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Abstract 

This study focuses on teachers as peer-learners and producers of social capital in a 

global context of ongoing educational change and a national context of current 

curriculum change (Australian Curriculum, Assessment and Reporting Authority 

(ACARA), 2010) at the beginning of the twenty-first century. More specifically, it 

investigates the network-based professional learning of specialist teachers 

responding to mandated curriculum change in Queensland, Australia, in the first 

decade of the century. The specialist teachers studied are teachers of languages 

other than English (LOTE) and the specific mandated curriculum change they are 

responding to is the introduction of the first-ever formal languages syllabus for 

primary and lower-secondary school students in the state of Queensland.  

The curriculum change challenges associated with implementation of this new 

syllabus (Queensland School Curriculum Council (QSCC), 2000) were many and 

varied. An investigation of specialist language teachers’ reported experience of 

collaborative professional learning within their regional, non-school-based teacher 

networks during this time of curriculum change had the potential to provide some 

unique understandings about teachers as lifelong learners responding to change. 

Accordingly, the research was designed to address the broad question: What is the 

experience of change, professional learning and network participation for specialist 

languages teachers attempting to implement a new syllabus in this particular context 

of curriculum change? The main purpose of this exploration and analysis, using a 

qualitative (interpretive) multiple case-study approach, was to gain a better 

understanding of these processes, from the perspective of the teachers themselves, 

to inform the design of professional learning experiences for languages teachers,  

and others, during future curriculum change efforts, such as the implementation of 

the new Australian Curriculum – Languages (ACARA, 2011).The findings of this 

study are presented in a narrative report containing a rich description of the 

curriculum change research context and the meanings constructed by the teacher-

participants, and the researcher, in that context. 

A significant difference between this study and previous studies involving teachers’ 

networking is that the four networks investigated in this study are non-school-based 

and therefore teacher-led. In the absence of any school leaders to oversee 

proceedings at their off-campus network meetings, the specialist teachers 
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themselves take the initiative and, through socially productive interaction in their local 

practice communities, producing and drawing on both knowledge-building and 

identity-building capital, they lead their own professional learning in response to 

curriculum change.  

Findings from the four networks in this study indicate that three key, specific aspects 

of the knowledge-base for teaching were expanded through network participation. In 

the process of collaboratively constructing or re-constructing knowledge in these 

areas, the specialist language teachers also modelled the very attributes of lifelong 

learners that they are meant to promote in their own classrooms. Interestingly, 

though, most of the teachers demonstrated a low level of self-awareness in this 

identity area of knowledge growth, that is, knowledge of self as a learner. What they 

did voice consistently was their awareness of the ‘other’ and the important role of 

others, such as peers, mentors and system-level personnel, in motivating and 

sustaining them, both as teachers and as learners. They considered, however, that 

system-level support was inappropriate and/or insufficient, having been withdrawn 

too early for sustainability of the curriculum reform effort. 

A strong message of the collective languages teacher ‘voice’ in this study is that 

peer-support is crucial, not only directly as an aid to practical professional learning 

but also indirectly, as a contributor to the development of a strong sense of self-

efficacy, which motivates individual teachers, enabling them to confidently undertake 

further professional learning and thus successfully implement curriculum change. 

This simultaneous knowledge-building and identity-building through interaction is 

represented in the new Model of Peer-mediated Teacher Change and Professional 

Learning in Networks that has been conceptualised and proposed as an outcome of 

this research. A network-based Social Capital model of this kind is recommended as 

a more appropriate response to curriculum change implementation challenges in the 

future. The study may also lead to further potentially useful research on the role of 

networks and network-situated knowledge- and identity-building in other professional 

learning contexts. 
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CHAPTER 1:  THE RESEARCH DEFINED 

1.1 INTRODUCTION 

The broad area of concern in this thesis is teachers as peer-learners and 

producers of social capital in a global context of ongoing educational change at 

the beginning of the twenty-first century. More specifically, the investigation is 

focussed on the network-situated, peer-mediated professional learning of 

specialist teachers responding to mandated curriculum change in Queensland, 

Australia, in the first decade of the century. The specialist teachers are teachers 

of languages other than English and the mandated curriculum change they are 

responding to is introduction of the first-ever formal languages syllabus for 

primary and lower-secondary school (i.e. Middle Years) students in the state of 

Queensland. 

A significant difference between this study and previous studies involving 

teachers’ networking is that the networks investigated here are non-school-

based and therefore teacher-led. In the absence of any school leaders to 

oversee proceedings at their off-campus out-of-school-hours network meetings, 

the specialist teachers themselves take the initiative and, through productive 

interaction in their local practice communities – producing and drawing on both 

knowledge-building and identity-building capital – they lead their own 

professional learning in response to curriculum change.  

From my perspective as a former languages teacher, a current teacher-

educator of almost twenty years’ standing and a committed lifelong learner, this 

type of socially constructed professional learning in a network setting is of great 

interest, both personally and professionally. On a personal level, I am 

passionate about languages and cultures education and very supportive of 

those who teach in this area. In my professional life, my role as a facilitator of 

teacher development, both pre-service and in-service, demands an intense 

interest in processes and strategies which promote teacher change/growth in 

effective, life-giving ways. Network-situated learning, it seems to me, provides a 

potentially strong basis for continued professional growth; and it could result in 

the kind of ‘self-sustaining and generative change’ that has been proposed as a 
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positive ideal for teachers’ learning (Franke, Carpenter, Fennema, Ansell & 

Behrend, 1998).  

By contrast, the research literature on educational change (e.g. Butler, 

Lauscher, Jarvis-Selinger & Beckingham, 2004; Desimone, Porter, Birman, Garet 

& Yoon, 2002; Eisner, 2000; Ingvarson, 2005; James & McCormick, 2009) 

suggests that the most frequently accessed type of professional learning 

experiences, that is, traditional top-down approaches, seldom achieve lasting 

change. This negative assessment of the effectiveness of one-off professional 

development (PD) ‘events’ is supported by my personal experience and 

observations over a period of thirty-five years. 

 A more positive trend within the teacher-development research literature of the 

past decade or so has been the reporting of some small-scale network-focused 

studies with more promising results. These early network-studies, mostly 

American and British, (e.g. Beatty, 2000; Caine & Caine, 2000; Duncombe & 

Armour, 2004; Lieberman, 2000; Lieberman & Grolnick, 1996; McDonald & 

Klein, 2003; Pennell & Firestone, 1998; Redding & Kamm, 1999; Zederayko & 

Ward, 1999) were undertaken in most cases with school-based networks of 

generalist teachers. Although their sociocultural contexts differ, geographically, 

temporally and operationally, from those of the Australian languages-specialist 

networks in this study, the pioneering international studies – and subsequent 

network projects in Britain and elsewhere (e.g. Caldwell, 2009) – nevertheless 

reveal the possibility that networking and network-situated learning may 

facilitate the kind of self-sustaining and generative change referred to above, in 

a way that the traditional event PD (e.g., Jacobsen, Clifford & Friesen, 2002; 

Ingvarson, 2005) has failed to do. 

Meanwhile, much research attention has been given to a similar type of social, 

situated professional learning, namely on-the-job learning in Communities of 

Practice (CoP) (Wenger, 1998), predominantly in the business world but also 

elsewhere (Hildreth & Kimble, 2004; Wenger, McDermott & Snyder, 2002; 

Wenger & Snyder, 2000). The concept has been adapted for classroom and 

whole-school use; and a number of these school-based CoP situations have 

been evaluated by educational researchers (e.g. Allee, 2000; Caldwell, 2009; 
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Hartnell-Young, 2003, 2009; Lamb, 2010; Little, 2002; Vescio, Ross & Adams, 

2008). Many of these international Communities of Practice studies focus on 

students as CoP members, but even those which deal with teachers as 

members of a professional learning community do so within the context of a 

particular school, where all (generalist-teaching) members of staff are involved 

in a single campus community. There have been few empirical studies 

anywhere – and, as far as can be ascertained, none in Australia, specifically – 

that have examined the actual experience of specialist teachers participating in 

off-campus Communities of Practice and engaging in network-situated 

professional learning at a time of curriculum change.  

