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Abstract

This is an enthnographic study of six elementary classroom teachers in a large
southern Ontario school board of over 100 schools. The study addresses the
problem of reconciling commonly assumed theories in the field and the theories-in-
action that guide the daily practice of teachers in their classrooms by attempting to
ascertain what teachers’ practical and theoretical knowledge looks like, and how it
is applied in the arena of educational change. The main purpose of the study is to
develop an in depth understanding of the teachers’ personal and professional stance
with regard to curriculum change in the classroom. Qualitative methods are
employed for exploring the teachers’ perceptions of change. Interviews are used
primarily for data collection. The study indicates that the teachers deal with
multiple changes within commonly-defined elements of program. They approach
change through four dispositions or frames of mind: the procedural, practical,
personal and perceptional. A conceptual framework is developed that represents an
organizer that is immediately applicable and relevant to the classroom. Implications
for teacher-practitioners are to build capacities for focussing on the manageable
aspects of change through the four dispositions. Theorists need to acknowledge an
expanded role for teachers as decision-makers, self-directed learners and leaders.
Therefore, implications for the field include support through resource allocation,
personalization of staff development, flexibility of choice and structure, and

integration of theory with practice.
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CHAPTER ONE
The Problem

Introduction

A significant body of literature has emerged during the last decade that
addresses the gap that exists between theory and actual classroom practice
(Connelly & Clandinin, 1988; Fullan, 1982; Glickman, 1990). In their summary of
issues concerning curriculum implementation, Park and Fullan (1986) state, "there
appears to be general confusion concerning the business of curriculum development
versus curriculum implementation” {(p.4). They observe that teachers view
guidelines that are developed for implementation as merely restatements of
philosophy and theory, rather than plans for action. In order for teachers to take
action and for change to take place, Park and Fullan suggest that curriculum
development and implementation needs to be integrated and supported at the board
and school level. Although it is generally agreed that the target for implementation
is the classroom and the learning outcomes of each student (Fullan & Park, 1981;
Lezotte & Jacoby, 1990), teachers and curriculum theorists do not seem to be
working in conjunction with each other toward that goal (Leithwood, 1990; Wood,

1990).



This issue is compounded by a perception in the field that teachers are not
usually portrayed as developers of curriculum. Educational research casts teachers
as craftspeople, using their professional skills to implement the developed
curriculum in the practical world of the classroom (Fullan, 1982; James & Frang,
1988; Loucks, Newlove & Hall, 1975; Porter & Brophy, 1989; Showers, Joyce &
Bennett, 1989; Rowell, 1985). On the other hand, curriculum theorists are
portrayed as those who pursue educational thought and develop curriculum from
the world of theory; namely, ministry personnel, board administrators, university
faculty members, researchers, policy-makers, philosophers, curriculum writers, and
community stakeholders (Connelly & Clandinin, 1988; Guskey, 1990; Milburn,
1987). Research reports imply that teachers and theorists can be seen as operating
across two polarized spheres of understanding with regard to educational change.
Indeed, an interpretive disjuncture exists between teachers as practitioners and
subgroups of curriculum theorists as to exactly how educational change or reform is
to be carried out (Duke, 1989; Harste, 1990; Schwab, 1983).

The specific nature of this disjuncture takes the form of disagreements among
theorist stakeholders, misunderstandings about the realities of classroom practice,
tension between practice and theory, and collective versus individualistic
perceptions of curriculum experiences (Connelly & Clandinin, 1988; Milburn, 1987;
Sarason, 1982). The essence of this disjuncture is reflected in educational
literature by an approach to curriculum change in the field that separates the
implementation of curriculum from its development (Bonser & Grundy, 1988;
Jenkins & Houlihan, 1990; Tuthill, 1990). In turn, this approach presents a

problem for the teacher, who, as implementer, is expected to carry out a curricuium



innovation, as developed, without apparent involvement in its development.
Through macro-level studies, theory in the field reflects a surface understanding
of change, and is ineffective in responding to teachers’ needs for autonomy as
practitioners. Through action research, the field is recognizing the wealth of
practical and theoretical knowledge held by teachers (Oja & Smulyan, 1989;
Schubert, 1989). However, research needs to address the problem of ascertaining
what that knowledge looks like in order to reconcile commonly assumed theories in
the field and the theories-in-action that guide the daily practice of teachers in their
classrooms. Significantly, inquiry must be designed to probe and acknowledge in

depth how teachers apply this knowledge in the arena of educational change.

Purpose of the Study

The main purpose of the study is to develop an understanding of the teachers’
personal and professional stances toward curriculum change in the classroom; in
other words, how teachers personally and professionally ‘think, say, plan and do’
change as part of the practical and theoretical knowledge they bring to their overall
program.

The following questions guide the research process:

What are teachers’ personal and professional stances with regard to change?
(a) What types of changes do teachers choose to activate that are related to
their overall program, or to particular areas of focus within their program?
(b) How do teachers prioritize, organize and carry out these changes?

(c) In what ways do teachers personally relate to professional change?



Need for the Study

Teachers close the classroom door and exhibit a non-conformist position on
system-wide innovation models for program implementation. However, curriculum
developers in the field depend upon these innovation models as a strategy for
measuring levels of program implementation, especially in the context of a single,
identified innovation (Hord, Rutherford, Huling-Austin & Hall, 1987). This systems-
model approach is met with limited success primarily because it oversimplifies what
teaching is all about. (Fullan & Park, 1981; Porter & Brophy, 1989). Teachers
choose to engage in the types of changes that are relevant to the many practical
realities that fall within their daily responsibilities of carrying out a program in the
classroom. Because teachers are required to make instantaneous curricular
decisions and simultaneously address many innovations {(Guskey, 1990;
Labinowicz, 1980), more research is needed that responds to teachers’ needs for a
model that promotes choice and flexibility.

Research conducted by theorists on curriculum implementation primarily
addresses planned change in the sense of a collective, system- or school-wide
approach ( Park & Fullan, 1986; Fullan, Anderson & Newton, 1986; Leithwood &
Montgomery, 1987; Lezotte & Jacoby, 1990). A search of the literature indicates
a dearth of research conducted by teachers about teachers, especially studies that
focus on the world of the classroom and how individual teachers cope with both
planned and unexpected change. Teachers in classrooms, and classrooms as

environments of curriculum change need further exploring (Anderson & Burns;



1989). In this context, data must be gathered that generates a change framework
that is applicable and relevant to the daily efforts of each teacher. The results of
this inquiry may serve to bridge the implementation gap that exists between school-
and system-wide models and actual classroom practice.

Research on teachers as decision-makers signifies teachers’ roles as agents of
curriculum change ( Glickman, 1990; Mitchell, 1990). However, studies by
theorists attempt in vain to determine clearly how teacher prioritize, organize and
carry out curriculum change as the uiltimate decision-makers in their classrooms.
Teachers already coilaborate in research and curriculum development as problem-
solvers, but limit their interpretations to decisions related to their own class (Apple,
1983; Oja & Smulyan, 1989). The results of research involving teachers must
break the privacy of the closed classroom door and give rise to research controlled
by teachers toward a theoretical awareness that creates an impact across many
different classrooms. If that is the case, then it is important that this study
produces a collective knowledge about the specific nature of teachers’ personal and
professional decisions about change, and how such decisions are made and carried
out.

A stance on curriculum change as practised in the classroom is not cohesively
articulated from the viewpoint of teachers, and therefore is not yet significant as a
legitimized theme in educational literature. Teachers need to come to change
situations with a strength of their own history of research and curriculum
documentation. However, a position in the collective sense is complicated by the
idiosyncratic ways in which they cope on an individual and personal basis with

change in the daily operation of the classroom. Studies need to contribute more



breadth and depth of knowledge about teachers as learners and planners; more
specifically, aspects of their personal and cognitive developmental levels that
contribute favourably to curriculum development and implementation (Barth, 1990;
Berlak & Berlak, 1979; Sparks, 1989; Strachan, 1990). This study may contribute
to that knowledge. In addition, knowledge of what is perceived by teachers as
curriculum change will help teachers to organize and establish a conceptual
framework of change and to assume a personal and professional stance. The
results of this study will address the interpretive disjuncture by contributing toward
a more in depth, genuine understanding in the field of how teachers carry out
change. Finding‘s from this study may have broader application for educators in
program implementation. The identification of inclinations, attitudes and behaviours
as a stance that inhibits or fosters curriculum change in the classroom environment

could be explored in other classroom settings through further research.

Personal Ground

The idea of systematically approaching change was imposed on me as a
presentation on change assignment for a Primary/Junior Methods course. At this
point, change was something | just coped with as a teacher, and | had not really
thought of it in any organized way. The presentation on change required course
candidates to share something from the curriculum and to focus on how the change
was carried out. | decided to analyse a curriculum innovation involving a whole

language ‘Buddies’ program (Morrice & Simmons, 1991} that a colleague and | were



implementing. At the time, we were also in the process of organizing this
curriculum innovation for staff development presentations and workshops, as well
as for eventual publication.

Drawing upon my learning experience from a qualitative research methods
course, | created a conceptual framework on our innovation strategy. | reflected on
patterns, directions, influences and outcomes, and ended up with three elements
that | thought might be common or applicable to any curriculum unit or program
within a classroom setting: (a) shift in mindset related to concept or meaning; (b)
decisions that gave impetus to the overall program; (c) specific concerns that were
addressed in one area of focus. These three elements of concept, program and
focus emerged due to reflection after the implementation of the Buddies innovation.
| began to question - what would happen if these elements were deliberately
applied at the onset of a change in teaching practice?

As my colleague and | shared information on our change strategies, concerns
about implementation were discussed frankly among many teachers. | was struck
by those teachers who indicated that they felt inadequate about attempting a
similar innovation. Their main inquiries were directed at how we could-change so
much in such a short period of time. The implications of what we accomplished
seemed overwhelming to them, and yet we felt we had just been well-organized. |
had also naively assumed that the more enthusiastic participants in our workshops
would automatically take the ideas developed from the conceptual framework and
implement them. | believed that all of these teachers were perfectly capable of the
same accomplishment; but what was needed was a way of prioritizing and

organizing their efforts at change. | began to wonder if other teachers think in
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terms of concept, program and focus when undertaking change. Can these
elements be applied as a conceptual framework to teaching in a broader sense? |
also began to realize that our Board’s model for Levels of Program Implementation
(LOPI) was too general and removed from specific changes in the classroom. The
model delineated expectations in terms of observable behaviours, but not the
process for fulfilling those expectations. The teachers | met were certainly
concerned about the process of change in the light of many initiatives undertaken
by the Board. Beyond that, there was no guide or model for specific efforts at the
classroom level that teachers could identify with. Furthermore, if a framework or
model were developed, teachers would have to agree on some sort of position on
change in order for the model to be professionally credible. To find out what would
constitute credibility., I went to professional literature and read about attempts at
staff development and change. Based on my reading and the concerns of teachers
during our workshops, | felt that an organized approach to change would have to
consider the following: (a) students and teachers as learners; (b) the realities of
organization in the daily operation of the classroom; and (c) the teacher’s individual
efforts and eventual accountability for curriculum improvement through a board-
wide implementation model. Consequently, to find out how teachers interpret and
accommodate an organized approach, | would have to get into their classrooms,

into their change situations, and ultimately, into their thinking.

Design of the Study

This is an ethnographic study of six elementary classroom teachers in a large
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southern Ontario school board of over 100 schools. The research is qualitative, and
research methods follow the naturalistic paradigm (Bogdan & Biklen, 1982; Patton,
1980, 1987). The design allows for the meanings of the participants to emerge
and direct the focus of the research, the data collection, and analysis and
interpretation of the data. Data collection is conducted mainly through interviews
(Merton, 1990; Seidman, 1991), as well as through a professional information form
and an open-ended survey. It is context-bound, taking into consideration the
normal school year and existing school culture, and takes place in the natural
setting of the participants; namely, the immediate school and classroom (Guba,

1982, Lincoln & Guba, 1985).

