
SYNOPSIS
This paper presents the S.P.A.C.E. Model of Teacher Learning that has 
emerged from my PhD research (Holliday 1994)..  The model has arisen 
out of an analysis of a range of literature including the literature on 
adult learning, teachers as learners, curriculum development and 
educational change, as well as a study of teachers as learners which 
involved an analysis of interviews with teachers in the USA, the UK and 
particularly in Australia.  The model emphasises the importance to 
teacher learning of five conditions: Self, Personal Meaning, Action, 
Collegiality and Empowerment.  They influence each other in ways that 
are described as synergetic and symbiotic.  Other infuences on these 
conditions are described as proximal and distal.  The model carries 
implications for ways in which teachers can be supported and can 
support themselves in undertaking their continued professional 
learning.  I developed the model not only as a way of summarising the 
findings of my research but more importantly as a heuristic device, one 
which will provide, I hope, a new and useful way of conceptualising and 
of further investigating and supporting teacher learning.  
THE STUDY'S METHODOLOGY
The study was an example of qualitative inquiry.  It was a type of 
inquiry that has ready and wide acceptance as a way of learning about 
educational issues.  Eisner (1991a), for instance, has said that 
"qualitative research is really the only honest way to study an 
educational situation".  He has also asserted that "anything that has 
import for education is a potential subject matter for qualitative 
study" (Eisner 1991b:32).  Others such as Jackson (1968), Smith and 
Geoffrey (1968), Wolcott (1973), Barone (1983), Lightfoot (1983), 
Connelly and Clandinin (1988) have provided qualitative accounts of the 
lives of people in schools, accounts which may better depict the real 
world of schools than the measurement approaches used by 
psychometricians. As Eisner and Peshking (1990:12) put it, "qualitative 
approaches to research may be better able to make the feel of the place 
more vivid than a precise measured description".   The study was a case 
study, it was an aesthetic way of knowing, it involved writing as a 
vital part of the research and meaning-making process, and it passed 
through several phases.  These are explained below.  
The study as a case.  I interviewed teachers in the USA and the UK as 
an early part of the study.  These helped my early conceptualisations 
of "conditions of teacher learning".  However, the focus of the study 
was a case study of a particular K-6 rural school in NSW Australia 
where all the teachers were interviewed.  Even though each teacher 
could be considered a special case, it is the findings of all the 
teachers as a group that was of interest.  In other words, the school 
in the study was the study's unit of analysis.  It was important to 
interview all the teachers of one school, rather than different 
teachers from different schools for instance, in order to gain multiple 
perspectives about particular aspects of the one school, aspects such 
as collegiality, which the literature suggested was important.  Case 
study research is concerned with bounded systems.  The case study 



school was one such. 
An aesthetic way of knowing.  For me the study was an aesthetic way of 
knowing, a process which involved me in firstly making meaning of the 
data I gathered and of the literature, and secondly in giving form to 
that meaning so as to make comprehensible to others what my research 
meant to me.  Eisner (1985:28) argued that aesthetic experience is to 
be found "in all human formative activity".  Aesthetic expression is to 
be found in attempts "to give order to our world.  To form is to confer 
order.  To confer aesthetic order upon our world is to make that world 
hang together, to fit, to feel right, to put things in balance, to 
create harmony" (p.29).  Giving form, then, to my developing thoughts 
during the course of the study, writing and shaping the thesis, seeking 
coherence out of confusion and finding reassurance out of self-doubt, 

were characteristic of my research processes which involved the 
following.
• iterativeness, recursiveness and intuitiveness: going over the same 
body of information more than once, going back over earlier bodies of 
information, testing and modifying, synthesising and refining previous 
ideas while making overall  progress and gathering new information; 
thinking logically while at the same time following hunches ;
• testing, revising and consolidating major concepts concerning 
conditions of  teacher learning, a process which included conflating 
subconcepts and subsuming them beneath more powerful concepts;
• controlling competing expanding and contracting forces: resolving the 
tension between investigating too much and too little;
• reflexivity: reviewing my thinking and practices critically and 
reflectively.
Writing as a crucial part of the research process.  Writing is a way of 
thinking.  I write to know what I know.  I write to learn.  I write my 
way to meaning.  My writing is personal although needing to be made 
public when turned into a thesis.  Writing was not something that only 
happened at the end of the research process when it came time to write 
the thesis.  Writing happened all the time because it was a crucial 
part of the continual thinking and feeling process.  When it  did come 
time to write the thesis I let my voice be heard, I used a narrative 
form of writing at times and I exposed my values to my readers.  
Various other writers supported this approach. (e.g. Bogdan and Taylor 
1975, Donmoyer 1980, Eisner 1991b, Goetz and LeCompte 1984, 
Groundwater-Smith 1984, Miles and Huberman 1984, Lincoln and Guba 1985, 
Pradl 1988).  So I adopted a personal and narrative approach to writing 
parts of the thesis.  The above writers supported my use of the first 
person "I" instead of "the researcher" or "the writer", and the use of 
narrative as candid ways of portraying the events of the type of 
qualitative research reported in my thesis, and of making explicit the 
values and perceptions and something of the person involved in its 
procedures.  
Writing was disorderly at times, although purposeful.  It was 
physically messy with piles of discarded paper cluttering my study and 



stacks of books and journals spilling off shelves.  It was impossible 
to adhere to my supervisor's neat timeline; the writing/ thinking 
process directed me as much as I directed it.  It was not unlike the 
development of an oil painting - a matter of  working on the whole 
picture, moving back and forth between parts of the composition and 
between the subject and the interpretation, creating coherence while 
attending to details, and all the time being open to insights, even 
inspiration. My original major research question could only have been 
adumbrative, therefore, changing and developing clarity in the light of 
my growing knowlege.   
Phases in the research process.  The study comprised the following 
phases.
The genesis.  This was characterised by my need to know.  As a K-6 
teacher and then as a curriculum consultant working in head office of 
the NSW Department of Education I came to recognise that I and other 
teachers needed continual support for our professional learning.  We 
needed to be treated as learners.  Just giving teachers curriculum 
documents/ syllabuses was paramount to just giving students a text book 
and leaving them: neither properly supports the learner 
(student-learner or teacher-learner).  I wanted to know what conditions 
promote teacher learning.  During this phase I also clarified what my 
theoretical stance was as a researcher and what my assumptions were 
about what it is to be a teacher and a teacher-learner.  I began my 
research with the strong belief in the need to apply informed adult 
learning principles to teacher learning, in the need teachers have for 
professional autonomy coupled with responsiblity, and in a 
constuctivist explanation of the learning process.     

