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ABSTRACT

This thesis analyses the nature of the discourses and practices of English teachers as they implement
major reform to a senior curriculum. The introduction in New South Wales, Australia, of a mandatory
new Higher School Certificate syllabus in 2000 challenged the prevailing paradigms of the school
subject and disturbed the existing beliefs and pedagogies of English practitioners. This period of
change provides the historical context for the present investigation. A major focus of the study is the
relationship betwecen teachers’ discourses about curriculum change and their actual practices. Having
presented its findings about that relationship, the thesis goes on to explore the implications for

curriculum change theory.

The study was developed predominantly within a qualitative framework through semi-structurcd
interviews with fifteen teachers from a range of secondary schools from both the government and non-
government systems in metropolitan and non metropolitan locations in New South Wales. The
participants, who included eight Head Teachers of English and scven teachers of English, were
identified using a purposive sampling technique and were chosen from self-sclecting respondents to an
initial statewide survey. The data-gathering techniques also included the collection of a unit of work
prepared by cach teacher for study in the HSC Standard English course. The theoretical perspectives

of grounded theory, discourse analysis, and curriculum change informed the analysis of the data.

Contradictions and ironies were found to be inherent in cvery aspect of the teachers’ discourses and
practices. How the tcachers perceived their implementation of the early stages of significant
curriculum change was markedly at odds with their classroom actions. Paradoxically the more active
the teachers became in trying to come to terms with curriculum change the further they seemed to
enshrine and confirm the professional identities they had previously cstablished. The study showed
that the teachers’ impressions that they were implementing the new syllabus often conccaled the fact

that they were actually just adopting appearances of change.

It is well recognised by theorists that it takes some time for teachers to absorb and adopt change. It is
argucd here, however, that because English teachers have extremely strong professional identities and
subject values, the close alignment of these with their sense of sclf tends to make them highly resistant
to change at any deep level. It would seem that for professional development to be successful in a
situation of this kind much closer attention needs to be paid to tecachers’ voices, and to how they view
their subject and their sensc of self in relation to it. It is only with this as a starting point that ncw

paradigms and practices are likely to become firmly established.
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CHAPTER 1
INTRODUCTION TO THE STUDY:

SEEKING A NEW WORLD

-+« to seek a newer world...

(Tennyson, A., 1842, Ulysses)

Introduction

Just as Tennyson’s heroic figure Ulysses embarked on his voyage of discovery to chart
unknown lands, this study explores the ways English teachers respond to their challenges of
the unfamiliar and their views about dealing with a new world of mandated curriculum. The
specific purpose of the research is to analyse the questions: “What is the nature of the
discourses and practices of teachers when a new syllabus is introduced?” and “What are the

implications of this analysis for theories of curriculum change? ” The focus of this

investigation is English teachers in New South Wales, Australia, as they commence a new

course of studies with their final year students.

How teachers respond to a new syllabus, what they say and do within the challenging
landscape of educational reform and curriculum implementation in the contemporary
postmodern world attracts considerable research interest from scholars. The analysis of
English teachers’ perceptions and actions presented here is set within the context of
significant change to the senior secondary English curriculum in New South Wales. Teachers

now have ‘a newer world’ to seek in their teaching with the introduction of a senior English




syllabus that is “reconfigured, reconceptualised, (and) rejigged” (Green, 2000, p.12) and

which was set for external examination for the first time in 2001.

Justification for the study

The notion of the teacher’s voice is important in that it carries the tone, the
language, the quality, the feelings, that are conveyed by the way a teacher
speaks or writes...It can represent both the unique and the collective voice...

(Butt, Raymond, McCue & Yamagishi, 1992, p.57)

To hear and to understand teachers’ voices and their discourses about significant curriculum
change are important for both educational theory and practice, and for the effective
implementation of change within a contemporary school context. However, Hargreaves (1994,
p. 4) believes that “in much of the writing on teaching and teachers’ work, teachers’ voices
have either been curiously absent, or been used as mere echoes for preferred and presumed
theories of educational researchers.” What English teachers have to say about their responses
to the new English Stage 6 syllabus and how they represent these views and actions is the
focus of this research. To attempt to capture the authentic voices of those charged with the
implementation of this major and compulsory change, the study adopts both quantitative and
qualitative methodologies. It explores the ways the teachers’ rhetoric is constructed into an
evolving discourse about change and considers the implications that may be drawn from the
features of their discursive practices. How the teachers talk about this major curriculum
change reveals their pedagogical beliefs, their perceptions about the subject English, their
attitudes towards the new syllabus, and the ways in which they plan to implement its

intentions.



The nature of discourse and reading

The study is framed by an understanding that discourses always communicate more than a
literal message (Gee, 1996). Discourses present layered expressions of partial and constructed
meaning which convey unique ways of being and acting, and which reveal particular
perceptions and realities. The words that are used by teachers in their discourses about change
provide insight into their underlying beliefs and actions and therefore need interrogation.
Eagleton (1985, p. 205) suggests it is worth studying “the kinds of effects which discourses
produce, and how they produce them.” Drawing on this suggestion, the research investigates
how English teachers select and use language within certain social and cultural contexts to

construct their discourses and voice their meanings in particular ways.

Further, the work in the 1970s of poststructuralist scholars, such as Derrida, Foucault and
Barthes, has contributed to theoretical and critical understandings that problematise the act of
reading. Their view is that “meaning in text is never entirely fixed and that language is
endlessly diverse” (Antsey & Bull, 2000, p. 8). This theoretical stance leads us to ask
questions about the ways teachers read, and make meaning of, the new English syllabus and
how they implement its intentions in their classrooms. In reference to current ideas about the
nature of texts, Antsey and Bull (2000) summarise key reading principles. They indicate
“text-based meaning may be constructed for the reader as well as by the reader...there are
multiple meanings and discourses in texts, some of which may be dominant and some
contested” (p.8). This study, therefore, seeks to explore the nature of these various and
constructed meanings and the discourses teachers create about their readings of one particular

text, the English Stage 6 syllabus.



Weiner (1994, p. 66) points out that “any analysis of the impact of curriculum policy needs to
consider its interpretation as well as its intentions or impact.” This research investigates the
ways English teachers read and interpret a new curriculum document and considers how these
interpretations shape their implementation of this policy. It draws on contemporary theoretical
understandings about the nature of reading, the various methods readers use to make meaning
from texts, and the constructed nature of individual responses to texts. It raises the issue of
how the reading theory being embraced in the new English syllabus also applies to teachers’
reading of that syllabus. Eagleton (1985, p. 138) notes the poststructuralist perspective
recognises texts as “irreducibly plural, an endless play of signifiers which can never be finally
nailed down to a single centre, essence or meaning.” This perspective informs this research as
it examines the connections between teachers’ reading of mandated policy and their
implementation of it. Curriculum policies “need also to be read as a fluid relationship between
the author’s (government’s) intention and reader’s (teacher’s) interpretation” (Weiner, 1994, p.

82).

There is no single discourse about any one subject that is transmitted in classrooms; various
discourses and constructions are in production at any time. Specifically within the subject
discipline of English, there are differing theoretical and epistemic views and understandings
about the subject. Because of the contested nature of English and its various dominant
Discourses, there are a variety of possible interpretations and responses that teachers may

make to anything new.

Gee (1999; 2000) makes a helpful distinction between discourses (lower case d) as language
in use or stretches of language, and Discourses (capital D) as encompassing a larger field -

language integrated with many other elements to construct specific identities, positions and



activities. Both uses of the term are incorporated into this research. Discourse (with a capital
D) is used throughout to represent not only ways of using language but the “thinking, feeling,
believing, valuing and acting that can be used to identify oneself as a member of a socially
meaningful group” (Gee, 1996, p. 131). In other words, language viewed as Discourse
indicates particular ideologies — embedded within a Discourse is a certain belief structure and
a way of seeing the world (Luke, 1995, 1999). Discourses constitute knowledge and social
practices, modes of thought and indicate relations of power (Weedon, 1987). As Gee (1999)
suggests, Discourses involve values, beliefs, situated identities, and perspectives. In this way,
particular values are advocated and others can be marginalised through the ideological nature

of each Discourse.

The inherent character of curriculum can itself be problematic in determining the meanings
that are attributed to any change. Its map contains many dimensions and contours. As Luke
(in Lee, 1996, p. xii) explains, “curriculum is always multidiscursive and heteroglossic. The
mediation of curriculum by teachers takes place within a local context and the transformation
of syllabus intention that occurs is influenced by a number of variables. In their practice
teachers realise different potentials for curriculum enactment. This study emphasises a
dynamic reading of the syllabus and the view that the act of reading is mediated by its context.
The competing biscourses and the various Cuﬁural frames that teachers experience in their

professional lives all play a part in shaping their implementation of change.
The relationship of teachers and curriculum change

Listening to teachers’ voices provides insight into the ways that teachers appraise new ideas

in relationship to their established practices and what they decide to do about the inclusion or



use of the new. As Olson (1992, p.4) states, new ideas are “shifts in orientation, new sets of
unclear meanings, whose implications take time to emerge. What these meanings are we must
learn from teachers who can tell us what they understand the new ideas to be and what
significance they attach to them.” In this study attention is given to the nature of the meanings
teachers make to change, as indicated in their responses to the new syllabus, so as to learn

how new ideas are valued and whether they are adopted in practice.

Most researchers suggest that the role of teachers in curriculum reform and implementation is
important and this role has been studied with ongoing interest. The investigation details
English teachers’ roles within a specific and new context of significant change in both
curriculum policy and theoretical requirements. It highlights the centrality of teachers’ work
and their relationships within the school context, their beliefs, attitudes and perceptions, their
subject epistemologies, and how these various domains affect their implementation of
substantive curriculum change. Its intention is, as Olson (2002) advises, “to find out what
teachers think of reform — to ask those who have intimate knowledge of what happens when
grand schemes are launched” (p. 129). Following this line, Bruner (1996, p. 84) reports that
“a major task for any effort at (educational) reform is to bring teachers into the debate and the

shaping of change. For they are the ultimate change agents”.

The broader contemporary context of teachers’ work also exerts an influence on the ways in
which their meanings of change are constructed. Postmodernism questions the establishment
of definitive theories, it acknowledges there are no absolutes, and that discourses are shaped
by social, political, cultural and historical contexts. A feature of the contemporary postmodern
world is that its diversity of voices and the multiple texts that are produced are set within a

rapidly changing landscape.



Sikes (1992, p. 38) believes that the decisive factor in the implementation of change is “how
individuals come to terms with the reality of change in the context of their familiar framework
of reality.” Thus, of central interest here is not only the locating of teachers in the
contemporary postmodern context and within their known environments of the school, but
also more particularly, in investigating how they cope with profound changes to their familiar
frameworks after many years of a stable English syllabus and accustomed practice. ‘Both the
unique and collective voice’ carry the stories of teachers’ responses as their discourses reveal

“the ways they construct their own change meaning as they go about reform” (Fullan, 1999, p.

67).

The approach of this study

As the unknown overturns the familiar, this study charts and identifies the processes by which
a new landscape is being formed within the territory of English. In order to investigate the
identified areas and to capture both teachers’ written and spoken voices, the research is
developed predominantly within a qualitative framework. Semi-structured interviews were
conducted with fifteen teachers from a range of secondary schools from both the government
and non government systems in metropolitan and non metropolitan locations in New South
Wales. The participants, who included eight Head Teachers of English and seven teachers of
English, were identified using a purposive sampling technique from self-selecting respondents
to an initial statewide survey. They are from a range of school systems and locations in New
South Wales, and have a variety of teaching experiences between them. The data-gathering
techniques also included the collection of a unit of work prepared by each teacher for study in

the HSC Standard English course.



Context of the study

The following overview highlights some key points in relation to this study’s contextual
background and the understandings about curriculum that inform it. This is not the place to
provide a detatled account of the nature of curriculum definitions and the theories of
curriculum change. The focus here is on the definition of curriculum adopted for this
investigation, and to present a brief survey of the main aspects of the history of curriculum
change within Australia, to identify features of New South Wales secondary schools, and to
give an overview of developments in NSW curriculum. A brief history of English syllabuses
in New South Wales and the distinguishing characteristics and requirements of the new

English Stage 6 syllabus are also provided.

Defining curriculum
Curriculum has been viewed in the literature as “a prescribed core of knowledge”, as “a
hidden set of values, expectations, and routines”, and as “a set of lived experiences of teachers
and students”. Central to this study, and adopted here, is a more recent view of curriculum as
discourse, “specifically as discursive practice that follows certain rules to construct the
objects it studies”(Moje & O’Brien, 2001, p. 30). Johnson and Reid (1999, p. ix) also take
this position, stating “the curriculum is all those discursive practices which affect what and
how students learn, and what and how teachers teach.” Discourses are conceived of as oral or
written texts mediated by society, politics and history, “that shape and are shaped by the way
people think about knowledge in social and material relations” (Moje & O’Brien, 2001, p. 41).
As Weiner (1994, p. 79) notes, curriculum or policy texts “constitute a form of discourse, that

is, they embody both a language and requisite social practices.” These views recognise that



curriculum as discourse is part of the political and social milieu in which it exists, it is value
laden and communicates particular ideologies, and it is subject to the construction of multiple

responses about its nature.

In spite of ongoing debate about the definition of curriculum it is sometimes defined in a
narrow way by teachers as referring only to prescribed syllabus documents (Laird, Grundy,
Maxwell & Warhurst, 1998). When curriculum is perceived as an ‘object’, it is represented in
written documents, policies and programs whereby knowledge is transmitted to, or bestowed
upon, students (Grundy, 1998). This research brings together these discourses about the
curriculum as syllabus with the broader understandings of curriculum as discursive processes
and practices. From a perusal of the research it 1s evident that a number of scholars, (see, for
example, Sadker & Sadker, 1988; Fullan, 1991; Grundy, 1998; Lovat & Smith, 1998; Leach
& Moon, 1999; White, 2004) adopt the position that the curriculum is a dynamic construction.
This view underpins the study. Curriculum is created as a result of the various transformations
and interactions of teachers and students with the syllabus, policy documents, and other

materials and learning strategies within a range of contextual situations.

Features of curriculum change in Australia

The 1901 Australvian constitution established that the governance of education resided with its
various States and curriculum decision making has continued to be determined by the relevant
State and Territory educational bodies. Since the 1960s the ways in which curriculum is
defined have broadened and its decision making processes have become increasingly complex.

The period of the late sixties and seventies in Australia were times of unprecedented



10

educational change and the growth of new ideologies, shifts in morality, and the increased

focus within society on the individual had significant impacts on curriculum (Barcan, 1988).

The 1972 Federal Labor government “generated powerful new impulses for change in
Australian education” (Barcan, 1988, p. 273). In the 1970s considerable school-based
curriculum change occurred because schools were now able to receive funding directly from
the Commonwealth Schools Commission and could produce their own curriculum documents
for the compulsory four years of high school (Brady, 1996). During this period the State
departments provided broad aims and guidance for curriculum development and inspectors
had oversight of the school-based curriculum (Braithwaite, 1994). The non-compulsory years
continued to be regulated by State authorities and external assessment boards. There was a
dominating and active political influence on education evident in the federal government’s
considerable spending and its strong emphasis on equity issues and policies. Schools were
subject to a huge range of new policies to implement - some in tension with others, pressure
from various external sources, increasingly diverse student populations, and disrupted
programs of curriculum. Barcan’s (1988) summary of the educational situation by the end of
the seventies is that “the curriculum was in disarray, particularly in state schools, in
consequence of the wide range of abilities among pupils, the doctrine of school-based

curricula, and the influence of special interest groups” (p.315).

By the late 1970s, concern about this educational confusion saw the institution, at federal and
states level, of a number of committees of investigation. Consequently, restructuring
processes occurred which included important reviews of curriculum policy and practice. The
dominant factors affecting Australian schools were more powerful than in previous times and

included falling economic conditions, an increasing diversification of the cultural mix in the
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nation’s population, and the need to meet the widening requirements of the workforce
(Braithwaite, 1994). New frameworks were established to assist curriculum development and
the federal government continued to exert influence through its instrumental emphases and
economic priorities. Braithwaite (1994) identifies the major shift in the perspectives on

curriculum that took place from 1981 to 1991:

the curriculum policy documents changed from being statements of intended
learning outcomes that tangentially addressed social issues and problems to
emphasizing the key instrumental role that curriculum can play in determining

issues of national economic futures and personal life outcomes (p. 541).

During the 1990s the most significant curriculum reform in Australia was the development of
a national curriculum framework of statements and profiles in the key learning areas (Watt,
1998). This project brought together representatives from federal and state ministries with the
aim of establishing the typical progression students demonstrate in achieving learning
outcomes. However, there has been continued resistance by State authorities to accept a
national curriculum (Brady, 1995), and many of the issues based around the development and
implementation of a curriculum incorporating national statements and profiles are yet to be

fully addressed (Watt, 2000).

Although the natiohal curriculum framework remains on the current Federal government’s
agenda, each State continues to assert its own stamp on its curriculum amidst frequent
controversy created by government reforms and political debate. According to Watt (2000),
the present influence on curriculum developers in Australia are the principles of standards-
based education that “define content and performance standards as important elements of the

outcomes specified in curriculum frameworks and syllabuses” (p. 47).
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Secondary schools in New South Wales

The organisational context for this study is the New South Wales secondary or high school
where students study from Years 7 through to 12. The last year of compulsory schooling is
Year 10, and the post-compulsory Years 11 and 12 for senior secondary students, aged sixteen
to eighteen, are completed with the exit examination: the Higher School Certificate. The
school curriculum is constructed around subjects determined largely by academic disciplines
and English is the only compulsory subject for the final examination. Some senior students
select a course of studies with a vocational emphasis in the post-compulsory years that will
not permit them to gain this credential. Schools may belong to one of a number of systems:
the government (overseen by the NSW Department of Education and Training); the
independent sector; religious systemic schools (for example, some Catholic schools); and
some are community based. Non government schools have to be registered by the NSW
Office of the Board of Studies, and all schools follow the mandatory curriculum requirements
of the Board. The size of high schools ranges from fewer than four hundred enrolments in
some rural areas to over one thousand; the largest comprehensive government high school in

NSW has a student population of about eighteen hundred.

Curriculum in New South Wales

Control of the curriculum for secondary schools in New South Wales has been carried out
under the direction of various Boards, established by the Education Acts. Supervision by
those Boards ensures that all curricula meet government and community expectations and that
a cohesive plan for students’ education during all their school years is maintained. Systemic

educational reviews and reforms initiated by a NSW Liberal Coalition government in the late
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eighties produced considerable changes to curriculum structures and led to the 1990
Education Reform Act. The Board of Studies, an independent statutory body, was established
to have governance of curriculum development for all school years. The state Minister for

Education has the final power in approving curriculum decisions.

The NSW Office of the Board of Studies is currently responsible for the development of all
subject syllabus documents and the related assessment measures, in particular, the final post-
compulsory examinations. This centralised system of curriculum generally promotes a top
down model of curriculum policy making. Opportunities to participate in decision making
about change are given to teachers and other stakeholders throughout the syllabus drafting
process as part of the published syllabus development procedures. Although Kirk and
Macdonald (2001) state that it is an established characteristic of curriculum reform in
Australia that teachers participate in key stages of the process, this is sometimes disputed in

the literature and certainly remains a point of contention with many teachers.

The syllabus documents that are produced embed knowledge, skills, attitudes and values into
their learning outcomes and make assumptions about instructional strategies. Under the 1990
Education Reform Act, the Board does not have responsibility for school operations or
curriculum implementation. Although broad parameters that teachers should follow are
provided in the syllabus, the Board’s curriculum is essentially an intentional one. Teachers are
not told explicitly how to teach and implementation decisions largely reside with them. When
new syllabuses are developed, the responsibility for professional development programs is
with the various employing bodies such as Department of Education and Training, the
Catholic Education Office and the Association of Independent Schools. Board officers assist

through consultation and provide support documents with the new syllabuses. Professional
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subject associations also make a significant contribution to the guidance of teachers,

particularly in assisting with curriculum change.

In recent times, there has been considerable political intervention in the nature of curriculum
development and implementation as various Ministers have attempted to make their mark
upon education (see, for example, Young, 1993; Braithwaite, 1994; Gibbs, 1998). Prolonged
conflicts between various interest groups, especially in the early 1990s, have caused excessive
delays in the production of new syllabuses (Watt, 1998). In New South Wales over the past
decade, the pace of curriculum change has accelerated and teachers have been subject to
increasing pressure by government, the community and the media to accommodate the
frequent shifts that occur. As Gibbs pointed out in 1998 there was “no five — year moratorium
on curriculum change in NSW, as there 1s currently in the UK, and reviews, with promises of
more curriculum change, are still the order of the day” (1998, p. 194). As the twentieth
century concluded, the next major review of secondary curriculum in New South Wales was

being enacted.

Changes to the Higher School Certificate curriculum

The Higher School Certificate (HSC) examination was introduced under the Education Act of
1961 as part of considerable reforms to secondary education instituted by the 1957 Wyndham
Report (for further discussion, see Barcan, 1965, pp. 276 - 287). The changes were designed
to ensure the retention of students at school until at least the end of Year 10, and the HSC was
originally planned for a small percentage that wished to pursue tertiary study. Since that time,
the number of students staying on at school and completing the final examination has

dramatically increased. Until the release of a discussion paper, by Professor Barry McGaw in
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1996, there had not been a major review of the structure of the HSC courses and examinations.
Cusworth and Smith (1997, p. 3) describe McGaw’s paper as “one of the most detailed and
complete reviews ever presented in the history of educational reform in NSW”. The final
report, Shaping Their Future: Recommendations for Reform of the Higher School Certificate
(McGaw, 1997) outlined 26 recommendations, which proposed major restructuring of
curriculum and assessment. The adoption of this report resulted in significant wide scale
changes to senior school education at a time when the traditional academic curriculum was
becoming irrelevant for many of the increasingly diverse post-compulsory student population.
After draft curriculum reports were presented for community consultation, new syllabuses
were developed and further consultations took place during the first half of 1999, with the
final approval of the syllabuses by the Minister in May 1999. Schools received the new

documents in July 1999 for their implementation in the following year.

In 2000, the number of changes that occurred in the Preliminary HSC Year 11 curriculum had
“the intention of raising standards and ensuring rigour and relevance” (Smith & Sinclair, 2000,
p.68). A two-unit course as a base of study in every subject has been introduced with some
differentiation of courses within a subject. There i1s an addition of more and varied subjects,
new approaches to the assessment of students’ skills and competencies, and the establishment
of a standards-referenced framework for assessing and reporting. Students’ results will be
reported against their achievement of outcomes and a Course standard rather than the
previous norm referenced system. In the revised HSC examination, undertaken for the first
time by Year 12 students in 2001, two units of study in English are a compulsory inclusion in
the ten units required for the calculation of a University Admission Index, which is a scaled

ranking of the students’ HSC marks and is reported separately.
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New South Wales and the history of English syllabuses

In New South Wales the history of the development of English syllabuses is connected to
major structural and curriculum changes in the State educational system. The reforms of
secondary education by the first NSW Director of Education, Peter Board, (see Barcan, 1965),
led to an English syllabus in 1911 which was divided into two sections: Literature and
Language (Watson, 1994). An underlying assumption of this syllabus was the belief that
English expression “is learned most effectively through the reading of good literature” (cited
in Brock, 1996, p.42). Its emphasis was to instill in students an aesthetic appreciation of
literary merit and the literature selected reflects a strong regard for the transmission of moral
and cultural values (see Watson, 1994; Gibbs, Mullins & O’Sullivan, 2005). This syllabus
remained in use, apart from minor revisions, until 1944 and Watson (1994) observes that the
external examination system was the strongest influence on classroom practice. He also
points out that the changes made for the 1944 syllabus demonstrated the widespread concern
for students to possess grammatical knowledge but “in other respects it differed little from the

1911 document” (p. 37).

The educational restructuring of the Wyndham period caused major revisions to curriculum
and in 1965, the first HSC English syllabus was introduced. Previously narrow conceptions of
English were expanded. This syllabus was differentiated into separate courses of study and
while literature still occupied a central place especially in the higher level course, more
student centred pedagogy was encouraged. This reflected the changing theoretical ideas about
English emerging from overseas and locally (Watson, 1994), and the syllabus emphasised the
development of students’ personal responses to literature, (for a more detailed discussion, see

Michaels, 2001; Manuel & Brock, 2003).
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A brief overview of the development of English syllabuses from 1965 to 1998 reveals a
degree of consistency in the nature and intention of the curriculum apart from some changes
to the prescriptions of texts for study and the increased inclusion of Australian authors. In the
early 1980s new senior English syllabuses were produced and these endured until the current
English Stage 6 syllabus was implemented in 2000. The rationale underpinning the 1980s
syllabus was largely derived from the critical theories of F.R. Leavis. Literature remained as
the focus of study for nearly twenty years using close textual analysis, especially of canonical
texts, and with language skills taught through literary responses (Gibbs et al, 2005). A key
feature of the English Courses during this period was their differentiation to address students’
abilities and needs. In 1988, in addition to the 3 unit (highest) Course, 2 unit Related and 2
unit General Courses, a fourth course - 2 unit Contemporary English was added to the
previous hierarchical structure. This was designed to provide a much less traditionally literary
based Course for students who had recent non English speaking backgrounds or who now
stayed on in the post-compulsory years for a variety of reasons other than to proceed to

tertiary study (for further reference, see Board of Senior School Studies, 1982a, 1982b, 1988).
New English Stage 6 Syllabus

As a result of the McGaw Report (1997), there was significant reform in New South Wales in
2000 to the senior sécondary curriculum and revolutionary changes to the English syllabus
designed for students in Stage 6: Years 11 and 12. This syllabus was produced after a long
consultative process with the key educational stakeholders. The conception of English has
been rewritten to embrace the new century and to cater to a wider range of students’ needs
through the inclusion of popular culture and media texts, information communication

technologies, and broader theoretical and contextual approaches. A major paradigm shift is
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evident in the syllabus content, terminology, and text selections, which requires English

teachers to investigate substantially new worlds.

