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Abstract

The literature addressing the professional development of teachers is abundant,
presenting many different components of what constitutes “successful’
professional development. An investigation of the literature suggests that the
overwhelming tendency has been to provide professional development
opportunities for teachers’ external to their classroom and school setting, and

frequently neglecting to consider the individual teacher’s professional needs.

The purpose of this inquiry was to investigate how the various components of
“successful” professional development could be used to support the professional
development of teachers as they focused on their teaching of writing within their
own classrooms. Specifically, it sought to explore: “Action Research as a
Professional Development Model for the teaching of writing in Early Stage
One/Stage One classrooms”. The way writing has been taught within the inquiry
school over the past ten years was investigated, as was the previous professional
development experiences of each of the six participant teachers. The principles
of the action research process (Kemmins and McTaggart, 1988:11) were used to
frame the professional development opportunities provided for each participant
teacher in their classroom. The nature of the relationship between each teacher’s
professional development experiences and their professional growth were
explored. Throughout this process the teachers engaged with the researcher
through semi-structured interviews and reflective journal entries. The researcher

compiled field notes from classroom visits to support such data.

In response to Patton’s (1982, 1990) call for “methodological appropriateness”
several research methodologies have been drawn upon in the design of this
inquiry. Ethnographic principles (Merriam, 1998; Bogdan and Biklen, 1992; Van
Manen, 1990) were used when investigating the current practices of the school
with regard to the teaching of writing. A case study research design (Sturman,
1999; Burns, 1998; Stake, 1995; Guba and Lincoln, 1981) was employed for
each of the six participant teacher case studies, which allowed for contextually
embedded analysis employing multiple methods. One such method was

Narrative Inquiry which involved transforming the collected data into “field texts”



which then allowed the individual teacher narratives to be told (Connelly and
Clandinin, 1998, 1990). The constant data analysis not only informed the
research focus but also continued to guide the ongoing professional development

experiences.

The grounded theory that emerged from the inquiry identified key components of
a successful in-school professional development experience. These components
are mutually inclusive. The importance of the school professional culture was
found to be critical, along with the components of time, relationships, the location
for professional development, external influences and the need for an in-school
facilitator. The grounded theory also highlighted the importance of focusing firstly
on practice before pedagogy. In the beginning the teachers needed outside
support as they focused on their practice: the ‘what’ of teaching writing. Once
participants felt more in control of their immediate situation they then presented
the need to focus on pedagogy: the ‘how’ of teaching writing. The teachers all
responded to having someone work with them in their classrooms on their
individual professional needs through purposeful interactions. The relationships
between those involved in the experience moved from mentoring to coaching.
Whilst each of the participant teachers worked with the researcher at an
individual mentoring level within their classroom, eventually a “community of
learners” emerged amongst the teachers within their grade groupings as they
expanded their employment of personal tools and network for professional

coaching, dialogue and support.
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Chapter One
Founding the Journey: From assumptions to reality

Purpose of the Inquiry

Action Research as a Professional Development Model
for the teaching of writing in Early Stage One and Stage One Classrooms

Schools can be described as ‘...a landscape of interacting stories’
(Connelly and Clandinin, 1999:100). What follows is an introduction to the
professional development journey of six participant teachers and myself
over the course of the 2001 school year. This thesis aims to capture our
activities, our experiences, our processes and our people partnerships as
we worked towards our common goal of establishing ‘balanced writing
pedagogy’ in the beginning years of school (Kindergarten, Year One and

Year Two).

Questions that Frame the Inquiry

The following research questions will guide the inquiry:

e How has writing been taught within Early Stage One and Stage One
classrooms over the past ten years at the inquiry school?

e What structures, activities, processes and people partnerships can
be identified within Early Stage One / Stage One teachers’
professional development experiences?

e What is the nature of the relationship between these professional
development experiences and the professional growth of teachers
in the teaching of writing?
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Establishing the Inquiry Genre

Stories have the power to direct and change our lives.
(Nel Noddings, 1991:157)

| have discovered that my personal writing style is of vital importance to
this thesis. After all, to ‘...enter a professional knowledge landscape is to
enter a place of story’ (Connelly and Clandinin, 1999:2). This thesis
belongs to the six participant teachers and to me — it is our story, told with
my words. | chose the topic, constructed the research framework, listened
to the teachers and allowed the research to respond to their needs, and
put myself in the position to select the form to best tell our stories of how
we traveled through 2001 together. Our journey together consisted of
community, trust, respect, mentoring, cognitive coaching and reflection.
The personal voice I've used to construct this thesis, incorporating
elements of ‘story’, has allowed me to best describe how these elements

came into play over the course of the 2001 school year.

Jalongo, Isenberg and Gerbracht (1995) state that stories help us make
sense of our lives because they both reflect, and are constitutive of
experience. Itis for this reason that | have selected to write this thesis in
such a way that incorporates the ‘story’ of our journeys. A story is not
unlike a mirror as we can use it as a way of looking into experiences of the

past, present and future.

Significance of the Inquiry

Literacy is an area that often evokes emotional responses from people
who have a view about what teachers should be doing in their classroom.
The New South Wales government has committed $245 million to
‘...provide all students with the essential and basic skills they need to

advance in the ever-changing world’ (Department of Education and
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Training, 2000:3). Forms of media, such as newspapers and television,
often carry stories about the state of current education, often finding fault
with what is happening in contemporary classrooms. ‘Change’ as well as
‘back to basics’ is often called for, particularly with regard to the way

literacy is taught in classrooms.

The way that literacy practices have been taught in classrooms has gone
through some significant shifts over the past decades. Murray (1988:1)
writes, ‘...it is important to look back at the events and ideas which may
help to explain the present and foreshadow the future’. Over the past forty
years teachers have had to deal with ‘...the difficulty of turning theory into
practice or the greater one of accommodating a stream of changing
practices for which they were not always prepared’ (Murray, 1988:1).
Writing instruction over the past four decades, within an Australian context,
has gone through some distinct phases (Turbill, 2002; Hoffman, 1998;
Murray, 1988). Turbill (2002) has drawn upon both the literature and her

personal experiences to identify these in terms of ‘ages’.

1960s Age of writing as production or encoding
1970s Age of writing as creativity

1980s Age of writing as a process

1990s Age of writing for social purpose

Teachers in our schools are coming with personal experience from a
variety of these ‘ages’. It is important to recognise the personal and
professional experiences teachers have encountered when considering
professional development (Whitehead, 1998; Stoll and Fink, 1996; Fullan,
1992; Elliott, 1991). What teachers bring to their classrooms is their
response to this shift in paradigm. As this inquiry sets out to develop a
balanced writing pedagogy it is important to investigate these paradigm

shifts in the teaching of writing, ascertain where the teachers are in their
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understanding and, with deeper analysis in conjunction with the literature,

define the notion of what constitutes a ‘balanced writing pedagogy’.

Since 1998 the teaching of writing in New South Wales Schools has been
framed by the English K-6 syllabus document. This current writing
syllabus document in New South Wales primary schools is based upon a
functional mode of language and the teaching of ‘text types’ (Department
of Education and Training, 2000; Board of Studies, 1998). It is this form of
teaching that is evident in many current classrooms. It is my experience
that this type of teaching, in many classrooms, has become formulaic.
Rather than allowing children time to experiment with the genre and allow
for personal creative touches, children are being presented with a rigid
formula to construct a particular text type and their writing is being
assessed according to this (Hoffman, 1998). The Department of Education
and Training released a document entitled ‘Focus on literacy: Writing’
(2000:18) which acknowledges this type of teaching and warns ‘over-
emphasis on text types as the object of study should be avoided...’.
Whilst such interpretation was not the intention of the syllabus document
(1998:66) the interpretation given to it by many teachers has led to this
teaching approach. My experience within the inquiry school leads me to
the conclusion that few teachers are aware of writing as a ‘process’ (NZ
Ministry of Education, 1995; Turbill, 1983, 1982; Murray, 1982; Walshe,
1982, 1981). As such, they are unsure about how to best support this
within their teaching of writing, thus demonstrating a need for ‘balanced
writing pedagogy’ (Harris, McKenzie, Fitzsimmons, Turbill, 2003;
Department of Education and Training, 2000).

Teachers have been identified as being central to the quality of children’s
learning (Darling-Hammond, 2000). However, teachers have ‘...been

effectively silenced when it comes to building theories of better literacy

19



practice. Teachers are rarely partners in literacy pedagogy research; and
even studies of high performing and reforming schools rarely position
teachers as co-producers of knowledge’ (Kamler and Comber, 2003:327).
The provision of a ‘meaning-centred’ curriculum working with the cultural
resources children have in connection with a balance between explicit
teaching and independent practice have all been identified as integral
components of literacy practice (Kamler and Comber, 2003; Gregory and
Williams, 2000; McNaughton, 1995; Dyson, 1993). This inquiry aims to
draw upon what these participant teachers do in their classrooms, and the

changes they make, in the search for ‘balanced writing pedagogy’.

The call for a ‘balanced writing pedagoagy’

Connelly and Clandinin (1988:113) state, ‘the field of curriculum is — to put
it bluntly — a maze’. Literacy education is testament to this. There is much
literature available in which experts indicate their ‘beliefs’ about how
children learn literacy practices. Significant paradigm shifts have occurred
regarding what constitutes sound literacy practice. In recent times it
appears few can actually agree on the fundamentals, that is what is basic
to literacy education. Teachers are called upon to find a path through this
maze to provide a ‘balanced’ approach to classroom instruction. | believe
that for ‘balanced writing pedagogy’ to occur teachers need to understand
firstly what the writing process is and secondly how to best teach this
within classrooms, to best suit the needs of their particular groups of
children.

Graves (1994:2) directed a challenge to teachers of writing:

Writing is the basic stuff of education. It has been sorely neglected in our
schools. We have substituted the passive reception of information for the active
expression of facts, ideas and feelings. We now need the right balance between

sending and receiving. We need to let them write.

These words call for attention to writing and the way it is taught within

schools. He is also calling for ‘balance’ in teaching instruction.
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The notion of writing as a process is crucial to the adoption of ‘balanced
writing pedagogy’. The Writing Process model developed by The Ministry
of Education (New Zealand, 1995: 23) is presented in figure 1.1. The
writing process requires the writer of the text to rehearse, draft and revise

a text to make the meaning clearer for the reader.

proof-reading

Figure 1.1 - The Writing Process
(The NZ Ministry of Education, 1995:23)

This representation of the writing process supports Murray’s (1982) and
Walshe’s (1981) notion of the process being ‘recursive’; ‘...that is, the
writer's movement from one stage to another is affected by what has gone
before and what is anticipated’ (NZ Ministry of Education, 1995:23). The
stages within the writing process cannot happen without their
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interrelationship with the other stages. Writers may move backwards and
forwards throughout the stages as they construct a piece of writing
(Walshe, 1981).

The terms modelled, guided and independent are used frequently in
current thinking about literacy instruction in the classroom (Harris,
McKenzie, Fitzsimmons and Turbill, 2003; Department of Education and
Training, 2000; Crevola and Hill, 1998; Painter, 1991; Mooney, 1990;
Macken, Martin, Kress, Kalantzsis, Rothery and Cope, 1989). Teachers
are being called upon to provide explicit teaching, but also allow for
opportunities for individual exploration of the writing process. These three
strategies are acknowledged as being ‘recursive’ thus fitting in with the
notion of writing as a process (Murray, 1982; Walshe, 1982, 1981).
Modelled, guided and independent practices are recursive in the way
‘...teachers constantly return to them and apply them in new ways’
(Department of Education and Training, 2000:28). Figure 1.2

demonstrates this recursive nature further.

How

explicit teaching

/\/’—\

modelled guided independent

'\—_’//

Figure 1.2 — The recursive nature of modelled, guided and independent strategies
(Department of Education and Training, 2000:28)
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The employment of modelled, guided and independent strategies equips

students to:
» Produce effective texts for a variety of purposes on a range of topics for different
audiences
» Structure texts according to their purpose and select appropriate grammatical
patterns and vocabulary
» Present written texts in an accessible and readable way, demonstrating skills in
spelling, grammatical accuracy, punctuation, layout, handwriting and word
processing
» Use such strategies as drafting, revising, conferencing, editing, and proofreading
appropriately.
(Department of Education and Training, 2000:32)

The notion of a ‘literacy block’ or ‘language block’ containing
organisational ‘episodes’ as a way to organise literacy instruction time in
the classroom has became increasingly common (lvey, 2002; Crevola and
Hill, 1998; Cambourne and Turbill, 1994). Crevola and Hill (1998: 14)
state that ‘effective teaching is structured, and focused on the learning
needs of each student in the class...” and a literacy block provides for this
regardless of a teacher’s ‘...previous level of training and expertise... .
Educators are being called upon to provide for their students a ‘balanced
writing block’. Such ‘balance’ comes about through the incorporation of
modelled, guided and independent episodes within each of the language

modes.

