off
the school playground and that they are welcome there.
Only a week ago, her supervisor asked Bev to stage an exhibition of
student work for the school’s annual Open Night. She puts her
students first. She takes great delight and personal pride in
celebrating the work of her students. She privately wishes that the
school recognized her efforts, that her contribution to the public
relations machine was acknowledged. After all, she has been doing
this sort of thing for ten years now and feels that she may be taken
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for granted. These days, she does not have the assistance of another
full time Art teacher but that does not deter her: she doesn’t want to
let the students down. A number of her year 10 students have
volunteered to help her mount the displays. She marvels at the
generosity, cooperation and responsibility of her students. She
opines that the students’ qualities have not changed over the years
despite the issues of student management that she and her
colleagues confront each day in their in-classroom space.
She resents that there is never enough time to do her job the way she
wants to do it. She is frequently inundated with routine
administrative
management

tasks
team,

from

the

Department

and

attends

to

these

or

the

school’s

routine

tasks

conscientiously.
There have been so many changes on the professional landscape
since her appointment to the school. She has not always been aligned
with new initiatives at the school and has been public about her
views on the out-of-classroom space. She believes that from the time
she started teaching in the school, the curriculum and organizational
structure have served the school community well and as a result, she
has questioned new ‘fly by night’ programs such as the Middle Years
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initiative. She has invested much of her personal and professional
self, working tirelessly on the Visual Arts curriculum on her
appointment to the school, believing that it works well for the
students and sees no reason why it should change.
She is passionate about her teaching and is a true expert in her
teaching field. She has taken young Art and Media teachers under
her wing. She regards herself as a mentor to young teachers,
inexperienced

teachers.

She

remains

enthusiastic

about

the

profession and is not thinking of leaving. She believes that she still
has a contribution to make, but is feeling ground down by external
factors. She alludes to the teaching profession as being engaged in
combat on a battlefield.
At first-reading level, Bev’s stories are about curriculum making.
They relate to teacher preference and agency, student interest, school
delivered initiatives and policies, and teacher biography.
The story of curriculum making
I’m the level 1 Art teacher. At the moment, I’m basically the main Art
teacher and I’ve been at Sunset Park High School since the beginning.
I came across from Harbourside High School at the amalgamation.
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Prior to that, I’d been at Harbourside High School for a couple of
years.
Probably the main one (curriculum initiative) is getting the
curriculum ready for the new Sunset Park High School which was the
Visual Arts curriculum and this comprised four teachers actually
getting together – two from the old Wilmington High School and two
from Harbourside High School – to actually come up with a totally
new curriculum that was going to take us through, at least, probably
about five years, hopefully, and like everything else with the
amalgamation, we were trying to sort of get the best answer we
possibly could with input and we actually went about this by having
probably about four or five rather detailed get- togethers. Some of
them were actually in peoples’ homes, some of them were just sort of
in meetings after school, just going through what we thought the kids
had to know but what I was really concerned (about) was… I really
wanted to set in place a logical flow from year 7 through to year 10. I
was very … I have always been very concerned for, or very interested
to see everything sort of relates and follows through. I was the one
who initially… actually (organized) the meetings, put the documents
together as a result of this. And what we actually put in place was a
logical progression from ART 1- 4 in the senior years, some semester
units and our year 7 and 8 program which needed to be a little tighter
than the senior programs.
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Different mindsets are encountered with a younger teacher in the
task of curriculum planning.
No, I don’t think that we had the same mindset. I think that the
teacher I worked with at Harbourside High School… we’d been doing
a lot team teaching and we’d also spent a lot of time on the phone
before it even got to that school…just talking about philosophies and
ideas. We’d worked very closely together and we thought we were on
the same wavelength and the other two teachers…one was a younger
one and one was about to retire, and the one who was about to retire
didn’t really seem (to want) to put a lot of energy into this new
program. The younger one had been taught at an Art School in a
different way to the way I’d been taught and the other teacher…I’d
been taught at Art School where I felt I had a really good grounding
in all the areas of Art and also I had a lot of background in infants and
primary and preschool stuff, the same as the other teacher.
The younger teacher didn’t have this and she had gone to an Arts
School where teachers had specialised in a particular part of Art like
sculpture, or ceramics, or painting and drawing. I started to find that
the best teachers really had very little knowledge or appreciation or
understanding of other aspects of Art, and I had a bit of an uphill
battle trying to convince this other teacher that we needed to treat two
dimensional and three dimensional art as art forms. There had been
very little of the third dimension done at Wilmington High School.
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But we did manage to get that in place. There was a lot of discussion
and a lot of explanation and a lot of reasoning and things that had to
take place for her to actually agree that that was the way to go.
(Transcript, Dec. 2001)
I (sort of) said this is the way artists…the mind of the artist moves this
way, and this is the way it has to be otherwise we’re not doing a
complete education. A complete education is all about making sure
that we are covering everything, all aspects before the kids go to
college. Basically.
After a while, we kind of felt, after a couple of years, that this other
teacher really wasn’t making much of an effort in this particular area
and the level 2 (supervisor) actually then told her she would have to
go and do a little bit of in- servicing so she could have an opportunity
to teach these things as well, which was probably just as well because
then she could produce this extra stuff when she applied for another
school later on.
I know she was feeling threatened because I was actually told by the
level 2 to back off putting up displays, exhibitions because she (the
other teacher) felt I was showing off or something so I was told and I
said, (like) ‘this is always what I do’ and I was told not to do it and
not be enthusiastic, basically, about what I was doing because she (the
other teacher) felt really threatened.
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Resentful of being put in a compromising situation, Bev withdraws
from the out-of-class space on the professional landscape. Her
respect for authority and, in particular, her immediate supervisor
enabled her to get on with her teaching, content in the belief that her
primary responsibility was to her students.
I was a bit peeved but I thought, all right, because I had great respect
for the level 2 and I thought that if she perceives this is a problem, I’ll
just duck off away and just keep a little within myself and just move
on from there.
It didn’t create a lot of discomfort because she (the other teacher)
didn’t know that I knew, basically, I think. It was the level 2 who
basically, a very good reader of people, knew what was going on and
so she just (sort of) said, just calm it down a bit!

Bev’s in-classroom space remained unaffected as she and her
students went about their teaching and learning. Bev felt a huge
sense of personal achievement, knowing that her efforts combined
with her firm beliefs about educational philosophy and pedagogy,
had contributed to a rigorous, ‘logical’ Arts curriculum.
The curriculum went reasonably smoothly because in this subject,
once you get going, you start to get results and you start to get some
kids see that things are taking place and it was going quite well.
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Conflicting stories on a changing landscape—swimming against the tide.
Since the days of designing the Visual Arts curriculum at Sunset
Park High School, Bev has witnessed and been carried along,
sometimes willingly, sometimes unwillingly, on a wave of reform
initiatives. Ten years on, Bev has been an observer during the
playing out of the Middle Years of Schooling story. (Her faculty gets
involved in the later stages of the story.) Her subsequent stories do
not include any reference to experiences with recent ACT system
initiatives impacting on high schools. She is comfortable telling her
stories on the professional landscape.
The context for Bev’s faculty involvement in the Middle Years
initiative at Sunset Park High School originated from students’
dilemmas with organization and curriculum. The scenario, authored
by her supervisor, is shared at a faculty discussion of the Middle
Years Arts proposal. (Refer Appendix E. Authored by Angella
Hopkins, 63 - 64, cited in Change Matters, The Innovation and Best
Practice Project. The Middle Years Initiative at Stromlo High School,
1998-1999)
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The process of change can polarize staff on the professional
landscape. Some teachers adopt an isolationist, spectator ‘wait and
see’ position, preferring to sit in the camp of specialist teachers.
I think that the actual, the Arts and LOTE staff and Technology sort of
tended to keep right out of this (the Middle Years of Schooling
initiative) because well, basically, I thought we had a jolly good
program going with what we had. I’m always a bit hesitant to change
something when I know it’s going really well. We had three teachers
working on the year 7 program and we were all happy with it. It was
finely tuned and it was well balanced and was quite successful. And
so a lot of us thought, well, let the other part of the school do that and
we’ll sit back and see what happens.

Although staff may appear skeptical towards change, they do
analyse the costs and benefits of proposed change for themselves and
their colleagues.
It was to actually ensure a smoother transition through the primary
school and I guess some of these elements and some of the concepts of
doing it are quite good but I thought that I wouldn’t have needed that
down in Art because I thought we didn’t and I really, to myself,
thought that when the kids come to high school they want to work
with the Art teacher. They just don’t want a Textiles teacher teaching
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Art. They know there’s someone there who knows what they’re
doing. That’s what they want.

Did teachers feel left out?
The only way that I felt I was marginalized was when I wanted (I
really loved year 7s) a year 7 tutor group and I knew that I couldn’t
have one then because the others – the Middle Years teachers – have
got the tutor groups, but that, I got over that.

Teaching the integrated approach can take teachers out of their
comfort zone, exposing their lack of competence and confidence.
Some teachers did not warm to the integrated Performing Arts
model or the proposed integrated Visual Arts model, content to
work with a model that quarantined the Arts teachers from the
dominant Middle Years of Schooling story.
I’m not actually happy about that at all because what might seem like
it’s a good idea and it balances up the other Performing Arts, when
you look at how much your teaching staff really know and how
comfortable they are with the subject and how much they can enthuse
the students, I don’t think so. The only way I can see around it if
there’s a swap, if the teachers actually swap over…
The Performing Arts program, seems to me, is actually working with
teachers team teaching and they’re in a Drama Room and they’re
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doing Drama and some Dance and, from what I can gather from the
personalities of the staff involved over the last couple of years, I
should imagine it would probably be more one teacher doing all the
work and the other one is doing all the supervising and the discipline.
I can’t see how that would work in an Art …you couldn’t do that in
an Art Room, you couldn’t do that in a Textiles Room because you
could only fit 24 students in a room and when you are actually with
Art actually trying to combine Textiles and Art in a term program and
you try and fit one into the other I think you do both of them an
injustice.
Although the level 2 wrote up a document (referring to the integrated
Visual Arts model), I really think that it would be best to actually keep
them separate, to actually have half of that Art and half Textiles.
You’re assuming skills that teachers haven’t got and you can sort of
go to the airy fairy way of saying, okay, they can retrain but it still
gets back to the same concept of Maths teachers coming into teaching
because they love the subject and if you tell people to teach things that
they are not totally comfortable with, I think it really show and I’ve
seen them around the school, to be quite honest, you can see it. You
can see their lack of enthusiasm in what the kids are actually doing.
I put it down it down to a lack of competence and confidence because
I know they haven’t got the training and also because they don’t
really understand what they’re doing.
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Throwing resources and professional development programs at staff
may not be an option to win teachers over to an integrated approach.
I don’t even think that would work! Because you need a lot to get
somebody to actually teach something like Art well! They need to be
virtually Art teachers. You just can’t do it just like that! It’s just …well,
that’s they way I feel about it.

Was there any benefit for students and teachers?
I didn’t think that it sort of made any difference to the staff as a
whole, the fact that some were Middle Years teachers and some
weren’t. I don’t really know but I did see that it really didn’t make
any difference to the kids’ learning. It didn’t seem to make any
difference. Indeed, I often thought it might have mollycoddled them a
little too much at times. I think it would …I would have liked it
…something like that to maybe take place first term of first semester
but not for the whole year.

Over time, the professional landscape can experience a loss of
teacher knowledge due to attrition, the transient nature of the
teaching profession, and lack of recognition and support for
colleagues within the school.
…a fair few of the initial staff have moved on. They have a lot of
knowledge and a lot of it is gone. You have the contract system which
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means that people are moving on. You have a promotion system
which gets a lot of people doing things that they think are going to be
noticed, known by people that count which may not be their time(s)
and effort putting into doing this instead of putting their effort and
emotional energy into actual teaching. (and) Before, you had more
teachers (who) could group together to organize an activity, like
you’d have a huge group of people (who) would be quite happy to
sort of work on something like a walkathon or whatever but because
you have less people, a lot of those people are actually transients.
They’re just sort of moving through. You haven’t got this sort of solid
base of knowledge, of people. Teachers are spread very thin and it’s
just become sort of difficult to get a lot of the more enjoyable aspects
of a school.
People are tired. People don’t have the good will. …I’ve heard from a
lot of people too that they said they’ve done …this is not me, but
they’ve done things in the school and they haven’t been thanked. It
hasn’t been appreciated. It’s just been expected and then maybe
sometimes even criticized later when something’s gone wrong and
the parent’s rung in and complained of whatever and they’ve copped
the flak and they’ll cop nothing, you know, for the amount of energy
that actually went into it. But for a lot of them it was actually a lot of
time out after school to do these things.
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Resistant to ‘change for change’s sake’, teachers may adopt a
pragmatic

approach

to

change,

become

disparaging

about

repackaging or re-badging curriculum and processes that assume
appearances of ‘reinventing the wheel’.
I think that teachers won’t actually try something totally new. I think
most teachers are prepared to modify and refine…If it worked, keep
with it, just modify it, update it, make it a little more appealing. Go
with the wind and don’t keep sort of saying ‘gotta change’. I think a
lot of people change things because they think it’s going to make them
feel important, it’s going to make them feel noticed, it’s going to …as
my husband says, we’re reinventing the wheel. ‘Did you reinvent the
wheel today at school?’ he says. You (we) rehash the stuff that we did
10 years ago because you think you’re going to present it as new and
it’s not new. I don’t think there’s anything terribly new in
education….

Bev is dedicated to her Art teaching. Consistent with the definition of
an Unfreezable, she has arrived at a position of comfort in the inclassroom space, content that she is fulfilling her professional
responsibilities and meeting the expectations of her supervisor and
management. She has chosen not to get involved in recent local or
system initiatives. Her school’s response to recent system initiatives
such as the ICTs (Information Communication Technologies) and
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Year 9 Exhibitions has by-passed her discipline area, sparing her
from any changes to her in-classroom routine. On the out-ofclassroom space, she resents the intrusion of external factors over
which she has no control, often represented as Department or
government policies that enter the professional landscape to which
she metaphorically describes as a battlefield for teachers.
I’m extremely enthusiastic about Art and Art teaching. But I’m not
enthusiastic about student discipline, about lack of consideration and
lack of respect. I’m not enthusiastic about the assessment system. I’m
not happy about the fact that the school seems to have limited control
in its ability to follow through on the school tone because it doesn’t
appear to be supported higher up.
Ah, but the actual teaching bit…yes! But whether or not that’s enough
to sustain one for all the other things that go wrong, I don’t know.
There are a lot of things that really…really make it very difficult. But
I’m not saying that I could still be enthusiastic if you took me out and
put me in into adult education or something. I’d still be enthusiastic,
but there are a lot of things that need sorting out and because I’m an
experienced teacher, I often wonder how the lesser experienced
(teachers) cope with some of the things that teachers have to put up
with. Ah…there’s a bit of a battle-ground (out there).
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Always the ‘gatekeeper’, Bev holds dear to her “cherished practices”
(Groundwater-Smith 1999 in Change Matters).
I’ll not be moving. I get asked that quite often actually and I just say
that if you’ve got five storerooms to clean up before you go, would
you be? I’m quite prepared to move around these problems as long as
I can. (Transcript, Dec.2001)

4:2:2:2.

