Abstract

his thesié presents an examination of the way in which
an educétional initiative, delivery of the curriculum using a
vértical timetable, impinges ﬁpon the education community

cbncerned, in particular the teachers. The research aims to
provide school administrators and policy makers with insights

into the'impact of an educational change.

The investigation was conducted over the period of 2
years in a group of schools where the vertical timetable was
introduced. Teachers, administrators, students and
parents/guardians participated in the study. The researcher
adhered to a constructivist approach to the research and
enmployed a case study method. Responses were gathered using

questionnaires and a focus group interview.

The study identified key issues for students and
teachers. Analysis of these themes yielded several practical

recommendations for administrators who plan to implement

vertical timetabling.
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Chapter 1

Introduction

Education is not the filling of a pail, but the lighting of a fire.
William Butler Yeats
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The context of the project

E;ince'the 1970's there have been several major
innovations and shifts in policy in education in Queensland.
Many of the changes were as a result of four reports: Radford
(1971, Scétt (1974), Viviani (1990) and Wiltshire (1994).
Other useful iﬁput came from Leech’s Delay of Specialisation

(1975) and the Director’s Committee on Secondary Education

Report to Schools (1976).

The so-called traditional form of curriculum delivery in
secondary schools, the horizontal timetable, was seriously under
threat by the 1980's as schools were encouraged to adopt
organisational procedures that}were best suited to the
educational needs of the students (Department of Education

1986,2) . Schools began to head to more student centred

education.

Educators interested in such innovations were clearly
influenéed by the apparent success of overseas experiments,
namely those of Klausmeier‘s (1977) Independent Guided
Education. This work was seminal to the early experiments in
Victoria (Newton 1990). Queensland‘educators had the
opportunity to study schools in other states as a result of

Participation and Equity Program grants thét were then available
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from the Federal Government. School administrators seeking
curriculum delivery and organisation initiatives which focused
on a more student centred approach to the delivery of curriculum
had the opportunity to access successful models in the
Australian context. Unfortunately, bringing good educational
ideas from one state to another proved to be difficult. Teachers
as Well as‘policy makers tended to adopt a hit and miss approach
in an attempt to introduce successful innovations they had seen.
There was little in the way of supporting literature to help
them come to terms with the difficulties of managing an
innovation. This study aims to address this gap in the

professional literature.

Statement of the Problem

The researcher’s purpose in conducting this investigation
was twofold: firétly, to study the introduction of the vertical
timetable into selected Queensland secondary schools, and
secondly, to determine the wéys in which the members of the

schools’ communities, mainly the teachers, were affected.

The vertical'organisation of curriculum delivery was the
focus .of this research. The vertical timetable is a way of
delivering the curriculum where students select the subjects
they wish study according to their academic achievements in

related areas or interest in the subject, not because of the way
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the school has aliocated‘the course of study where the same age
cohort progresses as a body to the next stage of study. The
researcher was interested in the ways the members of schools
were affected by this organisation of curriculum delivery. The
researcher decided to use four cohorts of participants from whom
she would gather the data: those whom she believed were the main
stakeholders in each school regarding the curriculum and its
delivery. Consequently, a broad question was developed:

What themes emerge from teachers, administrators, students and
thelr parents/guardians regardingAthe introduction of the
vertical timetable in secondary schools?

The participants were asked a series of sub-questions:

® the perceived reasons for the introduction of the vertical
timetable,
® the participants' involvement in the day to day operation

of the vertical timetable,

@ the future of the innovation.

Definitions of key terms

The word curriculum is often used in conversations about
and within schools. In one use of the word it refers to a
particular course of study, the English or Mathemafics
curriculum, fofAexample, where the word is interchangeable with
syllabus. 1In this context the word refers to a particular
course of study. In the Year 12 English syllabus or curriculum,

for example, a list of novels and plays will be given from which
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the students will.read one or two of each. Therebwill also be a
prescribed list of genres that the students must experience, for
example, an argumentative essay, an exposition on a theme or a
persuasive speech. In the Mathematics curriculum, areas to be

studied would be given, for example, volume, speed, and algebra.

| Anothér use of curriculum refers to "a set of broad inter-
related decisions about what is taught that characterises the
general framework within which teaching is planned and learning
takes place”™ (Eraut 1975). This interpretation of the word
frequently includes the school's philosophy or mission
statement, which is used to explain the basic principles,
character and purpose of the school. The reference to
curriculum often contains a broader meaning, including that of a
basic approach to education. This varies from the previous use
of curriculum where the word was used with a narrower meaning.
‘The researcher uses the word curriculum to mean the lived
totality of students’ experiences, both intended (planned by

teachers and the school) and unplanned.

: HiStorically, schools have organised the way the students
are taught in what is commonly understood to be a horizontai
timetable. This can be seen where a student, who is 13 years
0ld, enters Year 8 and studies a set number of subjeéts for a
given time. 1In a typical school, the students must study

English, Mathematics, Sociallstudies, and a language other than
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English (LOTE) fof a year. The students may also study Home
Economics and Manual Arts, Physical Education, Art and Music for
a semester or a year, depending on school policy. At the end
of the year, all students progress to the next grade or year
level, almost always regardless of student academic achievement
or interest. This transition takes‘place with little or no
accéunt Qf their prior knowledge or misconceptions they may
bring to a subject. Generally there is some room for individual
subject specialisation at the commencement of Year 9, with
students able to choose from two levels of Mathematics, and five
subjects from those studied in Year 8 or other subjects
depending on the school, for example, Speech and Drama, Design
and Technology. Individual choice is often limited to the
academic pathways offered by the way in which the subject
offerings a?e timetabled by the schools. That is, the school
timetable is critical to the students in terms of subjects they

can choose and ultimately the outcomes they get from schooling.

The word timetable is used in most schools to describe the
organisation of the school day. It refers to the length of
lessons, for example, 40 or 50 minute periods of time in which
the subjects are taught. Most school days comprise six or seven
'leSSons. The ways in which time is allocated is one difference
between a secondary and a primary échool (Bryan 1980;239). The
timetable regulatesla school’s activities more immediately than

the school’s formal curricula (Allen 1989, 2) and it is ther
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timetable that affects the daily lives of the teachers and

students.

As well as being a statement of the school’s daily
organisation, the timetable represents the policy of the school
with regard to “the rationing of opportunities for learning, of
reséurces bf teachers, spaces and times, possibilities for the
organising of groups” (Allen 1989,2). The nature and
significance of the secondary school timetable itself has been
presented as possessing six views by Allen (1989), but the depth
and scope of such an analysis is beyond the scépe of this study.
In the expression, verti;al timetable, the word is used slightly

differently, and it is in this way that the term is used

throughout this thesis.

The vertical timetable is the organisation of teaching in
a school where the traditional year levels, for example Years
8,9 and 10, are replaced with three levels of work, say Levels
1,2 and 3. The progression rate is different, although it must
be noted that the progression rate with a horizontal timetable
can also be varied as with streaming. With the vertical
timetable, students are not tied to a particular Year level for
twélve months. Instead they may complete a Level in either a
term or semester,- depending on the model adopted by ﬁhe school

(Goosem 1986, Middleton 1982, Power 1990).
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Blocking or block timetabling involves the use of blocks of
time instead of single lessons. The notion utilises the
grouping together of some subjects so that all the time
allocated to each occurs at the same time no matter how this is
divided (Allen 1989,112). More traditionally, a horizontal
timetable involves students selecting subjects from sets of
offériﬁgs.’ The subjects are studied for a set period of time,
then the student progresses with the rest of the cohort in that
subject to the next yéar, almost regardless of student interest
or achievement. More recent innovations in timetabling use a
vertical timetabling approach where students choose their own
subjects, within certain parameters, according to their level of
achievement in the subject. Often the student will study in a-
group of students from different Year levels. This arrangement
allows homogeneous grouping of students according to their
interest and/or ability in the subject. Students may therefore
study particular units of interest, or work with their peers of
similar ability. As a general practice it appeared that in Year
9 Mathematics. For instance, approximately 60% - 70% of the
students were studying Level 2 Mathematics, with the balance
equally divided between Level 1 and Level 3 Mathematics

(M.Power, personal communication October 1996).

The history of this project
As a result of many years of teaching and working with

students who often faced failure when studying subjects in which

Introduction 8 . : - Chapter 1



they had little iﬁterest, motivation and/or ability the
researcher became interested in the role of curriculum
organisation. Many students were frequently locked into a
subject because of the way in which the subjects were presented
to them for selection (Board of Senior Secondary School Studies,
1998) . There was often no room to change.  Interestingly, in
such a traditional form of organising curriculum delivery,
students are frequently kept in.the same age cohort, despite the
fact that they have clearly demonstrated an outstanding
familiarity of the content, skills and processes of a subject.
Undoubtedly, this situation sometimes arose because the
teacher’s interpretation of the syllabus did not meet the needs
of the students, not as a result of the manner in which the

curriculum is organised.

In a context of increased school retention numbers in the
senior secondary school and continuing high levels of
unemployment, attention is being paid to issues of relevance of
schooling for those students who do not wish to proceed to
tertiary level studies (Education Queensland 1999,2). To
address the requirements of these students, the need has been
identified to provide programs within secondary schools which
.might be vocationally orientated and to integrate vocational
learning with accredited school coﬁrses. Increasing numbers of
students need to be offered subject selections that will equip

them with skills and abilities relevant for employment and life.
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Other students ma? be considered at risk of not completing Year
12 to a satisfactory level. Yet some schools offer only the so-
called academic subjects rather than those with a vocational
content, forcing some students to study subjects that are
unsuitable for their interests and abilities. Social and
technological changes, as well as the expectations of the work
plaée, havé compelled schools to review their academic practices
{Education Queensland 1999,7). Consequently, many schools offer
Vocational Educational (Voc Ed) subjects in Year 11 and 12.
These subjects are often nationally recognised as ehtry to a
TAFE college and in Overall Performance in particular subjects.
40% of students in Queensland will have Voc Ed components in
their Senior Certificates in 1999 (K.Purnell, personal
communication, July 1999). New approaches have been adopted in
many instances to address the interests and requirements of a
new generation of students. In fact, more than 80% of
Queensland Senior Secondary schools offer Vocational Educational
Training. The state has more new Apprenticeships (360) and
Traineeships (1550) than the rest of Australia combined
(K.Purnell, personal correspondence, July 1999). Queensland’s
initiative in this endeavour was apparent as early as 1996, when
- . the participation rate in school industry programs was 17.5% for
all students, ihe highest in the nation (Ainsley & Fleming
1996,28). A Nafional Survey into Schobl Industry Prégrams
(1996) conducted by the Australian Council of Educational

Research indicated that, even three years ago, 352 of students
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who studied Voc Ea units used the programs for “advanced
standing or credit into apprenticeships or training” (Ainsley
and Fleming 1996,59). Queensland has taken major steps in the
direction of generating the new outcomes expected for schools in
a rapidly changing society as identified by Darling-Hammond
(1993), Fullan (1993) and Fullan and Miles (1992). This has

clear implications for timetabling which will be addressed

later.

New views of how people learn are emerging. These notions
complement and in some cases contrast with traditional views
(Weinert & Helmke 1995). Drawing on some of these views, this
research aims to challenge aspects of accepted practice and
theory and complement the current knowledge. Just as the
emphasis on teacher control has shifted to.one of the teacher as
a leader of learning or “knowledge worker” (Education Queensland
1999,17), the model of set courses for students has been
abandoned in favour of one where the student adopts an active
role (Bruner 1986, 108). This can be seen with subject
selection for example, and the incorporation of elective
subjects in many schools. This shift in approach is seen by

many as a better way to address the needs of the students.

No single method of curriculum delivery is the best for all
students and for all learning goals (Bruner 1986). From

experience in several secondary schools thé researcher had
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observed that man? students have achieved sound results in
subjects delivered with the horizontal curriculum. However,
over time, is this the best form of organisation of curriculum
delivery for all students? Might students’ outcomes be, at
best, as good as, if not better, if more ‘user friendly’ ways of
curriculum delivery are adopted? This view.is often supported
by Ehe s;hbols themselves and alternate methods of organisation
of curriculum delivery have been adopted to address the
perceived shortcomings. “Most schools however, have a structure
that is designed to best suit a few student stereotypes,
offering very limited choice in curriculum” (Wilson 1996).

Other schools perceived similar shortcomings of the
traditionally delivered curriculum: “Under the traditional high
school curriculum, this student would be disadvantaged by the
inflexibility which is caused by organising work into year
levels” (Runcorn State High School Junior Subject Handbook,
1996) . One means used to address these difficulties was the
vertical timetable, and many schools have introduced this method
of organisation of curriculum delivery to address the perceived

needs of the students.

The vertical timetable was first introduced into a few
Quéensland schéols in about 1988, but has been in limited use in
other states siﬁce an urban Victorian secondary schobl first
introduced it in the 1970's. Use of the vertical timetable has

increased greatly since this time, spreading to all states
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(Goosem 1986, Speér 1978) . The development, in Australia, of
ve?tical timetabling has occurred largely without any
theoreticai underpinnings. Practitioners have acted with little
or no literature or knowledge to guide them in either the choice

of a more flexible method or the way in which to administer it.

| Klausmeier (1976) is the educator who is generally

acknowledged as the developer of the modern vertical timetable.
He wrote on the topic as had other American educationalists such
as Brown (1963) and Conant (1967), but their work is based upon
experiences in the United States education system. There are
important'differehces between education systems in the USA and
in Queensland. Unlike systems in the USA, Queensland secondary
schools have had, for many years, a school based, externally
moderated assessment system which is heavily reliant on teacher
decision making in authentic settings. This difference makes a
study of vertical timetabling in Queensland timely and important

in terms of adding to the literature on the subject.

The American literature provided a useful beginning point
for this research. It drew the researcher’s atfention to issues
such as personal involvement and consequent ownership of the
Vertical timetéble, the ways in which the members of the school
communities are benefited or disad&antaged, and the manner in
which any problems are addressed. These issues are discussed in

Chapter 5.
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The significance of this research

This inquiry attempts to examine the effects of the
introduction of a change in educational practice in secondary
schools. 1In doing.so, it has sought to provide a report to
educators and other interested parties who wish to‘know more

about what happens when a vertical timetable is implemented.

There is a clear gap in the literature that is concerned
with the theory and practice of delivery of the curriculum using
the vertical timetable. As more schools begin considering the
introduction of a vertical timetable (M.Power, personal
communication, October 1996), it is important to provide a
framework for administrators. The study may also contribute to
wider debates in the educational community about how to improve
the administration and potential outcomes of the vertical

timetable.

For the researcher, this study has provided the opportunity
to reflect on the practices bf schools and how they sometimes do
not meet the needs of the students. As part of this study, the
successés and failures of the traditional way of delivering the
curriculum were inveStigated. The study of the effects of the
introduction of the vertical timetable provided an opportunity
to identify, from the point of view of teachers and students,
some of the advantages and disadvantages of vertical

timetabling. This study also offers suggestions for addressing
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some of the negative effects that the vertical timetable was

found to have on.teachers.

QOutline of the research

Change and innovation are ongoing in schooliné. As an
educator, the researcher has witnessed and experienced many
innovations and shifts in policy thaf have affected téachers,
their students and administrators with varying degrees of
success. This thesis attempts to provide néw knowledge for
administrators, educators and other interested parties following
an investigation into one of these initiatives: the way in which
curriculum delivery in secondary schools in Queensland has been
rethought, and, in particular, the ways in which it impinges
upon the school community and the teachers. The researcher
believes that the traditional horizontal curriculum has been
found lacking by many educators, and to address this per;eived
shortcoming, the vertical timetable has been introduced in some
schools in attempts to better meet the individual needs of the
students. The project aims tb develop new knowledge in this
field of academic interest and thus contribute to the limited

amount of literature in the organisation of curriculum delivery.

The researcher sees the significance of this inquiry as
twofold: firstly the theoretical framing of the research draws
on the current literature concerned with learning theories,

change theories and the literature concerned with the impact of
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éhange on teachers; sécondly it is grounded in the lived

experiences of those who have participated in the change.

This study had four key phases. The first comprised a
preliminary study that was conducted in several schools. The
second study was undertaken in the same schools but involved
different participants. Emergent themes and issues were
identified and addressed in greater detail in the third and
fourth phases of the inquiry. Key issues included: the ways in
which the students were seen to benefit from the vertical
timetable, the personal stress reported by many teachers, and
the perceived disadvantages of a vertical timetable and ways to

address and deal with these obstacles.

The research was conducted in eleven schools which is
documented in this thesis. The preliminary studies were
reported in the advanced research tasks required for this degree
(A summary of the findings of this work is presented in Chapter
4). Data collection in this study involved the use of
questionnaires and a focus group interview. The data analysis
identified a number of positive and negative outcomes for the
students and teachers of the implementation of a vertical
timetable. Daﬁa analysis and reflection informed by the
research and the literature develoﬁed recommendationé for

possible consideration by schools.
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Conceptually; the study draws on the_principles of the
management of change in educational practice (Fullan 1993,
Fullan & Miles 1992, Wilenski 1986), the notions of the
significance of the structure of the timetable in a secondary
school (Allen 1989) and the theory of curriculum construction
(Brady &ernnedy 1999) . These resources were used to frame the
empirica1 data obtained from the case studies of schools which

had implemented the vertical timetable.

This research project was concerned to determine the impact

of the introduction of the vertical timetable in secondary
schools and how it impinges on members of a school’s community.
The interest in schools in the vertical timetabling has arisen
from new theories of learning and discontent by teachers,
students and parents/guardians with the traditional horizontal

method of delivering school subjects.

This chapter establishes the research questions and the
backgroundvof the study. The aims and research questions are
identified ih relation to the statement of the problem.
Definitions of key terms deployed in the study and an overview
of the history of the project have been presented. . The
significance of the study is argued to lie in the mix of
theoretical framing and is grounded in its critical Conceptual

and practical values. An outline of the importance and
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relevance of this study to the development of knowledge is

presented.

What now follows, in Chapter 2, is a review of a broad
range of literature addressing organisation of curriculum
initiatives as well as associated topics, such as the causes and
resﬁlts vastress in the workplace. Chapter 3 presents a
discussion of the concéptual framework of this study. In
Chapter 4, relevant methodological issues for the inquiry will
be examined. The following chapter, Chapter 5, analyses the
data and reports on the findings. The final chapter is divided
into four sections: the first presents a summary of ﬁhe thesis;
the second describes the implications of the main findings; the
third presents recommendations for consideration by the schools.

The final section introduces several methodological issues.
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Chapter 2

Review of Literature

The ihings taught in schools are ot an education but a means to an education.

Ralph Waldo Emerson
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he following are the areas of literature which are

examined in this chapter:

° Relevant theories of learning
® Implementation variables in curriculum innovation
e The vertical timetable, individual learning and other

models of curriculum'delivery
® The effects of educational change on teachers
These areas were part of an early consideration of the
research problem and as the study developed they became the
basis of a framework of the research. The first area of
literature reviewed includes topics such as the constructivist
view of learning and Piaget’s Theory of Cognitive Development
(Chapman 1988, McInerney & McInerney 1998). New views of
learning have emerged in recent years and coincide‘with a
greater concern by teachers to meet the needs of individual

students.

Literature asséciated with the development and
implementationaof change is the second area drawn upon, in
particular, the influence of teachers’ attitudes to an
innovation or change is considéred. This literature
identifies the important considerations for the management of

educational change. Literature concerned with the theory
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underpinning the §ertical timetable and individualised
learning is considered. Several examples of other models of
curriculum delivery are also taken into account. The review
will argue that before educational change is adoptéd,
administrators and change agents should be familiar with
current issues regarding curriculum delivery. The topics
highlighted in this review are indicative of such issues:
blocking, split shift timetables and timetables with different

divisions of time.

Literature reporting the effects of educational change dn
teachers is then considered. The review will argue that
informed managers of change must understand the likely
outcomes of an educational innovation. Reported consequences
of educational innovation include a sense of powerlessness,
anomie and confusion, as well as one of stress. Feelings of
powerlessness and confusion are discussed. Literature from

Durkheim to the present is considered.

Theories of learning

New hypotheses have coincided with concerns to provide
more student centredvapproaches to teaching and scﬁooling
generally. Thié section draws on literatures that are
concerned with student centred curriculum, Piaget’s Theory of

Cognitive Development, as reinterpreted by McInerney and
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McInerney (1998), and the notions of learning modes as

described by Keefe (1979), and McCarthy (1981).

In some cognitive theories, such as Bandura’s Social
Learning Theory (Trenholm 1986,125) and Rokeach’s Value Theory
{Trenholm 1986,127), the learner is seen to.play an active
rolé in building personal meanings regarding his/her academic
experiences. The views of both the participants and the
students are frequently referred to as personal constructs
(McInerney & McInerney 1998,5, Griffin 1997,129). Adopting
this definition, knowledge is seen to be built up from
individual constructs. The horizontal curriculum, depending
on thé way it is used, can allow a wide range of learning
levels. This results when all classes (in a subject) are not
at the saﬁe point. This was the case at Glenmore State High
School in the 1970's with 180 students in Year 8 studying
English, Science, Mathematics and Keyboarding, for example.
Problems arose with keeping check on the individual academic
pathways, as well as‘guidance with respect to each student’s
target (M.Maher, personal correspondence, October 1998). In
many other schcools with a horizontal timetable the curriculum
delivery frequently ignored the fact that a common rate of
.acquisition ofiknowledge or progress of learning, based on the

rigid “lock step” delivery of the curriculum, does not exist.

Constructivism, conversely, supports the view that

Review of Literature 22 . Chaprer 2



learning is estabiished via student exploration aﬁd discovery,
practices that are individual both in order of occurrence and
rate. Constructivism can also be defined as a framework for
developing principles of effective teaching and learning. In
this context constructivism is drawn from cognitive psychology
which involves, in general, learning theories. Implicit in
thié explahation is the fact that learners construct their own
understandihgs (McInerney & McInerney 1998,5). 1In this
interpretation constructivism is seen as converging with the
central concept of the vertical timetable, where individual

students construct individualised learning pathways.

The bioclogist cum psychologist, Piaget (1896-1980),
advanced the idea that:

there should be an optimal match between the
development stage of the child and the logical
properties of the material to be learnt (McInerney &

McInerney 1998,32).
This aspect of his Theory of Cognitive Development (McInerney

& McInerney 1998,20) can be broadly interpreted as inferring
that the curriculum should be matched to the student's ability
and interests. It must be noted that occasionally a student’s
perceived interests do not parallel his/her actual interests.
When this Occuis, special efforts are required by the
educators and~cérers to ensure that these elements afe further
considered. If one abcepts Piaget's perspective of the

essentials for education, one can then readily embrace the
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tenets of a student centred curriculum. The essentials of the

piagetian theory.suggest:

individualisation of learning experiences so that

each student is working at a level that presents an
optimal match between what the student knows and the
new knowledge to be acquired (McInerney & Mtherney

1998, 33).
In other words, educators who are interested in best meeting

the needé of the students, should allow the student to study
subjects or units of work that best suit his/her ability with
regard to topic, degree of difficulty and pace of progress

(Bury & Hooper 1990).

An approach informed by this principle has been adopted
in some schools in order to provide experiences better
tailored to match the interests and abilities of the students.
A number of schools are now delivering the curriculum using
the 8 Key Learning Area (KLA) framework -(K.Purnell, personal
correspondence, August 1999). It can be expected that some
tension results between the system—level concerns and the
focus on iﬁdividual needs. One school has attempted to combine
the two and adopted an approach combining the nationally
prescribed KLA's and curriculum pathways provided fpr the
local students because of:

the failure of educational institutions to provide
school experiences that meet the needs of
adolescents. Continual failure of school systems

will result in fewer opportunities for students to
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reach their full potential in adulthpod (Woree State
High School 1999).

An interesting Iﬁnovation and Best Practice Project has seen
ghe KLA'syllabuses.superimposed in Health and Physical
Education and Study of Society and the Environment( to
initiate and promote effective student learning. In what
promises to be a groundbreaking trial, the échool is “altering
teaching practice to elicit student outcomes”. >The trial has
a thorough grounding in Newman’s (1996) Framework for
Authentic Pedagogy involving the constructing of knowledge.
Newman’s approach is consistent with the Piagetian theory
presented above with regard to negotiated student outcomes

that are expected from increased student “engagement”.

The potential classroom consequences of Piaget's
hypothesis suggest the need for an individual lesson for each
student. This is obviously difficult, even though
comﬁuterised record keeping may address some of the issues
faced by schools such as the difficulties that Runcorn State
High School identified with record keeping in the 1970's.
This issue of individually paced learning is contained in the
adaptive educational approach which goes a long way to
achieving the ideal sfate where the individual needé of the
students are addressed. Adaptive education utilises.a
flexible approach to.the delivery of education so that

students can take various routes to, and time for, learning
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(Brophy 1988, Corﬁo & Snow 1986, Wang & Lindvall 1984, 266) .
such an approach.is embraced by educators focusing on the
individual student. With this approach, a student works at
his/her individual pace where the curriculum (Here reference
is made to curriculum as a course of study, not the lived
experienqes of the students as 1s the case throughout this
study) is delivered at a pace that is tailored to suit each
student. This paradigm is reflected somewhat in the vertical
timetable as well as the curriculum delivery adopted at Woree

State High School for the trial referred to above.