Preparatory investigations and deliberations.  These began with a 
feasibility study which involved me in recording and analysing what a 
group of teachers had to say about how they learned as they 
participated in an action research project investigating ways of 
improving the Language learning and use of their students.  A pilot 
study followed.  Three teachers were interviewed followed by debriefing 
sessions in which not only the content of the interviews were discussed 
but the way in which I conducted the interviews.  My interviews were 
too structured and did not let my respondents go back to earlier 
thoughts.  I was too organised.  This did not match the way my pilot 
teachers thought.  One of the pilot teachers said I should let my 
respondents "run off at the mouth".  This was followed by my overseas 
investigations during which I interviewed all the teachers in two 
schools: one in the USA and the other in the UK.  My interviewing 
technique improved and my conceptualisation of what a condition of 
teacher learning could be was becoming clearer. 
The main study.  This involved interviewing all 14 teachers and the 
principal of the case study school.  Two interviews of at least an hour 
each were conducted with each of the respondents.  A 
conversational-cum-semi-structured interview approach was used.  One 
month separated the first and second interviews while all the 



interviews were transcribed from the audio-casssette recordings that 
had been made.  The transcriptions of the first interviews were posted 
to the respondents for their examination in preparation for their 
second interviews.         
The first interview was designed to encourage respondents to talk 
 generally about what they had had to learn as teachers and how they 
 learned.  Teachers began to talk about the conditions that supported 
 their professional learning.  The second interview had three major 
 components: 1) A conversation during which the respondents reviewed the 
 transcription of their first interview.  They could, for instance, 
 agree with, reject, clarify or modify ideas they had expressed in the 
 first interview.  2) A more structured review of the issues raised in 
 the first interview, in which respondents were invited to test and 
 expand the ideas they had expressed in the first interview.  3) A 
 period when respondents could talk about a specific and recent example 
 of their professional learning: learning to implement the 1987 NSW 
 Writing K-12 syllabus.
Analysis of the interview data was assisted by the use of two 
computer-assisted qualitative research programs: HyperQual (Padilla 
1990) and The Non-numerical Unstructured Data Indexing, Search and 
Theorising program (NUDIST) (Richards, T., Richards, L., McGalliard and 
Sharrock 1992).  These did not think for me.  Their main usefulness was 
 helping me move and match chunks of interview text. 
THE PURPOSE AND SIGNIFANCE OF THE STUDY
The study recognises that teachers are important learners in schools; 
they have a lot of professional learning to do throughout their 
careers, and need to be supported in that learning.  Despite this it 
sometimes seems that governments, education authorities, syllabus 
writers, inservice organisers and others do not properly recognise 
teachers as learners  (Not always of course: there are some brilliant 
inservice courses that do recognise the learning needs of teachers, 
such as the Early Literacy Inservice Course, and Frameworks.)  This 
lack of recognition can happen when language subtly denies that 
teachers are learners.  
For instance, the expression I've seen in describing schools as 
learning communities, "teachers and learners", declares that there are 
two major groups in a school: learners and that other group 
called"teachers" who, whatever else they are, they are not learners.  
It's insidious, much the same as unacceptable sexist language 
like,"Farmers and their wives pioneered the West".  As if the womenfolk 
didn't farm!  As if teachers don't learn!    

It's not that people deliberately say that teacher are not learners, 
it's just that the learning needs of teachers can be overlooked, 
particularly, the conditions that support their learning.  When a 
syllabus is just given to teachers, or when teachers are merely told 
what to do, without consideration for their professional expertise, or 
for the conditions that will support their attempts to learn to 
implement the syllabus, they are being treated as if they are not 



learners but simply the recipients and then purveyors of someone else's 
ideas. The messengers.  
Education authorities and others need to treat teachers the way 
teachers are expected to treat their students: with respect for 1) 
their need for a sense of self-worth and competence, 2) their need to 
make personal and shared sense of proposed new learning, recognising 
individual and common stages of development as well as learning styles, 
3) their need to try out new ideas in action in real settings for real 
purposes, to experiment and adapt according to real, immediate needs, 
4) their need for opportunities to draw upon the tangible and emotional 
support of fellow learners, and 5) their need to have a sense of 
autonomy, based on informed judgement and a knowledge of likely 
consequences, over what they learn, when and how.  Teachers and 
students are both learners.  They both need conditions that will 
support their learning. 