The rationale of the English Stage 6 syllabus situates English as “central to the learning and
development of students™ as it “enables students to make sense of, and to enrich, their lives in
personal, social and professional situations and to deal effectively with change” (Board of
Studies, 1999c, p.6). In line with a requirement of the NSW Education Reform Act of 1990,
the syllabus focuses on student learning outcomes. All students should have access to these
outcomes and their achievement of them will be reported uniformly on a framework of six
standards for 2 unit Courses. The syllabus stresses the students’ role as autonomous learners
and points out that “meaning is central to the study of English” (Board of Studies, 1999¢, p.7).
‘Responding and composing’ are identified as the ongoing, interdependent processes through

which meaning is created.

Although the syllabus conveys a notion of how English is constituted, it generally does not
prescribe any pedagogical approaches. How to teach the Courses is, therefore, implied and
left open for interpretation by teachers. The effect of Cultural Studies approaches and
semiotics on the contemporary study of English is evident in the syllabus view that making
meaning is a relational process and that an understanding of context is important in the
construction of texts. and language. Texts are seen as sites for the production of multiple
readings where contesting forces have shaped their meaning and influenced their production.
A “diversity of approaches” (Board of Studies, 1999¢, p.6) is advocated and, as teachers
embrace the new syllabus after so many years of predictable and stable practice, this directive

provides a significant challenge for them.
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The new English Stage 6 syllabus is differentiated into a range of Courses. All students must
study at least one 2 unit Course in Years 11 and 12, and may complete 4 units for the HSC.
There is a common core of material for all students in the 2 unit Advanced and Standard
Courses — the Area of Study — which is required for the first of the two examination papers in
the HSC. Table 1.1 below identifies these Courses and indicates some of the distinguishing

features of their intended candidature.



20

Table 1.1 Differentiation of English Stage 6 Courses and proposed candidature

Adapted from Board of Studies (1999c¢), English Stage 6 Syllabus, p.12.

English Stage 6 Courses Indicators for Proposed Candidature

English Extension 2 — 4 units sustained, independent creative & critical work;
(Additional to Extension 1 & Advanced) | production of a Major Work;
For study in Year 12 only

English Extension 1 — 3 units intensive specific study;

(Additional to Advanced) complex conceptualisation;

English Advanced — 2 units challenge of higher-order thinking; critical & creative skills;
academic achievement;

English Standard — 2 units increase communication expertise in English; enhance
personal, social & vocational lives;

English as a Second Language — 2 units Non English speaking, Aboriginal or Torres Strait Islander
background; less than 5 years of English language instruction;

Fundamentals of English - 1 unit additional skills development; assist effective language use;

Not examinable in HSC support for Standard & ESL students.

(Additional to Standard & ESL)

A most notable change in the new syllabus is that students now have the opportunity to study
a greater diversity of texts than in the past. The Introduction to the syllabus outlines the
incorporation of newer textual forms and states the intended rationale for this study of various

texts.

This development is significant in the broadening of English to accommodate
the wider literacy demands of the 2 1st century. Students will study traditional
literary texts in their historical context and relate them to ideas and
experiences that affect us today. They will consider conventional forms such as
drama and poetry as well as having the opportunity to study contemporary

Jorms such as film, media and multimedia. (Board of Studies, 1999c¢, p.2)

The broader framework established for textual exploration means that the traditional method

of critical literary analysis generally applied through close textual study of a single text,
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central to the previous syllabuses, is no longer the dominant focus. Texts are now arranged
under a Module heading— conceptualised with a particular focus - these Modules are then
further structured into Electives; for example, in the Standard Course, Module A is
Experience Through Language and its three Electives are Telling Stories, Dialogue, and
Image. Only one Module, of the four compulsory ones in both the Advanced and Standard
Courses, permits the study of a single text as a separate entity. All other texts are organised
within a specific Modular and Elective structure and a rubric description frames the approach
for study. Connections between texts are stressed and related textual material, frequently of
the students’ choosing, is also required. A balance of the language modes: reading and writing,
speaking and listening, viewing and representing are to be included and the use of technology

should be integrated into the study of English.

Accompanying the English Stage 6 syllabus is Prescriptions (Board of Studies, 1999d), which
details the texts to be selected for study for the HSC examination. In a new initiative, teachers
can also access a support document, Annotations of Texts Prescribed for the First Time
(Board of Studies, 1999a) which provides descriptions of, and comments about, texts that had
not previously been set for study in senior English. Also available is the English Stage 6
Consultation Report on HSC Elective and Prescribed Text Lists for 2001 and 2002 (Board of
Studies, 1999b). This report details the criteria for text selection, the reference groups used as

part of the text consultation process, and the findings related to the consultation.
Organisation of thesis

This thesis is organised into nine chapters. Chapter 1 has introduced the study and situated the

context of the research. Chapters 2 and 3 present a review of the relevant literature structured
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by the use of two metaphorical clusters. Both these chapters are framed by a geographical
metaphor to explore the social, cultural and political landscape of teachers and their work.
The third chapter about subject English also employs the additional metaphor of a contest or

battle to represent its disputed identity.

Chapter 4 provides an account of the research methodology employed in this study. The
research questions are presented and details of the quantitative and qualitative methods
utilised are given. The strategies adopted for the data gathering, management, and analysis are

also described.

The following Chapters 5 to 7 present the research findings. The first chapter briefly describes
the research respondents and participants, their schools and other relevant demographic

information. For ease of reference table form is used to summarise some of this material.

Chapters 6 and 7 report the findings to the research questions. Chapter 6 identifies several
significant categories of teachers’ discourses - what they thought and said about their subject,
about the syllabus, and about its implementation. Chapter 7 analyses teachers’ practices — the
decisions the teachers made, the actions they took, and what they did inside and outside the

classroom as a result of their implementation of the new syllabus.

Chapter 8 provides a discussion of the processes that were discerned in these teachers’
thoughts and actions, the nature and significance of factors which influenced their behaviour,
and the ways in which their discourses and practices informed each other. In the conclusion,
Chapter 9, the implications of these findings for further understanding of the processes of

curriculum change are examined and recommendations for further research provided.
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Accompanying these nine chapters are the bibliography and appendices. Included in the
appendices are copies of relevant correspondence, the survey and interview outlines and
questions and syllabus materials related to the study of one unit in the Standard English

Course.
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CHAPTER 2
REVIEW OF THE LITERATURE:

CHARTING THE LANDSCAPES OF TEACHERS’ WORK

Introduction

A review of the literature relevant to the concerns of this thesis is presented in the next two
chapters. In Chapter 2 an overview of the work of teachers, their contexts and cultures, and
the various domains that shape their beliefs, knowledge, pedagogies, and practices is provided.
An understanding of how teachers work, and think about their work, is a necessary
background for the exploration of the impact of curriculum reform on their responses and
actions. Teachers' work is viewed in the context of the organisational structures that frame
their teaching, and the impact that curriculum change has on their professional lives. In order
to demonstrate the particular framework in which English teachers operate, the Discourses

surrounding the contested identity of English as a subject are presented in Chapter 3.

The teacher is central to educational action and change within a school community. The
initiation of the teaching and learning which occurs, the decisions made about a classroom’s
culture and its curriculum, and the beliefs, pedagogies and practices enacted daily for students
all have their origins in teachers' thoughts and actions. There is little debate about the
centrality of teachers in schools and the powerful impact that they have on shaping the lives
of young people. What has remained elusive, however, is a precise and detailed insight into
the workings of the diverse interactions of these individuals that occur within multiple

contexts across a range of ages, grades, subjects, and demographics. In the last twenty years
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or so researchers have tried to throw light on the many different understandings which

contribute to this complex area.

Teachers are subject to increasing pressures within the contemporary postmodern context and
the intensification of their work is an ongoing concern. Educational change and curriculum
reform create new challenges and impact significantly on the time teachers have to complete
their work and the ways in which they exercise their professionalism. Recent studies have
documented the minutiae of these issues. The organisational structures of the secondary
school site, in particular, the subject departments of which secondary school teachers have
membership, also influence the nature of their teaching and culture. The competing cultures
of teachers’ work have been perceived through the frames of their relationships with others,

and through the domains that shape their beliefs, thoughts, knowledge and actions.

The research in the areas referred to here covers a wide range and includes a vast number of
contributions to the field. In order to synthesise and present an overview of the relevant
research it is necessary to conceptualise a framework which does justice to the multiple
shades of analysis and critique which are evident in the research. In exploring the social,
cultural and political landscapes of teachers and their work in English during a time of change,
a geographical metaphor has been developed to shape the account of the information of the

two review chapters.

Both the interior and exterior geography of teachers’ working lives is examined. To chart the
research field, the path taken is to define teachers’ work, locate its contexts and organisational
structures, and then to map its cultures and investigate the competing frames and domains that

form and influence teachers’ professional identities. The research on teaching and change has
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been separated from the research on how the subject English has been constructed over time

and the influence it has had on teachers' perceptions and practices.

The second review chapter, which deals with the territory of English, continues the
geographical metaphor but introduces a further metaphorical concept in terms of a contest or
battle. Geographical and battle metaphors are rare in the teaching literature but quite common
in scholars' descriptioﬁs of English as a subject. What is new here is the appropriation and
modification of these metaphors to describe the intersecting fields of teaching and English as
a subject area. English has a contested identity and so, its shifting borders and identifying
properties are considered in terms of both the metaphor clusters. The map of the complex
landscapes under study will be synthesised after examination of the challenging exterior
world of English teachers’ work and the exploration of the nature of their various interior

domains and of their disputed subject territory.
Defining the Quter Landscape of Teachers’ Work
Research in the 1960s and 1970s

In the 1960s research was generally focused on teachers’ functions and limited to wide scale
views of the somewhat predetermined and stable expectations of their formal instructional

role. As Ball and Goodson (1985) point out:

.. teachers were shadowy figures on the educational landscape mainly
known, or unknown, through large scale surveys or historical analyses of
their position in society, the key concept in approaching the practice of the

teaching was that of role (p.6).
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Teachers were classically portrayed in the literature in a way that generally overlooked “the
unique, moral character of education, the professional training and concerns of teachers, and
the actual, interactive processes involved in instruction” (Biddle, Good, & Goodson, 1997, p.
2). Since the early 1970s the advances made in this field of research have opened up ongoing
debate as to the characterisation of teachers and teaching. For three decades, Lortie’s (1975)
Schoolteacher, a detailed investigation into the ethos and working world of schoolteachers,
has remained a seminal piece of research. Lieberman (1998) states that the contribution of
Lortie’s work is its demonstration of the complex social realities of teachers and their working
contexts. Lortie’s conclusions highlight the individualistic, conservative and present-oriented
nature of teaching. Drawing on his Five Towns interview study of ninety-four teachers and
wider survey data in Florida, Lortie acknowledges that teaching 1s an isolating occupation
with relatively traditional purposes and that the teacher ethos is reliant on practicality with its
immediate context the classroom. The limitation of this 1970s view is that it fails to include
the wider social, cultural and political contexts in which teachers’ work occurs, and of course,

the obvious responsibilities and duties teachers have outside their classroom practice.

Research from the 1980s

In the 1980s and 1990s, there was an expansion of the landscape under investigation through
a range of research about teachers from a broadly “‘interactionist” perspective (Acker, 1995, p.
106). This outlook is evident in Connell’s (1985) Australian study of secondary school
teachers’ work. Connell’s assertion that “teachers are workers, teaching is work, and the
school is a workplace” (p. 69), reflects the growth in research interest about teachers’ paid
employment and their workloads. As Acker (1995, p.102) observes, the phrase “teachers’

work” acknowledges that this work is paid and is regulated by industrial awards and
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organisations, it has a career structure and is carried out in relationship to other workers
within specific sites. Connell (1985) argues, based on six in-depth interviews into teachers’
lives, that it 1s difficult to define the nature of teachers’ labour because it is subject to an
endless enlargement of the forces upon it. He believes that teachers are “vulnerable” (p. 99)
because of their increased accountability for students’ learning outcomes and as a result, they
experience strong emotional pressure. Connell’s empirical study adds, in particular, two areas
to the scope of the map being sketched: firstly, an identification of the emotional dimension of
teaching and the way teachers are shaped by their work; and secondly, the nature of teaching

as structured work involving tasks, processes and relationships.

Locating the contexts of teachers’ work

The contemporary, postmodern context

Influences of postmodernism on education

In contrast to Lortie’s (1975) view that teachers reduce even global educational concerns to
the personal, twenty years later Hargreaves (1994) adopts a much broader perspective as he
examines the wider social context of school teaching. In contemporary times, the external
‘geography’ of teachers’ work has changed and shifting and complex forces shape their
professional identities. Hargreaves argues that the inherited institutional structures of
education were created for a world that no longer exists and that there is a disjunction
between modernist approaches to reform and the control of teachers’ work and the reality of
schools in postmodern times. Where modernism may be characterised by its mechanistic,
structured nature, “postmodernism is organic, fluid, flexible and interactive” (Lau, 2001,

p.36). The more recent literature suggests that the complexity of the postmodern,
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postindustrial world necessitates a new view about teaching and schooling — one that engages

with the uncertainty and fluidity of the current times of rapid change.

Based on their research into new pedagogical developments for Australian Physical Education
teachers, Alexander, Taggart and Thorpe (1997) point out that “an amalgam of a postmodern
youth culture, governmental inquiries and reports and economic and industrial imperatives
constitute powerful forces to which even the most isolationist, yet committed and charismatic
teachers are subject” (p.11). Acker (1999) depicts teachers’ work as “vulnerable to
restructuring, subject to new political and economic forces, and affected by postmodemnity”
(p-23). Highlighting issues related to school reform and change, Olson (2002) notes “that
governments increasingly seek to politicize and industrialize schools in the face of global
trends to privatize and downsize social services, cut taxes, and reduce wage costs” (p. 132).
He adds, that for teachers, the pressures of external testing and increased evaluation of their

work intensify the accountability measures adopted by governments.

Influences of gender and diversity

Within this shifting landscape, there are a number of influences, including demographic,
cultural, economic and political forces, identified as shaping contemporary teachers’ working
lives. In the vast field of research, scholars such as Ball and Goodson (1985), Apple (1989,
1990), and Hargreaves (1994) examine the political, social and cultural contexts of teaching.
Acker’s sociological approach (1989, 1995, 1999) adds a contribution through her studies of

gender and her acknowledgment of the significance of context in framing teachers’ work.

The nature of the population inhabiting this broad area has also been identified. Acker (1999)

cautions against any simple categorisation of teachers and stresses the need to recognise the
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increasing diversity within the teaching community. Along the same lines, it is significant to
observe that the demographic characteristics of the student population are also changing
(Good, Biddle, & Goodson, 1997). There are other attributes to consider about teachers as
Goodson (1997) points out, “class, gender and ethnicity are but part of the larger picture,
teachers’ backgrounds and life experiences are idiosyncratic, unique, and must be explored
therefore in their full complexity” (p. 146). Nevertheless, in most industrialised countries,
women teachers are now in the majority and teaching is increasingly perceived as “largely a
feminized occupation” (Biddle, Good & Goodson, 1997, p.6). Acker believes that it is still
difficult to make generalisations about teaching and gender although this is an area of
expanded research interest, (see, for example, Acker, 1989; 1995; 1999; Nias, 1989;
Noddings, 1992). Acker (1995) considers there are challenges for educational research to
“keep gender considerations paramount whilst simultaneously deconstructing the concept of
teacher and still managing to achieve some generalizability about teachers’ work™ (p. 145). At
the same time, it is important to identify the teaching profession as “differentiated and

fragmented rather than homogeneous” (p.144).

Postmodern challenges for teachers and schools

An overview of the research locates teachers in a rapidly changing world with the external
landscape of their work subject to numerous challenges and expansions. Consequently,
Aronowitz and Giroux (1991) assert that there is a need for teachers to change their ideas and

images about themselves:

teachers need to view themselves as public intellectuals who combine
conception and implementation, thinking and practice, with a political project

grounded in the struggle for a culture of liberation and justice (p. 109).
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A range of perspectives is offered in the literature about the implications of the new demands
placed upon teachers’ work due to the impact of the contemporary age. It appears a shift may
be required in teachers’ practice from transmitting skills to promoting “‘growth,
transformation and creativity” (Good, Biddle, & Goodson, 1997, p. 676). Amold (2005)
suggests that educators need to develop their ‘empathic intelligence’ through the unity of their
thoughts and feelings as a means to transform contemporary teaching and learning. Lovat and
Smith (1998) also argue for a change in the nature of the curriculum to better prepare students
for the world of the future. This curriculum should not focus only on content or facts but on
action derived from critical reflection “which 1is oriented to change, change for betterment of
self, others and the world” (p.248). Fullan (1993, p.41), in his influential writing on
educational change, considers the “ability to synthesize polar opposites where possible, and
work with their co-existence where necessary” is essential to deal successfully with the

acceleration of current society.

Within the postmodern context where teachers experience the multiple, changing and
indeterminate characteristics of the contemporary world, Goodson (1997) points out an

interesting paradox. The “circumscribed spaces and socialized trajectories of teachers’ lives”

are acknowledged but he proposes that teachers create their own professional identities “in
Juxtaposition to the institutionalized and socialized practices of schooling” (p.150). This
setting, then, provides an arena for considerable contestation. Fink and Stoll (1998) maintain
that “in spite of the convergence of powerful forces for change, schools appear remarkably
untouched, and exhibit many structures, policies and practices of years gone by” (p. 298).
Schools persist as places of considerable historical continuity within the disorder and
uncertainty of the ever-changing contemporary society. Inevitably, close examinations of a

teacher’s work “locate the teacher’s life within the deeply structured and embedded
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environments of schooling” (Goodson, 1997, p.145). A challenge, therefore, for teachers and
schools in this shifting and postmodern terrain is to meet the new and increasing demands

being made of them (Biddle, Good & Goodson, 1997).

The impact of intensification

One of the strong themes emerging from the literature is that the particulars of the
contemporary context create an intensification of teachers’ work, with escalating claims
placed upon them and their time. The need for teachers to do more work in the same amount
of time appears to be linked to the increasing control of curriculum and teaching by
centralised authorities. Apple (1989, p.41) describes intensification as “one of the most
tangible ways in which the work privileges of educational workers are eroded” and he
considers this phenomenon results in the deskilling of labor. As teachers experience pressure
to do even more work and to increase their productivity, they experience a loss of control over
their work and a lack of personal satisfaction. Inevitably, tﬁe work focus becomes simply
“getting it done” (Apple, 1989, p. 44). As leisure time and social interactions are reduced,
there are implications for teachers’ personal lives, particularly for women who comprise a

greater part of the workforce (Apple, 1989, 2000).

When teachers with a strong personal commitment to their work feel overwhelmed by the
demands placed upon them, they experience guilt and feel they are damaging the people they
care about (Hargreaves, 1997a). The resultant effects of intense emotional and physical labor,
especially if the workers feel unsupported and isolated, can be exhaustion, disenchantment,
illness or even, resignation. Teachers feel under pressure to produce student results, they are
subject to prescriptive assessment and curriculum demands, and accountable for student

outcomes through the publication of measures such as results tables (Acker, 1999). Based
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upon their case study of five Mid American secondary school teachers involved in a change
process of school restructuring, Nolan and Meister (2000) identify four significant aspects
related to intensification: teachers’ increased workloads, their reduced preparation time, their

isolation from others, and their personal guilt and stress.

As Connell’s (1985) earlier study identified, other scholars also report the prominence of an
emotional dimension in teaching. Noddings (1992) emphasises the importance of an ethic of
care and relationships for teachers in their work. Similarly, from their case studies of change,
Nolan and Meister (2000, p.207) report “the teachers’ sense of caring for their students
transcended all aspects of their work”. Teachers with strong emotional attachments to their
students approach their work, and changes in it, quite differently from other colleagues
(Hargreaves, 1998a). Lortie (1985, p.137) reminds us that what teachers do is “people work”
under “special circumstances, and therefore, teaching cannot be viewed merely as “labour

power” (Harris, 1994, p. 1).

In terms of the relationship of teachers’ work to the processes of the labour force, Reid (1999,
p.187) claims “what teachers do is largely structured by their employer in particular ways, for
particular purposes, and it is this which determines how teachers experience their work™. In an
earlier discussion, Harris (1994) adopts a critical pefspective in his exploration of the
consequences of viewing teachers as labour workers who are pressured towards
“proletarianization”. He notes that teachers work within a context of “decreased status and
control, loss of autonomy, destruction of health, worsening of conditions which are conducive
to lowering of morale, and subjugation to increasing external control of schooling and
curricula” (p. 108). Harris argues that this context makes teachers subject to powers not

directly connected to the classroom, and this creates an eradication of their professional
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autonomy and a loss of their working conditions. It is Harris’ contention that these forces are
both commercial and political, and that there is an “appropriation of the educational discourse
and schooling practice within a techno-rationalist and market-oriented agenda” (p.108). Apple
(2000) believes teachers in the United States of America, despite the official rhetoric of
professionalism, are increasingly more strictly controlled. He sees clear evidence of the
intensification of their work as they experience a loss of autonomy over the processes of

teaching and learning and curriculum change.

Intensification can serve to devalue and deskill the teaching profession. In ascribing to a
reductive view of teachers as labour, there is an associated danger of accepting them as
disempowered, and susceptible to a loss of control over their curricula and conditions. Any
loss of agency by teachers has far reaching consequences (Harris, 1994), and in the prevailing
economic rationalist climate, extends the pressures of accountability and performance
indicators, and further intensifies the demands of their daily work. Not all scholars, for
example, Apple (1989, 1993), fully accept the deskilling proposition and he considers that

some teachers adopt strategies of resistance to exercise control over their work.
The perspective of time

The literature generally identifies ’time as a major constraint on teachers’ work. It is directly
related to the demands of intensification and it shapes the organisation of their daily activity.
Teachers are responsive to the rhythms and timetables of school life and also experience a
“tension of consciousness” (Elbaz, 1983, p. 20) as they attend to many demands at the same
time. Both these aspects of time are mutually connected. Time defines and imposes on

teachers’ work, limiting it in subjective and objective ways (Hargreaves, 1994). Symes and
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Preston (1997) describe teachers’ work as “characterised by routines and repetitive tasks of a
clerical and administrative kind” (p. 161) and these detract from their other intellectual,

creative and transformative pursuits.

Reform and perceptions of time

Hargreaves’ (1994) description of the differences in peoples’ perspectives about time has
direct application not only to the recurrent claims by teachers about the continual erosion of
their time for teaching but it also adds to understanding about some of the problems of
innovation and the implementation of change in schools. Hargreaves identifies two broad

conceptions of time:

Monochronic time. This is a linear conception where one thing occurs at a
time and it has a task focus. There is minimal awareness of context as attention

is on deadlines and completion.

Polychronic time. This is a multi conception where several things may occur
simultaneously and it has a people focus. There is a high sensitivity to context

and attention is on relationships not things (pp. 102 — 103).

These differences in perspective indicate the potential conflict in curriculum implementation
when administrators, usually operéting under an objective time frame, impose change on the
generally subjective time view of teachers. Fullan (1993) identifies the consequences of
policymaking by the State as “unrealistic timelines and policy clutter” (p. 54). Teachers
believe administrators constrain them to implement change with tight deadlines and more
work with little regard to the pressure and demands under which they already operate

(Hargreaves, 1994). Those who make new policies have themselves often worked under the
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pressure of monochronic time with a specific task focus and thus, tend to see the world of the
classroom only from the viewpoint of their imposed change. What Hargreaves argues is that
the assumed superiority of this objective view of time does not take into account the social
and political dimensions of time and its physical relativity. As he points out, “the
sociopolitical dimension of time, the way in which particular forms of time come to be
administratively dominant, is a central element in the administrative control of teachers’ work
and of the curriculum implementation process” (p. 107). Those who direct the change process
often do not recognise time as problematic because they do not compare “the time perspective
of the agents of change with that of those who are the targets, and that of those who will, in
one way or another, participate in the process” (Sarason, 1971, p. 219). In a detailed
explanation, Elbaz (1983) highlights some of the consequences for teachers and their

perspectives of time when curriculum reform is imposed upon them.

For example, altering teachers’ self-experience and social perceptions by
imposing on them curricular reform which treats them as students who must
learn the developer’s materials inevitably has the effect of restricting
spontaneity and heightening tension of consciousness, crowding the time
perspective so that teachers despair of accomplishing the work expected in the

time available, and calling into question the very nature and meaning of their

tasks (p.21).

Sarason (1971) suggests that those who have a key role in educational reform often do not
know enough about the culture and norms of the setting where they want the change to occur.
Fullan (1991) also perceives a divide between the worlds of the policy-maker and that of the
practitioner, and warns that the mutual ignorance of the subjective world of each will lead to
the failure of reform. The bureaucratic imposition of change creates an intensification of

teachers’ work, increased pressures and accountability, and even more authority placed over
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their complex school day (Apple, 1989; Hargreaves, 1994). The tension between the
perspectives of monochronic and polychronic time, therefore, further exacerbates the burden

and constraint that teachers experience in their teaching.
Educational Change

The most pervasive force in the constitution of the geography of teachers’ work is change.
The processes of change emerge from both within and outside the education system, and these
constantly redefine the contours of the teaching landscape. Change exerts a very subjective
influence and involves “values, micropolitics, people’s goals, interests and perceptions”
(Scott, 1999, p. 47). Ball (1985) believes that changes in the surrounding political, economic
and social circumstances of schools can impact on the content and operation of school
knowledge and may also influence the ways in which change is actually initiated and

experienced within the school.

Siskin and Little (1995) perceive the implementation of change has the potential to raise
issues wider than the actual change itself. “Reform initiatives may bring to the surface the
latent conflicts in teachers’ conceptions of subject, teaching, and the purposes of schooling...”
(p.13). As Hargreaves (1998b, p.560) points out, “educational change initiatives do not just
affect teachers’ knowledge, skill énd problem-solving capacity”. He believes emotions are
central to the dynamics of teaching because teachers are passionate beings, and relationships
permeate their work. In his view, the emotional dimension of change is frequently overlooked
in the literature. Change impacts on teachers’ emotional goals for their students, their
professional relationships, their own responses to their work and its structures, and their

planning and pedagogy. Another consequence, especially of centralised educational change,
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identified by Goodson (1990, p.300) is that “the people most intimately connected with the
day-to-day social construction of curriculum and schooling - teachers - are thereby effectively
disenfranchised in the ‘discourse of schooling’”. This view is shared by Olson (2002) who
considers that prescriptive reforms mean “most often, teachers are left out of the power

process that leads to the ‘roll-out’ of policy” (p.130).