Another vital aspect of learning for learners and those
who prepare and deliver the curriculum is that of learning
mode. Learning mode models are built on the assumptions that
learners differ significantly in the ways they learn, and
understanding these modes can be used to inform the practices
of both teacher and learner. These modes are described in
detail by Keefe (1979). He sees some students as active
learners, participating in group and practical work. Others,
feeling uncomfortable in such a context, seek the role of an
almost passive spectator of a teacher (Stanton 1995,153).
Ideally, a student centred curricuium permits students to
choose the subject offerings that best allow them to adopt
their preferred learning modes. Betfer flexibility wéuld allow
any subject to be offered utilising a range of delivéry modes,

with students able to access the mode best suited to them.
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- Students could make use of various learning strategies
including group work, model making or interviewing, for
example. McCarthy (1981) describes three types of léarning
modes: Students who are described as visual learners select
subjects where overhead transparencies, videos or other visual
materials are used by teachers. On the other hand, learners
who>are deécribed as auditory learners adapt weil to lecture
type course delivery. Such learners may be attracted to
subjects such as Economics or Ancient History particularly
when those subjects are taught in lecture-style classes.
Kinaesthetic learners learn by doing, rather than seeing or
listening, and would tend to select subjects such as Physical
Education or Manual Arts if they were taught in a manner that
provided opportunities for doing. These classes could be

taught by lecture or wvideo.

Learners vary in the order in which they wish to acquire
their learning (Burke 1995,153). One interpretation of this
Atheory suggests that individual sequences are required for
every student. McCarthy (1981) recommends structuring the
curriculum so that each unit of study provides some dissonance

and some consonance for every learning mode.

Certainly, in a system with increased flexibility,
subjects would be offered via a combination of modes. In

tension with the press for gréater responsiveness to student
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" needs are system fequirements that learners are eiposed to a
broad base of common subjects such as English, Mathematics,
science, Drama and Physical Education. The problem of how to
provide students with a breadth of experience as well as
supporting specialisation through'catéring for their
particular interests remains an ongoing problem. In some
sChdols where the vertical timetable commences‘in Year 9,

there is still a fixed broadly-based curriculum in Year 8.

Theories underpinning learning modes and sequencing are
argued to be important considerations in the implementation of
a vertical timetable. The notion of individual educational
progress sits well with aspects of adaptive education, in
particular macro level adaptive education as outlined by
McInerney and MclInerney:

implementing vertical groupings and semesters,
providing opportunities for acceleration, IGE, a
whole school approach, student assumption of
responsibility for diagnosing present needs and
abilities, student choice(1998,258).

Issues mapped in this section are clearly important in
any consideration of the individual needs of the students.
New theories of learning warrant cbnsideration as they provide
a basis for thihking about the impact of organisational change
on students. In this researcher’s view they ought to be an

important component in the planning, implementation and
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' management of vertical timetabling.

Implementation variables in curriculum innovation

In this section the literatufe reviewed includes
cur:iculum development and implementation both of which are
regarded.as forms of educational change. Aspects of
educational change addressed here include: the ownership of
change as described by Young (1979), Kimpston (1985) and
Dalton (1988), the need for inservicing of the staff,
presented by Fullan (1982), Marsh (1984), Musgrave (1979) and
Brady and Kennedy (1999) and the necessity for planning Dodd
(1980), Fullan & Hargreaves (1991), Fullan and Miles (1992),
Leithwood (1982).

¢+ < <

It appears in related literature that, for educational
change to be successful, the teachers, usually the focal
agents of effecting change, must understand the'process, the
content and their role in the implementation and maintenance
of the change. According to Young (1979,10), change will not
occur uﬂless teachers understand that it involves:

conflict, a fearranging of support and attention,
greater expenditure of energy and time, and clear
understanding of the expected outcome and worth of

the activity.

This observation of Young converges with the notion of

Fullan (1991) where he identifies four criteria that teachers
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use to assess the.change:

1.Does the change address a need - will students

learn, and will it work?

2.Does the change make clear what the teacher will

actually do?

3.Will the change affect the teachers in terms of

| time, excitement and competence, and challenge to

existing priorities?

4 .Will the change produce rewards regarding

interaction with peers or others?
Here Young (1979) refers explicitly to “conflict” that he sees
to be a necessary part of the change process. Fullan (1991) is
more implicit when he noted that change always involves the
“challenge to existing priorities” and is only successful if
participants can identify the “rewards” that will result. The
researcher believes “conflict” in this case to mean
disagreement or problem that may be personal or involving
others. She feels that this outcome may be éomewhat extreme
and that Fu;lan’s description is more applicable here. This
researcher strongly believes that an informed manager of
change will deliver the proposed change to ensure that
Fullan’s (1991) criteria are addressed, encouraging
involvement oriownership on the teachers’ behalf. It must be
acknowledged that even if the chief agents of change'act in
informed ways as suggested above, some teachers may continue

to resist change. This can occur, as the researcher has
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 observed, for many reasons, some of which are beyond the
sphere of action . of the chief agents of change: professional

insecurity, fear of the unknown and personal mind set.

Many teachers do not express shared ownership of an
innovation because they do not believe in the change and
undérstandAtheir role in the curriculum process (Kimpston
1985, Dalton 1988). Innovators wishing to succeed in the
change process should take the time and make the effort to
alter the views of the teachers:

For teachers to implement change successfully, the
intent of the change and the implementation process
accompanying it must be regarded as both desirable
and possible by teachers (Young 1979).

Fullan extends this idea. He advises that “the‘development of
authentic shared vision” (1993,31) is necessary for successful
change. Certainly the concept of shared vision and ownershié
is ‘both desirable and attractive. This researcher asserts
that it is incumbent upon change agentry to aim for these

goals, raising the key issue of in-servicing.

The need for in-servicing at all stages of the innovation
process 1is expressed in Brady and Kennedy (1939), Marsh
(1984), Fullani(l982) and Mﬁsgrave (1879). Fullan reports the
necessity for pfe—service training in effective '

implementation. Equally as necessary is the need for ongoing

méintenance of the innovation to keep the dream alive, a vital

Review of Literature 31 . Chapter 2




issue to be managéd during the change process as ﬁoted by
informed change agents (Fullan 1993, Fullan & Miles 1993 and
Wilenski 1986). An important aspect of this approcach is the
need to maintain the teachers’ currency with up to date and
relevant information via clearly established channéls (Gibson
1992) . Brady and Kennedy (1999,226) underscore the relevance
of ﬁhis matter, referring to the “role of teachér development
and its relevance to change”. This issue is of particular
importance where teachers are mobile (moved from school to
school). Processes must be in place to support the teachers
when they move into a school where the -innovation has been
introduced. To deny such support could condemn the
curriculum innovation to failure (Gibson'1992). Fullan
(1983,113) claims the knowledge gained from in-servicing for
teachers is an “elemental, irreducible aspect of teacher
empowerment”. He dedicates an entire chapter in this book to
the ways in which teachers could be better informed during the

change process.

Teachers who are new to a school where a recent change
has beern implemented may not share the vision. Such a
situation may reflect negatively on the change. (This
position of thé teachers could be due to a lack of
understanding oi knowledge of the éhange, thus reinfércing the
issues presented previously in this section with respect to

in-servicing.) Kimpston (1985) describes the stance that may
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" pe adopted in sucﬁ circumstances of “this is not my task” as a
significant barrier to.change. Other equally serious
obstructions to curriculum change are presented by Print
(1986) who identifies a lack of ownership in the process of
implementation and Marsh (1988) who describes the lack of
principal ownership of the change as a potential problem.
VieWs such as these converge with those of Kimpson (1985) and
Dalton. {1988) as presented earlier in this chapter. Such
notions could be addressed by in-servicing, and, as such,

warrant the attention of managers of change.

The success of an innovation may depend on the existence
of a plan (Fullan & Hargreaves 1991,Dodd 1980) and whether or
not it identifies potential barriers to succeséful
implementation (Dodd 1980). Leithwood (1982) suggests the
development of a complete implementation strategy. Fullan and
Miles (1992,749-752) list seven basic themes necessary for
successful change: change is learning, change is a journey not
a blueprint_and problems, problems are to be addressed, change
is resource hungry, change requires to power to manage it, -
change is systemic and the fact that large scale change is
implemented locally. Attention to such measures as those
described by Fﬁllan and Miles, Dodd and Leithwood, when
implemented correctly, may ensure ﬁhe success of a cﬁange in
the curriculum. (The management of educational change

comprises one section of the conceptual framework of this
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study. It is diséussed fully in Chapter 3.) Such shifts in
practice may sound relatively easy, but attitudes are involved
and may'complicate matters. Writers such as Farrell and
Collins (1990) report that there must be sufficient time for
teachers to achieve set tasks with regard to the
implementation when considered in tandem with day to day
teaéhing.résponsibilities. The resultant disenchantment, if
sufficient time lines are not permitted, could be dispelled by
the creation of established processes and the recognition of
the need for preparation time for the teachers (Kimpston
1985). Sﬁpport may also seem to be lacking in the areas of
resources, poor organisational arrangements, goals and
motivation (Gibson 1992). Lack of such maintenance may impede
effective implementation of a change in policy. The
researcher strongly supports these theories. She asserts that
such knowledge may assist administrators to highlight possible
benefits that constitute elements worthy of consideration when
contemplating educational change to provide resolutions to a

number of issues.

While acknowledging the importance of a plan for change
implementation, the researcher draws attention to the timely
warning of Fulian {1993,5) that planned change may become the
bPreoccupation of administrators whd continue to try to fix the
system. Wallace’s (1991) finding that, frequently, planning

for change does not match the realities and complexities of
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the school, further serves to highlight the fact that change
policies should consider such problems. As such, thesé

notions warrant the attention of change agents.

_The literature pertaining to implementation variables in
curriculum innovation highlights the importaﬁce of their
conéideration when planning educational change.. These issues
include the ownership of the change, the need for in-
servicing, and the creation of a plan. It is important for
change leaders to refine such concepts in order to create a

basis for positive change.

The vertical timetable. individual learning
and other models of curriculum delivery

Purposeful teaching takes place within some kind of
framework. The same is not necessary for learning, as a dgreat
deal of learning occurs throughout our lives and is
serendipitous in nature. For the purposes of this project,
literature ;elated to the learning that occurs within an
organised structure, the secondary school curriculum, is
examined. In addition, literature related to flexible
learning styles, as advanced by Bourke (1995), is discussed.
The framework for this'study brings these ideas together to
allow an analysis of the implementétion of a vertical
timetable in eleven schools. One Qf the important outhmes of

such curriculum delivery is seen in the many individual

Chapter 2
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academic pathways~that develop in this new curriculum space.
vertical timetabling is not the only means of providing
students with greater individualisation. Before an educational
innovation such as'theAvertical timetable is adopted,
administrators and change agents must be familiar with
alternate models of curriculum delivery. The topics
highlighted in this section include blocking, split shift
timetables and timetables with different divisions of time.
In this respect, the work of writers such as Allen (1989) and
Carroll (1993) 1is examined. Several examples of different
models of the school day are also described.
<> S

Jessop has described learning as a “personal and
individual experience” and that to “standardize” it by
adopting certain modes and time periods is not the most
effective means for a group to achieve a set of learning
outcomes” (1995,33). He maintains that learners need to
manage their own learning experiences in a manner that
recognizes where they start, their preferred learning modes
and the time available. Thus, this flexible learning approach
has a broad focus: It is an umbrella term that subsumes a wide
range of innovations in the management of teaching and
learning (Nashl1995,155). The central foci are the meeting of
individual learning needs and giviﬁg the learners |

responsibility for their own decisions and outcomes.
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Such theorieé have provided fertile ground for those
educators seeking a new paradigm for curriculum delivery. The
" idea of an active learner who takes responsibility for his/her
own learning is attractive to all stakeholders in a secondary
school. The concept has become a central concept of the

vertically delivered timetable.

Yet, does this theory translate well into practice? The
individual curriculum pathways that characterise flexible
learning imply that, with such an approach, the students have
more access and choice. The researcher challenges this
notion. She supports Bourke, among others, who sees some
problems with this. He states: “The capacity to make learning
decisions cannot be separated from the level of learning”
(Burke 1995,175). In other words, can it be correctly assumed
that all secondary school students will be capable of making
informed decisions regarding their academic pathways? Tensidn
results between this key issue of a student centred approach
to learning_and the ability of thé students to accept and make
use of the flexibility to their best advantage. The question
must alsoc be raised as to whether or not the vertical
timetable, when used as a tool to deliver the curriculum, is
able to enact éll desired academic pathways for the students.
As a result, Bourke (1995,174) repdrts that teachers.need to
become involved in more guidance and diagnostic assessment.

Educators consulting the theory of Jessop et al. must be aware
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that the move to learner centredness accompanies a move to

place more, not less, responsibility on teachers.

Another probleématic area was noted in a study of the
literature related to independent learning. The difficulty
involves‘the concept of modulisation or unitisation as
deséribed in Chapter 1 with regard to the definition and
explanation of the vertical timetable. The unitising of year
long courses into meaningful units of subject offerings often
occurs without explanation (Young 1995,178). Any change of
curriculum organisation needs to be accompanied by rationales
and explanations for the break up and combination of areas to

be studied.

Although there is a vast amount of literature addressing
the theory of learning, there is considerably less material
that examines the theories of student centred learning, and
some of it has been discussed here. Little theory has been
written about the vertical timetable per se. Schools where it
has been adopted usually supply a brief explanation in the
school handbooks, with the focus on the benefits for the
students. Consequently, they are of little import to the
educator seekiﬁgAa balanced view of the overall effects of the
vertical timetable and the timetable itself: |

The basic underpinning of this school's VIC

(vertically inclusive curriculum, vertical
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timetable) is flexible, student-centred quality
education. This is achieved by giving students a
curriculum designed to cater for individual needs
and interests. The VIC structure within the school
is founded on the belief that individuals have the
right to maximise their learning potential through
the provision of learning choices that are not
restricted by an inflexible loékstep grading‘system
(Ryan‘Catholic Community School Student Handbook
1996) .

In someAinstances the administrators of the school make
use of newsletters, again emphasising the positive aspects,
although one such school newsletter notes that there may be
some "demands" (which, by no means, are unigue to the vertical
timetable):

Acceleration, grade skipping, enrichment and
mentoring are some of the procedures that meet the
special needs of boys for whom the normal curriculum
is not educationally suitable. This will place
demands on timetable flexibility, staffing and
resources (Cranbrook Foundation News June 1995).

The Department of School Education in New South Wales has
produced a brief video recording Rethinking High Schools: A
question of time (u.d.), showcasing two models of the vertical
timetable in p;actice; In the instances cited above, only the
- benefits for the students are presented. No reference is
made, apart from the "demands" alluded to in the newéletter,
Cranbrook FbundationlNEWS, of any potential difficulties for

the students or the teachers!
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In conductiné the project, the researcher was able to
locate a limited number of academic works that addressed the
vertical curriculum in the Australian context or a similar
topic. Power (1990) and Evans (1988), in their dissertations,
offer descriptions of the introduction of the vertical
timetablé into secondary schools. They offer limited input to
thié inquiry as there is no attention.paid to the effects
experienced by the teachers or the students. Their research
provides accounts of the implementations and attend to the
management and negotiaﬁion of change. O'Neill (1983), on the
other hand, provides research that considers the consequences

for teachers.

Bury and Hooper (1990), administrators in a secondary
school, wrote of their experiences during the introduction of
the vertical timetable. The authors address topics including:
the unit selection process, record keeping, complementary
structures in the school, pastoral care and decision making.
These issues are clearly important in the management of the

introduction of vertical timetabling.

A useful account of the effecﬁs of the vertical timetable
is provided bvaaxwell, Maréhall, Walton and Baker (1989) in
their report on the introduction of the vertical timétable in
New South Wales non-state secondary schools. Maxwell et al.

note advantages for the students. The benefits reported
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include more flexible‘student academic pathways and better
student/teacher relationships, although there is no
elaboration of this in the report of their research. The
authors further report that all members of the school
community that was studied viewed the vertical timetablé in a
positive light. Some significant negative effects for the
teadhers are noted. The report cites the areas of extra
work, lack of continuity as students progressed from unit to
unit, resources in short supply and lack of counselling, for
example. Some teachers also reported "a slight increase in
stress with some increase in administrative workload"
(1989,11). The report of Maxwell et al. is a detailed account
of the innovation and provides a useful analysis of the key

issues.

Similar findings to those identified in the report of
Maxwell et al. (1989) are presented in an extensive
examination conducted by Scharaschkin and Stoessiger (1987) of
the Tasmanian experience with vertical groupings. They report
findings that include: “strong support” for unitisation over
the previously used system, based on the range of choice and
the fact that they could choose (students’ views), the
provision of sﬁort term goals, better student motivation, and
scope for more activities (teacheré’ views) . Disadvéntages
cited by the teachers included extra work and lack of

continuity of student/teacher contact (1987,3). This report
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' and that of Maxwell et al. are two of very few studies which

address both advantages and disadvantages of the vertical

timetable.

Middleton, Brennan, O'Neill and Wooten (1986) identify
several negative aspects of the vertical timetable, noting
thaf such structures may not be "inherently desirable";
listing three possible disadvantages for students. These
disadvantages are similar to those described by Maxwell et al.
(1989), relating to a lack of continuity between units,
pressure of deadlines and.overspecialisation in certain areas.
Middleton et al. (1986) found that the accepted academic
considerations of the day were reflected in the school
timetables, a reiteration of a theme raised by Middleton four
years earlier. Middleton (1982,110) highlighted several
problems of the lock-step progression, but Middleton et al.
(1986, 69) noted potential difficulties with its replacement,
the vertical timetable. Again, no consequences for the
teachers are discussed, but Middleton's (1982) views converge
with some of the findings of Maxwell et al., Scharaschkin and
Stoessiger with regard to the vertical timetable, especially
in reference to student work and assessment load.

¢ 4+ ¢

The learner centred classroom in secondary schools is

Substantially different from the traditional classroom, and so
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is the delivery of the curriculum that occurs there. 1In a
traditional model, the students have six, seven or perhaps
eight thirty—five; forty or fifty minute lessons each day.
students rotate through these lessons. Books and other
learning resources are retrieved after fifty or so minutes of
activity.and then the students progress to the next class.
Carfoll (;993) presented an alternative to this staccato
activity: the Copernican Plan where the accepted order of
ﬁovement is reversed. Timetables increase class time for each
subject and allow the student to concentrate on one or two
subjects at a time, to improve both instruction and
performance (Fogarty 1997,27). Macro classes meet for 226
minutes for 30 days for one subject or half the time for 60
days for two subjects. A move to such a mode of curriculum
delivery would signify a shift to a more intense mode of
curriculum delivery, rather than the unit of study being
spread out over a longer period of time, as is typically the

case in secondary schools.

This concept of using blocks of time instead of single
lessons 'is also described by Davies (1969) and English writers
such as Vars (1993), Goodman (1984) and Hanson (1872). In the
interpretationiof such writers, the term blocking means the
notion of grouping together some subjects so that ali the time
allocated to each occurs at the same time no matter how this

is divided (Allen 1989,112). Such blocking or block
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timetabling occurs in many Queensland secondary schools in
rnglish, Mathematics and Science in Years 9 and 10. For
example, all Year 9 English classes are scheduled at the same
time. This approach permits a certain degree of flexibility
where students and teachers move between classes without
disruption. This form of blocking permits subject areas to
vary their‘organisational practices, making use of team
teaching, for example. Other ways of using blocking have been

identified, but they are beyond the scope of this report.

Another approach to a more student centred organisation
of the school day has been introduced by a large, Queensland
regional secondary school. The students attend school from
Tuesday to Friday, starting an hour earlier, in a move that
will permit the students increased access to work experience,
part time work and study, including tertiary subjects. This
nmove to de—institutionalise the school day is made in an
attempt toc address the changing needs of the students and
society and is being contemplated by several other schools, in
particular, those schools where vocationai certificates are
issued (O"Chee 1997,14). This case is by no means the only
example of such a change. Other sqhools have introduced
Variations of ﬁhe school day, such as extending the school
hours, and reschedﬁling the teachefs’ duties over four and not

five days as in a typical school week.
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Another secoﬁdary school, in an attempt to better address
the needs of the. students, has adopted an approach whereby
Year 8 classes will be taught English, Mathematics, Science
and Socilal Science by the one teacher. This re~organisation
will extend to Year 9 and 10 within three years. Students
will spend up te four hours per day with this teacher and
perform prbjects that are interdisciplinary (O’Chee 1997,3).
This approach has many similarities té Carroll’s Copernican

Plan (1993}).

In Chapter 1 the expanding role of Voc Ed subjects in
many schools was outlined. School-industry programs have
emerged as important innovations in secondary schools.

Courses such as Catering and Hospitality and Construction
Fitout and Finish were designed to meet the needs of
particular students. These units of study aim to provide
“learning about the world of work” and “employment related
skills” (Ainley & Fleming 1996,66). In many schools offering
these subjects, the delivery of the timetable has been altered
to suit industry needs. Schools such as the one described
above are moving away from the traditional %a.m. til 3p.m. day

in order to addreéss the needs of some students and industries.

Another model of curriculum delivery has been introduced
in several Queensland secondary schools after being observed

to work successfully in schools in NSW and Victoria; the split
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shift plan. By édopting this model, the schools are
organised in two. sessions: Years 8,9 and 10 attend classes
from 10.30a.m. to 4.15p.m., while Years 11 and 12 attend from
7.30a.m. until lp.m. The move will allow the students better
access to specialised equipment and facilities, permitting

more students to study subjects that utilise this equipment.

The three alternative models discussed here present
advantages for the students by offering a more effective use
of the school day. Knowledge and experience of such
innovations will underscore the benefits of various
possibilitiés with respect to curriculum delivery. The
creation of models such as those outlined above echoes a move
in the US as reported by Anderson (1994). A National
Commission presented a report on Alternative Approaches to
Organizing the School Day and Year. The report refers to new
societal demands on schools as well as those from education
reformists (Anderson 1994,9). Schools have reacted by varying
the way in which time is used for learning. Innovations
reported by Anderson include: an extended academic day to
allow time for extra learning opportunities and support for
social needs, gn'extended school year for the same reasons,
_yeér round schools where extra classes are conducted during
the longer vacations, and of significance with regard to this

inquiry,4a re-organised school day where:
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the length of the learning experience is based on

student needs or curriculum demands i.e. block

scheduling (Anderson 1994,10).

There are several alternate models of curriculum
organisation worthy of consideration by schools interested in
developing a more student centred curriculum. In most of the
approaches noted here, the needs of the students constitute
the focus, and educators are responding by delivering subjects
in innovative ways, especilally with regard to time frames.
This is particularly the case for the increasing numbers of
schools which are embracing Voc Ed subjects to assist students
to become better out-of-school learners. Such variations from
the typical school day and mode of curriculum delivery have
been cited to illustrate moves to offer a more effective use
of the time to accommodate the needs of the students, in
particular, with respect to the school-industry programs
contained in the Voc Ed subjects. Each of these issues is

significant for the realisation of a more student centred

curriculum.

The effects of educational change on teachers
As stated in thé resedrch question posed in Chapter 1,
this inquiry is seeking to identify the outcomes of the
introduction of the vertical timetable for the members of the
schobls’ communitiés. In this respect, this review now
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considers the litérature concerned with the effect of
educational change on teachers. This section draws on the
work of Durkheim (1893,1897) with regard to the psychological
condition of anomie as well as the ideas of writers such as
Mayo (1933) and Hagstrom (1964) on the same subject. The
researcher then moves on to review examples of contemporary
issﬁes of anomie in the workplace that can be used to
highlight the outcomes for some teachers. Each of these
issues is significant with regard to the research question,
and therefore warrants attention by managers of educational

change.

Fullan and Stiegelbauer (1991), when investigating the
effects of educational change, describe results similar to
those identified in the first stage of the preliminary study
(see Drewett 1995a). These include the fact that teachers
already have a great deal with which to contend, and, as a
result, their work can sometimes be stressful because change
usually involves more tension. Fullan (1992) identifies
teacher stress arising from the overload of work that
accompanies many changes in educational practice. Fullan’s
work (1992) is therefore of interest to those educators and
‘others considefing an educétional initiative such as the

vertical timetable.
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Fullan and Miles (1992,749) identify teachers' problems
associated with the educational change process in schools.
The authors maintain that "anxieties, difficulties and
uncertainties are intrinsic to all successful change".
Hargreaves (1994) and Fullan (1993) strongly support this
issue and note that teachers are compelled to accept change,
and; as a result, they frequently feel powerless and it
becomes “one damned thing after another” (Baker, Curtis &
Benenson 1991). Hargreaves describes "teaching in times of
rapid and far-reaching change" (1994,xiv) as particularly
problematic. Fullan (1891) provides data from his
investigation into the effects of educational change on
teachers (see earlier tﬁis chapter). He identifies on-going
staff development as a necessary partner for any educational
innovation.. Fullan does not address however, what happens to
the teachers during and after the introduction of an
innovation if staff development does not occur, or falls short
of its objective. This issue emerged in the second stage of

the preliminary study (see Drewett 1995b).