Hence the focus of this study on exploration and analysis of socially-situated 

approaches to professional learning for subject specialist teachers, with a view 

to better understanding the experience of non-school-based networking and its 

potential to produce social capital (Adam & Roncevic, 2003; Coleman, 1998; 

Lin, 2001; West-Burnham & Otero, 2006), especially at a time of significant 

change. The social capital production referred to here is that which may be 

realised as interaction-stimulated teacher growth in both knowledge and identity 

(Falk & Kilpatrick, 2000; Hean, Cowley & Forbes, 2003). This is the first of 

several key terms from the title of the thesis that warrant definition here in this 

introduction to the study. The remaining terms, all bolded for emphasis in the 

paragraphs that follow, are:  curriculum change (in a broader context of 

change); specialist languages teachers; networks; non-school-based 

networking; and professional learning. 

Change is something teachers constantly face. With the quickening pace of 

change in the late twentieth century, due largely to “the effects of globalisation 

and the burgeoning of multimedia and information technologies” (Groundwater-

Smith, 2007, p.137), education has become a global commodity (Burbules & 

Torres, 2000) – and one which must change constantly to align with significant 

changes in the structure of the world’s economic, political, social and cultural 

systems. This observation about the speed and relentless nature of educational 

change in “New Times” (Hall, 1996) applies to the international education scene 

(e.g. Barber, 2006; Eisner, 2000; Fullan & Earl, 2002; Morris & Scott, 2003; 

Siemens, 2008) and equally to the nation of Australia. Here, educators at all 
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levels have been involved with the development, implementation and evaluation 

of numerous state and national curriculum initiatives throughout the nineteen-

nineties (Glatthorn, 1993; Griffin,1997) and now again in the 2000s (Harris & 

Marsh, 2005; Kerr, 2006; Moss & Godinho, 2007; Reid, 2005; Wilson, 2006). At 

the time of writing this thesis, the new national curriculum for Australian Schools 

(Australian Curriculum, Assessment and Reporting Authority (ACARA), 2010) 

was being “rolled out”, ready for initial implementation in 2011, in some subject-

areas at least. Languages are in the second phase, so very soon Australian 

languages teachers, including those in Queensland, will be faced with another 

major curriculum change. Thus, lessons learnt from this study may prove to be 

timely in guiding teachers’ and policy-makers’ responses to that new change 

situation. 

In the first decade of the twenty-first century, when this study took place (with 

data-gathering occurring in the mid- 2000s), the amount of curriculum change 

was significant. All teachers in the Australian state of Queensland had to adjust 

to the national developments, as well as to educational changes at the state 

and system levels. Teachers in both primary and secondary schools were 

confronted with professional learning challenges relating to implementation of 

new Key Learning Areas (KLAs) based on an Outcomes Approach to teaching 

and assessment (e.g. Queensland School Curriculum Council, 2000). 

In addition to this generalised change, the subject-specialists in this study faced 

a unique educational change situation, in that they had never before had a real 

syllabus to work from in their curriculum area. The teachers referred to are 

specialist languages teachers, teachers of languages other than English 

(LOTE), and for them the curriculum change at the time of data-collection for 

this research was significant. In addition to the general educational changes 

occurring in their workplaces, these teachers were coping with implementation 

of a new Years 4-10 Languages other than English Syllabus (Queensland 

School Curriculum Council, 2000). They had to make the transition from a 

home-grown, highly flexible ‘LOTE program’, with no official syllabus, to an 

embedded-content, task-based, outcomes-oriented, technologically 

sophisticated syllabus package. This created many new challenges and 

professional learning opportunities for teachers, as evidenced in teacher 
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feedback from the syllabus trial (Carr, Commins & Crawford, 1998). Apart from 

the Syllabus Trial Evaluation Report referred to here, no other research has 

been undertaken to explore the experience of languages teachers coping with 

this curriculum change. While the Trial Evaluation Report did provide some 

indication of the implementation challenges, and the consequent professional 

learning challenges, of the new syllabus, it remained unclear exactly how 

languages teachers using the real syllabus for teaching and assessing real 

learners in the long term – as opposed to merely participating in the short trial – 

were responding, in terms of professional knowledge-building and professional 

identity growth or change.  

One observed response to these challenges and opportunities has been a greater 

willingness, on the part of languages teachers, to band together with other 

equally-isolated specialist teachers of languages from schools in the same region 

or local metropolitan area, to form or develop collaborative networks, in an effort 

to cope better with curriculum change through interaction and co-operation with 

colleagues. Around the state of Queensland, a number of such networks have 

formed. Those that have arisen more or less spontaneously tend to be small 

groups of teachers of a particular language who gather informally in their local 

areas. In addition, the Modern Language Teachers’ Association of Queensland 

(MLTAQ Inc.) has been responsible for establishing more formalised networks 

called Branches in four regions of Queensland plus, more recently, language-

specific branches for French and German teachers. These have all been “grass-

roots” developments, established by teachers in response to teacher needs.  

Other networks have arisen under the auspices of particular organisations, such 

as the Association of Independent Schools of Queensland, or employing 

authorities, such as Education Queensland (EQ) or the various Catholic diocesan 

education systems around Queensland – in Brisbane, Cairns and Townsville, for 

example.  

This kind of non-school-based networking – involving as it does interaction 

and collaboration with other members of the profession from the same teaching 

area but different school contexts – is likely to be, I propose, at least as 

beneficial as school-based networking, which appears to be confirmed now as a 

source and site of professional learning for many generalist teachers who meet 
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regularly within their own school communities (e.g. Caldwell, 2009; Geijsel, 

Sleegers, Leithwood & Jantzi, 2003; Lamb, 2010; Leonard, 2002; Lieberman & 

Miler, 2001; McDonald & Klein, 2003; Mawhinney, 2010). However, the power 

of networking in this study is that it is not – and cannot be – school-based, given 

the lack of language teaching peers in any one school. 

It is my contention that distancing professional learning from the school setting 

and therefore from direct principal-leadership renders this non-school-based 

form of networking potentially empowering for teachers. In particular, it has the 

potential to be a particularly significant and personally-supportive form of 

professional learning for specialist languages teachers who are mostly 

peripatetic, having no one school community to call their own.  This highly 

diversified and mobile work-context produces specialist languages teachers 

who tend to believe that, as itinerants, they lack status as well as a sense of 

belonging (Endicott, 1997). Consequently, it is posited, the non-school-based 

networks formed, or joined, by specialist teachers have the potential to be all 

the more important to them, both psychologically and professionally, to offset 

their sense of isolation and lack of confidence in their professional standing. 

The languages teachers are likely, it seems, to find networking especially 

significant in this regard at a time of curriculum change, when there are new 

challenges and an expectation, on the part of their employers, that they will 

engage in further professional learning to meet the new challenges.  