Research about educational change

The history of research about educational change reveals an important and evolving field of
study as well as the identification of many complex approaches to both the implementation
and evaluation of the change process. Fullan’s (1991) review of this field is widely regarded
as definitive. There is a wealth of literature that focuses on the nature of educational change,
its meanings, and how teachers and schools cope with it, (see, for example, Sarason, 1990;
McLaughlin, 1990, 1998; Fullan, 1991, 1993, 1997, 1999). In recent times research has
identified the various factors affecting the implementation of curriculum change, (for example,
. Fullan, 1991; Brady, 1996; Gibbs, 1998); what is effective within an educational change
environment, (Huberman & Miles, 1984; Acker, 1999; Scott, 1999; Nolan & Meister, 2000);
and the ways people deal with change and move through its processes, (Fullan, 1993, 1997;
Hargreaves, 1994; Nolan & Meister, 2000). Richardson (1990) considers that the change
literature has shifted from “viewing teachers as recalcitrant and resistant to change to
examining the structure of the organization and personal attributes of teachers that affect
whether or not they implement new programs” (p.11). More recently in the research there has
been an examination of the strategic processes of change and a recognition of it as a cultural
process (Hargreaves, 1998a). Hargreaves (1994) suggests that although there is an extensive

literature about the processes of change, limited attention is given to the purposes and
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contexts of change. A consistent finding in the review is that educational change can be
highly complex and dynamic, and it is subject to vastly differing forces. Because of these
characteristics, few of the current theories fully address the unique contexts in which change
operates within the contemporary educational system (Hargreaves, Licberman, Fullan &

Hopkins, 1998).

The implementation of the change process

One of the reported difficulties of educational reform is that “to bring about educational
change usually exceeds people’s understandings of how to do so effectively” (Hargreaves et
al, 1998, p.1). The introduction of new policy and the mandating of change do not necessarily
ensure its successful implementation by teachers. Many factors contribute to the
accomplishment of new ideas and curriculum changes, and these will vary within each
educational site. Change has multiple dimensions, including the political, cultural and social.
Both local and wider issues contribute to the different contexts in which change operates and
no one prescription for change can be found to meet all teachers and situations. What the
literature reveals is the multiplicity and intricacy of the demands that are created on those who

are involved in its processes of implementation.

The complexity of the educational change process and the differences inherent in each
individual teacher and specific context makes it hard to generalise about the constituents of
curriculum change. Gibbs (1998) notes that the significance is in the distinctive blend of
factors involved in any one case, and that these will “vary according to the particular social,
intellectual and political context which is operating at the time” (p. 182). Scott (1999, p.7)
points out that “each change situation is shaped by a unique mix of external, system and local

factors™. It is generally accepted in the literature that educational change moves through three
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broad and distinctive stages: initiation, implementation, and institutionalisation (Fullan, 1991;
Hargreaves et al, 1998), however, the relationship between these stages is extremely complex.
Fullan (1991, p.92) stresses that “single factor theories of change are doomed to fail” and that
the effective implementation of educational change is contingent on an active combination of

multiple factors and features.

Various factors have been identified that affect the process of change as it occurs within the
school, and Fullan (1991, p.65) notes that “educational change is technically simple and
socially complex”. He describes these factors or variables that interact and influence
implementation in a causal way, as local and external factors. In the local set, Fullan includes
those connected to a school itself: the local district, community and administrative
organisations; the school principal, who is a strong influence on the leadership and eventuality
of change, and importantly, the teachers. It is the teachers’ individual characteristics and peer
relationships that affect their responses to the implementation of change. Collaborative work
. practices and positive social interactions may contribute to an effective climate for change
(Little, 1982; Hargreaves, 1994; Scott, 1999). Teachers’ connections to their professional
networks and subject associations will also assist (Scott, 1999). The external factors concern
the wider social context of the school, such as the links with government and other agencies;
and the allocation of resources and the provision of assistance, for example, through

consultants, support documents, and professional development (Fullan, 1991).

A further and important theme acknowledged by Fullan (1991) and Scott (1999) is the need to
monitor and evaluate the process of change. Monitoring is critical to cope with problems, to
gather information about progress, and to appraise the success of implementation. There are

frequently unexpected outcomes to change (Scott, 1999), and as Fullan (1991) points out,
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monitoring is “probably one of the most difficult and complex strategies for change ‘to get
right’” (p. 87). Evaluation should be ongoing and is “the driving force of the change process”

(Scott, 1999, p. 14).

Within the literature there is an increasing identification and recognition of the dynamic
complexity and turbulence within educational organisations today (Fullan, 1998; Hargreaves,
1998a; Scott, 1999). Fullan (1991, p.32) notes that “real change... represents a sertous
personal and collective experience characterized by ambivalence and uncertainty”.
Educational change adds another layer of complexity to the many challenges confronting
teachers in their work. Lortie’s (1975, p.159) legacy reminds us that uncertainty is one of the
most pervasive themes for teachers and there are “endemic uncertainties” complicating the

contemporary landscape of teaching.

Teachers’ work in times of change

" This review of research about teachers’ work highlights the impact of the broader educational
and social changes of the postmodern context in which the diverse teaching population
conducts its practice. This provides insights into the nature of the rapidly altering external
geography of teachers’ professional lives. It is not only the intensification of teachers’ work
that is important but its related emotional impact needs consideration. Issues of control over
curriculum implementation and the prescription of timelines for change also appear as
important factors that affect teachers’ work. Questions about who should plan for, and who
should implement, curriculum change, and in the ways in which reform can be facilitated
within the contemporary educational context emerge. Is there an inevitable divide between
those in administration and those in the classroom? In recent times there is little evidence

presented that change strategies which are ideologically-driven and ‘top-down’ alter the
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classroom experience in a substantial way (McLaughlin, 1990). Hargreaves (1994, p.109)
contends that “the empowerment of teachers to take on responsibility for curriculum
development, in addition to their current technical obligations regarding implementation” 1s of
fundamental importance. How can this enhanced role for teachers be reconciled with the
already significant and competing demands for their time? It would appear from the literature
that the divide between administrators and teachers is growing, and as a consequence,
“perceptions regarding the pace of change diverge more and more” (Hargreaves, 1994, p.

114).

Mapping the cultures of teachers’ work

Part of the exterior geography of teachers’ work includes the particular ways the teaching
culture is framed and constructed. Mapping the forms of connection and interaction between
teachers further shapes the landscape that has already been presented. This map of teachers’
_ cultures is not made of simple dimensions and patterns; there are complex shades colouring
the various relationships established within the school context. Teachers organise themselves
into a range of possible connections: powerful affiliations, conflicting and unstable groups,
1solated clusters, or units that combine a number of these characteristics. No single formation
adequately captures the complicated relationships and interactions that are in operation
amongst teachers; a number of frames determine the ways in which individuals and groups

interact. These are multi-layered, interconnected, and fluid in their membership.

Definitions of Culture

Williams (1961) notes that the study of culture involves “the study of relationships between

elements in a whole way of life” (p.63). There are various definitions of culture presented in
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the literature and the word seems to encompass quite a broad lexicon. At its core, culture is
“an ongoing critical description, analysis and engagement with people’s dynamic beliefs and
ideologies, practices and procedures” (Luke, Coomber & O’Brien, 1996, p.34). Apple (2000,
p. 42) defines culture as “ the constant and complex process by which meanings are made and
shared”; he notes that it both produces and reproduces values and relations of power, and that
it can be produced out of disagreements. Cultures generate informal rules that are frequently

implicit and susceptible to change (Busher & Harris, 1999).

An overview of the research about teacher cultures reveals some identifying features. Teacher
cultures are manifested in the shared beliefs and knowledge about work, and in the tacit
acceptance of appropriate social interaction within the workplace (Feiman-Nemser & Floden,
1986). Each school is defined by its own unique and complexly interrelated forces, many of
which are implicit and intangible (Fink & Stoll, 1998). From his classic study of school
culture, Sarason (1971) acknowledges that the strength of a professional culture has a direct
. connection to teacher satisfaction and student achievement. Along the same lines, Hargreaves
(1994, p.165) suggests that “teacher cultures, the relationships between teachers and their
colleagues, are among the most educationally significant aspects of teachers’ lives and work”.
Hamilton (1993) considers teachers’ knowledge and decision making processes are
constructed from their personal cultural backgrounds and thé cultures created by their subject,
department and school. Sikes (1992, p.43) believes that it is through cultures that “change is

mediated, interpreted and realized”.

Any single definition of teacher culture is problematic because it requires an insight into
teachers’ knowledge, beliefs, values, and attitudes and these are not easily codified. It is

difficult to account for all the individual characteristics, the particular contexts of the
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workplace, and the various educational, organisational, social and political influences that
shape the cultures of teaching. To assume cultural uniformity amongst teachers is baseless
because of the differences in gender, age, cultural and social backgrounds, education,
experience, domestic circumstances, talents and abilities, subject matter and the classes they
teach. Because there is a considerable diversity of population in schools and amongst students,
“the cultures of teaching are elusive” (Feiman-Nemser & Floden, 1986, p.508). Olson (1988,
p. 169) contends that “ what teachers tell us about their practice is most fundamentally a
reflection of their culture, and cannot be properly understood without reference to that
culture”. Understanding about the nature of teacher cultures can also assist us in knowing how
teachers are likely to respond to new reforms and provide guidance for planning the
implementation strategies of policy. Further, such insight can aid in the improvement and
innovation of teaching practice and facilitate the creation of more effective learning

environments (Olson, James & Lang, 1999).

The frames of teacher culture

Across the educational landscape one of the enduring images, derived from Lortie’s (1975)
carly work, is of teachers as individualistic. His view of the autonomous isolation of teachers
has been corroborated in other studies, for example, in é national survey in America by
Goodlad (1984); and Rosenholtz’s (1989) study of 78 schools in Tennessee. To define
teaching as a solitary activity presents only a partial view of teachers’ work and overlooks
their broader interactions and professional exchanges. This picture of isolation is at odds with
the substantial studies on the subcultures of secondary school subjects and departments (see,

for instance, Ball & Lacey, 1984; Grossman & Stodolsky, 1995; Siskin & Little, 1995;
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Goodson & Marsh, 1996) and the research on teacher collegiality and collaboration (see, for

example, Little, 1990; Hargreaves, 1994; Riordan, 1996).

In order to understand more fully the nature of teachers’ work, and the discourses produced
within it, it is helpful to consider the teaching cultures that frame this work and that also
contribute to the social and micropolitical contexts in which teaching occurs. In mapping the
cultures of teachers’ work, the distinctive features that shape the ways teachers connect with

their colleagues and work within their schools are described here as frames.

The subject department

A prominent formation within the setting of the secondary school is the subject department.
Frequently it is this construction, rather than the school, that is the defining and immediate
organisational unit for a secondary school teacher (Siskin & Little, 1995). Although the
school site creates an essential physical context for a teacher’s work, Grossman and Stodolsky
(1995) argue the particular subject discipline and subject department, including the teachers’
perceptions about these, contribute to the formation of a conceptual context. This “helps to
frame the work of high school teachers and mediates their responses to reform” (p.6). The
distinctive beliefs, norms and practices of a subject, shared by the teachers of the same subject,
create a subject subculture (Ball & Lacey, 1984). These subcultures create powerful socially
constructed contexts for teachers’ work and are a common feature of their daily lives
(Grossman & Stodolsky, 1995). The subject department is not only the micropolitical centre
for most teachers but it is also the primary site for the formation of their cultural values and

epistemologies. According to Siskin (1994) subject departments have:
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ethnocentric ways of looking at things. They are sites where distinct groups of
people come together and together share in and reinforce the distinctive
agreements on perspectives, rules and norms which make up subject cultures

and communities (p.81).

The study of the subject department, the organisational unit of knowledge in secondary
schools, has not been widely researched but it is currently a growing area of importance at
this time of educational restructuring (Goodson & Marsh, 1996). Subject departments are
“particularly important considerations in any reform program or initiative, or indeed any

attempt to engage with the issue of quality assurance” (Green, 2000, p.12).

The subject department is frequently the site of contestation and tension over what constitutes
knowledge (Siskin & Little, 1995), and how social relations are to be organised in terms of
status, experience, latent culture and situational constraints (Ball & Lacey, 1984). The impact
of the powerful social relations at work within a department — the friendships, alliances, and
_conflicts — the micropolitics - creates a primary social world for many teachers that may or
may not exist cohesively (Siskin & Little, 1995; Goodson & Marsh, 1996). Talbert (1995, p.
70) advises that “for better or worse, collegial relations and norms of practice within a
department appear to matter for how teachers experience their profession and construe their
tasks”. The subject department is the milieu where teachefs pursue their careers, carry out
special responsibilities and have leadership opportunities (Goodson, 1995). Importantly,
subject departments determine “in crucial ways who teachers are, what they do, where and

with whom they work, and how that work is perceived by others” (Siskin & Little, 1995, p.1).
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The head of department

Central to this subject formation is the Head of Department, the middle manager charged with
responsibility for the academic, pedagogical and cultural shapings of other teachers of the
same subject and with performing operational duties and ensuring student learning in that
subject. Sikes (1992) considers that the role of Head Teachers is important because their
demonstrated values and beliefs can motivate others to follow their example. Significantly,
they can define the reality of a department’s culture. This view is widely supported in the
literature where there is an explicit acknowledgment of the influence and potential agency of
Head Teachers (see, for example, Siskin, 1994; Siskin & Little, 1995; Goodson & Marsh,
1996; Busher & Harris, 1999). Research by Ball and Rowe (1992) into the attitudes adopted
by different school departments towards the implementation of National Curriculum policy in
England reveals the important role of Head Teachers. Different subject departments
responded in quite different ways. They report that those departments with leaders who could
critically engage with the materials, had a strong history of innovation and a commitment to
proactive work, were better able to mediate and transform the new curriculum demands. From
their case study of the implementation of a school wide change in an Australian high school,
Riordan and Chesterton (1999) reach a similar conclusion. They consider departmental heads,
through taking an active role in promoting the rhetoric and procedures of a particular change

Initiative, can provide significant leadership for changes in pedagogy and school culture.

The complexity of the Head Teacher’s role is highlighted by Busher and Harris (1999) and
Green (2000), amongst others. The literature reports the various functions located within a
subject department that are consequently part of a Head Teacher’s focus: for example,

curriculum and administration (Green, 2000); management of departmental goals and
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practices, group collegiality, improvement of staff and student performance, and external
liaison (Busher & Harris, 1999); and administration and social relations (Goodson & Marsh,
1996). The challenge is for a Head Teacher’s leadership to meet the sometimes competing
demands and to exercise influence over a wide sphere of staff subject expertise, personal
values and beliefs, pedagogical practices, and resource allocation. Green (2000, p.14) reports
that the literature makes clear the critical role the Head of Department has “in curriculum
development and policy implementation, in educational change and school renewal,”
especially with the ever increasing demands placed upon schools. It has been well established
that a Head Teacher has the potential to transform the cultural context of the workplace, to
work with others to initiate and lead change, to prove moral and academic inspiration, and to

influence - through establishing the department’s status - the wider school sphere.

Defining the Interior Landscape of Teachers’ Work

The domains of teacher culture

To complete the map of the cultures of teachers’ work, it is necessary to consider the
significant components that compose and shape what teachers know, think, say and do. The
interior landscape of teachers’ professional identity contains a number of domains that
influence their work. Scholars, in their attempts to define teachers’ knowledge, beliefs and
thoughts, identify many aspects that guide teachers’ practice and which contribute to their
values and attitudes. There are complex nuances and dialectic connections between the
various domains; sometimes they are in harmonious and fluid existence, at other times,

competition between them creates tension for teachers.
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Research about teacher thinking and knowledge

Since the mid 1970s a significant and growing area of educational research interest concerns
what teachers themselves say and think about their work, the stories they tell of their
experiences, and the ways in which they represent their knowledge, pedagogy, and practice.
Studies investigating teacher thinking illustrate the complexity of teaching and are important
in providing insight into the types of knowledge teachers possess, the ways they learn and

develop new practices and new knowledge, and how they deal with innovation and change.

As Calderhead (1987) claims:

Innovative ideas are interpreted and reinterpreted by teachers over a period of
time and translated into practice in a process that involves teachers drawing
upon several different knowledge bases and interpreting and manipulating

various interests (p.17).

Within the literature varying strands about the domains of teacher culture and its various
"knowledge bases can be distinguished. Research includes teachers’ subject knowledge
(Goodson, 1985, 1987; Ball & Lacey, 1995; Grossman & Stodolsky, 1995; Siskin & Little,
1995); teachers’ pedagogical content knowledge (Shulman, 1986, 1987, 1999; Wilson,
Shulman & Rickert, 1987); and the personal practical knowledge that teachers derive from
their classrooms (Elbaz, 1983; Clandinin, 1986; Feiman-Nemser & Floden, 1986; Connelly
and Clandinin, 1988; Johnston, 1990). Other areas of scholarly investigation are the craft and
survival values and norms teachers use (for example, Olson, James & Lang, 1999); the ways
knowledge is utilised by teachers (for example, Fullan, 1991); insights into teachers’ lives (for
example, Ball & Goodson, 1985); the influence of gender upon teachers and their work (for
example, Acker, 1989, 1995); the role context plays in informing teachers’ decision making

(for example, Segal, 1998) and the interrelationship of many of these aspects.
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Although teachers’ traditional theories appear well adapted to the situations of practice, there
is a lack of classification of them (Olson, 2002). Clandinin and Connelly (1995) provide a

useful definition of teachers’ knowledge that attempts to connect both theory and practice:

That body of convictions and meanings, conscious or unconscious, that have
arisen from experience (intimate, social, and traditional) and that are

expressed in a person’s practices (p.7).

They dispute the idea of any separation between theory and practice. They argue that although
these terms create epistemological dilemmas in education, there is a notion of them being at
one and simultaneous. In a classroom, practical expression is a quality of knowledge itself
rather than being a utilization of it. While teachers have different uses for their knowledge, it
operates in a holistic way, combining to orient them towards their work and to provide an
impetus for their actions (Feiman-Nemser & Floden, 1986). As Schon (1983) points out it is
very difficult to separate knowledge from practice and to describe what it is that teachers

know. In his view, “our knowing is in our action” (p. 49).

The domains identified and considered here are drawn from the substantial literature about
teachers’ work. The frames discussed earlier highlight the exterior patterns and the
micropolitical and social relationships of teacher cultures; the domains presented below
acknowledge the interior influences on each teacher. These domains reflect the uniqueness in
the formation, representation, and action of a teacher’s work and culture. It should be noted
that these domains are not entirely independent of each other. They capture what teachers
believe, think and know about their subjects in particular, and the curriculum in general, and

how they operationalise this through the ways they think, plan and act.
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Subject discipline knowledge

A recurrent perception in the field of research is that high school teachers’ identities can be
realised through their subjects. Esland (1971) makes the assumption that all secondary
teachers have a ‘subject’ identification and “a pedagogical perspective of varying degrees of
theoretical consistency and clarity” (p.85). Little (1995) believes that having a subject identity
is not just about the content that includes textbooks, assessment and curriculum, “it is more
fundamentally a part of being a teacher” (p. 184). There is considerable debate about, and
increased research interest in, teachers’ knowledge of their subject, and their constructions
and representations of its meanings. Clark (1995, p.12) takes the position that “what is most
important and most neglected in teaching is the teacher’s knowledge of the subject matter”.
There is a strong link between the nature of schooling and teachers’ school subject knowledge
because the discourses of school subject knowledge define the parameters for teachers’

practice (Goodson & Marsh, 1996).

Teachers’ understandings and knowledge of their subjects are shaped by the differing
conceptualisations and realisations drawn from each individual’s academic background,
teaching and life experience, pedagogy, school context, and in some cases, own learning as a
secondary student. In fact, Ball (1985) reports that, based upon his research, the most
profound influence upon an English teacher’s conception of the school subject English and its
pedagogy is “equally as likely to be the teacher’s own experience as a pupil as their university
or college training” (p.81). Further, another important component in teachers’ views about
their subjects is derived from their perceptions of their particular obligations to their students
(Little, 1995). As discussed earlier, teachers’ leadership of particular subject departments can

exert a strong influence over their ideas of their subject and their professional identity. These
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elements all shape and define the nature and discourses of their academic subject (Siskin,
1994), and establish aspects of its epistemology such as teaching methods, values, curriculum

and assessment, and content selection (Busher & Harris, 1999).

The nature of school subjects

Siskin and Little (1995) claim an emergent theme from debate about subjects includes the
identification of what constitutes knowledge of the subject discipline. The stakeholders
involved in this exploration include teachers, professional associations and academics who all
“defend their canons, add to them, or adjust what it is they do” (p. 13). Within any subject
there exist rival Discourses and factions where debate circulates around pedagogical practices,
theoretical perspectives, core knowledge, and social purposes (Goodson & Marsh, 1996).
These competing schools of thought gain continuity through time and can be characterised as
subject “traditions” (p. 33). Ball (1985. p.53) states there are “internally differentiated
epistemological communities prone to disputation over the content of subject knowledge and
.appropriate methodology”. From their studies of teachers in different subjects, Grossman and
Stodolsky (1995, p.10) conclude that those in subjects “characterised by greater scope and
greater theoretical dissension, such as English ... will find it more difficult to reach consensus

around specific standards”.

The subject discipline and school subjects

A general distinction is made in the literature between a subject discipline with its epistemic
community where meaning is open to debate and various interpretations, and the subject as it
exists in schools. The significant difference is that the subject department is “a crucial

mediating context in the translation of knowledge from the level of ‘subject communities’
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into the students’ experience of ‘subjects’ in the process of classroom interaction” (Ball &
Lacey, 1995, p. 99). Ball and Lacey (1995, p.95) believe that because “subjects are not
monoliths; rather they are contextual realisations” teachers create their own meanings and
define their subject based on their own values, knowledge and contexts. Rogers (1997, p.686)
identifies inherent differences between a school subject and its original epistemic discipline,
whereby “the common translation of disciplinary knowledge into school subjects lacks the
animating factors that characterise a disciplinary field —the process of inquiry and building
knowledge”. Rogers fails to consider the connection teachers make to different conceptions of
knowledge in his focus on the content of school subjects. He claims “the ‘subjects’ are so
identified with and defined by content (the concepts, facts or topics associated with the
subject) that they are disconnected from the modes of inquiry from which the particular
concepts and understandings of the subject emerged”. This opinion appears to ignore
teachers’ academic backgrounds and the dynamics of learning. It also overlooks the process
of ongoing shaping and recasting that a school subject undergoes as teachers work with their

- particular classes.

By contrast, Shulman (1999) describes teachers’ scholarship in the content discipline as
resting on two foundations: “the accumulated literature and studies” of the content area, and
“the historical and philosophical scholarship on the nature of knowledge” in the field of
study” (p.65). In his view, teachers should have a depth of understanding of their subject
beyond its content, to include its structures, critical issues, and conceptual framework that
remains current and informed. Taking quite a different perspective, Olson, James and Lang
(1999) believe that the demands of the contemporary knowledge-filled society and students’
desires for autonomous learning challenge the traditional authority of teachers as possessors

of superior knowledge at subject level. They see a necessary transformation occurring in



teachers’ identity from their preeminence as subject experts to reflective, adaptive life long

learners.

Although there is no general agreement in the research about the precise nature of teachers’
subject discipline knowledge because “school subjects themselves are problematic” (Green,
2000, p.11), it is worth considering Esland’s (1971, p.78) point that “teachers have certain
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core assumptions about their ‘subjects’. Teachers’ connections to their particular subject
appear to be influential, and as Little (1995, p. 186) notes, teachers’ subject identity is much

more than just a “label”.

Pedagogical Content Knowledge

The concept of teachers’ “pedagogical content knowledge” was first articulated by Shulman
(1986, p. 10; 1987, p. 8) who sought to classify the domains and types of teachers’ knowledge
.(including content knowledge, pedagogical content knowledge, curricular knowledge), and
the ways this knowledge is portrayed. In his view, pedagogical content knowledge blends
content and pedagogy “into an understanding of how particular topics, problems, or issues are
organized, represented, and adapted to the diverse interests and abilities of learners, and
presented for instruction” (1987, p.8). Shulman (1999) argueS that pedagogical reasoning is as
much a part of teaching as is the actual performance because “teaching necessarily begins
with a teacher’s understanding of what it is to be learned and how it is to be taught” (p. 63). A
major source of a teacher’s pedagogical knowledge base is scholarship in the content
discipline. Wilson, Shulman and Rickert (1987) characterise pedagogical content knowledge
as a way of decision making that assists in the transformation of content for teaching. They

believe that the “ability to represent the subject matter is an important aspect of an
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individual’s subject knowledge” (p. 109). Shulman’s work is a starting point for several
researchers investigating subject specific knowledge and exploring the links between

teachers’ content knowledge and their pedagogy.

Banks, Leach and Moon (1999) are critical of Shulman’s conception because they believe it
views knowledge as too fixed with the focus centred too strongly on the teacher’s knowledge
and skills at the expense of attention to the processes of student learning. Shulman (1987)
acknowledges this perspective and the emphasis he places upon the intellectual basis for
teaching, but thinks that teachers’ outcomes needs to be considered as do those of students.
The term ‘pedagogical content knowledge’ highlights one component of the professional
knowledge base of teachers — the content as well as the pedagogy of the subject matter -
although it does not fully address the related aspects of students’ learning activities. It is
interesting to speculate, however, as to whether some teachers do see their knowledge,
particularly of their subject content, and the pedagogical strategies that they use to convey this,

-as contained and enduring.

According to Clark (1995, p.70), “teachers can discover what they believe by telling it to
another,” and therefore, they “make their implicit theories explicit”. He suggests this “can
affect how they teach and see and act subsequently”. This is a debatable position and it is
worth noting the warning Anderson and Burns (1989) give about not assuming that those
teachers who are able to express more detailed knowledge of their subject or pedagogy are

necessarily more effective teachers. Also at odds with Clark’ s opinion is Shulman’s (1987)

work on the conceptualisation of teachers’ knowledge where he indicates “teachers

themselves have difficulty in articulating what they know and how they know it” (p.6). At
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issue here are the discursive practices that may mask what teachers actually know and do, and

the necessity for us to investigate both teachers’ rhetoric and the reality of the classroom.

