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INTRODUCTION

BACKGROUND TC THE STUDY

Specific impetis for the studv came from two sources. the first of which was the
invitational conference on Societal Change and its Impact on Education, held bv the
Australian Council for Edueational Resrareh (ACER) in 1980. One of the purpos:-s of the
conference was stated as 'a reconsideration of the form and function of edneation in the
light of change in societv' (Karmel, 1981:vii). and in one of the background papers Mrs
Jean Blackburn. former member of the Schools Commission. commented on‘a new
relationship that had developed between the educational svstem and the politv.

The Australian publie. and maoare especialiv polihtioiﬂns of everv huz. are no longer

willing io accept the role of pu! ing educational funds on the stump and running.

Both the scale of funding and its directions are likkelv to he further affected by this

developmnnt, and calls for greater efficiencyv in demonstrating results are likelv to
hecome 1nore insistent. (Blackburn, 1981:83)

The sacond source of inspiration for the study was the Schools Commission (1980)

publication, Schooling for 15 and 16-Year-Olds. the stated intention of which was to

‘raise and explore secondary schooling issues’ and to 'facilitate discussion of the issues
and encourage actien continuouslv to adapt schools to the future' (Sehools Commission,
1980:70); the document also contained a request for 'less debate and more monitoring of
what is effeetive in particular places with particular students' (Schools “ommission,
1980:23).

These statements ahout the role of education within the social framework of the
1980s engendered the idea of a studv which would identifv the cdiucational issues of
current importance to the communitv and the wavs in which schools were responding to
these issues.

As a preliminary step, it was decided to explore the literature from recent vears to
find out more about the ‘change in sncicty' referred to bv Karmel and the effect of this

change on education.

The last years of the 1970s brought forth a wealth of diagnoses and prognoses about
education in the next decade. Some writers linked their predictions of impending
educational changes to the social, economic, or political changes of the past decade,
although Blackburn (1981) expressed doubt about a eausal link between these tvpes of

changes.

We mav conclude ... that education svstems are slow to change in response to
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socinl changes and that there is no unambiguous path eonnecting s.teh ehanges with

educational responses. (Blackburn. 1981:82)

Wwhether or not educational change stemming from social and economic causes has
occurred or wi.l neeur, these contextnal factors have certainly infliuenced the discussion
of the eiucational issues of the eighties in the literature.

The economic factors that were seen to have had & bearing on education centred on
the economic recession that followed the era of prosperitv of the sixties and carlv
seventies. a recession that brought with it the problem of increased imemplovinent.
particularly in the 15-19 age group. Nifferent patterns of working life were evolving as
the impact of technology was felt on the domestic scene and the emplovment market,
There was conjecture about the effect of pnemplovment on the upper secondav school
level and about the link between slower opopulation growth and possible reduetions in
resource allocations of funds and persenncl 10 sehools.

Social factors that were mentioned in connection with current educational issies
were: the multieultural nature of contemporarv Australian societv; the changing role of
women: the changing composition of the traditional familv unit and the emergence of a
diversity of family life styles: and the inerease in leisure time that was likelv to tesult
from changing work patterns.

The political action that probablv had the greatest direct effect on education in
the 1970s was the creation of the Schools Commission in 1973: as well as being
responsible for large financial disbursements, its purpose was to determine national
educational policies and priorities for funding through programs such Aas the
Disadvantaged Schools Program, the Special Education Program, and the Services and
Development Program. Since the 1950s the Cominonwealth Government had become
much more involved in education, particularly in terms of its finanecial commitment. The
percentage of the total expenditure on education contributed by the Commonwealth
increased from 2.6 per cent in 1956-57 to 42.1 per cent in 1976-77.

Through the operation of its various programs the Schools Commission sought the
realization of the educational principles explicated in its annual reports: prineiples such
as equality of opportunity for all students, diversity of edueational choice, co-operation
hetween education systems, greater devolution of responsibility to the local school level,
and community involvement in edueation.

Similar forces were at work at state as well as federal levels during the 1970s:
inereased emphasis was given by state education departments to the decentralization of
decision making through regional offices of education, the encouragement of more active
involvement of parents and community members in sehool governance, and school-based
curriculum development (at the same time as the Commonwealth Government
established the national Curriculum Development Centre, which involved teachers in its

developmental work). Curriculum development durinT this period saw the emergence of

9 2
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a new tvpe of Hroad speetrum development (such as the Language Development Project)
and a1 inereased intorest in areas aneh as integrated studies and the biological and social
scirnees, k

he soread of comprehensive education in the 1360s, together with the inereased
finaneial mvestment in edueation and publie belief in the direct relationship between

qualifications qnd

emplovment, led to a higher retention rate in secondary schools in the
1870s and a 2reater diversity of offerings and opportunities in the tertiarv sector.
particularly in colleges of advanced education and Technical and Further Education

(TAFE) eolleges.

Reaction to the Developments of th_o__l_QTO:

‘Bv the end of the deeade public optimism and confidence in education, so apparent in the

earlv and middle vears of the seventies, had beriun tn fade, and writers commented on
the general feeling of dissatisfaction with the educational process:
Ther~ ean be no doubt that Australia enters the 1980s with a sense of ecrisis

pervading the communitv about the educational system.
(Sneehan, 1980:75)

There is disillusionment with the whole educational enterprise., in which so manv
illusions have »een invested, (Blackburn, 1981:83)

The new timeos are enrolment decline, resource decline and dissipating public
confidencee in and satisfaction with Australian schools.
(Sungaila, 1981:280)

Unease about schooling is widespread. Confidence in the henefits of schooling
individuallv and soeciallv has given wav to doubt and a desire for reassurance.
{Schools Commission, 1980:2)

Several souirces of dissatisfaction were repeatedlv mentioned in the literature.
Doubts were exoressed about the validitv of the attempts made hv the Schools
Commission to achieve equalitv of opportumity through the allocation »f monev to
upgrade resourees in sehools, It was suggested that attention should be focused on the
quality of educational activities rather than on the amount of resources made available
to facilitate the activities (D'Cruz and Sheehan, 1978)., Because educational
qualifications could no longer ensure a good job, questions were raised about the purpose
of education, in particular the value of the academic orientation of secondarv schools
an< abont the issue of voeational training versus general education (Tasmania,
Commitlier on Secondarv Edueation, 1977: Tasmania, Education Department, 1978;
Shechan, 1980). Reference was made to the conflieting demands being made on schools:
comprehensive education and the varietv of new approaches to curriculum development
led to publie fears of a Ascline in standards and a call for more emphasis on basic skills;
at the same time, it was felt that schools should be doing more in the area of social
development, to combat the problems created bv vouth unemplovment, alienation, and

family break down (Collins and Hughes, 1978; Schools Commission, 1981), rittenden

P 10
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(1981:52) wrote of a 'crisis in identity' in the secondary school where teachers find
themselves called on 'to play such roles as those of parents. social workers, emplovment

agents, and psychologists as well as teachers',

F_r-simcwork of the Studv

The general aim of the present studv was to classifv the wide range of community
expectations of schooling outlined in the previous section, and to document the wevs in
whieh schools were attempting to meet these expectations.

The studv was plannecd in four stages:

1 a literature search to identify the educational issues of {mportance to members of
the school and wider ec mmunities:

2 the development of a classification of educational issues;

3 a survey of sehool principals to determine their prioritics among the issues in the
classification and to gether information ahout school practires that reflect these
priorities:

4 studies of school practice that exemplifv the important issues identified in the

survey.

Literature search, To obtain a comprehensive range of opinion about the

educational issues of the eighties. it was decided to establish a broad source base for the
literature search within a narrow time frame. Thus literature with a publication date
preceding 1977 would not be consicered, but anv post—1977 pronouncement on
educational issues that emerged from the literature search would be given
considerestion; the sources would range from newspaper commentaries to committee
findings to public opinion survevs. Because the focus of the studv was on Australian

schools, the literature search would be confined to Australian reports.

Classification of educational issues. It was plunned to present the issues derived

from the literature search in the form of a classification that would cluster tvpes of
issues under different headings: such a classification would be of use not onlv in the
present study but for future research studies in the area. To validate the classification
structure and content, feedback would be sought from a range of school and community

groups.

Survey of principals. Surveys of community expectations of education in Australia

have tended to focus on a particular State or an area within a State or a single school.
This study would use aa Australia—wide sample with proportional representations from
States and from government and non-government svstems. There would be equal
representation from primary and secondary schools, with 200 from each level. As well as

system and level, variables sueh as size and location of school would be taken into

4

11
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aecount in the data analvsis, thus providing detailed information of a kind not previously

available,

Studies  of  sehool  practice, Recenvuse it wonld  he  impossibla> to survev
representatives of all sectors af the sehaol community, the prineinal was chosen to spoak
on the sehool’s hehalf abont the issues that were important to individual sehools, In the
second part of the questionnaire to prineipals. respondents would be required to give
Hrief deseriptions of the school practices that incorporated their prioritv issues, and
from these deseriptions about 12 <chonls would he selected for follow-up visits, These
visits would enable 'nore infafmation to be ceollected about successful rractices, and
would provide an opportunity to collect the views of other members of tie srhool
commimity - teachers, students, and parents - about the issues that the principals
considered to be of importanee,

The first three stages of the studv are discussed in Part 1 of (his report, and the

fourth stage in Part 1,
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CHAPTER 1

THE LITERATUPFE SEARCH

The literature search was made through the Australian Education Index 1979-81, and
additional references were followed up that were mentioned in the literature. The
search was limited to Avustralian references in the period 1977-81, with particular
attention given to the vears 1979 and 1980; the turning point of a decade presents a
natural opportunity for retrospective reflections and predictive pronouncements. It was
decided to focus mainly on literature that viewed the issues from a broad rather than a
narrow perspective, on discussions of expectations of schooling and directions in
education rather than specific topics such as exaniinations or class size, There is a vast
amount of literature on specific issues, but these writers are often long-term proponents
of certain approaches regardless of time and context and do not discuss the place of a
particular issue in relation to the whole spectrum of educational issues.

Some of the statements that were made about expectations or directions were,
although philosophicalllv interesting, too general to be of use in the identifica’ion of
issues. Between the extremes of too general and too specific fell a number of references
that could be used in the development of a classification of educational issues; among
this number were 14 opinion survevs and over 40 other statements from books,
newspapers, journals, research reports, conference reports, and committee findings. In
these refercnces, opinions were expressed by teachers, parents, students, employers,
media commentators, educational administrators, staff in tertiary institutions, and

educational researchers.

The Surveys

_ All 14 surveys were concerned with expectations of education but, as can he seen from

Table 1.1, there was considerable variation among the survevs in sample size, target
population, response rate, method, and format. For instance: sample sizes ranged from
95 to 4500: the target population could be a single group (such as students), the school
community, or the general public; the coverage varied from a single school to
Australia-wide representation; the lowest response rate was 46 per cent, the highest 90
per’ cent. As far as the method and format were concerned, the instruments used were
questionnaires or structured interviews containing statements abou! aims and
expectations of schooling (and sometimes knowledge of and satisfaction with schools);
responses were usually recorded on some form of Likert scale such as 'Stronglv Agree’ to
'Sti-onglv Disagree', or 'Extremelv Important' to 'Of No Importance'. Some of the survevs

asked respondents to differentiate between what schools were doing and what schools

14
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Botsman and Browne (1977) survev as a guide. which had been adapted from an American
Gallup Poll on attitudes to education: others again used instruments developed bv the
researchers themselves. often after discussions with and feedback from the relevant
communityv groups.

Because the surveys had a common rurpose. to record expectatiors of education in
various communitv groups. it would seem logical to report on similarities and differences
in the results, but the variations mentioned in the previous paragraph raise doubts about
the usefulness of detailed comparisons. Further obstacles to comparative discussions of
survevs were pointed out by ‘ason (1979). who analvsed the responses to 12 survevs of
coinmunity expectations of education. [er concern was with the nature of the items.
She felt that most items werc statements of 'best possible outcomes' which inevitably
drew wide support from respondents. for who could deny that students should be able to
read well. to understand themselves and be sensitive to others? The resultant difficultv
for fhe comparative researcher lay in the lack of discrimination which characterized
survev findings. a difficulty compounded by the use of rating rather than ranking
response formats. Another problem with the nature of survey items that Mason -
encountered concerned the terminology emploved in item statements. She found that
items worded in general terms (for example. 'Has a good background of general
kncwledge') tended to be rated higher on importance than similar items expressed in
specifie terms (for example, "Knows historv. geographv and social studiesn.

it was not only the nature of the items and the wav thev were written that
presented difficulties in making a comparative studv of the 14 survevs. but also the item
range and the grouping of items for the purposes of analvsis. The problem with the range
of items was that. while some issues were eommon to all survevs (such as reading and
number skills, job reiated skills. and motivation for learning), others appeared onlv
oceasionally. and some of these 'occasional' items were rated as verv important bv
certain respondents (such as 'politeness’ by parents and 'teacher-student relationships' by
students); therefore comparisons of these results with the results of survevs lacking such
items were difficult. The grouping of items into scales as an aid to interpretation also
complicate.. comparative discussion. The same broad areas were covered bv the scales
{such as basic skills. personal development. and practical skills) but the foeus was not
alwavs quite the same - one studv had a Social Competence scale. another a Social/Moral
Emphasis scale. and a third had two scales. Social Awareness and
Socialization/Discipline. As a result of the slight differences in focus. similar items
would appear in different scales in two survevs: for instance. 'writing reports and letters'
was in an [ntellectual scale for one survev and in a Practical scale for another: the
Social Competence scale in one survev contained items on sex education and drug
education. while in another survev sex rducation was in the Phvsical scale and drug

education in the Practical scale.
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For all the reasons mentioned above, there will be no detailed eomparative
discussion of the outcomes of the 14 survevs included in the literature review. Some
idea of the naturc of each of the survevs (for convenience, Mason's studv is described as
a 'survev' although it is a svnthesis of items from 12 survevs) can he gathered from Table
1.1: useful summéries of most of the survevs are contained in a recent publication by

Collins and Hughes (1982), Where Junior Schools Are Heading. In the rest of this section,

short descriptions are given of four of the larger-scale survevs, followed hv a general

discussion of the most frequentlv mentioned issues in the 14 survevs.

Survev of Public Opinion about Schools in NSW (Baumgart et al., 1980). The

sampling procedure emploved in this study was to select 15 dwellings from each
metropolitan and country distriet in the State and interview all inhabitants in those
dwellings over the age of 18. The resnonses of the 1341 people interviewed were
tabulated according to variables such as age, sex, level of eduecatinn, and countrv of
origin. The findings closelv paralleled those of similar survevs in South Australia and
Queensland. Respondents were asked to rate statements about goals of schooling both
for the importance of the goals and for the success of schools in achieving them. The
researchers grouped 24 of the items into five scales concerned with the role of schools,
and in the data analvsis gave each a mean rating for importance and success. All five
scales were rated on average as above 'moderatelv important' goals for schools in the

following order of importance:

1 Basic Skills (three items, e.g. 'Teaching fundamentals like reading, writing, and

arithmetic');

[Sv]

2ersonal Development (seven items e.g. 'Developing a desire to learn more

throughout life').

3 Social Competence (six items, e.g. 'Hélping students to understand the rights and
duties of citizenship");

4 Practical (five items, e.g. "Teaching home-making and handvman skills");

5 Cultural (three items, e.g. 'Developing an interest in art, literature, music, drama".

Basic Skills and Personal Development received the highest mean rating for the
success of schools in achieving the goals, although there was a greater discrepancy in
these two scales between mean ratings of importance and success than in the other three

scales.

What Australian Society Expects of its Schools, Teachers and Teaching (Campbell

and Robinson, 1979). The sample in this studv consisted of 174 schools from all States,
and five categories of respondents were selected from each school community -
teachers, students, parents, local business people, and unionists. Data analvsis of a pilot

survey had resulted in the identification of five major sets of educational expectations:
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industrial. social., academie, humanistic. and fundamentalist. Each set of expectations
was represented in seven blocks of issues: the functions of sehools. the teacher's role in
decision making. the development of curricula. knowledge which sehools should develop,
handling of values, mativation of students, and fostering of learning. The H0-item
questionnaire presented statements in issue blocks. each of which covered the five
expectation sets. Responses to statements took two forms, one on a five-point scale of
legitimacv and the other on a three-point scale of desired emphasis. The researchers
identified regions of consensus and lack of consensus between the five groups of
respondents.

In all groups consensus was higher on legitimacy of expectations than on requests
for increased emphasis. The researchers did not find much difference between the
responses of the five groups. although 'in general, the teachers and the unionists were
more person-oriented and less industriallv-oriented than were business persons, parents
and students' (Campbell & Robinson, 1979:58). Seven items were given the highest rating
on both legitimacy and increased emphasis. all drawn from the humanistic, academic and
social sets of expectations: the items that comprised this 'blueprint for change in
education’ (Campbell & Robinson, 1979:57) were:

Prepare children to cope with, and contribute to, life in societv.

Prepare children to work co-operatively with others in building their cultures and

societies.

Nevelop in ench child a sense of personal worth and esteem.

Schools should ensure that children know how to discover new knowledge.

Schools should ensure that children know how to assemble facts, pose questions.

and arrive at tentative answers.

Children should be motivated bV teachers displaving warmth, supportiveness, and

respect towards them.

Learning should be fostered by children and teachers working together on

significant problems,

L,ooking at other items rated as important bv all groups. the researchers c¢oncluded
that 'schools are being asked to assume new responsibilities relating to socialization
functions which were previously undertaken by agencies such as the home and the

neighbourhood (page 58).

Expectations of Secondary Schools (Collins and Hughes, 1978). The questionnaire

to parents, teachers, and students in New South Wales contained 47 items on aims of
education. divided into three groups: (1) 'Basic' items, covering skills in reading,
arithmetic, and clear speaking (three items); (2) 'Fringe' items, covering areas such as
sex and drug education, home manazement, sport, creative expression, religious

education (twelve items); and (3) 'Factor' items. covering five general orientations to

13
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education - academic (seven items), socialization and discipline (five items), personal
autonomy (seven items), practical (seven items). and social awareness (six items).

More than 30 of the 47 goals were considered to be of more than moderate
importance to the respondents. The hasic skills items were at the top of the rank order
of importance for all three respondent groups and academic items at the bottom,
particularly those concerned with humanities subjects, For students, the next most
important goals were practical ones concerned with job-related skills and knowledge and
daily-living skills. followed bv fringe items concerned with drug, sex. and health
education. Teachers rate-i as second most important those personal autonomy items
concerned with the developit.ent of independent thinking and studyv skills, acceptance of
others. and self-confidence. Parents' preferences showed a mixture of the trends in the
other two groups; thev were concerned with self-confidence, drug education,
independent work attitudes, practical writing skills, and punctuality.

Discrepancy ratings were calculated to record the differences between importance
and achievement ratings for the goal statements. The three groups were reasonablv
satisfied with the school's achievement in the basic skills of reading and arithmetic as
well as in most fringe areas, and thev felt that schools were coping well with academic
subjects (although these were rated low in importance). Parents and students expressed
most dissatisfaction with the school's teaching of practical skills, while teachers were
most dissatisfied with achievement in the personal autonomyv and social awareness
areas. There was general agreement across the three groups that schools should improve
their teaching of clear and effective speaking, job-relatad knowledge and skills, life

skills and money management, and independent thinkin-,.

An Evaluation of Research in Community Expectations of Education (Mason,

1979). An analysis was made of the findings of 12 research studies involving the
educational expectations of Australian teachers. parents, and students. The studies
contained a total of 417 items which, on the basis of commonalty, were reduced to 109
composite items or goal statements, scored on a seven-point scale of impprtance. The
stalements were categorized under seven headings: intellectual. physical, aesthetic,
religious. emotional/personal, social/moral. and practical.

There was general agreement across the three groups on the relative importance of
half the 109 composite items. The goals considered to be the most important were those
concerning the basie skills (reading, mathematics, speaking. listening, and writing) and
two items from the social/moral scale concerned with acquiring a set of moral values
and knowing what to do in emergencies; in the middle range of importance was a varietv
of goals concerning personal. social and physical development; and lowest in importance
were goals dealing with artistic endeavour, religion, and most traditional academic
subjects. In addition to those goals that were importsnt to all groups, parents placed

particular value on enquiry skills, self-confidence and self-respect. motivation, practical
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writing skills, job guidance, and punctualitv; teachers rated as extremelv important
enquirv and analvtic skills, understanding of self and others, health and safetv
knawledge. and social skills and understanding: students' highest ratings were given to a
numher of joh-related Toals and dailv life competencies sueh as driver education and sex
education.

In an overall summarv of the findings. Mason highlighted two findings as most
worthy of comment and further consideration: one was the relative laek of emphasis
given bv all groups to manv subjects which currentlv comprise school curricula; such as
historv. science. and literature; the other was the emphasis given bv students and
parents in partieular to very specific practical skills and knowledge which have
traditionallv been considered the responsihilitv of the home rather than the school, such

as monev management, driver edueation. and familv-living skills.

Important Issues

Communitv groups were represented in the 14 survevs listed in Table 1.1 in the following
numbers: general public (3), business and unions (2), teachers (4), parents (7), and
students (8). It was particularly useful to have such a relatively large representation of
student opinion. and 4lso emplover representation, as these were sectors of the
community that did not feature in the rest of the literature. Trends in the various
sectors were for the general publie. and business @nd unions, to emphasize the
importance of preparation for the world of work, basic skills, and enquirv and processing
skills; teachers valued basic skills, enquirv and processing skills, the development of
personal identity, and the studv of social structures and social issues: students placed
most importance on preparation for the world of work, teacher-student relations, and the
acquisition of dailv life competencies; and parents thought that hasic skills, preparation
for the world of work, dailv li(e skills, personal identitv and student independence were
the most important issues.

Overall, the most frequentlv mentioned issues in the survevs, in order of
importance, were: preparation for the world of work, basic skills, daily life
comrpetencies. the development of personal identitv, teacher-student relationships, and

enquirv and processing skills.

Other Statements of Issues

The other statements about the educational issues of the eighties came mainlv from
journal articles and research or committee reports. The range of people who made these
statements did not include students cr business people, but both these groups had been
represented in the survevs. It was not that these groups had nothing to sav; rather that

the tvpe of literature search undertaken did not have direct aceess to the appropriate

-
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sources such as trade journals or school newspapers. GGroups that were reoresented in the
other statements that had not been specificallv identified in the survevs were
educational administrators (such as representatives from t..e Commonwealth Schools
Commission. state committees of inquirv into eduecation, and directors general of
edueation) and people from tertiarv institutions who were involved in educational
research.

The discussions of Australian education and where it shonld he heading in the 1980s
centred on manv of the issues identified in the survevs - issues such as basic skills, dailv

life skills, and preparation for work, as ean he seen from the following extracts.

On basie skills:

The importance of basic skills was one of the most commonlv raised points during
this study. Apart from the traditional view of emplovers. which has changed little
in fifty vears, that voung job seekers should have greater skills in such areas as
aceuracy in spelling or legible writing, there was more general interest in whether
the standards of basic skills in our schools are high enousgh and if not what should
be done. (Schools Commission, 1980:20)

I believe it is towards these essential skills (liternev and numeraev) that we must
redirect our attention in the eichties. (Lacv (Assistant Minister for Education).
1979:15)

On daily life skills:

There are some aspects of the eurriculum which will need special emphasis in all
schools during the 80s ... a8 Inovement towards a broader interpretation of personal
development, one which emphasizes more stronglv the social responsibilities of
people living together in communities, and recognizes that intellectual
development is not the only responsibilitv of schools. (South Australia, Education
Department, 1981:26)

Trends in the late 1970s and 1980s sugrest that more parents are relving on the
school to provide social skills and not just edicational skills. (Rootsev (Vietorian
Teachers Union), 1982:18)

On preparation for the world of work:

The studv of work, as it is appropriate to the school ... is not essentiallv concerned
with the making of choices about the kind of paid work individual students will do,
though it could greatly assist that. It is rather concerned with definitions of what
work is, whv it is important to people, how its nature and availability has heen
affected bv technological change in the past, is being affected in the present and is
likely to be affected in the future, (Schools Commission, 1980:1R)

This will require the schools to co-operate with institutions carrving out programs
more directlv related to the labour market and to rising unemplovment. (D'Cruz
and Sheehan, 1978:289)

The survevs tended to focus almost entirelv on curricular issues, but in the rest of the
literature other tvpes of issues emerged as well, mainlv to do with the organizational
aspects of school. Two of the more frequentlv nentioned topies of this tvpe were the
autonomv of schools and the structure of schooling.