The notion of educational change and its ramifications

for teachers is now refined to foqus on the psychological
effects of chaﬁge in the workforce. The psychological
phenomenon of anomie was originally defined by Durkhéim
(1893) . He identified anomie as a condition arising when, at

times of abrupt transition, éociety seems incapable of
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exercising its aufhority. A collective feeling of anomie
results. Durkheim referred first to the "anomic division of
tabour"™ (1893) and later to the anomie resulting from the lack
of specified social ends of action (1897). His work suggests
tﬁat people have only limited tolerance for poorly'defined
situations. This has been seen by Kahn and Quinn (1964) and
La Rocco, House and French (1980) to infer that workers have
a ‘need’ for an absence of role ambiguity and a need for
supportive group structures. This concept was furthered by
Merton (1938a) as a specific imbalance where cultural goals,
such as financial aspirations, are overemphasised at the
expense of institutional means. Merton sees the resultant
feeling of anomie or powerlessness as a normal response to the
pressures created by society. Marx (1844) describes the drives
shaped by society and the needs for survival and security. He
further comments on the way one needs to have control over
“one’s productive life and life situation” (Marx 1844), and
the consequences if this does not occur. Orru (1987) presents
the situatipn in a more contemporary context, describing the
anomie that is felt by many in society if one is not
successful in the pursuit of monetary gain or success, for
example. The issues with regard to anomie as identified by
Durkheim, Mertén, Kahn et al., La Rocco et al. and Orru are
central to one of the dominant themes of this thesis. As
such, it is suggested that managers of change consider the

issues presented.
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Other authors apply the theory of Durkheim's anomie
directly to today’s work place. Mayo (1933) describes the
anomie experienced by mental health workers when working with
those in need. He reports the way psychologists experienced
feelings of anomie when faced with stressful situations that
were beyqnd their control. Hargéns and Kelly-Wilson (1994)
ideﬂtifyAahd describe the anomie experienced by a group of
academics who reported feelings of isolation as a consequence
of the academic areas in which they specialised. Hagstrom
(1964) investigates the anomie felt by some mathematicians who
experience "academic pessimism" regarding the worth of their
individual specialised areas. Crank, Regoli, Hewitt and
Culbertson (1995) refer to similar descriptions of Police
executives who experienced anxiety. In this project the
condition resulted from the officers having to reprimand theilr
immediate subordinates and the conflict that arose between
their loyalty to the other officers, and that owed to the
Police Force. These writers share the view that anomie often
results when there are no clear normative guides to direct

individual behaviour.

Similar explanations to those above are offered by Merton
(1938b) and Orford (1984). These writers see anomie as a
normal response to the pressures bf society where thé goals
are clearly defined but the means to achieve them are not so

well defined. The interpretations of Merton and Orford
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support those of Fullan and Miles (1992). These two authors
pelieve that the psychological consequences experienced during

a period of change in schools are "intrinsic to all successful

change™ (1992,749).

The literature discussed in this section invites an

apprbpriate definition of stress:

Stress is a state of unpleasant emotional tension
engendered in individuals when they feel unable tc
satisfy their needs within their situation of action

(Barrabee & Von Mering 1953,50).
This is furthered by Levi with direct relevance to this

inquiry:

Occupational stress arises where discrepancies exist
between occupational demands and opportunities on
the one hand and the worker’s capacities, needs and

expectations on the other (Levi 1979,26).

From these definitions, stress is seen to arise from the
interaction of a person in a situation which is not conducive
to the perspn’s needs, or fails to meet individual
expectations or represents demands which overtax resources
(Otto 1983,2). The literature here highlights the ways stress

may be manifested in the workplace where uncertainties could

result from change.

Cherniss (1980) and Maslach and Jackson (1981) studied

workplace stress in human service fields.. The findings of
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these projects underscore certain df the findings of this
study: powerlessness and isolation. Knobloch and Goldstein
(1971) observed that teachers can experience isolation. These
authors report that this has been described by both teachers’
peers and soclety at large. Marciano (1987,18) describes this
environment for the teachers as "éocially estranged”. The
streés dgscribed by such authors is an important issue in this

ingquiry and warrants consideration by change agents.

The themes of powerlessness and isolation, as they were
identified in the preliminary studies (see Drewett 1995a,b)
invite further analysis. Rogers (1992,8) and Phillips and Lee
(1980) refer to the powerlessness frequently experienced by
teachers during times of educational change. These
observations of Rogers were made in the Australian context.
They support the findings of the Joint Committee of Inquiry
into Teacher Stress (Department of Education, W.A. 1987, 3)
where 40% of the teachers were identified as experiencing
psychological stress, and 18% were classified as experiencing
"severe psychblogical stress"”. Pre-empting these findings,
Bentley (1984) referred to a similar investigation in New
South Wales’ schools where curriculum change was identified as
Qne of the cauées of "oécupational stress for teachers"®
(1984,49). Observafions made regarding Canadian and Swedish
contexts (Otto 1983,5) indicate that teachers in those

countries have been found to be “under more stress than
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company executiveé”. British studies make similar inferences
(pratt 1978, Kyriacou 1980a) where 79% of teachers and only

38% of semi-brofessionals mention work as a source of stress.
such observations underline the importance of this issue and

the relevance of this study.

Rogers (1992), like Hargreaves (1994) and Bentley (1984},
links the concepts of the changing role of teaching with
teacher stress. He describes the many changes and demands
that teachers are compelled to accept. These authors refer to
the mandatory acceptance of change expected of teachers,
whereby they accept the implementation of any change, again
underscoring a central theme in this thesis. In some cases,
the teachers may be paying ‘lip service’ to the acceptancé of
the change, resulting in a ‘pseudo change’ as is indicated by

some researchers (Darling-Hammond 1993, 757).

It must be noted that none of the authors discussed above
details how stress was exhibited by the teachers. In addition,
no definition of the condition was presented. Thus it has been
assumed'that‘the stress involved the commonly accepted broad
condition involving fatigue, anxiety, nausea and undue

concern.

A Metropolitan Life Insurance poll, in the American

context, found that teachers experience more stress than most
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- other Americans. -In the poll, 36% of teachers reported
experiencing stress "several days a week or more" compared
with 27% of the population as a whole (Metropolitan Life
survey 1985). This is comparable with 40% of teachers in the
West Australian Inquiry who reported the condition. No
reference is made to the causes of the stress: student

behaviour, local conditions or curriculum changes for example.

Maslach and Jackson (1981) developed methods to quantify
the degree to which employees {(such as teachers) feel stress.
No literature addressing applications of the Maslach and
Jackson measure in the education context could be located,
despite what the researcher sees as the inevitable correlation
between educational change and teacher stress. The dearth of
theory in this area suggests that research is needed to fully

inform the practices of potential innovators.

The researcher supports Fullan’s (1991) belief that:
“Teachers get the worst of both worlds when an innovation is
introduced; as benefits are often low, and their own persocnal
costs are high” is somewhat of an exaggeration. Certainly the

costs for the teachers are high.

The situations noted above agree with the findings of
Fullan (1982,1991). The author identifies student and teacher

ownership of a change in practice that arises from
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'Consultation with fhem'during the change process. This
observation supports the findings of Musgrave (1979) who has
émphasiséd‘the role of peer consultants in developing
ownership and support for innovations. The sharing of
experiences (Deer & Thompson 1987) and the results of
professional isolation (Reid 1986,0tto 1983) .support the
neceésitylof collegial support. Otto (1983) describes the way
teachers may bear their stress in isolation, reluctant to
discuss their problems because they fear the difficulties may
lie within themselves (Otto 1983,7). Collegial support, the
concept of ownership of the innovation, the processes of
consultation and collaboration, for example, are issues that
could become relevant during the change process. The
initiatives may occur at school, district, state or even

national level.

A leader would be well informed by Fullan and
Hargreaves’s (1991) twelve guidelines for teachers that will
create a new mindset. A wise change agent would share these
ideas with the teachers, just as he/she would personally adopt
the eight points of advice the authors offer principals or
leaders of Chagge'(Fullan & Hargreaves 1991). Fullan (1991)
also suggests further guidelines relating to change. Change
managers need to know that there is.advice, albeit sémewhat
limited in volume, fér innovators wishing to create a context

that will encourage positive Chénge. It is an aim of this
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‘pfoject to complement and add to, while at times challenging,

the current body of literature addressing this topic.

¢ ¢ @

In this chapter literature relating to the theories of
learning literature was reviewed. Other works pertaining to
the implemeﬁtation variables in curriculum innovation were
examined. Other literature examined related to the analysis of
educational change, its implications and results. The broad
area of the literature consulted to inform the investigation
was that of educational change as described by authors such as
Fullan (1982,1991,1992), Fullan and Steigelbauer (1991) and
Hargreaves (1994). Literature relating to the psychological
effects on workers was examined. Issues highlighted by Marx
1844), Durkheim (1893), Merton (1938a) were reviewed. These
matters were narrowed to the psychological effects of stress
and change on teachers. Authors reviewed included Fullan
{(1982,1991), Reid (1986), Deer and Thompson {1987), Rogers
(1992) and Darling-Hammond (1993). Issues relating to the
vertical timetable and associated areas in the Australian
context were explored. What now follows in Chapter 3, The

' Conceptual Framework, is an investigation of the elements that

helped frame this inquiry.
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Chapter 3

The Conceptual Framework

A teacher affects etemnity; he can never tell where his influence stops.

Henry Adams
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This chapter locates the major concepts that frame the
study. There are Three key aspects: the management of
educational change; the significance of the structure of a

school’s timetable; and the construction of curriculum.

The management of educational change is the first key
aspect. As discussed in Chapter 1,vthis study is focused on
the introduction of the vertical timetable into several
secondary schools. In this chapter the issue of the
management oflthis initiative is examined. The works of
Darling-Hammond (1993), Fullan (1993), Fullan and.Miles
(1992}, Kotter (1995) and Wilenski (1986) have been drawn

upon.

With respect to the structure of the schoeol tiﬁetable,
the second aspect of the framing of the study, the work of the
following authors has been utilised: Alleh (1989), Ball
(1981), Davies (1969), Ellam (1986), Goodman (1984), Haﬁsdn
(l972),vHargreaves (1984), King (1983), Maxwell (1985),
Middleton (1982), Salt (1978), Vars (1993) and Warwick (1974).
Allen’s work is drawn on to outline the significance.of the
structure of the school’s timetable. Allen’s work is.criticél

in providing insights into the messages inherent in the method
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of delivery of the school curriculum. The work of Brady and
Kennedy (1999) is important when considering curriculum change
and the way a school’s curriculum is constructed, the third
key aspect of the framing of the ingquiry. Brady and Kennedy
(1999)identify four stages in the preparation of curriculum:
firstly, consideration of the interests of the stakeholders;
secoﬁdly{ choice of a model to use as a basis; thirdly,
identification of the substantive elements of the design; and
finally, selection of the delivery mode (timetable) of the
curriculum. The perspectives that these works provide that are

relevant to this study are synthesised to assist in framing

the study.

The significance of the construction of the curriculum is
very much linked to the management of change. Key elements are
related to the structure of the timetable: the ways in which
the school curriculum is delivered to best address the needs
of those for whom the curriculum is developed, the students.
The three components of the framing of this inquiry are
clearly interrelated. Each of these issues is significant
when attempting to better understand the effects of the
introduction of the vertical timetable - the focus of this
study. An undefstanding of these components of educational
change helps make sense of the ways in which agents éf change
may be able to capitélise on the advantages and minimise the

barriers for those involved.
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It was not possible Eo understand all facets of the
change and so some refining was needed to sharpen the focus of
the study. The three areas outlined above were chosen as they
were highlighted by the literature review. The literature
concerning curriculum change suggests that such change
involves‘learning and this, in turn, invclves coming to an
undefstanding of something new (Fullan & Miles 1992). Other
literature highlights the steps involved in transforming an
institution (Kotter 1995, Fullan & Miles 1992). Secondly, the
literature clearly places an emphasis on the messages, both
intentional and unintentional that are contained in the school
.timetable (Allen 1989). King (1983) also argues that the
‘timetable is more than an organisational device for getting
the right people in the right place at the right time, further
underscoring the significance of the structure of the school
timetable. The third key area identified by the literature
review is that of the construction of the curriculum. Authors
such as Brady and Kennedy (1999) provide models of curriculum
deyelopment.and the importance of addressing the needs of
stakeholders. Direcﬁly relevant here are the ideas of Darling-
Hammond (1992) and Fullan and Miles (1992) with respect to the
various needs of the individual students and the role of the

schools to address them.

What now followé is a framework derived from the

literature and employed to shape the data collection tools.
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The management of change
The literature (examined below), suggests that teachers
would need to be encouraged by the managers of change in the
school setting to maintain open and responsive minds. It
further suggests that without such a mind set, the risk of
failure would be high. Stakeholders could become defensive
and évenArésentful! with ultimately successful implementation
unlikely. Many reformers refer glibly to “knowledge of the
change process” as vital, which it is, but there is more. As
for example, Kotter (1995) argues his eight steps to
transforming an institution (see Appendix 1):
1. Establishing a sense of urgency;
2. Forming a powerful guiding coalition;
3. Creating vision:;
4; Communicating the vision;
5. Empowering others to act on the wvision;
6. Planning for and creating short term wins;
7. Consolidating improvements and producing still more change;
8. Instituting new approaches.
{Harvard Business Review March-April 1995)
Similarly Fullan and Miles (1992, 749-752) list seven stages
To achieve this: ¢hange is learning; change is a journey not a
blueprint and problems; problems are to be addressed; change
is resource hungry; change requireé power to manage it; change

is systemic; large scale change is implemented locally.
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Fullan and Miles'(l992,794) note: “The first proposition
for success, then, is to understand that all change involves
Tearning and that all learning involves coming to understand
and be good at something new.” The researcher sought to
discover if the participants fully understood the notion of
change and what it involved. The question: What do you
undérstand.by the term “vertical timetable? sought to find out
if the movers of change had involved the participants in a way
that they gained knowledge from the experience. This question
was designed to gauge if/not the participants had come to a
greater understanding of the term vertical timetable by
participating in the change process. Responses could contain
references to various definitions and explanations frequently
contained in school handbooks. The replies may reflect the
degree to which managers of change had discussed the change
with the stakeholders and involved them in the decision-
making. Fullan and Miles (1992) suggest that those respondents
who presented definitive and exact explanations had been
involved to a reasonable degree in discussions and
deliberations with the change agents, or had gained the
knowledge by personal endeavour. Consequently, learning, as
indicated by the authors has taken place. On the other hand,
thdse explanations that were vague and barely comprehensible
reflected limited involvement or understanding. Here such

learning as described by Fullan and Miles has not occurred.
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To further egplore understandings around the change that
was studied the researcher was interested in the participants’
tinderstanding of the reasons for the change. Consequently
guestions were asked such as: What are the differences between
a vertical timetable and the horizontally delivered
curriculum? Kotter argues that successful change involves
creatingAa.vision and communicating the vision (1995). 1In
this respect the gquestionnaire included a question to
ascertain teacher perceptions of the advantages of the
vertical timetable and perhaps some weaknesses of the
traditional delivery method. The researcher also sought
responses describing levels of subject offerings in the
vertical timetable compared with that of year groupings with
the traditional horizontal timetable. Again she was seeking
responses that would indicate wheré the movers of change had
succeeded in sharing the vision of the vertical timetable in a

manner that engaged the support of the respondents.

According to Fullan (1993,4), in order to successfully
manage change, the moral dimension must be considered by the
managers of change. Here the researcher was alerted to the
notion that thg change agency and the moral dimension are
complementary and generative:

To become expert in the dynamics of change,
educators - administrators and teachers alike - must

become skilled change agents. If they do become
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skilled agents with moral purpose, educators will
make a difference in the lives of the students from
all backgrounds, and by so doing help produce
greater capacity in society to cope with change.

Here the participants’ various understandings of the potential
benefits of the vertically delivered curriculum and their
involvement in achieving these ends were sought. The
reséarcher.wanted to identify the ways in which.schools were
using the vertical timetable to adapt to the new, evolving
demands of society. This aspect of the framework is informed
by the work of Fullan and Miles’ (1992,752) who assert:
“Modern socileties are facing terrible problems, and education
reform is seen as a major force of hope for solving them”, and
Darling-Hammond (1993) who argues with respect to the changing
roles of schools:

“There is little room in today’'s society for those who
cannot manage complexity, find and use resources, and,
continually learn new technologies, approaches and
occupations”.

This perspective on a moral dimension was viewed as a key
issue as it involved new ways in which to best meet the needs
of the students by preparing them for life in a rapidly
changing and evolving society. This issue was explored with

such guestions as: Why did your school decide to introduce the

Vertical timetable?

In response to such a question, comments were sought

describing student-centred advantages that may include
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increased flexibiiity‘and curriculum choice. Replies were
sought that could possibly reflect the considerations schools
were attributing to the various expectations of them by the
stakeholders. It was hoped to elicit student responses
describing work experiences with formal education and those of
educators referring to issues related to life and career
expérien;es. Such replies would reflect the changing roles of
schools as described by Darling-Hammond (1993), Fullan (1993)

and Fullan and Miles (1992).

The forward looking paper, The next decade (Education
Queensland 1999), is a discussion about the future of
Queensland state schools. This document further underscores
the moral issue with the query: “If we don’t invest heavily in
the people to manage the outcomes of technological change,
will we be able to control the process of change?” (Education

Queensland 1999,9).

Fullan and Miles (1992) argue that successful change
necessitates a mission, objectives and a series of tasks
defined in advance. Thus it can be contended that the
introduction of a vertically delivered timetable incorporates
setting new directions and goals for schools. From personal
Observation, the researcher maintains that the notioﬁ whereby
students select individual acadeﬁic pathways is considered a

groundbreaking shift in curriculum delivery by many educators
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who view this praétice as a new and perhaps daunting change.
consequently the .role of setting such a challenge and
achieving it is vital and must be part of any management of
change. Often the key position in this operation is adopted
by an administrator, usually a deputy principal. The
question: Who is responsible for the daily
maiﬁtenancé/implementation of the vertical timetable? sought
to identify the nominated teacher responsible for managing the

day-to-day aspects of the change.

As Fullan (1993) has argued the management of change as
pivotal in the process. Consequently the role of manager
requires a high level of sensitivity and may relate to the
needs of the other members of the school community. As Fullan
and Miles (1992) argue the management of the relationships
between the interested parties involved in the change becomes
an important consideration. Such ideas parallel those of the
researcher whose experience indicates that such a person may
be required to be many things to many people. As a result the
chief agent of change should be selected accordingly because,
without'this consideration, the potentially successful

innovation may ultimately fail.

Fullan (1993) sees the role of change manager involving:
personal vision building, inquiry, mastery and collaboration.

He argues that each of these'qualities has an institutional
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parallel: shared %isi@n building, organisational structures,
norms and practices of inquiry. These collaborative
endeavours may come at a price, an observation also made by
Fullan and Miles (1992): “Staff collaboration takes much time
and energy to develop, yet it can disappear overnight.” A key
question_that sought to identify the participants' involvement
with the_ihtroduction of the wvertical timetable was
formulated: How did the Administration involve you in the
introduction of the vertical timetable? Here a wide range of
replies was sought, from opinions and discussion between the
parties, to the other end of the spectrum where there was
little or no dialogue between the movers of the change and the

teachers.

On the other hand the pre-disposition of those being
involved in the change warrants consideration. Fullan (1993)
notes that: “The individual educator is the critical starting
point because the leverage for change can be greater through
the efforts of individuals.” This observation is elaborated
by Wilenski (1986) as he enumerated five levers of change:
1.Enactment of new legislation;
2.Creation of a new institution;
3.Recruitment of new pebpler
4.Changes in formal processes;
5.Changes in organisétional processes.

These change levers converge‘with many of the steps to
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organisational change (Kotter l995)outline earlier and thosé

presented here of Fullan and Miles (1992).

The significance of the structure of the school timetable
While management of change ié a critical consideration in
any educational innovation, what also matters in terms of the
chaﬁge is an understanding of its implementation. Changing the
structure of a timetable may seem a banal administrative
exercise. But like all “systems” in schools, as in any
organisation, the structures serve to convey messages about
the world (Allen 1889). Allen’s work describes the
significance of the structure of the school timetable. He
analyses the messages, both conscious and unconscious, that
are inherent and subsequently transmitted by the way in which
the school delivers subjects to the students. These messages
are seen as important and relevant as the researcher attempted
to make sense of the changes effected by the introduction of

the vertical timetable.

One meaning of timetable is the organisation of the
school day. As such, it has been stated by various writers
(Allen 1989, MaxWell 1985, Middleton 1982) that there are
several such possible mechanisms that can be adopted by an
administrator; such methods includé the traditional horizontal
timetable, the vertical timetable, a combination ofvboth

methods or perhaps, in very small schools, the family unit
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timetable. Each separate organisational device dictates the

allocation of staff to classes, classes to rooms and

facilities, for instance. The timetable reflects the

priorities of the school, thus, by making The Study of
Computers a core subject in years 8 to 10, it is understood

that the school identifies this course of study as an integral

‘part of each student’s academic life. Such decisions indicate

the philosophy or educétional policies of the school as well
as being a resource allocating mechanism (Ellam 1986). The
researcher sought accounts of each of the four groups of
participants in order to better understand what were the
curriéulum priorities in each school from their standpoints.

For instance, in the example above of a core subject, students

" may reflect negatively on the existence of what may appear as

another ‘compulsory subject’, while the teachers comment on
the relevance to all areas of study and future 1life
experiences contained in The Study of Computers.
Administrators may report limitations regarding the allocation

of associated resources and teaching areas. The range of

replies is seen by the researcher as necessary when seeking to

understand the impact of the vertical timetable on the entire

school community.

King (1983) argues that the timetable is more than a
device for getting students and teachers together in the right

pPlace at the right time; for'instance, he argues that it
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dictates patterns.of behaviour in terms of who teaches what,
to whom, where and for how long. A key question was: How does
the vertical timetable affect you? Here, again, responses
were sought from the four cohorts of respondents. For
instance, experience suggested that the students would be
likely to comment on the matter of subject selection. The
Board of_Sénior Secondary School Subjects (BSSSS) views the
decisions behind the content and structure of the school
timetable as important because they dictate the students’
subject selection. An example of this is seen with core
subjects such as The Study of Computers as noted before. Such
a decision reflects the school’s priority for the subject.
The BSSSS describes the school timetable as indicating:

the philbsophies and priorities of the school, the
chosen curriculum offered to the students, and the
resources avalilable to teach the curriculum

(1998,22).

With respect to the students, comments were sought that
were on a functional level. Scthls utilising the vertical
timetable do ﬁot acknowledge the concept of Year 9 English as
the mandatory English subject for students in Year 9, for
instance. They~ma§ reﬁlace it with She’s Alright Végemite!,
Over to you! of Far out, Brussel Sprout! These subjects are
graded according to level of difficulty and are available to

be selected by students based on their past levels of
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achievement. The researcher sought comments with respect to
the students’ perceptions of such unit offerings. The students
may have seen limitations imposed on them by virtue of the
unit which they study. Ball (1981,36-37) saw that these
drawbacks may be observed in the social identity ascribed to

the student because he/she studied a particular unit.

In a similar way, Hargreaves (1984) observes the effects
with respect to teachers allocated to teach a particular unit.
He asserts that the process affects the teacher’s sense of
his/her own competence (Hargreaves 1984,102). The researcher
was interested in arriving at an understanding of such
reports. Teachers’ comments on the priority afforded their
particular -teaching areas were sought. The size and frequency
of the slices of time allo;ated to subjects can create a
hierarchy with regard to the importance of different subjects
in the eyes of both the teachers and students (Allen 1989,27).
This view is suppérted by Shaw who observes that the timetable
“defines explicitly not merely the work relétions, but the
relations of power and prestige, the rights, duties and
privileges of the staff” (Shaw 1972,52). This idea reflects
the fact that in secondary schools, most teachers are known to
the students by the subjects they teach, thus the timetable is
responsible, in some way, for defiﬁing who a teacher>is

(Warwick 1974,100).
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To understana the administratorfs point of view, the
researcher sought comments regarding the structure of and
ideologies_contained in the school timetable. Allen (1989,210)
suggests that the school timetable is a vehicle for
transmitting school philosophy and organisational policies.
The choices for the timetable structure in Queensland
secéndary schools are within broad parameters sﬁggested by the
requirements of the curriculum and the absence of slack (free
time) for students (Allen 19889,210). The hours during which
secondary schools are permitted to operate have been extended
in recent years. This permits greater curriculum flexibility,
thus there are a number of ways and greater time allowances to
organise different experiences within the curriculum for the
students. These include block timetabling (Hanson 1972,
Goodman 1984, Vars 1993) or subject blocking or blocking

within faculties (Salt 1978).

