
Chapter Three 

The Work of Teachers in Their Schools 

Introduction 

This chapter presents vignettes of the participating teachers and their school contexts. 

This is to give the reader an impression of the individual teachers at work, and to 

provide a background to some of the themes raised in this study. Presentation of 

research data is usually limited to appropriate examples given to clarify a point of 

discussion or argument. Presenting this data in greater detail, may enhance the 

reader's understanding of the complexity and interrelatedness of issues. 

This chapter deals with the description and initial analysis of the research data 

collected from the eight participating teachers in the two school contexts. The schools 

in this study are geographically very close, but in many respects they provide quite 

different work environments for the teachers. To appreciate the influences of these 

different workplaces, a short outline of the first school context is provided, prior to the 

presentation of the individual case studies from that school. This is followed by a 

similar treatment of the second school and its teachers. A selection of themes that are 

held in common, and those that differ will be highlighted. The chapter concludes with 

a short summary. 

The schools in this study are known as: 

St Lukes (the result of the amalgamation in 1970, of a boys' and a girls' school). 

The Community School. 

Both schools are co-educational and in the private sector. The Community School 

provides for Kindergarten to Year 12, and St Lukes from Year Six to Year 12. St 

Lukes has plans to introduce Years One to Four in 1995. The participating teachers in 
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this study came from the senior sections of both schools. As it is inappropriate to fully 

detail this data, the following is a representative selection of themes which highlight 

the particular nature of the data as presented by the interviewees, the school policy 

documents and from researcher observations. 

The Schools And Their Teachers 

St Lukes 

Prior to the amalgamation, the two schools functioned quite independently, and on 

different campus locations in the town. Both were established as boarding schools by 

local settlers in 1919 and 1918 respectively, serving the fairly affluent surrounding 

rural communities of the time. The schools were amalgamated for financial reasons, to 

provide better teaching facilities to both groups of students. As will be seen in the 

following discussion, the amalgamation has had consequences for the teachers, and in 

some ways, it is viewed as inequitable. There is a perception that the situation favours 

outcomes for the boys. The girls still maintain their distinct uniform and colours and 

the boarders are bussed daily from their boarding house in the old campus to the 

educational facilities which are on the boys' campus. Like the girls, the boys maintain 

their separate colours. They have their boarding facilities adjacent to the main 

academic and administrative campus. 

St Lukes is an example of a traditional day and boarding school with around 400 

students, of which approximately half are boarders. Its objectives, as declared in its 

prospectus are: 

to develop (holistically) within a Christian setting the mental, physical and 
spiritual potential of all students enabling them to understand their 
responsibilities to themselves, others within the college community and the 
world at large. All opportunities offered are open to both boys and girls as a 
co-educational institution ... equality of opportunity is pre-eminent. 

These aims are appreciated by the teachers in this study, but they have some doubt as 

to their successful implementation. 
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The Organisational Structure of St Lukes 

All four participating teachers were aware of the hierarchical nature of decision

making within the school. They broached the subject before it was reached by 

questioning. It is a very live issue at St Lukes and is seen by teachers to be the cause 

of much frustration. The organisational structure is pyramid shaped. The school 

Governing Council is the main decision-making body of the school. It consists of ex

officio members of the Church together with members appointed by the Church from 

the community. 

The school Principal attends Council meetings as the representative of the school, but 

he has no voting power. Some senior staff members serve on committees under the 

direction of the Council, but on the whole, teachers feel there is no mechanism for 

teacher input, except that gained, "when the boss goes in to bat for us" (Jason). 

None of the teachers doubt the need for a separate governing body. They reported 

their acquiescence about this structure. Their frustrations are caused more by the lack 

of consultation and involvement. They argue that the Council is controlled by, "old 

boys who were here in the 50's, and still think that's the way it should be done" 

(Felicity). 

The Council selects the Principal, and as such, he is employed by them. The Principal 

has discretion to hire and fire the teachers, but he is answerable to the Council for 

these decisions. Although the teachers have a staff association, and many belong to 

the teachers' union, they feel that there is little opportunity for their ideas to be 

reflected in school policy. In order to be heard on Council, the teachers have to write 

formally to the Principal, so that he can represent their case to the Council. He then 

reports back to the staff with the decision on the matter. The staff are aware that a 

great deal depends on the persuasive abilities of the Principal, of his prior interest in 

the issue, and whether it is deemed an issue about which the Council and its 

chairperson will allow fair discussion. 

75 



The teachers believe that the Council is alienated from the school, in that most of its 

members are not local people, are not professional educators, and they meet, at best, 

only once a month. This has the consequence of frustrating the teachers in their view 

of themselves as professional educators. Their advice is not sought. In discussion, 

some teachers were openly disrespectful towards this hierarchy for certain educational 

decisions handed down, which they had to implement, and convince the students of 

their value. 

The teaching staff as a resource in the institution of the school is undervalued through 

the conservative nature of this structure. There is a separation in the minds of teachers 

between the "staff' who teach, and the Council who directs and controls, and the 

administration who implements these directions. The dominance of this bureaucratic 

influence affects teachers' professional views of themselves and promotes an 

underlying atmosphere of frustration, and lack of access and involvement in the 

development of the school. 

Although there are only 20 full-time teachers (plus a similar number of part-time and 

casual teachers) employed at the school, there is a definite hierarchical structure to the 

organisation of teaching positions. After the Principal, there is a Deputy, and four 

Heads of Department, above the senior teachers and the other teachers. Most of the 

teachers have been at St Lukes for over eight years, some over 15 years. Staff turnover 

is extremely low, as it is seen as a good school; a "comfortable school to teach in" 

(Don). 

Several teachers have spouses in teaching positions and so transferral outward is made 

more difficult. The career structure within the school is constrained by bureaucratic 

relationships, and the lack of promotion prospects. On the positive side, the teachers 

are experienced and well known to each other. This comfort in their situation has the 

effect of perpetuating conservative practices. 
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The Financial Background 

Another relevant contextual feature of St Lukes is its financing. The school mainly 

relies on student fees, and the Government grants available to it, for its running 

expenses. The general economic recession, and recent droughts in the area has 

affected the school's traditional rural clientele. Enrolments are lower than they were a 

few years ago, despite efforts to contain the level of fees, and the policy of 

encouraging admission to overseas students. (There has also been increased 

competition by two other schools in the local area for fee-paying students). 

The position of the school bursar has been greatly extended and his role is perceived 

by the teachers to be influential, as he tries to ensure that the school receives its full 

entitlement from Government and other sources. In liaison with the development 

officer, the bursar directs plans for extending the school's financial situation. The 

teachers see an increased emphasis on marketing the school, and although they can 

justify this trend, they do not like the tendency for budgetary concerns to take 

precedence over teaching matters. Due to the current feeling among the teachers of 

powerlessness, they tend to view this development as oppressive. 

There has been an increasing emphasis on budgets and marketing within the 

administration. The teachers report this as becoming an influence in their work, as 

they are expected to be financially efficient and accountable to strict budgets. They 

complain of administering for example, what they consider to be petty policy 

procedures coming from the bursar's office, to their students during teaching time. 

These changes in teachers' work have not been quietly accepted by the teachers. 

The Public Face of the School 

St Lukes has a reputation locally for both sports and academic achievement. There are 

regular articles in the local newspaper about its achievements. The school's pipe band 

marches on Anzac Day each year. Similarly, the students are involved in local and 

state wide sports carnivals. The school maintains competitive prize giving, and dux of 

the school awards. 
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There is an awareness in the school of the competition of other private schools for the 

limited number of new enrolments. Each school is trying to promote what it does best; 

and find a niche for itself in the market place. This may well be the rationale for the 

plans to extend St Lukes' primary base in the near future. This competition may be the 

reason that the school sees itself catering to all levels of academic ability and to 

promote the development of good citizens. The teachers believe the institutional bias 

of the school is to develop the well rounded individual, and therefore their task is to 

provide activities to extend the students, and to ensure that there are socially 

acknowledged for the benefit of the school's prestige. 

The Teachers 

Don, Felicity, Paula and Jason are all regarded as experienced teachers at St Lukes. 

Jason is the youngest and newest, having been at the school for six years, and at his 

previous school for seven years. Due to the particular structure at St Lukes, they do 

not hold positions equal to their years of service. Although Don has been teaching at 

St Lukes for 15 years, he does not hold a Head of Department position. Only English, 

Geography, Mathematics and Science subjects are so designated. This choice seemed 

fairly arbitrary, but it has been so for many years. The co-ordinators of all the other 

subjects do the equivalent work without the status, or the reduction in teaching load, 

or additional income that comes with those senior positions. 

This form of seniority is accepted by the teachers outwardly, but causes divisions 

between individuals. It is also a contributing factor to what Hargreaves (1994) has 

called "balkanisation", where subject departments perceive themselves as separate 

entities within the school vying for scarce resources and prestige. This results in the 

teaching community being divided. The obvious division is along subject lines. 

Felicity is Head of English and History, and she appreciates the teaching load 

reduction (from English, only), to help with the increasing administration in her work. 

Jason, although less experienced gains a Headship as his subject, Geography, has that 

status. Paula, whose main teaching subject is Science, has been at the school for 10 
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years, but with no senior status .. Other teachers already occupy these positions. (Paula 

has had her position reduced to part-time since this study commenced due to budget 

cuts within the school. This has had consequences for what she finds herself doing, 

and for her general attitude to the school and her teaching). 

Short Biographies of the Teachers at St Lukes 

These selected comments aim to show a few particular recurring themes to highlight 

the interaction between teachers' personal views and their situations. References are 

made to the prior and present influences on the teachers, while attempting to relay a 

sense of the individual teacher's views representing his or her thinking about 

education as it relates to their experience of their work context. 

Don: Preparation, Respect and Always Giving Your Best 

Don had been teaching Accounting, Economics and Legal Studies at St Lukes for 15 

years. He taught Years 11 and 12, but had the additional responsibility for career 

guidance across Year 10. Don was very much a family person, and showed his care 

and concern for his students through the preparation he put into his handouts, and into 

making his lessons interesting and relevant. His early method of survival was to plan 

thoroughly. He said, 

it irks me when new people come and say it's hard ... it's always hard for 
anybody being new, and the only way to cope is to really get your head down 
and grind. You've got to prepare every night, and be prepared to do it -you 
see their lessons as a result of that. 

Although, he was experienced, he continued to plan thoroughly, due to changes in 

curricula, the introduction of new subjects, and "just keeping up with new ideas". He 

liked to be organised, and to keep his classes busy and involved. He worked 

conscientiously for his classes. His major concern was getting the subject across. 

Don was content with how he taught at St Lukes. He enjoyed interacting with the 

students, but his initial teaching experiences at State schools were negative. He said, 
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"I thought it was hopeless ... pretty terrible. It just sort of seemed that everybody had 

stopped caring". This showed the kind of teacher Don wanted to be. He even gave up 

teaching for a while, as he felt disillusioned, and unable to enjoy and pursue his work 

as he had envisioned. 

He said teaching was a commitment. His early idealism had been tempered, for he 

commented, "with experience, you tend to realise there are lots of ups and downs and 

you've got to see your way through it. No-one goes into teaching for the money. You 

go into it because you think you can do something to help". Don admitted that St 

Lukes was a good school to work in. There were few severe behaviour problems, and 

the students were amenable. The major problem he perceived was to keep the students 

interested and to provide enough information to help them pass Year 12 to the best of 

their ability. When asked what he would do if he had more time in his day, he focused 

again on his classroom work. Don said, "I'd probably prepare more, making lessons a 

bit better. There's always so much reading to do, and trying to prepare tests and 

assignments. That's over your head all the time". 

Although Don had an amount of autonomy in designing the curriculum, he had to 

show to the Board's (Board of Senior Secondary School Studies) satisfaction that he 

was teaching and assessing, in correspondence with his accredited programme. This 

had the effect of being a constant pressure on teachers to ensure they consistently 

followed the curriculum and interpreted it accordingly. Don felt an enormous 

responsibility towards his students, to help the poorer students pass and extend the 

more academic. He experienced no pressure from the school administration for his 

students to obtain results. This motivation came mainly from himself. 

He admitted that in teaching for many years, he had created a collection of teaching 

resources. He chose to continue to update and improve his teaching materials, for he 

believed this was best for his incoming students, and to succeed in achieving his own 

teaching goals. He said, "I'm always aware of the poorer students, trying to get 

something important, or relevant for them to do. I don't like the idea of 'writing off 

students or giving up on them. I try to make it interesting, to get them involved a bit". 
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The school's policy of accepting all students regardless of ability, affected Don's 

work to the extent that he had to create strategies to cope with the large variety of 

abilities and interests in any one class. 

Don kept abreast with developments in his subject areas, and attended in-service 

courses to achieve this. He was not inclined to pursue any formal academic study, as 

he did not believe this would improve his teaching. Don was not interested in 

qualifications to gain promotion. He noted, "some of the teachers at school are 

studying, but I just never seem to have the time". Yet he acknowledged that 

development through education provided a way for his students to reach their full 

potential. His prior experiences of teacher education were there to remind him that 

pursuing this end would not give him what he wanted. This was more practical 

information to convey his subject better to his classes. He also was fortunate to have 

sufficient self confidence to appreciate his own talents. He did not need qualifications 

to gain the respect of colleagues. 

Don' s manner of relating to his students showed a sense of awareness and 

responsibility beyond the acquisition of subject matter knowledge. He talked of 

"having a belief in himself', which helped him to be confident that he would be able 

to cope in most situations. Further, he believed, "as long as you retain your sense of 

dignity, and keep the dignity of the students as well, you stay calm, and the students 

will appreciate it". There was no attitude of conflict or of feeling threatened by the 

actions of students. He was comfortable and confident that he had their best interests 

at heart. He said, "I'm on the same side, but not on the same level. There is a bit of a 

difference there. Teachers have got to be different, and must set their own standards". 

He showed his interest in students by his involvement in extra-curricular sport 

activities. Don admitted that it was a heavy time commitment, but it provided a 

vehicle to get to know his students in a more relaxed context. This earned him respect 

from the students, and he accepted it as part of the work of being a private school 

teacher. He also had a personal interest in the particular sports that he coached. 
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To maintain his belief in himself, he mentioned that being with other well motivated 

people helped. He avoided the staff room, and said, "I find it negative and depressing. 

I like to be open minded and less cynical about the job. I'm friendly with the staff, but 

I don't spend much time there, for I don't find that it helps me". This decision came 

from experience that he was a more effective teacher, and could maintain his 

equilibrium, when he avoided unnecessary negative input. 

Similarly, he tried to ignore the frustrations that could be caused by administrative 

decisions. He accepted that they would always be there, and tried not to get involved. 

Don directed his effort into the classroom and the interaction with the students. He 

stated his philosophy like this. "You have to be like a parent. For the students don't 

really have enough self-discipline to control themselves, so I'm with them all the 

time, and watch what they do- just like in a family, really". 

Felicity: The Value Of Parenthood, And The Frustrations Of The Hierarchy 

Felicity was a senior teacher like Don, and was Head of English and History. In 

interviews, Felicity appeared to be a very open, outgoing and reflective person. She 

was regarded as well organised by her colleagues, and committed to the students and 

her subjects. Although Felicity criticised many of the frustrating organisational 

structures within the school, her commitment to her teaching, as with Don, could 

over-ride these constraints most of the time. 

As she experienced her school days as a boarder, she acknowledged an appreciation of 

the difficulties some students had with this situation. She said, 

I feel I've been more effective in a boarding school than I have in the State 
system, because, I think that my background and experience have helped me 
understand their difficulties. I mean, for example, you've got to have friends, 
that's how you get through. I feel for the kids who don't have good friends, 
and yet some of the teachers would criticise the kids on the grounds that 
their friendships are too strong. 
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Some teachers may feel threatened by a situation where students support each other 

loyally as friends, if they view the teacher-student relationship as one of conflict. 