Definition of Terms

For the purposes of this study, the following definitions are applied:
Teachers: are professional practitioners working directly with students in the
classroom. Connelly and Clandinin (1988, p. 87) assign "the form of actions"” to
practitioner, as a "doer” of curriculum, and use the terms teacher and practitioner
interchangeably, as does this study.
Change: Extensive research supports the concept of change as a transformation of
reality; a process of continuous development used for the sake of creating,
sustaining and substantiating a dynamic educational climate; a dynamic process of
interacting variables over time (Fullan, 1982).
Curriculum: Connelly and Clandinin (1988) interpret curriculum as "something

experienced in situations” (p. 6), a process by which persons and things interact in
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a temporal and directional context. In its official capacity, the Ministry of Education
for Ontario regards curriculum as "including all those experiences of the student for
which the school is responsible...all human interaction in the school..." (Ontario
Ministry of Education, 1988, p.10).

Innovation: Fullan and Stiegelbauer (1991, p. 19) state that "Innovations are less
a source of rational ideas, and more an array of possibilities". In order to
accommodate the experiential range of the respondents in the sample, the term
innovation is used in the sense of whatever in the possibilities of implementing
curriculum one personally perceives as new.

Stance: As adapted from the Webster’s New World Dictionary of the American
Language (Guralnik, 1984), stance is used to mean an attitude or posture for
dealing with a particular situation.

Activate: As adapted from Webster’s New World Dictionary of the American
Language (Guralnik, 1979), activate is used to mean something that causes a
person to engage in activity; and in relation to this study, encompasses teacher
thought, intent, and planning at the initial stages of considering a change.
Subsequent to the initial decision to engage in change, the expression "carry out" is
used to describe teacher action, as teachers put into practice their change(s).
Implement: is used only when it is clear that the change is embedded in practice,
or "the extent to which change actually occurs and is sustained” (Fullan &
Stiegelbauer, 1991, p. 9), and distinguishes between what really happens in
practice and what is supposed to happen.

Disposition: As adapted from Guralnik (1984), disposition is used to describe the

teachers’ inclination, tendency or frame of mind that puts in order or arranges the
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affairs of change. This term also carries with it the connotation of "power of
authority” (Guralnik, 1984, p. 407).

Perceptional: As adapted from Gurainik (1984), perceptional is the adjectival form
of perception, which means the understanding, mental grasp or knowledge got by
perceiving an idea, or the impression so formed. For example, the perceptional
disposition in this study means the teachers’ inclination that creates and arranges

impressions so formed about change.

Limitations

The following constitute the limitations of the study:
1. The validity of the information about the teachers’ choice of change efforts
within the framework of their program is dependent upon their willingness to
respond honestly to the open-ended survey and questions on the open-ended
interview form.
2. The validity of the knowledge of the teachers’ organization of change efforts
within the framework of their program is dependent upon their willingness to
respond honestly to the questions on the open-ended interview form and to
questions in subsequent focussed interviews.
3. The validity of the knowledge of the teachers’ roles in carrying out changes, and
of their personal and professional stances is dependent upon their willingness to
respond honestly to the questions on the open-ended interview form and to

questions in subsequent focussed interviews.
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Delimitations

The following items delimit the study:
1. The site is limited to one school with a teaching staff of 31 in one large
suburban school board in southern Ontario.
2. The final sample is limited to six teachers on staff at the site.
3. An open-ended survey, open-ended interview, questions in-subsequent focussed
interviews, and field notes are the only means of collecting information about
teachers’ choices and organization of change efforts, roles in carrying out the
change process, and personal and professional stances.

3. Teachers responded only once, in one session, to the open-ended survey.

Assumptions

1. The validity of researcher interpretation is dependent upon the assumption that
the teachers were honest in their responses to the open-ended survey, to the
questions on the open-ended interview form, and to the questions in subsequent

focussed interviews.

Overview of the Thesis

The purpose of and need for the study, definitions of terms, limitations,

delimitations and assumptions are discussed in Chapter One. In Chapter Two, a

review of related literature is presented, current to the completion of the study.
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The design and documentation of the research, the data collection structures, and
the procedures used in collecting and analyzing the data are discussed in Chapter
Three. In Chapter Four, the data from the research are presented, while the
analysis and discussion of the data are presented in Chapter Five. The findings,

implications and conclusions are presented in Chapter Six.
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CHAPTER TWO
Review of Related Literature

Introduction

Reviewed in Chapter Two is the literature on understandings about the process
of curriculum change, with reference to four research perspectives that focus on
the teacher. The first section outlines the nature of teacher involvement in
curriculum change. Literature about teachers and models for change is presented in
the second section. The third section identifies three themes that explore teachers
as change agents. The fourth section provides characteristics common to teachers

regarding personal views of curriculum change.

Teacher Involvement in Curriculum Change

Literature of the past decade is based on the realization that implementation of
curricular innovations is a dynamic process of change centred on human action
(Park & Fullan, 1986; Clark, Lotto & Astuto, 1984). Fullan (1982) exemplifies the
Rand study of Federal Programs Supporting Educational Change as a project of
"...learning by doing" (p. 61). The Rand study examines the theme of how the

people on school staffs go about implementation, rather than focussing only on the
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content of the innovation. Fullan notes that "change requires social energy directed
at sustaining interaction and staff development throughout the entire process”
(1982, p. 67). Eisner conceptualizes curriculum change as human action in his
foreword to Connelly and Clandinin (1988): "It is more important to understand
what people experience than to focus simply on what they do” (p. x). The "human
face" of change is also the theme addressed by Evans (1993, p. 19). Research
based on teachers’ narratives of experience suggests that teachers not only learn
by doing, but actually learn while doing (Connelly & Clandinin, 1988). An in depth
and clear picture of the application of learning while doing is incomplete in the
literature on change.

Miller and Seller (1985) regard curriculum as part of a process that is rooted in
interprofessional relevance and interaction about what schools should do, and that
it is governed by an "...interdependence of phenomena that reflects the web of
relationships that surround it" (p. 3). They reinforce the notion that change is a
process of human involvement; individuals, roles, complexities, capacities, and
actions that are related to facilitation, adaptation, and variation. This notion is also
supported by Wildman and Niles (1989), who base their study upon what teachers
do together as professionals, and also how they think. Fullan and Hargreaves
(1991) refer to this condition as "interactive professionalism”, the key to changing
teachers’ mindsets about change (p. 63).

In earlier research, the principal is regarded primarily as initiator or facilitation
agent for change (Fullan, 1982; Hord & Hall, 1987). However, throughout the
1980’s another influential role is also considered--that of teacher participation

(Billings, 1989; Blendinger & Jones, 1988; Bonser & Grundy, 1988; Eisner, 1991;



18

Milburn, 1987; Schwab, 1983). The actions of teachers significant to their change
efforts is linked to further clarification, specification and development or
refinements in their programs. In raising the issue of teacher involvement in
curriculum change, Apple (1983) stipulates, "teachers often are asked to do little
more than to execute someone else’s goais and plans and to carry out someone
else’s suggested activities”. Apple maintains that the result is a "deskilling " of the
workforce, evidenced by teacher-proof curricula and a change process that
separates curriculum development from implementation (p. 323).

Teachers’ perceptions of their involvement in change takes shape as a
profegsional issue in terms of personal relévance (Cuban, 1993; Lieberman &
McLaughlin, 1992; Lipman, 1991; Showers, Joyce & Bennett, 1989; Sparks,
1989). Park and Fullan (1986), in exploring issues in professional development,
reason that teachers do not bother to implement board guidelines "because the
documents were not in response to what the teacher perceived as being required to
produce the needed changes in the classroom” (p. 4). Thus, guidelines are left to
sit on the shelves. The authors point out that teachers need to see innovation
working in terms of student learning outcomes before taking action and -becoming
further committed. They conclude that teachers have limited power in the change
process, and consequently do not acquire ownership of implementation. The field
remains open for inquiry to focus on what teacher involvement looks like when
teachers exercise choice and ownership over what is required to produce change in
their program.

Guskey (1989) states, "experienced teachers seldom become committed to a

new program or innovation until they have seen that the new practices work well in
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THEIR classrooms with THEIR students" (p. 58). He further supports the notion
that teachers in most cases, become personally committed to new practices only
after they actively engage in using them in their classrooms. He cites three
principles governing teachers’ commitment to change: it is gradual, requires regular
feedback and continued support/follow-up. These principles are central to
contemporary literature of this decade (Ontario Ministry of Education, 1985;
Robbins & Wolfe, 1989; Steffin & Sleep, 1988; Vaughan, 1987).

Porter and Brophy (1989) suggest that teachers are receptive to changes if
those changes make sense to them. They also reveal that most teachers believe
that they are doing an effective job, and therefore, they may not see the need for
making substantial investments that would be required to alter teaching practices.
The authors assert that although the research is quick to identify various factors
that prevent stable permanent changes, it tends to underestimate the teaching
energy required to effect change as well as "consider[ing] only one segment of the
teacher’s professional life at a time" (p. 73). They go on to suggest that attention
needs to be focussed on "what is required to teach effectively all day, every day,
year after year". Labinowicz (1980) refers to this issue as the need for educational
authorities and teachers themselves to understand "the complexity of the teaching
act” (p. 277). The literature reflects a need for research designs to centre more
specifically on what this complexity entails.

Wise and Hammond (1989,p. 31) discuss "negotiated responsibility” as a way
of addressing the interpretive disjuncture between teachers and administrators.
They propose that the two groups can act together to improve the quality of

instruction. This approach represents a shift from a polarized to a participatory



20
attitude toward assessment and evaluation practices, and implies more collaborative
action in dealing with change.
Fullan and Stiegelbauer (199 1) state that there is a "dilemma and tension
running through the educational change literature in which two different emphases
or perspectives are evident: the fidelity approach and the mutual-adaptation or
evolutionary perspective”. The fidelity approach is based on the assumption that an
already developed innovation exists and the task is to implement it faithfully in
practice - that is, to use it as it is "supposed to be used” as intended by the
developer (p. 38). The mutual-adaptation approach stresses that change often is a
result of adaptations and decisions made by users as they work with particular new
policies and programs, mutually determining the outcome. Their theme underscores
the openness of the mutual-adaptation approach, and the need for defining change
as it occurs over a period of time in terms of the three dimensions of materials,
strategies and beliefs. Accordingly, Guskey (1990) recommends the mutual
adaptation approach in the context of integrating innovations. In arriving at a
qualitative understanding of change, Fullan and Stiegelbauer suggest we consider
the following:
The most beneficial approach consists in our being able to understand
the process of change, locate our place in it; and act by influencing
those factors that are changeable and by minimizing the power of
those that are not. All of this requires a way of thinking about
educational change that has not been characteristic of either planners
or victims of past change efforts (p.103).

This approach demands further inquiry into a stance by teachers that is possibly

governed by their understandings about the process of change, how they locate

their place in it, and how they act upon it.
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Teachers and Models for Change

Information is largely absent in research of the past decade about types of
changes that teachers choose to activate or intially engage in as part of their
program . Instead, curriculum change in the form of program is documented
primarily through innovation frameworks that address implementation collectively
and focus on a single innovation; rather than addressing the implementation of an
individual teacher and focussing on the multiple changes in that teacher’s
classroom. Examples of frameworks that have been developed by researchers and
adopted by school boards to promote and monitor innovations carried out by
teachers are: the Curriculum Development, Review and Implementation Cycle
(CRDI) (Ontario Ministry of Education, 1988); the Concerns-Based Adoption Model
(CBAM) (Loucks et al, 1975; Hall, 1979); Levels of Use profiles {LoU’s) (Leithwood
& Montgomery, 1987); and Key Concerns (Dow, Whitehead & Wright, 1984). As
such, these models of implementation are criticized for being oversimplified, and
assuming the teacher as the eventual recipient and deliverer of curriculum (Elmore,
1992; Fullan, Anderson & Newton, 1986; Goodlad, 1992; Porter & Brophy, 1989).
Levine (1991, p. 391) refers to "mandated components”, "impersonal mechanisms
of control”, and "linear programming”, as the elements that comprise unsuitable
frameworks for change. He concludes that implementation projects need to avoid
the bureaucratic processes characteristic of educational systems and consider the
context of participating classrooms. Furthermore, research reports that interpret
these projects provide only a surface portrayal of teachers’ efforts.

In response to the issue of the individual teacher and classroom changes, Hord
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et al (1987) add another dimension to their CBAM, that of an intervention
taxonomy and "game plan components” (p. 75) that offer more specific strategies
for change facilitators. These researchers also expand the role of change
facilitators to include teachers "whose roles were less formalized, but whose help
was substantial and sought by their peers" (p. 85). However, there is little
indication in the literature that these models have been used directly by individual
teachers as implementation tools for conducting their own changes in their own
programs.

