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Introduction: 

The purpose of this paper is to demonstrate the use of "the matrix" which was used as an 
analytic tool in showing the outcomes of change in selected Australian schools. "The Matrix" 
was constructed by the university research team funded by a collaborative research grant to 
undertake a longitudinal study of reculturing and restructuring in a school reform process. It 
combines data about the enabling factors for change and desired outcomes into a format 
where an holistic process of school improvement emerges in the form of summative 
statements about a particular context. 

The factors (e.g., collaboration and collegiality, leadership, teacher and learner 
empowerment, organisational and personal characteristics and professional development) 
were drawn from the literature of change and describe the powerful perspectives likely to 
affect, by enabling or limiting, attempts to reculture and restructure schools. The researchers 
combined these factors in an analytic tool - a matrix - to produce the story of change as 
improved pedagogy, student learning, teacher work organisation, teaching culture and 
student culture were planned as outcomes of workplace reform. 

The study builds on a pilot project collaboratively established in 1996 with research teams 
from Queensland University of Technology, Victoria University of Technology and the 
National Schools Network in partnership with colleagues in school sites. The three schools 
(results in Appendices) that focussed this paper are: 



All Saints - a large metropolitan private girls school (130 staff + 1000+students). 
Distinguished by high academic achievement, traditional beliefs of the church system, and a 
chequered history of success in leadership. Project centred on integration/ unitisation of 
subjects within the upper school. 

Blue Heelers - a rural and remote P-10 school (13 staff and 300students). Distinguished by 
good service to community but expanding in curriculum offerings and more effective 
structuring of staff. Project centred on how primary and secondary teachers could be 
integrated into more effectively teaching both strands with the transition classes of years 
6,7,8,9. 

Water Rats - an inner city boys school (130 staff + 1000+students). Distinguished by 

the diversity of its multicultural context and the resultant differences in learning needs of its 
community. Project centred on the established of an Independent Learning Centre to cater 
for students with particular needs. 

  

Literature 

The context of school reform: Limiting and enabling factors 

Conversing with the literature is the first strategy for the contextualizing important issues 
influencing school reform and change. In this case it was of vital importance to identify the 
enabling factors which enable or limit the desired outcomes. 

There are numerous factors within the wider societal, political and systemic arenas, as well 
as much within traditional practice in schools and classrooms, that act to preserve existing 
inequalities, isolate teachers and disempower learners. One of the most intensive Australian 
efforts to respond to the need for schooling reform have been the projects sponsored by the 
National Schools Network (NSN). White and Harradine (1997) noted that the key objective of 
these was to improve student learning outcomes through a re-examination by schools and 
teachers of their traditional work organisation and practices. They believed successful 
school reform is facilitated by means such as a collaborative organisational culture, 
professional development, leadership, emphasis on equitable student teaming outcomes, 
authentic pedagogy and access to resources and technology. However, Louden and 
Wallace (1997), after examining three of more than two hundred National School Project 
sites, concluded that a number of barriers impeded school reform attempts including cultural 
resistance, structural complexity and lack of consistent motivations for participants. 

Overload and fragmentation were postulated by Fullan (1996) as two major impediments to 
educational reform. Teachers are expected to contend constantly with multiple innovations 
and myriad policies and they must deal with them simultaneously. When those expectations 
are added to a range of already onerous responsibilities, overload occurs. Because systemic 
change is inherently non-linear, fragmentation occurs. Unplanned factors are inevitable - 
government policy changes or is constantly refined, key leaders leave, important contact 
persons are moved to another role, new technology is invented, available resources are 
reduced, and so on. Fullan (1996) advocated networking, reculturing and restructuring as 
strategies that help participants develop a sense of ownership of school reform and provide 
a means of changing the conditions and nature of teaming and teaching. He concluded that 
many restructuring changes leave the culture intact: 



Attempting to change the system directly, through regulation and structural reform, does not 
work. It is people who change systems, through the development of new critical masses ... 
The lesson of systemic reform is to look for those strategies that are most likely to mobilise 
large numbers of people in new directions (Fullan; 1996, p.423). 

Further limitations of school-based reform were reported by McCollum (1996) following an 
international, fourteen-nation study of improvement programs, It was found that the broader 
the scope of the intervention, the more program implementation depended on context rather 
than content; time, rather than money, was the scarcest resource in most programs; 
although sponsors were aware of the need for staff development, professional development 
opportunities that contributed to teachers' intellectual growth were the exception rather than 
the rule; involving parents was often extremely challenging, even when reforms offered them 
decision making roles; governance-based reforms may generate legitimate outcomes such 
as improved teacher work-lives that have no direct relationships to students; interesting and 
challenging instruction geared towards higher order thinking skills were still quite rare in 
classrooms; and even the most successful school reform initiative may still need assistance 
from external support services. 

Hackmarm, Tack and Pokay (1999) have addressed some of these concerns in their 
argument that teacher professional development should be built into plans for school reform, 
the focus be on enhanced student learning outcomes, and the factors that inhibit goal 
attainment be addressed by providing teachers with dedicated blocks of time for 
collaborative planning and problem-solving. When successful school reforms are analysed, 
regardless of their scope or target, a number of common facilitative features are able to be 
identified. Thus, the literature offers valuable advice about a number of basic issues that 
need to be considered if attempted reforms by school communities are to be successful. 

  

Literature 

Central issues in successful school reform 

Following the initial two years of the Australian National Schools Project, Ladwig, Currie and 
Chadbourne (1994) analysed the wide variety of practices and concerns that existed in 
these schools. This analysis revealed four major categories of issues central to the school 
reform projects being attempted. These were: availability of adequate time; forms of school 
and classroom organisation and classroom practices; collaborative action and a school 
reform climate; and leadership and decision making. Of these, collaborative action was the 
most strongly recognised common concern. Empowerment of teachers has also been 
identified as an important factor in school restructuring and reculturing (Whitaker & Moses, 
1990), Such empowerment often led to a sense of ownership of school reform efforts that 
resulted in a higher commitment to the change by teachers. However, teachers engaging in 
educational reform still need a great deal of support and assistance, including opportunities 
for related professional development experiences (Joyce, 1990; Hirsch, 1995, 1999). A 
number of these issues are explored in more detail in the following sections. 

