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Abstract 

Much is made of the importance of nurturing school-community relations. The 
Disadvantaged Schools Program was underpinned by a commitment to participatory 
decision-making and a language of 'partnerships' and 'empowerment' seeps through 
rationales for devolved school systems. There is little doubt that the notion of school as a 
collaborative learning community has entered the lexicon of educators alongside a 
contradictory model of the school as a business organisation touting for customers in a 
market economy. What is happening around the notion of school-community today? Is it 
possible for schools to contest the utilitarian and individualistic values of the neo-liberal 
state? How might schools develop an 'ethos of community' that strengthens social bonds 
and promotes democratic practices? This paper explores the metaphors in play around 
school-community (Hattam, 1999), and describes how one particular school has promoted 
school-community dialogue and enacted curriculum that is responsive to the cultural, social 
and economic concerns of the community. 

  

  

Reimagining school-community relations: Insights from Wattle Plains School 

Introduction 

We need one another to be ourselves. This complete and unlimited 
dependence of each of us upon the other is the central and critical fact of 
personal existence . . . Here is the basic fact of our human existence. 
(Macmurray, 1933, p. 137 cited in Fielding, 2000, p. 398) 

In an age of possessive individualism these words from the Scottish philosopher, John 
Macmurray, remind us of the mutuality of human life and 'the centrality of community in 
human affairs' (Fielding, 2000b, p. 51). From an educational perspective, they underscore 
the necessity of nurturing an ethos of community as the foundation for learning, the 
development of personal relationships and planning for a democratic society. Schools are 
social organisations embedded in 'communities of difference' (Tierney, 1993) and learning is 
a profoundly social act. None of this is really new to those involved in grassroots reform. 
Both the Disadvantaged Schools Program (DSP) and the National Schools Network (NSN) 
saw the need to forge educative relationships between schools and local communities. 
These programs helped to break the 'hermetic seal' (Smyth, 1998, p. 121) of an all too 
familiar school-community disjuncture by promoting participatory forms of decision-making 
and school-based curriculum development. 

However, there is little doubt that the notion of the 'school-community' relationship is being 
significantly unsettled in current times. Demographic, cultural, technological and economic 
changes of national and global proportions have forced us to rethink assumptions and 
beliefs about the meaning of 'family', 'community', 'home', 'work' and 'school'. The World 
Wide Web has created a virtual classroom that has challenged conventional notions of 
education. Meanwhile, accelerated moves towards local school-based management, 
coupled with a market reform agenda of the neo-liberal state, have altered the relationships 
between schools and their local communities. Globalisation and neo-liberalism have 
combined to generate a market-driven approach to education characterised by a culture of 
managerialism and an emphasis on competition and efficiency (Marginson, 1997; Morrow, 



1998). So pervasive is the logic of the market in educational policy that it has become 'the 
appropriate cultural metaphor for both the competitive relationship between schools and the 
relationship of schools to their community' (Angus, 1996, p. 988). 

What is happening around the notion of school-community today? Is it possible for schools 
to contest the utilitarian and individualistic values of the neo-liberal state? How might schools 
develop an 'ethos of community' that strengthens social bonds and promotes democratic 
practices? In this paper, I make a case for reinvigorating the notion of school-community 
relations that takes account of the economic, cultural and social diversity of communities and 
enlivens educative dialogues within communities. This paper is divided into three sections. 
Firstly, I consider how the word 'community' is used in the educational context and explore 
three metaphors which have been used to describe the nature of school-community 
relationships. Secondly, I present a case for promoting school community dialogue that 
supports the development of democratic and socially just schooling. In these two sections, I 
draw extensively on research from the Teachers' Learning Project (1996-1998), an ARC 
funded project which examined school-based forms of teacher learning and school reform 
(Hattam, 1999). Thirdly, with reference to a recently completed ethnographic study 
(McInerney, 2000), I outline the ways in which one school community-Wattle Plains-has 
attempted to promote educative and democratic relationships amongst the diverse elements 
of its community. 

What is a community? 

Community n., 1.a. the people living in one locality. b. the locality in which they 
live. 2. a group of people having cultural, religious, or other characteristics in 
common. 3. a group of nations having certain interests in common. 4. The public; 
society. 5. common ownership. 6. similarity or agreement: community of interests. 
(Collins Concise Dictionary, Australian Edition, 1995) 

The term 'community' typically refers to a social group with similar interests, social 
structures, values and lifestyles. Many nineteenth-century sociologists used a concept of 
community to contrast pre-industrial or rural societies united by kinship and a sense of 
belonging, with industrial societies fragmented by family dislocation and the destructive 
elements of industrialisation. Conventional understandings of community imply homogeneity, 
self-containment and commonality of interests that often deny the complexity and diversity of 
people inhabiting a community. In reality, human beings inhabit many different and often 
overlapping communities. Moreover, by setting up fixed boundaries and single identities, 
such a view infers 'insiders and outsiders', 'inclusion and exclusion', 'us and them', 'centres 
and margins' and other exclusionary notions which often lend legitimacy to racism, 
ethnocentrism and dangerous forms of nationalism. 

School communities are often envisaged as geographical entities and, indeed, many small 
primary schools do appear to function as community or neighbourhood schools. But many 
larger secondary schools (and those operating through distance education modes) do not 
have easily defined boundaries. In these circumstances, the notion of community is often 
framed around the contractual arrangements that define the relationship between the school 
and its clients-parents and students. However, Sergiovanni (1994) offers a more complex 
view of school communities that highlights the centrality of shared values and beliefs: 

In communities . . . the connection of people to purposes and the connections among 
people are not based on contracts but on commitments. Communities are socially 
organised around relationships and the felt interdependence that nurture them. 
Instead of being tied together and tied to purposes by bartering arrangements, this 
social contract bonds people together in special ways and binds them to concepts, 



images and values that comprise a shared idea structure. This bonding and binding 
are the defining characteristics of schools as communities. Communities are defined 
by their centres of values, sentiments and beliefs that provide the needed conditions 
for creating a sense of we from a collection of Is' . . . In communities we create our 
own social lives with others who have a similar intention to ours . . . Communities . . . 
are confronted with issues of control. But instead of relying on external control, 
communities rely more on norms, purposes, values, professional socialization, 
collegiality and natural interdependence. (p. 217) 

Fielding (2000b) also views the notion of community from a perspective of mutuality and 
reciprocity. 