To complete the definition of key words from the title of this thesis, the 

professional learning explored in this study is that which is experienced by 

teachers as pertaining directly to their professional lives, that is, their work as 

teachers of one or more languages in a primary and/or lower-secondary school 

context. According to the sociocultural theory of learning ascribed to by many 

current educators, including myself, learners are ‘persons in contexts’ (Herrenkohl, 

2008, p.673). That is, the manner and matter of learning are both influenced by 

the context in which a person learns: ‘What we learn and how we learn is [sic] 

governed by the culture and the society in which we live, and our responses to 

them’ (Ashman, 2009, p.6). 
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Like many other educators, I also believe that learning is a process rather than a 

product, something constructed in a particular context, not merely transmitted 

(Atherton, 2009; Galloway, 2001; Putnam & Borko, 2000). Moreover, it is my belief 

that Vygotsky’s (1978) concept of ‘mind in society’, developed further by Bruner 

(1990) and others, rightly emphasises the social foundations of cognition and the 

cognitive value of peer interaction (Forman & Cazden, 1998; Penlington, 2008; 

Stahl, 2003). Thus new learning is not merely constructed in the mind of the 

individual alone, as in the Constructivist view, but through interaction with persons 

and resources in the learning environment (Forman & Cazden, 1998; 

Scardamalia, 2002). According to this view, which could be dubbed ‘Sociocultural-

Social Constructivist’, learning is conceptualised as a socioculturally-situated, 

active and interactive lifelong process involving the construction of new 

interpretations of knowledge that are generated from past understandings (Crotty, 

1998), and generated socially, through the mediation of others (Vygotsky, 1978; 

also  Bruner, 1990; Dufficy, 2005; National College for School Leadership, 2009). 

In the current research context, the ‘others’ are language teaching peers; the 

interactive processes are those located in or stimulated by the network meetings 

with peers; and the set of past understandings that forms the foundation for new 

professional learning with and through those peers is operationalised as a 

knowledge base, of the kind described by Shulman (1987), but taken somewhat 

further.  

Shulman’s Knowledge Base for Teaching consisted of seven parts originally: 

knowledge of educational contexts; knowledge of educational ends, purposes, 

goals; knowledge of curriculum; content knowledge; pedagogical knowledge; 

pedagogical content knowledge; and knowledge of learners. However, in this 

study, I originally justified reducing this to a set of six categories (See rationale in 

Section 3.3.2), with Pedagogical Content Knowledge (PCK) considered as the all-

encompassing, overarching category, as per Turner-Bisset’s (1999) schema,  

leaving the remaining six aspects of teacher knowledge as sub-categories of PCK. 

However, subsequent analysis of this modified schema, in view of my  growing 

belief in the social constructedness of teacher knowledge and the importance of 

teacher identity-building (Day, 2007) as a part of social knowledge-building, led 

me to believe that even this modification was insufficient. It was insufficient, it 
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seemed, for New Times (Hall, 1996, pp.224-225) which have been characterised 

by massively increased availability of knowledge and information technologies for 

connectivity and sharing in professional learning. In such an era, network-based 

teacher-learners can be conceptualised in a whole new way: as producers of 

Social Capital (Adler & Kwon, 2002; Falk & Kilpatrick, 2000; Hean et al., 2003; 

West-Burnham & Otero, 2006); as participants in knowledge-building within 

Communities of Practice (Wenger, 1998; also Gregory, 2010; Hartnell-Young, 

2003, 2009); and as persons who ‘need a professional knowledge base that 

includes a knowledge of their own and their students’ socially constructed 

pedagogic identities’ (Exley, 2005, p.19). Therefore, in acknowledgement of the 

above, I include a seventh sub-category of PCK, Knowledge of Self as Teacher-

Learner. 

In summary, professional learning may be defined in the context of this research 

study as any actively constructed new interpretations of these seven kinds of 

knowledge, generated from past understandings (the existing knowledge-base for 

teaching) in social contexts and relating to knowledge-building and identity-

building for the profession of language teaching.  

Another term used in the field of inservice teacher education research, and in 

this thesis, is Professional Development (PD).  Although I acknowledge that this 

traditional term and its abbreviation have largely been superseded by the 

language of ‘professional learning’ in recent years, the older terms are still used 

in this thesis, especially where other researchers, authors or teacher-

participants are being quoted directly or indirectly, using the older terminology. 

Likewise, with the term LOTE, now disparaged by many educators as being too 

negative in its portrayal of other languages (defined as they are by ‘not being 

English’), I have chosen to retain the former usage where historically 

appropriate and to replace it with ‘languages’ in other cases. ‘Languages’ is the 

term used in the National Statement for Languages Education in Australian 

Schools (Ministerial Council on Education, Employment, Training and Youth 

Affairs, 2005), ‘in place of the term ‘Languages Other Than English’ and refers 

to all Languages other than English, including Australian Indigenous languages 

and AUSLAN’ (p.2).  
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In the remainder of this first chapter, the research site is described briefly (Section 

1.2), with much more contextual detail provided in Chapter 2. The research 

problems are then identified and justified, and specific questions to guide the 

research are outlined (Section 1.3); the purpose is explained (Section 1.4); the 

design of the study is presented (Section 1.5); its significance and limitations are 

discussed (Sections 1.6 and 1.7); and, finally, an overview of the remainder of the 

thesis is provided (Section 1.8). 

1.2 THE RESEARCH CONTEXT 

Context is a vitally important aspect of this study wherein a sociocultural 

perspective has been adopted for exploration and analysis of teachers as 

learners. Since a belief in the importance of context-for-and-as-learning 

(Ashman, 2009; Borko, 2004; Herrenkohl, 2008; Lave & Wenger, 1991; Rogoff, 

2003) underpins this study, considerable contextual detail is provided, both here 

and in the dedicated “Curriculum Change Context” chapter of this thesis (See 

Chapter 2 for details of the wider socio-historical and policy context of this 

study.). To paint the picture here in broad brushstrokes, the research reported 

in this thesis was undertaken in a particular time, the first decade of the twenty-

first century, and a particular place, the state of Queensland, Australia.  

Within this context, four even more specific situations were selected for 

investigation; namely, specialist language teacher networks from four different 

locations within the state. These four different contexts provide a range of 

perspectives on networking and a range of collaborative professional learning 

experiences, as explained in the Research Design (see Section 1.5 and 

Chapter 4). One of the networks is a regional branch of the language teachers’ 

professional association, MLTAQ. The remaining three networks are language-

specific, each consisting of specialist teachers who teach the same language 

within the same geographical area, either at upper primary (Years 6 and 7) and/or 

lower secondary (Years 8 and 9) level. Two of these three language-specific 

networks are regional and have predominantly government employees (Education 

Queensland teachers) as members, while the third is made up of teachers 

employed by a smaller, non-government system in a metropolitan area, Brisbane 

Catholic Education. 
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Because the networking teachers see themselves as very much situated within 

their particular system of education and very much influenced by its policies and 

procedures, these two systems need to be examined briefly here, to establish for 

the reader the system-level context of the networking, with further details of the 

wider educational context being provided in Chapter 2. 

(a) The Education Queensland (EQ) languages teachers’ networking 
context 

Education Queensland is a very large employer of teachers and other education 

personnel, having over 40,000 persons on its payroll. Of these, approximately one 

thousand are teachers of languages other than English. The research participants 

belonging to Networks A, B and D are all such state employees. 

Teachers employed by Education Queensland faced a range of items on the 

change agenda in the first few years after the onset of the new millennium: 

implementation of the New Basics (Education Queensland, 2000), Productive 

Pedagogies (Queensland Government, Department of Education and the Arts, 

2002b ) and Middle Phase of Learning State School Action Plan (Queensland 

Government, Department of Education and the Arts, 2003) in government 

schools; plus an overarching new policy, Education and Training Reforms for 

the Future (ETRF) (Queensland Government, Department of Education and the 

Arts, 2002a), which affected teachers in all systems. 

In addition, teachers in Queensland at the beginning of the twenty-first century, 

when this study began, were faced with the task of implementing a whole suite 

of new Key Learning Area syllabuses (e.g. Queensland School Curriculum 

Council (QSCC), 2000; Queensland Studies Authority (QSA), 2004) based on 

the outcomes approach to education. For specialist languages teachers in state 

schools, especially those working with middle-schoolers (Years 6-9), this 

curriculum change was particularly significant, as it created the difficult situation 

whereby teachers were attempting to implement a brand-new Years 4-10 LOTE 

syllabus and the Middle Phase of Learning State School Action Plan 

simultaneously. In the process, they were trying to determine the place of LOTE 

in the Middle Phase of Learning (Queensland LOTE Centre, 2005), establishing 

how they could plan for ‘connected curriculum’ in the middle years. All the 



11 

Education Queensland languages teachers in the three regional networks 

participating in this study (Networks A, B and D) were affected by this dual 

curriculum-change situation at the time of data-collection for this study. Since 

that time, a further curriculum change, called the Queensland Curriculum, 

Assessment and Reporting (QCAR) Framework, incorporating Essential 

Learnings and Standards (QSA, 2007) has been introduced but is not referred 

to again in this study, as it is not relevant to the investigation of change 

processes experienced by the teacher-participants at the time of data-collection.  