When teaching writing within the classroom, it is vital that the ‘recursive
stages’ (Graves, 1994; Turbill, 1983, 1982; Murray, 1982; Walshe, 1981)
within the writing process are adopted. Teachers need to think about what
is involved within the writing process — thinking ‘rehearsal’, drafting,
revising and publishing. As a result of observing children moving through

this process, a list of ‘classroom conditions likely to develop confident
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writers’ can be established (Hogan, 1986:46). These conditions include

the following principles:

Writing is a process

Students need to write often

Talking-listening-reading are part of writing lessons
Writing topics must be meaningful to the writer

Students need response to their writing as they do it

They should have ‘control’ over their writing

They should have opportunities to write in all subject areas
Literature is an important stimulus for writing

Individualised instruction assists children in overcoming any difficulties.

The proofreading process needs to be added to this list (Turbill, 2002;

Kervin, 2002, 1999). Proofreading is a central ‘condition’ needed to

develop confident writers when addressing the notion of recursive stages

(Murray, 1982; Walshe, 1981) in the process of writing.

As far back as the late 1980s, the New South Wales Department of

Education (1987: 5) claimed ‘students develop most effectively as writers

when they learn to write in an active and positive learning environment’.

This document stated that the students’ development as writers is

enhanced when they:

Value writing as a means of communication and personal expression
Play an active and significant role in their own learning processes
Write often, with purpose, in all subjects

Respond selectively to models of effective writing, including models
collected or written by students themselves

Experiment with their writing

Perceive themselves as successful writers

Recognise that they have a responsibility to themselves to learn and
write well

Have teachers who guide, teach and encourage them, and respond
sensitively to their individual needs as learners

Help others by reflecting on, discussing, listening to, responding to and

enjoying their writing.
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More recently there has been considerable emphasis placed on the social
purposes for writing. It is important that children write real texts for real
purposes. Two key social purposes can be identified for students’ writing
— community purposes and academic purposes (Department of Education
and Training, 2000:12-13). Community purposes provide students with
opportunities ‘...to write for a range of audiences such as self, peers,
parents, community members or local government’ (Department of
Education and Training, 2000:13). Writing for academic purposes will
assist students to write in different text types for different curriculum areas.
Such writing is intended to build upon students ‘critical understanding’ with

their language choices.

Given the previous documents and literature surrounding writing theory
and the teaching of writing, my inquiry began with the purpose of
establishing ‘balanced writing pedagogy’ in the Early Stage One and Stage
One classrooms within the inquiry school. This description of a ‘balanced
writing pedagogy’ formulated my understanding. | wanted to share this
with each of the participant teachers and with them establish a supporting
pedagogy within their classrooms that would sustain their students as they

engaged with writing as a ‘process’.

Connecting with My Story

... The more we understand ourselves and can articulate reasons why we are
what we are, do what we do, and are headed where we have chosen, the more

meaningful our curriculum will be ... (Connelly and Clandinin, 1988:11)

From my experience teachers regularly engage in oral storytelling as they
retell their experiences. Connelly and Clandinin (1988:39) emphasise the
importance of ‘biography’, in its written form, as a tool for reflection. They
state, ‘because most of us have not tried any biographic retelling of our
lives, we feel it is a most helpful starting point to explore our personal

practical knowledge’. Personal practical knowledge refers to that
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‘knowledge which is experiential, embodied and based on the narrative of
experience’ (Connelly and Clandinin, 1988: 363). With this definition in
mind, it is impossible to tell the stories of others without first reflecting on
my own story. | am unable to remove myself from this inquiry as it builds
upon my own story. It was my passion for literacy, particularly writing, that
started and drove this inquiry. The form that this inquiry takes relies on my
interpretations as a member of the culture in which the participant teachers
are located and more specifically on my interpretations of and
understandings in the teaching of writing. It is therefore important that my

own ‘story’ is recounted as it pertains to the inquiry.

Personal Background

Significant moments and people have flavoured my journey. Such
moments and people have had the ability to ‘teach’ me, motivate me and

to push me on my journey of learning.

| was born in the 1970s, the eldest of four girls. My mother and
grandmother frequently tell me | could read before | went to school. |
always remember being an avid reader and | seemed to be always writing
a letter to someone. My grandmother has kept the letters | wrote to her
when we moved away from the country — her favourite is one | labeled ‘ruff

cope’ (rough copy).

My own school experiences are a jumble of the ‘ages’ outlined by Turbill
(2002). | was born in country New South Wales and it was there that | had
my first years at school. It was only a small school and there were
frequent times when we would come together as a school to listen to
stories, recite poetry and sing songs. It was in these early years that my
love of language began — the sounds, the rhythm, learning interesting new
words, the magic of stories and my personal quest to discover more. |

finished my primary schooling at a much larger school when my family
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moved to the south coast of New South Wales. This school was two-
stream; the sheer size of it was overwhelming for me at the beginning. My
memories at this time are of classes working independently with their
teacher. My memories of language are disjointed. | remember some
teachers reading aloud to the class. | remember our writing always being
corrected with red pen. | don’t remember how often we wrote or what we
wrote about. | do remember copying large chunks of text from the
blackboard. | remember also being frustrated at the beginning of each
year as | learnt the expectations of my new teacher with regard to writing.
| remember focusing on the practicalities such as how neat my writing had
to be for that teacher, how long my stories had to be for that teacher, what
topics | could and couldn’t write about in that classroom — their classroom

rules for writing!

It is important to acknowledge one’s school experiences. As Connelly and
Clandinin (1988:27) state education ‘... is a narrative of experience that
grows and strengthens a person’s capabilities to cope with life’. Everyone
has an experience of ‘school’ which cannot be changed. It is therefore
important to acknowledge these experiences as they do impact upon the

rest of one’s ‘story’.

English at high school was always something | enjoyed. My marks
consistently placed me in the top rankings in the class and | enjoyed the
challenge of interpreting more challenging written texts. When | think back
to the teachers that inspired me most, they were always the ones that

taught me English.
I've always been interested in how children learn literacy behaviours. As

an undergraduate university student, | always enjoyed the ‘language and
literacy’ subjects and there | found a real niche for myself. | graduated
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with a Bachelor of Teaching from the University of Wollongong at the end
of 1997.

My Honours inquiry (Kervin, 1999) supported my professional growth by
highlighting the importance of proofreading in the writing process. At the
end of this inquiry | felt that | had the teaching of reading and spelling
under control but needed to explore further the teaching of writing.

Setting the Scene: My story within the Inquiry School

Locus of the Inquiry

The inquiry school is connected to the Wollongong Diocese Catholic
Education Office. The school is located in the south-west area of Sydney
in a low socio-economic area. The school has a significant turnover of
staff from year to year with the average age of teachers in 2001 being
thirty years of age compared to an average within New South Wales of
approximately fifty years of age in the same state geographical location.
The school over the past ten years has attracted a number of beginning
teachers. The turnover of staff occurs due to staff being appointed to
positions closer to their homes and promotional opportunities.

Collins (1991:21) writes that she is ‘...optimistic about professional
development within Catholic systems’. This is attributed to the availability
of resources, their ‘tradition of self-help’ and the following of doctrine from
Vatican Il, which calls school leaders to ‘...create a supportive
environment for teachers’. These qualities described by Collins were
evident in the inquiry school and the Principal readily supported new
initiatives to strengthen the learning and teaching opportunities provided

within the school (I — 7.2.01). As such, professional development and
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continued study were encouraged and supported by the leadership of the

school.

Professional Background

The inquiry school employed me in 1998 as a recent graduate; | also
embarked on studying for my ‘fourth year’ (Bachelor of Education) at a part
time level at the University of Wollongong. | taught a Year One class that
year. The majority of 1998 was a matter of survival for me: coping with the
pressures of being a beginning teacher, familiarising myself with day-to-
day routines in a school life, getting to know twenty-six children, dealing
with the pressures of parents, programming for seven Key Learning Areas
and fitting into a new working environment. It was a year of self-discovery
and self-adjustment. Still, the year heightened my awareness of, and
allowed me to begin to investigate, the challenges associated with

teaching literacy in the classroom.

1999 saw me take my Year One students up to Year Two. This year | also
began my Honours project with the University of Wollongong as part of my
Bachelor of Education degree. This inquiry was concerned with spelling
and the use of proofreading as a strategy for spelling development.
(Kervin, 2002, 1999)

Beginning in 1999, | took on the role of support teacher for the students
and staff at this school in the area of literacy, a role referred to within the
school as ‘Literacy Support’. Eight hours per week in the school timetable
were allocated for me to support students who were having difficulty in
areas of literacy. The way that ‘Literacy Support’ had traditionally
operated in the school was that the ‘Literacy Support’ teacher withdrew
students from their classrooms for an intensive small group or individual
literacy program. | continued in this format throughout this year. However,

when | analysed the results from such intervention, it became evident that
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these targeted students did not demonstrate any significant improvements
from this. When | continued this role in 2000, | negotiated with the
principal to change this support structure to one where | worked with the
individual teachers on their classroom practice. This then enabled me
eight hours per week to work in classrooms (Kindergarten to Year Six) with
teachers on their literacy practice. This structure enabled me to establish
relationships of trust with the teaching staff at the inquiry school, before,
during and after the collection of data for this inquiry. Loughran (1997:59)
identifies trust as a central feature of teacher education. He states trust
between the two parties ‘...regardless of the participants’ previous learning
experiences ... might genuinely be able to approach learning as a

collaborative venture’.

My Honours project (Kervin, 1999) was concerned with spelling. This was
an issue that | had heard debated many times in the staff room. It was an
issue that | had frequently discussed with the principal, staff, and parents
of students | had taught. It seemed to be an area of obvious and
considerable need. When | approached the school principal about doing
some research focused on spelling in my Year Two classroom the
response was extremely positive. The results of this study | shared with

the Principal, staff and parents at this school.

One of the most frustrating things for me, as a teacher, had been the lack
of direction and professional development initiatives towards assisting and
developing teacher’s understanding of the teaching of writing. | felt this
was a common need amongst the staff with whom | was working. In my
role as ‘Literacy Support’ teacher, | felt that most people felt confident with
the teaching of reading but tended to avoid discussing the teaching of
writing. Again, | heard the ‘right’ way to teach writing and teachers’
expectations of student writing debated across the staffroom table. Such

discussion is part of the oral-storytelling tradition of teachers’, the retelling
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of issues pertinent to their practice. | believe that the issues that are worth
debating in what little free time teachers have are the issues that demand
our attention as researchers. Beck and Murphy (1996:46) also reinforce
this point when they write “...one rule of thumb among qualitative
researchers in education is that much can be learned about a school’s

culture by listening to the conversations in the faculty lounge’.

Background to the Inguiry at a School level

The teaching of writing across the school was very disjointed. | couldn’t
see a whole school approach and there were very distinct differences
among different teachers (even within the same grade). Writing in many
classrooms was being taught in a very formulaic way. Teachers were
responding directly to the text types outlined in the English K-6 Syllabus
(Board of Studies, 1998) and teaching children the formulae for the
specific text type being taught at that time.

From my observations, there was very little creativity or differences among
the children’s work. Student work samples followed the text type
structures and language features outlined in the English K-6 Syllabus
(1998) and were usually assessed according to those criteria. This was
something that | noticed in my classroom as well as others that | visited in

my ‘Literacy Support’ role.

| was frustrated that there didn’t seem to be any real response to the
needs of teachers for professional development opportunities with the
teaching of writing. It was ‘tacked on’ to many literacy in-services and
professional development opportunities, reading always having the more
emphasis and time. Writing really was ‘the poor cousin to reading’ as
described by Turbill (2002).
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A Ten Year Overview of Professional Development Opportunities in the

Inquiry School

The last ten years has seen some significant changes in the way literacy
processes are taught in Early Stage One and Stage One classrooms.
From my experience, Kindergarten students are being taught how to
engage with texts and experiment with writing from day one. The days of
easing Kindergarten students into school through free play and
socialisation skills are gone. Accountability has changed teaching practice
in these earlier grades. Teachers are continually assessing Early Stage
One and Stage One students. Examples of such assessments include:
rate of self-corrections in a Running Record; level of text currently being
read; known word vocabulary; writing speed; spelling accuracy; reading
age according to tests like the Burt (Gilmore, Croft, Reid, 1981); spelling
ability according to tests such as the South Australian Spelling Test

(Education Department of South Australia, 1979).

Along with these changes in teaching, new syllabus and support
documents have been issued by the Board of Studies (1998) and
Department of Education and Training (2000) to guide teaching practice.
From my experience it has become evident that teachers are interpreting

these documents at a variety of levels.