Staff development is being promoted to address implementation according to
the models discussed, but is being met with Ii.mited success (Goldenberg &
Gallimore, 1991; Hirsh & Ponder, 1991; Park & Fullan, 1986). Teachers have little
time andgppportunity to interact with and reflect with colleagues in instructional
matters. Staff development activities need to move away from one-shot system-
wide attempts, and more toward an ongoing, personalized approach that addresses
individual choices for change and unique classroom programs. Studies
acknowiledge that implementation models lay out the expectations for teachers; but
in effect, do not reflect teachers’ unique expectations for themselves and their
students as part of their modus operandi (James & Franq, 1988; James & Hord,
1988; Holtzman, 1993). In other words, the models prescribe overt behaviours and
not implementation as a metacognitive process, which could enhance a more in
depth understanding of teachers’ thinking about their efforts at change.

In order to move away from system applications toward a school-based
construct, Lancaster and Oliver (1 988) present a holistic model for staff planning

and implementation that consists of six subsystems: philosophy, programme,
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procedure, professional development, public relations and future direction. They
maintain that a holistic curricular approach is "...predicated upon the six
subsystems in a dynamic, interactive format which involves thinking, goal setting
and articulation rooted in total staff input” (p. 25).

Models that include reflection and the teacher’s needs as learner in the adult
life cycle are surfacing. Oja and Smulyan (1989) investigate the planning, acting
and reflecting cycles of action research as an alternative to linear models of
research and staff development. They reason that both university researchers and
teachers feel that linear models represent theory and practice which is unrelated to
each other and therefore unaffected by one another. Action research in particular
offers a different kind of educational theory, which is grounded in the problems and
perspectives of the insights of practitioners as researchers, as they use a range of
social scientific, intuitive, and practical methods to deal with their program
changes. The crux of the issue is to legitimize this type of theorizing, and produce
more research that substantiates teachers’ theories-in-action. Educational theory
can thus be redefined to include teachers’ understanding of the problems and
practices in their classrooms and schools, and hence connect theory with practice
through their generalizations. The authors also investigate the influence that
teachers’ stages of development have on the form and quality of their participation
on action research teams; namely, different roles, perspectives and experience
outcomes.

Lezotte’s Model for Planned Change (1990) based on effective schools
research, lays out five stages in a cyclical improvement planning process. Lezotte

states (1989) that "many people have the notion that improvement can start today
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and end at some specified time; they don’t realize that improvement is a continual
process...never ending. The good news is that you can start right away..the bad
news is you will never finish" (p. 6). Another tenet held by Lezotte is that the
people inside the schaool are in the best position to improve the outcomes of that
organization.

The work of Oja and Smulyan on action research and by Lezotte on effective
schools explores constructs that are immediately adaptable by small groups of
teachers, and extend to.the daily requirements for change in the classroom
program. Current research suggests that rational planning models do not work.
There still is a tendency to represent models in a graphic, linear fashion
incorporating incremental stages or cells. However, the following researchers
suggest that newly-developed structures need to be fluid and flexible. Anderson
(1993) describes this experience as ""Brownian motion", going back and forth from
one stage to another on the path toward an ideal situation"(p. 14). Joyce, Wolf
and Calhoun (1993) write about "‘rolling’ models of change” in the light of research
on staff development as an "innovation in itself" (p. 16). Fullan and Stiegelbauer
(1991) synthesize research studies that argue for the "nonrational” world of school
systems. They suggest that planning takes into account the integration of change
factors and conditions, a medium to short range scheme, and the use of both
qualitative and quantitative data (pp. 96 - 98, 108). As discussed, more recent
models have been aimed at school-based change and have incorporated teacher
choice and collaboration as part of the overall thrust. What remains vague is the

teachers’ position in the process as viewed by the teachers themselves.
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Teachers as Change Agents

Researchers seek to understand the context within which teachers prioritize,
organize and carry out change (Fullan, 1982; Hirsh & Ponder, 1991; Lieberman &
Milier, 1992; Leithwood, 1979; Leithwood, Holmes & Montgomery, 1979; Schwab,
1983). This search for understanding is revealed through three underlying themes:
(a) the paradoxical role of the teacher; (b) rhetoric and the world of the teacher; and

(c) the legitimacy of the teacher as an authority in the process of change.

The Paradoxical Role of the Teacher

One significant theme about teachers as change agents is the paradoxical role
of the teacher in the course of system-wide change (Cherry, 1991; Glickman,
1990; Mitchell, 1990). Leithwood et al (1979) conclude that innovations seem to
work well when pilot situations are carried out in small groups of peer-related
activities. However, when the innovation goes system-wide, the relationship
among the team is perceived to change from collaborative to more bureaucratic.
This change process indicates the possibility of an inverse relationship--one that
actually stifles the innovation. The authors also stipulate that collegial relationships
among teachers promote readier acceptance of change, but conversely appear to
promote only marginal and insignificant changes.

Fullan’s study (1982) on factors dealing with implementation does not consider

the impact of the teacher as a change agent in an in-depth way, and exemplifies
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another role paradox. On one hand, Fullan (p.91) stipulates that in order for change
theory to evolve into practice "it requires individual implementers to work out their
own meaning”; and yet, on the other hand, the teacher as an individual change
agent in the classroom is only one of 15 significant factors affecting change. A
distinct 14 out of 15 factors deals with system-wide influences, as apart from
school- or classroom-wide. These factors suggest that the teacher is a key agent,
who, paradoxically, is not in a position to control most of the strings.

This paradoxical view of the teacher’s role is also supported by Glickman (1990,
as he challenges the inconsistent practice of "endors[ing] democracy in society but
beling] skeptical of shared governance in our schools™ (p. 74). He criticizes schools
as "models of authoritarian rule”, and also cautions that when managing change,
there are seven ironies to school empowerment that take the form of "paradoxical
sequels to sustaining school success” (p.70). Accordingly, Mitchell (1990)
observes that teachers are being offered the freedom "to fly" (p. 23), but in
contrast are compelled to operate defensively, "frozen in tradition” (p. 26), because
of a lack of understanding about the roles across the system. Studies accept
teachers as change agents, but offer scant insight as to how teachers work out

their own role as affirmed in the change process.

Rhetoric and the World of the Teacher

A second theme that remains consistently current is that the concept of the
teachers’ world has been miscontrued by layers of theoretical, university-based

rhetoric (Bullard & Taylor, 1993; Goodlad, 1992; Joyce, Wolf & Calhoun, 1993).
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Leithwood, Holmes and Montgomery (1979) conclude that "ideological rhetoric and
whimsical philosophy regularly serve in place of systematic analysis, rational
development, and careful evaluation as stimulants to educational change™ (p. 67).
The authors recommend that researchers and practitioners move beyond their own
spheres of understanding and form "teams [that] incorporate collaboration between
persons with practice- and inquiry-oriented capabilities” (p. 67).

Rhetoric creates interpretive inaccuracies and assumptions with regard to
defining teacher agency (Anderson, 1993; Bennett, 1993; Glickman, 1990;
Goldenberg & Gallimore, 1991; Guskey, 1990; Lieberman & Miller, 1992; Rowell,
1985; Tye, 1992). Goldenberg and Gallimore (1921) suggest that rhetoric is at the
root of new requirements in teaching that are "described in terms too general for
teachers to use” (p. 69). Tye (1992) advocates a move away from rhetoric that
"ignores the complexities of schooling" toward more "descriptive research to
determine what expectations are guiding school practices” (p. 13). Tye suggests
further that this type of practical research would offer a language of empowerment
that enables teachers and principals to make curriculum decisions in their schools.
Thus, the intent shifts closer to addressing the problem of reconciliation of theory
between the field and the classroom, which currently persists.

More recently, Darling-Hammond (1993) illuminates the interpretive disjuncture
between teacher practitioners and curriculum theorists as a "...major [source] of
conflict in the history of educational research in this century” (p. 758), and reflects
that the cause may be inherent in the way in which knowledge is exchanged and
responsibilities defined between these groups. As well, Fullan and Stiegelbauer

(1991) assert:
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... the strategies commonly used by promoters of changes, whether
by legislators, administrators, or other teachers, frequently do not
work because they are derived from a world or from premises
different from that of the teachers. Innovations are "rationally”
advocated from the point of view of what is rational to the promoter,
not the teachers. (p. 130)

Fullan and Hargreaves (1991) also speak of fragmentation in perceptions of the

purpose of staff development and they infer that teacher agency should carry with

it a notion of choice or control:

Many staff development initiatives take the form of something that is
done to teachers rather than with them, still less by them. (p. 17)

The Legitimacy Debate

A third theme in the literature takes the form of an ongoing debate as to the
extent and legitimacy of teachers as authorities for prioritizing, organizing and
carrying out change. In a summation of this issue, Fullan and Hargreaves (1991)
acknowledge that "the wisdom of teachers is often considerably undervalued
compared to the wisdom of researchers and administrators" (p. 24). Studies
explore the capacities of teachers with regard to responsibility, inquiry and
research, decision-making, and voice and leadership.

Responsibility. Research remains undisputed in emphasizing that the teacher is
deemed ultimately responsible for putting innovation into practice (David, 1991;
Eisner, 1991); and as implementers, teachers must work out an individual
interpretation of change (Park & Fullan, 1986). More practical research is needed
about what teachers consider or ask themselves when they prepare to assume

responsibility for implementing a proposed change (Bullard & Taylor, 1993;.Fullan &
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Park, 1981; Guskey, 1989; Holtzman, 1993).

With further regard to teacher responsibility, a polarity exists between the
standardized expectations of the educational bureaucracy and the teacher’s need
for relative autonomy in implementing change (David, 1991). Wise and Hammond
(1989) state, "Bureaucratic...accountability direct(s) the teacher’s attention to
uniform administrative requirements, while professional accountability directs the
teacher’s attention to the varying needs of individual students” (p. 30). Thus,
fulfillment of responsibility pulls a teacher in two directions, and the meaning and
intent of the implementer as an individual is unclear.

Inquiry and research. In support of the teacher as inquirer, Berlak and Berlak

[N

(1981) state:
...there is a presumption among educational administrators,
researchers and segments of the public, that teachers, particularly
teachers of younger children, do not have the capacity for engaging
in inquiry. There is ample evidence that researchers often fail to
grasp the complex, intellectual and social problems of daily school life
(p. 233, 236).

They contend that these studies draw erroneous conclusions that attribute

professionalism to the use of the rhetoric that surrounds education, instead of

attributing professionalism to teachers as being experts about teaching.

Another view in this debate is that teachers collaborate in research and
curriculum development as problem-solvers but cling to their own immediate
solutions once back within the walls of their own classrooms (Francis, Hirsh &
Rowland, 1994; Lieberman & McLaughlin, 1992). Apple (1983) stipulates that

curriculum is not only an individual act, but a social act as well. His guidelines for

lasting changes include training relevant to the change and teacher decision-making
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that counteracts classroom isolation (p. 325).

In an attempt to move in closer to the teacher’s sphere of understanding, and
accommodate a grassroots approach to inquiry, micro-level research has been
conducted at the classroom level. However, results of studies at this level have
been summarily interpreted by macro-level researchers, and teachers appear to take
on a passive role in the research process itself (Poplin, 1992; Rowell, 1985). For
example, Connolly and Clandinin (1988) question whether action research
genuinely defines the teacher’s role as that of inquirer, or "merely the research
assistant for the developer and implementor” (p. 153). They go on to provoke
thought about who actually controls the process, and whether the teacher is
"educated” or "merely trained” as part of an implementation setting. If inquiry is
designed so that the teacher has control as researcher, then, action research can in
fact "...tell the story of who [teachers] really are” (p. 153).

Recently, action research exhibits teachers’ legitimacy as inquirers into
educational change (Bennett, 1993; Calhoun, 1993; Calvin & Crouse, Hirsh &
Ponder, 1991; Johnson, 1993; Lieberman & Miller, 1992, Oja & Smulyan, 1989).
Oja and Smulyan (1989) probe educational change and challenge the more
traditional linear research paradigms that "...possess closed definitions of theory
and inquiry processes which do not relate to nor satisfy the teacher’s experiential
perspective” (p. 204). One of the concerns in their action research study is that if
the teachers on the research teams stop short of probing their applications, sharing
insights and comparing them to an exisiting body of knowledge, they would be
merely problem-solving as opposed to true collaborative action research. In order

for the research to be considered valid, the process must lead to new educational
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theory, a change in practice, and personal and professional growth.