Personal Practical Knowledge

Recent qualitative research has investigated new ways of understanding teachers’ ‘personal
practical knowledge’ and this enhances our consideration of teachers’ biographical and
personal viewpoints (Goodson, 1997). As Koswnen (1994) points out definitions of teachers’
practical knowledge and practical theories are an “interesting starting point for studying
teachers’ curriculum knowledge and curriculum action” (p.251). Connelly and Clandinin
(1988, p.250) use the term “personal practical knowledge” to describe what a teacher knows
of a classroom, that knowledge being broadly defined to include classroom practices. Personal
practical knowledge as a concept “embodies a dialectical view of theory and practice”
(Clandinin, 1986, p.20), where practice can be secen as theory in action, the two being

_inseparable.

In their review of the literature on teachers’ knowledge and learning, Randi and Corno (1997)
identify several studies which have characterised “teachers' knowledge as personal and
experiential, based in episodic memories and stories of particular cases or instances” (p. 1196).
They believe this research provides one framework for examining teachers’ thinking,
particularly when they implement new methods into their teaching practice. One of the
difficulties of defining practical knowledge is that there is an inadequate vocabulary for
explaining and describing much of what is tacit and unspoken (Clandinin, 1986; Feiman-
Nemser & Floden, 1986). As Schwab (1959) argues, what is an appropriate description for

one teacher in a specific context does not transfer directly for others in differing contexts.
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Personal practical knowledge and images

Research by Elbaz (1983), Clandinin (1986), Connelly and Clandinin (1985, 1988), Johnston
(1990) and Clandinin and Connelly (1995), reports that images are a component of a teacher’s
personal practical knowledge. Zaleski (2003) considers that the metaphors teachers use can
represent the ways they think about their own learning. Images and metaphors can describe
and provide information about the teacher’s views about classroom teaching and learning.
Clandinin (1986), based upon her two years of study of two elementary school teachers,
considers teachers’ personal practical knowledge includes images that represent their values,
feelings, and aesthetics. These images may have their origins in actual events, reflections,
beliefs or emotions (Clandinin, 1986). The following definition from Clandinin (1986)

identifies the way an image can be used to convey a distinctive domain of experience:

Image is a personal, meta-level, organizing concept in personal practical
knowledge in that it embodies a person’s experience; finds expression in

practice; and is the perspective from which new experience is taken (p.166).

Elbaz (1983, p.137) defines an image as “a brief descriptive and sometimes metaphoric
statement” which captures some fundamental aspect of a teacher’s perceptions. It is related to
a teacher’s practical principles, encompasses “the teacher’s feelings, values, needs and
beliefs” (p.134), and finds its substance in the teacher’s school experience and theoretical

knowledge.

In their discussion of Elbaz’s (1983) meta-level analysis of Sarah, a Canadian high school

English teacher, and her use of her knowledge in practice, Randi and Corno (1997) note the
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structures of practical knowledge that Elbaz identifies: rules of practice, practical principles,

and images. They report:

Practical principles were defined as general constructs that may be acquired
from theoretical viewpoints or intuitively out of experience. And, images were
defined as personal pictures or visions of what teaching should be. Images are
constructed from teachers’ personal beliefs and experiences, theoretical

knowledge, and school context (p.1198).

Randi and Corno (1997) believe that the work of both Elbaz (1983) and Clandinin (1986)
makes a meaningful contribution through their connection of teachers’ knowledge with
curriculum development and implementation. Elbaz (1983) considers her research shows
teachers to possess both cognitive and affective knowledge, and that they use this knowledge
in various ways that reveal them to be active, purposive and autonomous. Similarly,
Clandinin (1986) concludes that the teacher is “an active knowing agent” (p. 9). Her research
acknowledges that teachers need to have their personal practical knowledge recognised
.because “failure to understand the teacher as an active holder and user of personal practical
knowledge helps explain the limited success of curriculum implementation” (p. 364). Both

researchers stress the active agency of teachers operating as individuals.

As Johnston (1990) points out from her study of how six teachers developed and implemented
a new subject in their respective secondary schools, “significant curriculum decisions were
interwoven inextricably with the personality and beliefs of the teacher” (p. 467). Johnston
employs and adapts the research perspective of personal practical knowledge with an
emphasis on describing the images individual teachers use in their curriculum decision

making. She suggests that these images are not expressed consciously, “but clues to images
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come in threads or themes which persist in speech” (p. 464). The various images that emerge
encapsulate and explain the teachers’ knowledge, perspectives, and experiences, and are
drawn from their personal and professional activities. For some of the teachers, these images
operate as organising constructs that draw together and permeate their actions. Johnston (1990)
concludes that the curriculum decision making by the teachers in her study *“was seen as a
personal activity rather than as an activity shaped largely by discrete or external factors™ (p.
468). It is important to note that this curriculum change was initiated locally by the individual
teachers and focused on their personal views of changes to teaching, rather than being driven
by wider scale external reform or mandated policy changes. Johnston’s (1990)
acknowledgement that images are often subconscious, and Connelly and Clandinins’ view
(1988, p.182) that images suggest “modes of knowing” which are like “tools” integrated into
the consciousness for use in plans, add to our understanding of the conceptual processes by

which teachers take action in their classrooms.

.The nature of teachers’ subjectivities

Studies of teachers’ knowledge and its domains form a picture of teachers possessing and
employing knowledge to frame their daily work and to direct classroom practice. This
research contributes a further dimension to the complex map of teachers’ cultures that is being
presented. The content of teachers’ minds provides a rich source for investigation of their
motivations, epistemologies, beliefs, knowledge and actions and the multiple ways in which
these complexities are represented. Because, as Elbaz (1990, p.19) suggests “teachers’
knowledge is not logically sequenced or linear”, the non-linear quality of metaphorical

representations can provide insight into the complex workings of teachers’ interior landscapes.
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Whilst some norms and practices have been highlighted in the literature there are also
uniquely personal aspects that play a key role in shaping each individual’s contribution to the
teaching and learning processes within different contexts. Teachers’ subjectivities are created
by many influences and are expressed in a variety of ways, and the knowledge base for
teaching is not fixed and unchanging. However, these individual qualities occur within
various social and political structures and constraints. As Goodson (1997) notes, it is also
important to recognise the wider public contexts in which this personal thinking and
knowledge is performed because the teacher’s life and work are also “politically and socially
constructed” (p.137). Significant components that extend teachers’ work into a broader,
public terrain include their beliefs, knowledge and decision making about curriculum, and

their relationships to the implementation of educational change processes.

Curriculum Knowledge and Beliefs

The role of teachers in curriculum

The research suggests that, on the whole, teachers have a transformative capacity to adapt a
published curriculum to their own knowledge and beliefs, students and contexts, and therefore,
they inevitably create a change from the planners’ original intentions. Of course, “learning
rarely, if ever, occurs in the ways that curriculum planners, including teachers, anticipate”
(Leach & Moon, 1999, p. 271). Teachers’ transformations of curriculum initially occur
through their planning. How teachers make these curriculum decisions reflects their personal
aesthetics, biases, backgrounds and expertise, and the domains of their various knowledge
bases and beliefs. Teachers’ thinking and decision making are significant elements of the
“psychological context” (Clark & Yinger, 1987, p.84) in which curriculum interpretation and

action occurs.
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From their review of a number of studies on teachers’ planning, Clark and Yinger (1987)
conclude that teachers begin their curriculum planning with content and contextual aspects
such as the available resources and instructional time. Then, in priority order, they consider
their students, the aims, the learning situation, and finally, the criteria for making judgments
and evaluation. Following a similar line, and based on a review of several Finnish studies,
Koswnen (1994) considers most teachers generally show a greater reliance on learning
materials than planning from the written curriculum document. Empirical research conducted
by Hargreaves (1998b) investigating curriculum changes implemented by Canadian grade 7

and 8 teachers reveals

teachers started with knowledge and feelings about their students, with
intuitive understandings about what would be likely to excite and engage those
students, and with their own passions and enthusiasms about ideas, topics,

materials and methods they could picture working with their classes (p. 572).

Drawing on their studies of the implementation of new curriculum by Australian Health and
Physical Education teachers, Kirk and MacDonald (2001) found that teachers’ approaches to
the new curriculum documents were determined mainly by their knowledge of their students.
Many of the teachers were keen to adapt the materials they already had to fit in with the new
syllabus requirements, and the practical realities of their schbol contexts were exemplified in
their obvious concerns with the constraints under which they were operating. Kirk and
MacDonald conclude, “learners’ needs and abilities, teachers skills and motivation and the
obdurate, practical features of classroom life are very real and significant considerations when
teachers attempt to introduce reforms into their classrooms” (p. 560). Taken together, this
research suggests that generally teachers will transform curriculum through their decision

making to suit their own preferences for materials and topics, because of their students, and as
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a result of the influence of their local contexts. An order of priority has not yet been

established in the literature as to which of these various factors is the most influential.

Curriculum interpretation and teachers’ responses

Curriculum policies are interpreted by teachers’ knowledge and practices and curriculum is
operationalised in a process that has been portrayed as ‘dialogical’ (Freire, 1973). The
mediation of curriculum intention and its construction by teachers is a significant component
in the complex implementation of change. However, as Parker and McDaniel (1992, p.98)
point out, “mediation of curriculum intentions by teachers remains essentially a black box.
Much happens, no doubt, but just what happens is largely unknown”. Further to this, Weiner
(1994, p.66) believes “any analysis of the impact of curriculum policy necessarily has to
consider its interpretation as well as its intention or impact”. Based upon the understandings
drawn from poststructuralist theory and the work of scholars such as Derrida (1972) and
Foucault (1978) over the past twenty years, it is now realised that each reader and audience
'actively constructs meaning and their own responses from texts. This view has direct
application to the interpretation of curriculum documents by teachers. Because of the variety
of possible readings that may be derived from prescribed curriculum documents, different
potentials and interpretations may be realised in different contexts. Constructed meanings are
potentially contradictory and different versions can be produced through both oral and written
discourses. Apple (2001, p.85) argues that although changes in curriculum can be legislated
by the State in policy documents, “all texts are leaky documents”. In other words, “they are

subject to ‘recontextualization’ at every stage”.

Sikes (1992, p.38) notes that “there is often a great gulf between rhetoric and reality, between

what is intended by the authors of the change and how the change actually tums out”.
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Connelly and Clandinin (1988) take the view that a teacher’s ‘personal practical knowledge’
is a key determinant for classroom action and that theory and practice have a dialectic
relationship rather than being separate entities. Grundy (1998), drawing on Stenhouse’s early
work about the importance of teachers’ judgments in curriculum decision making, maintains

that:

Since the curriculum is constructed in every act of teaching, teachers cannot
wriggle out of responsibility for the curriculum by claiming to be simply

implementers of something that gains its legitimacy elsewhere (pp.33-34).

However, as Goodson (1995, p.19) argues, the “preactive construction may set important and
significant parameters for interactive realisation in the classroom”. Some things are already
shaped or set in place before they reach the stage of classroom enactment. English (2000, p.30)
adopts a similar position when he suggest that the selection of knowledge for inclusion m

curriculum is “fundamentally a political act” whereby some benefit and others are excluded.

Curriculum change and teachers’ responses

An overview of the breadth of literature available on teachers and change reveals there are a
number of ways that teachers respond to imposed educational change and new curriculum
implementation. Some teachers may respond as if nothing at all has happened (Sikes, 1992).
Others may appear to change but “sometimes what teachers say suggests that changes have
taken place but in reality the gap between rhetoric and practice is wide” (Sikes, 1992, p. 45).
A gap may also appear between the operative or enacted curriculum compared to the one that
i documented or espoused by teachers. This is described as “loose-coupling theory”

(Reynolds & Saunders, 1987, p. 212) and this theory acknowledges the “dissociation of
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discourse and practical conduct” within curriculum. Reynolds and Saunders (1987, p.212)
explain that “this discrepancy develops because teachers find themselves espousing goals that
are ambitious, broad, and often mutually conflicting, while having poorly articulated, poorly
understood means for achieving those goals”. The actual outcomes for students also need to
be considered when viewing teachers’ responses to change. Grundy (1998, p.30) thinks “what
students learn in school is both more and less than, and in some cases, even a contradiction of,
that which is contained in the officially documented curriculum (i.e., policy documents,

syllabus documents and teachers’ programs)”.

Other studies of teachers’ responses to mandated change include Acker’s (1999) intensive
ethnographic study of the primary school Hillview. She concludes, “material realities and
school cultures influence the form taken by innovation” (p. 182). Her investigation, over
several years, into the working lives of primary teachers who were dealing with the
introduction of the National Curriculum and Assessment in England, identifies their many
.concerns about the changes and the daily realities of their attempts at reform. She observes
that “teachers tried to square the circle: adapting to the new requirements while preserving
their traditional ideologies” (p. 176). In other words, a process of adaptation occurs whereby
reforms are made to fit the teachers’ knowledge and their vision of their school, and thus,
constructed to suit their prevailing local culture. Acker belie\v/es “teachers respond to imposed
reform creatively with a certain amount of agency ... rather than mechanically and as victims
of forces beyond their control” (p. 181). The lesson she draws from her study is for reformers
to consult the local experts - the teachers- and to provide guidelines for change rather than

Impose it so as to allow each school culture to structure its own reform.
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In a recent study, after three years of implementation of the National Curriculum in England,
White (2004, p.180) argues there is much evidence available that “the curriculum experience
becomes ‘stuck’ and increasingly disengaged from both the wider discipline and the lived
experience of the teacher and student”. He claims there are still echoes of “the prevailing
orthodoxy of approach”. Many factors contribute to this, including “the tug of custom” (p.
182), the demands upon teachers’ time, and the various agendas promoted by different
interest groups. White believes a critical challenge ahead is for the key knowledge-centred
curriculum subjects to reform their identities to meet contemporary challenges, “to sift
through their traditional content and reshape this in line with personal and social
requirements” (p. 186). Looking towards the future prospects of centralised curriculum, he
considers “the less prescription there is about requirements within school subjects, the more

room there can be for imaginative and locally-responsive patternings at school level” (p. 190).

Senge (1999, p.13) believes “deep changes — in how people think, what they believe, how
.they see the world — are difficult, if not impossible, to achieve through compliance”. A
recurrent theme in the literature is that what matters cannot be mandated (see, for instance,
Fullan 1993; Hargreaves, 1994; McLaughlin, 1998), and that policy is not able to do this - the

more complex a change is, the less it can be forced.

Changes in teachers’ practices

The research indicates that teachers frequently emphasise the practical in their instructional
decision making. Thornton (1992, p.87) claims it is well established in the literature that
“most teachers are preoccupied with ‘practical’ questions of ‘what works’”. Similarly, Brown
and MclIntyre (1993) agree that the key for teachers is what is practical, and that teachers’

perceptions of impracticality is a major constraint in their acceptance of innovation. Fullan
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(1991, p.72) describes practical changes as “those that address salient needs, that fit well with
the teachers’ situation, that are focused, and include concrete how-to-do-it possibilities”. He
considers teachers require understanding of the “operational meaning” (p. 128) of change, in
other words, clear knowledge of what the change needs in terms of cost (personal and

monetary), procedures, and how it will fit with their conditions and those of their students.

Scholars acknowledge that merely providing new documents and information to teachers will

not change their behaviours. McCormick (1999) indicates that:

a normative re-educative strategy is required to enable teachers to change
their attitudes, beliefs, values, knowledge, skills, roles and relationships so that

curriculum change can take place (p.216).

This position is in direct contrast to empirical-rationalist strategies that assume change will
occur if teachers are shown the effectiveness of a particular idea or new practice based upon
research, or if they are coerced by mandatory legislation. However, Hargreaves (1997, p. 18)
states, unless “the passions of the classroom” are engaged, then pedagogical changes will fail.
The mere spelling out of new requirements by authorities does not ensure teachers will
implement change. The American Rand Change Agent study, conducted from 1973 to 1978,
which examined four federally funded programs of change agency in schools, contributed a
finding that has become “almost a truism: it is extremely difficult for policy to change

practice” (McLaughlin, 1998, p. 71).

Scott (1999, p.47) advises the “hardest phase of change is making an innovation work in
Practice, not planning or pre-specifying and documenting it in minute detail”. In his

discussion of the implementation of educational change, Fullan (1991) states this involves a
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change in a teacher’s practice in the use of materials and resources; in the teaching strategies
adopted; and the most difficult to achieve, in the teacher’s own beliefs. In his view, for a
successful change in practice to occur, it must do so in these identified and interrelated
dimensions. He also notes, it is possible for teachers to adopt only one aspect of change, for
example, to use new materials but to retain their former teaching approaches, or to alter some
of their strategies without examining the underlying conceptions. One of the difficulties
Fullan highlights is that “there is no assumption about who develops the materials, defines the
teaching approaches, and decides on the beliefs” (p. 38). Ultimately, “shared meaning” (p. 46)
has a critical role to play in the realisation of change; “change works or doesn’t work on the

basis of individual and collective responses to it” (p.43).

Changes in teachers’ beliefs

As Fullan (1991, 1993) indicates, changes in teachers’ beliefs are difficult to achieve. He
acknowledges that the “hardest core to crack is the learning core: all of our attempts to alter
‘formal structures will not necessarily change the norms, habits, skills and beliefs that have
shaped our current conceptions of that learning core, the curriculum” (1993, p.49). Shepard
(1995, p.512) characterises human behaviour and cognition as being oriented to the “status
quo”‘. In this way, he suggests, “resistance to change then, may be viewed as a product of
previously established, automatic processing routes, the constructivist nature of individual
learning, and the emotional attachments people acquire to their personal beliefs”. Teachers’
beliefs are frequently deeply held. For example, in her study of assessment - driven change,
Cheng (1999) reports that changes in 1993 to the external English examination in the Hong
Kong Certificate of Education did not assist efforts to fundamentally change how English was

taught. Teachers adjusted their classroom work to fit in with the exam requirements but few
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of their pedagogical beliefs about English actually changed. “The change of the public
examination could, to a large extent, change the content of teaching, even the way activities

were carried out, but very little change in the interaction pattern between teachers and

students could be found” (p. 269).

Conceptual change is rarely created through imposing new content as it requires a deeper
engagement with teachers’ beliefs and the contexts in which these beliefs are expressed.
Olson, James and Lang (1999) observe that teachers are not given many opportunities to
reflect on and evaluate educational reform, and that they lack occasions for dialogue within
many professional development programs. In the case of significant change, such as in “the
subject definition or the nature of the related pedagogy ... teachers will be required to reflect
anew on their practice” (p.79). Whereas this type of reform might create opportunities for
professional growth, the failure to provide in-service that allows teachers to participate fully
and to enhance their potential for innovation and new experiences, significantly reduces such
possibilities (Olson, James & Lang, 1999). Because educational change involves new learning,

“if there is any single factor crucial to change it is professional development” (Fullan, 1991, p.

289).
Exploring the nature of Teachers’ Professional Development
Types of professional development for teachers

A variety of strategies can be identified in the literature regarding the ways of assisting
teachers in their implementation of change, particularly through different forms of

professional development. These include, giving teachers more opportunities to talk about
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change and its meaning (Fullan, 1991); promoting interpersonal contact and mutual support
(Fullan, 1991; Lieberman, 1995); real collaboration amongst teachers as opposed to contrived
collegiality (Little, 1990; Hargreaves 1994); and active leadership and support by professional
associations and outside consultants (Fullan, 1991; Hargreaves, 1997b; Naylor & Bull, 2000).
Further advice that is presented in the research includes treating teachers as adult learners
(Scott, 1999; Nayler & Bull, 2000); enhancing critical reflection on practice (Olson, 1992;
Butler, 1996; Naylor & Bull, 2000); encouraging teachers to solve their own local problems
(Randi & Corno, 1997); creating an appropriate learning environment for teachers (Nayler &
Bull, 2000); ensuring teachers’ active involvement in their own learning (Lieberman, 1995;
Butler, 1996; Naylor & Bull, 2000); and allowing time for the phasing in and out of materials

(Reynolds & Saunders, 1987).

A report by the Australian Commonwea}th Government (2000), Teachers for the 21st Century,

summarises many of the issues identified in the research.

On the balance the research evidence confirms the value of ongoing teacher
professional development. This investment is maximised when teachers work
together within their school communities to identify goals, define standards
and expectations, review and refine teaching practices and prioritise areas for
action and improvement. They accept responsibility for assessing the impact of
their teaching on student outcomes and report on and are accountable for

these outcomes (pp. 8-9).

This report highlights a view of teachers as collaborative learners. However, in general it
appears that professional development programs are “created for teachers with little input
from teachers themselves” (Naylor & Bull, 2000, p. 53). Butler (1996) considers that the

dominant training model in current use has limited effectiveness because it is “an externally
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prescribed skilling process rather than a problem-correcting process focusing on personal
beliefs, values and experiential knowledge” (p. 268). This is usually available outside the
workplace with teachers required to return to their schools and implement what they have

gained at the training.

An extension of this form is the train-the-trainer model, “based on one lead trainer developing
a highly skilled core group of teachers from around the state, who would in turn conduct
workshops in their regions” (Sayre, 2002, p. 3). Participants at the workshops return to their
schools and use the materials and skills they have gained to assist the professional
development of their colleagues. These programs are frequently framed to present an
instrumentalist approach, that is, “an authorised body of knowledge and a repertoire of
accepted and transferable skills” (Naylor & Bull, 2000, p. 54). However, as Sachs (2001)
states, teachers have multiple professional identities, there is no single discourse that
satisfactorily shapes teacher professionalism. This reveals, then, the inherent dangers of
.adopting a ‘one size fits all model’ to meet teachers’ diverse needs. Grossman and Stodolsky
(1995) remind those preparing professional development programs that they must be
responsive to the particularities of subject-specific issues and avoid overly generic approaches
to new curriculum or pedagogical initiatives. Of particular note is Fullan’s (1993, p. 68)
opinion that “people learn new patterns of behavior primarily through their interactions with
others not through front-end training designs”. Lieberman (1995, p. 591) also points out that
professional development programs for teachers do not generally utilise “a wide array of
learning opportunities ... in experiencing, creating, and solving problems, using their own
€xperiences, and working with others”. Where teachers are not encouraged to create their own
solutions to complex problems, and generic programs are adopted instead, teachers become

“passive consumers” (Randi & Corno, 1997, p. 1177).
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In their review of recent research on teachers’ professional identity, Beijaard, Meijer and
Verloop (2004) acknowledge the importance of agency in the professional development
process whereby teachers actively construct their own learning through individual and
collaborative activity. Naylor and Bull (2000, p.61) characterise four key roles for a teacher’s
professional development, at both individual and organisational level, as those of
“collaborative learner, creator of knowledge, designer of purposes, and participant in power
sharing”. A strong theme is evident in the research that teachers need to be supported in their

professional growth and there can be no simple prescription for fostering teacher learning.

Bringing the field together

This review of the literature on the work of teachers, their contexts and their cultures confirms
that the landscapes in which they conduct their professional activities are extraordinarily
complex. The contemporary postmodern context of teachers” work, framed by its
_organisational structures and cultures, and the various domains of their knowledge, thoughts
and beliefs, contribute to the ways in which teachers’ decision making and practices are
conducted. The impact of curriculum change adds further complexity to the forces
challenging their professional identities. As the demands of teaching continue to intensify,
there is a greater requirement for professional development to empower teachers to deal with

their multiple roles within education in the twenty-first century.
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CHAPTER 3
REVIEW OF THE LITERATURE:

CONTESTING THE TERRITORY OF ENGLISH

Introduction

This second review chapter surveys the literature pertaining to the Discourses of the subject
English to provide an overview of its constructed and contested identity. It presents what
researchers say about three areas: the nature of this subject, English teachers’ perceptions of
the subject, and teachers’ pedagogical approaches to teaching English in the secondary school.
The method taken is to continue the conceptual framework introduced in the preceding
chapter. The use of the geographic metaphor to shape the review material is sustained here but
with a further metaphorical addition in terms of a battle or contest that occurs within the

“territory of English.

Defining subject English

Exploring battle metaphors

The search for ways to explain the disparate nature of school subjects and to characterise their
identifying features leads scholars to appropriate various images and descriptions. The use of
metaphorical language in explanations enhances our comprehension and deeper appreciation,
helps us to understand uncertainties, and creates a “poetic suggestiveness” (Morgan, 1997, p.

84). Metaphors in our discourses shape reality in one particular way rather than another. They
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“structure the way we think and act, and our systems of knowledge and belief, in a pervasive
and fundamental way” (Fairclough, 1992, p.194). The particular metaphorical clusters of
geography and battle used to conceptualise this review can also be identified in the literature.
In their discussion of historical studies of secondary school subjects, Goodson and Marsh
(1996) note that the curriculum “far from being a stable and dispassionately constructed unity,
is in fact a highly contested, fragmented and endlessly shifting terrain” (p.31). Within this
unsettled ground, specific descriptions of subject English are also located, presented through
these similar metaphoric patterns of contention and geography. In Belsey’s (1980, p.13)
opinion, English is a “site of struggle”. Medway (1990) views the “territory of English” as
“ill-defined and weakly defended” (p.2). Ball, Kenny and Gardiner (1990) perceive the
teaching of English to be a matter of strife and conflict, and they acknowledge there are
inherent political interests in, and attempts to control, the nature of the subject. From most
accounts in the literature, English is a subject that exists within a “battleground” (Goodson &
Medway, 1990, p. viii) over its meanings, discourses, pedagogies, and purposes. The
-“complex and contradictory character” (Green & Beavis, 1996, p. 1) of English, its
“ambivalent status” (Medway, 1990, p.1), and “the shifting multiplicity of subjects covered
by the term” (Pope, 1998, p. 54) incite considerable debate and passion amongst its
practitioners. In fact, Davies (1996) maintains that “English teachers have often preferred
deep conviction to cool analysis” (p. 13). Linking the two metaphoric patterns, Evans (1993)

characterises the English curriculum “as a field of opposing forces or tensions” (p.6).