Cambourne (1994) states that our thinking and the way we solve problems
are greatly influenced by the ‘prevailing paradigm’ that exists at a
particular point in time. As paradigms are challenged, and we begin to
look at other possibilities, a condition known as ‘paradigm shift’ occurs
(Kuhn, 1962). When those who prefer the prevailing paradigm fight to
maintain it, they are said to be in a state of ‘paradigm paralysis’ (Betts,
1992). Those in ‘paradigm paralysis’ can be so strongly opposed to the
new paradigm that they might be able to manage to persuade others to

return to the prevailing paradigm or to change practices in the new
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paradigm. This is known as ‘paradigm regression’ (Cambourne, 1995;
Betts, 1992). Teachers in our schools are likely to fall into these various
paradigms in terms of their understanding of literacy practices and use of
the new syllabus documents.

The Wollongong Catholic Education Office, within which the inquiry school
is located, has consistently offered professional development opportunities
for their teachers over the past ten years. However, there has been a

significant change in the way these opportunities have been presented.

The Wollongong Catholic Education Office has employed an Education
Officer in Literacy since 1989. The Principal of the inquiry school held the
position from 1989 to 1994. A new person was employed in 1995 and still

holds the position at this time.

The ‘Key Accountabilities’ of this Education Officer in Literacy, as outlined
by the job description provided by the Wollongong Catholic Education
Office, identifies their responsibilities as:
. Participation in the establishment and implementation of quality learning
and teaching programs and student support services in system schools
. Participation in a sub-group of the Education Services Team
. Development and delivery of professional development activities to
support teachers and schools in the delivery of effective learning teaching
programs
. Support of system and school priorities through School Review and
Development

. Implementation of a Personal Professional Development Plan.

Before the commencement of the 2001 school year, | interviewed the
current Education Officer in Literacy about her personal beliefs regarding
how children learn to read and write. She responded by saying she didn’t

believe in a deficit model. She believes that ‘all children can learn’, but
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children ‘learn at different rates’. An important part of literacy teaching is
for the teacher to ‘build upon what children already know’. She also spoke
about ‘children [needing to see] a purpose for what they’re doing’.
‘Children need to learn in meaningful contexts surrounded by whole
continuous texts’. Children need to work in a ‘positive environment which
encourages children to become risk takers’. Children also need ‘explicit
teaching ... this is linked to a teacher’s understanding of how children
learn to read and write’. (1-10.1.01)

When the current Education Officer in Literacy first began working in this
position in 1995, she stated that very few literacy in-services were offered
— ‘almost nothing in the first year ... some on request’ (1-10.1.01). Literacy
in-servicing offered was school based and occurred at the request of

individual school principals.

In 1998, the Education Officer in Literacy conducted a series of school-
based in-services at the inquiry school at the request of the Principal.
These in-services were conducted weekly for two terms. They focused on
‘The English Block’ and included such aspects as organising and
structuring guided reading groups, taking and analysing running records,
sequencing an English block in the infant classes (Kindergarten to Year
Two), analysing writing samples and implementing these components in
the classroom. During this time, the Education Officer in Literacy also
provided teachers with the opportunity to have her work with them in their

classroom implementing these into their classroom practice.

In 1999, the Good First Year Teaching program was offered for the first
time. This course was developed ‘...as one component in a systematic
approach to improving literacy teaching and students’ literacy outcomes in
diocesan primary schools’ (Catholic Education Office: Diocese of
Wollongong 2001:1).
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The original Good First Year Teaching course was designed for teachers
of Kindergarten and subsequent support staff. The Reading Recovery
Program (Clay, 1993, 1979) had been introduced to the diocese in 1994
and the Good First Year Teaching program was intended to complement
and support this program. The Education Officer in Literacy commented
that this was a need by providing the example that Reading Recovery
teachers were saying that classroom teaching wasn’t supporting the
Reading Recovery Program through such aspects as the inclusion of

guided reading groups within the classroom.

The Good First Year Teaching program is underpinned by a set of ten
beliefs. These are based on the characteristics of quality teaching
identified by Fountas and Pinnell (1999). Good First Teaching:

» Assumes that all children can learn to read and write

» Is based on a teacher’s understanding of the reading and writing processes

» Is based on assessment that informs instruction and documents individual
learning over time

» Requires a large block of daily instructional time for literacy

» Takes place in an organised environment that encourages children to be
active participants and supports collaborative and independent learning

» Engages children in a variety of reading and writing experiences involving

connected or continuous text, on a daily basis

Includes attention to letters and words and how they work

Requires appropriate materials and resources

Is designed to complement Reading Recovery programs

YV V VYV V

Is not a program you can buy, but is the result of an investment in

professional development.
(Catholic Education Office: Diocese of Wollongong 2001:3)

In 2000, the course expanded to also accommodate Year One teachers in

the diocese. Throughout 2000, | worked with the Education Officer in

Literacy to extend the course to incorporate Year Two teachers. | was
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teaching Year Two at the time and we met regularly to work through
aspects of my organisation of my literacy time. During this time my
teaching within my literacy block was viewed and filmed to create
resources for the Year Two program. A pilot program for teachers of Year

Two was implemented during 2001.

This course was offered to groups of teachers according to the
geographical location of their school. For example, all the Year One
teachers in the Macarthur area of south-western Sydney would meet at a
central school and form one cohort of the program. The Education Officer
in Literacy facilitated all sessions which were run for half-days three times
per term. During this time, the teachers would receive input from the
Education Officer in Literacy, view videos of classroom practice compiled
from teachers in the diocese, analyse these according to the provided
input and devise some sort of action for their classroom. Between-session
tasks were given to the participating teachers, which would be
incorporated into the following session. The diocese provided some
funding allocations to participating schools to cover costs associated with
relieving these teachers to enable their attendance in the courses.
Individual schools were also expected to allocate some of their school

budget to cover the difference in providing release for these teachers.

The Education Officer in Literacy visited each of the teachers once in their
classrooms over the course of the year. During this time their classroom
literacy practice was observed with detailed feedback from the Education

Officer in Literacy to the classroom teacher provided.

This Good First Year Teaching professional development opportunity
flavoured the interactions between the participant teachers and me
throughout the inquiry. This was a professional development experience

that four of the six participants in this inquiry had experienced, and the
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other two were aware of the program. My role at the beginning of 2001
began with assisting four of the six participant teachers with the
implementation of the principles of the diocesan Good First Year Teaching

program.

At the end of 2000, the Principal, leadership team and | negotiated a
direction for Literacy in 2001 drawing upon the professional development
initiatives already existing in the school and the predicted direction for the
inquiry. Subsequently, a Literacy Plan (School documentation, December
2000) was developed to frame the professional development opportunities
for 2001. This Literacy Plan stated a professional development goal for
2001 as being ‘To provide ongoing support and development to staff in the
area of literacy’. The tasks associated within this goal, as outlined by this

policy included:

» Maintain and build upon existing collaborative support structures

» Establish co-learning situations where teachers share practices and view each
other teaching to set goals and provide constructive feedback

» Devote a staff meeting to the Reading Recovery tutor and Reading Recovery
teachers to teach behind a screen for staff

» Utilise CEO Consultants and Advisors in developing literacy initiatives and
syllabus requirements

» Professionally develop a General Assistant in writing

» Adapt Literacy Support teacher to work in the classroom with teachers to work on
effective learning and teaching in literacy

» Arrange for teachers to visit other classrooms and schools to observe good
learning and teaching in literacy

» Ensure Kindergarten and Year One teachers are trained in Good First Year

Teaching.

Whilst my inquiry acknowledges the role of the Good First Year Teaching
program, it is more intent on developing in-school professional
development structures to support teachers with their classroom practice.

It was anticipated that the inquiry may highlight the use of action research
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(Kemmis and McTaggart, 1988) as a professional development model
within the classroom, working to support other professional development

input experienced by the participant teachers.

A key principle of change as described by Stoll and Fink (1996:45) is that
‘people have to understand change and work out their own meaning
through clarification, which often occurs through practice.” This principle
justifies the selection of action research as a possible professional
development model. While diocesan programs such as Good First Year
Teaching may in fact change the appearance of classroom teaching
behaviours, for ‘real’ change (Fullan, 1982) to occur these changes must

also take place in teacher beliefs.

The Beginning of Our Journey

Theoretical Location

This inquiry can be located within an interpretivist / naturalistic paradigm.
In response to Patton’s (1982, 1990) call for ‘methodological
appropriateness’, the methodologies of Ethnography (Merriam, 1998;
Bogdan and Biklen, 1992; Van Manen, 1990; Connelly and Clandinin,
1988), Action Research incorporating Phenomenology and Living
Educational Theory (Whitehead, 2000; Kemmis, 1999; Stringer, 1996;
Bogdan and Biklen, 1992; Van Manen, 1990; Kemmis and McTaggatrt,
1988), Case Study (Sturman, 1999; Burns, 1997; Guba and Lincoln, 1989;
Stake, 1995) and Narrative Inquiry (Connelly and Clandinin, 1999, 1990)
are drawn upon in an attempt to move towards creating a Grounded
Theory (Strauss and Corbin, 1990; Guba and Lincoln, 1989; Glaser and
Straus, 1967). The interactions of these methodologies within the inquiry

are discussed in more detail in Chapter Two.
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Inquiry Design

At the end of 2000, | approached my principal and expressed my concern
about the teaching of writing. | suggested to her that | address the
teaching of writing with the aim to create ‘balanced pedagogy’ within my
doctoral study. She was again very supportive of the research direction |
proposed to take. Atthe end of 2000, when staffing had been finalised for
2001 | approached all the teachers of Early Stage One (Kindergarten) and
Stage One (years one and two) and asked them if they would like to be
involved in the development of a writing pedagogy for these early years in
the following year. The response from these teachers was overwhelming.

They all wanted to be involved.

| presented an application to conduct the research to the Human Ethics
Committee at the University of Wollongong at the beginning of 2001.
Maintaining confidentiality of data, preserving the anonymity of informants,
and the intended purpose of the research were outlined. This application
was approved on the 31% May 2001 (HE01/023).

Throughout 2001, | worked with the participant teachers in their
classrooms, in the context of their literacy block, focusing on their teaching
of the writing process. We used the action research spiral (Kemmis and
McTaggart, 1988:11) to guide us through this process. Each of the
teachers and | entered into continuous dialogue throughout the year — we
challenged each other, debated issues with each other, pondered over
student work samples, shared interesting literature focusing on the writing

process and supported each other in our shared endeavour.

At this initial stage, professional relationships existed between each of the
participant teachers and me as a result of my previous and ongoing
association with the school. Such relationships serve the inquiry well as it

is within these relationships that we embark on the journey to create
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‘balanced writing pedagogy’ in these early school years. | am not seen
specifically as a researcher. The teachers know that | too will put up with
the doldrums of the profession — accountability, paperwork, playground
duty — and as such | will have an understanding of the day-to-day
pressures they are put under besides actual teaching. Cole and Knowles
(2000:111) emphasise that teaching ‘...involves much more than teaching
and facilitating learning within classroom context ... teachers’ work is
defined within a social context ... [and it] requires an intimate
understanding of both the broader and particular contexts within which all
those other dimensions are situated ...’. | was seen by each of the
teachers as ‘one of them’ and our professional relationship of trust and
respect for each other provided me with full entry into each of their

classrooms.

Thesis Overview: The Journey to Come...

The previous pages serve to orientate you as the reader to the origins of
this inquiry. What is to come continues on this journey, exploring the
issues that arose, the decisions that were made, the evolution of our story
of an in-school professional development model that led to curriculum

change.

Chapter 2: Beginning our Journey: What Others Before us Have Found

This chapter will take you through a review of the literature. It aims to
outline what is already known about educational change and professional
development and places this inquiry within the context of this. This
chapter identifies the key concepts of professional development raised by

the literature and the ‘puzzle’ this presents.
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Chapter 3: The Grounding for our Journey

In this chapter you will be exposed to the methodology of the inquiry. The
inquiry is located within the interpretivist/naturalistic paradigm and as such
draws upon different methodologies to support the ‘process’ of the inquiry
rather than final outcomes and to also respond to the guiding questions

and those that the research process itself raised.

Chapter 4: The Process for moving from Collected Data to Descriptive

Story with Interpretive Comment

This chapter aims to make explicit the ‘multiple lenses’ with which the data
were transformed into field texts’ to create the participants’ descriptive
stories. The lenses of active response, context, moments, language and
narrative processes will be examined. Excerpts from the data will be used

to describe each of these lenses.