Bennett (1993) reports that the teacher-researcher role is not seen as a
permanent one by teachers, and connects the role distinctly to classroom-based
change:

The notion of teachers as researchers is based on the assumption
that school change is most effectively promoted from within the
classroom; teachers who have systematically reflected on teaching
practices become agents of change. (p. 70)

A type of action research based on "teacher lore" {(Schubert, 1989) is gaining
credibility throughout the profession via published works that are being assimilated
into classroom practice as tried and true recipes that support the notion of teacher
inqui}y into change efforts. Notable examples are the works of McCormick Calkins
(1986), Schwartz (1987), Cambourne (1988), Routman (1989) and Wasserman and
Ivany (1988). By contributing their "teacher lore”, the work of these authors
exemplifies research and theory-building in the daily development of the teacher’s
practice. However, similar additional studies as a substantial body of researchin a
Canadian or provincial context is lacking.

Decision-making. The debate also strongly links the notion of teacher-as-
decision-maker to planning and the inquiry process. Connolly and Clandinin (1985)
invite the reader to "...understand curriculum planning as curriculum inquiry” (p.
185) and to "...see how curriculum change occurs in a classroom through an
individual teacher’s curriculum inquiry” (p. 185). As the teacher in their case study
makes decisions, she works out new practices as expressions of her personal

practical knowledge. Matlin and Short (1991), in addressing the issue of teachers

controlling their own inquiry, observe teacher study groups as "...taking
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responsibility for their own decision-making, not simply accepting the words of
‘experts’” (p.68). Monson and Monson (1993) describe an inquiry model that
addresses a need for teachers "to make decisions about the ways in which
curriculum manifests itself in the classroom"” (p. 19).

A significant body of literature extends the notion of teacher as decision-maker
in the contexts of site-based management, restructuring, and school reform and
team building. Site-based management (SBM) takes an organizational approach,
and focusses on decentralization, or shifts in the paradigm of teacher as follower of
others’ decisions toward increased teacher participation in decision-making
situations (Ambrosie & Haley, 1991; Mitchell, 1990; Monson-& Monson, 1993;
Taylor & Levine, 1991).

Restructuring examines the teacher as a decision-maker in relation to the
system in terms of ownership, empowerment, attitude, involvement, autonomy and
quality of thought (Cherry, 1991; Darling-Hammond, 1993; Glickman, 1990,
1991). For example, Cherry asserts that teachers "...do not wish to ‘control’ the
school in which they teach. They simply want to be involved in the important
decisions that directly affect them and their students and to feel appreciated. for
their efforts” (p. 38). Glickman challenges the assumption of teachers as
"...mindless automatons"” who carry out "...a set of generic practices". He notes
that teachers affirm their professional knowledge through decision-making in the
classroom:

Effective teaching...is a set of context-driven decisions about
teaching....teachers...constantly reflect about their work, observe
whether students are learning or not, and then adjust their practices
accordingly. (p. 6)

Writers of school reform and team building reveal more specific characteristics
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about the role of the teacher in decision-making as a school-wide process
(Huddleston, Claspell & Killion, 1991). Articles address skill-building and group
dynamics (Jenkins & Houlihan, 1990; Maeroff, 1993; Pajak, 1992), as well as
zones of authority and influence (Conley, 1989). Most specifically, Schoeppach
(1992) asserts that the role of the teacher as decision maker, is no longer limited
to "...the use of discretion by the classroom teacher to the most mundane minutia
such as...gum chewing" (p. 100). He goes on to portray teachers as active in such
matters as prioritizing budget items, determining the appropriateness of curriculum
materials and strategies, organizing student groupings, and recommending program
implementation. He concludes:

At the centre of the decision making processes ...are the very

teachers who will be responsible for carrying out those

decisions...The implementers are the decision makers. (p. 101)
It follows that researchers would do well to probe further into the characteristics of
the role of the teacher in decision-making as a classroom-based process.

Voice and leadership. Fullan’s work strengthens the theme that lends voice and
authority for "change in practice” to the classroom teachers because, as he asserts,
"this level is closest to instruction and learning" (Fullan & Stiegelbauer, 1991, p.
37). Glickman (1991) suggests that "teachers be given equal voice in all decisions
about teaching and learning” (p. 8). The notion of voice and an expanded role for
teachers as leaders is also supported by Gitlin and Price (1992). This. voice has yet
to assume a solid place in terms of legitimized teacher authorship in the educational
journals of the field.

For the past three years {1991-94), the Ontario Teachers’ Federation has been

involved in a province-wide initiative known as "Creating a Culture of Change".
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The philosophy behind the project is the conviction that teachers "...take charge of
their professional growth and actively participate in the change process" (p. 1).
Project Facilitators are seconded to help in creating a network whereby teachers
may engage in inquiry, support decisions, and share knowledge, experiences, and
expertise. This Project is committed to providing opportunities for teacher-

leadership in carrying out change.

Personal Views of Curriculum Change

A clear position by teachers on curriculum change is complicated by the
idiosyncratic ways by which they accommodate change in the daily operation of the
classroom:

Teachers are legitimately preoccupied with coping with the everyday
demands of classroom and school life. Discipline, extra-curricular
duties, meetings, marking tests, planning the next day’s or next
week'’s lesson, covering the curriculum can easily take all the
teacher’s energy. (Fullan & Park, 1981, p. 26)
In an effort to articulate the complexities of the schooling process, a study by
Berlak and Berlak (1981) develops a set of concepts known as dilemmas that
represent a range of positions on education and are tied to the practical issues that
teachers face. Huberman’s study (1988) discovers four distinct stages in the
career cycle of teachers, which may have some bearing on their capacity to cope
with change.
Doyle and Ponder (1977-78) conclude that teachers exercise their practicality

ethic when making decisions about change. They go on to suggest that in order to

alter beliefs, teachers need to be prepared to move beyond coping and accept some
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of the responsibility for professional growth. In an attempt to develop an
understanding of teachers’ efforts at change, Bascia (1993) suggests that "public
conflict between the Ministry [of Ontario] and teachers’ organizations” with regard
to reform initiatives could be allayed by an effort on the part of both groups to
clearly articulate a coherent philosophy and position on the issue, and consquently
"...help to legitimize the reform process” (p. 9). A growing body of research is
beginning to imply a position emerging from the personal revelations of teachers as

they carry out curriculum change.

Teachers, both individually and collectively, possess certain common
characteristics that become significant personal factors when dealing with

curriculum change:

Teachers develop a common language which will bond them to the innovation.

Judith Warren Little (1982), in her study of work practices in six urban schools,
mentions that teachers engage in " frequent, continuous and increasingly concrete
and precise talk"; and by doing this, they build up a shared language that defines
and supports new practices, and that may become a bonding factor in teacher
networks. (p. 328). Networks are a similar focus for discussion in Calvert and
Crouse (1987, p. 21); Lieberman and McLaughlin, (1992); and Steffin and Sleep,
(1988, p. 15). Coaching is also a phenomenon which, according to Showers
(1989) "develops the shared language and set of common understandings
necessary for the collegial study of new knowledge and skills" (p. 189).

Lezotte (1990) adds that people who work in a school need a common language
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that is a language of improvement, and furthermore, everyone should be "schooled"”
in that language. Schools in change need to be able to articulate the change
process. (p. 7).

Teachers display a wide range of attitudes toward innovation. Rogers and

Shoemaker (1971), in their landmark study of human behaviour in the context of
innovation, came up with a range of adopter categories that is generalized across
different occupations. Their study draws attention to adopter subgroups, from the
risk-taking enthusiasts to the semi-isolate antagonists. The study holds particular
significance for change agents, development planners and administrators who face
implementation. Similarly, Sarason (1982), in his study of the adaptation of federal
programs,. supports the existence of adopter categories by grouping peopie into
"good guys" (supporters), "bad guys” (resistors), and "no interest” (p.80).

Schwab (1983) reinforces the notion of the interpretive disjuncture when he
writes about a barrier that consists "on the side of scholars, of snobbery toward
nonspecialists, often expressed as a benign and irritating_ patronage of
teachers,...and consists, on the teacher’s side, of subservience to specialist status”
(p. 253). He recommends strongly that teachers must be significant members of
curricular groups and acknowledges social science theory that supports the variant
behaviours and attitudes of teachers in the classroom toward change and learning.
As well, he suggests that various types of teachers must be representative in the
curricular group, such as problem-solvers, users and subject specialists. Because
the individual concerns of teachers vary within any group, Schwab suggests that it
is necessary to personalize staff development activities as much as possible.

Fullan (1982) suggests that it is not level of education or years of experience
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that matter so much as district and school conditions in which teachers spend their
time. Depending on the conditions, innovators and hard-core resistors are found
among all ages and levels of education.

Teachers vary widely in their competence and readiness. Thus, they undertake
curriculum change in varying degrees. On one hand, a step in the process of an
instructional strategy may be adjusted; whereas on the other, textbooks may be
replaced by a growing resource base of children’s literature. As needs are met,
new concepts are accepted and philosophies modified. This notion is supported in
a synthesis of adult learning theory by Calvert and Crouse (1987) who state that:

AdLll|tS come to the learning situation with a wide range of
experience.. These experiences are an enormous resource in the
learning situation and should not be ignored. They provide a wide
base on which to build new learning. (p. 11)
Variations in teaching experience as a factor in competence and readiness is
directly related to what has been referred to as the "teacher’s sense of efficacy"”
(Fullan, 1982, p. 72). This trait is found to have a positive correlation with staffs
who place an emphasis on school-wide goals and improvement in student learning.

Teachers find satisfaction in contributing to as well as using new_knowledge
about curriculum. Teachers need to move from adopting the innovation, to
conceptualizing and living it in their own way (Glickman, 1990; Grimmet, Rostad &
Ford, 1992; Maeroff, 1993). For example, J. Harste (1990) describes teachers as
moving through four stages when coming to terms with Whole Language as an
innovation: (a)jumping on the band wagon, with no ideas of the proper theory or
methodology; (b) trying out models and theories of experts in the field; (c)

generating their own perceptions and ideas into the curriculum; and (d) gaining

confidence with the innovation as it is stabilized, using the classroom to develop or
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extend a new theory, and solving problems with colleagues.

Good teachers constantly adjust their goals and technigues as they work, and
demonstrate leadership in the process. Park and Fullan (1986, p. 4) note that "
Teachers are repeatedly demonstrating their leadership by continually negotiating
and solving problems within the classroom. They must be prepared to make
mistakes and learn from them if they want to get on with educational change."
Calvert and Crouse (1987) portray the classroom as a "living laboratory requiring
experimentation and risks, moving from the comfort of the known to the discomfort
of the unknown...It may mean getting worse before getting better" (p. 33).

In a review of research from 1975 to 1989 that explores the problem-solving
behaviours of teachers as they set goals and make decisions, Fullan (1991)
describes in detail the "daily subjective reality" of the classroom:

...teachers must deal with constant daily disruptions, within the
classroom in managing discipline and interpersonal conflicts, and from
outside the classroom in collecting money for school events, making
announcements, dealing with the principal, parents, central office
staff, etc.; they must get through the daily grind; the rewards are
having a few good days, convering the curriculum, getting a lesson

across, having an impact on one or two individual students (success
stories); they constantly feel the critical shortage of time. (p.33)

Teachers are adult learners in the various stages of the adult life cycle.
Teachers move from exploring new career options during their twenties to a bid for
professional independence in their late thirties. Career-related goals become
significant after the late thirties, when the adult sees either promotion or
professional independence as a marker of success. Essentially, the individual
attempts to "make sense of and draw connections between concepts formed and

the realities of life" (Calvert & Crouse, 1987, p.8).
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Knowles and Associates (1984) present the "andragogical model” as applied to
adult learning, that consists of elements such as climate setting, self-directed
learning, contract learning, individualized instruction, experiential learning, process
-designs, peer helping, self-diagnosis, self-evaluation and reflection (p. 417). An
essential characteristic of the model is flexibility, as it need not be applied totally,
nor without modification. Knowles et al perceive that the andragogical model
satisfies a construct for the natural way in which aduits learn, and can be applied to
address the "...accelerating pace of change owing to the knowledge explosion and
the technological revolution,” and the resultant necessity that adults become
lifelong learners in order to avoid "becoming obsolescent” (p. 422).

