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ABSTRACT

I n this study, a group of vertically timetabled schools was compared
with a group of horizontally timetabled schools i n the Darwin area.
Students and staff were surveyed to compare school climate and a
multi-variate analysis canied out to find if any significant differences
existed between the two types of schools. Other information obtained
included pass rates of students, teaching practices relating to
methods of assessment, and administrative details about the
operation of schools.

A number of teachers were interviewed

regarding their perceptions of the operation of vertical timetabling. A
detailed case study of one particular school was canied out including
surveys of students, staff and parents.

Almost no significant differences were found between the two types of
schools in school climate, student pass rates and teaching practices.
However, the interviews revealed both some advantages of vertical
timetabling and some disadvantages. Advantages occur especially
with special groups such as gifted students and students with
learning difficulties, involvement of pare nts, and an increase in
students decision-making skills. Disadvantages occur particularly in
the work involved i n administering a vertical timetable. Limitations
to the optimal operation of a vertically timetabled school were found
to occur due to requirements by the NT Department of Education for
allocation of times to different subject areas and the assessment of
students, especially at the end of Year 1 0 . The case study revealed
particular problems in a small school in which the number and range
of choices becomes severely limited by staffing problems as well as
government

requirements.

This

school

is

now

considering

modifications to its present vertical timetable to reduce the
administrative workload while still allowing students some choice.

xi

CHAPTER 1

SECONDARY SCHOOLS - WHY ARE THEY CRITICISED?

1 . 1 Problems of Secondary Schools
"Since the emergence of mass schooling in advanced industrialised
countries. few social institutions have come under closer s crut i nv or been
subject to greater controversy. but have been in greater pol it i ca l and
social demand."
(Saha & Kee\·es. 1990:5)

While acknowledging the fundamental importance of education in
modern

societies,

widespread

dissatisfaction

with

schools.

secondary schools in particular. has been expressed by students.
teachers, parents, employers and the general community for

a

large part of this centtny, especially since the Second World War.
(ACT Schools Authority.

1 983b: 6ff; Beare.

1989: Iff: Beazley.

1 984:46; Blishen, 1 969: 9ff; Cohen. 1 985:279; Collins & Hughes.
1 98 2 ;

C ommission

of

I n q u i ry

i nto

Commonwealth Schools Commission,
Newcombe.
1 98 1 : 30 ;

1 97 5 : 1 0 ; Knight.
Middleton,

Poverty.

1 98 0 : 1 ff; Humphreys &

1 974: 1 1 3 ; Laird.

1 98 2 : 1 -6 ;

1 978 : 1 :

Thomas.

1 985 : 7 : Meade.

1 987 : 33 ;

TofOer.

1970:360).
Many changes have been made in secondary schools at both State
and Federal level since the Second World War. in an attempt to
redress

at

least

some

of t h e s e

problems.

One

parti c u l a r

organizational change, which has b e e n introduced into many
schools throughout Australia. is usually called 'unitised vertical
timetabling' (UVT). Vertical timetabling refers to a method of
grouping students so that they are in classes containing several
age groups. not solely their own. as in the more conventional
'horizontal

timetabling'

or

' l o c k - step

progressio n ' .

Vertically

timetabled classes are made up on the basis of ability or interest
rather than age. This is frequently combined with 'unitisation' in
which subjects are broken into smaller units than one year. usually
two per year (semester units) or four per year (term units).
Some studies of the advantages and disadvantages of

UVT

have

been conducted in NSW (Laird, 1 99 1 ; Marshall. Walton. Maxwell
& Laird. 1 988 ; M axwell, Marshall, Walton & Baker. 1 987). These

advantages and disadvantages are examined in more detail in
Section 3 . 4 . The advantages described suggest that students in
UVT

schools should find that these schools fulfil their needs in a

'

2

more satisfactory way and are more enjoyable than students find
traditional horizontally timetabled schools.
Since 1986 a number of schools in the Northern Territory haYe
introduced uvr. This thesis makes a comparison between some
UVf

and traditional horizontally timetabled schools in the Darwin

area. A number of f actors are considered, including student
perception of school environment, staff perception of school
environment, student

achievement

and some

administrative

details, discussed in detail in Chapter 4. In addition a number of
teachers were interviewed to find their opinions about UVT and
its effect on students, and a case study has been made of one
school with a unitised vertical timetable.
The purpose of the comparison is to find out if there

are

significant differences between the two types of schools in the
areas mentioned above which may be attributed to uvr, ie. if the
advantages discussed in Section 3 . 4 do in fact outweigh the
disadvantages to produce a more satisfactory, more enjoyable
school environment for students.
A greater understanding of the place and influence of secondary
schools in modern Australian society is necessary to appreciate
why the unitised vertical timetable was proposed and what it has
been claimed it has the potential to achieve. The remainder of this
chapter will look at: the historical process by which modern
secondary schools developed; the requirements and aims of
secondary education demanded by society ; the areas in which
these aims are not being met, and some of the reasons why not.

1.2 The Historical Development of Modern Secondary Schools
In

Western society, until the middle to late 19th century,

education was reserved for the children of the elite, upper classes.
Restriction of

access to higher education

was

a means

of

preserving the status of the upper classes. While some elementary
schooling was becoming more common for the lower cl asses,
secondary education, which was a prerequisite for entrance to

3

University, was inaccessible to the majority of the population
(Evans, 1985:26; Middleton et al., 1986:23).
Laws making elementary education compulsory were passed in the
Australian states in the 1870s and 1880s. However. secondarv
schools were still only for the elite, and social mobility through
education was very rare although this was one of the stated aims of
compulsory education

(Commonwealth

Schools

Commission.

1 987:21).
"In its early years. compulsory state education was seen as a refom1ing force.
drawing society forward from a state of widespread poverty. ignorance and
illiteracy into a world where educated people would be able to share in the
wealth of a new shining civilization."
(Middleton. 1982:4)
"Schools are usually thought to be in a strong position to influence the many
who attend them. especially with regard to academic achievement. social
conduct. and vocational preparedness. Indeed one of the foundation ideals ol
the late 19th century commitment to universal. State-financed education. in
this and other enlightened coun tr ie s was the principle of equality ol
educational opportunity for all. whereby inequities in the personal. family and
social circumstances of any student entering school might be compensated for.
and incipient disadvantage remedied."
(Commission of Inquiry into Poverty. 1978: 113)
.

Between the 1880s and the 1930s the length of time spent at
school gradually increased. By the beginning of the Second World
War the n1inimum age for leaving school was fourteen years in all
states (fifteen in Tasmania) so almost all children spent some
eight years at school.
In the 1930s, visiting educationalists from overseas. such as Isaac
Kandel (Jones. 197 4: 115) brought new visions of what education
could accomplish, including the need for greater autonomy at a
local

level

(Beare, 1988: 95fD.

Reforms

were

planned

for

all

Australian states, including raising the minimum leaving age by
one year. Unfortunately the Second World War intervened and
these plans were unable to be carried out at that time. However.
after the war both a population explosion and retention of students
at school for longer periods. produced an overload on all the State
education systems. In the twenty years following the Second World
War the major efforts of the education authorities were spent on
the provision of the buildings, teachers and resources to cope with
the increased numbers of students (Connell et al., 1982: 18ff;

'

-l

Middleton, 1982: 107).
When the minimum leaving age was fourteen years. elementarv or
primary schools could cater for the whole of a child's education.
and secondary schooling in its existing form was not affected.
the

minimum

leaving age

rose

and

the

school

As

population

increased, all states (over a period of some years) moved to have
children complete their primary education at the age of eleven or
twelve years. with the remainder of their education. up to the
compulsory

leaving age or beyond.

spent

in high

schools

(Middleton, Brennan, O'Neill & Wootten, 1986:24).
Up to this time all secondary schools had been academically
oriented with curricula designed to lead to University entrance.
With all students spending at least two or three years in secondary
schools these curricula became increasingly irrelevant to many. It
was felt that new approaches were needed to better meet t h e
needs of average students (Laird, 1985: 1 7).
New South Wales led t h e way with the \Vyndham Scheme.
introduced in 1962. Secondary education was expanded to six
years instead of five. Certain subjects were to be studied by all
students in the first four years, including English. Maths. Science
and Social Studies, and a Leaving Certificate was obtained after
four years study, assessed by external examinations. A major aim of
the first four years of secondary education was to get away from
the previous academic curriculum. A Higher School Certificate was
obtained after the final two years, again assessed by external
examinations. intended to be used for preparation and screening
for University entrance (Evans, 1985:27; Laird. 1985: 19).
Other states developed similar schemes over the next few years
where most students obtained one certificate after three or four
years at secondary school, (not always with external examinations)
and a more advanced certificate was available for those wishing to
go to University. By the early 1970s the great majority of students
spent three or four years in secondary school. Then if they or their
families so desired, or they were unable to afford to stay at school
longer. they could leave school and obtain employment or further

'
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training such as apprenticeships.
D u ring

the

1970s

and

1980s

ns1ng

unemployment

rates .

particularly for teenagers, encou raged students to stay at school
longer for two reasons. First, jobs were very scarce for school
leavers

of fifteen or sixteen years of age and t h e

Federal

Government made it harder for teenagers to obtain the dole in
harsh economic times. Second, in a competitive job market.
employers could demand that their employees had spent a longer
pe1iod of ti1ne in full-time education, preferably at least up to Year
12, regardless of the fact that twenty years earlier teenagers with

no formal school qualifications would have been doing the same
job (Poole, 1987:293ff).
Today very few teenagers leave school before the age of sixteen or
seventeen and increasing numbers are staying at school to
complete Year 12 and go on to some form of tert iary educat ion.
However, while the majority of these students will not go on to
complete

a

University

degree,

secondary

education

is

still

governed t o a very large extent by t h e entrance requirements of
the

U niversit i e s .

( C om m o n w e a l t h
1987b: 148).

particularly
Schools

the

last

two

Commission,

Senior

1 9 8 0: 6;

years

K e e ve s .

Historically the academic curriculum has been

strongly supported by the community at large, for instance. in the
rej ection of vocational subjects as an alternative to academic
subjects in NSVJ in the early 1900s with preference given to
students who had completed the academic general course (Laird,
1985:1 1 )) . Even today, teachers, including myself, can see the

persistence of this attitude when counselling students regarding
their subject choices for their Senior years. Many parents strongly
resist suggestions that their children may be much happier doing
vocationally oriented rather than academically oriented subjects
(Commonwealth Schools Commission , 1980:7).
While Junior secondary schooling is removed from matriculation
requirements

by

several years,

the

e ffect

of the

academic

requirements of Year 12 has a downward push, making academic
studies the most important function of the first three or four years
in secondary school i n spite of the many attempts to change the

'
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situation

(Beazley,

1 984:27).

Most schools acknowled�e the

importance of such things as personal development. careers
education, preparation for increased leisure, etc . . but in practice
the major function of Junior secondary schools is still preparation
for Senior secondary school and University entrance.
This poses conflicting priorities for those educators who believe
that the academic curriculum is not appropriate for all students should they be educated only to compete in the job market by an
education fulfilling the expectations of prospective employers. or
should they be educated in a way most suited to them as
individuals leading to well-rounded personal development and a
fu lfilling future life. It could be argued that these two objectives
are not necessarily incompatible since for most people a fulfilling
life must include a personally satisfying job (Thomas. l 987:30ff).

1 .3 Aims of Education in Modem Societies
"Education is about liberation from the tyranny of inationality. prejudice and
ignorance."
(Swan & McKinnon. 1984:5)
"Yet a century after the legislative provisiOn for the establishment of 'free'.
universal. compulsory schooling. it comes as something ol a shock to observe
substantial and corroborative evidence of inequality of educational
opportunity particularly in respect of the unequal effects of schooling. ... More
often the achievement and opportunity gaps between pupils of different social
and family backgrounds may even increase."
(Commission of Inquiry into Poverty (1978): 1 13)

State and Federal governments most o ften see the purposes of
education in terms of what means and knowledge need to be
imparted to students to equip them to be liberated.
"The central expectation is that schools will impart knowledge and skills at
increasing levels of sophistication."
(Commonwealth Schools Commission. 1987: l )
..... there is broad agreement in the community that schools exist to provide for
the development of an efficient and enlightened community ... schools should
aim to develop in students a creative. responsible and analytical understanding
of the values. structures and institutions of the community."
(Beazley. 1984:22)
"Secondary education must have purpose and value for all students. developing
them to a maximum extent ..." It should prepare "knowledgeable. skilful. caring
persons within a common cultural framework." Every student should "acquire
a well-consolidated general education encompassing skills of oral and written
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communication. quantitative re asoni n g and the
successful participation in modem society."

other skills needed for

(Swan & McKinnon. 1984:91
"One of the goals of education should be to enable them to cope \\ith challenge of
change and uncertainty within a secure school environment. ..
(Education Department Tasmania. 1986a:5)

The

last

quoted

report

goes

on

to

describe

the

types

of

experiences students should be exposed to in their education:
those enriching life and understanding; those contributing to their
development as independent people within a community: those
that prepare them to contribute to the community and those
enabling them to develop a sense of Australian identity.
All State Government Reports into education in the last decade
see these aims as being best fulfilled through a balanced general
education for all, covering the major accepted areas of knowledge:
English

and

other

languages;

mathematics;

science

and

technology; social sciences; arts; health and physical education.

A

less traditional area mentioned in most reports is that relating to
the transition to work and personal development.
198 4: 49;

Education

Department

Tasmania,

(Beazley,

198 6a: 11:

NT

Department of Education, 1983:14ff; Swan & McKinnon, 1 984:9f0
In 1 9 8 9 the Australian Education Council comprising State,
Territory and

Federal

Ministers for

national goals for schooling.

Education agreed upon

These were called the Hobart

Declaration and are as follows:
1.

To provide an excellent education for all young people.
being one which develops their talents and capacities to full
potential. and is relevant to the social. cultural and
economic needs of the nation.

2.

To enable all students to achieve high standards of learning
and to develop self-confidence, optimism. high self-esteem.
respect for others. and achievement of personal excellence.

3.

To promote equality of education opportunities, and to
provide for groups with special learning requirements.

•

4.

To respond to the current and emerging economic and
social needs of the nation, and to provide those skills which
will allow students maximum flexibility and adaptability in
their future employment and other aspects of life.

5.

To provide a foundation for further education and training.
in terms of knowledge and skills, respect for learning and
positive attitudes for life-long education.

6.

To develop in students:
a

the

skills of E nglish literacy,

including skills in

listening. speaking, reading and writing:
b

skills of numeracy and other mathematical skills;

c

skills of analysis and problem solving;

d

skills of information processing and computing:

e

an understanding of the role of science and technology
in society , together with scientific and

technological

skills;
f

a knowledge and appreciation of Australia's historical
and geographic context;

g

a knowledge of languages other than English;

h

an appreciation and understanding of. and confidence
to participate in. the creative arts;
an

understanding

of.

and

concern for.

balanced

development and the global environment; and
j

a capacity to exercise judgment in matters of morality,
ethics and social justice.

7.

T o develop knowledge, skills, attitudes and values which
will enable students to particip ate as active and infonned
citizens in our democratic Australian society within an
international context.

8.

To provide students with an understanding and respect for
our cu Itural heritage including the particular cultural
background of Aboriginal and ethnic groups.

9.

To provide for the physical development and personal

•
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health and fitness of students, and for the creative use of
leisure time.
10. To provide appropriate career education and knowledge of
the world of work. including an understanding of the
nature and place of work in our society.
It can be seen that these follow the concepts outlined above.
including the list of subject areas to be studied by all students.
which are now generally called the core curriculum. This is
endorsed by the concern of school communities that all students
learn basic skills, especially traditional subjects such as English
and Maths (Solman, 1987:152).
As

a

result

of

economic

changes

and

increasing

youth

unemployment, an historical community trend for students to
remain at school longer has become government policy. subject to
financial initiatives such as the School to Work Transition Program
and the Participation and Equity Programme (PEP) (discussed in
more detail in Section 2.2.2). It would be difficult to argue that an
increase in the amount of education provided for young people is
undesirable. However. simply extending the number of years
students spend at school without making changes in what
happens at school, may serve only to aggravate the existing
problem of student dissatisfaction with school and the social
problem of unemployn1ent (Middleton et al.. 1986:32).

1.4 Problems Facing Education in the Late Twentieth Century
Alienation of large numbers of students has been documented for
many years.
In 1969, the British newspaper The Observer ran a competition in
which secondary school students were to describe 'The School
that I'd Like'.

A selection of the responses is collected in Blishen

(1969).
'What a bore school i s nowadays, the same as i t has been for hundreds o f years.··

lO

Robin. 16 (p.59)
"Schools usually have one thing in common - they are the inst itu t io ns of toda\·
run on the principles of yesterday."
15 ye ar-o1d girl (p.7)
-

"At present the main difference between second ary and primary schools is that
primary education is enjoyable and secondary education is absol ute lv drear\'
13-year-old boy· (p.l)
and boring."
"Schools should be made better and made into a place
and a place where you go because you want to go."

all children

like to go to
Angela. 13 (p.59)

A similar competition was run in Australia in 1971 by the
Australi{ln Union of Students and published in The Australian
newspaper (Humphreys & Newcombe, 1975).
"Education would be far more effective if il were made enjoyable rather than
Randall. 13 (p.16)

miserable."

"The school for me would be one from which I could go home everyday and say
what an interesting time I had had: one to which I would go eagerly instead of
lying in bed every morning. thinking o f what had to be got through during the
Ann. 15(p.l6.19)
d ay .
"

"Obsessional insistence upon obedience. punctuality. confo rm i t y and
uniformity and competitive scrambling for marks and examination results. all
add up to contribute to the denial of children's individualism. When children
cannot identity with these tribal aspirations. they fall away into a st ate of
apathy or open hostility."
Colin. 17 (p.2!.22)

Many researchers. also. have commented on student alienation
(Thomas, 1987:32).
"Schools as they are presently organized throug h rules. expectations. rituals
and practices. ensure that a certain percentage of s tu den ts will be alienated
(Knight. 1974: 1 13)
from the system."
"Research in the ACT. as well as in oU1er parts of Australia. shows the existence
of a significant level of alienation or disaffection among high school students."
(ACT Schools Authority. 1983b: 10)

"(Schools] earn very low r ati n gs for customer service. The intellectual.
emotional. social and vocational needs of most pupils are not satisfied.
(Jarvis. 1989::156)
"

". . . a large percentage of these girls and boys criticise most of their school
curriculum. especially at secondary level. as boring and irrelevant. They rarely
(Jarvis. 1989:158)
establish close rela tio nsh ips with teachers."

Major reasons for this alienation, described by the authors listed
above, are: the authoritarian nature of schools and teachers and
the lack of any significant degree of autonomy for the students; the
apparent lack of relevance of the curriculum for their present or
future lives; and unsatisfactory relationships with teachers.

I1

their

relationships

with

to play

now

Teachers

also find problems with

students.

the broader role they are expected

compared

with

decades

several

ago.

competitive

teaching

practices, the apparent irrelevance of n1uch of the curriculum they
are expected to teach and the increased retention of students at
school to an age when, not so long ago, most would have been in
the workforce. These all lead to teacher stress and dissatisfaction
with their profession (ACT Schools Authority. 1983c:202: ACT
Schools Authority. 1 984:85ff; Jones. 1 987; White. 1 988:3 1 9).
Parents are concerned, amongst other things with the quality of
curricula and that their children are being excessively i nfluenced
by undesirable peer groups at school . undermining the values that
they wish to inculcate at home. They also feel that they are not
given sufficient opportunity to participate in the running and
decision-making processes of schools (ACT Schools Authority,
1983a: 50ff; Cohe n , 1 985:280).
Employers are concerned that standards in the basic skills which
they took for granted i n the past now appear to have dropped
considerably, and they feel that students leaving school do not
have adequate preparation for the workforce (a lthough this is not a
recent

phenomenon)

(Cohen,

1 98 5:280;

Middleton

et al. .

1 98 6:3 1 ).
Community concerns enco mpass much of the above as well as a
belief

tha t

education

should

be

more

accountable.

Cost

effectiveness, which may not be considered the most important
aspect of educa tion by most educators. is a concern of taxpayers
and governments and is seen to be doubtful at best (Middleton,
1 982:5: Jarvis. 1989: 1 5 6).
Schools also perpetuate divisions between socio-economic groups
which have developed over the last two hundred years and there
is the need to prepare students to cope with the crisis of change
which is gripping the modern world.
These problems are discussed in more detail i n the following
sections.
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1.4. 1 A Changing World
The world and society in which we live is changing more rapidly
now than a t any previous time in history. This is obvious in many
ways - technologically. politically and socially.
Thirteen and fourteen-year -olds of today, and indeed many
younger teachers , have never known a world without television:
for them the Vietnam war is an historical event; a world without
plastics is unimaginable; travel by aeroplane is a normal
occurrence; the cold war is a bogeyman of the i magination of
their elders; and in Australia, the dismissal of Whitlam by the
Governor-General is an interesting curiosity. Social changes just
as profound h ave produced a very different lifestyle for today 's
teenagers compared with that of many of their parents and
certainly that of their grandparents. The modern m obility of
society means that many families no longer live near their close
relatives; many people have no deep roots where they l ive; the
nuclear fan1ily is no longer the norm - many children have only
one parent or live in a combined family with a step-parent. Sex
and violence are seen on television screens everyday and have
become a normal part of a teenager's life.

High rates of

unemployment have become endemic and future employment is
very insecure for many teenagers.
The new world is one of impermanence not just because of the
throwaway mentality but because of the accelerating pace of
change. In 1970 Alvin Toffler wrote in Future Shock
". . . we have not merely extended the scope and scale of change. we have
radically altered its pace. We have in our time released a totally new social
force - a stream of change so accelerated that it influences our sense of time.
revolutionizes the tempo of daily life. and affects the very way we "feel" the
world around us." (p. 18)

We cannot predict with certainty the direction of future changes
- who in th e

1950s would have dreamt that computers as

powerful as the few which then filled whole rooms, would, less
than forty y ears later. be found in almost every workplace and
millions of homes i n Western societies? We can only say with
certainty that the rate of change is not going to slow down.
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This new world " ... challenges all our assumptions. Old ways of thinking. old formulas.
dogmas and ideologies. no matter how cherished or how useful in the past. no
longer fit the facts. The world that is fast emerging from the clash of new
values and technologies. new geopolitical relationships. new lifestvlcs and
modes of communication. demands wholly new ideas and a n alogies.
(Toffler. 1980: 16)
classifications and concepts."

Students themselves have changed, as acknowledged by some
educators.
"Brought up through primary school in the late 60s and early 70s. these
students questioned as none before had. and they had an intolerance of
authoritarianism which they expressed quite volubly and forcibly . . . !there
werel working class students whose doubt about what they were being taught
was strong enough to question whether we were teaching them what they
(McGowan. 1 985: 111)
needed to be taught a t that time in their lives."

The need for change in education in response to these changes
in students and society has been documented many times
(Beare,

1 98 8 : 1 03ff.

1 989: 1 76 ; Beazley,

1 98 4 : 1 ;

Duignan.

1 989: 1 20; Education Department of Tasn1ania, 1 986:3; Jarvis.
1 98 9 : 1 57ff;

Middleton

et al. .

1 986: 1 0 ; Swan & M c Kinnon,

1 98 4 : 5 ; Toffler, 1 970:364).
" . . . there is no logical reason to assume that structures and practices designed
to meet the social and economic realities of the 1870s or 1940s are
necessarily appropriate to meet the challenges of the electronic world of the
(Middleton. 1982:6)
1980's.-

I n particular students need to be prepared for a Post- Industrial
society in which flexibility will be the key to survival (Duignan,

1 986: 1 4 1 -2 ; Toffler, 1 9 70:366£0. This can only be carried out
by a system which is flexible and adaptive, not one in which
bureaucracy is conservative and resistant to change.

1 .4.2 Democracy and Equality
Australia claims to be a democratic coun try. ' Democratic' is
defined by the Macquarie Dictionary ( 1 98 1 ) as "pertaining to or
characterised by the principle of political or social equality for
all", ie. individuals are important regardless of their economic
circumstances or social standing.

1 -l

I t is undeniable that economic and social inequalities exist in
society. As described below many studies have shown the ways
in which the current provision of secondary education serves to
preserve these inequalities.
Originally secondary education was only for the elite and was
organised in a way which was intended to prepare the elite for
their powerful place in society. Secondary schooling is now not
only available to all but compulsory for at least three or four
years and strongly encouraged for longer. This may seem on the
surface to be equality for all, but the curriculum and the way in
which it is taught ensures that those people who already have a
higher

socio- economic

education (Ashenden ,

status

will

gain

most

from

their

1 983: 1 6 ff; Commission of Inquiry into

Poverty, 1978: 5ff; Commonwealth Schools Commission, 1 98 0 : 4 ;
Connell, Ashenden, Kessler & Dowsett, 1 98 2 : Ch 4 ; Middleton

et

al., 1 98 6 : 3 5 ; Poole, 1 983: 1 1 1 ; Westem & Carpenter, 1 990:25).
Several contributing factors act together to produce this.

1.4. 2 . 1 The Academic Curriculum
First is the pervasiveness of the academic curriculum in
secondary schools and its use in selection and credentialling
for the future progress of the student.
'The school that I'd like would be one whose primary aim was to teach me
how to live. and make me a responsible member of society. Today.
academic knowledge has become the sole interest of many schools. and
few are daring enough to abandon the 0-level rat-race for the job of
Christa, 16 (Blishen. 1969: 1 1 6)
creating thinking. adult individuals."
"Reflection and not reproduction. creativity not servility of intellect
should be the fundamental aim of all schools. The teacher's task is not to
fill reservoirs with examinable material. but should be to teach
deliberately and constantly on every possible occasion how to fill their
minds with material sought out and examined by themselves. "
Shauna. 1 3 (Hurnpl:treys & Newcombe. 1975:53)

'Curriculum' as used here refers only to the subject matter
being taught in the school. A more universal definition is that
curriculum "encompasses what students leam as a result of
participating in the education system" (Middleton

et

al.,

15

1 986:4 1 ) . This includes not only subject matter. b u t what
students learn about themselves - as successes or failures. and
what they learn about relationships with other people with
whom they come into regular contact, especially their peers
and their teachers. Many researchers believe that as long as
the

reta i n e d ,

is

' c u rr i c u l u m '

academic

the

'hidden

curriculum', the learning o f students outside the academic
and

content

skills

related

to

their academic

subjects.

continues to teach them much about themselves which mocks
any theoretical teaching of equality and democracy. Students
whose parents are well off and have status in the community
have their own status reinforced and are able to progress to
higher levels of education easily. Students whose parents are
poorer and have low status both in their own eyes and in that
of the community learn t h a t t h i s is their place in the
community and that succeeding and progressing in education
is not compatible either with their status or their family
values (Connell

et al.,

1 982 : 1 44 ff; Commission of Inquiry into

Poverty, 1 978: 5ff)
The use of the academic curriculum in selection for higher
education and employment is an important contributing
factor to

these

problems.

As

u nemployment

increases ,

employers are able to be more selective when choosing
employees. Where thirty or forty years ago a job could be done
quite adequately by a person with two years of secondary
schooling. employers can now ask for a t least a Year 1 2
Certificate, simply because there are so many more people
looking for the insufficient number of jobs available. This has
the effect o f making credentials vital for school leavers. Since
these can only be obtained by staying at school longer and
passing

examinations,

many students are

trapped

into

continuing with courses in which they have little interest or
ability (Swan & McKinnon, 1 984:6[0.
" N o one has adequately stated the function of a school. which must be t o
produce a complete human being useful to society. This i s b y no means the
present aim of the majority of schools in this country: their aim can be
Peter. 17 (Blishen. 1969: 122)
summed up in one word - qualifications."
"Secondary schools test your application and endurance. You do not have
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to have above average intelligence to obtain a higher school certificate.
but you must apply yourself to the situation and you must endure. Youth.
time and fulfilment of a dream are precious t hings. Secondary education
Paul. 1 7 (Humphreys & Newcombe. 1975:53)
helps waste all three."

Those who are able to obtain these credentials acquire power
and

status

community (ACT Schools Authority.

in the

1983c: 2 1 l ff). The academic curriculum, together with its use
for selection and credentialling, thus maintains inequality in
society and teaches many students that they have very little
powe!'

or

c h ance

of

acquiring

higher

status

(\Vh i t e .

1 988 : 3 1 5ft) .
From the point of view of students, a serious complaint is the
apparent lack of relevance of the academic curriculum to
themselves now and

in their future lives

(ACT Schools

Authority. 1 983c : 2 1 0ff; Collins & Hughes, 1 98 2 :

Swan &

McKinnon. 1 984 : 1 9; Toffler. 1 970:3 7 1 ; White. 1 988 : 3 1 8 ) .
The majority o f students see their schooling a s preparation
for their future life. especially obtaining a job, rather than of
interest or enjoyment now. Therefore they see that one way of
making the curriculum more relevant to their lives would be
by making it more practically or vocationally oriented (ACT
Schools Authority, 1 983c: 209ff; Commission of Inquiry into
Poverty, 1 978:92; Meade, 1 98 1 :40; Poole, 1 983:37).
"There i s too much attention given t o actual subjects such a s Maths and
French than to discussions on current affairs. today's way of life and
other contemporary subjects. Surely we should know something of the
problems of life for when we leave school and are expected to join the rat
race. What use is French or Maths then?"
Kim. 1 5 (Humphreys & Newcombe. 1975:72)

However, as described above (Section

1 . 3) all Australian

education systems emphasise the importance of a general
education which allows students to remain flexible in their
choice o f career and permits the possibility of retraining later
in life. Traditional subjects are seen to be important because
of their ability to develop students' minds and their capacity
for logical thought, an understanding of the world they live in
and critical appraisal and independent thinking. All students
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are to b e given equal access t o what i s considered important
knowledge. Unfortunately, since the inequalities arise not just
from the subject matter but also from the way in which it is
taught (see Section 1 . 4 . 2 . 3 ) . many students continue to be
dissatisfied (ACT Schools Authority.

1 983c: 2 1 2 ; Beazley.

1 984: 1 1 ; Middleton et al., 1 986:26).
In recent years. there have been a number of extra subjects
added to the curriculum, sometimes as an extended core.
sometimes as electives.
personal

drama,

for example,

deve l o p m e n t ,

computer studies.

driving

sex

education,

education. These are seen as having the capacity to assist in
overcoming some of the other problems caused by the
academic curriculum. But since they are seen by both parents
and students as 'add on' subjects. Jess important than the
traditional subjects. success is again unlikely (ACT Schools
Authority, 1 984:9 l ff).
There

is

general

agreement

that

e d u cation

should

be

preparation for future life in a changing world and that the
teaching of critical thinking. the ability to make independent
decisions and adaptability will be crucial for future members
of society (Beare, 1 989:ch. l ; Middleton et al., 1 98 6 : 2 ; Toffler.
1 970: 376). There is much less agreement as to how this
preparation is to be accomplished.

1.4.2.2 Encouragement of Competition
A second factor contributing to inequalities derives from the
competitive teaching methods employed in the classroom.
Students are encouraged to compete for marks with each
other and to compete for the teacher's attention. Connell et
al. . ( 1 982: 1 24ff) claim that this suits those who already have

power in the community because competition for power and
privilege is a way of life for those with high socio-economic
status. Therefore it is important that their children be taught
to be competitive to maintain the status passed on to them by
their

parents.

c h a racterises

all

C o m p e ti t i o n ,
stages

e s p ec i a l ly

o f secondary

for

marks.

schooling.

since

1 1'3

credentialling i s seen a s a n essential aim o f schooling.
However. White ( 1 988: 3 1 5ff) considers that society depends
more on co-operation than competition and t h a t society's
laws and customs are in general organised in such a way as to
alleviate differences between individuals that would othenvise
lead to some being much more privileged than others. Hence.
White

considers

that

competition

in

is

education

not

appropriate.
Norm-referenced criteria are widely used for the award of
marks. especially in the senior years of secondary school. As
its name implies, the marks will be distributed on a normal
curve. on which some students will gain high marks. the
majority will gain average marks, and some students will gain
low marks, ie. at least some must fail. While this type of
assessment is very suitable for education when its major
purpose is as a selection process. it cannot help but produce
inequality for those who fail to achieve the minimum marks
for whatever credential they require. In addition the repeated
experience of failure has devastating effects on the self
esteem of the student. and the future possibilities of success
(Commission of Inquiry into Poverty, 1 97 8 : 7 ; Connell
1 98 2 : C h . 2 ; Middleton

et

et

al. .

al., 1 986:34; White. 1 988 : 3 1 6) .

1.4.2.3 Teaching Methods Promote Inequalities
Not

only

does

the

competition

for

marks

produce

inequalities. b u t the way i n which teachers present their
subject and expect students to respond, also differentiates
between those from different backgrounds. S t u d i e s have
shown that those with low socio-economic backgrounds have
great respect for education and the teachers who are its
mediators. But this respect inhibits them from questioning
the teacher o r openly participating in critical discussions
about subj e c t matter.

Students from low socio-economic

families may reject success at school even when capable of
achieving it because it has the effect of dividing them from
the values espoused i n their families. Low socio-economic
status families tend to survive by cooperation rather than
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competition and so the whole rationale of secondary schools
militates against their success compared With students from
higher socio-economic families. Hence students from low
socio-economic families tend to leave school earlier and do
not gain the benefits of extended education (Commission of
Inquiry into Poverty,

1 978 : 5ff; Connell

Jones, 1 987; Middleton

et

et al. ,

1 98 2 : C h . 2 :

al. , 1 986:35).

system of common public schooling . . . prevailing in many
"The
industrial countries was created to serve as an instrument of egalitarian
policy . . . But within the framework of this system a . . . 'new underclass· is
being formed . . . a high percentage of children in the ·new' category come
from homes that in various ways are affected by pathologies and
hardships ... they tend to be pushed out of school because tl1ey are seen by
teachers as troublesome and as having low motivation. They show
evident signs of trying to evade school and by disturbing what goes on in
the classroom".
(Coleman and Husen Changing Conceptions of Youth and Transition
to Adulthood: An Overview oj Trends and Issues OECD. Paris (p . 35}
Quoted in Middleton et al.. 1986: 13}
.

"Many o f the disparities which have long characterized Australian
society continue to exist despite federal and state government programs
promoting equality. Constraints on public expenditure and the limited
public acceptance of principles of positive discrimination and
redistribution of resources make the pursuit of further substantial
reductions of disparities in the near future difficult."
(Swan & McKinnon. 1 984:6}

1.4.2.4 Lack of Autonomy for Parents and Students
I t seems obvious to many people that inequalities such as
those outlined above should not exist in a democratic society.
A less obvious but equally undemocratic practice exists in the
paternalistic attitude of state education systems. Until the last
two decades the clientele of education systems. the students.
or those with ultimate responsibility for them. their parents.
had very little say in the content of processes of schooling
( As h e n d e n ,

1 983:20).

ie.

departments o f education.

b ur e a u c r a t s

within

state

h e l d almost total sway over

syllabuses, school organisation, staffing and resources. Both
they themselves and the majority of community members
believed that education was a matter for experts, and only the
bureaucrats were t h e experts.

Even the principals and

teachers of schools were not considered sufficiently expert to
devise curricula suitable for their own students. While this has
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changed considerably, so that individual teachers and schools
have much more say in what is taught. how it is taught. and
how schools are organised, parents and particularly students
in most cases still have minimal opportunity for input into
what is, after all, very much their concem.
Where parents have been approached, they have expressed
the desire to become more involved in such things as
curriculum development and determination of school rules
(ACT School Authority, 1 983c:55). Many parents who did not
stay a t school past the minimum leaving age. or were failures
in the system, either feel discouraged from approaching the
school or feel themselves incompetent to do so. Hence they
feel that if their childrens' needs are not being met by the
school they have no way of remedying the situation (Connell

et al., 1 98 2 : C h . 2 ) .
M o s t states are now working towards greater involvement of
parents in the education process (eg. NT Department o f
Education,

1 98 7 : 1 8 ff) .

While

increased

involvement

by

parents is welcomed by the majority, many have concerns at
their lack of expertise and time to carry out the tasks
expected o f them (McGaw, Piper, Banks & Evans. 1 992:93).
Hence, also, many parents feel t h a t their role in actual
decision-making in schools should be limited (McGaw et al. ,
1 992 : 1 02 ) .
Far more studies have been carried out i n which researchers
have sought out students' feelings about school, and how they
think schools should change. Some of these were mentioned
earlier. In a majority of these a common complaint of students
is t h e i r lack of participation in decision-making within
schools, both with regard to their organisation and the
subject matter they have to study. If democratic principles are
to

be

inculcated

i n students i t seems logical

to

start

practising them at school, that is to allow students to have
some

say i n w h a t they are taugh t so t h a t t h e school

curric u l u m

is adapted to become

their own

individual

curriculum. This should have much more meaning for them
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and should b e able to motivate them both to learn and t o stav
at school longer, as desired by society (Meade. 1 9 8 1 :42).
"Each morning. for the minimum o f four years. a young sensiti,·e person
becomes part of a system which cannot accept him as an individual.
Teachers dismiss individual actions as a calamitous breach of school
Cay. 17 (Blishen. 1969: 135)
regulations."
" . . . the majority of school leavers have been disciplined for the past
thirteen or fourteen years . . . they are not able to take up a life outside.
where they must think for themselves and rely on their own judgment and
Susan. 1 6 (Blishen. 1969: 162)
integrity."
"I �hall state what I believe to be the aims of education - to help
individuals become creative. thinking and alert human beings. capable
of:
1 . having a critical and analytical approach to. and understanding of the
world around them.
2 . being co-operative and tolerant of other individuals with different
beliefs. and
3. leading more satisfYing lives clue to their educative experience.
Education means real involvement in the life of the society of which
students are a part. but this involvement must be of a critical nature and
not merely providing human fuel for production. "
Colin. 1 7 (Humphreys & Newcombe . 1975:60)

When

definition

the

of

c u rriculum

stated

earlier

is

considered, it can be seen how important it is for students to
be consulted in decisions about their education. For many
students. the content they are taught has l i t t le importance.
The development of their self-esteem and relationships with
others will be far more significant for their future.
" . . . the real curriculum of any school is that which makes a difference in
(Michaels. 1987:3)
the life of the Ieamer 5. 1 0 or 25 years hence."