Chapter 5: Teacher Stories

This chapter will provide descriptive stories developed on these three
participant teachers. These stories have been created through the change
of collected ‘data’ into ‘field texts’. Interpretive comment will run parallel to
these descriptive stories as they are looked at and analysed through the
‘multiple lenses’ explored in Chapter 4. The descriptive stories and
interpretive comment aim to highlight the developments, changes and
impacting factors upon the teaching practice of each of these teachers
throughout 2001. At the end of each story, a model on the professional
development journey that participant teacher undertook will be presented

along with ‘enablers’ that impacted on that teacher’s experience.
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Chapter 6: Bringing the Journey to a Close: A Model For In-school

Teacher Professional Development

This chapter will present the grounded theory for in-school professional
development that emerged from the inquiry. This will result in a
culmination of the teacher stories analysed through the lenses and the
models developed in the previous chapters. Each of the identified

contributing components that create this theory will be discussed.

Chapter 7: Theory for Future Practice

This chapter will explore the implications of this theory for in-school
teacher professional development. These implications will have the
potential to serve as a framework for the transference of this theory to

other school sites.
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Chapter Two

Beginning Our Journey:
What others before us have found
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Chapter Two
Beginning Our Journey:
What others before us have found

A journey awaits you. It is one filled with possibility and meaning.

It will call you to come to know who you are and where you are going.

At times you will need to share this pathway, whereas at others, you will travel
alone. You will make many important choices at cross-roads along the way.
Each step will carry you toward new discoveries, so step with great care.
(Whelan, 1999:20)

Teaching can be likened to a journey and the various pathways that are
presented can be in the form of professional development opportunities
offered to teachers. These opportunities are usually offered in the hope of
bringing about ‘teacher change’ (Stoll and Fink, 1996; Hughes, 1991).
There is a considerable amount of literature surrounding the key topics of
educational change and professional development, both of which are
central to this inquiry. Figure 2.1 presents a model of the literature review,
demonstrating the main foci, key issues and relationships among these,

pertinent to the inquiry.

This review of the literature serves two main purposes. Firstly, it aims to
put the inquiry into perspective with what is already known about
educational change and professional development — to ‘relate a study to
the larger, ongoing dialogue in the literature about a topic, filling in gaps
and extending prior studies’ (Marshall and Rossman, 1989). It also
endeavours to demonstrate the need for such an inquiry. As Cresswell
(1994:21) describes, the literature ...provides a framework for establishing
the importance of the study, as well as a benchmark for comparing the
results of a study with other findings’. This literature review intends to
‘frame’ the issues surrounding professional development opportunities
offered to teachers often used with the intention of leading to educational
change. It aims to address the current theories surrounding professional
development and put this research into perspective. It also aims to

support the inquiry methodology; explaining further why | made the
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decisions | did as | guided the participant teachers through action research

as a professional development model.
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EDUCATIONAL CHANGE
‘Change Frames’; Initiation of change; Implementation of change; Institutionalisation of change;
Outcome of change; The call for ‘real’ change;
The changing role of the teacher

PROFESSIONAL DEVELOPMENT
Defining Professional Development; Characteristics of unsuccessful Professional
Development; Characteristics of successful Professional Development; Models of
Professional Development

CHANGE AND PROFESSIONAL DEVELOPMENT

IN LITERACY
Government Initiatives and the English Curriculum; The Frameworks
Program; ‘Good First Year Teaching’

ACTION RESEARCH AS A PROFESSIONAL
DEVELOPMENT MODEL FOR

TEACHING WRITNG
Defining Action Research; Action Research and teachers;
Action Research and reflective practice; Action Research
and collaboration

DEVELOPMENT OF PROFESSIONAL DEVELOPMENT MODEL TO GUIDE THE INQUIRY

Figure 2.1 - A model of the Literature Review
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The Notion of Educational Change

Educational Change was a key area of development in the 1990s. During
this time many theories around educational change were developed
(Hoban, 2002; Bascia and Hargreaves, 2000).

Richert (1997:73) defines the notion of ‘change’ being at the centre of
school life.

...everything about school changes all the time: the children change, the
communities they come from change, the subject matters change, the teachers
change, the purposes of school change, the sources of support for schools
change as does the demands for support resources.

However, in saying this schools appear to remain relatively stable places,
with their actual structure appearing to be one of organisation and
predictability. The reality for teachers can be different.

Teachers have been confronted with the changing nature of schools,
particularly with regard to the changing nature of its clientele, in recent
years. The demands on teachers at this present time are vast. Stoll and
Fink (1996: 6) contribute modified curricula, the development of new
teaching and assessment strategies; and dealing with the ‘myriad of social
problems society has dumped on schools’ as being key parts of this
changing nature. Teachers need support to deal with these changes, as
Stoll and Fink (1996:44) state, ‘although not all change is improvement, all

improvement involves change’.

The key purpose of schools is to facilitate student learning. Teachers
have much knowledge about the nature of learning which is gained from
their experiences as a learner, the input they received through their tertiary
training and input received through professional development opportunities
undertaken (Whitehead, 2000). Nicol (1997: 97) also describes this

‘wealth of knowledge and beliefs about teaching and learning’. However,
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these beliefs, while well formed and powerful, can often be resistant to
change (Nicol, 1997; Buchmann, 1991; Gore and Zeichner, 1991). For
curriculum change to occur, a teacher’s previously formed knowledge and

beliefs have to be sifted through, re-organised and re-evaluated.

‘Change Frames’

The theory of ‘change frames’ has been used to describe the change
process in educational settings (Hoban, 2002; Hargreaves and Fink, 2000;
Shaw and Fink, 1997). Various ‘change frames’ have been identified that
impact upon educational change. Some of these ‘change frames’ as
outlined by Hoban (2002:35-36) and supported within the literature, that
relate to the inquiry include:

» The promotion of a shared vision for change from school leadership
(Fullan, 1992, 1991, 1982)

» The school culture and its promotion of collaborative relationship
(Fink, 2000; Hargreaves and Fullan, 1998; Stoll and Fink, 1996;
Fullan, 1992)

» The organisation of the school, including allocation of time and
resources (Stoll and Fink, 1996)

» The context of the school within which the teachers will be working
(Bascia and Hargreaves, 2000; Fink, 2000)

» The support provided to assist teacher learning and the process of

educational change (Clandinin and Connelly, 1998; Baird, 1991)

Hoban (2002:35-37) has described educational change as a complex
system in which the interplay of these ‘change frames’ come into action.
He describes ‘the context of educational change [as being compared to] a
‘spider web’, with each frame being interconnected so that change in one

frame affects change in others’. This is represented in figure 2.2.
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learning

Culture

Teachers’
lives and
their work

Figure 2.2 — Educational Change as a complex system (Hoban, 2002:37)

Bringing about educational change with the interaction of these ‘change
agents’ is a complex process. Each ‘change frame’ needs to be
acknowledged throughout the change process. The change process in
schools can be guided by four broad phases identified within the literature.
(Stoll and Fink, 1996; Fullan, 1992) These phases can be defined as:

1. Initiation of the change

2. Implementation of the change

3. Institutionalisation of the change
4. Outcome of the change

As this inquiry was concerned with bringing about change to the teachers’
teaching practices to achieve ‘balanced writing pedagogy’, each of these

phases will be investigated further.
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Initiation of the change
Stoll and Fink (1996:44) draw on the work of Miles (1986) and Fullan
(1991) to describe ‘three Rs’ that impact upon the initiation of any change

process. The first of these is ‘relevance’. This refers specifically to how
important the initiative is deemed to be “...in terms of need, quality,
practicality, clarity and complexity’. The ‘readiness’ of the staff to become
involved in the initiatives of the inquiry will impact upon its effectiveness.
The availability of ‘resources’ and support, including time, also play
important roles in any change process. These aspects all need to be
considered in the planning of the inquiry to ensure that these ‘three Rs’ are

in place at this initial stage.

At this time some of the abovementioned ‘change frames’ come into play.
The context within which the teachers will be working has an important
role from the beginning of any change process (Hoban, 2002; Bascia and
Hargreaves, 2000; Fink, 2000). The vision of the leadership within the
school has a role to play in initiating the change process (Hoban, 2002;
Fullan, 1982, 1991, 1992). The provision of support and allocation of
resources (Hoban, 2002; Clandinin and Connelly, 1998; Stoll and Fink,
1996; Baird, 1991), usually from those in leadership positions, supports

the ‘three Rs’ necessary for this initial stage.

Implementation of the change

The implementation phase consists of putting the ideas of change into
practice. This phase is greatly influenced by school and external factors.
Miles (1986) highlights the importance of:

e Clear responsibility for orchestration

e Shared control over implementation

e A blend of pressure and support

e Sustained staff development

e Early rewards for teachers.
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The realities of school life make change ‘... a time consuming affair’
(Fullan, 1982:69). The need for a clear timeline to guide the
implementation of change is imperative. It is essential that any area for
change is prioritised within the school, ensuring that sufficient time is
available for implementation. Hoban (2002) suggests that for genuine
change to occur a long-term timeframe should exist to support the initiation
of change. As such, this requires having the purpose of the change clear,
having the support of the principal and school leadership team and
providing regular opportunities to share progress reports within the school
community (Barth, 1991).

The interplay of the ‘change frames’ is evident in the implementation
phase of change. During this time, the context of the school, particularly
with regard to its key ‘stakeholders’, is crucial in supporting teachers with
the change being implemented. (Hoban, 2002; Bascia and Hargreaves,
2000; Connelly and Clandinin, 1999; Cole and Chan, 1994) Itis
imperative that the support for those involved in implementing this change
is continued, throughout this often extended time, with the continual
provision and allocation of necessary resources (Hoban, 2002; Connelly
and Clandinin, 1999; Stoll and Fink, 1996; Fullan, 1992).

Institutionalisation of the change

The third phase ‘institutionalisation’ addresses whether or not the change
is built into ongoing practice. Fullan (1991) says that this is achieved
through a number of avenues. It is important that the change is supported
within the leadership of the school, particularly through the commitment of
the principal and incorporation into school policy (Barth, 1991). The
change is institutionalised when it is ‘embedded into classroom practice’
by a ‘critical mass’ of the staff. Another consideration is whether

procedures are in place to support ‘newcomers’ and maintenance of the
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change through ‘assistance, networking and peer support’. If change is

institutionalised, the school would have removed all ‘competing priorities’.

For change to be institutionalised it must be seen to be ‘real’ change.
Change can often come about as a result of community pressure, to
appear innovative or to gain more resources. This can be described as
‘symbolic’ change. ‘Real’ change is categorised by ‘...specific values,
goals, events, and consequences’ that work towards the achievement of
something concrete. (Fullan, 1982:22) The journey to ‘real’ change can be
difficult and takes time (Hoban, 2002). Schon (1971:12) described ‘real’
change as involving ‘...passing through the zones of uncertainty ... the
situation of being at sea, of being lost, of confronting more information that
you can handle’. In order to bring about change in teaching practice, any
initiative needs to be within the definition of ‘real’ change in order for

teachers to see its value and adopt it.

In this phase, the need for the ‘change frame’ of shared vision is crucial for
the institutionalisation of change. The change will not be fully adopted by
all if those who have the power to change do not share the vision (Fullan,
1992, 1991, 1982). In this phase, the ‘change frame’ of collaborative
relationships is important as these will help support and maintain the
change that has been adopted (Hargreaves and Fullan; 1998; Stoll and
Fink, 1996).

Outcome of the change

The final phase ‘outcome’ generally focuses on the extent of improvement
according to the specified criteria for the change. The outcome is the
result of the journey through the previous phases and the degree to which

the change was implemented (Fullan, 1982).
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Fullan (1991: 350) discusses the difficulties associated with change in an

educational setting. He writes that change is difficult because,

... itis riddled with dilemmas, ambivalences and paradoxes. It combines steps that
seemingly do not go together: to have a clear vision and be open-minded; to take
initiative and empower others; to provide support and pressure; to start small and
think big; to expect results and be patient and persistent; to have a plan and be
flexible; to use top-down and bottom-up strategies; to experience uncertainty and
satisfaction.

All the ‘change frames’ need to come into play in this final phase to ensure
sustainability of the change. Support provisions still need to be allocated,
particularly to new members who join and are expected to support the
change (Stoll and Fink, 1996). The school culture needs to be satisfied
with the outcome of the change, with the key ‘stakeholders’ providing
feedback (Hoban, 2002; Fink, 2000; Hargreaves and Fullan, 1998). For
example, an increased quality in work samples produced by students
would be evidence of feedback of improvements to teaching practice.

The call for ‘real’ change

Professional development is usually employed with the vision to bring
about some sort of change in the school setting. Richert (1997:76) states
that the acceptance and acknowledgement of change and uncertainty are
paramount to teachers’ professional development experiences. Within the
inquiry, the participant teachers were called upon to review and develop
their teaching practice with the intention of bringing about change; namely
‘balanced writing pedagogy’.