In the context of the aduit life cycle, the notion of staff development as linking
both personal and professional growth for teachers is supported by several
researchers (Calvert & Crouse, 1987, p.5; Lipman, 1991, p. 26; Matlin & Short,
1991; MacKeracher, 1984; Park & Fullan, 1986, p. 13). Fullan and Hargreaves
(1991) add a personal dimension to their view of teachers by noting that "teaching
is bound up with their lives, their biographies, with the kinds of people they have
become” (p.25). In a June 1993 keynote speech, Fullan summarizes the key
factors in the making of a teacher as "the adult life cycle"(personal), "the career
stage"(professional) and "gender”.

The vision statement issued by the Ontario Teachers’ Federation (1993) for the
"Creating a Culture of Change" project incorporates the position of teacher as
follows:

Teachers are committed to lifelong learning and as such interact and

collaborate in the transformation of curriculum, program, practices
and behaviours to ensure success for each and every learner. (p.1)
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The links between teachers, adult learning, curriculum change, and student success
are evident. A coherent position on the issue of curriculum change that derives

from teachers’ personal beliefs and values remains obscure.

Summary

This chapter is organized according to four perspectives in research focussing
on the teacher. First, change is rooted in human thought and action that
specifically involves the teacher. The nature of teacher involvement is illustrated
through personal and professional relevance, and the interdependence of
phenomena surrounding change efforts. There is an implication that it is crucial for
teachers to understand the process of change itself.

Second, with regard to teachers and models for change, innovations at the
classroom level are profiled through system-level frameworks or implementation
models. Literature is examined that probes the suitability of such models, which
appear to address collective implementation and a single innovation, rather than an
individual teacher and multiple changes in the classroom. School- and teacher-
based constructs are also emerging, focussing on teacher inquiry, goal-setting, and
articulation of classroom practice. Researchers question the use of rational models
as guides for the non-rational world of teaching.

Third, teachers are being recognized as change agents, as they prioritize,
organize and carry out change. Three underlying themes in the literature are
explored. One theme is the paradoxical role of teachers in change situations in

terms of pilot projects, collegial teams and control over decisions. A second theme
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is the rhetoric that misconstrues the teacher’s world with regard to the reality of
practice. The third theme is an ongoing debate as to the authority and legitimacy
of the teacher as an influence in the course of change.

Fourth, professional change is shaped by personal views unique to teachers’
experiences. As well, there are common characteristics among teachers, evident in
positions and conclusions publicized by theorists in the field. There are attempts to
define teachers’ attitudes and positions based on teachers’ personal revelations
about issues and idiosyncracies of daily practice. These characteristics are evident
across research studies in relation to language of articulation, range of attitudes,
variations in competence and readiness, knowledge base, and approaches to goal
setting and techniques. In addition, andragogical theory connects the personal and
professional dimensions of teaching to staff development through knowledge about

adult learning and the adult life cycle.
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CHAPTER THREE

Design of the Study

Introduction

Discussed in Chapter Three are the methods used to access and analyze the

personal and professional experiences of participants in the study. The selection of

the research site and the participants that form the sample are presented in the first

section. The second section deals with data collection; data analysis is traced in

the third section. The fourth section comprises a brief explanation of the field

notes and printed material. The fifth section documents the research.

Selection of the Research Site

The Site

The school board is situated in a densely-populated urban and suburban area of

similarly large school boards in southern Ontario. The size of the elementary school
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site allows for both stratifying and clustering the sample and making generalizations
to particular subgroups (Leedy, 1989, p. 118; Patton, 1980, p. 105). The school
reflects a range of teaching experiences and qualifications, equity of proportion in
overall male-female staff ratio, and staff-student balance in each of the Primary,
Junior and Intermediate Divisions. Therefore, selection of a cross-section of the
teachers on staff is feasible, and suits the researcher’s purpose of investigating
common patterns of attitudes and behaviours. Further characteristics of the site
are included in Chapter Four: Presentation of the Data. The unit of analysis
focusses on the teacher in the classroom and thus requires "the natural setting as
the direct source of data” (Bogdan & Biklen, 1982, p. 29) as integral to the
qualitative design. The research process takes place over the school year in order
to parallel the rhythm of the curriculum cycle (Connelly & Clandinin, 1988, p. 76;

Guba, 1982; Seidman, 1991).

The Sample

The theme of the study is broad, namely, change in the classroom. The
research design is open-ended, and from a broad exploratory beginning the
researcher moves to more directed data collection and inductive analysis. Bogdan
and Biklen (1982, p. 59) note that "the data collection and research activities
narrow to sites, subjects, materials, topics, and themes". The researcher applies
this principle to the initial sample selection in the school, narrowing this to a final
cluster sample in an attempt to start in a broad-based way, and move to a more

direct and focussed study. Consequently, the criteria for sample selection is such
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that the researcher attempts to maintain a reasonably representative teacher
population within a manageable focus. Because selection of the final sample is
dependent upon the initial part of the research process and design, and emerges as
a result of the preliminary data collection, the criteria and details of this procedure
are described in Documentation of the Research: Phase One.

Bogdan and Biklen point out that sample size is determined by the size of the
population to which one wants to generalize, the expected amount of variation in
that population, and the amount of error one is willing to accept. Accordingly, the
final sample is expected to represent a cross-section of elementary teachers with a
reasonable variation across three Divisions and grades K - 8, limited to the size and
nature of the school site under study. The researcher anticipates that replication of
the research design at other similar sites would either generalize, confirm or negate

information that emerges from this study.

Data Collection

Information was collected mainly through interviews, as well as through a
professional information form and an open-ended survey. These methods are found
by Anderson and Burns (1989) to be "the major source of evidence used in studies
of teachers” (p. 270). The researcher also kept field notes and collected printed

material to supplement and verify verbal information.
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Interviews

The open-ended interview form can be found in Appendix A.01. This interview
was designed by the researcher as a preliminary method of addressing the purpose
of the study, which is to provide data about the nature of teacher-initiated change
efforts. In conceptualizing the interview, the researcher referred to Patton (1980)
as an expert in the field. Consideration was given to the types of questions, as
well as wording, sequencing, clarity and format. Feedback on the quality of the
questions and their relevance to the purpose of the study was also sought from the
thesis supervisor before a final draft was submitted as an appendix to the thesis
proposal.

The interview consists of seven questions directly related to the research
questions proposed in Chapter One. For example, questions #4, 5 and 6 inquire
about how teachers prioritize, organize and-carry out change, deal with program
and focus, and how they track progress. Each question is open-ended to allow for
a free flow of discourse, and generic to maintain the themes of the principal
research questions across the responses in the sample (Merton, Fiske & Kendall,
1990).

Bogdan and Biklen (1982) caution the researcher against controlling the content
of the interview, and advise the researcher to form open-ended questions to
encourage the subject to talk in the area of interest. The researcher can then
“probe more deeply, picking up on the topics and issues that the respondent,
initiates” (p. 135). In accordance with this premise, the questions are arranged

logistically to establish a comfort zone during the early stages of the interview -
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between the researcher and respondent. Thus, respondents are given the
opportunity through question #1 to talk about changes articulated previously in
their responses to the open-ended survey--changes of which the researcher is also
aware. In addition, question #1 also provides for a noncontroversial response
related to the types of changes that teachers choose to carry out (Patton, 1980,
p.210). The interview structure gradually shifts to questions that require more
detailed information and personal opinion.

As each interview was completed, the responses were charted as a frequency
count. The content of the responses was tracked throughout the frequency count
to validate the consistency of the information and interpretation of the questions
across the initial sample.

Additional focussed and final interviews were designed in order to explore in
detail and extend responses from the first round of open-ended interviews. The
questions for these interviews emerged from the data of the open-ended interviews,
and were in essence part of the research process (Wolife & 1iymitz (1977).

Space was allotted on the interview forms for recording notes particular to each
interview respondent and situation, such as overt behaviours, time of day, and
context surrounding the arrangements made for each interview. With a view to the
quality of participants’ responses, all interview questions were analysed according
to Patton’s (1980, p. 210) " Matrix of Question Options" to ensure that all areas of
inquiry within the scope of study were covered. This Matrix is displayed in
Appendix A.02 as the "Analysis of Interview Questions". The entire interview

process is discussed under Documentation of the Research.
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The Professional Information Form

The professional information form can be found in Appendix A.03. This form
consists-of four sections designed to gain information about the school staff about
teaching experience, professional qualifications, current and previous teaching
assignments, and extra-curricular/committee responsibilities. Time was set aside
for staff to complete the form immediately following the initial presentation that
introduced the thesis project. In general, the professional information form is meant
to provide the researcher with data that would confirm the researcher’s perception,
after prolonged engagement on site, of the experience base and culture of the

school staff in a professional context.

The Open-Ended Survey

The open-ended survey can be found in Appendix A.04. This survey addresses
in part the research question: What types of changes do teachers choose to
activate that are related to their overall program or particular areas of focus within
their program? The six questions formulated by the researcher in this survey are
based on the assumption that all teachers at the site are carrying out their program
within the expectations explicit in the performance descriptors of the Teacher
Performance Appraisal manual distributed by the Board of Education of the school
under study. Accordingly, the survey questions allow for response variations
related to scheduling, unit and theme planning, strategies, use of space and use of

resources.
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The purpose of the survey is to identify substantial changes that staff members
intend to carry out, and thus act as a criterion in the initial sample selection
process. Through the survey, prospective participants would be articulating what
they choose and perceive to be change efforts within their program. Their
individual responses in this survey would be a starting point for inquiry, discussion

and data gathering.

Data:Collection Procedures

Procedures related to field entry and decisions affecting the collection of
preliminary information are presented in Documentation of the Research, Phases
One and Two.

Interviewing was the dominant strategy for data collection. The open-ended
interview was conducted with 13 participants between January and March. One
interview was only partially completed due to time constraints and this data was
put aside. The remaining 12 participants became referred to as the initial sample.
Discussion surrounding question #1: "Tell me about the change you have in mind”,
was initiated from responses in the open-ended survey on the premise that the
participant aiready had a particular change in mind. This premise had been agreed
upon by both the researcher and the participant when the interview had been
booked.

Interviews were conducted as a combination of the interview guide approach and
a standard, open-ended approach (Patton, 1980). This meant that all questions

were asked of all participants in order to obtain similar information across the initial
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sample. It was important that a common body of information emerge from the 12
interviews in order to use it as a basis for narrowing the sample. Open-ended
qguestions were used as a guide, and probes were used to elicit more detailed
responses, or to clarify. For example, a probe following a response to the question:
"What methods will you use to organize/keep track of this change?” was, in one
case: "How do you organize from unit to unit?”; and in another: "How do you act
upon your reflections?”

After the open-ended interviews were completed, the sample was narrowed to
six participants and this sample became referred to as the final sample. The
selection process and criteria related to the final sample is described in
Documentation of the Research: Phase One.

Focussed interviews were conducted with the final sample of participants, and
were followed up with a round of final interviews. One participant out of the six
undertook a combined focussed/final interview due to scheduling cancellations and
conflicts. The focussed interviews took place in the participant’s classroom at the
researcher’s request, in an area of the room comfortable to the participant. The
purpose of the focussed interview was to probe for details related to the
participant’s change 'efforts. "The researcher intended that the participant’s
classroom be used as an immediate reference point, or area whereby the participant
could produce or indicate concrete examples during the course of the interview.
The final interview was arranged-and took place whenever and wherever
convenient, as the school year was drawing to a close, scheduling was very tight,
and contacts tended to be last minute. The purpose of the final interview was to

cover any areas left untouched by the focussed interview, and to individualize the
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questioning so as to saturate common information related to the principal research
questions across the final sample.

All interviews were audio-taped, transcribed verbatim, and organized in files
according to type of interview. With reference to closing data collection, Patton
(1980) points out that "there is no definite point at which data collection stops and
analysis begins. Over the course of the fieldwork one process flows into another”
(p. 184). Bogdan and Biklen (1982) view this stage as "data saturation”, or "the
point ...where the information you get becomes redundant” (p. 64). The researcher
decided to close data collection in June of year two primarily because it was a
natural break in the school year and a time when teachers were reflecting on their
efforts. The researcher also noted that data saturation was indeed evident, as the
interviews were beginning to produce repeats of information (Kirby & McKenna,
1989. p. 138). As well, categories of talk were emerging from an on-going
analysis of the transcripts as they were being produced.