A community is not fundamentally about place, time, memory, or even the 
belonging or significance in close relationships. Community is rather the 
reciprocal experience people have as persons in certain kinds of 
relationships; it is an experience of being that is alive in its mutuality and 
vibrant in its sense of possibility. . . Community is a way of being not a thing. 
Community is a process in which human beings regard each other in a 
certain way . . . and in which they relate to each other and act together in 
mutuality as persons, not as occupants . . . that mutuality is informed by the 
values of freedom (freedom to become yourself) and equality (equal worth) 
which conditions each other reciprocally. (p. 401) 

To perceive community as 'a way of being and not a thing' confronts commonsense 
understandings of community and opens up the possibility of dialogue and action that is 
more strongly focused on transformation of inequitable community arrangements, rather 
than preservation of the status quo. 

Exploring school-community metaphors 

The term 'school-community' appears to set up a separation between the school 
and the community. Similarly, school-community dialogue infers that the community is 
somehow outside of the school. But is this the case? Is this a useful way to consider 
schools? In the following section, I want to explore three prevailing metaphors about the 
nature of school-community relationships: the school as an organisation; the school as a 
learning community; and, the community-developing school. It is not suggested that these 
orientations operate in ways that are mutually exclusive-indeed, they may all be present 
within one setting-but they do point to the power of metaphors in creating different realities. 

Metaphors have a way of creating realities. Because different metaphors 
create different realities, truth is always relative and related to its generative 
metaphor. Changing the metaphor for the school . . . changes what is true 
about how schools should be organised and run, about what motivates 
teachers and students, about what leadership is, and how it should be 
practiced. (Sergiovanni, 1994, p. 217) 

The school as an organisation 

Under the neo-liberal state, the school as an organisation has become a root metaphor for 
school-community relationships (Sergiovanni, 1994), as many of the administrative functions 
of educational bureaucracies are devolved to schools. Using management principles derived 
from economics has meant 'adopting state-of-the-art corporate management and control 
techniques' (Prawat, 1996, p. 91). Schools seek legitimacy by appearing 'rational' and 
means-end chains are set in place to accomplish stated purposes and goals, for example, 



through line management systems, strategic plans and accountability measures such as 
performance management schemes and standardised testing regimes which create an 
impression of control (Sergiovanni, 1994, p. 215). In a business-oriented approach to 
schooling, students become 'clients', the principal becomes a 'business manager', and the 
teachers are 'producers' who need to be quality controlled. The school as organisation is 
now being pushed to compete for a share of the market and hence the 'community' is either 
potential consumers (parents) of educational product, or potential contributors of income 
through marketing their products in the school. Establishing a market niche through the 
formation of special programs and curriculum foci has become an abiding concern for 
entrepreneurial principals and school councils in this competitive education environment. 

Schools which fit this mould are generally characterised by hierarchical forms of leadership 
(or enforced collegiality), reliance on outside experts and a lack trust in the capacity of the 
community to make curriculum decisions. According to Sergiovanni (1994): 

There is an assumption in organisations that hierarchy equals expertise. 
Those higher in the hierarchy are presumed to know more about teaching, 
learning, and other matters of schooling than those lower, and thus each 
person in a school is evaluated by the person at the next higher level. Not 
only does the metaphor organization encourage us to presume that hierarchy 
equals expertise, it encourages us to assume that hierarchy equals moral 
superiority. As teachers, for example, move up the ranks not only is it 
presumed that they know more about teaching and learning and other 
matters of schooling but that they care more as well. Those higher in the 
hierarchy are trusted with more responsibility, more authority and less 
supervision. (p. 216) 

Fielding (2000a) views these schools as mechanistic organisations that are primarily 
concerned with efficiency and effectiveness-what works-rather than the moral purposes of 
education. In these situations, teachers see themselves as teaching subjects, rather than 
students, and there is little scope for negotiating curriculum with students-in effect, 'the 
teacher operates as a highly skilled pedagogic technician' (p. 53). 

None of these criticisms is intended to downplay the importance of good management in 
schools. Schools do need to use resources efficiently to maximise educational opportunities 
for all students but, as Fielding (2000b) so aptly puts it, 'the functional life is for the personal 
life' (p. 402); in other words, organisational goals and business plans in schools should serve 
human ends, not act as means in themselves. 

The school as a learning community 

Although the school as a business organisation seems to be gaining currency in some 
quarters, it exists alongside other more enduring and democratic alternatives. The metaphor 
of school as a learning community focuses on the centrality of learning and the importance 
of educative dialogues as a basis for school-community relationships. Sergiovanni (1994) 
asserts that schools need to be grounded in educational theories which are more in tune 
with children and young adults than management principles. This view of school-community 
is captured in such notions as 'democratic schools' (Goodman, 1989; 1994; 2001), 'person-
centred communities' (Fielding, 2000a; 2000b) and 'moral communities' (Sergiovanni, 1994; 
1996). Case studies illustrating the transition of schools towards collaborative (and, in some 
instances, critical) learning communities have been documented by McRae (1994), Hattam 
(1997) and May (1994). 



To view the school as a learning community is to recognise that participation, success, 
inclusivity and collaboration are important ideals for the whole school community. Such a 
view could be understood by the following set of commitments that guide school 
development: students are successfully participating in a broad and balanced curriculum; 
principals (and other institutional leaders) function as educative leaders within the school 
community; teachers are learners in a community of learners; teachers actively evaluate 
their teaching and especially seek feedback from their students; and parents are 
encouraged to become actively involved in their child's/children's learning. At the classroom 
level, the notion of a learning community incorporates a social constructivist view of learning 
which emphasises: the primacy of relationships between teacher and students; the 
establishment of a safe and secure learning environment; an awareness of the learning 
needs of all of the students; participation of all in valued and rigorous learning; and, a focus 
on student achievement in all its myriad forms. 

In this view of the school-community, the boundaries are somewhat blurred between the 
school and the community. 

A community-developing school 

Rather than seeing the school as somehow autonomous from the community, this third 
approach understands the school as being integral to the community. Not only is the school 
embedded in the community, but it is also a significant resource for ongoing community 
development. Three facets of this orientation merit attention. 

Firstly, the metaphor of the community-developing school carries the need by schools to be 
able to develop educational experiences that are sensitive to context at the local, national 
and global level. Teachers working in such schools are 'experts in context': 

It is specific knowledge, understanding, and skills in relating to and taking into 
account parents, communities, and business and social agencies, and it 
involves grappling with the questions of where one's community, 
state/province, and country are heading-all of this in the givens of increased 
multicultural, multiracial, multilingual existence. (Fullan, 1995, pp. 234-5) 

The local context is of special significance because it is only those working in the school who 
can know what the local context is. Schools need to account for such things as: socio-
economic character, ethnic diversity, public and private infrastructure, environmental 
attributes, history, local government, the arts, community development groups, and the 
significant struggles of the local community. The community-developing school works 
against the institutionalised distance between school and community-a distance that 
operates through a bureaucratic and professional language. 