The journey the six participant teachers moved through in 2001 needed to
work towards ‘real’ change. Change needed to occur not only with the
teaching practice but the teaching philosophy and beliefs of the six

participant teachers. With this outcome in mind, it was important to
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consider Fullan’s (1982:21) guiding questions to guide this journey to ‘real’
change:

e What values are involved?

e Who will the change benefit?

e How much of a priority is it?

e How achievable is it?

e Which areas of potential change are being neglected?

From the beginning of the inquiry, | was aware that it was being directed
by my ‘vision’ for how writing could be best taught within these early
school years. Hargreaves and Fullan (1992:5) highlight the tension
between ‘vision’ and ‘voice’ when engaging in change. They argue that
any change needs to be developed within the context of ‘shared goals’ as
‘these are seen as essential to developing confidence and consistency
among a community of teachers’. As such in the inquiry the need for me
to persuade the teachers from the beginning that it was a worthwhile
project and have them empowered to share the ‘vision’ with me was
emphasised (Fullan, 1992). Also, the importance of giving teachers both
the opportunity and language to develop and respond to the ‘vision’ with
their own ‘voice’ was emphasised. Smyth (1993:3) acknowledges the
importance of teachers ‘...developing a language for talking about

teaching’.

The inquiry was calling upon the participant teachers to develop ‘change in
practice’. For this ‘change in practice’ to occur, the change must be multi-
dimensional. Fullan, (1982:30-31) identifies three components or

dimensions at stake in implementing educational change:

1. The use of new or revised materials
2. The possible use of new teaching approaches
3. The possible alteration of beliefs.
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When change occurs, there is a ‘dynamic relationship’ among these three
components or dimensions. It was this ‘dynamic relationship’ that | hoped

the participant teachers would experience.

The changing role of the teacher

Effective teaching has been defined as ‘...the actions of professionally
trained persons that enhance the cognitive, personal, social and physical
development of students’ (Cole and Chan, 1994:3). Stronge (2002:14-21)
identified characteristics of effective teachers being contained within six
main categories: ‘role of caring’; ‘role of fairness and respect’; ‘social
interaction with students’; ‘promotion of enthusiasm and motivation for
learning’; ‘attitude towards the teaching profession’; and the ‘role of
reflective practice’. Such categories expand upon the notion of the

teacher as information giver, but also look to the teacher as a person.

Historically the major purpose of teaching has been concerned with the
transfer of knowledge and skills from teacher to student with an emphasis
on the three Rs: reading, ‘riting, and ‘rithmetic. In recent years this view is
considered quite simplistic, as it has been acknowledged that teaching
encompasses much more than the transfer of knowledge. The notion of
teacher as learner and teacher as facilitator has become increasingly
common in education circles. Researchers such as Fries (2002), Dudley-
Marling (1997) and Britzman (1991) argue that teaching is concerned with

the process of learning and not the product of knowledge.

Cole and Chan (1994:17-21) identify factors, which are related to the
development of a teacher’s professional role. The first of these is
‘professional commitment’; this is concerned with the promotion of high

standards of both student learning and student welfare. Ethical standards
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are also included in this factor addressing issues such as equity and social
justice. The second factor, ‘analytic and reflective strategies’, involves the
application of knowledge about learning and how students learn and is
also concerned with how teachers ‘know this’ through assessment and
evaluation. The factor of ‘self efficiency’ encompasses the belief that a
teacher’s actions can impact on student learning. It is also important that
teachers understand the subject matter which they are to teach and have
skills in literacy and numeracy themselves to allow them to communicate
effectively with the students and other stakeholders. While these factors
are quite descriptive and encompass many of the historical purposes of
teaching, there is little consideration of the role of professional
development and understanding the processes of learning with regard to

‘professional commitment’.

Stronge (2002:19-20) states, ‘... a dual commitment to student learning
and to personal learning has been found repeatedly in effective teachers’.
It is important that teachers build upon their own professional knowledge in
order to best support their students. Participating in professional
development opportunities enables teachers to ‘...model to their students
that education and learning are valuable ... effective teachers learn and

grow as they expect their students to learn and grow’.

Teachers are researchers in their classrooms. They daily identify
problems and then work to solve them. Most teachers work within some
‘...action or cycle of actions’ (Anderson, Herr and Nihlen, 1994: 2) to help
them answer identified problems. There are many definitions to describe
teacher research or practitioner research (McKernan, 1988; McCutcheon
and Jung, 1990). Kemmis and McTaggart (1988:6) describe this research

as,
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a form of collective, self reflective enquiry undertaken by participants in social
situations in order to improve the rationality and justice of their own social or
educational practices, as well as their understanding of these practices and the
situations in which these practices are carried out. Groups of participants can be
teachers, students, principals, parents, and other community members — any
group with a shared concern. The approach is only action research when it is
collaborative, through it is important to realise that any action research of the
group is achieved through the critically examined action of the individual group
members.

Many researchers have challenged the merits of teacher research.
Patterson and Shannon (1993:9) state,

teacher research is not always respected within the educational community
because it does not appear to offer the certainty claimed by experimental
research or the lengthy teasing out of rules of behaviour and intention that comes
from ethnographic studies. These sorts of studies seem completely planned,
straightforward, and well managed, while teacher researchers’ reflection, inquiry
and action do not. Teacher research is instead organic, sometimes messy,
unpredictable and generative — just like teachers’ lives in and out of school.

Teacher research reflects the complexities of school life. Teacher
research is implemented in order to bring about some sort of change to
best support students. Previous discussion of change in schools is
reflective of the ‘organic’, ‘sometimes messy’, ‘unpredictable’ and

‘generative’ description given of this type of research.

The notions of reflection and reflective teacher education have become
more common in preservice teacher education. Students in many
universities are being encouraged to become ‘thoughtful and alert students
of education’. However, postservice professional development, often due
to time limitations, is generally more input based, leaving little time for
reflection on one’s teaching practice (LaBoskey, 1994:ix). The value of
reflective practice upon teaching practice is discussed in the literature
(Edwards-Groves, 2003; Hoban, 2002; Turbill, 2002; Stronge, 2002;
Whitehead, 2000, 1989; Collay, Dunlap, Enloe and Gagnon, 1998;
Hoffman, 1998; Carson, 1997; Darling-Hammond, 1997; Danielson, 1996;
Fullan, 1996; Eraut, 1995; Gore and Zeichner, 1991; LaBoskey, 1994;
Strauss, 1993; Schon, 1987). Edwards-Groves (2003:92) suggests

‘...reflection is not profitable unless it affects practice’, posing subsequent
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implications for the nature of professional development opportunities with

regard to individual teaching practice.

The notion of ‘living educational theories’ developed by Whitehead (1989,
2000) explains the role of the knowledge teachers bring and its impact on
their classroom practice. Teachers, through their tertiary training and
through some professional development opportunities, are presented with
often ‘abstract’ knowledge. Teachers are called upon to integrate this
knowledge with what they do in the classroom, incorporating these into
their ‘narrative of experience’ (McNiff and Whitehead, 2000:38). ‘This
process of weaving abstract theory into a narrative of learning from

experience generates an embodied living theory of practice’.
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Professional Development

Before | was able to begin any professional development to bring about
change in practice with these participant teachers, | first had to ground
myself with an understanding of what professional development actually
entails and how it has been used both successfully and unsuccessfully in

the past.

The terms ‘professional development’ and ‘staff development’ are used
interchangeably within the literature. The term ‘professional development’
will be used deliberately throughout this chapter as it is my “...intention to
convey the importance of acknowledging teachers as professionals
engaged in their own development within the profession rather than
viewing teachers as replaceable staff members who need to be trained or
serviced’ (Collay, Dunlap, Enloe and Gagnon, 1998:xiv). The literature
surrounding the professional development of teachers is voluminous. |
have used it in order to highlight what has worked, what hasn’t and the
models that have been developed that would support the development of

an in-school model using action research.

Defining Professional Development

Fullan (1991: 326-327) defines professional development as ‘the sum total
of formal and informal learning experiences throughout one’s career from
pre-service teacher education to retirement’. He extends this by stating
that the impact of professional development is dependent on a
combination of ‘motivation’ and ‘opportunity’ to learn. ‘Opportunity’ is the
stronger of the two terms and is used in an active sense. This active
sense refers to both the availability of opportunities and the organisation of

the system in which the opportunities are offered.
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Guskey and Huberman (1995:133) state, ‘professional development can
also be viewed as a dynamic process that spans one’s entire career in the
profession, from preparation and induction to completion and retirement’.
Teachers’ learning is continuous throughout their professional experience.
Professional development and professional growth are interrelated, one
unable to occur without the other. Mevarech (1995:151) reinforces this by
writing that professional development opportunities ‘...are assumed to be
important stimuli for teachers’ professional growth’. Danielson (1996:115)
states ‘continuing development is the mark of a true professional, an

ongoing effort that is never completed’.

Holly and Mcloughlin (1989:ix) identify the professional development of
teachers as a major challenge facing contemporary education. They state
that there have been minimal changes to teacher professional
development ‘...over the last several decades’. They challenge this as
‘...we are on the threshold of new images of teachers and new directions
for teaching and schooling’. The current climate of accountability,
outcome based education and standardisation in assessment demand that
teachers have greater understanding of learning theories and pedagogy to
develop and support their classroom practice.

Elliott (1991:106) states that professional development is more than just
experiences teachers have - ‘professional development is the
individualistic and possessive process of acquiring techniques’.
Professional development opportunities often impart knowledge and
different classroom techniques that may be able to be employed to support
such knowledge. If we are to use this definition from Elliott, we need to
consider that professional development is more than just the input
component and that in fact it hasn’t occurred unless the individual teacher

has demonstrated ‘possession’ of the techniques.
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This then relates to Whitehead’s (1998) assertion that professional
development needs to support teachers on their journey to self-
understanding. Put simply, a teacher needs to know his/her professional
development and the impact of this on his/her classroom practice.
Dialogue about professional development experiences and its relationship
to their classroom practice ‘...can influence a teacher’s self-understanding

and stimulate new direction for practical inquiry’ (Elliott, 1991:108).

Hargreaves and Fullan (1992:7) argue that professional development
‘...involves more than changing teachers’ behaviour ... it also involves
changing the person the teacher is’. Fundamental to this position is that
professional development must impact upon their ‘teaching behaviour’ but
also their beliefs about how this impacts upon how children learn. They
argue that it must be acknowledged ‘...teacher development is also a

process of personal development’.

The incorporation of individual teachers into whole staff development can
be seen in two ways. Firstly, it can be a powerful strategy for
implementing specific improvements. Secondly, in the long term it can
work to develop the school into a collaborative workplace (Fullan, 1991:
319). These points need to be considered within what Hargreaves
(1995:235) refers to as ‘collaborative culture’ as opposed to ‘contrived
collegiality’. The differences between the two are summarized in table 2.3.
The notion of ‘real change’ (Fullan, 1982:22; Schon, 1971:12) would occur
within ‘collaborative culture’ whereas staff development for specific
improvement may be classified as ‘contrived collegiality’. These
categories provide a way of assessing the value of professional

development opportunities.
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Collaborative Culture Contrived Collegiality
Pervasive across time and space Bounded in time and space
Evolutionary Imposed
‘Natural’ ‘Forced’
Spontaneous Regulated
Unpredictable Predictable
Public mixed with private Public superimposed on Private
Development-orientated Implementation-orientated
‘Feminine’ in style ‘Masculine’ in style

Table 2.3 — Collaborative Culture versus Contrived Collegiality
(Hargreaves, 1995:235)

The notion of the culture of the school is a key ‘structure’ for professional
development (Turbill, 2002:102-103). Within the professional development
experience ‘...these are the ‘things’ that the teacher or facilitator in that
setting has some control over’. For the inquiry it became evident that it
was important that as facilitator, | had control over input provided to the
participant teachers. The participant teachers also needed to be
encouraged to keep a reflective journal and identify specific areas of
response within that journal. Each of these structures needed to ‘...be
made explicit so that the learners not only know what is expected of them,
but also why participation in that structure is worthwhile for their learning’.
These structures need to play an important role within the school culture
and as such need to be supported by the leadership of the school and

within the inquiry by myself as the researcher, the ‘change agent’.

Fullan (1991) argues that staff development cannot be separated from
school development. The direction the staff is taken through their
professional development should be reflective of the overall direction a
school is aiming for. This responds to the ‘shared vision’ change frame
discussed previously (Fullan, 1992, 1991, 1982). This should then be
supported in school policy and documentation, allocation of resources

(both time and financial) and within the direction of the school leadership.
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Characteristics of unsuccessful Professional Development

Not all professional development results in positive experiences. Often
professional development opportunities are labelled as being
‘unsuccessful’. This section aims to identify what characteristics lead to

‘unsuccessful’ professional development.