My research pursued the question, "What conditions of adult learning 
promote teacher learning?".  I considered it important to pursue 
basically because the school learning of students depends on the 
continuous workplace learning of their teachers.  "Teachers constitute 
the one single element of schooling most influencing students' 
learning" (Goodlad 1984:167).  The question was pursued also because 
school renewal depends on teachers.  "Educational change depends on 
what teachers do and think - it's as simple and as complex as that" 
(Fullan, 1991:117).  Additionally, "the centerpiece, or bridge, linking 
and overlapping classroom and school improvement … is the teacher as 
learner" (Fullan 1990:18).  
Logan (1988:219), saw "teachers as the principal learners in the school 
… [since] the success of school restructuring is singly dependent on 
the attention given to teacher development activities which empower 
teachers to realise their potential".  Barth (1990:46) argued 
similarly, pointing out that "only a school that is hospitible to adult 
learning can be a good place for students to learn".  In the sense, not 
of learning outcomes but of provision and promotion of opportunities to 
learn, teacher learning is more important than student learning - much 
like the situation, Barth pointed out, where airline passengers are 
given the following instruction.
'For those of you traveling with small children, in the event of an 
oxygen failure, first place the oxygen mask on your own face and then - 
and only then - place the mask on your child's face.'  The fact of the 
matter is, of course, that the adult must be alive in order to help the 
child.  In schools we spend a great deal of time placing oxygen masks 
on other people's faces while we ourselves are suffocating (Barth 
1990:42).  
The study is significant in that, as a result of a combination of 
analysis of the interview data and analysis of a wide range of 
literature, a new interpretion, encapsulated in the form of a model of 
teacher learning has arisen.  It is a model, referred to as the 
S.P.A.C.E. Model of Teacher Learning, which integrates a range of 
issues concerned with teacher learning including what it is that 



teachers learn, the processes of teacher learning, conditions that 
promote these process, influences on teacher learning and the context 
of teacher learning.  In this way the model relates what Fullan (1990) 
has argued have typically been separate areas of investigations into 
teacher learning concerned with the technical, reflective, inquiry, and 

collaborative aspects of teaching.  These, he argued must be seen in 
combination if school improvement attempts are to be most effecive, 
although each has its separate tradition of research and practice, and 
each has made important contributions in its own right.
Although many approaches address aspects of all four features of the 
teacher as learner in one way or another, all models to this point have 
a central tendency to stress only one or two of the four. Rarely (and 
we would say never in a fundamental sense) have all four received 
intensive attention in the same setting. It is easier said than done. 
The question is, how can the strengths of each of these four traditions 
be integrated and established in the teacher as learner (Fullan 
1990:20).
CONSTRUCTING A HEURISTIC MODEL 
The S.P.A.C.E. model is like other models.  Models are analogies.  They 
"are a way of representing given phenomena, but they are not the 
phenomena" (Beauchamp 1968:26). Models are concerned with providing a 
mental framework that could assist in better understanding the 
situation the model depicts.  O'Connor (1957:90) pointed out that 
"models … act like metaphors in language; they enlighten us by 
suggesting arguments by analogy from known resemblances to resemblances 
so far unnoticed". The best models are those which
•identify, simplify and order the essential components of a situation, 
while not losing the holistic interrelationships of those components;
•have components and configurations of components that are clearly 
defined: conceptually and/ or in actual shape;
•accurately represent reality;
•are comprehensible to an expected audience;
•can be tested and changed according to fresh discoveries.
A model is not just a collection or display of parts: bits of a model 
car on the table do not make the model car.  What is needed to make a 
model is to put the parts together to show how they interrelate in the 
real world.  The S.P.A.C.E. model does this.    
The S.P.A.C.E. model is intended, in Goodlad's (1983:41) terms, to be 
"a useful heuristic"  a heuristic, according to Lenat (1983:352), being 
"a piece of knowledge capable of suggesting plausible actions to follow 
or implausible ones to avoid".  Galt and Smith (1976) explained that 
"heuristic" is derived from the ancient Greek verb heurisko meaning "I 
find," or "I see".  "The modern English word 'heuristic' means 'serving 
to discover'. Thus the heuristic model provides a frame of reference 
from which discoveries can be made … because models are imperfect, they 
contribute to the processes of discovery and refinement" (Galt and 
Smith 1976:62).
And so the S.P.A.C.E Model of Teacher Learning is presented here as a 



way of guiding further investigations into teacher learning.

-------------------
HOLLIDAY'S S.P.A.C.E. MODEL OF TEACHER LEARNING HERE
-----------------------

The model's components are explained in the following order.        
•The conditions of teacher learning.

•Learning processes.
•Learning outcome/ goal.
•Synergetic influences.
•Proximal influences.
•Distal influences. 

CONDITIONS OF TEACHER LEARNING  
My definition is as follows. 
Conditions of teacher learning are those states of being, thinking or 
acting that promote, through their presence, processes of learning.  
They are conditions through which teachers learn.  This is a different 
(although related) concept from learning for a condition, or learning 
about a condition - distinctions made clearer by reference to 
Collegiality, one of the conditions described below:
•Teachers can learn for Collegiality by developing knowledge and 
understandings, feelings and values, and skills needed for effective 
teacher group work.
•Teachers can learn about Collegiality by developing knowledge and 
understandings about the purposes and processes of Collegiality.
•Teachers can learn through Collegiality by using collegial activities 
to learn to develop and implement a teaching practice.
In learning for and learning about Collegiality, learning is directed 
towards Collegiality itself.  In learning through Collegiality, 
Collegiality is a means of learning something else.    The conditions 
of learning the study identified are synergetically and symbiotically 
interrelated.  They are synergetically interrelated in that they 
enhance the ability of each other to promote the learning processes a 
teacher/ learner engages in.  Their relationship can also be described 
as symbiotic in that, more than enhancing, they seem often to depend on 



each other to sustain their existence.  In the figure above the circle 
enclosing the conditions casts a shadow on the square that depicts the 
learning processes in order to indicate that the conditions and 
processes could be stacked together, representing the notion of the 
conditions occuring at the same time as, in the presence of, the 
processes.
There appear to be five essential conditions of teacher learning: Self, 
Personal Meaning, Action, Collegiality, and Empowerment.       
Self.  This condition exists when teachers feel positive about 
themselves as people and as  teacher/ learners.  Feeling positive about 
oneself has a pervasive effect on all that teachers do.  The feeling 
involves having a positive self-concept, having a positive sense of 
self-worth as a person and as a teacher, and feeling self-confident.  
Self-confidence encourages teachers to be engaged in the processes of 
learning, to experiment even though this carries the risk of failure, 
the risk of damaging one's exising self-esteem.  This condition exists 
when a teacher has a positive self-image of him/ herself as a learner, 
when there is self-awareness and self-knowledge, coupled with 
self-respect and self-acceptance, while being aware of the need to 
continue to grow as a professional. 