School isolation works to deny students a link between what they learn in the 
classroom and the environment they function in outside of the school. The 
lack of relevance and integration is particularly acute for minority and 
disadvantaged students whose social and cultural background is not 
reflected, or negatively reflected, in standard curriculum based on a white, 
middle-class mainstream. (Bastian, 1985, p. 47) 

Secondly, the community developing metaphor also sees the community as a significant 
educational resource that can complement and enhance learning for students. Community-
oriented schools are able to draw on the intellectual, cultural, economic and social resources 
of government and non-government agencies and community organisations in addressing 



such issues as poverty, racism, homelessness, health initiatives, human rights and the 
environment. 

Thirdly, not only do schools draw on the expertise of community workers, but they also seek 
to involve students in community based social action programs. Brennan (2000) argues that 
'schooling is a resource for the community, with active roles for students in doing worthwhile 
and valued activities in building community (p. 16). An account by Comber, Thomson and 
Wells (2001) of an environmental project involving primary school students from a low-
income neighbourhood is an excellent example of this kind of community development. 
Beginning with students' concerns about their neighbourhood, a teacher engaged her class 
in a critical literacy project that involved components of writing and civic action. 

In addition to situating children's literacy practices in the local community, schools can act as 
advocates for the most marginalised students in pressing for major reforms within society. 
Anyon (1994) argues that improvements in schooling are unlikely unless educational reform 
is accompanied by more fundamental changes within the community. 

Attention to the inner workings of a school may have little effect if the social 
context in which the school is embedded overrides these efforts. (p. 28) 

However, challenging inequitable arrangements and championing the cause of the homeless 
and the dispossessed is not an easy course of action. As socially committed teachers can 
testify, it takes great courage to speak back to the racist, homophobic and patriarchal 
discourses which abound in many communities. Nonetheless, schools need to confront such 
oppressive practices within their communities because of the damaging impact they have on 
the educational achievement of children. In other words, community-building relationships 
are necessary for the overall development of schools as learning communities. 

The alternative views of school-community relationships captured in each of these 
metaphors point to significant differences in how schools might conceptualise the nature of 
relationships amongst students parents and teachers and the overall purposes of schooling. 
These alternatives have implications for decision-making processes, student learning and 
the ways in which teachers' work is described. Most importantly, they bring to the fore the 
whole question of school community dialogue, an issue I discuss in the next section of the 
paper. 

Why is school-community dialogue important? 

Dialogue involves more than mere talk. Richard Bernstein gets to the heart of the matter 
when he talks of a 'dialogical encounter': 

One begins with the assumption that the other has something to say to us 
and to contribute to our understanding. The initial task is to grasp the other's 
position in the strongest possible light. One must always be responsive to 
what the other is saying and showing . . .There is a play, a to-and-fro 
movement in dialogic encounter, a seeking for a common ground in which we 
can understand our differences. The other is not an adversary or an opponent 
but a conversational partner. (Bernstein, 1991, p. 337) 

Freire (1997) explains that dialogic relationships are necessary for democracy and the 
development of humanity. Such relationships affirm that men and women are the creators of 
culture; all have a right to 'name the world' (Freire, 1993, p. 69) and all are capable of 
looking critically at the world. In taking this stance, Freire redefines the category 'intellectual' 
to include all men and women, not just a small elite (Giroux, 1985, p. xxii). However, when 



Freire talks of dialogue, he warns that it should not be understood as 'a mere technique' or 
as 'a kind of tactic we use'. '[T]his would make dialogue a technique for manipulation instead 
of illumination' (Shor, 1987, p. 13) . 

On the contrary, dialogue must be understood as something taking part in the 
very historical nature of human beings. It is part of our historical progress in 
becoming human beings. That is, dialogue is a kind of necessary posture to 
the extent that humans have become more and more critically communicative 
beings. Dialogue is a moment where humans meet to reflect on their reality 
as they make and remake it . . . Through dialogue, reflecting together on what 
we know and don't know, we can act critically to transform reality. (p. 13) 

Dialogue invokes a commitment to an active form of democracy in schools. Democracy, in 
this case, is not seen as 'an artefact (governmental agencies) or a set of cultural rituals 
(passively observing elections or voting)', but rather as 'a dynamic process in which the 
public actively participates on a daily basis and which involves face-to-face contact' 
(Goodman, 1989, p. 90). Democracy is a process that is 'organised around values of giving 
its members a "voice" in setting and implementing its goals' (p. 92). Dialogue, in this case, is 
more than just a functional skill, but it needs to be considered as a complex set of social 
practices. 

Dialogue is a capacity and inclination of human beings to reflect together on 
the meaning of their experience and their knowledge and can be thought of 
as the threads of communication that bind people together and prepare them 
for reflective action. Dialogue links people together through discourse and 
links their moments of reflection to their moments of action. (Shor, 1992, p. 
86) 

Dialogue is something to aim for, rather than an achievable reality-an idea expressed in 
Habermas's concept of the ideal speech situation. 

These conditions are such that the true interests of the participants can 
emerge, that the argument can proceed without external pressure, and that 
the only compulsions are the compulsions of the argument itself. In short the 
ideal speech situation requires a democratic form of public discussion which 
allows for uncoerced flow of ideas and for participants to be free from any 
threat of domination, manipulation or control. (Carr, 1986, p. 140) 

Dialogue, as aiming for mutual exchange, involves being aware of the differentials of power 
that are evident in most of our relationships. Hence, in developing a 'dialogic practice', what 
gets said and what gets listened to is always understood to be marked by unequal power 
relations. 

There are many good reasons for promoting school-community dialogue as a means of: 

• enhancing student learning; 
• advancing democratic practices; 
• ensuring curriculum relevance; and, 
• building communities. 

Having discussed the notion of community building in the earlier part of this paper, I now 
elaborate somewhat more fully on the first three of these factors. 

 



Enhancing student learning 

Schools might be considered as sites for the negotiation of interests-the interests of the 
teachers, the system, students and their parents. Whether or not students can be successful 
in what is expected of them by schools is very much determined by the nature of this 
negotiation. Learning is usually enhanced if schools acknowledge that parents have unique 
knowledge and understanding of their children which might be brought to bear in strategic 
ways. If schools sustain a two-way interchange with parents, then lots of the problems that 
hinder the learning for many students can be dealt with successfully. 

Student learning is enhanced when parents are involved in the school's development, 
understand its curriculum, get involved in the learning process and are active participants in 
the assessment and reporting process. Parents have particular skills, experience and forms 
of knowledge, which can enrich the life of schools and enhance student learning; for 
example, the Learning Assistance Program (LAP), or Aboriginal parents being involved in 
cultural awareness programs. 