At t h e prese n t t i m e the extent of participation for t h e
majority o f secondary students is membership of t h e Student
Representative Council (SRC) which in many schools is
allowed only to organise socials and possibly make suggestions
about what kinds of food students would like to be sold at the
canteen. However. students would like to have a say in what
they study. when they study i t , their relationships w i t h
teachers,

and school r u l e s a n d discipline (ACT Schools

A u t h ority.
I n q u i ry

1 98 3 c : 2 1 5; Cohen.

i n to

Poverty.

1 98 5 : 2 8 2 ; Commission for

1 97 8 : 9 2 ;

Commonwe a l t h

Commission. 1 987: 36ff; Poole. 1983:35).

Schools
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''The ideal school for me is one where the students ha\·e an acti\·e pan in
the running of the school. After all what is a school for if it is not to
educate and prepare students for life in an adult world: and how can the\·
:
do this is the students are u nsatisfied with the way in whjch tJ1c�· arc bcinQ
educated."
Roselyn. 1 6 (I Iumphreys & Newcombe. 1 975:97)
"Children are beginning seriously to question the legitimacy of extcmall�·
enforced rules that they did not help to formulate."
(Meade. 1 9 8 1 :245)

The very fact that school is compulsory for at least ten years
of a student's life may be seen as undemocratic. although few.
students included, would question its necessity. However.
students' lack of power within the system, combined with
compulsory attendance, has a very strong effect on their
response to authority. Some aut hors correlate teachers'
d i s c i p l i ne

problems

in

the

classroom

with

students'

powerlessness (Cohen, 1 985:293: Middleton, 1 982 : 3 1 -32).
An additional important reason for giving students greater say
in

decision- making

in

schools

is

that

development

of

independence should b e a n integral part of their curriculum.
Unless students are given the opportunity to practise making
their own decisions

(and

mistakes},

t h at

part

of their

education will not be complete (ACT School Aut hority.
1 98 3 b : 2 1 6 ; Commonwealth Schools Commission.

1 98 0 : 9 ;

Commonwealth Schools Commission.

1 98 7 : 3 5 ; Education

D e partment

NT

Tas m a n i a ,

1 986b : 4 - 5 :

D e p a rtment

of

Education, 1 984: 1 3) .
" I feel a school system where students can choose their own subjects wi th
regard to individual taste is ideal."
Mary. 1 7 (Humphreys & Newcombe. 1975:78)
"Our world is a democratic one. If students are free to speak and express
their opinions while growing up. surely our land is a happier one. People
would learn to see the good and the bad. and accept some things which
they directly disagree with. Schools should not be aut horitarian."
Paula. 1 7 (Humphreys & Newcombe. 1975:88}

1.4.3

Teacher-Student Relationships

Arguably the most important criticism of secondary schools
from the point of view o f students is poor teach er- studen t
relationships. Whenever students are asked their feelings about
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school, this is one of the areas they consider to be most
important, as can be seen in the current study. as well as from
previous investigations into the causes of student dissatisfaction
with school (ACT Schools Authority, 1 983c:20 1 ; Commonwealth
Schools Commission. 1 980:52).
S t u d e n ts

criticise

teachers'

lack of interest in

them

as

individuals, their authoritarian teaching and discipline methods
and

ln

some

cases

their incompetence.

Teachers

blame

students' lack of motivation and lack of parental interest. Others
blame the curriculum, claiming that students are bored and
therefore misbehave.
Students' lack of power over their education. mentioned in t h e
previous section. including the fact that school is compulsory. is
said to cause misbehaviour as a reaction against the situation in
which they find themselves (ACT Schools Authority. 1 983c: 2 1 4;
ACT Schools Authority,

1 984:86; Cohen,

1 98 1 :76; Middleton et aL , 1 986:35; White,

1 98 5 : 2 8 1 : Meade,
1 988:325).

"Teachers should be understanding and listen to students and they should
treat students as fellow human beings - not as inferior."
(Quote from a student essay in Poole. 1983:38)
"I think teachers should encourage us instead of giving us the most boring
lecture on what we have done wrong . . . When a teacher praises you for good
work you want to carry on with it and do better."
Rachel. 1 5 (IJlishen. 1969: 133)

"Undoubtedly the largest problem of all is teachers."
Malcolm. 1 4 (Humphreys & Newcombe. 1975: 102)
"Teachers are used in the wrong way - instead of someone to be obeyed and
instructed by. I think they should be regarded as friends and advisers only: if
students and teachers were on friendlier terms. I feel that much of the
conflict at present would not occur."
Roselyn. 16 (I Iumphreys & Newcombe. 1975: l 02)

At least some o f the problems in these relationships are
exacerbated

by

the

retention

of students

at

school

for

considerably longer than in the past. Several decades ago the
majority of students of 1 5 or 1 6 years of age would have been in
the

work

force.

earning

their

own

money

and

with

a

considerable amount of independence. I n the 1 980s and 1 990s
students of this same age are still at school. with very little
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independence. expected to fulfil their teachers' requirements
in the areas both of study and behaviour (Evans. 1 98 5 : 2 5 :
Middleton e t al. , 1 986:32). It i s not surprising that students
would like to be treated, if not as full adults. at least as
developing

ones

(Commonwe a l t h

Schools

Commission.

1 98 7 : 4 2 ) .
Some teachers see the answer t o these problems i n an increase
of their authority and discipline. However, this is more likely to
multiply the problems rather t han solve them (ACT Schools
Authority. 1 983c:2 1 1 ) . A solution is rather seen in assisting
teachers

to

develop

better

interpersonal

skills.

greater

understanding of students' family values. and the ability to make
the curriculum more relevant to students' perceived needs
(ACT Schools Authority. 1984; Education Department Tasmania.
1 986a: 1 9; Pettit. 1 983:289).
Some suggestions have been made as to how the compulsory
core curriculum can be made relevant to students. This involves
initially incorporating the content

into s t udents'

existing

knowledge and world view so that they see the relevance of
what is being taught to their present world. Once that has been
achieved. the teachers can then extend their students into new
areas so that they are not limited by being contained within
their existing world view (ACT Schools Authority. 1 983c: 2 1 2ff;
Pettit,

1 98 3 : 2 8 0 ) .

H ow e v e r .

this

approach

r e q u i re s

considerable skill. both at writing curricula and teaching them.
and is one for which the majority of loday's teachers lack both
training and time. Considerable support from state systems
would be required for teachers to develop these skills and in
times of economic constraint t h is support is unlikely to be
forthcoming.
This introductory chapter may seem to be unduly pessimistic
about the state of schooling in Australia at the present time. Many
changes have been made over the years to address the problems
discussed above and to make them more satisfactory for all
participants. The next chapter will look at some of these.

CHAPTER 2

SECONDARY SCHOOLS 
'GUINEA PIGS' FOR SOCIAL CHANGE
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2.1 The Merry-Go-Round of Change
"For a people to feel at any given moment the need to change its educational
system. it is necessruy that new ideas and needs have emerged for which the
old system is no longer adequate."
(Durkheim ( 1969) L'euolution pedagogiquc en France.
Translated by Peter Collins. Quo t ed in Karabel & I !alsey . 1977:92)

In the years since the visit of Kandel (see Section 1 . 2 ) . just before
the Second World War, when educators were becoming aware o f
the need for improvements in education i n Australia. enormous
changes have taken place. especially in secondary education. The
pace of change has been gradually increasing until it seems that
nothing remains untouched for more than a year or two. and still
both Governments and community are dissatisfied.
" . . . the turbulent. continuous. and unrelenting changes imposed on schools
through the 1 980s and 1 990s are likely to create schools much changed - and
not always in pleasant ways - by the time we enter the 2 1 st Century in seven
(Beare. 1993: 1)
years' time."

This is exacerbated by the economic problems the country has
been

facing for the last decade or more.

particularly high

unemployment, with young school leavers having the highest
u n e m ployment

rate

(Commonwealth

Schools

Commissi o n ,

1 98 6 : 3 ) .
There have been a number o f occasions when both major political
parties have blamed education for the country's ills. Its products
are said to be poorly equipped for an adult working life. being
illiterate

and

innumerate,

or their education

has

not been

sufficiently directed towards vocational skills in preparation for
work. School leavers are therefore said to be unable to obtain jobs
because of deficiencies in their education. Fortunately this view
has not always prevailed and both politicians and community
leaders have been aware of the difficulties for school leavers in
obtaining jobs which simply do not exist. Similarly. many people in
society recognise that literacy and numeracy skills of students are
not much poorer than they were 20 or 30 years ago as is often
claimed, rather their education has had a different emphasis with
development of skills over a much broader area (Middleton et
1 986 : 3 l f0 .

al..
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Nevertheless. there is no denying that many changes in schools
have been a result of Government reactions to political situations
or party policy. Educational considerations have not always been
the first priority.
This chapter looks at many of the attempts to find solutions. or at
least partial solutions to problems such as students' alienation.
inequalities between

different groups

u n e m ployment.

movement

The

to

in

society and youth

u n i tisation

and

vertical

timetabling can be seen as part of an overall movement of change
to attempt to remedy the problems of secondary education.

2.2

Government Initiated Changes

2.2.1

Comprehensive Schools in NSW

One of the first attempts to solve the problem of enormously
increased student numbers after the Second World War. for
many o f whom

the

prevailing

academic

curriculum

was

inappropriate, took place in NSW in 1 962 (see Section 1 . 2).
This was the introduction of comprehensive secondary schools
(ie. catering for a full range of abilities and interests) following
the recommendations of the Wyndham Report published i n
1957.
The aims o f education set out i n the Wyndham Report were
admirable even by modern standards: emphasis was placed on
the

development

of the

indivi d u a l .

not

by

replacing t h e

academic curriculum b u t by extending the areas covered at
school to such things as health and physical fitness. capacity for
critical thought. arts and communication and others. In addition
an important aspect of the curriculum was that the details o f
syllabuses were t o b e developed a t the school level. This was
intended to enable teachers. familiar with their students and
the local community. to have the opportunity to adapt the
curriculum to individual needs. The length of time in secondary
school was extended from five years to six (Laird. 1 985: 18f0 .

..

27

Unfortunately the speed with which the scheme was introduced
left the great majority of teachers unprepared and lacking in the
skills necessary to carry out its aims and the ideal of school
based curricula was not carried through. The retention of
extemal examinations went a long way to defeating the aim of
curriculum reform. in spite of intentions to the contrary (Laird.
1 98 5 : 2 0 ) .
I n m y own experience as a first-year-out teacher in
detailed

syllabuses were provided

leaving l i tt l e

1 966.

room

for

differences between schools. Three levels of achievement were
designated in each subject, with an extemal examination at each
level at the end of four years. The pressures of the examination.
particularly at the Advanced (highest) level were enormous on
both students and teachers. In Science. at all levels. a quite
unrealistic amount of content had to be covered and it could
only be called academic i n emphasis.
Other States introduced comprehensive secondary schools
during the 1 960s. although in some cases separate technical
high

schools were

retained for students intending to d o

apprenticeships or trade

courses.

However.

the academic

curriculum still persisted in all States (Evans. 1 985:27).
2.2.2

Commonwealth Government Initiatives

2.2.2.1

Commonwealth Scholarships and Capital Grants

According to the Australian Constitution. education is the
responsibil ity of State governments. not the Commonwealth
Government. However. the rapid expansion of education after
the Second World War made it obvious that the States would
have great difficulty in coping with educational costs without
additional money from the Commonwealth Government. The
first

steps

came

in

the

1 960s

with

the

awarding

of

Commonwealth Scholarships to assist students financially who
would have had difficulty in remaining at school past the
minimum leaving age. ie. an attempt was made to overcome

..
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the

financial

d i fferences

between

high

and

low

socio

economic groups which was believed to contribute to t he
difference in length of education between the two groups (see
Section 1 .4 . 2 . 2 ) . This was followed by the provision of grants
for

Science

laboratories

and

school

libraries

(Beare.

1 988: 1 0 1 -2 ) .

2.2.2.2

Karmel Report and Commission o f Inquiry into
Poverty

When Labor came into power at the end of 1 972. an Interim
Committee of the Australian Schools Commission (now the
Commonwealth Schools Commission) was set u p under the
chairmanship of Peter Karmel. This committee recommended
very large increases in funding for education. thus opening
the way for the Commonwealth Government to play a major
role in determining education policy for the whole country. A
prominent

consideration

in

the

new

C o mm o n w e a l t h

Government policies was the promotion o f greater equality o f
e d u cational

opportunity

and

the

relationship

educational,

social and economic priorities

between

in order to

overcome the problems discussed in Section 1 . 4 . 2 (Rizvi &
Kemmis. 1 987:46).
Development of policies to address these issues had also been
s t i m u la t e d

by

the

independent,

n o n - p a rl i a m e n tary

Commission of Inquiry into Poverty in 1 972. This Commission
reported that. while many people believed that education was
likely to provide the most successful way out of poverty. in
practice

the

school

system

maintained

the

e x i s t i ng

distribution o f power and status within society (p. 1 1 3 ) . The
C o mmission

recommended

amongst

other

t h ings

that

students should b e encouraged to stay a t school longer. that
financial support should be available to enable them to stay at
school (p.92), that work and education should be more closely
linked (p.6) and that the importance of opportunities for self
determination should be recognised (p.93) .
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2.2.2.3 Disadvantaged Schools Program
As a result of the Commission of Inquiry into Poverty and the
Karmel Report, the Disadvantaged Schools Program (DSP) was
set u p in 1 974, targetting selected schools considered to have
a significantly disadvantaged population according to an index
based o n a number of factors. The DSP was aimed a t
overcoming the differences between socio-economic groups
by targetting schools rather than students. Disadvantaged
children were to be enabled to learn more successfully. their
schooling was to be made more enjoyable and schools were to
be made more accessible to their communities (Keeves.
1 987: 367 -8) .
The D S P has continued from 1 973 to the present. with some
modifications and has been one o f the most consistent
Government programs over that time. I n 1 99 1 the guidelines
for adminstration of the Program showed that the basic aim of
the program remains the same .
.

.The Disadvantaged Schools Program is designed to assist those schools
serving communities with the greatest degree and concentration o f socio
economic disadvantage by increasing the educational opportunities of
their students. ..
(Department of Employment and Training. 1 9 9 1 :49)

Some evaluation of the DSP has been can·ied o u t showing that
it has increased the level of innovation of schools and teachers
but that most of the projects supported by the DSP were
aimed more at increasing students' enjoyment of school than
d e v e l o p i ng

skills

or

interaction

of

schools

with

their

communities (Keeves, 1 98 7 : 369).

2.2.2.4 Innovations Program
The Innovations Program was also an outcome of the Karmel
Report and initially called the Special Projects Program. I t
operated from 1 97 4 to 1 98 1 with its budget reduced after
1 975. Projects were to be innovatory in their particular school
context and aimed at improving the quality of education of the

•
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students involved, while at the same time contributing to the
professional development of teachers (Fraser. 1 985: 1 09).
Keeves ( 1 987b: 1 56 ) considers that "the chief effect of

t hi s

program has been the creation of a climate in which both
change and experimentation were not only possible but were
also supported and encouraged."
However, both the Disadvantaged Schools Program and the
Innovations Program have been unable to fulfil the promise of
the Karmel Report to produce more equitable outcomes for
students. This has been prevented by both theoretical and
practical d i fficulties in their implementation (Rizvi et al..
1 98 7 : 5 1 ) .

2.2.2.5 School to Work Transition Program
The youth crisis which developed t h roughout the 1 970s and
1 980s

(see

Section

1 .2)

continues

to

be

of enormous

importance to society. Teenage unemployment rose steadily
until the rate for 1 5 to 1 9-year-olds exceeded 30% in 1 983.
At the same time some Government Departments produced
figures which convinced the Commonwealth Government (at
that time the Liberal Party) that participation for schooling in
that age group was declining. Retention of older teenagers
became

and

remains

a

political.

economic.

social

and

educational issue (Rizvi e t al., 1987:47-48).
As a result the Government initiated a School to Work
Transition

Program,

later

irrelevant

to

school

those

criticized

for

s t r u c t u res

being

largely

which

create

inequalities, and being seen by schools as peripheral to their
main concerns (Rizvi et al., 1 987:48-50).

2.2.2.6 Participation and Equity Program (PEP)
This can be considered to be one of the most important
initiatives in education by any Australian Governmen t . both
because of its immediate effects and because it showed what
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could

be

p o s s i b le

in

schools.

given

Governmental

encouragement. direction and resources.
The Labor Party was strongly ideologically committed t o
equality i n society and PEP was its response to the failure of
previous programs to attack existing inequalities in schooling
and in particular what was considered to be the Liberal Party's
quite inadequate response to the youth crisis in the School to
Work Transition Program (Rizvi et al.. 1 987:47-49) .
"The Participation and Equity Program (PEP) was introduced by the
Australian Labor Party soon after it came to power in 1983. It was seen as
a means of stimulating fundamental changes in secondary education. In
its conception and its structure it was perhaps the most complex and
ambitious educational program ever introduced by a Commonwealth
GoYemment.
The central aims of the Program were to increase levels of student
participation in post-compulsory education and to ensure more equitable
outcomes of education. This . the Government believed. required a
fundamental renewal of secondary education in Australia so that it would
meet the aspirations of all young people. including those for whom
extended post-compulsory schooling had previously held l i t t l e
attraction."
(Rizvi et al . . 1987:45)

Originally 'participation' was intended to refer only to the
retention of post-compulsory students at school. but was later
expanded to include participation in democratic decision
making. 'Equity' referred to equal opportunities (Rizvi et

al. .

1 98 7 : 63 ) .
The rationale expressed by the Schools Commission for
increased retention rates assumed that secondary education.
for as long as possible. was of value in itself. As well. increased
retention rates would assist in the development of a skilled
workforce, necessary for the full economic development of
Australia. PEP was not however to be seen as a means of
"getting kids off the dole queue" (Rizvi et al. .
Middleton

et

1 98 7 : 5 6 - 5 7 ) .

al. ( 1 986:6 1 ) state t h a t this goal o f increased

retention succeeded at least to some extent.
PEP differed from previous programs in a number of ways.
First, schools were not asked to make submissions. instead
they were targetted according to perceived need . whether
they wished to participate or not. Second. funds were to be
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made available for system support of initiatives. although the
majority were to go to individual schools (McRae. 1 988 : 3 1 ) .
Democracy was to be an important part of the program with
schools being

responsible for their own decisions

and

student/ teacher/parent interactions playing a major role
(Rizvi et al.. 1 987:58).
Rizvi et al. consider that a major achievement of PEP was its
repudiation of the view that inequalities can be overcome by
individual hard work and compliance with the demands of
society. Instead, equality came to be seen by many people
associated with PEP as equal outcomes for groups within
society. Some people suffer disadvantage because of their
membership of a group (eg. females. migrants. Aborigines)
and schools have an obligation to treat these groups in such a
way that their disadvantages are overcome and the group as a
whole is able to achieve outcomes equal to those of non
disadvantaged groups (Rizvi et al., 1 987: 2 1 4 -2 1 5) .
Unfortunately, the high promise of PEP was not sustainable in
practice. The program was introduced by t h e Government
with undue haste in order to fulfil its election promises (Rizvi

et al., 1 98 7: 54). Even in the early stages problems developed
because the initial money allocation had to be spent in a few
months towards the end of 1 984, giving targetted schools
insufficient time for planning and development (Rizvi et al. .
1 98 7 : 98-99). Problems continued with the implementation of
the

Program,

partly d u e

to

the general

nature

of the

statements issued by the Government. partly due to problems
of communication between the States and Commonwealth
Governments and partly due to its failure to address other
associated youth issues such as accommodation, legal rights
and income support (Rizvi et al.. 1 987:62). Finally all these
problems were compounded by unexpected fu nding cuts. I n
1 98 5 the Government announced that t h e anticipated funding
for 1 986 was to be spread over both 1 986 and 1 987 and the
program was wound up in 1 987. This led to uncertainty at all
levels and to many incomplete or unsatisfactorily completed
projects ((McRae. 1 988: 1 87; Rizvi et al., 1 987:309).
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However, in spite of all its problems. PEP's achieYements can
be

considered

remarkable

for a Government

i n s t i t uted

program.
" . . . it can be counted as a real achievement that the Progra m \\'US able to
create conditions under which people had the freedom to think criticall\·
.
about important educational values and to explore educational trate�ie s
in the light of their critical reflection and self- reflection."
(Rizvi er a!.. 1987:-ll)
·

McRae ( 1 988) describes a number of projects associated with
PEP. many involving major changes in ways of thinking about
schooling, students and curriculum. I n view of the well- known
tendency of Government funds to disappear before the full
fruition of many programs, it is perhaps of greater importance
that PEP was a 'catalyst' for change. Its effects lasted for much
longer than the length of time for which the Program formally
operated (p. 44).
PEP has been considered here in some detail as an example of
how government i n i t iated change has the possibility of
success.

given

a p p ro p r i a t e

guidelines.

fu n d i n g

and

commitment by the government concerned.

2.3

Curriculum Development

At the same time as the changes described above were occurring,
changes were also being instituted in the area of curriculum
development and the related area of leaching methods.

2.3.1 Wyndham Report
As described above (Section 2 . 2 . 1 ) the changes in secondary
schools following the implementation of the recommendations
of the Wyndham Report in 1 962 were far reaching in the area of
curriculum as well as in organisation. Considerable changes
were made to curricula. particularly in an attempt to overcome
the

problems

of the

academic curri c u l u m ,

and

to

a llow

individual differences. As seen in Section 2 . 2 . 1 , this was not
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successful, although many of its provisions paved the way for
future changes.

2.3.2 Australian Science Education Project (ASEP)
ASEP was a national project aimed at revolutionising Science
teaching in secondary schools, particularly by developing programs
which could be tailored to suit individual students rates of
learning and interests and develop their critical thinking abilities
(see Section 1 .4 . 2 . 1 ) . It required. and obtained. the cooperation of
six States and the Commonwealth Government, a considerable
achievement in 1969, the year of commencement. Funding was
provided by all participant Governments to develop, trial and
evaluate materials which were a radical departure from current
Science teaching methods in two ways. First. the inquiry method
of teaching was used in which students carried out investigations
to discover for themselves the relevant scientific content of a
topic. Second. the units specifically catered for individual
differences, providing plenty of choice for teachers and extension
work for more able students (Keeves, 1 987: 1 60; Fraser, 1985:39).
ASEP materials were initially used in all States and Territories.
but because no funding was allocated for implementation and
teacher inservicing, the number of teachers who used the
materials in the way in which they were intended is open to doubt.
Relatively few teachers were actually involved in the development
of the materials and lack of 'ownership' of the materials by
teachers, as well as the lack of funding for implementation, is
considered to be a factor in their demise (Cohen & Fraser,
1 987:89-9 1 ) .

An

additional important factor was the introduction

of school-based curriculum development particularly i n some
States.
However, there is no doubt that ASEP produced lasting changes in
the way in which Science was taught (Keeves. 1 987: 160).

/
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2.3.3 Commonwealth Curriculum Development Centre (CDC)
Curricula were originally the sole province of the States and
Territories. and were usually determined by administrators in
consultation with Universities. But in the 1 970s this situation
started to change. The Commonwealth Curriculum Development
Centre was established shortly after the commencement of ASEP.
and has been responsible for national projects in other subject
areas. However. their success. sometimes even their completion.
has depended on funding and the response of the States to the
materials developed. For example, the Social Education Materials
Project (SEMP) was banned in Queensland and as a result had
limited success (Musgrave, 1 987: 106}

2.3.4 School-Based Curriculum Development (SBCD)
The concept of SBCD was introduced in the 1 970s. with the
intention o f allowing curricula to be made more relevant to
students in their own community and school (Marshall. Walton.
M axwell & Laird, 1 98 8 : 2 ) (see Section 1 .4 . 2 . 1 ) . It has been
encouraged in some States more than in others, even though it
was backed by the C D C . Its success in secondary schools
particularly has been limited because of the influence of University
dominated Tertiary Entrance requirements in most States and
Territories. Even though these requirements nominally affect only
the last one or two years of secondary school. practising teachers
find that they percolate down to all years. in spite of teachers'
efforts to prevent them, as mentioned in Section 1 . 2 (Musgrave,
1987:92-93; Keeves, 1987: 1 48}.
Movement away from SBCD has occurred in the last decade with
the introduction of core curricula in many states and more
recently the National Curriculum project.

2.3.5 Core Curricula
The movement to S B C D and the general freeing u p of the
curriculum in the 1 970s produced a backlash with criticism
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that 'basics' were not being taught to children any more. A Core
Curriculum for Australian Schools was produced i n 1 980 by the

CDC which suggested broad principles on which schools could
base the content of their own curricula.
While NSW had had a core curriculum since the implementation
of the Wyndham Report in 1 962, in the 1 980s most other States
introduced at least broad guidelines for a core curriculum. in
some cases with considerably more prescription in content than
in others (Beazley,

1 984:46; NT Department of Education.

1 98 3 : 6 ; Middleton et al., 1 986:44).
In 1 989 the Education Advisory Council. consisting of Heads of
Departments of Education from all Stales and Territories.
decided to introduce a project to develop a National Curriculum
for all Australian students, from first entry at the age of five
years to students leaving school at

age

1 7 or

1 8 years.

Development of this curriculum has been underway for some
three years and writing of curriculum content and processes is
well advanced. The extent to which the National Curriculum is
actually implemented will be the province of each Stale and
Territory, but it is difficult to imagine that it will not have some
effect

in restricting t h e variety of curricula now existing

throughout Australia (Jacob, 1 992).

2.3.6 General Studies and Integrated Curricula
I n the late 1 960s in tegrated curricula were advocated as the
answer to much of the alienation of students in secondary
schools (see Section 1 .4 ) . However, while integrated curricula
have been i ntroduced into some Victorian schools (and are
commonly used very successfully i n Primary schools). with
considerable success in a few cases, this concept has not been
widespread

elsewhere

and

there

is

argument

as

to

the

effectiveness o f these types o f courses ( Musgrave. 1 987 : 94-5 ;
Poole, 1 98 7:300- 1 ) .

•
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General studies have also been advocated as a way of overcoming
alienation, particularly of less academic students and have been
introduced as special classes in some schools for that reason.
However

they were generally

compared

with

the

normal

seen

as

academ i c

having low
stream

and

status
were

unpopular because they had no recognition in the form of a
certificate which

could

be

shown

to

potential

employers

(Fensham, 1 986: 1 45 - 7 ) . They therefore suffer from the problem
of lack of credibility for employers and parents mentioned in
Section 1 . 2.

2.4 Changes in Organisation and Teaching Methods
Keeves ( 1 98 7 : 1 50) lists six major organisational changes which
have taken place since 1 970:
l ) significant reductions in class sizes
2) introduction of open area schools
3) provision for the handicapped
4) establishment of alternative schools

5) provision for the gifted and
6) the introduction of sub-schools.
"There i s growing recognition that the nature and size of classroom gro u ps
influence the way in which teaching and learning in schools and classrooms
(Keeves 1987: 1 50)
can occur."

As discussed below. i t seems that many of these organisational
changes were intended to address the problems of lack of student
autonomy and control over their own individual education.

2.4.1 Open Area Schools
This was a very popular innovation in the late 1 960s and early
1 970s. intended to move away from the concept of one teacher
teaching one class in a classroom isolated from the rest of the
school and with limited ability to address individual needs (see
Section

1 . 4 . 2 .4) (White.

1 9 88 : 3 1 7) . Schools were b u i l t with

/
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large general purpose areas and a variety of special pu rpose
areas.
Studies have shown no difference in the cognitive outcome of
students i n open area schools compared with conventional
schools. However, these schools have been found to have more
open teaching methods in which students are encouraged to be
more active participants in the learning process. and are given
more autonomy, which was the intention of the educators who
conceived the concept of open area schools (Keeves. 1 98 7 : 1 53 4).

2.4.2 Alternative Schools
I n the late 1 960s and during the 1 970s a number of 'alternative
schools' were set u p . sometimes with government backing,
sometimes without. The common aim of these schools was to
provide an education which would allow democratic decision
making

by

students

and

e m p hasis

on

their

personal

development. without the alienation common in existing schools
(see Section 1 .4 . 2 . 4 ) . While small in number these have had a
considerable influence o n educational practices i n Australia,
providing role models for other schools (Keeves, 1 987: 1 53-4)
But although these schools have frequently been very successfu l ,
they usually depend on the commitment and enthusiasm o f one
person

or

a

small

group

of

key

personnel

(Middleton,

1 982: 1 7 7 ) . Given t h e shortage of teachers a b l e o r willing to
make this sort of commitment, the extra funding required by
these schools and the general conservatism of most educators
and the community. there is little possibility of this type o f
education ever being available for the great

m

aj Oi ity o f secondary

school students (Middleton, 1 982: 1 60).

2.4.3 Sub-schools
Research shows that students i n small schools perceive their
school climate to be more supportive, and that they experience
a richer environment and hence are less alienated from school

/
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(see Section 1.4). This has led to changes in some of the \·erv
large schools which arose following t h e explosion in school
enrolments i n the post-war period. Sub-school s are divisions of
a larger school in which groups of students remain together for
classes and other activities usually with a particular group of
teachers allocated to them (Keeves. 1 987: 1 54-5)

2.4.4 Teacher Effectiveness
I n the 1 960s and 1 970s, considerable work was done on wavs of
improving the effectiveness o f teaching methods and improving
relationships between students and teachers (Brophy.
Gordon,

1 97 9 :

1 974). This i s continued particularly in texts for the

use of student teachers (eg. Borich. 1 988). It is an important
area of concern because student-teacher relationships are still a
major issue in secondary schools (see Section 1 . 4.4).

2.4.5 Teaching for Individual Differences
The recognition that all children are d i fferent and require
individual

treatm e n t

developed

from

the

psych o l ogy

of

individual differences in the 1 960s. Educational materials such
as ASEP in keeping with this concept were developed for both
primary and secondary schools. The advocation by the CDC of
SBCD in order to cater for individual differences probably led to
the reduction of commercially available materials of this type,
and teachers are now thrown back much more on their own
resources (Keeves, 1 98 7 : 1 59-60).
Part

of

the

movement

towards

teaching

for

individual

d ifferences has been a decrease i n 'streamed' classes. especially
in Junior secondary schools. Streamed students are placed in
classes according to their perceived ability

to

succeed, as

determined by their primary schools performance. Mixed ability
classes avoid labelling students as 'academic' or 'non-academic'
at an age when they are still developing t h e skills and maturity
to handle the work expected of t h e m . There is considerable
variation between teachers in their attitude to mixed ability
classes. While few doubt that the top classes in a streamed

system are easier to teach. the same cannot be said for

the

lower ability classes. Many teachers believe there is educational
benefit for students in mixed ability classes (Middleton

ec al. .

1 98 6 : 6 6) .
As part o f this movement towards individualisation. interest
arose in the special needs of gifted and talented children durin�
the late 1 970s and early 1 980s. These are seen as a way of
overcoming alienation of more able students who are bored by
the usual school programs and slow rate of progress in mLxed
ability classes. Many programs have been and still are conducted
to cater for them. increasingly as enrichment within normal
classes rather than by the provision of special classes and
schools (Keeves, 1 98 7 : 1 54) .

2.4.6 Metacognition
Studies carried out in the 1 970s and 1 980s have stimulated
interest in how students learn, ie. metacognition. These have
s h ow n

that

knowledge

needs

to

be

l i nked

to

previous

knowledge and there i s a need for increased participation by the
learner. before learning can be truly effective (see Section 1 . 4.3)
(Bakopanos & White. 1 990; Musgrave, 1 98 7 : 98; White, 1 984) .
The PEEL project is an example of trials of these ideas in one
school. which are being continued in a loosely organised way by
/

interested teachers (Baird & Mitchell, 1 98 7 ) .
Introducing The English Curriculum (ITEC). ie. inservices to
train teachers in a new English curriculum currently being
i n t roduced
improving

into Northern Territory Schools.
teaching

and

learning

methods

also aims at
by

t he

same

principles (Rees, 1 993) .

2.4. 7 Mastery Learning and Criterion-Referenced Assessment
The idea that students should aim for mastery of content and
skills in one area before proceeding to the next has been the

-
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subject o f a number of studies. These have shown that a well
planned sequence of learning activities. coupled w i t h t h e
allowance of sufficient time, enables the great majority of
students to master the work required (Keeves. 1 987: 1 65-6).
A logical corollary of learning for mastery is assessment based on
the extent to which a student has mastered the work (criterion
referenced assessment). as opposed to assessment based on a
certain percentage of students passing and the remainder failing
(norm - referenced assessment)

(see Section

1 .4.2.2).

Norm

referenced assessment remains the chosen method of most
States and Territories for assessing Year 1 2 students. However.
criterion- referenced

assessment

is

seen

as

an

important

principle in assessing students by many people involved

in

education (McGaw et al. . 1 992: 1 20).

2.4.8

National Project on the Quality of Teaching and Learning
(NPQTL)

NPQTL commenced in 1 9 9 1 as a three year project in which
both the

Federal government and teachers' unions would

combine to encourage changes to improve both primary and
secondary schools.
"NPQTL is committed to:
improving learning outcomes for Australia's students:
investing in teachers and promoting their status in recognition of the
central role teachers play as models to their students:
improving the effectiveness of work organisation in schools: and
creating workplaces that reflect the values and experiences that need to
be promoted for all students."
(NPQTL. Nov. 1991 :8)
•

•

•

•

These aims are to be carried out by examination of how teachers
work. including school organisation; the profession of teaching,
including nationally recognised qualifications; and the education
of teachers, both pre-service and during their service.
By 1 993 approximately 1 50 schools nationwide have become
involved in appraising their organisation and structures and
trialling changes which may bring about improvements i n the
education they provide for their students.

/
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From 1 994 onwards, half the funding will come from the States
and

Territories,

rather

than

w h o l ly

from

the

Federal

Government and the participating schools are seen as forming
the basis o f a network which will disseminate innovatory ideas
to a l arger number of schools nationwide (N PQTL. Nov. 1 99 1 :
Batenburg. 1 993).

2.5 Effective Schools
Since the late 1 960s a considerable amount of research has been
carried out to try and determine what makes some schools more
effective than others. 'More effective' was taken to mean increased
academic achievement in the earlier studies. fn the more recent
studies. school climate has also been taken into consideration. ie.
factors relating to students' perception of aspects of schools other
than the subject content. The following are a small number of the
studies or reviews of studies which have been canied out: Duignan,
1 986: Mortimore. 1 9 9 1 ; Purkey & Smith. 1 983; Reynolds & Reid.
1 985; Rutter. Maughan. Mortimore & Ouston. 1 979.
Criticisms of some of these studies have been made, including the
small size of the sample in most cases. the relatively narrow range
of behaviours measured. the emphasis on academic achievement as
the measure of effectiveness and the lack of practical guidance as
to how to actually make schools more effective (Jones,

1 98 5 ) .

However, t h e conclusion has been reached that some schools are
more effective than others and a number of common factors in the
way these schools operate have been described. Purkey and Smith
in their review of the literature up to that time. state that:
.. . . . an academically effective school is distinguished by its culture: a
structure. process and climate of values and norms that emphasize
successful teaching learning. . . . the climate and culture of the school !are)
characteristics that need to grow organically in a school and are not
directly susceptible to bureaucratic manipulation."
(Purkey et aL ( 1 983):442-3)

The factors found in the majority of effective schools as described
by Purkey and Smith include:

.....

1)

autonomy for leadership and staff:

2)

effective lea<iership;

3)

staff stability;

4)

a focus on academic excellence;

5)

staff development;

6)

parental involvement;

7)

recognition of academic success;

8)

maximized learning time;

9)

bureaucratic support.

As well, they describe components of the school culture.
1)

collaborative planning and collegial relationships:

2)

sense of community;

3)

clear goals and high expectations;

4)

order and discipline.

Purkey and Smith say these last four " . . . are the dynamic of the
school; that is. they seem responsible for an atmosphere that leads
to increased student achievement"

(p. 445).

However. while the factors that appear to contribute to an effective
school may be relatively easy to describe, determining how they
can be developed in schools which are lacking in them. is a totally
different matter. and as yet there is no definitive answer. Purkey
and Smith suggest that an essential part of the first step must be
to develop a " . . . sense of ownershi p . commitment and general
consensus among the staff of the school" (p. 44 7).
Mortimore suggests that

t h e following principles should be

followed in order to maximize change in schools:
"i)
ii)
iii)
iv)
v)
vi)

most staff. and the head teacher. can agree on a clear mi ssion for the
institution:
a systematic audit of current strengths and weaknesses is carried
ou t :
a change plan i s thoroughly thought through:
an outside agent is involved:
t h e implementation of the change plan is supported by all
appropriate external authorities:
an evaluation of progress is used fo r m atively to support the
(Mortimore. 1 99 1 : 1 2)
implementation."