The two models of curriculum delivery mentioned directly
above allow different time provisions for separate areas of
knowledge, whereas the flexibility afforded by the vertical
timetable maximises the freedom of the students to select
subject offerings, where all curriculums are seen as being
_interchanqeablé (Allan 1989, Hanson 1972), with parity of
esteem. It has been noted by writers such as Davies'(l969)
and Ellam (1986) that timetable structures affect the

allocation of resources in a school, namely teacher time and
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teaching space ana, ultimately, physical resources as well.
Both Davies and Ellam present paradigms for the systematic
study of timetables with regard to the implicit allocation of
resources. As such, they are drawn upon to assist in the

framing of this study.

Conétruction of curriculum

Rearranging the curriculum from the horizontal to a vertical
method of delivery, as argued here, is not merely an
administrative move. It is a re-construction of curriculum.
Brady_and Kennedy (1999) refer to the four stages involved in
development of curriculum. The initial stage involves
considering the interests of the various stakeholders. First
and foremost are the needs of students: “The school.curriculum
must be able to meet their aspirations and take into account
the changing cultural standards from the perspectives of the
students themselves” (Brady & Kennedy 1999,6). Other sections
of the community also have interests: teachers, governments,
business communities, universities and other agencies of
further education and community groups. In constructing the
curriculum the needs of all these groups must be regarded.
Consequently, when an educational.change that pertains to the
Organisation of curriculum delivery 1is instigated, there are
often numerous advocates of issues and causes to coﬁsider.
Brady and Kennedy (1999) emphasise the pertinence of such

matters. The question/s: How were the students
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sdvantaged/disadvantaged by the vertical timetable? was

included to map the views of the various stakeholders.

Darling-Hammond (1992), Fullan (19%83) and Fullan and
Miles (1992) identify the changing roles of schools in
society, drawing attention in particular, to the need to
pxoﬁide muitiple curriculum pathways that address the
differing needs of students. This issue is reflected in many
schools with regard to traditional and Vocational Education
pathways (see Chapter 1). With Voc Ed currently receiving
priority in many education systems, including Queensland, the
importance of providing the students with choice cannot be

ignored.

Once the interests of the stakeholders have been
considered, curriculum developers progress to the second
stage: selecting and adopting a planning model. Brady and
Kennedy (1999, 97-104) describe three models frequently used
to generate a curriculum: the objectives model, the
interaction model and the naturalistic model. Sometimes
Combinations of the three variations are used, depending on

the individual circumstances of the school.

The third stage of curriculum construction is to identify
the four substantive‘elements (Brady & Kennedy 1999,109—125).

Once the model has been chosen, the issues of objectives,
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content, method and assessment are addressed. These decisions

are made in regard to the context in which the curriculum will

[

he delivered.

Once the curriculum has been prepared, the final
declisions are then made in relation to delivery, often without
zegérd tp the messages contained in the mechanics of the
rimetable as identified earlier by Allen (1989) and others in
this section. At this point it is clear that the three broad
elements that contribute to the conceptual framework of this
study can be seen to be inter-related. The managers of the
change must confexence with the timetable planners to ensure
that the new curriculum is developed and delivered in a way
that will permit the students to make choices that will
prepare them for further academic pursuits or teach them the
skills that will assist them to lead useful and rewarding

lives,

Brady and Kennedy's (1999, 104) believe that teachers
have an interest in curriculum construction. The question: How
were the teachers advantaged/disadvantaged by the vertical
timetable? was.intended to elicit responses about issues that
Wwere advantageous for the students. Other responses sought may
have included>personal gains such as greater contactAwith a
larger number of students. Some negative responses were

anticipated including concerns including more administration
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and assessment maﬁters to be regarded. Thus wider reading on
rhe topic of psychological anomie was required in order to
petter understand such effects. This slight shift in focus was
not as wide as the researcher first feared, as she was able to
draw, in part, on the ideas of Fullan and Miles (1992) with
their desériptions of “anxieties, difficulties and

uncertainties” that teachers may experience in times of

change.

The conceptual foundation discussed here focuses on three
aspects: management of educational change; significance of the
structure of the school timetable and curriculum construction.
In the process of identifying these aspects of the framing of
the inquiry, the researcher was informed by major debates
including'the manner in which the change agents can be
empowered, options with the structure of the timetable and the
inherent messages it may contain, and the steps to
constructing a curriculum. These notions helped make sense of
the responses of the participants and arrive at a better
understanding of the effects on members of the school
community of the vertical timetable. Taken together, the
change or innovation under study can be understood . as
_learning: learning by all of the participants involved in the
making of the innovation in each séhool. MaﬁagementAof the
change can be seen és learning by both managers and those with

other roles in the change. School timetables, as argued, are
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more than an alloéatiOn of time, space agd resources. They
carry implicit messages about what is and not important.
Knowledge and understandings of this aspect of the change is
clearly important in terms of building a picture of the mind
set involved. Framing the iﬁnovation as a cﬁrriculﬁm
construction process allows the analysis to . focus on those
undérstandings and perhaps new learnings which relate to the
issue described above. While in one sense it is obvious that
anyvinnovation might be framed as a series of learnings, the
argument made in this chapter underlines the importance of
such learnings as necessary, pre-conditions for successful
change. So the focus of this research is learning, learning
understood in terms of the existing and new understandings of

the implementation of vertical timetabling.
The next chapter Methodology and Research Design will

describe the research plan and a review of literature

associated with the methodological procedures used.
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Chapter 4

Methodology and Design

Daring ideas are like chessmen moved forward. They may be beaten, but they may start a winning
game.

Johann Wolfgang von Goethe
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jrhis chapter describes the design of the study, the
selection of participants and the sampling associated with
d'atavcollection° Issues relating to the ethical conduct of the

study are detailed and the manner in which the data were

analysed is described.

Design of the project

In this section of the chapter, an overview of the
research will be described (see Figure 5). This includes the
two preliminary studies which provided early data that proved
useful in framing the main study and in helping think through
the conceptualisation of the research. The main study will
then be discussed, including the two data gathering tools:
questionnaires and focus group discussions. The researcher
will explain the sample, and the way in which the participants
were selected. Following this, the ethical considerations

conducted during this inquiry will be outlined.
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Figure 5
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This investigation comprised four stages:

® Preliminary.Study 1

@ Preliminary Study 2

@ Main Study: Data gathering using guestionnaires

] Main Study: Data gathering using Focus Group -
investigation

The Preliminary Studies
Preliminary Study 1

A group of eleven participating schools was chosen; The
names of the schools were coded and these identifying codes
were maintained throughout all stages of the inguiry.
Preliminary Study 1 was conducted in four of the participating
schools, numbers 5, 6, 8, 10 in February and March 1995. The
data collection stage began following approval of the project
proposal by the ethics committee of Central Queensland
"University. The four schools were selected as they were
conveniently located and the school co-ordinators of this
project had agreed to participate. Initially, there had been
another two schools in the group, but their interest and co-

operation waned, so they were not included in the study.

There were four groups of participants in each school,
and each school was sent one questionnaire for an

administrator (Appendix C), three for teachers (Appendix D),
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vthree for students (Appendix E) and three for the
parent/guardians (Appendix F). The number of questionnaires
that were completed and returned is detailed in Table 1. The
number of responsesAexceeded the number of questionnaires
distributed when the documents were copied in the schools
where more participants expressed interest. ' The response rate

for this first stage of the project was 57.5%.

Table 1

Preliminarv Study 1

February/March 1995
Number of schools: 4 (Codes 5,6,8,10)

Questionnaires returned:

Code Admin- Teachers Students Parents
istration
5 1 2 - -
6 1 3 ' 4 5
8 i - 3 - -
10 1 - 1 1

Table 1: Returned surveys by schools.

Preliminary Study 2
Preliminafy Study 2 was conducted in six schools in July
and August 1995. The schools were selected randomly from

those in the group of participating schools. Six schools were
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chosen. The schools were coded as 3,4,5,6,8 and 10. One
questionnaire was completed by all participants (Appendix G).
fach school received four identical questionnaires, with the
ijnstruction to distribute one to a mémber of each of the four
groups; administrators, teachers, parents/carers, students.
Each participant completed 1 questionnaire. The response rate

was 45.8%, as indicated in Table 2.

Table 2

Preliminarv Study 2

July/August 1995
Number of §chools: 6 (Codes 3,4,5,6,8,10)

Questionnaires returned:

Code Admin- Teachers Students Parents
istration
3 ~ 1 1 1
4 1 - - -
5 1 - 1 -
9] 1 1 - -
8 - 1 - -
10 1 1 - ~

Table 2: Number of responses by school for

Preliminary Study 2.
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The two Preliminary Studies were conducted and reported
as part of the course work for this degree (see Drewett
1995a,b); Issues and themes that arose from these studies and
the first stage of the Main Study were used as a basis for
constructing the research instruments for the Main Study.

These topics included:

@ problem areas for the students and teachers

® benefits for the students and teachers

@ suggested remedies for the identified difficulties.
Main Study

The first stage of the Main Study consisted of
distributing questionnaires to the sample set of schools.
This stage was conducted in February and March 1996 in those
seven schools comprising the balance of the group of
participating schools: 3,4,9,11,13,14 and 15. The
questionnaires used in Preliminary Study 1 were used again, as
they had been successful in gathering data, including some
that was not directly sought, but helped inform the study
nevertheless. Using theAsame questionnaires in.all phases of
the study enabled aggregation over the total sample. Emergent
themes were identified, and were compared with the ‘issues
-arising from Preliminary Study 1. These were then used to
bPrepare the prompts for the Focus Group discussion that was

Cconducted in school 14, on 12th July 1996.
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Table 3

pverview of inquiry

Date No of Tools
_ schools'
preliminary Study 1 Feb/Mar 95 a - 4 x
| question
-naires
Preliminary Study 2 Jul/Aug 95 6 1 x
guestion
-naire
Main Study Feb/Mar 96 7 4 x
question
July 1996 1 -naires
1 x focus
group

The sample

Sample characteristics

Several of the schools were chosen because of their

location in south east Queensland. They were easily

accessible geographically and were willing to participate in

the inquiry, granting access to teaching staff, students and

school documents, such as course selection subjects and

Student handbooks.
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On several occasions snowball (Guba and Lincoln 1994)
sampling occurred- when participating schools identified other
schools who were able to be included in the sample by virtue
of the fact that they, too, weré using a vertical timetable.
The result was a final sample of eleven secondary schools,

spread from the south east to the north of Queensland.

The schools selected contained a cross section of various
educational approaches and ethos. The group included a
selection of Department of Education High Schools, Anglican
and Catholic Education administered colleges, both co-
educational and single sex. They were schools where the
vertical timetable had been functioning for at least one year.
The longest experience of vertical tabling was in one school
where it had been operating for eight years.. The samples of
teacher and student participants within each school (who
volunteered to participate in this research) were chosen
randomly by the school co-ordinator of the project. The
administrator cohorts usually comprised the two or three
administrators (principals and deputy principals) in each
school. The members of the parent/guardian cohorts were the
barents of the students selected.

Sample size
The schools were selected primérily because they'were

Using the wvertical timetable and they were located
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conveniently. With no need for a minimum number of cases for
statistical analysis, the sample size was decided by
guesstimating how many schools the study would require

allowing for withdrawal from participation of any of the

participants.

The final set of schools was identified to collect

information to identify key issues and themes, some of which

were:
® students' inability to study first unit of choice

] sense of ownership afforded the students

® increase in workload for teachers

@ sense of powerlessness experienced by some teachers
@ new sense of challenge experienced by some teachers

The participants

The participants in this inquiry consisted of four
cohorts: administrators, teachers, students and their
parents/guardians. The participants are the stakeholders,
whose roles are best defined by Van der Heijen (1996). He
describes stakeholders as belonging to four groups: the crowd,
the referees, the'players and the supporters. In this study
thé parenté and the community, relatively unaffected by the
change in policy, and possessing a minimum of power are the

Crowd. The referees, who have the power,~in this study would

Methodology and Design - 88 : Chapter 4



| pe would be the administrators, the initiators of the change.
The teachers are the players, whose interest and power are
high. The students are the subjects, low in power, but high

in interest.

The data gathering tools

StakeA(1995) distinguishes between inquiry for making
explanations versus inquiry for promoting understanding. For
qualitative researchers, understanding is connected with
intentionality, and particularization is an important aim.
The research was concerned to gather the understandings and
learnings from each group of informants concerning the
implementation of verticai timetabling. It was intended, in
this respect, to capture a cross—-section of these
understandingsAheld in schools in which vertical timetabling
was in operation. The time frame for the research and the
practicalities of collecting data from a range of school sites
dictated an approach in which a broad and relatively rapid
sampling occurred followed by inquiry around particular
understandings and issues in greater depth. Thus
questionnaires were used to collect relatively brief
statements of the'understandings and learnings of the
different sets of participants. The‘questionnaire seemed the
most appropriate method to use as the information required was

fairly specific and familiar to the participants (Wafwick &
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pininger 1975). It was also important that the method allowed
for easy replication and to indicate patterns. A focus group
was employed to flesh out what happened to the dominant

understandings and learnings of the sample.

ouestionnaires

Questionnaires have both advantages and disadvantages:

Advantages:

o wider audience can be reached

e minimal cost involved

. availability of written records

o allows time for reflection and composition of responses
Disadvantages:

e lack of personalised response

* inability to probe deeper when required

. lower response rate

e researcher 1s unable to respond to queries or offer

assistance where needed (Guba & Lincoln 1994, Converse &

Presser 1986).

The Main>Study was commenced in February 1996, and the
questionnaires weré sent to the seven schools that did not
participate in Preliminary Study 1. There were four separate
questionnaires, one for each cohort of participants. The

return rate was approximately 83% (See Table 4).
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rable 4

Main Study
february/ March 1996

Number of schools: 7 (Codes 3,11,9,4,13,14,15)

Questionnaires returned:

Code - Admin- Teachers Students Parents
istration

3 1 4 3 4

11 1 2 -1 1

14 1 5 3 5

15 2 1 3 3

5 1 3 1 -

4 1 2 3 1 B

13 1 3 1 1 "
Total 8 20 15 15 |

The gquestionnaires soﬁght information related to the
restructuring that had occurred in their schools, due to the
introduction of a vertical timetable (Appendices D,E,F,G).
Questions addressed areas including: selection of subjects,
guidance for the students throughout their time at school,
reporting, explanations given to describe the processes and
the consequences for the students and teachers.

The broad areas of understanding that the questionnaires
sought to obtain were: |
® Personal input into the vertical timetable

L Advantages of the vertical timetable

Methodology and Design ~ or ' Chapter 4



Disadvantages of the vertical timetable

®
@ Outcomes for the teachers
e Outcomes for the students

The questionnaire seemed the most appropriate method to
use as the information required was fairly specific and
familiar to the participants (Warwick and Lininger 1975). It
was élso.iﬁportant.that the method allowed for easy

replication while indicating possible trends.

The questions were brief and to the point. The questions
were not required to be multiple choice, but rather open
ended, necessitating short, written responses. This was felt
desirable, as some factual responses and some personal
opinions were sought. This allowed for a greater depth of
response and permitted insight into the reasons for the
responses (Converse & Presser 1986). 1In brief, the questions
were:

@ To the point
@ Written in plain English

i Open ended

Some extraneous information was supplied in some cases,
but this provided further valuable data. This occurred with
the question Any further comments? The question prompted a

useful range of responses around areas not anticipated in the
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guestionnaire:
A teacher's response:

s a drama teacher this greater flexibility has
enabled us to teach Year 8's Drama for the first
time. Keen students complete 3 years of Drama in
-the junior school as opposed to onlyAz under a
normal school organisation.

An administrator's response:

The system has great potential if the BSSSS were

more flexible, allowing mid-year matriculation etc.

On a few occasions the researcher verified questionngires
by direct contact with non-respondents in the participating
schools to see if the events observed were supportive of the
events described by the respondents (Guba &‘Liﬁcoln 1994).

The researcher Was mindful of Fletcher’s warning (1994,173)
following his experiences with such verification of data
gathered by questionnaires:

...the guestionnaire replies were .seriously
misleading, some of them were almost worthy of being
classed as fiction.

Obviously the researcher’s actions occurred only on a very
limited and discrete scale as it could have appeared that the

respondents were being checked up on.

As with Preliminary Study 1, every guestionnaire was
accompanied by a letter of explanation, outlining the

direction of the inguiry and the .value of the respondent's co-
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operation (Appendix H). The letter also indicated why the

- study was important and encouraged partiéipation. Each
participant received a consent form, explaining that
participation was voluntary and that they could withdraw at
any time (Appendix I). The students' questionnairés alsé
contained a consent form for‘their‘parent/guardians'
sigﬂatures-giving permission for their participatioﬁ (Appendix
J). A section was also included in the cbnsent forms to be
returned if the participant réqﬁired feedback about the

findings.

A trial of the guestionnaires was conducted to ensure
that the actual information being returned was the information
sought and the right sorts of questions were being asked_(Guba
and Lincoln 1994). For the sake of facility, é local school
where the researcher knew an administrator was used. Some
minor modifications were made in the light of feedback'from

the trial and the supervisor of the research.

The questions used in the focus group interview were
based orn issues arising from the three earlier stages,
Preliminary Studies 1 and 2, and the first stage of the Main
Study. The foéus group discussion was used to fill out
further some of thé key understandings and learnings:relating

to the vertical timetable. For example, many respondents noted:
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that the major pefceiVed difficulty of the vertical timetable
for the teachers was the increase in workload. This became

cne of the prompts in the focus group. The issues that arose
fromvthe first three stages and which were explored further in‘

the focus group data gathering were:

@ Length of units of study...term or semester?

® .Havg teachers lost the vision of the vertical timetable
ethos?

® Teacher workload, why 1s it so great? How to address
this?

® Is teacher stress real? If so, how to address it?

Focus group interview

In June 1996, the researcher was invited to organise a
two~day action research workshop at school 14. An invitation
had been extended earlier in the year by the Principal to
conduct such an investigation into the model of the vertical
timetable édopted by the school. The aim of this project was
to identify strengths and weaknesses, and make any relevant
recommendations. In return for this, permission was sought to
conduct a focus group discussion in the closing session of the
program. The Principal acceded and the staff were requested

to attend and co-operate.
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During the discussion there were two administrators and
twenty-three teachers present. Prompts were prepared by the
researcher_and she acted as the facilitator. The session was
conducted in the school library, after school, to assure
privacy and generate a somewhat relaxed atmosphere for all

concerned (Lunt & Livingstone 1996).

The questions took a great deal of time to devise,
involving analysis of the data collected by the
questionnaires. A list of possible questions was made.
Brainstorming sessions were held with colleagues, and these
were helpful in devising variations in phrasing. iEventually,
critical questions that captured the intent of the inquiry
were highlighted and included in the final list (Krueger

1994).

The questions were prepared before the program at schoql
14, but some leeway had been left to includé any prompts that
would apply to areas identified during the action research.
Such was the case regarding the.establishment of pre-
requirements of subjects for Year 11 as well as the sequencing
of unit offerings. The preliminary list was extended to
include two queétions that had local relevance (indicated *).
@ Length of units of study...terﬁ or semester? |

® Has the vision of the vertical timetable ethos been lost?
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e = Teacher workload, why is so great? How to address this?

@ Is teacher stress real? If so, how to address it?

] Should there be pre-requisite subjects for Year 11
subjects?¥

& Should sequenced subjects be delive;ed in seqguence?*

outcomes of the group interview are presented in Chapter 5.

Ethical considerations

There was one major ethical consideration to be made
throughout the project: the confidentiality and anonymity of
the participants (Denzin & Lincoln 1994,293;Purnell 1996,6).
As such, procedures and practices were put into place to
protect the participants, the integrity of the research and
the researcher. These actions of the researcher parallel
those suggested by Fullan (1993) with regard to the moral

aspect of educational change discussed in Chapter 2.

The original proposal for research was approved by the
Human Ethics Research Review Panel of Central Queensland
University on the 4th January, 1995. This ethics committee

was satisfied with the ethical considerations discussed in the

application.

Firstly, all participants were volunteers, They were

given an information sheet (Appendix H) that described the
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packground detailé of the study and a second form that
explained their rights (Appendix I). For example, they could
nave withdrawn from the study at any time while guaranteeing
thelr anonymity and the security of the data they provided.
All participants received a copy of their signed consent form

so that the conditions were available to them at all times.

The parents of students involved were contacted to supply
written permission for the inclusion of their sons/daughters
in the study (Appendix J). A sufficient number of potential
student participants was included so that the research would
not have been left stranded, and this group would still be
well represented if some parents had refused permission. All
participants were advised that the findings of the inquiry
would be available to them prior to publication, for their
perusal for a finite length of time. The participants were
invited to accept this invitation in order to check for
accuracy and to add any further informatioﬁ. This provided a

form of validation for the researcher as well.

The administration of each school was fully informed as
to the nature of this inquiry. The principals were requested
to give ﬁheir éermission to be acknowledged in the index,of
the completed thesis, with the identity of all respoﬁdents

remaining anonymous. Each school was assured that measures.
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were taken to limit access to the data on a need to know
pasis. The documents supplied by the schools were made
avallable to all staff, students and their parents/guardians.
The possibility of contentious comments and observations arose
in the questionnaires, but the identity of all participants
would remain anonymous. The way in which the findings are
writfen qp.does not permit any individual or school to be

identified. Ethical procedures are summarised below:

& Participants were volunteers

@ Participants were supplied with all information regarding

the project

® Anonymity guaranteed for participants

@ Participants retained the right to withdraw at any time

@ Security of the data was assured

® Participants received a copy of their signed consent form

@ Parental consent was given to enable students to
participate

® Participants will be given a copy of the report before it

becomes public

& School administrators granted access to the schools
& School administrators were kept fully informed.
®  Report will not identify any participant or school

(Purnell 1996, Miles & Huberman 1994).
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The above arfangements applied to those participants who
completed questionnaires. They altered slightly with the
focus group discussion. The Principal agreed for the
interview to be conducted at the conclusicn of the workshop
and was given the information sheet (Appendix H). The status
of the project and the intended role of the focus group
intefview were outlined. These arrangements were cpnveyed to
the staff and reiterated by the researcher at the commencement
of the session. The relevant procedures as used in the

earlier stages were guaranteed.

Analysis of Data
The data were analysed following Miles and Huberman
(1994). This section of the chapter adheres closely to the

stages of data analysis Miles and Huberman suggest.

The analysis of the data followed the following sequence:
1. data reduction
2. data display

3. drawing a conclusion (Miles & Huberman 1994).

1. Data reduction’
Data reduction (Miles & Huberman 1994) was the first step
in the process of analysis. This sub-process involved several

Steps: refining and focusing of the data that were collected.
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2, Data display

) ‘The second sub-process involved in the analysis of the
data was the data display (Miles & Huberman 1994). To this end
the steps of identifying units and categories were édopted.
Several reasonably obvious units of response reappeared
regularly; sometimes a word, perhaps a phrase or maybe a
sentence. This was the case with participants who described
the students as the group who gained most from the vertical
timetable. The data display process involved the use of
coloured pens on the returned questionnaires to link similar

themes (Miles & Huberman 1994).

The second step, categorising, was used when all the
coloured coded responses that related to the same theme were
brought together. By placing the responses literally side by
side, and noting patterns and themes, the responses were
placed in colour coded sets. Occasionally sets consisted of
miscellaneous single items, és they appeared to be unrelated
to any of the larger sets, and were considered later (Miles &
' HubermanA1994). Two responses that were allocated to the
miscellaneous sEtlidentified an unanticipated theme. The issue
involved the tracking of students through the school,'and it
took on greater importance as the study progressed This was

because it was identified as a problem by many of the
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participants,

As a result of the data display the understandings and

learnings of the participants were grouped into six

categories:

@

Gains for the students

Disadvantages for the students

.Gains for the teachers

Disadvantages for the teachers

Basic administration problems with the timetable

Miscellaneous

Once the six categories were identified, they were

examined for sub-issues (Miles & Huberman 1994). These

emergent themes constituted the findings of the analysis which

are presented in detail in Chapter 5, but are summarised in

Table 5, which presents a clear visualisation of the most

frequently occurring issues arising from the personal

constructs recorded in the questionnaires:
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Table 5

1ssues arising from data display

[ Issues Examples
Gains for More Flexible Personal Own rate
students choice programs satisfact- |of
ion progress

Disadvant- | Loss of More Can become |[Soft
ages for st/teacher |assessment |lost in options
students contact system chosen
Gains for New sense Seeing the
teachers of gains for

challenge students
Disadvanta | Loss of More Increased Teaching
ges for st/teacher |administ- stress new
teachers contact ration subjects
Organisat- | Unavail- Students Sequence Length of
ional ability of | can be of units
problems first lost subjects

choice
Miscellan- {Difficult BSSSS’s Problems
eous to track lack of at Panel

students' flexibil- meetings

progress ity

3. Conclusion drawing

The initial issues that arose in the data obtained from
the Preliminary Studies were compared with themes that emerged
during the Main Study. An example of this was the issue that
there were both negative and positive consequences for the
students and téachers with the introduction of the vertical
timetable. There was an overwhelmihg majority of responses
regarding the benefits of the vertical timetable for students,

despite some problems for the teachers and administrators.
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The proéess of analysis occurred iteravitely during the
1ife of the regsearch (Miles & Huberman 1994, Stake 1995). The
project comprised four stages, and with each stage there was
data collection/data analysis. Each set of understandings and
1earnings.about vertical timetabling informed subsequent

stages of the research.