Planning for a democratic society 

Teachers in public schools have nurtured a belief that schooling can make a difference to 
social inequalities that are both historical and persistent (Connell, 1993). As a consequence 
of this working against the grain of a powerful structural inequality, a lot has been learned 
about how schools might work better for everybody's children and not just the privileged few. 
Largely worked out in schools, but supported by federal and state governments, the idea of 
schooling for a fair go has given expression in many ways, including: reforms to the post-
compulsory credentials; programs to improve the learning outcomes of girls; revamping the 
studies of Australian history; taking seriously the learning of languages other than English; 
and, developing inclusive approaches to teaching and learning. 

Such an egalitarian sensibility understands that schools contribute to the nature of the social 
fabric of Australian society. The social fabric might be understood here to refer to the social 
capital that exists in society. Social capital refers to 'the actual or potential resources which 
are linked to possession of a durable network of more or less institutionalised relationships 
of mutual acquaintance and recognition' (Bourdieu, 1986, p. 248) and involve such 
phenomena as trust, reciprocity and mutuality (Cox, 1995). In the context of contemporary 
Australian society then schooling needs to be examined in terms of its contribution to 
(re)making the social fabric and hence contributing to Australia's pool of social capital. 

If we want a democratic society, then our schools must be democratic. In Fraser's (1994) 
words, schools need to struggle to be 'an actually existing democracy'. This means providing 
the school community with a space to have a say in setting and implementing its goals. As 
such, schools need to be working to put in place structures that enable democracy to be 
enacted. For schools to be an actually existing democracy also means providing the school 
community with some processes that enable them to have a say. Structures or spaces alone 
are not enough. Democratic spaces require some individuals to practise dialogic ways of 
relating. Schools also need to be working at nurturing a vocabulary that enables people to 
talk democratically. In particular, measures need to be taken to ensure that oppressed or 
marginalised groups are represented in decision-making forums (Gale, 2000). 

The democratic school as a metaphor for schooling has an overall aim that is put succinctly 
by Goodman (1994): 



[M]ost individuals agree that schools should be more interested in educating 
young people to help create a more compassionate and democratic society 
rather than serving as vocational sites for industry. (p. 132) 

From such an aim, defining good teaching and learning is very much reliant on developing 
more democratic relationships in schools and 'to arm the nation's young with the intellectual 
wherewithal to criticise, reconstruct, or reform the society they will enter as adults' 
(Finkelstein, 1984, p. 277) . 

Making the curriculum relevant 

Curriculum relevance is an issue for those working in schools that will never go away. The 
changing nature of society will always be a cause for renewing what we think is relevant. 
This issue of relevance requires that we think somewhat more expansively about the idea of 
the school community. In this context, it is essential to consider 'community' in terms of what 
is happening in the wider society. For example, the contemporary curriculum is having to 
make sense of the impact of information technology in society. As such, it does not seem 
possible now to have a school curriculum that does not take information technology 
seriously. To do so is to ignore the impact of information technology on the nature of work, 
its influence on the world's economy, its effect on popular culture, and the shift from thinking 
of literacy in terms of reading language to literacies requiring sophisticated semiotic analysis 
of visual images. Importantly also is the need to make sense of the impact of information 
technology on the identities of young people. Young people make sense of themselves and 
others and construct their own identities through the resources available to them in their 
surrounding culture, such as music, dance, fashion, television, movies, magazines, 
advertising, art and the vernacular. In a world of TV, video, cinema, and the World Wide 
Web, young people are increasingly engaged in viewing. 

Curriculum relevance might also be worked on because of concerns about gender equity. 
For example, there is some evidence that the under-participation of girls studying the 
physical sciences and maths is related to the lack of relevance of these subjects to girls' 
aspirations and their life experience. Traditional physics text books have under-represented 
girls in the diagrams; often girls are portrayed as passive, and often the examples used are 
masculine in orientation. During the past twenty years, there has been an alternative 
curriculum, based on a view that scientific knowledge should not only reflect the shift away 
from the Newtonian to a more ecological paradigm but should also organise knowledge 
around social issues. As well, curriculum relevance has been worked on around concerns 
for acknowledging cultural difference. In Australia, this has concentrated on LOTE 
(languages other than English) and promoting Aboriginal perspectives across the curriculum. 

Having described the emancipatory possibilities of school-community dialogue, I now turn to 
an actual example of a school that is working to sustain democratic relationships and a 
concern for social justice with its community. Drawing on a recently completed doctoral 
study (McInerney, 2000), I focus especially on the structures, culture and practices that 
promote inclusive and educative school- community relations and the development of 
socially just curriculum. 

School-community dialogue: Insights from Wattle Plains 

Wattle Plains School 

Wattle Plains is a pseudonym for a culturally diverse, working-class school community on 
the fringe of an Australian city. More than one-third of the 900 students come from a non-
English speaking background and presently about 50 per cent of parents qualify for some 



form of government financial support. The school incorporates a child parent centre, a junior 
primary school and a primary school with both principals and other leadership personnel 
working across the campus. Staff are organised in collegiate teams that have a focus on 
professional learning and whole school reform. 

Methodology 

When I commenced my research at the school, I was aware of its longstanding involvement 
in the Disadvantaged Schools Program and I was particularly interested in observing how 
teachers' understandings of social justice and educational disadvantage were being 
translated into practice at the whole school and classroom level. The methodology involved 
an extensive phase of participant observation and ongoing dialogues with teachers in the 
form of semi-structured interviews and purposeful conversations (Burgess, 1988) with a 
group of about ten informants. 

Enhancing school and community relationships 

In many respects, Wattle Plains School is a hub of community social, cultural and 
recreational life. Not only are many of the facilities used by community groups, but there is 
also an ambience about the place which invites communion with the community. Partly 
funded by the school and the local community, the activity hall has become a meeting place 
for sporting groups and local associations and is extensively used as a performing arts 
centre. In addition, cultural groups utilise the school facilities and educational resources for 
language classes, workshops and social activities. The Vietnamese community has regular 
weekend school and night classes and Aboriginal students have a homework centre in the 
school. It is also a meeting place for the Polish Fellowship Group as well as the Spanish and 
Filipino people. Regional sporting groups also make use of the hall and oval facilities. 

Although the idea of outside groups hiring school amenities is not particularly novel, what 
was quite unique at Wattle Plains was that many of these groups were not 'outsiders' and 
their social and cultural activities were seen as integral to school-community development. 
Relationships between the school and the community were not confined to sharing facilities, 
but extended to educative dialogues with the diverse elements which make up the school 
population. To promote more inclusive decision-making forums, the composition of the 
school council was altered to provide for a gender balance and improved representation of 
Aboriginal parents and those from a non-English speaking background. The student 
representative council (the Wattle Plains Decision Makers) was revitalised to engage 
students more actively in negotiating curriculum. Prominent amongst these measures were 
the formation of an Aboriginal students group and an overseas committee to take account of 
the special interests and concerns of indigenous Australians and those from a non-English 
speaking background-students often marginalised in school decision-making processes. 