Programs of school improvement based on the findings of school
effectiveness research are being undertaken in a number of
countries, eg. United States. Canada and the OECD International
School Improvement Proj ect (Mortimore,

1 99 1 : 7). In

1 99 1

the

Australian Educational Advisory Committee instituted a program
for Australian schools which commenced with surveys of opinions
from school communities all over Australia as to what constitutes
an effective school (McGaw et al., 1 992).
School effectiveness studies may be considered to be aimed at
providing an empirical basis for some of the problems oullined i n
Chapter 1 . Student problems seem to b e addressed less than those
of the staff and school organisation. but there is still a long way to
go before even the majority of schools can be considered fully
effective in even these areas.

2.6 Have These Changes Achieved Their Aim?
The descriptions above indicate that a multitude of changes have
been occurring in schools over the past forty years. to the extent
that one could be forgiven for thin king that politicians and
educators believe that any change must be an improvement.
Accompanying the changes has been a plethora of Reports from
Departments of Education at both State and Federal level. (See
Commonwealth Schools Commission ( 1 987: 1 3 5 fO for a discussion
of those published up to that date. ) The number of Reports
appears to have been increasing at almost an exponential rate
during the 1 980s and early 1 990s.
Most people would accept that the aim of the changes has been to
increase the equity of the outcomes of education for all groups in
society by reducing alienation of students and producing adequate
personal development for adult life. a sense of self-esteem and an
ability to make decisions and act autonomously when required.
The question still remains, have all these changes accomplished
that aim?
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2.8 'Top-down' or 'Bottom-up'
One aspect of the changes which has not so far been considered

is

- who makes the decision to change? 'Top-down' decisions are
made by government bureaucracies decreeing that these changes
will occur in schools. 'Bottom-up' decisions are made at school
level by the Principals and staff of the schools in which t h e
changes will b e implemented. The difference i s very important for
the success of a change. As discussed in Marshall

et al.

( 1 988:2-3).

school-based changes have a much greater chance of success than
bureaucratically imposed ones. Teachers are past masters of t he
art of adapting bureaucratically-imposed changes to their own way
of doing things, frequently resulting in almost no change at all.
On the other hand. when bureaucracy decrees that schools will
change. but provides the wherewithal and

leaves i t up to the

individual school to make the decisions as to where and how the
changes will take place. very successful innovations may be made.
This is i l l u strated by PEP (Section 2 . 2 . 2 . 6)

but PEP also

demonstrates the problems which can occur when schools rely on
government funding - only to find that it is removed unexpectedly.
The majority of the changes described so far have been 'top-down'
changes and therefore their possibilities of success have been
reduced even before they were introduced. One of the most recent
change s .

NPQTL (see Section 2 . 4 .9) is a government-backed

change at school level which may therefore be able to bring about
both effective and lasting changes in schools.
Chapter 3 looks at the innovation of unitised vertical timetabling.
introduced originally in a small number of schools in NSW,
Victoria and Tasmania in the early 1 980s, and into a number of
schools in the Northern Territory from 1 986.

CHAPTER 3

VERTICAL TIMETABLING AND UNITISATION

-

3.1 Traditional School Organisation Questioned
During the 1 970s and 1 980s, Government bodies and educators
started to question the traditional school organisation.
'Visits to schools made it evident to the Commission that the assumptions on
which schools operate and the way they are organised frequently inhibit them
from tackling the task systematically. These are the traditional pat terns of
teacher specialisation. timetables. period allocation and subject orientation
which too often are allowed to dominate and outweigh considerations of
student development . . . . The timetable within which the curriculum operates
may preclude the sustained attention individual students require .
. . . at this lime. it is the expectation of being able to help students and the
energetic commitment of the organisation of the school to that task which
distinguishes schools which seem to be making progress. The most posit i,·e
student comments among less academically oriented students were heard in
such schools."
(Commonwealth Schools Commission. 1980:22-23)
"Enormously complex because it is based on inflexible inp11ts. the school
timetable is the embodiment of the bu reaucracy which plagues our schools. A
school timetable seems a simple matter of grouping students into classes .
matching those classes to teachers and then finding a room to put them in.
preferably together. But (diverse bureaucratic requirements! combine. not just
to limit the school's freedom of decision for its students . but to impose upon the
(McGowan . 1985: 1 1 1 -2)
school a rigidity which stifles innovation . . . "
"Course design. school organisation and timetabling can all affect attitudes to
learning and therefore they must be the subject of careful thought and long
term planning. and be governed by several key principles . . . First. to take
account of the fact that students learn at different rates and may be at different
stages of development... Second. to take account of students' differing interests."
(Education Department Tasmania. 1986a: 19)

M i dd l e t o n

( 1 98 2 : 1 22 )

queries

the

implicit

assumptions

in

traditional school organisations that:
"All young people need the same amount of learning time:
(a) between the ages of 6 and 16:
(b) each year:
(c) each day. . .
[and! within t h e allotted time . different students i n a class should spend the
same percentage of time on each subject . "

Beazley ( 1 984:67) also queries the assumption that year-long
courses are the best for Junior High School students.
The lock-step progression of students is frequently mentioned as
a cause for dissatisfaction.
"Although it is sensible for people to share experiences with others of the same
age. it is not necessary to exclude them from sharing experiences with people of
different ages. as we now do for the substantial fraction of their time that
adolescents and younger children spend in class.
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...While many reasons can be advanced for misbehaviour. it is plausibk that
much of it is caused by the competition that is accentuated by the present
levelling of ages within each class. It is showing off in other words . . . An oafish
act by a 1 4-year-old would be as likely to be suppressed by the 1 7-year-olds as b�·
the teacher. and in any case would not be committed if the 1 4-vear-old knew
(White. 1 988: 3 1 3)
that older students saw such acts as juvenile."
''Those of us who teach in secondary schools know that there are students aged
'
twelve and thirteen who have learnt. above all else. that thev ·can't do·
h
arithmetic or they 'can't spell'. or 'can't read as well as most'. T is learning
over-rides all else and results directly from the competitive lock-step
programmes to which they have been subjected ... A student's progress is not
measured against where he or she was 'last time'. I t is measured instead against
where every other student is now."
(Middleton. 1 9 2 : 1 1 7)
"Another problem arises when students are compelled to move forward in
chronological age groups. Whenever students needing help are withdrawn from
class they miss the lesson being taught at the time and thus fall further behind (Beazley. 1 984:69)
a position from which recovery can be even harder."
"The essential organizational structure . . . would feature a combination of non
gradedness. multi-age pupil groups. cooperative teaching linked with
differentiated staffing and flexible. shared space.
Within such a structure. any rational curriculum would have a far greater
chance to succeed. and policies that respect children and nurture their growth
could have far more positive impact... An abundance of evidence . . . suJZ�csts that
(Anderson. 1987)
the conventional structure should be scrapped."

Two alternatives to t he traditional organisation are ( 1 ) vertical
grouping or vertical timetabling and (2) alternate length courses.
semesterization or unitisation. The preferred terms in this thesis
are vertical timetabling and unitisation because these are most
commonly used in the Northern Territory. These terms (together
with

conventional

or

horizontal

t i m e tabling

or

lock-step

progression) are explained before looking in more detail a t the
literature regarding the development of vertical timetabling and
unitisation including its claimed advantages and disadvantages.

3.2 Definitions

3. 2. 1

Horizontal Timetabling (HT)

Horizontal timetabling is also known as lock-step progression.
Students enter High School as a year group or cohort. and
remain in that cohort for the remainder of their years in Junior
High School with changes caused only by students leaving. new
students arriving. and a small number repeating some years.

.
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Table 3 . 1 shows a typical Year 9 program in a HT school. These
s ubjects would be studied for the number of lessons indicated

per week throughout the whole year.

Table 3 . 1

TYPICAL YEAR 9 HORIZONTALLY TIMETABLED
PROGRAM

Subject

No. of Lessons per Week

English

5

Matl1s

5

Science

4

Social Education

4

Languages other than

3

English (LOTE)
PE

2

Health

1

Visual Arts

3

Technical Studies

3

TOTAL

30

The students may be streamed or in mixed- ability classes. In a
school which operates mixed-ability classes. all the students of a
cohort are usually placed

into classes arbit rarily by t h e

administration. Maths is frequently an exception with students
being streamed into several different levels. initially on the basis
of primary school recommendations. Some schools stream their
students i n all the main academic subjects.
The students in these classes are all from the same cohort. and
they remain in these classes for the whole year. with the same
teacher for each subject ie. they meet only one teacher for each
,

subject. The cohort is promoted from year to year largely
unchanged. Even students who fail all or most of their subjects
are usually promoted because of social matu1ity.
The subjects studied, and their t ime allocations. are determined
by the administration of the school to conform to a pattern

.... .. ;;:.

49

Figure 3 . 1
S 13

Examples o f Unit Outlines

SPACESHIP EARTH

PRE-REQUISITES
Nil
UNIT DESCRIPTION
TOPIC 1 :

ASTRONOMY The study of The Solar System. the Milky Way and the life cycle of stars.

An introduction to space technology and exploration.

TOPIC 2 :

THE EARrH An introduction of day/night. seasons. tides. the structure of the earth.
processes affecting the earth's crust and the formation o f igneous.
sedimentary and metamorphic rocks.

WORK REQUlRED/ASSESSED:
To complete this unit students must:1.

6.

Use a table to compare the physical features of the planets in our solar system.
Take part in group research on a planet or space travel or a famous astronaut.
Produce an assignment on the tides and how they arc affected by the sun and the
moon.
Build a model t o illustrate one o f lunar eclipse. solar eclipse. phases of the moon.
the seasons. night and day. the rotation of the moon.
Investigate the growth of crystals from cooling and from evaporation. Report o n the
investigation.
Use labelled diagram or models to illustrate weathering.

7.

Produce a poster illustrating a "Rock Cycle".

2.
3.

4.
5.

• * • • • • • • • • •

E23

CHARACTERS AND CONFLICT

PRE-REQUISITES
Stage 1
UNIT DESCRIPTION
N.B.

Students must choose EITHER E23 o r E22 as the second compulsory unit in
Level 2 .

This unit aims t o explore the characteristics of good fiction through a n exploration of the
novel. Students v.rill read a minimum of two set novels and study the ideas of character
and plot. setting and theme. They will look at a variety of writers' ways of beginning and
ending their stories. descriptive skills and ·point-of-view" approach. They will also look
briefly at the concept of ·genre". Students will be expected to read widely and
independently.
WORK REQUIRED/ASSESSED:
1.
2.
3.

4.
5.
6.
7.

Complete a novel assignment based upon the set novels.
Complete a reading assignment.
Write a comparison essay. (cg. relating different authors. books by the same author.
different genres).
Write a piece of creative prose showing understanding o f the basic features o f good
fiction and of the drafting/editing process.
Write a non-prose response t o literature.
Complete a n oral assignment (eg. talk on an author. participate i n a dramatic
reading. etc).
Satisfy
all
requirements
as
set
out
in
the
English
introduction.
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determined by the relevant State o r Territory Department of
Education. Limited choice i s usually available after the first one or
two years.

3.2.2

Unitisation

This refers to a division of the content and skills to be taught

in

a given subject into blocks or units shorter than a year.
Semester units and term units (four per year) are most
commonly used . Each unit is taken for the same number of
lessons per week as each other unit. eg. six units for five lessons
each week {in a school with 30 50-minute lessons per week).
So a subject such as Health which may be taken for one lesson
per week in a HT school (ie. 40 lessons per year in a school
with 1 0 week terms. four terms per year) is studied for five
lessons per week for 1 0 weeks (50 lessons). Each unit studied
i n each term theoretically has equal value with all o t h e rs .
although t h e number o f units o f each subject studied will vary
according to Department of Education requirements. Typically
for example 1 0 units of English and Maths may be required over
three years. but only one each of subjects such as Health. Home
Economics and Woodwork.
Each student is normally given an outline of the content. skills
and assessment requirements for the unit at its commencement
(see Figure 3. 1 for two examples. one from English. the other
from Maths). Assessment is usually criterion-referenced rather
than norm- referenced.

3.2.3

Vertical Timetabling (VT)

Students are placed into class groups on the basis of their
abilities and interests rather than age or cohort. This results in
classes which may contain students from two or even three
conventional year groups. In practice however. the majority of
students are from one year group.
Table 3 . 2 shows a typical Year 9 program for the four terms.
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Table 3.2

TYPICAL YEAR 9 VERTICALLY TIMETABLED PROGRAM

A total of 30 lessons per week is taken for 1 0 weeks each term. four term�
per year. Each unit is taught for

5 lessons per week over

l tem1. tJ1en a

new

selection is made for the next term.

Term 1

Term 2

Tenn 3

Tenn 4

English

English

English

English

Maths

Maths

Maths

Maths

Science

Science

Maths

Soc. Ed.

Soc. Ed.

Soc. Ed.

Science

Health

PE

Rock Eis.

lndon.

Typing

Computing

Woodwork

Art

Music

Theoretically students could be placed in these classes fairly
arbitrarily by t he school administration. Instead, students are
usually allowed to select the units they wish to study in each
term

or semester.

This

is generally considered

to

be

a

particularly important component of vr in those schools which
have introduced i t because i t gives students a measure of
autonomy (see Section 1 . 4.2.4).
The word unit is used here instead of subject because in the
Northern Territory all vr schools are also unitised. Marshall et

al. ( 1 988: 1 ) use the terms Vertical Grouping and Alternat ive
Length Courses.

For the remainder of this thesis,
unitisation.

VT

is assumed to include

The selection of units available to students will b e limited by
school staffing, class sizes and system requirements. eg. for
such things as Year l 0 Certificates. The choice more often
becomes one of when a student will choose to do a unit, rather
than which units will eventually be chosen.
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Figure 3.2A

Example of a Subject Flowchart

SCIENCE FLOWCHART
STAGE I

OUR CHANGING

�

UNIVERSE

�

I/

ENVIRONMENTAL
SC1 B

EARTHLY

EXTENSION

�

SC2 E

cd
SCIENCE AND

STAGE 3

PRODUCTS

...

SCI E

STUDIES

STAGE 2

�

SCI R

�

CELLS,AEPR()D
AND CLASSIFICATION

SCI BR

�

__,....

MAnER
SCI C

'

EXTENSIO>J
BIOLOGY
SC3B

ENVIRONMENT

WHATSTHE

�

SC2 B

BARE
ESSENTIALS
SCI I

SC3 E

ANIMAL ANATOMY

YOUINYOUA

4

GEO..OOY

PHYSIOLOGY
IJIII'- ANDSC3
B

'

SCIENnSTS

STAGE J

CHEMICAL
STIMULANTS
SC2C

/

EXTENSION

�

CHEMISTRY
SC3 C

�

�

LINK BIOLOG\
SC4 B

LINK CHEMISTRY
SC4 C

ATOMS MAnER
SCI CR

•

MAKING THINGS
MOVE
SCI P

'

All THINGS

7

ENERGY FOR
WORK
SC2 P

�

OUR PHYSICAL
WORLD
SC3 P

�

LINK PHYSICS
SC4 P

MOVE
SCI PR

HORnCULTURE
SCI H

AUSTRALIAN
ENVIRONMENTAL
AWARENESS
SCI AE

D

COMPULSORY UNITS

MINIMUM REQUIREMENTS
I COMPLETE 7 COMPULSORY UNITS PLUS 3 OTHER UNITS
(ONE OF WHICH MUST BE A STAGE 3 UNID
2. COMPLETE 11 UNITS (INCLUDING 3 EXTENSIONS AND
I LINK COURSE) FOR ENTRY INTO PRE·SSABSA SCIENCE)
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Figure 3.2B

Example of Subject Flowchart

ENGLISH FLOW CHART

STAGE 1

STAGE 2
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3 UNITS FROM STAGE 1
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I
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II
I
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I
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I
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D

I
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EN202
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I
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EN2.05

ONE IS COMPULSORY

I
I

EN2.06

JOURNEY
EN2.07
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CIVILIANS IN WAR TIME

J
I

I
!

I
I
II
I

EN 2. 1 2
EN2. 13
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EN2.15
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EN2.21
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SKILLS

ONE IS COMPULSORY

CURRENT ISSUES

FEBJNGS

DREAM

EN3.31

EN3.02

EN2.04

..

ESSENTlAL ENGLISH

SHOAT RCTION FOCUS

WHAT MAKES A TRUE

I
I
1r
�I

EN300

EN3.01

A LONG T IME AGO

FRIEND?

READ

MEDIA STUDIES

ARGUMENT SKILLS

- KEEPING AN OPEN MIND

SURVIVING EMERGENCIES
EN1.35

EN2.01

EN2.03

EN 1 .03

T E WORLD OF FANTASY
H
EN1.11

I

WRillNG FOR YOUNG

I
'

EN1.01

REDRAFT. FINISH AND

IS COMPULSORY

BEFORE PROCEEDING

THE WRITER'S CRAFT

STAGE 3

ONE OF THESE THREE

EN2.31

I

I

ABORIGINAL LIT.
EN304

I
I
I
I

II

I
�I
I

I

HOOKED ON OCX)KS
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I

WHAT IF?
EN3.06
RELATIONSHIPS
EN3.08

I

DEATH OR GLORY
EN3.1 4
I SPY
EN3.15
SOCIETY AT LARGE
EN3.17
EXTENDED READING
EN3.12
EXTENDED READING
EN3.12
ONE IS COMPULSORY
AUSSIE LIT.
EN3.07
MAINLY ORAL
PRESENTA110NS

I

I
I

I

EN3.09
COMPULSORY UNITS

MINIMUM REQUIREMENTS: 9 UNITS

II

SHAKESPEARE·s PLAYS
AND SONNETS

EN3.18

I t should be noted that i t is possible for students to do more
than one unit of a subject in one term, when it is desirable to
catch up o n missed or u nsatisfactorily completed units. or
because a student wishes to advance in that area.
VT schools

contains:

commonly produce a school handbook which

all

prerequisites;

the

unit

information,

including

necessary

Department of Education requirements and

flowcharts for each subject area which show possible patterns of
study leading to later years (sometimes including Years 1 1 and
1 2) (see Figures 3.2A and 3 . 2 B for examples of flowcharts. one
Science and one English). Obviously keeping track of which
units a student has completed, and those which the student can
or should select, requires considerable organisation. This is
discussed

in

more

detail

later

when

the

most

common

organisation in Northern Territory vr schools is discussed.

3.3

The Development of Vertical Timetabling

These new methods of organising schools first appeared in NSW
in t h e 1 970s, initially unitisation alone (the first reported instance
in 1 976) . followed by vertical timetabling (with t he first instance
in

1 980). Increased growth occurred after 1 984. the impetus

apparently being the McGowan Report ( 1 98 1 ) . PEP, and the
Swan-McKinnon
particular,

Report

e m p hasised

( 1 98 5 ) .
the

The

McGowan

importance

of

Repo rt,

recognising

in
the

individual abilities o f students and t h e inappropriateness o f lock
step progression to achieve this; the importance of success: and
the desirability of parent and student input into student courses
(see Section 1 .4 . 2 . 4 ) . Schools adopting vr and unitisation have
frequently seen them as offering the opportunity to implement
McGowan's recommendations (Laird. 1 99 1 :4-6).

3.3. 1
One

The Entrance High School (NSW) Experiment
of

the

first

documented

combination o f unitisation and

schools
VT

to

i ntroduce

the

was The Entrance High
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School (TEHS) in NSW. The decision to introduce VT was taken
by the Principal in the first half of 1 980, after several years of
experimentation with different organisational options. In early
1 980 the concept was discussed with a Schools Commission
group visiting the school to look at the schooling of 1 5 and 1 6year-olds.
The introduction of the new organisation actually occurred in
July. 1 980 (M axwell. 1 985: 1 39- 1 65) .
As a result of the previous experimentation and discussion wit h
the Schools Commission group. the Principal outlined nine
educational shortcomings of the existing school organisation.
The shortcomings included: the large number of disenchanted
students leading to discipline problems; gifted and talented
children not being catered for adequately; pupils progressing in
a lock-step fashion regardless of success or failure and being
constantly compared with their peers and labelled as average.
above or below. regardless of subject mastery: little value being
placed on the School Certificate assessments as a terminal
qualification after four years; a felt need for accountability within
the school; strong demand for the inclusion of more and more
educational experiences as well as the traditional subjects.
which was impossible in a traditional timetable; an increasing
number of students becoming non-active or non-participant in
Wednesday afternoon school sport; many staff and parents
feeling t hat cultural experiences such as drama and theatre
should have a greater place in the school curriculum; t h e
unstaffed Scripture period. which had caused difficulties for
some years.
"Each child is a unique individual and displays a wide range of ability. talent
and physical development irrespective of chronological age ...
Given th e unique nature of the individual child. it is necessary to devise a
school organisation which is child-centred. based on choice and flexibility.
At The Entrance High School. the staff has developed such an organisation.
where children can be grouped into semester courses according to ability.
interest or talent. irrespective of their age or year of schooling."
(L. O'Neill. ( 1980) Principal of The Enlrance High School .
quoted in Cohen et aL.. 1985: 1 39)

This led to principles of organisation which took into account
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the enormous range of interests. abilities and skills of children
the

of any age group, not only in what they need to learn but in
rate at which they are able to learn.

Other aspects also seen as

important included: assessment should not compare one child
with another but only consider the child's mastery of knowledge
and skills; short term goals should be established with accepted
standards and accountability : parents and pupils should be
involved in the design of individual educational programs: areas
not covered in the current curriculum should be introduced
such as overseas languages and cultures. living and survival
skills. legal studies. world issues. pre-vocational studies such as
careers, work experience. transition to work. curricular sport
to develop high levels of personal achievement in every child.
With

the

assistance

Commonwealth
exhau stive

of an

' I nnovations'

Schools Commission.

consu ltation

with

Departmental consultants.

staff.

etc.

grant

from

the

a n d after long a n d
funding

a u t h orities.

the new organisation was

developed. Students took seven units for five lessons each per
week. each unit lasting for a semester. This fitted neatly into
required

teacher

allocations

and

achieved

a

n u mber

of

educational objectives. A wide range of additional courses could
be introduced: parity was given to all subjects; extra-curricular
activities could be integrated into the curriculum; lock-step
progression was eliminated: there was greater parent / p u p i l
participation in t h e choice of curriculum.
Many staff were enthusiastic and the innovation was posit ively
received by the students.
"During the experiment. I noticed my daughter and her friends attained a
much greater enthusiasm and awareness in regard t o their education and
their schooling seemed to take on the role of a hobby or special interest .
rather than something forced on them by society . . . Fortunately. their
improved outlook seems to have stayed. despite the return to the normal
curriculum . . . my child improved in all her subjects. having the chance to
work a t her own level. and it was in her weaker subject of mathematics
where interest improved as she was given the opportunity to achieve before
being expected t o move on t o the next level."
(Parent quoted in Cohen et al.. 1985: 160- 1 )
"! like to change to do everything instead of missing out on what I wanted."
(Student quoted in Cohen et aL. 1985: 162)
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"The revitalisation which took place in some of lhe staff was so ob\·iou s that
even ladies working in the school canteen commented on some renewed
teacher enthusiasm."
(Charles Price. professional officer at a nearbv Teachers· Ct' n t re.
quoted in Cohen er al.. 19H5: 163)

However. as part of the change. the Wednesday afternoon school
sport and the Scripture period had been integrated into t h e
rest o f t h e time available for t h e curriculum, changing t h e
working

conditions

from

t hose

prescribed

by

the

NS\V

Education Department and fought for over a number of years by
the NSW Teachers' Federation. Some changes had to be made
after a few months to comply with an instruction by the
Education Department that existing industrial arrangements
must be satisfied. At this time the students staged a sit - down
strike in favou r of the new organisation. Further changes had to
be made in 1 98 1 , each moving the organisation away from that
originally envisaged.
In addition. a number of difficulties had become apparent . The
normal school staffing allocation was insufficient to staff t h e
timetable as originally perceived. A t that lime NSW had a three
term year. and when courses were semesterized. the beginning
of the second semester followed immediately upon the end of
the first semester, with no break for planning, completion of
assessments. subject selection, etc. Increased guidance and
clerical back - u p were felt to be necessary. Completely open
choice was seen by some to be inappropriate for Year 7 students
j u s t entering H i g h School.

In order to fit into the same

timetable as the Junior school. Senior courses were being
t au gh t for 20 minutes less per week than was normal. Some

teachers wanted double periods for their subjects, others did
not. The school had become associated with t h e McGowan
Report in the minds of many people, and therefore condemned
equally with it by those who did not agree with the Report's
recommendations.
The innovation was finally abandoned in Apri l .

1 982 after

numerous changes attempting to comply with Departmental
regulations and the generation of considerable divisions within

the staff and school community (M axwe l l . 1 985: 1 39- 1 65).

3.3.2

Extension of Vertical Timetabling in the 1980s

The McGowan Report mentioned above was the first major
report to recommend a break with lock-step progression.
"Students should be able to move outside of their age or year c-ohort when
selecting courses."
(McGowan Report. 1 9 8 1 :99. Quoted in Middleton er al. . 1986:67)

Other papers making similar recommendations include

Our

Schools and Their Purposes (SA. 1 98 1 . Future Directions (NS\V.
1 985). the Beazley Report [WA. 1 984) and the Tasmanian White

Paper on the School Certificate ( 1 985).
3.3.2.1

The Beazley Report and Changes in Western
Australia

The Beazley Report goes so far as to specifically recommend
unitisation and vertical timctabling for all High Schools in
Western Australia.
"The unit system will be more effective and provide more flexibility for
students if i t is supported by the use of vertical limetabling techniques.
The essence of vertical timetabling is that it provides a measure of both
vertical and horizontal cross-setting. thereby allowing students greater
choice of units than is the case with current timetabling methods. The use
of vertical timetabling methods will. however. reduce the amount o f
horizontal cross-setting that can b e achieved and will require that the
available resources. human and material. are capable o f being used more
flexibly. Vertical timetables will enable schools to group students
according to interests and abilities rather than by age."
(Beazley. 1 984:80)

As a result of the Beazley Report. a number of changes.
including unitisation and vertical timetabling commenced a
phasing-in period in Western Australia in

1 986. A large

number of units were prepared by the Ministry of Education.
with the option available for schools to develop their own for
accreditation.

The

possibility

existed

for

activities

not

normally accepted as part of the curriculum. to b e formally
made into units and therefore able to earn credit points. eg.
weekend camps. Each subject prepared unit maps showing
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the possible choices of units as students progressed through
their schooling. Students were to be allowed to de\' elop their
own pathways through the unit maps. to arrive at a program
suited to their own individual needs. Schools were to be
responsible for selecting their offering of units within their
own determined curriculum framework. and the pace a t
which the changes would b e introduced.
As

mentioned

in

Chapter

2,

bureaucratically

decisions for change are not always successfu l .

imposed

In spite of the

encouragement of schoo l- based decisions by the Beazley
Report ( 1 984). some schools in WA have resisted the changes
because of a lack of feeling of 'ownership' of them. and have
managed to give the appearance of change without the reality.
Increased teacher stress has been one result of the speed at
which the changes have been introduced. The community also
has some doubts about the speed and direction of the changes
and the accountability of schools under the new system
(McKeague, 1 988:26).
However, many schools have enthusiastically adopted the
changes.
"Where ownership of the changes has been established in the school
community and suitable time-lines developed. a less t raumatic and more
meaningful transition seems to be occurring.
. . .Change is regarded as an opportunity to grow and develop and not as a
threat to traditional standards or routine school procedures.
As schools become more confident in their ov-.rn abilities. professionalism
and capacity to change. ideas for the introduction of new units. more
active parent and student participation and the development of a genuine
move towards student-centred curriculum are apparent."
(McKeague. 1988:25)

At the same time "there is genuine concern in educational
circles for the quality of life in the classroom. which in many
cases may not have altered a great deal" (McKeague, 1 988:26).

3.3.2.2 Victoria
H u ntingdale Technical High School was one of the earliest
schools

i ntroducing

(Midd leton

e t al. ,

the

idea

1 98 6 : 6 7 ) .

of
In

vertical
1 985

the

timetabling
Education
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Department of Victoria published a series of five booklets on
alternative organisations in schools (AlternaLives in School
Organisation: An Introduction for School Communities). These

cover both horizontal and vertical organisations. clusters and
other

related

types.

and

general

recommendations

for

flexibility in organisation of schools.

3.3.2.3 New South Wales
The growth of alternative organisations has been recorded for
both non-Government schools (M axwell. Marshall. \Valton &
Baker, 1987) and Government schools (Marshall et al. ( 1 988).
Of

the

schools

responding

to

a

questionnaire.

non

Government schools were found t o be unitised b u t not VT in
30% of cases; 23% were both unitised and VT; 9% were VT
b u t n o t unitised; and 38% were neither unit ised nor
(Maxwell

et a l . ,

1 98 7 : 9 ) .

Government

schools showed a

similar pattern with 1 7% unitised only; 3% VT only;
both unitised and
( Ma r s h a l l

et al. .

VT

VT

1 1%

and 69% neither u n i t ised nor VT

1 98 8 : l 0

(the

percentages

have

been

calculated from t h e figures given i n t h e table)). Obviously the
innovation has spread more widely in non-Government than
in Government schools, possibly because o f the restrictions
placed on Government schools, even though greater flexibility
is now being supported (Marshall et al.. 1 988:7). Certainly the
extremely conservative situation which existed at the time of
t h e The Entrance High School experiment seems to have
been modified.

3.3.2.4

Other States

Sorell High School i n Tasmania introduced
1 9 70s (Middleton et

al. ,

VT

in the late

1 986:67). Evans ( 1 988) describes

the process of its introduction to a school in Queensland. I
have been given verbal information that other schools i n these
states and South Australia have experimented with VT, b u t
have been unable to find documentary evidence.
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3.4 The Rationale for the Adoption of Vertical Timetabling
The adoption of vr appears to be seen as a practical rather t han
theoretical

response

to

the problems of secondary schools

discussed previously. It presents the possibility of addressing
many of the aspects of student and parent dissatisfact ion with
schooling.
"The removal of the lock-step year system reveals that there is no necessary
contradiction between subject-centredness and child-ccntredness. !\ nc,,·
question can be asked. What are the ways of developing school programmes
that enhance both the child and the subject? The !McGowan! report's ·\'crtical
semester' approach provides a framework which acknowledges the needs of and
differences between students . but which also greatly enhances the continuity
and the integrity of the subject disciplines."
(Middleton. 1982: 127)

Laird ( l 99 1 : 5f0

and Marshall et al.

( 1 988:4 7f0 o u t l in e the

reasons given by respondents to the study and also those given
d u ring follow-up case studies.

Schools desire to present

"a

curriculum which better meets students needs", in particular:
"

•

•

•

improving the availability of suitable units of study for both the less able
and talented:

the increased likelihood of all students experiencing increased success
because they exercise more choice over the units of work being studied. and
so might be expected to choose units which are of particular interest to
them: and
the use of semester length unils . . . aimed at providing short- term goals for
students to focus on."
(Laird. 1 99 1 : l l)

Some of the problems discussed in Chapter 1 which schools feel
can be addressed specifically by vr include:
1 ) students' lack of autonomy:
(a)

students are given control over their program of study;

(b)

their decision-making skills are increased;

(c)

discipline problems are decreased;

( d ) students develop a more positive attitude to school.
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2 ) parental lack of participation in schooling:
(a)

parents are directly involved i n students' choices:

(b)

greater opportunities for feedback to the school are
available.

3) democracy and equality:
(a)

students

are

given

the

opportu n i t y

to

practise

democracy;
(b)

students belonging to disadvantaged groups have the
opportunity to select courses of study which overcome
these disadvantages;

(c)

both more and less able students are able to choose
more suitable courses of study.

4 ) academic and irrelevant curricula:
(a)

since students select their own units. it is presumed
that they will see them as being more relevant to their
future needs and desires;

(b)

their chance of failure is reduced and therefore self
esteem is enhanced;

(c)

the possibilities exist for a n increased range of units.

5 ) student-teacher relationships:
(a)

the short-term units and goals provide the opportunity
for d i fferent

relationships

between

students

and

teachers;
(b)

it is easier for teachers to get to know a greater
proportion of students within a school as a result of
more frequent class changes.

6 ) competitive teaching methods:
(a)

criteri o n - referenced

assess m e n t

can

be

readilY

applied to a unitised curriculum. reducing competition
for marks.
Studies by Donnelly ( 1 985). D u n ( 1 98 7 ) . Ferry ( 1 98 8 ) . Laird
( 1 99 1 ) . Marshall et al. ( 1 988) and M axwell et al. ( 1 987). in NSW
and Evans ( 1 988) in Queensland. show that teachers operating in
VT

schools feel that these possibilities actually do translate into

practice.
Additional advantages mentioned by many of the studies listed
above include:
7)

increased flexibility within schools to adapt t o changes
rapidly as the need arises:

8)

small schools particularly find that they are able to offer a
greater range of courses because they are not limited to
the number of students in one year group;

9)

subjects traditionally run for one or two periods during the
week are enhanced in esteem when they are studied for
the same length o f time as other subjects for a term or
semester;

1 0) as students progress through t he i r schooling. partial
streaming occurs. reducing the range of abilities within a
class. without students being 'labelled' as belonging to a
special group within the school. either good or bad.
D u n ( 1 98 7 : 1 6) and Laird ( 1 99 1 : 1 7ff) report positive student
responses to the changes.
At the same time. the studies listed above show that there are a
number of disadvantages of vr.

1)

considerable extra time is required of staff members
during the initial setting up period. for both writing units
and organisation;

2)

every term or semester. assessments must be written.
and re-timetabling carried out. requiring extra work from
both teaching staff and administration;

3)

over-specialisation of students is possible. limiting their
exploration of unfamiliar areas;

4)

there is a possible lack of continuity and coherence of
courses of study;

5)

some skills. eg. languages other than English. require
sequential teaching and frequent practice which is more
difficult to achieve in a vr system than a HT;

6)

u ni t i sation

places

pressure

on

students

to

achieve

deadlines within the a llotted time. stifling reflection and
exploration;
7)

the shorter period of time spent by teachers with a class
can create difficulties in the development of relationships
with students and limits knowledge of students' strengths
and weaknesses and the possibilities of addressing these;

8)

some difficulties arise in teaching and assessing students
of different age groups and differing maturities within the
one class;

9)

difficulties arise in fu lfilling system requirements for
Certification a t the end of Year 1 0;

1 0)

subject areas may b e forced t o compete for students;

1 1)

staff changes (especially a t the administrative level) can
create organisational difficulties;
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1 2)

the benefits to students are decreased when thev are
unable to obtain their first choices of units.

Schools which have introduced VT have acknowledged these
disadvantages and have put practices into place to minimise them
where possible. At least some teachers accept that the advantages
outweigh the disadvantages (Ferry. 1 988:22; Laird. 1 99 1 :22).

3.5

VT in the Northern Territory

3.5.1

Secondary Schooling in the Northern Territory

Education in the Northern Territory has had a very chequered
history. being under the control of South Australia from 1 877 to
1 9 1 0. the Commonwealth Government from 1 9 1 1 to

1 94 3 .

South Australia again from 1 944 t o 1 972. the Commonwealth
Government again from 1 973 to 1 978. and finally the newly
self-governing Northern Territory from 1 979 (Urvet. 1 982).
The first permanent High School (in Darwin) was established in
1 956. but was not allowed to offer Matriculation courses by the
South Australian authorities. They were concerned that this
would be seen as favouritism by larger schools in South Australia
who were n o t allowed to offer Matriculation courses. even
though it meant that NT students wishing to matriculate had to
go down South to boarding school. The South Australian
Education Department was finding the Northern Territory a
drain on already stretched resources and wished to opt out of
its

responsibilities.

so

there

was

no

encouragement

for

expansion of facilities i n the NT. A second High School was
established in Alice Springs in 1 96 1 . Darwin High School was
finally allowed to offer Matriculation classes in 1 964. and a
second High School for Darwin was established in the suburb of
Nightcliff i n

1 970. With control again i n the hands of the

Commonwealth Government from 1 973. expansion was rapid.
except for the period required for recovery from Cyclone Tracy
in 1 975 (Urvet. 1 982).
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The South Australian influence remains strong with the majority
of High Schools following the SA pattern of three years Junior
High School (Years 8 - 1 0). followed by two years Senior High
School (Years 1 1 - 1 2 ) . (In a small number of areas. eg. Alice
Springs.

where it is felt that it is warranted by local conditions.

Year 7 students are accepted into High Schoo l . ) Students \\'ho
complete Year 1 0 obtain a NT accredited J unior Secondary
Studies Certificate (JSSC) (see Section 3. 5. 2 . 4 for fu rther
explanation of the JSSC). and Year 1 1 and some Year 1 2 courses
are accredited by the NT Board of Studies. But almost all Year
1 2 students follow SA accredited courses and sit for the SA Year
1 2 examinations.
In

1 98 3 . t h e Northern Territory Department of Education

published a major policy statement called Direction for

the

Eighties. This outlined some of the special problems of the NT
such as

significant

i l literacy;

vast

distances and

l i m i t ed

accessibility of many communities; very high teacher t urnover;
high rate of population growth and a highly mobile and
ethnically diverse population.
These problems led to a concern that standards should be equal
to those anywhere else in Australia. and also compatible with
other

areas

of

Australia

in

order

to

m i n i mise

t h ese

disadvantages.
"The school curriculum shall be uniform throughout the NT and compatible
with what other Australian school systems offer. It is recognised that time
will be required to achieve this objective in Aboriginal schools."
(NT Department of Education. 1983: 1 7)

The NT has historically had a very low retention rate to Year 1 2
in comparison with the States and the ACT.

so another

important policy was to offer programs to encourage students to
remain at school i n Years 1 1 and 1 2 . Other policies related to
Aboriginal students; isolation; accountability to and involvement
of parents and the community. including the establishment of
school councils; establishment of a core curric u l u m ; and
accreditation of courses to ensure suitable standards.
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I n 1 985, the decision was taken to introduce Senior Collep;es i n
Darwin and Alice Springs. being phased i n from 1 987. Hence
one Senior College now exists in each centre (along with
Darwin High School which remains comprehensive but with

a

greatly increased senior section compared with a normal
comprehensive High School). There are three Junior Hi�h
Schools

in

Darwin

and

two

in

Alice

Springs.