Contributing concepts:
_________________________________

•Self-image   
•Self-concept
•Self-worth
•Self-acceptance
•Self-esteem
•Self-confidence
•Self-awareness
•Self-knowledge
•Self-respect

_________________________________
In discussing Self as a condition of teacher learning, respondents 
particularly indicated that  
• teachers need to feel valued, to have a positive sense of self-worth, 
both as classroom teachers and as colleagues able to wholeheartedly 
contribute to the running of the school;
•teachers generally need to feel good about themselves, like anyone 
else, to function effectively; 
•self-confidence is an important part of teachers feeling positive 
about themselves; it is important if teachers are to have the courage 
to try to undertake new learning; 
•teachers need to guard against devaluing themselves, against 
self-deprecation, as a result of the low status they perceived that  
teaching can have in the public mind.  Sometimes they are too critical 
of themselves;



•teachers' self-esteem should not rely on their perception of what 
other people's perceptions are of them but on an ability to value 
themselves - it is a matter of self-knowledge and self-acceptance;
•teachers can invest too much of themselves in their work, and as a 
result, their self-image as people is largely shaped by their image of 
themselves as teachers.  Teachers can be unfairly hurt when, for 
instance, under attack from the mass communication media.          
Personal Meaning.  This condition exists when teachers construct 
understandings of themselves, of their own learning and of the 
circumstances that influence their learning.  It includes identifying 
and questioning their own assumptions as well as the socio-political 
and educational assumptions that influence what they do, how they learn 
and what they learn.  But even after such questioning of assumptions, 
it involves still valuing and keeping hold of a sense of their genuine 
worth as people and as teachers.  Some assumptions will be retained and 
strengthened, while others will be abandoned.  This condition exists 
when teachers construct personal understandings of the meanings, values 
and consequences of their knowledge and understandings, of their 
feelings and values, and of their skills, both past and presently 
developing.  It involves self-reflection and critical analysis.  It 
involves ultimately making sense for oneself, although with the help of 
others, of new and old experiences, of new and old teaching practices. 
Contributing concepts:
____________________________________

•Critical reflection
•Critical awareness
•Reflexivity
•Making sense
•Personal subjective reality
•Beliefs
•Assumptions
•Ideology
•Personal language
•Perceptions
•Personal philosophy
•Personal theory
•Paradigms
•Tacit knowledge 
___________________________________
In discussing Personal Meaning as a condition of teacher learning, 
respondents particularly indicated that  
•learning inevitably involves the construction of personal meaning.  
The same idea, or practice, or curriculum policy document  will be 
interpreted, perceived and therefore implemented differently by 
different teachers;  
•making sense of practice, one's own or others', involves evaluation of 

the practice.  This evaluation, by and large, is in terms of the 



teacher's perception of the value of the practice to students;
•some teachers, at least, think about the effectiveness of their 
teaching just about all the time - including during those times when 
they are away from the classroom and school;
•undertaking new learning typically involves making sense of a new idea 
or practice by beginning with a conceptual framework or procedural 
structure.  Conceptual frameworks are psychological structures, mental 
systems that enable teachers to understand themselves, their world, and 
the interaction between the two.  New learning does not start from 
nowhere; a teacher makes sense of the unfamiliar by relating it to the 
familiar.  The need to start with and to reshape an existing conceptual 
framework is a  phenomenon that  appears to be the same as Piaget's 
(1963, 1970) notions of assimilation and accommodation.  These are 
processes that enable people to adapt to changes around them.  
"Assimilation involves trying to understand something new by fitting it 
into what we already know" (Woolfolk 1990:44).  This can require 
distortion of the knew information to make it fit the way we currently 
feel and think.  "Accommodation occurs when a person must change 
existing schemes to respond to a new situation" (p.44).  If a new 
experience is too unfamiliar, neither assimilation nor accommodation 
will be used.  Instead, the learner will likely ignore it, since, at 
least at the moment, it cannot possibly be made sense of.  The 
respondents also spoke of procedural structures that helped them 
undertake new learning.  These structures helped them assimilate and 
accommodate new ideas and practices by providing, at the beginning, 
simplified, manageable and achievable ways of doing things, such as an 
uncomplicated, structured way of planning a teaching program on paper.  
Then, as understandings increase with experience, and as both 
competence and confidence increase, more adventurous, sophisticated 
ways of proceding can take place.  The respondents also spoke of the 
need for a broad introductory idea of where new learning would lead 
them: they needed a global view which would then help them make sense 
of the details by enabling them to relate the details to the whole.  
This need appears to be allied to Ausubel's (1963, 1977) notion of an 
"advanced organiser", although his emphasis on expository teaching does 
not match respondents' view of the importance for them of discovery 
learning.  "The function of advance organisers is to provide 
scaffolding for new information. You can also see the organizer as a 
kind of conceptual bridge between the new material and … current 
knowledge" (Woolfolk 1990:292).   
Action.  This condition exists when teachers apply, test and develop 
others' and their own ideas in practice.  Learning by doing is an 
essential characteristic of this condition.  It is purposeful and 
thoughtful experience: it needs to be associated with reflection on 
action and reflection in action.  Reflection on action can be followed 
by action on reflection.  Ideas need to be tried in practice to see if 
they work.  Teachers generate fresh understandings through action.  
Experiment, trial and error, and running the risk of making mistakes 
are natural and essential for promoting professional learning.
Contributing concepts:



____________________________________

•Experience
•Practicability
•Practice
•Doing 
•Praxis
•Experiment
•Trial-and-error
•Risk-taking
•Approximation