Narrative 4 : Fay’s Story

Room with a view : a teacher librarian’s position on the changing landscape.
It’s the end of another day at Sunset Park High School, and for Fay,
an English teacher, it’s not a moment too soon. She came to the
school when it was at its peak, abounding with esprit de corps, the
majority of students wore a uniform, fewer students needed learner
assistance, the students maintained a good work ethic, the staff was
less transient, and there did not exist the growing list of new goals
and targets now being embraced by ACT schools.
Sarason (in Evans, 1996, 135) in 1990 argues that the educational
community needs to “get off the moral hook of promising more than
it can deliver” and “increase public understanding of why the
problems in schooling …are and will be so vexing”. Although this
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comment applied to the American context then, the same can now be
aligned in Australian schools.
Fay’s husband is a medical doctor. His profession takes seriously the
complex and intractable conditions it confronts. The public believes
the medical profession when media reports concerning the
profession are released. On the contrary, the complexity and
intractability of education’s problems in this country do not receive
the same public ‘sit up and take notice’ response accorded to the
medical profession. Fay, a staunch supporter for industrial
democracy, is aware of the increasing politicization of education and
laments the changing professional landscape that teachers live on.
I’ve been teaching since 1989 so I’ve been in this distinguished career
for about 13 years I’d suppose by now. And I started with working in
a college teaching English as well as being a teacher librarian and then
I went from there to Sunset Park High School where the Education
Department offered me permanency and so I stayed there for the next
10 years I suppose and I have been at Brownstone High School for 18
months and I’m teaching English still and working 0.8 in the library.
(Transcript, Sept.2002)

The standards of student achievement have declined over her 13
years of teaching and student learning has suffered.

228

They actively resist learning. They just don’t want to learn. It’s not
fun. It’s too much effort.
You know, I’ve got a Level 1 English class, (for example) which is a
laugh and a half, as I said to my level 2 in English today.
Now…they’re just not that calibre of students that you would really
call a Level 1 class.

She knows that they are bored; she describes some of the students as
‘slack’. She knows what the effects of the pop culture are. She
despairs at their lack of general knowledge and historical
perspective, inferring that the curriculum should retain History as
compulsory. She caters to them, minimizing the complexity of the
material and the amount. She refuses to be an entertainer.
She is approaching retirement, having arrived to the profession later
in life, but shows no indication of retiring. Her colleagues remark
that she is the best librarian they have had in the school. She delights
in seeing her grandchildren and maintains active interests and
hobbies outside her professional responsibility.
Stories of curriculum making: The Information Communication Technologies (ICTs)
Now the curriculum innovation that I’m actually not involved in at
Brownstone

High

School

of

course

is

ICTs

(Information

Communication Technologies) but I was involved with it at Sunset
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Park High School. Now the reason, I presume, I’m not involved even
though one of the ICTs screams to have teacher librarians involved,
number one is because it’s entirely done in the IT classrooms,
laboratories, so we don’t see them (the students) and that’s it. That
was not the case, of course, at Sunset Park High School.
At Sunset Park High School, because it was the first year of it, there
was obviously a lot more trial and error going on and each faculty
was engaged in it and it was led by the person in charge of
Information Technology and the teacher-librarian, one of them, not
me, and we were involved because, as I said, the number one
competency really needs a library to be done correctly in my view. So
I think that the sharing across the faculties was good thing. Everyone
was able to use the various components of that and tie it in. If it’s not
tied in to the curriculum, I’m a great believer in tying everything into
a curriculum so if you don’t tie ICTs into a curriculum; it just looks
like a sterile little exercise. I’m still a tad suspicious that that’s what it
is—a sterile little exercise—and while I can’t comment on what goes
on behind closed doors of the IT classrooms at Brownstone High
School because I’m not in there, I can only assume that it’s just a tick
and flick.
So you know that I think that Sunset Park High School did it quite
well if you’re going to do it that way. Personally, I think that the
whole thing should be shifted across the four years and just not left to
that little burst in year 10 because the students are learning these
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things. There’s no question that they’re using (it) but I don’t know
how consistent, of course, it is.

Fay is not alone in representing this view. Her colleagues have
approached the Department concerning the implementation of ICTs.
I think that it’s something that the Department wanted to push. I
don’t think there’s anything wrong with the thing. I just think that it
could be structured slightly differently, if it is possible to see how you
could get those levels (of competency) going like any other course.
Now why does it suddenly have to be done in year 10?

Professional development and resource support was made available
to assist teachers.
Well, that wasn’t exactly my understanding. It might have been true
for the people …you know the chief pushers …they might have had
time off in lieu but I did not see much support for teachers who were
implementing it.
There was some (professional development) but certainly not for the
likes of me. I was just on the coat tails of this initiative. I just went
along because I was on the IT committee so I could see what was
happening.

Was there any opposition from teachers to the ICTs
initiative?
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I’m sure there was, because a lot of teachers, as you know, are content
driven so you know, if you think they’ve got to add something
on…but I do think that that’s a concern that has to be addressed. It
has to be implemented somehow through their curriculum… I mean,
everything these days appears to be a bit of an add-on and I don’t
think people are getting the support that they need.

The story of the Year 9 Exhibitions
As the teacher librarian at Brownstone High School, Fay describes
herself as “being on the periphery of the Exhibitions project”.
Well, I have had a bit to deal with, only again not in implementing it
…but I have certainly observed it and I think my judgement on it is
that again in theory, it is a good idea. It’s what I say about the ICTs.
I’m certainly not against change when it is good change so I think
that’s fine. Do it! But the Exhibitions appear to be a concern because
they (the teachers) are worrying how it’s going to be implemented
across the whole year in year 9. Now if you’ve got a cohort of 200, and
I’ve seen it done with one class only each semester which means that’s
an average of 30 students in each one of those classes and I suspect
that the one I saw last year was even smaller because it seems to be
handpicked.

The opportunity to be a community representative on the students’
Round Table was illuminating, providing insight into students’
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capabilities and their prejudices, along with her own preconceptions
of students’ capacities.
But then the thing that’s good about it, from the student’s point of
view, is that they find out about their own learning, you know like the
kid that was on my panel. The student that we were interviewing
was, you know, your typical little blond. I don’t want to sound too
stereotyping here but (you know) she wanted to run her own beauty
parlor business and that was impressive for a start….But the thing
that was interesting about it was that she had no idea about her levels
of prejudice until she’s actually got engaged in the program. So she
went out and did all her little social research which was (you know)
going around shopping centres in wheelchairs to see what reaction
she got working at the Home that they’ve got in Canberra and visiting
the people and generally interacting with them. Now she found that
she was amazed at how difficult she found this exercise especially the
one going to the home.
So she said ‘I really found out what it was like’ so for a child in year 9
who seemed to have an impressive portfolio…she was able to
enunciate very clearly the (sort of) self-knowledge she learnt…
The idea behind it is excellent if the learning is productive as it
appears to be like the one that I’ve just observed.
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Fay is concerned for her fellow colleagues, although recognizing an
alternative story is possibly being played out in the out-of-class space
on the professional landscape, a secret story.
But it (still) begs the question …these women, from my observation of
it, them, talking to them, seem to put in an enormous amount of work
to what you see.
You see, the principal is very keen to push it so therefore, I think, the
people who are doing it are especially chosen because they cooperate.
I mean, they’re hard working women and they want to do it and it’s
good for their CVs too, but then I don’t quite know the story. But the
others like the English staff I’ve heard saying,
‘Well you know that there’s a lot of hooha about it and we think, of
course, that it’s a great disruption to the school because you’ve got
those kids out all day, you’ve got the panel members that also consist
of year 10 students so they’re out all day – when I say all day, I mean
at least until lunch time!’ And there’s such a fuss made about it, you
see, and I don’t know whether it’s jealousy or what it was, but the
comments certainly came.

Referring to her current school, Fay observes:
I’m not seeing it across the board yet.
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This far into her story, one gets the impression that Fay remains
open-minded to the advantages that such an initiative yields for
students and to alternative ways schools could deliver such an
initiative. Nevertheless, she is experiencing tensions and dilemmas
about the project brought on by the perceived workload expected of
her colleagues and disruptions that seemingly threaten a school’s
stability.
The Middle Years of Schooling project
At Fay’s previous school, Sunset Park High School, she observed the
year 7 Middle Years of Schooling initiative. Her traditionalist
approach to teaching is clearly evident in this story of curriculum
making, the dominant story to live-by on the professional landscape
at the time of the Middle Years of Schooling initiative. Out of this
curriculum story emerges an out-of-classroom story on a wider
professional landscape.
My observation of it was two-fold. One was dealing with the year 7s
at that forum and they talked about their dislike of it. That was only a
handful but I was comparing that little handful with the evaluation
forms from parents, you see, which is not also a large number so these
kids were obviously more, I presume, quite able. They were at a
public forum and wanted to talk about it because they were very
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vocal. They didn’t like it because they wanted to be independent in
other classes, have a broader picture, not that across the carefulness of
being with the same person. I guess, like anything, you split it down
the middle, half will love it and half will probably think it’s appalling.
My concern about it then, I tie it in with the year 9 curriculum ‘push’,
was the thematic approach to teaching and was the rigour being
applied with the two classes, like English/ SOSE? Was there enough
being done in either field? Now again, I think that’s a criticism of
curriculum generally because I don’t think there’s enough time
applied to anything really.

Fay is critical of the ‘dumbing down’ effect on the curriculum, a
trend she has witnessed in recent times. Teachers’ concerns about
“covering all the areas they needed to cover” are present in her
curriculum story.
I don’t want that as an unfair criticism of the teachers involved in it
(the Middle Years of Schooling project) because I’m sure there’s some
very hard working people doing that and probably would be well
organized and know precisely what they’ve got to do. But I do think
it’s a lot to ask of people who aren’t comfortable. I suppose people
who aren’t wouldn’t do it.
That’s my concern because I’ve seen that thematic stuff done before.
Let’s face it, there’s nothing new under the sun and a lot of it’s been
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moved on from. My observation of those courses being written
(referring to year 9 SOSE courses) now is that if you’re pushing the
Middle Years into that approach, definitely rigour would be one of
the things that you’d have to look very carefully at curriculum on
because I think that you could easily, easily slip into something cute
and catchy…
Look I’ve seen it done with History…. You come into Twentieth
Century History (a class) and suddenly, we’re doing our research
assignment on fashion from the 1920s on. Well, you know, great! But
what’s it actually teaching the student apart from having a lovely little
self-indulgent exercise? You know, I feel very strongly about this!
All I want in educational initiative is rigour, all right? I don’t want
something smart because it’s new and trendy. I just want to have
good solid curriculum!

More Stories from the Conduit enter a Changing Landscape
Fay moves her curriculum story to the wider landscape on the out-of
–school space. As the teacher librarian, her position has remained
fixed on a changing landscape. This bears no parallels to her job as a
librarian. Rather, by the very nature of her physical location in a
school and access to the curriculum, she encounters, comes face to
face with numerous teacher and school stories that are composed,
sustained and changed according to differing institutional contexts.
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Not that she deliberately sets out to challenge the conduit. Yet, she is
often on the margin and in conflict with new stories composed
communally or in response to the conduit.
Then,
Well, there was a big change to the culture I felt because my
observations of teaching in the last 5-6 years is there was an enormous
amount that students need help on so you need that cover…you need
your Learning Assistance teachers. They’re fundamental to the
system.

And now,
I just find that there’s more and more. I don’t know whether it’s being
actually taken away or more and more being piled on, but that’s
political. I’m not sure about that. It must be political because these
decisions are coming from the Department and it’s to do with points.

Concerns about the rising numbers of students requiring literacy and
numeracy assistance are linked to another perception about
academic excellence and how it is promoted in government schools.
It’s becoming increasingly apparent, isn’t it, that government schools
are suffering because more and more people are electing to take their
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children out of it and so that’s why you’re ending up with, I presume,
the higher concentration.
So there is that political thing that schools are suffering because there
is such a high concentration of learning assistance students but I don’t
think there is the resourcing to cope with it. So that’s political, isn’t it?

There is more and more coming through the conduit.
I think there is more and more coming up that’s being added on to
what they (teachers) have to do and even, I think assessment and
reporting is very important.
I don’t have a problem with that but it’s just because there is so much
more…accountability. That’s fine. I don’t have any problem with that
except that it’s a lot to pile on people who are struggling with what I
consider really difficult people (students).
Unless we start questioning or having a deep conversation what is the
changing nature of teaching, she said, I don’t think you’ve got
anything to take to the table as far as the EBA goes. It’s different from
what you’ve got because no one is really asking those hard questions
– what is teaching now? It is different but you’d need to make some
kind of…well, just a deep discussion about it and I think she’s right.
My observation is that there’s less resourcing and more work. There’s
no question. These innovations and system initiatives that the
Department is (pushing) are just compounding that issue all right.
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You see, even the young …I was talking to him too…the young relief
teacher who’s excellent at Balmoral High School. Kids love him,
everyone loves him, he’s always there.
He said, ‘I’m never going to go into permanent teaching. I’m going to
get my IT certificate and I’m gone!’ Well, I thought, here’s this bloke,
he’s in his late 20s and there you go, he’s gone already.

Fay’s story contains conviction and commitment. The dilemmas
about teaching, criticisms of institutional policies and Departmental
initiatives, and debate with her colleagues about standards and
curriculum feature in her story. Fay’s professional identity remains
intact as she sustains her story within different institutional contexts.
Adjustment to new and different institutional demands has
produced acutely felt dilemmas for Fay, experienced in the Year 9
Exhibitions. Her professional identity has been supported, even
cushioned by “communal forces that act to sustain a story”. Drawing
on Clandinin and Connelly (1996, 101), stories are “communally
sustained as people support one another through confirmation of
their beliefs, values and actions and as they share stories and
recollections”.
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Fay’s zeal in taking issue with new stories to live-by and debating
these with colleagues shows a strong sense of agency. She finds
stability in living her story in the face of school change. Drawing on
Clandinin and Connelly,
School stability is the sustenance of stories being lived by. The often
cited resistance of teachers to school change is, in our terms, a
question of teacher identity and of the conditions under which stories
to live by are sustained and new stories to live by are composed. In
our terms, teacher resistance is the maintenance of a story to live by in
the face of school change (1996, 101).

Teacher resistance as a thread is woven into both Bev and Fay’s
stories and is discussed at greater length in chapter 5. Both maintain
their story to live-by, tenaciously and zestfully, in the face of school
change.

4:3. Conclusion
In approaching the writing of chapter 5, I am aware that, as a
researcher, “it is important that we, and our readers, keep in mind
our relationship to the stories discussed. Ours is a metalevel text. It is
a reflective one that uses, as a basis, the…research texts”(Clandinin
and Connelly, 1996, 85-86). My position as researcher is that I have
worked with the research texts, the stories expressed and
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reconstructed in chapter 4. My hope is that the reader is provided
with a strong sense that teachers, through their stories to live-by,
have ‘constituted his or her professional identity’.
It is…evident that each person responds in her (his) own way to the
institutional setting with dramatically different consequences for the
place each occupies on the landscape and for how she (he) views the
relationship of the out-of-classroom place to the in-classroom place.
Each person creates a special place and orientation that is given by her
(his) story to live-by and that may be said to constitute her (his)
professional identity (Clandinin and Connelly, 1996, 93).