Whole school reform for social justice 

At Wattle Plains there was broad consensus that a concern for social justice should underpin 
the curriculum and remain an ongoing feature of school planning processes. What this 
involved in practice was the development of an interrelated set of structural, cultural and 
pedagogical arrangements to support the development of socially just curriculum. Structural 
change at Wattle Plains facilitated the development of collaborative relationships, 
democratic decision-making processes and leadership practices that were strongly focused 
on social justice and student learning. In conjunction with these structural processes, cultural 
change fostered distributive and educative forms of leadership, success-oriented learning 
and a culture of debate about teaching and learning that supported the school's social justice 
ethos. In such a culture, change for its own sake was considered unproductive or 



unenlightened unless it could be shown that it would benefit the education of students. Most 
significantly, pedagogical change involved the development of curriculum and teaching 
practices that addressed the educational needs and aspirations of a heterogeneous school 
community. In particular, the arts became a vehicle for whole school reform that gave 
students a voice, incorporated critical literacies and multicultural perspectives into classroom 
practices, and enhanced the aesthetic or affective domains of learning. 

Teachers believed that it was necessary for students to see the relevance of schooling and 
to engage in challenging and useful tasks-not just 'busy work'. A number of students we 
involved in an environmental project aimed at revitalising local wetlands that many used as a 
recreational amenity. Not only was this activity situated in the lives of the students, but it was 
also effective in that it engaged them in active experiences geared towards the improvement 
of a local resource. The real challenge for teachers at Wattle Plains, according to one 
teacher, was to motivate students by exploring 'different angles' and negotiating curriculum 
themes and topics with students. Such a position accords with Macedos's (1994) view that 
any extension of democratic practices in schools means 'developing pedagogies that speak 
to the reality of culture produced by students' (p. 174), rather than imposing externally 
developed courses on them. 

Central to the school's philosophy was the notion of power sharing and the importance of 
developing democratic relationships and negotiating curriculum with the culturally diverse 
groups in the school community. How this occurred in practice was revealed in: 

• whole school planning processes; 

• the school's approach to multicultural education; 

• the development of the arts; and, 

• the school's response to racism. 

School planning-democracy in action 

Generating whole school change at Wattle Plains was a participatory process which involved 
the whole school community in systematic planning and discussion about curriculum issues. 
Let me draw on my journal recollections to illustrate how this occurred in the preparation of 
the school development plan during a year in which there was a major curriculum review: 

Teachers explained to me that the children were engaged in the review in a 
number of ways. Firstly, meetings were held with the student council, the 
Aboriginal students group and students from non-English speaking 
backgrounds to discuss the issues related to quality of education in the eight 
required areas of study. Secondly, students in small groups of mixed age and 
gender were invited to contribute to the review in class settings. Their rights 
to a quality education were explained and they were then asked to identify 
areas in the curriculum where they thought they were getting good outcomes 
and areas which they thought needed to be improved. Students were 
required to justify their decisions and they used a preferential voting system 
to decide their priorities. Every child had six green dots to allocate in a way 
that best reflected the strength of their feelings. 

In the final analysis, it seems that students expressed a clear preference for 
the visual and performing arts followed by Aboriginal studies. Apparently, 
there was a good deal of lobbying from Aboriginal children and parents to 



support the latter priority. Class representatives were involved in the 
collection of data from student groups and the whole process was used as a 
model for student participation in the school. When the process was 
conducted with staff, the two major priorities identified were literacy and 
science. The consultation with parents included discussions with the 
Vietnamese, Khmer and Polish communities as well as members of the 
school council and Aboriginal groups. Most parents voted for literacy but 
Vietnamese parents chose science as a major focus and Aboriginal parents 
wanted an emphasis on Aboriginal studies. 

This information was taken back to the staff for their consideration of the 
varying priorities of teachers, parents and students. When it came to the final 
voting, a lot of staff changed their vote and supported students in their choice 
of the arts. According to my informants, the student presentation had made a 
big impact on many teachers and, after some deliberation, agreement was 
reached that literacy and the arts would become immediate curriculum 
priorities. Aboriginal studies were also added to the plan and it was agreed 
that science should be a curriculum priority in the following year. (P. 
McInerney, Field Notes ) 

It is easy to be dismissive of community involvement in curriculum development, especially 
when it often amounts to little more than tokenism, but, in this case, several features of the 
process are worthy of comment. Firstly, the students' ideas and decisions were taken 
seriously; so much so that their deliberations had a profound effect on the school's 
curriculum priorities for the next three years. Responding to student voice in this context 
involved more than students 'having a say'; it actually meant taking on board new curriculum 
directions. Secondly, parent participation took account of the particular perspectives and 
interests of the diverse cultural groups which made up the school community. Parents were 
not lumped together as a homogeneous group, but were able to lobby for priorities which 
reflected their own value positions. In this instance, responding to cultural difference (Young, 
1990) revealed a concern on the part of the school for the most marginalised parents whose 
interests could well remain unserved if the school simply gave expression to the will of the 
majority. Thirdly, the development of curriculum priorities engaged parents, students and 
teachers in educative dialogues about curriculum issues so that, in the final analysis, they 
could make a reasonably informed choice when they voted. In other words, the democratic 
process was not simply confined to gathering opinions and 'number crunching' but was 
preceded by dialogues, which enlarged the knowledge of parents and students about the 
notion of curriculum entitlement. What is described in this process seems to give credence 
to the conviction of one of my informants: 

Social justice drives the culture of the school . . . power is shared amongst 
the staff and this is crucial to sharing power with parents and students. 
(Teacher) 

The way in which the 1994 Wattle Plains school development plan was generated is a 
powerful example of what Macedo (1994) refers to as the 'democratization of pedagogical 
and educational power' (p. 168) in which parents, students and teachers come together to 
discuss substantive issues and to generate curriculum that takes on board grassroots 
concerns. 

This was also apparent in the school's response to the multicultural nature of the community. 

 



Multicultural education 

Wattle Plains was far from being a homogeneous or undifferentiated community. During the 
period of my research, twenty-seven Aboriginal children were enrolled in the school; many 
students came from families where little English was spoken in the home; a significant 
number were of recent Indo-Chinese origin; some had come to Australia as refugees from 
South America, the Middle East or South-East Asian countries; and, many were born in 
Australia or had come from second-generation migrant families. Although ethnicity was a 
significant marker of students' identities at Wattle Plains, their cultural lives were shaped by 
a multiplicity of factors arising from classed, gendered and racialised experiences. These 
children did not belong to self-contained groups but occupied multiple and overlapping 
cultural territories, (Montecinos, 1995), characterised by interaction, dialogue and change, 
rather than permanence and fixed boundaries. 