Other

comprehensive High Schools are found in Palmerston and
H umpty Doo (population centres within 50 km of Oanvi n ) .
Katherine, Tennant Creek a n d Nhulunbuy. and Area Schools
(catering for Transition to Year 1 0 only) at Batchelor. Alyangula
and Jabiru. In Darwin there are three private comprehensive
High Schools and one private Junior High School. In Alice
Springs there are two private Junior High Schools and one
school offering post-primary and bridging courses for Aboriginal
students. Other High School age students in the Territory are
catered for by the Secondary Correspondence School.
Concern that standards of education in the NT should equal
those in other states continues.
"The Department of Education has a responsibility not only to continually
strive to raise the standards of literacy and numcracy of the Northern
Territory School population. but also to increase public confidence in the
results and qualifications achieved by students in schools' programs."
(NT Department of Education. 1987:9)

Towards this end, external examinations in English and Maths
were introduced for Year 1 0 students in 1 989, following several
years of moderation and careful system wide assessment of
achievements in these two subjects. The students final grades in
English and Mathematics are now made up of 50% examination
assessment

and

50%

externally

moderated

assessment.

External moderation of Year 10 Social Education and Science
assessment fol lowed in the next couple of years.
As can be seen, the Northern Territory is a very small system
c o mpared

with

other

States

and

Te rritories.

but

has

considerable variety within i t . This has created difficulties for
the present study.
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All Government High Schools in the NT have a six-period day.
each period being 50 minutes in length. Most have a fh·e-day
cycle. a small number a seven-day cycle. The school year is four
terms in length, each of 1 0 weeks. with a one-week holidav
between Terms l and 2 and Terms 3 and 4. and a four-week
Semester holiday between Terms 2 and 3 .

3.5.2

Schools Adopting VT in the Northern Territory

Of the schools listed above. three of the Government J u nior
High Schools and three of the Government comprehensive High
Schools have adopted VT. Two of the J u n ior High Schools
adopted vr from within a semester of their date of opening.
one comprehensive school at the end of its first year and the
remainder changed from an existing HT structure. One of t he
comprehensive High Schools has since returned to HT. The
remaining schools have remained HT with unit ised t imetabling
of some subject areas. but one of the smaller comprehensive
schools is now looking at modifications. None of the private
schools have adopted vr. Approximately one-third of t h e
schools with Years 8- l 0 students have therefore adopted

3.5.2.1

vr.

Introduction into Schools

There was considerable variety i n the way in which

VT

was

introduced into different schools. including variations in the
length of planning time. and the amount of pupil-free time
available for planning and implementation.
The Principal of one of the first schools to implement VT was
appointed over a year before the opening date of the school.
He was able to travel to other States to investigate school
structures and set up a well-developed plan for the school
including not only vr but also Pastoral Care and democratic
decision-making.

His administrative staff were carefully

selected and only people who agreed with his philosophy
were on his initial team. The staff was able to spend a two
week inservice period together planning for t h e school's
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opening well beforehand.
At the other extreme. one school opened a year earlier than
originally planned in a low socio-e c onomic area. with the
school only partially completed. The students had been
identified as an unwanted group at other schools and had low
self-esteem and greater than usual alienation from school. The
Principal became ill during the school's first semester and
the second Principal made the decision to introduce

VT

in

the school's second year with less than two terms planning
time. It was regarded as a practical measure to help solve
some of t h e school's problems.

He used his powers of

persuasion to convince the staff that this was the best move to
make, and in order to simplify the preparation process. the
school simply took over much of the material from an
established

VT

school. Some six years after adopting VT and

with many staff changes this school is now considering some
modifications to VT.

The school docs not have sufficient

students and staff to maintain a large enough range of subject
choices resulting in most staff. some parents and some
students being dissatisfied with the current organisation (see
Ch. 6).
Another school took the opportunity provided by the change
to a J u nior High School to appraise the whole school
philosophy and operation and considered VT as part of this.
After lengthy discussion, a vote was taken at a staff meeting,
and VT was supported by a majority of only one. The Principal
made the decision to adopt VT and the staff were told that if
they were not happy with

il.

to apply for a transfer. In fact n o

staff did so. A planning period o f over 1 2 months was available
and material was provided from other schools for appropriate
modification.
The impetus in another school came from the staff. with a
reluctant Principal. After over 1 2 months o f pressure from
the s taff. he finally relented and
months planning time.

VT

was introduced with 1 2
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Considerable interest throughout the Territory was generated
by the first school to adopt VT. It has been highly successful
and has a waiting list of students from outside its feeder area.
The other schools who have since adopted VT hm·e been
considerably influenced by this initial success and this has
generally encouraged them to see VT as at least part of t he
answer to particular problems felt by each school community.
In every case, the staff responsible for the implementation
have come to 'own' the innovation and have considerable
interest i n maintaining it successfully. This carries over t o
students, both in the High School. and from feeder primary
schools who know that when they get t o High School they will
be able to choose their subjects. They look forward to t h is
with keen interest.
The

school

which

has

since

returned

to

HT.

i n i tially

introduced VT as part of a whole school appraisal under PEP.
It is worth noting that this is one of only two schools in which
the

a d m i n istrative

s taff

(both

Principal

and

Assistant

Principal/s) has changed completely since the introduction of
vr. I t is possible that a lessened feeling of 'ownership' of and
commitment to the innovation by the new staff could have
contributed to the return to HT (see also Section 6.3).

3.5.2.2

Organisational Structures

All t h e vr schools initially adopted term length units since
the four term year very conveniently fils that organisation.
The school which has returned to HT experimented with
semester length u n i ts for a period.

Other schools

have

discussed semester length units as a solution to problems
with Department of Education requirements for Year

10

Moderation (see Section 6.3). At the time of this study, all the
participating schools had term length units.
At the time of this study all the schools allow Year 8 students
to commence selecting units from the beginning of Semester

2 or earlier. In Semester 1 they are placed in Introductory
units in most subject areas to allow them to become adj usted
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t o High School and t o ensure that they have co\·ered t h e
essential introductory work before having t o make choices.
Some schools are considering placing Year 8 students in units
for the whole

of Year 8 and allowing their choices

to

commence i n Year 9 .
I n i t i al l y t h e

schools

experimented w i t h

completely

free

choice for students, but most have now introduced some sort
o f pre- determined line structure within which

students

select a first a n d second choice p e r l i n e . This. a n d ot her
changes. have been necessitated by major cut -backs in staffing
in 1987 and 1 990.

3.5.2.3

Pastoral Care and Counselling Procedures

All schools have Pastoral Care Groups (PCGs) or Home Groups.
each of which caters for about 20 to 25 students. usually from
Years 8 to 1 2 in comprehensive High Schools or combinations
of these. PCGs in Junior High Schools usually combine Years 8
to 1 0 . One teacher is responsible for each PCG. and the group
meets for at least one period of time each day, which ranges
from

10

to

30

m i n u te s

in

different

schools.

The

responsibilities of the PCG teacher include Roll marking.
communication of Daily Notices, overseeing students' overall
progress. assisting with unit selection. counselling for unit
selection.

contact with parents prior to

Parcn t-Teacher

Nights. etc. Some schools have more structured programs for
personal development of students.

3.5.2.4

Core Curriculum and JSSC Requirements

The Northern Territory has a core curriculum for Junior
secondary students setting out minimum content and/or
skills for each subject area. As well students are required to
spend a minimum time studying each subject area over the
three years. Achievement over the three years is recorded i n
t h e JSSC (see Appendix K). The minimum required time i s
greatest for t h e traditional academic subjects with o n l y 8
u n i ts ( 1 1 %),

o u t o f a possible 7 2 over the three years.
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available for completely free choice (although t h e information
given on the Certificate itself claims that 20% of t he students
time is available for school-based courses (see AppendL\: K)).
For the major subjects the time allocated is greater than t ha t
required by most students t o complete core. so t h e addit ional
time is intended to be used for extension work in preparation
for the Senior years. While only eight units are available for
completely free choice. there is scope for considerable choice
within each of the major subject areas. allowing students in
VT schools to plan individual programs.

3.5.2.5
All

Computerisation

Government schools

in

the

NT are connected

to

a

Department of Education computer which can be used for
keeping

student

subject

and

attendance

records.

for

timetabling. for printing reports. etc. This is an invaluable
tool for VT schools, considerably easing the workload of
timetabling each term. keeping track of units completed by
students. and writing assessments. It is possible that without
access to this computer or some other similar system. VT
would not have been introduced in any schools. A Department
of Education computer programmer asked one Assistant
Principal in a VT school what the school would do if the
computer was taken away. The answer was "close the school"!

3.5.2.6

Student Records and Unit Selection

Detailed records are kept of the units completed by students.
When units are to be selected (about Week 6 of each term)
most schools give a computer print-out to each student.
showing all the units attempted to date and whether or not
they have been passed satisfactorily. This enables

PCG

teachers. class teachers and Senior teachers to effectively
counsel students into units which they have not already
completed and

for which

they have the necessary pre

requisites. Class teachers will often direct students towards
units which they feel they are capable of doing and should be
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considering for their fu ture progress into Senior years.
Students are expected to discuss their selections with their
parents. and to get their parents to sign their select ion
sheets before returning them to school.

Usually a large

majority of students return their sheets by the required date.
The remainder are aware that they may be placed i n units
arbitrarily. Most schools allow students to make some changes
...

at the beginning of the term. especially i f classes which were
offered initially are found not to be viable.

3.5.2. 7

Unitised Timetables in HT Schools

The two Government HT schools in the study both have
u n itised timetables in the sense that some subjects such as
Health , Home Economics, Woodwork and other Technical
Studies subjects are taught over a period of one term rather
than one or two lessons per week over an extended period.
However. few of these. or the major subjects, are unitised in
the same sense as i n VT schools. with an outline of the
content and skills being given to students at the beginning of
the

term

and

with

m a n d a tory

c r i t e ri o n - re fe r e n c e d

assessment. In both schools some subjects such as LOTE have
been spread over the whole year at the request of the LOTE
teachers who feel that continuity is very important.
While the features described above are common to the VT schools
in this study. there are also many differences so that each school
is u n ique in both the particular problems it faces within its
community and its approach to tackling these problems.
Chapter 4 looks at the Methodology of the study.

CHAPTER 4

METHODOLOGY
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4.1

Schools in the Sample

The study aimed to compare the two types of schools. HT and VT. to
assess whether the advantages cited in the literature produce a more
satisfactory. more enjoyable schooling for students.
Two methods were considered - ethnography. and surveys with
statistical analysis including interviews and a case study to broaden
the perspective. The latter was chosen because time constraints did
not allow

a

comprehensive ethnographic study of two schools. one of

each type. Instead it was decided to survey students and staff at
several schools of each type. As well. interviews with a small number
of students and a larger number of teachers were carried out to give
greater insight into areas not covered by the surveys. One particular
school was also examined in a detailed case study.
Six schools agreed to allow me to work with their students and staff.
three HT and three vr. Because of the limited number of schools in
the Darwin area i t was not possible to use a bigger sample. or match
the schools for other factors.
C h aracteristics of the two groups of schools are shown in Appendix
A.
The table shows that the HT schools are overall older and larger
than the vr schools. with their students coming from higher socio
economic status areas. within Darwin itself. and with a lower
proportion of aboriginal students. There is no difference in the
number of Junior and Comprehensive High Schools between the two
groups. their staff tumover, or the number with a new Principal in
the year of the study.
As explained later. when the statistical analysis was carried out the
factors showing differences were used as covariates in an attempt to
compensate for these differences.
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Components of the Study

4.2

The study consisted of the folloWing:
•

Student Survey to assess students' perception of school

•

Staff Survey to assess staff perceptions of school

•

Administration questionnaire and interview

•

Interviews With students and staff

•

Case study of one school

4.2 . 1

Student Survey (see Appendix B)

VT is claimed to successfully address the concerns discussed in
Chapter 1 , especially: the lack of autonomy and democracy for
students; the lack of personal relevance of student's courses; and
the need for improved teacher-student relationships (see Section

3.4). It was considered that if this is actually occurring then both
students and staff in VT schools should perceive a more
satisfactory, more enjoyable environment in their school than
students and staff in HT schools.
Therefore a survey to investigate students' perceptions of school
climate and their attitude to school was constructed. It was
designed to be able to be completed in about half an hour in order
to minimise loss of interest and concentration by the students.
Only two students did not substantially complete it.

4.2. 1 . 1

School Environment

The major part of the survey was a series of statements designed
to elicit information regarding school environment. VT, in the
eyes of its proponents, is intended to make students feel more
positive about attending school, about their learning, and about
achieving success at school and in later life. If VT is successful
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in its aims then students' perceptions of school environment
would be expected to show some differences between the two
types of schools.
Many articles on school environment/climate were considered

including Epstein & McPartland ( 1 978); Deer ( 1 980}: Aspy &
Roebuck ( 1 98 1 ) ; Lane, Crane & Thomas ( 1 982): Batten &
Girling-Butcher ( 1 983): Purkey

et al. ( 1 983) : Saldern ( 1 986}:

Erickson ( 1 987): Eisner ( 1 987); Fisher & Fraser ( 1 990a & b).
For the purposes of this study the definition of school climate
which was considered to be most useful is that of Frederiksen
( 1 968), as quoted in Lane et al. ( 1 982). (p.20).
" ... a set of conditions that tends to produce a common understandin� on
the part of the members as to what kinds of behaviour are arrrptable and
appropriate. This common understanding results from the perception of
u niformities in behaviour that characterize the members of t h e
organization and that presumably result ultimately from manipulations of
sanctions and reinforcements from those in positions of power."

By changing the organization of a school.

the accepted

behaviours and power structures are also changed and students'
understanding of these would also be expected to change.
None of the surveys examined was considered to be completely
suitable for this purpose, particularly in the area of language
which was felt to be more formal than that used by Junior High
School students in the Northern Tenitory. Consequently it was
decided to write a new survey instrument with more appropriate
language. The questions were written to cover similar ideas to
those in surveys mentioned above but in the type of language
used by Junior High Schoo] students in the NT.
Prior to writing the survey. students (both boys and girls) were
interviewed from one of each type of school. An interview
schedule was used (see Appendix C) but was not adhered to
strictly. If the students wished to digress they were encouraged
to do so.
It was felt that it would be easier for students to decide how
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often something happened rather than the extent o f their
agreement with a statement. Therefore 70 statements were
written covering the following areas:

1.

Student teacher relationships

2.

Student peer relationships

3.

Students feelings about their subjects and classwork

4.

Students feelings about different aspects of school in
general.

Students were asked to respond by circling A if they felt the item occurred all the lime:
by circling M if they felt the item occurred most of the time:
by circling S if they felt the item occurred some of the time: and
by circling N if they felt the item never occurred.
The s u rvey was initially trialled with t h e same groups of
students who had been interviewed. The

students were

encouraged to say if they had difficulty with any items. One
example with which they experienced difficulty was a question
about parental education. As a result, the items were reduced to
65. with the removal of a small number which were ambiguous
or not clearly understood.
The questions were written both positively and negatively to
negate the effect of students who simply marked all responses
t h e same. In addition questions about the same aspects of
school were duplicated to determine the consistency of t h e
responses.

4.2. 1 .2

Personal and Family Questions

Students were asked to give their sex, age, the subjects they
were taking at the time of administration of t h e survey, and
their educational aspirations (on a four-point scale).
I n order to make it possible to compensate for differences i n
socio-economic status and family living conditions. students
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were asked questions about several variables. As described in
Marjoribanks ( 1 979. Ch. 3) a number of family variables ha,·e
been shown to have some effect on students performances and
attitudes to school. I t was fel t that a comprehensive attempt to
determine more than a small number of these variables would
be counterproductive when asking students to complete a
survey. They would not be able to readily answer some of the
questions. and if the survey was too long. they would have
greater difficulty and be more reluctant to answer it (see Section
4 . 2 . 1 .5 re problems with a Year 1 0 survey). Therefore questions
were asked about how many people usually lived in their house:
how many bedrooms there were:

father's and mother's

occupations (separately) which also indicated how many parents
the student lived with; and the number of books in the house
(on a four-point scale) .
Originally questions on the parents' level of education were
included, but it was obvious when trialling the survey that the
students had little idea of this, and so the questions were
removed.
The number of people usually living in the house was divided by
the number of bedrooms to give a 'Crowding· variable.
A crude measure of socio-economic status was determined by a
'Parental Occupation' variable. The scale in Daniel ( 1 983) gives
occupations a status on a 7-point scale with 1 being the highest
and 7 the lowest. Each parent's occupation was given the
appropriate number from Daniel's scale. This was then
subtracted from 7 to reverse the order and the two parents'
numbers added together. This gave numbers for the combined
family which could theoretically range from 0. for example if
both parents were unemployed, or for a student with only one
parent on a pension. to 1 4 with both parents employed at the
highest level. In practice the maximum was about 9, with the
majority between 0 and 5.
The variables determined for crowding, number of parents and
parental occupation were averaged for each school to give
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variables which could also be used with the staff survey.

4.2.1.3

Best and Worst Aspects of School

The last part of the survey asked students to list the three
things they like best about school and the three things t hey
liked least. These were collated, with some grouping of the
responses into similar categories. for each type of school. A
comparison between the responses of girls and boys i n both
types of schools was also made.

4.2. 1 .4

Student Pass Rates

Finally. the number of subjects passed i n Term 1 by each
student who completed the survey was obtained from the school
records (except for one school for which the information was
not available). A pass was taken as an A. B . or C grade. This
was converted into a percentage of the number of subjects taken
since students at different schools did different numbers o f
subjects. Again an average for each type o f school was obtained.

4.2. 1 . 5

Selection of Students

1\vo Year 9 classes (or the approximate equivalent level) were
surveyed from each school (except for one school in which the
classes surveyed were Health classes which were smaller than
normal. where three classes were surveyed to give approximately
the same number of students). The selection was made by the
school administration, who were requested to select two classes
which would cover the full range of student abilities between
them and whose teachers were willing to cooperate in collecting
permission notes from parents, and in giving up about half of
one lesson for the survey.
The decision to administer the surveys i n this way was to a
large extent dictated by a previous survey o f Year 1 0 students
which had an extremely poor response, so poor that the results
could not be considered in any way reliable and are therefore are
not discussed in this thesis. The Year 1 0 survey was mainly to
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obtain informat ion about family variables to be used in a
comparis on between examinat ion results of Year l 0 students
from the two types of schools. Students were selected randomly
from the list of Year l 0 students at each school and the survevs
sent home and collected through Home Group teachers with
whom the researcher had had no personal contact. It was felt
that a number of factors contributed to this poor response.
First the survey was too long with some questions which
parents felt reluctant to answer. Second there was a lack of
personal contact with the Home Group teacher and t h e letter
sent to parents with the survey was impersonal (addressed to
Parent/Guardian). Third the surveys were sent home in the
second half of Term 4 when the Year 1 Os had completed almost
all work for their JSSC and were losing interest in school for
the year.
In order to overcome the problems revealed by the Year 1 0
s u rvey.

the

procedure

outlined

below

was

followed

in

administei;ng the school climate surveys to Year 9 students.
l.

The time selected was i n the first half of Term 2 .

2 . The school was asked t o find two classes which fitted the
requirements outlined above.
3. The class teachers were contacted by the researcher and
class lists obtained.

4. Personal letters were written. addressed to both students
and parents asking permission for the student to complete
the survey (See Appendix D).

5. The researcher visited the class to explain the purpose of
the research and hand out the letters.
6.

Class teachers collected the permission notes over the
next week.

7. A suitable time to administer the survey was determined
with the class teacher.
8. The survey was administered to the students with the
researcher present to answer questions if necessary.
Steps 4, 5 and 6 were omitted for the private school because the
Principal decided that permission letters from parents were not
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required.

4.2.2

Staff Survey

4.2.2. 1

School Environment

School environment also formed the major part of the Staff survey
for the reasons outlined in Section 4 . 2. 1 . The questionnaire
written

by

Fisher &

Fraser

( 1 990a

and

b)

School

Level

Environment Questionnaire (SLEQ) was selected because it has
been designed to examine school environment, has been validated
and is available for use by interested persons.
The SLEQ was used without any change except that two slightly
different versions were used. That for Junior High School staff
(see Appendix E 1 ) was identical with the published version. but
that for Comprehensive High School staff (see Appendix E2) had
the word Junior added at appropriate points in order to obtain
responses based as much as possible on teachers' perceptions of
Junior students only, rather than Junior and Senior together.
The SLEQ investigates teachers perception of eight scales as
described in Table 4 . 1 (Fisher & Fraser, 1 990a:2).
Following the instructions with the SLEQ, items designated (+)
were scored by allocating 5, 4. 3, 2, 1 , respectively for the
responses Strongly Agree, Agree, Not Sure, Disagree. Strongly
Disagree. Items designated ( - ) were scored in the reverse
manner. Omitted or invalid responses were given a score of 3.

4.2.2.2

Personal Questions

Teachers were asked their sex, the total length of time they had
been teaching, the number of years they had been at this school
and the subject areas taught.
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Table 4 . 1

Description of SLEQ Scales

Scale Name

Description of Scale

Sample Item

Student

There is good rapport between

There are many

Support

teachers and students and

disruptive. difficult

students behave in a

students in the school.

responsible self-discipUr1ed

(-)

manner

Affiliation

Teachers can obtain

I feel that I could rely

encouragement and are made

on my colleagues for

to feel accepted by colleagues.

assistance if I should
need it. (+)

Professional

Teachers discuss professional

Teachers frequently

Interest

matters. show interest in their

discuss teaching methods

work and seek further profess

and strategies with each

ional development.

other. (+)

Staff Freedom Teachers are free of set rules.

I am often supervised to

guidelines and procedures. and

ensure that I follow rules

of supervision to ensure rules

correctly. (-)

compliance.

Participatory

Teachers have the opportunity

Teachers are frequently

Decision

to participate in decision

asked to participate in

Making

making.

decisions concerning
administrative policies
and procedures. (+)

Innovation

The school is in favour of

Teachers are

planned change and

encouraged to be

experimentation. and

innovative at this

fosters individualisation.

school. (+)

Resource

Support personnel. facilities.

111e supply of equipment

Adequacy

finance. equipment and

and resources is

resources are suitable

inadequate. (-)

and adequate.

Work

The extent to which work

Teachers have to work long

Pressure

pressure dominates the

hours to keep up with the

school environment.

workload. (+)
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4.2.2.3

Teaching Questions

Questions regarding teaching practices asked about: the number
of classes taught; the time spent per week on preparat ion: the
time spent per week on counselli ng and assisting students :
whether or not teachers informed students at the bec1innine1 of
0
t'>

each term what work would be covered, what items would be
included in the term assessment. the weighting that would be
given to assessment items and whether or not negotiation
regarding the content of work to be taught was carried out with
the students.
The time spent per week on preparation and counselling
students was divided by the number of classes taught. allowing
for those teachers teaching subjects for less than five lessons
per week. This gave a time per week per class for the purposes of
comparison.
The final four questions were intended to determine whether
criteri o n - referenced

or

norm-referenced

assessment was

practiced.
The survey took 1 0- 1 5 minutes to complete. I t was considered
important to keep it short and simple to encourage a greater
response. Darwin teachers have had to complete many research
surveys over the last few years and many are so disenchanted with
them that the response rate is becoming unreliable.

4.2.3

Administrative Information

An Assistant Principal (AP) at each school was asked to complete
a questionnaire (see Appendix F) and was also interviewed
regarding school philosophy and policies. The questionnaire asked
the school enrolment and average attendance (for a date on which
all government schools completed statistics for the Department of
Education); timetabling information (different questions for HT
and vr schools); class sizes; percentage of aboriginal and ESL
students; discipline procedures. number of suspensions in Term 1
and reasons for suspensions; additional classes other than those

normally offered; Pastoral Care program: release t ime for such
things as curriculum writing; a contact teacher for the SRC: the
number of Band 1 teachers. neophyte teachers. and teachers

new

to the school; teacher absentee rate and any extra government
funding available above the normal funding.
It was found that the percentage of ESL students in schools could

not be determined, mainly because there is no commonly accepted
definition of an ESL student. Also data on teacher absentee rates
was not available without asking the AP to spend a lot of time
collating the information.
Student attendance rate was obtained by taking the average
attendance as a percentage of the school enrolment.
A staff stability factor was obtained by taking the number of new
staff as a percentage of the number on the staff.
An

additional factor called 'Isolation' was also determined on the

basis of distance of the school from Darwin's centre of population.
Students at schools which are n o t in the Darwin suburbs
experience a certain amount of isolation which increases as the
distance from Darwin increases. This is due to lack of access to
leisure activities, poor public transport, longer travelling time to
school. requirements to assist parents out of school hours and
greater difficulty in obtaining outside assistance with problems.
combined with a reluctance on the part of community members to
seek outside assistance.

4.2.4

Interviews

As well as the students interviewed with relation to the Student
Survey, a number of teachers from both types of schools were
interviewed. These were open-ended interviews intended to elicit
their perceptions of the success or otherwise of their school in
developing and maintaining student interest in and success at
Junior High School.
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4.2.5 Case Study
One school (see Ch. 6) was selected for a detailed case stud\·.
Informa tion was obtained initially by interviews with both
students and staff. Then when most of the other work had been
completed , the School Council. together with the Administr ati\·e
Staff. decided that they wanted surveys carried out to find out the
opinions of students, staff and parents. These would fom1 the

basis for modifications to VT as it had existed in this school. The
author was asked to write the surveys, analyse their results and
present a report to the school. The School Council agreed that
these results could be used in this thesis.

4.3

Statistical Analysis

4.3. 1

Student Survey

First a factor analysis of the school climate questions was carried
out using the Statistical Package for Social Sciences 1Oth Edition
(SPSS

X)

computer program. The computer was only able to

handle about 50 items so the following were discarded, in general
because they fairly closely duplicated other items.
Items 1 . 6, 1 0 . 1 2 . 16, 25. 26, 27. 29. 30. 42. 46. 48. 50, 55. 59. 6 1 .
65.
This left 4 7 items for the factor analysis.
Five factors resulted (see Appendix G for the complete list of
items) which are discussed in more detail in Chapter 5 (Section
4. 1 .2.2) .
Questions were scored as either positive or negative and then a
multivariate analysis (MANOVA) was carried out with these five
factors against school type (VT or HT) with the following
covariates (a maximum of 1 0 covariates could be applied):
Comprehensive or Junior High School; school size: staff stability;
age of scho o l ; percentage of aboriginal students; isolation;
crowding; parental occupation; number of parents; number of

86

books in the home.
Average responses to each factor for boys and girls in the two
types of schools was obtained and the chi-squared test applied.
The t-test was applied to two statements omitted from the factor
analysis. items 20 and 38.
An analysis o f variance (ANOVA) was applied to the educational
aspirations against school type with parental occupation. number
of books. crowding. sex and isolation as the covariates.
The percentage of students of different ages was determined for
each class surveyed and averaged for the two types of schools. The
chi-squared test was used to examine differences between age
distribution.
The number of students doing each subject at each school was
expressed as a percentage of the number of students surveyed.
Average percentages for each type of school were determined for
each subject.
Responses to the students' nominations of the best and worst
aspects of school were analysed by the chi-squared test. to
compare both the two types of schools and differences between the
responses of boys and girls.
An ANOVA of the student pass rates against school type with
parental occupation. number of books, crowding, sex and
isolation as covariates. was carried out.

4.3.2

Staff Survey

Each teacher's responses to the School Level Environment
Questionnaire (SLEQ) (Section 4 . 2 . 2 . 1 ) were scored and summed
following the directions given with the survey. Preparation and
counselling time per class per week were recorded together with
the responses to the other questions on teaching practice.
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A MANOVA was carried out of the eight SLEQ scales against
school type with covariates: school size; staff stability: percentage
of aboriginal students; isolation; crowding; parental occupation:
number of books in the home; total years teaching experi e n c e :
number of years at the school; Comprehensive or Junior High
School; sex of teacher. A second MANOVA compared the following
factors with the same covariates: preparation time per week.
counselling time per week, whether students were informed at the
beginning of term what work was to be covered, whether students
were informed at the beginning of term what items would be
assessed, whether students were informed at the beginning of term
what percentage each assessment item would be worth. whether
any negotiation was carried out with students regarding work to
be covered during the term.
Average scores on each variable were obtained for each type of
school.

4.3.3

Administrative Information

Average school attendance was determined for each school and
tested using the t-test.

Average figures for each type of school

were also determined.
Class sizes were also compared and tested using the t-test.
Chapter 5 discusses the results.

CHAPTER S

RESULTS AND DISCUSSION

5.1

Student Survey

5. 1 . 1

Characteristics of Student Sample

2 5 1 students completed the survey, but two surveys were discarded
because they were only about half completed. giving 249 suiTeys
for analysis. Approximately 79% of the students who were given
letters completed the survey in both types of schools. Table H 1 in
Appendix H gives the actual numbers of students in each type of
school. About two-thirds of the students who did not complete the
surveys were absent o n the day they were administered. the
remainder, either students or parents, chose not to complete it.
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Figure 5. 1 graphs the percentage of students responding by type of
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school and sex. The actual figures are given in Table H 2 in
Appendix H . The proportions of male and female students in the
two types of schools are very similar. with a slightly higher
proportion of female students in vr schools.
Figure 5 . 2 graphs the family variables about which information
was obtained in the survey. The actual figures are shown in Table
H3 in Appendix H.
The vatiable 'Parental Occupation' (see Section 4.2 . 1 .2) (which can
be considered to be one measure of socio-economic status) was
fou n d to be

statistically highly significantly greater for HT

schools than for vr schools using the t-test (tobt

=

320.2. df

=

248, p<O.O 1 ) . That is, the students in the vr schools in this study
come from a lower socio-economic background than those in the
HT schools.

Figure 5.3
School Variables
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Figure 5 . 3 graphs the school variables about which information
was obtained from the individual schools. In order to show all the
variables on the same graph, the higher value for the two types of
schools was converted to 1 00. and the other value calculated
proportiona lely.
It is obvious that there are considerable differences between the
two types of schools. However, given the small size of the sample,
none of these differences are statistically significant.
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5. 1 .2

School Climate

5.1.2.1

Student Responses to the Survey

The responses to the school climate statements used the full
range of the four-point scale with 'A's making up 1 2 . 5% of the
total and 'N's 1 6.6%. Only 63 of the responses were missing. ie.
0.004% of the 1 5,624 total possible responses.

Statement 42 (My parents think this school is a good one)
had the highest number of missing responses (7) . followed by

Statement 59 (Kids here think school is a waste of time)
with 4 missing responses. Both of these statements asked
students to con1ment on other people's opinions. which could
have posed difficulties. I n fact, while the students were
completing the survey. it was noted that some comments were
made to that effect. For this reason these two items were
omitted from the factor analysis.

5. 1 .2.2

School Climate Factors

The factor analysis (see Section 4.3. 1 ) produced five factors
which have been called Appreciation of School, Student Anti
Social Behaviour.

Peer Solidarity. Teacher Pressure and

Truanting. Table 5. 1 shows examples of the types of statements
associated with each factor. The complete list is given in
Appendix G.
The MANOVA of the five factors against school type showed no
statistically significant differences for any of the factors. The
means and standard deviations are shown in Table H5 in
Appendix H . The Truanting Factor was highly significantly
greater than the other four factors (F

=

349.38). ie. students

stated that they very seldom truant. There were no significant
differences between the other four factors.

Figure 5 . 4 graphs

the means o f the factors for each type of school.
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Table 5. 1

Examples of Items for each Factor in the
Student Survey

Factor 1

-

Appreciation of School

(High score means greater appreciation of school)

Classwork is interesting
My teachers are kind and considerate
Factor 2

-

Student Anti-social Behaviour

{High score means less anti-social beha\'iour)

A lot of kids muck up at this school

Kids leave a lot of rubbish where they eat lunch and
Factor 3

-

in

Peer Solidarity

(High score means greater peer solidarity)
Other kids will help me if I fmd classwork difficult

I get on well \vith other kids in my class

Factor 4

-

Teacher Pressure

(High score means less teacher pressure)
1 get blamed for things in class when I didn't do them

Kids get detentions for silly reasons

Factor 5 - Truanting
(High score means less truanting)

I wag classes I don't like
I wag classes with my frtends if they ask me to

the gardens
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Figure 5.4
Means of Factors for each Type of School
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When the factors were analysed separately by sex of the student
in each type of school. some differences between the responses
of t h e sexes were apparent.

However.

none of these

is

statistically significant. Table H6 in Appendix H shows the data
for each factor by sex of student and type of school. Figures 5 . 5 .
5.6, 5 . 7 , 5 . 8 and 5 . 9 graph t h e means o f each factor separately
for boys and girls in each type of school.

Figure 5.5
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This graph shows that VT boys like school less than HT
students. and VT girls more. Without further investigation i t is
difficult to say whether the differences are due solely to different
responses to VT structures by boys and girls or partly to the
differences in socio-economic status of the students in the two
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types of schools or other factors not identified in this study.

Figure 5.6
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This graph indicates that HT girls show less anti-social
behaviour than HT boys or vr boys or girls. Girls are usually
more amenable to externally imposed authority than boys. and
may prefer the more structured organisation of a HT school. It
seems probable but is not possible to say Without further study.
whether at least part of the differences shown above are due to
differences i n social factors between the two types of school.
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Girls from both types of schools are shown as having higher
peer solidartty than boys in both types of schools. This appears
to be an important aspect of schooling for girls as shown also in
Section 5. 1 . 6 where friends were nominated significantly more

frequently by girls than boys in their response to the best and
least liked aspects of school.

Figure 5.8
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Girls in both types of schools are shown here to experience less
teacher pressure than boys. Boys in Vf schools experience less
pressure than boys in HT schools. This may be due to one or
more factors such as the less anti-social behaviour of girls. the
difference in social factors between the two types of schools. a
difference in teaching style in the two types of schools which
has not emerged from this study. or a factor such as the smaller
size of some of the vr schools.

Figure 5.9
Factor 5

385 1
3.8

Mean
Response

3. 75
3.7

3 . 65

-

Truanting

·�

·•· HT Boys
o.vr soys
·•·

HT Girls

�vr Girls

3.6

This graph shows that boys in HT schools claim to truant less
than boys in vr schools. Similarly girls in HT schools claim to
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truant less than girls i n Vf schools. Insufficient evidence is
available to show whether it is the type of school or the
differences in social factors between the two types of schools
which best explains this result. In both types of schools girls
claim to truant less. which is to be expected. given the greater
anti-social behaviour of boys compared with girls.
The fact that there are no statistically significant differences
between the two types of schools on the five factors of school
climate suggests that either the introduction of VT has not
changed the climates of the schools in this study or the scale is
not measuring school climate. I believe further investigation
would be required to be detennine the correct alternative. Year 9
students were selected for this study partly because they are at
the age when, the great majority of practising teachers will
agree, they are most alienated from school. It is possible that
there is nothing practicable that an ordinary school could do to
reverse this. It may be that by Year 1 0, with an extra year at
High School and an extra year's maturity, students in VT
schools could have a different perception o f school climate and
a survey of these students would show differences. However, the
lack of interest shown by Year 1 0 students in the surveys
carried out in the case study (Ch.6). does not support this idea.
Nevertheless. Year 9 students did acknowledge in interviews
that it is important that they attend school so that they are
prepared for their future lives.
" . . . these days you need a good education to get into any jobs that you
want. "
" . . . to learn about everyday life. Mathematics . English. how to do things.
you know. it's good to get an education."
(Quotes from Year 9 students)

Students apparently accept the necessity of attending school.
but this study made no attempt to ask students which type of
school they would prefer to attend. It was considered that i t
would be inappropriate since the great majority o f students i n
each type o f school have had n o experience o f the other type
and therefore no basis on which to make a comparison. I t could
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be appropriate to carry out further investigations to find out
which type of school is best able to fulfil the requirements of an
education for self-fulfilment, democracy, critical thinking and
adaptability for a changing world. It might be that. given the
choice, a school which fulfilled these criteria would be the type
of school students would prefer to attend if they had sufficient
knowledge to make an informed decision. Information obtained
from interviews suggests that educationally. vr schools are able
to offer some advantages to most students (see Section 5.4).

5.1.2.3

Statements 20 and 38

These two statements were analysed separately from the factors.

Statement 38 (Kids have a chance to say how they want
things to happen at school) produced

no

statistically

significant difference between the two types of school. The mean
response for HT schools was 1 .98 and for vr schools 2 . 08. This
is u nexpected because part of the rationale for vr schools is to
give students the chance to have more say in their schooling.
However, while students in vr schools certainly are given more
say in what they actually study. possibly many students take
this for granted and don't equate it with the opport unity to
determine how the school is run. The result can be understood
if the statement was taken by students to mean a say in other
aspects of the school organisation and functioning. such as
school rules. A VT organisation does not necessarily imply
greater participation for students in other areas outside subject
selection and apparently, from the students' perception. this is
not happening.