Chapter 5 makes reference to the research texts, the teachers’ stories,
and captures their stories while making connections to other
teachers’ stories not covered in chapter 4. My argument is
constructed by balancing interpretive and argumentative text with
narrative.
In Chapter 5, I unpack aspects of each teacher’s professional identity
and their relationship to school change. This chapter argues that
teachers’ professional identity and voice is challenged, shaped and
formed by the way they respond to institutional change and
innovation in the in-classroom and on the out-of-classroom space.
Discussion concerning the validity of Evans’ continuum categorising
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teachers as the Red Hots, the Unfreezables and the Cryogenics is taken
up in this chapter. Discussion concerning the motifs of teacher
resistance and professional community arising out of the teachers’
stories in chapter 4 is also taken up in chapters 5 and 6, together with
the identification of conditions, required for teachers to engage in
successful change.
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5.

Analysing Teachers’ Stories
“Narratives are not records of facts, of how things actually were, but
of a meaning- making system that makes sense out of perceptions and
experiences of a life”(Josselson, 1995, 33).
“Those leading the change must focus on the realities of those who
must make the change” (Overton, 2003).

5:1. Introduction
The Australian, Doug Ezzy, writing in his latest publication on
qualitative analysis, confirms my position on narrative analysis in
conducting this study of teachers’ negotiated stories about
educational change.
If a researcher wants to understand the meaning of something, he or
she must locate the event or belief in a broader narrative that defines
its purpose, and therefore, its significance. Narrative analysis
identifies the broader interpretive framework that people utilize to
turn meaningless events into meaningful episodes that are part of a
story leading out of the past and into the future (Ezzy, 2002, 95).

As argued in Chapter 3, one of the strengths of narrative analysis is
that it provides a constructive approach to carrying out research that
“engages, rather than denies, the epistemological, ontological and
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methodological issues raised by contemporary social theory” (Ezzy,
2002, 98).
Narrative analysis cannot capture one true interpretation of a
participant’s story but it legitimizes teachers’ ways of knowing by
taking into account their beliefs and actions. Such knowledge about
teachers’ practice is now accepted as a rich source of data that, until
the mid 1990s, had often been ignored as a resource worth examining
(Yonemura, 1982, cited in Jalongo and Isenberg, 1995, 88).
Chapter 5 explores teachers’ stories within the ‘interpretive
framework’ provided by my research. Chapter 4 presented teachers’
own stories of change framed by my account of the interviews and
the identified themes. Chapter 5 will re-frame theses stories,
investigating their significance for metalevel text, performing a
textual analysis on the stories, and clarifying their relationship to the
key conditions identified for reform, articulated in the literature
review and methodology chapters.
The key conditions identified include:
1. Teacher agency and resistance
2. Professional learning community
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3. Leadership.
Emotional labour, uncovered as an additional concept in the data,
explores the realities of teachers’ responses to change. I highlight the
relatively unexamined aspect of teachers’ participation in innovation
– teachers’ heightened emotionality (Warren-Little, 1996) as a useful
way to understand teacher motivation and responsiveness to
innovation.
The aforementioned concepts are developed and unpicked as
themes/motifs in this chapter. This chapter also highlights the
importance of reflection in teachers making meaning of their work,
and using narrative as a vehicle to dig deeper beneath the surface of
‘curriculum making’. Teachers use story as a vehicle for problem
solving; venting criticism, especially when they find themselves in
conflict with the school’s administration or a system initiative.
Teachers use story as a fundamental way to be heard and engage in
educational debate. Teachers develop as professionals through story
and “entering the dialogue” (Jalongo and Isenberg, 1995, xxi), a
concept associated with the “feminist literature of voice and dialogue
and the notion that when social groups are silenced, they are
disregarded or ignored” (Jalongo and Isenberg, 1995, xxi).
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This chapter is a metalevel text, taking a reflective position and using
the teachers’ stories as its basis to make connections between:
•

teacher knowledge, teaching context and teachers’ professional
identity, and

•

broader cultural and political processes including key conditions
emerging from teachers’ personal stories.

According to Evans’ continuum, the four teachers demonstrate ‘sheer
commitment’ to the job and believe that they are doing a good job.
The Red Hots are embracing or ‘fulfilling’ recent change initiatives at
the school or system level. The Unfreezables are wary of change for
change’s sake, and have not involved themselves in significant
change initiatives, intent on preserving the ‘good of the school’.
According to Evans, they “believe they are innovators” but
“unfreezable because they are stuck but potentially responsive to
unfreezing”. My data challenges Evans’ continuum. Although useful
for the purposes of representation of the full range of teachers’
positions and attitudes to reform, it has limits.
The literature review sets up expectations about the way we
conceptualise educational change and the conditions required for
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innovation. The literature review identified teacher agency, teacher
resistance and professional community as themes for investigation in
my study, and was not exhaustive. Leadership emerges as a consistent
theme in the teachers’ stories. Teachers expected to implement
change will question the relevance of a change initiative. Teachers and
administrators alike are likely to find change desirable and feasible
when it responds to a perceived need. Included in their assessment
of need is credibility especially if change is administered by someone
they trust. My research explores whether teachers believe that a
change is good if it serves the ‘good of the school’. This finding is
supported by Kainan’s research attesting that teachers have a strong
desire for school stability and ‘preservation of good order’.
So what do we make of the stories? They are more complex than at
first reading. Referring to the observations of Clandinin and
Connelly:
At first-level reading the stories are of curriculum making. At this
level they are accounts of curriculum making, with its various
deliberations and considerations. They relate to teacher preference, to
student interests and activities, to conduit delivered policies and
guidelines, to people and activities outside the classroom, and to
teacher biographies (1999, 83).
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The teachers’ stories represented in chapter 4 are accounts that I have
created of teachers’ lives as curriculum makers. I have shaped the
teachers’ voices by imposing coherence and meaning on their stories,
framed by the overarching narrative geared to the research question.
At first-level reading, my task is to conduct a reading of the teachers’
narrative in summary form, an extrapolation from the detail of the
stories summarized. However, this approach predisposes a technical
understanding of teachers’ professional lives. Much depends on
teachers’ personal practical knowledge and experience of curriculum
in the in-classroom space and out-of-classroom space, the intensity of
the dilemmas experienced by teachers whose professional identity
and role definition may not be aligned, thereby creating fundamental
tensions and challenging beliefs and practices for teachers
confronted with change. The intensity of their experiences is
important to understanding teachers’ work and education itself.
The second level of analysis is complex. It involves relating the data to
the key themes/motifs articulated in the literature review and
linking the storyline to the conditions emerging in the teacher talk of
the Red Hots and Unfreezables. This level of analysis assists our
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understanding of what conditions need to be in place for successful
school-based innovation.

5:2. First level of analysis
At the first level of analysis, I have discerned a storyline. The recount
of teachers’ experiences illustrates how sensitive and appealing
teachers’ stories can be; how teachers’ personal and professional
lives are inextricably linked; how stories help bind teachers together
as individuals and educators. My analysis, therefore, does not get
bogged down in the basic elements of story. Feelings, emotions and
understandings about change appear in the storylines of the Red Hots
and the Unfreezables, the characters mentioned and especially in the
presentation of the story to the listener.
Each teacher’s story contains a basic storyline dealing with a change
event(s) impacting on the teacher’s classroom practice and
challenging their professional knowledge and beliefs. Accordingly,
the storyline focuses on the teacher’s attempt to reconcile or deal
with the change by means of accommodation, application,
avoidance, sabotage or boycott. The stories represented reveal
different ways in which teachers’ practice and knowledge is
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connected to the out-of-classroom space and to different responses to
initiatives and policies that ‘come down the conduit’.
The stories represented in chapter 4 evoke teacher agency and deal
with criticism and grumbling underlying resistance to change. The
four teachers’ stories use criticism as a tool in making connections
between teacher knowledge, teacher context and professional
identity. On the surface, their stories deal with a conflict, dilemma,
grumbling, criticism or resistance related to the professional and
administrative

requirements

of

teachers’

work.

The

word

‘grumbling’ here refers to “something disagreeable, where there is no
intention of fixing” (Kainan, 2002, 10). The main criticism of school
and educational change can be shown in the way the Red Hots and
Unfreezables tell their story. Informed by the work of Kainan (2002),
criticisms may be both ‘open and veiled’.

“Some teachers might

begin with criticism, worrying about all the things that might have
gone wrong and generating a list of reasons for deciding not to
intervene” (Jalongo and Isenberg, 1995, 3-4).
The emotions experienced by the Unfreezables and one of the Red
Hots, expressed in the criticism and grumbling, can be linked to the
action or inaction of the school’s management team, a change agent
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or the ACT Education Department. In the stories of the Unfreezables,
the narrator appears as the heroine who is suffering or deprived, or
is representing her colleagues as suffering or deprived, and the
villain may be seen as the school administration or those who bring
down policies and initiatives via the conduit. These stories launch
into fault-finding and censuring. The setting negotiated between
myself, the researcher, and the teacher participant to tell their stories
gives the story the status of “an agreeable medium for the expression
of fault- finding” (Kainan, 2002, 10). The teachers feel comfortable
about what they say. In this way, it is possible to avoid direct
confrontation with the management and preserve relationships and
friendships afforded outside the school context.
A personal story that relates to a specific occurrence, and from which
a general criticism arises, allows the discussion of problems more
indirectly, without exposing oneself to such direct confrontation. It is
therefore more appropriate (Kainan, 2002, 10).

The Red Hots share similarities in the storyline. Their stories evoke a
strong sense of teacher agency, citing criticisms focused not so much
on the innovation itself but related to the implementation or policy
direction

responsible

for

the

innovation.

Their

criticism

is
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constructive and reflective; in essence, important feedback for school
leaders and policy makers. A synopsis of the two teachers I
interviewed follows.
•

Amanda, an experienced, responsive and enlightened teacher,
embraces change accompanied by a sound rationale consistent
with her educational philosophy allowing for curriculum making
that meets the needs of her students. She questions the purpose
and direction intended for the ACT Research Circles. Her
experience of this system initiative and that of her colleagues is
not positive and productive. Her line of reasoning is accusatory
especially in relation to the nature of the support offered to
teachers ‘back in schools’, the administration and the future of the
initiative. In essence, the Research Circles are about developing
professional community and taking responsibility for learning in the
community; it may be that this school community was not ready.

•

Michael is conscientious, enterprising and ready to embrace
change that involves, and is responsive to the whole school
community. He is keen to build on, and implement ideas
originating from his pre-service teaching days. His educational
philosophy resonates with the spirit and rationale offered by a
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system initiative and, together with another teacher, he creatively
weaves a curriculum to suit the needs of his students and the
requirements prescribed by the conduit. He is critical of the
Middle Years innovation, in particular, the structural model
adopted in his school and its implications for teachers’ working
conditions. His criticism offers potential solutions. He does not
expect the administration of the school to do the problem solving.
His criticism of the Year 9 Exhibitions is cautionary; the essence
of his argument is complimentary and constructive about the
future of this system initiative.
The Unfreezables also share similarities in their storyline evoking a
strong commitment to their job and a love of teaching. A sense of
grumbling, scepticism and alienation associated with the changing
professional landscape enters their stories. The Unfreezables draw on
their capacity for teacher agency by openly criticizing change that is
not ‘good change’ and lamenting the consequences of ill-conceived
change. A summary of their stories follows.
•

Bev structures her time and space in the classroom to fulfil
curriculum requirements. She has significantly influenced and
invested in the design of her faculty’s Arts curriculum. She
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believes she is delivering a ‘quality curriculum’ (Bev’s words).
She honours her personal practical knowledge and skills,
remaining resolute in the face of a sequence of changing school
settings in which she finds herself. At first reading, we get a
glimpse of the passion and grieving underlying her story and the
intensity of her feelings, acutely realized on a more reflective
level, as a measure of her dilemma to sustain her professional
identity in a changing professional landscape. She is not
interested in change that dismantles what she believes to be good
classroom practice.
•

Fay believes that she is fulfilling curriculum requirements and is
steadfast and tenacious about her philosophical underpinning
and personal practical knowledge in the development and
delivery of the curriculum. She is interested in, and is often on the
‘coat tails’ (her own expression) of new curriculum practice. She
approaches new ideas or innovation with scepticism, concerned
about the nature of the practices implemented by management
and the school system, and the consequent effects on her
colleagues’ workload.
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Through the storyline of the Unfreezables, a sense of opposing
alliances is created – the classroom teachers implementing the
innovation and those in management at the school and department
level directing and administering the change initiative. A feeling of
deterioration emerges in Bev and Fay’s stories as if the school/
system/teaching profession is doomed, and that someone is
responsible and should fix it.
Fay’s frequent reference to ‘they’ distances her from the Department,
identified as the ‘chief pushers’ responsible for change initiatives.
This sentiment is readily recognized as criticism of leadership.
Criticism as part of the sequence of events is linked to Fay’s feeling
of self-worth or alienation.
There was some professional development but certainly not for the
likes of me. I was just on the coat tails of this initiative. I just went
along because I was on the IT committee…

Further into her story, however, Fay exerts her capacity for agency in
questioning the implementation of the ICT initiative.
I think that it’s something that the Department wants to push. I don’t
think there’s anything wrong with the thing. I just think that it could
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be structured differently…. Now why does it have to be done in year
10?

In Fay’s story about the Year 9 Exhibition project, there is a sense of
creating two camps foregrounded by her censuring of the school
executive and the Department in the implementation stages of this
system initiative. Her observation and experience of the event
dispose her to articulate a “collective grumbling about problems seen
as shared by the grumblers (her colleagues who are involved in Year
9 Exhibitions” (Kainan, 2002, 10).
Bev’s story of the Middle Years initiative challenges the philosophy
of integrated curriculum and finds fault with the initiative. She
questions the relevance of the proposal and its benefit to the school.
Bev’s story highlights a division on the professional landscape
between the teachers who choose the Year 7 story to live-by and
those who adopt a spectator position, a potential source for
destabilizing the community.
Criticism arising from the Red Hots’ stories is not presented in the
form of censure or fault-finding. Like the Unfreezables, they exercise
teacher agency, speaking out on matters about which they feel
strongly, often tinged with frustration and caution. Amanda
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evaluates the lack of success of the ACT Research Circles for her and
her colleagues. Clearly, there is a sense of frustration in her narrative.
The criticism that emerges may be seen as constructive and valuable
feedback for the program organizers. She discusses such problems
freely within the negotiated environment set up by the researcher
and self, the narrator. The story is limited to a specific audience and
mostly deals with personal experiences although the context does
broaden to involve her colleagues during the course of the story. The
criticism emerging from the story, however, is limited.