In general, the data collection resulted in over 400 pages of field texts. These
texts were in the form of transcripts of 23 separate interviews, written
observations, diagrams and reflections by the researcher, and responses from the

information form and survey.

Ethical Concerns

All interviews at the initial stage were conducted in the same manner and took

place in the researcher’s classroom, in private with the door closed, at a table at
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the back of the room. The researcher took particular care to avoid disclosing any
information th\at would lead staff members to gain knowledge of who was
participating in the interviews. Therefore, no one knew, unless of their own
volition, who else was involved in the study.

As well, consent was obtained from all participants to tape record the interview.
At the beginning of the interview, the researcher carefully outlined the following
procedures: (a) all information would be kept confidential; (b) the researcher’s role
was to be impartial during the questioning; (c) individual quotes in the written
report that might implicate or identify the participant would be used only with the

consent of that participant.

Data Analysis

The constant comparative method was used, (Bogdan & Biklen, 1982), meaning
that as the study proceeded, emerging categories were re-defined according to
additional data. In a similar vein, Patton (1980) describes the process of inductive
analysis, which means that "the patterns, themes, and categories of analysis come
from the data” (p. 306). The constant comparative method is appropriate for a
research design that incorporates multi-data sources, and involves the combination-
of data collection with analysis. A variety of participants and classrooms was
studied, and coding was ongoing. New material was integrated into the developing
theoretical categories until their dimensions were exhausted to the point of
theoretical saturation.

The researcher assumed a speculative approach to analysis in the field (Bogdan
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& Biklen, 1982, p. 155) by planning data collection sessions in the light of previous
ones; by writing notes that directed theory formation; by exploring literature for
relevant perspectives; and by mentally playing with concepts.

First, descriptive matrices were set up based on itemized responses to the
professional information form and the open-ended survey. Information was ordered
along comparative axes according to the development of the sample selection, as
well as by school Division. Key words written by the respondents were entered
into the appropriate cells. The purpose of the matrices was to define the
characteristics of the sample and to portray the extent of the changes that were
being considered by the teachers at the start of the school year.

Second, as transcripts from the open-ended interviews were completed, the
researcher initiated a preliminary analysis by listing emerging categories of talk.
These categories were re-defined as additional transcript data was compiled. In
developing category systems, the researcher consulted Guba (1978, p. 53) and
looked for recurring regularities in the data that could be sorted according to two
criteria: "internal homogeneity" and "external heterogeneity”. Guba explains that
the first criterion "concerns the extent to which the data holds together" (p. 53)
and the second criterion "concerns the extent to which differences are clear" (p.
53).

A descriptive matrix was then set up based on the categories of talk and
ordered according to each participant. Frequency counts were graphed on this
matrix, to inspect the categoriés for thick description; to use content as one of the
criteria for narrowing the sample; and to address empty cells of information through

the formation of questions for the focussed interview. As the first round of
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interviews was being completed, the researcher coded the categories of talk
numerically and began to apply the code to loosely-defined, context-bound units of
information directly on the interview transcripts. The final sample of six was
selected, and the transcripts from the ‘outliers’ (the remaining six) were set aside.

Third, a composite descriptive matrix was set up as an ongoing process that
included data from the rounds of focussed and final interviews. This matrix acted
as a check to ensure that a common information base across the final sample was
being maintained through the interview questions. The researcher continued to
code units of information in the transcripts numerically by categories of talk, until
all transcripts were completed and filed. Source codes were then determined for
specific units of information that fell within the context categories of talk. These
units are referred to as "bibbits" by Kirby and McKenna (1989):

Bibbit: a passage from a transcript, a piece of information from ...[a]
snippet of conversation recorded on a scrap of paper that can stand

on its own but, when necessary, can be relocated in its original
context. (p. 135).

Specific criteria for defining the units is discussed under Documentation of the
Research. Copies of the transcripts were cut up and the ‘bibbits’ arranged into
category sets.

Fourth, the researcher decided at this point to take a two-prong approach to
data analysis. The interview transcripts were subjected to a context analysis and a
content analysis. The context analysis was applied to determining the category
sets of talk. The content analysis consisted of extrapolating and hiliting comments
from the transcripts that related directly to the research questions.

Finally, all information from the context and content analysis was transposed via
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word processor to point form summary sheets, which included key words,
researcher interpretations, and verbatim statements and phrases. This resulted in
43 pages of text in reduced print size. From the summary sheets, the researcher
further analysed and synthesized the information into appropriate data
presentations, which include descriptive and role matrices, graphs; classification,
interpretation, and verbatim charts; quadrant plots and graphic flowcharts.

A further discussion of the daily procedures and decisions particular to the data
analysis is presented in Documentation of the Research. Data displays specifically
related to the outcome of the study are offered in Chapter Four, Presentation of the

Data.

Field Notes and Printed Material

Fieldnotes were kept in a diary, and notes were entered and organized as
descriptive, personal, methodological, theoretical, or related directly to the research
questions. An example of this organizer is found in Appendix A.05, as "Field
Notes: Considerations". Patton (1980) points out that the ideas formed during data
collection are in fact " part of the record of field notes. Whether one is doing in-
depth interviewing or observations it is important to keep track of these analytical
insights" (p. 297). Notes were written on informal conversations with participants
related to their change efforts; references made by staff to curriculum change
during meetings; comments made by staff in the staffroom during recess and lunch

breaks, related to the change efforts described in the open-ended survey and in
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interviews. In addition to the anecdotal notes, the researcher sketched in detail,
diagrammatic representations of three of the participants’ classrooms and included
any changes that took place over the course of the year. Printed materials were
requested when they were relevant to the emerging data, were sorted, and set
aside. Examples of collected materials were: minutes and agendas of staff, division
and Curriculum Growth Team meetings; samples of participants’ schedules, long
range plans, daybook pages, and unit plans; weekly staff communiques; student
work samples; and daily reflective notes on teaching. Generally, the field notes
were utilized to confirm information and set direction at the start of the study. The
collection of printed materials served as verification of information and researcher
interpretation throughout the interview stage, as well as a reference point for

further inquiry and clarification.

Documentation of the Research

Documentation of the research forms part of the audit trail through which the
research process could be replicated (Kirby & McKenna, 1989; Lincoln & Guba,
1985; Merriam, 1985). Merriam (1985) refers to several authorities who define the
audit trail as a "chain of evidence" left by the researcher that is "detailed enough to
...allow an external auditor to ascertain the credibility and reasonableness of the
findings" (p. 211, 212). Specific analysis and synthesis procedures that may have
had an influence on the outcomes of the study were logged in a separate journal,
adapting the qualitative analysis documentation (QAD) Form (Miles & Huberman,

1984). The content of this section is derived primarily from the notes in this
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journal. Discussion of the documentation will be organized in four phases: phase
one, planning and engaging in the field entry; phase two, actions and decisions
related to the data collection; phase three, steps in the initial analysis and
preparation for in-depth analysis; and phase four, follow-up stages and post-data

analysis.

Phase One: Planning and Engaging in the Field Entry

The researcher accepted a teaching position on the research site, and
simultaneously arranged the support of the Principal for the express purpose of
carrying out the study. The Principal also requested that the researcher agree to be
the Co-ordinator of the Curriculum Growth Team (CGT) as part of a school-wide
initiative. The researcher agreed with the notion in mind that the position would aid
in getting to know the culture of the school with regard to change (Seidman,
1991). Although Bogdan and Biklen (1982) advise against this approach, the
researcher was not already "...intimately involved in the setting” (p. 57). Upon
assuming teaching duties, the researcher had not been previously acquainted with
any other staff member in the school.

The first year (year one) was utilized for establishing credibility through
"prolonged engagement” (Lincoln & Guba, 1985, p. 302). Support for carrying out
the study was solicited through informal conversations about the researcher’s
involvement with graduate courses, development of the thesis proposal, and
preparatory comments during staff and CGT meetings. Ease of access to the site

enabled the researcher in year two to merge with the school culture, converse and



57
take notes fairly unobtrusively, and shape the research design to fall in with the
norms of the school year. Because the design required frequent individual and
intermittent contact with teachers on staff, the researcher later found it
advantageous to be on-site for scheduling last-minute interviews. In June of year
one, written permission was obtained from both the Principal and the Area
Superintendent to carry out the study according to School Board Policy.

The cover letter, consent forms and professional information forms were
distributed and collected on a Professional Activity (PA) Day in September of year
two. These forms were then arranged according to consenting and non-consenting
staff, and filed. The cover letter and consent form is displayed in Appendix A.06
and A-.O7‘, respectively. On a PA Day in October, staff filled out the open-ended
survey. At this ’;ime, the researcher pointed out that the responses on the survey
would be used to establish a topic for the first round of interviews. Completed
forms were collected by the researcher on the spot; some were returned to the
researcher’s school mailbox; others, the researcher followed up on by personal
contact and reminder memos. Throughout December and January, all returned
forms were collated, filed, and coded to ensure anonymity. All information
contributed by participants was coded using pseudo-initials, and was not made
available to any other participant in the study. A summary of consents and non-
consents and the process related to sample selection is found in Appendix A.08.
Four consenting participants were deemed ineligible for the following reasons:
pregnancy leave; death in the family; difficulties in establishing an interview time;
team-teaching with the researcher. A profile of consenting participants was

compiled to graphically set up and maintain a representative sample, with gender
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and teaching Division as the critical attributes. Through the selection criteria and
eligibility conditions, the sample was reduced to 12. Thus, the researcher decided
to go with this group as a viable initial sample with which to conduct the first round

of interviews.

Phase Two: Actions and Decisions Related to the Data Collection

A scatterplot given in Figure 3.01 illustrates the overall interview schedule from

January to June of year two.

Scheduifed Dates

31 -oo‘ +
+
26 & + -
'l
21 +
16 o . B
[ ]
*
11 M .
6 o +
[ ]

1!flT1ﬁlIlll‘fl‘ﬁl‘fllIrIl'

DJ F MA MJ J

e s ] ap au u

on b rr yn i

e Y

Months in the Interview Process

Figure 3.01. Schedule of interviews.
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All interviews were scheduled during natural breaks, such as before and after
school hours, during lunch hours, or scheduled prep periods. The interviews ran
from 15- 30 minutes in length, and the researcher confirmed the availability and
comfort of each participant with this time consumption before and during the
interview process.

Twelve interviews were conducted with the initial sample from January to
March. Five interviews were carried out with the final sample throughout April and
May. Six interviews completed the process in June, with one of those being a
combined focussed/final interview. A temporal flowchart, Figure 3.02, of the

resea_rch process depicts adjustments that emerged between the proposal and the

actual plan.
Research Process (proposed) Research Process (actual)
PRESENTATION ON RESEARCH THESIS TOPIC AND RATIONALE
PRESENTATION ON RESEARCH THESIS TOPIC AND RATIONALE
v SEFT- CONSENT TO PARTICIPATE
CONSENT TO PARTICIPATE GENERAL DEMOGRAPHIC INFORMATION
GENERAL DEMOGRAPHIC INFORMATION
A 4
| . . ‘
GE ON STAFF es ocT. OPEN-ENDED SURVEY ON STAFF CHANGES
L 4 .
NOV./DEC SCHEDULE OPEN-ENDED INTERVIEWS
4 DECIDE ON “CHANGE TOPIC’)
OPEN ENDED INTERVIEW ! 13 STAFF MEMBERS
10 - 12 STAFF MEMBERS :
L 4
JAN.-MAR. CONDUCT OF INTERVIEWS
MAY SPECIFIC INTERVIEW(S)
4 - 8 STAFF MEMBERS
APR./MAY FOCUSSED INTERVIEWS
6 STAFE MEMBERS
JUNE FINAL INTERVIEWS
6 STAFF MEMBERS

Figure 3.02. The research process: a comparison of proposed and actual.
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Interview schedules were affected by several interruptions in the daily life of the
staff, and what resulted was a progressive delay of the research process that was
dependent upon the ebb and flow of the school year.

The open-ended and focussed interviews were set up using a form which
facilitated note-taking while in progress. These notes aided in raising queries about
clarification, interpretation, or probes for more details during the course of the
interview. Each participant was also given a copy of the form, with questions only,
as a visual reference. After the interview, the researcher used the back of the form
to add notes that reflected the context of the situation, the approach taken by the
participant, or the direction that the next interview might take. The procedure for
the final interviews differed only in that the researcher had compiled questions
specific to each participant that had emerged from the data and previous
interviews. Therefore each participant was not given a generic set of questions as
a visual reference.