Statement 20 (I am told the work I have to do for each
subject at the beginning of each term) produced a very highly
significantly greater response for VT schools than for HT
schools. The mean for HT schools was 2 . 42 and for vr schools
was 2.98. This is almost certainly a result of the unitisation of
the curriculum in the VT schools with its provision of much
more information about the work to be covered a n d the
assessment items required compared with non-unitised classes
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in HT schools. While some HT schools operate a timetable i n
which the subject matter i s divided into 4 0 lesson units taught
'-

during one term. this is not the same as a unitised cuniculum.
and the majority of teachers continue to teach in much the
same way as previously. without the detailed structure of
unitisation. However. it is interesting that teachers' response to
a very similar question did not produce a significant difference
(see Section 5 . 2 . 3 . 1 ) .

It must be assumed that teachers'

understanding of what they are telling students is somewhat
different from students' perceptions of what they are being told!

5.1.3

Educational Aspirations

There was no statistically significant difference between the
educational aspirations of students in the two types of school
after adj usting for the covariates. The mean for HT schools was
3.57 and for vr schools 3.35.

Age of Students in Classes

5.1.4

Some concern has been expressed that teachers in vr schools will
be teaching classes with a wider age distribution than classes in
HT schools. This could produce problems, especially in subjects
l i k e English where

the emotional maturity of students is

important. Some teachers in VT schools have reportedly found
this to be so in practice (Laird, 1 9 9 1 :20).

Figure 5 . 1 0
Age Distribution Within Classes
70
60
50

%

40
30
20

10
0

13

yrs

1 4 yrs

15

yrs

>15

yrs

98

Figure 5. 1 0 graphs the overall data. The t-test showed that the
differences are not statistically significant. Table H7 in AppendL�
H shows the average numbers and percentages of students of
different ages i n classes in the two types of schools.
While the classes surveyed in this study show no major differences
in age distribution, this may be due to the method of selection of
the classes. A more exhaustive survey would need to be completed
to ascertain the real extent of wider age distribution in vr classes
and any problems arising from it.

5.1.5

Subjects Taken by Students

A major concern which has been expressed is that students in vr
schools when given the option to choose will simply opt out of
English. Maths and other academic subjects which they find too
hard or do not enjoy.
Towards the end of 1 989. the NT Department of Education
requested that schools allocate time to the various subject areas
studied i n the Years 8- 1 0. on the basis of a minimum time for
each subject. rather than as a proportion of total time available.
An

accompanying statement from the Chairman of the Board of

Studies said that one of the reasons for this was to ensure that
subjects such as English and Mathematics were studied during
the entire three years, rather than less evenly distributed as can
occur in vr schools. Other members of the Board of Studies
suggested that the programs run in some Junior High Schools
were not providing a satisfactory education, as required by the
public. An editorial in the local paper supported this. particularly
criticising the idea that education should involve concepts such
as 'empowerment'. 'ownership', 'choice' and 'flexibility' rather than
'learning'. A vigorous correspondence from the School Council of
one of the vr schools. the NT Teachers' Federation, and individual
teachers strongly defended the rationale of the VT program
(Northern Territory News. 1989). This controversy is an indication
of the concern of the NT Government that NT students should
complete an education of as high a standard as

possible. The
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following results show that there is no need for concern over this
for students in vr schools.

Table H8 in Appendix H shows the subjects studied both by school
and by school type. This is given in the Appendix in considerable
detail because the data is heavily dependent on the classes
surveyed as explained in the footnotes. A different selection of
schools and/ or classes could give very different results for some
subjects.

Figure 5.11 graphs the overall results for the two types of schools.

Figure 5.11
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No statistical analysis was carried out on these data because of
differences between the two types of schools for which it would be
difficult to make allowances. Only the total number of subjects
taken by students was recorded, not the time spent on each
subject. One HT school has a seven-day cycle, all the other
schools have a five-day cycle. The seven-day cycle omits public
holidays, pupil free days, sports days, etc. while the five-day cycle
does not. Therefore a calculation of the actual time spent by
students on each subject over a week or term would be very
complicated. The data also show that HT students take

an

average

of just over 8 subjects per term, while vr students take six. This
needs to be kept in mind when considering the comparison above.

1 00

One thing that is clear from the data is that fears that vr
students would opt out of English. Maths and other ·academic'
subjects are unfounded. At least two factors operate to ensure
this . First is the Department of Education requirement t hat
students spend a minimum amount of time on certain subjects
over their three years in Junior High School. This requirement is
clearly set out in all the school handbooks and students are made
aware of them in the counselling they receive when they select
their subjects. Second, both students and parents are aware of the
importance of these subjects for the students future careers. One
principal strongly asserted this, saying:
"the kids automatically choose English and Maths. They hate English and
Maths a lot of them. but they automatically choose them . . . They say 'I've got
to do English and I've got to do Mati1s and then I can do what I like'
the
majority of them recognise that the two critical areas for ongoing success in
school and entry to the workforce . . . are English and Maths."
. . .

While students enjoy other subjects more.

they place the

'academic' ones first in importance (see Section

1 . 3 ) . Laird

( 1 99 1 :23) found t.he same response in his case studies.
One subject area in which the difference is real rather than due
simply to the classes sampled is that of LOTE. The Department of
Education is currently expecting schools to increase the amount
of time spent on LOTE by all students until the equivalent of
seven units is taken over the three years. It is relatively easy for
the HT schools to make it compulsory for students to take LOTE
for three lessons per week over three years, provided the staff is
available. In a VT school the realities are different. All of them
suffer from staffing problems. For example, one school which has
been offering three languages, is now unable to do so because of
the resignation of one of the teachers, with no replacement
available. However, all the vr schools are gradually increasing the
range offered. Teaching languages within a unitised vertical
system has some advantages and disadvantages. One of the
advantages is that students can pick up the beginning units in a
language at any time. This is very important in the Northern
Territory with its very high mobility of population. My experience
in a HT school has been that students coming from other states
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who have not studied any o f the languages offered b y a school
(which occurs with at least 90% of new students) must be simply
placed in a class with students who have already done some
language study, which severely disadvantages the new students. In
addition. many students find LOTE difficult and/ or boring and
become behaviour problems. In VT schools. units at different
levels can be offered to cater for the students of different abilities
and the staff feel that discipline problems are reduced because the
students

have

selected

the

units

themselves.

The

maj or

disadvantage in VT schools is the lack of continuity i n the
teaching, which language teachers feel is important for students
who wish to develop skills of a high enough standard to continue
with the language at senior levels. However. this has been
overcome. in at least one school. by students selecting their
language units in a block of say five or six terms in Years 9 and
1 0, so that the continuity is maintained. I n summary. the
problem is partly historical. with LOTE not having traditionally a
high regard in the community, partly due to staffing difficulties
and partly due to students rejection of the subject.
Differences between the two schools in other areas are not
significant and the apparent differences in most areas would be
greatly reduced if the full program for three years for the students
in

the two types of schools was compared.

5.1.6

Best and Least Liked Aspects of School

The point made earlier about Year 9 students simply disliking
school is well illustrated by their responses to this part of t h e
survey a n d supports other studies (eg.

Gannaway.

1 984).

Approximately 30% of the responses to what they liked best were
'recess'. 'lunchtime', 'going home' and 'holidays', ie. they'd rather
not be at school at all. I3ecause of this, the responses were
relabelled 'Positive' and 'Negative'. with approximately 60% of the
responses being negative. Meade ( 1 98 1 :66) found, as in this study,
that for students, meeting friends is one of the most rewarding
aspects of attending school. Table H9 in Appendix H shows the
numbers and percentages of the groups of responses from the two
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types of schools.
Figure 5 . 1 2 graphs the responses as percentages of the total
number of responses for each group.
24 negative responses were omitted from those of the students
from the private school because they were related to factors which
do not operate in the government schools. ie. 14 students said
they do not like wearing uniform and 1 0 said they do not like the
lack of air-conditioning.
None of the differences between the two groups is statistically
significant other than Item 3 (Socials/ out of class activities) in
the

Positive

responses

and

I te m

6

(Other

students

teasing/misbehaving) i n the Negative responses. Both of these are
due to effects in one school only rather than a result of differences
between the type of schools. Similarly the difference which can be
seen in Item 1 0 (Get away from home/family) in the Positive
responses is due to one school only.
Item 1 1 (Choosing classes) in the Positive responses shows a
greater response for students in vr schools. but is not significant
because of the small numbers. As mentioned in Section 5. 1 . 2 . 3 .
students apparently d o not perceive that they have any great say
in their schooling in vr schools, in spite of this being a major
point in the rationale for this type of organisation. However, Item
1 (Subjects/ classwork) in the Negative responses shows that
students in VI' schools dislike these less than students in HT
schools (although not significantly).
It can certainly be considered important that a highly significant
number of students in both types of schools said that they do not
like their teachers compared with those who said that they did (X2
=

40.9, df

=

l , p<O.O 1 ) . Obviously teacher-student relationships

should still be a matter for considerable concern for both teachers
and administrative staff in both types of schools.
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Figure 5 . 12
Positive Aspects Nominated by Students
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* * * * * * * * * * *

Some interesting differences are found when these positive and
negative aspects of school nominated by students are compared by
sex of student. Figure 5. 1 3 graphs these responses. and the data
are shown in Table H l 0 in Appendix H.

1 0-l

Figure 5. 1 3
Positive Aspects Nominated by Students by Sex
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holidays
Incompetent/bad-tempered teachers
Homework
Detention/cleaning up rubbish
Other students teasing/
misbehaving

8
7.

8.
9.

10.
11.

9

10

11

Rules
Facilities/grounds/
buildings
Fights
Assemblies
Other

* * * * * * * * * * *

Item 2 (Friends} is the only one of the Positive responses which
shows a

statistically significantly difference in the response of

girls and boys (X2

=

9 12
.

.

df = 1 , p <0 . 0 1 ) . This finding supports

Section 5. 1 . 2 . 2 that girls have a higher score o n t h e Peer
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Solidarity factor than boys.
Item

l

( S u bj e c t s I c l a sswork)

and

I t e rn

2

( ( Pr e fe r

recess/lunch/ going home/holidays) in the Negative responses also
show highly significant differences (Item l x2
7. 75, df

=

=

7.02. Item 2 x2

=

1 , p<O . O l ) . Both these items suggest that boys like

school less than girls. In bolh items girls in vr schools show less
dislike than those in HT schools. but more strongly in Item 1 than
2. These results are similar to those shown for the different scores
between boys and girls for the climate survey factors Appreciation
of School and Teacher Pressure (see Section 5. 1 .2.2).
As discussed in Section 5. 1 . 2.2 further investigation is needed to
determine whether or not the type of school contributes to these
differences in the responses between boys and girls or whether
they are due solely to different characteristics of the two sexes
which may be accentuated by the differences in socio-economic
status between the students from the two types of schools.

5. 1 . 7

Student Pass Rates

Again there is no statistically significant difference between the
pass rates of students in their Year 9 subjects in the two types of
schools.

The average pass rate in HT schools is 8 1 .2%. in vr

schools 80. 1 °/o ,

both figures having been adjusted for t h e

covariates (see Section 4.3. 1 ) . This suggests that the vr schools i n
this study are n o t producing greater success amongst their
students than the HT schools. This is contrary to t h e claims
made for Vf in the literature (Laird. 1 9 9 1 : 4 ; Evans, 1 988: 1 6) .
Since these pass rates are based on grades made u p from internal
assessment by each individual teacher. ie. there is no common
assessment even within one school, the lack of differences may be
d u e to teachers realising the educational advantages of as many
students as possible passing rather than failing, and organising
the awarding of grades so as to achieve this (White, 1988:3 1 6) .
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5.2

Staff Survey

5.2.1

Characteristics o f Staff Sample

A total of 76 completed surveys were returned out of 1 46 sent out.
a response rate of 52. 1 percent overall.
The following Tables in Appendix H give the characteristics of
the respondents to the Staff Survey. A slightly higher proportion
of teachers responded from HT schools (56 . 9%) than from VT
schools (48.6%). and more male teachers than female responded
in VT schools. while more females than males responded from
HT schools.
Table

H1 1

gives

the Completion

Rate

(number

and

percentage of respondents from each type of school) by sex.
Table H 1 2 gives the total teaching experience of respondents.
Table H 1 3 gives the years at this school of respondents.
Table H 1 4 gives the subjects taught by the respondents.
These tables show that teachers in VT schools tend to have longer
total teaching experience than those in HT schools. They also
tend to have been at their school longer, (except for the over 1 0
years gro u p . which is not surprising given the younger age of the

VT schools). The number of teachers responding from each
teaching area varies, and a direct comparison is difficult given the
high percentage of teachers who teach in two or more subject
areas (approximately 50% in both types of schools). No attempt
was made to use subject teaching areas as a covariate because of
the difficulty of interpretation. The survey did not ask whether or
not teachers were teaching in areas for which they were not
trained. or their length of experience teaching in each area
separately which would have given more useful information. But
considering the constraint mentioned earlier of keeping the survey
as brief as possible, this would have increased the time required
for teachers to complete the survey. and possibly reduced the
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overall response rate.

5.2.2

School Level Environment Questionnaire

Figure 5. 1 4 graphs the average results for each scale (see Section
4 . 2 . 2 . 1 ) for each type of school.

Table H 1 5 in Appendix H gi\·es

the actual data.

Figure 5 . 1 4
SLEQ Scales
28

27
Mean
Response
per Scale

l.

Student Support

2.

Affiliation

3.

Professional Interest

4.

Staff Freedom

l::l
5
:J
l:

26
25

2

3

4

5

6

7

8

Democratic Decision
Making

6.

Innovation

7.

Resources

8.

Work Pressure

The MANOVA showed no significant differences between the two
types of schools on any of the scales. However. some interesting
differences between the various scales can be seen. Obviously all
the respondents considered that there is good staff Affiliation in
their schools and that Work Pressure is relatively high.
The relatively low value for I nnovation is surprising for the VT
schools considering how innovative they have been in introducing
it i n the first place. Perhaps with the introduction process some
time in the past and with a routine firmly established, teachers no
longer see it as out of the ordinary. Or alternatively. Band 1
teachers are not very aware of other i n n ovations which are
occurrtng in the vr schools. which will be described later. or don't
realise how innovative they are in comparison with what is
occurring i n other schools.
Similarly the relatively low value for Professional Interest in the
VT schools is unexpected since much discussion of educational

issues must have taken place before vr was introduced.
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The lower value for resources for HT schools compared with vr
schools is due to the response from one school only.
However. all these values must be considered in the light of the
maximum possible values for each scale (35 since there are seven
questions per scale, each scoring a maximum of 5). This gives 79%
for Staff Affiliation which has the highest score and 64% for
Innovation which has the lowest score. Seen as percentages. all
the values are quite high. ie. on the whole staff are satisfied with
both types of schools as they are at present. It is possible that
those staff who are not satisfied with their school are less likely to
respond to a survey of this type, and therefore the results may be
biased to an extent which is very difficult to determine.

5.2.3

Teaching Practices

5.2.3. 1

Preparation Time

The ANOVA on the time spent on preparation per class per week
showed that this was very highly significantly less for teachers
i n the vr schools than for those in the HT schools. This may
seem to be contradictory to evidence given in the literature that
teachers in the vr schools experience greater work pressure
(Dun, 1 987: 1 7 ; Evans, 1 988: 1 7; Marshall, 1 988:55).

However. the references cited above were referring to the amount
of work involved in setting up the system. rather than the
amount of work for a practising teacher in an established vr
school. Once the units are written and assessment procedures
decided upon, a proportion of the preparation normally carried
out by a classroom teacher has been done (Laird, 1 99 1 :20-2 1 ) .
This leaves more time for improving teaching techniques and
evaluating lessons. It also means that there is time available for
making changes and writing new units provided that it is spread
out over an extended period of time, and not squeezed into a
few weeks at the end of each year. I t is also valuable for
teachers new to the school and/ or to teaching. or teaching
outside their normal subject area. since the work requirements
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are clearly set o u t and resources usually available.
I t should also be noted that the teachers in the vr schools
tended to be more experienced than those in the HT schools and
this may have also contributed to the above result.

5.2.3.2

Counselling and Assisting Students

There was no statistically significant difference between the
time spent on counselling and assisting students in the two
types of schools.
It is surprising that teachers in the VT schools do not say that
they spend more time counselling students on subject choices
since these have to be made each term. However. I believe the
way the question was worded made this aspect misleading. If
the question had referred specifically t o time spent counselling
students on subject choices. it is very probable that a difference
would have occurred.

However,

assisting students w i t h

schoolwork was mentioned i n addition t o subject selection, and
has probably blurred the distinction between counselling for
subject selection and other types of assistance.

5.2.3.3

Assessment and Negotiation

Criterion-referenced assessment has been recommended as
increasing the chances of success of students and giving them
increased self-motivation (Middleton, 1 982: 1 29). Negotiation of
work t o be covered with students has been recommended as a
way of increasing both their interest in learning and t heir
autonomy over their own education (ACT Schools Authority,
1983c:2 1 4)
Teachers responded Yes or No to the following four questions on
teaching practice which were intended to investigate the extent
to which teachers use criterion-referenced assessment instead of
norm-referenced assessment. and negotiation.
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'At the beginning of each unit of work. do you tell your
Junior classes
A

what work will be covered'?

B

what work must be completed for assessment'?

C

what each assessment item will contribute to the
overall assessment'?

Do you carry out any negotiation with your Junior classes
about what will actually be covered in each unit of work'?'
There were no statistically significant differences between the
two types of school on these questions.
Each question was scored l for Yes and 2 for No. giving mean
responses for each type of school between l and 2 . The mean for
the first question is very close to l for both types of school. ie.
teachers believe that they give this information to all their
students. However, the first question is very similar t o the
question which showed a significant difference for students (see
Section 4. 1 . 2 . 2) . I t is possible that teachers i n the two types of
schools were interpreting the questions differently. This places
doubt on the responses to all the teaching practice questions. I
believe that the existence or otherwise of real differences i n
teaching practice could b e answered more definitively only by a
fairly extensive ethnographic study.
According to teachers' responses, negotiation is carried out least
of any of these teaching practices.
The mean for each type of school for each of the responses dealing
with teaching methods (see Section 4.2. 2.3) is given in Table H 1 6
in Appendix H.

ll1

5.3

Administration Questionnaire

5.3. 1

Attendance

The average attendance (attendance as a percentage of enrolment)
was 87.6% for HT schools and 9 1 . 1 % for VT schools.
While there is no statistically significant difference between these
two figures. i t should be noted that no allowance has been made
for the lower socio-economic status of the students at VT schools.
This would usually tend to produce a lower attendance rate. but
in fact has not done so. This may be attributable to the fact that
the schools arc VT , but again, more investigation is required
before a definite conclusion can be drawn.

5.3.2

Class Sizes

It might be thought that VT could confer some benefit or impose
some penalty on class sizes because of the constraints imposed by
the different organization.

Table 5 . 3 shows the average, largest

and smallest class sizes for the two types of schools.

Class Sizes

Table 5.3

HT

VT

Average

26.3

24.6

Largest

31.7

30.3

Smallest

14.3

14.3

Class Size

Note:

1.

These sizes were obtained for English. Mallis. Science and
Social Education classes only.

2.

In all schools the largest classes were usually Level 1 Mallis
classes and the smallest Level 3 Mallis classes.

There was very little variation overall between any of the schools.
ie. while vr does not give any advantage in class sizes it also does
not appear to impose any disadvantage.
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5.3.3

Discipline Procedures and Suspensions

The discipline procedures followed i n all schools are very similar.
Incidents which cannot be handled by the classroom teacher are
referred to a subject Senior teacher or Year Coordinator. followed
by an Assistant Principal if a satisfactory solution has still not
been found. Other people such as the school policeman or Home
Liaison Officer may also be brought in to assist.
The average number of suspensions in the HT schools in Tenn l
was 7 . 5 , and i n the

VT

schools 1 2 . 3 . The higher figure for the

vr

schools may be a reflection of the lower socio-economic status of
the students in these schools. Only the few most intractable
students are involved in suspensions. while the attendance
figures. which show no difference, reflect the whole school
population.
The reasons for suspensions at all schools were very similar. eg.
stealing.

swearing at teachers, fighting. threatening o t h e r

students.

5.3.4

Additional Classes

Those offered by the HT schools include: extension units i n
Science and Malhs a s electives for the best Year 1 0 students;
combined course with the Territory Training Centre: school
newspaper production as a Year 1 0 option.
Those offered by the VT schools include: extension units i n
Sciences. eg. Physiology and Electronics: drama and musical
productions; magazine production: school mural; solar car: Rock
Eisteddfod; extension programs for gifted students (usually Year 8
students); combined literacy and Art unit for students with low
literacy skills. These programs are not restricted t o Year 1 0
students.
While such t h i ngs as musicals and Rock Eisteddfod may be
produced i n t h e HT schools.

all the preparation must be

completed in the students' and teachers' own time and students
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can receive no credit for it in their assessment. In the

VT

schools

these become assessed units for which students receiYe credit.
The HT schools have also conducte d special programs for gifted
students but it is very much more difficult to fit them into the
timetable . From personal experienc e i t requires considera ble
enthusiasm and dedication from the teachers involved t o
negotiate the inclusion of these programs in the timetable and the
removal of the students from other classes. In a vr school thev
can be easily introduced as extra units without affecting other
classes or teachers.
In the HT schools, remedial programs such as those for students
with low literacy skills require removal of the students from other
classes, eg. the students at one school who do an extra English
class instead of LOTE. In a vr school this is not necessary.

5.3.5

Pastoral Care

Again, practices are very similar in all t he schools. Between 1 0
and 2 0 minutes per day is usually allocated to Home Groups or
Pastoral Care Groups at which the roll is marked. notices read out
and other administrative tasks completed. The remainder of the
time may be used to talk to the students o r involve them in
aspects of a personal development program, depending on the time
and material available. In addition

vr

Home Group Teachers

spend time counselling students on subject choices when it is
time for selection of units for the following term. Extra time is
usually allowed for this, and as discussed earlier it is an
important part of the Home Group Teacher's role.
In addition all the schools run a Peer Support program for Year 8
students in the first term or semester, using Year 1 1 students as
group leaders if the school is comprehensive or Year 1 0 students if
i t is a Junior High School.

I 1 -l

5.3.6

Release Time for Curriculum Writing

This is generally not available. particularly following funding cuts
in the last few years. Most VT schools were able to obtain a small
number of pupil free days (eg. two over two years) during the time
the program was being initiated. but the rest of the work involved
has been done in the teachers' own time.

5.3. 7

Government Funding

Only the two schools with the lowest socioeconomic status receive
any

additional

funding and

this

is

associated

with

the

Disadvantaged Schools Project.

5.3.8

Other Special Programs

Those run i n the HT schools include: special work experience
program for students with learning difficulties;

behaviour

modification programs for Year 9 students; homework programs
for Aboriginal students.
The VT schools run these programs and others such as: home
p u b l ic relations project; High school-feeder Primary school
enrichment programs; courses of local interest integrated with
TAFE courses;

all -girls Maths classes;

literacy across the

curriculum; special Art/Drama projects.
The VT schools have a greater variety of these extra programs,
often ones which could be run in an HT school. eg. all-girls Maths
classes. One Assistant Principal of a VT school suggested that the
change to VT produces a realisation in teachers that i t is possible
to get away from traditional structures in a school, and that
flexibility and innovation need not be threatening to teachers.
This encourages innovation in areas other than those directly
associated with VT.

1 15

5.3.9

School Philosophy

While there were no major differences i n school philosophies. the
VT

schools tended to place more emphasis on students enjoying

school as well as achieVing excellence and personal development.
This is a logical extension of the reasons for introducing VT in the
first place.

5.4

Interviews

The following section is based entirely on the views expressed by
teachers and students i nterViewed during the course of this study.
A notable aspect of the interviews was the positive response of
teachers actually teaching in the VT schools. There were far more
positive comments than negative, except for the Principal who
opposed the i n t roduction of VT in his school. and was finally
persuaded by the staff. The comments cover many of t h e points
preViously listed in Chapter 3 from the literature on

VT

schools in

other States.

5.4. 1

Effects on Students

5.4. 1 . 1

Self-esteem

The majority of students have:
.. . . . higher self-esteem because they can spend more time on the subjects
they enjoy and do well at. particu larly in Years 9 and 1 0 . have more
enjoyment of school and a more positive attitude to school. Not all kids.
there are always exceptions. but for the majority...
(Assistant Principal)

This situation could not develop overnight. The combination of
the opportunity for students to make choices and plan an
indiVidual program. together with the extra programs the school
was able to timetable, such as the Rock Eisteddfod. the Solar
Car. and drama productions, developed a pride in the school on
the part of students. This was also seen as leading to reduced
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truancy.
A Master Teacher commented that prior to the introduc tion of
VT at one school, the students had low motivatio n and were

very socially oriented. The students were at school under
sufferance. With the introductio n of Vf. the students felt thev
were being treated as human beings and responded more
positively as a result.
This is not to imply that all students immediately become
interested and positive about all their subjects. Naturally that
does not occur. Student-teacher relationships play a major role
i n students' feelings about particular units and school in
general. However, when each u n i t only lasts ten weeks.
students can be reminded that they only have to put up with
the teacher for that length of time rather than a full year.
which can seem like eternity at that age. In all schools there is
a hard core of students who do not put in subject choices. and
respond positively to very little within the school. However. it is
felt that the vr organisation gives teachers some leverage over
these students. For example. if students complain about a unit.
they can be reminded that they chose it. If it was not their
choice. ie. they were placed in the unit because they did not put
in their choices. they can be reminded that they had the
opportunity to choose. and the remedy in future is in their
hands.

5.4 . 1 .2

Decision-making Skills

Several teachers commented that the decision-making skills of
students increased noticeably after a couple of years in a vr
school. They are able to read pathways and make quite
sophisticated choices. This is better preparation for the Senior
school than the much more limited choice of electives in a HT
school.
". . . the kids are really starting to think about what they have to do. and
they are responsible for their own study. Most
kids want to have a say and take quite an interest in their subjects and
making sure they're going to get everything done."
(Home Group Teacher)
feel that they're in control

. . .
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However, as discussed in the case study ( C h . 6 ) . not all
students want to have the responsibility or feel capable of
exercising responsibility in their choice of subjects. gi\'en its
importance for their future careers.
At least one Principal believes that it is not appropriate for Year
8 students to choose any of their units. even in second
Semester. They need a full year to settle into High School and
develop a sense of identity before being required to make
important decisions, or be placed in a position where they can
possibly be adversely influenced by older students. Two schools
are considering deferring choices until Year 9 .

5.4. 1 . 3

Discipline

The majority of teachers interviewed feel that discipline
problems are reduced i n a vr school. The detailed structuring of
the units and the requirement that students either pass the
u n i t or repeat the same o r an equivalent one, are a strong
inducement to self-control and hard work. Students' progress is
dependent on their own achievement not their age cohort. and
students are aware of the responsibility this places on them for
their own education.

5.4.2

Unitisation

5.4.2.1

Ten-Week Units

Ten-week units are seen to have a number o f practical
advantages. Not least of these. for the teacher, i s that discipline
problems only last for a relatively short period and then a new
start can be made. On the students' side, if they don't like the
teacher o r the unit. as mentioned above, they know it has a
relatively short manageable duration, i n contrast to a class i n
which they must remain for a whole year.
Referring to changing classes every term. a Year 9 student said
"It's really good, it doesn't get boring, you get to learn more
about different subjects, and do different things" (see also Laird.
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1 99 1 : 1 7).
For the teacher, there are difficulties in getting to know the
strengths and weaknesses of students in a ten-week peliod and
in developing classroom routines and strategies for student self
discipline. However this is partly offset by the fact that most
teachers get to know a large number of students throughout the
school, after they have been there for some time. and in almost
every class they will have some students t hey are alreadv
familiar wit h .

It

does

require

teachers

to

establish

a

relationship with a class quickly, but again this can be easier
when the teacher is known to many students t h roughout the
school. However. VT allows some teachers to become very
specialised i n their teaching and therefore teach mostly the
same group of students. eg. Level 3 Maths. While they may
know these students very well, they will not be familiar with
other students they may see only for one unit.
Students also get to know a much larger proportion of the
student body than in a

I IT

school, and this can assist in

developing a sense of community within the school. I t can also
help students who have difficulty making fliends. They have a
greater chance of meeting someone they are comfortable with.
A ten-week u n i t is less traumatic for students who have
difficulty in succeeding. I t is much easier for a student to aim
for a goal in ten weeks time rather than a year's time. They have
the chance of success four times a year instead of once. I t may
be obvious to them after a few weeks that they are going to fail,
but they also know they have the opportunity of a fresh start
after ten weeks.
But, the majolity of teachers in the case study (Ch. 6) were not
happy with ten week units feeling that too often they had just
got to know the strengths and weaknesses of their students and
developed satisfactory routines, when they had to change and
start all over again. Also. they saw the constant changing as
contiibuting to t h e instability of students who especially needed
stability in that school's particular situation.
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5.4.2.2

Teaching of the Units

The units are highly structured which has a number of
advantages for both teachers and students. Students are aware
from the beginning of the term of the work to be completed
d urtng the unit. and the way in which it is going to be assessed.
Onus is placed on teachers to cover all the material. and on
students to complete the requirements.
Once units have been written, the detailed structure of units.
together With the collected resources. make it much easier for
teachers required to teach a unit (or subject) for the first time.

5.4.2.3

Minor Subjects

The literature claims that minor subjects will gain parity of
esteem under VT because they are being taught for the same
length of time as any other subject in a term (Dun. 1 987: 1 3:
Beazley, l 984:43-44). These subjects are certainly easier to teach
as a term unit than as one or two lessons per week spread out
over a year, b u t it cannot be said that they achieve parity of
esteem. The Department of Education requirements that the
'major' subjects be studied for a much longer period than the
'minor' subjects. devalues the 'minor' subjects in the eyes of
students. These subjects are seen as "fun, like a hobby. so that
you don't get sick of school. If you just had Maths and [other
academic subjects] it would be boring" (Year 9 student).

5.4.2.4

Additional Units

Additional units such as drama productions, Solar Car. Rock
Eisteddfod. etc. are seen as beneficial in several ways. These
types of activities enhance students' school experiences and
pride in the school. More students are able to participate when
they are timetabled as part of their course than if they have to
do all the work outside school hours and are also able to obtain
credit for them. Less able students can often be successful in
this type of unit where they may have more difficulty in 'normal'
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units.

5.4.3

Unit Selection

As mentioned previously, computerised print-outs of u n i t s
completed are available to assist students in their selection o f
courses, and counselling i s carried out by class teachers. Senior
teachers and Home Group teachers.
The students will also be influenced by such things as which
teachers they think are going to teach a unit (even though they
are never officially told when making their selection). or what
their friends are taking. However, the students interviewed for this
study seemed to take the process seriously and to be concerned
that they had studied the required units in such subjects as
English. Maths and Science. " . . . it's core and you have to do at
least a Maths every term . It's not bad and it's not good either"
(Year 9 student).
In general the students try to get the compulsory units out of the
way first. and then feel free to pick ones that interest them most.
In subjects such as English, students may be required to complete
ten units altogether over the three years. out of a total of some
twenty or twenty-five units offered. Two or three may b e
compulsory for all students, with a choice of another three o r four
from a particular group to ensure that core is covered. The
remainder are then a free choice from the other offerings. So even
though completely free choice between all subjects is limited.
there is generally considerable choice within subject areas.
One Principal stated that the students' choice of units was often a
response to particular teachers and this placed some onus on
faculties to sell their subjects. This selling process will b e very
dependent on how teachers present units (see also Laird. 1 99 1 :20).
For example, computing was not particularly popular in one
school until a new computer teacher arrived . then, after that
teacher's first year, computing units were always oversubscribed.
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Most schools find that about 90% of students are able to get their
first choices, whether the choices are completely open or with
some restrictions to lines (however. see also Section 6.4.2}. In one
school this was considerably less in the first year of

vr.

and

caused much resentment amongst the students. However. as the
administrative staff became more experienced, this improved.
There are two conflicting opinions on the problems caused by
students not getting their choices. One (expressed by a Master
Teacher} is that the resentment of students is no worse than in a
HT class in which students have been placed with no choice. The
other (expressed by a Principal) is that the resentment generated
causes more problems than

VT

solves. This difference is possibly

due to the perspectives produced by different positions within the
school. The Principal is more likely to come into contact with
those students who are trouble-makers: the classroom teacher is
seeing a whole class perspective. However, this has obvious
relevance

for

the

successful

continuation

of VT.

If the

administrative staff member (usually an AP) responsible for setting
u p and running the timetable is not happy with the end result.
there may be more of an inclination to feel that it is not worth all
the extra effort.

5.4.4

Special Groups

5.4.4 . 1

Students with Learning Difficulties

A particular benefit to these students is that they are no longer
d ifferentiated from mainstream students by being placed in
special Learning Units or classes. They do have special units
written for them but their selection is treated in exactly the
same way as other units, other than the need for more careful
counselling and guidance. In at least one school, counselling is
used to ensure that in any one term the students do not select
too many units with a heavy writing component. This is done
deliberately to increase their chances of success. Other students
appear not to be aware that there is any difference between
these students and themselves.
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is very successful in allowing students with learning

difficulties to progress at their own rate in some areas. and at a
similar rate to other students in other areas. It is possible for
example, for a Year 1 0 student who i s particularly poor at
English to be in a special unit for that subject With Year 8s or
9s at a similar standard, and in mainstream units for all the
other subjects. Other Year 1 0 students are not aware of this
and possible stigma is avoided.
The flexibility of
students with

VT

allows such modifications as g1vmg

learning difficulties a free l i n e for extra

assistance; students completing a mainstream unit over two
terms instead of one; specialisation in areas of special skills. eg.
Art. Woodwork, PE. Where a student is placed in a mainstream
unit which proves to be too difficult. it is usually possible for
the student to cope with ten weeks before being changed to a
more suitable unit.
I t is possible for students with learning difficulties to be
stressed by the stringent requirements of the units, but this is
often overcome to a large extent by careful counselling and
assistance.

5.4.4.2
VT

Gifted Students

is able to provide several options for gifted students. It is

very easy to insert an extension unit for these students into the
timetable. in contrast to the difficulty of doing the same thing
in a HT school. Gifted students are able to accelerate through
the available pathways in one or several subject areas and then
either do additional extension units, or (in a comprehensive
High School) advance to Year 1 1 subjects while still in Year 1 0 .
One school selects the most gifted students o n Primary School
recommendations and places them in a class together for their
first semester in order to be able to accelerate them, even at
that early stage. A parent, whose son had been in a Primary
School Gifted Unit, commented on how much he was enjoying
High School under this system.
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Although there is usually no formal streaming of classes. \ T
gradually produces this effect over the first couple of

years.

Teachers guide Year 8 and 9 students into suitable units as
their abilities and skill become known. More able students will
be guided into units leading to higher levels. Less able students
may need to repeat units or be guided into less difficult ones. So
by Year 1 0 , a lot of the classes are effectively streamed without
any students having been overtly labelled as 'good' or 'bad'. This
process benefits gifted students as they spend more of their time
in classes which are able to tackle more academic work and
progress more quickly.

5.4.4.3

Aboriginal Students

While no separate information was obtained about Aboriginal
students in this study (other than the percentage in each
school), one Master Teacher. who has had a particular concern
for Aboriginal students, made the following comment.
"One group I've found who really benefited from the vr at . . . are the

Aboriginal kids . there's been a really good change
I really believe that was
reflected in the retention rate of Aboriginal kids at the Senior secondary
...

level . . . the number of kids who may have left school and have now decided
to come back . . . whereas if they had been force fed all the way through
they would have been so fed up they would have run a mile."
(Master Teacher)

I n contrast an ESL teacher in the case study (Ch. 6) commented
t h a t VT made i t more difficult to provide assistance to
Aboriginal students on an ongoing basis, particularly because
t h e support was based on an integration of the teachers'
methods with the students needs. Constant change made this
difficult.

5.4.5

School Size

The literature asserts that small schools benefit considerably from
VT

(Dun, 1 987: 1 1 ; Laird. 1 99 1 : 1 2). Marshall ( 1 988: 1 1 ) found that

smaller schools in NSW were more likely to be VT than larger
schools, in fact the problems associated with small size have been
the reason for some schools adopting VT (Dun, 1 987: 14).
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Small NT schools have found some advantages in vr compared
with HT, for example, i n being able to get to know a larger
proportion of students individually and in being able to place
students more appropriately. Unfortunately however. there appear
to be quite a few disadvantages for a small school (see Section
6 . 3 ) . The economies of scale which can be obtained in a lar�er
school are not available and the unit selection which can be
offered to students is much more limited than in a larger school.
This leads to greater problems with less students receiving their
first choices, or the choice being so limited that the selection
process hardly seems worth the trouble.
" . . . when you've got a small school. you can't offer all the things that the kids
want. So it really came down to not a matter of what the kids chose. [but!
when they were going to do it. and sometimes . . . because not enough peo ple
chose a subject. . . . the class wouldn't go on. so you got kids being put in
(Principal)
classes that they didn't want to be in and being resentful . . . ..

These difficulties could be overcome by additional staff, but i n the
NT at least. the Department of Education is very firm in its
staffing allocation, and the choice of an alternative organisation
by a Government school is not considered sufficient reason for
extra staff.
However, some teachers feel that the limitations placed on choices
seem to be less important to students than to teachers.
" . . . they love to choose even if the choice is so limited. like you do it now or
you do it later. they see that as a real choice . . . and it's very important to
(Master Teacher)
them."