At Wattle Plains, a whole school approach to multicultural education was given added 
coherence through well-established committee structures and professional development 
programs for staff. Foremost amongst these, a key teacher in multicultural education worked 
in conjunction with a multicultural education committee to coordinate the school's ESL, 
LOTE and multicultural education programs and an Aboriginal education committee 
developed a program for teaching Aboriginal perspectives across the school and a set of 
strategies for monitoring the attainment of Aboriginal students. 

Beyond attempts to incorporate the views and understandings of more marginalised groups 
in the curriculum, the school pursued a deliberate policy of assuring minority students a 
voice in school decision-making forums. An overseas committee, consisting of class 
representatives of recently arrived migrants, provided a space for non-English speaking 
students' perspectives in curriculum decision-making forums, whilst Aboriginal students had 
a voice through the Aboriginal students' group, and their learning was supported through an 
Aboriginal homework centre. 

One of the features of school life at Wattle Plains was the prominence given to festivals and 
activities celebrating the ethnic background and cultural heritage of students. But these 
festivals were not just 'one-off' happenings unrelated to classroom learning or to existing 
curriculum priorities; on the contrary, they were the culmination of carefully planned 
programs that engaged teachers and students in new learnings about cultural groups and 
Australian society. The annual calendar of events also included an Asian festival, a 
celebration of Aboriginal culture during NAIDOC Week, a focus on Australian lifestyles and 
shared values in Heritage Week, and Grandparents Day. (The latter event, whilst not 
specifically promoted as a cultural festival, was nonetheless a major celebration of student 
learning which intersected with the school's multicultural education program.) A recently 
developed Cultural Plant Use Trail informed students about the significance of native plants 
for the Ngarrindjeri people, a group of indigenous people with close spiritual and cultural 
links to the region. 

According to a teacher, the choice of cultures in these festivals was always a matter for 
ongoing review: 

Every year we celebrate some facet of the Asian children. This year it was the 
Chinese New Year and so it was last year . . . we buy every class in the 
school a big watermelon, because red and the melon are significant to 
happiness . . . Some years though we go more for the Moon Festival which is 
a children's festival and they make their lanterns and in Chinese belief it's for 
the children. So we do those every year but then we have a couple of minor 
focuses which we rotate and in the past we've celebrated the Indian Festival 



of Light and we had Indian food and the children learnt in the classrooms 
about India. We've had Filipino dancing and culture, Polish and Spanish. Now 
we're reviewing that at the moment and at the staff meeting last night we 
actually got feedback from the staff about what they would like for the next 
three years of our cycle and it appears that we will still stick with Heritage 
Week; we will stick with a Chinese focus but we're tending to look a bit at the 
European cultures as well. (Teacher) 

Despite some changes in emphasis from year to year, there was a consistent attempt to 
maintain a focus on indigenous culture and traditions with Aboriginal parents and students 
taking responsibility for the coordination of Aboriginal Culture Week, during which all classes 
worked with indigenous artists, storytellers, sports people and drama performers. On the 
occasion that I joined the celebrations, the organisers had prepared a traditional meal of fish, 
kangaroo and damper for more than a thousand students. In contrast to cultural festivals, the 
annual Heritage Week represented an attempt to promote some sense of shared values 
within the school or to negotiate a common cultural life amongst the diverse social groups 
that made up the Wattle Plains community-in essence, to explore the question: what does it 
mean to be Australian? Rotating festivals through a three-year cycle suggested a conscious 
effort to ensure a broad representation of cultures in the calendar of events-a difficult (if not 
impossible) task in a school where students came from more than fifty different national or 
cultural backgrounds. 

From my observations, the intent behind these festivals was not simply to showcase the 
customs and traditions of particular cultural groups; rather, they had a pedagogical value 
that transcended the mere celebration of difference or diversity-a value derived from 
students' active participation in curriculum activities that featured cross-age tutoring, 
collaborative learning, creative writing, dance and drama performances and the production 
of cultural artefacts. A teacher explained her first encounter with these festivals as follows: 

The first term I was here we had the Chinese Children's Festival and that was 
just amazing. I was working with a particular group of year 6/7s that made a 
dragon and they were running around the school with the dragon and the 
drums and making all the noise and putting the dragon's head up at the 
windows of classrooms and some of the children in the classes, particularly 
the younger classes, were just screaming with joy and saying, 'I'm not scared 
of the dragon. Go away, dragon!' . . . all the noise was supposed to scare it 
away and that was just wonderful to see that everyone was involved in that 
culture . . . So I think it was a celebration of the cultures that was the 
important thing. (Teacher) 

The arts-celebrating heritage and cultural diversity 

The school's decision to develop the arts as a curriculum priority followed an extensive 
community consultation in which many children expressed a desire to learn more about the 
visual and performing arts. Within a year, the school grounds and buildings were 
transformed through a set of multicoloured murals designed and painted by teachers, 
students and parents. The murals portrayed a diversity of themes ranging from myths, 
legends, landscapes and cultural emblems to geometric patterns and shapes-themes that 
reflected the broad scope of the curriculum and the multicultural character of the community. 
An Aboriginal mural painted by indigenous artists was a vivid reminder of the heritage and 
spiritual traditions of the Ngarrindjeri people. The project took on a community dimension: 
groups of parents helping class groups, whilst others painted sections of the seascape on 
the school perimeter fence. An arts coordinator explained: 



Teachers have adopted a democratic way of managing the murals from the 
outset . . . even in terms of choosing the topic . . . they had meetings together 
and they worked out a short list and voted and they agreed on doing that 
theme, and then the teachers worked with the children and parents on the 
images which were then transferred on to the wall. (Teacher) 

Educative community dialogues also extended to an evaluation of student learning. I was 
present at a drama performance when teachers talked to parents and caregivers about the 
aims of the arts program, the developmental nature of the concerts and drama performances 
and how they connected to the school's literacy goals. At the conclusion of the performance 
they were invited to evaluate the production in terms of what they thought the students had 
learnt from participating in the program. A teacher explained: 

It wasn't a polished performance you know, but the school focus is really about 
learning . . . we're going to show you and be really honest with the community. 

Being honest in this instance meant being prepared to engage parents in discussions about 
the scope and purpose of the arts curriculum so that they could view their children's 
performances in the context of an educational program, rather than as a form of public 
entertainment. It meant initiating educative dialogues about teaching and learning, rather 
than sustaining some form of glossy impression management for the sake of boosting the 
school's image. 