5:2:1.
Incidental observations on the text as part of
the first-level analysis
Teachers’ language, actions, and belief system informs their daily
practice in the classroom. “Because teaching is something that is
often not discussed, using figurative language to describe it gives
teachers an added opportunity to represent their practice to others”
(Jalongo, 1995, 84). The images created can provide a wealth of
material for positioning teachers on Evans’ continuum.

5:2:1:1.

The use of metaphor

In my study of teachers, images evoking association with the
military, the sea, and travel are evident in their narratives. They
evoke a mix of emotions including passion and disappointment
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swept up in the teachers’ stories. In the stories of the Unfreezables, the
narrator assumes the language of the victim to which things are done
to them by the administration or the system, cast as a commander.
The following serve as examples: “cop the flak, come on board, fly by
night, brought down, killed it” (Unfreezables) and “bit of a divide, services
were not required” (Red Hot).
Others such as “wave, journey” are part of everyday Red Hot teacher
vernacular in which change is spoken about as a wave (borrowed
from systems thinking) or a journey. My observation has been that
expressions that are part of teachers’ daily language in conversation
can be so pervasive that they become trite and lose their emphasis
although, in this study, they provide colour and vigour to the
teachers’ narratives.

5:2:1:2.

Special use of words, expressions

Special or colloquial expressions are incorporated in the language of
the story. Special words or phrases are used for emphasis and
convey different connotations to reinforce an event or occurrence in
the story.
Fay talks about integrated curriculum and the ‘self indulgent exercise’,
her choice of expression, and the ‘dumbing down of the curriculum’
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applied to the design and delivery of integrated curriculum. The
latter has become a buzzword in recent years, a familiar but
derogatory

reference

in

discussions

on

integrated

and

transdisciplinary curriculum.
Some of the language chosen by the teachers in the study is
colloquial and colourful, and not necessarily tagged to education eg.
‘get over it’, ‘she fizzed’ (Red Hot).

5:2:1:3.

Repetition of words

Bev’s use of the same word several times reinforces the impression
created by the description in the story.
I’m extremely enthusiastic about Art and Art teaching. But I’m not
enthusiastic about student discipline and about lack of consideration
and lack of respect. I’m not enthusiastic about the assessment system.

Often the repetition fills in the gaps of the thought processes taking
place. On occasion, there appears a structure representing poetry.
The significance of the ‘storyline’ analysis draws on the ‘cultural,
linguistic and interactional contexts and processes of storytelling’
(Chase, 1995, x). I have learned that to understand the meaning and
significance of the story requires “understanding how the story is
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communicated within specific narrative strategies and linguistic
practices” (Chase, 1996, 5).

5:3. Second level of analysis
This section discusses how the teachers’ stories enrich and add to our
understanding of conditions necessary for successful reform. The key
conditions identified in the literature review feature in all teachers’
stories, but primarily in those of the Red Hots. These include:
•

Teacher agency and resistance

•

Professional learning community, and

•

Leadership

5:3:1.

Teacher Agency and Resistance

Agency is typically realized through a declared sense of ownership of
the process of learning and teaching. It is also realized through
participation in professional learning circles and teacher teams. It is
most often found amongst the Red Hots.
Once we were exposed to all the new ideas and what other schools
were doing around Australia, then…well, we got enthusiastic. We got
out of our comfort zones…I suppose. Just reviewed what we’d been
doing in the classroom and tried different things. …those who
volunteered in the beginning to become part of the school Middle
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Years initiative were usually those teachers who were prepared to
give something new a go and weren’t threatened by any new
curriculum initiatives. (Amanda)

And,
It’s definitely worth the effort. The staff involved probably taught
more collaboratively. We’ve had good discussions about what works
in the classroom, shared resources, that kind of thing. People probably
have been more reflective on their own classroom practice. (Amanda)

Clearly, teacher agency is a contributing factor in the implementation
of the Middle Years initiative at Sunset Park High School and its
sustainability. Amanda and Mike demonstrate qualities of passion,
purpose and capacity for reform, grounded in the belief that the
nature of their job is to improve student engagement and learning.
As part of their agency, they exhibit a firm commitment to their own
continuous learning by involving themselves in reform initiatives.
Mike’s story of the Year 9 Exhibitions draws on his enormous
capacity for teacher agency, given the direction, support and
resources to manage the initiative.
Teacher agency emerges in the Red Hots’ stories where change is
perceived as pivotal to a teacher’s professional growth and identity.
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The capacity for being proactive and the potential for exercising
leadership emerge in Mike’s story.
I guess, from a long term perspective, you know my motivation is
always that it’s much easier to change things from the top and you
know, if you’re coordinating things and you can make change and
you can implement change and if you’re just sort of sitting back and,
you know, being part of a team, while it has its benefits too, you’re
part of someone else’s plan and, you know, I’m very interested in
being a leader rather than just a follower.

Teacher agency is closely linked to resistance in the form of criticism
as a positive and negative force. In organizations where individuals
feel supported and nurtured, they are likely to have the capacity to
speak out openly and publicly and be heard.
Mike’s story evokes strong teacher agency. He offers a sound,
grounded rationale for why teachers might follow a path of
resistance. His perception is remarkable for a young teacher who is
not influenced by the cynicism of some of the veteran teachers in the
workplace. He is prepared to make an open statement that could put
him in conflict with his colleagues or management. Again, the
negotiated setting for telling his story does not expose him to direct
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confrontation and allows the free discussion of problems. The
criticism that arises from his story is limited.
I guess... the biggest problem with this project (Year 9 Exhibitions) is
that a lot of people think that it is going to impose something new on
them. It’s going to restrict their flexibility and their choice. It was
reinforced on us right from the start that it isn’t about doing
something new. It’s about doing something old in a different way.
And I think that it’s an important message that we tried to get
through because when you’re running several different programs
through a school, you know…surely it is beneficial for all those areas
to do these things at once.

The Unfreezables draw on their agency to question a reform initiative,
yet feel encumbered in the organization and lack the empowerment
exercised by the Red Hots. Fay articulates her own agency in relation
to the Year 10 ICT initiative.
There was some (professional development) but certainly not for the
likes of me. I was just on the coat tails of this initiative. I just went
along because I was on the IT committee so I could see what was
happening.

The Unfreezables use their agency as a tool for reflection and
improved understanding.
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Their own voices help them to re-examine who they are as teachers, to
identify their unique needs and to discover what they care about as
they continue to understand the way they think about teaching
(Jalongo and Isenberg, 1995, 100).

Fay initially questions the purpose of the Year 9 Exhibitions
initiative. Her narrative reveals a deeper understanding of the
Exhibitions; she is complimentary about the initiative and is
impressed with the outcomes of the students, kindly attributing the
outcome to the hard work of her teaching colleagues.
The Unfreezables challenge the purpose, design and substance of the
reform, pointing to flaws in the reform initiative that can render
teacher support and widespread implementation unlikely. This
perspective helps make teachers’ resistance to reform more
understandable. In spite of their suspicions of the reform agenda,
Bev and Fay offer constructive observations of the Middle Years
initiative at Sunset Park High School.
My observation of it (the Middle Years initiative) was twofold. One
was dealing with the year 7s at that forum and they talked about their
dislike of it. That was only a handful but I was comparing that little
handful with the evaluation forms from the parents, you see, which is
not also a large number so these kids were obviously more, I presume,
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quite able. They were at a public forum and wanted to talk about it
because they were vocal. They didn’t like it because they wanted to be
independent in other classes, have a broader picture, not that across
the carefulness of being with same person. I guess, like anything, you
split it down the middle, half will love it and half will probably think
it’s appalling. (Fay)

Teachers bring different lenses to bear in exercising their agency in
school settings. Establishing inclusive decision-making processes
afford teachers opportunities to raise issues and be heard, believing
that they have a meaningful voice in influencing important decisions
that affect them. Based on the data, teacher agency emerges as a key
factor contributing to strong professional community in both sets of
teachers. Leading in a culture of change requires building a
professional learning community that engages the collective power
of teachers to improve teaching and learning. For those teachers who
do not involve themselves in change, they use their agency in other
ways. As expert/veteran teachers, they have become more astute or
savvy, avoiding or opposing influences that diminish their
professionalism.
Teachers and schools vary in their responsiveness to innovation. The
nature of the particular innovation in itself may invite resistance but
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this does not take account of the readiness of the individual teacher
or the school to adopt a change initiative. An individual’s readiness
to embrace innovation depends on a combination of factors
including career experience and attitude to the profession. The data
of the Unfreezables suggests a sense of a lack of teacher empowerment
and confidence in committing to an innovation, confronted by a state
of confusion and anxiety caused by the instability that change brings
to individuals. Such a transition can impair teacher competence and
static knowledge as they know it. The dilemma for teachers such as
Bev and Fay is represented below.
If the change …threatens my whole self, I will deny the data and the
need for change. Only if I can feel that I will retain my identity or my
integrity as I learn something new or make a change, will I be able to
even contemplate it (Schein, 1992, 300).

Evans argues that teachers such as Fay and Bev, “to an informed
observer …seem to be in the earliest, rudimentary stages of transition
toward new understanding and new performance, whereas they see
themselves as having mastered both” (Evans, 1996, 285). They are
not implementing a new priority or practice, even if they think they
are, “either because they misunderstand the priority or practice or
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because they misapprehend their own behaviour” (Evans, 1996, 284).
Such behaviour can exert a ‘strong drag on innovation’ and is often
‘maddening’ to change agents steering the innovation, and to whom
the innovation is clear and logical (Evans, 1996).
Despite Evans’ claim that the Unfreezables ‘just don’t get it’, schools
rely on the Unfreezables to keep the organization going. Bev and Fay
are committed and dedicated to their job, having also developed a
following during their teaching careers at the one school. Despite
their scepticism, their arguments have the capacity to fuel important
debates. Bev and Fay challenge the validity of school and system
innovations by appealing to the ‘good of the school’. There is no
suggestion in the data that their leaders heed their point of view, but
to disabuse their viewpoints and suggest that they are not making a
contribution to the innovation would have caused genuine distress
for the teachers, and moreover, a loss of credibility for their leaders.
Making teachers of apparent goodwill feel defensive only stimulates
resistance.
The lesson for leaders managing change is that building collective
support across the school over time helps to effect real school
change. Leaders need to use resistance as a sounding board to attend
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to aspects of the innovation that needs clarification or support. “Once
there, they (those leading the change) will depend on peoples’
resistance (though it may then be called “commitment”) to maintain
it” (Evans, 1996, 28). They also need to accept resistance, not as a
personal challenge to their leadership or an indication of failure of an
initiative.

5:3:2.

Professional Learning Community

Strong professional learning community is characteristically located
in the stories of the Red Hots in the form of teacher teams or research
circles. Based on my data, teacher agency is pivotal to promoting
professional community during innovation. The presence of strong
professional community found in the data of the Red Hots illuminates
that honest, open collaboration requires the commitment of
management to support teachers through training that is coherent,
continuous and personal, and the allocation of appropriate resources.
My data suggests that professional learning communities are deep
and not just superficial collegiality and good relations. Changes in
school culture need to be deep to achieve continuous improvement in
teaching and learning. These communities need to have the power to
work through the complexities of change, supported by local and
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systemic infrastructures working together. My data confirms that
developing greater school capacity includes the presence of strong
professional community together with other attributes such as
knowledge, skills and dispositions of individual teachers, technical
resources and support, program coherence and Principal leadership.
The Middle Years of Schooling initiative and the ACT Research
Circles exhibit the collaboration of a team of teachers willing to
reinvent teaching practice. Supported by effective leadership,
training and resources, the year 7 teams of teachers at Sunset Park
High School build on existing expertise and new knowledge, provide
mutual moral support, create a climate of trust, confront problems
without resorting to formal leadership, acknowledge success, and
become empowered and assured.
Conversely, the story of the ACT Research Circles is indicative of
how professional community will dissipate when leadership and
resources are removed prematurely, leaving teachers without
direction and the confidence to sustain the initiative. Amanda is less
than complimentary about the lack of ongoing external support to
sustain the Research Circle in her school. Her resistance is
nevertheless constructive.
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I don’t think that we ever really knew (what the purpose of the
Research Circles was). We didn’t really know what the agenda was.
We were all confused, sat around wondering what it was we were
actually meant to be doing. As time went on, nothing was mentioned
about the research paper and the NSN came up with their video of
selected schools. Because it was a two-year cycle, so when our two
years was up, that was it!
I’m not sure whether the email address list worked so that there was
no real direction given. I don’t think everybody has access to
information. It seemed to me to be disjointed and loose. At the end of
the two-year period, when our services were not required, there was
no report. I was not sure of our role. There was no closure from our
point of view. There was no feedback. There were some progress
reports but I’m not sure whether these happened. Staff mobility
affected the continuity and momentum. (Amanda)

The Unfreezables draw on their own agency although they have not
attained the empowerment exercised by the Red Hots. Bev is sceptical
of the proposed change to the year 7 educational program at Sunset
Park High School, drawing on her own agency to speak out about
the initiative but her comments, nevertheless, provide valuable
feedback. She demands, along with her students, quality teaching in
her discipline area.
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It was to actually ensure a smoother transition through the primary
and I guess some of these elements and some of these concepts of
doing it are quite good but I thought that I wouldn’t have needed that
down in Art because I thought we didn’t and I really, to myself,
thought that when the kids come to high school they want to work
with the Art teacher. They just don’t want a Textiles teacher teaching
Art. They want to know that there is someone there who knows what
they’re doing. That’s what they want.

The challenge for leaders, therefore, is how to produce strong
professional learning communities that include and engage teachers
like Bev. The Unfreezables such as Bev are not served well by their
professional learning community. They typically prefer to work in
isolation, drawing on their personal energy and teaching legacy to
sustain them. The Unfreezables cherish their individual values and
beliefs and perform their responsibilities according to traditions of
practice. Unlike the Red Hots who create a culture of practice by
collaborating to reinvent practice, the Unfreezables choose to innovate
alone in their classrooms. My data suggests, therefore, that
collaborative strong professional learning communities imbued with
a spirit of inquiry and agency and an ethos of trust and respect for
others, including the Unfreezables, have the capacity to meet the
challenges of reform.
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5:3:3.