The accuracy of the verbal data was verified through member checks during the
course of the interview situations. Interpretations and conclusions by the
researcher were clarified with participants as part of the dialogue, and thus,
according to Lincoln and Guba, "...put the respondent on record as having said
certain things and having agreed to the correctness of the investigator’s recording
of them” (p.314). By carrying out three rounds of interviews, the researcher made
every effort at obtaining narratives of thick description to allow for transferability.
In other words, an extensive data base was compiled "to enable someone
interested in making a transfer to reach a conclusion about whether transfer can be

contemplated as a possibility” (Lincoln & Guba, 1985, p.316). Seidman (1991)
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also supports the use of multiple interviews because the process checks the
"internal consistency"(p. 17) of what the particpants had to say.

A thesis log was initiated as a computer file by the researcher to supplement
the field diary. This log kept track of actions and decisions related to the daily
reflections and brainstorming that shaped the direction and focus of the study. For
example, memos included references to acquiring recent research literature or
contacting people; or to interview schedules and adjustments in the research
process. In addition to the interview and computer notes, the researcher made
notes on the transcripts in the form of reflective comments, queries that would
elicit more detail, and verification checks across the participants’ transcripts, or the
different sources of printed information. All of these notes eventually replaced the
field notes, as the researcher moved more into the interview data, analysis and
verification, and away from collecting information about the site, its culture, or the
direction of the methodology. The researcher decided in February to discontinue
the field diary, due to lack of opportunity to observe other relevant situations
involving the participants during the more focussed stage of the study.

Questions for the focussed and final interviews were emergent in the sense that
they were based on the reflective notes from the transcripts, the frequency counts,
and emerging categories of talk; and constantly checked for relevance against the
principal research questions. The development of the interview questions and their
relationship to the overall study is illustrated in a reverse dendrogram in Appendix
A.09. A dendrogram usually moves from specific units of information to a general
concept (Miles & Huberman, 1984). The researcher adapted this format in

constructing the dendrogram in reverse, in order to demonstrate how the inquiry
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moved from the general research questions to the specific. The questions had to
maintain the theme of the study and yet remain true to the unique perceptions of
the participants. Therefore, the move to individualized questions elicited the thick
description necessary for credibility and data closure.

As the interviews were completed, copies were made of the transcripts to allow
for preliminary analysis, which included determining and coding the categories of
talk, and writing researcher notes. Two main sets of the transcripts were organized
and filed according to type of interview, under Categories of Talk and Reflective
Notes. All transcripts were filed according to type of interview and date to ensure
accuracy of reference in presentation of the data as quotes or vignettes. In order to
preserve the anonymity of the participants, the researcher decided to omit the year

in the reference code.

Phase Three: Steps in the Initial Analysis and Preparation for In-Depth Analysis

Data from the professional information form and the open ended survey was
organized into composite matrices according to the development of the sample
selection along a horizontal comparative axis, and along a vertical axis to fit
conditions according to the items on each form. For example, cells were
constructed from the professional information form to illustrate teaching
experience, years at present school, levels taught, present teaching assignments,
changes in assignments, qualifications and courses, at variance with the sample
selection axis. Cells related to the conditions from the open-ended survey were

designated as: schedule, units/themes -introduce, adjust, extend,
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strategies/approaches, space, and use of resources. The matrices were organized
so that the researcher could isolate one condition and display it as a chart
possessing self-contained relevance to the concepts and constructs emerging from
the interview data.

From the interview data, context categories of talk were shaped and refined to a
list of 18 categories as the transcripts were scrutinized by the researcher. This list
of context categories is found in Appendix A.10. The process involved reading
through one transcript and attaching a definitive word to a category of talk that
seemed to repeat its theme throughout the dialogue. As the list increased, the
category definitions were either confirmed or subsumed into other categories by the
data present in the transcripts that followed. The researcher also attempted to find
the most accurate definition for that category as the data supporting it increased.
For example "setting priorities” eventually became the "decision-making” category;
and "methodology”, "strategies", and "routines" became subsumed under
"methodology”.

Once all of the transcripts had been coded for categories of talk, the researcher
began to define the units of information, or bibbits. Again, the researcher read
through the transcripts and ruled off bibbits according to any of the following
criteria:

1. each unit is context-bound; that is, it can stand on its own in terms of
meaning;

2. each unit is based primarily on one category of talk, assuming that other
categories interface with that pattern of thought;

3. each unit may be distinguishable through conjunction cues, such as
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"and", "but", "also", "although”;

4. units may be tied by causal cues, such as "so", "if", "because";

5. units may be bound by the repetition of key words within a passage,
e.g., repeats of "organization";

6. a unit may be a general statement with supporting details or examples.

As the unit coding was completed, the researcher cut out all of the bibbits and
sorted them, according to context category, into 18 manila envelopes that were
labelled with each category. The contents of each envelope were then transferred,
using peel-off tape, on to large context category charts and sorted into sub-
categories if the information lent itself to this procedure. This method gave the
researcher a good deal of flexibility with which to massage the data, as the units
could be moved around on the charts as meanings and relationships were explored.
This preparation represented the context analysis strand of the two-prong approach
to analysis of the data.

Simultaneously, the researcher undertook a content analysis directed at
extrapolating language from the transcripts that referred to: (a) types of changes;
(b) actions through decision-making; and (c) metaphorical or figurat@ve language
used to describe the change efforts. The language that fell within each of these
three content areas was color-coded, hilited, and superimposed on the two main
sets of transcripts in order to avoid dealing with multiple sets and an
overabundance of paper. The purpose of the content analysis was to create a data
set directly related to the principal research questions. For example, actions
through decisions was expected to offer information that would fulfill the question:

How do teachers prioritize, organize and carry out these changes? The researcher
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decided to inspect for metaphors because this type of language represents a
personal frame of reference through which people view phenomena. The notion of
metaphors in teachers’ narratives of experience with curriculum planning is
developed by Connelly and Clandinin (1988), as they investigate teachers’
personal/practical knowledge. Hence, it is expected that metaphors help to fulfill
the research question: In what ways do teachers personally relate to professional
change?

All of the data analysis procedures were also carried out with the outlier
transcripts; that is, the six participants who had been part of the initial sample and
the open-ended interview. It was the intent of the researcher that information from
the outliers would act as a feasibility check and part of the "referential adequacy”

(Lincoln & Guba, 1985, p. 313) in comparison to the data of the final sample.

Phase Four: Follow-up Stages and Post-Data_Analysis

Following the closure of data collection in June of year two, the researcher
moved from preliminary analysis into post-data analysis. An interim period at the
beginning of year three (September to December) marked the preparation of the
data through the initiation of the context and content analysis. Data from both
analyses were summarized on the computer and printed out on summary sheets, as
described in Analysis of the Data. Data common to four or more out of the six
participants in the final sample represented a majority, and was considered to be a
significant finding.

To elaborate further in the context analysis, the bibbits on each context
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category chart were scrutinized for patterns of thought, repetitions, clusters of
meaning, logical sequences, and accordance across the sample. As well, the units
were grouped for possible sub-categories of thought. A summary page was created
for each category, which represented the researcher’s inspection within each
category. These summary pages were then used as the data-reduced sources for
an inspection across categories. Rather than choosing category combinations at
random, the researcher had earlier identified and tallied category combinations of
the teachers’ talk from the transcripts during the first coding process. A summary
of these category combinations is found in Appendix A.11. This summary was
used as a basis for choosing the category combinations for inspection across
.categories, as it manifested what was already present in the data. Throughout this
process, the researcher considered a combination from the tally, pulled out the
representative summary sheets, and created a cross-classification comparison chart
between the categories. In searching for relationships, the researcher used the

following x/y construct as a guide to gaining meaning and filling in the cells:

1. Strict Inclusion is a kind of
2. Spatial is a place in
3. Cause-Effect is a result of

is a cause of ,
4. Rationale is a reason for doing v
5. Location for Action is a place for doing v

6. Function is used for \Y
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7. Means-End is a step(stage)in

8. Attribution is an attribute of

The researcher decided that the relationships that became evident in the context
analysis via this synthesis process would be used in confirming interpretations and
concepts arising from the other forms of data analysis in the study.

The summary sheets for the content analysis consisted of a verbatim transfer of
the hilited data, organized according to each respondent. One exception was the
types of changes, which were partially verbatim, and partially a close interpretation
by the researcher within the surrounding context of the interview dialogue. The
units of information in each of the three content areas lent themselves very much
to sub-categorization and clustering. The researcher also searched for central
tendencies in the form of themes across the clusters of categories, and also running
through the sampie. For example, the types of changes that the teachers talked
about appeared to be layered and interfaced with many other simultaneous
changes. Therefore, the researcher considered the plausibility of clustering the
changes. With regard to metaphorical expressions, the researcher noted a central
tendency that depicted a perceptional approach to each teacher’s changes. Actions
through decisions that were common across the majority of the sample were re-
arranged from the summary sheets, grouped and identified. The identified actions
appeared to fall within an operational sphere of strategies. The researcher then
considered the plausibility of a relationship between the three areas of content,
once analysed and reduced to meaningful concepts. The figures and findings of

this in-depth content analysis is displayed in Presentation of the Data.
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The researcher made every attempt to incorporate verification methods as an
ongoing measure from the onset of data collection. Consideration was given to the
process detailed by Patton (1987, p. 162). As a part of post-data analysis,
verification methods included an ongoing check of all units of information for
feasibility with the outlier portion of the sample; a comparison of emerging data
between the context and content analysis, which represents two types of
processes; and confirmation checks of interview data against field notes and
documents. References to the change efforts were traced back repeatedly to the
information first contributed on the open-ended survey. Dialogue about muitiple
changes was confirmed as well through the professional information form and the
open-ended survey. Accuracy of context, as; data was reduced to summary sheets
and matrices, was checked by referring back to the cut-and-tape units of
information on category charts, and to the original transcripts. Representation
across the sample was traced throughout data reduction by entering or organizing

units of information with their source codes.

Summary

Selection of the site is discussed in terms of the site and the sample. Data
collection includes a description of the the instruments utilized, as well as their
purpose and relevance to the study. Next, procedures are outlined that govern the
integrity and extent of the data gathering. Data analysis using the constant
comparative method and inductive reasoning is presented with regard to note-
taking, reflection and categorizing of information. It is noted that in-depth analysis

was carried out through a context and content analysis. The use of field notes and



printed material is explained.

The research process is documented through four phases: planning and
engaging in the field entry; actions and decisions related to the data collection;
steps in the initial analysis and preparation for in-depth analysis; and, follow-up

stages and post-data analysis.
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CHAPTER FOUR

Presentation of the Data

The Research Site

The Site and Contexts for Change

With reference to curriculum and program change, the school board has
developed a model known as Levels of Program Implementation (LOPI). This model
is an adaptation of innovation profiles used by other boards. The LOPI model is
included in the data because two teachers are using it as a reference. As a major
initiative, the school board is implementing co-operative learning across all schools.
It is also expected throughout the Board and by each Principal that some curriculum
planning will take place in conjunction with the Ministry’s Partners in Action
document (Ontario Ministry of Education, 1982) . Both co-operative learning and
Partners in Action are not singled out as topics for discussion on change, but
emerge from the interviews as a reference when teachers are discussing curriculum
planning.

Data from the field notes and printed materials reveals the presence of certain

norms of privacy (Fullan & Stiegelbauer, 1991) at the school that embody how the



71

staff copes with curriculum change. Outside the classrooms, conversation about
curriculum change takes place in a very incidental, casual manner, or in most cases,
not at all. Moreover, the teachers tend to do their more structured planning by
themselves in their own classroom, or in small peer groups. In keeping with these
norms, the change efforts articulated by the teachers on the open-ended survey are
derived from individual perceptions, or are the result of planning with one or two
other teachers. Reference to their change efforts does not appear in any of the
school-wide documents related to weekly communiques, or staff or Division

meetings.

The Sample

The sample consists of a cross-section from 34 members of a teaching staff in
a suburban school with a student population of about 600 Kindergarten-Grade 8
students. The school is part of an area of 13 schools under the administration of a
Superintendent of Schools. The area is one of seven areas in the school board.

The school is administered by a full-time Principal and Vice-Principal, with informal
positions of added responsibility provided by the teaching staff through Division
Chairperson roles.