This chapter outlined the design of the project.
Firstly, the outline of the investigation was described. A
brief account of the Preliminary Studies (see Drewett 1995a,b)
was reported. The design of the Main Study was described and
included a description of the sample and the participants.
Ethical considerations were also described. The three stage
process used for dafa analysis was described following Miles

and Huberman (1994).

The results and findings are presented in the next
chapter. The results of the questionnaires and the focus
group‘interview are described and the findings as they relate
to the understandings and learnings of the participants are

detailed.
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Chapter 5

Results and Findings

There are no facts, only interpretations.

Friedrich Nietzsche
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Introduction

f}?his chapter is divided into three sections. Part 1
presents the resulté of the questionnaires. Part 2 introduces
the outcomes of the focus group interview. In Part 3, a
discussion of the findings follows, and an.outline of the

conclusions is presented.

Part 1 contains the results of the data analysis of the
information collected by the questionnaires, presented by
groups. The questionnaires were different for each group of
participants: administrators, teachers, students,
parents/carers. The questions focused on similar aspects of
the vertical timetable, but sought understandings and
learnings from the different standpoints of each group. This
was done in order to obtain a comparison of the differences in

understandings and what had been learned about vertical

timetabling.

With each group's responses, data referring to the
perceived advantages and problems for the students with
respect to the yertical timetable are also presented. This is
done as the effects on students are_likely to impinge on
teachers, and can influence their understandings and

learnings.

Results and Findings 106 ' Chapter 5



At the end of each group’s responses, a chart will
present a summary of the group’s observations of the effects
of curriculum delivery using the vertical timetable on the
teachers. Responseés are grouped according to theme. A second

chart will present the effects on the students.

Part 1

Results arising from questionnaires

Section A:

Results arising from the classroom teachers' questionnaires

A.1 Why did vour school decide to _adopt the vertical

timetable?

A majority of the responses addressed the perceived
requirements of the students, with regard to the variety of
choice, individual neéds and access to success:

>To provide students with access to a wide variety
of subjects and an opportunity to succeed
academically by repeating units they may feel they

haven't done very well in.

E>.,.school should investigate alternative models of
curriculum in the Junior schoel that catered more
for the individual needs of the students....

Other responses cited less academic reasons:

>8taff was influenced by the examples of other

schools offering this new system.
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>The Principai déecided he would introduce the system

in 1888.

2.2 In what ways did the Administration involve vou in the

planning and administration of the vertical timetable? _

Approximately half the teachers were not teaching in the
school when the vertical timetable was introduced, so these
teachers had limited response. Of those who weie present in
the schools for the introduction of the vertical timetable,
they describe their input as being mainly in the form of
completing surveys and revising the schcool handbooks:

>Looked at Handboocks from a variety of schools in an
endeavour to ascertain the best way of organising

the units for subject areas.

>although not all teachers contributed to the
introduction of the vertical timetable, all are
involved to some extent with the ongoing
implementation in various ways, from planning new

curriculums, to giving advice to students.

>Implementation is ongoing. I am involved in
helping students select units to meet their needs
and in choosing major and minor studies over the

two-year period.

A.3 What benefits have resulted for the teachers from the

introduction of the vertical timetable?
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Most teachers deséribed benefits for themselves. These
included: a wider range of subjects to teach, revamping of the
curriculum, and the wider scope available to address students'
different learning styles:

>Teachers have the opportunity to teach a wide range

of subjects and students: lots of variety.

>Teachers often have classes of very similar
abilities - particularly good for gifted and
talented, eg a Year 8 doing Year 10 Maths.

>Teachers have more variety, chance to work with
different students. Students choose to study the

unit, so they are more interested.

>Necessity to liaise with other teachers re

individual students.

>Teachers have more scope to cater for individual

learning styles.

A.4 What are the benefits of the vertical timetable for the

| stﬁdents? |

All teachers desciibed benefits for the students, ihcluding
the wider variety of unit choice, the advantages of not being
"locked in' to a subject for two years and heightened

interest, among others:
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>3tudents have more flexibility, choice, advancement
across year levels and within subjects, or extra
work on the same or easier level than cohorts

without loss of face.

>Students are able to succeed at the level réquired.

More choice offered.
>Everything studied is accredited to Junior Certificate.

>0Opportunity to accelerate through subjects or spend more

time if needed.

>Incentive is there for those who want to advance.

>Choice of subject matter within subject.

>Students feel they have a greater input into

determining their own course of study.

>Students no longer locked into subjects for a 2

vear period when they are experiencing difficulties.

>8tudents are highly motivated and involved in
planning their courses of study and completing their

chosen units.

>Lower ability students do not have to progressAto a

higher level unit.
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>all benefits are focussed on the student - maximum

choice of subject and level of study.

>>Oppdrtunity for term options.

A.5 Describe any difficulties that mav have arisen for the

teachers.

Most teachers described difficulties that had arisen for
themselves including a lack of continuity of contact with
students, a lack of time to prepare work for new units, and
another change in practice that has to be monitored.

>It was just another change foisted upon us.

>>Preparation is done without a lot of time, due to
lack of notice of units being taught. Management

issues arise each term.

>Uncertainty of units being taught.

>Teachers experience additional stress of different
ages and maturity levels in a class (often have
similar cognitive but different social and emotiocnal

levels).

>Increased workload, so the need for improved

organisation. Term reports a hassle.
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>Teachers often experience a lack of continuity.

>Students move on before behaviour patterns and work

standards can be reinforced.

>gystem is very hard on teachers new in the school.

Hard to develop a2 rapport with the students.

>Paperwork and record keeping.

>Teachers need to adapt to learning 120-130 new
names each term. Any interruptions in a 10 week

periocd could be vital.

.6 Describe anvy difficulties that may have arisen for the
students.

Teachers described issues that were involved with the
selection of units, for example, suitability and availability,
among others.

>Students not always given the unit they wanted.

>The students are not always the best judges of
units to undertake. Some options are not always

available.

>Students think they can always get exactly what
they want, but that is not always possible. They
don’t always understand the system to work out how

to get the most out of it.
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>gstudents have teo cope with change each semester

(teacher) . They are not always with peers in class.

>gStudents can have too many choices.
>Students changing subjects unnecessarily.

A.7 How has the implementation and administration of the

vertical timetable affected vou?

Responses to this question varied greatly, and have been
assorted according to themes as indicated by selected quotes:

>Initially it created a sense of imbalance in me: I
felt stressed trying to come to grips with effect it

had on my classroom performance.

>Less time to concentrate on classroom activities.

>At times I had to teach in areas I was not skilled

in.

>In servicing is much more difficult.

>Given me more work to do. It has allowed me to be

more creative when planning units of work.

>Re-teaching units gives the opportunity to improve

the teaching practices and resources.
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>1 have only been affected by the students
in Year 11 not being as well prepared as

they should be for their subjects.

>I chose to teach in this schcocol because I could see
advantages of students working in subjects they have
chosen. Happiest students make for better

~ learning/teaching.

> Increased teacher stress: new names at the
beginning of each semester, more record keeping and

documentation, eg record cards.

>High workload, eg: multiplicity of tests, extra
handling of text books, lack of understanding by
other schools {(panels at BSSSS).

A8 Any further comments?

Once again, there were many different reasons and comments
offered:

>Both my sons attend the school because of the

advantages offered by the vertical timetable.

>Vertical curriculum has bad points and good points.

... The worst thing about the whole experience was
having to listen to the complaints of others because

they didn't see the point.
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>The change has been good for me (a more mature
teacher) . I}have had to re-examine my methods and
sharpen my skills. There are more demands on
teachers'® time and this reality should be addressed

if the quality'of teaching is to be maintained.

>1t provided me with a more interesting and exciting

"work place.

Summaries of the teachers’ observations of the ways in
which a vertically delivered curriculum affected them
(Figure 2) and the students (Figure 4) are presented in the
following charts. The themes are not displayed in any

hierarchical or ranked order.
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‘ Fiqure 2

the ways in which the teachers see themselves affected by the

vertical timetable
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Figure 3

The ways in which the teachers see students affected by the

vertical timetable
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section B
Results arising from the administrators'’ questionnaires.

8.1 In what ways were the classroom teachers involved in the

planning and implementation of the vertical timetable?

aAdministrators’ observations varied. There were résponses
from those who were in schools where teachers were not
involved, as well as those where teachers played a large role:

>gtaff consensus was reached before implementation.
All staff were involved in design of overall system

and individual units of work.

>_....A group of counsellors and mainstream teachers
was heavily involved and teacher professional
development was provided for all, but focussed on

the counselling group....

B.2 Describe anv problems vou had with the planning and/or

implementation of the vertical timetable.
Administrators identified problems in several areas, for

example, the underpinning philosophy and the sheer volume of
work to be completed:

>To plan and implement the philosophy requires much
time and effort for all involwved but the benefits

gained are worth the effort.

>Points of contention were mainly philosophiéal.

B.3 What benefits were there for the teachers?

Administrators described what they understood as the
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'advantages for the teachers, including the fact that the
increased number ©of units available could better match their
and the students' abilities.

>The teachers were teaching students who have chosen

to study the subject.

>Teachers were teaching students who were more

motivated by the short term goals.

>Teachers were better catered for with the variety

of subjects available for teacher abilities.

>Changing classes mid-year, breaking up difficult

groups.

>Classes were more homogeneous - better motivation -

better discipline in most classes

>Teachers have become extremely professional and

accountable.
B.4 What benefits have resulted for the students?
Administrators identified several advantages for the students.
These included the flexibility of the courses, and the fact
that the courses were student driven.

>3Students progress more quickly - a 3 year foreign
language course can be completed in 4-6 10 week

units.

>Students are better able to select suitable courses.

>aAbility to repeat, upgrade.

n
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>8tudents really benefit - relevant choices, options.

>8ome flexibility for students. It depends on the
flexibility of teachers. '

>8tudents have more cholices.

>Students have the flexibility to plan an individual
program. Ownership of chbices, ability to

specialise.

B.5 Describe anv difficulties that mav have arisen for the

teachers.
Administrators saw the main problems for the teachers include

those associated with the increased workload, and changes to
their teaching subjects.

>The main problems were associated with geing from

the horizontal mind set to the vertical mind set.

>Some teachers had an increase in the rate of subject

change.
>Lack of continuity with some groups.

>Increases stress, especially in the first few years

when new policies must be designed.

>Teachers have to develop strategies to quickly get
to know the students in each new term and to quickly
access strengths and weaknesses. |

>Teachers have more work and lose contact with
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students when they change units at the end of

semester.

B.6Describe any difficulties that may have arisen for the

students.
Administrators described a limited number of problems that

resulted for the students. These difficulties included
teacher éhanges and subject selection.

>Change in teachers and student groups each

term/semester.

>Subject selection can be confusing for students and

parents.

>Teachers have to develop strategies too quickly to
get to know students each term and toc quickly to

assess strengths and weaknesses.

B.7 Anvy further comments...
Additional comments varied greatly in scope:
>There is a definite conflict between the benefits

for the students and the benefits for the staff. A

balance must be sought.

>Tt is truly student centred and is the best

possible way to cater for the needs of the students.

>Need a stable staff: each year we have 25-30 new
staff- takes quite a while for teachers to adjust to

a vertical timetable.
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>This system has great potential if the BSSSS were

more flexible allowing mid-year matriculation ete.

>My long interest in curriculum led me to visit 5
schools in South Australia in 1984, and the
philosophy options and development still excite me as
it is the best possible way kncwn at this time to
cater for the needs of schools and the demands placed

upon them.

>a vertical system inherently possesses a conflict
between benefits to students/parents and benefits to
staff. A viable system must continually strive to

find an appropriate balance between these.

>The staff ownership of the process of
implementation ensures that the process occurs.
Without staff involved {genuinely) in the decision
making it would be difficult to eventuate.
Demonstrably increased student outcomes achieved
through increased efficiency of teachers as well as

the obvious student ownership of their curriculum.

Summaries of the administrators’ observations of the
effects of the vertical timetable on the teachers (Figure 4)
and the students (Figure 5) are presented in the charts

following;
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pigure 4

the ways in which administrators see teachers affected by the

vertical timetable
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Figure 5

The ways in which administrators see students affected by the

vertical timetable

Results and Findings

" The ways in which adm

Students can More frequent
——  progress more changes of classes —
quickly and/or teachers
Individual Subject
—— programs selection —
Ownership of
— course
Flexibility
of courses
124

Chapter 5



. section C
results arising from the students' questionnaires

¢.1 What.do vou like most about the vertical timetable?

almost all students commented on the choice of units offered
and the lack of compulsion to follow a set course.

>It gives yvou freedom of choice.

>T like the fact that I can excel in English and
Maths, which are my good areas.

>71 like being able to chose and change my subjects.

>T am an academic student, and with this system I am
able to try my hand at drama, media, art etc without

having to choose them for a major study.

>Being able to have the choice to progress to a

higher level of the subjects chosen.

>You don’t have to have the same teacher all the

time if yvou don’t like them.

>»Changing subjects each term means you’re able to do
as many diﬁferent things as you want. It enables
yvou to find out what you are good at and what you

like.

>0pportunity to study subjects of interest at your‘level°
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c.2 What do vou like least about the vertical timetable?

Many students commented on problems regarding the availability
of subjects. Other problem areas included a variety of
topics: the age of others in the class and inappropriate
choices oﬁ subjects, for example.

>I don't like getting into a class where everyone is

younger than you {or older in last year‘'s case).

>Some subjects close because of lack of interest.

>People can choose subjects just to be lazy and not

work.

>Teachers have trouble getting to know
students..... this loses some of the stability.
However by the end of Year 10 you have experienced

most teachers and they know who you are.

>Change classes too much.

>Limited range in subjects.

C.3 What do vou see as the benefits for the teachers?

Students described the main benefit for the teachers in the
- fact that they received new classes each term. Other benefits
were seen to be that teachers could teach in areas of personal

interest.
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>The teachers get students who really want to learn.

>The teachers get more interesting new classes each

term and they can focus on their interests.

>Taeachers don't have tc see the same students all

the time.

>Don't see any benefits for the teachers.

>Teachers benefit because it gives them a chance to

teach in areas they enjoy and are best skilled.

>Teachers are teaching interested students who are

willing to participate.

C.4 What do vou see as problems for the teachers?

Students identified difficulties for the teachers that
included the frequent changes of classes and an increased work
load.

>Learning new names and abilities of students each term.

>Continuously having to change students® timetables

and sorting through everyone's choices.

>It puts a load of work on the teachers because they

have to do a lot more reports at the end of term.
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>Tt takes time and effort.

>Having mixed'aged classes.

.5 Any other comments?
A vast majority of the students commented on the benefits of
the vertical timetable and their personal reactions to it.

>I think it is well thought out and gives us the

chance to achieve at our persconal rate.

>I really like it as you're not always bored doing

subjects you don't like and are not good at.

>0ffers more opportunities for the students.

>I think this is a great way of teaching because it
is fun. It works you at your level and you choose

the subject units you like so you learn much more.

>It is good for the first two years but at the last year

you'run out of subjects.

> think this is an excéllentbprogram. I can do many
different things éeeing my interests are widespread.
>My neeads are catered for so I can learn at my own

" pace. I do notAneed to do subjects I dislike (eg

Physical Education, B.P., Graphics, Geography and
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8's do not get in scon enough.

Summaries of the students’ observations of the effects of
the vertical timetable on the teachers (Figure 6) and

_ themselves (Figure 7) are presented in the following charts.
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'Figure 6

The ways in which the students see teachers affected bv the
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pigure 7

the ways in which. the students see themselves affected by the

vertical timetable
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.Section D:
results arising from the parent/guardians' questionnaires

§.1 What .do vou like most about the vertical timetable?

a majority of parents commented on the flexibility of delivery
of'the curriculum using a vertical timetable, the concept of
individual progress and the element of choice for the students:

>Potential for students to have a say in their

course choices...

>The flexibility and fact that the student is a part

of the selection process.

>Gifted child can advance at his/her own pace, and

less gifted child can find his/her own level.

>1 believe it gives the students more choice, and

they can work more in the subjects they like.

>students have the opportunity to progress through

the subjects {units) at their own rate.

>Students have more self esteem as everyone can achieve

at their level.

>Students have the ability to choose their own subjects.

D.2What do vou like least about the vertical timetable?

The parents' responses referred mainly to the choice of
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perceived ‘soft options’ of study, unavailability of units and
the depth in which the units are studied.

>Possibility of ‘soft’ choices or light homework

choices.

>If parental involvement is not there, the child is

virtually at liberty to choose easy courses.

>Qccasionally students have to repeat a unit because

of timetabling difficulties.

>Too much choice which leads to a lot of units not
being offered because of lack of numbers at that

unit.

>The depth in which the subjects are studied.

>Due to shortness of units - 10 weeks - students
with learning difficulties are able to escape
unnoticed and then are allowed to proceed without

passing subjects.

D.3 What do vou see as benefits for the teachers?

Parents reported the main advantages for the teachers included
the fact that the students chose to be there, so their attitude
would be more suitable, as well as the added variety that may

result from the changé of units.
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>Not so many time wasters in class.
>Teaching students whe want to be there.
>Variety, chance to know more students.

>Students in the classes are grouped according to

ability level rather than chronological age.

>Teachers get to concentrate on their best teaching

subjects.

>Taachers have more variety.

D.4 What do vou see as the main difficulties for the teachers?

Many of the parents saw an increase in the teachers' workload.
Other disadvantages were seen in the perceived loss of contact
time with individual students.

>Teachers experience a lack of continuity,
especially in building relationships with students

with difficulties.

>Teachers have difficult timetables, probably more

- intense work.

>Teachers have more book work to do.
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>Teachers have a lot more work to monitor each student.

>Don’t think there are any difficulties for teachers.

D.5 Any other comments?

The parents' comments were evenly diVided between those in
support of the vertically delivered curriculum and those who
found it lacking in one or more areas:

>It*s the best I've seen.

>]1 am unsure as yet whether this system will prepare

children for Year 11.

>There are too many choices with too many changes to
fit students into the timetable....yet I like the way
students can better their results in some subjects

without having to repeat a whole year.

>T think the system has merit, allows the kids to
progress if they have the abiiity, although the
assessmént aspect needs addressing. The unitised
curriculum offers choices, flexibility and ownership.
I wduld be interested to know how the school rates in
comparison with others. Does this system produce

~ high achie&ers?

>It appears to be working well for most students. We

think it is the way to go for all schools.
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>1 would recommend this method of organisation as I
have seen how both my daughters have revelled in the
variety of subjects, especially in comparison with

the bland curriculum cffered in primary school.

Summaries of the parents/guardians’ observations of the
effects of the vertical timetable on the teachers (Figure 8)

and students (Figure 9) are presented in the following charts.
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| Figure 9

The ways in which the parents see students

affected by the

vertical timetable
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The responses of the four groups of participants were
gathered. in order to identify individual understandings of the
cffect of curriculum delivery using the vertical timetable.
Tndividual responses have been used in quotations. These
responses have been summarised ih the figures at the end of

each section.

The next section of this chapter will present data arising
from the focus group interview. This data will then be

summarised, and findings will be identified in Part 3.

Part 2
Results arising from the Focus Group Interview

The prompts used in the focus group interview included
issues that were identified in the Preliminary Studies;
The prompts were not questions, but topics that were open for
discussion. This section is limited to the information
relevant to. the consequences for the teachers of curriculunm
delivery using the vertical timetable. Direct quotations from
individual participants have been used. Frequently used

comments and key determinants are also presented.
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cemester or term length units?

Agreement was reached that semester length units were more
preferable for the following reasons:

>Half the number of reports will need to be written

oy the teachers.

‘>There will be an increase of student/teacher

continuity.

>Subjects will be able to be taught in greater

depth.

>There will be fewer changes for both staff and

students, in particular, the younger students.

>Semester length units will allow for proper
“closure’ of a set of units, for example with regard
to recording profile data, identifying students with
particular difficulties and the development of

strategies to address these problems.

The guestion of re-immersion of the teachers in the vertical

timetable ethos.

The need for re-immersion in the ideas and ideals of the
Vertical timetable was agreed upon as being desirable for the
following reasons:

>Al1l teachers need to be refreshed and re—enervated

periodically with the vertical timetable.

Results and Findings ' 140 | Chapter 5



>This would keep them up te date with any changes,

new ideas, for example.

>Iﬁ would also inform Administration team of the

grass root feelings.

>Tt would be invaluable to assist the frequent

changés of staff by In servicing the new teachers.

>Jse could be made of the student free days.

>Could be used to help staff to keep in contact,
especially those who are in a one off situation where
they teach a subject, perhaps outside their area of

expertise, for a unit only.

Teacher workload

- Teachers were unanimous with regard to the increased
workload, citing several perceived causes. These reasons have
been targeted by suggesting strategies to address them.

>Semester length units would lessen the levels of
reporting, preparation, assessment, change, for

example.

>Prepare the timetable in advance, to assist

teachers with preparation, and students with choices.

>Limit changes to the timetables, thus avoiding an

often heard complaint from students regarding the
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inability of students to study the first unit of

their choice.

>Set some rules in concrete, such as those regarding

pre-requirements for more advanced units.

Teacher stress

There was agreement that the increase in teachers' workload
resulted in the development of stress. There were several
strategies identified to address the situation:

>Lessen the workload.

>Use teacher aides to assist with record keeping and

student profiles for example.

>Semester length units, not term length units.

>Re~focus and clarify the ethos of the vertical

timetable.

The focus group interview was convened to address 4 main
issues:

® unit length

® renewal of the vertical curriculum ethos
@ teacher workload
® teacher stress

The issues were somewhat interrelated, and gave rise to several

considerations. These will be discussed in relation to the
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data arising from the questionnaires to identify findings.
4+ ¢ ¢

Parts 1 and 2 of this chapter presented the results from
the responses of the questionnaires and the focus group
interview. Many responses indicated that problems may result
for the teachers when the vertical timetable -is used to deliver
the curriculum. Despite this, no teacher participant indicated
that it would be desirable to dismantle the practice. All
respondents described advantages for the students. Many
described some pbsitive results for the teachers. These gains,
including those for the students, suggest that, i1f the inherent
problems are addressed, then administrators and school leaders
will‘continue to use the vertical timetable to deliver the

curriculum in secondary schools with benefits for both students

and teachers.

The following section will discuss the findings generated

as a result of interpretation of the data.

Part 3
Findings

As described in the chapter Methodology and Design, the
engagement of vertical timetabling by a school community was
Conceptualised in terms of their learnings and understandings.

When data from each of the groups are compared, it is possible
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to gauge the commonalities and differences in how this
innovation is understood and known. The frequencies of

responses with common themes have been converted to percentiles

and are presented in Figure 11.

The most obvious results are seen in relation to A, the
increase in.the teachers’ worklcocad. This increase is reported
py almost all the teachers and 80% of the administrators, 47%
of students and 27% of the parents/guardians. The next most
obvious result is F, a new sense of challenge, identified by
all groups, in particular the administrators (66%) and the
teachers themselves (60%). Other obvious results can be seen in
H, other positive effects, where 60% of teachers and students
and 33% of parents noted gains for the teachers. Examples
given included teachers being able to teach preferred units,
and the fact that problem students would be a short term issue,
as they would ‘move on’ when the next term/semester commenced.
This issue may be perceived by some teachers as an advantage,
but the question arises as to whether there is any true
‘educational advantage’ in such a position. As reported in the
previous chapter, almost all participants described gains for
the students as a result of the vertical timetable, thus the

most outstanding categories in descending order of frequency

were:
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,a gains for the students
@ increase in workload for the teachers

'S a new sense of challenge for the teachers

On the other hand, it can be seen in section B of Figure
11 that 42% of administrators, 35% of teachers and
appréximately 25% of parents/guardians referred to an increase
in stress for the teachers. Stress was not defined for the
participants. It was anticipated that the commonly accepted
meaning would be utilised; a broad range of symptoms, both
physical and psychological. These incluse fatigue,

sleeplessness, anxiety and fear.