Racism and antiracist education 

We're not scared to take a stand for the rights of the children at school and 
the families of the school. The Aboriginal Culture Week, some parents 
wouldn't like that with their own political views but their child comes to Wattle 
Plains and they accept that, that's something (we do) . . . I don't believe that 
schools can be politically or socially neutral; you can't, because then you're 
doing an injustice to your children in the school. (Teacher) 

These words remind us that schools have 'an organic relationship with the community at 
large' (Macedo, 1994, p. 140); that what happens in schools is profoundly influenced by what 
happens in society. However, by the same token, schools can play an important role in 
helping to transform community attitudes. Teachers at Wattle Plains could not remain silent 
when racism permeated their classrooms and scarred the physical, emotional and 
intellectual development of students. Hence, for the school not to take a stand against the 
activities of racist organisations like National Action would be tantamount to complicity in 
perpetuating injustices. Similarly, for teachers to ignore the crippling effects of poverty on 
children's learning was to effectively sentence them to school failure. 

Such sentiments confirm the political nature of schooling and the necessity of taking a stand 
on social injustices. In this instance, the school's attempts to counteract local manifestations 
of racism need to be understood in the context of a broader discourse on racism in 
Australian society. Several teachers spoke to me of the rising incidence of racism in the 
neighbourhood and commented specifically on the activities of National Action, a neo-Nazi 
organisation with a virulent anti-Asian and anti-Aboriginal platform. There was a view that 
the rise of Pauline Hanson's One Nation Party had given racism a voice and some form of 
legitimacy in the community and that in the wake of a conservative restoration in Australian 
politics it was now okay to be 'non-politically correct'. Others suggested that the increasing 
incidence of racist acts correlated with escalating unemployment and poverty in the region. 



Whatever the causes, the rising level of racism within the community found its way into 
school dialogues. I was informed that the racist attitudes of some parents commonly 
expressed itself in criticisms of Asian people-'They're taking our jobs'-and perceptions that 
Aboriginal people received welfare benefits not available to non-indigenous Australians-
'We're really poor and we're struggling; how come we don't get free books like Aboriginal 
families do?' 

How did the school grapple with the issue of racism? Public schools in South Australia are 
required to implement the antiracism policy of the Department for Education, Training and 
Employment which provides a framework for racist discrimination and harassment grievance 
procedures (Education Department of South Australia, 1990). But how schools address 
racism in the context of their own communities is quite problematic. It was suggested that 
some of the parents who expressed racist views often displayed quite ambivalent and even 
contradictory attitudes towards other members of the school community. A teacher recalled 
a most bizarre situation in a school concert in which members of a family, their T-shirts 
emblazoned with the slogan 'Land Rights for Whites', sat alongside an Aboriginal family and 
engaged in an apparently amicable conversation. When I asked the teacher how she 
reacted to the racist message expressed in the T-shirts, she explained that public castigation 
was unproductive: 

It would be easy just to say, 'You absolute racist bastards,' and to give them 
no time at all and I reckon if that's the way we chose to engage with them 
then you would get the racist slogans painted on the wall. So, from a school's 
point of view, the complexity of dealing with them is to challenge in an 
ongoing manner the highly racist attitudes that they bring and . . . rather than 
excluding them because what they say is absolutely dreadful, find what it is 
that they can bring to the culture and how they can be involved in (the school) 
in a meaningful and positive way. (Teacher) 

At face value, these reactions seemed to fly in the face of official policy directions which 
place the onus on schools for taking action against the perpetrators of racist behaviours 
through grievance and harassment procedures. But the decision to challenge the rather 
complex local expressions of racism through educative dialogues, rather than punitive 
measures, illustrates the imperative of 'a local act of knowing' about the particularities of 
racist behaviours and attitudes. I was told that the school monitored racist behaviour in the 
schoolyard and classrooms and collected data about racist, sexual and other forms of 
harassment on a regular basis. Instead of seeking refuge in officially sanctioned policy, the 
school had developed its own reading of racism and was able to develop strategies in parent 
workshops and seminars that were more attuned to the subtle nuanced expressions of 
racism in the local community. 

What was especially significant about the school's response was that it attempted to situate 
the racist prejudices and behaviours of a small group of parents within a more enduring 
culture of racism in Australian society, a culture which has served to institutionalise racist 
ideology and give some legitimacy to public acts of racism. Rather than pillorying these 
parents for their racist sentiments, the view was expressed that they might actually have 
something positive to bring to the school and that it was possible to transform their beliefs 
through constructive dialogues. Such a stance resonates with Freire's conviction that any 
attempt to free the oppressed from hegemonic practices and entrenched beliefs should not 
involve acts of hatred against the oppressors; instead, they should be motivated by love and 
a genuine desire to transform the lives of the oppressors as well as the oppressed. 

Of course, their stance does raise a concern about what happens when these parents and 
their children leave the school grounds and it begs the question of how racism was being 



addressed in the wider community. Although the school had attempted to engage parents in 
antiracism workshops there was a good deal of evidence to suggest that racial vilification 
persisted in various forms in the adjacent suburbs. So concerned was the local government 
authority about this issue that it had worked in unison with a neighbourhood secondary 
school to sponsor a community coalition against racism. Such action confirms the view that 
schools cannot go it alone in their attempts to counteract the oppressive effects of racism; 
that what is required is a much broader alliance of schools and community-based groups 
working for its elimination. 

Conclusions 

The notion of a 'dialogic school' is quite a powerful way of describing a school community 
which has developed its own internal discourses about what is pedagogically sound and 
socially just, and which has been unwilling to jettison its own views in favour of some 
external authoritative discourse (Bakhtin, 1981). In the case of Wattle Plains, moves towards 
the concept of a 'learning community' have been supported by school planning processes 
and structures which have fostered educative dialogues and increased the degree of 
student/parent participation in curriculum development. Many of these ideas have become 
so institutionalised in school practices and routines as to create a culture of innovation and 
reform around the ideal of social justice. The school has also engaged in community-building 
activities, which have reinforced the bonds between the school and the various social, 
cultural and governmental agencies working for progressive social change. This is a school 
community that has not allowed the corrosive effects of managerialism to damage the moral 
purposes of its work. 

 

References 

Angus, L. (1996). Cultural Dynamics and Organizational Analysis: Leadership, 
Administration and the Management of Meaning in Schools. In K. Leithwood, J. Chapman, 
D. Corson, P. Hallinger, & A. Hart (Eds.), International Handbook of Educational Leadership 
and Administration (Part 2) . Dordrecht: Kluwer Academic Publishers. 

Anyon, J. (1994). Teacher development and reform in an inner-city school. Teachers 
College Record, 96(1), 14-31. 

Astuto, T., & Clark, D. (1995). Activators and impediments to learner centred 
schools. Theory into Practice, 34(4), 244-249. 

Bakhtin, M. (1981). The Dialogic Imagination: Four Essays. Austin: University of Texas 
Press. 