Leadership

Not surprisingly, leadership emerges as a crucial condition in the
cycle of a reform initiative in my data. As a key theme of my study,
leadership is flagged in the literature review. Despite the strong bias
against power and politics that informs much of the school reform
agenda, change literature reinforces the image that a ‘powerful,
adroit leader is repeatedly found to be vital to success (Elmore and
McLaughlin, 1988, 22). This ideal is challenged in the data of the Red
Hots who aspire to the interpretation of power as shared power, the
leader or Principal exerting influence to pursue common goals and
move “the organization toward a larger good and its members
towards growth”(Evans, 1996, 71). This ideal is more consistent with
the notion of professional community.
The aspect of a leader’s credibility features in the stories of the Red
Hots. The Red Hots look to their leaders for direction. The Middle
Years initiative required decisive leadership.
The person who brought the work of the National Schools Network
was the Deputy Principal. She organized for a couple of staff to attend
those professional development sessions.
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A couple of us were lucky enough to go to in-services to learn about
new curriculum initiatives. As a result of that and the opportunity the
school gave us to do professional development, we came back and
there were a few changes made towards the way that traditional
English and SOSE curriculum was delivered in classrooms – mostly
year 7 at that stage. (Amanda)

The Red Hots identify decisive and supportive leadership that
enables teachers to take risks and exert additional effort, facilitates
problem solving and coordinates collective activity. In a climate of
strong professional community exhibiting mutual respect and shared
vision between teacher and administrator, the Red Hots are
empowered and enthusiastic. They tend to ascribe positive attitudes
about change to their leaders
Staff is accepting of it (change). The staff turnover - just the natural
staff turnover has brought different people in, people with different
experiences, a lot of younger teachers too. Changes at the executive
level too. The ones that I can think of are young and talented. They’ve
got enthusiasm for the job they do. Probably, the new wave of
Executive Teachers work in a more collaborative way. (Amanda)

The Unfreezables, on the other hand, express a sense of moral purpose
directed at preserving ‘good order’. They direct criticism at leadership
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that does not preserve good order, since their concept of leadership
is not based on shared power, holding the belief that change is
imposed from above and not generated from the ‘grass roots’. In the
context of reform, according to the Unfreezables, the stability of the
school should not be sacrificed. The Unfreezables target the change
agent or leader for the disruption to the students’ normal educational
program and the extra workload devolved to teachers during the
phase of an innovation. Fay comments on the introduction of the
Year 9 Exhibitions in her school in terms of ‘great disruption to the
school’.
Well you know that there’s a lot of hooha about it and we think, of
course, that it’s a great disruption to the school because you’ve got
those kids out all day, you’ve got the panel members that also consist
of year 10 students so they’re out all day – when I say all day, I mean
at least until lunchtime! And there’s such a fuss made about it, you
see, and I don’t know whether it’s jealousy or what it is, but the
comments certainly came.

Fay also notes opposition to the Year 9 Exhibitions initiative. She
alludes to a situation where principals, anxious for the success of a
system initiative, exercise considerable role authority that directly
affects teachers’ working conditions and relies on their good will.
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…these women, from my observation of them, talking to them, seem
to put in an enormous amount of work to what you see.
You see, the Principal is very keen to push it so therefore, I think, the
people who are doing it are especially chosen because they cooperate.
I mean, they’re hard working women and they want to do it and it’s
good for their CVs too, but then I don’t quite know the story.

However, what is perceived as benevolent behaviour ascribed to
some teachers on the part of the Principal can signal status and
personal recognition and also inflame resentment in other teachers.
In leading a culture of change that fosters a collective sense of
engagement, Principals must be mindful of teachers’ sense of
vulnerability.
Educational change literature and my own experience informs me
that friction existing between a school staff and management team is
likely to increase in the face of a change initiative since it affects
power relationships and status. Teachers are more likely to see an
initiative imposed by management or the bureaucracy for their own
intents and purposes, and not for the ‘good of the school’.
Accordingly, management and the bureaucracy are seen as an object
of distrust. Fay’s resentment of management emerges in her story of
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the Year 9 Exhibitions. She is cynical about the process of teacher
selection for the initiative, inferring that the teachers were ‘hand
picked’ by the Principal, keen for the initiative, a system initiative, to
be successful.
Although those in school management and the ACT Education
Department are ascribed more power according to their hierarchical
standing, the teachers in this study use the interview as a vehicle of
power (in its hidden meaning); as a means of establishing their own
principles and beliefs as if they were representative of the whole
school. In particular, Fay’s narrative is couched in terms of the
teachers’ advocate derived from her fundamental commitment to
industrial democracy.
The importance of status is also present in the stories of the
Unfreezables. Fay refers to herself as “not the likes of me” when
talking about support for teachers undertaking innovation. In Bev’s
story, the experience of being marginalized at the commencement of
the Middle Years initiative was felt but she “got over it”.
At this stage in the analysis, three conditions have been identified as
crucial for reform by the Red Hots. These include:
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1. a sense of teacher agency and ownership of the change process,
2. collegial support in form of professional community, and
3. positive, credible leadership.
For those teachers who are suspicious of, and do not embrace reform,
an additional set of conditions (flagged in the stories of the
Unfreezables) need to be in place if a reform initiative is to be
successful. These incorporate:
1. Relevance
2. Feasibility and desirability
3. Pedagogical soundness
4. Manageability and timeliness
5. ‘Good order’ and organizational stability.
My data suggests strongly that a reform initiative will have greater
capacity for success where all of the above (eight) conditions are
operating. These conditions are relevant to the Red Hots and
Unfreezables.
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The change reform literature informs us that teachers and
administrators who must implement the change will most likely find
change feasible and desirable when it responds to a perceived need. It
is not surprising then that the stories deal with the relevance of a
reform initiative. The Unfreezables, in particular, need to be convinced
that change is necessary and worthwhile, and beneficial to all
members of the school community, including teachers, parents and
students. They do not believe in change for change’s sake. Bev refers
to the curriculum context prior to the Middle Years initiative at
Sunset Park High School as “a jolly good program”.
I thought we had a jolly good program going with what we had. I’m
always a bit hesitant to change something when I know it’s going
well. We had three teachers working on the year 7 program and we
were all happy with it. It was finely tuned and was well balanced and
was quite successful. And so a lot of us thought, well, let the other
part of the school do that and see what happens.

The Red Hots tend not to engage in the specifics of the reform
initiative, motivated more by their understanding of the ‘big picture’
and their collective capacity to build professional community and
improve teaching and learning. This sentiment resides in Mike’s
forecast for the year 9 Exhibitions Project.
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By and large, it is a few years off just because you really need to get
the different faculties together in big projects, get everyone’s support
and it does take a few years’ planning, I think, to do it the way I’d like
to see it and the way the Department wants to see it. Because you just
can’t tell people three months, six months or even twelve months in
advance. You need more time.

A reform’s capacity to satisfy sound pedagogy and curriculum features
in the stories of Unfreezables and Red Hots. This was an expected
finding based on the data conveying polarization of teachers towards
curriculum design. The Middle Years initiative’s focus on integrated
curriculum is challenged by the Unfreezables. Bev and Fay reject the
case for integrated curriculum, arguing that it is has the capacity to
‘dumb down the curriculum’ and causes anxiety and a loss of
confidence for teachers who are not skilled in the discipline area.
The Red Hots welcome the opportunity to introduce integrated
curriculum. Having weighed up the costs and benefits that new
practice affords, they are prepared to take risks and reinvent practice
in a mutually supportive professional learning community. Again,
the Middle Years initiative serves as a good example.
Once we were exposed to all the new ideas and what other schools
were doing around Australia, then…well we got quite enthusiastic.
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We got out of our comfort zones. Just reviewed what we’d been doing
in the classroom and tried different things. As far as the rest of the
staff were concerned, those who volunteered in the beginning to
become part of the school Middle Years initiative were usually those
teacher who were prepared to give something new a go and weren’t
threatened by any new curriculum initiatives. (Amanda)
I think that integrated curriculum is a positive way of looking at
middle schooling. It certainly takes out a little bit of the
competitiveness and the fractured existence of say, English and SOSE.
(Michael)
Most teachers are probably okay with trying new things. I
mean…really, the old traditional timetable is long gone so that they
don’t have that to compare it with. While there were two systems
running, it was inevitable that people would compare, then they
would make decisions about which one they want to run with but
now that’s pretty much embedded into what we do in the culture of
the school so it’s accepted and I think people enjoy it, mostly.
(Amanda)

Fay’s questions the pedagogy used by teachers to deliver the ICT
competencies across the curriculum, raising issues of teacher
competence and efficacy, and professional development.
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I’m sure there was (opposition), because a lot of teachers, as you
know, are content driven, if you think they’ve got to add something
on…but I do think that that’s a concern that has to be addressed. It
has to be implemented somehow through their curriculum…I mean,
everything these days appears to be a bit of an add-on and I don’t
think people are getting the support that they need. (Fay)

The requirement for timely, well-managed change predominantly
features in the stories of the Red Hots. Based on the data, the Red Hots
and Unfreezables are concerned with the ranking of a change
initiative, relative to other projects that they or their school may be
involved in. Amanda refers to “so much change”, reminiscent of
Fullan’s comment that schools “are faced with overloaded
improvement agendas” (1991, 69), indicative of schools being caught
between the ‘demands of multiple constituencies’ and taking on
more programs than they can manage.
Across the school it’s been…there have been so many changes that, I
think, change is probably accepted as more of a norm…because we’ve
gone through different timetable changes, different initiatives that the
Education Department has brought down into schools. So many
things that you almost expect there to be change all the time rather
than the opposite where it’s fairly static like five years ago. (Amanda)
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The data shows that the Red Hots are accommodating and accepting
of the frequency of change, and in so doing, they may lack the
agency to influence school priorities and arrest the pace of change.
Most people generally accept things and go with the flow. There are a
few pockets of resistance. They’re probably the people who always
seem to whinge wherever it’s not exactly going their way. The same
people who might have an idea that, for example, if there’s a
timetable change, it’s going to threaten their job. (Amanda)

On the other hand, Amanda comments.
The young staff, because of the nature of our system will do anything
to toe the line, and fit in with everyone else, because, after all, they’re
on contracts and they’re going to be assessed. But that’s being cynical.
Most of them do it because they just enjoy the motivation and the
challenge. But in the end, they get there. They do it with 110% because
they know they have to!

The emergence of the ‘good of the school’ concept links the teachers’
stories (interpreted for the sake of this study to be the preservation of
‘good order’ and the maintenance of stability). The teachers’ stories
present a polarized version of the school landscape. The Unfreezables
seek to preserve the status quo, in particular, their investment
(psychological and cultural), and resist change for change’s sake. A
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change in the school dynamics or the ‘good order’ of a school is
usually regarded by the Unfreezables as invasive and disruptive to the
routine of the classroom. The Unfreezables will seek to resist a change
initiative that threatens an organisation’s stability. Their stories
support the literature of change acknowledging that reform is messy
and causes instability. The Red Hots, on the other hand, supporting
management and committed to the change initiative, want to shift
from the status quo to an improved state.
Bev and Fay are committed to preserving the social order of the
school as in Kainan’s study “since s/he has the good of the school in
her/his sights” (Kainan, 1992). Accordingly, they believe that “a
good administration is one that preserves good order and helps it to
exist” (Kainan, 2002, 11). There is a definite expectation by the
Unfreezables that the management is responsible for the school’s
efficient organization and operation, and that any disruption to the
normal routine, for whatever reason, must be addressed so that
‘good order’ is maintained. Fay, along with her colleagues, finds it
difficult to reconcile the fact that a large number of students’
education programs, including year 10 students, are jeopardized for
a significant part of the day for the sake of the Exhibitions program.
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Any ill-effects or bad press resulting from this decision should be
borne by management.
Bev’s story concerning the implementation of the Middle Years
initiative at Sunset Park High School highlights a position of
maintaining the ‘good of the school at heart’. She argues that the
school maintained an existing successful program and she
questioned the need for any change to the Year 7 curriculum. Fay
draws on the students’ dislike of the Year 7 program, reinforcing her
view that integrated curriculum cannot deliver the rigorous
curriculum that she believes is ‘good for the school’. She quips that
she is not against ‘good change’. ‘Good change’, in this instance, may
be equated with the participant’s ardent belief in, and desire to
sustain, a ‘good’ solid, rigorous curriculum characteristic of a
broader, populist, traditional view of curriculum. From Fay’s
perspective, student, parent and teacher engagement, generating
broad community support, is crucial for effective change.
The significance of the issues discussed in the reform process is clear,
although they are not meant to be exhaustive in enriching our
understanding of the implementation of school reform
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5:4. Emotional Labour
Based on my study, it follows that schools embarking on a change
program must assess and nurture the readiness of all staff for
change. An additional concept, flagged earlier in the chapter, is the
relatively unexamined aspect of teachers’ participation in large-scale
innovation – teachers’ heightened emotionality. Judith Warren-Little
(1996) informs this study based on a large body of case study data
that explores teachers’ experience of emotionality and its relationship
to career discontinuity or career risk. She identified conditions that
intensify teachers’ emotional responses to reform, thereby affecting
aspects of their professional identity and professional community.
Her study located three conditions that intensify emotional
responses to reform and appear to result in career turning points.
•

The nature and extent of reform-related conflict within the salient
work groups,

•

The degree of equilibrium among multiple sources of pressure
and support, and

•

Institutional or administrative capacity to manage the pace, scale
and dynamics of reform.

286

My data suggests that waning enthusiasm is not necessarily linked to
career regression although it may be linked to one’s twilight years of
teaching. It would also appear that teachers are “variously
advantaged and disadvantaged, satisfied and dissatisfied, at
different points in time and by different elements of a reform
initiative” (Warren-Little, 1996, 356).
My ACT study supports the notion that “teachers’ capacity to
recover from disappointment or to restore career momentum may
rest partly on structural avenues for influence within the school and
partly on perceived opportunities for job mobility” (Warren-Little,
1996, 356). The Red Hots take advantage of new opportunities.
Amanda utilizes organizational opportunities within the school to
find added satisfaction in her teaching. Mike views reform activity as
part of career progression, taking advantage of opportunities within
his school that will enhance his mobility.
I guess, from a long term perspective, you know my motivation is
always that it’s much easier to change things from the top and you
know, if you’re coordinating things and you can make change and
you can implement change and if you’re just sort of sitting back and,
you know, being part of a team, while it has its benefits too, you’re
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part of some one’s plan and you know, I’m very interested in being a
leader rather than just a follower. (Mike)

Bev, on the other hand, feels somewhat marginalized by not being
part of innovation in her school. Though not defeated, she has
started to withdraw her efforts from the corporate life of the school
and there is a sense that the wave of initiatives that have arrived on
her school’s doorstep have contributed to working conditions that
are beginning to erode her loyalty to the organization. She argues
that she is still passionate and enthusiastic about her classroom
practice. Her various relationships with colleagues and students feed
her career satisfaction but it is evident that school management and
the ACT education system, over time, have fuelled personal career
distress and disappointment. But her story does contain resilience at
a time when she had hoped for a year 7 Tutor group as part of the
Middle Years of Schooling initiative and was prepared to accept
management’s decision, despite the potential of disappointment. Her
long years of service in the school, however, have reduced her
options to move elsewhere and she is content, emotionally and
professionally, to remain in her current school.
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There are a lot of things that really…really make it very difficult. But
I’m not saying that I could still be enthusiastic if you took me out and
put me into adult education or something. I’d still be enthusiastic, but
there are a lot of things that need sorting out. Because I’m an
experienced teacher, I often wonder how the lesser experienced
teachers cope with some of the things that teachers have to put up
with. Ah…there’s a bit of a battleground (out there). (Bev)
I’ll not be moving. …I’m quite prepared to move around these
problems as long as I can. (Bev)

The recent AEU publication Too Much with too Little: Shift and
intensification in the work of ACT teachers conducted by Dr. Zipin and
the ANSN investigates work change, emotional labour and the
health and satisfaction of ACT teachers and has relevance to this
study. Dr. Zipin links his findings to the body of literature that
analyses ‘emotional labour’ dimensions in teachers’ work.
This investigation of teachers’ work …reveals a condition of workload
intensification that includes the juggling of a greater range of work
activities, increased accountability to multiple constituents, and an
eroding capacity to sustain teaching and learning focus which is
supposedly the central motivation of a teaching career. Such complex
pressures are of course internalized, and in the sense ‘take personally’,
in the psycho-emotional live of teachers (2002, 36).
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My study does not feature time and fatigue as one of the key
inhibitors to innovation. Other factors relating to a school’s
organization, including the introduction of new policies and
practices together with the capacity of the organization to manage
change and individuals during an innovation, gained more
prominence in the stories of teachers in my ACT study. The
correlation with teachers’ professional identity and job satisfaction as
they are affected by change, however, is significant in both studies.