•Trying new ideas
____________________________________
In discussing Action as a condition of teacher learning, respondents 
particularly indicated that  
•teachers are motivated to undertake learning that is immediately 
practicable in the classroom or school;
•teachers usually learn best by doing.  Learning on the job about how 
to carry out the job is a powerful way of learning; 
•teachers usually prefer to try to make a large change in practice by 
starting with small, manageable change at which they will succeed and 
which will, therefore, give them confidence to try further change;  
•a characteristic of learning is experiment, which involves trial and 
error, risk-taking, making mistakes, approximation to the intention, 
and trying again.  This is encouraged if there is in the school an 
acceptance of experiment among its teachers.    
Collegiality.  This condition exists when teachers learn with or from 
colleagues.  Educational colleagues may be fellow staff members in the 
same school or may be educationists, teachers or otherwise, who are 
found beyond the teacher's school.  A colleague may be a peer, a mentor 
or a protege.  Colleagues may influence through their presence, or 
indirectly through, for instance, the printed word.  
Although teachers learn ultimately as individuals, they usually do so 
as a result of interaction with colleagues at some stage.  Teacher 
learning is promoted by picking up ideas from or developing ideas with 
colleagues, by talking with them and seeing how they do things that 
look useful, by being emotionally supported, by co-operating with them, 
and by being encouraged, even pressured, by colleagues to change.  True 
collegiality is not merely a matter of a group of teachers being 
together.  The togetherness needs to have a special quality 
characterised by a genuine attititude of concern amongst the teachers, 
of support, unselfishness and teamwork, of group-centredness rather 
than solely self-centredness.  Collegial groups work best when both 
group and individual needs are met; when there is a balance between 
concern for completing the group task and concern for the 
socio-emotional needs of group members.      
Contributing concepts:
____________________________________



•Peer
•Mentor
•Protege
•Collaboration
•Co-operation
•Demonstration
•Emotional and other support
____________________________________
In discussing Collegiality as a condition of teacher learning, 
respondents particularly indicated that  
•teachers significantly depend on each other for support, especially 
early in their careers;
•collegiality can benefit teachers, not only through their receiving 
help, but through their providing help: they clarify their own thinking 
by sharing it with others;
•collegiality can take several forms and have several effects.  It can 
cause the individual to conform  out of a need to co-operate with 
others, or simply because of group pressure;
•while circumstances can encourage collegiality, it cannot be 
contrived.  The most helpful collegiality arises out of a shared 
willingness and ability to satisfy the needs of individuals;    
•for a colleague to promote learning, that colleague needs to have a 
number of qualities.  Amongst other things, the colleague needs to be 
willing and able to help, approachable and friendly, respected as a 

successful practitioner, needs preferably to have had recent successful 
teaching experience, needs to be trusted with knowledge of what may 
appear to be a teaching weakness, and needs to be willing to share 
resources;
•collegiality is expressed in several ways, including a teacher's 
talking with colleagues, seeing demonstrations by another teacher of 
what he/ she would also like to be able to do, being left alone to 
struggle with an idea or practice to give an idea time to be tested 
without the embarrassment of revealing a weakness, and formally 
organised inservice courses run preferably within the school where 
ideas would subsequently be tested in practice.    
Empowerment.  This condition exists when teachers feel a sense of 
ownership, autonomy, control and self-direction over their decisions 
and actions, including over the processes and outcomes of their 
learning.  A feeling of actual or anticipated ownership over an idea or 
a practice appears to be necessary if teachers are to feel committed to 
learning about an idea or learning to implement a teaching practice.  
It is this commitment, stimulated by the feeling of personal control, 
of autonomy that appears to promote learning.
Contributing concepts:
____________________________________

•Ownership      •Personal learning style



•Autonomy
•Control
•Self-direction
•Self-regulation
•Freedom within constraint
•Personal responsibility
•Relevance
•Adaptation
___________________________________
In discussing Empowerment as a condition of teacher learning, 
respondents particularly indicated that  
•a sense of control over a decision, albeit control shared with others, 
is essential if teachers are to feel committed to the decision;
•a sense of empowerment can exist when teachers feel the professional 
freedom to find out for themselves how an idea works in practice and to 
apply their creativeness unhindered by others;
•a sense of empowerment can come about as a result of teachers' 
increasing professional knowledge and expertise which, in turn, can 
encourage teachers to seek further knowledge and expertise;
•teachers have a type of inevitable control over their own learning by 
dint of their not being an homogeneous group.  Although there are 
similarities among teachers, brought about through their having been 
selected and prepared for teaching, and through the attrition of shared 
experience, nonetheless different teachers inevitably learn their own 
ways, in their own times.  Teachers have different abilities and 
interests which govern what, how and how well they undertake any 
particular example of professional learning.  Different teachers 
respond to the same teacher learning resource, such as a curriculum 
policy document, in different ways to match their different and common 
learning styles, abilities and interests; 
•autonomy is exercised by teachers adapting the teaching methods 
espoused by others to suit their own interests and abilities and the 
interests and abilities of their students.  Adapting, rather than 
copying someone else's idea, is a way of exercising autonomy.  
Teachers, ultimately, decide what is relevant for their students;  
•teachers accept that being empowered to learn and to implement what 
they have learned inevitably is associated with some kind of constraint 
such as the need to co-operate with colleagues.  A feature of 
empowerment, then, is the responsibility teachers have to use 

professional freedoms, but within the constraints;  
•teachers are most empowered within their own classrooms. 
LEARNING PROCESSES
Learning processes are represented in the S.P.A.C.E. model as involving 
changing knowledge and understandings, changing feelings and values, 
and changing skills of various types including mental, social and 
physical.  Learning processes involve the use of various learning 
strategies which increase in number and quality as the learner becomes 
more effective, and which the learner can select and combine with 