(b) The Brisbane Catholic Education (BCE) languages teachers’ 
networking context 

Brisbane Catholic Education is one of several smaller systems of education run 

by the dioceses of the Catholic Church in Queensland. It operates in a 

metropolitan area, the state’s capital city, Brisbane, and has only 4000 teachers 

on its payroll, of whom approximately 100 are specialist teachers of languages. 

The BCE network teachers participating in this study (those in Network C) all 

belong to the latter category.  

BCE languages teachers faced many of the same curriculum change 

challenges as their EQ counterparts, such as the ETRF reforms mentioned 

above and the suite of outcomes-based syllabuses to be implemented, but 

there were some significant differences in the teaching and networking contexts 

of the non-state- school teachers in this study. One important variation was that 

these Catholic Education teachers were subject to their system’s decision to 

use different terminology, namely Cultural Literacy and Languages, to replace 

LOTE, reflecting different goals for languages education in Catholic schools, 

with an emphasis on cultural literacy for all. Following this name-change in the 

mid-nineties, a commissioned research project on Cultural Literacy and 

Languages (BCE, 1997) was undertaken by a team from Australian Catholic 

University, led by the present writer (Endicott, 1997). In addition to defining the 

parameters of the new KLA, this research produced four recommendations 

relating to (i) professional development of languages teachers and (ii) the need 

for teacher-collaboration opportunities. These recommendations were actioned 

by BCE central-office staff, who encouraged languages teachers to band 



12 

together in geographically convenient language-specific groups, to begin 

networking.  

The particular BCE network reported on in this study was a group of teachers of 

a particular language located in a particular part of the metropolitan area. In 

setting up this network, these teachers were supported by the BCE curriculum 

officer for Cultural Literacy and Languages and, to a lesser extent, by myself as 

a university-based critical friend.  

1.3 IDENTIFICATION OF THE RESEARCH PROBLEM 

As a teacher and lifelong-learner myself, I have always been interested in the 

concept of teachers-as-learners constantly striving to improve their professional 

craft; and interactive, collaborative approaches have always been my 

preference, both for teaching and learning. My belief in the power of socially-

constructed learning has led to a natural interest in teachers as co-learners.  I 

am also fascinated by change and teachers’ responses to it, including change-

resistance and change-fatigue. More recently, as a teacher-educator involved in 

facilitating the pre-service and inservice development of teachers, I have 

observed: (i) changing times and stresses for teachers, globally and nationally; 

(ii) the introduction of multiple educational change(s) at the state and system 

levels in Queensland; (iii) the effects of these changes on change-weary 

teachers who feel under constant  pressure to respond to the latest 

developments in the field by doing something, anything, for personal and 

professional survival; and (iv) the disappointment of teachers at the too-early 

withdrawal of support for curriculum change implementation. At the same time, I 

have noticed the increasing popularity of the phenomenon of networking, a 

trend particularly evident among languages teachers around the state, many of 

whom I have met in the process of facilitating workshops, conference sessions 

or university courses. 

Since the development of languages teachers is my special interest and since I 

observed those teachers being faced with a unique professional learning 

challenge in the form of a new languages syllabus for Queensland schools, I 

became aware of a unique opportunity to explore, in this change context, the 

collaborative professional learning of my language-teaching colleagues in new 
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and existing non-school-based networks set up in all regions of Queensland, in 

response to curriculum change. This situation provided many avenues to 

explore; and there was a range of possible research questions that begged to 

be asked and answered. 

Reflecting on the personal observations above and on the curriculum change 

context outlined earlier (and in Chapter 2), I found myself asking questions such 

as these:  

 How are languages teachers managing the process of 

responding to the many demands of curriculum change?  

 What exactly are those demands and how are they experienced 

by the teachers in terms of knowledge-base expansion for 

changing times? 

 How are languages teachers constructing ‘professional learning’ 

and their identity as teacher-learners in such a context?  

 What is the role of networking in this? 

 How diverse is the experience of language teacher networking in 

different contexts? What are the benefits and constraints of 

different types of networking, as perceived by the languages 

teachers themselves – especially with regard to new professional 

learning at a time of imposed curriculum change?  

 What kinds of socially-constructed learning and teacher-learner 

identity are possible in teacher networks and how are these 

constructs developed and experienced by individuals and whole 

network-groups?  

These questions stimulated my desire to explore, in these times of great 

change, the world of language teachers and language teacher networks in 

Queensland, set against the backdrop of national and international 

developments in educational change, as outlined in Chapter 2. The same 

questions also led me to investigate existing research literature on network-

based professional learning – as well as professional learning in general and 
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networking in general – and studies on curriculum change processes, as 

experienced by teachers. This literature has been reviewed in detail in Chapter 

3, but the three key strands of the review (conducted early in the research 

process) are summarised here, as a way of clarifying the process of identifying 

the research problem – partly for the purpose of identifying gaps in the 

literature, and partly to specify more precisely the eventual scope of the study.  

(i) Complex, multi-faceted curriculum change for Queensland 
languages  teachers (in two systems) in a wider context of 
curriculum change 

A new syllabus for the teaching and learning of languages other than English 

(LOTE) in Years 4 to 10 was launched in 2000, for full-scale implementation in 

Queensland schools from 2002 (QSCC, 2000). This implementation was 

mandated for state schools, most of which began to introduce it from 2002; and 

Catholic schools were able to choose if and when they would follow suit.  

Brisbane Catholic Education did decide to adopt the new syllabus (Hutton, 

1999), implementing it within the context of the then newly-established Key 

Learning Area (KLA) entitled Cultural Literacy and Languages. Thus language 

teachers in this system were faced with the prospect of implementing one 

innovation immediately after the other.  

Education Queensland teachers also had a broader context of change within 

which to cope with the LOTE curriculum change (See Section 1.2.1 and 

Chapter 2). For them, the implementation of the new syllabus was officially 

mandated from 2002. However, the actual process of launching and 

implementing the syllabus was somewhat delayed by industrial action, as the 

main teachers’ union did not support its release at that time. Eventually, 

languages teachers in state/government schools were informed that they were 

to phase in the new syllabus over a two-year period starting in 2003 (coinciding 

with the two-year period of data-collection for this study). 

There were several important features of the new syllabus which were markedly 

different from the LOTE Kit program (Queensland Government, Department of 

Education, 1990b) that had been followed by most languages teachers in the 

previous decade, in the absence of a real syllabus. Firstly, it was a New Basics-
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era syllabus based on an innovative model of curriculum design with the 

following characteristics: it had a focus on cross-curricular priorities and the 

development of general lifelong-learning attributes in learners (QSCC, 2000); it 

took an “embedded approach” to language learning (Shaw, 1997), which 

assumed a high level of teacher proficiency in the LOTE being taught; it used 

task-based learning as the pedagogic focus (Crawford, 2000); and it was 

outcome-based rather than input-driven (Griffin & Smith, 1997) . Secondly, it 

required a certain level of technological literacy that had not hitherto been 

necessary (Bartlett, 2000). Thirdly, it was to be implemented in a context of 

broader curriculum change in both state and Catholic school systems (see 

above and Chapter 2). 