25% of teachers and administrators acknowledge some
confusion and uncertainty for the teachers (D). All
participants described other negative effects (E), in
particular 40% of students and teachers, 38% of administrators
and 25% of parent/guardians. Examples cited included the
following: learning new students’ names, learning to teach new
curriculums and adapting to a new timetable. The graph was
prepared with the information provided by the following numbers
of participants in the coho:ts:
®  teachers -.20
® administrators - 8
@ students - 15
® parents/guardians - 15
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'Figure 10
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| A Increase in the workload

All teachers identified an increase in the workload. This
was described in at least one of the following areas: record
keeping, maintenance of student profiles, preparation of new
units and assessment items, forming relationships with new
students and assessing their needs. This finding supports
similar observations by Dunham (1976), Kyriacou~end Sutcliffe
(1977a) and Otto (1993) with respect to heavy workloads and

shortage of time.

A vast majority (80%) of the administrators acknowledged
an increase in teacher workload, cempared with forty-seven
percent of the students and twenty-seven percent of the
parents. The fact that all teachers noted this consequence is
indicative of the percei?ed magnitude of this problem for them.
This finding supports the observations of Drewett (1995a),
Fullan -and Steigelbauer (1991) and Maxwell, Marshall, Walton
and Baker (1989) regarding the increase in teaching and
administration duties as a result of using a vertical timetable
to deliver the curriculum. These findings echo those of Jessop
(1995) and Young (1995), and with respect to an escalation of
responsibilities in the areas of guidance, monitoring and other
duties tied to learner centred curriculum delivery. Even
though several teachers described iﬁcreased responsibilities
with respect to guidence and monitoring, no participants noted

the possibility of legal risk involved in such roles.
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Some concernimust'be registered if twelve percent of the
sdninistrators did not report an increase in workload for
feachers_ ‘This cou;d imply that firstly, the administrators
had not been made aware of the fact because of problems with
feedback from the teaching staff, or secondly, they did not

personally note the fact.

It is interesting to note that the parent/student
respondents did not recognise the full impact on the teachers.
This can be better understood in light of Van der Heijen’s
(1996) explanation of the stakeholders in a situation{ where
the students‘are seen as the subjects and the parents are seen
as the crowd. According to Van der Heijen, the crowd and the
subjects are low in power and may have only minimal knowledge
of the facts regarding the issue at stake. In the short term,
with respect to the effects of a vertical timetable used to
deliver the curriculum, this may be of little or no
consequence. However, in the long term, this could affect
teacher performance, particularly if teachers’ concerns are not
addressed in some way. This picture is supplemented by Jones
and Emanuel (1981,9) who describe “the damaging effects on
teachers’ selftesteem and psychological health”. These authors
describe ways in which the teachers’ usefulness and efficacy of
teaching style and content and the impact on the students may
diminish. Otto (1983) outlineé further possible consequences
where a teacher may cease to be psychologically involved and
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escape frustration by becoming:

a robot who comes to work ....mechanically performing
the task of teaching while remaining unaffected by

the environment (Otto 1983,9).

Alternatively, some teachers may leave the profession entirely.
consequently, the problem with the increase in workload may
then impact more directly on the students and, consequently,

their parents in a chain reaction effect.

Such responses from the student and parent/guardian
cohorts could be affected by the distance of the participants
from the teachers' immediate sphere of action and
responsibility. Administrators are iﬁ close proximity,
students are somewhat further removed, while the parents are at
an even greater distance. Thé rate of acknowledgment of the
consequence decreases accordingly, with eighty percent of
administrators, forty—-seven percent of students and twenty-

seven percent of parents noting this consequence (Figure 5.1).

The discussion in the focus group interview produced
similar issues to those outlined above. This was to be
eXpeCted; to some degree, as the focus group comprised twenty-
three teachers anditwo administrators. From the moment the
topic of an increased workload for teacheré was introduced, the
participants cited many individual accounts regarding ways in

which their personal workloads had increased. The transcript

Results and Findings 149 _ ' Chapter 5



of the interview lists twelve»different individual accounts.
The circumstances varied from the increase in paper work and
administration, to the number of meetings that required
attendance by those teaching in more than one or two subject
areas. Thus there was congruence between the information
produced by the questionnaires and the focus group interview
witﬁ regard to the topic of an increased workload for the
teachers as a result of a vertically delivered curriculum.
B Increase in stress levels

Thirty-five percent of teachers report an increase in
stress levels, compared with forty-two percent of
administrators. The acknowledgement of teacher stress
underscores the results of the West Australian'inquiry
conducted by the Department of Education (1987) where 40% of
teachers were identified as being stressed, and 36% in the
American context (1985) for a variety of reasons. Fifty
percent of administrators acknowledged an increase. In the
data produced regarding to the previous theme, fewer
administrators than teachers acknowledged an increase in the
teachers' workloads. 'There could be several reasons for the
differences in responses to increased workload and stress
levels. Firstly, many teachers may have hesitated to
acknowledge stress in‘light of the stigma attached to stress
and related problems, despite the énonymity of the
questionnaire. Secbndly, teachérs may have allﬁded to this

consequence in other responses, such as other negative effects.
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The failure of students to note increased strsss levels
for teachers is noteworthy. The fact that the students did not
refer to increased teacher stress levels could amount to the
professionalism of the teachers in dealing with their students,
or it could be the result of the limited powers of observation
possessedAby the average vyounger teenager who constituted the
studént thort, It is significant, however, that almost half
the administrators noted the stress for teachers, yet the
situation apparently continues. One cause of this, perhaps,
is that the administrators see the timetable as more important
than the individuals, on the other hand, there is simply
nothing that can be done to address the teachers’ situations,

or it is a low priority.

The fact that less then twenty-five percent of parents
commented on an increase in stress levels of the teachers could
be explained by the belief in some sections of the community
regarding the working conditions of teachers, that teachers are
overpaid and under worked, as referred to by a few respondents
from the parent/guardian cohort. As a professional group,
teachers have relatively low status (Kyriacou & Sutcliffe
1977b, Phillips & Lee 1980).. Thus, some parents might not

Support the notion that teachers experience stress.

The discussion in the focus group highlighted the increase

in teacher workload as a major contributing factor in the
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'escalation of stress levels. This was related to issues
including assessment, preparation of curriculums and general
gdministration. To this end, five strateglies were outlined.
From this interview it appeared that the incidence of increased
stress levels was more widely experienced than indicated in the
teachers’ responses in the questionnaires. In this regard, the
responses'afising from the focus group more fully support the
findings of Bentley (1984) associated with teachers’
occupational stress as a result of curriculum change, and those
of Fullan and Miles (1992) addressing change in schools. The
word stress was used liberally throughout the interview. It
was used by six teachers with regard to themselves, as a result
of increased workload. Two other participants used the word
stressful to describe the situation in the school,
communicating the feeling that the atmosphere was becoming
intolerable. The occasion invited a comment from the
administrators present, but none was forthcoming. This failure
to respond echoes the sitdation'reported in the questionnaires
where forty-two percent of administrators noted an increase in
teacher stress but the situation continues. There 1is
agreement between this result and that of the topic of teacher
iworkload where ?O%'percent of administrators describe increased
teachers' workloads. The potential results of such a
situation, if allowed to continue, are reported by Otto

(1983,8), including:
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stress related ill health among teachers that covers
the ehtire range of psychosomatic symptoms, stress
diseases (like hypertension and heart disease,
respiratory problems and peptic ulcer, skin

disorders, diabetes) and psychological breakdown.

Phillips and Lee (1980) describe the burnout that may result
for teachérs as a response to chronic stress caused by the
immediate'teaching environment. Certainly these results are
extreme, but they exist as consequences of ongoing stressful
situations such as those reported by some participants.
C Loss of continuity in teacher/student contact

Approximately a third of the teachers (35%) and parents
(33%) noted a loss of continuity of the contact between the
teachers and the students as a result of the students’
selection of new units twice or four times per year, depending
on the length of the units of study: term or semester. This
observation was supported by twenty-five percent of
administrators and twenty percent of the students. These
findings converge with Scharaschkin and Stoessiger’s (1987)
Observations‘in Tasmanian secondary schools, those of Maxwell
et al (1989) in NSW, and Qeneral comments made by Middleton et
al (1986). These writers cite the lack of continuing

teacher/student’contact as problematic.

This issue of a relationship-centred approach to education

is apparently, in this project, more important to the teachers
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band parents than to the students and the administrators. (The
researcher acknowledges that, because of the sample size, no

géneralisation is applicable.)

Teachers noted problems with the settling-in period
required by most students at the beginning of each new unit.
some.teachefs saw that the process of getting to know the
students and their needs was occurring several times each year
instead of only once with the conventional horizontal
timetable. Only one teacher referred to the lack of continuity
as a strategy to evade problem students, yet this reason was
cited by approximately thirty percent of the students as an
advantage for the teachers. This outcome is viewed with some
concern. The fact that such a response was produced may
indicate a potential disadvantage of the vertical timetable;
where students who are identified as being difficult or
problematic are “shuffled” through the system, moving from one
teacher to the next, with a lack of ongoing constant

maintenance.

The responses of the parents indicated that they value the
continuity of teaCher/student contact. One has only to attend
a parent/teacher night to be aware of the fact that parents
expect the teacher to know their student and to be aWare of
his/her educational needs. Parents indicated that less contact

is problematic for their student and for the teacher as well.
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Again, there Qas congruence between the responses arising
from the questionnaires and the themes produced by the focus
group interview. The interview further acknowledged the lack
of continuity of thé student/teacher relationship as a negative
consequence for teachers, as well as with regard to student
learning. Again, as in the questionnaires, the situation was
considered disadvantageous for teacher and student. Several
teachers saw a trade off situation in the school where, with
four changes of units per year, there was more contact with
more stﬁdents. This view is the obverse of that produced by

the guestionnaires, and, as such, bears noting.

D Confusion and uncertainty

The teachers who acknowledged being less clear in their
goals in the school (25%) refer to "imbalance" and "feeling
unskilled"” for example. Fullan and Miles (1992) describe such
anxieties of teachers during times of educational change, as do
Hargreaves (1994) and Merton (1938b). These descriptions
parallel those identified in the Preliminary Studies 1 and 2
(see Drewett 1995a). It was an important indicator if twenty-
five percent of teachers refer to such feelings. It is
acknowledged thgt'the size of the sample in this project is
Such that no generalization is made or intended. This inquiry
is based on the participants in the schools as outlinéd earlier
in this report. The'fact that these responses have been made
by the teachers invites attention and gives rise to important
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ramifications for Eoth the students and the teachers
themselves. In the short term, the scenario must appear very
pleak for these teachers, with some participants reporting
psychological conditions.‘The long term effects for the
students could also be considerable, especially if the teachers
refuse to/can‘t/won‘t accept the change. This could eventually
lead‘to incbnsistencies in teaching effectiveness as well as
the possibility of further psychological damage for the

teachers experiencing these consequences.

It needs to be noted that a quarter of administrators
refer to teachers experiencing confusion and uncertainty. This
apparently low figure arises possibly from the fact that there
is often little opportunity for feedback regarding the

difficulties of the teachers in the day to day business of the

typical secondary school.

The centre of focus of this investigation was
identification of the ways in which the participants see the
vertical timetable impact upon the teachers in secondary
schools. As such, this theme of teacher confusion and
uncerfainty is central and has potentially far reaching
consequences. Twenty—five percent of teachers appear to be at
the end of their tether and are "embtionally exhaustéd". The
picture presented compares with that of teacher ‘burnout’

(Jones & Emmanuel 1981) presented earlier. These effects
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correspond to the descriptions of anomie offered by Merton
(1938b) and Orford (1992). These feelings do not arise from
iﬁconsequential causes, but from reasons cited in this report.
Fullan and Miles (1992) see such consequences as part of the
change process. Yet, despite the problems for teachers
arising from the vertical timetable, all teachers, as well as
a vaét majofity of the other participants, describe the
benefits contained in the wvertical timetable for the students.
A reasonable assumption would be that those who experience the
psychological effects described here would exhibit negative
feelings regarding the vertical timetable.b Yet this has not
occurred. Thus, if the vertical timetable is going to remain
in use in order to deliver the curriculum and better meet the
needs of students, these particular consequences for the

teachers must be addressed.

The fact that no parents or students commented on this
aspect is not surprising. Neither group would be aware of the
attendant necessary shift of methodologies. Perhaps they would
not be cognizant of the ways in which the teachers would be
required to alter their techniques and methods. Students and
their parents were not able to look beyond the subject content
deliVered in the classroom. The fact that these.two groups did
not comment on these points could.bé due to the profeésionalism
and ethics of the teachers in not permitting the students and

their parents to become aware of any personal issues.
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E Other negative effects

Forty percent of teachers and slightly fewer
administrators (38%) refer to other negative consequences for
the teachers (E). These varied, from a perceived lack of
understanding from other schools and the Board of Senior School
studies (a ﬁiew supported by the Report of the discussion paper
“The next decade: a discussion about the future of Queensland
state schools” (Education Views, September 1999)), to the
teachers having to teach subjects for which they are not
trained. This consequence supports Fullan and Steigelbauer
{1991) and Rogers (1992) in relation to the effects of changes
in the roles of teachers. Significant numbers of students
(40%) and parents (25%) noted other negativevconsequences for
the teachers. These observations included an increase in

report writing with the more frequent changes in units of

study.

Many of the teachers reported that there was never
sufficient time to achieve set tasks with regard to the
implementation (when-considered in tandem with day to day
teaching responsibilities),va fact supported by Farrell and
Collins (1990).,vSeveral teachers in Department of Education
schools describe their seeming lack of enthusiasm as iesulting
from the hierarchicai structure of the school; the classroom

teacher being only a small cog on the wheel, and, as such,
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‘he/she could have iittle input into the process. This finding
echoes Gibson’s (1992) observations of the change process in
large structures and those of Beavis (1995) in a tradition
pound, independent school. This outcome contrasts with
anecdotal evidence from participants ip non—-departmental
schools Where several respondents reported the way in which
the innovatbrs in their séhools were perceived as having the
freedom to make localised decisions, some of which were made in

response to proposals from other stakeholders.

It is both interesting and important to note that a
considerable number of the participants in all four cohorts
refer to other problematic areas for the teachers. The long-
term consequences could contribute to a further escalation of
the stress levels if it was perceived that the situation was
not addressed. This result for the teachers would contribute
to the development of anomie as the feelings of loss of control
and powerlessness increase. This consequence highlights the
helplessness reported by Rogers (1992) and the isolation

described by Knobloch and Goldstein (1971).

Although there were many problems for teachers reported by
the'participanté, only one displayed an attitude of “this is
not my task”, as noted by Kimpston (1285), who describes such a
Viewpoint as a significant barrier to change. The responses

revealed that many of the teachers did not understand the
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'change and their role in the process. These findings echo
Muller and Wong (19°21) who believe that teachers should
uniderstand “the intent of the change and the implementation

rocess” for change to succeed.
&

The teachers in the focus group interview referred to many
othef negative consequences, as did their peers in the
gquestionnaires. Some references were similar, such as having
to teach units of study for which they are not trained. Other
references were made to previously unreported problems. These
included four references to the situation where they were
teaching students who had not completed pre-requisite subjects
for the units because the subjects in question were not offered
eachvsemester. Three teachers of Year 11 subjects felt that
students were not being properly prepared for the subjects at
that level. It must be noted that this perceived shortcoming
may not be a wéakness of the vertical timetable, but of other
practices in the schocol. A certain feeling of negativity
towards the vertical timetable emerged as a result of these
factors. Again, the administrators offered no answer to this,
and did not capitalise on what could have been used as an
opportunity to dispel some of the angst of the teachers. As
with the schoolé involved in the questionnaires, the situation

was permitted to continue, regardless of staff discontent.
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7 New sense of challenge

It is of some import to note that sixfy percent of teacher
participants see new directions inherent in the different
methodology and pedagogy embraced by delivery of the curriculum
using the vertical timetable. This challenge was seen in many
different forms: new ethos, revitalising stale skills and
basicallyAsdmething new, especially if the change in practice
was seen as being positive for the students. Almost all
respondents in the four cohorts could see many advantages for
the students, as presented in the previous chapter.
Consideration must be given to the forty percent bf teachers
who find no new sense of challenge in making use of the
vertical timetable to deliver the curriculum. Once again there
will be short and long term consequenceé for both teachers and
students. FOr this section of the teaching community the
prospect of the wvertically delivered curriculum is perhaps
daunting, and further promotes a sense of powerlessness, the
feeling that they, the teachers, are powerless, merely at the
mercy of the decision make;s. This would result in anomie, as

described previously.

Seventy-six percent of administrators saw some new sense
of Challenqe for_the teachers. This could result from the fact
that administrators clearly see the overall picture of the
concept. They may be.fully aware of the theory underpinning

the model and can see the benefits for the students and the
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'teachers. (There were no specific questions in the surveys that
focussed on the administrators’ knowledge of the vertical
rimetable. The researcher felt it was beyond the scope of the
inguiry to investigate other options available for
administrators.) In most cases, the administrators were the
initial agents of change, and, according to Van der Heijen’s
(1996) modei, they were the referees, imbued with the power in
the situation. In most cases, administrators were responsible
for in-servicing the staff with regard to the theory and
practice of the vertical timetable. They are also responsible
for transmitting the vision of thé change as described by
Fullan and Miles (1992). Most educators would respond to a new
challenge with enthusiasm. On the other hand, it is not
surprising that so few of the parents (33%) and students (20%)
were aware of any new direction for the teachers. Their
knowledge of the shift in pedagogy and methodology would be
limited, as they comprised the disempowered crowd and subjects

in the situation (Van der Heijen 1996).

On nc occasion was any reference made to a new sense of
challenge by the participants in the focus group interview.
The topic was nqt deliberately introduced, just as it was not
diréctly probed in the questionnaires. This result of the focus
group interview could have arisen from the fact that fhe
interview was held aﬁ the conclusion of a two day workshop
investigating the way in which the vertical timetable had been
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'functioning at the school. As a result, the participants’
rhoughts were still focused on problem solving rather that

tHeir personal achievements or reactions.

G Input into the planning of the vertical tiﬁetable‘

Mbrelthan half (65%) of the teachers reported some input
inio.the planning of the vertical timetable. As é result,
according to Fullan (1982,1991) and Musgrave (1979) these
teachers will have developed a psychological sense of ownership
of the model. This appears an important factor in the way
the vertical timetable is perceived by the teachers concerned.
Half the administrators were aware of teacher input into the
vertical timetable. Following Fullan's (1982) reasoning, only
half, from the administration's point of view, could feel any
ownership. This factor was relevant with regard to the
teachers' perception of the vertical timetable, and how they

work with it to deliver the curriculum.

The topic addressing ownership of the change was not
probed directly in the focus group interview. This was based on
the fact that an atmosphere of tension and potential conflict
was sensed by the researcher_and she did not believe that the
timé was appropriate to address that issue at that time.
Nevertheless, while discussing another point, one pafticipant
who had been teachinq.at the school since the introduction of
the vertical timetable made reference to the fact that the
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vertical timetable'was introduced by a past adminiétrator who
was seeking material for a thesis (which the researcher was not
able to verify). At that point in time there were no additional
comments regarding the matter, but several participants were
observed nodding in acquiescence. After the interview had
concludedh one of the administrators approached the researcher
and informed her that the anecdote regarding the.introduction
of the vertical timetable was certainly widespread, but untrue.
An ideal opportunity to better inform the staff had passed,

perhaps in deference to the interview that was taking place.

H Other positive effects

More than half (60%) the teachers could see other positive
consequences for themselves, such as a new sense of enthusiasm
in teaching, yet only thirteen percent of administrators
identified this point. This could have been because the other
advantages are found in the classroom situation, where the
teachers were able to see the gains first hand. This deduction
was supported by the fact that sixty percent of students also
noted other advantages for the teachers. They share the unique
teacher/student relationship in the classroom and are more
attuned to the situation than either the administrators or the
parents. Some of the advantages were passed on in the home
Situation, perhaps, accounting for ﬁhe fact that one fhird of
parents acknowledged further positive consequences for the
teachers.
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'consequences for the students

The participants were unanimous in identifying advantages
for the students when the curriculum is delivered using the
vertical timetable. This positively reflects the key concept
of the student centred vertical timetable. This finding
underlines the attainment of the aims and objectives of
deli%ery Qf-the curriculum with a vertical timetable as
presented in the student handbooks of the participating
schools, as exemplified below:

The flexibility offered by the vertical timetable
allows individuals to pursue a course of study
appropriate to their particular needs, abilities and

aspirations (School 2).

Allowing for the obvious gains for the students, seventy-five
percent of all participants noted disadvantages, supporting the
observations of Maxwell, Marshall, Walton and Baker 1989),
Middleton, Brennan, O’Neill and Wooten (1986) and Scharaschkin
and Stoessiger (1987). Most of the disadvantages involve
administration of the model, such as non-availability of chosen
units, rather than the inherent student centred philosophy.

One teacher reported, as an advantage of the vertical timetable
for the students that:

Lower ability students do not have to progress to a
higher level unit. ' '

This situation may be seen as advantageous by virtue of the

fact that the student was not required to do more difficult
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'work, but this may-not‘be an educational advantage. Accepting
that the required.number and correct levels of the subject had
peen studied, perhaps such students may miss out on other
elements of success by remaining in their ‘academic comfort

zone’ and not accepting the challenge of a higher léevel

subject.

Another arguable advantage of the vertically delivered
curriculum has Dbeen presented by a student who reports:

I do not need to do subjects I dislike (eg

.....

Physical Education, B.P,, Graphics, Geography and
History) and can do integrated units....

Such a position supports the basic philosophy of a student
centred curriculum where the student choses units of study
according to interest and'past achievement. Some guidance may
be required with respect to entry requirements into tertiary
or other courses. It i1s an issue of core subjects to provide a
balance of studies to prepare for the future, an unknown world.
This concept is of vital importance to administrators when
providing a timetable and was addressed by Leech (1975), who

was an advocate of offering students a balanced core of

subjects.

Overall, teachers noted gains for the students, and sixty
percent of the teachers saw advantages for themselves, as well

as the negative conseguences for themselves and the students.
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conclﬁsions
Following the discussion of the findings of this project,

several consequences will now be identified and presented in

the following section.

A curriculum delivered with a vertical timetable is
understood by all stakeholders to have a major impact on all
stakeholders, in particular the teachers and the students. An
example of this is the fact that all participants described
positive results for the students, including increased freedom
of subject choice and ways in which the student can ‘self pace’
his/her academic progress according to identified needs. A
focus of this inquiry is the consequences for the teachers, but
the effect on the students must be noted, as this, too, impacts

on the teachers.

There are both positive and negative consequences for the
teachers, which will be presented in turn.

Positive consequences

There were four positive consequences for the teachers:

1. More than half the teacher cohort has discovered a new
sense of challenge in their teaching.

2. - More than half the teacher cohqrt indicated that they had
input into the planning of the vertical timetable, and, as
such, probably péssess a sense.of ownership of the .
vertical timetable.
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ER More than half the cohort identified other personal gains.
4. Gains for the students were perceived to be considerable,

and .as such, the vertical timetable would be supported by

the teachers.

Negative consequences
There were five negative consequences for the teachers:

1. An increase in workload, noted by all teachers.

2. An increase in stress levels noted by a third of the
teacher cohort.

3. The loss of continuity in the student/teacher contact was
of concern to approximately a third of the teachers.

4, . Some teachers (23%) experienced the psychological
condition of anomie, as they felt confused and powerless
as a result of the changes that accompany the vertical
timetable.

Almost half of the teacher cohort experienced other

(&1}

negative effects.

The negative conseguences for the teachers as identified
by this inguiry were highlighted by the significance and
vitality of the discussion of the literature (see Chapter 2)
and the conceptual framework of the design of this inquiry (see
Chapter 3). The issues that constiﬁute the conceptuai
framework of this inqﬁiry: management of change (Fullan 1993,

Fullan & Miles 1992, Wilenski 1989), significance of the
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vstructure of the timetable (Allen 1989) and curriculum
construction Brady and Kennedy 1999%) assisted the researcher to
petter understand the results of the introduction of the

vertical timetable.

The importance of the management of change is highlighted
by réf%rencé to the second and fourth negative outcomes for
teachers. A study of the inquiry’s engagement with the
practical concept of change will permit agents of change to
understand and address issues of staff stress and the possibleA

resultant feeling of anomie.

The iSsue_of the significance of the structure of the
timetable, the second aspect of the conceptual underpinning of
this inquiry, could be significant when understanding the third
negative outcome for teachers: The loss of continuity in
student/teacher contact. Familiérity with the second aspect of
the conceptual framework would allow managers of change to
better understand the teachers’ interpretations of the meanings
contained in the structure of the timetable. Possible problem
areas could be acknowledged and dealt within advance, while

plans for the change were still ‘on the drawing board’.

The third aspect of the conceptual framework of the
inguiry involved curriculum construction (Brady & Kennedy

1999) . An understanding of this notion could subsequently help
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‘address the barriers associated with the first negative
consequence for teachers. TIf the stakeholders are fully
cognizant of the ways the curriculum is built, then problems
cited by some participants in this inquiry could be better
understood and perhaps avoided. This researcher asserts that
the way to address and perhaps avoid negative outcomes such as
thosé described above is contained in the literature reviewed
in Chapter 2, and the concepts that form the framing of this
inquiry. Attention to such information is important for agents
of change in order to create a positive context for educational
innovation, such as the introductibn of the vertical timetable

to deliver the curriculum.