5:5. Stories as a metaphor for change
When I commenced this study of teachers, I held the belief that
helping teachers find their voice, to tell their stories, to be heard is
integral to raising the status of the teaching profession. This study
acknowledges the authority of teachers’ knowledge and their way of
knowing what they do. It explores the ways in which narrative
connects practitioners.
…each well wrought story has the power to connect teachers with one
another and link educators with other audiences as well. The stories
of an individual teacher are also linked because story connects past
experience with present concerns and future goals as a teacher tells
and retells, interprets and reinterprets (Jalongo and Isenberg, 1995,
xxi).
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Transcribing

and

analyzing

teachers’

stories

confirms

my

assumption. The ACT teachers’ stories act as a catalyst for connecting
personal beliefs to current practice. We see this most markedly in
Bev’s story, a metaphor for understanding her philosophy and
practice of teaching. Her story expounds her views and fundamental
beliefs about the Arts and leads her to question her current practice.
Her story provides the impetus for recalling a time of curriculum
renewal in which her beliefs and values about Art teaching and the
role of Art in students’ lives are confronted by her colleagues
thinking about ways to reshape the Arts curriculum.
Bev and Fay’s stories affirm their deep-seated beliefs; a compilation
of experiences through story offers them a unique opportunity to
reflect upon and ‘unfreeze’ their beliefs and practice. Consider Fay’s
perspective on student achievement. She bemoans her situation as a
teacher and despairs about the future of the students she is teaching.
Her words evoke unwelcome images of students not achieving their
potential and her feeling of inadequacy in being able to respond to
their needs.
A number of paradoxes feature in Fay’s story. Fay’s story may be a
representation of the realities of the classroom but it does signal a
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story of alienation. She bemoans the loss of the Learning Assistance
teacher. Her expectations for the students are low, based on the
assumption that they need practice in basic skills. Clearly, telling her
story provides an outlet for her tensions, frustrations, and ethical
dilemmas associated with teaching (Yonemara, 1982 cited in Jalongo
and Isenberg, 1995, 156).
But her narrative is not just a mere occasion to vent frustration.
Moreover, “the power and energy gained from the rich exchange of
experiences increases teachers’ knowledge, affirms their learning and
beliefs, internalizes the special vocabulary of teaching and frees
teachers from the academic isolation of the classroom” (Perrone, 1991
cited in Jalongo and Isenberg 1995, 151). The case of the Year 9
Exhibitions project signals the relaxing of Fay’s prejudices associated
with integrated curriculum as she is drawn into the rich experience
of a student’s learning. She is prepared to examine her cherished
beliefs about teaching and her actual unexamined practice.
Analysing teachers’ stories enables them to reflect by uncovering the
beliefs and assumptions that constitute their “practical theories”
(Mattingley, 1991, cited in Jalongo and Isenberg, 1995, 99).
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This study asserts that teacher agency and voice are powerful tools
for engaging teachers, inclusive of those who oppose change, in
educational

dialogue

and

fostering

an

open

and

dynamic

professional learning community. Those leading change must focus
on the realities of those who must make the change happen. “One
must invest in people, support people, and develop people”
(Schlecty, 1990, 139).

5:6. Conclusion
This chapter analyses the conditions for reform illuminated in the
stories of Red Hots and Unfreezables. Typically, the stories of the Red
Hots illustrate that effective reform is most likely to be sustained in
an organisational culture where the following conditions are
embedded:
1. Teacher agency and resistance
2. Professional learning community
3. Leadership.
Surprisingly, the stories of the Unfreezables mainly focus on the
nature and substance of the reform initiative. These teachers question
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proposed change based on the organisation’s capacity to satisfy the
following conditions:
1. Relevance
2. Feasibility
3. Pedagogical soundness
4. Manageability and timeliness, and
5. ‘Good order’ and organisational stability.
Additional features emerging from the data have not been analysed
in any detail and form the basis for another study, for example,
emotional labour and career implications for teachers drawing on
Warren-Little’s study. Her study examines teachers’ experiences of
heightened emotionality and its relationship to career discontinuity
or career risk.
Evans’ continuum is a useful heuristic device to represent the data
and schematize teachers’ resistance to change. Although it offers
latitude for discussion about teacher resistance, it does not address
an understanding of the pace, scale and dynamics of reform. The
degree of resistance registered by both categories of teachers in my
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data amounts to criticism and grumbling, in other words, small scale
resistance on the IRK scale. My study sees teachers from multiple
perspectives.
Chapter 6, the final chapter, resumes the discussion and makes
recommendations based on the analysis of the data. This final
chapter also makes recommendations for further research addressing
other issues which have arisen out of the data, but which were
beyond the scope of this study.
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We all have stories to tell and, as Dori Laub reveals, “there is…an
imperative need to tell and thus come to know one’s story” (Felman
and Laub, 1992, 78). In choosing to remember stories of my
experience as an educational administrator alongside those of
teachers, I hoped to locate the possibilities of transformation and
change in my experiences and interactions. The retelling of the story
of the teachers and my ‘lived experience’ as an administrator draws
on the power of personal stories in an academic context, the power
“to confront and intersect with the stories created theoretically and
historically about teachers and children”.
History, theory and research are in themselves stories which shape
our experience and the ways in which we remember and retell.
Research is and always has been a way to tell stories of experience
and similarly, the history and theory we create shapes the ways in
which old and new stories are told (Bailey cited in Jipson and Paley
1997, 138).
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Teachers telling stories of their teaching provide an important
reminder to administrators of the importance of teacher agency. The
foregrounding of teachers’ voices is integral to this research project.
Educational theory and practice also support these stories by
deconstructing and reconstructing meaning and understanding.
Educational theory has the capacity to “open up places for stories to
be told that did not previously exist” (Jipson and Paley, 1997, 146). In
composing teachers’ stories, I have contextualised my experience in
relation to the educational theories influencing my story and the
stories of teachers. My role as researcher has been directly implicated
in the outcome of the investigation.
In telling my story and the teachers’ stories, I have been witness to
my own experience and a chronicler of the teachers’ stories of ‘lived
experience’. As a researcher, I understand these experiences in
complex ways that are emotional, intellectual and physical. Using
my own experience as an administrator as the context in my writing
has located my own learning in a process of self-reflection and
testimony, recognizing the possibility of change in the telling of
teachers’ work story. In their story, teachers transform their
curriculum practice into a ‘locus of storytelling’.
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The stories created in this research study are not examples or facts.
They are not an attempt to locate the ‘personal or the universal’.
They are representations of teachers’ ordinary working lives. Chelsea
Bailey, citing Peggy Phelan (1997), cautions that, “representation
never conveys enough and always more than it intends”. This study
acknowledges:
the power of stories is not to explain experience, but to bring memory
into the present in ways that it has not been before. Stories create the
possibility to tell and to know the past and to re-imagine the future
even in the uncertainty of the present and very stories we tell (Jipson
and Paley, 1997, 156).

My study asked the big research question.
What do we know now (from teachers’ stories) about the conditions
underlying effective reform in ACT high schools?

In other words, what needs to be ‘in place’ to make change attractive
for the Red Hots and Unfreezables and produce positive outcomes for
the school community?
The literature that I have drawn on for this research provides a
framework for representing the data. Evans’ labelling of the Red Hots
and Unfreezables as a way of schematizing resistance on the
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Innovation Responsiveness Kontinuum, or IRK scale, (1996, 273) is
helpful in separating teachers’ stories according to their capacity to
embrace change and informs us about teachers’ perceptions of the
conditions needed to sustain effective reform. As a continuum, and
as my data suggests, however, the Unfreezables exhibit the capacity
for ‘unfreezing’.
The stories of the Red Hots and Unfreezables are linked to teacher
identity. Teachers do not like being categorized. However, they
would all agree that the stories represented in this study are
consistent with the nature of the work they do. The Unfreezables
would argue that they are committed to the ‘good of the school’ and
doing a good job, and may take offence to being so labelled. It would
require some tactful handling to suggest that they need ‘unfreezing’.
Herein is the challenge for administrators. The Red Hots would also
not wish to be labelled, being modest about their achievements and
claiming that they were only doing their job.
As mentioned in chapter 2, categorizing teachers as Red Hots and
Unfreezables is essentially supervisory, strategic and generalized.
While this mechanism may be utilized for purposes of performance
appraisal in the USA, this study does not advocate its application in

299

Australian schools. However, in this study, it was a useful heuristic
device for representing the data and schematizing teacher resistance
to change and incorporating the full range of teacher responses to
reform.
At a systemic level, the ACT has developed, through joint Australian
Education Union and Department partnerships, a Professional
Pathways model of performance appraisal giving teachers control
over their core commitments and implementation within an agreed
timeframe, in conjunction with a mentor. Gauging the effectiveness
of the ACT model remains premature. However, the findings of this
study confirm the prevalence of a climate of professional community
encouraging teacher engagement in professional dialogue and
examining their own practice in a non-threatening and nonhierarchical manner.
Nevertheless, educational research does confirm that, despite the
model of supervision, giving negative feedback is rarely handled
well in any organization. This ACT study of teachers has
implications for educational leaders and administrators dealing with
teacher resistance, in particular, those teachers who are committed to
their teaching and believe they are doing a good job but are not
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‘making it happen in the classroom’. Evans’ literature offers strategic
biases to reduce and resolve resistance. Despite the appearance of
doing everything right, the reality for educational leaders is that
teachers continue to resist change, manifesting behaviours that affect
their own performance and productivity and impact on the
organisation. The question remains: how do educational leaders and
administrators respond to these teachers? On the other hand, the
findings of this study highlight the benefits of positive resistance in
organizations where teacher agency is respectfully encouraged and
valued.
My ACT study argues that a model of reflexivity based on teachers’
knowledge, beliefs and practices is integral to a learning community
ready to embark on a process of change approached through
professional dialogue and support for its teachers. My study has
been worthwhile doing in understanding the ‘lived experiences’ of
school change for teachers and educational administrators on the
professional landscape and recognising the power that narrative as
testimony has in offering insight, transformation and possibility for
change in teachers’ lives and the workplace.
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Educational leaders and administrators are faced with conflicting
priorities and complexities when embarking on the process of
innovation. ACT high schools have been faced with implementing
thirty-nine curriculum initiatives, mostly system initiatives, in a
short timeframe and in quick succession, thereby requiring leaders to
prepare appropriate cultural and structural conditions to facilitate
change. In some cases, as this study indicates, a school’s capacity to
manage change varies dependent on leadership, shared power and
teacher autonomy. This discussion is taken up later in Implications of
the Findings.
As well as educational leaders and administrators, my study is
important for teachers making sense of the process of school change.
Within this study, I have presented ways in which teachers and
researcher have struggled with presence and voice. Available research
alludes to an increasingly strong orientation to teachers researching
themselves and their classrooms, although this movement has
largely eluded Australia until recent times. Carr and Kemmis’ work
on action research (Kemmis, 1982; Carr and Kemmis, 1982) and
Connell’s teaching case studies published in 1985 represent a small
drop in an ocean of educational research world-wide.
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Prior to the introduction of the ANSN Research Circles in 1999 and
2000, the extent of teacher research had been individual and
parochial, sporadic and spasmodic in the ACT. This study of ACT
teachers encourages, engages and values teacher voice and presence.
As previous chapters testify, narrative inquiry into teachers’ work
has not long been acclaimed as a legitimate form of inquiry amongst
researchers. This study recognises narrative inquiry methodology
and the use of teacher story as a means to examine and reflect on
change. The effect of embracing the ‘lived experiences’ (Van Manen)
of teachers draws on several important traditions within the
narrative inquiry field based on self-disclosure and testimony. These
include recognizing narrative as:
•

a context for examining practice,

•

a catalyst for research and curriculum design,

•

an insight into personal philosophy,

•

an exploration of values,

•

a vehicle for professional growth, and

•

a tool to facilitate professional conversations, teachers as
researchers.
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6:1. Discussion of the Findings
My study highlights the complex nature of change, and the nature
and function of organizational culture as “it operates at a profound
level, exerting a potent influence over beliefs and behaviour to
preserve continuity and oppose change” (Evans, 1996, 41). My study
of teachers’ experiences has been shaped by their stories and
demonstrates how their stories to live-by compose teacher identity.
Clandinin and Connelly conclude:
Different facets, different identities, can show up, be reshaped and
take on new life in different landscape settings. Both sides of this
general picture are true in some measure: identities, the stories we live
by, are, it would seem, not easily changed, and so difficult, at times, it
may appear they are indeed fixed unchanging entities (1999, 95).

The dynamics in a school have a bearing on a teacher’s individual
identity, and by association, on teacher satisfaction with their work.
Why do some teachers hold onto a story to live-by when confronted
with a landscape of conflicting stories? Why do some new stories to
live-by, generated at the in-classroom or out-of-classroom level,
succeed and/or perish?
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School change and stability are intimately connected to teacher
agency. Two teachers in this ACT study, Bev and Fay, oppose a
change because it clashes with their own philosophical beliefs
(although they are open to discussion). They have the good of the
school at heart and they respect institutional norms.
The degree of resistance to change registered by the Unfreezables in
my study lies in the normal range of resistance. Outside this range of
resistance is “exceptional resistance”. Evans describes exceptional
resistance as “opposition that is not based on principle and is marked
by strong, boundary-breaking violation of school priorities or
chronic misunderstanding and non fulfilment of these priorities”
(1996, 273). As already indicated, this study did not identify teachers
exhibiting this form of extreme resistance.
The stories of the Red Hots and Unfreezables in this study do not place
value on change over stability or vice versa. These teachers view
change from opposing paradigms and may or may not value the
school stories to live-by. The Red Hots live-by their story in the
learning community; it appears to be communally confirmed and
institutionally supported. The Unfreezables are living existing stories
in conditions under which new stories to live-by are introduced and
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interact with existing stories to live-by. They are feeling challenged,
confused, marginalized and in conflict.
Change can be experienced as leading a ‘doubly double life’. There is
a fundamental duality to our response to change: we both embrace
and resist it. We acknowledge its inevitability, and yet a profound
conservative impulse governs our psychology, making us naturally
resistant to change and leaving us chronically ambivalent when
confronted with innovation. Furthermore, change means different
things to different people; in fact, it usually means something
different to each and every individual….the key factor in change is
what it means to those who must implement it, and that its primary
meanings

encourage

resistance:

it

provokes

loss,

challenges

competence, creates confusion and causes conflict (Evans, 1996, 21).