(ii) Problems with amount and type of PD provision to support the 
professional learning of languages teachers in both school-
systems 

At this time of significant curriculum change in Languages Education, a degree 

of government or system-level support would seem appropriate for the 

language teachers coping with this change, learning to teach in new ways. 

However, the economic climate was – and still is – such that funding for 

education is increasingly tied to compliance with government directives and 

priorities; and so if a particular Key Learning Area is not currently deemed a 

priority by Ministers for Education, then virtually no funding is directed to that 

area for teacher professional development or teaching/learning resources or 

any other purpose. This is what happened to Languages Education in Australia 

in July 2004, when federal funding for the National Asian Languages and 

Studies in Australian Schools (NALSAS) Program was suddenly cut. At the 

state level, too, funding for Regional LOTE Co-ordinators and Language 

Advisers for the whole of Queensland was also cut. Even in smaller systems, 

the impact of reduced funding was felt; for example, in the non-government 

system involved in this study, a LOTE project officer was removed in 2002, 

leaving a single staff member to support a large number of languages teachers 

across a substantial geographical area. This created a situation, in both 

government and non-government sectors, in which specialist languages 

teachers were left largely to their own devices, precisely at the time they 
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needed most support – that is, when confronting the challenges of implementing 

a new syllabus.  

This was of particular interest and concern to me as an educator and researcher, 

given the current climate of interest in constructivist approaches to classroom 

learning and to professional development for teachers as well. With curriculum-

implementation support largely withdrawn, languages teachers were put in a 

position where they really had to learn from collaboration with like-minded peers 

who also needed to expand their knowledge base for teaching in similar ways, in 

response to the curriculum change. It was not surprising, then, that specialist 

language teachers did, in fact, turn to each other for much-needed support at this 

time, looking to more collaborative, participatory forms of professional learning, to 

gain the confidence to reconstruct their knowledge base for teaching. Hence, the 

burgeoning of languages teacher networks, the third influential factor in 

establishing the parameters and focus of this research. 

(iii) Societal Interest in Networks and Existence/Establishment of 
Professional Learning Networks for LOTE teachers  

Given Western society’s growing interest in the notion of “the learning 

organization” (Senge, 1990, 1992, 1996), “networks as an organisational form” 

(Caldwell, 2009, p.8) and “communities of practice” in work environments (Allee, 

2000; Hildreth & Kimble, 2004; Limerick, Cunnington & Crowther, 2002; 

Wenger, McDermott & Snyder, 2002), it is no surprise that the field most directly 

associated with learning, Education, has in the past decade witnessed a 

considerable proliferation of networks and learning collaboratives (Siemens, 

2008). Such ‘organizations’ have enormous potential for educators, as they 

have been shown to play a crucial role in the development and transfer of 

knowledge (Andrews & Lewis, 2007; Caldwell, 2009; DuFour, 2004; 

Hargreaves, 2007; Hord, 1997a, 1997b; Lieberman, 1996, 2000, 2007; 

Proudford, 2003; Stoll, Bolam, McMahon, Wallace & Thomas, 2006). It is in this 

climate of great openness to collaborative learning approaches that the 

networks of this study have been developed or are developing, involving 

specialist language teachers from the two school-systems featured in this study.  
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Many languages teachers in Education Queensland schools had begun to form 

themselves into loose networks from the time of the original “LOTE initiative” in 

the early 1990s. A number of these survived until the time of the next big 

“initiative”, the launch of the new LOTE syllabus for Years 4-10. In this study, 

the three languages teacher networks with Education Queensland employees 

as members (that is, Networks A, B and D) are all long-standing collaboratives. 

Within Brisbane Catholic Education, the situation was quite different. As soon 

as the new LOTE syllabus was launched, BCE’s Curriculum Officers for Cultural 

Literacy and Languages attempted to establish a set of regional-metropolitan 

networks for teachers of particular languages (S. Saunders, BCE, personal 

communication). In view of all the research literature on the value of learning 

communities (as above), there was great potential here for transformation of 

loose networks into genuine learning communities where LOTE teachers could 

support and learn from each other through the curriculum change process. This 

was deemed worthy of investigation. 

Thus the research problem arose from a convergence of factors that created a 

unique situation worthy of investigation. To summarise, the three problem-

factors I was aware of at the time – originally from personal observation and 

insights shared by teachers and later from the research literature – were: 

1. the complexity of the curriculum change mandated for Queensland  

languages teachers (QSCC, 2000) – and its potential to be a catalyst 

for significant personal and professional growth (Borko, 2004; 

Darling-Hammond, 2003; Franke et al.,1998; Fullan, 2001b; 

Goodson, 2003; Guskey, 2002; Hargreaves, 1994, 2003; James & 

McCormick, 2009; Mulford, 2007) 

2. the apparent lack of sufficient ongoing and effective external 

professional development (PD) support for these specialist language 

teachers during the period of curriculum change implementation, 

coupled with a growing research interest in more participatory, 

teacher-led approaches to professional learning (e.g. Andrews & 

Lewis, 2007; DuFour, 2004; Hargreaves, 2007; Hord, 1997a, 1997b; 
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Lieberman, 1996, 2000, 2007; Mushayikwa & Lubben, 2009; Stoll, 

Bolam, McMahon, Wallace & Thomas, 2006) 

3. interesting grass-roots developments in networking – establishment 

of new teacher networks (e.g. Caldwell, 2009; Proudford, 2003; 

Siemens, 2008) and steady growth of already-established 

professional learning networks for languages teachers,  networks 

that had not yet been investigated to test their “capacity…to influence 

teachers’ knowledge and professional practice” (Board of Teacher 

Registration, 2002, p.120). 

This delineation of the research problem led to the formulation of a statement of 

research purpose and an initial three-pronged research question, later 

reformulated as two separate questions, to guide the investigation. 

1.4 PURPOSE OF THE RESEARCH 

The purpose of this study is to explore and analyse – describe and interpret the 

meaning(s) of – specialist language teachers' experience of change processes, 

network participation and professional learning within their non-school-based 

teacher networks at a time of curriculum change – that is, when implementing the 

new Queensland LOTE syllabus (QSCC, 2000) and attempting new ways of 

teaching in response to this significant curriculum change. It is hoped that the 

research will be beneficial for: the language teachers themselves, in terms of 

empowerment; those charged with responsibility for future development of 

languages teachers – and curriculum reformers, educators in general – in terms 

of possible recommendations for action; and the researcher herself (plus the 

educational research community as a whole), in terms of deeper understanding 

of learning theory and of network-learning in particular. 

This study attempts to give ‘voice’ to specialist languages teachers, who might 

otherwise remain unheard. It interrogates their experience and reports on the 

ways in which their interaction with fellow-specialists contributes to a sense of 

connectedness/community and to expansion or re-construction of their 

knowledge base for teaching (i.e. their simultaneous production of identity-

building and knowledge-building social capital). This exploration and analysis of 
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their experience of networking and professional learning was undertaken at a 

time of curriculum change (new syllabus implementation); and that change 

context, together with the change processes associated with it, was a significant 

part of the overall learning-through-networking experience reported here. 

Another important aspect of the research purpose was to discover and report on 

teachers’ contrasting experiences, as individuals, of traditional professional 

development processes offered at a time of curriculum change.  

It is hoped, therefore, that the voice of the languages teacher may be heard by 

PD providers and, more importantly, by education policy makers responsible for 

decisions about the nature and quantity of professional development needed for 

successful implementation of future curriculum innovations – in all areas, not 

just languages education.  