Collaboration and collegiality 

Collegiality and collaboration should be seen as distinct concepts within the organisational 
culture of a school. While the terms are often used interchangeably in the literature, McNally 
(1991) pointed out that the latter is a more inclusive concept. Collaboration includes all those 
activities which bring members of the school community and their external support services 
together to share information and ideas, plan together, engage in decision making and 



participate in the professional life of the school, However, effective collaboration is more 
than just working together professionally. A key factor in collaboration is the element of 
collegiality. 

Collegiality implies a level of interpersonal interaction, which is built upon openness and 
trust, respect, willingness to take risks, sharing and caring. All participants not only need to 
feel part of the school community and have some say in its decisions, but they also need to 
feel accepted by this community as valued and equal partners. Hence, collegiality is a 
component attitude of a collaborative school culture and refers to egalitarian and positive 
interrelation marked by mutual respect, cooperation and interdependence among all 
members of the school community (Lieberman, 4990; Hargreaves, 1992). 

Collegiality and collaboration between teachers and students at the classroom level, among 
teachers, parents and administrators within the school community, and between teachers 
and their professional colleagues in School Support Centres and universities are important 
factors to be considered in ensuring success in school reform efforts. Lasley, Matczynski 
and Williams (1992) noted that, in collaborative partnerships, vested interests must be 
sublimated to the broader purposes of the partnership. In the case of school reform, the 
bottom line is improvement of student learning outcomes. However, organic collaboration, 
which values the ideas and issues that belong to all members, requires an investment of 
time, energy and emotion by all constituents in order to transcend special interests and 
traditional, vested power bases held by some of the team members. In a collaborative 
school culture, egalitarian decisions and equitable participation that require compatibility of 
group members and clear communication must replace these. Participants should begin the 
reform enterprise well aware of the difficulty of sustained organic collaboration and the 
likelihood that everything will not always go smoothly. The personal and professional 
characteristics of the individual-, involved, the climate of the school, the effectiveness of the 
communication system, prevalent attitudes towards power and authority, and the way in 
which the role responsibilities of the different group members, are enacted are only some of 
the numerous variables that will determine the success or otherwise of school reform efforts. 
It is only natural for participants to have some fear about the uncertainties of change, 
especially that which challenges traditional roles and values. Anxiety and conflict are 
common to all collaborative endeavours, However, Dixon and Ishler (1992, p.33) have 
argued that these cannot, and should not, be eliminated in all their forms for: 

Some anxiety will motivate growth by creating an optimal level of arousal. Some 
conflict will stimulate production of unique solutions. Debilitating levels of either can be 
avoided ... if we understand the characteristics of organic collaboration, learn to live with the 
frustration of the interpersonal and institutional venture, and continue to examine our 
successes and failures. Similar advice was offered by Hatch (1999) when he noted that each 
site is unique and there are no magic formulae for successful school reform that can be 
universally applied, However, this should not be seen as a disheartening feature of school 
improvement for its very diversity is, in fact, a strength. Given the conditions of a 
collaborative community, supportive organisational and management structures, and an 
authentic learning environment, the existence of a diversity of styles and ideas and a variety 
of expertise that no individual alone can muster is to be seen as an advantage in working 
towards a coherent framework for the particular school reform envisaged. Despite its 
inherent difficulties, Hargreaves (1993) also saw great potential in organic collaboration. 
Benefits included moral support from other team members; increased efficiency by limiting 
duplication; improved effectiveness; reduced overload as the burdens of change are shared; 
synchronised time perspective resulting from better awareness of how long a task takes if 
doing it together; greater political impact; increased capacity for reflection; organisational 
responsiveness, as pooled expertise can be more proactive; more learning opportunities 



from professional colleagues; and a sense of continuous improvement rather than short-term 
task completion. 

These potential advantages depend upon the processes used in collaboration rather than on 
the structures established to support it. Their achievement is also dependent on change to 
traditional notions of educational leadership. 

Leadership 

Establishment of an organic collaborative culture challenges the hierarchical model of school 
leadership in which power and authority are vested in a relatively small number of individuals 
on the basis of their position in the hierarchy. Smyth (1989) argued the traditional power 
relationships that exist in schools have been socially constructed and, as such, can be 
dismantled and new power relations forged. In this view, power is a reciprocal process that 
is both enabled and constrained by organisational and social structures, as well as by 
conceptions of leadership and human agency. The type of leadership needed in schools for 
the third millennium is one that celebrates the potency of human agency and the possibility 
of all members of the school community having a sense of control over the schooling 
agenda. 

Administrators with this sense of leadership feel less need to defend their own expertise and 
are proactive in inviting input from all quarters in open discourse. In this context, leadership 
assumes more flexible dimensions and is able to be appropriated by any participants as they 
exercise the power of their human agency in self-determining ways to challenge the 
traditional, entrenched orthodoxy. Marsh (1997) explored the role needed by principals of 
self-managing schools in the next decade and concluded they will need to lead from the 
middle; reframe the right problems; focus on the best results and maintain that focus; 
develop strategic thinking and planning that matters; restructure and reculture in a powerful 
synergy; link management support to work structures and organisational redesign; 
powerfully expand teaching and teaming that is linked to better student outcomes; and 
create professional capacity and teaming communities that are driven by results. 

The values and associated behaviours of school administrators successful in evolving 
democratic school communities were also analysed by Rusch (1998). It was found they 
rejected the centrality of the principals' role and prominently displayed values that supported 
equity, inclusion and mutual influence, For them, leadership was an idea rather than a 
concept related to a person and their role was to create whole buildings of leaders. There 
was no interest in exercising power over situations and people. Instead, they valued mutual 
influence and belief that leadership is an interactive process that is reciprocal and 
multidirectional. 

This view of leadership also has implications for other members of the school community. 
Teacher leaders engaged with others in collaborative inquiry of their professional practice 
(Wasley, 1995). In doing so, they acted within a strong and supportive professional 
community to generate knowledge and craft new norms of practice through a process of 
reflection, examination, experimentation and change (Cushman, 1995). In interaction with 
their students, teacher leaders also adopt a more critical pedagogy that allows all 'voices' to 
be heard in keeping with the principles of access, equity and fairness. This necessitates a 
dramatic shift from enforcing an unquestioned, managerialist ideology to a pedagogy that 
encourages discourse with students about the nature of knowledge and the part each plays 
in its creation, contestation and acquisition, Smith (1999) believed there were at least five 
critical skills essential in exercising educational leadership in schools seeking renewal in 
these ways. Leaders needed to learn to establish a shared mission; work as change agents; 



collaborate with colleagues; think inclusively about all constituents; and perceive and make 
explicit the connections between theory and practice. 