The initial sample consists of thirteen participants, twelve of whom completed
the open-ended Interview. The data from the one incomplete interview is set aside.
As explained in Chapter Three, the final sample is narrowed to six respondents, two
male, four female. These respondents are identified by the following pseudonyms

wherever vignettes as direct quotes are used to display data: Bev, Mary, Tom,
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Laura, Claire, and Ed. Data that represent four out of six of these respondents is

taken to mean a majority. Data from the remaining six respondents will be referred

to as the outlier portion of the sample.
Particular characteristics of the final sample as representative of the entire
school staff are displayed in Tables 4.01 - 4.04. Table 4.01 indicates that all

respondents have worked five years or less at the school, and represent all three

Divisions.

TABLE 4.01
Staff Distribution by Number of Teaching Years at i”rsent. School

STAFF DISTRIBUTN (31) INITIAL SAMPLE (13) FINAL SAMPLE (6)
Yrs. Pr. Jr. Int Pr. Jr. Int. Pr. Jr. Int
0-5 3 5 5 3 4 3 1 3 2

6-10 3 2 1
11-15 1
15+ 2 1 1 1
TOT 9 8 5 4 6 3 3 2

NOT RECD: 9

NOTE: Staff distribution is by number of teachers in each of the Primary, Junior

and Intermediate Divisions.

Table 4.02 indicates that teaching experience across the final sample also covers
the staff range from 2 to over 15 years, with this range represented by 3 out of 6

respondents teaching at the Junior Division level at the time of this study.



TABLE 4.02
Staff Distribution by Number of Years of Experience

STAFF DISTRIBUTN (31)
Yrs. Pr. Jr. Int
0-5 2 2

6-10 1 4 2
11-15 2 1
15+ 4 4
TOT 9 9 7

* NOTRECD: 6

Staff distribution is by number of teachers in each of the Primary, Junior and
Intermediate Divisions.

NOTE:

Table 4.03 represents the range of teaching experience related to leveis taught.

.Generally, the teaching experience of the final sample covers all of Kindergarten to

INITIAL SAMPLE (13)
Pr. Jr. Int.
2 1
1 3 1
1
1 2 1
4 6 3

FINAL SAMPLE (6)
Pr.

1
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Grade Eight. This experience is especially prominent .at the Junior and Intermediate

level.

TABLE 4.03

Distribution of Teaching Experience by Levels Taught

STAFF DISTRIBUTN

Level Pr. Jr. Int
K +
1 v v
2 v N9
3 v N N
4 v ¥ W
5 v 4o
6 v 4
7 v ¥ o
8 \ I

NOT RECD: 11

INITIAL SAMPLE
Pr. Jr. Int
¥ )
) ¥
) \}
¥ v ooy
| v o d
) vy i
v oy
v N
N A

FINAL SAMPLE
Pr. Jr. Int
v v

)

)

v oW

v o q

v 9

v oy

v o9

v W

NOTE: Distribution represents the combined experience according to staff

allocation in each Divisions.



Table 4.04 displays teaching assignments that represent changes from the year

previous to data collection.

TABLE 4.04

Changes in Teaching Assignments from Previous Year to Present

STAFF DISTRIBUTN INITIAL SAMPLE FINAL SAMPLE
Level Present Change Present Change Present Change
SpEd 5 2 3 1

K 3 2

1 2 2 1

2 2 1

3 2 2 1
Split 3 1 1

4 1 1

5 1 1

6 2 1 2 1 1
Split 3 2 1 1 1

7 2 2 2 2

8 2 1
Split 2
Total 30 16 13 8 6 5

NOTE: Distribution is by number of teachers teaching at each grade level

For example, of the 5 teachers that represent staff allocated to Special Education

current to this study, 2 teachers are experiencing a change in teaching

assignments. As well, within the final sample, 5 out of 6 represent a change in
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teaching assignments for the data gathering year. It should be noted that 16 out of

30 positions, or approximately 50% of staff are undertaking changes in teaching

assignments at this time.



75

Teacher Responses about Types of Changes Related to Program and Focus

Data is presented in this section that fulfills two strands of the research

question: first, program and focus; and second, types of changes.

Program and Focus

Data about program and focus emerge from the context analysis within the
category of planning. The following elements that the teachers express as common
to elements of program are discussed through vignettes, or direct quotes.

Board Guidelines and Long Range Plans. When planning for new curriculum, all
teachers in the Final Sample initially refer to the Board’s curriculum guidelines for
that subject area and/or grade level. They state that they draw up Long Range
Plans at the beginning of the school year, based on their knowledge of the Board
guidelines. Each teacher’s Long Range Plan mainly lays out themes and monthly
timelines. A variety of formats and organizational structures are used, from
flowcharts, lists and charts, to separate sheets for separate themes. The teachers
also hold differing views about the development and use of their Long Range Plans:

Bev and Claire use the plans of other teachers as ongoing references:

And then, | actually do my Long Range Plan as | go along...l use the
samples [of Long Range Plans from other teachers] for planning of
what I’'m going to be doing....(Bev, focussed interview, 1,3-04.21)

When | was doing occasional stints, I'd be working from other
people’s long range plans, and that was excellent. 1’d take a look and
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see what they did, and oh, that works well, that looks good, that’s
easy, that’s concise. Actually | picked up some ideas from doing
that. (Claire, final interview, 6-06.10)

Mary and Laura see the plan as a flexible guideline:

Long Range plans to me are something that | do because | sort of feel
that they should be there, but you know, they’re a guide, and if | feel
| want to make lots of changes, and usually | do....(Mary, focussed
interview, 1-04.29)

In fact, in my first year, | didn’t have any long range plans, until all of
a sudden it was my evaluation and the Vice Principal said, "So
tomorrow 1'd like to see your long range plans.” And | went, " Oh
no!" So that’s why I’'m sort of doing them in August...One thing
that’s happened this year is I’'m .behind in my long range plans, but
they’re supposed to be flexible....(Laura, focussed interview, 1,4-
05.06)

Tom prefers to move from a general thematic plan to more specific needs:

Your long range plans eventually have to be tailored to the students.
But, the planning that revolves around one scope, that revolves
around themes, | don’t see any reason to change the themes... at
least in September, | wasn’t worried about making rapid changes until
| got to know my kids. (Tom, final interview, 2-06.25)

Ed uses the curriculum guidelines as an organizer for his plan:

It was my first year, so | went through the curriculum and put down
the core subjects, or the core topics that we’re required to do and try
to space them out so that | got the right timing according to them.
(Ed, focussed interview, 1-04.27)

Units. Using their Long Range Plan as a flexible guide, the teachers indicate

that they pay attention to what they refer to as topics, units or themes, and plan
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more specifically within these structures. A variety of strategies are employed for
fleshing out the unit so that learning opportunities would take place in the
classroom. Four teachers have their own personal processes for strategic planning.
Bev and Mary start out by brainstorming:

What | do when I'm preparing for a unit, is | make up the theme on
paper, and | do all that stuff on how | can relate things, and then |
take it from there. And then afterwards | transfer it to this....
[emerging long range plan]. (Bev, focussed interview, 4-04.21)

I usually do a lot of personal brainstorming, and | have a big sheet in
front of me, and | web it out myself, put the topic in the centre..| talk
about introduction, how I'm going to stimulate the class to get them
into this particular unit, and my method is usually the same, | mean,
give or take a little bit. (Mary, open-ended interview, 8-02.06)

"Tom uses past curriculum experience as an organizer:

I mean, the way | do things is | would pick a theme, and you plan it
really roughly and then once you’'ve got those ideas, you try...And, in
curriculum planning, | was part of Partners in Action, and ... being
part of the Partners in Action curriculum group, got me, sort of
helped me advance in my unit planning. (Tom, focussed interview, 3-
04.30)

Laura synthesizes information from various Board guidelines:
| always look at, the first page in mine is how many minutes I'm
supposed to be doing with each subject. Then | look at the Board’s
suggestions for topics, and this Board doesn’t really provide much of
a skills continuum, but I’'ve looked at old documents and sort of got
an idea of what sort of skills need to be covered at this stage. (Laura,
focussed interview, 4-05.06)

Bev, Mary and Tom use board planning templates to develop their units, and

samples of these units are kept on file by the researcher.

As well, Claire and Ed state that they rely directly on the Board guidelines,

which gives them strategies that are specific and practical enough to apply directly
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to the classroom:

One way | was doing it for awhile was, | would list the topic and then
any resources that | knew existed already, and |’'d write that beside it,
and then another one was | would just put out a whole grid for the
whole year, each month, and then just put down what | hoped to
accomplish in that month, or every six weeks, for that matter, for a
unit. A lot of the stuff | used was very practical in the [new] course.
(Claire, final interview, 1,2-06.10)

The curriculum was a big help. It's really set out quite well. As far
as progression of lessons, materials you will need, the objectives of
the lesson and that sort of thing. They give you - there are four
themes that you have to do. (Ed, open-ended interview, 5-03.11)

Five teachers indicate an unsureness about the pacing throughout a new theme.
They know generally where they are headed, but are unsure about how long it
would take. This is especially evident with Bev, Tom, Claire and Ed, who are all
experiencing new grade assignments:

| can’t do thematic units on every single thing we do just because it’s
impossible and I’'m working as much as | can right now, and so I'm
trying to do a good job with some of them, and next year | can
extend into other areas. And it is taking us quite long to do these
units, too.... (Bev, open-ended interview, 2-01.14)

...even now, you know, my plans are not complete... | still spend
about ten hours a day at it, and, you know, by the time you're
catching up on the daily stuff, there still hasn’t been enough time to
do all the long range planning...I was trying to get around to it and
nibble at it every once in a while, but | wouldn’t say that |’ve had the
time with, to do the job I'd really like to do. (Tom, focussed
interview, 19-04.30)

...1 had no idea how long, really, everything would take. The outline
said that should take one period, that should take two periods, and so
on; and of course when | go monkeying around with changing it too,
everything took a lot longer than | thought. (Claire, final interview, 2-
06.10)

...for the first one, it took longer than | thought it would. So we’re

not going to have as much time for the last one [unit] as | thought we
would. But | followed the same order that | set out at the beginning...
I think that when you start anything, the timing will be the main thing
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that you're going to screw up. (Ed, focussed interview, 2-04.27)

Four teachers also draw upon resources that they already possess, as well as
past experience. For example, Bev and Tom adapt previously planned units:

You start getting comfortable as the years go on and then you have
lots of units aiready made and kind of extend from that, right? When
you're starting off with the beginning of a new program and
everything is so new to you, you don’t have things to fall back
on....(Bev, open-ended interview, 1-01.14)

Well, for instance, in language arts right now, | plan to do the Read
All About It with TV Ontario as a visual model. That’s going to
accommodate a lot, a whole range of interests. I've done this before
with the kids and it seems to really work...(Tom, open-ended
interview, 20-01.16)

Mary refines a process to suit a variety of planning needs:

| guess just that -- pulling a unit together today, after seventeen years
of experience, you know --you learn a few short cuts. You learn that
you can use that same process whether it’s a topic on plants....And
it’s not just sitting down from scratch. It’s --you have all that
background experience that you can pull ideas from. (Mary, open-
ended interview, 14-02.06)

Progress with the newly-planned units is monitored in different, informal
ways. Bev writes profuse notes:

Oh, it’s all written down, and | make changes too. Often | will think
of something else that | never thought of before - the children will,
and | just write that down, so it’s all written...l write in my daybook.
If something’s not working | write that down, or if there’s a better
way to do it | will write that down. (Bev, open-ended interview, 14-
01.14)

Mary reflects mentally:

So | make these little mental notes to myself so that | can not only
look back and evaluate it sort of mentally, myself at the end of it;

but, at a quick glance, next year or whenever I’'m going to do it again,
| can see what | did. (Mary, open-ended interview, 8-02.06)
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Ed uses jot notes sparingly, as well as mental notes, "pretty well in my head":

Basically, just by noting in the curricuium ...how this worked, did |
need any more time for it, was it worthwhile...And materials that are
readily available, too..l try to make a list of what | need, what | didn’t
have for this year that | s<ns1:XMLFault xmlns:ns1="http://cxf.apache.org/bindings/xformat"><ns1:faultstring xmlns:ns1="http://cxf.apache.org/bindings/xformat">java.lang.OutOfMemoryError: Java heap space</ns1:faultstring></ns1:XMLFault>