There needs to be a move awav from extreme centralism towards a more

autonomous, flexible, local basis for making educational decisions, especiallv bv
parents and teachers, in an attempt to decrease the isolation of the school and lead
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education towards a more locallv-sensitive and culturally-related system of
schooling. (Pettit, 1980:15)

If the concept of a school dav was extended to cover a period of sav from 9 a.m. to
9 p.m. then the possibilities of creating jobs for more teachers and increasing
community participation in continuing education are readilyv apparent. (Wood,
1980:19)

A comprehensive youth policy would include a range of options for vouth (15-19)

rather than the traditional full-time education or full-time employment. (Karmel,

1979:14)
Altogether, from the survevs listed in Table 1.1 and the other literature, it was possible
to identifv over 70 issues that people considered to be important for Australian schools
in the 1980s. The i§sues that were most frequentlv mentioned were: the basic skills of
reading, writing, and mathematics; the practical skills and competencies that enable an
individual to function efficiently in daily life; preparation for the world of work; the
development of personal identity and a sense of personal worth; and catering for the
individual needs of students.

Approaching the next stage of the project, it was decided that, rather than give
school principals a 'ist of 70 issues to sort through. it would be advisable to order the

issues into some sort of categorical framework.
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CHAPTER 2

THE CLASSIFICATION OF EDUCATIONAL ISSUES

The literature search had led to the identification of 70 issues of current importance for
schools. This number seemed too unwieldy for the purposes of the questionnaire, so an
attempt was made to combine issues - for instance, the issue of 'examinations and
assessment' was combined with 'eredentials and reporting' as these seemed to be two
aspects of the one issue. In this way the number of issues was reduced to 30.

Despite this reduction there was still an inevitable overlap between issues,
inevitable because of the complex interrelationship between various emphases and
aspects of schooling - for example, 'basic skills' and 'core curriculum' were identified as
separate issues of concern, and vet basie skills are often seen as a principal component
of a core curriculum.

Some of the 70 issues were deleted, not because they were unclear or unimportant,
but because they were either too general or outside the control of the school. 'Equality
of opportunity' was one issue that was abandoned because its scope was so broad that it
covered many other more specific issues and therefore, in the context of this
classification, it was redundant. Another reason for the deletion of such general issues
was that their very generalitv made them universallv acceptable and therefore
inappropriate for inclusion in & questionnaire designed to uncover the degrees of
importance accorded to various educational issues. ‘'Funding' and 'privatization of
education’ were issues that were considered to be outside the control of the school: these
types of issues were excluded from the classification because school principals, the
target group fc- the questionnaire about issues, would be powerless in most cases to do
anytlﬁng about these issues within their schools, no matter how important thev believed

them to be.

The Classification Framework

The literature search had already shown that there were two tvpes of issues, those
concerned with school organization and those concerned with the curriculum and the
process of learning. The research literature on school effects provided some
justification for this dichotomous view of education. Barr and Dreeben (1978:91),
discussing the production function model as it applied to school effects, distinguished
between 'the flow and character of the productive (sehooling) process, and the properties
of the firm (the school) itself’; Bidwell and Kasarda (1980:402) supported this distinction,
maintaining that 'schools are organizations that conduct instruction. Schooling is the

process through which instruction oceurs'.
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'School and schooling’, 'structure and process', 'organization and curriculum' seemed
to be similar conceptual pairings, and the last-mentioned pair was chosen to represent
the major categories in the classification. The thirty educational issues derived from the

literature search could be slotted quite easily into either of these two categc;ries.

Organizati~n

The 1 ;ith an organizational orientation seemed to be divided into two areas:
those ith the management structure of the school, and those dealing with the
teach’ .cture of the school. Support for this organizational division can be found in
the . of Centra and Potter (1980) who developed a structural model of school
v .es that influenced learning outcomes: listed as the two main items of the 'within

sciiool  conditions' block were ‘'mdministrative organization' and ‘'instructioral
organization', which were very similar to the 'management' and 'teaching' areas of the
present classification. The issues in the -classification were grouped under the

management and teaching headings in the following way:
Management

1 School aims and their achievement. The school should be accountable for its

product: it should provide a clear statement of aims and the appropriate
procedures for their achievement: it should also devise a means of determining the

extent to which school aims are being achieved.

(S~

School autonomyv. The dependence of the school on a central education authoritv

should be greatlvy reduced. The school communitv (including teachers, students,

and parents) should be able to make its own decisions about poliev, curriculum, and

organization.

3 Community involvement. Students and staff should take part in community

activities, and the communitv (parents and other interested citizens) should

participate in school governance and activities.

4 The role of school leaders. The school principal, and others in leadership positions,

should be given the power and training to facilitate change, to create structures

and provide support for the implementation of poliev.

5 Co-operation between educational institutions. Improvement and expansion of

educational opportunities for students can be achieved by broadening the
operational base of the single school to include co-operative ventures across levels

(primary, secondary, TAFE) and across svstems (government, non-government).

6 Access to education. The structuring of the school prograin should be open and

flexible to enable periodic as well as regular access from a wider range of people
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than the present school population. Alternative methods of time allocation should

be considered.

7 Alternative organizational units. To cater for the needs of students of different

ages, interests, and abilities. consideration should be given to schooling structures
that differ from conventional primarv and secondary structures, for example,

senior eolleges for Years 11 and 12, subschools, vertical grouping.

Teaching

8 Assessment and credentials. New assessment, reporting and credentialling

procedures are needed which take into ‘account a broad range of attributes in

addition to cognitive skills.

9 Discipline and control. The enforcement ¢~ discipline and eantrol in the sehoo!

and in the classroom has become increasingly difficult. How to exercise control

without being unduly repressive or restrictive is the problem.

10 Teaching methods. Innovative approaches to the teaching task should be

encouraged, such as team teaching, teaching across grades, the use of older

students or peers as tutors.

11 Pastoral care. School staff members should be accessible to students, and provide

the care and counselling necessary for the e scnal development of students.

12 Professicnal development of teachers. In-service education is needed to stimulate

teachers (in a projected era of non -usuility) and to provide them with the skills

necessary for their expanding roles as edurcaotors,

The definitions which accompanied the issues attempted to summarize the points

that were made in the literature.

Curriculum

The 18 issues with a curriculum orientation were grouped under four headings derived
from a model of schooling developed by Mitchell and Spady (1978) and Spady and Mitechell
(1977, 1979), The model specified four societal expectations of schooling: to encourage

and enhance the personal development of intellectual, physical, and emotional skills and

abilities; to facilitate and certify performance competency; to generate and support

sociai integration among individuals across groups; and to nurture a sense of social

responsibility for students' own actions and for the groups to which they belong.

Equivalents to these four functions of schooling are described in the research
literature. Browne (1981:22) talks of the development of new skills, professionalization,

socialization, and status achievement; Meade (1981:9) suggests that the school is
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concerned with providing self-development, equality of educational opportunity,
mutuallv rewarding involvement with others, and capabilities and competencies

necessary to improve society.

Personal Deve,>pment

13 Catering for student needs. School practice should be able to adapt to the needs

and potential of the individual student, particularly when the student is excluded
from equal participation in edugatioc because of language, culture, sexX,

geographical isolation, or intellectuaf'ér physical handicap.

14 Relevance of learning. For effective learning to take place, it is essential to

mrke learning tasks directlv applicable to the interests and experience of the

students.

15 Integration of subject areas. There should be integrated planning across the

curriculum, drawing on knowledge from separate subject areas to support themes

and topics.

16 Understanding the world of work. The study of work as a human activity should be

part of every school curriculum, a study that might include, but should not be

confined to, such activities as work experience and career guidance.

17 Enquiry and processing skills. Student must be taught how to seek out, interpret,

and evaluate information from various sources.

18 Communication skills. Students should be trained to communicate effectivelv in

speech and in writing.

19 Leisure education. Because of the likelihood of increased leisure time in the

future, children should be given the opportunity to participate in appropriate

sporting, recreational, and cultural activities.

20 Technological educatior. Students should be introduced to specific applications of

technology, and helped to undersiand the context and consequences of

technological change.

Performance Competency

21 Academic excellence. Standards of academic excellence should be maintained and

disciplined studies in traditional subjects made available for students who would

benefit from them.

22  Basic skills. The strongest emphasis should be placed on bringing all children to a

level of competence in the basic skills of reading, writing, and mathematies.

21
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23 Core curriculuim. There should be a core curriculum for all schools which contains

a set of learning experiences that shouit be aequired bv all students as a basis for

personal development and social participation.

24 Voecational training. Schools should give more attention to the tecaching of

knowledge and skills to equip students for future occupations.

Social Responsibility

25 Development of independence. It is the school's responsibility to help its students

to become resourceful, self-directing. autonomous individuals who are capable of

making their own decisions.

26 Life role competencies. Schools should equip students with specific practical

skills to enable them to cope with and contribute to life in society.

27 Vioral education. The curriculur: should include a studv of the moral aspests of

social issues. either as a separate subject or in the context of several disciplines.

Social Integration

28 Development of personal identity. Each student should be helped to develop an

understanding of self and a sense of personal worth.

29 Co-operative learning. Schools should stress the value of co-operation rather than

competition as a motivation for learning, and teach children how to work together

for their mutual benefit.

30  Multicultural education. Children should be taught the value and meaning of

cultural diversity within a cohesive social framework. with reference to the

Australian context.

Community Feedback

The framework of the classification had been established and the issues defined. Before
sending the questionnaire containing the classification to school principals, it was
decided to subject it to a trial run, not with principals alone, but with members of the
community groups who had provided the commentary on the issues in the first place.
The trial would serve a dual purpose: it would help to identify any difficulties or
ambiguities in the general format of the questionnaire and the wording of issue
definitions, and it would determine whether the issues identified in the literature
covered the full range of community concerns and interests.

The Directory of Australian Associations (1981) and Australian Education Directory

(1980) provided the names of community groups from which to select a sample. The
27 22
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directories listed state and national associations and other official bodies and covered #ll
the groups that had appeared in the literature search. 1t was thought that a target
number of 100 for the trial run would cover all groups and allow for adequate
representation from all States. The groups represented in the sample were emplovers,
educational administrators (from regional offices of eJueation, Catholie education
offices. and Independent schools associations), institutes of educational research.
principals associations, teachers associations, and parents associations. Students were
under-represented, because students associations tend to be at the school or local level
rather than at the state level: however, students had been hetter represented (and
therefore their view more thoroughlv canvassed) than any other category in the 14
surveys discussed in the last chapter. Education centre personnel were included as a new

category: their opinions were sought because of their position at the interface between

schools and the community.

The Questionnaire

The issues were presented under their category headings, as described in the previous
section, Respondents were asked to choose up to four Organization issues and up to six
Curriculum issues which they considered to be of major importance to schools. They
were asked also to comment on the categories and the issues definitions, and to make
additions to or deletions from the list of issues. The questinnnaires were sent to the
presidents, secretaries. or eXecutive officers of the various community groups
represented in the sample. These people were asked to respond to the questionnaire on
behalf of their associations or groups, or as individual members of the groups thev
represented.

Questionnaires were sent to 133 people, although the final number was reduced to
125, mainly because the people concerned represented groups that had been disbanded.
There was & 61 per cent response rate to the questionnaire, which was a satisfactory
result for a trial run such as this, where the focus was on reactive comment rather than
a quantitative measure of community opinion. Of the 76 responses, f6 indicated which
issues they considered to be most important, and many offered comments on the

classification; the remaining 1€ offered comments only.

The Outcome: Modification of the Classification

As a result of the many helpful comments made by respondents, some changes were
made to the classification of educational issues.

The category headings of Management and Teaching in the Organization section
seemed to be satisfactory, but there was some confusion about the four categories in the
Curriculum section; in particular, respondents found it difficult to distinguish between

Social Integration and Social Responsibilitv. These two categories were therefore
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amalgamated under the heading of Social NDevelopment; to balance this amalgamation.
the few Performance Competency issues were absorbed into Personal Development.
Thus the new classification contained two sections, Organization and Curriculum, with
two categories in each section.

Another source of confusion was the lack of stated criteria for determining the
relative importance of the issucs - were the issues to be regarded as 'problem areas' or
were they 'policy areas'? In the questionnaire to principals the following explanation was
offered:

According to the Oxford dictionary an 'issue' can be a 'point in question' or an

'outcome!', so that in the context of the sehool an issue mav be important either as

a subject for debate ('something we are thinking about’) or as the realization of a

policy decision ('something we are doing). For the purposes of this Classification

the focus is on the second of the two definitions, the things you are doing in the
school as a result of policy decisions.

As a result of respondents’ comments, the wording of the issue definitions was
change ! so that they became less dogmatie, less ambiguous, and, it was hoped, more
lucid and accurate.

It was pointed out by respondents that there was still some overlap between issues.
so certain issues were combined and the definitions adjusted accordingly: Understanding
the World of Work (issue 16) and Vocational Training (issue 24) became Preparation for
the World of Work; Community Involvement (issue 3) and Access to Education (issues 6)
became The School and the Community; and Development of Independence (issue 25) was
split into its personal development and social development components, and became part
of Enquiry and Processing Skills in the one case and Development of Personal Identity in
the other. Teaching Methods (issue 10) was deleted because it was seen as part of School
Aims and their Achievement, not as an issue on its own.

Some of the issues were seen to be too general: Relevance of Learning (issue 14)
was deleted because it was part of manv issues; Catering for Student Needs (issue 13)
was deleted, and replaced by two more specific issues, Education of Disadvantaged
Students and Education of Gifted Children (which also contained part of the inadequately
defined issue 21, Academic Excellence).

There were several additional issues mentioned by respondents that had not been
included in the classification; the issues were religious education, phvsical education,
health education, teacher-student relationships, and a study of contemporary social
structures and issues. All these issues had come up in the literature search but had not
been listed as separate issues for various reasons: teacher-student relationships were
thought to be too general a topic, religious education and phvsical education provided too
narrow a focus on particular traditional subjects, and a study of contemporarv societv
was implied in several other issues. The issues were subsequently included in the

principals questionnaire because a sufficient number of community respondents felt that
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Tahle 2.1 Community Ouestiosnnaire: Major Issnes for Total Sample
Percentage of
respondents
selecting 1ssue
Item nn, Isesup (N = AR)

Nrgzanization

1 School Aims and their Achievement 68
12 Professional Development of Teachers 58
4 The Role of School Leaders 42
2 Schonl Autonomv 3h
3 Communitv Involvenment 313
Curriculum
13 Catering for Student Needs 58
18 Communication Skills 58
17 Enquirv and Processing Skills 53
28 Development of Personal Identity 513
25 Development of Indenendence 49
22 Basic Skills 44
23 Core Curriculum 35
29 Co-operative Learning 33
16 Understanding the World of Work 30

thev were issues of considerable importance for schools. Physical Education (including
health education) became a separate issue, as did Contemporary Societv and Social
Change. Religious education was specifically mentioned in the definition of Moral
Education, and teacher-student relationships were included in the definition of Pastoral

Care.

The Outcome: Patterns of Response

The main purpose of the community questionnaire was to obtain feedback on the nature
and wording of the classification of issues before sending it out to school principals. A
seconu. v purpose was to identify the issues in the classification which communitv
respondents felt were the most important for schools. Listed in Table 2.1 are the 14
issues (out of a total of 30) that were identified as important by at least 30 per cent of
the respondents. The cut-off level was fixed at 30 per cent because the response curve
dropped markedlv at this point. The most frequently mentioned issues are listed in order
of importance under the two category headings.

The community directives for education that seem to emerge from these figures
are, in the organization area, that the school community should be responsible for setting
goals for the school and determining the hest means of achieving them, and that staff
development should be a priority. In the curriculum area, it was the more general issue
statements that drew support rather thar those that were subject-referenced, a trend

that echoes the research evidence quoted earlier (Mason, 1979); in this area, the
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community directive seemed to be that individual differences should be taken into
account. and that each child should be helped to develop a sense of personal identitv, and
should be equipped with recognized learning and communication skills,

The patterns of response for particular groups are noted in Table 2.2. Emplovers
are not included because there were only three responses from this group: it should be
noted. however. that there was unanimous agreement among the three respondents on
the importance of assessment. communication skills. and core curriculum.

The major issues for the groups indicated in Table 2.2 represent support from
approximately three-quarters of the respondents in each group. except for teachers.
whose support for issues was more diverse (with the most popular issues eliciting support
from half the group). The findings of Campbell and Robinson (1979), in their
Australia-wide survey of community groups (see Chapter 1). showed a similar trend - a
much wider range of opinions among teachers than among other groups. Further
confirmation of this trend was found. in the present studv. in a closer examination of the
two largest groups. teachers and educational administrators. The latter group was made
up of representatives of the three systems (government. Catholic. and Independent);
some differences in attitudes «nd emphasis might have been expected within this group.
but the respondents of the three svstems showed a high degree of agreement. On the
other hand. in the 'teachers' group, there were differences in responses not onlv between
systems. but also between teachers and prinecipals. Those {rom government schools were
more supportive of in-service education, discipline (particularly the principals). and
community involvement and access to education than those from non-government
schools: the reverse was true (more support from non-government schoonls) for the issues
of leisure education. and academic excellence (particularly the principals). The issues
supported almost exclusively by principals (of all systems) were school aims and their
achievement, and the development of personal identity: teachers gave particular support
to co-operative learning and understanding the world of work.

Table 2.2 identifies the five or six priority issues for each of the five groups.
There was some variation between groups and. as might be expected. the groups that had
most in common (as far as the issues were concerned) were those that were most closelv
associated in the educational world: thus the views of parents were closest to those of
education centre personnel. administrators were closest to researchers and teachers,
education centre personnel to parents and teachers, researchers to administrators and
teachers. while teachers seemed to stand in the centre with links to all groups. It would
appear that, in this small sample of community expectations of education. parents had
least in common with the other groups in the school community. and teachers had the
most in common with the other groups.

Teachers are often accused of being limited in their views and unaware of the

world outside the classroom. The information that emerged from this stage of the study
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Table 2.2 Communitv Questionnaire: Major Issues for Particular Groups

Fd. Ed.
{tem Teachers Parents Admin, Research Cantres
no. Issue (N=15) (N=12) (N=21) (N=8) (N=6)
Organization
1 Schoo! Aims * * * * *
2 Scnool Autonomv *
3 Community Tnvolvement *
4 Role of School Leaders * *
12 Professional Development * * * *
purriCUlum
13 Student Needs * * * *
17 Processing Skills % * *
18 Communication Skills * * * *
22 Basic Skills * *
25 Development of Independence *
28 Personal Tdentity *

- that there is a diversitv of views within a group of teacher repre<entatives and a
commonalty of autlook with other ecueation gronps - helps to diseredit this acecusation.
It does not help to solve the problem of where schools should he heading in the eighties;
it merelv eonfirms that manv drmnands are being marde on sehools and that teachers nre

aware of these demands and attempting to respond to them.
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CHAPTER 3

QUESTIONNAIRE TO PRINCIPALS

A revised version of the clascification of eduecatinnal issues was droduced which
incorporated the alterations ard modifications snggested  Hv  eammunity  groin
representatives, as diseussed in Chapwer 2. It was this version of the classification that
was sent to school prineipals in 1982 (sec Appendix D.

The introductory page of the questionnaire to principals explained how the
classification hac been Aeveloped. and defined the wav in whirh the wapd Yissne' was nsed
- as an outeoma rather than a point in questinn. The task required of princinsls was
three-fold: first, to identifv the issnes of major current impartance in their sehnols (up
to four issues in the Organization section and up to <ix issues in the Curriculnm sectinn,
plus anv other important issues that were nnt inelnded in the elassifieation): seceand, to
deseribe some of the current practices in their schools that exemplified their priority
issties; and third. to iden‘ifv anv educatinnal issues of prtential importance to their
schools and possible eonstraints on this implementatinn.

The purpose of this stage of the stadv was tn Aatarmine what the sehaols
the meelves saw as the important educational issues of the eightinrs., Tdeallv the survev
would have canvassed the views of trachers, students and parents, hit at a ~ational level
and within the time constraints this was impossible. The principal was chosen as the
foeus of the studv as representative of the most powarful influence in the sehool. in A
position to make: a major contribution to poliev deeisions on organization and
curriculum. [t was planned that the next stage nf the studv vrould entail visits to some
of the schools in the sample to supplement principals’ views with those of teachers and
students.

Factors that were taken into account in selecting the sample and analvsing the
data were the conventional ones of level (primarv. secondary), syctpml(gov@rnmor\t,
non-government), size (large, small). and loeation (metropolitan, countrv), It was felt
that these were the school tvpologv variahles most likelv to affeet the orincipals’ choice
of the most important educational issues for their schools; level and svstam, hecause of
different origins, traditions nnd orientations: cize, breause this has bacn a contrihutory
factor in the development of theories of schools as organizatinns; and locatinns. because
of different communitv pressures and relationships in eitv and countrv.

The rest of this chapter describes the administratinn of the questionnaire. the data

analysis, and the implications of the findings.

33 =



O

ERIC

Aruitoxt provided by Eic:

Table 3.1 Survev Sample and Response Rate

Primarv Schools Secondary Schools
Proposed Actual Response Proposed Actual Response
sample sample rate (%) sample sample rate (%)
Government 157 151 60 134 127 70
Non-Governm~nt 43 43 h5 66 66 82
Total 200 194 A1 200 193 74

Administration of the Questionnaire

The questinnnaires. together with a covering letter, were sent out to a sample of school
principals in all States between Varch and Julv 1982; time of dispateh was dependent on
the written consent of individiral state directrrs general to the involvement of
government schools in the project. Two rounds of reminder letters were sent to

non-respondents at monthly intervals.

The Surveyv Sample

A stratified random sainple of 200 primarv and 200 secondarv schools was selected to
take part in the survev. with proportional representation from States and from school
svstems (government. Catholic, and Independent). The variables of location and size
were nnt incorporated into the sample structure as it was felt that both would be fairlv
r;epresented in a random sample. Research studies which focus on students or teachers
often reduce or make adiustments for the aumber of verv small sehools {siich as
one-teacher primarv schools) in their samples because. although there is u relativelv
large number of these schools. they represent onlv & verv small proportion of the total
student or teacher populations. In this study the sample population comprised principals
speaking on behalf of their schools. therefore school size was not a relevant factor in the
sample structc-e: however the relatively high proportion of verv small schools in the
sample enabled comparisons to be made with larger schools in the data analvsis,
Government schools in Tasmania were not available to take part in the studv, so
the final number of schools in the sample was rediueed by six in the primarv seetar and

seven in the secondarv sector (see Table 3.1).

Response Rm

As can be seen from Table 3.1, the response rate in the survev was higher from
secondarv schools than from primarv schools, and within the two levels there was a
higher response from non-government schools than from government schools. For the

purpose of this table. and for the data mnalvsis reported in the next section, the

_eategories of Catholic and Independent schools were combined to form a non-government
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Table 3.2 Response Rate: 53chool Practices and Other [ssues

Primarv Schools Secondarv Schoonls
School Pracrices 101 (8h%)« 128 (90%)
Potential Issues 77 (K5%) . 109 (7A%)
Other Issues 18 (15%) 29 (20%)

* Ppercentage figure given refers to percentage of total
response not of tntal sample

school category, hecause the numbers in the Independent school category were too small
to justify its separation from the other non-government categorv (Catholic schaols)

It is difficult to say whv primary school principals were more reluctant than their
secondary counterparts to participate in the survey. It micht have heen expected that
principals of very small primary schools in remote areas. feeling that manv of the iss.2s
were irrelevant to their situations. would influence the low return rate; in fact there was
little difference in the response rates of the smaller and larger primary schools. except
in Vietoria where the small school response rate was low. It could be conjectured that
the principals of primary schools are more satisfied with and sure of their schools'
policies and practices. and are under less public pressure than the secondary school
principals.

Even among the respondents there was a greater measure of interest and

involvement expressed by secondary than by primary school principals. This can be seen

in Table 3.2. which records the number cf principals at the two levels who deseribed the

school practices that exemplified their prioritv issues. and those who took up the
invitation to identify other (unlisted) issues and potential issues of importance to their

schools.

Analysis of the Data

The purpose of the data analysis was to provide answers to twe questions:

1 What educational issues are of major current importance in this sample of schools,
according to their principals?

2 Does the size or location of a school or the system or level to which it belongs have
any bearing on the way its principal responds to the Classification of Educational

Issues?

.

The answer to the first question was obtained by a simple frequency count of responses
to the 26 issues in the Classification (see the first column of Table 3.3) which is
discussed in the next section. The other columns in Table 3.3 present the data in four

different ways as a basis for further examination in the search for an answer to the
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second question. The distribution of the samnle aceording to level and svstem has heen
explained in an enarlier part of this chapter: the loeation dietntomv was linked to a
distanee of above or below 45 kilometres from a eapital ecitv or Geelong or Neweastle:
and the division aceording to size was fixed at 30 stndents in the 10-vear-old eohort at
primarv level and at 100 students in the 14-vear-old cohort at secondarv level.

[t shoutd he remembered that the Tlassifieation of Eduestional lesines was divided
into the twn eategories of Organization (with sub-categories of Vanagement and
Teaehing) and Currienlum (with sub-eategories of Personal! and Soerial Development).
Because respondents were asked to ehoose 1p to four issues in the former eategorv and

up to six in the latter, the outeomes for the two eategories are diseussed separatel -,

Figure 3.1 gives the rank order of issues in the Organization and Currieulum categories
for the group as< a whole (the actual pereentages ean be found in the first ecolumn of
Table 3.3).