Conners (1991:78) argues that ‘in-service teacher education has been a
somewhat neglected area and that it has been under-resourced, under-
researched and under-financed ... the complexity of the process has not
been fully understood by employing authorities and those responsible for
providing professional development programs’. The importance of
providing adequate support and resources has been identified as a key
area when implementing change (Hoban, 2002; Connelly and Clandinin,
1998; Stoll and Fink, 1996; Baird, 1991).

Professional development has often relied on the individual. An individual
teacher may be sent off to a course or workshop. While the input received
may be worthwhile and logical, it is often not implemented due to lack of
support for that individual. This could be due to time factors, personnel
issues or lack of support from the school (Fullan, 1991). Huberman
(1995:207) refers to this as a ‘lone-wolf scenario’ which has the teacher
‘...working alone ... interspersed with short readings or pieces of advice ...
long latency periods’. The professional development of teachers needs to
be adopted as a whole school focus with the many personnel of a school
supporting its implementation. Fullan (1991: 315) says, ‘...teacher
development depends not only on individuals, but also on the teachers
and administrators with whom he or she works’. The importance of a
‘shared vision’ and the role of collaborative relationships within this are
reinforced within the literature (Fink, 2000; Hargreaves and Fullan, 1998;
Stoll and Fink, 1996; Fullan, 1992).
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‘One-off’ opportunities are common professional development
opportunities. From my own experience as an executive member of staff,
the volume of promotional materials advertising workshops, conferences
and information session from ‘experts’ are overwhelming. Hargreaves and
Fullan (1992:6) refer to such opportunities as ‘skill-based teacher
development’ which is “...too often imposed on teachers rather than
developed with them’. Hoban (2002:68) extends this by referring to it as
being ‘isolated ... based on limited conditions for teacher learning ... the
presentation of new content over a relatively short time’. Schools often
make these opportunities available for one or two teachers to attend; the
limited numbers are often due to the high cost of attending. Likewise,
Fullan (1991:315-316) argues that these ‘single-factor solutions’ to the
professional development of teachers has limited gains without ‘... an
accompanying understanding of the characteristics of effective as
compared with ineffective in-service education efforts’. Fullan goes on to
explain how wasteful in both time and money professional development
tools such as workshops and conferences can be as they lead to no
significant change in teaching practice once that teacher returns to their

classroom.

It is common for a school district to offer professional development
opportunities to its teachers. Such opportunities are one of ‘the largest
and potentially strongest forms of staff development’ (Fullan, 1991: 316).
However, such ‘outside-in’ approaches (Calhoun and Joyce, 1998) work
with the assumption that *...teacher learning is a linear process and that
educational change is a natural consequence of receiving well-written and
comprehensive instructional materials’ (Hoban, 2002:13). Pink’s research
(1989: 21-22) based on his study of four urban improvement projects
found that the following factors acted as barriers to this type of staff

development:
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An inadequate theory of implementation, resulting in too little time
for teachers and school leaders to plan for and learn new skills and
practices

District tendencies towards faddism and quick-fix solutions

Lack of sustained central office support and follow-through

Under funding the project, or trying to do too much with too little
support

Attempting to manage the projects from the central office instead of

developing school leadership and capacity
. Lack of technical assistance and other forms of intensive staff

development

Lack of awareness about the limitations of teacher and school
administrator knowledge about how to implement the project

The turnover of teachers in each school

Too many competing demands or overload

Failure to address the incompatibility between project requirements
and existing organisational policies and structure

Failure to understand and take into account site-specific differences
among schools and

Failure to clarify and negotiate the role relationships and

partnerships involving the district and the local university.

There are many reasons why common forms of professional development

for teachers do not act as ‘change agents’ for teaching practice. Some of

these key reasons have been discussed. Fullan (1979:3) summarises the

reasons in-service education fails as often being:

One-shot workshops are widespread but ineffective

Topics are frequently selected by people other than those for whom
the in-service is intended

Follow-up support for ideas and practices introduced in in-service

programs occurs in only a very small minority of cases
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Follow-up evaluation occurs infrequently

In-service programs rarely address the individual needs and
concerns

The majority of programs involve teachers from many different
schools and/or districts, but there is no recognition of the differential
impact of positive and negative factors within the systems to which
they must return

There is a profound lack of any conceptual basis in the planning
and implementing of in-service programs that would ensure their

effectiveness.

Characteristics of successful Professional Development

This section aims to identify what characteristics lead to ‘successful’

professional development.

Professional development usually comes about in an attempt to refine,

develop or change teaching practice. However, this is more likely to occur

if the teachers see a purpose for this within their own classroom

experience. Stallings (1989: 3-4) in her study dealing with improving

teaching and student achievements in reading practices in secondary

schools found that teachers are more likely to change their teaching

practice and continue to use new ideas under the following conditions:

They become aware of a need for improvement through their
analysis of their own observation profile

They make a written commitment to try new ideas in their
classroom the next day

They modify the workshop ideas to work in their classroom and
school;

They try the ideas and evaluate the effect

They observe in each other’s classrooms and analyse their own
data;

66



. They report their success or failure to their group

. They discuss problems and solutions regarding individual students
and/or teaching subject matter

. They need a wide variety of approaches; modeling, simulations,
observations, critiquing videotapes, presenting at professional
meetings

. They learn in their own way to set new goals for professional
growth.

Such features relate to the previous discussion of what brings about

educational change.

Darling-Hammond (1997) argues that theory and practice or application

cannot be separated from effective professional development.

Teachers learn just as their students do: by studying, doing, and reflecting; by
collaborating with other teachers; by looking closely at students and their
work; and by sharing what they see. This kind of learning cannot occur
solely in college classrooms divorced from engagement in practice or
solely in school classrooms divorced from knowledge about how to

interpret practice. (Darling-Hammond, 1997:319)

Darling-Hammond (1997:322) claims that by integrating theory with
practice in professional development opportunities, teachers are more
likely to remember and continue applying what they have learned.
Professional development and classroom practice need to be addressed
within a ‘partnership’ mentality (Lefever-Davis, Heller, 2003). Such a
process is more likely to counteract teachers reverting back to the way
they were taught which has often been the result of unsuccessful

professional development opportunities.
Professional development needs to be linked to meaningful change. From
my experience as a teacher and working with teachers, teaching practice

is personal and different from teacher to teacher and teachers need to feel
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appreciated for what they offer to the profession. For this reason ‘...good
professional development must make an impact on morale’ (Beck and
Murphy, 1996:105).

The constructs of effective professional development differ in the literature.
Joyce and Showers (1988) focus on instructional theory and skill
development as making up ‘good’ professional development. Gitlin and
Smyth (1989) take on the position that professional development should
involve critical analysis and an action perspective. Danielson (1996:115)
emphasises that professional development should be concerned with both
content knowledge and development of personal pedagogy. Fullan
(1991:326) states ‘teacher education should foster the development and
integration of several aspects of teacher effectiveness — technical skill
development, critical reflection, inquiry and collaboration’. There is an
emphasis within the literature of creating a ‘balance’ with the input
provided and the place and impact of this within individual teacher’s

teaching pedagogy.

Stallings (1989: 4) summarised her study on professional development by
stating that the key features of professional development need to be:

. Learn by doing — try, evaluate, modify, try again

. Link prior knowledge to new information

. Learn by reflecting and solving problems

. Learn in a supportive environment — share problems and
successes.

When the literature on successful professional development is compared

and contrasted, these key features are confirmed further.

Examination of the Department of Education and Training’s web site

(http://lwww.schools.nsw.edu.au/edu leadership/prof read/index.php:

2003) is covered in the ‘buzzwords’ of current thinking with regard to
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professional development. There are calls made for ‘teacher
development’, ‘collaboration’, ‘learning communities’, ‘mentoring’ and
‘reflective practice’. Such terms surrounding professional development are
acknowledged as being important in developing teaching practice to
support educational change. The challenge of how to incorporate and

utilise all of these within professional development remains.

‘Reflective practice’ in current times is frequently linked to teacher
professional development. Eraut (1995:247) states that the professional

development to enhance reflective practice requires:

Time set aside for deliberation and review

Self-awareness developed through collecting evidence from others on the effects
of one’s actions

Opportunities for observation of alternative practice

Access to feedback and support when significant change is being attempted.

These words highlight again the importance of ‘time’ for professional
development opportunities. It also refers to the collection of ‘evidence’
which supports the claim that teachers are researchers in their classrooms
(Hoffman, 1998; Anderson, Herr and Nihlen, 1994: 2; McCutcheon and
Jung, 1990; McKernan, 1988; Kemmis and McTaggart, 1988:6).

Darling-Hammond (1997:326) identified several strategies that
professional development needs to include to improve teaching practice.
These are:

» Experiential, engaging teachers in concrete tasks of teaching,
assessment, and observation that illuminate the processes of
learning and development

» Grounded in participants’ questions, inquiry, and experimentation
as well as professionwide research

» Collaborative, involving a sharing of knowledge among educators
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» Connected to and derived from teachers’ work with their students

as well as connected to examinations of subject matter and

teaching methods

» Sustained and intensive, supported by modeling, coaching, and

problem solving around specific problems of practice

» Connected to other aspects of school change.

Models of Professional Development

The literature provides numerous models of ways teacher professional

development has been and could be conducted. The models of

professional development can be categorised according to a number of
different labels. Guskey and Huberman (1995:269-272) devised two sets

of countervailing models to capture the ‘diversities of professional

development’ — the ‘deficit’ model as opposed to the ‘growth’ model and

the ‘individual’ model as opposed to the ‘institutional’ model.

The ‘deficit’ model ‘...is based on the idea that something is lacking
and needs to be corrected’. Such deficits are usually determined by
others, people who are in power, and the teachers become ‘... the
objects, rather than the subjects, of their professional growth’.

The ‘growth’ model ‘...consists of a variety of professional
development activities that accompany ‘continuous inquiry’ into
one’s instructional practice’. Such opportunities are usually
conducted within the school with the teachers guiding the process.
The ‘individual’ model builds upon professional development as
being largely ‘an individual enterprise’ as it ‘...meshes with
instructional concerns for particular pupils and classes, with
particular moments in the professional life cycle, and with individual
aspirations toward growth, change, and challenge’. Hargreaves
(1995:23) challenges this model as it can result in ‘a narrow,
utilitarian exercise that does not question the purposes and

parameters of what teachers do’.
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e The ‘institutional’ model ‘...can take the form of systematic
collaboration among subsets of teachers ... but, at the same time, it
shares a commitment to greater risk-taking across settings, to more
continuous attempts to coordinate work across grade levels, and to
modification of instructional arrangements that depress student

learning and motivation’.

For the purposes of this review, | have drawn upon some models that
support the characteristics previously outlined of successful professional
development within the definitions provided by Guskey and Huberman
(1995) for the ‘growth’ and ‘institutional’ professional development
categories. The models presented will then provide the foundations for the
development of an in-school professional development model using action
research to support the participant teachers towards ‘balanced writing
pedagogy’ throughout the course of the inquiry. Such action supports
Fullan’s (1995:253) call for the need for professional development to have

‘...a theoretical base and coherent focus’.

Much of the literature on successful professional development suggests
that the teacher needs to be a learner (Turbill, 2002; Guskey and
Huberman, 1995; Fullan, 1991, Stallings, 1989). Teachers need a balance
of the theory and practical application on the area being developed. Fullan
(1991: 326-327) expands on this idea with the ‘Teacher as Learner’ model
that portrays the image of the professional educator as a learner. Fullan
argues, ‘...educational reform will never amount to anything until teachers
become simultaneously and seamlessly inquiry oriented, skilled, reflective,
and collaborative professionals’. He goes further to say “...this is the core
agenda for teacher education, and the key to bringing about meaningful,
effective reform’. This model incorporates many previously identified

features of ‘successful’ professional development.
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Figure 2.4 — ‘Teacher as Learner’ model
(Fullan, 1991:327)

Teaching is sometimes referred to as being a ‘craft’ within the literature
and as such can be defined as ‘... a repertoire of skills or competencies
that are accrued over time’ (Hoban, 2002:10). Huberman (1992:136)
advocates a ‘craft model’ as being the most powerful form of professional

development. Huberman asserts:
...teachers are artisans working primarily alone, with a variety of new and

cobbled-together materials, in a personally designed work environment.
They gradually develop a repertoire of instructional skills and strategies,
corresponding to a progressively denser, more differentiated and well-
integrated set of mental schemata; they come to read the instructional
situation better and faster, and to respond to it with a greater variety of
tools. They develop this repertoire through a somewhat haphazard
process of trial and error, usually when one or another segment of the
repertoire does not work repeatedly. Somewhere in that cycle they may

reach out to peers or even to professional trainers ...

The merits of such a model are clear as it encourages teachers to take
ownership of their professional development through engagement with

their immediate professional responsibility and experience. The
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sustainability of this model for all teachers throughout their career can be
challenged upon investigation of those characteristics of ‘unsuccessful’
professional development previously discussed. It does, however, allow
for the interaction of others into the process.