Her own school experience was at an all-girls' boarding school, and she realised that 

her limited experience of life prevented her from being very effective in her first 

teaching posts. Specifically, the society she experienced as a boarder was very 

homogeneous, and the teachers were women, who gave her every assistance to get to 

University. She said, "it was their whole life, it was a very sheltered environment, but 

I never grew up with the idea that girls couldn't do whatever they wanted to". This 

influenced her treatment of students in her current situation. She tried to promote the 

influence of the girl students within the school. To her the position of teacher was 

more than the transmission of information. 

Felicity was aware of the "wide spectrum of different backgrounds" at St Lukes, due 

to the increased Government assistance available, and the policy of admitting overseas 

students. She reflected on the sense of assuming all students need to achieve 

academically, by saying, 

sometimes I think, we push and shove and try to get them through Year 12 
for University. Then what happens when the support has gone? I mean, are 
we doing them a service or a dis-service? I counteract that by thinking, if we 
don't get them through senior, then they haven't even got the opportunity to 
try further study". 

Her task and obligation was to assist these students despite their social, economic and 

cultural differences, to achieve their potential. This influenced her work load as 

teaching a standardised lesson did not cater sufficiently for student differences. 

Her view that school was more that gaining subject qualifications produced dilemmas. 

She had to keep up with her classwork, yet was conscious of the help students needed 

socially and emotionally in her class, and how students' emotional problems affected 

their ability to learn. Felicity was aware that she spent more class time dealing with a 

few difficult boys in order to keep the discussion going. The girls generally got less of 
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her direct attention. This situation annoyed Felicity, even although she had tried to 

balance her attention between students. She tended to accept this situation now, in one 

particular class, and did not think on it further. 

Felicity reported that the curriculum she taught was not suited to all her students. Over 

recent years, more of the less academically able students were staying on to Years 11 

and 12. She was finding her senior classes becoming larger, and more difficult to 

teach as abilities varied greatly. She said, "I think we're asking too much of the 

ordinary student, the course is too literature based. I think we're actually doing harm 

in some respects, for some students will never read a book again!" She found 

contradictions in that the school purported to service all students' needs, but made no 

provision for ESL (English as a Second Language), or remedial teaching for this 

increasing body of students with difficulties. While bemoaning the restrictions of the 

curriculum not allowing her to meet the needs of the less able, she found that she 

failed to relate enough to the more gifted, "they really get there by themselves", she 

said. These situations created practical dilemmas for her work. 

Two further characteristics of Felicity's teaching are worth noting. She credited her 

increased understanding and affection for her students to the experience of 

parenthood. She said, "I think being a parent is a great asset to a teacher, and I find as 

my children have got older and watching what they go through, it helps me to 

understand other people's children". She went on to say, "It has become easier for me 

to realise and accept that they can be ghastly one minute and loveable the next, 

because your own kids are exactly the same". Her experience as a mother has led her 

to appreciate that all students are not the same; that they can have attributes at times, 

which affect their academic progress. This influenced her further with regard to the 

knowledge of the social circumstances of some students. She believed that colleagues 

discussed these details inappropriately, or used them as an excuse for students' 

behaviour, rather than to help the students come to terms with their situation. She 

found time constrained her from being more effective in this area. Her view of the 

teacher's role was a large one. 
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Related to this was Felicity's willingness "to get involved with extra-curricular 

activities. She did not want the students "to miss out", so took up these additional 

tasks although they were not distributed equally among staff members. Felicity 

expressed a great deal of respect for her colleagues, and saw them as experienced and 

informed with goodwill towards each other and the students. She did react negatively 

towards decisions made by the Principal or School Council that seemed to show no 

consideration for the staff. She perceived the teachers to have valuable experience and 

ideas to offer, but they lacked ways of becoming involved. This contributed to her 

feeling angry at times and alienated. 

Issues were raised at staff meetings, but little came of this, with the same issues 

reappearing regularly. Over time Felicity decided to avoid becoming involved with 

these discussions. This solution reduced her personal stress and participation, but she 

::noted that in doing this she was aware that this solution might not be the best for the 

institution as a whole. She did not really approve of teachers "opting out" of what she 

saw as their responsibilities. 

Jason: Maturing Into Teaching, And An Alternative View Of The Hierarchy 

Jason had been teaching for 13 years, six of them at St Lukes. He came from interstate 

for career advancement. Jason was a subject co-ordinator, and a Senior Boarding 

House Master, and believed that he had gained advancement early in his career. As an 

ex-boarder himself, with an earlier teaching position in a large independent boys' 

school, he was initially disappointed that St Lukes had what he called "less clout". By 

this he meant, academically and in social activities, St Lukes was less selective and 

less competitive than his previous school. This, he believed, resulted in lower 

prestige, which attracted fewer wealthy or socially important parents. He said, "I 

really expected the same standards to apply here, and they didn't". 

This position gave Jason the responsibility he was aspiring to, but he found himself 

constantly making comparisons, in which St Lukes seemed inferior against the 
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grander, more traditionally elitist school. His insight compared the two institutions 

this way. 

Life was very easy before, because it just seemed to be like a big ball that 
was rolling, and you just hopped on and away you went. Here, the ball is 
different, and smaller, and it took me a while to learn how to get on, and 
when I did, I didn't necessarily think that I enjoyed it, because I spent too 
much time harking back. 

He admitted that it had taken him time to adjust to St Lukes. His view of the school 

ethos and his part in the work has had to alter. 

He believed that he has become more tolerant and flexible in his attitudes towards his 

students and to education in general. He had to face attitudes and conflicts that would 

not have arisen in his previous context. His comments may demonstrate some of these 

views. He said, 

what it has taught me is that kids are kids and it doesn't matter what school 
they go to, or where they come from, basically everyone is a decent person. 
You just channel them into different vocations and this school spits out 
different products. 

Jason noted a further influence on his teaching. This was the need to adjust to the co

educational setting. Coming to St Lukes, he was initially daunted by having to teach 

girls. His only prior experience was during his pre-service practicum. He said, "My 

style has changed. Before, with me it was fairly much, left, right, straight down the 

middle, I'm the boss and you do what I tell you. Now I can't be so clipped". 

Similarly, with the teaching of subject content, he said that having girls present in 

class, he was able to cover more social issue material, as the girls were interested in 

these topics and helped the boys to improve their attitude to discussions. 

He noted, "I find the girls more stimulatory, and they can drag the others up, which is 

good". In conversation, he expressed a tendency of perceiving his teaching from the 

point of view of the boys, and how to make it interesting for them. The girls joined in 

rather than needed to be considered in their own right. He viewed the girls in relation 
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to their generally good behaviour and how they related to some aspects of the 

curriculum, but he had developed no vision for them. He did not relate to them and 

their interests. This may be influenced by the fact that he spent most of his time within 

the male sphere, as a boys' House Master, and in rugby supervision. 

Jason's other major involvement was as a Senior House Master. This meant that he 

had only a half teaching load due to his Boarding House duties. He commented that 

some of the day teachers believed that the House Masters had "got it easy", and 

resentment existed between the two groups. He thought that it was fair compensation 

due to the extra hours demanded of him through the nature of the work with the 

boarders. He had, in effect, two full days free from teaching commitments which he 

used for administrative purposes. This allowed him an association with the schools' 

administration and an opportunity to appreciate their perspectives rather more than the 

day teachers. 

He commented that the Boarding House routine was hectic and onerous, but he had 

chosen to take it on, and he benefited from two aspects of the work. First, it provided 

him with a free house for himself and his family, and as a young man, establishing his 

career, he appreciated this. Secondly, Jason mentioned the value of this work to his 

better understanding of the students. He said, "I know what they go through. I know 

their hassles, and I know that some do it well, some don't do it so well". This 

provided an opportunity that the day staff did not have. He went on to say, "they just 

have to take a problem face on, and don't know what's gone on before it". Jason 

thought that his two roles complemented each other. His special knowledge of the 

boarding students and the necessity to keep in communication with the Principal and 

office staff on student welfare matters, distinguished him from the day teachers. He 

was more a part of the school's institutional life. 

Jason was one of the handful of teachers at the school pursuing further educational 

qualifications. He said, "it keeps the door open. If I'm going to be in this game, I need 

some insurance, apart from the fact that I have enjoyed it, and it helps me keep up to 

date". The coursework he chose was on school administration and leadership, which 
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may indicate where he believed his future could lie. He reported no pressure from the 

school or his colleagues to further his qualifications, it was more due to his own felt 

need, for he said, "opportunities for advancement are far more competitive than they 

ever were". Once again, he saw this as his choice. He was willing to take the pressure 

of extra study to achieve future career advancement. 

The influence of his study, and his view of himself moving into administration, helped 

Jason develop an appreciation of the Principal's role in the school. He accepted that 

there were inequities in the work loads of teachers, and he too, found the attitude of 

the Council overbearing, but he perceived the more experienced teachers as a little 

inflexible. He provided the example of a week-end in-service run by the Principal on 

peer appraisal. Jason had come across this issue in his administrative studies 

previously, but he felt most of the teachers were generally unsympathetic to its 

potential value. They felt vulnerable. He said, "a lot of people misread the boss, and 

felt threatened. No one can tell me more than I already know, sort of attitude". This 

attitude he believed hampered good communication, and restricted the proper 

functioning of the school. He blamed this inflexible attitude of older teachers as the 

cause of some of the school's difficulties. In his view, they were the reason that the 

school was conservative and "fuddy-duddy". 

Although Jason was ambitious, and looking for a principal's position one day, he was 

aware that he had relaxed somewhat towards career advancement, and in his attitudes 

towards students. It is difficult to know how much of this change was due to 

maturation and having family responsibilities, and how much had been influenced by 

association with these older colleagues and the school environment. He said, 

even just a few years ago, I used to get enormously frustrated with things 
that didn't happen. Now, I just realise that I can't make them happen, so I 
re-orient my focus more. I am still ambitious, but I focus more back to the 
classroom to see what I can fix right away. 

This acceptance of things that he believed he could not change seemed to be typical of 

the older teachers, as they became tired of pushing their ideas without success. Jason 
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did not question the power structure within the school, and tried to work within its 

limitations. He accepted that the financial situation should control decision making, 

for he said he was willing "to tread water" until the rural economy improved enough 

for emolments to increase, and school growth to proceed. 

Jason believed he had full classroom autonomy as he said, "I have no one looking 

over my shoulder". There was no pressure from parents or the Principal to achieve 

certain results. It came down to how professional or honourable he was. It was 

assumed that he would do his best for his students. He saw himself as a professional 

in his work. Although Jason had to change some of his ideas and practices to teach in 

this school, basically his philosophy of what a teacher should do needed to change 

very little to adapt to this institutional situation. 

Paula: The Frailty of Confidence 

Paula had been teaching Science at St Lukes for over eight years, having taught for 20 

years in England, Kenya and Papua New Guinea. Paula had wanted to be a teacher 

since she was a primary student. During this study, Paula's working hours were 

reduced, due to budget cuts within the school. Paula would rather be full-time, but she 

had little choice, as she was tied to the locality, by family situations and by the 

difficulty of finding alternative positions. The consequence of the cut was that 

although she still taught a little Junior Science, she had to pick up some classes in 

areas like English and Home Economics. She said, "I'm just filling in basically to 

keep a job". She still spent most ofher day at school. 

Paula accepted the challenge of these new subject areas, and tried to keep in touch 

with other teachers involved to ensure that she was doing, "the right thing most of the 

time", but she was not excited by these changes. She realised that her teaching 

confidence was lower in these classes, to the extent that for the purpose of this study, 

she preferred to be observed only in her Science classes. 
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Paula's own school experiences influenced how she taught. She was happy at school, 

and tended to relate to the students through the subject area. The love of the subject 

was important to her, and she felt that she was influenced by the particular teachers 

she had. She liked teachers who were, she says, "no nonsense, treated her fairly, and 

really made the subject interesting", for she was willing to work hard. Her present 

situation at St Lukes was difficult, for the less able students were given work that she 

felt just kept them busy, otherwise she found they became irritating and created 

disturbances in class. 

Her overseas experience contributed to her understanding of students with difficulties. 

She said, "I can understand now when students have a language problem, and I'm 

prepared to go really slowly". This related directly to her work, as there were 

Aboriginal and overseas students in most classes. She went on, "people say, so and so 

is so thick, but I usually think, its not that, they just don't understand what you are 

talking about. We want this, but its not right for them, but give them time, and they'll 

do it in the end". 

Paula noted that on reflection, she had mellowed, over the years and become "more 

easy going". She was unsure whether this was influenced by the various schools she 

had worked in, or just a factor of age. She called it an increased confidence, and noted 

that she was less concerned with discipline than as a young teacher. Now she planned 

and prepared much less, because she said, "you've got your experience to rely on". 

Her confidence and experience did not help her greatly in her new subjects. She felt 

inadequate and a little apathetic about this work. She had the choice of seeing this as 

an unfair imposition on her and to just aim to survive and get through each day, or, 

she could rise to the challenge to learn new skills and associate with colleagues to do a 

good job. She had a vague feeling that for the present, she was just solving an 

administrative problem, which showed little regard or respect for herself or her 

professional status. She was not cynical, just a little jaded, and keenly aware of her 

lack of power. 
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Within the school structure, .Paula believed her talents were under utilised. In Papua 

New Guinea, she was very involved in the running of the school. She said, "when we 

first came here, we put forward suggestions, because basically we had been in a lot of 

schools and had seen what works, but I felt nobody wanted to know, and I still feel 

that". She reflected further on the combined experience of the staff and added that 

there was no avenue for this to be tapped. The teachers did not contribute beyond their 

classrooms. She concluded that the administration was not making full use of its 

teachers' potential, due to apathy, conservatism, or just poor communication 

structures. 

The teachers would agree that they were all influenced by the fairly authoritarian and 

impersonal structure existing at the school, but to varying degrees. Don ignored it as 

far as was possible and had accepted it as a fact of life. Felicity reacted to it, but could 

·generally control these outbursts, and get on with her view of her work. Paula was 

more oppressed by it and Jason, while believing it to be necessary and commonplace, 

noted he would do things differently if he were in authority. As school students they 

all experienced an academic curriculum, within traditional and elitist schools. They 

were generally comfortable at St Lukes. They did not need to change their views of 

the world. It was only with the increase in proportion of less able students that 

teachers became aware of the need to adjust their teaching. 

The Community School 

Both schools purport to educate children in an atmosphere of values, but the 

Community School had a very definite philosophy to St Lukes. The teachers who are 

invited to join the school must accept these ideas and try to implement them into their 

life and interactions with the students. The teachers were attracted to the possibility of 

improving the experience of education to children; to develop an educational ideal 

into a practical outcome for the value of society; and to develop themselves and their 

teaching practices further within this philosophy. 
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The school was set up as a model for education in the future. This fact in itself 

affected teachers' work at different and fairly subtle levels. Resources and financial 

support continue to be provided by interested individuals and businesses. The fees 

charged are low, and have no relation to the cost of the education provided, as the 

philosophy of the school prevents it from restricting entry to students on financial 

grounds. In order to achieve a better education for the children, the school maintained 

a ratio of one teacher to ten children (and very often fewer children). This was to 

avoid the problem of teachers feeling unable to provide for individual children's 

needs. As will be seen in the following discussions with the teachers, the small class 

sizes has consequences for the teachers' practice. 

The school's objectives are generally those of most schools, such as the development 

of the individual child, and the gaining of values to live by. The school also focuses 

on parental involvement, both to be involved in the child's development, and to take 

an interest in their own. The school teachers work in partnership with the parents and 

children to bring out the potential of each student so the child can lead a fulfilling life, 

cope with the future and be a contributive member of society. The teachers know that 

the parents are approachable and interested in what goes on at school, and so they are 

less likely to feel they are struggling alone, against unseen odds. The school has a 

very practical and definite focus for the future of society, beyond the more usually 

accepted aims of achieving qualifications in order to gain a livelihood in the future. 