"lots of those kids out there want to feel that they have an input into the
decision-making on their courses. what they"re doing. Even if they come to
you with a bit of paper and they want it signed off. and you tell them what to
do . they still feel they re making decisions about their education."
"

(Senior Teacher)

.. . . . you're running a qu a si de moc rati c structure in
-

a qu asi

-

de m oc ra t ic

society. You're giving kids some control over what they do. You're giving them
more control over when they do them. rather than what they actually do. but
you arc giving kids access to some hold over what they're doing.'"

(Principal)
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5.4.6

Parental Response

Several Principals and APs have stated that their schools ha\·e
found that many parents initially respond suspiciously. Parents
find it hard to accept that the kind of education they received is
no longer considered satisfactory for their children. However. once
the system is explained to them in detail, and they see the greater
interest of their children in their schooling. the altitude tends to
change. The parents surveyed in the case study tend to support
this, although the limited response to the survey must introduce
an

unknown bias into the sample (see Ch. 6}.

Increased participation by parents in decision-making about their
children's education is necessitated by the requirement that
parents sign the subject selection sheets. Even though some
students may not discuss their selections with their parents to
any extent, if at all, the parents cannot help but have some idea
of what their children are doing. All schools have found increased
attendance at Parent-Teacher Nights although not necessarily
greater involvement in areas requiring more commitment. such as
School Councils.

5.4.7

External Constraints

All the schools have experienced increased limitations as a result
of system requirements. In order to obtain their JSSC. students
must complete folios with extended work in Maths, English.
Science

and

Social

Education

during Year

1 0.

External

examinations for Year 1 0 students are held in Maths and English
towards the end of the year. It is far more diffi cult to collect all
the work required for folios and to prepare for examinations. when
students change classes each term, compared with when they
remain in the same class all year. The VT schools are developing
ways of overcoming these problems, such as keeping students \vith
the same English teacher for two terms, even though they may do
different units in the two terms. Students who have been
accelerated also cause problems. As Year 9 students they have to
be restricted from Year 1 0 classes in which the assessments are
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being completed or they have to repeat the work in the followin�
year. either of which would be a cause for some frustration. Or
alternatively they are unable to complete the requirements for the
JSSC. None of these alternatives is satisfactory.
External constraints on staffing ratios are also causing problems
for all schools. but probably more particularly for the smaller
schools.

As

ratios are

increased

and

staff reduced.

the

administrative burden has t o b e spread t o classroom teachers.
This appears to have been a major reason for the return to HT by
one school. All vr schools feel that their problems would be
greatly eased by an extra one or two staff members to restore some
of the lost flexibility.
Chapter 6 presents a case study of one

vr

school in the Darwin area.

CHAPTER 6

BRENNAN HIGH SCHOOL - A CASE STUDY
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Brennan High School is a small comprehensive High school in a low
socio-economic area in the Darwin region. established in the mid1980s.

6.1

History of the School

In April of the year before the school actually opened. the decision
was made to open i t a year earlier than originally planned because of
the pressure of student numbers i n the existing Darwin High
Schools. Year 8. 9 and 1 0 students had been ident ified in t h e
previous year i n the schools which most of them attended. and were
placed in separate classes from the other students. While this helped
the students to form a coherent group. they were generally unruly
and were considered to be disruptive and unpleasant to teach. They
had a very bad reputation with their school bus drivers. A number of
the first group of students. especially Year 1 Os. had low self-esteem.
truanted a lot and were accustomed to negative school experiences.
Unfortunately, the school developed a reputation amongst people
who had no close contact with it as being an undesirable school.
either for staff to teach in. or for parents to send their children to.
and this reputation has proved to be very difficult to change.
The school was initially staffed more generously than other schools.
especially with administrative staff. in anticipation of continued
growth in the area (which has not eventuated). Originally the school
was to be a Junior High School only. but in second semester of its
first year, the decision was made by the Department of Education
that it would become comprehensive. Year 1 1 students were accepted
in

the school's second year and Year 12 in the third year. Part of the

reason for the continuation of extra staffing in the first few years
was to guarantee that a wide range of courses in the Senior years
could be offered even though the numbers of students was very
small.
There had been very little preparation for the opening of the school.
The Senior teachers were not appointed until October in the previous
year and there was one three day inservice only in November for the
administrative s taff to carry out their planning before the school

1 2R

opened. Hence HT was adopted because no-one was fami liar \\i t h
anything else. o r had the time to find about altemath·es. There was
very little non-teaching time for lhe staff to organise and prepare for
the new school. and there was no Home Liaison Officer for six
months (a teacher aide whose job is to follow up student absences.
contact parents regarding problems. etc).
When the initial 3 1 0 Year 8. 9 and 1 0 students moved in. the
b u i l d i ngs and

grounds were not completed

and

the

school

"environmentally looked like a bomb disaster area. no grounds
developed, no gardens at all, there was actually barbed wire
entanglements excluding some areas" and the gymnasium/theatre
was a construction site. " I t was a particularly wet wet-season when
the school opened so there was mud everywhere and there was no
school spirit" (Senior Teacher). There was no assembly area and the
initial assemblies were very difficul t , with the students unable to
hear clearly what was said.
The school started with a traditional HT structure. Then in second
term. the Principal became ill and left the school. The new Principal
appointed in his place had been closely associated with another
Principal who had introduced vertical timetabling into another
school earlier that same year. He came to the school with the
intention of introducing vr and set about persuading the staff to his
point of view. One aspect of this was the purchase of copies of
Marking Time: Alternatives in Australian Schooling by Middleton ( 1 982)
for all the administrative staff. A couple of full day inservices were
conducted at which the rationale and future directions of the school
were thrashed out. vr to most of the staff was new and untried and
very different from anything they were used to, and initially there
was considerable staff opposition.
During the first semester of the first year, the school Counsellor and
some teachers had been implementing strategies to enhance
students' motivation and were seeing some improvements. As the
school was completed and gardens were established the surroundings
also improved. I n second semester the Counsellor took a group of
about 10 of the most disruptive students for special activities out of
the school. At this time the whole district was relatively new, and
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there were few facilities for teenagers. The Counsellor and one of the
APs attended an inservice on Peer Support late in the first year and
the decision was made to introduce it in the third year (since there
was insufficient time to organise it properly for the second year).
Many changes were seen to be taking place in the first year and
continuing in future years, as well as the decision to introduce VT.
all working towards a much more effective school. It is difficult to
say to what extent the school would have changed without VT .
Certainly it would not be the same school as it is now. but it was
not the only factor to bring about improvements.
A successful camp was held in the school's first year for a small
group of the most disruptive Year 1 0 students. Funds from the
Disadvantaged Schools' Program were used to buy equipment - a
trailer and camping gear. The first camp was so successful that the
program was extended in the folloWing year With house camps and
then Peer Support camps. The latter still continue, limited to 30
students, and are extremely successful.
As in all NT schools, students are placed in Home Groups or Pastoral
Care Groups for purposes such as roll marking and communication
of daily information. The Home Group teacher is a person with
whom the student has daily contact regardless of changes in their
classes. and who is available for counselling and advice. When VT
was first introduced the Home Groups were vertical throughout the
whole school. ie. with a mixture of Years 8 to 1 1 (8 to 12 in the
school's third year). After a few years the Home Groups were split
into Junior and Senior because the Senior students had various
requirements. eg. filling in official forms. which were not relevant to
the Junior students. After another few years this

was rearranged

again into Years 8 and 9 together, and Years 1 0. 1 1 and 1 2 together
because the Year l Os also had some requirements which fitted better
with the older students. In the school's second year a formal Pastoral
Care Program was started following the style of one of the other
schools, but ran with only mixed success and was discontinued after
a couple of years. However, a student support program is now being
trialled with Years 8 and 9.
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In most years staff development inservices have been conducted. eg.
for Peer Support. personal development, conflict resolution. etc. This
has contributed to a very high morale amongst the staff. which has
always been very close-knit and caring about their students.
The second Principal was replaced part-way through the school's
fourth year, and the replacement, who had been at the school since
its inception as an AP, was also a very strong supporter of vr. The
school has been very fortunate in its Principals who have shown a
high levei of empathetic support for the school and a willingness to
discuss problems freely with students, staff and parents.
Unfortunately, NT-wide cuts in staffing levels, and of course. the lack
of anticipated growth, reduced both the level of administrative
staffing and the general staffi ng level, first in the school's second
year and then again in its sixth year. Where originally it had had
three APs, by its sixth year it had only one: the number of Senior
teachers had been reduced from eight to five and class sizes had had
to be increased considerably on their original levels. The school
Counsellor was very reluctantly dispensed with in the school's sixth
year because retaining a Counsellor would have meant additional
increases in class sizes. Some of the administrative load is now
taken by Year Coordinators who are class teachers carrying out these
duties on top of their normal teaching load. These reductions in
staffing have had considerable effects on the vr in the school (see
Section 6.3) as well as on class sizes, teacher stress and the time
teachers have available to run after-school activities for the
students' benefit.
Throughout the whole of the school's life, there has been a policy of
providing as much variety and activity additional to normal classes
as possible. This is received very well by the students. There is also a
policy of rewarding students at every opportunity for participation in
activities such as sport, drama. inter-school competitions and local
events, as well as academic success and improvement. A Students'
Representative Council was started in the school's sixth year.
Also, in most years special programs have been run, funded by the
Disadvantaged School's Program.
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The school size at the time of this study was 4 1 0. with 30 1 Junior
students and 1 09 Senior students.

6.2 VT at Brennan High School
As mentioned above, VT was introduced in the school's second vear
after approxima tely six months planning (as opposed to the 1 8
months o f planning generally considered t o be required). O n the
whole, as mentioned above, the staff were opposed to the change. in
the opinion of an AP at the time, largely because they knew very little
about it. However, the argument that students should be able to
participate i n decisions about their education (Commonwealth
Schools Commission, 1 987:42) and develop a feeling of ownership
was found to be particularly convincing in view of the alienation and
problems of many students in the school.
Parents also initially found the idea of VT difficult to grasp. and
couldn't understand why the system of schooling which they
themselves had followed was no longer considered satisfactory. As
discussed in Section 6.4.4, a number of parents still hold this view.
but there are also some who are wholeheartedly in support of VT.
Very little pupil free time was available to staff for the preparation of
VT

units in the second half of the first year, and what there was had

to be fitted into the usual running of the school. Consequently, the
m aj ority of the programs were taken from one of the more
established schools. While these served to get the VT started, they
have been gradually modified over the years to better fit the school's
students and interests. Some relief from teaching time was available
to teachers to modify programs and write new ones but most of this
had to be fitted in wherever possible. For instance, the time at the
end of the year after Year 1 2s have left is utilised and some teachers
give up their holiday time.
In common with other

VT

schools in the NT. the units are term

length ( 1 0 weeks). At Brennan High School this was a deliberate
choice to give students who had negative experiences of school the
greatest chance of success in the short term, and therefore to build
self esteem. Students start selecting their own units in second
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semester of Year 8. In first semester all Year 8 students are placed in
classes to cover the most essential introductory units and to gin·
them a chance to get used to High School.
I n the first few years students were given a completely free choice of
the units which were to be offered in each tenn, and were expected to
select six first choices and six second choices. However. with the
staff cuts, this was found to create too many administrative
problems and the units were then grouped into the six lines of the
timetable on the basis of past experience. Students then selected

a

first and second choice on each line. Throughout the school's
lifetime, it has been the policy to discuss u n i t selection with
students who cannot be offered either their first or second choices.
but generally they get at least their second choice. A furt her change
in the school's seventh year was to ask students to choose their
units for a semester, ie. two tenns at a time, also to cut down the
administration.
A further change made in the school's eighth year was to remove any
choice for Year 8 students. who are now placed in classes by the
administration for the whole year, but covering as wide a range of
subject

areas

as

possible.

This

also

helps

to

reduce

the

administrative load.
The student choice sheets must be signed by parents as well as the
teachers involved in counselling.
The Department of Education computer is used for timetabling.
recording units completed. grades, etc. The administrative programs
available have been gradually increased, frequently due to the
demands of vr schools. For example, from about the school's fifth
year, when the selection sheets were handed out students were also
able to be given a print-out of the units they had completed and
their grades in each. This allows the Home Group, class and Senior
teachers who are all involved in counselling and checking student
choices. to keep track of what units the students should be
attempting, that they have a balanced program for the term, as well
as what core and compulsory units they still have to complete. As
discussed in Section 3 . 5 . 2 . 4, the NT Department of Education
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requires students to complete a minimum number of hours in the
different subject areas, and while choice exists within most subject
areas, completely free choice is limited. However. the lack of choice
seems to be less of a concern to the students than it is to the staff
(see Section 5.4.5).
Since Brennan High School is comprehensive. one advantage to
some students has been the possibility of progressing faster through
the vartous units than average. Some students have completed Year
1 0 units in Year 9 and progressed to some Year 1 1 units while still

officially in Year 1 0.

However, this has caused some problems with

the lack of sufficient maturtty required in some subjects such as
English. and also in completing the requirements for the JSSC.

6.3

Problems with VT

As mentioned in Section 5.4.5, this small school does not appear to
have benefited from vr as anticipated in the literature (see Section
3 . 4 ) . This is very evident from this case study. When the school

started it was staffed very generously (see Section 6. 1 ) . but this
benefit was gradually whittled away. so that now it is staffed on the
same basis as all other Government schools in the NT. This has
affected particularly administrative staff. with the number of APs
being reduced from three to one durtng the school's history and the
number of Senior Teachers from eight to five, for a change in
enrolment from 3 1 0 to 4 1 0.
There has also been an almost complete turnover of staff. None of
the administrative staff who were in the school at the time of the
introduction of VT remain. except for 2 Senior Teachers. One of these
has since become a Master Teacher Level 3 with a change of
responsibilities

away

from

administration.

Of the

27

non

administrative teachers on the staff at the time of this study. only
one (who is now a Senior Teacher) was at the school when it opened.
While these changes do not preclude the continuation of VT. they do
suggest that there is likely to be less feeling of ownership amongst
the staff (see Section 3.5.2. 1 ) and therefore less commitment to keep
it functioning in the face of the extra administrative work involved.
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The

small

size

of the

school

is

exacerbated

by

its

bein[.!

comprehensive, although i t does benefit from an allowance of one
extra teacher for small comprehensive High Schools. The necessit;.· to
operate small classes in the Senior school in order to keep a ,;able
Senior program running. places greater pressure on the Junior
classes. This is i n contrast to the Junior High Schools considered in
the earlier part of this study who do not have this additional
pressure and also have larger numbers of students making a wider
range of choices available. They also have more than one AP to share
the administrative load. The advantage of being able to combine
students from more than one year to make sufficient numbers to run
classes which would not be able to run with students from only one
year. has not been sufficient to outweigh the other disadvantages.
The present AP. i n particular. finds the administrative tasks very
onerous and feels that the advantages do not outweigh

the

disadvantages. This view is supported by a number of the staff (see
Section 6 . 4 . 3 ) . The AP finds that so much of his time is taken up
with timetabling that other duties. such as dealing with problem
students. cannot be handled adequately. In a larger school with more
than one AP . these duties would be split. At Brennan High School.
they are instead shared with Year Coordinators who have normal
teaching loads and are therefore unable to find the time required to
carry out all the tasks adequately. In addition. when these tasks are
shared in this way there is no-one apart from the AP who has an
overview of the whole picture.
A second major problem has been that as class sizes have had to
increase with the reduction i n staffing, the flexibility of the system
has become greatly reduced. Many students and most staff feel that
the choice is now so limited that going through the motions of
selecting units is becoming relatively meaningless (see Section 6.4.3).
I t would appear that students become more aware of this t h e longer
the time they spend in the system, since a smaller proportion of Year

1 0 students opted for the present system when selecting the best
altemative in the survey (see Section 6.4. 1 ) . In fact the choice has
become so limited that a sizeable proportion of Year 10 students
found difficulty in completing their JSSC (see Section 6.4.2).
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Many staff also find problems with 1 0-week units. They feel that they
do not have sufficient time to develop a full understanding and
appreciation of their students in 1 0 weeks. and 20 week units or e,·en
a year would be more appropriate. This view is expressed especially by
English teachers. who are also the most affected by the Department
of Education folio and examination requirements for the JSSC (see
Section 6.4.3). As well, 1 0 weeks is considered inadequate to allow
discipline strategies to be developed and implemented with a class.
Some teachers also feel very strongly that students from low socio
economic backgrounds need stability far more than they need an
increased option of choice, and that they work best when with a
teacher whom they know and feel confident with and who knows
them.
Because of dissatisfaction by the Principal. AP. and many of the staff
with the functioning of the present system of VT at Brennan High
School, the decision was made to look at alternatives. However.
before making any changes. the School Council (which now has the
ultimate responsibility for many areas within the school. according
to the recently developed Department of Education policy of
devolution) decided to conduct survey of students. parents and staff.
t o ascertain their opinions about the current system and possible
alternatives.

6.4

Surveys of Student, Parent and Staff Opinions

These surveys were carried out towards the end of the school's
seventh year of operation. All Junior students present during Home
Group on the day selected were surveyed in an extended Home Group
session. Year 8s and 9s completing the same survey (see Appendix L)
and Year lOs completing a survey basically the same as Year 8s and
9s, but with a few additional questions (see Appendix M). Surveys
were posted home to all parents with an accompanying letter from
the School Council (see Appendix N). Staff were asked to respond to
the survey in their own time (see Appendix 0).
1 43 Year 8s and 9s responded. 5 1 Year l Os. 1 6 staff and 47 parents.
While

the percentage of students responding is reasonably
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satisfactory (63%) , the percentage of staff is disappointing (460 0 ) .
However, a s mentioned elsewhere. teachers i n the Darwin area hm·e
been asked to complete a l o t of surveys in the last couple of :·>ears
and arc developing resistance to such requests. This was a Ion�
survey, b u t it was hoped that the interest of the staff

in

what

happened in their own school would overcome their resistance.
Unfortunately this did not happen, probably also due to the time

of

year, November. when teachers are traditionally very busy. Responses
from 4 7 parents out of a possible 275. while rather low. and therefore
subject to unpredictable bias. are still quite pleasing given that it is
a low socio-economic area, and that very few parents attend School
Council meetings. Tables of Data from the surveys are given in
Appendix J.

6.4.1

Choice of Alternatives

The following alternatives were presented in all surveys and
respondents were asked to choose the alternative they thought
would be best for the whole school.

Alternative 1 - existing system - all Year 8 . 9 and 1 0 students
choose all units in each term except for Year 8 in Semester 1 .

Alternative 2

-

Year 8 students placed in all classes. Year 9 and

1 0 students placed in Maths and English classes. choose other

fou r units.

Alternative 3

-

Year 8 students placed in all classes. Year 9 and

1 0 students placed in Maths. English, Science and Social

Education classes. choose other two units.

Alternative 4 - Year 1 0 students only choose two units each
term.
Figures 6 . 1 graphs the responses from Year 8 & 9 students. Year
1 0 students, Staff and Parents. The data is shown in Table J 1 in

Appendix J.
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Figure 6. 1

Selection of Alternatives
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As can be seen. Alternative 1 , the present system is favoured most
by the younger students.

Year

1 0 students

favour both

Alternatives 1 and 2 about equally. while Staff favour Altemati\·es
2 and 3 about equally. Parents tend to be fairly evenly distributed
over all four Alternatives. It is also worth mentioning the high
proportion of students who did not respond to this question.
especially the Year 1 0 students. A significant proportion of these
made it obvious from their responses that they did not take the
Survey very seriously (as shown by the high proportion of lack of
response by Year l Os in all parts of the survey). Quite a few Year 8
and 9 students and some Year 1 0 students commented on their
difficulty in making a decision about a fairly abstract concept.
Reasons given for the choices made include the following:

Year 8 & 9 Students
Alternative 1

-

students should have the right to choose what

they want; it develops independence; they like the system: they
feel they fit into school better.

Alternative 2, 3 & 4

it's easier for students if they don't have to

-

choose all their units.

Year 10 Students
Alternative 1

-

students have the right to have a say in what

units they are doing.

Alternative 2 & 3

-

students are more likely to complete core but

still have some choice.

Alternative 4

-

some students don't know what to select.

Staff
Alternative 1

-

promotes responsibility and allows teachers and

students to enjoy variety.

Alternative 2, 3 & 4

-

the school is not big enough to offer real

choice. it is more apparent than real; the time spent setting up
the system is not worth the benefits; students need to have the
same teacher for a longer pertod of time than one term.
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Parents
Alternative 1

-

students are empowered by choice and hopefully

will be more motivated to work in units they have selected
themselves.

Alternative 2 & 3

-

some students need more structured

schooling than the present system offers; students need to be
directed initially then given the opportunity to develop their own
path.

Alternative 4

-

this is the system parents are used to and both

they and their children fin d the present system very confusing.

6.4.2

Student Responses

Figure 6.2 graphs who students talk to when selecting their units.
The data is shown in Tables J2A and J2B in Appendix J.

Figure 6.2
Who Students Talk to When Selecting Units
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Very few students ( 1 Year 8 or 9 and 3 Year 1 0) did not respond to
this question. Most notable is the change i n influence from
parents to teachers as students progress from Year 8 & 9 to Year

1 0. Friends are important to both groups. but only about one-fifth
of students discussed their selection only with their friends. This
indicates that the majority of students take their selection quite
seriously.

1 -+0

Students were asked whether they had enough time to make their
selections or needed more time. Figure 6.3 graphs their responses
and the data is shown in Table J3 in Appendix J .

Figure 6.3
Time Allowance to Choose Units
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A large majority of students in all years felt they had sufficient
time with Year l Os not quite as satisfied as Years 8 and 9 .
Under the present system students are asked to select six first
choices and six second choices. They were asked if they felt they
had adequate choice of subjects. Figure 6.4 graphs the responses
and the data is shown in Table J4 in Appendix J.

Figure 6.4
Adequate Choice of Subjects
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The majority of students in all Years were able to find six units
fairly easily but only about one-fifth were able to find a second
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six, indicating that the choice of units i s more limited than
desirable for the present system to work at its optimum level.

Figure 6.5
Number of Times Students have Changed
Units
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A concern of the AP is the number of times students request to
change units, which increases the administrative workload.
Students were asked how many times they have asked to change
units whilst at the school. Figure 6.5 graphs the responses and
the data is shown in Table J5 in Appendix J .
As would b e expected Year 8s and 9s who have been a t the school
,

a shorter period of time, have not requested a large number of
changes. However close to 50% of both groups have requested up
to 5

c hanges .

and given the number of students i n volved

obviously amounts to a considerable administrative load.

Figure 6.6
Students like or dislike of different
age students
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A concern of some t eac hers and parents is that st u d e n t s may be in
classes with st u dents older or younger t h a n t h emscJ\·cs as

a

result

of the vertical n at u rt=: of t h e u nit choices. causing some problems.

Students were asked i f t hey liked or did n o t l i ke being in classes
with st ude n ts older o r younger than themselves. Figu re 6.6 g ra p h s
t he responses and t he data is shown in Table J6 in Append i x J .
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older students most freq u en tly said i t was because they were t h e i r
fri ends anyway. Those w h o disliked being w i t h older s t u d e n t s said
i t was because they didn't know t hem or simply they d idn ' t like i t .
wi thout giving a s peci fi c reason. Year
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positively. I t appears that being i n

classes with students o f different ages i s not generally percei\·ed by
stu dent s themselves as cau. ing problems .

Year 1 0 students only were asked whether or not they had been
able to successfully

c o m pl c t e

the requirements for the JSSC.

Figu re 6. 7 graphs the responses and the data is shown in Table J 7
in AppendLx

J.

Figure 6.7
Year 10 Students Completing JSSC
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indication of the problems associated with the limited choice
which can be made available in a school this size. Students who
said they had not completed the JSSC were asked to give reasons.
These included not being at the school for long enough or missing
too much time, it was too hard, and not being sure what to do.

6.4.3

Staff Responses

Staff were asked whether they were teaching outside their own
subject area. Only three staff responded that they were. indicating
that the vertical timetable does not appear to cause problems for
more than a small minority of staff in this area.
Staff were asked to comment at length o n the disadvantages/
advantages of a number of aspects of vertical timetabling. Their
comments are briefly summarised below.

(a) Knowledge of students strengths/weaknesses
Advantages - assessment has to be carried o u t more quickly;
access to a large number of students over a period of time
increases teacher familiarity with students.
Disadvantages - 1 0 weeks is too short a time to get to know
students then carry out remediation.

(b) Competence in assumed prerequisite knowledge
Advantages - good administrative records assist in knowing where
students are a t ;

individuals progress according to their

ability I competence.
Disadvantages - students may have completed prerequisite units a
considerable period of time earlier; students 'placed' in units
frequently do not have the required knowledge and skills.

(c) Teaching units requiring a strict teaching sequence
Advantages - in some ways 1 0 week units facilitate planning and
sequencing; students are able to do extra work in areas of
weakness.
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Disadvantages - not always possible t o repeat units where
weaknesses appear; related work can be separated by too much
time; difficult for students entering from other schools.

(d) Classroom discipline/student behaviour
Advantages - student/ teacher conflicts tend to be avoided. both
can tolerate 10 week exposure and know they can then make a
new start.
Disadvantages - students tend not to develop cohesive learning
groups; classroom management strategies require long term work
by both teachers and students, when they know they are only
together for 1 0 weeks they tend to give up.

(e) Counselling students re unit selection
Advantages - students are able to feel that they have a choice;
teachers can get to know students better through the process:
teachers become more familiar with the total school curriculum.
Disadvantages - requires too much time for all staff involved in
the process - Home Group teachers. class teachers, Senior
teachers and Assistant Principal; many students don't really
understand the selection process or don't really care and
consequently make choices for the wrong reasons.

(f)

Students who fail units and therefore are unable to

progress
Advantages -

a

1 0 week unit is easier to repeat than a 20 week or

year-length unit; students learn the consequences of their
behaviour if they have to repeat units.
Disadvantages - many students progress anyway; repeating
students may be behaviour problems or develop a losers attitude.

(g)

Compulsory units/recording core/folios for Year lOs

Advantages - students are accountable for their own progress.
Disadvantages

-

1 0 week units create a nightmare for Year 1 0

folios; some students have been able t o avoid completing core;
Year 10 groups with Year 9 students are difficult for folio work.
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(h) Classes with mixed year groups
Advantages - more mature students can help the less mature:
breaks down artifif'ial age baniers.
Disadvantages - may have immature students in units where
maturity is important; older students tend to dominate younger
ones; older students are not encouraged to excel.
Staff were asked their preference for length of units - 1 0 week. 20
week. year o r mixed 1 0 and 20 weeks. Figure 6.8 graphs the
responses and lhe data is shown in Table J8 in Appendix J.

Figure 6.8
Staff Preferred Length of Units
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20 week units were by far t he most popular. Some reasons for
these have been mentioned above in Section 2. Other reasons
given were the decreased t ime spent on administration and
assessment for longer units. One-qua1ier favoured a mix of 10 and
20 week units because some units do work better as 1 0 week units
rather than 20. eg. some practical courses.
Following are some general comments on vr which have not been
covered above.

Advantages - the unitised timetable assists subjects such as PE
where students may be seen for only one or two lessons per week
in a non-unitised timetable; the vertical timetable allows more
efficient use of teachers in some areas where student numbers i n
each year do not fit the optimum size; incoming students from
other schools are able to pick up units at an early level rather
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than being placed in classes requiring skills they have not had
the opportunity to develop.

Disadvantages

-

research has shown that many disadvantaged

students are very insecure and the constant changing of classes
and teachers adds to this.

6.4.4

Parent Responses

Only 4 7 parents responded to the survey and the majority appear
to be very satisfied with the school and their children's education.
The answers to the survey reflect this but it is very difficult to
determine the extent to which this reflects the whole parent
population.
Parents were asked the frequency of the following:
Q. 2(a)

Do you sign the unit selection form?

Q. 2(b)

Do your children discuss their unit selection with

you?
Figure 6 . 9 graphs the responses and the data is shown in Table J9
in Appendix J .

Figure 6.9
Parent Responses to Question 2(a) and 2(b)
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The high percentage of 'always' responses to both these questions
reflects the high

level of participation in their children's

education, at least of those parents responding to the survey.
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Parents were asked whether they felt their children were happy at
Brennan High School. Figure 6 . 1 0 graphs the responses and the
data is shown in Table J 1 0 in Appendix J .
Again the high response for students who are happy a t Brennan
High School reflects their parent satisfaction. However. some
comments were made as to why students were not happy. The two
most frequent were the lack of real choice of subjects and a
perceived lack of interest of teachers in students.

Figure 6 . 1 0
Parents Perception of Children's Attitude to
School
6.00%
EJ Happy at school
0 Prefer another
school

• Prefer no school
II No response

Parents were asked to indicate their satisfaction with their child's
teaching and progress in various subject areas (PE/Health was
accidentally omitted from the survey). Figure 6 . 1 1 graphs the
responses and the data is shown in Table J 1 1 in Appendix J.
The maj o r area mentioned by several respondents was music.
Some parents were not happy with their children being required to
study LOTE (Languages Other Than English) or with the lack of
variety available. Others complained that t h e i r children were
wasting time being required to study Arts subjects. while others
again wanted more of some of these.
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Figure 6. 1 1
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Changes to VT

From the responses to the surveys outlined above, it appears that
the most probable changes to VT at Brennan High School are a
change to a majority of 20 week units, except in subject areas where
1 0 weeks is more appropriate, and a decrease in the amount of
choice available to students. This latter has already been introduced
for Year 8s, but will probably be extended to Year 9s and l Os at least
for the major subject areas of English and Maths and probably
Science and Social Education. The Principal and AP and obviously
many of the staff and parents believe that some benefits will remain
in the selection of the remaining units, especially in allowing classes
to run vertically which would not be viable in a horizontal system. as
well as allowing students to feel that they have some say in their
own education.
It is interesting to note that one of the HT schools in the original
sample is now looking at moving towards giving students greater
choice, especially in Years 9 and 1 0, without going all the way to VT .
The Principal of this school spent a year as an Acting Principal in a
VT school.

CHAPTER 7

CONCLUSION
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The Success of VT

7.1

To what extent does vertical timetabling in the Northern Territory
fulfil the predictions made in the literature and in previous studies.
ie. that this method of school organisation is able to overcome many
of the problems associated with schooling. as described in Chapter
1?

Section 3 . 4 lists some of the areas which it is felt VT can address
and some advantages and disadvantages. These are commented on in
Sections 7. 1 . 1 and 7. 1 .2 following.

7 1 1
.

.

Positive Claims From the Literature

1.

students' lack of autonomy:

(a)

students are given control over their program of study:

This occurs as described in Section 5. 1 . 5 , but only within the
limits defined by the NT Department of Education. Students'
selection of those units which most interest them is considerably
limited by the need to obtain the JSSC (see Section 3. 5.2.4). a
credential which was designed with the needs of future employers
in mind. Some of the problems of credentialling have been
described in Section 1 . 4 . 2 . 1 . When considered in relation to the
requirements of most employers for higher credentials than the
JSSC and the encouragement of Governments for students to stay
at school longer than Year 1 0 (see Section 1 . 2). the value of the
JSSC to the majority of students is doubtful. It therefore seems a
pity that i t restricts the development of individual programs at the
Junior High School level so much.
(b)

their decision-making skills are increased;

This appears to be supported by the teachers interviewed (see
Section 5 . 4 . 1 . 2 ) . as Laird also found ( 1 99 1 : 1 4 ) . However, as
commented. not all students appreciate having to make decisions
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at this stage, which is borne out by the surveys discussed i n the
case study (see Section 6.4 . 1 ) .
(c)

discipline problems are decreased;

Some teachers have stated this as an advantage in interviews. The
main advantage is fel t to occur within 1 0 week units when both
teachers and students know that there is a definite limit to an
unsatisfactory situation (see Section 6.4.3).
(d)

students develop a more positive attitude to school;

This is also not borne o u t by this study. The students in VT
schools appear to be no more positive about school in general
t h a n those in HT schools, when measured either by their
perception of school climate (see Section 5. 1 .2) or their selections
of the best and worst aspects of school (see Section 5. 1 .6).
2)

parental lack of participation in schooling;

(a)

parents are directly involved in students' choices;

This certainly occurs since parents have to sign their children's
choice sheets. The majority of the parents who responded to the
survey in the case study claimed to sign their children's sheets
and almost as many to discuss their choices with them (see
Section 6.4.4).
(b)

greater opportunities for feedback to the school are available;

Increased participation in Parent-Teacher Nights has been claimed
by most schools (see Section 5 . 4 .6). Other than this there is no
evidence of much increased parent participation.
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3)

democracy and equality;

(a)

students are given the opportunity to practise democracy:

This is obviously occurring to the extent that students have the
right to choose when they will complete the required units. but
their choice of which units they Wish to do is circumscribed by the
JSSC requirements. In addition. evidence of democratic practices
in other aspects of all the schools is lacking. Students in VT
schools perceived no greater opportunity to participate in decision
making in other areas of the functioning of the school than those
in HT schools (see Section 5. 1 . 2 . 3 ) .
(b)

students belonging t o disadvantaged groups have t h e
opportunity t o select courses o f study which overcome these
disadvantages;

The claim was made by one teacher during an interview that
students belonging to Aboriginal groups are better served by VT.
There is some disagreement with this claim in the area of ESL
assistance (see Section 5.4.4.3). This study is unable to draw
conclusions about the benefits to students from low socio
economic areas because other differences between the schools
make it very difficult to disentangle the effects, eg. the

vr

school

With the greatest proportion of students from low socio-economic
families was also one of the small schools which was affected by
other factors (see Section 6.3).
(c)

both more and less able students are able to choose more
suitable courses of study;

Teachers claim that those With learning difficulties are better off
in VT schools than in HT schools because the flexibility allows
them to be placed in classes at their own level without being set
apart from other students (see Section 5 . 4 . 4 . 4 ) . Gifted students
are also said to be better served because special programs can be
run much more easily in VT schools than in HT schools (see
Section 5.4.4.2). Similar effects were also found by Laird ( 1 99 1 : 1 3)
and M arshall et al ( 1 988:5 1 ) .

152

4)

academic and irrelevant curricula:

(a)

since students select their own units. it is presumed that they
will see them as being more relevant to their future needs and
desires;

As described above (Point 1 (a)). in practice students choose the
great majority of their units to fulfil the requirements of the
Department of Education and th erefore

there can be no

assumption that they see these as being more relevant to
themselves, even though they have had the opportunity to choose

when to do them. While the curriculum may not be as academic
as several decades ago, it is still geared to preparing Junior
students for the Senior years and Senior students for tertiary
education and

VT

is powerless to affect this. In the larger schools.

once core is completed, students are able to select. or be guided
into, extension units which are suitable for their level of
achievement, either preparation for academic Senior subjects, or
preparation for less academic. But in the smaller schools, the
narrower range of units which can be offered greatly limits this
opportunity. Those which are comprehensive are able to allow
students to progress more quickly, attempting Year 1 1 units while
still in Year 1 0 for instance. But this also raises problems in
fulfilling requirements for the JSSC (see Section 6.2).
(b)

their chance of failure is reduced and therefore self-esteem is
enhanced;

This is not supported by the evidence. There appears to be no
difference between the failure rates of students in

VT

schools

compared with HT schools (see Section 5. 1 . 7).
(c)

the possibilities exist for an increased range of units;

This is fulfilled in the larger schools which are able to offer a wide
range of choices and introduce additional units not normally
found in the curriculum (see Section 5 . 3 . 4). However, although
the smaller schools can offer some additional units, a large choice
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o f units i s proscribed by the limits imposed by staffing restrictions
(see Section 6.3).
5)

student-teacher relationships;

(a)

the short-term units and goals provide the opportunity for
different relationships between students and teachers:

This is seen as an advantage to some extent, and is described as
such in a number of interviews (see Section 5 . 4. 2 . 1 ) . But, at least
in relation to 1 0 week units (which are the only ones operating at
present in the NT) it is also seen as a disadvantage by many
teachers who feel that they cannot develop sufficiently in-depth
relationships with their students in l 0 weeks and would prefer
longer ones (see Section 6.4.3).
(b)

it is easier for teachers to get to know a greater proportion of
students within a school as a result of more frequent class
changes;

This was commented on as an advantage by several teachers in
interviews (see Section 5.4.2. 1 ) .
6)

competitive teaching methods;

(a)

criterion-referenced assessment can be readily applied to a
unitised curriculum, reducing competition for marks;

While criterion-referenced assessment certainly appears to be used
in VT schools, it also appears to be used in HT schools. therefore
cancelling any advantage (see Section 5.2.3.3). although this study
made a very limited examination of the extent to which teachers
use c1;terion-referenced assessment.
7)

increased flexibility within schools to adapt to changes rapidly as
the need arises;

This seems to apply to the larger VT schools rather than the
smaller, as described in Point 4 (c) above.
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8)

small schools particularly find that they are able to oifer

a

greater range of courses because they are not limited co the
number of students

in

one year group;

Small schools agree that this is the case especially for less popular
subjects for which the number of students would be too small to
run separate classes at each year level (see Section 6 . 5 ) . but in
other ways the range of courses they can offer are limited. This
does not necessarily mean that they are more limited than they
would be in a HT school. but the choice is certainly sufficiently
limited to seriously compromise the ideals of VT.
9)

subjects traditionally run for one or two periods during the week
are enhanced in esteem when they are studied for the same
length of time as other subjects for a term or semester:

Students responses show that this is not the case (see Section
5.4.2.3). It is probable that this is to a large extent defined by the
attitude of society and Department of Education requirements
rather than being a problem of unitisation.

1 0) as students progress through their schooling. partial streaming
occurs, reducing the range of abilities within a class, without
students being 'labelled' as belonging to a special group within
the school, either good or bad;
Teachers claimed in interviews that this occurs (see Section
5.4.4.2)

and

most

see

it as

an

advantage.

although

the

disadvantage of teaching the lower ability classes remains (which
does not occur in HT schools which do not stream).
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1)

1 2
.