Matters of justice, equity, diversity, access to knowledge, democracy and shared power 
become explicit issues in such schools. 

Teacher and learner empowerment 

Traditional, functionalist approaches to explaining the nature of empowerment were 
criticised by Watkins (1989) for they view power as static, indifferent towards historical 
forces, and lacking moral and political dimensions. In such analyses of power and authority, 
almost never are domination, subjugation, coercion, extortion or manipulation of one group 
by a more powerful group mentioned. Using the bases of power as a theoretical approach to 
understand the nature of its essential meaning glosses over the moral and political 
dimensions of power use and how it can both preserve and conceal issues that are 
problematic in schools and the wider society within which they are set. 

Power relationships within any social group, including schools, is a dialectic process. The 
most productive contribution to educational reform and social change that any leader can 
make, whether this be by administrative leadership at the school level or teacher leadership 
within the classroom context, is to use the authority of their position to facilitate the exercise 
of human agency by their teachers and students respectively. Angus (1989, p. 87) explained 
further. 

- power and authority would be regarded as reciprocal, relational concepts, 
This allows recognition of the wide web of social and political relationships in 
which individuals and organisations are located, but also recognises that 
some have power in such relationships because they are empowered by 
others. Such recognition further implies that, despite the apparent resilience 
of entrenched relationships, participants can assert from below reform. 

He concluded that collective change at the school level is more feasible when all members 
of the school community have access to forms of self-determining power within a context of 
participative democracy. 

While restructuring schools was seen as the best hope of enhancing learner outcomes in the 
future, Whitaker and Moses (1990) saw teacher empowerment as fundamental to the 
restructuring process for five reasons. First, empowerment creates a sense of ownership 
leading to greater motivation, ingenuity and productivity. Second, it enfranchises teachers. 
Decisions are made by those responsible for implementation and this results in less 
alienation and greater commitment, Third, it prevents mindless bureaucracy. Top-down 
structures characterised by rules and rigidity are challenged and teachers assume greater 
responsibility for use of their own initiative and creativity. Fourth, empowerment inspires 
teacher growth and renewal for, "while externally induced school reform is reactive, internally 
motivated change stemming from empowerment is creative and reflective" (Whitaker & 
Moses; 1990, p. 129). Fifth, empowerment of teachers stimulates their collaboration. 

However, simply restructuring schools may be insufficient. This was confirmed by Peters, 
Dobbins and Johnson (1996) in a comparative study of both primary and secondary schools 
in Australia that were undergoing changes in their work organisation as part of the National 
Schools Network's program of reform. They found that successful reform was marked by a 
school environment in which equal attention was paid to changing structure and school 
culture in ways that developed a collaborative teaming community for both students and 
teachers. Spielmann and Radnofsky (1997) noted that success or failure of school reform 



depended not only on the soundness of the reform model used, but primarily on teacher 
perception, acceptance and endorsement of the change. They believed teacher 
empowerment and professionalism were essential, but thought that prevalent teacher culture 
in many reforming schools was unfavourable to the professional ethic and establishment of 
truly democratic structures. Others believe the intellectual dimension of school reform has 
been given low priority. Paul (1996) stated that successful reform required teachers to have 
a vision of high quality intellectual work and explicit teaching standards, but in reality, "the 
intellectual dimension of school reform is the dimension of reform that has been given least 
attention thus far. Most reform and restructuring efforts ignore it entirely" (p. 185). 

More positive views and advice on establishing excellence in teaching and learning was 
offered by Renshaw (1995). He argued teachers must be motivated to invest energy and 
professional expertise to make educational reforms aimed at improving teaching and student 
learning outcomes actually work. However, this could be achieved through teacher access to 
a variety of professional communities, such as schools and professional associations, in 
which to reflect on their practices, transform their teaching and build collective commitment 
to high quality student learning. While teachers must set challenging tasks and provide the 
scaffolded assistance required to support learner engagement, they must also empower 
students to learn in various collaborative arrangements in their pursuit of meeting standards 
of excellence. In doing so, learners are required to think, develop deep understanding, use 
disciplined inquiry and an established knowledge base, actively construct their 

own new knowledge, and apply their academic teaming to important, realistic problems 
beyond the classroom (Lee, Smith & Croninger, 1995; Newmann & Wehlage, 1995). 

  

Organisational and personal characteristics 

Personal and professional characteristics of educational leaders and organisational features 
of their workplace settings are further sets of powerful factors determining willingness to 
engage in change and capacity to effect school reform. Richardson (1990) argued significant 
and worthwhile change in the culture of teaching was best achieved when teachers were 
willing to reflect on their existing practice and engage in dialogue about warranted practice 
based on research findings and their own practical knowledge. Without engaging in such 
processes, she believed teachers might accept or reject practices on the basis of whether 
they met other aspects of their personality needs and more ecologically created concerns, 
such as classroom management or content coverage. Teachers then become trapped by 
their own inability to take control of their practice. 

A willingness to rethink and examine their own professional work and how current schooling 
experiences, contexts and activities fit with the school vision was also seen by Myers (1997) 
as a vital element in the improvement of schools, teaching and student teaming, However, 
he believed many leaders of reform and restructuring efforts had ignored serious self-study 
and did not look critically at themselves, their work, the assumptions from which they 
operated, and the successes and failures of their efforts, Partial cause for this may lie in 
findings of research commissioned by the Australian Teaching Council (1994) which 
revealed many teachers believed the community did not understand or value their work, 
They felt besieged by an avalanche of changes mandated from the top and were ambivalent 
about new expectations of schools and increased parental demands, Lingard and Rizvi 
(1995, p.7) believed teachers were suffering from 'reform fatigue' and cited surveys which 
showed more than half the teaching workforce rated their job as extremely stressful as a 
result of workload pressures, bureaucratic changes and requirements, student attitudes and 
behaviours, working conditions, and constant public criticism of their profession. 