Exploring disputed views

What forms the distinctive body of knowledge for English, and its accompanying pedagogy,

has been disputed throughout the history of the subject. Differing theoretical and instructional
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positions have been advanced to identify its character and epistemology. Dixon (1991)
suggests it 1s difficult to analyse the history of English in terms of a dominant ideology. Ball
(1985) also adopts the generally held view that there is not a unified conception of English,
and he considers that there are particular versions of the subject in operation that are promoted
by different interest groups and which compete across various epistemic communities. Further,
Goodson and Medway (1990) note that English has been affected over time by changes to
schooling and educational and literary theories, and that it has also been subject to political
control. Another significant challenge to the subject’s constitution is being made through the
impact of the wider social and cultural changes occurring in the twenty-first century. The
contemporary context of postmodernity adds to the already contentious nature of English.
McLaren (1995) identifies the increasing uncertainty that is a hallmark of the postmodern
context, acknowledging the unknown places that English will have to explore in the future.
He describes a world where “cultural and epistemological borders are breaking down and

disciplinary genres are becoming blurred” (p.10).

Exploring geographic metaphors

The geographic metaphor of a “territory” is employed in scholarly literature to convey the
multiple components and domains that may be included in considerations of English
(Michaels, 2001). Briefly, this metaphor assists in locating certain ideological stances or
Discourses through different aspects of mapping and it is a useful means to present the
contested terrain of this particular subject, (for example, see Ball, Kenny and Gardiner, 1990;
Medway, 1990; O’Neill, 1992; Morgan, 1997; Michaels, 2001). Evidence that clusters of
geographic metaphors figure quite prominently in material about the subject area can be

found, for example, in the references to the titles of professional association conferences such
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as “Reclaiming the territory” and “Elsewheres of potential” (Sommer, 2003, p. 5). Tucker
(1996) observes that this metaphoric use by the professional community is a means of
exploring the changing nature of the subject. Along the same lines, in his book Writing the
Future, Kress (1995) attempts “to map out the terrain for the new debate” (p.94) about the
future directions of English. Pope (1998) suggests the subject is “like a long geological fault
displaying its multi-layered strata in different configurations and with differing degrees of
prominence at various places” (p.27). Andrews (1993, p.44) considers “the subject is vast,
like a continent” and similarly, Peel’s (2000, p.17) description is of “the huge empire of
English, its fragmentation and specialisation”. Morgan (1997, p.1) situates her account of
English and its instructional aspects within “a geography of English” and attempts to offer
“ways of ‘reading’ the world” by providing her “map of critical literacy”. Michaels (2001)
contributes to this collection by arguing that English is a contoured map that allows for a view
of both the elevations and depressions of the various constituents of the subject. This broad
territory of English, with its competing constructions, is positioned within a wider educational
-domain that is also subject to contentious forces. As Symes and Preston (1997) assert “(T)he
whole of education tends to be one in which rival discourses compete for sovereignty and

control” (p. 5).
Locating descriptions of subject English

The term English is a “complex signifier” (Green & Beavis, 1996, p. 7) which embraces a
1anguage or mode of communication, a national identity, and a curriculum subject within its
lexicon. Prior to 1900 English did not exist as a separate school subject; it now sits at the
centre of most secondary curriculums and is a compulsory study for a majority of students. It

is clear from the breadth of literature available that, in the efforts to describe English, scholars
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propose numerous definitions that sweep across various historical and academic perspectives.
A sample of these descriptions includes the view that English is “all things to all men”
(Delves, 1972, p.2); that it is “a civilising and humanising practice” (Holbrook, 1967, p. 18);
and that “English is not a straightforward thing, but an idea” (Eaglestone, 2000, p. 7). Evans
(1993) captures a key question when he asks, “(I)s the subject English literature, language,
society, culture, people?” (p.184). Pope’s (1998) reflection on this broad field is apt when he

999

considers that the sheer diversity of the “many ‘Englishes’ that exist and interrelate — the
“historical, geographical, social and media varieties” — suggest “it is perhaps best to see

English language/s, literature/s, culture/s as one and many” (p.20).

There is a view that a plural form — “English subjects” — may be a preferable indicator of the
interdisciplinary and varied nature implied in the notion of English (Green & Beavis, 1996).
This plurality highlights the polysemy of English and signifies the diversity that is included
within its construction. There are those, including Morgan (1997), who support this idea of
.multiple “Englishes” to incorporate the conflicting dimensions of both the practices and
thinking embedded in the subject. Peel (2000) also praises the “pluralistic approach” that he
believes has always typified English and thinks one of its strengths is “living with a certain
kind of difference”(p.33). Over recent decades, the characterisation of English has continued
to occupy considerable research interest (see, for instance, Ball, 1985; Ball, Kenny, &
Gardiner, 1990; Goodson & Medway, 1990; 1990a; Protherough & Atkinson, 1991; Hayhoe
& Parker, 1994; Davies, 1996; Green & Beavis, 1996; Morgan, 1997; Pope, 1998; Fuery &
Mansfield, 2000; Marshall, 2000; Peel, Patterson & Gerlach, 2000; Michaels, 2001). The
various definitions of, and views about, English and its accompanying Discourses may be

described as “a series of competing traditions” (Marshall, 2000, p.18). Within this diverse and
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contentious field, it is possible to distinguish some of the prevailing beliefs and dominant

perspectives.

Mapping the Discourses of subject English

Defining the Discourses

Many of the Discourses within the subject of English reveal an ongoing struggle over its
meaning, its content and its pedagogy, and the varying ideological positions adopted by its
epistemic community. The literature indicates that within any one site of production, in this
case - the English subject community - there may be a number of competing Discourses that

will struggle to establish a position of power.

Identifying the Models and Discourses of English

Within the disputed territory of English, in attempts to characterise the subject, some
identifying formations are reported. Both across the research field and within the subject
community, perhaps surprisingly, there appears to be considerable general agreement about
some of the features of the more dominant and observable constructions of subject English. In
the literature explanations of, and evidence for, these differing versions of English are
presented through the use of curriculum models or subject paradigms that identify the main
threads of distinct pedagogical approaches as well as their various theoretical and historical
antecedents. Researchers use these various models or frameworks to capture contrary

interpretations of English teaching.



78

Identifying Models of English

In his Growth Through English (1967), Dixon utilises a model structure to illustrate three
different views of English that he assumes evolved in a successive manner. He acknowledges
a ‘personal growth’ model emerging as a replacement for the emphasis on the earlier skills
(literacy) and cultural heritage models. Dixon’s own preference for the personal growth model
was influential in developments of English in Australia (see, for example, Eagleson, 1982;
Watson, 1994). In Britain, The Cox Report (1989) identifies five different categories of
English as personal growth, cross-curricular, adult needs, cultural heritage and cultural
analysis (see Protherough & Atkinson, 1991; Marshall, 2000). The antecedents of these views
are evident in the 1975 Bullock Report and now these models have been integrated into the

National Curriculum in the United Kingdom (Marshall, 2004).

In Australia, Ken Watson’s (1994) English Teaching in Perspective- In the Context of the
1990s assumes the existence of the following models: cultural heritage, skills, personal
. growth, and cultural studies, and a new version, the rhetorical model is also outlined.
Thomson (2004) distinguishes the differing models of English teaching and incorporates older
models into newer ones under the headings: cultural heritage, language skills, personal growth,
cultural skills or textuality, and he too speculates on the emergence of a new model called a
“rhetorical and ethical model”(p.13). This last model draws on the work of Richard Andrews
(1993, p.47) who proposes a definition of rhetoric as the “arts of discourse” and who believes
a rhetorical perspective allows for an examination of the function of texts within social
contexts. Thomson (2004) considers his new proposal of a “Rhetorical, Ethical, Sociocultural,

Political model” would unify the various aspects of previous models in order to assist students
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to be responsible and informed about “linguistic, historical, and cultural constructions of

reality and subjectivity” (pp. 19 —20).

Not all scholars agree with the differentiation of English into these various models. Although
there 1s some argument for an evolutionary model of the development of English teaching
(see Dixon, 1975), others acknowledge the limitations of such a view (see Medway, 1990;
O’Neill, 1992; Peim, 1993; Green & Beavis, 1996; Morgan, 1997). The term ‘model’ itself is
problematic as it tends to indicate a particular design for instruction, suggesting some sort of
exemplar that teachers follow and that informs their practice. As Patterson (2000) argues, one
of the problems with a ‘models’ approach is that it suggests a linear progression, a perspective
of historical periods, which belies the fluidity and continuity of the subject. It is Patterson’s
belief that “a particular and unchanging pedagogy” (p. 264) has been maintained steadily
throughout the differing emphases and theoretical interests of the subject and she asserts
aesthetics, ethics and rhetoric are abiding preoccupations across all models or forms of
.English. O’Neill (1992) presents the idea of ‘orientations’ to English, identifying four in
competition in Australia as Cultural Heritage, New Literacy, Functional English and Cultural
Criticism. Morgan (1997) also critiques the use of models, claiming they are doubtful
because they indicate “a normative, even exemplary schema for English education and a
predetermined form of practice, both of which exist apaﬁ from the person who teaches
according to that ‘model’”(p.2). Morgan’s (1997, p.17) own schema to characterise English
acknowledges four overlapping categories which she typifies as the aesthetic, ethical,
rhetorical and political and her preferred term is ‘versions’ or ‘Discourses’. Her approach is to
identify the types of practices implicit in the ideological and political positioning of each

version and their associated functions.
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Identifying Discourses of English

Because Morgan’s (1997) term of ‘Discourses’ is broader in its conception of English and less
evocative of any one of the particular models discussed above, it is adopted in this study.
Discourse is used to evoke the linguistic, ideological and social practices that are constituted
within certain characteristic ways of conceptualising English in secondary school education.
Evidence suggests that the more contemporary Discourses of English retain some of the
features of the older models identified in the subject and also show indications of new hybrid
versions. Many of the interpretations surrounding subject English originate outside the school
and these generate further tension. The influence of politicians, employers, universities,
parents and community groups, for example, all contribute to the shaping of potentially vying
ideologies and demands (Goodson & Medway, 1990). These various competing values about,

and constructions of, the subject have a powerful impact on English teachers and their work.

Although there are a number of related Discourses in English, the acknowledged dominant
“ones — drawn from the research on ‘models’ - are outlined briefly below. Each Discourse
perceives the role of literature within subject English in a distinctive manner. Even though
Discourses are relative to time and place (Cherryholmes, 1988), and some identification is
made below of the ascendancy of different Discourses in particular time periods, this should
be viewed only as a very general indication. It is important to recognise that these Discourses
are not entirely distinct, they overlap, absorb many influences and shift as different elements
contribute to, and reconstruct their identities. Worth noting is Pope’s (1998) advice that
“Whatever model or whatever theorist we invoke, the main thing is to attempt to grasp English

as a process as well as a series of products” (p.21).
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An aesthetic Discourse

The origins of an aesthetic Discourse can be traced back to the influence of Matthew Arnold’s
(1948) critical and theoretical writings, and the subsequent work of F.R Leavis (1948) and the
Cambridge School of the New Critics (Medway, 1990). It promotes a cultural heritage view
that great literature — usually identified as the Great Tradition or Western Canon - (see Bloom,
1994) conveys universal human values that transcend time and embody the wisdom of great
civilisations and high culture. The written text is privileged over other modes and literary
appreciation is fostered through the detailed close analysis of a single text and the study of the
author’s authoritative meaning (see, for example, Watson, 1994; Fuery & Mansfield, 2000).
Literature is seen as the link between literacy and moral education. Through the transmission
and examination of the Western cultural heritage, it is assumed students will be educated in
formal standards of moral sensibility and aesthetic appreciation. Many English teachers
currently practising in Australia were educated in this Discourse during their own academic

studies.

An ethical Discourse

John Dixon’s (1967/1975) report of the Anglo-American seminar on English teaching, held in
Dartmouth in 1966, published in his Growth Through English, 1s widely regarded as a seminal
text in English education. Sawyer (2004) considers it to be “one of the most influential books
on English teaching ever written” (p.23). Dixon’s advocacy of a personal growth model
which promotes the development of individual students’ personal responses and fosters
creativity, self-expression, and engagement with the students’ own experiences has had a
significant impact on English teaching practice. Meaning is emphasised through flexible

activities and processes with particular acknowledgement of speaking and writing and the use
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of language in varying contexts. The aim is to enrich students’ lives through the exploration
of everyday communication, a wide range of texts and media, and the use of reader-response
theories (see, for example, Rosenblatt, 1978; Watson, 1994). It was particularly influential in
Australia during the late 1960s, 1970s and 1980s (Brock, 1993), and views of personal growth

informed much of the teaching and learning of that period.

A rhetorical Discourse

The functional emphasis on appropriate expression, the use of a genre approach to written
texts, and the notion of explicit instruction to assist the development of literacy skills are
components of a rhetorical Discourse (Morgan, 1997). There are varying degrees of attention
given to a skills based approach within this framework which range from a drilling in aspects
of language and literacy (Watson, 1994; Green & Hodgens, 1996) through to the more recent
engagement of socio linguistic and cultural perspectives. Reading, writing, speaking and
listening are integrated in this model and importance is given to the student’s ability to
“function in the public domain. Characteristic features of particular text types are emphasised,
as is competency in effective language use and knowledge of the social and cultural contexts
in which it operates. The teaching of genre (for discussion see Corcoran, 1998) and functional
grammar (see Halliday, 1985) were influential, particularly amongst academia, in Australia

during the late 1980s and 1990s.

4 political Discourse

An increasing range of theoretical approaches to English that have their origins in
Poststructuralism, including Cultural Studies and cultural literacies approaches, have led to

more radical discourses which challenge established and conservative notions of texts and
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society (see, for example, Apple, 1989; McLaren & Lankshear, 1993; Mellor & Patterson,
1994; Peel, 1994; Lankshear, 1997; Morgan, 1997). Paolo Freire’s (1972) work in critical
literacy is a strong influence on this Discourse. An emphasis on the effects of power and the
ways texts embody cultural, political and social assumptions is central, as is the idea that
language creates various meanings rather than communicating any absolute meaning.
Typically a wide range of texts of varying media would be studied from different perspectives
with these being understood as cultural products that construct particular views. Students are
actively encouraged to construct their own meanings and ideologies and reconstruct different
readings of a text. A critical approach is taken to the study of language and its effects,
extending the study beyond the linguistic into ideological and social practices. This political
Discourse, sometimes referred to as a critical literacy approach, is manifested in a number of
different ways (Morgan, 1997), and is currently informing many aspects of English

curriculum work in Australia (Sawyer, 2002).

.An emerging Discourse

The new English Stage 6 syllabus in New South Wales represents a fresh combination of
these various Discourses, and its theoretical underpinnings have not yet been analysed fully in
the literature. This syllabus was written against the changing literary and theoretical climate
of the late twentieth century, and reflects contemporafy perspectives in its content,
terminology, and text prescriptions. The thinking put forward by Sawyer (2002) is that the
Stage 6 syllabus has “broadened the conception of English to include a cultural studies model
with an accompanying critical literacy pedagogy, while retaining the traditional emphasis on
close textual study™ (p.15). Manuel and Brock (2003) maintain that the new syllabus “in many
ways reflects more accurately the multifarious educational settings we inhabit, and the

diversity of students for whom the curriculum must be constructed” (p.136). They describe “a
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blurring of the lines of demarcation in subject English” (p.136) and believe greater
possibilities - but also increased demands - have been created for teachers and students. A
study by Manuel (2002) reports the significant apprehension and professional fatigue
experienced by teachers as they attempt to reshape their practice to meet the challenges of
implementing the new HSC Courses. In her analysis of this syllabus, Michaels (2003)
identifies a “revolutionary restructure” with “a broader conception of English founded on
sociolinguistic understandings of language and meaning, and semiotic and cultural studies
approaches to textual study” (p.3). Drawing on the geographic metaphors discussed earlier,
she characterises the changes as “a post-colonial re-appropriation of the high ground of the
English territory” (p.3). Gibbs et al (2005) also acknowledge the expanded conception of
English conveyed in the new syllabus. They believe it comprises an eclectic composition of
various elements that allows students the opportunity to think and critique a multiplicity of
textual representations. They note that students are encouraged to focus more specifically on
the processes of making meaning and on understanding the importance of various contexts to

- communication.

It is generally recognised in the public domain that this new English Stage 6 syllabus
represents a different combination of views about the subject than has previously informed a
senior syllabus. However, there is some disagreement over how these inform its nature and its
identity. Opinion about the constitution of the new HSC English has attracted considerable
debate both within education circles and in the wider community, represented particularly
through the popular media. As Sawyer (2002) reports there is criticism of the “alleged
dOanrading of the canon” and “the alleged influence of trendy literary theory” (p. 15)
evident in the syllabus terminology. He identifies concerns expressed about the grouping of

texts for study and the range of writing required from students. Because the theoretical
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foundations of this syllabus are drawn from across a wide field, and these are implied rather
than specified, Manuel and Brock (2003) believe “defending the syllabus in the face of a
range of criticisms has been, and continues to be, a thorny enterprise” (p.136). Similarly,
Michaels (2003) indicates there is a lack of explicitness in the syllabus about the momentous
changes that have occurred to the conception of the subject. However, as Gibbs (1998) notes,
“English syllabuses worldwide tend not to be too explicit about their academic or pedagogical
bases as opinion about such matters is politically divisive” (p.192). Some teachers, trained in
the Leavisite tradition or more familiar with the views of the New Critics, have also queried
the validity of the syllabus’ theoretical underpinnings and consider the subject content

populist and anti intellectual (Gibbs et al, 2005).

This Stage 6 syllabus represents a reinvigoration of senior secondary English in New South
Wales and the creation of a new landscape for study. The previous traditional curriculum
model of English, with a heavy reliance on an aesthetic perspective and the privileging of
canonical texts, has been challenged by the broader textual inclusions of this syllabus.
Notions about the subject and its accompanying pedagogies are being shaped by new ways of
thinking, acting, constructing and valuing. From the research available, it appears evident that
new Discourses about English are in production as various ideologies now compete to

position themselves and to mark out fresh territories.
Exploring the Discourses of English teachers

The perspectives of English teachers, their relationships with the varying Discourses of their
subject, and the views they hold of their practice have also warranted close investigation by

scholars (see, for example, studies by Bamnes & Barnes, 1984; Goodwyn, 1992; Peel and
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Hargreaves, 1995; Goodwyn & Findlay, 1999; Bousted, 2000; Marshall, 2000; Peel, Patterson
& Gerlach 2000; Doecke, Homer & Nixon, 2003). The profession is characterised in various
ways across the literature, with Green (1990) arguing that English teaching is “very much a

hybrid phenomenon” (p.136).
The place of literature for English teachers

One distinctive feature across this field of research is the emphasis on, and debate about, the
role of literature in English and teachers’ perceptions of its importance. Richards (1994)
criticises the status quo in the subject which is based on perceptions of growth through the
centrality of engagement with literature. However, Goodwyn (2002) contends a ‘love’ of
reading drives many English teachers. His research shows that they desire to share their own
strong responses to literature with their students, and that this motivation may be embedded
powerfully in their classroom discourses and practices. Green (1990) points out that the claim
for the centrality of literature in English teaching has never been seriously doubted. Milner
(1996) believes literature is “positively saturated in values” (p. 6) and he suggests that English
teachers have tended to behave as if they adhere to some implicit aesthetic in their
appreciation of literary works. Many scholars identify this attitude as being drawn from the
Leavisite aesthetic (see, for example, Eagleton, 1983; Thémson, 1987; Ball, Kenny &

Gardiner, 1990; Milner, 1996; Scholes, 1998).

Historically, the nature of the literature included within an English curriculum has always
been subject to debate and appropriation by varying interest groups (see, for instance, The
Newbolt Report, 1921; Dixon, 1975; Green, 1990; Medway, 1990; Bloom, 1994; Goodson &

Marsh, 1996; Manuel & Brock, 2003). The purposes for literary study range from the
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inculcation of moral values and civilising influences, the promotion of literacy, and the
exploration of socio cultural practices and issues of power (for further discussion, see, for
example, Apple & Christian-Smith, 1991; Beavis, 1996, 2000; Scholes, 1998; Teese, 2000;
Gibbs et al, 2005). In acknowledging the rise of postmodernism and the impact of Cultural
Studies on subject English, Milner (1996) identifies changes occurring as the focus of literary

study now includes texts which are valued for their wider cultural and social constructions.

The place of texts in English teaching

The current use of the word ‘texts’ instead of literature in English studies reflects a significant
and recent shift in conceptions of the subject and its terminology. Texts are “the subject’s
central signifier” (Beavis, 1996, p.15) and play a key part in the redefining of the English
borders. Increasingly non - literary material in different media is incorporated into the subject
and the texts being studied represent the greater diversity of the student population and allow
for broader, more inclusive teaching practices. The privileging of print literacy is being
rethought as the multi literacies of the twenty-first century increasingly blur the boundaries of

conventional notions of text (O’Brien, Moje, & Stewart, 2001).

The texts that teachers select for study in their classrooms also provide insight into their
constructions of the subject, their values and their pedagogical practices (see, for example,
Milner, 1996; Beavis, 2000; Gibbs et al, 2005). Syllabus prescribed text lists reflect and
maintain what society determines to be valid knowledge and are inscribed with social, cultural
and personal values (McNeil, 1995). Apple (2000) asserts that “texts ... are part of a complex
story of cultural politics” (p. 59). English teachers are being encouraged, through the

contribution of poststructuralist theory, to open up the potential meanings that may be derived
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from a text (Eagleton, 1985). Texts are viewed as “tools for learning and constructing new
knowledge” (Wade & Moje, 2001, p.6) and can be studied for what they reveal about their
cultural, social, historical and political contexts. There are significant implications for English
teachers, therefore, in their selection of texts and how these are subsequently explored in the
classroom. As Eaglestone (2000) points out, the ways we read are as important as what we
read. Even with the shift to the more expansive term ‘text’, Green (2003) questions whether
teachers’ enduring and dominant understanding of English as residing within a text -based
paradigm will, in fact, ever alter. He speculates whether, even with the inclusion of new
technologies and media, the English community is “still caught up in re-assessing the role and

significance of ‘literature’” (p. 146).
The place of literacy for English teachers

The research about English teachers’ views of their subject reveals an area of disputation over
the competing claims of English versus literacy. Some researchers (see, for example,
Goodwyn & Findlay, 1999; Goodwyn, 2003) consider there is tension between the two terms,
with the more experienced teachers in England, in particular, rejecting descriptions of
themselves as English literacy educators. At the same time, literacy itself — especially critical
literacy- has become a powerful force in the contemporary‘ Discourses of the subject in
Australia (Lankshear, 1997, Morgan, 1997; Doecke, 2002). Green (1999) argues that the
relationship between English and literacy may involve “a move away from English, in short,
into what may prove to be entirely new curriculum and cultural formation” (p.401). Literacy
itself is viewed as a “site of struggle” (Apple, 1987, p. ix), and this component further
influences and challenges the already contested boundaries of subject English. This debate

reflects some of the wider shifts occurring within the constitution and identity of English, and
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there is evidence found of the increasing institutionalisation of language and literacy
approaches in Australia (see, for example, Coomber, 1994; Muspratt, Luke & Freebody, 1997;

Green, 1999).

However, on balance, it would appear that for many teachers, irrespective of their various
Discourses and differing perspectives about English, reading and textual practices remain
central to their conception of their subject (Beavis, 1994). To recall what Goodwyn (2002) so
appositely says, they ‘love’ reading. What continues to be contentious and open are the
purposes, values and perceptions that motivate and shape English teachers’ views and
practices of their subject, as are the nature of the texts they select, and the approaches they

take to teach these.
Bringing the field together

Over time, the territory of English has been colonised by different settlers who transform the
ground and establish new ideas. This has resulted in disputed interests and uncertain claims
about ownership. The review of the literature in Chapters 2 and 3 makes it clear that teachers
work in complex and changeable contexts and that they experience significant demands upon
them in their professional lives. Varied, and frequently conflicting, pedagogical traditions and
ideologies shape their professional knowledge landscapes and classroom practices, and the
contemporary postmodern environment requires their constant attention to numerous
educational, curriculum, and socio - cultural and political issues. For English teachers, in
particular, special challenges emerge because of the contentious nature of their subject, its
competing traditions, and the emerging influences of new and somewhat unstable

epistemologies. Cherryholmes (1988) provides a relevant battle metaphor, not only for the
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changing positions and ideologies that shape the Discourses within subject English, but
applicable also to some of the wider issues of educational change shaping the field under

study.

Cherryholmes (1988) provides a relevant battle metaphor, not only for the changing positions
and ideologies that shape the Discourses within subject English, but applicable also to some

of the wider 1ssues of educational change shaping the field under study.

The history of curriculum theory and practice can be read as a series of
repeated invasions of organising ideas that command attention for a while

before they are turned out by the next invasion (p.141).

Goodwyn (2003) argues that the proliferation of change in contemporary education,
especially in terms of policy, means, “English teachers feel threatened at the core of their
professional identity, their values and knowledge” (p. 124). On the other hand, Green (2003)
believes new possibilities are emerging for a transformation of the subject and its practices as
a result of the various shifts in operation. This review confirms the rapidly evolving nature of
the subject and the complex dimensions of the landscapes in which English teachers complete
their work. Particularly since the later stages of the twentieth century, this huge territory of
English is beset by ‘repeated invasions’. As a result, its boundaries are continually expanding,
its Discourses and pedagogical approaches are shifting, and new challenges and conflicts are

emerging for the teachers of this subject.
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CHAPTER 4

RESEARCH METHOD AND DESIGN

Introduction

This chapter presents the method that was used to conduct the research and the ways in which
the data were gathered, managed, analysed and reported. The limitations of the study are
identified and the conclusion suggests the potential for the transferability of this research to

other contexts.

This study posed the following research questions:

e What is the nature of the discourses and practices of teachers when a new syllabus is

introduced?

and

¢ What are the implications of this analysis for theories of curriculum change?

The central concern of the research was to investigate the responses of New South Wales’
teachers of 2001 Higher School Certificate English to a new syllabus and to analyse their
actions in its implementation. It sought to examine the ways in which the teachers’ discourses
and their teaching practices about change were related to each other. As Fullan (1991, p.117)
suggests “educational change depends on what teachers do and think”. This research was
designed to explore what the teachers said, thought, and did about the new English Stage 6

syllabus and how they represented their views and actions about the processes of change. The
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intention was to hear the voices of teachers as they embarked on a new voyage to an unknown
world as they delivered significant curriculum changes to their students within their own

English classrooms.
Development of the Research method
The qualitative research paradigm

In order to answer the research questions, this study was developed predominantly within a
qualitative paradigm. Qualitative researchers are “concerned with understanding behavior
from the subject’s own frame of reference” (Bogdan & Biklen, 1998, p. 2). Qualitative
research seeks to understand and explain human behaviour and the ways in which people
make and construct meanings. It attempts to describe what these meanings are and their
significance within specific social settings. Although there is no one unified or agreed upon
conception of qualitative research, and it draws on multiple methodologies and
epistemological theories (Denzin, 1994; Denzin & Lincoln, 1994; Miles & Huberman, 1994),
it does afford a way to explore people’s responses and behaviours - the subject matter of the
social sciences. Because the aim of this research was to investigate individuals’ perceptions
of a particular phenomenon and to explore how they behaved in response to that event, the
qualitative approach therefore, provided an appropriate lens for the study. The essential
concern here was to examine how the participants made meaning of their lived experiences of

a particular event of change within their own school settings.