The first four issues in the Organization list received support from more than half
the respondents. The first two. Sehool Aims and Pastoral Care, were rather general in
seope and uncontentious in content, which might have contributed to their popularitv - at
a verv basic level a principal's interpretation of these two issies eould have been, 'V e
have a svllabus which we get through each vear. and we ecare for our students'. The
definition of issues such as School Autonomv. School and the Communitv. and
Alternative Organizational Arrangements contained specific references to the
involvement of various sectors of the educationally concerned eommunity hoth within
and outside the school, whieh perhaps made these issues more contentions, and thev did
receive less support from principals. On the other hand. Professional Development and
Discipline received considerable support although thev too were concerned with more
specific aspects of school organization - perhaps this reflects a concern of the principals
that hoth students and teachers should learn how best to fulfil their respective roles
within the structure provided bv the school. The low rating given to Training for
Administrators might indicate that the principals felt that thev and their fellow
administrators were carrving out their own roles satisfactorilv and did not need such help.

It is apparent from the rank order of Curriculim issues that the principals in the
sample gave a high prioritv to the aequisition of cognitive skills. Three of the four issues
that received more than 50 per cent support were of this kind: namelv Basic,
Communication, and Enquirv and Processing Skills; the exeeption is the issue from the
social development sub-category, Development of Personal Identitv, which is perhaps the
Curriculum equivalent of Pastoral Care in the Organization categorv, both containing a

general statement about the nurture of the individual student,
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Table 3.3 Issue Frequencies (percentages) for Total Group and for Level, System, Size, and Location

Level System Size Location

Total  Prim,  Sec. Govt,  Nom-Govt, Large Small  Metrop, Countrv
Group  (N=118) (N=143)  (N=179) (N=B2) (N=125) (N=136) (N=138) (N=123)
Tssue (¥=261)

Organization

School Alms 10 10 69 13 h3 1l 87 68 12
School Autonomy 28 26 30 26 33 12 2 10 26
Administrators 15 17 13 18 9 18 12 16 14
Community 38 4 1 42 31 28 48% 33 45
Alternative Ccganization 2} 14 26% 2 2 28 18 21 18
Assessment 28 30 2] 27 32 1 29 2 30
Discipline % 5% 5 54 51 5 57 54 51
Pastoral Care 63 5 70% 53 g5+ 59 hb A5 60
Professional Developnent 63 10 57 68 50% bl 61 b4 )
Curriculum

World of Work 43 12 68% 4l 46 4 41 39 46
Enquiry Skills 51 62 43 54 46 50 52 49 54
Coomunication Skills 5 67 4% 62 bk 54 57 5 60
Disadvantaged Students 3 3 32 3 3 3 12 35 33
Gifted Students 23 /X! 2 22 23 29 17 2 20
Integrated Studies 16 25 g 15 20 14 18 17 15
Technology 23 1 T 26 17 26 20 23 X
Physical Education 13 39 28 37 23 3 29 16 30
Leisure Fducation 28 29 28 27 3l 25 32 26 3
Basic Skills 65 15 57% 68 59 62 68 58 73
Core Curriculum 3 38 30 37 2 30 37 3l 3
Moral Fducation 33 21 1] 10 §2x 24 Lo 36 29
Co=operative Education 25 3 | 7% 3 [ 2 2 2 2
Multicultural Education 15 16 13 15 15 16 13 17 10
Personal Identity 5 59 30 48 68 54 5 52 %
Social Competencies 20 7 32 23 15 23 18 7 24
Contemporary Society 17 12 20 16 18 18 15 20 13

* Percentage differences that are zignificant at the 5 per cent level according to Oppenhein’s (1966) monograph,

ERIC
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Organization Curriculum

] School Alms and their Achievement 1 Basic Skills
2 Pastoral Care 2 Communicaticn Skills
3 Prolensional Development of Teachers 3 Development of Personal Identitv
4 Disciplire and Control 4 FEnquirv and Processing Skills
5 The School and the Communitv 5 Preparation fcr the World of Work
6 School Autonomy 6 FEducation of Disadvantaged Students
6 Assessment & Credentials 7 Core Curriculum
8 Alternative Organizational 8 Physical Education
Arrangements 9 Moral Education
9 Training for Administrators 10 Education for Leisure

1l Co-operative Learning

12 Technologv in Education

13 Education of Gifted Children

14 Special Social Competencies

15 Contemporarv Societv and Social
Change

16 Integrated Studies and Courses

17 Multicultural Education

Figure 3.1 Rank Order of Issues for Total Group: Organization and Curriculum

The four Curriculum issues that received least support from prineipals showed a
pattern that was the reverse of the top four issues, in that threc of the four were from
the social development sub-categorv. It is particularly surprising that Multicultural
Education, an issue that has loomed large in political as well as educational Gebate in the
1980s, should appear at the bottom of the rank order with only 15 per cent support.

The traditional emphasis of schooling has been on learning acquisition rather than
social development, although over recent vears various sectors of the school and wider
community have advocated that more school time should be allocated to social
development. It would ceem that the prineipals in this sample ineline to the more

traditional view of education.
Other Issues

Principals were given the opportunity to make additions to the Classification of
Educational Issues, but only a small number responded (see Table 3.2). Of those that did
respond, few put forward ideas that were new or appropriate to the Classification: some
of the issues mentioned merzaly involved restatements of issues already listed, and others
belong under the heading of Potential Issues ('points in question’ rather than 'outcomes’ as
outlined in the questionnaire instructions).

A much higher percentage of the principals (more than two-thirds) responded to the
invitation to list potential issues of importance to their schools. Most of the issues they
identified under this heading were linked with organizational problems and areas of
dissatisfaction rather than innovatory ideas. The four most frequently mentioned issues

were the following:
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1 staffing - problems of structure, mobilitv. morale. inexperience, and lack of

support staff:

2 inadequate puildings and facilities:
3 funding - method and amount;
4 relevance of curriculum, balancing academic and soecial education. responding to

the needs of the communitv.

Differences between Groups

The four double cclumns in Table 3.3 show how the response frequencies were presented
in four different wsgvs so that a decision could be made about further investigations of
differences between responses of principals when groiped according to school level,
system, size, and locatiocn.

The Oppenheim (1966:287-292) nomographs were used as a simple screening device
to determine the significance of the differences in percentages. With grouos of these
sizes a difference in percentage of 15 per cent was significant at the 5 per cent level.
The percentage differences that reached this level are identified in Table 3.3: there were
ten instances found in the grouping of issues according to Level. six in the System
grouping, two in the Size grouping, and one in the Location grouping.

There were so few percentage differences of consequence in the Size and Location
groupings that these factors were omitted from further analvsis. The higher number of
percentage differences of consequence in the Level and Svstem groupings seemed to

justify further investigation of the effects of these factors on principals’ responses.

Level and Svstem Differences

It would not have been helpful to use the T.evel and Svstem percentages given in Tabte
3.3 as a basis for further analysis because the two sets of respsnses are not indepondent.
coming as thev do from the same sample of principals. To facilitate further
investigation of the data, the responses were divided into the four separate categories of
primary government, primary non-government. secondarv government. and secondarv
non-government so that the influence of the two factors. level and svstem. could be
more clearly seen and evaluated. Table 3.4 gives the response frequencies for the four
groups; Figures 3.2 and 3.3 present the same information in a graphic form that makes it
easier to assimilete the differences between the groups in the support thev gave to the
various issues.

Several differing patterns of response can be discerned in the presentation of
Organization issues in Figure 3.2: Pastoral Care was given far more support bv
non-government than government school principals; Alternative Organizational

Arrengements received more support from secondary than from primarv principals; most
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Table 3.4 TIssue 7 quencies (percentages) for Systems within Levels

Primary Secondary

Issues Govt. Nnn-Govt. Govt. Non-Govt.

(N=90) {N=28) (N=89) (N=34)
Organization
School Aims 76 54 70 69
School Autonomy 24 32 28 33
Administrators 19 11 17 7
Community 47 43 37 24
Alternative Organization 16 i1 29 286
Assessment 29 32 25 32
Discipline 56 64 53 54
Pastoral Care 46 82 60 87
Professional Development 47 57 63 46
Curriculum
World of Work 14 4 67 69
Enquiry Skills 64 54 43 43
Communication Skills 71 54 52 39
Disadvantaged Students 39 29 33 31
Gifted Students 24 18 20 26
Integrated Studies 4 29 5 15
Technology 13 11 38 20
Physical Education 42 29 33 20
Leisure Zducation 27 36 28 28
Basic Skills 77 71 60 52
Core Curriculum 38 39 36 20
Moral Education 10 82 10 82
Co-operative Learning 42 7 19 13
Multicultural Education 13 25 16 9
Personal Identity 52 79 43 63
Social Competence 8 4 38 20
Contemporary Society 13 7 18 24

principals gave firm support to School Aims and their Achievement. although this issue
seemed to be less important to non-government primary school principals; and support
for the School and the CZommunity decreased quite markedlv from the primarv
government group through the other two groups to the secondarv non-government group.

There were two major differences between groups in the responses to the

~ Curriculum issues charted in Figure 3.3: Preparation for the World of Work was verv

important to secondary principals but not to primary principals, and Moral Education was
of prime importance to non-government school principals but of negligible importance to
their government school counterparts; the latter pattern was repeated, though in a less
extreme form. in the responses to Nevelopment of Personal Identitv. The three Skills
issues (Basic, Communication, and Enquirv and Processing) showed a steps-and-stairs
pattern of response, with medium support from the secondarv non-government group
through to high suppert from the primarv government group. There were several

instances where one group stood out from thke other three: Co-operative Learning

3B Y,
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) +
Pastoral
Pastoral
80 4
Alins
70 + Al
Al
Discipline
60 4 Pastoral
Professional
Discipline
Frequency Ains Discipline
rpercentage) Disciphine
) 1~
Commuunity
Professional Professional
Pastoral
Community
H +
Communiv
Auronomy
Autonomy Asseasnient
30 + Assessment Alternative
Assessnent Autonomy Alternative
Autanomy Assessiment Conmmunity
20 +
Adminisrators
Albiernadve Administrators
Adniinistrators
10 + Administrators
Administrators
1 1 L |
Primary Primary Secondany Secondary
Government Non-Government Government Non-Government

figure 3.2 Rank Order of Organization Issues for Principals in Government

and Non-Government Primary and Secondary Schools

received higher support from primary government school principals; Technology in
Education and Special Social Competencies were particularly popular with secondary
government principals, while the support for Integrated Studies was very low from this

group; and secondary non-government school principals gave eonsiderably less support to

Physical Education and Core Curriculum than did the other three groups.

It was decided to undertake chi-square analyses of the data in order to establish &
basis for making judgments about the differences in responses between groups that was

more reliable and valid than the subjective scanning of graphs and percentage tables.
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Frequency
(percentage)

Figure 3.3

90 4+
Moral Moral
80 +
Personal
Basic
Commumnication  Basic
70 +
Work Work
Enquiry Personal
60 + Basic
Enquiry
Personal Communication Communication  Basic
50 1+
Co-operative Enquiry Enquiry
10+ PE. Core Personal
Disadvantaged Technology Communication
Core Leisure Social
Core
Disadvantaged  Disadvantaged
30 1+ P.E. P.E.
Integrated Letsure Leisure
Leisure Disadvantaged Gifted
Gifted Multicultural Cotemporary
Integrated ‘Technology
20 1+ Gifted P.E.
Gifted Co-operative Core
Work Contemporary  Social
Techuology Muldicultural Integrated
Muldculwural Co-operative
10 4+ Contemporary  Technology Moral Multicultural
Moral Co-operanve
Sodial Contemporary
Work Integrated
Socal
1 | 1 1
Primary Primary Secondary Secondary
Government Non-Government Govermment Non-Government

Rank Order of Curriculum Issues for Principals in Government and

Non-Government Primary and Secondary Schools
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The chi-square analysis is used to test whether a significant difference exists between an
observed number of responses falling in each category and an expected number based on
the null hypothesis of no interaction between classification categories (Siegel, 1956:43).
The null hypothesis in this case would be that there is no difference expected between
the four groups of prineipals in the proportional amount of support they give to an issue.

It was determined that the region of rejection of the null hypothesis would consist of all
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Table 3.5 System by Level Differences in Issues

Issue

Category showing strongest response

Pastoral Care
Professional Development
World of Work

Enquiry Skills
Communication Skills
Integrated Studies
Technology in Education
Basic Skills

Moral Education

non-government

secondary government

secondary

primary, particularly government
primary, particularly government
primary

secondary, particularly government
primary, particularly government
non-government

Co-operative Learning
Personal Identity
Special Social Competencies

primary government
non-government, particularly primary
secondary, particularly government

Note: Chi-square values significant dt the 0.01 level.

values of chi-square which were so large that the probability associated with their
oceurrence was edual to or less than one in a hundred (p < 0.01). Table 3.5 lists the 12
issues which fulfilled these requirements. Although the chi-square statistic provides
evidence of significant differences between groups, it does not identify the nature of the
differences, so a brief comment on the response trend in each of the 12 contingeney
tables is included in Table 3.5. , '

The evidence of the chi-square analysis confirmed most of the descriptive
comments made in previous paragraphs on the pattern of response. The major areas of
difference between principals, on the grounds of the level and system to which they
belong, may be summed up in the following way.

v

1 Primary. Two areas emerged as being of greater importance to primary school
princinals than to secondary school principals. The first area concerned the
acquisition of foundation learning skills (Communication Skills, Basic Skills,
Enquiry and Processing Skills) and was given particular emphasis by primary
principals in government schools; the second area of special interest to primary
principals was centred on the issue of Integrated Studies, and for primary
government school principals this co-ordinated approach to curriculum planning
was allied to the importance of a co-operative abproach to learning on the part of
students (the Co-operative Learning issue).

A sharp division emerged in the attitudes of primary principals to certain issues
that concerned the social development aspect of the curriculum as it applied to
individua)l students: non-government school principals gave top priority to the issue
of Moral Education whereas only 10 per cent of government school principals
identified this issue as important; likewise, Development of Personal Identity and
the organizational issue of Pastoral Care were markedly more important to

non-government school principals.
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[§v]

Sccondarv.  The distinpguishing feature- of the secondarv principals' response
pattern was a concern to associate the curriculum more closelv with the activities
of the world outside the school houndaries: Preparation for the World of Work was
an issue of prime importance to all secondarv principals: and the principals from
the government sector gave particular support to the issues of Technologv in
Education and Special Social Competencies.

The differences between government and non-government secondarv principals
were the same as those identified in the ;;rimarv sectar. with higher emphasis given
bv the non-government school principals to the social development issues of Moral

Education, Development of Personal Identitv, and Pastoral Care.

Review

Previous sections have been devoted to a description and discussion of the outcomes of
the survev of principals on educational issues of importance to their schools. What has
to be determined now is the value of this studv when placed in the context of other
similar projects - to what extent do the findings of this survev confirm or contradict the
findings of other surveys, and does this studv have anvthing new to contribute to the

body of research in the area?

Comparison with Other Survevs

The 14 survevs discussed in Chapter 1 had high representation from school community
members, particularlv parents and students, and moderate representation from the wider
community. To recapitulate, the most frequentlv mentioned and most highlv rated issues
in these surveys were: preparation for the world of work, basic skills, dailv life skills,
the development of personal identity, teacher-student relations, and enquirv and
processing skills. There was a strong measure of support for these findings in the current
study, in that the principals gave high prioritv to all but one of the six issues. The one
exception was the issue of Special Social Competencies (Dailv Life Skills in the
Community questionnaire); in contrast to the strong support given to the (ssue in the 14
surveys, it received support from onlv 20 per cent of the respondents in the principals’
survey, ranking 14th out of the 17 Curriculum issues. A closer examination of the other
surveys provides a partial explanation of the disparitv: in most of the survevs that
included parents, students, or teachers, it was the rents and students that placed great
emphasis on the acquisition of practical skills (such as dailv life skills), while teachers
accorded the issue far less importance. Thus the views of the principals on the place of
practical living skills in the curriculura were similar to the general views of teachers in

the other survevs but at odds with other members of the school and wider communities.
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This conelusion is in accord with a point made in the Introduction to this report. that the
community has widened the scope of its expectations for schooling, so that teachers are
called upon to be 'parents, social workers, employment agents, and psyehologists as well
as teachers' (Crittenden, 1981:52).

Another source of comparison with the survey of principals is the outcome of the
survey of community members (reported in Chapter 2), which used the initial version of
the principals questionnaire, The respondents included parents, educational
administrators, educational researchers, employers, and education centre personnel as
well as teachers and principals.

In the Organization section, School Aims and Professional Development were given
highest priority in both surveys. (Pastoral Care must be diseounted as it did not appear
as a listed issue in the Community questionnaire.) There were two issues that elicited
very different amounts of support from the two groups of survev respondents. One issue
of this kind was Training for Administrators (The Role of School Leaders in the
Communitv questionnaire); this issue was selected as important bv 42 per cent of
community respondents but by only 15 per cent of the principals. This seems to indicate
that those outside the school are more convinced than those inside it that teachers in
leadership positions need training and help to enahble them to funetion more effectivelv.
The second issue to produce disparate results was Diseipline and Control, which received
far stronger support from principals than from community members (a 34 per cent
difference in response). The definition of the issue in the second questionnaire was
broader than in the first and made specific mention of aspects such as the development
of self-responsibilitv in students; nevertheless the difference in response does highlight
the obv s concern felt bv principals about this aspeet of school organization and
operatic::.

In the Curriculum section the choice of important issues was very much the same
ir both groups (again discounting the issues that were not common to both
questionnaires). The main emphasis was on the acquisition of cognitive learning and
ecommunication skills, although Basic Skills was rated as a more important issue bv
principals than by ecommunity representatives. The Work issue was identified by 43 per
cent of the principals and only 30 per cent of the eommunitv representatives, but this
may have been because there was a separate issue of Vocational Training on the

Community questionnaire which may have taken some support away from the Work issue.

The Contribution of the Study

The survey of principals differed from other surveys in three ways and, because of this,

the findings provide a source of new information about schools in the early 1980s.

1 The study provided information, on a national level, of the views of principals
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about priorities in education. Most of the survevs that included educational
practitioners focused on a school's teachers rather than its administrators, and, as
the Community questionnaire revealed (see Chapter 2), the views of these two

groups often differed.

2 Most of the other survevs were confined to curriculav issues; the survev of
principals added an organizational component because it seemed warranted bv the
evidence of the wider literature search on educational issues (see Chapter 1) and

was supported by research studies of school effects (see Chapter 2).

3 The nature of the sample was such that conclusions could be drawn not just about
the views of school principals in general, but about the differences in the views of
principals from government and non-gcvernment primarv and secondarV schools.
The analyses of the data showed that there was a greater number of significant

differences in level and system responses to Curriculum issues (10 out of 17) than to

Organization issues (2 out of 9), and that level rather than svstem was the differentiating

factor in most cases.

The three issues that did evoke markedlv different responses from the svstems
were Moral Education (a difference of 70 per cent), Pastoral Care (33 per' cent
difference), and Development of Personal Identity (21 per cent difference); all these
issues were given much stronger support bv the non-government than the government
school principals. One of the special claims by which non-government schools seek to
justify their existence has been the provision of care for the spiritual, social, and
emotional development as well as the intellectual development of the individual student,
and the findings of the current study support this claim. What the survev could not
determine was the degree to which the dav-to-day operation of a non-government schoo!l
might reflect these prineiples. It was planned in the next stage of the studv (see Part 1
of this report) to visit secondary schools, both government and non-government, where 8
beginning could be made in the investigation of the pastoral care component of
schooling. to determine whether the ‘all-round care' philosophy was successfully
translated into practicé in the non-government schools. It would also trv to determine
whether the same principles were operating (in what ways and with what degree of
emphasis) in government schools, perhaps under less readilv identifiable guises. Another
more carefully focused study with a wider sample of schools would be needed to provide
more than speculative answers to these questions.

The responses to nine issues were found to be significantly different on the basis of
level. The primary school profile that emerged from the statistics was of a group of
principals (and this was particularly true of the primary sechool principals from the

government sector) that laid strong emphasis on foundational learning skills and

a1 !
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co-operative endeavour, an outcome that is not surprising, for these have long been
accepted as appropriate areas of concern for primarv schools.

The acquisition of learning skills was not as important to secondarv as to primarv
school principals, although the three issues concerning these skills were ranked among
the top five curricular issues for both government and non-government secondary school
principals. The main factor which distinguished the secondary sector from the primarv
sector was the former's emphasis on the necessity to prepare its students for the world
of work. It has alwavs been acknowledged bv secondary school educators that thev have
a responsibility to prepare students for the time they emerge into the adult world. Until
the mid-1970s this responsibility was manifested in twn wavs: providing information
about career and tertiarv study requirements. and ensuring that students reached
whatever academic standards were necessary for them to proceed to tertiarv education
or to a job. Since that time the scope of secondaryv school responsibility in this area has
broadened considerably; over two-thirds of the survev respondents from secondarv
sehools saw as important such activities as 'the study of work as a human activity, career
guidance, work experience, training in special occupational skills, understanding the
implications of emplovment' (definition of Issue 10 in principals questionnaire).

The secondary school principals from government schools seem to have extended
their region of responsibility even further bv stressing the importance of equipping
students with knowledge and skills that would enable them to cope better with the
contemporary world. This concern is seen in the support given by this group of principals
to the issues of Technology in Education and Special Social Competencies. It would be
useful, both for educational theory and practice, for a follow-up study to focus on case
studies of the different ways in which schools incorporate these components into their

curricula.
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CHAPTER 4

BACKGROUND TO THE STUDY OF SCHOOL PRACTICE

The four stages of this research project show a progression from a theoretical to a
practical perspective on educational issues. The first three stages, discussed in Part I,
involved the development of a classification of educational issues derived from the
literature and a survev of principals to determine their priorities among the iésues. The
fourth stage, which is the subject of Part Il of the report, sought to examine the wav in

which those issues were reflected in educational practice in school settings.

Framework of the Fourth Stage of the Study

The Schools Commission (1980) report, which provided the impetus for this study,
contained some pointers to possible criteria for identifying successful school practice.

The Cbmmission’e study, Schooling for 15 and 16 Year-Olds, focused on a particular

age-group but included in its discussions the vears leading up to and following this period
of schooling. A major conelusion of the studv was:
In their general orientation most schools lag in their adjustment to the needs of a
full range of students for the last two decades of the twentieth centurv... The
challenge cannot be met, in the Commission's view, by anvthing less than a
fundamental reappraisal of the approach to the compulsorv Vesrs of schooling.
(Sehools Commission, 1980:5)
Working from the assumption of the need for reappraisal and adiustment in schools.
a view supported by manv current writers (see Introduction), the Commission went on to
identify two principles which it believed could provide a basis for the adjustment

process: valuing the whole age group, and relating knowiadge to life.

1 Valuing the whole age group. The Commission suggested that schools should seek

to build the confidence and competence of all students. to broaden the criteria of
achievement to include definitions of worth additional to those of academic
excelleace and sporting prowess. Tn our view it is esSential to regssert as a
fundamental stance about schooling that everv student should be valued, and

positively expected to succeed' (Schools Commission, 1980:7).

2 Relating knowledge to life. The Commission maintained that the modes of

teaching in many schools were not connected closelv enough with the realities of
the students' lives, and that it should be possible for schools to:
give emphasis to knowledge in a way which passes on the cultural content of
the society, which is useful in a range of settings in the world and which

involves the personal development of the students as well. In this wav the
difficulties of the academie curriculum from which many students get little
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and whieh is alienating to manv may be overcome as mav he the difficulties which
arise if teaching is based solelv on students' current interests. (Schools Commision,
1980:11)

Thus, in the Commission's terms. sehooling would be judged successful if it met a broad
range of personal and social needs. gave each student the experience of success, and
made learning relevant to the student. 'Schooling' as used by the Commission is a much
broader concept than 'school praetice’ as used in this studv. so it would not be expected
that each practice examined would necessarilv meet all the criteria. but these criteria
did provide a useful basis from which to work in describing and evaluating the outcomes

of specific school practices,

Conduct of the Study

Although the first three stages of the study dealt with ecducational issites of concern to
both primary and secondarv schools, it was decided that the fourth stage of the studv
would concentrate onlv on secondary schools, There were three reasons for this
decision: first. the response rate to the principals questionnaire seemed to indicate that
secondary principals were more interested in the approach taken bv this study than
primarv principals: second. the literature on educational issues focused on secondarv
education as the area most in need of reappraisal; and third. because onlv a limited
number of schools could be visited, it was necessarv to impose some boundaries on the
scope of the investigation,

The last page of the principals questionnaire allowed space for principals to write
brief descriptions of 'practices in your school that exemplify priority issues', The schoo!l
practices selected for further investigation were those that seemed to have something to
contribute in one of the areas identified as important bv secondarv school principals.
although some practices were included that were not among the principals' top priorities
but did seem to have something worthwhile to offer in terms of the Commission's
criteria.