Teachers such as Fay and Bev hold onto their stories they live-by
amidst the ‘characteristic ambivalence’ that emerges with change;
“whether a change is planned or unplanned, personal or
professional, welcome or unwelcome; whether we take the
perspective of reformers or their targets, of people or organizations,
the response is characteristically ambivalent” (Marris, 1986, 5 cited in
Evans, 1996, 26).
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Understanding teachers’ feelings is crucial to the successful
implementation of change. The duality in innovation can be
expressed as a gap between what change means to the designers
(often school management, the bureaucracy or department) and
what it means to those required to implement it. Evans substantiates:
Too often we approach innovation with a powerful double standard:
we see the value of change by other people. Change that we seek from
others we understand in positive terms associated with growth;
change that others seek from us we experience in the negative terms
associated with loss. We readily make the case for innovation – on the
part of someone else. For ourselves we are likely to resist it stoutly
(1996, 38).

Fullan (cited in Evans, 1996, 39) suggests that the “neglect of the
phenomenology of change”- how people actually experience it as
opposed to how it is intended - is at the heart of the “spectacular
failure” of most reforms. It can teach us about school reform and its
attendant conditions. In the initial stages of reform, sustaining
commitment is difficult. As change becomes real, some teachers gain
more than others. This dynamic can become a major source of
resistance. Amanda refers to the resentment of teachers involved in
the Middle Years team; once the reform initiative was in motion and
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teams were required to meet after school at the conclusion of the staff
meeting, some teachers resented staying back for meetings after the
bulk of the staff had gone home.
Evans offers further insight:
Some see their goals and philosophy validated; others see theirs
discredited. Some gain influence and authority; others lose. These
losses include those that are obvious and official (loss of a program,
removal from a position) and those, such as a loss of face, that are
implicit and informal (1996, 36).

Bev’s story incorporates the integrated Arts curriculum initiative and
bemoans the loss of the program she personally and professionally
invested into.
Teachers such as Bev and Fay, hesitant about involving themselves
in change, can misunderstand the essence and spirit of an
educational

initiative

or

innovation,

often

unaware

of

the

discrepancy between their beliefs and actual practice. “It is not
usually a matter of challenging these teachers’ beliefs about
schooling, but rather their perception that they are fulfilling these
beliefs”(Evans, 1996, 285). If carefully handled, such teachers may
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modify their practice. However, in Evans’ experience, negative
feedback is rarely handled well, and leaders have a tendency to:
intervene in a hostile way, making broad generalizations that tend to
blame the performance problems on personal failings (bad will, poor
judgment, abrasive personality). This not only denies the individual
timely, targeted information that could help him improve, it loads the
encounter with tension the increases his defensiveness, damages his
self – confidence, and encourages a negative self- fulfilling prophecy
(“I’m no good; I can’t do this job well”) (Eden, 171, cited in Evans,
1996, 285).

According to Evans, we can be optimistic about addressing what he
calls ‘teachers’ unintentional resistance’, drawing on Senge’s
observations:
… people who merely – but genuinely – comply with the
organisation’s goals behave much like those who truly enact the goals,
and that an organization composed of genuinely compliant people
would vastly outperform most of its competitors. Those who are beset
by false clarity may never become outstanding, creative teachers but
helping them bring their classroom practice into genuine compliance
with the essentials of a school improvement plan can produce a
noticeable gain…in the learning of students (cited in Evans, 1996, 287288).
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While I have argued that resistance is a normal reaction to change, I
have established that resistance and alienation are often stimulated
by problematic aspects of change; loss, incompetence, confusion and
conflict. I have argued that change challenges teachers’ acceptance
of, and comfort with the status quo. Change cannot be implemented
without convincing teachers that it is essential. Change challenges
teachers’ views of themselves, their performance, their learning
community. Innovation demands new learning, a replacement of
something old, valued, cherished, and causes inevitable anxiety and
ambivalence for teachers. Resistance is therefore conceivable in a
context where teachers are quick to “rationalize the value of the tried
and true and the impossibility of the new” (Evans, 1996, 57).
In this study of ACT teachers, there is a tendency for teachers to
accept and accommodate change as if it has become a feature of the
professional landscape. Resistance by teachers tends to be peripheral,
sporadic and covert. This study indicates that, while the veteran
teachers are institution savvy, teachers, by nature, will not blatantly
oppose change initiatives and are open to new ideas and innovation.
This study reports that teachers are generally cooperative; they wish
to be involved and recognized for the work they do. The lesson for
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leaders and administrators is to invest in teachers, support teachers
and develop teachers.
One of the key factors emphasised by Evans and revealed in this
study is that new learning cannot occur without unfreezing. The
stories of the Red Hots affirm the value of some ACT government
initiatives, the infrastructure and increasing resources given to
progressive curriculum, pedagogy and assessment innovation
including the implementation of the Year 9 Exhibitions project which
has already experienced substantial success. However, as these
teachers testify, opportunities for professional community are
guarded and require time and teacher release to sustain ongoing
teacher development. It does remain to be seen whether the ACT
Department of Education and Family and Youth Services will be able
to

provide

ample

resources

and

significant

professional

development, and “otherwise gain sufficient time for professional
community, as necessary to meet, greet and take new possibilities
seriously” (Zipin, 2002, 47).
The comment by a Red Hot that “there are so many reform
initiatives” has implications for a school’s readiness or capacity to
manage ongoing innovation. The ACT, as this study testifies, has
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sustained a ‘dominant conservative modernist legacy’. The question
remains. Are ACT high schools prepared to challenge the
conservative legacy? Will they rationalize initiatives coming through
the conduit or keep adding onto an already crowded curriculum?
Available research shows that effective implementation resides with
teachers questioning and adapting to innovation rather than
complying with policy edicts and mandates, hence the importance of
the culture of resistance. Research available about teaching offers few
clear blueprints for how to implement reform. My study
demonstrates that teachers are willing to investigate new ideas and
materials to improve their classroom practice and examine
possibilities

through

reflective

dialogue,

observation

and

professional development/further study. That is, innovation is
supported by, and linked to teachers’ continued commitment to their
professional growth.
The downsizing of bureaucracies has impacted on available
curriculum support services to schools. ACT high schools, by virtue
of their proximity, are in an enviable position where they are able to
foster professional community through the formation of regional
professional networks. To date, ACT high schools have not seriously
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explored this availability of resources. The formation of high school
cluster site research circles to encourage and support teacher
research and curriculum innovation is recommended as a support
mechanism.
Support to high schools should take the form of sustained
availability of resources and funding and the co-use of the
appropriate authority and pressure to make initiatives work. This
may include sponsorship through external support to schools
through education systems or bureaucracy, curriculum or innovation
grants as forms of incentives for schools, contractual arrangements or
partnerships with agencies such as the ANSN or higher education
research centres. Recent allocations of local government funds for the
High School Development Program (HSDP) in 2002-3, together with
the establishment of an infrastructure to support the program,
represents a sure sign of commitment by the territory’s government
to improve the health and well-being of ACT high school education.
My study supports the research claiming that hierarchical structures
and rigid regulations can inhibit collaboration and participative
decision-making. Sharing power and building consensus flourish
where the school focuses on collective purpose and vision. My study

313

shows that teachers cannot work alone ‘doing their own thing’, and
that systemic bureaucracies and school management cannot expect
that teachers will comply with the ‘dictates of superiors’ as their
basic approach to change.

6:2. Implications of the Findings
My study found that the rich data of ACT teachers’ stories exposes a
number of cultural and structural conditions linked to the three key
concepts/themes identified in the literature review. In this section, I
address the implications of my study’s findings for teachers,
administrators and system policy makers, including that of external
support.

6:2:1.

Teacher Agency and Resistance.

Teacher agency is identified as a key condition in promoting
community during a cycle of innovation. The implication for schools
is to establish mechanisms that foster collaboration and participative
decision-making, including the voice of the Unfreezables. My findings
establish that the Red Hots and the Unfreezables perceive differently
the characteristics of the ‘good of the school’; a shared sense of moral
purpose prevails amongst these teachers. According to Evans and
my study’s findings, teacher resistance can be addressed successfully
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if a common purpose is communally and institutionally sustained
and school leaders “emphasise the positive, foster recognition, and
nurture a critical mass of support for change” (1996, 287-288).

6:2:2.

Professional Learning Community.

As my findings reveal, strong professional community supports
innovation that engages teachers in professional conversation, a
quest for professional knowledge and exploring new forms of
practice. The Red Hots and the Unfreezables espouse a staff-wide
commitment to high expectations of all students irrespective of their
individual differences but differ on how the pedagogy and
curriculum should be organized and delivered. The Unfreezables
focus on the preservation of the social order – the ‘good of the
school’ (which, as my study reveals, can be a deterrent to stimulating
innovation) and the psychological safety of the school community.
Nevertheless, the implications are that these teachers’ feelings,
arguments and professional concerns must be recognised and
addressed, collectively or individually, by school leaders as part of
the innovation cycle.
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6:2:3.

Leadership

It is well documented that leadership is critical to shaping school
change. My study reveals that curriculum leaders, not necessarily
Principals, attempt to improve the teaching and learning process by
motivating teachers to try new teaching practices by reflecting on
their current practice, and by encouraging staff collaboration and
securing structures and resources to support a school’s cultural
norms. Leaders are perceived to assist teachers in taking advantage
of new policy initiatives especially those that strengthened school
and individual teacher autonomy and provided funding for program
development. Where leaders promoted a climate of teaching and
learning, professional dialogue was central to a school’s culture and
structures put in place to support it. In a school where consensus
building and shared power were not part of the norm, disquiet was
felt, for example, by staff concerned about the process of teacher
selection for the Year 9 Exhibitions program and the allocation of
time and resources for this new initiative.
My study confirms that leadership is the key to mobilizing school
reform, requiring effective and skilful people management that
utilizes the talents of ‘key members’ and builds staff readiness and
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capacity to manage change. The Red Hots and the Unfreezables
command respect, trust and recognition from the school’s
management as a platform for change. Approaching innovation can
cause organizational instability and messiness. Therefore, the
implication is that a redefinition of roles of administrators and
teachers in clarifying roles of responsibility and authority during
innovation is appropriate.
My study also confirms the importance of the Principal or change
agent guiding teachers through a change initiative. The implications
for leaders engaged in reform efforts are summarised in the
following tasks of change.
•

Encourage risk taking

•

Make change meaningful

•

Question feasibility and desirability

•

Avoid numerous, large scale reforms

•

Allow a reasonable timeframe, appropriate training and
resources to foster new thinking and sound pedagogical practice

•

Realign structures, roles and functions

•

Generate broad support by building a critical mass of support
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•

Promote shared power relations in an open and collaborative
learning community

•

Reward and recognise the efforts of teachers.

The USA study (Newmann and Associates, 1996) also has
implications for leadership in ACT schools and recognizes a variety
of leadership activities that teachers and administrators alike can
undertake.
At all levels the work requires inspiration, argument and evidence to
focus school culture on intellectual vision and professional
community. Leaders need imagination and persistence in devising
and winning support, both political and financial, for concrete
structures, resources, and policies (1996, 300).

6:2:4.

External Support

My study affirms that the Red Hots and Unfreezables must have faith
in the policies and mandates introduced by systems and
bureaucracies to secure effective school and system based
innovation. It suggests that consultation with teachers on policy
design and implementation, together with the capacity to provide
sustained time and resources for planning and staff development,
leads to successful reform efforts.
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My study did not discover that the work of external agencies such as
the ANSN and departmental policy tools, for example, professional
development programs and technical support, transformed the
culture of a school. A school’s culture, already predisposed to
working in collaborative ways, enabled its teachers to access the
resources and professional development opportunities offered by
external agencies and the Department. In a climate of available
additional resources, for example, the services of the ANSN (2000),
and the Department’s pressure for enhanced accountability, my
study is unable to determine whether additional resources and the
quest for standards is successful in transforming a school which does
not possess the cultural capacity for nurturing professional
community. However, it can be argued that the actions of school
leaders and staff commitment, together with the priorities of policy
makers, can determine the outcome of an innovation. The Newmann
and Associates’ study on Authentic Achievement (1996) also confirms
this finding.
Support from a variety of external agencies helped schools to promote
intellectual quality and professional community when they were
poised to take advantage of it. A school’s access to professional and
political support from beyond the school depended both on the
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actions of school leaders and their staff and the priorities of the
external agencies themselves”(Newmann and Associates, 1996, 292-3).

The forecast for the ACT, based on the Newmann and Associates
study (1996), Zipin’s (2002) research and my ACT study, is
encouraging. My study testifies to the prominence of teacher agency
in determining professional community, supported by system
resources, in enhancing both teacher and student learning. I
conclude, therefore, that the ACT is establishing a vision that places a
high priority on high school teacher development supported by
funds for school-based innovation and professional networks.
However, my study also cautions against compartmentalization.
Efforts to promote professional community must be accompanied by
an ethos of sharing among staff taking collective responsibility to
support individual achievement. As the Newmann and Associates
study cautions, “a culture that supports innovation is likely to be
stifled without adequate time and other resources for teachers to act
on their commitments” (1996, 298). To this end, planned school
activities such as curriculum development, staff appraisal and staff
development should be a cooperative effort focused on a school’s
goals.
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My findings, therefore, are consistent with Evans’ summary of
factors in supporting school improvement:
disconfirmation that preserves safety; respect, time, continuity, and
personal contact; training that is coherent, continuous and personal;
clarity about responsibility, authority and decision making; nurturing
a critical mass of support, working through conflict and making
positive use of power - are all essential (1996, 72).