Distinctive School Concepts 

The school's motto is Knowledge - Excellence - Service. The concepts that the 

teachers try to work to are clearly framed in the prospectus, such as "the importance 

of personal example in teaching the children about values", so each teacher must 

incorporate the values in their own practice and daily life if they wish the children to 

follow them. Similarly, "regarding each child as one's own", necessitates both parents 

and teachers showing a high level of care and interest towards all the children. This 

will result in the development of secure, confident and trusting individuals. 
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The teachers use ''observation as a.basis forunderstanding children", and "reflection 

as a basis for understanding oneself' as guidelines in their work. These ideas provide 

the teachers with guidelines to develop themselves and the children, and in fact, the 

teachers observed in this study continued to note that the cornerstone of their teaching 

was the application of these principles to their own life. 

The prospectus goes on to say, "Patience, Consistency and Responsibility are the 

cornerstones of Character". The parents are provided with the same ideas and they are 

encouraged to understand them and incorporate these positive values in the home, to 

provide a consistency in the child's experiences and a personal belief that these values 

are worth pursuing. The school aims to "limit materialism", maintain "co-operation 

and non-competitiveness", and to help the children to "adapt and have the capacity to 

accept change". Each of these statements has ramifications for the teachers and 

,parents in how they handle the children, run the classes and how they think and 

behave towards others. Similarly, it requires the school structure to be different from 

that of a school like St Lukes. It is more open and democratic. People are trying to 
live by this philosophy. This influences what the teachers and parents do and expect ... 

Programme Innovations 

Over time there have been innovations incorporated into the school as a response to 

perceived challenges. This ability to adapt is due to the school being open to 

communication between its parents, teachers and students, to reflect on difficulties 

and to try to solve them creatively. 

One example of this is the "Time Out Year" for those children going into Year eight 

(the first year of secondary schooling). This was seen as a time of rapid physical 

development in children. This created distractions for some students which limited 

their learning. The students now have the option to get out of mainstream classes and 

spend the year in chosen activities. They can pursue individual special interests or 

activities they have never tried before but would like to. This new found freedom has 

its problems, in that they need to become more organised to achieve their purposes. 
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They need to accept choices of others, and learn a little about managing their time, 

and that plans need to be realistic. Particular teachers are assigned to this group, and 

stay with those children for the year. There is scope for the students to pursue 

academic subjects if they wish, and at levels they are capable of. The aim of this 

relaxed time is to allow the students to play out some of their frustrations, and to get 

to know themselves a little better before embarking on the more academic senior 

years. 

A few internal observations of the school may add to this description. For example, 

there were no bells ringing to direct the changes of class, so the teachers needed to 

take responsibility for keeping time, and to be willing to work through any personal 

difficulties whenever they arose between teachers (and one would imagine, students). 

Further, the teachers did not have staff rooms in the usual sense. There were spaces to 

work in, but the teachers took lunch and breaks in the dining room alongside the 

students. And although the teachers generally sat together at morning tea, there was 

no bar to students. It was observed that students sat down to discuss sport or coming 

events quite comfortably with particular teachers. The commonly held attitude of 

teachers needing time away from students was not encouraged. Each was treated with 

respect. The teachers generally sat at tables with the students at lunch to have their 

prepared meal. There was more organised teacher supervisory routines of meals and 

play at the primary level. 

The Involvement of Parents 

School emolment requires a commitment by the parents to take a positive interest in 

their child's development. This is assessed by an initial interview to allow the parents 

a full understanding of the school's philosophy and to determine if the family are 

willing to attend and participate in weekly parents' meetings at the school. These 

meetings were run by the teachers, Principal and invited speakers, and provided an 

opportunity to share information about the children, and what the school was doing. 

The focus was the children and the discussions open and democratic. Anyone who 

wished could speak and contribute their ideas in a non threatening environment. This 
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was an area of negotiation. From observations, some parents were voluble, others felt 

a little overawed. 

Parental attendance was expected throughout the child's school life. Issues of power 

and control between parents and teaching members were not discussed by teachers or 

observed by the researcher. The attempt at communication seemed to be sincerely 

open-minded with mutual sharing and learning. An honest attempt to work through 

differences was made. In this situation, some of the teachers were also parents, and 

their aim was to put these principles into practice, in the home as well as the school. 

The school was less interested in increasing enrolments, more in working with like 

minded families. It was clear that structures and philosophies between the two schools 

differed in some respects. The need for continual finance, curricula development, 

· teacher involvement and student progress for example, were experienced in both 

schools. 

·.; 

The Teachers. 

Larry: Teaching Confronts The Personality 

Larry was one of the original establishing teachers at the Community School in 1977. 

He has been Principal for 12 years. Larry taught about two-fifths time, as it was part 

of the school's philosophy that he should be involved with the students. This was to 

prevent him becoming removed from an understanding of the teacher's position to 

make effective decisions in his capacity as Principal. Larry taught senior classes in 

areas like Studies in Society, Legal Studies and Economics, and worked in co

operation with the Development Officer, and office staff to attend to all the matters 

relating to the school's functioning. 

Larry regarded himself as a class teacher, and as it was a small school of 120 children, 

he knew each student and family. He looked for more creative ways to encourage the 

students and teachers, and to discipline. He indicated that he was a sensitive and fairly 
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fearful child at school himself and was aware of how "unfair and arbitrary some 

teachers can be". 

As a university student, he had no real career plans, and he drifted into teaching. He 

said, "what I became interested in was the teaching itself, the interaction with the 

students, and all the different things you come across in teaching". Even now, he 

appeared unambitious. He was not seeking promotion to a bigger school. He was 

committed to the philosophy of this school. He was content in himself that he was 

pursuing a worthwhile career, and he could respect himself and the teachers he 

worked with. 

In his early teaching at State schools, Larry found the work stressful. Like Don, he 

said he did not like "the various debates within the school, and the different 

approaches and mentalities this represented, or the way teachers and students were 

spoken about in the staff room". His association with the person who inspired the 

setting up of the Community School helped him to cope, he says, through this period, 

"by explaining what I was going through, and helping me make sense of all the 

fragments, I felt I gained more emotional and physical wherewithal to cope with the 

pressures of school". 

His developing experience has gone hand in hand with the association of his mentor, 

and the other teachers. He recalled, 

early on, it was just 'survival'. Survival to find enjoyment, and, learning 
from it, to find that teaching really confronts your character, and any 
difficulties really get brought out in plain sight, in terms of patience or self 
control and how you feel about yourself 

Teaching has helped him develop that aspect of his life. Here, we have a teacher who 

sees himself as part of the problem in his teaching situation. He did not focus only on 

the problems associated with the students, or the constraints of the school and 

teaching environment. He did not see his teaching as limited to the technical view of 
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how to improve his skills in imparting subject matter, although he noted that this had 

its place, and he would have liked to spend more time in preparation. 

Larry knew that it was difficult to teach with a vision, and so he opted out of the State 

system, and with a certain amount of faith joined with other teachers to establish this 

school, based on more holistic principles. He said, 

you see the difficulty a student is having with the subject is so related to their 
personality, and their emotional ups and downs. If the student becomes 
anxious about what other people think of them, they often find difficulty in 
writing or doing tests. 

He went on to discuss the importance of the relationship established between teacher 

and student, to help the student feel at ease and believe they have got something to 

()ffer. Respect for both teacher and student was a necessary prerequisite for this to 

develop. Teachers of larger classes in other schools would argue that they believed 

this too, but could not manage to get around to all their students in this way. They 

know that social, economic and cultural differences will influence these interactions. 

Here, at least, the size of class has been controlled. 

Larry was aware that the school should move along with its ideas to cope with modem 

society. He said, "If you define the values too narrowly, they can become too 

puritanical and inflexible, and they don't grow along with the children and the era". 

He believed that the school had to take account of changes in society, as he noted, 

"otherwise the children will feel their school is anachronistic and doesn't relate to real 

life". This view had consequences for teachers (and parents) as they had to relate less 

as the providers of all knowledge, adjust to change themselves, and then help their 

students, (and children). 

Ruth: The Importance of Teaching Thinking, and the Concern for Students' Well 

Being 

Ruth taught English and German at the secondary level and was home teacher to Year 

11. She had post-graduate qualifications and was fluent in German. Since 
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commencing at the Community School seven years ago, she felt no need to attempt 

further study. This did not reflect a complacent attitude on her part, more a decision 

that formal courses would not provide what she needed. She pursued, with 

consistency, her own self development through her involvement with the school and 

its stated ideals. She referred to the changes this has made in her approach to work, 

and her life in general. 

Ruth's own school experiences at an all girls' private school, left her feeling, she said, 

"pretty hopeless as a student, as the teachers were not interested in me, only in getting 

a job done. They saw any expression of individuality as rebellion which had to be 

squashed. I feel that I was not developed or encouraged at all". It is quite clear that 

Ruth's experience influenced her own teaching. She tried to get to know each student, 

she said, "as an individual, no matter what their ability is". 

Her love of literature and poetry was encouraged at University, and she showed 

creative ability. This helped enhance her own personal confidence, and she obtained 

an amount of personal meaning from it. She believed teaching could be a worthwhile 

career, if she could help students to achieve some sort of personal growth and a love 

of subjects, through her involvement with them. She said, "I feel a lot of my school 

education was wasted because it didn't help me find out what I was good at, or 

develop a sense of confidence". This is what she tried to do in her classes. 

Ruth, in her classroom, challenged her students to think, and through the study of 

novels and literature, they confronted issues of personal growth, relationships and 

philosophy of life, in a supportive atmosphere. She was consistent in encouraging this 

personal ability to think things through, starting at the younger grades. She related this 

approach, very clearly, to her own level of concentration which enabled her to be 

consistent in her approach to students. 

Another influence in Ruth's teaching, that she reported was her expenence of 

motherhood, as it helped her understand the concept of readiness, and how sensitive 

children could be to people and atmospheres. She noted, "if they feel they are 
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criticised or not cared for, they shut down on a certain level, and if you can let them 

go and allow them to learn through interest and enthusiasm, they'll generate their own 

learning". She was aware of the gap between the way she felt she came across to the 

students, and how they perceived her. To cope with this, Ruth continually looked for 

feedback and listened to the students. She said, "I'm concerned for their well being. 

That underlies everything that I do and say, and the way I teach". 

Rob: Teaching as Story Telling 

Rob was nearing retirement age, and taught History and French. He had taught in very 

many school situations in Australia, China, France and England. He has been at the 

Community School for only two years, but had been aware of its existence since it 

began. He was older than all the teachers at the school, and had a much wider teaching 

experience. Rob was unlike the typical teacher of Lortie's description. He changed 

schools by choice for the different experiences they provided and because he felt he 

became bored or jaded after teaching for four or five years without a break. He has 

travelled, and worked at other jobs, then returned to teaching. He saw himself very 

much as a classroom teacher, not looking for status or administrative advancement. 

Rob's experiences of schooling was at an all boys' grammar school. This, he said, 

"turned me away from wealth and power", and he believed that students needed to 

understand how the schools and society they lived in, were oppressive. He went on, 

"whether you like it or not, whether you are aware of it or not, one teaches an 

ideology". He found the Community School very supportive of his approach, and 

regarded himself as responsible in the way that he applied it. He liked to help students 

question authority. 

This emancipatory perspective influenced his teaching. His manner was non

threatening to students, regarding them as needing awareness of their oppressed 

situation in society. He viewed students and teachers as subject to oppression, by the 

curriculum and the expectations of society. This influenced Rob in holding particular 
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attitudes, for example, to assessment, and he would only give formal gradings where 

he was compelled to, in Years 11 and 12. 

Here, the open structures facilitated these preferences. This would have been different 

at St Lukes. Although democratic in his approach, he maintained a distinct distance 

from his students. This he believed, prevented students using a personal relationship 

to stop doing their thinking for themselves. It was also an acknowledgement that an 

individual (teacher) cannot be expected to solve everyone's problems at all times. Rob 

felt that harm could come from a student being dependent on a teacher. He said, "you 

can't be teacher, parent, friend and saviour to every student in your class, to any 

student". This was a surprisingly impersonal comment which contrasted with the 

highly personalised approaches of some of his colleagues. This epitomised his felt 

experiences and beliefs about the role of teacher. 

In observing Rob's History lessons, it became obvious that he blended his knowledge 

of the subject matter with his particular historical perspective to help students draw 

out the consistencies and contradictions in the human story. He was at the centre of 

the class, controlling, directing and encouraging students to think and treat the subject 

as an intellectual discipline. This, he said, was the value in what he did. Only recently, 

Rob had become aware, that in the process of trying to make things clear to his 

students, he used the technique of telling stories. He noted, "I build up stories with 

students, the story eventually has a beginning, a middle and an end, and hopefully 

people can take the story away and tell it to others". 

Rob used few resources. He found prepared materials less effective than questions 

arising naturally out of the students' interests. He did not feel constrained by 

colleagues or students expecting the use of videos, or other commercial materials. He 

believed that he was able to teach as he wished at the Community School, realising 

that everyone approached their work differently, and there was no one correct method. 

He experienced what he called, "the absurdity of school staff rooms", and found the 

Community School different. To him the school was much less of an institution. It 
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appeared to have very little bureaucracy, and the teachers worked together for the 

benefit of the students. 

Jim: Coping with Time, and the Value of Teacher-Student Relationships 

Jim taught Music to the senior classes, and generally throughout the school. He was 

home teacher to Year eight, and also took some Mathematics classes. Jim has only 

taught at this school. Although he would have liked to have had experience of other 

situations, he thought this would not necessarily have helped him in this one. He fully 

supported the philosophy of the school. 

Jim went to an all boys' Jesuit College, and was appreciative of many aspects of that 

education. He had a broad subject knowledge, and derived a lot of confidence and 

social skills from his sporting involvements. He mentioned the fears that he suffered 

as a younger child when teachers disciplined heavily, and to his mind, unjustly. He 

said that he realised as he entered the secondary level, that many of the teachers (both 

lay and clerical) did not have the respect of the students when they showed their 

tempers and inconsistent behaviours. By then, he noted, the boys had a camaraderie, 

which helped defend them from the excesses of some teachers. Jim reported that they 

tended to view these teachers as a little deranged. These experiences have made him 

determined to be fair and to avoid making crushing comments, or displaying overt 

anger towards his students. 

He was conscious that students can form their own culture which a teacher has to 

reckon with. One wonders why he made the choice to be caring, when rationally it 

could be expected that he continue to behave in the manner he experienced. He 

appeared a caring and fun loving teacher to all the grades, and he was conscious that 

teacher-student relationships were important to him. He said, 

it was 'hard times' at school, having it engraved closely in your mind what it 
was like to be over-run by an adult, to be dominated, and the injustices that 
children suffer, so I'm fairly sensitive to that. 
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On reflection Jim maintained that his main problem was what he called a lack of "a 

sense of self'. Having been through the system, he felt that he still did not know much 

about himself. He remarked that he was still working this out, and "it is necessary in 

teaching, to find some sense of yourself, in order to bring some meaning to what you 

do, otherwise it becomes like any other job". Here, we have the view that teaching is 

seen as special, and that personal values, and personal qualities are somehow intrinsic 

to the work. 

Jim mentioned the fundamental importance to him of the relationship between teacher 

and student, and the responsibility he felt to be consistent with this. He said, "over the 

last four or five years, I can say, I've never lost my block at a kid. There's something 

in you that stops you saying it, its fundamental". He believed that if the student 

thought you understood what they were going through, they would trust you, and 

listen. The structure of the school allowed Jim to develop long term involvements 

with students, as Music was a school wide subject. He took an interest in all the 

students and their families, and spent time out of school hours organising excursions 

with various groups of students. 