In addition to these emancipatory and educative purposes, the research has, on 

another level, a personal professional development purpose for me, as one who 

plans and presents in-service courses in languages teacher-education. I 

assumed from the outset that the research process would be beneficial to me 

as a lifelong learner, allowing me to gather useful theoretical insights, enhance 

my own professional development as a teacher-educator and thereby hopefully 

improve the quality of my own research and teaching. Most importantly, for the 

sake of the teachers themselves, I intended to enhance my understanding of 

the ways in which teachers perceive and respond to curriculum change, 

engaging in individual and collaborative learning that meets their immediate 

needs as teachers and network-members. Therefore, the project was 

undertaken with a subsidiary purpose of enabling me to provide better in-

service support and mentoring to teacher-learners seeking meaningful 

professional development in the future. In addition, it may contribute to the 

wider educational research community. Having already shared interim findings 

at an international conference and in the associated international journal, I hope 

to be able to continue sharing further insights from this study at future research 

conferences and in scholarly journals, in order to contribute to the body of 

knowledge in this field and provide some potential benefit to other educational 

researchers, as well as to future teachers (in all subject-areas) whose lives may 

subsequently be affected by the findings of network-learning research. 
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In line with the purpose stated above, the following research question served to 

guide the initial exploration and analysis of this topic: 

In a context of multi-level curriculum change, with a specific mandated 

curriculum change to be implemented, how do specialist languages 

teachers in non-school-based teacher networks construct their experience 

of: 

(i) change processes (responses to change) 

(ii) network participation and  

(iii) network-situated professional learning ? 

Note that the three distinct strands within the overarching research question are 

set out above in linear fashion, as if they were three quite separate questions, 

three distinct issues. They are, of course, anything but separate, and the 

complex ways in which they are connected became apparent as this study 

progressed. An early attempt to represent this inter-connectedness can be 

found in the conceptual framework graphics at the beginning and end of 

Chapter 3 (Figures 3-1 and 3-6). The first of these graphics shows three clear 

areas of research to investigate. However, the process of reviewing, analysing 

and synthesising the research literature led to a blurring of the boundaries 

between sub-parts (ii) and (iii) above.  

Since network participation and network-situated professional learning are so 

closely linked, it became apparent that these two concepts needed to be 

explored and analysed together; and so a re-configuration of the three concepts 

(involving a blending of the second and third) was considered necessary. This 

led to a partial re-formulation of the sub-parts at the end of the research 

question, although the contextual element at the beginning remained 

unchanged and is assumed from this point onwards, to avoid constant re-

stating. Thus, the two research questions to guide the study were re-formulated 

as follows:  

Research Question 1: How do specialist languages teachers in non-

school-based teacher networks experience change processes (responses 

to change)? 
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Research Question 2: How do specialist languages teachers in non-

school-based teacher networks experience network participation and 

network-situated professional learning? 

Even with this two-pronged research focus, there is an artificial separation of 

teachers’ experience of change and learning, for in reality these are both 

inextricably linked, much as network participation and network-situated learning 

are. The complexity of the relationship amongst all these concepts is teased out 

in more detail in the Discussion of Findings (Chapter 6) and in the Conclusion 

(Chapter 7), where a new Social Capital Model of Peer-Mediated Teacher 

Change and Professional Learning in Networks is proposed. The process of 

constructing this model – in an appropriately Social Constructivist manner, via 

interactive researcher-learning processes at various stages in a planned 

research design – is discussed in the following section.  

1.5 DESIGN OF THE RESEARCH 

To fulfil my research purpose, I was necessarily involved in a process of meta-

learning, whereby I learnt about learning, not only the learning of teachers, but 

also my own learning as a researcher learning about existing research on 

learning as well as learning from my own research on learning! In this section, 

the theory of learning that underpins this research is clarified, before the actual 

design of the study is discussed. 

My view of knowledge and knowing, my epistemological stance, is basically 

Constructivist – or, to be more precise, Socio-cultural Social Constructivist, 

since I believe in the importance of socio-cultural context to meaning-making 

and the necessity of social interaction with others in the joint construction of 

meanings. In the current research context, I have endeavoured to construct new 

knowledge by interacting with the meanings of previous researchers and the 

meanings of my research participants, in order to construct a written text that 

presents not only their meanings but the new meanings I have interpreted from 

interacting with theirs. Thus my research stance was/is Interpretivist and my 

approach qualitative, as discussed and justified below.  
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A qualitative Case Study approach (Merriam, 1998; Stake, 1995, 2005; Yin, 

2003) was chosen as being the best fit for the context and the problem outlined 

above (see Sections 1.2 -1.4), given that: (a) the context was one of human 

interaction (in four separate networks neatly constituting four bounded cases); 

and (b) the problem involved gaining understanding of teachers’ experience of 

change processes, networking and network-based (situated, interactive) 

professional learning within a particular context of change.  

The chosen research design can therefore be explained and justified in two 

ways – in terms of its suitability for both the context and the problem. Firstly, 

human interaction is situated/contextualised and all of our shared 

(predominantly word-based) meaning-making reflects the context in which it 

occurs (Halliday, 1994; 2006). Thus it was considered highly appropriate for this 

study to report, in the form of four case studies, the worded meanings co-

constructed by the teacher-participants and researcher in interactive situations 

such as network meetings and focus group interviews, where they/we could 

interact with each other in the very contexts they/we were co-describing and co-

interpreting.  

Secondly, since human experiences and perceptions are most effectively 

conveyed using the intricate and subtle symbolic systems available to 

humankind for qualitative expression – namely, language and paralinguistic 

features – it follows that words are the best means of understanding the 

research participants’ meanings and interpreting these. Hence my decision to 

use an interpretivist Symbolic Interactionist paradigm (Blumer, 1969; Charon, 

1998, 2007) and qualitative methods involving language (participant 

observation, interviews, documents, research diary). Although quantification 

may sometimes be useful, in that experiments, official statistics and survey data 

may reveal certain processes and outcomes, “there are areas of social reality 

which such statistics cannot measure….For instance, they exclude the 

observation of behaviour in everyday situations” (Silverman, 2001, p.32). Given 

that research techniques such as participant observation – of teachers’ 

behaviour in everyday situations (like network meetings and PD days) – and 

semi-structured interviewing (of individuals and whole network groups) allow for 

the quality of human experience to be recorded in a ‘meaning-ful’ way, using 
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words rather than numbers, it seemed logical to choose a qualitative 

methodology (Denzin & Lincoln, 2003, 2005; Flick, 1998; Glesne, 2006; Hatch, 

2002; Merriam, 2002; O’Donoghue, 2007) for this study.  

Summing up, then, a qualitative approach to this research with languages 

teachers seemed appropriate for two main reasons. First, it had the potential, I 

believed, to provide a deeper, more ‘meaning-ful’ understanding of the human 

social phenomena involved – that is, meanings about the experience of change, 

about networking and network-based professional learning – than could be 

obtained from purely quantitative data (Neuman, 2000; Silverman, 2005); and it 

was definitely the meanings of the teacher-participants that I sought to 

understand. Secondly, I believed that a qualitative approach would allow me as 

researcher to explore, from an “inside perspective”, the lived reality – including 

the context itself, as well as experiences and perceptions - of the other persons 

involved (Patton, 2002; Sarantakos, 1998). Qualitative methods were therefore 

considered most appropriate for this study, since my purpose was to 

understand better the particular “inside perspective” of specialist language 

teachers (situated in a specific educational change context) by inviting them to 

report on the subjective quality of their unique experience of change processes, 

networking and professional learning. 

Given that experiences and perceptions of individual teachers are highly 

idiosyncratic and context-driven, the technique of “purposeful sampling” was 

employed to ensure a range of teacher perspectives from different contexts 

would be represented in the findings. Four active networks, three regional and 

one metropolitan, were selected as ‘cases’ for close observation and 

investigation. The members of these networks, all employees of the two 

education systems described above, represented a cross-section of the 

language-teaching population in Queensland at the turn of the twenty-first 

century, in that they were predominantly female, of varied ages and stages of 

career (but mostly older, later-stage teachers) and they were teaching a range 

of different languages, both Asian and European, across the full range of middle 

school language-learning years (Years 4-10) in different types of primary and 

secondary schools (state/government and Catholic).  
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In my presentation and analysis of the data that were gathered using the 

aforementioned case study approach and qualitative methods within an 

interpretivist framework (as described in much more detail in Chapter 4), I 

acknowledge my role as an active interpreter of reported perceptions and 

observed behaviour. The resultant case narratives and the overall research 

narrative include my words as well as those of the specialist language teachers. 