increasing sophistication and efficacy.  Learning processes crucially 
involve the learner's emotions, so that leaving behind old familiar 
ways and replacing them with new ones can involve a type of grief, a 
sense of loss not only of the left-behind practice but more 
particularly of the self associated with the practice.  
LEARNING OUTCOME/ GOAL
The S.P.A.C.E. model indicates that the learning processes, in 
conjunction with the five conditions of learning, can lead to the 
achievement of a learning outcome/ goal.  The model depicts an outcome/ 
goal as involving changed knowledge and understandings, changed 
feelings and values, and changed skills.  A learning outcome is a 
learning product which has resulted from the learning processes.  An 
outcome is a learning product that has actually been achieved, while a 
goal is a learning product that is anticipated.  Teachers need to 
undertake a wide range of learning, some of which would not be 
considered by outsiders.  For example, teachers not only need to 
implement new curriculum policies/ syllabuses, but also need to learn 
to develop trust in their own judgments, to develop appropriated 
decision-making skills, to work effectively with colleagues and the 
community, to understand their students, to survive, and to organise 
themselves.    
SYNERGETIC INFLUENCES
Synergetic influences are one of three broad types of influences 
depicted by the S.P.A.C.E. model.  The model, with its double-headed 
arrows, shows that the conditions are influenced by their relationship 
to each other.  This relationship is synergetic in that the ability of 
any one or combination of the conditions of learning to promote a 
teacher's learning processes is enhanced by the presence of any other 
or others.  The relationship among the conditions is also symbiotic in 
that the conditions naturally co-exist and support each other, and can 
be so interdependent that it would debilitate one if separated from 
another or others.  
Contributing concepts:
____________________________________

•Reciprocal enhancement
•Symbiotic
•Reciprocal dependence
•Natural co-existence
•Debilitation through separation
____________________________________ 
In discussing the interrelationship of the five condition of teacher 
learning, respondents particularly indicated that  
•teachers' self-confidence and sense of self-worth are increased when 
they succeed in trying ideas in practice.  The probability of such 
success is maximised when teachers do not try to learn to change too 
much practice too quickly: incremental change, rather than attempts at 
wholesale change requiring wholesale jettisoning of familiar practice, 
is usually desirable (Self-Action); 
•teachers' feelings of self-worth and security are nurtured when 



colleagues are supportive.  Such support can take many forms, including 
a passing but kind word, having one's practice and ideas sincerely 
appreciated and valued, and being expected to succeed 

(Self-Collegiality);
•colleagues can stimulate action by exposing a teacher to an idea they 
did not first have themselves.  A colleague left alone may not feel the 
need to learn to change (Collegiality -Action);  
•colleagues working together can produce new ideas and practices that 
individuals may not have the resources or experience to produce.  This 
can create a sense of self-worth, achievement, pride and personal 
control amongst the group of teachers (Collegiality-Self);
•teachers cannot really make sense of an idea or practice until they 
have developed or have tried it themselves.  Piaget's (1970, 1973) 
notion that we really only thoroughly understand those things that we 
invent or recreate for ourselves applies here (Action-Personal 
Meaning); 
•action and reflection-on-action are interdependent and can happen in a 
cycle with both action and reflection giving meaning to the other.  
Reflection-on-action can happen not only after an action but in 
anticipation of it: the action can be imagined and the consequences 
predicted (Action-Personal Meaning);  
•a theory that explanations a teaching method is sometimes preferred by 
teachers before trying an idea in action and at other times after the 
action has taken place (Personal Meaning- Action);
•the development of personal meaning is encouraged by talking with 
colleagues (Personal Meaning-Collegiality). 
PROXIMAL INFLUENCES  
The S.P.A.C.E. model's proximal influences are called "proximal" 
because they are under the here-and-now control of a teacher/ learner.  
They comprise the immediate knowledge and understandings, feelings and 
values, and skills that predispose the teacher/ learner, at the place 
and time when new learning is anticipated, to be engaged in the 
conditions of learning, and in the learning processes, and to pursue a 
particular learning outcome/ goal.  
Being predisposed towards the conditions of learning means being both 
willing and able to seek or accept an opportunity to be engaged in the 
conditions.  Being willing arises from feeling confident about, or in 
favour of, being engaged in the conditions; it means that the 
conditions are valued by the teacher.  Being able means that the 
teacher has sufficient knowledge and understandings about the 
conditions, as well as sufficient skills connected with the conditions, 
to be effectively engaged in them - at least to effectively make a 
start.  A teacher may be predisposed towards a new practice, so 
consequently may be predisposed towards the learning processes needed 
to learn to implement the practice and, still further, may be 
predisposed towards the conditions of learning that would promote the 
learning processes 
Contributing concepts:



____________________________________

•Predisposition
•Willingness and ability
•Knowledge and understandings
•Feelings and values
•Skills
____________________________________
The views of respondents suggested examples of proximal influences, 
which included
•teachers' capacity to change and attitude towards processes of change. 
 Teachers, like other people it seems, vary in the degree to which they 
are able to accept change as an ongoing part of life, including 
professional life; 
•teachers' attitude towards a particular example of learning.  This can 
include the declared need to learn to implement a particular new 
curriculum policy document, or an attitude towards learning in general. 