Seventeen schools were visited in four States: nine government. four Catholic and
four Independent schools. There were 10 schools in other States or in remote countrv
areas that were contacted by telephone to find out more about the school practices their
principals had described. In the initial planning of the studv of school practices, it was
thought that 10 or 12 school visits would be enough for one person to cope with: but.

-when the questionnaires came in, it was found that the 'brief descriptions' of school
practice given by the principals were often very brief indeed, As it was often difficult
to judge the worth of a practice from just a few lines, it was decided to increase the
number of visits to allow for possible disappointments, It was anticipated that some

schools might need a time allocation of onlv an hour or two, while others might warrant
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a couple of davs. As it happened there were 1o <isappointments - everv school had
something of value to contribute to the studv. and manv made multiple contributions.
Information was collected not onlv about successful attempts at translating issues into
practice but also about unsuccessful or partiallv suceessful attempts and the reasons for
failure. It was found that no more than one dav was needed for a visit; within this time
spen, enough information could be collected from prineipals about the relevant practice
or practices.

During the visit. documentation was collected, tape-recorded discussions were held
with administrators. teachers. and students, and. where appropriate, observations were
made of the particular practice under consideration. In the time available it was not
possible to talk to parents, aithough discussion with other members of the school
communityv included reference to parent involvement and opinion. The discussions with
meimbers of the school community were structured to elicit information about =&
particular school practice in terms of: initiation and planning, facilitating and
constrainine factors in implementation, supportive structures and resources available,
and the effects of the practice on those involved and on other members of the school
population.

The 17 school vicits and 10 telephone calls produced an abundance of information
about manv issues, some of which had not been specified bv the principal on the
questionnaire but emerged in the course of discussion. During the development of the
classification of issues. the overlap between issues had prevented certain problems, but
these were nothing compared with the difficulties experienced in the analvsis of
interview data about school practices. While one practice might be readilv recognized as
an exemplar of a certain issue, A number of other issues could be subsumed within it: for
instance, a transition education program was a good example of Preparation for the
World of Work, but the program was also relevant to Communication Skills, Education
for Leisure, Development of Personal Identitv, and Special Social Competencies.

Despite the overlap and merging of issues, it was possible to categorize the
information about school practice under a number of issue headings from the
Organization and Curriculum sections of the Classification of Educational Issues, using
multiple school sources to report on each issue.

The deseriptions of school practice contained in the following chapters do not
represent the full range of activities that were going on in the 143 secondarv schools in
the survev sample; nor do thev represent the most successful school practices to be
found in the country. Thev do show what some schools are doing about a number of
important educational issues in a varietv of different wavs, some run-of-the-mill, others
exciting and innovatory, but all of them making an attempt to give better educational

provision to the children in their care. .
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Table 4.1 Identification of Schools and Practices
Schoot
Number Svstem Focus of Interest
1 Government Aims, Assessment, Core Cuvriculum
2 Independent Alwxs
3 Catholic Aims
4 Government Aims
5 Government Discipline, Co-operation, Autonomy, Vork
() Government Discipline, Co-operation, Assessment, Work
7 Catholic Discipline, Co-operatinn, Autonomy, Pastoral Care
8 Government Discipline, Work
9 Government Co-operation, Work
10 Government Co-operation, Work
11 Catholic Co~operation
12 Catholic Co-operation, Assessment, Work
13 Government Co-operation, Pastoral Care
14 Government Co~operation
15 Catholic Assessment, Cove Curriculum
16 Government Assessment, Basic Skills
17 Government Autonomy, Pastoral Care
18 Government Autonomy, Basic Skills
19 Independent Autoromy, Pastoral Care, Work
20 Catholic Autonomy, Pastoral Care
21 ludependent Autonomy, Pastoral Care, Work
22 Catholic Autonomv
23 Government Autonomy
24 Government Autonomy
25 Independent Pastoral Care
26 Government Basic 3kills, Work
27 Government Basic Skille, Work

In order to preserve confidentiality of information, while at the same time making

it possible for readers to link particular schools with deseriptions of practice. it was

decided to give each of the 27 schools a number. Table 4.1 lists the school numbers, the

systems to which they belong, and the issue headings under which particular school

practices are deseribed.
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CHAPTER §

ASPECTS OF SCHOOL ORGANIZATION

The Organization issues covered in the followiny pages are School Aims and their
Achievement. Pastoral Care, Discipline, Assessment and Credentials, School Autonomy
(which incorporates some aspects of School and Community), and one component of
Alternative Organizational Structures (co-operation between educational institutions).
The only priority issue that does not appear is Professional NDevelopment. hecause when
it was mentioned by school personnel it tended to be in relation to other issues as
preparation for carrving out a program (for example, staff development activities were a
component of the development of a core curriculum. and counselling courses were

undertaken by teachers in a school that was introducing a pastoral care program).

School Aims and their Achievemeng

This issue was judged to be important by two-thirds of the secondurv sehool principals in
the survey. but there were few specific examples given of practice in the questionnaire
responses other than comments like 'a thorough examination of our policy is being
carried out' or 'the whole staff is working on a review of aims and poliev'. It would seem
that statements of aims were commonly produced by schools, but there was little
mention of the other component of this issue, an assessinent of the extent to which aims
were achieved. The vice-principal of School 1 discussed the process and the possible
reasoiis for schools failing to consider this further component. She and the principal
worked together on a statement of aims for the schoo! which was discuissed at several
senior staff meetings.
We've got bits of paper to prove that we did it but I don't think it makes anv impact
on the organization because we didn't follow it through and insist that faculties did
something with it. It would take an enormous amount of time. We did the easv
part; the difficult part is linking up the insights vou got out of the setting down of
aims exercise with actual practice. and that's where the energy disappears because
it's so hard to do. I have worked in schools where it has been done. but it takes a
lot of motivation. Its main value is no. any grand justification of theory but the
fact that it makes teachers ask questions about what they're doing and thus gives
validity to the aims.
Three principals described aims and evaluation exercises of a more comprehensive

kind in which their schools ihad been involved.

1 School 2, an Independent school, had undertaken an evaluation, based on the
American Independent School evaluation model, in which members of staff were
actively involved. Despite the principal's reservations about the process, which he

suspected had a ’'capacity for buildieg in the status quo'. it resulted in the
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the definition of the sechool's identity in relation to the changiné nature of its
student population, and the other concerned with the lack of communication
between staff (from the two eampuses and within subject areas). The first issue
was still unresolved, but action had been taken on the second issue, in that
in-service time had been devoted to the development of curriculum objectives and
sequential learning processes in a number of subjects by small groups of teachers,
en~h group containing teachers from both campuses and from all year levels.

School 3, a Catholie school, had become involved in a three-stage program of
evaluation originally developed by some Catholie schools in America. During the
first stage, a series of residential seminars with teachers from other Catholic
schools are held to explore a personal and communal commitment to the vocation
of teaching in Catholic schools. In the second stage a profile of tre school
graduate is developed. which involves working out the non-negotiable elements in
five areas of the schooling process - ecademic learning, personal maturity. religion,
social justice and improvement, and becoming a loving and caring person. The
third stage involves undertaking an intensive curriculum review using the profile as
the reference point.

The staff of School 4, a government high school, was assisted by parents and
students in the development of a questionnaire containing 27 statements of
educational objectives for students covering seven areas: Mathematical Skills;
Literacy Skills; General Academic Objectives; Practical, Artistic and Physical
Objectives; Attitudes to School and Learning for Students; Social Attitudes at
School for Students; and General Social Objectives for Students. The questionnaire
was administered to all staff members, all students, and 60 parents from each form
level; the exercise was repeated one year later and again four years later to
determine the degree of agreement between staff, students and parents and to
check on the stability of the year level outecomes across time. There was & high
degree of agreement between the three groups of respondents in most areas: there
was some difference in the patterns of response across the seven vear levels, and
these patterns remained the same even after five vears. During this five-vear
period a statement of aims was e~nciated and, following the third survev,
curriculum reviews were undertaken by subject faculties in the light of the

specified objectives.

Comment

It is not only school principals who give high priority to the issue of school aims and their
achievement. The Schools Commission (1980:62) stated that, next to a consideration of

the leadersnip role of the principal, 'the action which will most benefit schools will be
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general reconsideration of objectives and organization'. A national sample of parents
who participated in a survev on educational priorities (Tlosier, 1979:10) gave as one of its
top priorities a ‘better evaluation of the extent to which the aims of educaticn are being
achieved in the schoo!.'. The number of requests to the Education Department for school
reviews from secondary schools in Vietoria, for instance, also indicates the measure of
concern for this issue. However, as remarked earlier, there seems to be a gap hetween
principle and practice in this area. Logan (1980:28,29), in an attempt to present the aims
and evaluation process as a workable model, made a distinction betvseen 'school poliay'
and 'executive statements'. A school policy statement was described as a brief
statement of 'agreed-upon values that will guide 1he act.vities o, the school'. and poliey
development was ‘relativelv slow and chara.terized by a high degree of participative
decision mak.ng particularlv by parents and staff'; the executive statement was a more
detailed exercise undertaken by the school staff who would 'transact the broad value
orientation or ends-in-view, expressed in the schools' policy, into administrative,
curriculum, instructional and evaluative r "actices', and it would be subject to continuous
chanze. Clearlv delineating the roles and responsioilities of the people invoived in
defining school aims and ensuring their achievement might help school personnel to close
the gap between intent and action. All the examples of successful practice deseribed in
this section followed up an extensive policy formulation exercise with an equally
extensive review of “curriculum. It is interesting to note that, despite the Schools
Commission's promotion of a reconsideration of organization, the efforts of schools seem

to be directed largely towards curriculum review rather than organizational review.

Dhine and Control
.

Discipline was rated as the third most important organization issue by non-government
secondary principals and fourth by government secondary principals in the present studv.
It emerged from disevlssio;lgﬁn the school visits that teachers do not always feel
comfortable with this issue; as one teacher said, "Teachers don't want to admit problems
in this area. 1t requires a great deal of maturity and understanding of social changes to
cope and to maintain the balance of control end freedom'.

Four of the schools visited had tried to deal with this issue in a constructive wav.

1 School 5, a government high school, investigated the development of a discipline

policy berause of concern among staff about what standards to expect of a school
population which had changed from rural (with settled conservative outlook) to
metropolitan fringe (with a wide variety of social problems). Staff meetings of
vear groups were held to discuss different types of problem behaviour and the
appropriate ection for each. A staff committee was appointed to collate

recommendations into a Standaras of Beheiour document and, despite some initial
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staff resistance, to conduct a survey of students in Years 8, 9, and 10 on attitudes
to school in general and to rules and misbehaviour in particular. The student
survey outcomes were used in the following ways: as an additional source of
information for the Standards of Behaviour document; to provide themes for the
Year 10 social education courses; to instigate lunchtime activities for students
{when two-thirds of the sample said that a reason for getting into trouble was that
'there isn't enough to do at lunchtime'); to modify teacher behaviour in and out of
the classroom. The result of one question in particular caused teachers to reflect
on their own behaviour: students were given a list of school rules and asked to tiek
the ones they thought all students should obev. Abuse to propertv (littering,
damage, stealing) was considered by students to be far more important than abuse
to the person (violence, verbal abuse); the principal believed that staff
unconsciously fostered this attitude becausc property abuses 'were the things that
staff tend to carry on about in school assemblies' whereas abuse to the person 'you
don't talk about in assembly becausc you don't want to put ideas into their heads;
you deal with it ‘n private behind closed doors'.

The Standards of Behaviour document had led, teachers believed, to greater unity
and confidence of staff, better understanding of students, and closer links with
parents on discioline matters (with higher inecidence of home visits by teachers and
school visits by parents).

In another high school, School 6, a teacher was directed by the principal, with the
support of the Parents Committee, to develop a diseipline policy. Working with the
Parents Committee, the teacher circulated a questionnaire to parents, staff, and
senior students. Using the survey information as a basis, the staff set themselves
three tasks: the gathering of relevant information to provide a description of the
school setting; the development of a set of disecipline aims and objectives; and the
introduction of staff development activities to foster better teacher-student
relationships and assist the attainment of objectives. The description of the school
setting unearthed new information about the nature of the student population (such
as the number of children from one-parent families, and the number of Moslem
children and their fast days), which has been formally documented in information
sheets about each elass in the school; it also identified building loecation and
congestion problems which an outside expert has been brought in to solve. The
setting of specific objectives, together with a statement of student and teacher
needs, wes a lengthier and more difficult task. The teachers found that thev were
as much in need of discipline as the students. Feedback from the student
quesiionnaire showed staff that above ‘all they needed to set an example to the
students. One girl wrote, 'Staff and parents ean't demand respect, they have to

earn it, and they can't ask us to do things they wouldn't do themselves'; so the staff
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set no objectives that they could not or had not achieved themselves. It was this
principle that made the finalization of the document a lengthy process. for each of
the 26 objectives had to be taken on board bv all members of staff as
representative of their own beliefs and actions. In conjunction with the statement
of objectives and needs. a statement of roles was developed for all teachers in
positions of authoritv. Staff development activities.that were planned to help
teachers meet the specified student needs and to achieve the discipline objectives
focused on verbal and non-verbal communication in the classroom, and on means of
enhancing the self-esteem of both teachers and pupils.

A social worker at a Catholic bovs school, School 7. worked with the teachers of
Year 7 students to institute a system of discipline and reward. The discipline
procedure constituted 10 steps: from classroom behaviour strategies, through
teacher-student discussions, removal of privileges, contaci with parents and the
use of a dailv check sheet, to the final step of suspension. At the same time a
merit svstem was introduced, according to which merits were awarded to students
by class teachers for a variety of designated behaviours. :t the end of each month
Merit Certificates were given to students with 20 ‘merits and the merit scores of
these students returned to zero for the next monthly evele; students with scores of
less than 20 carried their scores over to the next month. Staff discussed
appropriate strategies to be used for students with few or no merits, focusing on
the reasons for low scores and the identification of some behaviour for which a
merit could be awarded. The same staff and students were involved in the
implementation of a detailed pastoral care program (see later in this chapter), and
the social worker expressed some concern that the two modes of control might
engender conflict with the co-operative mode of the pastoral care system.

School 8, a large countrv high school, worked out its concern for its beginning
students in a different way. In order to find out the best ways to produce positive
attitude, behaviour, and knowledge vauisition' patterns in students, the school
planned to use four different teaching strategies in its 12 first year classes. The
strategies were excellence in teaching, parental involvement, and emphasis on
essential learning, while the remaining classes were to be used as a control group
incorporating the same teaching methods as in the past. The success of the
strategy would be evaluated through student and parent surveys and by checking on

the number and nature of behaviour referrals.

Three of the schools visited had developed a discipline strategy based on the

Glasser method, incorporating a system of negotiation between teacher and student
about matters of classroom behaviour, set down in sequential steps culminating in a
student's removal to a supervised non-activity situation until a satisfactory negotiation

about classroom behaviour was completed with the teacher.
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Comment

A decade ago Adams (1970) produced evidence to suggest that, compared with their
counterparts in Britain, the United States. and New Zealand, Australian teachers were
more authoritarian in their relationships with students and more reliant on regulating
classroom behaviour through the use of preseriptive rules. It would be interesting to see
if a similar comparative studv undertaken todav would produce the same results.

In the present studv there was, as indicated earlier. a perceived reluctance among
some teachers in the schools visited to talk ahout the issue of discipline and eontrol.
perhaps because they felt that the acknowledgment of a need to consider the issue
implied a lack of professional competence.

A measure of uncertainty among teachers on the issue of discipline was found in a
recent British studv (Wilson, 1981) in which the researchers interviewed 1000 parents,
teachers, students, and educational administrators. It was reported that teachers felt
that

control was chiefly a matter of being 'stimulating' or 'interesting’ and ... that it was

somehow their fault if they could not interest the pupils in learning and hence

control them. Thev felt themselves to be, not representatives of impersonal
authority, but either possessing or failing to possess the requisite techniqu2s or

charisma. (Wilson, 1981:67-68)

The British studv, from open-ended discussion with participants, established four models
of discipline: (1) obedience to legitimate authoritv; (2) respect and good behaviour; (3)
fraternity and enthusiasm, which involved students wanting to co-operate with adults
either because of the good relationship between them or because of the nature of the
task itself: and (4) self-discipline. Participants tended to group together the first two
models and the last two. Parents and students tended to think of discipline almost
entirely in terms of the first two models. teachers were more evenly divided, and
educationalists tended more towards the last two models. Parents fand many students)
were far more tough-minded than the other two groups about the extent and methods of
control that should be exercised bv school authorities.

The third OISE survey of public attitudes towards education in Ontario (Livingston
and Hart, 1981) included an open-ended Qquestion on what the participants ‘a
representative sample of adults 18 vears of age and over) felt was the biggest problem
facing eclementary and high schools. The responses were classified into 18 categories,
and the 'lack of discipline’ categorv contained the highest number of responses.

If schools are to give serious consideration to the issue of control and the
development of discipline policies, there are lessons to be learnt from the literature and
from the experience of other schools: (1) there is a need to involve parents in poliev
formulation - parents may be more supportive of teachers in this area than teachers

themselves imagine; (2) consideration needs to be given to school structure and 'avout
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and the cxtent to which this impedes or facilitates the smooth dav-to-dav operation of
the school; (3) the enactment of a discipline policv should be based on mutual trust
between teachers and students and therefore, in the formulation of policv, consistencv of

teacher behaviour needs to be taken into account as well as consistencv of student

- behaviour; and (4) as the Wilson studv indicated. poliev formulators should broaden the

concept of discipline and controi to include not onlv obedience and good behaviour, but

also co-operation. involvement, and self-discipline.

Co-operation between Educational Institutions

The school practices that exemplified the issue of Alternative Organizational
Arrangements were mainly centred around courses in the upper secondarv school that
were offered as an alternative to the traditional academic courses, and these are
described under the issue heading, Preparation for the World of Work. Very few schools
in the sample had introduced innovatory programs for the middle school (two exceptions
are discussed under Core Curriculum). The remaining 'alternative organizational
arrangements’ involved the co-operation of staff asross educational institutions.

Several secondary schools (Schools 6, 9, and 10) reported links with primarv
schools, mainly in connection with the transition to secondarv school by Year 6 and 7
(depending on the State) students. These links took the form of: visits by secondarv
teachers to primary schools to talk to students and to gather relevant information about
individual students from primarv staff; the showing to primarv school students of a
videotape of school activities made by first-vear secondarv students; and orientation
visits to secondary schools by Year 6 or 7 students which involved, in two schools, the
appointment of senior students as future mentors and, in another school, the allocation
of two davs for each primary student to spend in a Year 8 class. Year 7 teachers in
School 11 continued to provide particular care for beginning students right through their
first year by allocating a group of eight students to a teacher who assumed the role of
guide, tutor, counsellor, and organizer of social activities. A diffcrent sort of link
between primary and secondary schools was established at School 9 where some Year 9
students went once a week to the local primarv school to assist teachers in the infant
grades.

In the senior vears of the school, contacts were established with tertiary
institutions in a variety of ways. Students at a number of secondary schools (Schools 5.
6, 12, 13, and 14) took short-term link courses at nearby technical institutes in a varietv
of subjects from car mechanics to creative writing to cake-icing. Some principals were
critical of tertiary staff in their failure to take the secondary students seriously
(suspecting that the technicai institutes were more concerned with keeping up their

student numbers than providing appropriate experience for secondary students), but
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students tended to respond positivelv to the experience: 't gave us an idea of what
apprentices are expected to do'. 'It was worthwhile, 1 learned so much., and met and
taiked to a lot of people', 'We made the most of the time knowing it was short. and
everyone helped each other'.

Two schools (Sehools 7 and 9) offered practical experience to social work and
psychology students from tertiary institutions - these students stayed at the schools for a
yer.r at a time, plaving major perts in the development of pastoral care and transition
education programs (more details given under these issue headings). The transition
education programn involved personnel not only from tertiarv institutions but also from

other secondaryv schools.

Comment

Much of the observed co-operation between cducational institutions in the study
stemmed from the concern of teachers for students during the two major transition
periods in their education - transition from primary to secondarv school, and from
secondary school to work or further education. Students in the final vear of primary
school were inducted into the secondary school world in a varietv of wavs, and an
increasing number of students from the upper levels of the secondary school were given
the opportunity to undertake short courses at technical institutes. The availability of
such courses served a dual purpose for schools: it enabled them to broaden their
curriculum offering to senior students and to provide students with a 'tertiarv studv
experience' that was analogous to 'work experience'.

A less commonly oceurring practice, but one that seemec to have valuable results,
was that in which students from one educational level were used to assist in a program of
another level: secondary students helped teachers in primarv school grades, and tertiarv
students took part in research and development projects at secondary schools.

Another valuable co-operative practice that is occurring in schools, although not
directly observed in this study, involves action research projects undertaken by teachers
who wish to look critically at their own practice and develop new curricula with the help
of staff from tertiary institutions who act as facilitators. A national seminar on action
research was held at Deakin Universitv in 1981, and the Teachers as Evaluators Project
has had an impact, since its inception in 1977, on schools in all States and all educational

systems (see Grundy and Kemmis, 1981; Hughes et al., 1980).

Assessment and Credentials

Assessment was nct given a high priority by principals in the survev hut enough

comments were made about assessment during school visits (mostly in relation to other
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issues) to warrant the inclusion of this issue under a separate heading.

School 15 was developing a core curriculum for Years 7-10 and found that its old
stvle of reporting attitude and achievement marks was inappropriate for the new
curriculum, An inservice day was held on approaches to assessment, followed up bv a
series of faculty meetings. The issue was still not finallv resolved at the time of the
school visit but staff were moving towards descriptive assessment and detailed reporting
on skili development. Meetings were instituted within vear levels to discuss students’
progress across subject areas, so that each teacher had an overview of all students at
that level. .

In another school that introduced a core curriculum in the arts area (School 1) the
staff working in the area developed their own rebérting system which included both
descriptive assessment and marks; this was done as part of an attempt to achieve a
status for the arts subjects that was equivalent to that of other subjects in the eves of
other teachers, students, and parents. Most of the students at the school came from
non-English-speaking backgrounds, and their parents placed great importance on tangible
evidences of education such as homework and marks. The reporting svstem helped to
convince students as well as their parents that the multi-arts subjects were to be taken
as seriously as other subjects. ‘

The importance of tangible evidence of progress was mentioned in another context
in School 16 in relation to its reading program in Year 7. The teacher in change of the
program introduced a card system to mark the students' unit-by-unit progress: 'l get a
bit of criticism for it, but it's a system that has waorked in the primary school for years.
It's just starting to com. into the secondary school and the kids just love it'. She
employed a modified star svstem: when students finished a unit of work it was coloured
in red on the card; when seven units were combletzd the student were given a
certificate, and a! "~urteen :nits a free book.

The ‘tangible evidence' was also considered to he important in two transition
education programs (for rear 10 and Year 11 students). Like the initiator of the reading
program just described. the teachers of the program in School 12 believed that students
responded well to 'awards and rewards' and issued special reports or certificates for
every activity unde: .aken by the student; at the completion of the program these were
assembled in a folder for the student to use as a reference when seeking employment.
The organizer of the transition program in School 6 felt it was important to incorporate
continuing assessment (of both attitude and achievement) into the program in order to
measure a student's progress. not in relation to other students but in relation to that
student's earlier performance. The teacher felt that evidence of even slight
improvements helped her students, who came into the program with an overwhelming

sense of personal and academic failure.
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Comment

In 1981 the Victorian Secondary Teachers Association undertook a survev of 120
secondary schools on staff opinion of student assessment, and produced the following
findings (Grant, 1981:21): (1) assessment was not a real issue in manv schools; (2) of the
different forms of assessment (deseriptive, letter grades, numerical marks, and
combinations of these), descriptive assessment alone was used in 24 per cent of the
schools, deseriptive and letter grades together were used in 55 per cent of the schools,
and no school used only numerical marks: (3) in 70 per cent of schools the assessment
policy was derived from consensus between principal and staff, rather than bv principal
alone or principal in consultation with staff: and (4) in 75 per cent of schools no
consultation on assessment poliey oceurred between staff and sehool council, and in over
60 per cent of schools no consultation with parents occurred at all. All these findings
were in accord with the observations inade on assessment procedures in the eourse of the
present study: assessment was not a high priority for the principals in the survev, hut
where the development of an assessment policv was an issue it was a joint principal and
staff venture without consultation with parents, and most assessment procedures
incorporated both descriptive assessment and grades. In addition, staff in the schools
visited stressed the importance of developing assessment procedures that were suited to
the purpose of the task in hand. This type of procedure has been termed 'democratic
goal-based assessment' by McRae (1981) who, despite the ethos of competive assessment
that surrounds Year 12 in Victoria, developed a Group 2 aceredited Senior English course
for Year 12 students which used an assessment procedure that was continuous,
diagnostiec, and participatory - participatory in that both students and teachers accepted
the responsibility for assessment; certification was presented in the form of a
descriptive statement of achievement of the course goals, and 'failure’ was onlv possible
if the student did not complete the course. Blachford (1981:19), in a review of
assessment procedures, stated that 'at least for the period of compulsorv eduecation,
compulsory failure sheuld be replaced by assessment that should assist all students to

reach attainable goafs’. This is in line with the Schools Commission's (1980) assertion

that every student should be positively expected to succeed, an aim that was carried
through in all the Transition Education prograins observed in the present studv and

incorporated in their assessment procedures.