Summary

This project has caused the researcher to arfive at a good
understanding of how the various stakeholders understood
the effects of the introduction of the vertical timetable on
members of the schools' communities. She has identified four
positive and five negative consequences for the teachers as a
result of the introduction of the vertical timetable to deliver
the curriculum into secondary school. The project has produced
findings that describe‘numerous positive consequences for the
students, as well as some negative consequences. As a result,
when considering the implementation of the vertical timetable,
there are consideratibns to be made by balancing the advantages
and disadvantages of the model with reference to the teachers
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band the students. This position is succinctly expressed by an

administrator:

There is a definite conflict between the benefits for
the students and the benefits for the teachers. A

balance must be sought,

It is interesting to note, considering the comments from
the administrator quoted above and many of the other
respondents, that administration teams in many schools find the
vertical timetable worthwhile. It would be facile to infer
that the benefits for the students were of more value than any
perceived disadvantages on behalf of the teachers. Following
dissemination of the initial findings of this research several
educators provided some anecdotal information on the matter.
One teacher (in an independent school) saw the reason in terms
of a business metaphor: product differentiation. The teacher
described the need for many independent schools to provide
“something different” in education to tempt parents to enrol
their children (personal correspondence from a teacher). This
stance has recently been adopted by the Education Queensland.
The next decade: A discussion about the future of Queensland
state schools (Education Views, September 6 1999) reports a
“sameness” and “blandnéss” about state schools. The.report
asserts that schools “cannot be all things to all people”.
Suggestions for “distinctive” schools include selective

schools, magnet schools, navigator schools, focus schools,
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'community access séhools, alternative schools and virtual
schools (Education Views, September 6.1999,8). On the other
hand, a junior administrator in a state‘secondary school saw
the reasons as more personal. This deputy principal felt that
the adoption of an educational innovation, particularly one
that was perceived as beneficial for the students, would be a
tool'to help those concerned secure a position higher on the
‘promotional ladder’ (personal conversation with an
administrator). Regardless of the reasons for the use of the
vertical timetable to deliver the curriculum, potential
concerns for the teachers have been expressed. Ways to address

several of these difficulties are offered later in this thesis.

Based on the present investigation it is clear that
teachers (and almost all other participants) see many
advantages of the vertically delivered curriculum for the
students and consequently, endorse its use. However, some
teachers identify problems for themselves and are currently

experiencing negative psychological effects as a result.

Findings from this inquiry underscore the fact that the
stakeholders ha&e come to'learn that there are both positive
and negative consequences for the téachers. Some of ﬁhe
nNegative effects are potentially serious, and, in the long

term, may impinge upon other members of the school community,
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the students, in particular. To suggest these negative
findings must be addressed is a gross understatement and sounds
1ike a cliche. To this end, a series of recommendations has

peen made and will be discussed in detail in the next chapter.

The findings presented here provide reference to the
literéture and conceptual issues contained in the framing of
this ingquiry. These notions have clarified issues with respect
to.the impact of a change in curgiculum delivery on the

teachers.

The findings and recommendations made here as a result of
the researcher’s investigation into the perceived effects of
the introduction of the vertical timetable to deliver the
curriculum have been identified and presented to enhance the
process of such an educational initiative. A parallel theme
was recently cited in the discussion paper: The next decade: A
discussion about the future of Queensland state schools
(Education Views, September 6 1999) :”Schools need flexibility
to be responsive to the needs articulated by their students and
communities.” Delivery of the curriculum using a vertical

timetable is one such strategy.

The next chapter, Discussion and Conclusion, presents the

implications of the findings of this inquiry as well a
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discussion of these determinations. Five recommendations will
pe made. Methods issues, including limitations of the inquiry

as well as the role of the researcher, will also be presented.

Results and Findi
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Chapter 6

Discussion and Conclusion

Out of intense complexities intense simplicities arise.

Winston Churchill.
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’E?his chapter will present a summary of the inquiry, the
implications of fhe findings, recommendations arising from
éhesé imﬁlications_as well as providing some suggestions for
future studies. In addition, several methodoiogicai issues
will be discussed. The methodological and conceptual aspects
of this study, with regard to the findings, Will be extended
upon to provide a synopsis of the inquiry. |

4 % 4
Summary
The focus of this project wés the understandings and
learnings that are held by stakeholders in the imOlementation
of vertical timetabling in secondary schools.

What issues arise for teachers, administrators,
students and their parents/quardians following the

introduction of the vertical timetable in secondary

schools?
This broad question was divided into sub-questions:

® What was the participant's involvement in the

preparation and implementation of the vertical

timetable?
® - What were the impacts on the students?
@ What were the impacts on the teachers?

Two methods were used to colleét the data: questionnaires
for the four groups of participants; administrators, teachers,

rarents and students, and a focus group interview with staff
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experienced with ﬁhe delivery of curriculum using the vertical
timetable. The results are reported in the previous chapter,
with emergent themes and issues presented in two ways.
Firstly, direct quotations were used to best illustrate the
groups’ responses to the questionnaires. Secondly, frequently
used comments and key determinants were employed to express
any éonsgnéus following the discussions initiated by the

prompts in the focus group interview.

This study can be summarised in two ways: Firstly, the
project encompasses a suitable and appropriate research design
in order to address the main research question by way of the
four sub-questions. Secondly, the findings provide references
to the literature reviewed in Chapter 2, as well as the three
concepts contained in the conceptual framing of this project:
the management of change (Fullan 19293, Fullan & Miles 1992,
Wilenski 1989), the issues contained in the significande of
the structure of the school timetable (Allen 1989), and those
matters incorporated in the construction of the curriculum

(Brady & Kennedy 1999).

This study employed survey and focus group methods to
identify the pérticipants’ individual understandings of the
effects of the vertically deliveredlcurriculum on members of
the school community. Individual perceptions are not easily

quantified, but they exercise strong influence on the meanings
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. attributed to the effects of the vertical timetable in

secondary schools.

Individual perceptions and understandings of the impact
of the innovation were further examined in the focus group.
The caseAstudy method was used to gather, identify and
intefpret the understandings of the>participants. This method
considered the vertical timetable to be the case, studied
jointly in a group of schools, considered an instrumental case

study (Stake 1595).

The participants’ understandings and learnings with
respect to the introduction and impact of the vertical
timetable were gathered, analysed and interpreted using the
gquestionnaires, focus group interview and then textual
analysis (Miles & Huberman 1994). The questionnaires were
distributed and collected by school coordinators of the
project. These data gathering tools were used because of the
written record they provide as well as for convenience. The
focus group interview provided further probing of issues
. emanating from the questionnaires. This forum permitted
resolution on some issues, and extension on others.. Following
the data gathefing stage with the questionhaires, the textual
analysis method identified key issues arising from the
individual constructs provided by the participants. The

ethical considerations acknowledged in the data collection and
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‘analysis stages of this inquiry have been employed effectively

and appropriately.

The study used the literature and conceptual issues
associated with the framing of this in@uiry in addressing the
data gathering, data analysis and identifying the findings and
resuitant'recommendations that have been described in this
report. In Chapter 3 the researcher described the three
aspects of the underpinning of this inquiry into the learnings
and understandings of the participants. The concept of change
management (Fullan 1993, Fullan & Miles 1992, Wilenski 1989)
assisted the researcher coming to a greater understanding of
the in servicing and ongoing support needed by teachers when
experiencing a change in educational practice. The importance
of informed change agentry is focussed on challenging and
refining the ideas associated with introducing change into a
school. 1In practice, this idea facilitated the establishment
of change protoéol considering the support provided for
teaching staff. The establishment of such a plan can lead to

the creation of a context supportive of change in the school.

The value of understanding the significance of the
structure of thé timetable (Allen 1989) was regarded in
reference to the introduction of a éhange involving the
delivery of the curriculum. Theoretically, an understanding

of the structure of the timetable focusses on appreciation of
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 the meanings locafed in the organisation of the school day and
the allocation of the school’s resources. Practically, the
issue permits a greater comprehension of the principles and
operational issues embraced by the timetable. Here also,

acknowledgement of such notions facilitates the process of

change.

The notions contained in the third aspect of the
conceptual framework of this study: construction of the
curriculum (Brady & Kennedy 1989) were also applied. The
importance of understanding the way the curriculum is
constructed highlights the teachers’ appreciation of the steps
involved in the preparation of curriculum. In practice, this
concept expedited the establishment of principles and tactics
-for new curriculum, thereby signifying the manner in which the
execution of the notions of curriculum construction can lead

to a positive change in practice.

Implications of the Findings

The inquiry’s implications are with reference to the
introduction of ‘an educational initiative. The study
represents the impacts of an educational innovation in terms
Qf learnings aﬁd understandings of the stakeholders. These
learnings were shown to be related to thrée literatufes: the
management of change-(Fullan 1993, Fullan & Miles 1992,

Wilenski 1989), the structure of the secondary school
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. timetable (Allen 1989) and the concepts of curriculum

construction (Brady & Kennedy 1999).

Seen in terms'éf learnings, this research emphasizes the
importance of the provision of support for teachers by the
change agents both before and during the introduction of
educétioqal change. Support for teachers is vital and could be
achieved in one of several ways as suggested in the
recommendations of this thesis: in-servicing, clerical
assistance; positive role modelling and perhaps counselling
for those in need. It is suggested that establishment of these
services and strategies would be a positive step in the

- direction of-creating a positive context for change.

This study has ramifications for educators contemplating
the introduction of the vertical timetable. The findings of
the study indicate the fact that there may be some barriers to
successful change unless steps such as those identified here

are taken.

This study adds to understandings relating to change
management (Fullan 1993, Fullan & Miles 1992, Wilenski 1989).
It was clear frbm this research that issues of change
management pervaded the innoﬁation from impiementatioh to
routinisation. The quality, style and amount of management

experienced by the various stakeholders clearly influenced
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-~ what they learned about the innovation and framed the current

set of understandingé they held.

This research ‘also indicated that the notion of the
structure of the timetable (Allen 1989) was generally not an
aspect of learnings and understandings among the stakeholders,
in pérticular, the teachers. This researcher cohtends that
change agentry must refine and consolidate the teachers’
understandings and assumptions with respect to the
significance of the structure of the timetable so as to
provide teachers with a more robust account of innovations

that relate to timetable change.

The ideas of Brady and Kennedy (1999) constitute the
other aspect of the conceptual framing of this inquiry. Here,
too,.it was clear that the ways in which the innovation was
understood by the teachers and other stakeholders did not
reflect the issues identified by Brady and Kennedy as
significant in any curriculum reform. It is asserted that an
educational initiative, such as curriculum delivery using the
vertical timetable, can be introduced effectively if the
school community, in particular the teachers, are fully
cognizant of nofions like those of Brady and Kennedy with

regard to the reform of curriculum.
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The findings ﬁresented in this research map the kinds of
understandings and learnings that appear to accrue to
stakeholders when a vertical timetable is introduced. Based on
these and the research generally, the researcher is able to
make a set of recommendations.

Recommendations

This section outlines recommendations regarding:

o this study
® future studies
e methods issues for a future study

Recommendations arising from this study

The teacher respondents were almost unanimous in
acknowledging the advantages of curriculum delivered with a
vertical timetable for the students. The teachers support the
concept of a student centred curriculum and the flexible
learning approach. “They saw the need for schools to have
- increased flexibility across the whole spectrum” (Hon. Dean
Wells, Minister for Education in a media release, addressing
the release of Queensland State Education in 2010, September
6, 1999). Consequently, the recommendations arising from the
findings do not target the ethos of the vertical timetable.
They focus on the problems that have arisen for the teachers.
There is no way. of knowing if the understandings of the
difficulties reported by the participants arise solely from
the implementation aﬁd administration of the wvertical

timetable as presented in this study.
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There are five recommendations arising from the findings
of this project. . Firstly, as the data indicate, some of the
difficulties for the teachers from using the vertical
timetable to deliver the curriculum were not fully appreciated
by administrators. An example of this is the fact that only
half of the administration cohort noted an increase in teacher
stress leyel, while fewer noted any other negative effects.

As a result, it is recommended that schools establish a system
whereby feedback can be given to the administrators so that
they are fully informed about the ways in which the teachers

are affected.

In making this recommendation, it has been kept in mind
the fact that, because of the hierarchical structure of
teaching staff in most schools, or perhaps the personalities
involved, it may not be an easy matter to simply give
feedback, especially if it is negative, to the administration.
Thus, the recommendation of adopting a systematic approach is
made. This could be where the teacher informs the subject
leader, who, in turn, informs the departmental head, who, in
turn, informs the administrator via a series of meetings.
Alternatively, feedback to administrators could be a part of
fongoing maintesance” of the administration of the vertical
timetable as suggested in the focus.group interview. ‘These
sessions could be two way, with administrators maintaining the

vision as part of an overall plan or strategy (Dodd 1980,
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" Leithwood 1982), thle'staff provide feedback regarding the
ways in which they feel they are affected. This style of
approach could assist staff to accept ownership of the change,
and thereby address one of the principal barriers to the

success of the change (Marsh 1988a).

.The second recommendation is that secondary schools
deliver the curriculum with a vertical timetable in semester
length units. This would address many of the difficulties for
the teachers, students and some for the administrators,
especiallyithose associated with the generation of the
timetable and the allocation of selected units of study to

students.

While making this second recommendation, it is kept in
mind the fact that with a shift to semester units, some of the
flexibility of the vertical timetable, one. of the cited
attributes, will be lost. But, a balance must be sought, and

carefully considered by the administrators in question.

All teachers in the cohort reported an increase in their
workload. At least half of the inqidents noted in the
questionnaires éertained to the increase in record keeping,
with regard to the student profiles.and reports that ieduire
updating each unit. As a direct result of this, a

recommendation is made that schools use more clerical
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' assistance, perhaés utilising teacher aides to assist.
certainly, there are financial considerations to be made, but
some schools (two participants in this inquiry) have made the
move, after considering the options, and the results are

positive for the teachers.

.Many of the teachers' difficulties could be successfully
addressed with the shift to éemester length units, including
the lessening of the stress levels for the teachers with more
time available to complete the requirements of the units.
There still remain some teachers who experience anomie, or
feelings of powerlessness as a result of the situation in the
schools. Problems such as this cannot be remedied, in toto,
by the above suggestions. To this end, a fourth
recommendation is made for teachers to have direct access to
counselling and in-service provisions. Discussion of stress;
anomie or burnout, development of a support system within the
school (perhaps one teacher could be nominated to f£ill this
role), and gonsideration of the possibilities for individual
and environmental changes are Seen as offering hope for

overcoming the problem (Otto 1983,9).

It is widely acknowledged that there are individual
variations in perceptions of stress. The finding of this
inquiry with regard to conditions in teaching that create

Stress by imposing excessive demands, 1is supported by the

re
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]iterature relate& to many education contexts as described
previously in this thesis. The answers to the problem as
addressed by this fourth recommendation are found at two
levels. The solution at the first, personal level, would
involve ‘stress management’. Here, the individual aims at
altering his/her physiological and, to a certain degree,
psychologidal responses to stressors. This can be done in
many ways, as reported widely in current literature, and>is
certainly not without value (Otto 1983,31). Easing of stress
at the second level, that of the schéol, could possibly
involve workshops, in-servicing and general mutually
supportive systems in an attempt to address the isolation.
School districts have counsellors who could be included in a
strategy to address such problems. The involvement process of
individual teachers is paramount. Such measures would be

involved in this recommendation.

Sixty percent of the teachers found a sense of challenge
in the vertical timetable, with regard to the new
methodologies and pedagogies adopted. It is a further
recommendation that administrators make use of this section of
the teacher cohort. These teachers could be used as a source
of enthusiasm.fér other teaéhers. This somewhat unexpected
side effect cbuld be tapped to create and foster a sense of
ownership in the teachers. Such action could complement the

role played by those teachers in the planning of the model,
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and produce a wider platform of understanding and co-
operation. Building on a positive consequence may help to

offset, to some degree, a negative aspect.

In brief the recommendations are:

1. Create a system to channel feedback to administration.

2. Introduce semester length units for subjects.

3. Provide clerical assistance for record keeping, profiles.
4. Provide counselling for teachers suffering psychological

conditions such as anomie.

5. Use the positive experiences of teachers to help offset
the negative experiences of others, for example, those
teachers who have found new directions can be a source of
renewed enthusiasm.

In making these suggestions, reference is made to the

conceptual framing of this inquiry. Recommendations 1 and 5

involve the notions ofAmanagement of change (Fullan 1993,

Fullan & Miles 1992, Wilenski 1989). Here the relevance is

seen with regard to the ongoing support needed by teachers

during the change process. Recommendation 2 includes the
suggestions of Allen (1989) with respect to understanding the
structure of the timetable in parallel with Brady and

Kenhedy’s (19995 advice regérding curriculum construction.

Recommendation 3 contains elements bf all three concepts:

management of change; understanding the structure of the

timetable and knowledge of curriculum construction. Each of

Chapter 6
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these issues is significant for the realisation of the

successful introduction of the vertical timetable to deliver

the curriculum.

The future of the vertical timetable

It has been acknowledged that there have been, and will
continﬁe to‘be changes in our schools (Haddrell 1997). This
observation has been supported very recently in a discussion
paper The next decade: A discussion about the future of
Queensland state schools (Education Views, September 1999,
pll): “Education Queensland should explore and develop new
pedagogies that meet: The needs of a rapidly changing and more
complex society; The emergence of an information society and

the increasingly diverse needs of students.”

The curriculum and its delivery have changed and will
continue to change. Secondly, the nature of the teacher and
teaching has changed. Thirdly, the nature of the student has
changed. It is perhaps this third aspect that drives the
first two. As recently as six years ago Hargreaves says of
the contexts in which schools operate:

On the one hand, is an increasingly post modern
world charécterised by accelerating change, intense
compression of time and space, cultural diversity,
technological complexity, national insecurity and
scientific uncertainty. Against this stands a

modernistic, monolithic school system that continues

Discussion and Cenclusion 189 : Chapter 6



to pursue deeply anachronistic purposes within

obstructive and inflexible structures (12894).

Yet'changes have been made, some of which are presented
in this report. No.longer are the curriculum content and
delivery devoted to singularly academic outcomes. 'The
stru;tures for schooling have changed as described by Cumming
in Coordinating Diversity (1996). This was not the first move
to improve the étudents' outcomes. Shaping the Future (1994)
provided new directions for education in Queensland. In order
to continue this recognition of student diversity, the Cumming
Report provides a framework that embodies the flexibility to
address individual curriculum pathways for students.

Educators who wish to consider student centred learning cannot

fail to consider the ten principles outlined by Cumming.

Many of the suggestions of the Report converge with
issues at the centre of the vertical timetable. An example of
this is seen in Principal 5 (Cumming 1996,72):

The current flexibility of schools to develop
programs that best suit the needs of their students
ought to be maintained.

In order to best deliver such programs acknowledgement is made
of the time constraints of the typical school day:

Flexible pathways involve flexible timetabling
arrangements (Cumming 1996,73).

This statement highlights the importance of the various models

of curriculum delivery presented in Chapter 3 and referred to
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in the most recent report on education in state schools in
Queensland: The next decade: A discussion about the future of

gueensland state schools (Education Views, September 6, 1999).

The future of the vertical timetable appears to be
assured in the light of the shifts in policy and attitude
outlined above. It is not the only way to déliver the
curriculum in a more flexible way. It is one way that may be
even more successful if the recommendations offered in this
chapter are pursued. These suggestions are made in the light
of and informed by the broad learning framework of educational
change underpinned by the concepts: the management of change,
the understanding of the structure of the timetable and the

stages of curriculum construction.

Possibilities for future study

The reference to some of the educational changes that
have been effected in Queensland since the 1970's was to
create an understanding of the climate of change in secondary
schools in the State. By identifying findings and developing
recommendations in this chapter, the researcher has focussed
on the shifts ip policy and curriculum development that have
impinged on the. state’s secondary schools. During the process
of conducting this inguiry, other data were also gathéred that
suggest further possibilities for the larger picture, and

invite discussion.
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The role of fhe teacher is changing rapidly. Increased
responsibilities have resulted from innovations. This has
highlighted the need for professional development in the areas
of decision making and curriculum modification, among others.
No longer will *formal’® teacher training cease when teachers
have finished their undergraduate courses and enter their
firsﬁ schools to start teaching. In order to attain and
retain professional currency, teachers will need éngoing
professional development as well as their academic
accreditation, perhaps a combination of in-service training

and university work (Gibson 1992).

As Vocational Education is embraced more closely by
Australian schools (see Chapters 1 and 2), teachers will
undergo further shifts in their conventional roles. The
government is committed to increase the role of vocational
education and training (VET): “Teachers want greater
flexibility to incorporate curriculum changes....VET options
are but one.example” (Education Views, September 6 1999). The
government also seeks to allow.students to move freely between
it and our schools (Curriculum Corporation 1998). Teachers
will become increasing involved in non-traditional roles as
models are adopfed and adapted from United Kingdom and Europe

(Morrow 1994).
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As the teachér’s role shifts, so will his/her work
patterns: “They also recognise that teachers need help with
their work because what society now expects of them is far
more complex than in the past and their role has changed from
the cne they were trained for” (Wells, September 6 1999). Job
descriptiQns in the future will perhaps acknowledge
respénsibilities outside the classroom as well as the
traditional role. This move will, in turn, impinge upon
staffing ratios and organisation of the school. Teachers will
need non-contact time to develop ideas and curriculum for
example. Just as some schools have introduced four day weeks
and split shifts to better address the changing needs of the
students, some modification of the school day and year may be
required to meet the needs of the future teacher (Gibson
1992} . Any such shift in procedure or practice will
necessitate substantial conditioning of all stakeholders over

a long period.

Recommendations for future study

Th:oughout the period of conducting this investigation,
there has been a great deal of contact between the teachers in
the secondary schools and the researcher. This contact was
either due to the teachers' participation in the study or
personal friendships. As a result,:it has become cleér that

feachers are experiencing challenging times.
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The personalﬂand academic contact with teachers reveals
that some educators are exhausted, confused and angry with the
changes in schools. Tales abound of staff shortages in some
areas. There are apparently many teachers who resign from
schools every term. This research has identified the general
topic of teacher powerlessness and dissatisfaction as topics
recoﬁmended for future study. Anomie was identified as a
consequence of the implementation of the vertical timetable,
but within the parameters of this inquiry, it was not possible
to identify the extent of the influence of the vertical
timetable, or the result of another change in educational
practice. This research indicates the need for further

investigation of this condition.

On the other hand, the personal constructs of many of the
participants in the teacher cohort in this inquiry imply that
many teachers find reward in and are positive about curriculum

delivery using a vertical timetable.

These recommendations for future study would, if
implemented, contribute greatly to the literature associated
with the three concepts of the underpinning of this thesis:
the'managementﬁof change (Fullan 1993, Fullan & Miles 1992,
Wilenski 1989), an understanding ofAthe significance‘of the
structure of the timetable (Allen 1989) and knowledge of the

steps involved in curriculum construction (Brady & Kennedy
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1999). Such literature serves to inform and transform the

thinking of educators and those interested in such matters.

Methodological issues

The methodological issues that will be discussed in this

section include the following:

® role of the researcher
® limitations of the study
@ issues not addressed by the questionnaires

The role of the researcher

In the data gathering stage, the participants and the
researcher plaved complementary roles, with the researcher
gathering the data supplied by the participants. This
involved preparing, distributing and collecting the
questionnaires in the preliminary studies. In the Main Study

this role continued, but incorporated the organisation of a

focus group interview.

The second sphere of action involved the researcher
alone. 1In this role she interrogated the data, built the
theories, prepared and wrote the report.

Phase 1: Data qoliection

During this stage, the researcher played the pivotal role
in the initiation and ongoing implementation of the project.
This involved establishing and maintaining contact and working

relationships with the school co—QrdinatorS'of.the project.

Discussion and Conclusion 195 ‘ Chapter 6



. This occurred froﬁ July 1294 when the schools were first
contacted to seek their co-operation, until the first
gquestionnaires were distributed in February 1995. 1In
addition, the researcher was involved in the preparation of
the data gathering toocls, such as questionnaires and items for
discussion and debate in the focus groups. During this early
stage of.the project, she was responsible for maintaining
interest in the project and supplying periodic feedback for
the participants in their own working environment. This
process continued throughout the project. The researcher
believed it was important that she was actively involved with
the school co-ordinators of the project, reassuring them that
the research was responding to their needs and interests and
that there would be outcomes that could be adopted and adapted
by them.
Phase 2: Analysis and Report writing

Initial analysis of the data occurred from the moment the
first piece of datum was collected. The first completed
questionnaires were received in February 1995. Immediately a
protocol for storing the data was established, in readiness
for analysis. This continued throughout the first active
stage as theAresearcher worked in tandem with some of the
participants, éspecially the school co-ordinators of the
project, reminding and prompting them to colleét and'return
the completed questiénnaires. By March 1895, sixty percent of

the questionnaires had been returned, and the first stage was
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declare& completed; in readiness to analyse the data. This
second stage involved the researcher alone. At this point the
data were collated, classifying them into themes and discrete
issues, in an attempt to achieve one of the anticipated
outcomes of the inquiry, to identify the effects of the
vertical timetable on the teachers as reported by the four
groups of.participants‘ As the textual analysis continued and
deepened, the building of the knowledge base that was
commenced in the earlier stage, strengthened and developed.