 A positive attitude is conducive to undertaking new learning;
•teachers' feeling comfortable with anticipated change.  This refers to 
a teacher's feeling unstressed, at ease, at the prospect of any change 
or of a particular anticipated change;  
•teachers' feeling confident about their ability to undertake a 
particular anticipated learning and to be engaged in the conditions of 
learning, as well as feeling confident about the benefits to them and 
their students of making a particular change.  
DISTAL INFLUENCES
These influences are called "distal" because, by comparison to proximal 
influences, they are further removed from the "here-and-now" control of 
the teacher/ learner.  Distal influences bring about the knowledge and 
understandings, the feelings and values, and the skills that predispose 
the teacher towards the conditions of learning.  Distal influences are 
primordial in that they constitute the origins of a teacher's current 
predispositions towards the conditions and processes of learning, and 
towards a learning outcome/ goal.  Amongst the distal influences, then, 
would appear to be the possibility of an answer to the question of why 
and how it is that a particular teacher is willing and able to be 
engaged in the conditions and processes of learning, or to pursue a 
particular learning outcome/ goal.  
Contributing concepts:
____________________________________

•Primordial 
•Contextual distal influences
•Personal distal influences
•Predisposition
•Willingness and ability
•Knowledge and understandings
•Feelings and values



•Skills
___________________________  
Distal influences fall into two major categories: contextual distal 
influences, and personal distal influences.  The S.P.A.C.E. model 
indicates that major contextual distal influences are the 
socio-political context, which influences, for example, attitudes 
towards and resourcing of teachers, and the school context of teacher 
learning - the latter being enveloped by the former, as depicted by one 
frame being inside the other. (A break in the frame surrounding the 
school context is used to show how distal influences come from both 
contexts.)  Contextual distal influences include the principal, 
facilitators of teacher learning, and teacher learning programs.  
Personal distal influences include teachers' lives and their stages of 
development, their psychological state including a possible fear of 
freedom, perceptions arising from past personal experience, personal 
workplace satisfactions, and professional ethics.        
Respondents particularly mentioned that teachers will probably be 
willing and/ or able to seek or accept an opportunity to learn through 
the conditions of learning, to be engaged in the processes of learning 
and try to achieve a learning outcome/ goal if  
•facilitators of teacher learning have a number of qualities: they 
adopt the role of partners in learning, negotiating joint learning with 
teachers, rather than adopting the role of experts, since the latter 
suggests superiority and can threaten teachers' self-esteem and 
self-confidence and can be dismissive of the expertise teachers already 
have;  
•they receive positive feedback from students in response to their 
teaching and if students indicate what it is that they themselves need 
to learn;  
•they have had positive experiences in the past with similar learning 
conditions, processes and goals; 

•they perceive proposed learning conditions, processes and goals as 
being relevant which can be  measured by teachers in terms of what will 
be useful and practicable in helping their students to learn; 
• they are assured that sufficient time will be available to work by 
themselves and with colleagues to properly apply, test and develop 
ideas in practice;
•reading materials, including curriculum policy documents, and teacher 
learning programs emphasise immediately practicable information about 
teaching practices recommended by other teachers in similar 
circumstances.  Such programs need to empower teachers by  encouraging 
them to reflect on the information provided and on their reactions to 
it, to deconstruct the information and then to reconstruct it and adapt 
it to suit their circumstance, and to engage in action research so that 
they develop their own ideas in practice;
•the way is prepared for the new learning.  If teachers are expected to 
learn to implement a new curriculum policy document, for instance, 
preparation for this can include their being involved in applying, 



testing and developing the ideas expressed by the policy in easy and 
manageable episodes, before the policy eventually is to be officially 
implemented; 
•they feel psychologically comfortable with the presentation of a 
proposed change.  This comfort can be created when the proposed change 
is presented as needing little or no extra time to learn to implement 
it, when reading about the change is made easy and otherwise appealing, 
when learning how to make the change happens while the change is taking 
place and in concert with colleagues, when there is no alarmist 
information, misinformation or contradictory information circulated 
about the proposed change,  and when the nature of the change and how 
it is to be achieved are clearly presented;   
•it would be more psychologically comfortable to make a change than to 
remain unchanged.  Teachers, like other people, tend to gravitate from 
zones of discomfort to zones of comfort.  These states are comparative 
so that if it is anticipated that greater comfort  will result from 
making a change, then the change is likely to happen.  Satisfaction or 
comfort can be anticipated if it is thought that  students will do 
better with a particular new teaching method;   
•the underlying philosophy or assumptions of the proposed change match 
their existing philosophy or assumptions; 
•they anticipate rewards such as career advancement; 
•their out-of-school personal life experiences cause them to be 
sympathetic to the change.  These experiences can be related to such 
phenomena as their own time as students, or their being parents.  It is 
mainly the person that a teacher is, not merely the professional role 
he/ she adopts, that is touched or not by the possibility of a change;
•they enjoy family support that succours them sufficiently to brace 
them against the vicissitudes of their professional lives; 
•the teaching resources available direct or limit teachers in such a 
way as to encourage the change;  
•the socio-political context supports teachers by, for instance, 
regarding them positively so that their morale is bolstered, and by 
providing them with needed resources;
•the culture of the school encourages the conditions of learning, 
particularly through the leadership of the principal.  Organisational 
structures need to empower teachers to be involved in decisions about 
how and why and what they learn by, for instance, eliminating the 
impeding influence of imposed hierarchical divisions of control. 
IMPLICATIONS OF THE S.P.A.C.E. MODEL OF TEACHER LEARNING
The model raises the possibility of a range of researchable issues 
leading to improved ways of supporting teacher learning.  In broad 
terms these issues are about the ways in which each of the components 
and sub-components of the model promote teacher learning, both 
separately and in relationship.  The model tries to be subtle - that 

is, it tries to indicate that there are reasons for teachers being 
willing and able to undertake new learning that are beyond the obvious. 
 Without an understanding of all the components of the S.P.A.C.E. model 



and their interrelationships, syllabus developers (and I used to be one 
of them) who may be enraptured by the clarity of their own 
understandings and by the high-gloss appearance of their documents, may 
fail to understand why the teachers they serve reject their ideas and 
their documents - or do not really implement what was intended (or that 
what was intended was not appropriate).  The same notion applies to 
others who would have an influence over teacher learning such as 
inservice course and material organisers, school principals, and 
education consultants.  It could be that teachers themselves need to 
understand the workings of the model in order to maximise the 
responsibility and autonomy they generally need to be effective 
professional learners.    
The S.P.A.C.E. model, therefore, should be analysed, tested and further 
developed.  To give just two examples, more needs to be known about the 
following.
•Each of the five conditions of teacher learning: the nature of each 
and the way each separately and in various combinations promotes the 
processes of teacher learning;
 •Ways in which distal influences affect teachers' predispositions 
towards different examples of teacher learning, or towards a particular 
learning process or combination of learning processes, or towards a 
particular condition of teacher learning or combination of conditions.  
For example, in what ways does a teacher's past experience (a personal 
distal influence) affect his/ her present predispostion towards one of 
the conditions of learning (e.g. Collegiality)?