6:3. Reality Bites— t he challenges.
The challenge for leaders, administrators and policy makers is to
assist staff in schools to resolve complexities associated with
implementing an innovation. The following is a hypothetical letter
mirroring the concerns of teachers (in my study) and epitomizes the
challenges for school leaders. My response follows in the form of a
letter of recommendation for action.
Dear Administrator/Researcher,
I can see that new initiatives being advocated by the Department
are worthwhile but I don’t see how we can implement them in my
school.
In my school, our focus is on getting students to behave, responding
to their immediate social and emotional needs and teaching the
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basics. Some of my colleagues do not believe that students are
capable of quality work and bring out the same lesson plans year
after year. They are close to retirement and want to work in their
comfort zone. They resist new ideas and collaboration.
Those of us who are passionate about our teaching want to work
together, share our ideas and resources, and make our programs
better for the students. However, we have such little time to meet
and plan. We are already doing it tough and the Department expects
us to do more with less.
I know that leadership is important. My school had a principal who
was happy with the status quo and then we had another principal
who was keen to adopt new initiatives to put on their CV. Where is
the continuity in leadership?
What can we do?
Sincerely,
Trapped teacher.
My response is:
Dear Trapped Teacher,
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There is no formula or common set of steps for success. My study
does indicate, however, that schools focused on building professional
community, by drawing on their already high level of cultural and
structural resources, have a good chance of success in embracing
innovative work.
As an administrator/researcher, I offer these suggestions to you and
your colleagues. Draw together like-minded teachers in your school
who are interested in building a community of learners working
together to pose solutions to some of the problems you present. These
meetings should be informal and investigative and may even
incorporate teachers within the regional cluster.
As a group, consider ideas, not structural changes which may well
be unproductive, and try to build consensual understanding within
and commitment to developing proposals for some of the changes
you wish to make. In essence, you and your group will need to show
leadership, to organize available resources, to inform wider
discussion in your school. As the core group, you will need to
strategically consider when and how to expand your interest base in
order to maximize possibilities for consensus. You don’t want to be
seen as a secret club with a hidden agenda!
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Don’t reinvent the wheel! Inspiration and ideas may be derived from
external agencies such as the ANSN, other teachers and schools who
have tried new ideas. Enlisting external support at the regional and
national level can be extremely beneficial.
While most of your effort should be concentrated in your school, it is
important to promote cultural and structural features that support
innovation and communicate a vision to the community - informing
others and building consensus. This should be a collective exercise in
a climate of sharing amongst the staff and a culture that supports
innovation. Provide adequate time and other resources for teachers
to act on their commitments by encouraging staff to develop
teaching teams and timetables that offer time for planning and
professional development. Also, think of ways to minimize resistance
from staff and others who have problems with the school’s new
directions and the processes and structures for implementation.
At the system level, directors and policy makers can orchestrate a
smoother transition to provide funds for school-based innovation
and professional networks. Talk to your Principal about this.
I hope you find my suggestions helpful. They serve as a springboard
from which you might plan a program of change.
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Good luck,
DO

6:4. Contributions of the Study
Primarily, my study is an important part of the contemporary scene
for ACT high schools. It represents a new generation of curriculum
thinking and research for ACT teachers inaugurated by the High
Schools of the New Millennium and now continued as the High
School Development Program (HSDP). My study conducted over
2001–2002 comes at the turn of the century, at a time when the ACT
wider community’s quest to rejuvenate high schools has been
gathering momentum. The HSDP represents a bold initiative to
shape high schools into dynamic learning organizations catering for
adolescents in the 21st century. The first stage of the HSDP is
consistent with my findings, illuminating the importance of research.
Clearly, cultural change is integral to school change and is
dependent on leadership. Teachers can be leaders of powerful
change. Where leadership does not echo the spirit or understanding
of the change required, cooperation does not always follow. The
recent funding of $2 million provided over four years by the
Department demonstrates a growing awareness of the need to
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prepare the groundwork for any new initiatives and to bring schools
along with proposed reforms. Rethinking curriculum and assessment
has become an important thrust of the HSDP. The identification of
authentic assessment models such as the Roundtables and
Productive Pedagogies is timely. My study also reveals the tensions
experienced by teachers in coming to terms with what determines
the core curriculum for ACT high schools.
Another contribution of my study is that it offers an ACT teachers’
perspective to the small amount of available research on teacher
identity and voice in Australia. Using teachers’ work stories to
understand the change process is a powerful research tool. Fostering
professional learning communities in ACT secondary schools is one
way of enhancing teacher voice and autonomy to promote
transformation and change. My study acknowledges that the
existence of professional community depends on a complex
interaction of cultural and, to a lesser extent, structural conditions.

6:5. Future Research
In ACT high schools where teacher agency is ‘alive and well’, there is
evidence that the focus of intellectual quality of student learning is
becoming the daily discourse in the school. Schools included in my

326

study are translating staff aspirations for more ambitious learning
into authentic pedagogy. In these schools, teachers are meeting this
challenge by working in a professional community that values an
ethos of trust, respect and sharing of power and resources. My study
describes the importance of norms that support innovation and
continued professional growth. Authentic pedagogy is an area for
further teacher development and is already being explored in ACT
government and non-government schools.
Although it constitutes another study outside the parameters of my
research, researchers such as Huberman and Evans have examined
patterns of peoples’ life and career development which, in part,
contributes to an understanding of teacher resistance. In arguing that
effective innovation relies on teacher attitudes, Evans acknowledges
that most of the veteran teachers in the USA are not keen to embrace
innovation and cites three factors that predispose teachers’ aversion
to change.
1. stage in life
2. stage of career
3. “cohort factor”—their uniqueness as a group and the unique
historical context in which they have worked (Evans, 1996,92).
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My research has caused me to individually reflect on the relationship
of knowledge, context and identity for administrators and how the
conduit (system policy initiatives, change management policies)
shapes their identities. I began this study thinking about how my
teacher colleagues and myself were positioned on the landscape and
realised that differences exist between teachers’ and administrators’
stories to live-by.
Teachers almost always tell their stories as ones in which they are in
interaction with what they imagine to be their administrators’ stories
(Clandinin and Connelly 1999, 171).
Although our understanding of the conduit is now more complex, we
realize that we still have not heard administrators’ stories to live by.
We do not have the material to discuss administrators’ identities, their
stories to live by, except in so far as their stories are told in relation to
the conduit. We wonder at this gap. Why is it that the teacher stories
are so rich in terms of issues of identity and the administrator stories
so silent on this matter? Is it because the only stories they live are
those of hierarchy and of various degrees of conformity and resistance
to the conduit? (Clandinin and Connelly, 1999, 173)
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There is much research to be done in understanding educational
administrator knowledge and identity. Very little research has been
conducted in Australia.

6:6. Conclusion
My ACT study relies on teachers’ perceptions and ‘lived
experiences’. I believe it is important that their ‘lived experiences’ be
heard and given legitimacy. My study provides insight into the
teachers’ professional knowledge landscape during a time of
confusion and turbulence, in part brought about by the ACT
Department of Education’s agenda for high schools of the 21st
century and the forces of globalisation. The teachers’ work story
provides educators with necessary insights into how best to manage
educational change on the professional landscape. I would also
argue that a heightened awareness of teacher agency among teachers
provides educators with improved understanding about democratic
professional

communities

seeking

opportunities

for

greater

autonomy in managing innovation.
I argue earlier in this chapter that the stories of the Red Hots and
Unfreezables view change from opposing paradigms, interacting with
new and existing stories to live-by. I would also argue that if
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Principals and educational leaders are to set the tone for reform
initiatives, they would do well to make sense of teachers’ positioning
themselves on the professional landscape and prepare ‘shifting
populations’ of teachers for reforms entering the professional
landscape at an alarming rate. Issues such as standards, disciplinary
knowledge, pedagogy and student assessment almost invariably
produce differing viewpoints and resistance amongst teachers and as
this study and available research on teacher culture shows, teachers
do not comply with edicts or their superiors as their basic approach
to change. Approaching change through professional dialogue and
support (both internal and external to the school) as my study
suggests, constitutes a preferred way of dealing with the
complexities associated with change and enhances teachers’
professional growth.
My study provides rich data, evidence and argument supporting the
notion that learning communities flourish in “organizations
characterised by trust, mutual help, shared power relations and
reflective dialogue about innovation” (Newmann and Associates,
1996, 300). Teachers working together have the capacity to build
successful, dynamic learning communities that cater for a diversity
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of views as well as the resourcefulness from within to offer support
and opportunities when faced with new initiatives. My study
illustrates the power of learning communities to reshape culture and
teacher’s individual identity. School change and stability are
intimately connected to teacher identity.
Previous research into organizational change, teacher culture and the
real-life problems of innovation provides a theoretical basis for this
study. While generalized conclusions cannot be drawn, the data of
the Red Hots and Unfreezables contributes to understanding the tasks
of change and the conditions that need to be put in place to cultivate
effective change on the professional landscape. My study does
encounter practical obstacles to teachers’ implementing innovation
especially that of enlisting the cooperation of hesitant and reluctant
educators, policymakers and other stakeholders. My study does not
resolve the tough questions or complexities raised about innovation.

331

7. Appendix A
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Attachment Q 19b

INFORMED CONSENT

TITLE : Understanding Teachers’ Responses to Educational Change in
ACT High Schools: Developing Professional Voice and Identity
INSTITUTION : University of Canberra
RESEARCHER : Deidre Overton (Ms)
I _________________________________,
information sheet on the above project.

have

read

the

attached

I understand that
The focus of the project and I am willing to participate in it.
The participation is voluntary and that I may withdraw at any time.
The information I provide will be transcribed and made anonymous, and
I will have the opportunity to make any corrections needed.

Signed :___________________________________
Dated :____________________________________
Please return the above signed form to Deidre Overton at the following
address:
Stromlo High School, Badimara Street, Waramanga, ACT 2611
Or fax to 62056135.
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Attachment Q19 (b)
INFORMATION SHEET
TITLE OF THESIS : Understanding Teachers’ Responses to Educational
Change in ACT High Schools: Developing Professional Voice and Identity
RESEARCHER : Deidre Overton (currently enrolled as an M Ed student at
the University of Canberra)
Aim : To document and analyse a group of Canberra teachers’ experiences
or curriculum change with a particular emphasis on understanding how
teachers’ agency and /or resistance to educational change influences
participants’ experience of change. Much of the literature on educational
change originates from overseas and it is important to analyse Australian
teachers’ perspectives and experiences.
The thesis will take the form of a qualitative study using open-ended
interviews and follow-up interviews for data collection. It is expected that
each participant would be involved in two interviews of 1-2 hours duration.
A focus group will be one option for some of the interviews. Interviews
will be sought from a range of teachers from different kinds of ACT schools
in their early / mid / later stages of their careers who have been involved in
curriculum change, where possible, at their current school.
Participation will be voluntary and participants may withdraw at any time.
Questions for the interviews will focus on perceptions, experiences and
relationships between their colleagues and school administrators. All
interviews will be audiotaped and later transcribed. A transcript of the
interviews will be made available to participants to provide them with an
opportunity to retract comments.
All data will remain confidential and protected in accordance with the
University’s policy relating to Privacy, Confidentiality and Data
Management. Only the researcher will have access to the original data. All
records will kept under lock and key, and electronic data will be stored on a
password-protected computer. Data will be stored at the University for a
five-year period when the research expires.
If there are any queries or concerns with the Research, please contact my
supervisor:
Professor Marie Brennan
School of Teacher Education
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University of Canberra, ACT 2601
Phone : 62012471
Fax

: 62015360

Email : marie.brennan@canberra.edu.au
Or the University Ethics Committee on 6201 5999 (fax) or 6201 5111
(phone).
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Attachment Q 16
LETTER OF INVITATION TO PARTICIPANTS
Letter omitted due to privacy legislation.
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Attachment Q 12(b)
INTERVIEW QUESTIONS
The focus on this research is on teachers’ responses to recent ACT change
initiatives, their use of agency and collaboration, and the nature of, and
problems associated with the culture of teacher resistance. This research is
interested in, and investigates those conditions that facilitate or get in the
way of innovation, teachers’ work and students’ learning.
The following questions are offered as a guide:
What does your job consist of? How does it get done?
Describe a curriculum innovation that you have been involved in?
Did it involve teachers in collective / collaborative efforts (that lead to
common norms)? Explain the process of teacher collaboration.
What factions/ groups opposed or supported it, and why?
How did it fit in with the everyday routine now in existence?
Was it much harder to do than the current practice? Why?
How did the staff learn to adapt to the innovation? Did they feel safe / at
risk in implementing the innovation? Describe some of the symptoms /
states of behaviour that they experienced.
What motivation was offered to staff to implement the innovation?
Elaborate.
How did the innovation fit the school culture?
Did it attempt to change the school culture in any way? Elaborate.
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11. APPENDIX E
I’m Billy and I’m on my way to school on the school bus. Phew! I made it
to the bus stop as usual, remembered my lunch and I’m wearing colour
code, I’ve got my note signed for an excursion and all the right books for
the day. Oh no – except for my PE change of clothing! Oh boy, there’s
another scab duty.
On the bus, arriving in time for first lesson. The bell goes. I head up to my
first lesson with Ms Nott in English. In this class I have to remember to do
margins in red and put the date on the left hand corner. I get to read Paul
Jennings stories in English, even though I read them all in fourth grade. I
like Mrs Nott because she lets me wear my hat. Bell goes, but I’m in the
middle of my reading journal entry. Finish it for homework? I’ll forget
what I was going to say. Quick, look t my timetable to double-check.
That’s right, I’m off to Maths.
Hats off. In a line. Quiet before I get in. Calculator and led pencil ready.
In this class I have to a pencil still. The teacher (I forget her name but she
has big hair and wears bright clothes) always gets us to put up our hands.
That’s good because it keeps the class organized. But I don’t like it when
she asks you a question when you don’t have your hand up especially
because I can’t ask someone else first to check my answer. If I knew it I
would put my hand up! Maths goes on for ages. Whoops, caught looking
out the window at PE students. Oh God, that’s right, no PE uniform. Jack
will really hassle me now.
Bell goes, finally - off to the canteen. I’m allowed to buy recess. The
canteen is really cool, except when the Year 8s push in our line. The
teacher on duty doesn’t know them so he thinks they’re in Year 7 too.
“Shut up or I’ll get you later” – hmm. Handball courts are taken and we
have to use the concrete quad. A Year kid’s got our ball. The teacher tries
to get it back, but really have to do it yourself or they just hassle you. Bell
goes, look at the timetable. Oh God PE!
“Sorry sir, I just forgot.”
“That’s the third time Billy.”
So off I go doing scab again, and I love PE. At least we get to move around
and we don’t always have to be quiet.
Bell goes, look at my timetable, L.O.T.E. – I’m doing Japanese and I did
Spanish last semester. In primary school we did Indonesian. Not that I can
really remember anything. Hats off in this class, margins, doesn’t matter
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which colour, and dates aren’t needed, but you have to underline headings.
This teacher isn’t like the one I had last time because she yells a lot and we
aren’t allowed to talk. Thank God it’s a short lesson.
Now it’s off to, umm, Drama. In we go, sit in a circle, got to have our hats
off, and our shoes. I like Drama because we get to play games and talk and
even yell stuff. Sometimes I get into trouble because we wrestle, but that’s
only because we have to sit so much of the rest of the time. We are doing
games and get to know your stuff. We were in Art before Drama, so we
already know each other, but the teacher doesn’t know us and we don’t
know him. I didn’t get to finish my lizard in Art though because time was
up and we had to move to Drama. This teacher seems good. He yells a bit,
but it’s okay because everyone always yells in Drama. Oh the bell’s gone
and we are just in the middle of fruit salad. We were winning. Shoes on,
hats on, lunchtime!!
Bell goes, where am I going? Look at my timetable, SOSE. This class is
good because we get to sit together. What are we doing? Oh that’s right,
we’re doing volcanoes. Oh yeah, I’m working with George. Oh that’s
right, we’re in the library. Pack up my gear again. Downstairs to the
library.
“George, get the book!” We finally get the book we need.
“Miss, can you find a picture for us? Miss? Miss?”
Oh well, it doesn’t matter. It’s time to go. Where now? Oh, Science. Last
lesson. Then it’s home time. Science is OK when you get to do practical,
which is not often. Books out, hat on, it’s OK in this class, pen in book,
dates and underline headings. What are we doing at the moment” Oh that’s
right – recycling and life cycles or something. I forget.
Thank God, bell’s gone. Home.
Cited in Change Matters, The Innovation and Best Practice Project. The
Middle Years Initiative at Stromlo High School, 1998-1999. pp 63-64
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