Jim's work load was fairly heavy as he was a talented and useful resource teacher to 

the school. He found his load demanding, and given that he spent time out of school 

hours in activities, he over committed himself at times. For example, he recently 

wrote and directed a play especially designed for grade eight students, which was 

presented to the whole school and guests. His aim had been to get the students to work 

more co-operatively together. This work was initiated by his own choice. It 

contributed to his job satisfaction, but constituted a pressure on his time. Jim found 

time was always in short supply. He said, "it is more the attitude of pressure that gets 

to you. We try to be perfect, instead of accepting what we realistically can do. I have 

to keep reminding myself'. 
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Data Choice: Selections and Omissions 

Constraints of space have limited the descriptions provided of these teachers and their 

perceptions of the influences in their work. The areas selected were chosen to best 

depict each teacher in their unique situation, and to emphasise what they had stressed 

particularly as most important in their conversations. An attempt has been made to 

present the differences in the teachers' level of awareness of what influenced them, 

and the way they perceived their situations. There are areas of similarity experienced 

between the contexts, and other quite specific influences relating to the individual 

teacher. 

In analysing the similarities and differences between these teachers' experiences and 

their situations, it is important to keep in mind that the literature has tended to see 

teachers as individualistic, conservative and passive, not actively coping with and 

;creating change. It is argued that these teachers are constantly coping and interacting 

with their workplace context. They have chosen or found themselves in work 

situations suited to particular views of teaching i.e. academic and traditional or 

concerned with personal fulfilment. The teachers generally seemed unconscious of the 

structural influences on them, and were reported as accepting and expecting most of 

what they perceived. This chapter will conclude with a short summary of the range of 

these experienced influences as a general first level analysis of the data. 

Summary of Influences on Teachers 

Biographical Details 

From the biographical details provided by the teachers, there were obvious 

associations between their prior school experiences and their beliefs about their work. 

The teachers had experienced surprisingly similar forms of schooling; academic, 

traditional and generally within the private sector. They were themselves successful 

achievers in this situation. The teachers at St Lukes were able to continue to teach 

within this general framework. Individuals showed personal preferences for being 
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caring and committed to the development of individual students, partly due to the 

effect of their own experiences and those beliefs they had formed later in their life. 

The teachers at the Community School had chosen an alternative system partly due to 

the difficulties they had experienced as school students, and through the personal 

desire to improve educational outcomes for students. They saw this school as an 

opportunity to be effective teachers. 

School Contexts 

The two schools were considered good, comfortable and pleasant places to work. 

They differed in some aspects. These were, for example, the administrative structures, 

the funding policies, the orientation to enrolments and marketing, and the style of 

leadership and teacher involvement. There were other more subtle differences 

between the two workplaces, that became significant in discussions with teachers 

about their satisfactions and frustrations. Both schools required certain rules, 

standards of behaviour and curriculum directives to be followed. The teachers 

acquiesced to these expectations, and believed they had an amount of personal 

autonomy in the classroom domain. 

The teachers at the Community School were much more involved in making decisions 

about school policy. Their staff meetings were comparatively democratic and 

collaborative. To this extent they were more supportive of the school and satisfied in 

their work. 

Personal Factors 

Again, all the teachers would be viewed as successful and well intentioned. There 

were differences in what they believed to be important in their work. All wanted more 

time to plan lessons and be better prepared. There were gradations in the amount of 

emphasis teachers put on the academic side of their role. They wanted their students 

to be successful, but the teachers at the Community School tempered this more with 

an emphasis in encouraging the individual student to develop other characteristics that 
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were believed to be important. This meant that they had to reflect on their own 

practice as models to their students. 

Both groups of teachers experienced the lack of time in their work, as their roles 

seemed to be extending. More pastoral care, and parental involvement was being 

encouraged. The teachers at St Lukes were becoming more accountable for 

developing curriculum and extension activities to meet the demands of changing 

student populations within the school. On the other hand, there appeared to be less 

consultation with colleagues and the administration. 

These work situations called for teachers to possess reasonable levels of self 

confidence, personal motivation, teaching skills and inter personal skills to cope with 

the complexities of the work. At St Lukes, the teachers received little support from the 

administration and colleagues. They portrayed themselves as responsible professional 

workers. At the Community School, the expectations on the teachers to work 

selflessly, were great. They were also professionals, care givers and,committed to the 

students. They reduced the boundaries between their occupational and other lives. To 

this extent they received personal and emotional satisfaction from this involvement. 

But, it seemed that their rewards were only as a result of the amount of their personal 

investment in the work. 

All the teachers mentioned the satisfactions of their work. These were directly related 

to their relationships with their classes. Small successes seemed to be worth the effort. 

This study took the standpoint of portraying the individual teachers' perspectives 

relative to their workplaces and their biographies. It is argued that an amount of 

interaction between these factors contributed to the outcomes and experiences of that 

work. Chapter Four will analyse this data further, from the perspective of teachers' 

work. 
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Chapter Four 

Teachers' Work 

In contrast to the previous chapter in which influences on teaching were presented in 

relation to individual teachers' in their working contexts, this chapter focuses upon the 

work of teachers. This will illustrate the wide ranging nature of teachers' work and 

some of the inter-relationships between school context and the individual teacher's 

approaches to work. Alongside this, a critique of the relevant literature on teachers' 

work is provided to relate these illustrations to the research hypothesis; that neither 

the situational constraint model nor the personal autonomy model fully portrays the 

complexities of teachers' work. 

It is important to understand and to capture the essence of teachers' work if 

improvements are to be made within education. Attempts to conceptualise teachers' 

work tend to simplify the reality of teaching (Connell, 1985, 1993). There is an 

enormous range of tasks teachers could be expected to be involved in. As was noted in 

the literature review, Buchmann (1982: 63) indicated that there were activities that 

teachers did which were particular to teaching and consistent with the concept of 

teaching, and others that had grown with the job. Teachers may perceive these 

activities to be a necessary and valid part of their work. Some may feel that these 

activities are an indication of an unfortunate shift in the concerns of teachers 

(Buchmann, 1982: 67). 

Teachers: Their Work and Their Roles 

Teachers spend their working week at school, but they spend it differently. Most of 

the teachers in this research talked about their work in the classroom as constituting 

their major effort. The rest of their time was spent in areas such as lesson preparation, 

gathering of resources, staff meetings, marking, assessment and report writing, 
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speaking with students and extra curricula activities. These types of teachers' work 

will be outlined in more detail in the following sections. Similarly, the particular roles 

that individual teachers had affected the type of work they did. Larry, (from the 

Community School) being a teaching Principal, spent only a small proportion of his 

time in the classroom and in lesson preparation. He taught two classes of five sessions 

each. Most of his week was spent in the office area, dealing with administrative work, 

teacher issues, parental concerns and school planning. 

Jason, on the other hand spent half his time dealing with boarding house matters at St 

Lukes. He had a half time teaching load. His time out of lessons was meant to recoup 

time spent by him in the evenings doing dormitory duties, and keeping in touch with 

parents. As has been indicated, there are many differences in the ways teachers' spend 

their working time. Individual teachers' school days are different, despite the 

acknowledged activities they have in common. 

Beyond the type of work determined by teachers' roles, teachers spent time outside 

recognised school hours involved in school work. The amount of time spent varied 

between individuals. A typical cross section of activities follows. Teachers marked 

students' work, prepared lessons, collected resources, used the telephone or fax 

machine to organise excursions and guest speakers, supervised extra-curricula 

activities, attended in-service courses, staff meetings and parent-teacher meetings, or 

represented the school at community functions. 

For example, Don spent time with students on career related matters. This involved 

him keeping up with new courses and literature to help guide his students, and he 

escorted them to careers information evenings. Jim regularly took groups of senior 

students on informal excursions to activities in the city. He chose to do this. There 

was no compulsion from colleagues or school administrators. It could involve a whole 

day, for example, on a Saturday, with time spent prior to this organising tickets, 

transport and the collection of money. 
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In cases where teacher work was similar, individual teachers did not necessarily 

respond to the same degree. Rob, from the Community School, for example, proudly 

said that he spent little time preparing lessons. He relied on his past experience of 

teaching the topic, and used no resources beyond a text book or current newspaper 

articles. He expected to work "on my feet, in the classroom" creating discussion and 

explaining. He frowned on the current trend of teachers to use technology and brightly 

presented resources in the classroom. His resource was himself. 

In comparison, Don said that he spent many hours planning and preparing units and 

handouts for his students. He also enjoyed his class lessons and was proud of his 

efforts interacting with students. The work these teachers did reflected decisions they 

had made about what was important to them, given their situation and experiential 

backgrounds. 

From discussions with the teachers, it became clear that some teachers, for example, 

Jim or Don, were regularly asked to cover areas because they were competent and 

willing to get behind the school's organisation in difficult times. It was up to the 

discretion of the Deputy to distribute extra work, and although the aim was to equalise 

teachers' loads, it was perhaps easier for the Deputy to ask some teachers than others. 

"They flog willing horses here", said Felicity aware that she would co-operate to get a 

job done, while some colleagues complained whenever they were asked, and were less 

co-operative. She accepted these inequalities and inconsistencies in school work 

policies most of the time. She noted that she used to get angry and rail at the Principal 

for allowing the situation. She said, "now I just try to ignore it, for it doesn't help 

me". Although the structures in both schools require specific work to be done by 

teachers, there are variations in both the equity of loads and the responses made by 

individual teachers. 

Table 1 provides a summary of the participating teachers' work loads, at the time of 

data collection. It is unable to show fully the wide variety of activities and time 

involvements these teachers experience in any one day. It is a generalised picture of 

the more formalised tasks that they reported or were observed doing. 
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St Lukes 

Community 
School 

Table 1: Summary of participating teachers' work loads. 

Teacher Subject Extra- Roles 
Load curricular 

Don FIT Cricket, Accounting, 
Football Economics 

Coordinator 
Felicity FIT Netball English 

History 
Coordinator 

Paula YziT Cross-country Science Home 
Athletics Ec. English-

Jason YziT Rugby YziT Boarding 
Athletics Geog. 

Coordinator 
Larry 2 Principal -IT 

5 3 meetings Social Studies 

Ruth FIT each English Co-
ordinator 

week LOTE 

Rob FIT after French 
Coordinator 

Jim FIT school Music 
Coordinator 

Other 
Responsibility 
Careers 
Guidance 

Debating, 
School 
magazme 
None 

Own study 

Parent Program 
Teacher 
Development 
Teacher 
Development 

None 

Sports, Special 
interest 

Perhaps a profile of "one day in the life of' a practising teacher may help to illuminate 

the variety of tasks a teacher may become involved in. Jim, from the Community 

School permitted the researcher to spend the day observing him through his work day 

at school. The following is a summary of these activities. 

Jim taught an allocated eight sessions from a possible of nine, on this occasion. This 

seemed fairly typical. 

7.15 am Jim arrived at school, to prepare work and tidy classroom. He took two phone 

calls from parents of his home class, about sickness, and a camp query. 

8.00 Year eight Mathematics for one session, followed immediately by a 20 minute 

exercise session for the class. 

8. 55 Year 11, double session of Music. This was a hands on practical class. 

110 



--~-----"~- ------ ---------

10.15 Morning break in dining room. Sat with teachers and chatted about the 

weekend. Jim spoke to three boys about a band they were starting. No yard duty. 

10.30 Horne group with Year nine taken jointly with a colleague. Discussed the forth 

corning camp. Jim took two boys out for a walk-talk, while colleague finished the 

class. He was following up a dispute between the students. 

11.25 Year 8 Music for 2 sessions, one practical, one theory and singing. Jim kept the 

class light and fun. He said the children were needing their lunch, by the end of the 

lesson. 

12.45 Lunch in the dining room. Jim sat with six year 11 and 12 students. He received 

some telephone messages from the secretary. He sat on after lunch to talk to a 

colleague, mainly about a forthcoming concert. 

1.45 Year 12 Music for two sessions, theory and practical. He was more serious and 

hard working with these students. 

3.15 Finished classes. Tidied Music room. Had afternoon tea in dining room with 

colleagues. 

4.00 Support Group meeting. A small group of teachers (seven) met in an informal, 

relaxed manner to talk over issues related to themselves at the school. The early talk 

was on organisational items, before discussing some difficulties with a student, and 

the problem of getting a group of students to work more co-operatively. 

5.30 Approximately, Jim left to go horne. He mentioned that he had four phone calls 

in the evening on school matters. He had also spent time preparing a music tape for a 

student, and creating a tape for a junior class. 

Lortie (1975: viii) reminds us that schools and classrooms are familiar places. We 

have all experienced them. It is important to take the perspective of the teachers' 

subjective reality as an aid to gaining insights into their work. From the research data 

collected, there will be a selected focus on four major areas of teachers' work. 

Following Eltis and Tumey (1993), teachers' work has been conceptualised as: 

• Teachers' work in the classroom domain; 

• The school domain; 

• The community domain; 

• The professional domain. 
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Teachers in the Classroom 

In the literature, teachers in their classrooms are commonly depicted as 

individualistic, isolated and fairly autonomous. This is said to be due to the social 

organisation of schools, the architectural design which keeps teachers separated and 

isolated in classrooms, and the tradition that teachers are professional and so expect to 

have autonomy in their practice (Denscombe, 1980a, 1982; Little, 1990; Rosenholtz, 

1991). 

All the teachers involved in this study initially said that they felt themselves to be free 

to teach as they wished, and without interference from others. Jason from St Lukes 

said, "I've no one looking over my shoulder". A typical comment from Rob at the 

Community school was, 

in all the schools I've taught in, I've generally found that I could take the 
direction I wanted, without much interference from the hierarchy, because 
they weren't interested The attitude was, if you keep your class occupied, 
they don't break the furniture, and you get decent exam results, well that's 
OK. 

His perception of this relationship implied that he could pursue his work as a teacher, 

unproblematically. Yet, with further discussion after classroom observation, the 

individual teachers explained their teaching practice with reference to several 

structural constraints and personal factors. They demonstrated how their personal 

views influenced what work they decided to attend to, and this had consequences for 

the success of aspects of school policy. 

Curriculum and class teaching 

Connell (1993; 61) showed how curriculum comes to define teachers' work. As noted 

previously in the literature review, the competitive academic curriculum (CAC), he 

argued is hegemonic in schools, and constrains teachers' view of their own 

professionalism by advantaging one view of knowledge; the competitive academic 

view. The CAC is also a source of teachers' work difficulties as teachers have to deal 
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with the consequences of implementing the guidelines and directions of outside 

bodies for credentialization with groups of students who are not necessarily 

academically oriented. 

In Queensland, an amount of control for curriculum development has devolved on 

schools, with the provision for accreditation and monitoring of courses controlled by a 

central office called the Board of Senior Secondary School Studies (BOSSSS). There 

are specific guidelines, key competencies and core subjects specified by officers of the 

Board, that are regarded as essential to each subject. Within these limits, schools have 

an amount of choice and autonomy in curriculum planning and implementation. The 

Board's main duty is to maintain standards between schools and across subjects in 

order to certificate exiting students. 

All the teachers in this study mentioned the large workload involved in preparing their 

courses and work programmes for accreditation (Larry, Don and Felicity were 

responsible for more than one subject). The teachers at the Community School were 

not given a reduction in load to write these courses. This work was tacked on to their 

daily routine, and time limits were set for completion by the Principal. These 

deadlines reflected the Board's requirements necessary to get the programmes 

assessed. The few subject masters at St Lukes who had senior status, were expected to 

write up these programmes in that administrative time ( 3-5 class sessions per week), 

while still attending to their normal tasks as administrators. Others like Don, were 

given no extra time. 

This is an example of a structural reform affecting the work of teachers. On one side, 

through the change towards school based curriculum design and assessment, there is 

increased teacher involvement with an amount of decision making devolved on 

teachers. This situation may be perceived as an expression of improved 

professionalism utilising teacher expertise and confirming a responsible role for 

teachers in educational issues. On the other side, there was little provision of time to 

support these efforts, and teachers were caught between the desire to do the best for 

their students while limited by demands of work and lack of opportunity to consult 
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with others. Those teachers whose voices were heard by the principal may be 

successful in gaining a reduction in supervision or taking extra classes, for example. 