School Autonomy

The principle of devolution of responsibility for policy formulation and curriculum
development to the school level and the involvement of the wh,le school community in
this process has been a ‘cornerstone of the Schools Comm ssion's philosophy from its

inception in 1974, but not all schools appear to have taken up this challenge. In both the
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questionnaire descriptions and the schools visited it was rare to find examples of the
sustained interactive involvement of all sectors of the sechool community (teachers,
students and parents) in curriculum development or poliey formulation although there
were, of course, many examples of joint involvement in the orgzanization of social or
fund-raising activities.

The efforts of schools to promote wider school-ecommunity involvement seemed to
concentrate on one particular sector, and this is how the practices are deseribed in the-
following paragraphs. Practices that were identified under the School and Community
issue heading ('The broadening of the base of school operation to allow for interaction

between the school and the community') are also ineluded.

Staff participation. There were three government high schools in which the

principal had made a conscious effort to include all staff in the decision-making
processes of the sehool. In School 5 there were two meetings a week of the policy and
curriculum committees; these groups were composed of senior staff plus any others who
wanted to attend, and teachers were gradually learning to use this system in an active
rather than a passive way. In School 17, before the present principal arrived, there had
been one information-giving (from principal to staff) session a fortnight, but currently
there were staff meetings of various kinds every night of the week, so that ‘everyone is
informed and involved and ecommunicating well with each other'. The decision-making
process at School 18 was truly democratie in that the principal used no power of veto
over staff deisions; his attitude was, 'Tm dealing with professional people and they will
make a professional decision’, although, as his staff would happily tell you, he was a
powerful debator skilled in the art of persuasion. One member of staff commented, ‘A
lot of schools have so-called democratic -ecision-making processes, but they really heve
short circuits huilt intc them. Here the proecess is reallv worked though'. The decisions
were made in the fortnighlly meetings of the staff council, a group of 25 which had
representatives from eaech faculty. The weekly staff meeting was used to bring forward
issues for discussion or to ratify staff council decisions and for information giving. In a
Stale where the average staff turnover was two and a half years, the majority of
teachers who joined the staff in the early vears of this school's operation (it started in
1973) were still there in 1982, which is some indication of teacher satisfaction with the

school's mode of operation.

Parent and community participation. Parent and community input into the

secondary school curriculum was very limited in the schools visited, except in the area of
transition edueation. In the development of these courses, advice was frequently sought
and taken from people working outside the school eoncerning the range of relevant
subjects and suitable content for various components of the subjects.

There were signs that school councils (with parent, teacher, and community
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representation) were devoting more time tc the discussinn of educational issues in
addition to the usual administrative and financial matters - on the past vear's council
agenda at School 19 had appeared such policy issues as the introduction of new
languages. discipline, the nature of the student intake, and the orientation of the Year 10
program.

School 18 showed a high degree of teacher involvernent in the decision-making
prccess (deseribed at the end of the previous section), hut the involvement of parents
was minimal, and three recent school council meetings had lacked a quorums one teacher
at the schoonl explained that. while there was a cominon core of agreement among staff.
there was not the same agreement among parents - 'Thev don't reallv know what thev
want or what their role should be'. Whether such seeming indecisiveness was from lack
of parent interest or lack of teacher encouragement was inpnssible to determine. In
some schools with a high percentage of parents from non-English-speaking backgraunds,
school personnel found it difficult to involve parents in the school: 'A lot of our parents
come from cultures where you only come to schooti if your kid's in trouble, so thev don't
enjoy coming here'. In an attempt to break down this kind of barrier, the principal of
School 20 had invited five parents to a staff curriculum planning day where small group
discussion was used - the parents attended with reluctance, but thev found thev were
able to make a contribution to the discussion, and consequentlv supported the idea of
mol e parent involvement in future inservice days.

Tha2 principal of School 7, a Catholie school in a declared ares of disadvantag?2, was
concerned about the lack of parent participation in the operation of the school, and he
instituted a parent involvement program, starting from the premise that 'tuck shop duty
and fund-raising is not parent involvement'. Surveys of teachers and parents were
undertaken to find areas of mutual agreement on the wavs parents could be involved. A
few parents were selected to interview other parents and to use the interview as an
educative situation because ‘the notion of parents being involved in the decision-making
process of a school was completely foreign to them'. As a result of the surveys and
subsequent discussions, parents and teachers agreed that a tutoring program in
mathematics and English should be set up with parents supervising small groups or
individual students. Parents also helped the school social worker with interpreting,
helped on excursions and in pastoral care activities, attended staff inservice days, and
made submissions to the Disadvantaged Schools Program. A catering club was formed
for parents with little command of English to become involved by providing refreshments
for parents taking part in other activities. The 50 parents who helped in these various

ways met together every two months to share their experiences.

Student participation. The principle of student involvement in decision making

was supported by many of the schools visited, but in practice it was found to be difficult

to implement. Several schools had elected student representatives on staff committees
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and school councils, but student attendance at meetings tended to dwindle . v.uv as the
vear progressed - ‘Thev find it boring and a bhit intimidating'. The kev to the problem
seemed to be to get students to identify with the group. One waVv in which this had been
achieved (at a country schonl in which one of the principals had previcusly taught) was by
having equal representation of staff and students on the committee, with members
taking it in turns to chair th: meetings.

One of the Indepenc~ it schonls visited (School 21) had a Staff Student Council with
20 student members electcd by tudents in year groups, four staff memburs elected by
staff, and a chairperson elceted by ihe whole school. Fortnightly meetings of vear
groups were held to discuss issues. and decisions were taken by the represeit«tives to the
Council for further disettzinn and recommendations to the principal. The issues
discussed ranged from broa-e.ing the range of ~uiture and leisure activities uva:ilable to
the wearing of ear-rings (the girls could, so why not the bovs?).

Students at the senior college of a Catholic school (School 22) instigated the
aholition of the prefect system and replaced it with a Student Executive of about 30
volunteer members which held monthly meetings to discuss issues and to organize
sub-committees and activities, At the beginning of each vear the student members went
to a leadership camp where tnev undertook exercises in values clarification,
self-knowledge, school needs and leadership roles.

There was onlv one school (School 23) in which students had more than a token or
fragmented input into decision making on curriculum matters. It was a
telephonc-econtact school where the principal had arranged for students not staff to
discuss the school practices described in the questionnaire. All decisions in the school on
curriculum aims and content were made jointly by students and teachers which,
according to tlie students, sustained student interest and involvement in school work and
developed self-sufficiency.

At one country school (School 24) a student-initiated program involved the
participation of students, teachers, parents and community members in the development
of a major community resource over a period of three vears. The idea originally came
from some Year 11 geography students who, in the course of doing a mapping exercise of
the school grounds, found a reclaimed swamp area not being put to any use. With school
and town council support and a government grant, students, teachers and parents laid out
a combined sweat track and BMX bike track surrounded with a log fence and native
shubbery, for which they won the APEX Advance Australia award for student-initiated
programs. With the award money they planned to proceed with the next two stages ~’
the project on the reclaimed property - the construction of an open-air amphitheatre for
school and community use. and the setting up of a barbecue area for the use of the old

people in the geriatric units in adjacent hospital grounds.
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Comment

The definition of School Autonomy in the questionnaire to principals was "'the acceptance
of responsibility for poliev formulation and/or curriculum develooment hv the school
community', In the schools visited there were manv examples of such acceptance of
responsibility, but generallv not as a broadlv co-operative endeavour. Different roles
were adopted by the various sectors of the school communitv: staff were frequentiv
involved in poliev formulation and curriculum development: parents were sometimes
invoived in policy decisions but seldom in curriculum decisions: and students had little
more than a token involvement in either area.

Despite frequent Schools Commission pronouncements. it is apparent that the
practice of collaborative school and community-based decision making is still not
widespread in Australia. Hunt, in a study of curriculum and the community, commented:

The present situation in Australia suggests that although there is widespread

freedom for schools to develop curricula more relevant to their communities few

schools have invited parents or other community members to share decision making

with them to anv great extent. (Hunt, 1979:5)

Although the practice of parent and community involvement is not widespread, the
principle of such involvement has been given increasing support over recent years from
groups other than parents organizations and the Schools Commission. An Australian
Council of Trade Unions (ACTU) conference in 1980 recommended:

The trade union movement should develop policies and approaches on a wide range

of eduecational issues ... parents should have paid leave to ettend to their children's

education, to earry out the functions of school councils and to act as resource
people in school curriculum. (ACTU, 1980:4)

State Governments have given considerable attention to the devolution of responsibilitv
to school eouncils ~ the Minister for Education in Victoria, for instance, has made the
following statements in recent ministerial papers:
The Government is firmly committed to the implementation, rather than the
rhetorie, of devolution and broader participation ... parents, teachers, students,
principals, admiristrators, and others closely involved in the work of education will

all have the right to partidipate in decision-making processes. (victoria, Education
Department, 1983a:7) '

The Government intends that school councils will decide the major directions of
the school program by their involvement in the determination of eurrieulum
objectives, the use of resources available to the school and in broad organizational
policies. (Victoria, Education Department, 1983b:6)
Several researchers have warned of dangers to be avoided in the operation of the new
school eoundils. Edwards (1982:12) proposed a clear statement of definition and purpose
for couneils to avoid 'strategies developed for local participation (which) have distinct
limits drawn so that power still resides at the centre despite an illusion of loecal

responsibility'. Pettit (1980:199) warned of the danger of 'relving solelv upon legal
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devolution to local representative groups through formal structures' because power could
be seized by those most used to formal decision making and responsibilitv would not be
truly shared. He emphasized that not one of the groups that composed the school
community had a monopoly of wisdom: 'On their own. neither teachers, administrators,
academics, industrialists, parents nor students ate capable of deciding the ends and
means of learning' (Pettit, 1980:195).

Verious wavs of ensuring parent and community involvement in schools have been
discussed in the literature and observed in this studv. but little research or discussion
seems to have been devoted to wavs of bringing about effective student involvement in
decision making. Comments made by teachers during the school visits. and personal

observation, would suggest three possible pre-conditions necessarv to ensure real student

involvement.

1 Students must not be swamped bv the structure - equal representation with other
school community members on a small committee would engender more confidence
and commitment than the usual ratio of one or two students on a council with 20

members.

2 Students should be given a clear area of responsibility and authority - thev are less
likely to take this role seriously and think through the implications of their

decisions if thev know that any decision can be dismissed out of hand by the
administration.

3 A selective involvement is preferable to a blanket involvement, an involvement in
arcas that are of direct relevance and interest to students - and this is broader
than just school dances and spellathons, just as the areas of parent involvement
should be broader than canteen duty and fetes.

The tendency has been to think of student involvement in terms of representation
on school, staff, or student councils, where the principal concern is with broad poliev and
gene.ral school activities. Some schools (such as School 23 in the present studv) have
adopted a poliey of student involvement in curricular decision making; this tvpe of
involvement can' meet all three preconditions outlined above. For instance,
approximately 40 secondary schools in Victoria offer an accredited alternative Year 12
course {the Secondary Teachers Certificate) in which students are able to negotiate
curricular content and approach with staff: thus, in terms of the three preconditions,
studernits are not swamped by the structure because they are all involved in the process;
they ussume total responsibility for fulfilling a negntiated contract; and the agreed-upon
curricul.m negotiated in *hic way 1s likelv to be of relevance and interest tc the
participating students.

The key figure in determining the success of collaborative decision-making
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brocesses in the school is probably the principal, who has the dual responsibility of
supervising the internal operations of the school and linking the school to its
environment. It is the principal who can see the ecurriculum froim a total school
perspective, who can facilitate and integrate activities and initiatives within the schonl,

and who can create supportive structures to enable the implemer. .tion of decisions.

Pastoral Care

The largest difference between government and non-gavernmeut school principals in the
Organization seetion of the questionnaire was in response to the issue of pastoral care.
This difference we.. reflected in the nine case studv schools that deseribed school
practices concerned with this issue - seven of the nine were non-government schools. In
all these schools, pastoral care had been the subject of policy discussions and deecisions
followed by organizational changes whic™ riostly took the form of regular time slots in
the time-table for meetings of pastoral ¢ 2 groups.

Although it is not possible to draw any firm conelusions on the basis of such small
numbers, it should be noted that the two government schools structured theiv pastoral
care groups on a Yyear-ievel basis while the non-government school groups were
structured across year levels. One school (School 20) had changed from a single to a
multiple year-level structure.

We felt that the stratification into year groups made the year levels ignorant of

each other, and Year 10s would tread on Year 7s or 8s and not recognize them as

equal people. Since changing the structure there has been a discernible increase in
the number of friendly contacts between year levels.

In all schools the decision to form pastoral care groups was made in an attempt to
do something tangible to counteract perceived feelings of alienation among the student
population »nd to strengthen feelings of co-operation and caring between teacher and
student, and between student and student. It was 1elt that the creation of a formalized
pastoral care structure in the school would be more effective than just relying on
individual teacliers to establish supportive relationships with students. The major
problem seemed to lie in the very different ways that teachers handled their pastoral
care groups. In few of the schools visited had the staff been given any outside help or
training in their pastoral care roles - it tended to be a matter of learning through trial
and error, backed by peer support and discussion. Some teachers found it difficult to
reconcile their roles 'as someone for kids to confide in as well as someone to keep tiiem
in line'. The potential danger was that the pastoral care group would beecome merely an
administrative convenience if not handled properly. This situation was deseribed by one
school princinal as fellows:

In some groups it's just mark the roll, give out messages, sit and 1ook at each other

for ten minutes,
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The time factor seer od to be a critical one in determiiing the success of pastoral
care groups: a period of 20-30 minutes seemed to be necessarv to ensure that something
other than administrative tasks would be undertaken by the group. One school held
20-minute meetings every dav, others had 10-minute meetings every morning plus one or
two half-hour sessions during the week.

In one of the government schouis (School 17) there was one teacher to a group of
about 12 students at the same vear level: one of the two ex' .1ded pastoral car. sessions
was used for group discussion or games and the other for a 'treat', such as going to a
restaurant. One teacher commented that the pastoral care sessions had 'really lifted the
morale of the kids': she had a group from mixed ethnic hnekgrounds, and found, for
instance, that ti.. four Vietnamese students in her group, who were extremelv reserved,
responded we!l to two things, food and basketball, which it was easv to incorporate
regularlv into pastoral care sessions, In the other government school (School 13) small
groups of six students were assigned to each teacher,

we felt there was a gap between teachers and kids - it was Them versus U-. Now

with the small groups meeting regularly the kids feel thev have someone thev can

turn to, and we ean ‘alk together about the reasons behind staff decisions.

In the non-governinent Independent schools the mixed vear-level pastoral care
groups were called houscs, a earrvover from the days of intra-school sports competitions
Hut operating now on an entirely different basis, trving to meet tne emotional, social,
and academic necds of the e*ldren as weil as their sporting neerds. The principal of
School 25 commented that it had been widelv accepted in primarv school that the
teacher shoula act as a parent substiiate to facilitate socialization at set nol but that 'in
secondary school it has been assumed that vou can sink or swim. which 1s not right,
Fecause this is the age when thei . is the greatest distance between parent and child, so
there is a need for a parent -ubstitute with whom a child can relate'. The perent role in
the mixed level ¢ oups was often taken up bv senior students as well as teachers: 'As
kids have gone thrcugh the system you can see the henefits - the older ones reallv reach
out to the younger ones, get to know them and reassure them'. The groups in this
particular school were encouraged to do things together: one group took three vears to
raise the mmonev to buv a schoo! hus, and another planted and cared for a windbreak of
trees around the tennis courts.

The house groups in the Independent schools varied in size from 25-60, and the
teacher-student ratio was the same as in the government school pastoral care groups,
with one teacher to about 12 students. In some schools the position of house leader or
counsellor carried with it a financial and time allowance. Constant calls wére certainlv
inade on the house leader's time apart from the time-tabled sessions, In Schools 19 and
21, for instance, the house leader had to make time available for planning group session

discussions, undertaking personal counselling, advising on subject choices, monitoring
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academic progress, and contacting or being contacted by parents. The house system was
regarded as a support system for families; as well as using the house leader as a direct
and accessible contact point at the school for anv academic or social problem, families
joined in house activities such as visits to sports centres, camps, and dinners. A student
at School 19 said:

The house System is really good because * du get involved with students from everv
year level, and there's a strong relationship between staff and students. It's very
helpful for new students. The teachers care more about kids here than at the other
school I went to - they're interested in what you want to know and what you want
to do, and you can talk to them about anv personal problems you have. Thev are
like second parents.

School 7 housed a social work team which was approached in 1979 by the Catholic
Education Office to carry o1t a survey of counselling and guidance practices in the 66
systemic schools of the Archdioces~; the team undertook the study with a broader term
of reference, covering all aspects of pastoral care. The principal researcher found that
there was a gap in the schools between expressed principle ("We are a Catholic school.
ipso facto we are very involved in pastoral care’) and actual practice; a minority of
schools had systematic pastoral care prograius, and few schools had trained guidance and
counselling personnel. Over a period of two years, the researchers gathered and collated
their information then organized a series of discussion sessions with people from the
survey schools <o that they could look at the strengths and weaknesses of their own
pastoral care programs and put forward recommendations to the Catholic Education
Office. The focus of the recommendations was on the development of school-based
pastoral care programs with he'p from consultants. As a result the Catholic Education
Sffice funded ten schools to carry out pilot studies of the consultaney and school-based
development model of pastoral care. The research report contained an outline of
procedures involved in the development of school-based pastoral care. The basic

procedure headings listed were:

1 development of a philosophy and set of a.ms for pastoral care;
2 development of staff commitment to school-based pastoral care;
3 development of a pastoral care structure with three tiers (grass roots, middle

manageinent, overall co-ordination);
4 clarification of roles;
5 development of a pastoral care program;
6 development of clearly defined referral systeni;
7 prog- ammed review meetings.

The optinnal procedure headings listed were:

1 linking pastoral care to a8 modular teaching program;
2 integration of pastoral care stri-~ture with the student council;
66
by
‘v

O

ERIC

Aruitoxt provided by Eic:



O

ERIC

Aruitoxt provided by Eic:

development of peer counselling;

development of systematic liaison with feeder schools;
development of a student information recording system;
development of svstematic school-family contact;

linking pastoral care structure to extra~-curricular activities;

0 1 N b W

development of the role of the school counsellor as a pastoral care consultant.

The school in which the social work research team was based was one of the ten pilot
study schools. A series of meetings was held with staff and a survey was undertaken of
students in Years 5-10. As a result a pastoral care program was planned for introduction
in Year 7, based on themes such as decision making, relationships, rule setting, and
self-awareness. A set of guidelines was drawn up for each theme, covering aims,

sequence, activities, and materials. The overall aims of the program were:

1 to enable pastoral care leaders and their groups of students to get to know each

other better in a less structured situation than normal lessons;

2 to allow the pastoral care leader to develop his/her role as caring adult as well as

teacher in the school community;

3 to provide an arena for the discussion of issues and the development of personal

skills which are important to the boys.
The behavioural objectives of the program were:
1 to raise the self-confidence cf individual boys;
2 to teach skills in

communicating with other effectively,

developing trus

making decisions,

resolving conflicts,

leadership,

expressing concerns and feelings to adults and peers effectively.
The program was introduced for one term in 1982, and was due to be evaluated at the
end of the vear before embarking on a whole-year program in 1983 with possible

extensions to the Year 8 level.

Comment

One of the cornerstones of the Youth Poliey outlined by Karmel (1979) was a system of
pastoral care for voung people. This caring role was one that emerged as important in
the surveys of student opinion about school mentioned in Chapter 1 (Anderson et al.,
1980; Campbell and Robinson. 1979; Fawns and Tease, 1980; and Meade, 1981). For
instance, topics discussed with students in Years 10 and 12 in the Anderson studv
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included examinations. orzanization, curriculum, teachers, and discipline, but the
researchers found that ‘there was an overwheliming preoccupation with teachers, The
greater part of this concern was about how teachers relate to their students’ (Anderson
et al., 1980:3),
A studv of the qualitv of school life for students in seven schools (Batten and
Girling-Butcher, 1981:59) reported the following findings:
Not only in the learning acquisition domains (where it might have heen expected)
but also in the social development domains {(where it would not have been
expected). the influence of teachers predominated over the influence of peers. The

quality of life for students in schools depended on. more than anvthing else, the
relationship between teachers and students,

The characteristics of the teacher's role seen as most important by students in the ahove
study were encouragement in the learning situation and a concern for all students,
Travelling around Australia talking to 15 and 16 vear-old students. representatives of the
Schools Commission found that 'in general student concern is to find in schools the
support which will confirm their value as individuals and recognize them as people who
count’ (Sehools Commission, 1980:8),
A report published in English as part of a series of studies of aspects of
organization in the secondary school. included the following statement on pastoral care:
The thesis of this book is that what we have come to call pastoral care is the
essence of a school, and that the structuring of the school is the kev to its success
... The paradox of the school is that never before has close pastoral care been so
important for the total well-being of pupils and society, and vet never before has it
been so difficult to establish the best pattern of care, (Marland, 1974: 204,227)
This statement is supported by the findings of the present studv. Both principals and
teachers expressed a great deal of concern for the pastoral care of their students, But,
as Marland found, expressions of concern from individual teachers did not necessarilv
produce a caring school - to achieve that end it seemed to be necessary to link pastoral
care to school structure and curriculum. The schools that were making some impact in
the area of pastoral care had introduced pastoral care programs (that incorporated care
for the personal, academic and social development of students) as time-tabled periods,
and had restructured classes and vear levels to produce more appropriate sizes and
mixtures of student groups for the pastoral care sessions. In addition these schools had
well-established counselling and guidance services. As far as the programs themselves
were concerned, the most effective ones (from teachers' and students' points of view)
seemed to be those that time-tabled a couple of sessions a week of about 30 minutes'
duration which h;ad a planned and varied format, and ones which established
teacher-student relationships that enabled students to approach teachers at anv time

w. 7 anv problem.
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The survey of principals showed that pastoral care was more important to
non-government than government principals, and most of the pastoral care programs
observed in the schools visited were (n non-government schools. It would seem that
non-government schools have a strong tradition of pastoral care and, perhaps because of
their greater autonomy, they are more able than government schools to adapt their
structures to accommodate new practices in this area. '

A Committee of Inquiry into pupil behaviour and diseipline in schools undertaken in
New South Wales in 1980 suggested that the area of pastoral care was one in which
schools from the two sectors could profitably work together.

From our visits it is clear that there are staff membders in government and

non-government schools who could make a valuable contrihution in these areas. In

particular there are experienced staff at independent and Catholic svstemic
schools with long established pastoral care programs, and consultants employed by
the Department of Education in the areas of personal development and pupil
welfare who could readily assist schools. We believe that there would be
advantages in the two sectors working together in this matter, each has different

strengths and one would learn from the other. (New South Wales, Committee of
Inquiry, 1980:51)
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CHAPTER 6
ASPECTS OF CURRICULUM

The issue headings that were used from the Curriculum section w‘ere Basice Skills, Core
Curriculum, and Preparation for the World of Work. The practices that appear under the
iast-named heading mainly comprise transition education programs and alternative
courses for Years 10-12, which seem to fit better under this heading than under anv
other although they do provide information about other issues such as Development of
Personal Identity, Leisure Education, Special Social Competencies, and all the Skills
issues. Although the issue of Moral Eduecation was of paramount importance to
non-government principals in the survey “here w-re few manifestations evident in the
schools visited other than traditional seripture lessons or attendance at chapel, but some
pastoral care programs did incorporate aspects of Moral Education. Technology in
Education was an issue of particular importance tc principals of secondary government
schools but, because it was rarelr included in descriptions of school practice, it could not
be further investigated. This outcome may reflect the fact that, although there has been
a groundswell of interest in technological educatior. in the schools themselves,
educational administrators have been slow to respond in a tangible wav to such interest.
The recent support for develooinent in this area is coming from political and other

sources outside the educational svstem,

Basic Skills

The development »f? < lls was a more important issue to primarv .han to secondarv
school prineinals, bu. . v ¢ . high ‘ority issue in secondarv s 7ools, and a numher
of schools visited hac ~<a.- structures that attempted to soive ..teracv and numeracy
problems, with . . cular @0 . aasis on the former. The pract, es discussed under this

heading often ra "= %wruver  the area of basic skills to ¢ ver other issues such as

communication ski is. deveir:: ant of personal identitv, and nastoral .are.