Possible Disadvantages of VT

considerable extra time is required of staff members during
initial setting up period, for both

writing

the

units and organisation:

This is attested to both by the case study (Sections 6. 1 and 6.4.3)
and interviews (see Section 5.4.8). Laird also found this problem
( 1 99 1 : 1 8 ) . However. once the initial period is over. the workload is
less i n a VT school than in a HT school because so much
organisation has been done and resources collected (see Section
5 . 2 .3 . 1 ) (see also Laird, 1 99 1 :20 and Marshall et al. 1988: 55).
2)

every term or semester. assessments must be written. and re
timetabling carried out. requiring extra workfrom both teaching
staff and administration;

Again , this is brought out very strongly i n the case study (see
Sections 6 . 3 and 6 . 4 . 3) particularly where there is a limited
number of administrative staff to cany out the procedures. It was
also mentioned by Laird ( 1 99 1 : 1 9-20). This problem appears to be
a m ajor contributing factor in those schools which have or are
considering modifications to VT.
3)

over-specialisation of students is possible, limiting their
exploration of unfamiliar areas;

This appears not to be a problem, probably for the same reason
that students' individualisation of their courses is limited - by
Department

o f E d u ca t i o n

requirem e n t s .

The

c o u n s e l l i ng

procedures and computerised records mean that a student who
does not want to choose certain subjects which are required for
the JSSC. has difficulty slipping through the net (see Sections
5.4.3 and 6.2).
4)

there is a possibLe lack of continuity and coherence of courses of
study;

This does not appear to a problem for the same reason as Point 3 .
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5)

some skills, eg. foreign languages, require sequential teaching
more difficult to achieve in a

FT

I t is agreed that these subjects are more difficult to teach in

vr

and frequent practice which

is

system than a HT;

schools than in HT, but there are ways of overcoming this problem
(see Section 5. 1 .5).
6)

unitisation places pressure on students to achieve deadlines
within the allotted

time,

stifling reflection and exploration:

This was not raised as a problem by teachers in interviews but no
specific questions were directed towards this problem.
7)

the shorter period of time spent by teachers with a class can
create dijficulties in the development of relationships with
students and limits knowledge of students' strengths and
weaknesses and the possibilities of addressing these;

This has been found by many teachers, particularly with 1 0 week
units, and has been outlined in detail in the case study (Sections
6.3 and 6.4.3).
8)

some diffic ulties arise in teaching and assessing students of
d ifferent age groups and differing maturities within the one
class;

Very few teachers found this a problem except where JSSC
requirements had to be met by Year 10 students and it was not
appropriate for Year 9 students to be in the same class (see
Section 6 . 4 . 3 ) . Students found no problems i n being in classes
with students of different ages (see Section 6.4.2).
9)

dif[rculties arise infuiftlling system requirements for Certification
at the end of Year 1 0;

This has become a major problem for Northern Territory schools as
the requirements become more extensive in a greater range of
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subject areas (see Sections 6.3 and 6.4.3). This is also occurring in
NSW (Laird, 1 9 9 1 :23-24).
1 0) subject areas may be forced to compete for students:
This was mentioned by one Principal as not necessarily a
disadvantage, although, since schools have to make full use of all
their staff, unpopular subjects and teachers can cause problems in
vr schools (see Section 5.4.3).
1 1)

staff changes (especially at the administrative level) can create
organisational dif{lculties;

This is illustrated by the changes in schools where there have been
major changes to the administrative staff (see Sections 3 . 5 . 2 . 1 and
6.3).
12)

the benefits to students are decreased when they are unable to
obtain theirfu·st choices of units;

This is claimed by teachers in the case study (see Section 6 . 4 . 3 ) .
especially where staffing constrictions mean that some students
have to be placed in units for which they are unprepared or are
uninterested.

7.2

Ownership of VT

As discussed in Section 3 . 5. 2 , VT has been introduced into NT
schools very much as an initiative by the schools themselves. There
is evidence that organisational changes which are 'owned' by the
school community are more likely to be successful (see Section 2.8). I
believe that this sense of 'ownership' i s responsible for many of the
positive comments made in interviews, which were not strongly
supported by the surveys and case study.
I t is apparent that problems arise where the schools find their
desires i n conflict with the requirements of the Department of
Education.

Greater 'ownership' is maintained in the face of

1 58

difficulties i f the school community feels very strongly that i t has a
highly desirable structure. with many advantages for their students.
which everyone h a s p u t a lot of effort into developing and
maintaining . One AP expressed this very succinctly when asked if it
was likely that the school would revert to HT in the face of staffing
and other difficulties. "Over my dead body!" was the response.

'-

I t is apparent that most of the VT schools still have this sense of
'ownership' and commitment to carry on with what they feel to be a
worthwhile type of organisation. in spite of the problems. It is also
apparent that those schools which have n o t maintained the
commitment to such an extent are those in which there has been the
greatest turnover of administrative staff. One Principal suggested
that for a VT school to operate successfully there has to be at least
one.

preferably more.

totally committed members of staff i n

responsible administrative positions.
This then, begs the question. Even though VT schools have been
operating in the NT now for over 8 years. as the changes from the
original staff increase and if the new staff feel less 'ownershi p ' , will
more of the schools modify their VT structures in the future in the
face of the administrative, counselling and assessment workload
discussed above? As noted in Section 6 . 5 . the changes are not all one
way. with one HT school considering changes to give students more
choice.

7.3

Summary of Conclusions

This study has found that some of the advantages claimed by the
literature are also claimed to occur in VT schools in the Northern
Territory. Students' decision-making skills are seen to be increased;
some teachers feel that discipline problems are decreased; parents
are more involved with their children's education; students are
practising democracy, but only in a limited way; Aboriginal students
may benefit; gifted students and students with learning difficulties
are perceived by their teachers to be advantaged; a greater range of
units can be offered; teachers can get to know a greater number of
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students in a school; partial streaming occurs without students
being labelled.
Some advantages occur with larger schools but not with smaller
schools. They have increased flexibility and can offer a greater range
of courses, including courses not normally considered part of the
cuniculum. (In contrast, Marshall et al ( 1 988:42) found that small
schools in NSW were more likely to adopt alternative patterns of
organisation.)
Other advantages could operate in Northern Tenitory vr schools but
do not, as a result of the Department of Education requirements for
the JSSC. Students lack control to any great extent over their
program of study and hence their opportunity to practise democracy
is limited; students do not see their subjects as being especially
relevant to them as individuals: subjects studied for only one unit
(which are often studied for only one or two lessons a week in HT
schools) are not enhanced in value i n students' eyes. On the other
hand. the strict requirements for the JSSC do avoid some possible
disadvantages including over-specialisation of students in a limited
number of areas; possible lack of continuity and coherence i n
courses of study.
Staffing limitations also prevent VT operating to its maximum
possible benefit, especially in the smaller schools. This is most
notable in the areas of range of choice of units, and administrative
load on a small staff. However, vr does allow them to run some
units which could not be run if the smaller schools were HT.
For some schools, especially those which have had the greatest
turnover of administrative staff since vr was introduced. the
advantages to the students appear to b e outweighed by the
disadvantages and at least one school has returned to a HT
organisation, and one other is looking at considerable modification
to the vr structure.
Overall. students themselves in vr schools do not appear to perceive
their schools more favourably than those in HT schools. The
introduction of VT has not, apparently, produced great changes in
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students' attitudes to school, or i n their interest in the subjects they
study or in their achievement levels.
I t would seem that a change in the organisation of a school only. is
not sufficient to address all the problems which exist with secondary
schooling at the present time, especially at the Junior level. The area
of student-teacher relationships remains as probably the most
important factor in determining whether or not students enjoy
school and requires more attention at the school level. What is
taught and how it i s taught also needs to be addressed in order to
make the whole school curriculum more relevant to teenagers. These
aspects do not appear to have been improved simply by changing to
vr.
"The construction of a vertical timetable does not in itself guarantee better
learning or greater equity or greater participation."
(Middleton et al. 1 986:68)

7.4

Areas For Future Study

As discussed at the end of Section 5. 1 . 2 . 2 , further investigation is
needed to determine whether the instrument used in this study to
measure school climate is both valid and reliable. There is internal
validation to some extent in the similarities of responses for boys
and girls to the school climate factors and to the 'best' and 'least
liked aspects' of school. If the survey was found to be both valid and
reliable, further investigation is still needed to determine whether vr
schools are more educationally advantageous to their students than
HT as their proponents claim. I would suggest that this could best be

addressed by an ethnographic study in which detailed student
responses to various aspects of their schooling could be compared.
There is a limit to the information which can be obtained from
surveys which ask for students to respond t o set questions which do
not necessarily address individual concerns. It is possible that an
ethnographic

study

could

disentangle

the

effects

of school

organisation from the various other differences between the schools
investigated in this study.
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Other areas that a n ethnographic investigation could appropriately
look at include the following:
1 ) the reasons for the differences in the responses of boys and
girls to the different climate factors and the best and worst
aspects of schools;
2)

differences in teaching practices, such as the extent o f
criterion-referenced assessment. between the two types of
schools. which this study was not adequate to address:

3)

other claims made in the interviews, which may be biased by
the commitment of the interviewee to the VT concept. or
alternatively prej udiced against it without full knowledge of
what it entails;

Surveys of at least one of the larger VT schools. similar to those in
the case study (Ch.6). would reveal similarities and differences in the
concerns of teachers. students and parents, and to what extent. if at
all.

t h e community wished to make changes to the existing

organisation.
This

study

has

looked

in

detail

at

changes

in

one

small

con1prehensive school over a period of 7 years. It would be relevant
and interesting to carry out case studies of individual schools in
other states. particularly where major staff changes have occurred. to
see what modifications to the vertical and unitised organisation have
been made. especially where VT has been operating over a longer
period of time. Similarly. case studies of small schools in other
states, (for example, as described in Dun ( 1 987)) would provide
information on the long term success of VT in these schools.
Schools in NSW have been surveyed by M axwell et al ( 1 987) and
Marshall et all ( 1 988) with regard to the frequency of occurrence of
alternative methods of organisation and staff perceptions of the
advantages and disadvantages. Similar surveys in other states would
yield useful information on the extent of alternative organisations
throughout Australia.
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A state-wide survey and case studies in Western Australia. where the
govemment has played a large role in initiating change. would yield
useful information regarding the success of change where it has not
been wholly initiated at school level and where the level of ownership
may therefore be less than in the schools investigated in this study.
This would also be of interest in considering the problems associated
with the final assessment at the end of the Junior High School
period, since a government which initiated alternative organisation
would presumably make provisions that would not compromise that
alternative organisation.
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Appendix A

CHARACTERISTICS OF THE SCHOOLS

No. of Schools
HT
vr
Government schools

2

3

Private schools

1

0

Comprehensive High Schools (Yrs 8- 1 2)

2

2

Junior High Schools (Yrs 8- 1 0)

1

1

Over 500 students

3

1

Less than 500 students

0

2

High socio-economic status feeder area

2

0

Medium socio-econ. status feeder area

1

l

Low socio-economic status feeder area

0

2

Over 1 0 years old

3

1

Less than 1 0 years old

0

2

Less than 1 5% aboriginal students

2

1

1 5-35% aboriginal students

1

2

Less than 1 5% staff turnover

1

1

1 5-35% staff turnover

2

2

In Darwin suburbs

3

1

Up to 40 km from Darwin

0

2

New Principal in 1 992

2

2
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Appendix B

JUNIOR HIGH SCHOOL STUDENTS SURVEY

This survey is to find out what you think about the school you attend, how you like
your classes and teachers, what you like and what you don't like. It is to help with
research about Junior High Schools in the Northern Territory.
You are not asked to give your name, and no-one will ever know who gave these
answers to the questions about school.
Part A asks some questions about yourself and your family.

PART A
1
2

.

What school do you attend?

.

Tick one box

Girl

D

Boy

I

_
_
.__

D

3.

How old are you?

4.

Write down the subjects you are doing this term?

5.

How many people usually live in your house?

6.

How many bedrooms does your house have?

7.

Answer this question if your father lives with you.
o n to Question 8.

years

If he doesn't go

What job does he do? (If he is unemployed write what he usually does when he
has a job)

·)
1,_

8.

Answer this question i f your mother lives with you, i f she doesn't
go on to Question 9.
What job does she do? (If she doesn't usually have a job, write Home Duties. or 1f
she is unemployed, write what she usually does when she has a job}

9.

Tick the box which shows about how many books your family has at home.
Less than 1 0
Between 50 and 100

1 0.

D
0

Between 1 0 and 50
Over 1 00

D
0

Tick the box which shows how far you would like to go with your education.
Leave as soon as possible
Do a TAFE course or apprenticeship

D
D

-·

Leave after Year 1 2
Go to Un iversity or TAFE

-

1

PART 8
Part B has some statements about your school.
If you think the statement describes something which A

happens all the time,

circle

happens most of the time,

circle

M

happens some of the time,

circle

S

never happens,

circle

N

If you change your mind about an answer, simply cross it out and circle the right one.
1

My teachers make classwork interesting

A

M

s

N

2

I get on well with the other kids in my class

A

M

s

N

3

I can do the work I am given

A

M

s

N

4

I enjoy coming to school

A

M

s

N

5

I wag classes I don't like

A

M

s

N

6

My teachers treat me in a way that makes me like them

A

M

s

N

7

A lot of kids muck up at this school

A

M

s

N

8

Classwork is interesting

A

M

s

N

9

My teachers are kind and considerate

A

M

s

N

1 0

I want to try and get the best marks in the class

A

M

s

N

1 1

What I learn at school will help me to get a job when l

A

M

s

N

1 2

leave school
We have a lot of extra things outside classes, eg. sport,

A

M

s

N

1 3

socials, and drama productions
My teachers are fair to me when they mark my work

A

M

s

N

1 73
A

M

s

N

I get teased a lot by other kids in the playground

A

M

s

N

1 6

The work we have to do is boring

A

M

s

N

1 7

I prefer holidays to school

A

M

s

N

1 8

My teachers help me when I have difficulties in class

A

M

s

N

1 9

There are fights between kids in the playground

A

M

s

N

20

I am told the work I have to do for each subject at the
beginning of each term

A

M

s

N

I think my school is a good one

A

M

s

N

22.

M y teachers treat me as though I am important

A

M

s

N

23

Too many kids talk in class and make it difficult to work

A

M

s

N

24

I am given plenty of time to complete assignments

A

M

s

N

25

Teachers get cranky with kids for no real reason

A

M

s

N

26

My teachers help me to get the best marks I can

A

M

s

N

It is difficult to get classwork completed on time because

A

M

s

N

1 4

1 5

21

27

Teachers always ask the same kids to do the most
interesting things in class

of kids mucking up
28

M y teachers are good at helping me understand the work

A

M

s

N

29

Kids like going to this school

A

M

s

N

30

M y teachers know my name

A

M

s

N

31

It is easy to make friends at this school

A

M

s

N

32

The whole class often discusses interesting things with

A

M

s

N

the teacher
33

We have to obey silly rules at this school

A

M

s

N

34

Teachers tell you to do things but don't explain why

A

M

s

N

35

Teachers pick on some kids all the time

A

M

s

N

36

Other kids will help me if I find my classwork difficult

A

M

s

N

37

I n class we mostly just sit and listen to the teacher

A

M

s

N

38

Kids have a chance to say how they want things to happen

A

M

s

N

39

at school
Teachers yell a lot when kids muck up

A

M

s

N

40

I don't like a lot of kids in my classes

A

M

s

N

41

We waste a lot of time in class

A

M

s

N

42

My parents think this school is a good one

A

M

s

N

I 7-l

43

I get blamed for things in class when I didn't do them

A

M

s

N

44

Kids get detentions for silly reasons

A

M

s

N

45

I wag classes with my friends if they ask me to

A

M

s

N

46

I can understand the work and get good marks

A

M

s

N

47

We have to sit where the teachers tell us to in class

A

M

s

N

48

I like doing subjects when I get good marks for them

A

M

s

N

49

Kids leave a lot of rubbish where they eat lunch and in the
gardens

A

M

s

N

50

All we do in class is listen to the teacher and write things
down

A

M

s

N

5 1

We are sorry when a teacher leaves this school

A

M

s

N

52

I want to do as well as possible in my subjects each term

A

M

s

N

53

The school rules are made for our safety

A

M

s

N

54

I have to do a lot of homework

A

M

s

N

55

When I do well in tests my friends are pleased for me

A

M

s

N

56

We have a lot of fun at school

A

M

s

N

57

I can talk to my teachers outside the classroom

A

M

s

N

58

I don't like the teacher saying I have done good work

A

M

s

N

59

Kids here think school is a waste of time

A

M

s

N

60

If I need help I can ask my teachers any time

A

M

s

N

61

My teachers are really interested in all the things I do

A

M

s

N

62

Kids only work at this school because they are made to

A

M

s

N

63

In class I am not sure what work the teacher wants me to

A

M

s

N

64

I sit in class trying to do as little work as possible

A

M

s

N

65

The teachers don't listen to me when I ask for help

A

M

s

N

because my friends tease me

cb

PART C
1.
1.
2.
3.

What are the three things you like BEST about school?
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2.
1.
2.
3.

What are the three things you like LEAST about school?
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Appendix C

QUESTIONS FOR STUDENT INTERVIEWS

1.

What subjects do you do? Why did you choose them? (If
appropriate)

2.

What are your favourite subjects? Why?

3.

What are your least favourite subjects? Why?

4.

How long would you like to stay at school for? What would you
like to do after you leave school?

5.

Why do you think you have to come to school?

6.

How well do you get on with your teachers?

7.

Are the teachers at this school helpful to students? Do you think
that most of the teachers like the students?

8.

Do you think most o f the children a t this school want to learn?

9.

Do you think the niles at this school are fair? Are there too many
rules?

10. What happens when someone does something wrong? eg. talking
too much in class?
being ntde to a teacher?
leaving the school without permission?
stealing some money ofT another student?
starting a fight?
others?
1 1 . What do you think people in the community, eg. parents,
shopkeepers. policemen, people who live near the school. etc.
think of the school.
1 2. What activities happen at the school other than normal lessons.
eg. concerts. sports activities. etc.

1 3 . What do you like about the school?
1 4 . What don't you like about the school?
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Appendix D

LETTER TO PARENTS AND STUDENTS

Darwin
27/4/92
Dear Mr and Mrs Tucker and Peter.
I am currently canying out research for a Master of Education which
includes finding out the opi nions of J u nior secondary school
students about their school. This research has been approved by
both the Principal of your school and the Department of Education.
I am writing to ask permission for Peter to complete a survey. alon�
with the rest of his class which will take about half of one of his
Health lessons. Ms Potter is kindly allowing me to use this time
.

The survey includes some questions about Peter's family back�round.
These questions ask about your occupations, how many people there
are in the family. how many bedrooms you have in your house and
approximately how many books you have at home. I will be askin�
students from several different schools to complete t h e survey so
there will be quite a lot of differences between the family
backgrounds of students from the different areas. I am asking these
questions about your family so that I can made adjustments for
these differences.
The remainder of the questions ask what subjects Peter is taking this
term and what he thinks about the various aspects of school.
If you are happy for Peter to complete my survey. could you please
sign permission note a t the bottom of the page and return it with
Peter to Ms Potter in the next few days.
Thank you very much in advance for your cooperation

.

Hilary Fowler
. . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . .
. . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . .

I give permission for Peter Tucker to complete the survey.
Signed:

_

_
_
_
_
_
_
_
_
_
_
_

Date :

_
_
_
_
_
_
_
_
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Appendix E l

SCHOOL ENVI RONMENT
( J u nior

High

STAFF SURVEY
School)

PART A
Please complete the following quest i ons by writing answers
t i c k i n g w h e r e appropriate .
I.

Name of school

2.

Male

3.

Teaching

4.

Total n u m b e r o f years teaching experi ence

5.

Number o f years a t this school .

6.

Number of classes ta ught t h i s term

7.

Approx imate

8.

9.

the

ho\

or

Female D
r=�--------------------------------�
subject area/s

D

preparation .

amount
writing

of out-of-school-time
programmes,

etc.

per

spent

on

m a rk i n g .

week

les�on

c__ h r

�
-

Approximate amount o f non-class-time spent giving individual
attention to students. eg. assisting with schoolwork. subj ect or
personal counselling. etc. ( i n c l u d i ng Home Room time where
appropriate)

per

we e k

I

l

h rs

A t t h e beginning of each unit of work, do you tell your cl asses A

w h a t work w i l l be covered?

Yes

B

what items must be completed for asse ssment?

Yes

C

I 0.

in

what each

assessment

item

will

contribute to

D

Do you carry out any negotiation with your c l asses about what
Yes

actually b e covered i n each unit o f work?

No

D
D

No

0

o

the overall
Yes

assessment?

D
D

D

wi I I
No

D

PART B
The following 5 6 item s are statements to be considered in the context of
the school i n w hic h you work and your actual working e n v i ronment.
Think how w e l l each o f the statements describe your school environment.
Indicate your answer by circling SO i f y o u s trongly d i s agree w i t h the s tatement :
i f y o u disagree w i t h the statement :
D
N
i f you neither agree nor disagree with the statement or are not
s u re ;
A
i f you agree w i t h the statement;
SA i f you strongly agree w i t h the statement .
If you change your m i n d about a response . cross out the old answer and
circle the new ones.
I.
2.
3.

There are many disrupti v e , d i ffi cult
students i n the schoo l .
I seldom receive any e ncou ragement from
c o ! l e a g u e s.
Te ac h e r s fre q u e n t l y d i s c u s s teach i n g
methods and st rategies w i t h each other.

SD

D

N

A

SA

SD

D

N

A

SA

SD

D

N

A

SA
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4.
5.

6.
7.

8.

I am often supervised to ensure that I follow
d i re c t i o n s correct l y .
Decisions about the runntng o f the school
are usually made by the principal or a small
group of teachers.
It i s very d i fficult to change anything in
this school.
The school l i b rary includes an adequate
selection of books and periodicals.
There is constant pressure to keep working.

9.

Most students are helpful and cooperative to
teachers.
I 0. I feel accepted b y other teachers.

SO

D

N

A

SA

SO

0

N

A

SA

SO

D

N

A

SA

SO

0

N

A

SA

SO

0

N

A

SA

SO

0

N

A

SA

SO

0

N

A

SA

SO

D

N

A

SA

SO

0

N

A

SA

SO

D

N

A

SA

SO

0

N

A

SA

SO

0

N

A

SA

SO

0

N

A

SA

I I . Teachers avoid talking with each other
about teaching and learning.
1 2 . I am not expected to conform to a particular
teaching s t y l e .
1 3 . I have to refer even small matters t o a
senior member of staff for a final answer.
1 4 . Teachers arc encouraged to be innovative in
t h i s school.
1 5 . The supply o f equipment and resources i s
i nadequate.
1 6. Teachers have to work long hours to
complete a l l their work.
I 7 . Most students are pleasant and friendly to
teachers.
1 8 . I a m ignored b y other teachers.

SO

0

N

A

SA

SO

0

N

A

SA

1 9.

SO

D

N

A

SA

SO

0

N

A

SA

SO

D

N

A

SA

SO

D

N

A

SA

SO

D

N

A

SA

SO

D

N

A

SA

SO

D

N

A

SA

SO

0

N

A

SA

SO

D

N

A

SA

SD

D

N

A

SA

SD

D

N

A

SA

SD

0

N

A

SA

are SD

D

N

A

SA

20.
21.
22.
23.
24.
25.

26.
27.
28.
29.

30.
31.

Professional matters are seldom discussed
d u r i n g staff meetings.
It i s considered very important that I closely
follow syllabuses and lesson plans.
Action can u s u a l l y be taken without gatn 111g
the approval of a senior member of staff.
There is a great deal of resistance to
proposals for c u r r i c u l u m change.
Video equipment, tapes and films are readily
available a n d acces s i b l e .
Teachers don't have t o work very hard t n
this school.
There are many noisy, badly-behaved
students.
I feel that I could rely o n m y colleagues for
assistance i f I needed it.
M a n y teachers attend inservice and other
profe s s i o n a l development courses.
There are few rules and regulations that I
am expected t o follow.
Teachers freq uently are asked to participate
in dec i s i o n s concerning administrative
p o l i c i e s and procedure.
Most teachers like the idea o f change.
Adequate p r i n t i n g fac i l i t ie s
a v a i l a b l e to teachers.

and

services

1 �0
3 2 . There i s no t i m e for teachers to relax.

so

0

N

A

S .-\

3 3 . Students

so

0

N

A

SA

so

0

N

A

S.-\

SO

0

N

A

SA

so

D

N

A

SA

so

D

N

A

SA

so

D

N

A

SA

so

D

N

A

SA

SO

D

N

A

SA

SO

0

N

A

SA

SO

D

N

A

SA

SO

D

N

A

SA

SO

0

N

A

SA

SO

D

N

A

SA

SO

D

N

A

SA

SO

D

N

A

SA

SO

D

N

A

SA

SO

D

N

A

SA

SO

D

N

A

SA

SO

D

N

A

SA

SO

D

N

A

SA

SD

D

N

A

SA

being

SD

D

N

A

SA

transparencies

SD

0

N

A

SA

SD

0

N

A

SA

34.

My

get

along

c o l l eagues

professional

well

seldom

views

with

take

and

teachers.

notice of my

opinions.

35. Teachers show l i t t l e interest i n w h a t i s
happening

36.
37.
38.

in

other

schools.

I a m allowed t o d o almost as I please in t h e
c lassroom.

I

am

encouraged

reference
New

to

a

courses

to

make

senior
or

curriculum

i m p l e mented

seldom

decisions

member
by

of

without

staff.

materials

the

are

school.

3 9 . Tape recorders and cassettes are seldom
a v a i l a b l e when I need t h e m .
40. Y o u c a n take i t easy and s t i l l get t h e work
done.

4 1 . Most

students

respectful

42.

I

feel

to

are

the

w e l l - mannered

school

and

staff.

I have many friends among my

that

colleagues

at

this

school.

43. Teachers are keen to

learn

from

their

c o l le a g u e s .

44.

My

classes

are

textbooks

and

expected

to

prescribed

use

prescribed

resource

materials.

45. I must ask m y subject senior teacher before
I do most things.
46. There t s much experimentation with
47.

48.
49.

d i fferent
Facilities

are

variety

of

groups

of

different

discipline

strict

I

of

often

the

feel

I
I

am
have

for

a

learning

deadlines t o b e met.
is

needed

to

control

lonely

and

left

out

of things i n

show

considerable

activities
to

of

interest

their

maintain

very

tn

the

colleagues.
strict

control

c l assroom.
very

little

to

say

tn

the

running

of

school.

New

and

tried

in

d i fferent
this

55.

Projectors

56.

needed.
I t i s hard

and

and

students.

expected

the

the

54.

catering

staffroom.

profess i o n a l
in

for

activities

sizes.

Very

5 1 . Teachers

53.

inadequate

c l assroom
there

the

52.

approaches.

S e l d o m are

many

50.

t e ac h i n g

films

and
are
to

ideas

are

always

school.
filmstrips,
usually

keep

available

when

u p with your workload.
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Appendix E2

SCHOOL ENVIRONMENT - STAFF SURVEY
( Comprehensive

High

School)

PART A
Please complete the following questions b y writing answers
t i c k i n g where appropriate.
I.

Name of school

2.

Male

3.

Teaching subject area/s

4.

Total number of years teaching experience

5.

Number of years at this school

6.

Number of J u n i o r classes taught

7.

8.

D

or

D

this term
.

I

h

r

sl

Approximate amount of non-class-time spent g i v i ng individual
attention to Junior students, eg. assisting with schoolwork, subject
personal counselling, etc. (including Home Room time where
per

I

week

At the beginning o f each unit of
c l a sses

w ork ,

or

l

hrs

do you tell your J u n i o r

-

A

what work w i l l be covered?

Yes

B

what items must be completed for assessment?

Yes

c

D
D

No
No

what each assessment i tem w i l l contribute to the overall

assessment?

I 0.

the box

Approx imate amount of out-of-school-time spent on marking lesson
preparat i o n , w r i t i n g programmes, etc. for Junior c l a s ses per week

appropriate)
9.

Female

m

Do you carry out any negotiation with your .Junior
what will actually be covered in each unit of work?

Yes

D

No

D

No

classes

Yes

about

D
D
D
D

PART B
The following 56 items are statements to be considered in the context o f
the Junior students of the school i n which you work a n d y o u r actual
working
e n v i ro n m e n t .
T h i n k h o w w e l l each o f the statements describe your school environment.
Indicate your answer by circling SO i f you strongly disagree with the statement;
D
if you disagree with the statement;
N
i f you neither agree nor d i s a gree with the statement or are not
sure;
A
i f you agree with the statement;
SA if you strongly agree with the statement.
If you change your mind about a response, cross out the old answer and
circle the new one.
1.

There are many disruptive,
students in the school.

d i fficult

Junior

SD

D

N

A

SA
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2.
3.
4.
5.

6.
7.

8.

I seldom receive any encouragement from
col leagues.
Teachers freq u e n t l y discuss teaching
methods and strategies with each other.
I am often supervised to ensure that I follow
d i re c t i o n s corre c t l y .
Decisions about the running o f the school
are usually made b y the principal o r a small
group of teachers.
It i s very difficult to change anything in
this school.
The school library includes a n adequate
selection of books a n d periodicals.
There is constant pressure to keep working.

9.

0

N

A

SA

SO

0

N

A

SA

SO

D

N

A

SA

SO

0

N

A

SA

SO

0

N

A

SA

SO

0

N

A

SA

SO

0

N

A

SA

Most Junior students are helpful and
cooperative to teachers.
I 0. I feel accepted by other teachers.

SO

D

N

A

SA

SO

0

N

A

SA

I I . Teachers avoid talking w i t h each other

SO

0

N

A

SA

SO

D

N

A

SA

SO

D

N

A

SA

SO

0

N

A

SA

SO

0

N

A

SA

SO

0

N

A

SA

SO

0

N

A

SA

SO

D

N

A

SA

SO

0

N

A

SA

SO

0

N

A

SA

SO

0

N

A

SA

SO

0

N

A

SA

SO

0

N

A

SA

SO

0

N

A

SA

SO

0

N

A

SA

SO

D

N

A

SA

SO

0

N

A

SA

SO

D

N

A

SA

SO

D

N

A

SA

1 2.
13.

14.
15.
16.
I 7.
1 8.

about teaching and learning.
I am not expected to conform to a particular
teaching style.
I have to refer even small matters t o a
senior member of staff for a final answer.
Teachers are encouraged to be i n novative in
t h i s school.
The supply of equipment and resources i s
i nadequate.
Teachers have to work long hours to
complete a l l their work.
Most Junior tudents are pleasant and
friendly to teachers.
I am ignored by other teachers.

1 9. Professional matters are seldom discussed
20.
21.
22.
23.
24.

25.
26.
27.
28.
29.

during staff meetings.
It i s considered very i m portant that I closely
follow s y l labuses and lesson plans.
Action can usually be taken without gatmng
the approval o f a senior member of staff.
There is a great deal of resistance to
proposals for curriculum change.
Video equipment, tapes and films are read i l y
available and accessible.
Teachers don't have to work very hard • n
t h i s school.
There are many n o i s y , badly-behaved
J u nior students.
I feel that I could rely o n my col leagues for
assistance if I needed it.
M a n y teachers attend in service and other
profe s s i o n a l development courses.
There are few rules and regulations that I
am expected t o fo llow.
Teachers frequently are asked to participate
tn d ec i s i o n s concerning administrative
"' " 1 ; ,.. ; o r

I

SO

f"\ n r l

nrn. ,.. o ...., Hr o
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30.

Most teachers like the idea of change.

SD

D

N

A

SA

SD

D

N

A

SA

SD

D

N

A

SA

teachers. SD

D

N

A

SA

SD

D

N

A

SA

SD

D

N

A

SA

SD

D

N

A

SA

SD

D

N

A

SA

SD

D

N

A

SA

SD

D

N

A

SA

SD

D

N

A

SA

SD

D

N

A

SA

SD

D

N

A

SA

SD

D

N

A

SA

SD

D

N

A

SA

SD

D

N

A

SA

SD

D

N

A

SA

SD

D

N

A

SA

SD

D

N

A

SA

SD

D

N

A

SA

SD

D

N

A

SA

SD

D

N

A

SA

SD

D

N

A

SA

SO

D

N

A

SA

SD

D

N

A

SA

SD

D

N

A

SA

SD

D

N

A

SA

3 I . Adequate printing fac ilities and services
avai I a b l e t o teachers.
32. There is no time for teachers to relax.
3 3 . J u n i o r students
34.
35.
36.
37.

38.
39.
40.
4I.
42.

43.
44.
45.

46.
47.

48.
49.
50.
51.
52.

53.
54.
55.

56.

get

along

well

with

are

M y colleagues seldom take notice of my
professional v i e w s and opinions.
Teachers show little interest 1n what is
happening 1n other schools.
I am allowed to do almost as I please in the
c lassroom.
I a m encouraged t o make decisions without
reference to a senior member of staff.
New courses o r curriculum materials are
seldom imple mented by the school.
Tape recorders and cassettes are seldom
available when I need them.
You can take it easy and still get the work
done.
M o s t J u n i o r students are w e l l - mannered a n d
respectful t o t h e school staff.
I feel that I have many friends among my
c o l leagues a t this school.
Teachers are keen to learn from their
col leagues.
M y c i a ses are expected t o use prescribed
textbooks and prescribed resource materials.
I must ask my subject senior teacher before
I do most things.
There i s much experimentation w i t h
different teaching approaches.
Facilities are inadequate for catering for a
variety of classroom a c t i v i t i e s a n d learning
groups of di fferent size .
Seldom are there deadlines to be met.
Very strict discipline is needed t o control
many of t h e J u n i o r students.
I often feel lonely and left out of things i n
the staffroom.
Teachers show considerable interest i n the
professional activities of their colleagues.
I am expected to maintain very strict control
i n t h e classroom.
I have very little to say 1n the running of
the school.
N e w and d i fferent ideas are always being
tried in this school.
Projectors and f i l m s t r i p s . transparencies
and films are u s u a l l y available w h e n
needed.
I t i s hard t o keep u p w i t h your workload.
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Appendix F
ADMINISTRATIVE INFORMATION QUESTIONNAIRE
School

High
Enrolment
Average

Note:

8/5/92

at

as

attendance

Only

timetable

of

one

Year 9

Stats

in

each

S c h o o l ) - Year 8

return

section

8/5/92

regarding

questionn a i re .

_
_
_
_
_
_
_
_
_
_
_
_
_

___
__
__
__
_
__
__
__
__
__
__
__
__
__
_
__
__
__
__
_
__

1 0,

Year

_
_
_
_
_
_
_
_
_
_
_
_
_
_
_
_
_
_
_
_

(VT

their

on

fol lowing

the

included

was

Timetable (HT

Timetable

shown

as

School)

own

- when do Year 8 students first choose

subjects?

__
__
__
__
__
__
__
__
__
__
__
__
__
__
__
_

are students given completely free choice or are they
given u n i t s already on lines from which to choose?

what provisions are made for counselling and checking
that students have completed core,

other

relevant

information

prere q u i s i t e s ,

etc.

_
__
_
__
__
_
__
__
_
_
__
__
_
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For English,

M a t h s , Science and Social Education classes
o n l y (if you can give me a computer list of classes with class
Sizes I can obtain this i n formation from i t ) Largest class size
Smal lest class size
Average class size
No. or % of aboriginal students
No. or % of ESL students
D i s c i p l i ne procedures

No. of suspensions

m

Term I

Examples of reasons for suspensions

Additional classes offered other than

normal

subjects (core

and

electives)

Pastoral

Care

program

- t i m e per week
- organisation

Additional release time for teachers for such things as
cur r ic u l u m

writing

over and

above

S R C organisation - contact teacher
No. of Band I teachers
No.

of neophyte teachers

normal

non-teaching

time
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No. of teachers new to the school

- at beginning of 1 992

- a t beginning of Term 2

Teacher absentee
Addi tiona!

rate i n Term

Government

1

assistance over and

above

normal

fun d i n g
- NT Government·,_

-

-

Federal

Any

other

Government

special

programs
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Appendix G

STATEMENTS MAKING UP THE FACTORS FROM
THE STUDENT SURVEY

Factor 1

Appreciation of School

3

I can do the work I

4

I enjoy coming to school

8

Classwork is interesting

9

My teachers are kind and considerate

ll

What I learn at school will help me to get a job when I leave

am

given

school
13

My teachers are fair to me when they mark my work

17

I prefer holidays to school

18

My teachers help me when I have difficulties i n class

21

I think my school is a good one

22

My teachers treat me as though I am important

28

My teachers are good at helping me understand the work

32

The whole class often discusses interesting things with the
teacher

51

We are sony when a teacher leaves this school

53

The school rules are made for our safety

56

We have a lot of fun at school

57

I can talk to my teachers outside the classroom

60

If I need help I can ask my teachers any time

Factor 2

Student Anti-Social Behaviour

7

A lot of kids muck up at this school

15

I get teased a lot by other kids i n the playground

19

There are fights between kids in the playground

23

Too many kids talk in class and make it difficult to work

39

Teachers yell a lot when kids muck u p

40

I don't like a lot of kids in my classes

41

We waste a lot of time in class

49

Kids leave a lot of rubbish where they eat lunch and in the
gardens

���

Factor 3

Peer Solidarity

2

I get on well with other kids in my class

33

We have to obey silly rules in this school

34

Teachers tell you to do things but don't tell you why

36

Other kids will help me if I find classwork difficult

37

In class we mostly just sit and listen to the teacher

47

We have to sit where teachers tell us to in class

Factor 4

Teacher Pressure

14

Teachers always ask the same kids t o do the most
interesting things

43

I get blamed for things in class when I didn't do them

44

Kids get detentions for silly reasons

54

I have to do a lot of homework

58

I don't like the teacher saying I have done good work
because my friends tease me

Factor 5

Truanting

5

I

45

I wag classes with my friends if they ask me to

wag classes I don't like

1 89

Appendix H
Table H 1

DATA TABLES

Completion Rates of Student Survey

Type of
School

No. of
letters
sent home

HT

vr

Table H2

Table H3

No. of Surveys
Completed

Response
Rate

160

126

78.8%

155

123

79.4%

Sex of Students Completing the Survey
by Type of School
HT

HT%

VT

VT%

Male

61

48.6

57

Female

65

5 1 .4

66

46.3

TOTAL

126

100.0

123

53.7
100.0

Average Values of Family Variables
Variable

HT

VT

Crowding

1 .4

1.4

Parental Occupation

4.2

2.9

Number of parents

1.8

1.7

3.6

Number of books

3.7

(4-point scale)

Table H4

Average Values of School Variables
Factor

HT

VT

School size

790

470

Staff stability

14

20

Age of school

27

9

% of aboriginal students

11

18
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Statistics of Factors in Student Survey

Table H5

VT

VT

Mean

Std.
Dev.