(The teachers in this sample did not choose to take this way out, although they knew 

colleagues who did). They accepted the inevitability of this increased load, and tried 

their best to cope. It seemed to them more professional to take this view. 

Some noted a feeling of apprehension that their skills as a subject teacher were being 

compared with other teachers and other schools in this visible way. Their students' 

results appeared to be dependent on the teacher's ability to construct quality 

programmes and assessment instruments. Board officers in conjunction with a panel 

of their teaching peers monitored and reviewed these programmes and assessment 

instruments by comparing examples of students' folios. They would add their 

comments, twice yearly. These comments were returned to schools via the Principal, 

and were usually also read by Deputies. Teachers were meant to be comfortable and 

take a professional attitude about this assessment of their work. They felt at times, 

vulnerable, responsible and guilty, as they could always do more. Don said that he 

tried to be casual about this assessment. Jim welcomed the comments in order to do 

better, and Jason dreaded "hearing from the Boss". 

Larry reported incidents where inconsistencies in focus and comments from the 

assessors at different times, had annoyed him. Teachers tended to accept the 

comments offered and made appropriate changes in line with them. They were aware 

that it was difficult for the Principal to take up their case in a dispute, as he usually did 

not possess the requisite subject knowledge. It was easier to fall into line with external 

assessment. It was best for the students and it saved time. 

All the teachers mentioned the valuable assistance of Departmental and Board subject 

review officers in planning and preparing these submissions. Nevertheless, it was up 

to individual teachers to organise such visits or telephone conversations, and to find 

time to pursue these dialogues. It came down to their willingness to make efforts. 
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Conversely, the administration was to an extent dependent on the effort made by these 

teachers, relying on them to competently handle their subject. Simple courses could be 

as easily accredited by the Board as more interesting and thorough programmes. 

Further, how a teacher taught the specific programme was viewed as his or her own 

business, until student results or comments perhaps began to filter to parents or 

administrators. The area of curriculum planning was one where teachers mentioned 

the valuable experience of sharing ideas with others, and the willingness of 

individuals in different schools to collaborate for the benefit of both. Every teacher 

noted the desire to do more of this. Both schools, being small, contributed to a feeling 

of teacher isolation in subject areas. Don tended to work alone. Jason had one other 

teacher supporting his teaching subject. All the teachers at the Community School 

tended to work alone in their subject area, with programmes they had written 

themselves. They said that they were grateful for any co-operation with others or 

opportunities just to talk about their ideas. 

Teacher privacy worked well for Jason. He said, "I'm my own boss, I only answer to ,, 

my work programme", whereas Ruth and Felicity, welcomed contact with other : 

teachers. Ruth said, "its good to talk with others, to sound off and get new ideas and 

different perspectives". She appreciated lesson plans from in-service meetings with 

other German language teachers. Little (1990) argued that teacher co-operation is 

characteristically the simple sharing of ideas, and staffroom stories. Examples of joint 

work and "interdependencies in teaching are few" (Little, 1990: 520). This is 

consistent with this research data. 

At both schools, the immediacy of the task and the lack of teacher time prevented 

teachers from seeking associations with teachers outside their school. Teachers tended 

to collect examples of other schools' work rather than visit these schools and associate 

with the teachers. Different teaching contexts seemed to diminish the value or 

perceived relevance of others' ideas. Similarly, although individual teachers noted the 

desire to collaborate with others, and had experienced positive working associations 

on occasion in the past, teachers reported a sense of personal responsibility, and 

attachment to the curriculum document they had designed and submitted. The teachers 
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believed they should be able to contribute some personal or idiosyncratic element to 

their proposed teaching programme. Rob was the only teacher who accepted the 

external programme examplar. His personal involvement was limited to selecting the 

core books to be read. 

Teachers interacted with the curriculum. As has been mentioned, Larry, from the 

Community School, took time and effort to design curricula that would suit his 

particular students. He was influenced to do this by his belief in the importance of 

catering to the interests of the individual student. He was aided by the school 

provision of small classes and support for his ideas. Also, he believed he had a 

measure of curriculum flexibility, due to the Board policy of school based assessment. 

Although Larry followed specific guidelines for his subjects, he maintained that he 

had freedom within wide limits to develop interesting topics, and relevancy for his 

students. This permitted him to use a variety of teaching methods. 

For example, he was able to negotiate with students their contribution to classroom 

work. They had individual and group project work as part of the getting of their 

information. The major constraint for Larry, was the time taken to set these courses 

up, to keep them tight enough to get accreditation by the certifying authority, and to 

ensure that the work done was representative of the guidelines he had set down for the 

course. He was prepared to reduce the volume of content knowledge that he covered 

and expected his students to know, as a trade-off to gain increased student 

involvement in their own learning. He was willing to let the students make their own 

mistakes to a greater extent than for example, Don from St Lukes, in the belief that 

they would gain some confidence and practice in solving problems for themselves. 

Here again, teachers' personal beliefs and experiences interact to help influence the 

curriculum and student outcomes. 

Jim and Jason agreed that there was a great deal of flexibility in this method of 

curriculum accreditation. Jim believed this because it allowed him to tailor the subject 

(Music) to the individual students' musical interests and abilities (again helped by the 

small class size). Here again, the school structure permitted this more individual 
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approach, influenced by Jim's ·valuing of individual expressiOn m Music. He 

constructed a programme which allowed one student to spend more time with the 

guitar, as this was his special interest. This was submitted and accredited, and it took 

time and effort on Jim's part. He could quite easily have asked the student to fall into 

line with the standard programme. Jim was willing to facilitate the students' interests. 

Jason believed the flexibility in the curriculum allowed him to develop the subject 

(Geography) to suit the available resources he had around the school and for planning 

field trips. Also, it allowed him to develop the subject around his own personal 

strengths and interests. He had definite ideas about the important place of mapwork 

and physical landform knowledge within the subject. Here, one teacher is adapting his 

views of learning to practice a child-centred approach, the second to show a more 

academic orientation, or subject-centred approach. Teachers demonstrate different 

: values in their work (Ball, 1981 ), and they are willing to work to achieve these. 

Conversely, both Ruth and Felicity, said they were constrained by the heavy literature 

base of the requirements of the English syllabus. As teachers they personally enjoyed 

literature, but they found difficulty in applying this curriculum to the particular 

students that they had in their classes. Felicity said, " I feel that some of the students 

will never read a book again". In the past, when there was more selective intake at St 

Lukes, she noted that she loved teaching literature. Here, changes in school clientele, 

through school policy decisions and social change affected teachers' work. Teachers 

like Felicity are aware that they need to change their approaches to the changing 

students. This takes time and an acceptance of the value of making this change. 

Felicity, like Jason, took an academic approach, but thought she was somehow 

watering down the subject to suit the less gifted, as if she was only required to keep 

the students busy. Although there was some flexibility for curriculum design, Felicity 

felt constrained by the requirements ofthe Board, given her current students. St Lukes 

did not encourage the development of alternative English courses, nor did it provide 

for additional remedial staff. 
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This problem of suitability of the curriculum was exacerbated by the fact that it is a 

requirement for all students to study English as a subject, so there is of necessity a 

large number of less willing and less able students in the classes. Students cannot 

exercise any choice of selection. Similarly, due to the inclusiveness of English, it was 

important that each student achieved as well as possible. Felicity appeared 

emotionally involved in this dilemma, she felt guilty that she could not inspire all her 

students. 

Teachers were constrained by the curriculum in different ways, but their personal 

views also affected the outcome of this curriculum. Rob, for example, taught very 

much as the curriculum was laid down, but he added his own political perspective. As 

was indicated earlier, he spent no time making changes to the example course 

provided by the Board. He said, "I tell the students that the curriculum oppresses me 

as much as it does them". To this extent he used few pre-packaged resources, and did 

not favour the use of marks and examinations. He gave marks only when compelled to 

do so, at the senior levels. Otherwise he provided comments and suggestions with no 

comparative grading. This of course, had consequences for the Community School 

and the students, who generally expected to receive marks for set pieces of work. At 

St Lukes, it was required to test and declare an achievement level for each student, 

twice a year. Rob said that he chose the schools he worked in for this type of reason. 

He felt marks were "fairly meaningless to students". Here, there was an interaction 

between what the school structure would tolerate in terms of assessment, and Rob's 

personal views. 

Although the Community School's view was to mimmise competition between 

students, and to promote the value of students working towards improving their own 

learning, parents and students were interested in comparative results. Rob had to work 

to promote the idea that the student needed to make an effort for the sake of his or her 

own learning, not to please the teacher, or reach a certain level denoted by a mark 

which was judged by some one else. Rob portrayed himself as an eccentric in this 

matter. Staff, students and parents tolerated his views. The Principal required him to 

examine in the senior classes only. He complied with this direction, while 

118 



complaining about the "ridiculous amount of paper-work, and bureaucratic. form 

filling", that this work entailed. 

All the teachers said that they never had enough time to spend in lesson preparation 

and the collection of resources to make their lessons more interesting. This attitude of 

lack oftime is common in the literature (Hargreaves, 1994; Doyle, 1986a; Goodson, 

1992; Lawn and Grace, 1990). The teachers reported that perhaps one cause was 

partly due to the increased involvement of teachers in administrative paper work. It 

may also be due to the nature of teaching itself (Lortie, 1975; Rosenholtz,1991). Its 

open-endedness, combined with the desire of teachers to do the best by the students, 

puts great moral responsibility on teachers. Curriculum reform seemed to increase the 

burden of personal responsibility on these teachers, while providing an opportunity for 

professional extension and the satisfaction of working to one's own programme. 

· Relationship with Students 

The major focus of interest for teachers coming from the data revolved around the 

quality of relationship with their students and class groups. This was particularly so at 

. the Community School. It was implied in the detailed reports written about students, 

and it underpinned the teacher's perspectives at staff meetings and staff development 

sessions. The importance of good relationships with students was also evident at St 

Lukes. All the teachers wanted to be liked, and their subject enjoyed or experienced as 

worthwhile. They achieved this in different ways. 

Rob maintained an aloofness in approach, he talked fairly didactically in class, and the 

students came to realise the extent of his knowledge, and so could respect him. He 

also used techniques that were attractive to young adolescents. He appeared to be on 

their side against the oppressive authoritarian others. Although he was an older 

teacher, he demonstrated and conveyed an understanding towards his students. Don, 

in comparison, used his ability to convey the subject well, but also showed his 

willingness to help students with their difficulties. By his talk and behaviour students 

knew they were· treated fairly. Felicity and Ruth showed their concern for their 
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students by listening and being caring by following through on students' concerns. 

Jim was always friendly and unthreatening, and used humour to lighten difficult 

situations. He never showed anger or threatening behaviour. 

All of these behavioural strategies required the teachers to spend time getting to know 

their students and to build relationships with them. The strategy of good relationships 

with students had the effect of maintaining a more harmonious classroom 

environment, but the main motivation seemed to be teachers' individual desires to 

convey an interest for learning to their students, and to get a sense that they had 

achieved some positive change in student outcomes; a sense that what they were 

doing was worthwhile. The work of Metz (1993) showed teachers' dependence on 

their students and how this became a gauge of teachers' personal worth. There is no 

doubt that these teachers gauged their effectiveness by how well the senior students 

related to them. The teachers demonstrated concern for them. 

At both schools, the academic results were important, but the teachers viewed this 

from the perspective of their responsibility to assist students to achieve their best. A 

dilemma existed. Teachers wanted to relate to the students and be liked for their 

knowledge, understanding of students' problems, and their ability to care and direct 

them onwards. This reflected their care and concern for them. Time was spent on this. 

The teachers felt very personally responsible and sometimes even guilty, yet they 

were aware that they needed to shift responsibility on to the students for their own 

learning. The quandary for teachers was how to get good results, yet give up this 

dominant role to allow students to take on more responsibility for themselves, and 

independence in their learning. Put another way, teachers, in caring for their students, 

had to find ways to facilitate students' progress, without encouraging student 

dependence. 

Responding to the needs of students 

For example, because of a school policy at St Lukes, to emol all students, from 

various ethnic backgrounds and independent of ability, Felicity noted how she now 
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taught to the lower group of students in the class, as she believed it was important to 

ensure they were listening and coping and doing the basic set work. She said, 

its geared to the lower end. I'm conscious of that, and I think its a pity for the 
better kids ... I don't think I'm doing much for them at all. They're not bad 
kids, just restless, not interested in the work. I say, I'm here to help you ... 
it's slowly getting through, but there 's two or three, I think, have given up 
already. 

Recent school policy had affected her work situation. She did not dislike these 

students. She felt for them in their difficulties, and had settled on a strategy for 

coping, which helped the lower achiever, but did not extend the better student. It left 

her dissatisfied, professionally and personally. 

Don's observed behaviour to the same structural condition was to teach to the middle 

group, "I try to find something interesting and relevant for them to do. I help the 

poorer students, but the bright ones get there by themselves". Similarly, as more 

students were remaining at school for Years 11 and 12, there appeared to be a growing 

. number of less able students at these levels. This had a practical effect on teachers' ~ 

work. All the teachers at St Lukes said that these larger classes made their work more 

··difficult. They had to spend more time covering simple parts of the curriculum, and 

this left very little time for extending the brighter students, as they had in the past. 

Jason said, "I'm aware that I have to leave the good kids, they get along by 

themselves". More class time and teacher effort had to be spent keeping the less able 

students busy. This is a strategy to maintain a certain level of teacher control and 

acceptable student behaviour. 

In a similar situation, Rob, from the Community school did not think it was necessary 

to cater to individual differences within the class. His attitude was that you taught 

simply and clearly, and the students took from it what they liked, or what they were 

able. The responsibility was that of the students. They had to make their own meaning 

from Rob's discourse. He was willing to answer student questions, but it was up to the 

students to work. Rob demonstrated a more detached approach to his students. This 
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made him less prone to questioning his own work or to suffer guilt in trying to help all 

the students with their individual difference. 

These teachers displayed different ways to handle the feelings of responsibility for 

student needs. They all stated they wanted to get the best results for their students, but 

as the bulk of the students were now less academically able, Felicity, for example, 

now saw her role as more of a remedial teacher, and less of a senior teacher 

challenging gifted students aiming for tertiary entrance. Adjusting her role did not 

prevent her feeling responsible (and, at times, guilty) for her students; that she was not 

able to challenge the brighter ones, or inspire the middle group to better achievements. 

Nevertheless, Don and Felicity made their lessons interesting, through their personal 

efforts. They used a variety of stimuli, visual aids, and handouts. Don tried to keep the 

topics relevant to what he thought the students would relate to, and Felicity tried to 

challenge her students to get them to participate and offer their opinions for 

discussion. She said, 

I act as ... devil 's advocate to try to get them going. You get them to do some 
work, hand in what they have to, keep impressing on them that they have to 
be 'sound' in English, if they want a hope of getting a job. 

She used her personality and energy to stimulate enthusiasm and motivation in her 

classes. This effort tired her, without providing her with the obvious rewards of 

student involvement previously experienced. 

Paula in science classes, maintained the interest of the younger students by keeping 

them involved in practical experiments, and note taking. She talked for only short 

sessions, directed their experiments and kept a cautious eye open to maintain safety. 

Paula did not want to be observed while teaching the subjects she had not been trained 

for. She felt embarrassed about what might appear as her lack of expertise in these 

areas, and was worried for example, about the noise level at times. Although Paula 

knew her colleagues well, and believed that she had their respect, she worried that 

they may interpret this student noise as an indication of a lack of classroom control. 

She did not worry about the noise level in her science classes. 
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Denscombe (1980) argues about the significance of "noise" as a factor determining 

teachers' behaviour in their work, and as an indication of teacher competence. When 

there is little inter-teacher discussion and mutual understanding, these indications of a 

teacher's success or failure can constrain individual teachers. The level of student 

noise and keeping students appearing to be busily occupied, in subjects less well 

known to Paula, had the effect of making her very anxious. She believed that she 

knew what was happening in others' classes, and was aware of the general 

expectations for teachers at the school. She was not confident of matching these 

expectations in her new classes. 