Qualitative research is also an appropriate frame for research that investigates what teachers

are saying and how this translates into what they do in the classroom because it provides
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researchers with a method to explore words and the meanings people ascribe to them (Miles
& Huberman, 1994). The participants’ discourses about the new syllabus and subject English
and their own representations of their classroom practices provided a rich source of data for

analysis.

The frame of discourse

According to Lee (1996) there are two distinct histories of the term ‘discourse’. One draws on
the work of Foucault and other European social theorists. It recognises the particular
connections in language between social structures, power and the production of knowledge,
and defines discourse as a body of knowledge or a discipline. The second view derives from
the field of linguistics and social practice where discourse is synonymous with language or
text. In recent systemic functional linguistics, discourse is used to mean “a coherent treatise”
(Lee, 1996, p. 15). Lee asserts there is a need for further examination of the relations between

these two accounts of discourse.

The role of discourse in this study has already been discussed in both Chapters 1 and 3 so it is
only briefly restated now. Gee (1999; 2000) distinguishes between discourses (lower case d)
as language in use or stretches of language, and Discourses (capital D) as encompassing a
larger field - language integrated with many other elements to construct specific identities,
posttions and activities. An understanding of both uses of the term frames this research. The
theory of language underpinning the study is that “language has meaning only in and through
practices” (Gee, 1999, p. 8). As indicated previously, Discourse (with a capital D) is used here
to explore not only ways of using language but the “thinking, feeling, believing, valuing and

acting that can be used to identify oneself as a member of a socially meaningful group” (Gee,
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1996, p.31). O’Brien, Moje and Stewart (2001, p.41) suggest, Discourses “shape and are
shaped by the way people think about knowledge in social and material relations.” Antsey and
Bull (2000) recognise both the ideological and individualistic aspects of Discourse, warning
that meaning may often be implied rather than stated directly. The view of McLaren and
Lankshear (1993) that ways of thinking are organised into ways of doing through discourses

also has relevance to the investigation.

Luke (1995, p. 15) refers to Foucault’s definition, that “discourse ... consists of recurrent
statements and wordings across texts.” These texts may be written or spoken, and
subsequently, can be explored for the meanings that are shaped and produced within them.
This has direct application to the collection and analysis of the data. Spoken discourses were
gathered in interview and transcribed into written texts that were then analysed for their
distinctive contexts and systems of meaning and knowledge. It was understood, therefore, that
the discursive texts the participants constructed represented a variety of ways of being and
knowing and of using language. They conveyed a selective interpretation of the past produced
within a particular context and then reproduced and reconstructed within a new situation.

These understandings were central to the development of the research method.

The perspective of constructivism

Within the qualitative research field, constructivism is an approach which acknowledges that
reality is a social construction and that the role of the researcher is to interpret the multiple
realities and meanings that are created through people’s interactions within society (Guba &
Lincoln, 1994; Robson, 2002). This approach to research is also known as ‘interpretive’ or

‘naturalistic’ (Lincoln & Guba, 1985; Schwandt, 1994; Robson, 2002). In this way, the
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researcher can gain multiple viewpoints on a subject because the research participants assist in
the creation of a reality that is very much a product of their own perspectives and social
contexts. The naturalistic line of enquiry is concerned with contextual factors and assumes
that “human behavior is significantly influenced by the setting in which it occurs” (Bogdan &
Biklen, 1998, p.5). Such an approach has clear application to the present study in that it was
assumed that there was no one fixed meaning of the curriculum change process that could be
applied for the teachers involved because they had quite distinctive and individual realities,
knowledge and understandings, and their work occurred in very different and personally
specific contexts. Their discourses, therefore, would be produced from their own unique

social and cultural contexts and diverse life experiences.

The quantitative research paradigm

While this study drew mainly from the qualitative field, some quantitative investigation was
used initially to inform the research. It provided both a basis for a general view of teachers’
initial responses to the changes in the new syllabus and a springboard for the interviews that
formed the research’s central focus. However, the limitation of using a quantitative approach
only in this study- specifically, a survey instrument - was that some of the issues under
investigation could not be measured quantitatively and as Burton (2000, p. 304) suggests it is
“incapable of getting at meaningful aspects of social action”. Bogdan and Biklen (1998, p. 37)
assert “qualitative data can be used to supplement, validate, explain, illuminate, or reinterpret
quantitative data gathered from the same subjects or site”. The combination of both methods,
therefore, was used in this study to gain a deeper understanding of the phenomena under

investigation. According to Miles and Huberman (1994), the linking of both qualitative and
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quantitative data also provides for ideas to be turned around, developed in a new, more

detailed way, and makes possible “confirmation or corroboration of each other” (p.41).

The quantitative data obtained from a large-scale survey identified some of the key factors
affecting teachers’ implementation of the new English Stage 6 Syllabus and also provided a
base for the semi-structured interviews which then investigated these issues qualitatively. The
participants for these interviews were obtained from the sample generated through this initial

survey.

Design of the Research Method

The Survey

The research method

In-order to gain a preliminary understanding of what teachers were thinking about the new
English Stage 6 Syllabus, and to obtain some information from a broad sample, the first stage
in the research was to survey those who were involved in the implementation of this
curriculum change. The survey, which is considered a valid method of large scale sampling
(Guba & Lincoln, 1994), was selected as a suitable instrument to explore the initial attitudes
and views of teachers as they planned their English programs for the first Year 12 classes of
the new HSC. As Verma and Mallick (1999) suggest, surveys are useful to gather limited data
at a specific point and can indicate certain trends that may be prevalent in the sample
population. Because the timing of the questionnaire was scheduled to coincide with a key
curriculum decision making phase for teachers about their 2001 HSC classes, a very

deliberate focus was given to its content. As many English teachers were currently feeling
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overwhelmed by the significant degree of curriculum change that had occurred, the intention
of the survey was not to add to their already increased workloads. The researcher’s
expectation, supported by advice provided by various members of the profession, was that if
the questionnaire addressed some very specific issues the teachers were dealing with when
they received it, then the likelihood of a returned response would be increased. For these
reasons, the focus of the survey was essentially on teachers’ planned selection of texts for

study in the 2001 HSC.

The decision to narrow the focus of the survey to text selection was further guided by the
assumption that the starting point for English teachers in their planning of units of HSC work
was their choice of prescribed texts. It has been argued that the adoption of a text within a
school context is “the single most important curriculum decision” and that a textbook
becomes “a validated local curriculum” (English, 2000, pp.103-4). A more detailed discussion
of the place of texts in English teachers’ practice was provided in Chapter 3. As Shulman
(1999) proposes, “most teaching is initiated by some form of ‘text’” (p.70), and the ‘text’ that
was of particular interest in this stage of the research was that which the teachers were

determining would form the basis of their students’ study for the new HSC in 2001.

The survey was regarded as exploratory, in the sense of idenﬁfying what factors emerged
regarding teachers’ views about text selection, and in perceiving what issues teachers said
were important to them as they worked through a fairly early stage in their process of
implementing a new syllabus for the first time. The descriptive and generalized information
obtained from the questionnaire was then used to inform the next stage of the research. It
identified a potential sample group for the qualitative research and it provided a basis for

information from which the more in-depth interview questions were drawn.
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The Sample

Krathwohl (1998) defines a sample in a research study as the group, selected from a
population, from which information is being collected. This sample is assumed to be
representative of that population and the data produced can be used for generalizations
(Verma & Mallick, 1999). Systematic random sampling was used to create the sample for this
questionnaire whereby every second case was selected from an alphabetical list, obtained
from the NSW Board of Studies, of the addresses of all secondary schools in New South
Wales. From the sample generated in this way, the Head Teacher of English and two other
senior English teachers from each of the schools chosen were invited to participate in the
survey. The response rate to the written survey was 30%, with data received from 154 schools
and in total, from 280 respondents. Responses were obtained in all categories. A detailed
description of the demographic information of the respondents and their schools from this

sample is provided in Chapter 5.

Construction of the questionnaire

Advice obtained from Robson (1993), Guba and Lincoln (1994), Thomas (1999), Burton
(2000), and Gillham (2000) informed the construction of the 12 number item questionnaire
(Appendix A). It was designed for self-completion and bostal return. Initial socio-
demographic information was sought from all respondents and, for Head Teachers only, items

relevant to obtaining data on their specific schools were included.

The questionnaire was then divided into two parts: A and B. The ordering principle adopted
was to group material relevant to all respondents first, and then to specifically address

teachers of the Standard English Course for the 2001 HSC in Part B. Because this was the
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Course designed for the largest candidature it seemed the appropriate group to sample. The
final page asked all respondents interested in participating in further research by interview to
provide their contact details. The construction of the questionnaire took into consideration the
specific nature of the information sought as well as the type and structure of the questions and
the choice of words needed to ensure clarity and specificity. The survey items were designed
to provide specific responses to the subsidiary research question related to text choice and to
be consistent with the overall research intentions. The questions were kept short, used
terminology familiar to English teachers expressed in simple unambiguous language, and
where the respondents’ own perceptions were sought they were addressed through personal

wording.

Part A (items 1 — 4) was for completion by all respondents and addressed “factors influencing
choice of English texts”. This was designed to explore the influences on the respondents in
their general selection of texts and the factors affecting their decision making. The intention
was to 1dentify some of the wider personal and contextual influences before investigating the
more specific text choices for the 2001 HSC in Part B. ‘Closed’ questions, a commonly used
and specific form likely to be familiar to the respondents, were developed for this part of the
questionnaire. As Robson (1993) recommends, these specific questions afford more
standardization in measurement by a survey instrument. They were also included for ease of
coding in the subsequent analysis. The closed questions were carefully framed to ensure
respondents could select an answer that represented their perceptions as accurately as possible.
To investigate their opinions, a Likert scale - a scale used for measuring attitudes (Thomas,
1999; Burton, 2000) — was constructed. For the first question in Part A, the five point scale
was selected as appropriate because the summated rating allowed for a pool of twenty six

items related to the specific factors influencing text choice to be gathered together. This also
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reduced the need for a number of smaller questions. Robson (1993) also considers that the
items in a Likert scale can look interesting and people often enjoy completing them. The
items were constructed by grouping together a bank of factors associated with: the teacher
(such as personal preferences, knowledge); students (interest, relevance); resources (cost,
availability); new syllabus influences (technology, specimen examination papers); and literary
aspects (canon, content). This table was then also used as a subsequent reference point for

question 2, Part A, and question 3 in Part B.

The other two items in Part A required further exploration of aspects about text selection. In a
brief open question, respondents were asked to identify constraints in their choice of texts,
and the final item addressed text decision making responsibility within their school. Again, a
table using a Likert scale was presented for completion with the opportunity for additional

comment if respondents felt it necessary.

Part B was designed for those teachers who were planning to teach the Standard English
Course for the 2001 HSC with the questions specifically addressing this Course. Item one
required the respondents to tick their own choices for study from a list of all the texts
prescribed for the Standard Course in the 2001 HSC. This was placed first with the purpose of
gathering very specific information and to allow respondents to consolidate their thoughts
about this particular area of content before moving onto the next series of broader syllabus
questions. Three of the eight items in Part B required the selection of yes or no responses with
provision for further comment if necessary. The other items were open-ended questions.
These were intended to give the respondents an opportunity to expand their views about some
of the earlier items as well as commenting on other key aspects of the HSC Standard Course,

for example, assessment components and the types of texts to be studied. This also allowed
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the researcher to tap into possible variables and other influences that may have been omitted
from the structured questions. Gillham (2000) recommends finishing with an open question
that allows respondents to feel they do not have to give a prescribed answer. The final item
was designed as a personal reflection upon any changes to their text selection processes from

previous years and was intended to be summative in focus.

The use of open ended questions was guided by the assumption that English teachers like to
write extended text expressing their own views instead of only responding to a more limited
numerical scale. Although detail was encouraged in these open response questions, lines were
provided on the questionnaire so that the respondents would not be daunted by the demands
of the task. In some cases, the questions were shaped by an instruction such as “six main
factors” which assisted the data recording and structured the response patterns of the sample
without restricting their individuality. The imposition of these limits was included to reduce
the time taken to complete the questionnaire and as a strategy to keep respondents moving
through the survey. Since this was a preliminary study it was also necessary to make the

analysis of the data more manageable.

Robson (1993) and Verma and Mallick (1999) identify a number of features of presentation to
guide the preparation of a questionnaire and to optimise the response rate. Elements of design
that were incorporated into this questionnaire included an attractive cover page, coloured
paper copies, headings to group content items, clear instructions in bold type, accessible
questions for the initial pages, an accompanying letter and return post envelope, and a

statement of thanks at the end of the survey.
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Pilot study of the survey

The questionnaire was piloted by a ‘mock up’ given to tertiary colleagues and a small sample
teacher group drawn from the population to be surveyed. Respondents were also asked to

evaluate the questionnaire with reference to the following questions adapted from Bell (1993,

p.85):

e How long did it take you to complete this questionnaire?

e  Were the instructions clear?

e  Were any of the questions unclear or ambiguous? If so, which one(s)/why?
e Inyour opinion, has any major topic been omitted?

e Was the layout of the questionnaire attractive?

e Any other comment you would like to make?

The pilot study confirmed the questionnaire was an appropriate tool to be administered. The
questions were found to be clear and unambiguous, the length of time for completion
acceptable, and the layout pleasing. No additional clarification was required for the wording
of questions or instructions. A small adjustment was made to the demographic information
from “Will you be...” to “Do you expect to be teaching English for the 2001 HSC?” because
it was suggested that the staff allocations for the next teaching year may not have been
finalised. Advice was given to make minor amendments to the expansion of two of the
questions in Part B through the use of sub parts to provide some more structure to the open
responses. A few cosmetic additions were made such as the use of bold headings and the

sequencing of two questions altered. The data obtained in the pilot study suggested the
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potential for useful information to be collected by this instrument when it was applied to a

wider sample.

Implementation of the survey

The mailout to schools was addressed to Principals and contained a covering letter for them to
consent to the study (Appendix B1), attached was a copy of the formal ethics approval from
the relevant education sector to permit research to be conducted within the school. There was
also an enclosed package to be forwarded to the Head of English. Inside this enclosure was a
letter to the Head Teacher (Appendix B2) with three copies of the questionnaire, one for the
Head Teacher and a copy for two other members of staff; each questionnaire had a covering
letter and return envelope attached. This correspondence was considered to be very important
in establishing communication with the potential respondent and was designed to enhance the
likelihood of postal return (Bell, 1993; Verma & Mallick, 1999). The covering letter
attempted to ensure the value of the research to the respondent. It briefly explained the
purpose and significance of the study to which the questionnaire related; how the sample was
selected; the time needed to complete it and an invitation to participate in further research; the
ethics approvals and considerations including an assurance of confidentiality and that
identification was only by a numbered code; the date by which the return was anticipated; and

contact details of the researcher.

A potential limitation to the study was the absence of follow-up procedures. While Bell
(1993), Thomas (1999) and Robson (2002), advise that the return rate can be considerably
enhanced through the use of further requests, it was decided that, unless very few responses

were received, no strategies would be used to pursue the return of questionnaires. This
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decision was made as a result of the difficulty of identifying accurately where the non-
responses were located because names were not required on the completed questionnaires.
This study was also preliminary to more in-depth research and the data were essentially for
descriptive and informative purposes. Other factors that were also influential included the

considerable time and cost that would be involved in pursuing follow up strategies.

Interpreting the survey data

As each completed questionnaire was returned it was allocated, in sequence, an identifying
numerical code comprising firstly a number for the school, then either a 1 for Head Teacher or
2 for Teacher of English, and finally an individual code for each respondent. Additionally, the
cover page of the questionnaires of those respondents who were willing to be interviewed was
labeled with a coloured dot: yellow for Head Teacher, red for English Teacher. Those who
were from a non metropolitan location were also marked: blue for Head Teacher, green for

English Teacher.

Each question was coded alphabetically and the closed responses given a numerical code. An
Excel 5.0 spreadsheet was used to record the data with the demographic information entered
separately. Each column used in the spreadsheet was given both the alphabetical question
code and an abbreviated identifying heading. Where “yes” or “no” responses were given,
these were consistently coded: 1 for yes, 2 for no. A “No response” or missing data was

recorded as 99.

After reading a substantial number of the responses to the open-ended questions, ten

categories were developed and these were awarded a numerical code. These broad
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classifications described the factors and constraints that respondents identified as influencing

their text selections. These same ten categories were then used consistently to record

responses given across 4 open items. The categories and a brief description of each is

provided below:

10.

Resources : book room, money

Student issues: gender, literacy, suitability to group

. Teacher issues: knowledge, support materials

Technology: use of films, computers, skills

Types of texts : prescribed grid, balance in choice

Issues and values: morality, parental influence, school context
Text quality: length, interest, specific content

New study: a change, challenge

Syllabus issues: assessment/ exams, prescribed texts, rubrics

Other: time, class structure, staff consensus, previous study, and geographical location

of school.

An analysis of the recorded data was made by using SPSS: Statistical Package for the Social

Sciences which allows the researcher “to score and to analyse quantitative data very quickly

and in many different ways” (Bryman & Cramer, 1994, p. 17). A discussion of the findings of

the survey, with appropriate tables, and reporting the factors affecting teachers’ decision

making for text selection and the actual texts chosen for H.S.C. study is included in Chapter 7.



106

It was considered that English teachers would move in their planning from the initial policy
text: the new Syllabus, to the accompanying one: the Prescribed Texts document. The
assumption made prior to the conduct of the survey was that the teachers’ focus for the
commencement of their HSC English teaching was on the selection of the particular texts for
study. This transition was one of the ways in which they were able to construct meaning from
the syllabus and also to interpret some of the changes taking place within their subject.
Previous practice demonstrated the considerable significance placed on the prescribed text list.
Based on the data from the survey, it appeared that many of the respondents viewed the
selection of specific English texts for inclusion in the syllabus gave concrete expression of its
intentions and theoretical perspectives. It seemed that this was a suitable focus to have given

this stage of the research.

Both the quantifiable results and the written discourses provided in the open-ended questions
yielded a rich source of information and description that built a base for the subsequent

qualitative investigation.

The Interviews

The research method

Because this study sought to investigate what teachers had to say about the curriculum
changes in HSC English, the interview was selected as an appropriate instrument for the main
data-gathering. Through this qualitative method participants were able to express their
attitudes towards the new syllabus and communicate their perceptions about their pedagogical
practices and implementation strategies. The intention of the research was for the teachers to

tell their own stories and in doing so, they constructed a response that represented their unique
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experiences, meanings, and contexts. This extended text was produced in interview and
contained the individual language uses, perspectives, and social practices that shape particular
discourses. As Antsey and Bull (2000) point out, all discourses are ideological “since they are
a selection made by an individual in order to convey meaning in a particular way” (p.7).
Kvale (1996) considers the research interview to be “a conversation about the human life
world, with the oral discourse transformed into texts to be interpreted” (p. 46). These
particular textual constructions could then be analysed for their interplay and contestation of

meaning and the diversity and richness of their values and ideologies.

The interview is used to “gather descriptive data in the subjects’ own words so that the
researcher can develop insights on how subjects interpret the same piece of the world”
(Bogdan & Biklen, 1998, p. 94). In this study the desire was to hear what the participants had
to say about the English syllabus changes and to gain understanding of how they perceived
this particular phenomena. A semi-structured interview was selected as the most suitable type
because, even though there was a set of prepared questions to be asked, the researcher was
able to modify this structure where necessary to allow the participants to respond in a way
that was most appropriate for them. This facilitated the flow of the interview and assisted the
clarification of particular points and the seeking of further information as required. Kvale
(1996) considers the semi-structured interview allows the participants to tell their stories and

that it provides “an open phenomenological approach to learning from the interviewee”

(p-125).

In order to respond to the research question about changes in teaching practices that may have
occurred as a result of the implementation of the new syllabus, it was decided to include an

interview question involving the closer study of one particular text within one Elective in the
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Standard English Course. This had a number of purposes. Firstly, it provided a common
selection criteria for the sample, and it was a way of focusing the part of the study that
considered teaching practice. Secondly, the text chosen — the poetry of Bruce Dawe - was a
long standing and familiar text of the previous HSC English syllabus. Many teachers have
taught Dawe’s poetry but were now being asked to reconceptualise it under a very different
Modular and Elective structure. Potentially, this could provide a point of comparison between
the old and the new syllabus. Finally, based on the survey data, the selection of Bruce Dawe’s
poetry for the Elective: Consumerism in Module C: Texts and Society, was overwhelmingly
the most popular text chosen in the Standard English Course for the 2001 HSC. In interview,
the participants were specifically asked about their teaching of the Consumerism Elective and
were also asked to provide documents detailing their programs of work and resources for

perusal by the researcher. The findings from this examination are reported in Chapter 7.

The conduct and content of the interviews were informed by the work of Patton (1990),
Robson (1993), Kvale (1996) and Bogdan and Biklen (1998). Advice offered by Kvale (1996)
about providing a context for the interview through an introductory briefing was followed as
well as ensuring that the participants had an opportunity to add anything else they wished to
say at the conclusion of the interview. Most welcomed this chance to restate their overall
responses to the syllabus and to clarify any point of specific importance to them. It is
interesting to observe that the interviews concluded on a positive note with the participants
frequently commenting that they had gained some further insight into their own views

through their extended talk with an attentive listener.
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Selection of Participants for Interview

Eight Head Teachers of English and eight Teachers of English were selected to participate in
the study. These teachers taught in sixteen different secondary schools from both the
government and non government systems in metropolitan and non metropolitan locations in
New South Wales. The participants were identified using a purposive sampling technique and
were chosen from self-selecting respondents to the initial survey. Detailed demographic

information pertaining to these participants and their schools is presented in Chapter 5.

In order to identify and select the potential interviewees from the large pool of interested
respondents to the survey, several criteria were developed. These specific criteria consisted of
the following: a) the teachers would be teaching the Standard English Course for the 2001
H.S.C, and b) they would also be teaching the poetry of Bruce Dawe for the Consumerism
Elective in Module C, Standard. When these two criteria were applied, forty-four respondents
were eligible. Also determined was ¢) that there should be a sample of both Head Teachers
and Teachers - with consideration of factors such as gender, age and teaching experience, and
d) a cross section of school sectors, locations and sizes should also be included. The final
interview sample of sixteen was then generated through the application of these other two
criteria in order to delimit the study. It was anticipated that because of the amount of
qualitative data likely to be generated through the interviews, a sample group any larger

would be unwieldy for both the data management and analysis.

Preparation for the interviews

Initial contact was made with the participants in the sample group by mail and this was then

followed up by a telephone call. A prompt sheet was developed for the telephone calls that
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were used to check on the participants’ availability for interview and to arrange a meeting
time with them. This phone contact sheet was designed to assist uniformity in the explanation

about the study and comprised the following points:

1. ascertaining whether the teacher was still interested in participating in an interview;

2. confirming they were teaching the Standard Course and Dawe’s poetry in the

Consumerism Elective;

3. advising that the focus of the study was on teachers’ responses to, and implementation
of, a new syllabus in a time of curriculum change and as such , they would be asked

about:
o their views on the Stage 6 English syllabus,
o their approaches to the implementation of the syllabus,
o their selection of texts for the Standard Course, and
o their program for teaching the Consumerism Elective;
.4. requesting their availability and suitable times for a recorded meeting of about an hour;
5. noting any suggestions they had for the researcher’s travel to their location; and

6. establishing the best ways to make contact with them.

This initial contact also provided the researcher with some informal material about the study
and, in a significant number of cases, the participants were quite forthcoming about their
views on the new syllabus. These conversations were recorded in note form. These data were

helpful in preparing any additional probes that may have been necessary during the interviews
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and also gave another insight into the issues to be explored. Participants were also asked to

bring a copy of their teaching materials for the Consumerism Elective to the interview.

A practice interview was conducted with a colleague familiar with the area under
investigation to ensure the clarity of questions, to refine the use of probes, and to prepare the
researcher for the actual interview situation. This also provided practice for the interviewer
with the planned schedule of interview questions and with note-making techniques during an

interview.

Data-Gathering Techniques

Interview schedules

Because some data from the questionnaire had already been gathered, there was no need to
include questions again on socio-demographic information. Instead, the interview commenced
with a focus on the participants’ perceptions of themselves as English teachers. This fulfilled
two purposes; the first was to establish a context for the interviewer to consider the
subsequent responses, and secondly, gave an insight into the participants’ views of the subject

English. It also assisted in creating a receptive environment for the interview.

The general purpose of the interview was stated and some indication given of the topics to be
covered. Summary statements were included when a new area was then to be investigated. At
the conclusion, the interviewees were invited to proffer any comments or issues that had not

been addressed that were considered important to them.



112

The interview schedule (Appendix C) concentrated upon exploring in-depth five key areas
directly related to the two research questions listed earlier in this chapter. The five aspects

identified for investigation were:

1. View of subject and pedagogy, perceptions of self as an English teacher;
2. Responses to new syllabus;
3. Curriculum change and implementation factors;
4. Text selection and decision making; and
5. Change in practice: a) strategies in the classroom
b) study of Consumerism Elective

The interview questions, addressing these areas, were constructed from the research questions;
from the emergent data of the survey and an analysis of the open-ended responses to the
questionnaire; from the notes made during the telephone contact; and from the researcher’s
knowledge and reading of English curriculum issues and previous research. Kvale (1996)
recommends translating these questions into “an easy-going, colloquial form to generate
spontaneous and rich descriptions® (p.130). This was the approach taken and the questions
were framed in direct and clear language. They were in a descriptive form with the focus on
the aspects of “what” and “how” to elicit open, dynamic responses from the interviewees and
to gather data on their feelings and perceptions. The intention was not to force explanations —
through “why” questions - but to draw on the multiple meanings they constructed through

their own discourses about an event of change.