Louis (1998) used the reform literature to identify seven important organisational features 
that contributed positively to important teacher characteristics, such as their greater 
commitment and heightened sense of efficacy. These were: respect from relevant adults 
such as administrators, parents and the community at large; participation in decision making 
that augments their influence over the work setting; structures and procedures that 
contribute to a high sense of efficacy, such as mechanisms to obtain frequent and accurate 
feedback about their performance and its specific effects on student learning; opportunity to 
experiment, make use of and improve existing skills and knowledge; adequate resources 
and a pleasant, orderly physical working environment; congruence between personal and 
school goals; and frequent and stimulating professional interaction among peers. Many 
schools now include active efforts to change organisational features, including teacher work 
conditions, as part of the reform process. 

Professional development 

The discussion to date holds important implications for teacher professional development in 
schools preparing for the challenges of the third millennium. Collegiality, collaboration, 
leadership and empowerment require new forms of staff development to include team 
building, changing culture and improvement of student learning outcomes. Lieberman and 
Miller (1991) saw the challenges for professional development to lie in establishing a set of 
conditions to foster a culture of support for teacher inquiry in schools, to provide professional 
growth opportunities appropriate to particular school cultures, and to work through the 
inevitable problems and tensions raised as part of the change process. The content, 
processes and structures of staff development must provide frameworks for facilitating 
norms of collegiality, openness and trust; opportunities and time for disciplined inquiry; 
teacher learning of content in context; reconstruction of leadership roles; and networks, 
collaborations and coalitions (Lieberman & Miller; 1991, p, 5). 

This challenge of building professional cultures confronts schools with the necessity to make 
major changes that will take time, patience, enlightened leadership, and a willingness to take 
risks at both individual and organisational level. This can be extremely difficult in each 
school confronting change for, as Groundwater-Smith (1996) found, individuals involved are 
at different points, with some highly committed and anxious to proceed while others are 
more concerned to be well grounded before continuing. Moreover, this difficulty is 
compounded by the requirement that members of the school community penetrate the level 
of immediacy of the instrumental dimension of the teacher's role to include also its 
intellectual dimension through reflection on the social, cultural. political and economic 
contexts in which their school operates. It is only such reflection that reveals powerful 
barriers to reform in the thinking and practices of school community members. These include 
traditional concepts of hierarchical leadership; stereotyped roles of teachers, administrators 
and students; and dominant curriculum and assessment regimes. Groundwater-Smith 
(1996) believed such matters should be addressed in the school professional development 
program. 

The ultimate aim of reculturing and the associated professional development activities is to 
improve student achievement. In this regard, Mizell (1999) argued those responsible for 
planning and implementing the professional development program must clearly delineate 
this as their primary objective and adopt a results-oriented approach to evaluate the 
effectiveness of this relationship. There should be a set of professional development 
standards that enumerate matters such as areas of critical knowledge and skills needed by 
reform participants, the processes by which these might be acquired and the nature of the 
school culture required to support continuous improvements in teaching and learning that 
make a difference in student outcomes. High quality, ongoing training programs with 



intensive follow-up are needed, as are other growth promotion processes such as study 
groups, action research, teacher networks and peer coaching (Hirsch, 1999). 

Scheduling of the professional development program is also an issue -for school discussion. 
Hord and Boyd (1995) believed professional development and reculturing shared a mutually 
reinforcing relationship and both should proceed concurrently. 

Contrary to a view that professional development as a mechanism for reculturing cannot be 
successful without first substantially restructuring the school. Loucks-Horsley (1995) argued 
that focusing first on changing staff development may be a catalyst for school-wide change 
and restructuring and suggested empowerment of teaching teams for decisions regarding 
professional development time, design and resources. 

  

Methods and modes of inquiry 

Two bases grounded the inquiry in this research. First, there was the school-based action 
research and second, there was the university- based recording and monitoring of the action 
research and resultant changes at each school level. 

At the school level, participatory action research methodology was chosen as it has been 
found to be an effective process for the initiation, maintenance and continuance of school 
restructuring for the benefit of better student outcomes as it is a "form of research which 
brings action for change (improvement) together with the improvement of understanding and 
knowledge (research)" (Grundy, 1998, p.40). Further, it is a substantial procedure which 
allows teachers and schools to contend with "dynamic developments, divergent demands 
and complex practical situations" (Posch, 1996, p.61). Participatory action research was also 
highlighted by Atweh, Kemmis, & Weeks (1998) as a means by which structural and cultural 
problems could be addressed and documented, particularly when working with organisations 
such as schools. It is a methodology which is "flexible, challenging, allows openness and 
honesty in encouraging the exposure of the real life in schools to possible transformation ... 
it encourages the researcher(s) to go beyond the constraints imposed by schools and to act 
for the reconstruction of educational systems" (O'Hanlon, 1996, p.86 & 87). It has been 
suggested (Grundy, 1998) that teachers are more likely to change if they can see that 
change will assist their students to learn better as well as more efficiently and effectively, 
otherwise it is likely they will reject it. Thus any process of school change needs to involve, if 
not immerse, people in the dialogue of change planning and actions as well as show 
effective and efficient learning benefits for students and workplace advantages for teachers 
and other support staff. 

At the university level, the research team at the university site became involved with the 
schools in 1996 as part of a larger longitudinal study investigating school-based 
reform/restructuring with the aim of improving student learning outcomes. During the 
involvement several changes were instigated through the projects within the school contexts 
to improve the overall running of the schools as well as student outcomes within an action 
research framework. The role of the university-based research team was that of support and 
"critical friend" research monitoring team for the staff at the school site. The university team 
has been able to document, relay, and report changes as they happened within the school 
context. The method at the university site has been that of "outsider looking in" rather than 
active change agents. To make sense and meaning of the huge data quantum collected by 
the team, the matrix evolved. 

 



Data sources/evidence 

In order to obtain a perspective from which to examine the effects of current and future 
changes, the university research team conducted a series of interviews at the end of 1995 to 
gather baseline data about how the schools were operating at that point in time. Another 
data quantum was gathered in 2000. 

Data were sourced from teachers, administrative teams (including the principal), students, 
parents, school boards and para-professionals at the schools. 

A variety of techniques were used to access the data of the action research cycles and to 
form the subsequent case studies (reports): 

• participant and non-participant observation 
• field notes 
• narratives 
• semi-structured interviews and 
• case writing. 

The data collected by the above techniques appropriately mirrored and allowed the factors 
and the way in which they influenced people's reactions, behaviours and attitudes to be 
monitored within the context in which they occurred. When people and their actions are 
taken out of a familiar setting there is a risk of different reactions and obscured 
understanding being recorded on behalf of the researcher (Cohen & Manion, 1989). 