Strauss (1993; quoted in Mevarech, 1995:167) proposes that a
professional development model could include the following:
1. Helping teachers discover their espoused mental models about
instruction and children’s leaning by beginning the course with

semi-structured interviews

2. Providing opportunities to discuss espoused pedagogical
knowledge
3. Introducing the new model of learning and instruction by making

connections between the old and the new knowledge and
4. Informing the teachers of the expected process of gaining
expertise.
This model emphasises the importance of establishing what the teacher
already knows and using this as a starting point for further input. It also
reinforces the importance of keeping teachers informed about the process,
which supports Fullan (1992) and Stoll and Fink (1996) with their notion of

supporting the change process in school.
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Tickell (1990:3) identified some characteristics for professional

development in the 1990s. These are outlined below.

1.

Planning
(a) at a system level, a strong emphasis on longer-term, system wide
planning to ensure completion of major government initiatives.

(b) At a school level, professional development becoming an integral part of
school improvement or renewal planning and/or program budgeting.
Integration: a movement away from the notion of professional development

as an ‘add-on’ towards integration of professional development into
program/policy implementation and personnel management.

Coordination: tighter coordination of professional development resources to
ensure efficient use of funds, teacher-release time, study leave, consultancy
services, etc.; and more explicit and structured arrangements between
schools and support services.

Evaluation: a more comprehensive view of evaluation of professional
development with emphasis shifting from the short-term success of individual
activities as perceived by participants at the time to the effectiveness of
overall programs in bringing about changes in professional practice and
organisational behaviour with tighter monitoring and analysis of the use of
resources, access to programs etc.

Liaison: more effective liaison between schools/systems and post-secondary
institutions, including contractual arrangements for the provision of specified
programs and services.

Training: a more systematic and structured approach to training based on
training needs analyses, skills audits, etc. and closely related to career

structures.

This model highlights the importance of professional development

opportunities being supported within the school community with the

allocation of funding and time resources. It also reinforces the notion that

the initiative must be provided for and supported by the school leadership

in order for these provisions to be met.

Hoban (2002:68-69) claims that an effective model of professional

development is a ‘professional learning system’. He outlines ‘conditions

for teacher learning’ that are needed to support this system. The first of
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these is concerned with the ‘...conception of teaching as an art or
profession’. This acknowledges the relationship ‘...among students, other
teachers, school, classroom, curriculum and context’. Another condition is
‘reflection’ which recognises the need for teachers ‘...to become aware of
why they teach the way they do and to focus on understanding the
patterns of change resulting from the dynamic relationships...” Similarly,
what has been long advocated for children as learners, teachers as
learners too ‘...need a purpose for learning to foster a desire for change
and so content should be negotiated’. Professional development needs to
respond to individual teacher needs rather than a mass-produced program
for all. Professional development needs to have a ‘long-term’ timeframe
‘...as changing teaching means adjusting the balance among many
aspects of the existing classroom system’. Teachers need to be
supported within professional development opportunities through ‘a sense
of community’. This ‘...is necessary so that teachers trust each other to
share experiences’ which in turn extends the life of the professional
development opportunity as “...new ideas are always evolving’. Another
condition emphasises the importance of teachers being able ‘...to
experiment with their ideas in action to test what works or does not work in
their classrooms’. This further reinforces the call for professional
development opportunities to be responsive to particular needs teachers
are experiencing at that time within their own practice. The participants in
such a professional development opportunity need access to ‘...a variety
of knowledge sources’ to support their professional learning. The final
condition that teachers need is ‘student feedback’. Teachers need to see
that what they are doing is impacting upon the quality of the learning and
teaching experiences offered to their students. Hoban states that it is the
combination of these conditions that ‘...establishes a framework to

encourage long-term teacher learning’.
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Each of these professional development models present implications for
the leadership role within a school. It is vital that those in leadership
positions recognise and value professional development initiatives within
the school. It can be concluded from this that the success of professional

development models are often dependent on leadership styles.

Change and Professional Development within
Literacy

Literacy is an area that often evokes emotional responses from people
who have views about what teachers should be teaching in their
classroom. Media often carry stories about the state of current education,
often finding fault with what is happening in contemporary classrooms.
‘Change’ is often called for, particularly with regard to the way literacy is

taught in classrooms.

Such calls for ‘change’ falls more into the category of ‘symbolic’ change
rather than ‘real’ change. lItis reflective of Fullan’s (1982:22) description of
‘symbolic’ change resulting from community pressure. Edward-Groves
(2003:103) claims that “...policy makers have traditionally aimed
professional development at the macro level of teacher practice...” when
addressing professional development in literacy. Such opportunities are
aimed at improving literacy learning for students, but within the realm of

‘symbolic’ rather than ‘real’ change.

The reality is that many people do have a right to comment on and have
input into what happens in classrooms. Education is surrounded by
‘stakeholders’ — ‘...a person or group of persons with a right to comment
on, and have input into, the curriculum program offered in schools’
(Connelly and Clandinin, 1988:124). Schools and society are incalculably

linked. Therefore, it is important that teachers acknowledge who these
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stakeholders are and acknowledge their impact on their classroom

practice.

Government Initiatives and the English Curriculum

Teaching practice embodies both ethical and political considerations
(Winch, 1996: 88-89). There is conflict between the progressive and
traditionalist views of education. Winch (1996:89) attributes this to
education not always considered as both a political and social
responsibility - ‘It was only when education became the subject of
considerable public and political interest from the mid 1970s onwards that
a debate about practice became possible and only in the 1990s that is
became at all prominent’. Arguments from these arenas surrounding
literacy and the way it is taught in schools focus on the individual
development of a student versus the academic attainment of government

accepted literacy standards.

In 1990 the Commonwealth Government of Australia developed a White
Paper entitled ‘Australia’s Language: The Australian Language and
Literacy Policy’. This policy was endorsed by the Federal Cabinet in 1991
after “...consultation with all States, territories, professional bodies, and
providers of language and literacy education ...” (Brock, 1995:19-20). The

four goals of this national policy are:

. all Australians should develop and maintain effective literacy in English to enable

them to participate in Australian society;

. the learning of languages other than English must be substantially expanded and
improved;
. those Aboriginal and Torres Strait Islander languages which are still transmitted

should be maintained and developed, and those which are not should be
recorded where appropriate; and

. language services provided by interpreters and translators, the print and
electronic media, and libraries should be expanded and improved (DEET,
1991:iii)
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This White Paper included the following definition of Literacy:

Literacy is the ability to read and use written information and to write
appropriately, in a range of contexts. It is used to develop knowledge and
understanding, to achieve personal growth and to function effectively in our
society. Literacy also includes the recognition of numbers and basic
mathematical signs and symbols within text.

Literacy involves the integration of speaking, listening and critical thinking with
reading and writing. Effective literacy is intrinsically purposeful, flexible and
dynamic and continues to develop throughout an individual’s lifetime’ (DEET,
1991:9)

This is the same definition was adopted the New South Wales English K-6
Syllabus document (Board of Studies, 1998:5).

The National English Statement is consistent with this Policy. ‘It insists
that literacy is more than a set of static, decontextualised skills’ (Brock,
1995:30). The Statement presents the role of schools in the literacy

development of it students as being:

...at school, as in the early formative years, language is best learnt in use, with
the aid of well-chosen teacher demonstrations, explanations, correction, advice
and encouragement. Effective teaching is based on what children already know
and can do. The teaching of English will achieve most where the considerable
informal language knowledge and competence of students, whatever their
cultural or language backgrounds, is acknowledged, used and extended
(Curriculum Corporation, 1994a:3)

Teachers are called upon to be familiar with the theories surrounding
literacy learning. Brock (1995:35) states, ‘Teachers need to be aware of a
wide repertoire of theories and strategies from which to draw eclectically
when teaching language, literacy and literature within the particular
educational contexts that they teach their students’. From my experience,
this ‘eclectic’ gathering of strategies and theories has often resulted in

disjointed teaching approaches within schools.

Schools in New South Wales are all guided by an English K-6 Syllabus
(1998). This syllabus identifies four key modes of language that children

need to be taught — reading, writing, talking and listening. The syllabus is

78



made up of outcomes for each stage group working towards these

language modes.
Early Stage One:  Kindergarten students

Stage One: Year 1 and Year 2 students
Stage Two: Year 3 and Year 4 students
Stage Three: Year 5 and Year 6 students.

The ‘...core of the syllabus is an emphasis on language as a resource for
making meaning’ (Board of Studies, 1998:7). The document makes clear
that there is a vital relationship between talking, listening, reading and

writing when using language for social purposes. This is illustrated further

in diagram 2.5.
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Figure 2.5 - The Interaction of Reading, Writing, Talking and Listening to Create
Meaning (Board of Studies, 1998:7)



Professional Development Models for Literacy Teaching

Professional Development has previously been discussed according to
characteristics that have worked, have not worked and suggested models.
It is important to acknowledge that specific models have been designed
previously to support classroom literacy practice. Two of these existing
models will be explored further. The Frameworks Professional
Development Model will be explored as it has played a role in my
professional formation. | have used it as a basis for previous research
(Kervin, 1999) and have been exposed to it through my professional
interactions with both Jan Turbill and Brian Cambourne. Good First Year
Teaching also needs to be explored further. It has been referred to in the
introduction chapter, but needs additional explanation as it has been the
main literacy professional development opportunity offered to the teachers
within the system from which this inquiry has drawn its participant teachers
from. Four of the six participant teachers have been involved in this form

of professional development.

The Frameworks Program
The Frameworks Program (Turbill, Butler and Cambourne, 1991; 1999)

encourages teachers to explore their own personal teaching philosophy

and practice. The teachers are given the opportunity to explore their
beliefs and the theories of others. From looking at both personal and
external thoughts, teachers are able to compare and contrast these, thus
reinforcing and building upon their own teaching philosophies. The
implications of these beliefs can then be considered in the context of
classroom teaching. Teachers in their own classrooms can try any ‘new’
practices. The program is designed so that the results of old and new
teaching practices can be reflected upon with colleagues in a supportive

environment.
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The Frameworks model of professional development draws upon the
notion of the teacher as being a learner through the interplay of four basic
knowledge domains. This interplay between the knowledge domains is
represented in figure 2.6
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Figure 2.6 - ‘Frameworks’ as a model of professional learning (Turbill, 2002:96)

The notion of a ‘facilitator’ is of paramount importance to the Frameworks
program. A facilitator needs to be able to make ‘professional judgement’
with regard to when input is provided according to individual teacher needs

and its place within their context of situation (Turbill, 2002:100).

Reflection, collaboration and sharing are some key ‘conditions’ to the
Frameworks professional development experience. The facilitator of the
program has an integral role within these as they ‘...provide structures to
encourage interplay between the knowledge domains’ (Turbill, 2002:100).
Each of these ‘conditions’ ‘...should be viewed as a collective and not as
independent learning processes’ (Turbill, 2002:101).

This model for professional development for literacy incorporates many of

the characteristics identified in ‘successful’ professional development. It
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provides a balance of theory and classroom practice within the context of a

supportive community.

Good First Year Teaching

The Good First Year Teaching course was developed ‘...as one
component in a systematic approach to improving literacy teaching and
students’ literacy outcomes in diocesan primary schools’ (Catholic
Education Office: Diocese of Wollongong 2001:1). In 1999, the Good First
Year Teaching Program was offered for the first time to teachers in the

Wollongong Diocese.

This original ‘Good First Year Teaching’ course was designed for teachers
of Kindergarten and associated support staff. Reading Recovery had
been introduced to the diocese in 1994 and the Good First Year Teaching
program was intended to complement and support this. The Literacy
Education Officer for the diocese designed the course to meet needs
identified by Reading Recovery (Clay, 1979) teachers. Feedback from
Reading Recovery teachers was indicating that classroom teaching wasn’t
supporting the Reading Recovery Program through such practices as the
inclusion of guided reading groups within the classroom and the regular

assessment of reading practices (1-10.1.01).

The Good First Year Teaching program is underpinned by a set of ten

beliefs. These are based on the characteristics of quality teaching

identified by Fountas and Pinnell (1999). Good First Teaching:

» Assumes that all children can learn to read and write

> s based on a teacher’s understanding of the reading and writing
processes

» Is based on assessment that informs instruction and documents
individual learning over time

» Requires a large block of daily instructional time for literacy
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» Takes place in an organised environment that encourages children to
be active participants and supports collaborative and independent
learning

» Engages children in a variety of reading and writing experiences

involving connected or continuous text, on a daily basis

Includes attention to letters and words and how they work

Requires appropriate materials and resources

Is designed to complement Reading Recovery programs

YV V V V

Is not a program you can buy, but is the result of an investment in
professional development.
(Catholic Education Office: Diocese of Wollongong 2001:3)

A key principle of change as described by Stoll and Fink (1996:45) is that
‘people have to understand change and work out their own meaning
through clarification, which often occurs through practice.” This principle
justifies the selection of action research as a possible professional
development model. While diocesan programs such as Good First Year
Teaching may in fact change the appearance of classroom teaching
behaviours, for true change to occur these changes must also take place
in teacher belief, in their ‘individual learning and teaching theory’
(Whitehead, 2000).
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Action Research as a Professional Development
model for teaching Writing

As you travel to new places, you will learn much from those who have walked
these trails before you. They will provide you with direction, yet they will respect
your journey and let you find your own way. They are the travelers of days gone
by and they have much wisdom to share with you. Listen to their voices and
learn alongside them.