The narrative report goes beyond description to active inquiry, in order to 

interrogate and reinterpret the understandings gained, by examining them in 

light of existing research and analytic frameworks. Thus the issues that have 

emerged and been discussed in this thesis have been interpreted and 

contextualised by me, the researcher, while still remaining faithful to voicing the 

unique perspective of the teacher participants in the study.  The chosen 

interpretivist research paradigm has thus enabled me, through noted 

observations, reported words and interpreted meanings, to give ‘voice’ to those 

actively experiencing the challenges of curriculum change and the processes of 

networking and network-situated professional learning in a particular context of 

change situated within a broader context of educational change at the beginning 

of the 21st century.  

1.6 SIGNIFICANCE OF THE RESEARCH 

The significance of this research can be attributed to the following three ‘facts’ – 

assertions made on the basis of knowledge-of-context (see Chapter 2) and 

conclusions drawn from the Literature Review (see Chapter 3). Firstly, 

languages teachers in Queensland (and in Australia as a whole) are an under-

researched group who have rarely been given a voice in educational research 

in this country or internationally – and certainly not in the significant curriculum 

change context of the first decade of the twenty-first century. In their work on 

teacher learning in language teaching, Freeman and Richards (1996, p.1) 

acknowledge that there is still much to know of language teachers and their 

work, “what they do, how they think, what they know, and how they learn”. 

Secondly, lived experience of change processes and teacher-led professional 

learning in non-school-based networks has not previously been documented, as 

explained below. Thirdly, research findings on participant experience of change 

processes and network-situated professional learning have not previously been 
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interpreted through a situated-sociocultural lens (Lave & Wenger, 1991; 

Vygotsky, 1973) using a Social Capital analytic framework – Falk & Kilpatrick’s 

(2000) model of social capital production in communities – and integrating 

insights from Wenger’s (1998) Communities of Practice model and others (e.g. 

Geijsel & Meijers, 2005; Law, Meijers, & Wijers, 2002; Watkins & Marsick, 

1999). 

The lived experience of languages teachers in Australia is definitely an under-

researched topic, as highlighted above by Freeman and Richards (1996). 

Existing research involving Australian languages teachers has mostly been 

focussed on: policy matters concerning the place of languages education in the 

Australian school curriculum; or program delivery issues such as staffing; or 

curriculum and assessment issues (eg Australian Education Council, 1994a, 

1994b; Australian Federation of Modern Language Teachers’ Associations 

(AFMLTA), 1994; Lo Bianco, 1987; Ministerial Council on Education, 

Employment, Training and Youth Affairs (MCEETYA), 2005; Nicholas, Moore, 

Clyne & Pauwels, 1993). There have also been research studies on Inter-

cultural Language Learning (e.g. Lo Bianco, Liddicoat & Crozet, 1999; Liddicoat 

& Crozet, 2000; Liddicoat, Papademetre, Scarino & Kohler, 2003) and on the 

development of professional standards for languages teachers (AFMLTA, 2005; 

Liddicoat, 2006), but very little, if anything, that gives a voice to those delivering 

these programs, the languages teachers themselves. One exception, 

discovered very late in this thesis-writing process, is an interesting study of a 

middle-school Japanese teacher’s identity-building through classroom activity, 

reported by Cross and Gearon (2007). 

In Queensland, research dealing with teachers’ responses to the innovative 

aspects of the first languages syllabus for the state is very limited and is based 

on the experience of a small number of teachers trialling the new materials as 

they were produced (Carr, Commins & Crawford, 1998). The current study 

builds on this research base by investigating teachers’ responses to the 

syllabus innovations during the process of actual, formal implementation – in 

the longer term. It also reports on the personal and professional change 

processes experienced by these specialist teachers at the time of dealing with 

change and provides an insider perspective on their network-situated 
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professional learning experiences. This is significant, given the dearth of 

information on the professional learning of languages teachers in an Australian 

context.  

Experience of network-participation and network-based professional learning 

was and still is particularly deserving of closer investigation, since networking or 

interacting with colleagues was identified as the most valuable professional 

development strategy (from a list of eighteen) by Queensland teachers who 

responded to a 1995 survey about involvement in professional associations 

(Queensland Board of Teacher Registration, 1996). Despite this strongly stated 

preference for teacher-led PD in networks, little has been done to investigate 

teachers’ experience of network-situated professional learning, either in 

Australia or elsewhere in the Western world. In the United Kingdom (UK), for 

example, the lack of empirical research on teacher networks at the end of the 

twentieth century was decried by Hargreaves (1999, p.140), who recommended 

that “the study of the networked creation, validation and dissemination of 

professional knowledge” should become “a focus of university-led research”. 

This study responds, in some small way, to that exhortation, although the 

research context in this case is, of course, Australia. 

A very small number of network studies has been conducted in Australia. 

However, even where the geographical research context is the same, or at 

least, similarly Australian, the uniqueness of this study is not challenged, since 

other network studies undertaken in this country (e.g. Proudford, 2003) have 

focussed on documenting a Professional Learning Community of generalist 

teachers within a particular school, rather than a number of off-campus 

networks of specialist teachers, as in this study.  

There have been numerous studies of teacher professional communities in 

North America, again mostly school-based and often quite narrowly-focussed. 

Even the more substantial American network studies – some of which do deal 

with off-campus networks – are deficient, in that they fail to explore the 

teachers’ lived experience of network-based learning. As Little (2002, p.917) 

points out, 
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Research spanning more than two decades points to the benefits of 
vigorous collegial communities, yet relatively little research 
examines specifically how professional communities supply 
intellectual, social and material resources for teacher learning and 
innovations in practice.  

The existence of this research gap is confirmed by McDonald & Klein (2003). In 

their article reviewing network research and theorising about effective network 

design for teacher learning, they observe that, with some notable exceptions, 

“few researchers studying school reform have paid much attention to 

networking” (p.1619). They then go on to acknowledge that their own study 

does not focus on what network members actually do, nor how they experience 

what they do/learn in the network context; and they express the hope that other 

researchers will investigate these important dimensions of what they consider to 

be “an important reform phenomenon” (McDonald & Klein, 2003, p.1619). 

Another call for investigation of the lived experience of networking is made by 

Hargreaves (2004, p.88), who comments that much is now known about 

developments in teacher networking, but not enough is yet understood about 

“the dynamics involved”. This research responds to that challenge regarding the 

need for exploration and analysis of the “inside” teacher perspective on network 

learning. 

Finally, the process of data exploration and analysis is unique in this network 

study, as research findings on participant experience of change processes and 

network-situated professional learning have not previously been interpreted 

through a situated/sociocultural lens (Lave & Wenger, 1991; Vygotsky, 1973) 

using the analytic framework of Social Capital Production (Falk & Kilpatrick, 

2000) in conjunction with insights from Wenger’s (1998) Communities of 

Practice model and others (e.g. Geijsel & Meijers, 2005; Watkins & Marsick, 

1999, West-Burnham & Otero, 2006). 

Therefore, this study also has the potential to contribute to emerging theory in 

these areas, especially by means of the new model of network-situated 

professional learning proposed at the conclusion of the research. 

For the above three reasons, then, this research with languages teachers in 

Queensland, Australia, should make a new contribution to the existing body of 
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literature relating to the lived experience of curriculum change and network-

situated peer-mediated learning. It provides a unique teacher perspective on 

curriculum change processes, teacher-led approaches to lifelong professional 

learning and the particular characteristics of network interactions that are likely 

to build knowledge- and identity-resources through collaboration in non-school-

based specialist teacher networks.  