   BIBLIOGRAPHY

Ausubel, D. P. (1963) The Psychology of Meaningful Verbal Learning, New 
York, Grune and Stratton.
Ausubel, D. P. (1977) "The facilitation of meaningful verbal meaning in 
the classroom", Educational Psychology, 12, 162-178.
Barone, T. E. (1983) "Things of use and things of beauty: the story of 
the swain county arts program", Daedalus, 112, 3, 1-28.   
Barth, R. S. (1990) Improving Schools from Within.  Teachers, Parents, 
and Principals Can Make the Difference, San Francisco, Jossey-Bass.
Beauchamp, G. A. (1968) Curriculum Theory , Wilmette, Illinois, The 
Kagg Press. 
Bogdan, R. and Taylor, S. (1975) Introduction to Qualitative Research 
Methods, New York, John Wiley & Sons. 
Connelly, F. M. and Clandinin, D. J. (1988) Teachers as Curriculum 
Planners. Narratives of Experience, New York, Teachers College Press. 
Donmoyer, R. (1980) Alternative Conceptions of Generalization and 
Verification for Educational Research. Ph.D. dissertation, Stanford 
University, Stanford, CA.
Eisner, E. W. (1985) "Aesthetic modes of knowing", in Eisner, E. W. 
[Ed] Learning and Teaching the Ways of Knowing, Chicago, The National 



Society for the Study of Education. 
Eisner, E. W. (1991a) Personal communication at Stanford University on 
9.1.1991.
Eisner, E. W. (1991b) The Enlightened Eye. Qualitiative Inquiry and the 
Enhancement of Educational Practice, New York, Macmillan.
Eisner, E. W. and Peshkin, A. (1990) "Introduction", in Eisner, E. W. 
and Peshkin, A. [Eds] Qualitiative Inquiry in Education, New York, 
Teachers College. 
Fullan, M. G. (1990) "Staff development, innovation, and institutional 

development", in Joyce, B. [Ed] Changing School Culture Through Staff 
Development, Alexandria, Virginia, 1990 Yearbook of the Association for 
Supervision and Curriculum Development.
Fullan, M. G. with Stiegelbauer, S. (1991) The New Meaning of 
Educational Change, New York, Teachers College Press. 
Galt, A. H. and Smith, L. J. (1976) Models and the Study of Social 
Change, New York, John Wiley & Sons.
Goetz, J. P. and LeCompte, M. D. (1984) Ethnography and Qualitative 
Design in Educational Research, Orlando, Academic Press.
Goodlad, J. I. (1983) "The school as workplace", in Griffin, G.A. [Ed] 
Staff Development.  82nd Year Book of the NSS, Chicago, University of 
Chicago Press. 
Goodlad, J. I. (1984) A Place Called School, New York, McGraw-Hill.
Groundwater-Smith, S. (1984) "The portrayal of schooling and the 
literature of fact", Curriculum Perspectives, 4, 2, 2-6.
Holliday, R.R. (1994) Teachers as Learners: A case study of conditions 
that promote teachers' professional learning.  A thesis submitted for 
the degree of Doctor of Philosophy of the University of New England, 
Australia.  
Jackson, P. W. (1968) Life in Classrooms, New York, Rinehart and 
Winston.Lenat, D. B. (1983) "Towards a theory of heuristics", in 
Groner, R., Groner, M. and Bishof, W. F. [Eds] Methods of Heuristics, 
Hillsdale, New Jersey, Lawrence Erlbaum Associates. 
Lightfoot, S. L. (1983) The Good High School, New York, Basic 
Books.Lincoln, Y. S and Guba, E. G. (1985) Naturalistic Inquiry, 
Beverly Hills, Sage.
Logan, L. (1988) An editorial introduction to Collins, C. "Teacher 
development: achievements and challenges", Unicorn, 14, 4, 219-226.  
Miles, M. B. and Huberman, A.M. (1984) Qualitative Data Analysis. A 
Sourcebook of New Methods, Beverly Hills, Sage.
O'Connor, D. J. (1957) An Introduction to the Philosophy of Education, 
London, Routledge and Kegan Paul.
Padilla, R. (1990) HyperQual User's Guide Version 3.0 [ Computer 
Program]   Chandler, AZ, Author.
Piaget, J. (1963) Origins of Intelligence in Children, New York, 
Norton.
Piaget, J. (1970) The Science of Education and the Psychology of the 
Child, New York, Orton Press.
Piaget, J. (1973) The Child's Conception of the World, London, Paladin. 



Pradl, G. (1988) Editorial, English Education, 20, 1, 3-5.   
Richards, T., Richards, L., McGalliard, J. and Sharrock, B. (1992) 
NUDIST 2.3 (The Non-numerical Unstructured Data Indexing, Search and 
Theorising program) Reference Manual, Eltham, Replee Pty Ltd in 
association with La Trobe University.
Smith, L. and Geoffrey W. (1968) Complexities of an Urban Classroom, 
New York, Holt, Rinehart and Winston.
Wolcott, H. F. (1973) The Man in the Principal's Office: An 
Ethnography, New York, Holt, Rinehart and Winston.
Woolfolk, A. E. (1990) 4th Edition, Educational Psychology, Boston, 
Allyn and Bacon. 

-oo0oo-
                

         
 

        