This use of multi-techniques also allowed processes such as triangulation to occur as a 
means of cross checking and validating the data analysis process (Larson & Slaughter, 
1984; Goetz & Le Compte, 1984). The data analysis process was to gather data and then 
sort data under themes of both enabling factors and desired outcomes. 

To form the Matrix, the data collected on pedagogy, teacher work, teacher culture, student 
learning outcomes and student culture were searched for their links to the enabling factors. 
They were placed on the matrix and then sent for member checking, of the interpretation, 
with the schools. Summative statements were then compiled interfacing the enabling factors 
and the desired outcomes. When the feedback from schools was recast into the matrix, the 
summative statements were made. They formed the basis of the report to the school. 

In positioning the enabling factors along one axis and the desired outcomes along another 
meant that as researchers we gave equal importance to each. In fact we found in our 
investigations that if one or other of the perspectives out weighed the others there was an 
imbalance in the restructuring or reculturing of the school and that change was not pursuing 
an even course. For example, it did not matter what style of leadership was pursued-if it was 
not the type that fitted the teachers' development needs it did not lead to teacher 
empowerment. 

This framework enabled the development and narration of detailed descriptions of the social 
setting, in this case a school setting, as it functioned naturally (Larson & Slaughter, 1984; 
Atkinson & Delamont, 1990). 

 

 



Discussion 

The matrix 

What we know from the use of the matrix is that it was useful to see the interface between 
the desired outcomes and the enabling or limiting factors. Whether the factors enabled or 
limited was reliant on how the factor was valued within the context of the school and 
community. Factors and outcomes have to be weighed from within a social, historical and 
political educational context. Teachers' responses to restructuring were geared to what they 
know and how they knew it well enough to change their practice. "Teachers change or do 
not change according to whether they perceive a need, diagnose a problem, and conceive of 
a response to the problem that is both within their intellectual and emotional capacity, and 
appropriate to their personal, educative and ideological perspective and the context in which 
they work"(Day, 1997, p. 201). 

The factors were each important to each context in varying ways and did not work in 
isolation. If one factor on the matrix exerted a stronghold of positive or negative influence 
then the other factors would diminish or grow in direct relation. The factors were "enabling" if 
the others were effectively integrated. 

The Matrix helped the researchers to appreciate how school restructuring which produced 
change in pedagogy, teacher work, teacher culture, student learning, and student culture, 
school pedagogy and organisation must balance with the factors of changing styles in 
leadership, personal and organisational antecedents to teacher change, collaboration and 
collegiality, professional development and teacher and learner empowerment. The latter 
factors are present in all the restructuring and reculturing that the schools have experienced 
but their alignment and interdependence among each other and their relationship with the 
desired outcomes were more easily deduced within a particular context, when represented 
on the matrix. Factors (i.e., leadership) also emerge as one dimension in the process but are 
not defined in terms of the singular traditional focus on leadership theories and conceptual 
applications, but as apart of the larger text of practice. 

The information in the Matrix enabled easy comparisons between the contexts. None were 
alike but similar trends could be seen to emerge. For example, in the area ofleadership the 
three schools exhibited similar characteristics in that the projects were initiated from the 
principal or nominee and the hierarchical structuring of the school depended on the strength 
or weakness of this leadership. What was dissimilar were the ways in which each leader 
implemented their ideas differently to achieve better learning outcomes. 

The factors 

It was realised that enabling factors only became realities when they were actioned through 
the carefully conceptualised projects. Trial and error were valuable parts of these 
experiences. "Change strikes at the heart of the balance of forces that maintain one's 
practice" (Fullan, 1982). 

During the six years of the study the factors of professional development, collegiality and 
collaboration and leadership became the focussing factors which tended to either limit or 
enable the others. They were also the factors that aided in the attainment of the goals of the 
planned innovation. The actioning of the research in all three schools showed this. 
Professional development flourished at the school level through the development of 
negotiations and professional conversations about learning outcomes rather than seeking 
the outside expert help for the projects. Shared experiences broke many barriers. 
Collegiality and collaboration was an outcome of the more focussed need to work with 



others to improve the learning outcomes which in turn changed the level of teacher and 
student empowerment. The literature that projects these insights (Day, 1997; Lasley, 
Matczynski, & Williams, J.A, 1992) has been borne out. When the power was distributed to 
the level of teachers, the leadership was ones of teacher leadership. In the school - Water 
Rats, the Independent Learning Centre was only as effective as its leader and the job 
security of that leader who was dependent on the deputy principal for funding. The 
leadership style of both the ILC leader and of the school enabled or limited the professional 
development, the collegiality and collaboration, and the resulting empowerment of teachers 
and students. It is an interesting fact too that the outcome of improved pedagogy did not 
change the teachers' styles. They just improved their way. 

The focus on improving student learning outcomes is indeed as NSN predicted the force that 
should and does regenerate and reform of teaching structures. 

(The Summative Statements for each school can be read in Appendices 1& 2 & 3.) 

Conclusion 

The study depended on the literature search for the factors critical to the need for schooling 
reform. 

Other researchers who need a simple method of comparing the factors that were chosen will 
be able to readily see that the desired outcomes of the schools as they were examined from 
multiple perspectives within the Matrix. 

Using the matrix to examine the data and form a story of school reform it became apparent 
that many impediments exist to outcomes seen as desirable by teachers attempting 
educational reform. Some of these factors are so powerful that it is unlikely that isolated 
groups of teachers initiating change within their schools will have much impact on dominant 
cultural and economic trends. However, an understanding of the nature of these forces and 
how they operate will be valuable knowledge, useful to such teachers and schools in 
ensuring that the changes they are attempting achieve their desired outcomes. In Bartlett's 
(1990) view, teachers may be able to modify their "frameworks", even if they are unable to 
shift the "paradigm", that is, to change a dominant and sustained ideology of our society. 
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APPENDICES 1A&B - ALL SAINTS 

APPENDICES 2 A&B - BLUE HEELERS 

APPENDICES 3 A&B - WATER RATS 

ALL SAINTS 

Enabling 

Factors 

Desired 

Outcom
es 

Profession
al 

Developme
nt 

Collegiality 
& 

Collaborati
on 

Leadershi
p 

Teacher & Student 
Empowerment 

Organisation 
& Personal 

Characteristi
cs 

Pedagog
y 

Brief, early 
intervention 
by an 
external 
professional 
developer 
was 
insufficient 
for long 
term impact 

Little 
evidence of 
this between 
Department
s - it exists 
to varying 
degrees 
within 
Department
s 

Leadership 
team 
appears to 
be 
separated 
from the 
staff. 
Because 
the 
leadership 
style is 
"top-down" 
there is 
little direct 
contact/link 
between 
school 
leaders and 
classroom 
teachers. 
School 
leaders 
have little 
real impact 
on day-to-
day 
classroom 
learning 
and 
teaching. 
Staff 
appear to 
resent new 

Limited impact 
through vertical 
grouping 

Good 
academic 
results as the 
natural 
outcome of 
perceived 
good 
educational 
practice and 
programs 



leadership 
appointees 
and the 
appointmen
t process 

Teacher 
Work 

No 
systematic 
approach. 