At this stage the researcher accepted full responsibility for
the analysis and documentation of the inquiry. No longer could
ideas be submitted to the supervisors for input and feedback.
The researcher worked alone, with the occasional need to refer
to a reference point. It was hér responsibility to take the

assembled data through to the completed report.

This process continued when questionnaires were used in
later stages, July/August 1995 for the second stage of the

preliminary}study, and February/March 1996 for the main study.

Throughout the inquiry, the researcher played a multi
dimensional role that was made explicit to and negotiated with

the participants as needed. These various roles were:

e convenor

@ recorder, documenter and manager
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e critical friénd

The potential for bias was acknowledged and is addressed later
in thiS»chapter.

Convenor

To start this project, it was reqguired to draw on the
researcher’s knowledge of the field of secondary schools as
well.as hef experience with teachers, administrators, students
and their parents/guardians both individually and in groups.
It was necessary to generate interest and excitement about the
relevance and significance of the project in the school co-
ordinators of the project, and hopefully this would be
transmitted to the participants. This stage commenced six
months before any data were collected, and continued

throughout the project until the present time.

An integral part of this stage was the creation of an
Information Sheet (Appendix H), explaining the significance,
relevance and importance of the project and the value of the
co-operation of all participants. This was also the time to
clearly present the protocol regarding confidentiality of

data, and their intended use (Appendix I).

Recorder, documenter and manager
In this role the researcher recorded and documented the
questionnaires and fdcus group report. All the data had sone

part to play in expanding the knowledge base of the
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participants with.regard to the vertical timetablé. The
research design was based on the four groups of participants
reflecting on their individual experiences with the vertical
timetable, and building knowledge about themselves and their
experiences with the vertical timetable.

Critical friend

All éarti?ipants were encouraged to reflect critically on the
way in which the vertical timetable was used to deliver the
curriculum. Hopefully this occurred as thé school coordinator
of the project explained the research and the value of the
participant's role in the process. Their experiences were
linked, and the researcher referred those who sought advice
and input to the most appropriate support.

Relationships between the researcher and the participants

The success of this project depended, to a large extent, on
the establishment and nurturing of relationships With the

- school co-ordinators of the project. Feelings of trust and
mutual respect are a necessary foundation to a successful
relationship. Whilst every effort was made to establish such
relationships, and to ensure that the expectations and wishes
of these particular participants-were met realistically, true
reciprocity wasxrarely'achieved.

Issues that arose for the researcher

The wvery nature of an inquiry that addresses the lived
experiences of the pafticipants is dynamic. As such, it is

acknowledged that the research could not be set in concrete in
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advance. Thus, situations occasicnally arose where various
aspects were re-negotiated with the participants. The path

was not always directly and easily negotiable.

Throughout the ingquiry, the researcher was mindful of
Morse (1994,225-226) who notes that "qualitative research is
onlyias good as the investigator®. Consequently; consistent
attempts were made to embrace the practices of: patience,
persistence, meticulousness and the ability to recognise key

leads.

ILimitations of the study

A limitation of an inquiry such as this is that a great
deal of the data arose from personal observation and opinion
(yvet with regard to these being an individual's perceptions
when it would be regarded as a strength (Stake 1995)). These
subjective methods certainly lacked the so-called
quantifiable, tangible methods of some research methodologies.
There was always the risk that the observers may have lost
their perspective and become blind to, or tacitly unaware of

the peculiarities that they were observing (Stake 1995).

Further limitations could have arisen as a result of the
reliability of the direct observations made by people
inexperienced in this regard. To train these observers would

have planted ideas and concepts in their minds. The use of
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‘several observers overcame this limitation to a great degree,

thus triangulation of data sources was used.

Throughout this report use has been made of personal
anecdotes from the researcher’s supervisors and other
university stéff as well as several educators. This has been
done; mindfﬁl of the caution of Bryman (1988):

There are grounds for disquiet in that the

representativeness or generality of these anecdotal

fragments is rarely addressed.

The researcher believes in the value of these personal
snippets as they introduce a human element to underscore the

reality and consequent value of the words.

Throughout the data gathering in this research, the
researcher tried to remain as unobtrusive as humanly possible,
to be “as interesting as wallpaper” (Glesne & Peshkin 1992).
It was necessary to balance this stance with that of the
researcher being a ‘critical friend’ when necessary. The
possible juxtaposition of these two roles is acknowledged, but
the reseércher believed thaﬁ she succeeded. It was impossible
to become totally invisible obtaining tqtally uncontaminated
evideﬁce. Thus she attempted to minimise these influences by
using the gquestionnaire. An attempt to reduce the intrusion
was made by dealing oﬁly with the school co-ordinator of the

project, not with the other participants. ‘Another limitation
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‘was the fact that the researcher acted alone and could perform

only a certain number of tasks in the time available.

In an attempt to address other areas of potential'
limitations, attention was paid to four criteria: credibility,
transferability, dependability and conformability (Guba and
Lincdln 1389). The possible lack of credibility was addressed
by clear, in-depth descriptions being given of the parameters
of the sample, the context and the conceptual framework. The
concept of transferability was addressed by limiting the
emergent themes to the sample and not attempting to apply the
findings to another contexf, There has been no attempt to
generalise the findings, but is hoped that this report may
inform the practices of those educators who are contemplating
the introduction of the vertical timetable to deliver the

curriculum.

The researcher clearly explained her stance that there
are individual interpretations of reality, a view that is the
antithesis ofvpositivism, where there is a single, invariable
view of reality. This project may be judged vulnerable with
regard to its dependability. It is hoped that compensating
strengths resulﬁing from the rich, personal data outweigh this

limitation.

Discussion and Cenclusion 202 g Chapter 6



It is acknowlédged that it is not possible to exactly
replicate this study, nor is i1t the aim of research such as
this. To address this potential weakness, certain steps were
taken to increase the trustworthiness of the research.
Firstly, the intrinsic value of the gqualitative approach in
this instance has been detailed. Secondly, notes have been
kept,.detailing the decisions and actions taken throughout the
inquiry. Finally, all data have been kept in an organised
format, so that another researcher could repeat the steps
involved in the project, even making use of the same group of
schools. TUnfortunately, it would be impossible to use the
same individual participants as firstly, they were anonymous,
and secondly, some of the teachers and students may no longer
be at the schools in question. As a result, the inquiry could

not be replicated exactly.

Limitations of the questionnaire
There were some potential weaknesses when using
questionnaires. This section will present these arguments, as

well as describe the ways in which the criticisms were

addressed.

A key issue in the use of questionnaires to gather data
was the way in which they were distributed. To increase the
external validity of the study the researcher took no role in

the selection of the participants. The instructions given to
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‘the school co—ordiﬁators of the project weie to rahdomly
select the teachers and students to participate. The
administrator cohort involved almost all members of the
administration team, as there were only two or three, usually
a principai and a deputy principal, in the schools.” A
possible limitation of the questionnaire arose with the
parent/guardian cohort. The parents who participated were the
parents of the members of the student cohort and there was the
possibility that the parents would reflect the views and
interpretations of their students. A comparison of the
responses from some of the students and their parents was made
and there appeared to be some similar interpretations, but not
to the extent that the researcher felt that the validity of
the project wés threatened. Consequently, acknowledgement is

made of a certain degree of vulnerability in this regard.

There can be problems with the way respondents express
themselves. The first stage of the Preliminary Study,
conducted in_February and March 1995 before the main project
began in February 1996, indicated that some students had
difficulties expressing their perceptions and understanding
the questions. These problems were addressed in subsequent
stages by rewor&ing the gquestions, using terminology more

suitable for younger students.
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Limitations cguld'also have arisen from the fact that
respondents may have given different responses to the same
guestions at different times. This potential weakness was
acknowledged, but was accepted as being the case with most

qualitative data, because of the vagaries of human nature.

vThe guéstionnaires produced retrospective data, and, as
with similar self reporting techniques, the assumption is that
the participants were aware of their own behaviour and were
prepared to report i1t accurately. Some aspects of this
shortcoming were addressed by ensuring the anonymity of the
responses. The issues of faulty and flawed recollection could
not be addressed realistically beyond outlining, in the
explanation sheet, the value of the participants' honest and
complete co—opération in their responses, and this was done as

previously described.

Limitations of the focus group interview

There were several limitations acknowledged when use was
made of the focus group method to gather data. The researcher
was unable to pilot test the probes in the same manner used
with the questionnaires. Consideration was given to the
topics and the éharacteristics of the participants. Such
testing was done in several ways, beginning with haviﬁg
experts (experienced fesearchers who teach research techniques

at tertiary level) review the questioning routes and potential
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probes. These expérts would have to be experienced in such
matters, and such people are difficult to locate. 1In this
project, the. methods were based on the researcher’s
experience developed using the focus group interview as a
teaching strategy with undergraduate students. This was the
case when, from time to time, the discussion on a single point

was drifting, it was summarised and the discussion and moved

Ooll.

A further limitation of this method was the possible
disquiet resulting from the representativeness or generality
of the guotes or anecdotes used in the final report (Stake
1995). There can be problems associated with the selection of
anecdotes to use in the report. To address this, the tendency
to select data that fit the ideal conception of the emergent
themes was avoided. Secondly, the tendency to sélect data
that were conspicuous because they were dramatic or opposed to
the emergent themes was also avoided (Miles and Huberman
19%4) . These shortcomings were addressed by utilising the

researcher’s peers to replicate the selection of the quotes.

At no time was control lost and the participants allowed
to influence an&‘interact wiﬁh each other. Ideally the focus
group.participants shduld be unfamiliar with each othér, but
similar to each other by virtue of a common interest in the

topic under investigation (Cuskelly et al 1995, Krueger 1988).
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‘The focus group interview was conducted in a school with
twenty-three teachers and two administrators. Acknowledgement
ig made of the fact that the presence of the administrators

may have inhibited full and frank participation by some of the

teachers.

iAlthngh a focus group interview may have potential
weaknesses as noted here, potential problem areas were
addressed as summarised in the list below, and, as a result,
rich, credible data were collected in this stage of the
project, using tools suited to this inquiry where a
constructivist paradigm {(Guba & Lincoln 1994, Schwandt 1994)
was used to gather the participants subjective interpretations
of the effects of curriculum delivery with the vertical

timetable). Potential shortcomings were addressed by:

@ Questions and probes reviewed by experts

® Researcher's previous experience

® Quotations for report selected via peer conferencing
@ No interaction permitted between participants

@ Researcher retained control throughout interview

(Cuskelly et al 1995, Krueger 1988).

Issues not addressed by the questionnaires
There were six issues addressed by the focus group
interview as seen below. The first two of these were not

addressed directly in the questionnaires and will be discussed
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here. The final t&o issues addressed specific circumstances
at the school where the interview was conducted, and have

little direct relevance to this project. Thus they will not
be discuésed in this thesis. They were duly recorded in the

minutes of the interview and held by the school.

@ Lengﬁh of units....term or semester?

® HaveAtéachers lost the vision of the vertical timetable?

@ Teacher workload, why is it so great? How to address
this?

& Is teacher stress real? If so, how to address it?

@ Should there be pre-requisite subjects for Year 11
subjects?

® Should sequenced subjects be delivered in sequence?

Length of units of study

All eight participants who spoke on this topic supported
che shift from term to semester length units. One teacher
suggested that many of the workload problems could be overcome
with twenty week units. Three other teachers believed that
administration/paper work problem would be halved at least.
The researcher was asked if any other schools in the project
made use of ten week units. .The negative response galvanised
the agreement of,all present. An administrator agreed to
evaluate at the situation. The significance of these-issues
can be seen in their éonvergence with two of the three

concepts contained in the conceptual framework of this study:
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the significance of the structure of the timetable (Allen

1989) and the notions of the construction of the curriculum

(Brady & Kennedy 1999).

The suggestion of another teacher that the longer units
would allqw the subjects to be taught in greater depth, would
haveipositiVe results regarding the Year 11 subjects, as
discussed previously. There was a general consensus on this

point.

Two teachers referred to the fact that the increased
length of the units would increase the teacher/student
contact, addressing a problem issue identified in the

questionnaires.

Have teachers lost the vision of the vertical timetable ethos?
The discussion of this issue involved at least fifteen
speakers and lasted for thirty minutes of the ninety minute
interview, emphasising the importance for those present. All
who spoke revealed instances of the loss of the vision or lack
of knowledge of the ethos. Two teachers who were relatively
new at the school knew only what was in the school handbook.
~ All who spoke aécepted the use of the vertical timetable was a
fait accompli, and six referred to the need to re—acqﬁaint
themselves with the ethos of the vertical timetable. One

participant added that such an approach may help to reduce the
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culture of negativity present in the school. One
administrator suggested the use of student free days to in-
service the staff, and there was general agreement with this
proposal. The vitality and relevance of this notion is
contained in the practical aspect of one of the three concepts
of the conceptual framework of this inquiry: the issue of the
management of change (Fullan 1993, Fullan & Miles 1992,

Wilenski 1989).

This chapter provides the completion to the study. The
conclusion has been presented in several sections: a summary
of the thesis; the implications of the findings;
recommendations for administrators planning to introduce a
curriculum delivered by the vertical Timetable;

recommendations for future study and several methods issues.

The summary of the thesis was elaborated in two regards.
Firstly, the methodologiéal practices with regard to the
appropriate and suitable research design used to arrive at the
findings were presented. Secondly, the summary explained how
the study had deployed the three aspects comprising the
conceptual framing of the inquiry to exemplify the steps to be

taken by those considering such an educational change.

The implicationé of the study establish its practical

value and its relevance for theory. Practically, these
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implications pertéin to the steps to be taken by change agents
when introducing a vertically delivered curriculum. The
implications are derived from the fact that the study has
drawn on the notion of change in terms of the learnings and
understandings that stakeholders acquire and the
understandings they develop as a result of their involvement
in tne cnange. In this respect the study relates to the
literature on management of change (Fullan 1993, Fullan &
Miles 1992, Wilenski 1989), the significance of the school
timetable (Allen 1989) and the construction of curriculum

(Brady & Kennedy 1999).

The final section of this chapter presented some
recommendations for future study rélated to the experiences of
teachers during periods of educational change. In addition,
issues methods related to the researcher’s role in this

inquiry were presented.

Chapter 6
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Organisational change: Why transformations fail?
Eight steps to transforming an organisation

[

Establishing a sense of urgency

2. Forming a powerful guiding coalition

(€8]

Creating visiocn
4. Communicating the wvision
5. Empowering others to act on the vision

6. Planning for and creating short term wins

6. Consolidating improvements and producing still more
change
8. Instituting new approaches

Eight errors that distract transformations

1. 4Not establishing a great enough sense of urgency
2. Not creating a powerful enough guiding coalition
3. Lacking a vision

4. Uncommunicating the vision by a factor of ten

5. Not removing obstacles to the new vision

6. Not systematically planning for and creating short

term wins
7. Declaring victory too soon

8.  Not anchoring changes in the corporation’s culture

(Harvard Business Review March - April 1995)
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~Allen (1§89) identifies four types of consequences that result

from the structure of the secondary school timetable:

& Structure transmits decisions; the struéture of the
timetable is the means by which the organiéational
decisions made at one level are experienced at other
levels. BAn example of this can be seeﬁ when a decision
made to block a core subject at one level will tend to
lead to blocking or fragmenting at another (Allen
1989,206). Blocks are merely tools for making decisions.
They can be segmented to meet individual choice options
as needed. This concept is based on the fact that
resources, teachers and facilities, are finite

commodities.

@ Freedom of choice is costly; this result is of direct
relevance to a vertically delivered timetable. The
vertical timetable offers a smorgasbord of choices to the
students. It permits choices all the time, with étudents
free to move.betWéen levels and grades. This is
demanding on resources, but the strengﬁh of the wvertical

timetable is the individual choice it affords.
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The allecatioﬁ of "slices of time; the timetable allocates
slices of time to subject offerings. Allen observed in
his project that priorities in some schools dictate that
subjects occur every day, and those offerings linked to
this in the same column (on the timetabling model) will
be allocated correspondingly small time slices (Allen
>1989(211). Thus, as Allen notes:
Some knowledge areas may, even though not
considered intrinsically important, be accorded
priority because they are perceiﬁed to be
concerned with esoteric knowledge and therefore
their claim to special treatment is not

effectively challengeable {(Allen 1989,212).

What constitutes different types of knowledge; This

introduces a somewhat speculative area where Allen notes
that some curriculum priorities are evident in timetable
structures even if they are not known or have any effect

(Allen 1989,214).
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Administration
Questionnaire
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1 What do you understand by the
vertical timetable
unitised curricula

terms:

2 Why did your school decide to

delivering the curriculum?

these

metheds

of

3 . How long has this approach been in operation in your

school?
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In what ways were the classroom teachers involved

planning and implementation of this process?

in the

Describe any problems
the implementation of

you had with the planning and or
this curriculum initiative?

What benefits of this
have resulted for:

Administration
Classroom teachers
Students

Parents?

curriculum

do

see

that

Appendices




8 Describe any difficulties that may have resulted from
this curriculum initiative for :
" Administration

Classroom teachers

Students

Parents.

9 Describe any modifications that could be made to your
present school organisation that would address these
difficulties®?

10 How has the implementation and or the administration of
this curriculum initiative affected you?
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11 Any further

comments...

12 Please
participate

indicate the reasons
in this research?

why vyou

have

decided

to

Thank you

for

taking

the

time

to

239

complete

this

questionnaire
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Teachers’ Questionnaire
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Classroom Teachers' Questionnaire

1 What do you understand by the

vertical timetable
unitised curricula

terms:

Y
.
Ty
..
.o

2 Why did your school decide
delivering the curriculum?

to adopt these methods

3 How long has this approach
school?

@ © 2 6 @ © & © @ © D G O 6 & 4 6 & & & & 4 S G e 6 e T @ S DT e e e T T e

been

in

operation in

L A IR R Y

YO

ur

e o e e o e =

4  In what ways did the Administration involve you
planning and implementation of this process?

in

the
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5

Were the students/parents involved in this process?

Describe any problems you had with the planning and

the implementation of this curriculum initiative?

What benefits of this curriculum
have resulted for the:

Administration
Classroom teachers
Students

Parents?

initiative

do

see

that

this

Describe any difficulties that may have resulted

curriculum initiative for:
Administration

Classroom teachers
Students

Parents.

form
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Describe any modifications that could be made to your

present school organisation that would address these
difficulties?

10

How has the implementation
this curriculum initiative

and or the administration of
affected you?

comments...

12

Please
participate

indicate the reasons
in this research?

why you have decided to

Thank

you

for

taking

the

time

to

243

complete this questionnaire
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Students’ Questionnaires
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Students'’ Questionnaire

1 Whaf do you understand by the terms

vertical timetabhle ittt ittt ittt et os o
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2 For how long has your school adopted this approach to
learning and teaching?
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3 How was this new approach explained to you, and who
explained the way the new approach worked?
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4 Describe how the vertical timetable/unitised curricula
approach works at your school?

245 : Appendices




5 How do you select a course or subject to study?

6 Are you aware of any differences between the approach at
your school and that at other secondary schools?
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7 What do you like most about the system?
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8 What do you like least?
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9 What do you
students
teachers
parents?

see

as

the benefits for

the:

10 What do you
students
teachers
parents?

see

as

the difficulties

for the:

curriculum?

11 What are your personal feelings about this system of
teaching/learning via a vertical timetable/unitised

Thank vou for taking

the

time

to complete

247.

questionnaire
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Parents/guardians’ Questionnaires
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1 " What .do you understand the terms:
vertical timetable
unitised curricula
to mean?

2 For how long has your son/daughter's
approach to learning and teaching?
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school
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adopted
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this
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3 How was this new approach explained to you,

explained this new approach to you?

and who
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4 How do you understand that the vertical
timetable/unitised curricula approach work at your

son/daughter’s school?
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5 How does a student select a course or subject to study?

6 Are ybu aware of any differences between the

yvour son/daughter's school and that at other
schools?

approach at
secondary
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0

What do you see
students
teachers
parents?

as the benefits for

the :

10

What are the difficulties for the:
students
teachers
parents?

11

What are your personal feelings about this system of

teaching/learning via a vertical timetable/unitised
curriculum?

Thank

you

for

taking

the

time

to

251

complete

this

questionnaire
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Appendix G

Preliminary Studies 2
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The Introduction of the Verticalltimetable

1. Why do you think the vertical timetable was introduced at

your school?
2. Who benefits the most? In what ways?

3. What are the advantages of the vertical timetable?

4, What are the disadvantages?

5. Is subject selection (student getting first choice) a
problem?

6. How do you think this could be overcome?

7. Is the possibility of lack of continuity between student
and teacher a problem?

8. How do you think this might be overcome?
9. Is there an increase in the student workload regarding:
' *assessment
*assignments

*deadlines (please give examples)

10. How do you think this could be overcome?
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11. How has the vertical timetable affected you and or your‘
‘student?

12. How do you think the staff (teachers, administrators)
have been affected?

12. How do you feel this could be addressed?

13. Has the role of the Pastoral/Tutor/Form group changed
with the vertical timetable?

14. (a)What is the role of the school handbook with regard to
the vertical timetable?

(b)yWhat other documents are available for students,
barents/guardians, staff and the wider community?

15. Trace the progress of a new student from the day they
enrol at your school until they receive their first report.
Refer where appropriate to pre-commencement, selection of
subjects, allocation to levels etc :

16. What is the future of the vertical timetable at your
school™ :

17. BAny other comments or observations?

Thank you for taking the time to complete this questionnaire.
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Information for Participants
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Information sheet for participants in the research project:

5$£fgéfﬁTalfchangé*iﬁféﬁeeﬁéiéﬁd?ﬁigh séﬁleS“ l

Thank you for participating in this study. Your participation
is wvoluntary and you may withdraw at any time from the

project.

This research project is for the purpose of a Doctor of
Education degree undettaken within the jurisdiction of the
Faculty of Education at the Central Queensiand_ University,

Rockhampton.

Background
For many years secondary schools have been generally managéd
on the particular model where students are divided intb théif
classes on a horiZontal or Chronological baéis. Ovef reCeﬁt
years, this paradigm has.beén subjected to changg, wheie,'in
some cases,vdivision is made accbrding fo academic progreés or
student choice. .Thﬁs,'more open access of education is beingH
pursued. |
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«Aim of this research

I intend to examine the reasons for these changes, as well as
-the changes being made. I intend to examine the results of
these changes, and particularly, those who are directly

affected.

Developments in two Queensland secondary  schools just
Commencing unitised curricula will be studied in detail. I
will Dbe comparing and contrasting these developﬁents with
tﬁose. that have occurred in other schools that have made

similar changes. in Queensland, other states and overseas.

Your participation in this -study as a teacher, school
Administrator, school student or parent is appreciated and
will contribute to improving our knowledge of this structural
change. This should further improve the quality of teaéhing

and learning in a significant area of change being examined

for possible implementation in a number of schools at present.

-The outcomes. of this research should help inform such decision

making.
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Consent Form for Participants
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al change in Queensland high schools™

Thagk” y;ﬁ‘ for: pérﬁiciﬁéﬁing .:iﬁ:..ﬁhis stﬁéy:. . Your
participation is voluntary and you may withdraw at ahy time from
the perect‘

The information supplied by you will be confidential. At no
time will any information. regarding - your name and details be
released, either during the study orbin the publication of the
results. Acknowledgments will be made only 1f such consent is
given. |

All data will be collected by the researcher and will be
stored securely in the Faculty of Education at the University of
Central-Queenslaﬁd.

If you require any feedback on the inquiry or wish to view a
draft copy of the thesis, please complete the section below with

vour name and return to the researcher.

I wish to receive some information regarding the findings of

this research.




Appendix J

Parental Consent Form for Students
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Parental consent form for student participants

in the research project:

Your son/daughter attends a high school

that  is
participating in research on the above topic. A copy of the
Information Sheet is included for your perusal. Your permission
is sbught'to permit your childlto take part in interviews or

observational situations.

Participation on this project is entirely voluntary and you

may withdraw your consent at any time.

The'information gathered in the process of this research
will be confidential. At no time will any information regarding
names or detalls of participants be released, either during the
study or in the pﬁblication of the results. Acknowledgments will

be made only if such consent is given.
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All data will be collected by the researcher and will be

stored securely in the Faculty of Education at the University of

Central Queensland.

If your permission 1is not - granted, please contact the
school. If'you require any feedback on the inquiry or wish to
view a draft copy of the thesis, please complete the section

. below with you name and return to the researcher.

I wish to receive some information regarding the findings of
this research.
I giwve permission.for my son/daughter to participate in this

research.
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