Probes were included on the interview schedule as a device to assist the expansion of an

Interviewee’s response when the researcher perceived there was more to be heard. They were
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used, when necessary, as key words to prompt further investigation and elaboration. Patton
(1990, pp. 324 - 332) provides a range of useful strategies, in both verbal and non-verbal
forms, to probe and follow up questions. There was no rigid structure adhered to because the
interest was in discovering what the participants themselves deemed to be important. The

advice offered by Bogdan and Biklen (1998) is acknowledged:

Even when an interview guide is employed, qualitative interviews offer the
interviewer considerable latitude to pursue a range of topics and offer the

subject a chance to shape the content of the interview (p.94).

The interviews were audio taped and were about forty-five minutes in duration. Materials
related to the teaching of the Consumerism Elective and the poetry of Bruce Dawe were
collected from the participants. The researcher made notes during the interview about points
of discussion and other aspects observed such as tone and non-verbal elements. These were
particularly important to capture, as some of the linguistic complexity is inevitably lost when

the spoken word is rendered into written text.

Trustworthiness

In a constructivist paradigm where the focus of the inquiry is directed towards “the production
of reconstructed understandings” (Denzin & Lincoln, 1994, p.100), a key criteria in judging
the findings is trustworthiness. This term is used to refer to “the extent to which one can have
trust or confidence in a study and its findings” (Robson, 2002, p. 553). The following

methods were adopted to assist the trustworthiness of the findings in this study.
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Participants checking for accuracy

After transcription, a print copy of the interview was forwarded to each participant for
checking and verification. Some minor corrections were made to a couple of the transcripts as
a result of the feedback provided. These concerned titles of texts, details that clarified
assessment information and the rare misuse of a word caused by the immediacy of the spoken

mode.

Veto rights over transcripts

Participants were also given the authority to exercise veto rights over the data. The reasons for
this were, firstly to comply with an ethical approach by allowing them to remove any of their
comments that in hindsight they may deem harmful to themselves, and secondly, to permit
them to edit any material that may misrepresent their views. One participant exercised her
right to withdraw from the study after reading her transcript. Although she had shown initial
interest, she appeared to be anxious during the interview process. She was slow to return calls
requesting the authorisation of the transcript and eventually, asked to be withdrawn. It was
difficult to ascertain her reason but she believed the interview had not represented her point of
view in the way she had anticipated. The tape was returned to her. By this stage, it was clear
that the data gathered provided a rich diversity of perspectives from a broad enough sample.
The other fifteen participants accepted their transcripts and did not request further alterations
or deletions. One acknowledged that, although his own words did not always portray him in a
flattering light, he did not want any changes as he believed he would be dealt with fairly and

anonymously.
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Different Data-collecting Techniques

In order to support the judgements made in this study, complementary evidence was drawn
from more than one source: the use of the survey, the telephone communication, the
interviews, a fieldbook for recording observational data, and the insights gained through the
perusal of the participants’ programs and resources for the teaching of the Consumerism
Elective in the Standard English Course. Miles and Huberman (1994) suggest that when the
researcher is “seeing or hearing multiple instances ... from different sources by using
different methods” (p.267), this is the process of triangulation. Delamont (1995) describes it
as “having two or more. .. ‘sightings’ of a finding from different angles” (p. 159). Bogdan and
Biklen (1998 p.104) express a preference for the use of “different data-collecting techniques”
to explain this process. The term adopted here is ‘different data- collecting techniques’ as it is
a more explicit description of the multimethod enquiry used in the study. The various data
sources gathered were compared for their corroboration and their contrasts, and in this way,

the perspectives gained on the phenomenon under study were expanded and enriched.

Ethical Considerations

Formal approval for this study was obtained from the Ethics Review Committee (Human
Research) at Macquarie University. Permission to conduct research in NSW Government
secondary schools was requested and received from the Strategic Research Directorate,
Department of Education and Training. Additionally, permission was also granted from the
Catholic Education Offices, Sydney and Parramatta, and the Catholic Schools Office, Diocese
of Broken Bay. An application for approval to carry out research was made directly to each

principal of the Independent School System.
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Bell (1993) provided a useful checklist for negotiating access to research subjects and sites
and for maintaining ethical conduct during research. The following are the particular

strategies put in place to ensure the ethics and protocols of this study.
Letters of consent

Written information was provided to all participants in the various stages of the research. This
detailed the requirements of their involvement as well as the purpose of the particular method
and the ways in which the data would be used. For both the questionnaire and the interviews,
it was made clear that participants had the right to withdraw at any time, without having to

give a reason.

It was noted in the covering letter for the survey that the completion of the questionnaire and
its subsequent return indicated consent to participate in the study. A statement of consent for

the conduct of the study within the school was included for the principal’s authorisation.

The participants in the interviews signed an individual consent form, which explained that all
identifying information would be removed from the transcripts and that identification of them
and their schools would be by pseudonym only (Appendix D). A copy was also given to them

for their own records.
Confidentiality

Ethical standards were maintained at all times to keep the data confidential. Pseudonyms were
used to preserve the identity of the participants and their schools. For ease of reference, the

first letter of the teacher’s pseudonym was selected to match the beginning of the pseudonym
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given to their school. Kvale (1996 p. 89) also points out that the ethics in relation to the
“ranscription of interview research are barely treated” in the literature. Accordingly, the
assistant employed to transcribe the interview tapes was informed of the importance of strict

confidentiality in regards to both the participants and the material on tape.

Protocols

Bell (1993, p.59) reminds the researcher that those who participate in a research study are
“doing you a favour” and she advises that it is important to acknowledge this with a letter of
thanks. This appreciation of the teachers’ generosity with their time and insights was shown
by the researcher’s personal correspondence with them through letters, cards and e-mail,
acknowledging their contributions. As well, other protocols were followed to maintain
courteous relations such as the correct spelling and pronunciation of names, messages

followed up promptly, and the keeping of accurate records of communication.

Data management

Miles and Huberman (1994b, p.428) provide a pragmatic definition of data management as
“the operations needed for a systematic, coherent process of data collection, storage, and
retrieval”. Kvale (1996), Riordan (1996), and Bogdan and Biklen (1998) highlight the
importance of an effective and efficient data management when conducting a large data
producing study. The information that was collected needed some processing before analysis

and the following describes the strategies adopted in this study to facilitate its management:
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A contact summary sheet (Miles & Huberman, 1994a) was kept in an individual folder
for each participant. After each interview, notes were made summarising the main
points and issues, specific observations, and details relevant to the research questions.
Within each folder, notes from the phone conversations and any documents obtained
from the participants, for example, in relation to Standard Module C, the Elective on
Consumerism, were also stored with a brief summary sheet identifying the contents

with annotations about the key items.

As recommended by Robson (1993) and Miles and Huberman (1994a), the researcher
kept a fieldbook where reflections, observer comments, and additional notes were
stored. This also included data about the schools visited, which provided the basis for

the demographic information, presented in Chapter 5.

Memos were also made as a way of conceptualising the ongoing investigation and
recording ideas as they were developing. They were useful in helping to understand
the emergent data. This was a way too of guarding against bias in the researcher’s
views by documenting the thinking process as the study moved from data collection
into analysis. As Bogdan and Biklen (1998) suggest, the researcher is attempting “to
objectively study the subjective states of subjects” (p.33). Because there was a need,
therefore, to confront any prior opinions and viewpoints brought to the study and to
engage actively with the present data, the memos were a useful tool. They were stored
on the researcher’s computer after being transferred from written notes; hard copies

were also kept for reference.
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4. Data gathered from the survey was entered into an Excel 5.0 workbook and later,
analysed using SPSS, the Statistical Package for the Social Sciences. All raw data
were kept in a secure place and back up copies were made of the material on computer.

A print out of the spreadsheets was kept in a folder for reference and further analysis.

5. Clearly labelled copies of the interview audio-tapes were given to an assistant who
transcribed them, printed copies for checking, and returned the tapes with an
accompanying computer disk. Back up copies were also made. After the return of the
authorised transcripts from the participants, these were corrected on the computer,

printed and then stored in a folder for analysis.

6. Riordan’s (1996) data management model developed for his study of high school
teacher collaboration was adapted to manage the analysis of the interview transcripts,
field notes and memos. He utilised a matrix to record “the various observations, direct
quotes, paraphrasings and summaries of partictpant’s comments, and notes” (p. 56).
Adapted from this model, a 1.2 x 1.7m chart was constructed in the form of a matrix
comprising 12 columns and 16 rows. Each of the fifteen participants was given a row
across the chart with a final row used for summative notes and key points from the
material under each of the column headings. Across the top of the chart, the 12
columns were identified and grouped into 3 broad areas according to what the teachers
had to say about: 1. The factors affecting their implementation of the new syllabus; 2.
Their perceptions about their subject, and their implementation of, the new syllabus;
and 3. The changes to their teaching practices. Identifying sub categories, drawn from
the interview questions and the participants’ responses, were established for each of

these three areas. A final column was included for “other comments” where any
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additional information was recorded that did not directly relate to the specific
categories. Robson (1993; 2002) recommends the use of a matrix as a tool for both
data reduction and analysis. As Miles and Huberman (1994b, p. 432) state “valid
analysis is immensely aided by data displays that are focused enough to permit
viewing of a full data set in one location and are systematically arranged to answer the
research questions at hand”. All the data collected from the interviews were
concentrated into one visual display, interrogated, and then used to prepare and guide
the chapters that present this study’s findings. The analysis and coding procedures

employed in the construction of the matrix and its application are addressed below.

Data Analysis

Patton (1990) describes the challenge of data analysis as clarifying and reducing the
magnitude of the gathered material to “identify significant patterns, and construct a
framework for communicating the essence of what the data reveal” (p. 372). The analysis of
the collected data was guided by Bogdan and Biklen’s (1998) advice about developing coding
categories, Merriam’s (1988) discussion of the components of data analysis, Miles and
Huberman’s (1994a) and Robson’s (1993) descriptions of data display and matrices, and
Patton’s (1990) suggestions for the analytical process. The theoretical perspectives that

informed the data analysis are presented below.
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Grounded theory

Strauss and Corbin’s (1998) view that theory emerges from the data collected, known as the
grounded theory approach, was also instructive for this study. Denzin (1994) states that the
grounded theory perspective is the most popular interpretive framework used in qualitative
research. Theory is generated which is fully grounded in the data, the result of a dynamic
interplay between the collection and analysis process. The interpretation of what was seen and
heard in the field lends itself to the development of new theoretical perspectives. Burton
(2000) refers to the grounded approach to analysis, whereby, “codes are allowed to emerge
from the data, rather than being established before the research is conducted” (p.210). This

was the strategy adopted here.

Analysis of discourse

The purpose of interpreting the interview transcripts was to see how the teachers’ discourses
and views were constituted and therefore, this involved a form of discourse analysis. Luke
(1995) draws on the work of Michel Foucault to describe “the constructing character of
discourse, that is, how both in broader social formations (i.e. epistemes) and in local sites and
uses discourse actually defines, constructs, and positions human subjects” (p.8). The
qualitative researcher is interested in the ways in which people in particular contexts perceive,
shape and create meaning for themselves and how they represent this meaning to others. In
this study, the local site (the school) was of particular significance and the accompanying
discourses that emerged from the subject (the teacher) located there and the ways in which

meaning was produced were the focus of interest. From a critical discourse perspective, the
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examination of these created texts highlighted their constructed nature, their social and

individual contexts, and their problematic nature as sources of knowledge and truth.

The work of Weedon (1987), Fairclough (1992), Gee (1996; 1999), Luke (1995), and Lee

(1996, 2000) informed the techniques of analysis adopted. Discourse analysis is a

reciprocal and cyclical process in which we shuttle back and forth between the
structure (form, design) of a piece of language and the situated meanings it is
attempting to build about the world, identities, and relationships (Gee, 1999, p.
99).

The advice of Fairclough (1992, p. 191) that “different perspectives on domains of experience
entail different ways of wording them” guided the analysis of the specific lexical items used
by the participants. Gee (1999) suggests that each small spurt of speech usually has one
salient piece of new information. Analysis of the texts was made for aspects which included
the choice of verbs and aspects of modality and transitivity, the clusters of word and meanings,
the presence of features of metadiscourse, and in particular, the teachers’ use of metaphors
and images to structure their realities and to represent their thoughts and beliefs. Lee’s (1996,
p. xiii) approach of looking for “motifs” of statements within discourses was a useful guide
for exploring different rhetorical and linguistic aspects. The analysis was set within an overall
perspective that asked what situated meanings key words and phrases appeared to have within
the data. The analytical focus was to discern what meanings were being constructed and

enacted within the teachers’ discourses.

The lens used to read the interview texts was framed by an understanding that “all texts are

normative, shaping, and constructing rather than simply reflecting and describing” (Luke,
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1995, p. 19). In this way, the multiple views and voices produced within the discourses and
the various positions adopted by the speakers were analysed. The teachers’ discourses were
seen as representations of their experiences and as such, were an interpretative resource and a
product of cultural contexts (Kamler, 2001). The function of discourse analysis in this study
was to highlight the sorts of judgments we make daily about the worth, value and efficacy of
any text — be it oral or written, informal or formal. Here, it served to identify both the critical
and constructed elements of the act of reading. These interview texts positioned the
individuals in distinctive ways and revealed their various ideas, versions and meanings about

themselves as English teachers, their local worlds, and the event of change.

Hitchcock and Hughes (1995) acknowledge the importance of the hermeneutic tradition in
qualitative analysis through their advice to see collected texts as part of the wider social
practice that includes values, ideologies, and aspects of power embedded in them. They
suggest “appreciation of the social and cultural contexts through which the various concepts
are related to a particular discourse” (p.227). In other words, the data are socially constructed

texts that can be interpreted for their various meanings.

Further, the analysis of the transcripts was framed by some of the contemporary critical and
theoretical principles about reading which also inform the new English Stage 6 syllabus.
Weedon (1987) identifies a key belief of poststructuralism that, “meaning is produced within
language, rather than reflected by language” (p. 23), and therefore, she maintains that “every
act of reading is a new production of meaning” (p.139). Poststructuralist theory has a clear
influence on the new English syllabus in the perspective that texts are to be understood as
social constructions and readings of these can be multiple and based in varying ideologies. A

curriculum directive is to view and value texts as productions of both contextual and cultural
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factors. This, then, was also the reading position applied directly to the study and analysis of

the transcripts.

The analysis process

Miles and Huberman’s (1994a, pp.245-246) thirteen tactics for generating meaning provided
a useful guide for moving the data analysis from the concrete to the abstract and from the
descriptive to the explanatory. Their suggested process was broadly applied whereby what
was present in the data was recorded in the single case analysis, then during the cross-case
analysis, the differentiation of data occurred with the relationships between variables defined
more abstractly, and finally, a coherent understanding of the data was assembled during the
thematic and conceptual analysis. Kvale (1996, p.255) reminds the researcher that
“information on the methodic steps of an investigation is mandatory.” Therefore, the steps
taken to “read” the texts, to analyse their multidiscursive qualities, and to build theoretical

perspectives are detailed below.

Stages of Analysis

Transcription

The first stage in the data analysis was the transcription of the interview tapes. The transcriber,
as accurately as possible, translated the participants’ oral style into a written form. As Kvale
(1996, p.163) warns these become “artificial constructions”, reduced from the living meaning,
and lacking some of the linguistic complexities conveyed by vocal, gestural and physical cues.

However, where possible in the written texi, emotional aspects were included such as laughter,
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emphasis conveyed through punctuation, and pauses signified. A view of the teachers’
general modes of oral expression was gained through re-listening to the tapes. Delamont
(1995) stresses the importance of both the social context and the role of the audience in the
creation of oral data, even when they have been generated only for the interviewer. Dey (1993,
p.15) suggests that data is “produced” by the researcher, in a sense, because of the ways a text
has its meanings mediated through language and action. Given her role in the conversation,
the researcher was aware of the joint construction of the produced text and that there was,
inevitably, a discursive interplay between the participant and the researcher, and between

what was said and not said.

Single Case Analyses

In qualitative research, the traditional mode of analysis has been the single case study (Miles
& Huberman, 1994b). Each participant is identified as a case - a unit of analysis. According to
grounded theory the researcher is an interpreter of the “perspectives and voices” of those
being studied and the interpretations may be of individuals and groups (Strauss & Corbin,
1998, p. 274). To commence this process, the data collected on each individual participant

were examined first as a single case analysis.

Riordan’s (1996) matrix was adapted for this study and its construction has been described in
the previous section on Data Management. The data were dealt with case by case, and entered

on the matrix in the manner that Riordan describes:

Direct quotes, paraphrases of quotes, descriptions of large pieces of text, and
researcher observations, were all recorded on the matrix. Each entry was

referenced to the specific page and document from which it was taken. The
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researcher then marked the section in the transcripts to which the reference
had been made. In this manner it became possible to check that all of the data,

in either direct or aggregated form, were reported in the matrix. (p.58)

For each unit of data, decisions were made as to its content, its relevance to the research

questions and the three broad headings, and the categories it addressed.

As Patton (1990) points out “the patterns, themes, and categories of analysis come from the
data” through an inductive process (p.390). The emphasis in this stage of the analysis was to
illuminate understandings of each case and to interpret the significance of what was found.
Looking for recurrent congruities in the data and applying the aspects of discourse analysis
already outlined developed the various categories. This was an iterative and interactive
process. Strauss and Corbin (1998, pp. 89 — 95) provided useful questions to ask to facilitate

the coding process when analysing the data.

The, purpose of coding is “to break down data, to identify meanings, discover relationships
and to begin initial analysis” (Hitchcock and Hughes, 1995, p.300). Bogdan and Biklen (1998)
suggest that when coding, one unit of data may have multiple codes or can overlap with
another unit. On the other hand, Merriam (1988) believes that categories for coding are
discrete and one data piece belongs in one category. In this analysis, it was judged that some
data fulfilled multiple purposes and applied to a number of the columns in the matrix. They

were, therefore, recorded in more than one category.

Interrogating the data and findings for each participant completed the single case analysis. A
Summary of the key points was made in the final column of the matrix before moving to the

analysis across cases.
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Cross-case Analysis

Miles and Huberman (1994b) recommend the easiest method for cross-case analyses is a data
display, for example, a matrix, because the researcher is able to analyse “in a condensed form,
the full data set, in order to see literally what is there” (p. 437). Patton (1990) suggests that
cross-case analysis allows the grouping together of answers “to common questions or
analysing different perspectives on central issues” (p. 376). By working down the columns of
the matrix and reading across the cases, comparisons were made to highlight the discursive
connections and the general principles and influences at work on the participants during the
curriculum change process. Points of connection and departure were also in evidence when
the data and findings were examined across each case. Key features, issues and links were
identified in the analysis of the discourses and these formed the basis for the reports and

discussions contained in Chapters 6, 7 and 8.

It is important to acknowledge the potential for tension when “reconciling the particular and
the universal: reconciling an individual’s case uniqueness with the need to understand generic
processes at work across cases” (Miles & Huberman, 1994b, p.435). This consideration was
taken into account so that in some sections of Chapters 6 and 7 the findings are reported as

individual cases.

Thematic analysis

After the analysis by single then cross-case, the thematic analysis emerged from the
Conceptualisation of the central ideas in data. The focus shifted now to generalising and

theorising, developing the descriptive categories into conceptual ones that allowed for the
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evolvement of the themes. Strauss and Corbin (1998,) identify the development of theory as
“the act of constructing ... from data an explanatory scheme that systematically integrates
various concepts through statements of relationship”(p.25). The theoretical explanations for
the processes of curriculum change investigated and the teachers’ discourses and practices
about this event are presented in the subsequent Chapters, which report the constructs,

comparisons, and patterns found in the data analysis.

Reliability and Validity

Merriam (1988) discusses the important concerns of validity and reliability in research. She
believes these can be addressed “through careful attention to a study’s conceptualisation and
the way in which the data were collected, analysed, and interpreted” (p. 165). Denzin and
Lincoln (1994, p. 100) argue for the use of trustworthiness and authenticity instead of the
traditional positivist criteria of internal and external validity. They describe the constructivist
approach as directed towards a study of the world from the interaction of an individual’s
perspective within it and this view was adopted here. For this study, the methods used to
ensure trustworthiness and a description of the steps taken to develop appropriate tools to
measure the research’s intention have been presented earlier in this chapter. The selection of
a heterogeneous group for the sample was another strategy designed to assist the internal
validity and trustworthiness. The intention was to hear a number of teachers’ voices and to
provide a variety of beliefs and accounts of what seemed to be true for a range of participants.
This sought to “uncover the complexity of human behaviour in a contextual framework™

(Merriam, 1988, p.168).
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Researcher objectivity

Robson (1993) warns of the potential for researcher bias in the collection and analysis of the
qualitative data process. It is necessary to acknowledge the partiality and interests that formed
the core of this research. The questions posed were central to the researcher’s work both as a
teacher educator and as the Chief Examiner of the new HSC English syllabus, and emanate
from her long involvement in the profession of English teaching. Professional experience and
interest guided this study. For these reasons, it was very important not to influence the
responses obtained during the data collection and thus, to open the questions as far as possible
to allow for a diversity of views. As described previously, procedures were employed in the
data gathering, management and analysis to ensure trustworthiness. On the other hand, Kvale
(1996, p.96) acknowledges that “familiarity with the content of an investigation is not
obtained only through literature and theoretical studies.” He suggests that being in the
environment of the study, having an association with the context, knowing the language and
the routines can be valuable. There was a conscious attempt on the researcher’s part to be
open to the emergent discourses, to avoid privileging her own, and to acknowledge as
significant to the study the view that all texts are constructed and partial. The key question is
finally, as Miles and Huberman (1994a, p. 278) ask, “do the conclusions depend on the

subjects and conditions of the inquiry, rather than on the inquirer?”

Limitations of the Study

One of the limitations of this study was the deliberate restriction to focus on participants who
were teaching the Standard English Course for the 2001 HSC, and in particular, who had

selected Bruce Dawe’s poetry in the Consumerism Elective. As a purposive sampling
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technique it also gave a specific context for the research. Although this may appear to limit
the generalisablity of the findings in so far as it could be speculated that teachers of the
Advanced or Extension English Courses may hold different views, this was not perceived as a
significant concern because some of the participants were also teaching these higher level

Courses.

The processes of curriculum change involve a number of different stakeholders apart from
teachers: syllabus developers and writers, parental and community representatives, students,
educational leaders and administrative organisations, and those in government. In this study
the views of these other stakeholders were not canvassed. Instead close attention was given to
the individuals who represent the group charged with the implementation of a new syllabus in

order to investigate their responses to, and enactment of, mandated policy in specific sites.

Conclusion

This chapter has presented the multimethodological approach employed to address the
research questions and has discussed in detail the methods of data gathering, management and
analysis. The exploration of teachers’ discourses and practices related to curriculum change
has been framed within the critical perspective of discourse analysis and a poststructuralist
lens on the act of reading. The contested nature of textual construction and its social, cultural
and political positioning has been considered. The specific focus on individuals and their
particular contexts and the ways in which their discourses produce a range of situated

meanings has also been indicated.
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Bogdan and Biklen (1998, p.34) state the worth of a study “is the degree to which it generates
theory, description, or understanding.” The researcher’s primary goal is to highlight
complexity and knowledge, not to provide simplification. The issue of generalisability is
frequently mentioned in the literature, whereby the findings are able to hold up beyond the
specific study. In this research generalisability is difficult because of the unique content under
investigation: that is, the particular discourses of particular individuals about a particular
event, and the variety of temporal elements that contributed to the production of these
discourses. Here the interest was in the multiple meanings people constructed and used to
represent their understandings of their own experiences of change. These unique aspects are
significant. Schofield (1990, p.208) usefully distinguishes generalising to “‘what is’ (other
actual contexts), to ‘what may be’ (sites in the forefront of some similar process) and to ‘what
could be’ (outstanding or ideal cases)”. Although there was a particular context of change
investigated here, the provision of a “thick description” specifying the theoretical framework
used in this study means it could be used to inform and develop further studies in other
settings (Robson, 1993, p.405). It may be possible to transfer some of the generalisations
made in the concluding chapter to other teachers, in other schools, who experience other

instances of the processes of curriculum change.

Chapter 5 provides a description of the respondents to the survey and the unique contextual
details of each of the interview participants and their schools as a way of illuminating the
micro-scale level of this investigation into the change process. After drawing together these
micro-political and micro-cultural “realities”, the research findings are then presented in the

subsequent chapters.
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CHAPTER S

PROFILES OF THE RESPONDENTS AND PARTICIPANTS

Introduction

This Chapter provides detailed demographic information about the teachers who participated
in this research study through the instruments described in the previous chapter. The material
presented here contextualises the subsequent chapters that discuss the findings of the teachers’

responses, discourses and practices in relation to curriculum changes in HSC English.

Data on the respondents to the initial survey, with relevant demographic material about them
and their schools, is conveyed in Tables 5.1, 5.2, and 5.3. A profile of both the research
sample groups (survey and interviews) is presented in summary form, and information
pertaining to the interview participants’ age, educational background, teaching experience,
length of service at the current school, and the HSC English Courses taught provided in Table
5.4. In order to locate these teachers within their specific work contexts, data about each of

their schools are displayed in Table 5.5.

Then, a brief profile of each of the fifteen interview participants is given, and in some cases,
with additional material about their extra curricular duties, professional interests and
involvement, and career development, where this was provided. A short description of each of

their schools is also recorded.
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As explained, pseudonyms have been used to preserve the identity of the participants and
their schools. For ease of reference, the first letter of the teacher’s pseudonym was selected to

match the beginning of the name given to their school.