Going through this difficult situation, Paula did not ask her colleagues for advice, 

although she expressed a view that she knew that they would have willingly given it. 

Here, the behaviour of the teacher as a result of a combination of her personal view of 

'"herself and the difficulties of the social situation she found herself in, may defy 

logical reasoning. She wanted to do the best for the students and keep these classes 

interesting and purposeful, but she was not willing to ask assistance from her 

colleagues. She decided to weather the problem by herself. She did not want to draw 

attention to herself as not coping or as in some way inadequate, for fear of losing her · 

job. 

A further aspect of influence on the teachers' work in secondary schools, is decisions 

made regarding the timetable. This determines for a teacher, which classes they will 

have (the year level and standard) what subject, at what times of the day, and in which 

place. These are usually outside the teachers' influence, although teachers can 

sometimes negotiate changes. Don mentioned how a colleague had been very keen to 

take the top Economics class one year, and leave him with the less able students. This 

meant, of course, that the results of these higher achieving students would appear as 

credited to the work of the colleague. Don said he was happy to go along with this, for 

collecting high grades did not really matter to him. He would try his best with any 

group, and the staff knew that. Don consciously had taken the attitude that he would 

work with administrative decisions, whether they seemed to be fair or not. This was 
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how he coped, by consciously minimising the effect of minor decisions on his state of 

mind. 

It is common to view the timetable as constraining teachers' work by controlling the 

packages of time for each class. Regardless of whether a class is getting into an 

interesting area, it must end as the bell rings. At the Community school, timetable 

innovation had been attempted, to grapple with this problem of inflexibility. The 

resulting lateness to others' classes had caused problems, and teachers needed to keep 

open and friendly communications with their colleagues. The increasing size of the 

school and the increased variety of subjects offered necessitated an acceptance of a 

timetabled structure to the day. (St Lukes runs a 45 minute lesson, and the 

Community School, 40 minutes). Through an amount of consultation with teachers 

the timetable at the Community School has been termed, "user friendly" (Jim). Here, 

what is usually regarded as a structural constraint has been made more flexible. 

Ruth noted that she has bee~ able to gain some flexibility in her work situation. She 

chose not to work on Mondays in order to catch up with her home duties and other 

interests. The Community School has tried to understand the different pressures on 

teachers. There are limits to the possibilities of the timetable to accommodate these 

requests, but there is a recognised willingness to support them, which the teachers 

appreciate. Opposing this, there is the need for timetable flexibility to allow students 

as wide as possible a choice in subject selection, especially at the Community School, 

in order to implement its policy to cater for individual interests. 

The timetable at St Lukes also determines when part-time teachers' teach. They fit in 

with the formal framework in many cases. The timetable at the Community School is 

determined by when the part-time teachers state that they are available to teach. This 

results in the full-time teachers taking the early and late classes predominantly. 

Most of the literature on teachers' work comments on the effect of large class sizes 

constraining what teachers can do. The teachers at St Lukes mention class size in 

relation to the difficulty in catering to individual differences. The Community School 
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did not have that problem. Their class sizes were kept intentionally small, as part of a 

school policy decision to enable the teachers to attend to students' individual needs. 

With smaller class sizes, it would appear easier to keep the atmosphere much less 

formal, and allow more discussion between teacher and students, and also between 

students, as control and discipline, one would expect to be less of an issue in these 

circumstances. Here again, the different teachers used this situational advantage 

differently. 

Larry generally taught from the front, whereas Ruth would sit with the students as if 

in a seminar situation. Rob tended to talk for most of the history lesson while 

wandering around the room. He gave little time for student discussion, until he had 

finished his discourse. Jim became like one of the student body, when he was 

teaching. He seemed to disappear among them. Yet he still kept an eye on behaviour 

;and student interaction. He directed the talk and kept it lively and interesting to the 

students. The students experienced different modes of teaching from their teachers. 

Few teachers were able to use the small class size to its full advantage, some teaching 

as if they were in front of large classes. Here again, the small class structure permitted 

an amount of freedom for the teachers. They coped with this differently, depending on 

how confident they were in relating to students, and how much they had been able to 

reflect and come to terms with their own views on teaching in relation to the espoused 

purposes of the school. 

Larry tried to gain the interests of the students. He would pose questions, joke a little, 

and attempt to get the students to make decisions about projects that they were 

expected to do. His classes showed creativity and innovation. This may have been due 

to being able to be less formal with the small group, but Larry mentioned that as a 

child he had disliked those classes where the teacher seemed to bully the students, 

control every activity and show unfairness. He thought that it was important to follow 

the students' interests and be creative with ideas rather than teach routinely and be 

conservative. He said that this was why he was attracted to teaching at the Community 

School in the first place. He wanted the opportunity to teach differently. 
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His experience as a student and as a young beginning teacher influenced him. He 

remembered disliking the lecture format of big senior classes at his own high school. 

He thought it impersonal and did not learn very much with this method. But, he 

appreciated the teacher who took time to get to know him, who took a personal 

interest in all the class, and this appealed to him. Larry used the small class size to 

help develop each students' confidence. He ranked the development of confidence 

highly as he believed it affected how students learn and cope with situations. On one 

hand his correcting work was less than that of a teacher in a large class, nevertheless, 

he spent a great deal of time and effort in designing materials and projects to cater for 

these students' interests. 

This individualised type of teaching had become problematic for Larry. He reported 

that it had resulted in an earlier tendency to over protect his students. He said, 

when there is only three in the class, you can find yourself doing too much 
for them. I had to make an effort to help them be self reliant. You need to 
judge when help will help, and when they would be better to suffer a little 
and work it out by themselves. 

Having the freedom and class time to help students like this can have its drawbacks. 

Larry said that he had thought more about this issue after getting feedback from some 

graduate students who indicated that they had received too much help at school, 

blaming this for their experience of difficulty at tertiary level. Larry said, "at the time 

they didn't want independence, they wanted all the help they could get". 

Teachers bring in their professional judgement, and some teachers are willing to keep 

adjusting or refining their practice. As Nias (1989: 155) said, "The self is a crucial 

element in the way teachers construe their job". The ethos of care is highly regarded 

by parents and teachers in schools. It is important for teachers to reflect on the 

outcomes for their students of their well intentioned efforts. Documents from both 

schools highlight the view that the schools' expressed aim was to teach the individual 

child, and develop the individual to his or her potential. The teachers practised this 

aim differently. 
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Goodlad (1984) described what he observed in schools as the uniformity of teachers' 

work. Teachers related to the group as a whole, and the student was depicted as 

working in isolation within this group setting. McNeill (1987) showed that although 

teachers in her research had clearly stated aims of teaching to the individual, she 

found that in practice they continued to teach to the group. Are the reasons for this 

conservatism of practice due to the constraints of large class sizes, teacher 

conservatism, or as a practical response to the situation? 

Again, the Community School with its small class sizes was used as an indicator of 

the influence of class size on teachers' approaches to their work. The teachers at St 

Lukes tended to imply that it would be easy for teachers at the Community School 

with small classes, "if only we were so lucky" (Felicity). Yet, there were examples of 

teaching which demonstrated that this was not a simple reduction in work load or 

responsibility. When Jim was observed teaching his year nine Mathematics class (of 

1 0 students), he said that he found it was impracticable to try to teach the same lesson 

to the whole group. He recognised even within this small class a variety of capabilities 

in Mathematics. He described how he in fact taught four separate groups within this 

class, each working at different levels, and on different pages of the textbook, for 

example. Jim said, 

it took me a whole term to realise that I had to do something different (from 
whole group teaching). The bright kids were rushing ahead and finishing 
while some were just getting into it, and I could see that X and Y didn't have 
any idea what we were doing. 

Jim tried to keep this level of difference gomg m his teaching. He noted that 

sometimes there just was not enough time to be sufficiently well organised to do it. 

He claimed pressure of other work at times, as an excuse. Also, sometimes, the lesson 

required all the students to attend to the same work at the same time. Nevertheless, 

Jim was convinced that since these small group lessons achieved most for the 

students, that he personally ought to put in more effort to teach in this responsive 

manner. The small class size made implementing his ideas more workable than at St 

Lukes. He could have given these ideas up because they were demanding and 
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difficult, and taught to the group, but he made the decision to subdivide and thereby 

extend his work load. 

This acceptance of personal responsibility by the class teacher comes through in the 

analysis of the data again and again. The declaration and acceptance of an element of 

personal guilt is also common. Alongside emotions such as guilt and a heightened 

sense of responsibility, the teachers demonstrated powerful emotions of care, trust and 

selflessness. Although, through class observations, it seemed clear that in the larger 

class context, Don, Felicity and Jason seemed to be teaching to the large group, in 

discussion, it was obvious that they in fact were well aware of the differences in 

students' abilities and needs and that they took a personal interest in them. For 

example, when Don was asked about individual students he said that he did not name 

particular students to answer the general questions that he usually asked, as he did not 

like "to put them on the spot". 

From observation, Don would walk around the room, quite deliberately, while the 

students were completing some work and ask questions quietly, or give some students 

individual help. This display of awareness reinforced the view that Don believed it 

was his responsibility to be well prepared, and that teachers' respect for students was 

important. He always had at least three separate activities to each lesson. This 

organisation gave him opportunities to get around to individuals, while not seeming to 

appear to do so. This was Don's way of satisfying that he did his best for individuals 

within the large group structure. 

Felicity was more verbal in describing her reactions to her work situation. She found 

it frustrating that she could not do more for certain individuals. She accepted the 

limitations of her situation, and tended to swing from blaming the administration for 

the difficulties in her work, to taking on personal guilt that she should do more. She 

remained angry and frustrated with the institutional constraints. One example of a 

class situation may help illustrate teachers' responses to situational problems in the 

two schools. 
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In observing one set of English lessons at the year 11 level at St Lukes, the researcher 

became aware of a student sitting quietly, but not attending to the lesson and not 

attempting to do any work at all. At the time, Felicity did not appear to notice. She 

certainly did not try to interest the student even when the rest of the class were 

involved in a discussion. When Felicity was quizzed afterwards about the student, her 

response was, 

yes I know, he doesn't want to be here. His family are making him stay on at 
school. He doesn't work in anyone's class. He's no trouble, so I don't worry 
about him anymore. He'll get a "poor", so I expect he'll get what he wants 
in the end, and leave school. 

Felicity felt that she had tried her best, but now he just was not interested in fulfilling 

his role as a student. She could only accept the situation, particularly as he was not 

causing any overt disruption to her work. This is in contrast to a similar situation at 

the Community School. While observing year 11 English in Ruth's class, a student 

appeared to be behaving in the same way. Ruth also did not confront the student, or 

try to get her involved in the work of the class that day. On further questioning after 

the lesson, Ruth said that the student had been having problems, and behaving like 

this in all her classes recently, but her subject teachers were getting together about this 

problem. A little later, the researcher found out through inquiry, that a few teachers 

had met with the student's parents, to decide on some strategies together to help the 

student. In observing the class two weeks later, the student was involved in the lesson 

on this occasion and showed interest in the group discussion. Why was there this 

difference in outcome? 

Both Ruth and Felicity were aware of their problems and showed concern for the 

individual students. They were both caring teachers. It is perhaps unreasonable to 

draw a direct comparison between these problem situations. Ruth was more fortunate 

to have had better collegial support for her concerns, and a procedure for reaching a 

solution with the help of her colleagues. She also had better access to parents who 

were willing to help. There were organisational procedures for assisting students at St 

Lukes, as Jason related through his experiences with the boarding house, but for some 
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reason, the student at St Lukes fell through the network, at least during the period of 

this study. 

One teacher felt she could do no more, and was left feeling inadequate, another 

displayed an amount of autonomy to follow through on an issue. To that extent, 

student outcomes were different. 

Content; preparation and planning 

With regard to the work involved and the different methods in teaching content 

knowledge, Don was very organised, prepared well, had handouts and overheads with 

detailed notes. He showed that he cared about the subject and was actively teaching it. 

He spent hours at home, as well as time at school, to prepare his lessons. Don believed 

that it was the responsibility of the teacher to know the subject well and he regularly 

kept up with in-service courses in his subject areas, for this reason. There were several 

influences on him. 

From his own biography, coming from a private boys' school, he recognised that he 

did not like the teachers who showed little interest in actively teaching the subject, 

and left the students to read from books. Due to this, the students wasted their time 

and learned very little. This prior experience contributed to Don having a view that 

"teachers at private schools ought to do better". 

Also, his early teaching experience had put him off what he saw as the same type of 

situation in state schools, for he said, "it was as if everyone had stopped caring. 

Teachers used to knit in the staff room, or put their bets on .... it was just a job, just 

passing time". He noted that the less able student should not be left without direction, 

"they haven't got enough self-discipline, they mess around, the teacher has got to do 

that [be organised and set limits], like a parent .... the same as in a family really". 

Although Don said he did not feel any direct influence from the principal, for example 

about getting good student results, his view of teacher professionalism, was tied up 
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with his acceptance of himself in this private school traditional environment where 

parents paid fees and left their children in his responsible hands. He said, 

in a sense it's a role, it's a fine line. It's important to be myself, but within a 
framework, of realising while your teaching and having a bit of fun, you've 
got an enormous responsibility. You owe it to the students to try to do the 
best for them. 

Don acknowledged that he had become less idealistic about teaching than he once 

was, but he enjoyed his work and believed he was confident in his practice. 

Confidence was important to him, "to know that no matter what happens or what's 

thrown at you, you will be able to cope, and stay calm ... that you've got a belief in 

yourself'. 

The strength gained from a sense of confidence in teachers' personal practical abilities 

comes through in the data, as a major contributor to teachers' sense of coping and 

satisfaction in their work. All the teachers noted how necessary they felt it to be. Paula 

showed how lost she was in the different context, when she was unsure of her 

abilities. 

Larry noted the importance of content knowledge as a teacher, but he acknowledged 

that he was trying to be flexible. He said that there was always a tension between 

aiming to get all the work covered and answering students' problems. Larry tended to 

get around this by designing courses that allowed for an amount of freedom to extend 

the students' particular interests without requiring heavy coverage of specific topics. 

Extra-Curricula Activities 

Duties after school hours varied between the two schools. At St Lukes there was a 

well developed extra-curricular programme. This was supervised by teaching staff. 

Felicity, recounted that she was asked about her willingness to participate in these 

programmes at her interview for her teaching position. She regarded this as a 

condition of her employment. Part of this emphasis on extra-curricula work was due 
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to the school being concerned with organising the boarding students in acceptable and 

profitable ways after classes ended each day. Also the traditional emphasis on 

competitive sport within the school's curriculum was well entrenched in the school's 

philosophy. The games were seasonal, and teachers were expected to be involved for 

two and sometimes three terms, out of the four. There were other non-sporting 

activities out of school hours also, such as the debating society or compiling of the 

school magazine, and a variety of clubs that teachers may be required to supervise or 

oversee. 

Don said that supervising the cricket team (in summer), and football (in winter 

months) at St Lukes could be fairly onerous. He said, 

it gets pretty large sometimes. I can be away all Saturday umpiring, if the 
kids are playing away. I usually get home with a headache, especially if I 
have to drive the bus, two to three hours there and back as well. 

Despite these difficulties, Don still liked to be involved, as he accepted this aspect of 

his work as appropriate to his role. He was a good coach and enjoyed sports, but most 

importantly, he liked to see the students outside the classroom. He said, "its a 

commitment, you get closer to the kids in a way. Some teachers view it as a drudge, 

but you get a lot out of it. It's not just a one way sort of thing". Don demonstrated 

both the influence of his own biography, and his personal view of the teacher 

extended as a carer, and well rounded adult. This fitted comfortably with the school 

organisational structure. 