Reactive to 
regular 
systemic 
reviews. 

NSN project 
was a part 
of this 
reaction. 

Separated 
along 
Department
al lines. 
Large 
Department
s tend to 
powerful in 
maintaining 
the status 
quo against 
smaller, less 
powerful 
Department
s. 

The project 
was 
perceived 
as being an 
unnecessar
y, 
additional 
workload 
imposed by 
a remote 
leader. 
Imposed 
rather than 
evolved 
change 

Some impact 
through vertical 
grouping 
arrangements 

Some change 
in smaller 
Departments 
and by newer 
teachers 

Teacher 
Culture 

The 
"school" 
sees itself 
as achieving 
superlative 
learning 
outcomes 
for superior 
students 
through 
programs 
and 
processes 
that have 
withstood 
time. Why 
change? 

"Good" 
teachers get 
"good" 
results with 
"good" 
students 
using tried 
and true 
programs 
and 
processes. 

Friction 
among and 
between 
various 
power 
groups and 
individuals - 
Admin v 
staff; Dept A 
v Dept B; 
teacher X v 
teacher Y. 
The Drama 
department 
was keen to 
innovate. 

Limited staff 
turnover 

Uncertain, 
suspicious, 
alienated, 
segregated
. 

Most preferred to 
be left alone to 
teach as they had 
always done in their 
own separate 
departments. There 
is little real school 
ethos or 
cohesiveness. 

Change 
perceived as 
more work for 
an already 
overworked 
staff. 

Incapacity of 
leadership 
team(s) to 
negotiate 
required/desir
ed change 

Why change a 
very 
successful 
and elite 
program 



Student 
Learning 
Outcom
es 

Slight High quality 
in - high 
quality out is 
maintained 

Desire to 
maintain 
high 
standards 

Maintained Traditional 
outcomes 
maintained 

Student 
Culture 

Slight Slight, if any Superficial 
changes to 
assemblies
, pastoral 
care 
program 
etc. 

Some changes in 
spite of school 
leadership and 
NSN project. 
Students becoming 
move vocal in 
articulating their ne
eds and opinions 
although this has 
been slow to 
manifest itself. 

Some slight 
change in 
student 
attitudes. 
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Summative Statements ALLSAINTS 

Professional 
development 

The project was initiated as a means of responding to systemic 
performance standards requirements. An external professional 
development consultant was engaged to launch a change process in the 
college however this intervention had limited lasting effect. The 
motivation to change was limited by the perception held by the school 
community that the school was achieving good outcomes for good 
students by using time-tested learning programs, teaching strategies, 
organisational structures and management strategies. 

The establishment committee has provided a platform for teacher 
regeneration and growth. 

Collegiality and 
collaboration 

Collegial and collaborative effort among members of academic 
departments was evident and this promoted good learning outcomes for 
students. Large academic departments can overshadow smaller and 
newer departments. Good students continued to achieve good results 
irrespective of the level or quality of collegiality and collaboration among 
staff members and between academic departments. 

The plans and procedures to revise the housing of Departments has 
potential to ease tensions and to pave the way for more collaborative 
interactions. 

Leadership The college organisational structure is hierarchical. A traditional top-
down leadership style was adopted. College leadership was perceived as 
being remote from the day-to-day work of classroom learning and 
teaching. There was evidence that teaching staff were not closely 



affiliated with the college leadership and were not fully supportive of 
leadership appointments and appointment processes. The college 
leadership undertook this project in response to external, systemic 
accountability pressures and school staff perceived the project as an 
imposition "from above". Students perceived the resultant vertical 
grouping and "pastoral care" programs as changes that did not address 
their needs and concerns ie. to achieve and maintain superior results. 

The current climate is such that staff concerns will lead to a systematic 
review of vertical grouping and unitization of the curriculum. 

Teacher and 
student 
empowerment 

Most teachers appeared to continue doing good work in their own 
departments. 

Students were becoming more vocal in expressing their needs and 
opinions as consumers of college programs who have a mind to their 
future life needs and ambitions. They felt that they were being listened to. 

Empowerment of teachers is evidenced by the potentially successful 
challenge to vertical grouping arrangements. 

Organisation and 
personal 
characteristics 

Because the college continues to attract good students who continue to 
achieve good results, resistance to changing college organisational 
structures, leadership styles, management processes, learning and 
teaching programs, teaching strategies, perceptions of students or 
college vision, culture and ethos is naturally strong. 

The entrenched nature of resistance to change is shifting in keeping with 
society trends. There was evidence of the adaption of the hierarchical 
leadership structure and style in that the "new look" administration team 
has forged a consultative culture with an emerging belief in the value of 
challenging tried and true (traditional) approaches. 

Version 29/11/00 

NB: Italics notes are October 2000 updates following a visit to the school by team 
members. 

BLUE HEELERS 

Enablin
g 

Factors 

Desired 

Outco
mes 

Professional 
Development 

Collegiality & 
Collaboration 

Leadership Teacher & 
Student 

Empowerme
nt 

Organisatio
n & 

Personal 
Characteris

tics 



Pedago
gy 

The project 
put the onus 
on some 
teachers 
(Yr.6/7 and 
Home Ec., 
Manual Arts, 
and Typing) 
to 
examine/chan
ge their 
pedagogy 

[What 
teaching/learni
ng 
strategies/prog
rams 
changed? In 
what ways?] 