Prograins fo- i'v3t vey audents.  Two governmen: high schools operated specific
programs for their -~ = students. At School 26 all . oming students were screenad
in consultation wit feeder primary schools, and + - with reading difficulties were
offered special help ' the th.ee periods a week o*"»rw.-» allotted to foreign language
studv. Thirty parent .c'unteers were rained by ' -es. o= taacher to ~cy =< hriners
on & on. o-one besis - th students. The 'helping' r. - v (.- d pastoral ¢ -r¢ o5 well =Tt

seems that what the kids need more than schoiastic counselliag is encouragemnent and a
freling of security'. In School 27 a theme-~ . ! rogram operated, taken hv the form
tencher for haif .he weekly time aliotment, it: -valuation and contact with parents at

the end of each six -week unit. The low achievers (identified with the help of the primarv
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schools) w 2re put in classes ‘.21f the size of the average achievers' classes to enable more
individual help to be given with skills development. After this year of individual

instruetion, students from i".. «rnaller classes were absorbed into other classes.

Learning support. . :-ol 18 ran three programs available to students throughout
the school. A Learniins Assistance Program was initiated by the school counsellor and
run by a teacher aid: «.th 20 helpers (from a .20-vear-old to a grandfather) who were
matched with studv i« needing help, not onlv with school work but with social
development - 'We ~ :se kids in the L.A.P. who are potertial troublemakers. The
program probably m<: es the:ia more successful academically, and certainly makes them
far more success{'! sociailv’. The second source of help came from two special
education teachers - no had their own specially equipped room and worked there and in
normal classes, w-riing intensively with non-achievers. The third program involved
three experienc+d i-nchers who devoted two-thirds of their time to providing long- or
short-term suppert i1 and out of the classroom for anv student.

The thre2 schemes were instize.:d when the special classes for slow learners -
which had er.ate~ more social problems than reso’ 2d learning problems - had been
abolished ar | <.udests integra: -7 into other classes. The perceived advantages of the
present schesae wers the av-idance of 'separating out', the lack of coercion, and the

provision of echcice for stuci»nt- Lsetween the three approaches.

Pading Program. .- tchool 16. all students in Years 7 to 9 were given two
reading periods a weev i3 ‘.l Year 10 students one period a week. Year 7 students
undertook an intensiv: {.ve-stage individualized reading program in an attractive and
magnificently equinped reading centre run by the reading teacher with assistance from
class teachers. A a- ! gas a vast array of books, students were offered (on a progressive
core and rti~r. basis; word puzzles, dictionarv games, cassettes, origami, living skills,
gremm .r oA~G:, crosswords, reading kits and tutor svstems - all chosen to promote the
underlyine pnilosophy of the scheme, that 'reading should be an enjovable pastime which
makes -¢1se'. Reading periods for students in Years 8-10 involved supervised silent
reading in two specially equipped classrooms; the aim in these three vears was to develop
the reading habit, building on the skills acquired in Year 7. The classes were supervised
bv .exchers from different subject areas. Other support services were offered: remedial
viur w~ing withdrawal and whole class approaches for Years 8 and 9; a parent-tutor
service for pupils from Years 7 to 10 (working with pairs or individuals); and time
specifice'y allocated for reading/language across the curriculum. The reading teacher

had en~ itered some initial resistance to involvement in the program from staff in

‘subject & eas other than English, but this was dissipated after the reading teacher put

staff through a series of practical exercises designed to sensitize them to language and

rading hazards in all subjects, particularly in science subjects using textbooks that
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required tertiary level reading skills. The reading teacher gave help with texthook
evaluation and devised subject-related reading and comprehension exercises for teachers
to use with their ciasses. To the observer, the response of staff and students to the

reading program in the school was clearly positive.

Comment

As discussed in Chapter 1, there have been repeated demands over recent vears for a
'return to the basies', for increased emphasis to be given in schools to the basie skills of
reading, writing, and computation. These demands have come from Ministers of
Education as well as the man in the street, and individual views are supported bv public
opinion surveys, such as those conducted in South Australia and New South Wales.
Training in the 'basic competencies’ of writing, expression and figuring is

unanimously considered to be an important responsibility of schools. {Nunne,
1978:78)

The public at large lists the teaching of hasic skills as a prime objective for

schools. (Baumgart, 1980:49)

The call for increased emphasis on the teaching of basic skills was usuallv linked to
compl‘aints about declining standards, although defenders of today's educational
standards have taken great delight in finding records of similar complaints made 50 and
100 years ago. The Australian Studies in Student Performance Project (Bourke et al.,
1981) involved the administration of similar or identical tests in the basic skills to a
national sample of 10 and 14 year-old students in 1975 and 1980; the researchers found
that standards had been maintained, and in some areas (such as newspaper rveading and
basic computation) the students in 1980 scored significantlv higher than their
counterparts in 1975.

Both the survey outcomes and the observations of school practice made in the
present study seem to indicate that schools do take this area of learning seriously and
are making concerted, and sucecessful, efforts to remedy the problems that do exist. The
most effective programs tended to be in schools where all students were involved in a
program (such as the reading program in School 16) or where students with learning
problems were offered several alternative tvpes of assistance (such as at School 18). In
many of the programs the psychological support provided by che teachers or resource
people was just as important to the student as the academic &ssistance given. Blackburn
(1981:88) suggests that the teaching of basic skills in our schools todav needs to
incorporate a wider range of abilities than in the past.

If we want young people to be able to cope with the kind of societv we now have,

and with a future already in important respects unlike the recent past, we need to

place more emphasis on the basic skills of resourcefulness, co-operativeness,

problem solving, and independence, as well as those of literacv, numeracv, and
calculation.
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Core Curriculum

Although only 27 per cent of secondarv school principals in the survev rated core
curriculum as an important issue, it is included here hecause two of the schools visited
had sueccessfullv planned snd implemented curricular restructuring of this kind, which
seemed to go some wayv towards meeling the Schools Commission's challenge for a
'fundamental reappraisal of the approach to the compulsorv vears of schooling'. School
15 undertook a total curriculum change for Years 7-10; School 1 developed a multi-arts

core curriculum for Year 7-10.

A multi-arts prograin. The impetus for the program came from the principal (an

art/eraft teacher) and a senior home economicr teacher in a new school run along
traditional lines. Because of the traditional approach to the curriculum, the developers
of the Multi-Arts Program had to, in their own words. 'go out on a limb to establish the
core curriculum'. Nine staff members were involved in the program (manv of them in
their first vear of teaching) and all students in Years 7-10: the subject areas covered in
the four-vear course of studv were art, drama, graphics, home economics, media studies,
textiles, and woodwork, and the courses wer?2 based on a six-week unit svstem with core
and options. The program had been operating for several vears, with teachers meeting
weekly for curriculum planning and development: in addition. outside experts were
consulted and other schools visited. The program was regularly evaluated by staff and
adapted on the basis of staff and student suggestions. The nine teachers operated as a
faculty., with a block alloecation of periodz so that thev could arrange their own
time-table, staffing, and course content.

One of the initial problems faced by the teachers in the development of the core
curriculum was:

People saw the Arts curriculum as separate sections (Year 8, Year 9 ete.) and kids

eould end up with limited or repeated experience. So one of the first things we did

was say 'This is a four vear course'. and this conceptual difference took a lot of

getting used to.
The distinguishing features of the Vulti-Arts Program were seen bv the developers to be
'the continuity of curriculum from Years 7-10. greater freedom of choice for students
than was usual in an arts program, and the developmen'al and experimental approach
adopted in each subject area'.

The exercise of planning and implementing the course had positive outeomes for
the teachers involved. Thev developed a sensz of identity with and belief in their own
program, and the challenging nature of the co-operative endeavour developed in them a
higher degree of professionalism: 'When voure working with other people vou need to
think at a different level of sophistication about what vou're doing and why vou're doing

it'. The core-currienlum approach of the Multi-Arts Program had proved its worth to
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other subject faculties after several years . sessful operation, and the science
faculty was considering a similar type of rea, . - and restructuring of the :science
curriculum for Years 7 to 10.

The students took a while to accommode.e to the new curriculum. Used to
compulsory subjeets in the early secondary years, thev found the concept of choice
confusing, and tended to select subjects according to whieh staff member thev liked and
what their friends were doing; choices also tended ic de sex-determined. Gradually the
students learned to make real choices and to follow through personal interests and
abilities. The course wns adapted to encourage boys and girls to participate equally in
subjects ~ for instance in textiles, previously a 'girls' subject', embroidery and patchwork
were abandoned and replaced by streteh-sewing (of wind-cheaters and T-shirts) and
spinning (acceptable to boys of European origin because this was something their fathers
did as well as their mothers). The stu us of the subjects changed over time in another
way: initially the students thought of the units as "Mickey Mouse' subjects because thev
were short-term and 'non-academic' but, as the program developed its own identity and
s :~e of continuity and its own reporiing system, it became accepted by students, and by
their parents, as being on equal terms with other subjects - and as a consequence the

quality of the work improved.

A core curriculitm for Years 7-10. In 1979, newly appointed senior administrators

in this Catholic school set up a curriculum committee which conducted a survev of
parents, students and ex-students to elicit reactions to the present curriculum and to
make an assessment of needs. As a result, the decision was made to introduce a new
Year 7-10 ecurriculum, with a common group of subjects in Years 7-9 and a transition to
core and electives in Year 10.

The first task undertaken by the Curriculum Committee was ‘o examine the
subject syllabuses for the four years in order to identify knowledge gaps and to check
continuity. Gaps were found in areas such as human relationships, consumer education,
political and legal literacy, and ccnservation issues. The Committee tried to identify
what was essential for students by Year 10 to know and experience, and drew up a draft
document based on the publication by Piper (1977) and the work done in the area bv the
Curriculum Development Centre and the Victorian Education Department. The eight
areas of specific content were: Art and Craft: Mathematies; Environmental Studies:
Soecial, Cultural and Civie Studies; Health Education; Science and Technology;
Communications and Work; and Leisure and Lifestyle. The ninth CDC area. Moral Values
and Reasoning, was expressed in terms of learning processes, hecause it was seen as an
area that should permeate the whole curriculum.

The draft document wes discussed with staff and with parents, and was sent to 15
outside groups or individuals for comment. then adapted accordinglv. Each of the nine
areas of learning in the core curriculum was allocated to a subject faculty for detailed

74

78



O

ERIC

Aruitoxt provided by Eic:

development; each faculty co-ordinator had to justify the developed aims, rationale, and
content of the relevant area before a representative staff committee. The program was
implemented in 1982; during the vear monthly meetings were held for course review or
preparation, and an evaluation was planned for the end of the year.

Student reaction to the course in the short time it had been operational was
positive - because of the broader and more relevant range of curricular offerings, and
because of an allied thrust by staff (as a consequence of the 1979 survey) to establish
closer and more interactive relationships with students.

Parents =#iso reacted positively to the broader curriculum and welcomed tiie
accompanving 2nandonment of streaming. The new approach to curriculum development
initiallv encouriiered some staff resistance; subsequentlv some teachers {eft, and others
became convineced of a need for change when the survey results were published. Working
out wavs of co-oberation and co-ordination within and between faculties was a usefu!
staff development exercise for teachers who were unused to thinking outside their own
subject areas. Over the two vears of planning the core curriculum, teachers graduallv
acquired the confidence and skills to take an active part in the real decision-making

process.

commen?

Core curriculum was defined in the principals questionnaire as 'the develooment of a set
of learning experiences that should be acquired by all students as a basis for persong’
development and social participation’. Thus the term 'ecore curriculum' implied more
than just a list of compulsorv subjects. The guideline paper prepared bv the Curriculum
Development Centre on core curriculum discussed this distinetion.
To simplv list the subjects is to miss one vital requirement of core curriculum,
namelv thet subject matter, teaching-learning processes and learning situations
should be organized around a set of aims, principies and values which relate to the
defined characteristies and major needs of contemporarv societv and all vouth.
("D, 1980:13)
The paper also refers to the importance of t..e interrelationship of learning across the
curriculum. This was one of the features of (he two core curriculum programs observed
in the present studv: the interrelationship of learning was examined and devzjoped both
across subject areas and across vear levels. so that the learning acquired by students was
both integrated and sequential. The planning required in the two schools to ensure the
interrelationship of learning in those two wavs led in turn to detailed con::torgtion of

learning processes and content areas.

Preparation for the World of Work

This issue was of great importance to the secondary school principails in the survev, and
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14 of the 27 schools chosen for further investigation were attempting to do something
for their students that went beyond the provision of work experience and access to link
courses.

Less than a decade ago, the idea of extending career education to include work
experience for students was secn as an exciting innovation, but in the vears that
followec, ihe potential of the work experience concept was not always realized. as one
teache: «xplained:

The ':ids love it. but T'm not sure what the end product is - it's terrific for kids to

get a sense of what it's like to go to work and I can understand their delight in

doing it. but I'm not sure of the overall value. It's a bit like going on a holidav -
you come back excited, that was lovely, but then it all seems to disappear.

The work experience activities that did seem to have some lasting effect were
generally part of a broader work preparation program. The attempts of the 14 schools
already mentioned above to prepare their students for the world they were about to
enter (apart from the traditional tertiarv-oriented curriculum) took the form of
transition education programs or alternative courses, and courses in living skills, These
courses have been grouped under this issue heading hut have considerable relevance to
other issues such as Special Social Competencies. Contemporary Societv and Social
Change. Alternative Organizational Arrangements. Education of Nisadvantaged Students,
Development of Personal Identitv, and all the Skills issues.

In the pages that follow. summaries are given of Special Social Competencies
courses. of alternative courses at Years 12, 11, and 10 and of an inter-school work and

education progra:n.

Special social competencies. Five of the schools visited (Sehools 8, 10, 21, 26, and

27) offered courses that dealt with living skills which were time-tabled for all students in
one or more vear levels from Years 9 to 12, with a time allncation of between one and
five periods a week. A wide range of topics was covered bv these courses: for instance,
the Life Studies coucse in School 25 comprised units for Year 9 on health recreation,
food and health, Jecis'on niaking, kevboard skills, and legal studies: and units for Year 10
on health. finanee. consu:ner education. focus on vou. governmant, and basie economies.
The currieulum for the Year 11 social awareness course in School 27 was developed from
discussions among the staff and with studerits on the areas of awareness that students
shnuld be exposed to; areas that were incorporated into the course were the law and the
communitv. sex education. ~umrarative religion, comparative education, migration,
death. employment, and trade unions. Fi'ms. speakers and excursions were used to
introduce a topic. which was then explcred further in personai research and group
discussions,

\Muech thought and prepa.ation had veen put into the ~ourses in the five schools by

staff. often in consultation with students and eommunity memhers. It was sometimes

-
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difficult for teachers to find a balance between breadth and depth in the coverage of
/

relevant areas, o avoid botn sugerficiality and academic ponderousness, There seemed

to ne great potential in these courses, not always realized, to escape from the usual
sen:or school 'study of texts' approach, to incorporate a variety of teaching methods and
stimuli to learning and to 'relate knowledge to life' in the way envisaged in the Schools
Commission (1980) report, All but one of the five schools providing courses in Special
Social Competencies were government schools, a reflection of the higher degree of

support given to this issue bv government school principals in the survey,

Year 12 alternative ccurse. The alternative course was first introduced in 1974 at

School 19, a non-government Independent school, for those students whose interests,
needs and abilities were not well suited to the academic matriculation course. When the
course was being planned, advice was sought from parents and community members who
were potential employers of voung people; their advice was particularly valuable in the
development of the curriculum in mathematies, natural resources management, and
communication s<kills. The subject areas covered were Australian economic studies,
communications, geographical studies, mathematical studies, natural resources
management, phvsical education, social studies, and scripture. In the sapproach ‘¢
learning in these subjects, there was a reliance on case studies, co-operative projec:is,
group discussinng. and self-directed work: emphasis was given to the use of community
resources, to the acquisition of job-related skills, and to an understanding of the
Australian environment and contemporarv social issues. One student made the followins
eomments on the course:

The A2 course 1s not as hard as matric. hut there's a 1ot of work to do. I'd rather

do weil in A12 than not so well in matrie. 1t gives vou time for other thinas at

senooi - vou can get involved and help out. Tt's good not to have exams., English is

rood; it's helped me so much, with thinzs like how to applv for johs and how to get
along with peopie.

Year 11 alternative course. 1982 was the first vear that an alternative course had

been offered at School 12, & Catholic girls school. The course was planned to cover
three of the four school terms in a vear so that the students would enter a job market
before the end »f the normal school vear; during the fourth term students without jobs
were ahln to come bhack to the school one dav a week to talk to teachers, review job
applications, and practise job-related skills. It was obligatorv for the girls undertaking
the course to hav+ a part-time job, and thev were encouraged to do technical institute
courses (like jazz ballet and potterv) in their own time. The core subjects were practical
mathematics, hasic English skills, civic studies, leisure skills and outdoor education,
commercial studies, person.. perspectives, and life skills, Elective studies were
available at a technical institute, and there were regular time allocations to community

service and work experience. The three blocks of work experience. each lasting one
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week, followed a particular pattern. In first term staff tried to place students in their
dream jobs, which were 'generally assoziated with animals, young children, or hair'; these
experiences proved to be useful in bringing students to terms with their own realities (for
instance one student abandoned her idea of being a veterinarv assistant after being
bitten by three cats in an animal surgery). In the second term sta’f placed students in
jobs of the staff's choosing (which worked particularly well with <2 girl who, after a
week's work in a pclice station, was motivated to return to the acac~mic stream so that
she could qualify to be a policewoman). In the third term staff offeted a wide range of
jobs to.students and used interviews as a selection prceess. A major group project was
undertaken in each of the three semesters: in the first term the students painted and
decorated the room thev were to use as & base: in the second term thev operated a
coffee shop for other students: and in third term thev did bulk catering (for freezers cr
parties) on order from staff or students' families, which involved estimating quantities,
buying ingredients, working to & time schedule, and trying to make a profit.

It was a hard vear for the staff: "There were times when we thought it wasn't

.. worthwhile. The students were very difficult in third term. but that's when things

started to come together for them'. All students were placed in jobs or further

education by the end of the vear.

Year 10 transition education course. The purpose of this course, in its second vear

of operation in School &, a government girls high schonl. was outlined bv the teacher in
charge.

The aim of the transition education course is to fill in the gans for the student whe
has got to Year 10, can't go any further, is going to leave school and be a misfit in
societv - to provide an interesting curriculum alternative that will encourage them
to be responsible citizens and will give them some positive experiences so that thev
don't see school as a horrible place thev have failed in.
This teacher had undertaken a six-week training program for transition education
co-ordinators and had developed considerable insight into the nzeds and problems of her
students.

I don't think when vou have been academicallv successful fas most teachers have)

vou realize what an embarrassment it is and what a sense of failure it provokes

when vou have to hand in a piece of work that vou know is full nf spelling mistakes
and no good - so rather than facing uo to the fact they don't hand it in.

Parents had appreciated the school's efforts to provide an education for their
daughters and the sorts of curriculum options that would ensble them to develop as
individuals and as job-seekers. and give them experience of success. Several parents told
the vo-ordinator that it was hard for them to come up and talk about their children's
problems because they themselves had been ailures gt school.

The students had a ~ediead acedemic load in English, mathematics and seience, and )
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«n nereased emphasis on comnmunication skills in these subjects. If thev wished, the
students ¢ould sit for the School Certificate subject examinations. All students in Year
10 did a personal development course. 'with a peorticular focus for transition education
students o self-awareness and «c.{-esteem. In relation to work expecience, the vear
stortad wit™ hasic work preparation (interview techniques. appearance, application
forms). then progressed to emplover awareness {looking at the jc. market and areas of
growth) and finallv to work experience. starting with one dav a week for eight weeks
(chan~ing the jobs if thev did not work out for the students in order to maintain their
self-esteem) and ending with a week of continucus work exnerience. One dav a week was
devoted to excursions and communily work; the co-ordinator felt that the community
work was a mecrale-booster for th- students: 'At schnol thev're at the bottom of the
hierarchy and it helps if thev can see soineone who's worse off than thev are whom they
can help'.

According to the co-ordinator, the students had started the vear with strong
feelings of hostility, to each other and to the school. that had tu.t up over their three
vears of secondarv schooling with constant expcriences of failur As the vear
progressed, the students began to develep some confidence in themselves and were more
able then to work co-operatively with other .ludents. The approach to asst¢..ment was
co-operative rather than comp-titive - achievement was measured in terms of the
student's own progress. not in relation to the achievemrent of other students. The
students theinselves were keen to talk about the advantages of the course for them.

This has been better than ordinarv Year 10. In English, instead of just doing nouns

and verbs and all that, we do things .nat will help us when we leave school. like we

fill out forms and learn how to do interviews. And vou learn by having to work

things out for yourself when you do new things or go out on work experience. 1i I

hadn't had Trans. Ed. I would have been more confused than I was at the beginning

of this year because now we know what to expect. and we've got more open minds,
and we're not so {rightened about going into the big world.

Years 10 and 12 alternative courses. One government high schoot (School 5)

offered special cours. * for early school leavers and for Year 12 students n- interested
in matriculation.

A Student Centre had been established for orospective early school leavers where
staff worked with indivicual students on English and mathematies to maintain the skills
they possessed and develop the skills they lacked. Because the students tended to be
personally and socially inept, considerable time was spent in helping students to acquire
some sense of their own worth. They worked on practical projects - for example they
erected a pergola in the school yard, which involved the development of problem-solving
skills in working out how to do it, the development of social skills in going down to the
shops for materials and advice, the development of practical skills in carrving out the

job, anc the developirent of self-confidence through its successful completion. One day
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a week was spent in work experience and emplovers were asked to report on students. A
member of staff commented on the value of these reports:

Reports from work experience emplovers are valuable for future emplovment

because the kids are not going to get glowing reports from school. but if employvers

say they're punctual or hard workers that will be a help when thevy're looking for a

job.

Staff were hoping to revive a successful project that had previouslv been carried out
over a five-year period with Year 11 students. During this time the students had planned
and built and equipped a factory, with a turnover of $3000 a year, whiech manufactured
products such as hanging baskets. kites and stickers for distribution in the local area.

The Year 12 transition course had been organized the previous vear aft 1 meeting
with the parents of students who wanted a non-matriculation final vear at s« ool The
subjects offered (such as communication, hasic mathematics, social education. technical
studies, applied physical science) were all geared up to prepare students to enter the
work force as competent and confident individuals. The course was considered successful
because, of the 20 students who started the year, onlv four were left at the end; the rest
had all been placed in jobs.

Youth Education Advisorv Committee. The Committee was initiated bv a careers

teacher in School 9. a fovernment high school, and had met once a fortnight for the past
two years. It was composed of local area representatives of emplovers, CES, CYSS, a
tertiary institution. and career teachers from six secondary schools. The Committee saw
its role as 'alleviating the problems of youth unemploymenvt’./ developing careers
education, and seeking to inform employers and the communi_t:\,r in general about the
prob!-ms faced by the urea's youth'. E

In 1981 the Committee sponsored a fourth-year social-wq'rk student to undertake a
survey of local employers. The information gathered in the sbrvey provided a basis for
the Com mi‘t/tee's activities in 1982: (1) three tertiary student\s interviewed 16 students
from Years 7-12 (and some of their parents) at each of the six schools represented on the
Committee, to investigate patterns of career and educational aspirations and choices; (2)
a forum was held for 100 employers, teachers, parents and students with the purpose of
generating a co-operative approach to the work experience program; (3) funding was
obtained for 1983 to support two or three teachers on 0.5 time to report on structure,
curriculum, career education, and work experience in the six schools and consequently to
foster joint development of overlapping programs and co-ordination of a range of senior
level options; (4) to counter a worsening local labour market, the Committee carried out
an investigation into the feasibility of establishing a group apprenticeship scheme in the

region to provide further opportunities for school leavers.
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Comment

"Transition eduecation' has succeeded 'careers education’ and 'work experience’ as the
current educational answer to the question of what schools should do to prepare school
leavers, particularly earlv school leavers, for the adult working world thev are about to
enter. Transition education programs and alternative courses for senior students have
been introduced in all Australian States., and eritical appraisals of the principies and
practices of transition education have startec to appear in the literature of education.

Cole (1982:2) stated his belief that advocacy of transition education should be
synonvmous with advocacv for curriculuin review and reform; he found that too often
transition education programns adopted a reactive approach to transition problems, an
approach that focused on remedving the deficiences of a selected group of students,
usually low-achievers.