Jason coached rugby, and later in the year, athletics. Paula took groups for cross 

country, and long distance running, and Felicity supervised netball, for girls. The 

school wanted to offer a wide range of activities to extend the students, keep the 

boarders occupied, and achieve its view of itself as a traditional school providing 

broad learning opportunities. The teachers interviewed were generally in support of 

these ideas, and were fairly willing to co-operate with the time and commitment that 

this entailed. They permitted themselves the infrequent complaint about this work 

task. 
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There was some expressed difficulty about the inequity of distribution of these tasks 

among staff at St Lukes. Each teacher commented on this. The Principal expected co

operation, but could not enforce teachers to comply. There were examples of 

colleagues who did not contribute in this way. These staff members would have 

provided acceptable reasons to the Principal, for absence. The participating teachers at 

St Lukes found this inequitable. In general, the teachers' view was that there was 

always plenty they could be doing in place of these duties. Felicity said, "it really isn't 

fair, but then I always think, if I don't do it, the kids will miss out. Someone has to do 

it". She went on to say, "I just wish the boss would be fairer" and she blamed the 

administration for this weakness, and the Principal for not taking a stronger stand. 

Jason also noted this disparity in workload, but he blamed the injustice on the 

personal qualities of his fellow colleagues, rather than on an oppressive system. From 

his own school boy experience at a similar private school, he believed the boarders 

needed to be kept busy, and he noted, "the load just banks up on those that care". He 

~.advocated more compulsory involvement by teachers to make the school competitive, 

and be seen by other schools to have "more clout". Nevertheless, he said that the 

inequality of load, "gets on teachers' nerves. No-one ever confronts anyone with it, 

because in a small staff, you can't. You see them everyday, and if you front someone, 

they don't go away, its too close". 

As has been noted previously, the teachers at St Lukes acknowledged the value of the 

extra-curricular programmes in sport and other interest groups. It provided a broader 

educational opportunity for students, but teachers responded to the tasks differently. 

Most were willing to get behind the school and see it as a part of their work, but it was 

a source of division between teachers due to the inequity of load distribution. The 

educational value of some activities perhaps could be questioned because of the lack 

of well motivated teachers. The major problem seemed to be that the activities were 

pre-determined by the school administration and perpetuated without the real support 

of the body of teachers. It was work devolved on them. They did not design it or 

choose their part in it, despite having been aware of this work when they accepted the 

position. 
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The extra-curricular work at the Community School was essentially different. The 

school administration and its teachers had taken a policy stand not to encourage 

competitiveness between the students. Sports and games were encouraged for their 

benefits to health and skill development, but competitive games with other schools 

were not arranged. As a result, teachers had no after hours supervision. Sport and 

games were incorporated in the school timetable, as a part of the daily routine. Most 

afternoons instead, teachers met together in different combinations to discuss their 

students, curricula and other educational issues. 

Nevertheless, the contact between teacher and student after school did go on at the 

Community School but not in any organised way. This contact was not a requirement 

by the school administration, and so it was not organised or structured. Some teachers 

liked to be involved, others less so. Jim enjoyed taking groups of students, for 

example to theatre in the larger city, or on other excursions at ad hoc times. Larry 

recently took some particularly interested students to a rock concert accompanied by 

other adults and parents. The role was supervisory, but in explaining his intentions, 

Larry said he liked to show the students that teachers could enjoy outside activities 

too. The excursions were informal, non compulsory for students, and the teachers had 

the permission and support of parents. Larry's belief that when students feel good 

about themselves they get more from their school work, influenced him to become 

involved in these other aspects of student life. 

At the Community School, Ruth commented on her lack of involvement with students 

after school. She compared herself to some of her colleagues, for example, to Jim, 

whom she saw as involved and busy with students (and obviously well liked). She 

determined a different role for herself as she said, "I don't really feel the need to do 

after school activities". Initially, on coming to the school, she took the view that 

teachers were obliged to be part of involvements, and this pressure made her feel a 

little inadequate as she preferred not to do this. It took Ruth a few years to work out 

her own attitude to what she felt was school policy, and what a good teacher would be 

expected to do. Her own home commitments, and her belief that she showed concern 

and interest to her students in classes was sufficient for her to overcome this feeling of 
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guilt. She eventually realised that the school did not impose a policy, and that her 

colleagues did not compare contributions, and she accepted that for the present she 

was uncomfortable with this additional student involvement. 

Rob did not get involved either outside school hours, although he said he would attend 

if the excursion or activity interested him personally. He did not feel any 

responsibility in this area, and said, as a teacher in other schools, he always made it 

clear to the administration that he would not take sport. He did not like sport nor see 

his role as a teacher requiring participation. In practice, Rob organised other groups at 

the Community School. For example, as he enjoyed literature and discussion, he 

organised a free flowing group of students called "the mumblers". They met once a 

week to share a mutual interest. His role was supervisory, for all students contributed, 

brought their own work, and choices of literature to be shared with the group. This 

:;reflected Rob's view of himself as facilitating rather than imposing on students. The 

school structure and organisation was sufficiently flexible and unthreatening to allow 

him this innovation. 

Jim on the other hand, spent a lot of his free time following up students' interests. 

, This may be due to his involvement in the subject of music teaching, and his less 

informal class management approaches. His friendly and easy going personality made 

him attractive to students. Jim believed he was dedicated to the interests of his 

students, and thought that the school supported this involvement, but he also had to 

take into account his energy level and other commitments. This he said he learned the 

hard way, from experience, by over committing himself, and then having to let people 

down. He said that he now attempted to take a more balanced view of his 

involvements, and had accepted that he could not do everything he would like, or saw 

needed to be done. 

Personal attributes and expenences interact with the contextual situations of the 

teachers to influence choices and behaviour. These behaviours adjust and change over 

time as the teachers take account of the outcomes. Between the two schools, the extra-

135 



curricular work is different, due to different underlying philosophies. At both schools 

this work involves energy and extra hours of work for the teachers. 

Assessment and Reporting 

Given the two schools' different approaches to the competition and the CAC, it might 

be expected that assessment at St Lukes would be the more onerous for teachers. 

Results are given a high status at St Lukes with prize giving and trophies presented at 

the end of the year. In fact the Community School placed much more emphasis on 

report writing. The reports from P to year 12 were very detailed documents dealing 

with academic progress, physical development and many specific areas of character 

development. 

Whereas teachers at St Lukes provided marks, grades and short comments for each 

student that they taught, the Community School gave no marks in report form, only a 

general grading for effort and achievement at year 8 to year 12. The report focused on 

the teachers' detailed written comments about the students' abilities, tendencies and 

approaches to school work and social development. 

This format of reporting had consequences for teachers' work. For example, in order 

to write thoughtful contributions teachers needed to keep detailed records of students' 

work and their social progress. It required follow up of issues by teachers and so plans 

and directives were constructed to help students overcome difficulties or extend their 

interests. It required that teachers take more than a passing interest in students' 

welfare, as the document was expected to reflect a deeper appreciation of the 

individual student's progress. 

Although, all the teachers at the Community School noted the great amount of time 

and involvement required to complete these documents, and the higher level of 

anxiety involved in writing such personalised reports, they noted the value of this to 

their teaching practice for, in designing activities, they were able to focus more 
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directly on students' needs and this promoted positive outcomes in their students. It 

reflected a level of care that they had for the students. 

These teachers generally had to spend many hours after school, at weekends and into 

holidays to complete these reports. The school administration tried to push for earlier 

completion, but accepted the time difficulties most teachers had. There was no 

question that the teachers at St Lukes had to complete their reports prior to the end of 

term. It was regarded as arduous, but it was accepted by the teachers and the time 

limits were adhered to. 

In comparison, Larry commented on how difficult it was to get some of his teachers to 

meet the deadline he set as school Principal. Most teachers complied with his wishes. 

He said there were always a few who just quietly ignored the deadline. When asked, 

they would offer an excuse, and all he could do was set another date and urge them to 

hurry. They were his friends, and he could understand their pressures. 

This avoidance by some teachers did not seem to reflect a deep seated opposition, to 

the task, more a lack of the same priority given to the work of this formal writing. 

Teachers were more interested in getting on with implementing their suggestions. 

Also, there were no obvious consequences attached to late reports. 

Teachers' Work and the School Domain 

Institutions and Bureaucracies 

Teachers perceived that their work was becoming increasingly bureaucratic, leaving 

them less time to develop their work in the classroom. Felicity said, "I just feel we're 

spending more and more time out of the classroom. I mean, I'm just flat out keeping 

up with administrative things now". Her role as a senior subject co-ordinator brought 

with it a lot of administrative work for which she said she was not particularly trained 

or interested. She commented that she sensed that the school office required her to 

complete more forms, or pass out official paper work to her classes. This work was 

added to her normal teaching load, with the result that she complained of being 
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pressured with administrative deadlines. Felicity felt this constrained her classroom 

preparation work. She said that she always rushed to class, as she tried to fit in one 

more task. 

Don also had this added administrative work load as he co-ordinated two subject areas 

(Economics and Legal Studies). He appeared more organised and less ruffled by the 

work than Felicity, but he also had fewer teachers within his department to inform and 

direct. Jason appreciated his additional administrative load, as he saw it as an 

indication of progress in his career. The experience would look good on his 

curriculum vitae. Jason mentioned the time constraint involved, but accepted this as 

his choice, and linked it to his perception of himself as a professional. Hargreaves 

(1992, 1994) argues that teachers' work has become intensified; that there has been an 

extension in the activities a teacher is expected to do, without the corresponding 

reduction in other tasks or the provision of more time and resources to attend to these 

demands. A small example of a situation at St Lukes may illustrate the tension 

between one teacher's view of her work, and that expected by the school 

administration. 

Three of the participating teachers at St Lukes commented on one particular policy 

change, and Felicity gave more detail on this issue and provided her personal reaction. 

As was indicated in Chapter Three, according to the perceptions of the teachers, the 

position of the school bursar at St Lukes had become more powerful. To reduce the 

amount of work load for the administrative staff, the bursar designed a new system of 

collecting money from students for example, for excursions. The work load of this 

reform devolved on the classroom teachers. It was decided by the bursar, that they 

should take responsibility for these financial transactions. Perhaps the reasoning was 

that the classroom teacher saw the students more regularly and could more easily 

follow up these details with them. 

Felicity found this new task a burden, as the responsibility was intruding into her class 

teaching time and so interfering with that aspect of her work. Also, Felicity mentioned 

that the task of collecting money introduced another dynamic into her relationship 
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with the students. She did not want to nag the students for money, and chase it up at 

odd times out of class. She said all of this, in a staff meeting, expecting some 

appreciation of her position, but she reported, that she got quite angry at the lack of 

response of the bursar (and the principal). She felt her views were not listened to by 

the administration, and so nothing changed. Her decision finally was, she said, 

I've got to the stage well, I can't do much about it so I'm not going to bother 
anymore, I can shut it off Its good for me, but probably not for the institution 
as a whole. I tend not to say anything at staff meetings when issues come up 
and I feel strongly about it anymore, for I know it won 't change anything. 

The outcome was that she felt powerless and unsupported by the Principal, and it 

appeared to her that the significance of the bursar's role was becoming more 

important than the teachers' role in the school. (The bursar had recently been 

appointed, as a financial specialist, to help the school to be more efficient and 

financially secure, and to that extent he had the support of the principal and the board 

ofthe school governing council). 

Continuing with this example of the tension between teachers and administrative 

managerialism, a similar situation arose at the Community school a little later, and the 

researcher was interested to follow up this issue to some outcome in order to attempt a 

comparison. The same type of problems existed; the difficulty for the office staff to 

collect money for excursions from students and parents, and the corresponding 

slowness and inefficiency when the task was left to the class teachers. A decision 

made by the Principal helped to improve the situation a little. 

It was decided that the school would cover the cost of excursions up to a certain 

monetary figure, and beyond that, the teacher organising the excursion had to take the 

responsibility for money collection. This meant that at times, the initiative was given 

back to the teacher who had to plan and be organised ahead of time, and to find ways 

to get help from other colleagues if it constituted a large number. Since most of the 

excursions in practice, came under this category of small cost to the individual, which 

the school was now covering, this innovation proved a relief to office staff and 
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teachers. Only one cheque was needed to be written at the office. The time and effort 

required to complete these petty tasks was greatly reduced. 

Although this solution cost the school more, it had benefits in other ways, especially 

reducing the stress to teachers. Jim, for instance, said that he really appreciated this 

reduction in load and the tedium that used to be associated with it. It was a simple and 

only a partial solution, but it proved effective in strengthening relationships. It was 

evidence of care and understanding of teachers' situational problems. The other more 

subtle issue was that it relieved the thinking of some teachers. They perceived the 

school was not giving money as high a priority as teachers' time and students' 

interests. The perception that parents were paying fees, and then the school continued 

to ask them for more, in the name of educational opportunity for their children, did 

not sit well with some teachers. This type of incident raises the question of the 

ongoing relationships between teachers and principal and administration, and whose 

interests are generally being met by administrative decisions. 

Leadership and the Role of Principal 

The way that the Principal performs his or her work influences teachers' work. The 

two schools contrast very obviously in this area. Larry tried to be approachable and 

open to his staff, whereas the Principal at St Lukes was more traditional and 

conservative in manner. Although his office door was regularly kept open, the office 

staff determined who saw the Principal without an appointment, and the Deputy 

Principal was the person who tended to shield the Principal from all minor problems. 

Felicity said, 

when the Principal throws a tantrum about something he feels fragile about 
and walks out, everyone goes quiet. To avoid this we just keep it all 'froth 
and bubbles', we don't rock the boat. 

This Principal's method of leadership denied the teachers an opportunity to be more 

involved in creating school policy, or effective change. To this extent the teachers felt 

more like salaried technicians. They had little opportunity to develop their special 
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interests for the benefit of students and school, and appreciation and respect for what 

they did was not evident to them. In the case of Paula, this lack of relationship with 

the Principal made her uneasy about the tenure of her position. 

At the Community School, Larry came in for criticism too. The teachers were 

uncomfortable about commenting on his methods of leadership, as the school culture 

was both more democratic and supportive (uncritical). Teachers took on 

comparatively more personal responsibility than at St Lukes. Nevertheless, Larry was 

the one who distributed favours and work. He was seen to allow some teachers more 

leniency on deadlines than others, for example. This may have been simply due to his 

knowledge of the private circumstances affecting one teacher, and the unawareness of 

another. To the teachers, equity in treatment was important. 

~·More important, was the generally higher level of trust for Larry by his staff. There 

was enough interaction to promote confidence more than criticism of his leadership. 

Nevertheless, he found the problem of effective leadership two-edged. Larry tried to 

create an informal friendly relationship with his teachers, but he was aware of the 

difficulties this raised when he needed to reprimand a teacher. He found this difficult. 

There were times too, he said, when he just wanted a job done, without discussion or 

argument. It was "non-negotiable", yet teachers still wanted to put their point forward. 

The Principal at St Lukes did not have this problem. 

Both Principals suffered the effects of teacher inertia, or slowness about fulfilling a 

task. The teachers indicated that they did not always "pull with the boss on every 

issue" (Jason), as their agendas differed at times. Teachers realised they had the ability 

to reduce the effectiveness of programmes if they quietly did not co-operate. 

Continued passive resistance could lead to dismissal at St Lukes, it was less possible 

at the Community School. If it could be shown that the teacher in question held 

beliefs different to the philosophy of the school, and to that extent it would seem wise 

to part ways. Otherwise, such an action would reflect poorly on the schools' working 

harmony. In the classroom, Jason said, 
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no one looks over your shoulder, not because they trust you to do the right 
things, they're just busy with other things. The staff here, have been here for 
ages- they're not going to do anything that's provocative or scandalous, so, 
as far as the classroom goes, I'm a free agent. 