Yr.6/7 and some 
secondary 
teachers had to 
examine/adjust 
their teaching 
practice to 
accommodate 
the project that 
was initiated by 
the Principal. 
The project and 
its anticipated 
outcomes were 
"sold" to the 
community 

New learning 
opportunities 
for Yr.6/7 
children and 
different 
learning 
needs/styles 
of Yr.6-10 
students 
required 
teachers and 
students to be 
more flexible, 
cooperative 
and adaptive 
in their 
learning/teach
ing programs 

Pedagogy 
changed as 
work 
programs, 
timetabling, 
prospectus 
and 
assessment 
polices/proc
ess 
changed. It 
was also 
affected by 
changes in 
physical, 
financial 
and human 
resourcing. 

Teache
r Work 

The project 
defined new 
directions and 
parameters of 
teachers' 
work 

Yr.6/7 and 
some 
secondary 
teachers 
formally 
collaborated 
and 
cooperated in 
their planning 
and teaching 

Principal 
oversaw 
reorganisation 
of teachers' 
workloads and 
responsibilities; 
timetables; 
physical and 
material 
resources etc. 

Individuals 
and teams of 
teachers were 
required to 
become more 
collaborative, 
flexible and 
decisive to 
make the new 
arrangements 
work 

Project seen 
as a way of 
maintaining 
a staff 
complement
/mix that 
was seen as 
being the 
necessary 
minimum for 
maintaining 
viable 
learning 
opportunitie
s and 
programs 
for children 
locally 

Teache
r 
Culture 

Yr.6/7 and 
some 
secondary 
teachers 
worked more 
collaborativel
y and 
cooperatively 
in the project 

Teacher 
culture in this 
relatively 
isolated small 
P-10 school is 
an enabling 
factor. The 
project 
enhanced 
collaboration 
and 
cooperation 
among some 
teachers and 
school/commu

Principal 
assisted/support
ed teachers in 
adjusting their 
"primary"/"secon
dary" roles and 
responsibilities 
attitudes and 
concepts and in 
developing 
expanded views 
of integrated, 
seamless 
learning and 
teaching 

Increased 
collaboration 
and 
cooperation 
among project 
teachers - 
expansion of 
individual 
attitudes, 
knowledge 
and skills 

Organisatio
nal changes 
facilitated 
changes in 
teacher 
culture. 
Changes in 
teacher 
culture 
demanded 
and directed 
organisation
al changes 



nity 

Student 
Learnin
g 
Outco
mes 

          

Student 
Culture 

Changes in 
teacher work 
responsibilitie
s and work 
relationship 
changed 
upper 
primary/secon
dary student 
culture 

Yr.6/7 pupils 
were excited 
by new 
learning 
program and 
opportunities. 

Parents were 
supportive of 
the initiative. 

Yr.8 students 
wanted to 
maintain the 
boundary 
between 
primary and 
secondary 
schooling. 

Middle school 
culture was 
introduced and 
progressively 
adopted by 
students as 
changed school 
structure and 
programs were 
implemented 

Primary/seco
ndary 
interface 
became more 
seamless. 
"Middle 
school" 
arrangements 
mirrored 
developmenta
l phase of 
most Yr. 6-
9/10 students 

Initially Yr.5 
children 
were 
included in 
the project. 
For a variety 
of reasons, 
it was found 
that these 
children 
were not 
ready to 
participated 
in a "middle 
schooling" 
program 
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Summative Statements BLUE HEELERS 

Professional 
development 

The project caused Yr.6/7 teachers and teachers of Home Economics, 
Manual Arts and Typing to redefine the scope of their teaching 
responsibilities; to develop more collaborative and cooperative 
professional relationships; to revise their teaching/learning programs; 
and to re-examine and to respond to the leaning needs and styles of 
"middle years" (Yrs.6-8) learners. 

Manual Arts, Home Economics and Computing (replaced Typing) 
components of the Transition Program are taught by secondary specialist 
teachers. The Transition Program provides upper primary teachers with 
non-contact time. Professional development is not seen as a need in 
these circumstances. 

Collegiality and 
collaboration 

The project provided motivation and opportunity for upper primary and 
some secondary teachers to work collaboratively and cooperatively in 
developing a "middle schooling" program and approach to learning and 



teaching in specialist curriculum areas. This development was welcomed 
by upper primary pupils and by their parents. 

Teachers see the Transition Program as being highly relevant in primary 
and secondary school curricula and are positive in their collaborative 
efforts to ensure its success. 

Leadership The project was initiated by a Principal who saw the establishment of a 
primary/secondary transition program as a possible means of 
maintaining a minimum core of secondary teachers in the school to 
provide a basic, attractive suite of secondary subject offerings to local 
secondary students in the hope that these students would remain in the 
school and the community until they had completed Year 10. 

The Principal "sold" this vision to parents, staff and students and 
encouraged/supported necessary changes to school organisation, 
teaching/learning programs, and to teachers' work to make the 
primary/secondary transition program a successful reality. 

The transition Program is an accepted and important part of the school's 
culture and curriculum. 

Teacher and 
student 
empowerment 

Teachers involved in the project were encouraged to and were able to 
adopt broader and more flexible approaches to their teaching 
responsibilities. Upper primary pupils were motivated by early access to 
"secondary" learning programs, resources and status. Year 8 students 
initially had a sense of lost status when Yr.6/7 pupils joined their school 
programs. 

A September 2000 survey of Year 5-7 pupils indicates that 98.9% 
support the Transition Program in terms of learning enjoyment, relevance 
and teacher style/personality. School Opinion Surveys show very strong 
parental and community support for the Program. 

Organisation and 
personal 
characteristics 

Involvement in the project depended upon and resulted in a process of 
"change----evaluation----change" in teaching/learning programs and 
processes, school organisation, resourcing, and teacher work roles and 
patterns until the transition program became a recognised and accepted 
part of the school culture. 

The Transition Program - Manual Arts; Home Economics; Computing - 
has been extended in 2000 to include Year 5 pupils. 

The Transition Program is used to provide non-contact time for upper 
primary teachers. 

Version 22/11/00 
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WATER RATS - Independent Learning Centre 

Enabling 

Factors 

Desired 

Outcome
s 

Professional 
Developmen

t 

Collegiality & 
Collaboration 

Leadership Teacher & 
Student 

Empowerme
nt 

Organisation 
& Personal 

Characteristi
cs 

Pedagog
y 

Little 
instructional 
change at 
first. 