A precondition to developing educationally sound transition education programs is

the recognition that new content, processes and structures will have to be adopted

and that attempts to graft new programs onto traditionallv oriented curricula are
counter-produetive. (Cole, 1982:9)

Reillv {1982) put forward the proposition that the 'add-on' transition education
programs for low-status students would perpetuate the mental-manual dichotomv that is
present in the work-place and reflected in the school:

In schonl, sucecess has been identified with performance in the academic curriculum

and failure with relegation to craft and hands-on learning...The existence of a

transition program with a focus on work preparation and 'low-achieving' populations

mav represent the mental/manual split in a new guise. (Reillv, 1982:6)

Reillv felt that the tendency for programs to hecome more vocational and more
specified, as well as theabsence of links to further education, worked against the aims
of the Transition Education Advisory Committee (TEAC) in Victoria to equip students
with transferable skills and to expand students’ educational and vocational options.

What, then. would be the characteristics of a transition education program that did
achieve the desired ains of TEAC? Cole (1982:9-10) listed a number of approved
characteristies and drew on the Schools Cominission's (1980) report on 15 and 16

year-olds for support. Some of the listed characteristics were: (1) close teacher-student

“and student-student interaction; (2) parental and community participation; (3) flexible

time-tabling to allow changos in student/teacher ratio and group or individual activities;
(4) mixed ability grouping; (5) curriculuin negotiation between teachers and students and
involvement of students in democratic decision making; (6) emphasis on enquiry and
experiential learning processes; and (7) emphasis on co-operative rather than competitive
endeavour.

The transition education prograimns and alternative courses described in the present

study displayed some of these characteristics but not others. All the courses mentioned
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were 'add-on' courses rather than part of a complete restructuring, but this is probablv
inevitable when a new idea is being tried out in schools. The more ambitious
restructuring could take vears to think through and develop, but there is no reason why a
school could not be involved in this developmental process while operating an 'add-on
transition program.

The transitica programs observed contained a limited amount of curriculum
negotiation but lit:!- inv slvement of students in de.-ocratic decision making. There was
some flexibility in t.ue-tabling and some parent and community involvement. Closer
teacher-student and student-student relationships were developed. and there was
considerable emphasis on co-operation rather than competition and on enquiry and
experiential learning processes. Some of the courses were offered only to low achievers,
while others were onen to all students but tended to attract the less academic, so that
none of the groups was representative of a wide range of abilities. Nevertheless, these
programs seemed to h:'p students become more confident and competent young adults
than they would have been if they had remained in the academic mainstream of
education; certainly the Youth Education Advisory Cammittee in School 9 was working
towards currienlum review and reform through co-operative school and community

endeavour
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CHAPTER 7

SUCCESSFUL PRACTICE IN TWO SCHOOLS

The emphasis in the last t chapters was on particular school practices which
exemplified «ertain issues, ar-! -ny schools apneared under several different issue
headings. The tw. schools discus:: in the following pages have appeared in this way,
but in this section they are prese.- . . as total units to show how. in each school, a
number of different practices were ¢:.. " intc a flexible but integrated school structure
in order to achieve a common goal, a 0.« - ‘hat seemead to go a long way towards
meeting the Schools Commission eriteria t. - . esfal gehooling in valuing the whole
age group ar- -~elating Knowledge to life.

T

Multiculturalism ina “.cc tan . . Tia0 Sehool

School 17 was fru...:w. in the early 1970¢ :« = "ed ar unse.'’ed beginning with five
principals in its fir renrs. When tir p:resent privaes! arrived in 1979, it was a
school laeking in ciri.2” "n xsnd divided inte factiorns, t: '~z to cspe with studerts from
different socio-ec:iis  hackgrounds (becavuse of 2 middle-class  influx 1 a

working-class area) and diflerent ethnie backgrounds (from 18 ~ountries).

The first thing that the orincipal did to bind the school together was to introduce a
new approach to language teaching. As it finally evolved, it became compulsery for
stndents 1n Years 8, 9, and 10 to do twn ianguages, end the zeven langueges uffered
representeg the most populius ethnie groups in the school (italian, Greek, Russian,
Gerinan, Serbo-Croat, Polish and Vietnamese). To quote the principal:

What thut did immediately was give credihility to those kids who :poke those

:anguages, su that the languages changed from something funny in the schoclyard

thz" was used to swe~r at people tc a subject that could be followed through to

MA T,

‘the factions gradually Jisappeared both from the staffroom and frcn. e sc¢hoolyard.
The staffing ccmyprosition changed fi.m 12 per cenrt from non-Es glish~speaking
backzrounds to 49 per cent, reflecting tne composition of tha student popu’ntian. After
schoc. language classes were introduced for staff - over the past three yes - ~eek,
Serbo-Croatian :nd ltalian haa been offered. (The 1982 italian class was atterded by
fourteen staff, fcur parents, two teacher aides, and two primary school teachers). It
became a conscious policy i> encourage the speaki:. of Jifferent languages in the
staffroom, the corridors and the library, ard signs arosn< the ol were printed in five
langueges. The language room was r.stru~tured; walls were <ncekc.’ down se t™at four
or five different language activities cou.1 be going on at the one time, reflecting the

'unity in diversity' philosophy that suver .1 the multiculturs! development of the school,
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The other mejos unifving eurticular thrise was in sport. Al students did three to
four *ours of phvsieal eaueation o week, Hased on eore and options, with students making
an iwout nto the svilabus straetare. The range of activities offered included aquatie
sports, outdoor advent < netiviites, fitness, judo, danee, iee skating, sqiash, archerv, as
we'l as a varietv of team spot' . Through the wide range of offerings in phvsical
eunec ticn. all swidents were able to achieve some measure of masterv in an area of
interest . them. and were equipped with a variety of leisure skills.

The past two vears had been spent by staff committees devising the sehool’s
philosophical statement on multicuityralism, During that time the schoal hed been
awarded a grant “or muiticultural edueation from the Commonwealth Governrent. Tae
crineipel coir nented, "What we are trving to do doesn't need monev, but monev makes it
happen fuste . Half of the grant was spent on developing a multicultural compor.ent nf
the lib,ary and «.aploving a Greek-speaking library assist \nt, on the language classes for
teachers, ang on phvsical education equipment: the other t..if was allocated to teachor
celonse davs for eurricubnin development because this was considerad to be the main
focus of the multicultural educatior program in the cchool. ‘loine economics vies the
subject in whieh mou-i progress hau been mnade, and developments had bezun in seieney,
art ard Austral un history. The hoine e~onowmiecs teaeners, with some help from ontside
consultants. evolved a sts’emant of philoschy in reldtion to the subject, the sehool, and
multiculturo'sm. - 2n a statemert of aime {under the headings of {(slerd 2,
commun.tation, and co- neration): currently thev were using the - wlv deve apec state
home eronomiss . irriculum framework as t baviz snd. for each vear lev.!, worked out
aims, rationales. k v ¢ “-epts, and are s of application in the content of
multicuituralism. Thev were usin” staff, pare.te ond students from different ethnic
hackgrounds as . 2source people for the course,

\onev had also bee provided to fines Icoar miltienlty -u: education teachers: A
Vietnamese teacner prov. ..d subject helop in ti- hoine linguage for Vietnamese students:
a mathematics/seir. e ¢ her .elped other teache-s in 'he elassroom. looking at
ccientific language and workirg individually - ith students. a specialist teacher of English
as a second lengnage worke with ~tuderts in a withdrawai situation in the first phase of
language learning: the .0 rth teacher was responsible for Cammunity celations, staff
development, and cu  icii’.n infusion. The latter teacher .1sO had a nistory class in
whieh he sought to demonstrate how multiculturalism could be incorporated into the
curriculum. At the time of the school visit. students were out interviewing community
members frosn var.ous cihnie back:rounds on what it meant to he an Australian, and one
of the Russian parents was coming to the sehool to tai- “out h'r parents' recollections
of the Russian revol'ition. which the stud - + were swdying. The same teacher had
organized a multicuitura, fc stival at the school in conjunction with the Adelaide

Festival, with food and craft stalls an¢  olk dancing, end the South Australian ethnic
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~adin «tation operated from the school for that dav. The multicultural education
tenchers provided support for students out of sehool hours as well as during school time:
[ help xids sw:th extra-curricular things like bus passes. doctors' appointments,
~using the into our way of life. In the holidays we all met and had lunch and went
dewntown (inost parents won't let the kids out bv themselves). It's verv slow
working in the classroom. not like the withdrawal situation where you can see
tangible results - but the integration of kids is part of the success, seeing kids
mixing with others and feeling confident enough to talk with them, rather than
lenrning 1o write a perfect English sentence. If you get them talking to other kids,
their Fnglish will graduallv improve.
The {astering of multiculturalism was the central focus of the school's philosophy. but
there were nther aspects of the school operation which worked towards similar ends: (1)
pastoral eare sessions were time-tabled daily for small groups of students from the same
venr lovel (see Chapter 5 for a more detailed deseription): (2) a support group was
formed - enmprising the counsellor, English teachers. language teachers. English as a
sprond langunge teachers - to provide help to slow learners and students with language
oroblems: (3) the school had an annexe where non-academic senior students could acquire
practienl sxills and knowledge, undertaking restoration projects in the annexe; (4)
stiudents and staff built and maintained an animal sanctuarv specializing in the care of
native Australian animals and birds: (53) the rate of staff participation in the
decision-making processes of the school was verv high, reflected in the good attendance
at after-school committee meetings which were held on everv dayv of the week: (6 staff
development davs, sometimes including intensive training sessions. were held every few
months on themes that were central to the school's operation. such as pastoral care and
multieulturnl education: (7) attending the school were five physicallv handicapped
students who had been unable to gain admittance to any other high school. One of these
stiudents wrote. 'l would sav that this is one of the most accessible schools around and.
their attitude towards disabled students is to give us a go. and be helpful, but still let us
he lixe evervone else':s (8) the depntv principal was involved in a program designed to
educate girls to meet the changing needs of women in society, to encourage them to look
in new career directions: and (9) the school had a retention rate to Year 12 of 66 per
cent compared with a state average of 33 per cent, partly achieved through the range of
nfferings available to senior students. with Year 11 operating on a 10-week module
qvstemn, and with four different kinds of course structure available to Year 12 students.

The following comments were made by teachers and students at the school:

Teacher: This schoonl is as democratic and broad-based as any school I know.

Teacher:  The kev things at this school are care, concern, and communication.

Student: The principal's strategy seems to be let the kids have a lot of r .y in the
school.
Student: The whole school is a big pastoral care group.
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Sc owl-eentred Community Development Program

The school around which ais program centred, School 7, was a Catholic bovs secondary
school for Years ~ '0; on the . .m. campus was a co-educational primary school and a
girls secondary sc:.ool. The two secondary schools were classiflied as disadvantaged
schools in 1976; . governme it survev of municipalities carried out at the same time
categorized the region in ...1ich the schools were placed as 'severely disadvantaged'. The
region had a high non-English-speaking population and although there were manv
community resources available to these people, they did not know how to use them. A
regionally funded research prograin was undertaken, to alteviate the disadvantage in the
area, by a social work/teaching team of sisters from a local order of nuns and lay social
workers. Rather than provide Mand-aid' support through existing services, the team
decided that system change could be best achieved by gaining access to the
disadvantaged members of the cominunity through a 'ncrmal' population such as a
school. All three schools on the campus had contact with the program over the ensuing
vears, but it was the boys school and its principal that were most closely involved.

The mission of the program was stated as being 'to enhance social justice and total
well-being for teachers, children and their families by bringing about social institutional
change through the develor ment of school-centred communities', The program had four
components - pastoral care, professional support, school-family liaison, and model

evaluation, and the general objectives of these components were as follows:

Pastoral care:

To .de.avelop an integrated pastoral cere structure and program which facilitates
pqsxtlve stucent-teacher-family interaction and development in order to create a
climate of mutual care and respect within the school community.

Professional support:

To provide profesignal support for members of the school community in order to
develop social and interactional skills, facilitate positive family functioning and

ensure that vulnerable situations are recognized and appropriate action taken to
prevent break-down.

School-family liawon:

To develop parent in: olvement in the school in order to ensure parent participation
in specific programs ar | in the decision-inaking process of the school.

Model evaluati .

To develop an¢ eveluate the sehool-centred community model with reference to

movement in the social indicators of the school community and the municipality.
The first action undertaken by the program team was the organization of a holiday
program in 1977 for the students of the secondary schools, designed to begin the
involvement of teachers and parents, to develop a range of skills in the students, and to
get the bovs and girls used to working together (as one of the aims of the program was to

introduce co-education at the secondary level).
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During 1977 and 1978 the teachers at the two schools had to learn new skills -
writing submissions for grants from the Disadvantaged Scnools Program. learning -
analyse their approaches to teaching and the process of negotiation with stucents, and
participating in the planning of the school-centred community program. Starting in
1979, the social workers began to do counselling and problem-solving work with the
teachers. students. and parents from the school community and supported the work of
the principal of the bovs school in encouraging more student and parent involvement in
the decision-making process»< ¢f ihe school. Over the next few vears a number of
developmental projects were carried out with the school community, some of which have
Heen described in previous sections, 1ad ali of which contributed to the achievement of

the four program aims.

1 The perent involvement program in the bovs school resulted out 50 parents,
mostly migrant women, participating regularly in various @ sects of school
operation. This created an unexpected nroblem - 'Some of the women who hcve
become involved ir *he various programs have developed a lot, and this creates its
own problems hecause husbands haven't moved with them and don't like it.

2 A series of family consultation meetings were held, involving parents and students
together with teachers. to discuss the development of the school campus, and to
submit a report to the Catholic Education Office.

3 As part of the family support service, a Crisis Care Centre was established where
any person from the schools' families could stay in care (or take 'time out?) for up
to a month. with follow-up support from social workers or teachers when back in
the comrnunity.

4 Both the parent involvement program and the pastoral care program started with
Year 7 boys and their families with planned future expansion to other year levels.
Social workers and teachers worked together on the pastoral care program,
broadening its scope to include a merit and discipline system.

5 Yesr 9 students and parents from the two schools joined the social workers in a
study for the National Association of Catholic Parents o sex-role stereotyping.
Students and teachers devised a questionnaire whieh students administered to a
sample of parents. Students devised and acted out examples of stereotvped sex
roles and videotaped their performance.

6 A whole-year program for Year 8 students was planned at a separate location; the
initiators envisaged a co-educational prograimn but the girls school withdrew. The
project had been on the drawing board for several years and, when funding was
received, it took a year's intensive planning by teachers and social workers before
implementation in 1981. The program was aimed to develop living skills, literacy,
and leisure education. One of the teachers commented on the need for such a

el

program:
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Thekids of this age at school are cooped up with energy to expend: thev're
often overweight, poor at reading, and theyv neced to extend their thinking
and experience of leisure as a concomitant of potential unemplovment.
Two of the previous year's student participants in the program had the following
cnmments to make:
Students get to know each other, learn more things about life. nnderstand
themselves better. If vou go straight through from Year 7 to 10, school is

boring and dull, but if you have a break like the Leisure Project things
become different for you and your future.

(ioing straight through, studies pile up and the pressure increases, so vou have
a nervous breakdown or quit school; but with the Leisure Project you spread
out your study time and plan your program, Vou balance yourself and your
health also.

Comment

The two schools deseribed in this chapter were based in different educational systems,
but both had faced difficulty and disadvantage and both had worked through to achieve a
considerable measure of success. The schools had in common several operational
features or characteristics that contributed to their success: strong leadership from the
principal; extended commitment from the teachers; an acute consciousness of the
nature of the local ponulation served by the school which resulted in a school program
adapted to the needs of that population; the provision of a range of teaching methods,
curriculum offerings, and school structures, so that all students could oe acccemmodated:
and a readiness to use outside expertise and community resources to enhance and

strerngthen the school program.
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CHAPTER R

SUMMARY AND CONCLUSION

One of the ntentions of the studv of sehool practice was to verify the claims of
orincipale ubout the importance of certain issues in their schools. In general the
observations of school practice and the discussions with other memnbers of staff in each
of the 17 schools visited provided confirmation of the educational priorities indicated bv
their prineipals in the questionnaire.

In all the schools the principal was a kev factor in the suceessful implementation of
school practice, either as a prime mover or as a source of support (sometimes tacit,
sometimes tangible) for the initiators.

The school practices selected for observation were chosen from the questionnaire
deserintions more as possible examples of successful practice, interesting in their own
right, than as specific examples of the most important issues identified in the survey,
although most of these issues were covered in the programs of the 27 scheols contacted.
The following pages contain a brief review of issues and practices.

The insights into the issues that emerged from the descriptions of organizational
and curricular school practice have been drawn together in another scetion of this
chapter, concerned with common elements in successful practice. The chapter concludes

with a final comment on schooling and the future.

Review of Issues

Pastoral care, ‘oral Education, and Development of Personai Identity were the three
issues that drew a significantly different response from secondary school prineipals in
the Issues survev, ;Nith much stronger support coming from the non-government sector
than from the governinent sector. In practice, the Development of Personal Identitv was
an important component of programs in both government and non-government schools,
such as remedial programs, alternative courses, and pastoral care programs. Moral
Education, identified bv 82 per cent of non-government prii.cipels in the survev as an
important issue, was defined in the questionnaire as 'A study of the moral aspects of
social issues, whirh may be taught in the context of several disciplines or as a separate
subject, or it may be interpreted as the teaching of particular religious beliefs'. From
discussions held with teachers in the school visits, it was apparent that 'religious beliefs'
was the kev phrase, which attracted non-government principals and deterred gov..ament
prineipals. One of the non-government principals {from Sehool 15) pointed out the

dangers of this sort of ready acceptance.
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In Catholic schools moral education has alwavs been associnted with religion

people say 'Yes, that's religion. put it over there: thunk goodness it's out of the

way. we don't have to worry about it'. But 3kilbeck's qnoral reasoning and v.lues
was supposed to ‘permeate everv aspect of the school's eurriculum, which is easy
to say and give assent to, but more difficult to put into practice.

In this sechool, and 1ii somne of the other non-government schools visited. a studv of
the moral aspects of social issues' had been incorporated into the curriculum, in social
studies and pastoral carc sessions and in scripture leseons. One princinsl commented,
1t's a difficult area because vou can't impose moral values - the only thing vou can
question is their reasoning and suggest other wavs of arriving at a decision. One can only
begin to get the student thinking'. This approach to moral education. though not alwavs
thought of as such, was also found in some government schools in courses dealing with
3pecial Social Competencies and Transition Education.

In the schools visited, pastoral care programs appeared more often in
non-government than government schools, a reflection of the surveyv findings. It almost
seems a contradiction in terms to allot 'pastoral care' a slot in the time-table, but that is
what happened in the schools visited that were concerned with pastoral care in practice.
In the schools where the programs were operating successfullv, there did seem to be a
spill-over ¢ffect on other areas, and the pastoral care role w ant more than a
guardianship of cmotional development - it involved an active concern with the academic
and social development of the students and with the establishment of school-community
contacts.

In the discussion of the questionnaire results (see Chapter 3) it was postulated that
pastoral care might appear in other guises in government schools, and this did happen in
the schools visited, for instance in the transition education programs. where teachers
gave a great deal of attention to the nurture of students' self-esteem and confidence.
Pastoral care was a strong element in the remedial education programs discussed under
Basic Skills, and it was an underlying concern in the three schools which had developed
detailed discipline policies aimed at improving teacher-stucent relationships.

L: oking at the last-mentioned issues in their own right, there are several
observations t~ e made on their translations into practice in the schools visited. The
issue of Discipline often has a punitive connotation when discussed in schools and the
foc.s is on the studant, but the discipline policies deseribed in Chapter 5 were concerned
as much with the behaviour of the teacher as with the behaviour of the student and, as
weil as rules and control, thev explored expectations, understanding and responsiblity.

The practices that involved Basic Skills were mainly learning assistance schemes
for iow achievers. The assistance seemed to be most effective where there was a range
of anpreaches from which the student cuuld choose. There was an outstanding example
of a reading prograin for all students (in School 16) which highlighted the importance of

this skill for every child in every subject of the curriculum.
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The investigation of school practices produced an unexpected outcome in the issue
of Assessinent. The trend among some secondarv educators has been to regard an
emphasis on marks as 'bad' and descriptive assessment as ‘good'. But the descriptions of
school practices showed there were many instances where marks and a;i"ards and records
of achievement were an integral part of a prorram and were valued by stucents and
teachers not as evidence of a competitive victorv but as evidence of individual worth.
This xind of assessment was found in the Reading Program in School 16, the Multi-Arts
core curriculum in School 1. and in manyv of the Transition Education and Alternative
courses. Often these marks or awards were accompanied by equally valuable descriptive
assessments.

School Autonomy was defined in the Classification of Issues as 'the acceptances of
responsibility for policy formulation and/or curriculum development'. but in practice it
was rare tc see all elements of the school community working together in this way,
although there were manv examples of one or other group taking this sort of
responsibilitv. Staff involvement in decision-making was evident in several schools. and
the process seemed generalizable to other school situations. given the right principal.
Parent and student involvement was a more complex process. It needed a lot of time and
effort (alwavs in short supply in active school environments) to work out the best means
of bringing about any real involvement. Students at School 23. where there was full
student participation in the decision-making process. sa‘d that incoming students initiall,
had difficulty in accepting such responsibility:

The main trouble is energy - teachers and students not only have to be involved in

and committed to eclass work but aiso to keeping the school alive.

With parents it was important to work out the ways in which parents themselves
wanted to be involved. It is too easy to say that migrant parents do not want o be
involved - the Catholic school deseribed in the ‘ast section of Chapter 5 (Schoul 7)
showed that they could and did. provided they were offered a range of alternatives and
could choose one in which thev felt comfortable.

The issue of School Aims and their Achievement was very general and
all-encompassing. For school principals it seems that ii was a little like the Moral
Education issue in the non-government sector - the response tended to be 'Of course
we're doing that and of course it's important'. but the evidence was on paper not in
practice. Both Aims fnd Professional Development were important in schools, not as
giobal principies but as facilitating tools in the implementation of particular practices.

Preparation for the World of Work was of vital importance as an issue to the
secondary principals in the survey, and this concern was born out in practice. Much
teaching effort had been devoted to making this issue a realitv for ail students, but
particularly for non-academic students. A number of the schoois visited showed that
thev were becoming more conscious of the social context in which they operated and
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were seeking to adapt the curricubim  accordinglv and to establi,n pDermanent and
interactive coatacts with the world outside the school wails: at the <ame <ime most of
these schools managed to maintain a stringent academie programn for students who
desired it and would benefit from it.

For . number of the schools visited, interactive contact with the outside world
meant contact with other eduecational institutions as well as contact with the
communitv. These lirks were established in the early and later stages of secondarv
schooling, with primary schools and tertiary institutions r;qpectively, this preserving &

sense of continuity in the educational process.

Review of Successful Practice

The principles adopted by the Schools Commission (1980), as criteria for successful
practice, were that schools should cater for the personal and social needs of students hv
(1) valuing the whole age group, thus increasing the confidence and competence of all
students, and (2) relating knowledge to life, so that students will leave school with
knowledge and skills that applv to a wide range of settings in the world.

Some of tt« practices deseribed in Chapters 3 an'’ 6 exemplified the first principle,
some the second, and other practices contained elements of both principles.

The pastoral care programs introduced in a number ‘of schools gave particular
emphasis to the social and personal development of students bv building their confidence
and fostering a caring attitude between teacher and student, and between student and
student. The reading programs found in many schools were designed to increase both the
confidence and competence of students, particularly when students were given sustained
individual attention either within the classroom or outside it with a svmpathetic and
suppcrtive helper.

The school whieh introduced a core curriculum for Years 7-10 in close consultation
with parents, ex-students and current students was making a deliberate effert to equip
its students during the vears of coinpulsory schooling with knowledge and skills that thev
could apply when thev left school in a wide range of settings. Anv practice that actively
sought to establish closer links witr the ecommunity in which the school was based was
endorsing the second Schools Commission principle, relating knowledge to life for the
students concerned. One example of such a practice was the development »f a major
community resource in School 24 on & reclaimed portion of school land, which involved
students, parents, teachers, and commur.itv members in a joint effort spread over several
years; another example was the Youth Education Advisorv Committee, a co-operative
venture between careers teachers in six schools working in conjunction with emplovers
and other representatives from the local communitv. '

The transition education and alternative courses offered at Years 10, 11 and 12
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were based on both principles. 3y providing alternatives to s*udents not attracted by or
likely to benefit from the traditional academic .curriculum in their senior years, they
were equipping the students with usable skills for the worlds of work and adult life and,
by giving them experiences of success in areas that were important to them, they
increased their confidence and strengthened their self-image.

The two schools that were deseribed in Chapter 7 incorporated both principles in a
range of practices designed round a common goal; in one case this was multiculturalism,
and in the other it was school-centred communitv development. In School 17, the
principal and teachers strongly espoused a belief ir tie principle of valuing each child, as
evidenced by the language and physical education programs and the pastoral care and
learning support programs. The implementation of . r miticultural philosophy through
curriculum change exemplified the second as well as the first principle, in that it aimed
to pass on the cultural traditions represented in society and to link the- - traditions with
the students' own experiences.