Profile of the respondents to the survey

Survey Respondents

As discussed in Chapter 4, a random selection of subjects for the initial survey was made
from Secondary schools across New South Wales educational sectors and locations.
Respondents were drawn from those who were the Head Teacher of English and also two
other members of staff who taught Senior English. A summary of the demographic
information on the respondents surveyed, obtained from the first page of the questionnaire, 1s

depicted below in Table 5.1. Raw numbers are given.
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Table 5.1 Demographic Information on Survey Respondents

Personal Details: Possible Responses: Number of Responses: 273
Sex Female 182
Male 91
Age 20-29 27
30-39 59
40-49 132
50-59 58
60+ 1
Years of teaching experience 0-5 16
6-10 80
11-15 128
15-20 34
20-25 19
more than 25 1
Academic background in English Major 231
Minor 36
None 0
Educational Qualifications Macquarie Uni 23
Institution Sydney Uni 78
Uni of NSW 34
Uni of New England 34
Australian Catholic Uni 5
Other NSW uni 41
Uni in other Australian state 10
Uni in England 2
Uni in USA
Other overseas institution 10
Teaching responsibilities Head Teacher: English 103
Teacher of English 138
. Other 3
Currently teaching Preliminary Yes 252
English No 24
Expect to teach 2001 HSC English | Yes 243
No 32
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The demographic data on the schools surveyed were obtained from the second page of the

Head Teacher’s questionnaire. In some cases, when a Teacher of English returned a

questionnaire that was not accompanied by the Head Teacher’s response, it was not possible

then to gather data on that school. Therefore, although there were responses to the survey

from 154 schools, demographic information on only 129 is presented below in Table 5.2.

Responses are reported as percentages.

Table 5.2 Demographic Information on Survey Respondents’ Schools

School Details: Possible Responses: Percentage of
Responses:
Educational Sector DET (Govt.) 62.5
Catholic Systemic 8.6
Catholic Independent 8.6
Other Independent 19.5
TAFE 0.8
Other
Location of School Urban 55.8
Rural 44.2
Type of School Selective Compreh
(5.6) (94.4)
Co-educational 1.6 67.5
Single sex boys 4 9.5
Single sex girls 0 17.5
Size of Secondary School 0-400 21.6
401-700 20.7
701-1000 333
1000+ 234
% of school N.E.S.B 0% 30.7
0-10% 34.6
11-20% 10.9
21-30% 3.6
304+% 18.2
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Head Teachers of English were also asked to record the number of Senior English classes in
their schools including the Courses of English proposed for study in the 2001 HSC. Table 5.3
shows the percentage of schools with at least one class in a specific English Course. A
significant number of schools does not offer classes in ESL or Fundamentals of English and
fewer than half anticipate classes in Extension 2 English for the 2001 HSC. Responses are

reported as percentages.

Table 5.3 Survey Respondents’ Schools and Percentage with at least one Senior English
class offered in a Course

ESL Standard Advanced Extension 1/2 Fundamentals
2000 Prelim 18.2 96.4 92.7 72.7 373
HSC
Anticipated 18.2 90.9 94.5 Extl6 | Ext2 | 422
2001 HSC 36 422

Summary of the research sample groups

The Survey

The respondents to the survey range across educational sectors and locations in New South
Wales. They present a typical picture of the current teaching profession with the significant
majority having approximately fifteen years’ experience and being aged in their forties. Most
have academic majors in their subject, gained from a diverse range of institutions although
Sydney University is represented twice as often as any other university. Almost all of the
respondents (91%) are currently teaching the new English Stage 6 Syllabus. Although their

schools reflect the different educational systems available in New South Wales, the
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overwhelming majority of respondents teach in comprehensive, co-educational government

schools with 10% or fewer students of Non English speaking backgrounds.

At the conclusion of the questionnaire, respondents were asked to indicate their willingness to
participate in an interview. 53% provided their details for further participation in the research
and as explained in Chapter 4, criteria were applied for the final selection of the participants.

Details about the fifteen teachers chosen for interview are provided below.

The Interviews

The fifteen teachers interviewed in the study are representatives of fifteen different schools
from a diversity of educational sectors and locations throughout New South Wales, which
have student enrolments ranging from fewer than four hundred to well over a thousand in five
cases. Some of these schools have very high multi-cultural populations whilst at least four
ha\fe very few students from a Non English speaking background. Two of the schools, in
particular, are equipped with impressive facilities and abundant resources; some of the others
are comfortably provisioned, but the majority of the schools, especially those of the
government sector in less affluent locations are lacking in property maintenance, technical

equipment, and available funds for resources.

The participants have a huge accumulation of teaching experience between them and, with the
exception of two teachers, they have all taught in a number of schools during their careers,
including some who have moved around through continued country service. One of the
e€xceptions is only in the second year of her first teaching appointment. The participants’

number of years in their current schools range from one to twenty two, with the average at
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seven years. Eight of the fifteen teachers have been in their current schools for less than five
years. Of the Head Teachers, four of the eight have been appointed to the promotion position

within the last three years.

The participants’ initial teacher education occurred in a cross section of State universities:
four studied at Sydney University, three at Newcastle, two each at Macquarie, University of
New England, and Wollongong respectively, one at University of New South Wales, and one
completed both his undergraduate and postgraduate studies in the United States. Only one
participant, the graduate from Uni of NSW, does not have an academic major in English.
Three of the fifteen participants have Masters degrees that have been completed at the same

institution as their undergraduate studies.

The age range of the participants reflects the wider teaching community where the average
age is now well into the forty to forty-nine years group. Only four were below this age group.
Although a mix of gender was sought, the selection of six males and nine females was also
determined by the criteria established for selection, as outlined in Chapter 4. There was an
intention, as far as possible, to sample a range across school sectors and locations, and to

include a mix of Head Teachers and Teachers of English.

All of the participants are involved in other responsibilities and duties beyond their regular
classroom teaching and Head Teacher administrative work. Many coordinate drama activities
and debating teams, some assist with the production of the school magazine, and some have
special positions of responsibility within their school. Most engage in some professional
activity outside the school. This includes seven who are markers of the Higher School

Certificate examinations, some of these at a senior level; four are published authors of English
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texts for students; four regularly conduct workshop presentations for other teachers and HSC
students; and two have been appointed as facilitators of the professional development

program (LIG) for the Department of Education and Training.

The range of English classes taught by the participants covers all the groups from Years 7 to
Years 12; however, most of their teaching is focused in the senior school. All are teaching the
Standard Course for the 2001 HSC, and additionally, three of the Head Teachers are taking
students for the Extension English Courses. Teachers in this study also teach in the following
subject areas: Drama, History, and Society and Culture. Only one of the teachers indicated
that he has been considering whether he would remain in the profession. With this one
exception, the other participants expressed a moderate to high degree of satisfaction with their

chosen work.

Profile of the participants in the interviews

More detailed material describing the fifteen participants in the interviews is presented in this
section. The initial demographic information on the teachers and their schools was obtained

from the questionnaire.

Table 5.4 summarises specific information about each teacher’s gender, age, position on staff,
highest educational qualification and the institution where it was gained, teaching experience,

length of service at current school, and the HSC English Courses taught.
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Names Age HT/T | Educ Qual Instit | Exp teach | Yrs at School | HSC Course
Alexa 20-25 t Bach 0-5 2 Stand
Macq
Cara 40-49 ht Bach 20-25 2 Stand
Syd
Denise 30-39 t Bach 6-10 2 Stand
Syd
Dorothy 40-49 ht Bach 11-15 12 Stand
Syd
Jonathon 30-39 t Bach 11-15 9 Stand
Syd
Joseph 40-49 t Bach 20-25 6 Stand
NSW
Katrina 40-49 ht Bach 15-20 3 Stand
UNE
Keith 40-49 ht Mast 25+ 1 Stand
Macq Ext1,2
Louise 40-49 t Bach 20-25 13 Stand
UNE
Maree 40-49 ht Bach 20-25 3 Stand
Newc
Neville 30-39 ht Bach 11-15 3 Stand
Newc
Tom 40-49 ht Mast 25+ 6 Stand
USA Extl1,2
Vera 50-59 ht M. Hn 20-25 21 Stand
Woll Adv
Ext 2
Virginia 40-49 t Bach 20-25 22 Stand
Newc
Warren 40-49 t Bach 6-10 3 Stand
Woll

Notes: For both age and experience, a standardised range is used;

* Academic qualifications: the highest degree obtained and the institution where it was

gained are indicated; all participants except Joseph had an academic major in English.

* Universities: Macq: Macquarie; Syd: Sydney; NSW: New South Wales; UNE:
University of New England; Newc: Newcastle; Woll: Wollongong; Obtained in USA:

United States of America.
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The following Table 5.5 provides an overview of the participants’ schools. It indicates the

educational sector and type, the school’s location, and its student population in terms of size

and Non English speaking background.

Table 5.5 Participants’ Schools

Name School Sector | Locn | Type Size % NESB

Alexa Austen Girls’ High DET M Girls 1000+ | 19%
Comp

Cara Camiano H.S DET M Co-ed 701- < 10%
Comp 1000

Denise Donwell Girls” High | DET M Girls 1000+ | 81%
Comp

Dorothy Darkling Central DET NM | Co-ed 0-400 | 0%
Comp

Jonathon Jupiter College IND M Boys 1000+ | 25%
Comp

Joseph St. Jerome’s CSO M Boys 701- < 10%
Comp 1000

Katrina Knightsbridge H.S DET M Co-ed 701- 5%
Comp 1000

Keith St. Kevin’s CIND | M Boys 1000+ | 25%
Comp

Louise Lighthouse H.S DET NM | Co-ed 701- <10%
Comp 1000

Maree Museville College IND M Girls 701- <5%
Comp 1000

Neville Nashberry Central DET NM | Co-ed 0-400 1%
Comp

Tom St. Theresa’s CSO M Girls 1000+ | 60%
Comp

Vera St. Veronica’s CIND |NM | Girls 1000+ | 15%
Comp

Virginia Vineyard H.S DET NM | Co-ed 1000+ | <5%
Comp

Warren Wideplains H.S DET M Co-ed 701- < 10%
Comp 1000
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Notes:

» Sector: DET: Department of Education & Training; IND: Independent; CSO: Catholic
Schools System; C IND: Catholic Independent

» Location: M: Metropolitan Sydney; N M: Non Metropolitan Sydney
= Type: Comp: Comprehensive

» Size: approximate ranges are given with the average metropolitan high school being of

701 — 1000 students.

= NESB: approximate percentages are given of the students identified as being of a Non

English speaking background.

Descriptions of the teachers and their schools

The following profiles are constructed from material obtained from discussions with the
participants, from notes made by the researcher through her observations, and from visits to
the sites. The descriptions of the participants are grouped according to their sector of
employment: Government or Non Government; their school location: Metropolitan Sydney or

Non Metropolitan; and their position on staff: either as Head Teacher or Teacher of English.
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Participants from Government Schools

Head Teachers, Metropolitan Sydney
CARA, HEAD TEACHER, CAMIANO HIGH SCHOOL

CAMIANO HiGH

Camiano High is located in the Metropolitan South - West district of Sydney, and is a co-
educational comprehensive high school. Cara describes her students as fairly middle class

and says that about ten percent come from Non English speaking backgrounds.
CARA

As a relatively newly appointed Head Teacher, Cara is relishing the opportunity of having
achieved her career goal, and is very happy in her leadership position. She believes she works
hard and is committed to exploring new teaching approaches. She is a keen contributor to
commercially available study guides for students and teachers, as well as an author of articles
for the English Teachers’ Association Newsletter, and says she particularly enjoys
communicating her ideas through publication. Cara has a strong interest in the study of film
and the integration of technology into the English curriculum; she sees these as her areas of

particular expertise that she is keen to share.
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KATRINA, HEAD TEACHER, KNIGHTSBRIDGE HIGH SCHOOL

KNIGHTSBRIDGE HIGH SCHOOL

There are a number of schools, non government as well as a government selective school,
surrounding Knightsbridge High. It is a comprehensive co-educational school situated in the
Metropolitan North — West district of Sydney, an area of increasing affluence and significant
parental expectations. Katrina believes the school is affected by the local competition in terms
of its enrolments and because of the pressure that is placed on it by the community. She thinks
there is a strong focus on results and student performance in the HSC while at the same time,

many high ability students are drawn to other schools.

KATRINA

Katrina is an experienced Head Teacher of English in a previous school and has recently been
Acting Deputy at Knightsbridge High. She is actively involved in her local district as a
facilitator of professional development courses for the Department of Education and Training.
Katrina says she is believes strongly in the power and intrinsic value of literature, and she
likes to convey this to her students. She describes herself as a very organised person, who is
particular about ensuring the provision of notes to the senior classes that she teaches. She
draws on her background in Drama when teaching English. As a Head Teacher, she says she
enjoys her relationships with her English colleagues and appreciates working with them as

part of a supportive team.
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Head Teachers, Non Metropolitan Sydney
DOROTHY, HEAD TEACHER, DARKLING CENTRAL SCHOOL

DARKLING CENTRAL SCHOOL

Darkling Central School is nestled in the Southern Highlands of New South Wales. It is a
small place that draws fewer than four hundred students for K to 12 classes from across a
wide geographical area. A significant number of students leave at the end of Year 10 to
continue their senior studies at larger high schools or to join the non government system. It is
situated in a very stable community, many of the students have parents who have themselves
attended the school. In Dorothy’s view, there are not particularly high aspirations evident in

the school culture.
DOROTHY

D(;rothy is committed to teaching in country high schools and finds the relaxed lifestyle of a
smaller community very appealing. She describes herself as a vociferous reader and as well,
says she loves to talk about all sorts of issues. One of her passions is writing letters, especially
if it gives her an opportunity to challenge some political interest. As a consequence of
working in such a small school, and as only one of two full time English teachers, she has
been Acting Head Teacher for quite a while. She believes she is at ease in her approach to her
students and knows most of their families well. One of her current interests is in boys’ literacy

in their middle years of schooling.
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NEVILLE, HEAD TEACHER, NASHBERRY CENTRAL SCHOOL

NASHBERRY CENTRAL SCHOOL

This K- 12 government school is situated in a country town some distance from a larger
regional centre in the Northern Tablelands. It is fairly isolated and has a very small student
population. Neville explained that there is considerable pressure currently being exerted on

the staff by the principal and the parent body for the students’ HSC results to improve.

NEVILLE

A teacher in rural districts for his entire career, Neville is confident about his abilities and he
believes he makes a strong contribution to his school. He is happy to share his philosophies
and he enjoys discussing educational matters. He has been a marker of the HSC for many
years, has contributed occasionally to the teacher education program at a local regional
university, and is currently mentoring a beginning teacher on his staff. Neville places great
significance in his perception of literature as works of art and says he likes to teach familiar
texts from a literary critical perspective. He said some of his students call him “Senza” — the

wise one.
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Teachers of English, Metropolitan Sydney
ALEXA, ENGLISH TEACHER, AUSTEN GIRLS' HIGH

AUSTEN GIRLS’ HIGH

Austen Girls is a very popular large DET school with a waiting list. Its enrolments are
increasing in a district where local co-educational government schools are suffering from a
decline in student numbers and a significant restructuring of existing schools is occurring. Its
popularity is heightened through successful examination results and a high profile gained
from a variety of activities within the local area. It is situated in one of the well-regarded
educational districts and more favoured residential locations in Metropolitan North — East

Sydney.
ALEXA

In'her first appointment as a target graduate, Alexa is clearly passionate about her profession.
She is deeply committed to her school, teaching subjects, and students. As a drama teacher
she is actively involved in many extra curricular activities, and says she thoroughly enjoys the
long hours required to produce a school play. Alexa is particularly interested in developing
strategies to engage the diversity of learning needs and styles in her classes. In her first year

of HSC teaching, she has been accepted as a marker for the external examination.
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DENISE, ENGLISH TEACHER, DONWELL GIRLS’ HIGH

DONWELL GIRLS’ HIGH

This large government school has a strong multi-cultural population, with over eighty percent
of its students from a Non English speaking background. It is situated in a bustling
commercial centre in the Metropolitan South — West district, and shares some common space
with the adjacent boys’ school. Many of the students do not proceed to tertiary study and a

significant number complete a vocationally oriented course in the senior years.

DENISE

Denise is committed to assisting those students who experience difficulties with English and
she has a very positive attitude to her work. She says she enjoys teaching, is aware of her
strengths and weaknesses as a teacher, and finds she frequently looks for new things to do in
her-classrooms. She likes working with her colleagues and particularly appreciates the time
she spends as an HSC marker for the opportunities it provides for her to engage with other
English teachers. Although her views appear to be quite realistic about the challenges of
teaching, she also commented on how much she valued her relationships with her students

which she saw as the most important feature of her work.
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WARREN, ENGLISH TEACHER, WIDEPLAINS HIGH SCHOOL

WIDEPLAINS HIGH SCHOOL

The physical setting of Wideplains High is not particularly attractive, empty grounds surround
it, there are few trees, and the buildings are grey and fortress like. It was established in 1988
to meet the growing population demands of the outskirts of the Metropolitan South — West
district. The school enrolment - already over 900 students - is expected to increase by a third
within the next three years. Students at this coeducational government school frequently miss
lessons when absent teachers can not be replaced by casual teachers. There are significant
factors of disadvantage in the local region: public housing estates of growing poverty, high

unemployment rates, and limited social and community services.

WARREN

Fora time during his teaching career, Warren taught a variety of subjects. He left the teaching
profession for about ten years to pursue work in industry — one that was a very strong contrast
to the field of education — and he said he had been motivated by financial gain. When he was
retrenched, he returned to teaching and has been on the English staff at Wideplains High for
three years. Because of his.own experiences, Warren has a very pragmatic view about the
future economic opportunities for his students, and believes many will have periods of
unemployment ahead of them. He sees it as his responsibility to assist them to develop some
skills that may help them to deal with this. Because of his own employment history, he
professes an ability to cope with change and sees himself as an adaptable person. He has firm
negative views about the bureaucracy for which he works and feels the teaching profession is

not given the regard and financial remuneration that it deserves.



150

Teachers of English, Non Metropolitan Sydney
LOUISE, ENGLISH TEACHER, LIGHTHOUSE HIGH SCHOOL

LIGHTHOUSE HIGH SCHOOL

The Manning Valley district which surrounds Lighthouse High is a popular tourist destination,
on the coast, north of Sydney. The area is known for its timber, dairying, and fishing. This
school is one of a number of government high schools in the city, and until recently was
classified for funding as part of the Disadvantaged School Program. There is a high attrition
rate amongst the senior students who leave school early because they are able to find

employment in the local area.
LoUISE

Louise is a well-established teacher and resident in her local area. She says she enjoys good
rela.tions with her colleagues and with other teachers at nearby schools and participates
actively in community events. History is her preferred teaching subject but Louise also likes
to work with both English and Drama classes. She has presented a workshop to other teachers
on an aspect of the new syllabus, and has also spent considerable personal time and expense
to attend in-service courses in Sydney. Louise speaks with enthusiasm about teaching and the

satisfaction she gains from working with her students.
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VIRGINIA, ENGLISH TEACHER, VINEYARD HIGH SCHOOL

VINEYARD HIGH SCHOOL

Vineyard High is situated in a prosperous city in the rolling hills of the Central West amidst
fertile farming land of New South Wales. Fruit, crops, and livestock are characteristic produce
of the area, and it attracts many visitors. This centrally located school is well supported by its
local community, surrounded by a number of other high schools - both government and non

government - and has quite a stable student population.

VIRGINIA

Virginia perceives herself as a veteran of the school, and is very comfortable in her position
within both the English and History departments. She says she thoroughly enjoys working
with her colleagues and is an active member of the local branch of the English Teachers’
Association. Her approach to her students is relaxed and she feels that having fun is an
important element of learning. She believes she has a penchant for doing “weird” things and
thinks she is a “people person.” She says she always knows a lot about her school community.
Virginia is very happy in the classroom but also takes on a lot of extra curricular activities,

and is the debating coordinator.
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Participants from Non Government Schools

Head Teachers, Metropolitan Sydney
KEITH, HEAD TEACHER, ST. KEVIN'S SCHOOL

ST. KEVIN’S SCHOOL

A large, independent Catholic school for boys, St.Kevin’s, has growing enrolments and is
now presenting its second HSC cohort. The school has been recently refurbished and
extended. It is situated near a number of government schools in Metropolitan Western Sydney.
Keith said there is a strong commitment in the school to the pastoral care and welfare of the

boys and to particularly addressing those who have specific learning needs.
KEITH

Altﬁough he is the most experienced teacher in the study, Keith is a recent appointment to the
non government education system. After more than twenty-five years working in state schools,
mostly in the metropolitan west, Keith has moved to the Catholic Independent system because
he feels he needs a change. He is committed to improving the literacy abilities of boys, to
getting them enthused about reading, and to boys’ education in general. This motivation
guides his desire to continue as a Head of English rather than to apply for other promotional
positions. Keith describes himself as well read, and has pursued further academic studies in
English literature. He has published study guides on literary texts and is also a keen musician

who plays regularly in a band.
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MAREE, HEAD TEACHER, MUSEVILLE GIRLS’ COLLEGE

MUSEVILLE GIRLS’ COLLEGE

The sprawling grounds, well-equipped facilities, and the established academic reputation of
Museville College means that it is a favoured choice for the daughters of reasonably affluent
parents. It is located in a garden suburb in the successful, comfortable area north of Sydney
Harbour. This K to 12 independent girls’ college has a strong academic focus and also
encourages its students in their cultural and sporting achievements. Many opportunities are

provided for the girls to pursue their interests in a number of fields.

MAREE

Maree is an established member of the English teaching profession, who makes a contribution
through her involvement in a variety of professional activities. She is a published author,
experienced workshop presenter, and enjoys a very strong professional network. Maree is a
passionate advocate for her subject and takes on many responsibilities and commitments to
promote it. When she became Head Teacher of English she says she found the English staff
divided and lacking leadership, but this was a challenge she embraced enthusiastically. Maree
is full of praise for her teachers whom she describes as hard working, collaborative, and

resourceful.
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Tom, HEAD TEACHER, ST. THERESA’S SCHOOL

ST. THERESA’S SCHOOL

St. Theresa’s is situated in a heavily populated suburban area in the Metropolitan West district
of Sydney. It is already a large Catholic Systemic school for girls and its enrolments are
continuing to expand. It has a significant multi-cultural identity with more than sixty percent

of its students from Non English speaking backgrounds.

Tom

Tom’s passion is his work in the classroom and he says he is determined not to pursue further
promotion so that he can continue to teach English. He is actively involved in many ventures
related to his subject: publishing, lecturing, and consultancy. He frequently assists teachers in
rural areas and is committed to pursuing a system of education based on social justice. Tom is
confident in his views about his teaching and his subject, and he says he often expresses these
even when they are not popular opinions. He has a breadth of experience, and has taught

overseas and in the NSW Technical and Further Education (TAFE) system.

Teachers of English, Metropolitan Sydney

JONATHON, ENGLISH TEACHER, JUPITER COLLEGE

JUPITER COLLEGE

The grounds and facilities of Jupiter College are impressive. The school has a long and

established tradition of both day students and boarders, and enjoys an enviable reputation of
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success in many fields. It is in the heart of Sydney’s inner West and many of the students
travel quite a distance to attend this large prestigious college. Recently the school had
suffered adverse publicity and excessive media attention after a disturbing incident became
public. This has had a significant impact on the morale of the students and staff, and there is a
conscious attempt by all of the school community to rebuild their image and to support the

members of the college.

JONATHON

Jonathon is very involved in the cultural life of his school; he directs a number of the musical
and drama productions, and is a curator for the art gallery. He believes very strongly in the
value of artistic and aesthetic principles and tries to convey these in his teaching of English.
He is sensitive to the needs of his students, very positive about his colleagues, and committed
to the school. Jonathon says he wants to share his own pleasure of literature and art with his
students and it is his hope that this will assist their lives in the future. He also identifies

himself as a very keen subscriber to the theatre.

Head Teacher, Non Metropolitan Sydney

VERA, HEAD TEACHER, ST. VERONICA'S COLLEGE

ST. VERONICA’S COLLEGE

This large and independent Catholic girls’ college is distinguished by its use of a former

convent as part of the main school administration area and the various religious icons in

prominent display. It is well maintained and has a welcoming air. It is situated on the South
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Coast in an industrial centre, the third largest city in NSW. The student population is about
fifteen per cent from Non English speaking backgrounds, and Vera believes one of the
school’s strengths is its pastoral care and that this assists girls to achieve greater success in

their studies than they might do otherwise.

VERA

Vera’s enthusiastic and intellectual engagement with the new syllabus is very evident. She has
recently completed a Masters Honours thesis in Cultural Studies and feels well equipped for
the changes. She describes herself as someone who came into teaching later as a mature aged
student, having previously been a librarian. Vera is a passionate feminist, declaring this
ideology to be her “religion”, and also thinks she could be considered a sociologist. Her
interests are eclectic but a particular area of her expertise she identifies is filmmaking and film
study. Vera describes herself humorously as “disorganised” and even proffered her
astrological star sign as a way of presenting an image of herself. She appears as quite a
reflective person, very aware of her own development as a teacher during the many years she
has been at St. Veronica’s. She says her workplace is a very supportive environment and she

feels happy teaching there.
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Teacher of English, Non Metropolitan Sydney
JOSEPH, ENGLISH TEACHER, ST. JEROME’S SCHOOL

ST. JEROME’S SCHOOL

St. Jerome’s caters for boys in a coastal area, north of Sydney. It is a medium sized school in
the Catholic Schools’ System and draws from the population around the coastal region.
Whilst there is increasing commercial development in the area, there is also some local

unemployment, particularly for young people.
JOSEPH

After a number of years as a Head of English, Joseph decided to relocate out of Sydney and to
not apply for a promotion position. He is now teaching English at a boys” school — after most
of his previous experience in girls’ education. Joseph worries that he is becoming tired and
frus.trated with his work, that he is thinking about what else he could teach or even pursue out
of school, mainly because of the imposition of changes in English. He has a long-standing
involvement with the Catholic Schools’ System through his extra curricular work, and he is
an experienced senior marker of the HSC examination. Joseph says he cares about his
students and is critical of the pressure he thinks is placed on them because of the external
examinations. It is his view that the educational needs of boys are not given enough

consideration in English curriculum development and text prescriptions.
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Summary

This chapter has presented detailed demographic information and description of the sample
groups in the research in order to provide a contextual frame for the following chapters.
Chapter 6 reports the findings about teachers’ discourses in relation to their subject English,
the new syllabus and their views about its implementation. Chapter 7 reports the findings
about teachers’ practices in a time of curriculum change and the nature of their decision
making and actions when implementing the new syllabus. Chapters 8 and 9 draw together the
investigation and complete this analysis of the teachers’ voices and practices during major

curriculum change in the subject of English.