70% of 
teachers 
have sent 
students to 
the ILC at 
various times 
for various 
purposes 

Some input by 
individual 
teachers into 
the ILC - 
Library 
Resource 
Teacher relied 
heavily on the 
ILC for 
integration. 
Fertilisation of 
ideas began in 
the ILC. 

Change was 
not a 
concerted 
push - rather 
a slowly 
evolving and 
supported 
(by DP and 
key teacher) 
development
. 

No overt 
instructional 
leadership. 

No whole 
school 
development 
- uneven 
development
/ involvement 
across the 
school 

DP promoted 
ILC usage 

Initially 
students 
were chosen 
to be involved 
(in "spares"). 

Progressively 
teachers and 
students said 
what they 
wanted from 
the ILC and 
this was 
responded to 
in positive 
ways 

As students 
benefited from 
positive 
practices and 
outcomes of 
the ILC these 
were further 
developed 

Teacher 
Work 

38 (80%) of 
teachers who 
responded to 
the 
evaluation 
stated that 
they used the 
project for 
professional 
development. 

Some teachers 
became 
actively 
involved - 
Library 
Resource 
Teacher, SOS 
and Language 
teachers. 
Some cross-
fertilisation of 

Some took 
an interest in 
using the ILC 
at the 
suggestion 
of the DP, 
key teacher 
and Teacher 
Librarian 

Limited 
impact 

ILC is a "slot" 
in the 
timetable. 
Some 
teachers have 
begun 
integrating ILC 
programs/ 
opportunities 
into their 
programs. ILC 



ideas/work/acti
on among 
involved 
teachers 

has limited/ no 
impact on the 
work of some 
teachers 

Teacher 
Culture 

70% of 
teachers view 
the ILC as 
having 
something to 
offer them 
and their 
students 

Some staff 
cohesion 
resulted. All 
involved 
teachers 
became very 
supportive of 
the ILC 
director. 

Uneven 
involvement 
by staff 
across the 
school. 
Teachers 
sought to 
use the ILC 
but not to 
work in it. 
Maths/Scien
ce teachers 
remained 
uninvolved. 

70% (38) of 
teacher 
respondents 
claim to 
choose to 
use the ILC 
and therefore 
must value it 

The ILC has 
earned an 
accepted 
"place" in the 
school 
timetable 

Student 
Learning 
Outcome
s 

University 
project team 
assisted in 
the 
formulation 
and 
implementati
on of 
systematic 
data 
collection 
procedures 

Students for 
sent to the ILC 
for assistance 
with group 
work, research 
skills and 
remediation 

Administratio
n increased 
resources 
as/when it 
became 
evident that 
particular 
groups of 
students 
were 
benefiting 
from 
involvement 
in the ILC. 
There is an 
ongoing 
need to 
evaluate ILC 
learning 
outcomes to 
justify Centre 
staffing. 

Knowledge, 
skills, 
attitudes of 
individual 
students 
improved in 
some aspects 
of their 
learning. 

80% of 
student 
respondents 
claim that ILC 
programs 
have helped 
them to 
improve their 
learning 
processes and 
outcomes 

Student 
Culture 

  Some students 
realised 
potential 
personal 
benefits of 
participation in 
ILC program 
and of different 
relationships 
with individual 

Students 
who were 
benefiting 
from their 
involvement 
in the ILC 
advertised it 
among their 
peers 

Some 
students who 
previously 
"skipped" 
independent 
study 
programs 
now attend 
ILC and use it 
constructively

Students 
advertise and 
support the 
ILC 



teachers . 

Students use 
the ILC for 
independent 
study 
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Summative Statements WATER RATS 

Professional 
development 

While there was limited initial change in approaches to learning and 
teaching across the school with the introduction of the Independent 
Learning Centre (ILC), approximately 70% of teaching staff have claimed 
to have used the Centre at various times and for various purposes. The 
ILC has become recognised as a useful learning centre. Increasing use 
is being made of the ILC by the technology teacher and by staff wishing 
to access the web for curriculum and HSC assessment materials. 

Collegiality and 
collaboration 

Some members of the teaching staff - Library Resource Teacher, SOSE, 
Science and LOTE - French teachers - have become involved in the 
establishment and support of the ILC and have used ILC programs and 
learning opportunities to support individual students in their classes with 
good effect. A sense of collaboration and collegiality has developed 
among these teachers together with a strong sense of support for the 
work and position of the ILC director. 

Many students have realised the potential benefits for themselves of 
participating in ILC programs and in some instances more cooperative 
learning/teaching relationships have developed between students and 
their teachers. 

The emphasis is on the development of literacy skills, including 
technology literacy and on individual and small group support for 
students who have particular learning needs eg. ESL students and 
students who have significant gaps in their language skill development 

Leadership The introduction and development of the ILC was managed by the 
Deputy Principal, Teacher Librarian and a part-time key teacher. 
Teachers were drawn into using and supporting the ILC at the 
suggestion of the Deputy Principal. Use of the ILC gained momentum 
when it became evident that individuals and particular groups of students 
were benefiting both academically and socially through their involvement 
in its programs. Students who benefited through their involvement with 
the ILC became vocal supporters of it. Growth in the popularity and use 
of the ILC was accompanied by increased resource and personnel 
support for the Centre by the school leadership. 

The ILC is currently led by the school's Leading Teacher and by the part-



time Coordinator who have both come to these positions during 2000. 

Teacher and 
student 
empowerment 

There has been a "shift" in both student and teacher attitude to the ILC. 
Initially students were sent to the ILC and were expected to use their 
time there effectively. This situation has given way to a situation in which 
both students and teachers value the ILC and choose to use it because it 
is responsive to their stated learning and teaching needs eg. special 
assistance for an Aboriginal student; literacy "target groups"; and French 
extension programs for "native" speakers. 

Members of literacy target groups are claimed to have made learning 
gains in spelling, reading and grammar skills. To date no hard data has 
been collected on which to substantiate these beliefs or to identify and 
describe the cause and extent of these changes in students' learning 
skills and outcomes. 

Organisation and 
personal 
characteristics 

While the ILC has been allocated significant school resources (the 
Teacher-in-Charge is employed for 4 days/week in ILC programs and for 
an additional half day/week to develop the school's computer resources) 
and has a recognised place in school organisation and culture, its 
programs and resources are not being used by a significant number of 
the school's teaching staff. This is in spite of widespread, vocal support 
across the student body for the assistance/support that the ILC has 
affords them in their learning programs. 
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