Bastian, A., Frutcher, N., Gittell, N., Greer, C., & Haskins, K. (1985). Choosing equality: The 
case for democratic schooling. Social Policy, 15(3), 34-51. 

Bernstein, R. (1991). The New Constellation. Cambridge: MIT Press. 

Bourdieu, P. (Ed.). (1986). The forms of capital. New York: Greenwood Press. 

Brennan, M. (2000). Community, knowledge, action: rethinking schooling. Education Links, 
63(Summer). 



Burgess, R. (Ed.). (1988). Conversations with a purpose: The ethnographic interview in 
educational research: JAI Press. 

Carr, W., & Kemmis, S. (1986). Becoming critical; Knowing through action research. 
Geelong, Victoria: Deakin University Press. 

Comber, B., Thomson, P., & Wells, M. (2001). Critical literacy finds a 'place': Writing and 
social action in a low-income Australian grade 2/3 classroom. The Elementary School 
Journal, 101(4), 452-464. 

Connell, B. (2001). Renovating the 'public': the future of public education. Education Links, 
63(Summer). 

Connell, R. (1993). Schools and social justice. Leichardt, NSW: Pluto Press. 

Connell, R., White, V., & Johnstone, K. (1992). An Experiment in Justice: The 
Disadvantaged Schools Program and the question of poverty, 1974- 1990.British Journal of 
Sociology of Education, 13(4), 447-464. 

Cox, E. (1995). A truly civil society. Stdney: ABC Books. 

Education Department of South Australia. (1990). Antiracism Policy Statement. Adelaide: 
Education Department of South Australia. 

Fielding, M. (2000a). The person-centred school. Forum, 42(2), 51-54. 

Fielding, M. (2000b). Community, philosophy and education policy: Against effectiveness 
ideology and the immiseration of schooling. Journal of Educational Policy, 15(4), 397-415. 

Finkelstein, B. (1984). Education and the retreat from democracy in the United 
States. Teachers College Record, 86(2), 273-282. 

Fraser, N. (1994). Rethinking the public sphere: A contribution to the critique of actually 
existing democracy. In H. Giroux & P. Mclaren (Eds.), Between borders: Pedagogy and the 
politics of cultural studies (pp. 74-98). London: Routledge. 

Freire, P. (1985). The Politics of Education: Culture Power and Liberation. New York: Bergin 
and Garvey. 

Freire, P. (1993). Pedagogy of the Oppressed. London: Penguin Books. 

Freire, P. (1997). Pedagogy of the Heart. New York: Continuum. 

Fullan, M. (1995). The school as a learning organization. Theory into Practice, 34(4), 230-
235. 

Gale, T., & Densmore, K. (2000). Just schooling: Explorations in the cultural politics of 
teaching. Buckingham: Open University Press. 

Giroux, H. (1985). Introduction. In P. Freire (Ed.), The Politics of Education: Culture, Power 
and Liberation . New York: Bergin & Garvey. 

Goodman, J. (1989). Education for critical democracy. Journal of Education, 171(2), 88-116. 



Goodman, J. (1994). External change agents and grassroots school reform: Reflections from 
the field. Journal of Curriculum and Supervision, 9(2), 113-135. 

Goodman, J., Baron, D., & Myers, C. (2001). Bringing democracy to the occupational life of 
educators in the United States: constructing a foundation for school-based 
reform. International Journal of Leadership in Education, 4(1), 57-86. 

Hattam, R., Brown, K., & Smyth, J. (1995). Sustaining a culture of debate about teaching 
and learning: Flinders Institute for the Study of Teaching, in collaboration with the Personnel 
Division of the Department for Education and Children's Services. 

Hattam, R., McInerney, P., Lawson, M., & Smyth, J. (1997). A school as a learning 
community. Adelaide: Flinders Institute for the Study of Teaching. 

Hattam, R., McInerney, P., Smyth, J., & Lawson, M. (1999). Enhancing school-community 
dialogue. Adelaide: Flinders Institute for the Study of Teaching. 

Johnstone, K. (1993). Inequality and Educational Reform: Lessons from the Disadvantaged 
School Project. In B. Lingard, J. Knight, & P. Porter (Eds.),Schooling Reform in Hard Times . 
London: Falmer Press. 

Macedo, D. (1994). Literacies of power: What Americans are not allowed to know. Boulder 
Colorado: Westview Press. 

Marginson, S. (1997). Public education and the market: Where do we go from here? South 
Australian Educational Leader, 8(2), 1-8. 

May, S. (1994). Making multicultural education work: Richmond Road School. Adelaide: 
Multilingual Matters. 

McInerney, P. (2000). Sustaining public education as an ethical endeavour: A critical 
ethnographic account of school reform for social justice at Wattle Plains. Adelaide: Flinders 
University. 

McRae, D. (1994). Looks like, sounds like, feels like . . . is as learning community: Hincks 
Avenue Primary School. Whyalla: Hincks Avenue Primary School and the Education Centre 
for the Western Area. 

Montecinos, C. (1995). Culture as an ongoing dialog: Implications for multicultural teacher 
education. In C. Sleeter & P. Mclaren (Eds.), Multicultural education, critical pedagogy and 
the politics of difference Albany: State University of New York Press. 

Morrow, A., Blackburn, J., & Gill, J. (1998). Public education: From public domain to private 
enterprise? In A. Reid (Ed.), Going Public: Education Policy and Public Education in 
Australia (pp. 9-17). Deakin West: Australian Curriculum Studies Association. 

Peel, M. (1995). Good Times Hard Times: The Past and Present in Elizabeth. Melbourne: 
Melbourne University Press. 

Prawat, R. (1996). Learning community: commitment and school reform. Journal of 
Curriculum Studies, 28(1), 91-110. 



Sergiovanni, T. (1994). Organizations or communities? Changing the metaphor changes the 
theory. Educational Administration Quarterly, 30(2), 214-225. 

Sergiovanni, T. (1996). Leadership for the schoolhouse: How is it different? Why is it 
important? San Francisco: Jossey-Bass. 

Shor, I. (1992). Empowering education: Critical teaching for social change. Chicago: 
University of Chicago Press. 

Shor, I., & Freire, P. (1987). What is the 'Dialogic Method' of Teaching? Journal of 
Education, 169(3), 11-31. 

Smyth, J., Lawson, M., & Hattam, R. (1998). What to look for in your neighbourhood school. 
In J. Smyth, R. Hattam, & M. Lawson (Eds.), Schooling for a fair go. Sydney: Federation 
Press. 

Tierney, W. (1993). Building communities of difference. Westport: Bergin and Garvey. 

Young, I. (1990). Justice and the Politics of Difference. Princetown New Jersey: Princetown 
University Press. 

  

 