Yet, he said it was "unnerving" when at times, he received a note saying the principal 

wanted to talk to him. He said, 

its generally because of something to do with the boarding-house, that he has 
had to follow up because a parent rang him directly, instead of me. I'll get 
quizzed because of a decision I made to a student, that he overrides, because 
a parent has called. It leaves you feeling uneasy, but I guess I understand his 
position too. 

Although Jason had a level of control in his work as boarding house master, the 

students could find ways of getting around his decisions, and he would lose 

credibility. To follow out his work properly, he needed the support and confidence of 

the Principal. He was not completely confident he had this. 

There are situations in both schools where the teachers are institutionally constrained 

to an extent. Although they teach under a system of school based assessment, 

examples of the students' work is sent for assessment and standardisation to groups or 

"panels" of subject teachers in the local district, and later to state panels in Brisbane. 

This process of sampling and standardisation is called monitoring and reviewing. The 

teachers give their students a specific level of achievement and this needs to be 

supported by documentary evidence of the students' work, the teacher's work 

programme, assessment criteria and instruments. The panel responds to these 

documents and may adjust the teacher's assessment upwards, downwards or be in 

agreement. The object of this is to gain equality of gradings across the state for each 

subject. 

The teachers' said that they tended to feel threatened and anxious by this procedure, 

since they wanted to show their students to best advantage, but were aware their 

personal professional standards were also being evaluated. Further, since this 

paperwork went through the school office, the principal, and deputy always took the 
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opportunity to register these results. This appeared to teachers, to provide evidence to 

the school administration, of teachers' professional standing and credibility. 

Jason said, "questions get asked, you get picked up on why you had this kid two 

levels higher than the panel". These teachers spent a great deal of time to prepare their 

submissions, to maximise the students' advantage, while keeping within the limits of 

good judgement. The organisational system required good relationships between 

administrators (and panel members), and teachers to work well, and for students to 

benefit. Teachers were anxious during these evaluations as they were concerned for 

their students and their professional judgement. 

Staff Meetings 

Teachers spend time in staff meetings, generally chaired by the Principal. At St Lukes, 

the meetings were usually once a fortnight, and related to events proposed and 

information to be shared. Paula noted that the Principal tended to spend a lot of the 

meeting time talking, which from her perspective, did not allow time for teachers to 

bring up matters that may interest them. One consequence was that when the Principal 

. did try to implement peer appraisal techniques, there was little enthusiasm shown by 

the staff in general. They were used to his manner of directing meetings, and lacked 

the interest to be involved in this type of innovation. Meetings were business like, and 

there was an element of control administered by the Principal to prevent the 

discussion of items that may distract the meeting or cause controversy. Teachers 

attended, gathered the dates and other information, but did not contribute to any 

extent. 

In contrast, meetings at the Community School were more frequent and varied. There 

were regular once a week meetings dealing with business matters, such as which 

classes were going on a camp or excursion, and which teachers were organising 

specific activities. During the week, groups of teachers met together to promote 

different aspects of the school. There were meetings of primary teachers, secondary 

teachers, science teachers across the school, or language teachers. They met to discuss 
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parents' programmes, or individual student issues, the religious education programme 

and human relations programme, for example. support groups also met weekly. These 

were small groups of teachers who felt they related well enough to help each other 

with problems arising from their work. They tended to include a social purpose. 

The meetings focused on what they viewed to be real problems of students and 

classes, and they believed that as individuals they could generally contribute their 

ideas openly within the group of teachers. The Principal (Larry) was accommodating 

and appeared to listen to the views of the teachers. Teachers were willing to give time 

to collaborate in this practical way. Ruth noted her dilemma. She wished to participate 

in longer meetings to discuss programmes, and contribute her ideas, but due to her 

family commitments after school, she preferred to limit her involvement. 

Other meetings were generally ad hoc and called for special purposes. For example, 

all the teachers of a certain grade level, or a particular student, came together to 

discuss ways to solve specific problems. The teachers regarded these meetings as 

valuable, and generally were willing to give up time after school. The culture of the 

school tended to perpetuate this valuing of meetings. The small class sizes, and the 

relatively small staff aided teacher association. 

Rob, from the Community School, commented that he did not like meetings, although 

he regarded the teachers as well meaning and their aims worth while. He believed the 

meetings encroached on his free time. He generally did not attend. All the other 

teachers attended when required, both because they felt that it was expected of them 

as good caring teachers, and because they hoped to find them worthwhile. 

Other areas of institutional work for teachers were mainly the various supervisory 

duties required, and the maintenance of school rules and traditions. There were 

similarities and differences between the schools about the relative importance of this 

type of work. Within this, different teachers responded to the work according to their 

beliefs about the significance of the work. 
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At·both schools,·playground.duties were rostered, and all teachers participated. Some 

of the more senior teachers at St Lukes were excused this work, seemingly due to the 

pressure of other work. Also, Prefects tended to keep the play areas well supervised. 

Jason and Don took supervision seriously, whereas Rob, who took his tum, made no 

attempt to even look as though he was surveying the yard. He maintained that he was 

watching for safety reasons, but "not as a policeman". 

Other regulatory duties, such as attendance checking or lunch supervision were 

generally accepted as valid but onerous work, which kept teachers from getting on 

with other seemingly more valid jobs and lesson preparation. Both schools required 

students to wear complete school uniform. Standards of dress were expected to be 

upheld. Teachers at the Community School spoke to ·erring students, explained the 

point of the dress code in order for them to be properly dressed the next day. Teachers 

... {and Prefects) at St Lukes sent students to the Deputy Principal or Senior Mistress. A 

consequential punishment would be given, and the student followed up the next day. 

Teachers from St Lukes, who believed in the value of traditions, or dress codes, found-

themselves constantly battling between instances of poor student behaviour and the 

laxity of follow up from the administration. Felicity said, "every once in a while we 

get excited about the uniform, and there's a concerted effort. Then we let it all slide, 

until someone says it looks sloppy, then it's all on again". At the level of the 

individual institution, it becomes clear that certain rules, structures and ethos exist. 

These can be perpetuated, reinforced or sabotaged by the practices of individual 

teachers. Similarly, individual teachers bring their strengths and weaknesses to these 

situations which may influence the direction of school plans and policies. 

Teachers' Work and the Community Domain 

Although St Lukes liked to keep itself in the local paper by demonstrating its 

achievement in sports and academic areas, the major purpose seemed to be as an 

advertisement to increase enrolments. Both schools had a limited involvement in the 

local community and tended to be preoccupied with internal issues. 
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The Community School conducted parenting programmes, (for the parents of enrolled 

school children) and teacher development programmes (for its own teachers) each 

week during term time, and all the teachers were involved to different extents. The 

school's extension into the community was through these public adult programmes, 

not through involvements in competitive inter-school sports or subject competitions. 

The school has run study skill courses for local senior students using the philosophy 

of the school on building confidence, study techniques, relaxation and subject 

coaching. This involved a few teachers in organising and teaching these courses. 

Larry felt that the spin-off to this effort was worthwhile. The school students attending 

appreciated the facilities and the intensive help they received, and the Community 

School students heard what school life was like in other schools, from these students. 

Both schools organised programmes for work experience at the Year ten level. 

Teachers go out into the local community to arrange a week of work for students in 

local business houses. This provides students with a limited amount of experience as 

an employee. Similarly, both schools run Open Days to inform the public about the 

schools' facilities and activities. This year, through researcher observations, this 

involved a large amount of effort from all the teachers, during the particular day, and 

in the weeks of preparation. The value to St Lukes is in the potential for increased 

enrolments. The Community School used the opportunity to inform the public, more 

accurately, about its philosophy and practice. Both schools gained through the effort 

to achieve a well groomed facility, with work and projects completed and displayed. 

Teachers' Work and the Professional Domain 

In-Service Courses 

Due to the organisation of senior student assessment, teachers were obliged to become 

involved in an amount of in-service work to keep their curriculum and work 

programmes up to date. The school reserved the right to give permission for time 

away, but it was generally up to the teacher to request and attend these courses. 
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St Lukes encouraged attendance at courses, to have someone represent the school and 

to get access to up to date information. In the time of this study, all four teachers at St 

Lukes attended or had plans to attend short in-service courses. This necessitated the 

leaving of prepared work for their classes for other teachers to supervise. The major 

school determinants were the numbers of teachers that could be allowed away at any 

one time, and the costs involved. Subject department budgets could also be used. The 

Deputy Principal arranged in-service attendance and attempted to make this allocation 

equitable, between departments. Attendance at inter-state conferences was only 

permitted during school holiday breaks. 

Until recently, there was little encouragement by the administration for teachers at the 

Community School to attend outside courses. They regarded time spent discussing 

students, programmes and their own personal progress to be more beneficial or 

,worthwhile. As has been indicated, these meetings occurred frequently, usually twice 

to three times a week after school hours, and they satisfied the teachers to the extent 

that they believed they were attacking their own practical problem situations with like 

minded colleagues. The teachers took their own personal development seriously. Time 

was expected to be spent individually and personally in this area. 

The major school based motivator for increased teacher in-service seemed to be the 

rapidity of curriculum change being experienced, especially at the senior levels. 

School based assessment has been mentioned and contributed to the increased demand 

for information. Further, the teachers were expected to be familiar with, for example, 

the basic examination criteria for the externally organised and assessed Core Skills 

Test which every year 12 student must sit for certification eligibility, in order to help 

them be sufficiently prepared. 

Personal Study 

There were differences in the amount of further study teachers were involved in. 

There is no direct correlation between career advancement and academic study. For 

example, there were no stated positions at the Community School, beyond the 

designation of Principal. Gaining further qualifications would not ensure a promotion. 
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The promotional structure for teachers at St Lukes was fairly rigid. The teachers were 

all experienced teachers and had served at the school for several years. There was 

little change in personnel. 

Of the eight participating teachers in this study, only Jason was enrolled in post

graduate studies. He saw this as a necessary prerequisite to advancement into school 

administration. Although the involvement required about 15 hours of study each 

week, he was willing to pursue this course. The school helped to cover some of his 

study costs, and he was able to use secretarial help at times. Jason maintained that 

through his study involvement he gained an insight into the problems of being a 

school Principal, and tended to see the Principal's point of view, in contrast to his 

colleagues. 

Don indicated that he did not have time for further study, as he said, "some teachers 

manage to, but I'm flat out with my teaching". He did not see the value of study as a 

way to improve his practical approach to teaching. This was a common sentiment 

among the teachers, that academic study would not provide the means to improved 

classroom teaching, and student outcomes. 

During the course of this research, Larry enrolled in a leadership course to find ways 

to improve his effectiveness in the Community School. One of his stated problems 

was to get teachers to follow through with tasks, after their initial enthusiasm had 

slowed and pressures of alternative work grew. He had found that good ideas were 

difficult to bring to reality and to implement into the school day. 

The demands of this professional study took time away from his regular work, and 

although it was justifiable, and beneficial to Larry personally and to the school, the 

course requirements produced the consequence of directing and focusing his 

immediate interests on these issues. For example, as the course content involved 

developing a school review, this now became a good idea, and an issue for the school. 

Teachers' time and effort had to be directed towards this programme, and it became a 

problem of work intensification for a few teachers. 
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Implicit in some participants' discussions was the v1ew that really committed 

classroom teachers should not waste their time pursuing what amounts to self 

aggrandisement. It was rationalised that these courses could not be practically 

worthwhile. Teachers should not be chasing promotion but be content to teach as well 

as they can at the classroom level, for there is always plenty to do. Dedication to the 

classroom was held as a worthy aim. 

Opposing this view was one calling for new ideas and openness, to find a way out of 

the perpetuation of conservative teaching ideas and methods. Teachers felt that there 

must be solutions to their situations. 

Professional Development 

As has been noted, all the teachers tried to attend in-service courses in order to 

improve their programmes. Few felt the need for academic study to improve their 

teaching. All wished they could spend more time talking to other practising teachers 

in their subject areas to share information. The teachers at St Lukes were not 

interested in alternative ways of improving themselves. They were comfortable in 

their situations, and Felicity suggested that she was even a "little apathetic", as she 

suffered less from anger and frustration when she did not get involved in controversial 

issues. In her view, it appeared that teacher effort was not rewarded, for she said, "we 

all seem to get there in the end. I don't get any medals for what I do". Three teachers 

at St Lukes commented quite independently on the amount of effort required to 

complete an application for senior teacher promotion (after seeing what a colleague 

had to do). Characteristically, they said that they felt this should not be necessary to 

find the right person for the job. Yet, they were encouraging their students to do just 

that, as they exited the school. 

At St Lukes, the teachers wanted to be recognised and appreciated for a job well done. 

Since they did not have a well developed collegial support organisation, and practised 

very much in isolation, they perhaps expected this praise and recognition to come 

from the administration. To some extent they knew they were dependent on their 
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students for positive feedback. This contributed to their feelings of vulnerability and 

frustration at times. And yet as professionals, there were occasions when they would 

be conscious that they should not need to look to others for reassurance and praise. 

This area of teacher's personal strengths and the dilemmas that teachers experienced 

at times, has only been lightly explored in this study, and could valuably be 

researched in more depth. It appeared to be a factor affecting the different responses 

between teachers. Intuitively, it would seem that such strength would come part of the 

way to alleviating some of the frustrations and difficulties teachers experienced at 

times in their work. The example of Don' s strong attitude towards his work and 

students, seemed to shield him from the emotional ups and downs experienced at 

times by Felicity. And yet, it would be important to maintain qualities such as 

flexibility and self control in order to cope with the changing experiences of this 

work. 

The teachers at the Community School also wanted to be recognised for their efforts. 

They were fortunate, in comparison to teachers at St Lukes, because they got more 

positive feedback and support from school parents (during parent meetings), and from 

students also, due to smaller class sizes and increased teacher-student interaction. Like 

the other teachers, this need for recognition and praise was also a problem for the 

Community School teachers. 

During interviews, it was clear, that they were fairly close as colleagues, and they 

deeply appreciated each others' work and effort. Nevertheless, it was observed, that 

they rarely mentioned this fact to each other, explicitly. It was "not done" to comment 

on another's work, unless the subject was introduced by the Principal as a generally 

encouraging remark. So here again, there existed a dearth of encouragement between 

colleagues, despite the teachers' appreciation of each other at a deeper personal level. 

This observation was perhaps a form of well mannered behaviour, respecting the 

individual's right to privacy, and yet it seemed to contradict the essence of the 

school's ethos, of teachers working together and supporting one another for the 
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benefit of the students. They believed in the value of praising their students, to 

maintain the students' self-confidence, yet this did not follow into their collegial 

behaviour. Possibly, this practice was a remnant of past experiences in different 

contexts. 

Summary 

This chapter has outlined some aspects of teachers' work focusing on four domains of 

that work; the classroom, the school, the community and the professional domain. 

Teachers' work is varied and vast. It is open-ended, and teachers have an expectation 

of autonomy and privacy in pursuing their work, most of the time. There is an amount 

of confusion about what is included in the work. Some tasks are obviously 

educational, while others maintain institutional structures and requirements. This 

varies between school contexts and with individual teachers approaches to their work. 

The individual teacher's role also directs to some extent, which tasks an individual 

will attend to. This has consequences for the school. 

It appears that teachers' work has become intensified, as teachers appear to be 

influenced by bureaucratic decisions. Teachers have to cope with rapid curriculum, 

technological and social changes. Expectations of teachers' roles are extending and 

work is changing. The routines and valuation of continuity and stability in teachers' 

work may conflict with the need to cope with these changes. 

The two schools represented different contexts as places of work. They were both 

conservative to some extent. One was traditional and the other less formal and more 

flexible in organisation. Within these contexts, the individual teachers demonstrated 

some similarities and differences in actions and beliefs. These affected students' 

experiences, and contributed to the view that both the situational context and aspects 

of the individual teacher's personal characteristics interact to influence what happens 

at school. 
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Chapter Five will attempt to synthesise some of the influences affecting teachers' 

work to come to a clearer understanding of this interaction between the personal, 

situational and institutional in teaching. 
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