(Whelan, 1999:23)

Action research as a methodology has been linked to teachers and
education for some time. It is seen to be a valuable way for teachers to
address issues that arise in their classrooms as they plan, act, observe
and reflect in order to work towards solutions. From my own experience
as a classroom teacher, action research is what teachers do naturally in
their classrooms — they problem-solve identified issues. McNiff (2000:95)
writes, ‘during recent years | have been struck by the variety of responses
to action research by different communities. Workplace-based
practitioners welcome it. They frequently comment, ‘This is what | do in

any case, only now there is a theoretical framework to it’.

Defining Action Research

There are many definitions of action research. Cohen and Manion
(1994:192) describe it as:

essentially an on-the-spot procedure designed to deal with a concrete problem located in
an immediate situation. This means that ideally, the step-by-step process is
constantly monitored over varying periods of time and by a variety of mechanisms
(questionnaires, diaries, interviews and case studies, for example) so that the
ensuing feedback may be translated into modifications, adjustments, directional
changes, redefinitions, as necessary, so as to bring about lasting benefit to the

ongoing process itself...
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It is important to note that this definition makes clear that the task is not
finished when the project ends. The participants continue to review,

evaluate and improve practice.

Elliott (1991:107-108) states that teacher-based action research has
specific characteristics. The problems that are addressed reflect a
‘practical/moral’ nature and reflect the real issues of classroom life. The
process of the action is increasingly important as teachers consider ‘the
concepts of value’ which shape their teaching practices. These values are
realised in a teacher’s interactions with the students. Teacher-based
action research is a ‘reflexive practice’ as the teacher evaluates and
appraises the quality of their ‘self’ through their actions. Actions ‘are
conceived as moral practices rather than mere expressions of techniques’.
Theory and practice are integrated through teacher-based action research.
An increased understanding of educational theories is demonstrated
through consistently improved teaching practice. Dialogue with
‘professional peers’ is important as it helps the teachers ‘realize
professional values in action’ as ‘they are accountable for the outcome to
their professional peers’. Such characteristics unpack the framework of

action research, with an emphasis on its practical nature.

The fundamental aim of action research ‘... is to improve practice rather
than to produce knowledge’ (Elliott, 1991:49). In this inquiry, improved
practice occurred through the participant teachers increased capacity to
discriminate and judge situations that occurred in their classroom practice
when teaching writing. Such skills have the ability to impact upon the

teachers’ practical understanding of increasingly more complex issues.

The literature surrounding action research identifies key aspects of the
methodology. Elliott (1991:69) states that an important aspect of action

research involves making a ‘practical judgment in concrete situations’.
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The purpose of action research is to help ‘people to act more intelligently
and skillfully’. Theories that are developed through action research are
‘validated through practice’. Another key feature of action research is its
‘...potential for empowerment and the inclusion of a greater diversity of
voices in educational policy and social change. We see practitioner
research as an opportunity to make the voices of those who work closest

to the classroom heard’ (Anderson, Herr and Nihlen, 1994:6).

Action Research and Teachers

This inquiry looked to action research as a way to support the teachers’
understanding of the literacy curriculum, particularly their understanding of
the writing process and how to teach this to students. For some of the
participant teachers, this required them to change their teaching practice.
It required others to evaluate and tighten teaching practice. Nunan (1989:
3) states that curriculum changes and changes in thinking surrounding a
curriculum area will be more readily adopted if teachers are encouraged to
take a “...critical and experimental approach to their own classrooms’.
Such an approach encourages them to become action researchers where
they carry out research on their own class dealing with problems they have
identified. This process is more likely to lead to change in teaching

practice.

Huberman (1992:137) also supports this notion with his ‘craft model’ which
can be likened to the action research process. Encouraging teachers to
‘tinker’ within their classrooms, through the use of the guiding action
research principles leads to the development of ‘personal teaching

efficacy’ amongst teachers.
Turbill (2002:103) expands upon this idea with her call for teachers to build
upon what they already know through professional development

opportunities. She asserts: ‘...the transformation of new knowledge with
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what the learners [the participant teachers] already know as well as
digging deeper into what they already know, think and believe ... [will
enable] ... this tacit knowledge ... [to become] ... prepositional

knowledge’.

Marsh (1988:29) defines an action research model of staff development as
involving ‘...groups of teachers systematically analysing an issue or
problem of concern to them and then planning action programs, executing
them, evaluating their efforts and repeating the cycle if necessary’. Key
elements in this approach include ‘... the participation of teachers in the
self-reflection, discussion and argumentation’. It is this practical nature of

action research that makes it so appealing to teacher researchers.

Action Research and Reflective Practice

Terms such as ‘teacher research’ and ‘reflective practice’ have become
increasingly more common in educational reform (Whitehead, 2000, 1989;
Carson, 1997; LaBoskey, 1994; Gore and Zeichner, 1993). Such terms
suggest that teachers must play active roles ‘...in formulating the purposes
and ends of their work as well as the means’ (Gore and Zeichner,
1993:205). Reflection is a key component of the action research process.
As Elliott (1991:54) states, ‘Action research integrates teaching and
teacher development, curriculum development and evaluation, research
and philosophical reflection, into a unified conception of a reflective
educational practice’. Edward-Groves (2003:92) argues that reflective

teachers ‘...want to interpret and learn from their own teaching’.

Schon (1987) has claimed that reflective practitioners are engaged in a
form of research. He goes further to say that most professional
development opportunities work to solve given problems. However, in
actual classroom practice the practitioner has to first identify the problem

before beginning to solve it. Such a process needs the practitioner to
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have an understanding of research methodology to assist with this
(Shulman, 1992). Action research is a meaningful form of professional
development as it relies on firstly the identification of a problem then
provides a structure for the problem to be worked through. However, little
indication is given as to support structures that can be used to assist

teachers in this process and when to actually stop the process.

Danielson (1996:106) identifies the ‘...ability to reflect on teaching is the
mark of a true professional. Through reflection, real growth and therefore
excellence are possible. By trying to understand the consequences of
actions and by contemplating alternative courses of action, teachers

expand their repertoire of practice’.

Reflective and action research practices have been identified as useful
tools for the professional development of teachers (Stronge, 2002; Mills,
2000; Grimmett and Erickson, 1988; Kemessis, 1987; Liston and Zeichner,
1989; Oja and Smulyan, 1989; Schon, 1987). Action research has been
used as a methodology for social scientific research and social change,
therefore linking it historically to a language of ‘democracy’ and
‘transformation’ (Gore and Zeichner, 1993:206). The work of Kurt Lewin
suggests that action research, when employed, gives the members a
greater say in, and sense of control over, improving the negotiated area
(cited in Gore and Zeichner, 1993:206). Such literature reiterates the

merits of action research as a form of professional development.

‘Reflection begins when an individual is perplexed or uncertain about an
idea or situation and ends with a judgement’ (LaBoskey, 1994:4).
‘Reflection can be done individually, in small groups, or by a scribe for a
large group such as a school staff (Collay, Dunlap, Enloe and Gagnon,
1998:62). Teacher-based action research is usually initiated by classroom

teachers in response to an issue they’ve identified in their classrooms.
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According to Nunan (1989:3), teacher initiated research has the following
advantages:
. It begins with and builds on the knowledge that teachers have

already accumulated

. It focuses on the immediate interests and concerns of classroom
teachers;

. It matches the subtle, organic process of classroom life

. It builds on the ‘natural’ processes of evaluation and research which

teachers carry out daily

. It bridges the gap between understanding and action by merging
the role of the researcher and practitioner

. It sharpens teachers’ critical awareness through observation,
recording and analysis of classroom events and thus acts as a
consciousness-raising exercise

. It provides teachers with better information than they already have
about what is actually happening in the classroom and why

. It helps teachers better articulate teaching and learning processes

to their colleagues and interested community members.

‘Reflecting on one’s actions, however, is central to making meaning of
work and becoming a professional’ (Collay, Dunlap, Enloe and Gagnon,
1998:62). Such reflection can occur through a journal, however ‘dialogues
with colleagues about something that happened during the day ... or
thoughts about the profession’ (Collay, Dunlap, Enloe and Gagnon,

1998:63) are other valuable forms of reflection.

Action Research and Collaboration

A criticism of action research has been that it doesn’t move anywhere.
Teachers working alone keep moving through the process without making
any real change. The incorporation of collaboration among a variety of

professionals leads to make this process more worthwhile, as the action
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research support network is extended. Such collaboration includes a
willingness to talk with others about problems as a way of finding solutions
(Gebhard and Oprandy, 1999:62). Calhoun (2002:18) states ‘action
research can change the social system in schools’ in the way that
collaboration with others enables learning to be supported within a culture
where such learning is expected. The practice of ‘like-minded’
practitioners all working on addressing a common issue is referred to as
‘critical friends’ with their role being ‘to critique one’s work within a context

of support’ (Anderson, Herr and Nihlen, 1994:7).

Observing teachers in their classrooms is often considered to be the most
‘natural’ way to evaluate teachers. However, in saying this, many aspects
of teaching ‘...such as knowledge, understanding and attitudes...” are
unobservable (Nevo, 1995:146). The use of action research as a process
assists teachers in clarifying their own knowledge, understanding and
attitudes. Doing this is a collaborative way enables teachers to create
connections with others and have a forum to dialogue about these aspects
of teaching (Edwards-Groves, 2003).

Brumfit (1985: 152) claims that the ability to “...question and revise
fundamental assumptions about the nature of education...’ is the key to
guality teacher education. However, he also claims ‘...such questioning
and revision must be based on a close understanding of the nature of
teaching and learning, derived from experience as well as theory’.

Stronge (2002:21) states that questioning and reflective practice are
interwoven as one cannot occur without the other. The principles of action
research support this process. Darling-Hammond (1997:320) argues that
real learning occurs when ‘...questions arise in the context of real students
and real work in progress where research and disciplined inquiry are also

at hand’. The importance of questioning to the action research process is
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clear; working through these within a collaborative community provides a

way of drawing upon other teachers’ expertise.

Elliott (1991:54) proposes, ‘Action research does not empower teachers as
a collection of autonomously functioning individuals reflecting in isolation
from each other’. The literature strongly emphasises the benefits of action
research in terms of improving classroom practice. Indication is given that
this can be done in conjunction with others in order to create ‘commitment
to worthwhile change’ (Elliott, 1991:55). However structures within the
literature to demonstrate exactly how this could occur are not clearly

indicated.
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The ‘Puzzie’ of Professional Development from the
Literature

The literature has identified a number of components to consider when
working towards refining teaching practice within a curriculum area, such

as Literacy, more specifically the teaching of writing.

Change and education go together concurrently. For ‘change’ to occur
and be successful, it's imperative that the teachers see value and a need
for that change to occur. The four phases of change (Stoll and Fink, 1996;
Fullan, 1992) need to be moved through in order to achieve this ‘real’

change.

The literature acknowledges the importance of identifying ‘stakeholders’
and recognizing their importance and impact in terms of what teachers do
in their classrooms (Nieto, 2001; Barth, 1991; Connelly and Clandinin,
1988). Such ‘stakeholders’ can often form powerful people partnerships,
which impact upon teachers classroom practices. When considering
literacy in these early school years, it is vital to acknowledge the role of
school policy and directions, the support from the Principal and school
leadership team, the expectations of parents and the provision of
programs such as Reading Recovery (Clay, 1979). These ‘stakeholders’
all impact upon literacy classroom practice.

The role of the teacher has changed significantly in recent times. This
changing role needs to be addressed in order to understand teaching
practice. A disjointed approach in teaching can be the result of previous
learning experiences, which contribute to one’s ‘Living Educational Theory’
(Whitehead, 2000). Such experiences may also vary among
‘stakeholders’ which again impact upon their expectations and demands of

the classroom teacher.
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Professional Development opportunities provide for teachers are varied
and are often reflective of the ‘unsuccessful’ and ‘successful’
characteristics that have been described. Too often, teachers have been
seen as ‘empty vessels’ waiting to be filled up with teaching knowledge
through professional development opportunities. Johnson and Golombek
(2002:1) write, ‘for more than