.41

2.51

.43

2.52

2.48

.45

2.40

.43

2.44

Peer Solidarity

2.65

.34

2.66

.38

2.66

Teacher Pressure

2.59

.46

2.64

.51

2.61

Truanting

3.77

.53

3.68

.59

3.73

Factor

HT
Mean

Appreciation ofSchool

HT
Std.
Dev.

2.52

Student Anti-Social
Behaviour

Table H6

Sample
Mean

Statistics of Student Survey Factors by Sex and Type
of School
VT

HT

Boys

Factor

Mean

Std.
Dev.

Mean

Std.
Dev.

Mean

Std.
Dev.

Mean

Std.
Dev.

1

2.53

0.37

2.51

0.44

2.37

0.43

2.65

0.32

2

2.37

0.44

2.58

0.43

2.38

0.43

2.43

0.44

3

2.58

0.33

2.72

0.34

2.59

0.38

2.73

0.38

4

2.51

0.44

2.65

0.47

2.60

0.53

2.67

0.49

5

3.73

0.58

3.8 1

0.49

3.60

0.67

3.76

0.48

Table H7

HT Girls

VT Girls

Boys

Numbers of Students of Different Ages in Each Class

Sch.

Class

13

13%

14

14%

15

15%

>1
5

>15
%

Tota

A

1

1

9.0

9

8 1 .8

1

0

0

11

A

2

3

2 1 .4

10

7 1 .4

1

9.0
7.1

0

0

14

H

A

3

6

40.0

8

53.3

1

6.6

0

0

15

T

8

4

6

28.6

13

6 1 .9

2

0

0

21

8

5

6

28.6

14

66.6

1

9.5
4.8

0

0

21

c

6

5

26.3

11

57.9

3

15.8

0

0

19

c

7

4

16.0

17

68.0

3

12.0

4.0

25

Av.

HT

D

8

7

3 1 .8

9

40.9

6

27.2

0

0

22

D

9

4

18.2

16

72.7

2

9. 1

0

0

22

10

7

33.3

12

57.1

2

9.5

0

0

21

11

4

19.0

13

6 1 .9

4

19.0

0

0

21

12

3

13.6

12

54 .5

6

27.3

1

4.5

22

13

6

40.0

7

46.7

2

13.3

0

0

15

Sch.
Type

v

T

E
E

F

F

Av.

vr

65.8

24.3

26.0

55.6

1

0.6

9.3

17.6

1

1 .5
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Table H8

°/o

of Students Taking a Subject

A3

Subj./Sch.

Horizontally
Timetabled 1
4
B
ca

D

Vertically
Timetabled2
E
F

98

95

1 00

105

1 00

97

100

103

88

1389

86

1 08

57

88

92

Av.IIT

Av.vr

English

1 00

Maths

1 00

1 00

1 00

57

1 00

1 00

98

1 00

84

84

20

0

13

89

11

1 1 41:5

30

40

54

76

41

7

20

16

72

14

52

18

49

85

39

Sciencets
Social Ed.

67
95

1:t
LOTE
PE

98

Health

31

Tech. Stud.1s
17
Fine Arts
Busin. Ed.

Its

Computing
1.
2.

3.

4.
5.

6.

7.

8.

9.
10.
11.

12.

13.
14.
15.
16.

17.

18.

100

9

810

88
18

9814

1 1 46

89

1 1 17

13611

98

45

95

55

1 00

41

75

68

46

65

62

43

0

0

18

38

30

14

28

0

0

89

5

3

0

30

2

1 1 6itj

The number of students taking subjects other than English and Maths
depends on the organization of the individual school. See Notes 3. 4 and 5.
Students select 6 units each term. If they wish they may select two different
units i n the same subject area. Hence some subjects have a % higher than
1 00.

Students in Year 9 take English. Maths . LOTE and PE for 4 terms: Science and
Social Education for 3 terms: Health and Money & Society for 1 term and l
term each of four different subjects selected from the Technical Studies and
Fine Arts areas (chosen by the school not the student).
Students in Year 9 take English. Maths. Science. Social Education. LOTE. PE
and/or Health, and Art for 4 tem1s and 2 terms each of 2 different subjects
selected from Music . Technical Studies and Fine Arts areas.
Students in Year 9 take English. Maths. Science. Social Education. LOTE .
Health. PE. Computing or Commerce and Woodwork or Metalwork and
another subject selected by the student for four terms.
Some students take Special English instead of LOTE.
One of the classes surveyed at this school was Maths. the other was Science.
One school offers Agriculture and this is included in the figures for Science.
Both classes surveyed at this school were Science.
Some students at all schools have difficulty remembering what subjects they
take. This figure should be 1 00% because all students at this school take
Social Education.
Both classes surveyed at this school were Social Education.
Languages Other Than English.
Students could take PE as an elective as well as their normal PE class.
Both classes surveyed a t tills school were Health. See Note 1 0 .
Includes Woodwork. Metalwork. Electronics. Graphics. Home Economics and
Sewing.
Students could take Technical Studies as an elective in addition to a
compulsory Technical Studies subject.
Includes Art. Drama and Music.
Includes Money & Society, Commerce and Typing.
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Table H9

Student Positive and Negative Responses
HT

HT%

VT

VfOA>

Total

89

12.5

1 72

7.6

60

1 2 .3

Friends

54

83

8.9

1 14

Socials/out -of-class activities

33

4.6

9

1 .3

42

Good/ interest ing/ friendly teachers

32

4.5

22

3.2

21

2.9

34

54

Sport/PE

5.0

55

Getting good grades

13

1 .8

5

0. 1

18

Facilities I grounds /buildings

11

1.5

4

0. 1

15

Other students

10

1 .4

10

1 .5

20

Friendly atmosphere

4

0.6

7

1 .0

11

Get away from home/family

4

0.6

13

1 .9

17

Choosing classes

2

0.3

9

1 .3

11

Help get a job

2

0.3

9

1 .3

11

Other

15

2.1

14

2. 1

29

Sub-total

290

40.7

279

40.0

569

Subjects/ classwork

1 15

16.5

88

13.3

203

Prefer recess/lunchtime/ going
home/holidays
Incompetent/bad-tempered teachers

79

1 1 .3

75

1 1 .3

154

77

1 1 .0

67

10. 1

144

Homework

41

5.9

36

5.4

77

Detention/cleaning up rubbish

37

5.3

13

2.0

50

Other students teasing/misbehaving

22

3 .2

50

7.6

72

Rules

18

2.2

15

2.7

33

Facilities/ grounds/buildings

14

2.3

15

2.0

29

Fights

11

1 .6

10

1 .5

21

Assemblies

2

0.3

6

0.9

8

Other

7

1 .0

23

3.5

30

Sub- total

423

60.6

398

60.3

82 1

TOTAL

713

Positive Responses
Subjects/ classwork/learning

Negative Responses

677

1390
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Table HIO Student Positive and Negative Responses by Sex
HT
Boys

HT
B%

HT
Girls

HT
G%

VT
Boys

VT
B%

VT
Girls

VT
G%

42

12.2

47

12.8

38

13.1

45

1 1 .5

21

6. 1

33

9.0

14

4.8

48

12.3

19

5.2

5

1.7

4

1.0

Positive Responses
Subjects/ classwork/
learning
Friends
Socials/out-of-class
activities
Good/ interesting/
friendly teachers
Sport/PE
Getting good grades

14

4.1

17

5.0

15

4. 1

6

2.1

16

4.1

17

5.0

4

1. 1

17

5.9

17

4.4

6

1.7

8

2.2

2

0.7

3

0.8

Facilities I grounds I
buildings
Other students

0

0

11

3.0

2

0.7

2

0.5

4

1 .2

6

1.6

2

0.7

8

2.1

Friendly atmospherc

2

0.6

2

0.5

2

0.7

5

1 .3

Get away from

2

0.6

2

0.5

4

1.7

8

2.1

home/family
Choosing classes

1

0.3

0

0

4

1 .4

1 .3

I lelp get a job

1

0.3

1

0.3

4

1.4

5

Other

10

2.9

5

5

I

Sub-total

137

39.9

1 53

1 .4
4 1 .7

106

36.6

173

44.4

64

18 7

51

19.0

33

8.5

13.1

9.3

55

45

34

13.9

53

18.3

22

5.6

42

12.2

35

9.5

24

8.3

43

1 1 .0

7

2.0

34

9.3

8

2.8

7.2

17

7.0

20

5.4

4

1 .4

28

8

2.3

14

3.8

17

9

2.6

9

2.5

1 .7

5

5

1.5

6

I

0.3

Negative Responses
Subjccts/ classwork
Prefer recess/
lunchtime/going home/
holidays
Incompetent / badtempered teachers
Homework
Detention/
cleaning up rubbish
Other students teasing/
misbehaving
Rules
Facilities/grounds/
buildings
Fights
Assemblies

6

.

.7

9

9

2.3
2.3

9

2.3

5.9

33

8.5

2

0.7

13

3.3

1 .4

8

2.8

10

2.6

1.

1 .6

2

0.7

8

2.1

0.3

3

1 .0

3

0.8

Other

2

0.6

5

1.4

8

2.8

15

3.8

Sub- totaJ

206

60. 1

214

58.3

184

63.4

217

55.6

TOTAL

343

1 00

367

1 00

290

1 00

390

1 00

19-l

Table H l l

Completion Rates of Staff Survey

Sch.
Type

No. Resp.

% Resp.

Male

No. Sent
Out
30

16

53

r'emale

35

20

57

Sex not given

HT

VT

1

Sub-total

65

37

56.9

Male

35

17

49

Female

46

20

43

2

Sex not given
Sub-total

81

39

48.1

TOTAL

146

76

52 . 1

Table H l 2

Years Teaching o f Respondents to Staff Survey

Sch.
Type
HT

5 or
less
15

5 or
less %
40.5

VT

10

Total

25

6-10

>10

>10 %

Total

6

6-10
%
16.2

16

43.2

37

25.6

11

28.2

18

46.2

39

32.9

17

22.4

34

44.7

76

Table H l 3 Years at Present School of Respondents to
Staff Survey

Sch.
Type

2 or
less

2 or
less %

3-10

3-10
%

>10

>10 %

Total

HT

21

56.8

12

32.4

4

10.8

37

VT

16

4 1 .0

20

5 1 .3

3

7.7

39

Total

37

48.7

32

42.1

7

9.2

76
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Table H14 Subjects Taught by Respondents to Staff Survey

Sch.
Type
HT

Eng.

Eng.
%
35

13

4

VT

.

1

10.3

Ma.
7

Ma.
%

Sci.

18.9

7

13

17.1

14

6

15.4

7

Total

17

Sch.
Type

PE/

PE/H

%

Tech.
Stud.

T.St.
%

Arts

He a.

HT

6

16.2

5

13.5

5

Total

7

9.2

8

VT

22.4

2.6

1

3

7.7

10.5

3

8

Sci.
%

Soc.
Ed.

So.Ed
%

17.9

6

15.4

18.9

18.4
Arts
%

11

29.7

4

17

22.4

6

Other

%

10.8

5.1

Other
0/o

2 or
more

2 or

19

3

8.1

10.5

13

17.1

25.6

10

LOTE

2

13.5

7.7

LOTE

20
39

7.9

more
%
5 1 .4

5 1 .3
5 1 .3

Table H I S Average Scores on the SLEQ Scales
Factor
Student Support
Affiliation

Professional Interest
Staff Freedom
Democratic Decision Making
Innovation
Resources
Work Pressure

Table H 16

HT

VT

27.9

27.7

23.6

24.4

23.9

25.5

24 .0

23.2

22.2

22.8

25.0

22.4
27. 1

22.3
26.6

Means of Scores for Teaching Method Questions

Question
Preparation time/ class/week (hrs)
Counselling and assisting l ime/class/week
Students told work at the beginning of term
Students told assessment at the beginning of term
Students told value of each assessment item at
the beginning of term
Negotiation carried out with students

Note:

23.0

HT

VT

1.08

0.92

3.3

1 .05
1 .09

1 .25
1.57

2.39
1 .03

1 .08

1 .25
1 .58

1.

The figures given here for preparation time are hours per class per

2.

week.
The remainder of the questions required a Yes/No response. A Yes·

response was scored I . a 'No' response was scored 2. The scores here
are averages of the scores for each type of school. ie. a score close to 1
means that this method was used by almost all teachers. A higher
score means that less teachers used this method.
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Appendix J
Table J 1

DATA FROM BRENNAN ffiGH SCHOOL SURVEYS
Choice of Alternatives

Alternativ
e
1

No. of
Yr. 1 0
stud.
10

% of
Yr. 10
stud.
20

No. of
Yr. 8,9
stud.
59

% of
Yr. 8,9
stud.
41

No. of
staff

% of
staff

No. of
Parents

% of
Parents

1

6

10

22

2

11

21

38

27

6

38

19

3

4

8

15

10

7

44

9

4

8

16

4

3

1

6

9

19

No
res.
Total

18

35

27

19

1

6

3

6

51

1 00

143

100

16

100

47

1 00

34

16

Table J2A Who Students Talk to About Their Choices
Who stud.
talk to
Teachers
only
Friends
only
Parents
only
Teachers
& friends
Friends
& parents
Teachers
& parents
Teachers
par. & fri.
No resp.
Total

0/o

Yr 10

0/o

All years

%

18

13

6

12

24

12

33

23

11

21

44

23

28

20

5

10

33

17

4

3

7

14

11

6

11

8

9

17

20

10

22

15

2

4

24

12

26

18

8

16

34

18

1

0

3

6

4

2

143

1 00

51

1 00

194

100

Yr 8 & 9

Table J2B Simplified Data on Who Students Talk to About
Their
Choices
The data shown in the table above was considered too complicated to show
i n graphical form so the various categories were combined to give the
following data which was used for the graph in the Report. NB: These
numbers add up to more than 1 00% because many students talked to more
than one of these groups.
Yr 8 & 9

%

Yr 10

%

33

23

23

45

Friends

59

41

27

53

Parents

87

61

15

29

Who Students
Talk to
Teachers
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Table J3

Students Perception of Time Allowed to Choose Units

Allowanee

Sufficient
Not suiT.

Yr 8 & 9

%

Yr 10

0/o

104

73

30

59

1

5

lO

37

26

1 43

1 00

2

No resp.

Total

Table J4
A
8
c

16

31

51

1 34

69

7

4

27

194

1 00

Students' Difficulty in Choosing Units
there are more than six they wan t to do
can find six first choices but not six second choices
can't even fmd six first choices
Yr 8 & 9

%

Yr 10

%

8

91

64

24

47

No resp.

9

30

A
c

Total

21

1 1

13

9

5

143

1 00

51

6

21

21

41

1 15

59

18

10

22

1 1

0/o

All years

9

11

20

194

1 00

1 00

Number of Times Students Have Requested Changes
Units

Number of times

Year 8 & 9

%

Yr 10

0/o

62

43

24

47

12

23

None

51

More than 5

7

5

143

1 00

Less than 5

No response

Total

%

53

100

Response

Table J5
of

All years

23

36

16

4

1 1

51

8

22

1 00
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Table J6
in

Student Like or Dislike of Older or Younger Students
Classes

Response

Like
older students
Don't like older
students
Like younger
students
Don't mind
older or younger

Yr 8 & 9

%

Yr 10

%

All years

%

36

25

19

37

55

28

23

16

13

25

36

19

11

22

33

65

96

49

63

44

N.B. These add up to more than 1 00% because it was possible for students to
state that they both liked and disliked students older th an themselves in
their classes for different reasons. eg. like older students because they help
them. but dislike them because they tease them
.

Table J7

Year 10 Students Completing JSSC
Number

%

Completed JSSC with no problems

16

31

Had problems fitting required subjects
into time available
Unable to complete JSSC

12

24

10

20

No response

13

25

Table J8

Length of Units Preferred by Staff

Length

No. Preferring

%

1 0 weeks

2

13

20 wceks

8

50

Year

1

6

Mix of 1 0 and
20 weeks
No response

4

25

1

6

Total

16

100

199

Table J9

Parent Responses to Questions 2(a) and 2(b)

Question 2(a)
Question 2(b)

- do you sign the unit selection fonn?
- do your children discuss their unit selection with you?

Response

Quest. 2(a)

Sometimes

4

No response

l

Never

Total

Table

JlO

1

54

7

13

24

40

2

0

1 00

54

Parents Understanding
Feelings About School

1

2

1 00

of Their

Number

Happy to attend

44

81

Prefer to attend

5

9

2

4

3

6

Prefer not to go
to school at all

No response

54

Total

74
0

Response

another school

Jll

OJo

2

school

Table

Quest. 2(b)

89

48

Always

%

Children's

%

1 00

Parent Satisfaction With Different Subject Areas

Subject

No. satisfied

E nglish

23

Maths
Sc ien c e

21

23

Social Ed.

19

Art

19

LOTE

Drama

Music
Home Econ.

Tech. Studies
Computing

18
17

7

% of number
of students
43

39
43

35
33

35
31

13

24

44

13

24

20

37
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Appendix K

JUNIOR SECONDARY STUDIES CERTIFICATE

(The following information is shown on the reverse side of the
Certificate issued to students).
This certificate is issued to students on the completion of Year 1 0. It
records final results in all Board Approved Curriculum studied
during the three years of junior secondary schooling.
To be eligible to receive a Junior Secondary Studies Certificate. the
student must have:

•

completed three years of junior secondary schooling to Year
10

•

studied all areas of the junior secondary Board Approved
Cuniculum

•

completed Board of Studies assessment requirements

•

satisfied attendance requirements.

The Board Approved Curriculum is the curriculum approved by the
Northern Territory Board of Studies for use in all schools. I t
comprises a number o f subject areas incorporating core object ives
which are considered essential learnings within each of the subjects
in the curriculum as well as other end-points that all students
should aim to achieve. The Board Approved Curriculum comprises
approximately 80% of the total cuniculum offered by the school.
(The recommended minimum time allocation per subject over the
three years is indicated below.) The remaining 20% of time is used by
schools for school-based courses which are reported on by schools.
Computer Education is taught across the whole cuniculum.
(Continued on lhe next page)
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BOARD APPROVED CURRICULUM COMPONENTS for Years 8-10
ENGLISH (400 hours/ 1 0 units)
Oral & WI;tten composition
Oral & �tten comprehension
Study of Language
Study of Literature
MATHEMATICS* (400 hours/ 1 0 units)
Geometry. Functions & Graphs
Measurement. Pattern. Order &
Algebra
Number Probability & Statistics

-There are three levels of Mathematics
2 & 3} with level 1 being the
highest.
(1 .

SOCIAL EDUCATION (360 hours/9
units)
Environmental Studies
Investigation of Past & Present
Societies
Cross Cultural Studies
SCIENCE (360 hours/9 units)
Physical Science
Earth Science
Life Science
CAREER EDUCATION (40 hours/ 1
unit)
Self Awareness
Career Awareness
LANGUAGES OTHER THAN ENGLISH
(280 hours/? units}
Oral. Aural & Written Expression

BUSINESS EDUCATION (80 hours/2
units)
Law in Society
Money in Society
HOME ECONOMICS (80 hours/2
units)
Food and Nutrition
Clothing and Textiles
TECIINICAL STU DIES (80 hours/2
units}
Graphics and Design
Tools and Materials
HEALTH & PHYSICAL EDUCATION
Health (80 hours/2 units)
Personal Health
Community Health
Physical Education ( 1 60 hours/ 4
units)
Sports Skills
Fitness
Outdoor Education
THS ARTS*

Performing Arts ( 120 hours/3 units)
Dance
Drama
Music
Visual Arts ( 1 20 hours/3 units)
Arts
Craft
Design
•students are required to complete at
least one of the Performing Arts and
one of the Visual Arts.

ASSESSMENT AND GRADING OF ACHIEVEMENT
For Board moderated subjects gradings are awarded by the school
b u t are externally moderated across all secondary schools in the
Northem Territory to ensure comparability. Final grades in English
and Mathematics combine an externally assessed component (30%)
and a moderated component (70%). Grades are awarded using the
following scale.
A* Outstanding

20

C

Competent

1 3- 1 1

A

Very High

19- 1 7

0

Marginal

10-8

B

High

16-14

E

Low

7-0
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Appendix

L

BRENNAN HIGH SCHOOL COUNCIL
YEAR 8 AND 9 STUDENT SURVEY
For each question tick the box which fits you best or write an answe r.
I.

When did you start a t Brennan High School?

D
D
D
D

* at the beginning of last year
* partway through last year

2.

*

at the beginning of this year

*

partway

through

this

year

When i t is time to select units for the next two terms. who do you talk
to about your selection?
*

your

teachers

*

your

friends

*

your

parents

D
D
D

For Questions 3 to 7. tick the box which fits you best.
3.

D
D

have enough time to make m y u n i t selection

need more t i me to make m y u n i t selection
4.

have

d i fficulty

selecting

units

because

there

are

more

than

D
D
D

want to do
can find six first choices. but not six second choices
have d i fficul t y even

fi n d i n g

six

first choice

have d i fficu l t y selecting units because

5.

don't l i k e having t o d o any

at a l l
I

have

difficulty

selecting

units

because

there

aren't

enough

ones I want to do
I

don't

have

d i fficulty

selecting

units

because

I

d i fficulty

selecting

units

because

there

compul sory
I don't
reaI Iy

have

know

have asked to change the units I have been given
h a v e been at this school.

1

are

D
of

the

many

are

D

LJ

many

D

want to do
6.

six

D

t i me s w h i l e
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7.

(a)

like

I

being

in

classes

with

because they can help m e with
I

students

who

are

older

than

me

my work

like being in classes with students who are older than me for other

reasons
I f you ticked the last box, write your reasons

_
_
_
_
_
_
_
_
_
_
_
_

(b) I don't like being m classes with students who are older than me
because they tease me or pick on me when I don't know things
I

don't

like

being

in

classes

with

students

older

than

me

reasons
If you ticked the last box write your reasons

(c)

I

don ' t

m i nd

younger than me
8.

I

whether

0

am

In

D

for other

0

_
_
_
_
_
_
_
_
_
_
_
_

classes

with

students

older

or

Because Brennan H i g h School i s a s m a l l school, there have been
problems with the time it takes for the staff to collect all the unit
selections from students and make u p a new timet able each term.
Some of t h e problems are caused b y students who do not hand i n
their choices i n time. O t h e r problems are caused by o n l y a few
students selecting a particular u n i t , and then other u n i t s having t o
be found for them.
The following alternatives are being considered for Brennan High
Tick the alternative you think you would be best for
School for 1 994.
both students and staff.

D

(a) The present

D

(b)

Year 8 students are put

in classes by the school

for all

their

(c)

Year 8

i n classes by

for a l l

their

D
D

system

in

which students choose a l l

u n i t s (starting

i n Semester 2 for Year 8 students).
subjects. Year 9 and 1 0 students are put in classes by t h e school for
English and Maths. and are able to choose their other four u n i t s
each term.
students

are put

the school

subjects. Year 9 and I 0 students are put i n classes by the school for
E n g l i s h , Maths, Science and Social Education and are able to
choose their other two units each term.
(d) Year 8 and 9 students are put i n classes by the school for all

their subjects. Year 1 0 students are put in classes by the school for
E n g l i s h , M a t h s , Science and Social Education, and are able to
choose their other two units each term.
Write any reasons
a lternative

you can think

of for choosing that particular
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M
BRENNAN HIGH SCHOOL COUNCIL
YEAR 10 STUDENT SURVEY

For each question, tick the box which fits you best or write an answer.
I.

When did you start at Brennan High School?

D
c
D
D
D
D

* at the beginning of 1990
*

through

1 990

*

at the beginning of last year

*

partway

*

at the beginning of this year

*
2.

partway

partway

through

through

last

this

During the t i m e you
select u n i ts for the
select i o n ?
*

your

teachers

*

your

friends

*

your

parents

year

year

have been at the school, when
next term, who d i d you talk

i t was time to
t o about your

D
D
D

For Questions 3 to 8, tick the box which fits you best.
3.

D
D

h a d enough t i m e t o make m y u n i t selection
needed more time to make my unit selection

4.

had

difficu lty

selecting

units

because

there

are

more

than

D
D
D

want to do
could find six first choices, but not six second choices
had difficulty even finding
5.

six

first choices

had difficulty selecting units because

didn't like having to do any

D

at all
I

had

difficulty

selecting

units

because

there

weren't

enough

selecting

units

because

many

are co

ones I wanted to do
I

didn't

have

difficulty

and I had to do them
I

didn't

have

difficulty

selecting

units

because

there

are

really wanted to do
6.

I have asked to change the units I have been given

I have been at this school.

six

D

of the

D
�pu
y
l

plenty

ry
I

D

times

while
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7.

I

have completed

all

the

required

with �an �

subjects for the JSSC

problems
I

have

completed

all

have not

been

required

subjects

for

the

JSSC

the subjects into the time available

problems fitting a l l
I

the

able to complete

all

the

required

but

subjects

1

had

for

th�

JSSC
If you ticked the last

8.

(a)

I

like

being

box, write the reason

_
_
_
_
_
_
_
_
_
_
_
_
_

in

classes

with

students

who

are

older

because they can help me with my work
I

l i k e being in

than

D

m�

classes with students older than me for other re a s o n �

D

I f you ticked this box. write your reasons

_
_
_
_
_
_
_
_
_
_
_
_
_
_

( b ) I don't like being i n classes with students who are older t han me
because they tease me or pick on me when I don't know things
I

don't

like

be i n g

in

classes

with

students

older

than

me

reas o n s
If you ticked this box. write your reasons

like being in classes with

(c) I

(d)

I

don't

younger
9.

mind

than

whether

the

D

_
_
_
_
_
_
_
_
_
_
_
_
_
_

D

tudents younger than me

I f you ticked this box, write your reasons

D

for other

_
_
_
_
_
_
_
_
_
_
_
_
_
_

students

in

my

classes

me

are

older

D

or

Because Brennan H i g h School i s a s m a l l school, there have been
problems with the time it takes for the staff to collect all the unit
s e l e c t i o n s from students and make up a new timetable each t e r m .
Some of the problems are caused b y students who do not hand i n
thei r choices i n t i m e . Other problems are caused b y o n l y a few
students selecting a particular u n i t . and then other units having to
be found for them.
T h e following alternatives are being considered for Brennan H i g h
School for 1 994.
Tick the alternative y o u t h i n k you would be best for
everyone.

D

(a) The

present

system

in

which students choose a l l

i n Semester 2 fo r Year 8 students).

units (starting

206

D
D
D

(b)

Year 8 stude n t s are put m classes

the school

for a l l

their

1n classes by the sch o o l

for a l l

th t> i r

by

subjects. Year 9 and I 0 students are put in classes by the school f0r
English and Math . and are able to choose their other four unib
each term.
(c) Year 8 students are put

subjects. Year 9 and I 0 st u dents are put in classes by th e school fN
E n g l i s h . Maths. Science and Social Education and are abk t o
choose their other two units each term .
( d ) Year 8 and 9 students are put in c la ss e s by t h e school

for a l l

their s u bjects. Year 1 0 students are put i n classes b y the school for
English
Maths. Science and S o c i a l Education. and are ah le to
choose their other two units each term.
,

Write any reasons you c a n
a l te r n a t i v e

think

o f for choosing that

particular
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Appendix

BRENNAN HIGH SCHOOL COUNCIL
PARENT

Dear

SURVEY

Parent/Guardian,

H i g h S c h o o l has been operating w i t h a u n i t i s ed \' C r t i c a l
Brennan
I n t h i s type o f ti metable. the work t o be
timetable for the last six years.
studied in each subject by Year 8. 9 and 10 students i s divided into term
u n i t s . (Year I I and 1 2 follow a different system.) In order to fulfil the
Department of Education requi rcments for the J u n i o r Secondary School
Certificate (JSSC). some units are compulsory and students must qudy a
certain number of additional units i n English, Maths, Science and Social
Education. Students have free choice o f some other units. Students are
given the opportunity to choose when they want to do the d i fferent u n i t s .
a l l o w i n g for the fact that they must study some u n i t s first before they can
study others i n certain subject areas.
T h i s system was chosen by the Principal and staff i n 1 986 because they
believed that it allowed students to study a program o f work which suited
to d e v e l o p a s e n s e of
helped students
also
It
pers o n a l l y .
them
respons i b i l i ty for t h e i r own studies, and the a b i l i t y to make important
choices. They also believed it was better because it allowed parents to have
more say in their c h i l d ren's education.
When t h i s system commenced Brennan H i g h School was staffed much
better than i t i s now, with three Assistant Principals and more Senior
teachers, to carry out the a d m i n i strat i v e work i n v o l ve d i n a l l o w i n g
students to make choices. Following t h e financial cuts o f 1 987 and last
year, the staffing of the school has been considerably reduced. and t h i s
h a s caused additional problems i n administering t h e system.
The Principal, staff and School C o u n c i l are considering changes w h i c h
c o u l d b e made to reduce some o f t h e w o r k load of t h e e x i s t i n g system.
w i t h o u t c o m p r o m t s t n g a l l the p r i n c i p l e s w h i c h led to the vertical
timetable system being chosen i n the first place. T h e s e c h a n g e s w o u l d
1 994, b u t
n o t b e introduced before
in
involved
complete a l l t h e work

plenty of t i m e is needed
maki n g t h e changes.

to

I t would b e very helpful i n making decisions about what changes should
be made i f you would complete the survey below by either ticking t h e
m o s t appropriate box. o r c o m p l e t i n g the information a s k e d for. Please
return the Survey with your son o r daughter to their Home Group teacher
2 01 1 1 / 9 2 . I f you have more than o n e c h i l d at the school please
by
complete
I.

the

i n formation

for each one

in

the appropriate

boxes.

Please list the children you have at Brennan High School i n Years 8 ,
9 and I 0. and when t h e y started at t h e s c h o o l ( n a m e s a r e not
r e q u i re d ) .
Student N o .
I
2

3
4

Age of Student

When started at Brennan

HS
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2.

Students are asked to select their units during Term .t tfor the fir:;t
two terms of the following year) and during Term 2 ( for Terms 3 �md
4). Their selection form should be signed by you before it ts returned
to school.
STUDENT NO.

(a) Do you sign the unit selection form

D D D L
o o n c
D O D D

always
someti mes
never

(b) Do your children discuss their unit selection with you al ways

D O D D
D O D D
D O D D

s o m e t i mes
never
3.

Do you feel that your children are happy
would

to

attend

Brennan

High

D O D D

School

prefer to attend another school

would prefer not to have to go to school at all
I f you

indicated either o f the

last

two

D O D D
D O D D

alternatives,

please

give

any

reasons you are aware of

_
_
_
_
_
_
_
_
_
_
_
_
_
_
_
_
_
_
_
__

4.

Please tick the boxes next to each of the following subjects i f you feel
that your chi ldren have studied enough of each of them and you are
satisfied with their work in those areas.

D
D
D
D

English
Maths
Science
Social
F o re i g n

Education

Drama
Music

Computing

D
D
D
D

D O D D
D O D D
D O D O

Art

Woodwork,

D
D
D
D

D O D D

languages

Cooking and

O
O
O
O

D O D D

Sewing
metalwork,

technical

drawing

D O D D
D O D D
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Please

make

any

comments

you

wish

on

any

of

the

subj�ct

ar�a -..

listed above

5.

The following alternatives are being cons idered for Brennan High
Please tick the alternative you consider would be besl.
for 1994.

D
D
D
D

6.

(a)

The

present

system

in

which

students choose a l l

units

s�·hot)l

( � tarting

Semester 2 for Year 8 students).

1n

(b)

Year

8

students

are

put

in

classes

by

the

school

for

all

t he i r

(c)

Year

8

students

are

put

in

classes

by

the

school

for

all

their

subjects. Year 9 and I 0 s tu d e nts are put in classes by t h e school for
E n g l i s h and Maths. and are able to choose their other four units each
term.
subjects. Year 9 and 1 0 students are put i n classes by the school for
E n g l i s h , Maths. Science and Social Education and are able t o c h oose
t h e i r other two u n i t s each term.
(d) Year 8 and 9 students are put i n classes by

the school for a l l their

Year I 0 students are put i n classes by the school for English.
Maths, Science and Social Education, and are able to choose their ot he r
two u n i t s each term.

subjects.

Please write any other comments you would like to make about any of
the above questions or any other a pect of the school.

Brennan High School
and assistance.

H i lary Fowler
Brennan H i g h School

Council

Council

thanks

you

Chairperson

very

much

for your cooperation
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0

BRENNAN HIGH SCHOOL COUNCIL
STAFF SURVEY

Please c o m p l e t e
appropriate.
I.

the

information

as

required

or

tick

the

box

,, her�

Subjects taught i n 1 992 - please
underline

any

subjects which are

outside your normal teaching area
(names of subjects is sufficient,
details of units not required)

If

you

are

teaching

any

subjects

outside

your

normal

teaching

area.

please comment briefly on the reason/s for this

2. Length of time at Brennan High School

I

yrs

3.

I

yrs

Total

teaching

experience

4. Sex
5.

Male

D

Female

Have you taught at any other v e r t i c a l l y
*

*

Yes

in the NT

6. Have you taught at any
*
*

Yes

elsewhere

Yes
Yes

e l s e w here

D
D
D
D

7. What is your position w i t h i n the school?
*

Band

*

Master Teacher Level

*

Master Teacher Level

*

I

teacher

2

Master Teacher Level 3

*

ET I

*

Assistant

*

Principal

P r i n c i pa l

timetabled

other n o n - v e r t i c a l l y

in the NT

D
D
D
D
D
D
D

D
No
No

school

D
D

t i m e t a b l ed

No
No

-

school -

D
D
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8.

From

week

your

units

experience

in

this

advantages/disadvantages
(a)

Obtaining

effective

of

teaching

school

or

with

regard

of

students

knowledge

unitised

el sewhere.
to

the

following

(b)

on

I0
the

aspects.

strengths/weaknesses

as

required

for

Students
in

competence

Yrs 9 and

Disadvantages

1n

assumed

prereq u i s i te

Teaching

units

knowledge

for

units.

I 0.

Disadvanta ges

A d v a nt ages

(c)

timetabkd

comment

teac h i n g .

Ad v a nt ages

especially

vertically
please

which

are

usually

taught

in

a

strict

sequence,

Maths and LOTE.

Advantages

Disadvantages

eg.

212

(d)

C l a s s room

discipline/students'

behaviour.

A d v an tages

Disadva ntages

( e ) Counselling students re unit selection (either as a classroom teacher or
Horne Group teacher). especially the time required and the interest of the
students in the process.
Advantages

( f)

Students w h o fail

u n i t s and therefore are unable to progress.

Advantages

(g)

Compulsory

Disadvantages

uni ts/record i n g core/folios

Advantages

D i s ad v a n t a g e s

for Y r

I Os.

Disadva ntages

213

( h ) Classes with students of mi xed year groups.
A dvantages

D i s a d ,. a n t a g e s

9. Would you prefer *

I 0 week

*

20 week (Semester) units

*

Year

*

a

(term) units

courses

m1x

of

I0

and

group/a b i l i ty/subject

20
area

week
of

units,

the

class

D
D
D

depending

D

on

the

year

Briefly outline your reasons for your answer

I 0. The following options are being considered for Brennan
Please indicate which option you prefer.
for 1 994.

D
D
D
D

(a)

The

present

(b)

Year

8

system

in

which

students

High

choose

School

all

units

1n
S e m e s t e r 2 for Y e a r 8 s t u d e n t s ) , t a k i n g i n t o
( s ta r t i n g
considerat i o n compulsory u n i t s r e q u i red b y t h e Department o f
Education. prerequ isites and pre v ious record.

students

be

placed

into

all

classes.

Year

9

and

10

students be placed in classes for Maths and English and be able to
choose their other four u n i t s each term.
(c)

Year

8

students

be

placed

into

all

classes,

Year

9

and

10

students be placed in classes for English, Maths. Science and Social
Education and be able to choose their other two units each term.
(d) Students are able to choose two units per term only in Year

1 0.

Briefly o u t l i n e y o u r reasons for your choice

11.

Additional

comments:

_
_
_
_
_
_
_
_
_
_
_
_
_
_
_
_
_
_
_
_
_
_
_