In School 7 the team of teachers and social workers showed that t-ev valued not
only the students but also the students' families, building confidence throug tructures
such as the parent involvement program and the pastoral care program. Tt Year 8
program - focusing on living skills, literacy and leisure education - was specifically

designed to relate areas of knowledge to the present and future lives of the students.

Common Elements in Successful Pructice

From the descriptions of school practice in Chapters 5 and 6, it was possible to identifv a
number of factors, recurring in a variety of educational situations, that were associated
with successful practice. These common factors or elements were related to program
(what happened), process (how it happened), and personnel (who was involved). The
discussion which follows gives most attention to the last two types of factors; the
content of particular programs in relation to succescful practice has been discussed in
earlier sections of this chapter,

The process and personnel factors emerged from organizational as well as
curricular ~ontexts, which relates back to the decision made at the beginning of the
study to divide the Classification of Issues into two sections, Organization and
Curriculum, rather than concentrate only on curriculum as most other opinion surveys
had done. The follow-up of the two types of issues in practice made it possible to look at
secondary schooling from a wider perspective.

The following list is not exhaustive, nor is it definitive, but it contains some basic
components of successful practice (derived from investigation of practices in 27 schools)
that may be important for schools to consider if thev are to undertake the 'fundamental

reappraisal’ of secondary education suggested by the Schools Comn}jssion.
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Progra

1

(%]

Continuity. An empohasis on continuity in learning helps ensure that students leave
schools with a cohesive and ecomprehensive bodv of knowledge and skitls. The
developers of the core curriculiim programs found that it was important to inspect
closely the currieulum aecross subjects and across vear levels within sibbjects (not
just 'They did Julius Caesar last vear so let's make it Romeo and Juliet this vear"
to evoid repetition and to close knowledrc waps. The concept of continuity in
education is further fostered bv maintaining cortacts with primarv schools and

tertiary institutions.

Program to match needs. As the Transition Education and Alternative conises

made apparent, students become involved and experience success in progrens th .
have been tailored to their needs whereas the traditional academic aliernatives
may have produced alienation and failure. The needs may be evoressed bv students
(as was seen in the development of discipline policies, core currieulum, and Youth
Education Advisory Committee surveys) or observed by teachers (as was scen in the
reading programs and in the planning of the Year 8 Living, Literacy and lLeisure

program at School 7).

Provision of alternatives. Following on from the previous factor. students are

more likely to succeed when a range of curriculum options is available to them.
such as the Phvsieal Education aetivities at the multicultural school. and the four
Year 12 course options at the same school. The same principle applies to learning
assistance - students seemed more likelv to make progress at schools where several
different sorts of assistance were available to them. Parent involvement can
operate in the same way - in the School-Centred Community Development Progran
at School 7, 50 parents became actively involved in the school in eight different

tvpes of activities where previously there had been no involvernent.

Process

4

Detailed planning, Some educators work on the prineiple: 'Don't waste words, you

know what you want to do, so just get on with it'. For some activities this is
entirelv appropriate, but the planners of inany of the effective prograins observed
in the schools felt that the eventual suecess of the program depended on a clear
appraisal of aims and the means of achievement, set down in a turmally structured
and often lengthv document, which then served as a reference point for future
evaluation. This approach was taken hy the planners of the multicultural Home
Economies program at School 17, the Year 7 Pastoral Care program at Sc'ool 7,

the core curricula, and the diseipline policies.
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Need for time. A concomitant to the need Tor detailed planning is the need for
time in which to do the nlanning: the Year 8 Living. Literacv and Leisure program
was planned over a period of several vears: and half of School 17's multicultural
education grant was allocated (o teacher release davs to allow teachers time in

which to plan curriculum changes,

Regular neetings. Structure is necessarv in immplementation as well as planning.

[t is tempting to think that <pontaneitv is liberating and routine stultifving, but the
personne! involved in all the programs mentioned in Point 4 found it necessarv to
hnld regular meetings to monitor the program. resolve probiems. ancd provide peer
reinforeement. The 50 parents in the eight parental involvement activities at

School 7 met together regularly for the same sorts of reasons.

Follow through. In the context of the practices chserved. 'follow through' means
several things: it means examining the link betw °n saving and doing (such as
non-government schools equating moral education with religious instruction and
failing to examine it in relation to the whole curri lum); it means not stopning
short after one stage of an activitv (such as failing to integrate work experience
outcomes into subject svllabuses, or senior administratars constructing a detailed
school aims doeament and failing to follow it through with subject faculties): and it
mean= making both formative and summative evaluation; of programs to ensure

that aims are achieved and to provide a basis for future planning.

Flexibilitv of operation. Operators of sitecessful progrems took advantage of

opportunities presented to promote their causes: for example, using parents to
conduct personal interviews in a parent survev and to explain to other parents how
the school operated and how thev could participate; using the occasion of a school
Viulticultural Festival as a reason for inviting an ethnic radio station to use the
school as a broadeasting venue; and using a mapping exercise in Geography as a

stepping-off point for a school and community development project.

Unexpected outcomes. It is important for staff to be sensitive o unexpected

outcomes of programs, such as the involvement of migrant women in school
activities often leading to conflict in the home, and in the course of developing a
discipline policy finding out that staff displayed as many behavioural
inconsistencies as the stndents. If staff are aware of such (sometimes potentially

upsetting) factors, *hey can accommodate to them in the operation of the program.

Recognition of achievement. Marks need not be a bogey as long as the ways in

which they are used are tailored to the needs of the students. A variety of rewards

and awards can be used to stimulate learning and recognize achievement, as
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11

teachers found in Transition Education programs, Work Fxperience programs, and

the Yeur 7 Reuding Prorram at Sehool 16,

Personnel

S_t_n_f_{__oﬂ]_o_qiyt_‘r_mgi. Proba' v the most important factor in determining the
success of a practice ns far us personnel are concerned is cohesivencss, the degree
to which teachers co-operate and communicate with each other. In the sechools
that successfully operated democeratic decision-making procedures, structures were
set up to facilitate communication at all levels. The same principle operated in
the l'nrl{il_v support snd parent involvement camponents of the School-Centred
Cemmunity Development Projeet in School 7. Often the principal nlavs a leading
role in the development of staff cohesiveness. Sometimes cohesiveness is an
outecome of u program, such as the increased understanding and support of the
teachers that resulted from the development of diseipline policies in two of the

schools.

ldentificetion with programs. Staff must identifv with or "swn'a program, 1ot just
approve of it, for it to be carricd through suceessfullv, as happened with the core
currieula, the diseipline policies, and the three-stage Catholic evaluation program
in Sehon! 3. Students in the equal participation school learnt to 'own' their

programs as did students in some of the transition education practical activities.

Involvement in the decision-makmg process. The tvpe of involvement has to be

approprinte for the members coneerned: demoeratic decision-making does not
mean equal involvement of all school community members in all decisions, Staff
necessarily earry the greater gart of the burden of decision-making, and there were
several examples of demoeracy in action in school staffrooms. Student and parent
mnvolvement in decision-making seems to he more difficult to achieve, but there
are precedents - several school principals  said that  parents from
non-English-speaking backgrounds could not be involved in school decision making,
but two Catholic schools managed to do it. Several schools tried student
involvement and succeeded onlv on a superficial levels equal representation with
staff on a policv-making eommittee and equal rights in determining curriculum
were the only two examples of a more significant student involvement in decision

making.

Personnel from allied ficlds. The regular and long-term involvement in schools of

trained and trainee personnel from areas of expertise allied to education (such as
social work) provides fresh input and new perspectives to thinking and achievement
in a school, as was found in the Youth Education Advisorv Committe: activities,

and in the Schooi-Centred Community Development Project.
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15 Whole wchon! rommunity co-operation.  In most of the dav-to-dav wck of «
sehonl, it is nnt appropriate or necessarv to have active participation of all
members of the school communitv (administrators, teachers. parents. students,
people from tertiarv institutions and the loeal communitv) but, where it is
appropriate and it does happen., outcomes are achieved that would not have been
possible with a narrower personnel eommitment, as in the School and Community
Resource Project at School 24, the Youth Education Advisorv Commitiee work, and

the School-Centred Community Development Drograi.

Final Clomment: A Reappraisal of Schools

The present study of issues and practices in Australian schools has produced somes
insizhts into princinals’ views of the important educational issues of the 1980s and the
school practiees which exemplify these prioritics. Two frameworks were developed in
the course o1 ‘he studv which mayv be of use to those administrators and practitioners in
education who ar~ looking to a reappraisal of secondary schooling as recommended by
the Schools Commission. The two frameworks are: the classification of educational
issues, which involves an organizational component as well as the more commonlyv found
curricular component: and the three-part categorization of the common clements of
suceessful practiee, listed under the headings of program, process, and personnel.
Relevant to a discussion of sehool reappraisal are the philosophy, meti.udology. and
outcomes of A major study of schooling undertaker in the United States by Goodlad and
his associates in the latter half of the 1970s. Goodlad rejected the production fanetion
tradition of educational researeh with its reliance on measuring the input of resources to
schools against the output of student performance on standardized achicvement tests. In
such a model. he claims:
Efficiency (determined by a high output in relation to input) is important and
becomes an index of educatinnal qualitV not just fiscal attributes. The model tends
not to foeus on the environment, how it functions, and how it responds tn
interventions. (Goodlad et al., 1979:175)
The researchers involved in A Study of Schooling were committed to the basie
assumption that improving schools required knowing what was going on in and around
them, so the studv focused on a large number ¢~ variables existing and interacting within
the context of a small number of schools (12 senior high schools, 12 junior high sehools,
and 13 elementarv schools).
We have not been led to the study of achievement outeomes..,For us, studying what
goes on in schools holds more promise for understanding schools (and, therefore, for

being in a position to improve them) than studving what comes out of sehools.
(Goodlad et al.. 1979:174)

Sirotnik and Oakes (1981), members of the research team, have adapted the
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Contestual Domains
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Figure 8.1 A Framework for Identifying and Organizing Contextual Variahles

data-collection f{ramework used in A Study of Schooling. and put it forward as a
contextual appraisal system that would enable schools to colleet information about
relevant areas of the educational process that are anticipated to have important
consequences for learning and instruction' (Sirotnik and Oakes, 1981:166). The
framework contains four contextual domains and four levels at which data can be
gathered i each domain (see Figure 8.1).

This framework could be a useful tool in the reappraisal not only of American
sehools but also of Australian sechools, The components of the framework ensure that a
broad base is established for the consideration of educational issues and practices, which
is in accord with the prineiples enumerated in the present studv and in other sources
quoted in this report, principles such as the involvement of all sectors of the school
community in decision making and school operations, and the relevance of a societal as
well as a personcl context in a consideration of the learning process and in the
development of a curriculum.

It might be useful, in view of the common elements of successful practice outlined
earlier in this chapter, to refine further the data source categories of the framework in
order to enable the collection of more precise information: for example, the Teachers
category could be divided into principals, co-ordinators, and classroom teachers; the
Parents category could distinguish between English-speaking and non-English speaking
parents; and the Students category could inelude students from feeder primarv schools

and from local tertiary institutions.
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e distinetinn thint the framework makes between instruetional, institutional, and
societal contexts mizht encourage personnel to look bevond change to the individual or
to the curriculiirn and to consider changes to school orr.anization. As another American
researcher, Apple (1976:180) said, when discussing currant attitudes to seaool change.
‘Almost all action is foeused on changing the individual rather than the defining agent,
the larger institutional context’. Certainlv. in the present study of school practice in 27
sehools, more curricular than organizational change seemed to be occurring: the focus
tended to be on helping the individual to overcome difficulties or improve performance
within the present school strueture rathec than considering change to the structure jtself.

One of Goodlad’s recommandations from A Stedy of Schooling concerned
organijzational innovation: he proposed a vertical unit structure in which secondarv
schools would be organized into four-vear units of 160 students with teams of teachers
allocated to each unit and responsibie for the learning of this group over the four-vear
period; use would also be made of peer tenel 11g 'to r~duce the passivity and lonc learning
of the present classroom situation' (Goodlad, 1983:557). A vertical .:nit structure has
been introduced into a small numoer of schools in Australia, as reported, fo: instance, in
Sturman’s (1982) account of patterns of school organization in 16 schools. The underlving
philosophy of such models of schooling is elosely allied to the philosophv of the vertically
struetured pastoral care prograins discussed i, detail in this report - a philosophy that
encompasses a concern for the eare of the individual student and a desire to encourage
social cohesion and co-uperative learning. School communities that were considering the
introduction of & vertically strurtured whole school program, which would be a major
undertaking, might find it useful to introduce a verticallv structured pastoral caro
program as a preparatcery step. To repeat the quotation from Marland (1974:204):
'Pastoral care i3 the essence of a school and ... tne structiring of taie sehool is the key to
its success’'.

Directing schoo! reappraisal specifically towards organizational restructuring, such
as the vertical unit structure, may solve the problem of the neglected middle school.
The focus of change in the school practices observeo in the present stindy tended to be at
the top or the bottom of the secondarv schocl structure, not at the middel level,
although it is at this level, as research has showr (see Connell et al., 1975; Wright and
Headlam, 1978: and Batten and Girling-Butcher, 1981), that students tend to feel most
dissatisiied with school. There may be a case for bringing into the middle school some of
the organizational flexibility seen in the senior level transition education and alternative
programs observed in this study: in those programs students were beginning to go in and
out of the work place, in and out of the community, and in and out of technical and
further education institutions. Similar ventures could be incorporated into a more

flexible middle school organization and eurrieulum structure,
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A reappratial of sehools in terms of their orvanizational structure might also
inciude the considgnration and expansion of other praetiees that have been highlichted in
this report, such as co-operative school and eommunity endeavour, peer tutoring,
coarporate and eollezinte decision-making processes, and inter-institutional interaetion,

Although, from the evidence of the present studv, it is oragunizational issues which
need particular investigation and action in the seeondarv <chool, attention to currienlum
chance inust he maintained, The major area of curriculum change observed in this study
oceurred in the upper secondav school in the vears of post-compilsory schooiing. The
foeus of observed change was contained in the alternative and transition edueation
programs that were offered to students in Years 10, 11, and 12, ‘These prograins
addressed the problem of preparing students for the adult world thev were ahout to enter
#nd, in so doing, tackled other organizational and curricular issiies such as assessment,
basie  skills, and pastoral ecare, In recent vears educationists have urged a
reconsideration of the education offered to students in the senior secondarv vears:

The two post-coinpulsory vears are now the most crucial in the whole education

syatem, Unless they can be broadened in emphasis and can lead out into a wider

range of subsequent possibilities, there is little point in encouraging school

retention. (Blackburn, 1981:94)

It is important that none of the three secondary areas (covering the junior, middle,
and Senior years) are neglected bv schocl communities seeking to improve their schools,
and that a sense of continuity is maintained through the three levels, Continuity
becomes a concept of particular importance if the upper sccondary school is seen as a
separate entity, as in the presentlv operating senior colleges, or the proposed vouth
complexes (Shears, 1983) or community colleges (Beswick et al.. 1983).

The two frameworks that were developed in this studv - the classifieation of issues.
and the —ommon elements of successful practice - and the contextual appraisal
framewcrk discussed in this ehapter provide a comprehensive basis and framework for
the co'lection of relevant information to serviee school community discussions of both
organzational and curricular change, That such discussions are essential, Goodlad, at
the .:nd of his exhaustive six-year study of schocling, is in no doubt:

Reeent analyses of eontemporary societv reveal a relentiess restructuring taking

slace that is changing our lives and that demands a fundamental restructuring of
sehoals, (Goodlad, 1983:553-4)
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QUESTIONNATE TO PRINCIPALS

F=slie AN PRACTECES TN AISTRALT Y SCHOOL S

lrhv_ Do U Classriieation of Educational ssues
in order to determine what the community thoupht about our primary oand
oondary schoots and where thee should be headinge in the cipghtice, o ~carch
made ot the releoant Titerature that had appeared over the past fow vears.
e ntormation w

s cathered from sonrces such as book i articles, SUrves s

N ttee reports, poliey Jdocument., research findines. and conference

R ST opnens were cxpressed by omenbers ot the school community

i Derpate . teachers, parents, students). stat’t in tortiary institutions,
sovernrent bedies and their representatives aach as the Schools Commission) .
corEnttee o enquiry s cdacational associations. media commentators. and the

seneral o pab e

The pesaes thus

Jthe basis of o classitication of educational issues.  lhe classitfication

tified by othie school community and the wides communi ty

ent to representatives of commanity proups with an interest in cducation
tor ratirication and comment.  The croups included cducation centres, state
and revionad cducation offices, rescarch institutes, and associations of
emplovers  teachers, students and parents,

On the basis ot the pgroup representatives' comments the classitication of
cducational issues was revisod and a final form produced, which is the
substance ot this Jdocument.  The issues fall into twe broad catepories, and
cach category contains two sub-categorices,

Orvanization: 1y genceral ssues of school management;

F20 bsraes that concern the teaching component ot <chool
orcanization .

Curriculum: (1) issues relevant to the personal development of students,
ST the acquisition of intellectunl and physical skhills;

(21 issues relevant to the social development of students,

learning about seltf in relation to sociectv,

According to the Oxford dictionary on 'issue' can be a 'point in yuestion'
or an 'outcome' . so that in the context of the school an issue may be
important cither as a subject for debate ('something we are thinking about')
or as the realization of & policy decision ('something we are doing'),
For the purposes of this Classification the focus is on the sccond of the
two definitions, the things vou are doing in the school as a result of policy
decisions,
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Phe Ul oardrcat that have been ddent:died, by the

methods oatiined poovbor Dol e b osaes o e rtance Toooaches Teoan these
carly vears ot the T9S0L0 0 Sope o the e are achnowledocd to have been
RN d-standing but o conc Tnadne inportance. white others ha asSumend
mportance onlyv receat v bach of the issues in the Classitication has been

detined Inoa way that 12 not too preseriptive. to ol low for diftferent inter-
pretations of the concept inoindividual school practice. There is an
incvrtable overiay between cortarn i<sues but the maior tocus n cach is

dirtterent .

when sou haove read through the Clussification, please give conss deration to
the issues an che Sllowing way

1 which of the issacs listed in the classification do vou consider to be
ot major current importance in vour school?

Choose up to tour 1ssues in the Orpganization section and up to o sixo1ssues

in the Curriculum section {disregarding, for this purpose, the four sub-
category headingsy.

Indicate yvour priority issucs with a tick in the column on the far right
of the page.

2 There is a space at the end of cach category where amendments to listed
tssues can be wade and details of any additional issues of importance
to your school can be given,

3 The last page contains two sections. The first seet’on allows space

for briet descriptions of one or two current practices in your school
that exemplify some ot the priority issues you hiave identified as the
most Laportant issues ot the eighties for your school.

The second section allows vou to identify any issucs that are still
"points in guestion’ rather than 'outcomes' at your =xchool, but that
vou consider to be of importance.  You may also wish to identify any
conatrainte that micht he operating to presed the translotion of these
issues into practice.
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Mana

CLASSTETOVEION OF DRSS ORGASTZATION

eihent

School Afms and their Achrevement. teneral and speciic

sl for the school, the department, and the individoaoi
vianseoand the means for Jdetermining the extent to
which these goals are being achiieved.  This may include
4 oconcern wrth the process tor estublishing atms,
regular revision of statements ot aims, and Jditfferent
pinds of cvatuation of poal achicvement.

School Autonony The acceptance of responsibility for
poticy Tormulation and or curriculum development by the

NUTENSS R N T N T ISR BRI U RN S g
tvolvement by administrators, teachers, students,

parcnts, and other community members.

Ixxlnln; tor Administrators.  Formul conrses or less
tormal within-school programs tor assisting school
beaders tprincipals, department heads ete.i with areas
such s the processes of administration, handling
personal relationships, facilitating change.

The Scheol and the Community.  The broadening of the
base Ut sChool operdtion to allow for interaction
between the school and the community, which may take
the form of access to school and community facilities
tar both groups, or teaching involvement by both groups
1n the school and in the community

Nitemnative Ovanx"

dtional Arrangements.  Maximising
cducational upportunjoEs for students of different ages
and abilitics by providing structures that Jdiffer trom
the traditional primary and sccondary structures; for
exumple senior colleges, sub-schools, vertical grouping,
the junior secondary school, co-operative ventures
across levels (pre-school, primary, sccondary, TAFE)

and across systems (government and non-government).

“hing

Assessment and Credentials,  The investigation of

present procedures and new methods of student assessment
reporting, and credentialling, to take into account a
broad range of attributes and abilitics (cognitive,
affective, physical, social),

Di wll}iﬂi_iﬂgvffp}jng Determinittion of the appropriate
balance of freedom und restraint with regard to student
hchaviour, by means such as the encouragement of self-
discipline and self-responsibility in students, dialogue
between staftf and students to determine codes or behav-

four, student involvement in aspects of school governance.
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ol P the it
toach Standen : oLe i
AvduisItran and seerad develoomentoand the provieion
o care and counsellins or indadeal o stodent e he the
Shifsraom teacher and by otraaned pertonnel
) i “L\kllj”&”t ot feachers. The provicnon

cducation wWithin and Tutside the <chool
toostimulate teachers and to provide them with the
srtlls necessary for therr present and fmture roles -
cducators, including the opportunity o move in and
out of the teaching ricld.

Other Issues in Qruanication

CLASSTELICATION OF ISSHES:  CURRICULUM
Personal Development

10 Preparation tor the World of Work The preparation of
students for their future in the working world may
include the study of work as a human activity, carcer
suidance, work expurience, training in <pecial
occupational skills, understanding the implications
of employment.

11 Inquiry and Processing Skills. The encouragement of
independent thinking, the development of problem-
solving skills, teaching students how to scek out.

interpret and cevaluate informution from various sources

12 Communication SKkills. The development in stidents of

inter-personal sKills and the ability to communicate
cffectively in speech as well as in writing.

13 Lducation of Disadvantaged Students.  Curriculum
specifically for the need. of

planning that cater:
students that are disadvantaged because of language,
culture, sex, geographic isolation, or intellectual
or physical handicap.

11 Ldneation of Gifted Children.  Carriculum planning that
allows for or specializes in the attainment of excellence
in academic arecas or in arcas of particular artistic or
physical skills,
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16

Integrated Studies and Courses. Curriculum planning
that integrates hnowledge from separatc areas on the
basis of, for example, particular themes. students'
own interests and cxperience, or a sequential course
ot study.

Technology in Education. Developing an understanding
of the place of technology in our socicty and the
implications of technological change, as well as
developing the necessary skills to cope with
technologival cquipment and procedures.

Physical Education. The study of physical development

and health education, and the development of physical
fitness and sporting skills.

Education for Leisare. The preparation of students for
present and future participation in and appreciation
of 4 range of cultural and recreational pursuits.

Basic Skills. Bringing all children to a level of

competence in the basic skills of reading, mathematics,
and written expression,

Core Curriculum. The development of a set of learning
expericences that should be acquired by all students as
@ bhasis for personal devzlopment and social parti-

cipation.

Social UC\cloPmcnt

21

[29]
(93]

Moral Rducation. A study of the moral aspects of social
issucs, which may be taught in the context of several
disciplines or as a scparate subject, or it may be
interpreted as the teaching of particular religious
belicfs,

Co-vperative learning, Developing an awareness of the
vitlue of co-operation as well as competition as a
motivation for learning, teaching students how to work
together for their mutual benefit.

Multicultural Education. A study of the diverse strands
that arc now part of Australian society which may
incorporate such aspects as language, history, customs,

social attitudes, national identity.

Development of Personal Identity. The development of

cach student's sense of personal worth, self-
understanding, and self-direction.

Special Social Competencies. The development of non-
vocational skills necessary for life as a competent
member of society, skills that are relevant to arcas
such as marriage, sex, driving, safety, budgeting.
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Contemporary Society and Social Change. The
development of a sense of social responsibility
through a study of the framework and structures
of contemporary society and the factors that
contribute to social change.

Other Issues in Curriculum

Practices in Your School that Exemplify Priority Issues

Fotential Issues of Importance for Your School
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Over recent years there has been an increasing amount of public and
political discussion of educational directions and educational
accountability in relation to our primary and secondary schools. The
study reported in this monograph attempted to address these
concerns through a four-stage process: a review of community
expectations of schooling; the development of a classification of
educational issues; a survey of 400 primary and secondary
government and non-government school principals 1o determine their
priorities among the issues; and, in 27 of the survey schools, detailed
studies of school practices which exemplified the priority issues.

Some significant differences between the groups emerged in the
data analysis: Pastoral Care and Moral Education were issues of
particular importance to non-government school principals from both
levels; Co-operative Learning was particularly important to primary
government school principals; Preparation for the World of Work was
much more important to secondary than primary school principals; and
the issues of Technology in Education and Special Social
Competencies were of particular importance to secondary government
school principals. From the study of selected schools it was possible
to identify a number of factors, recurring in a variety of educational
situations, that were associated with successful practice. These
common elements of successful practice were related to program,
process, and personnel.
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