1.7 LIMITATIONS 

It is acknowledged that this study has several limitations, in terms of scope, 

ethical constraints, data collection limitations, researcher bias and replicability 

problems.  

The study is limited in its scope, as it focuses on only four teacher-networks, 

within the context of just two systems of education in a particular state of a 

single nation of the world. However, the advantage of limiting the sample to just 

four networks, with a total of only twenty teachers interviewed individually, is 

that the study is more manageable. This delimitation also allows for information-

rich cases to be explored (Merriam, 1998). The small purposeful sample offers 

an effective means to better understand the complex processes of networking 

and professional learning in particular contexts, seeking to understand the 

particular in depth, rather than discern what might be true of the many. Findings 

presented are specific to the cases and do not claim to represent a wider 

population. The external validity of the research relies on reader-user 

generalisability through case-to-case transfer. 

The data presented in the four case narratives are edited, in order to remain 

focused on the research purpose and to protect the identity of participants. 

Therefore, dimensions of the network-teachers’ lives beyond the boundaries of 

the case are not explored; and any people, places or events that would identify 

the participants, either directly or indirectly, are allocated pseudonyms. This 

may be seen as a limitation of the study, in that the authenticity of the case 

narratives is perhaps affected by these changes. However, this negative effect 

on validity is considered to be very minimal and the need to maintain a 

professional ethic with regard to guaranteed participant-anonymity is a far more 

important consideration. 
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Consideration for participants is paramount and takes precedence over any 

desire to increase the scope of the research. In particular, it should be noted 

that a deliberate decision was made not to collect data by way of classroom 

observations or recordings.  The research participants were observed and 

recorded only in the context of their professional network meetings or, in the 

case of the individual interviews, at mutually convenient, neutral locations out of 

school hours. Participants were invited to reflect on and share their own 

perceptions of how any newly-acquired knowledge was affecting their 

classroom practice, but physical evidence of this was not sought, as it was 

considered to be unnecessarily intrusive. The researcher was very aware of the 

need to respect the notion of being a “guest in the private spaces” of the 

teacher-participants’ world (Stake, 1994, p.244). Hence, priority was given to 

maintaining the trust and respect of participants over the collection of possibly 

useful but potentially sensitive data. This decision is in accordance with the 

advice of Goodson (1993, p.9):  

To place the teacher’s classroom practice at the centre of the action 
is to put the most exposed and problematic part of the teacher’s 
world at the centre of scrutiny and negotiation. 

It was also appropriate, in view of the research purpose, to focus more on 

network participation and consequent professional learning rather than on any 

small classroom-based action-research projects that the teacher-participants 

might engage in between network meetings. Some such classroom 

experimentation was, in fact, undertaken and reported on by the teachers who 

were interviewed. However, this was done by free choice rather than under 

pressure, as a requirement of participation in this project; and it was done in a 

reflective way, providing insights into the teachers’ knowledge of themselves as 

learners – something of direct interest in this study, given the stated research 

focus on teachers as learners. 

In this study, the researcher is considered to be a learner too, with a unique 

personal and professional background and a unique learning/researching style. 

Therefore, although the findings do reflect the priorities of the teacher-

participants, they reflect my author/researcher priorities and biases as well.  
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A further limitation is that the relationships in this study are non-replicable. I 

have a unique relationship with the participating languages teachers, a rapport 

that could not be reproduced exactly by any other researcher.  

While these delimiting factors are acknowledged as limitations of the study, it is 

nevertheless believed that the study is able to fulfil its stated purpose, in that it 

does give priority to teacher “voice” (Hargreaves, 1996, p.12) and thus 

promotes a better understanding of the experience of networking and the 

perceptions of languages teachers about their own change processes and 

professional learning in networks at a time of significant curriculum change.  

1.8 OUTLINE OF THESIS 

In this first chapter, The Research Defined, the research has been introduced 

and contextualised, briefly. The remaining six chapters of the thesis are outlined 

here, to provide the reader with an overview of the structure of the thesis. 

In Chapter 2, The Curriculum Change Context, the context of the research is 

described in detail. Global, national and local perspectives on Educational 

Change are presented, along with an overview of changes in Languages 

Education in particular. 

The Literature Review, Chapter 3, casts light on the issues of Teacher Change 

in Response to Curriculum Change, Teachers’ Professional Learning and 

Teacher Networks/Communities of Learners. This review of research literature 

relevant to the current study begins with the outlining of a theoretical 

Conceptualisation of the Literature that frames the review. It ends with a more 

complete conceptualisation of relevant issues, in the form of a model designed 

to guide the subsequent processes of data-collection, analysis and discussion. 

In Chapter 4, the Design of the Research is explained and justified. The 

theoretical framework presented in the Literature Review is further elucidated 

and its impact on research-design decisions is explained. The chosen Case 

Study methodology is then described, including details of the sampling and data 

collection procedures that were adopted. Information is provided on data 

coding, analysis and interpretation, using the theoretical framework already 
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established; and matters of ethics and validity/trustworthiness of data are dealt 

with. 

The results of the network case studies are presented in Chapter 5. This 

chapter, Presentation of Findings, begins with contextual information relating to 

each of the four networks, followed by narration of participants’ particular 

experience of networking, learning and responding to curriculum change in 

each network-setting. The chapter ends with a summary of findings from the 

four case studies, presented in the form of a matrix. 

Chapter 6 presents a Discussion of the significant themes emerging from the 

cross-case analysis of all the data. This initial analysis is informed by and 

related to the contextual information provided in Chapter 2 as well as the 

research literature reviewed in Chapter 3 and the findings presented in Chapter 

5. The subsequent second-level analysis is presented in terms of the Social 

Capital theoretical framework established in Chapter 3.  

The seventh and final chapter, Review and Synthesis, addresses the research 

questions, providing a review and summary of the research process and 

“answers” to each question. Also in Chapter 7, overall conclusions are 

presented and implications of the research, at both the theoretical and practical 

levels, are discussed. A new Model of Peer-Mediated Teacher Change and 

Professional Learning in Networks is proposed. Finally, limitations of the study 

are once again acknowledged and suggestions for further research are 

proposed. 

The Appendices contain relevant documentation that supports the main body of 

the text. These documents may prove useful to the reader for further reference 

or clarification.  
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CHAPTER 2:  THE CURRICULUM CHANGE  
CONTEXT 

This research describes and interprets the experience of specialist language 

teachers participating in networks and professional learning with and from each 

other at a time of curriculum change. In acknowledgement of the very significant 

wider context for this research, global, national and local perspectives on 

educational change in general and Languages Education curriculum change in 

particular are examined in this chapter. An exploration of the features of 

educational change at the global and national levels assists in understanding 

the broader context for the local (state-level) educational change which, in turn, 

affects the experiences and perceptions of this study’s teacher-participants 

working within BCE and EQ, the particular education systems in Queensland, 

Australia, where this research is situated. A subsequent overview of national 

and state trends in the specific area of Languages Education contextualises in 

even greater detail the particular LOTE curriculum change that has been the 

main catalyst for this investigation into language teachers’ network-situated 

professional learning.  

2.1 EDUCATIONAL CHANGE: GLOBAL, NATIONAL AND 
LOCAL PERSPECTIVES 

Teachers experiencing change in a particular school system do so in the 

broader context of ongoing worldwide educational reform (Eisner, 2000; Stahl, 

1999). An activity such as professional learning in response to curriculum 

change occurs within a number of interrelated contexts, as identified in  

Bronfenbrenner’s “Social Ecological Model” (1979): 

 the immediate environment in which the human activity is 

situated 

 the institutional environment that supports or curtails the human 

activity, and 

 the wider context of social and cultural change. 
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Together, these interconnected contexts suggest a framework for description 

and interpretation of the professional learning situation of the teachers in this 

study. The framework that has been devised, not only to indicate the situated 

nature of learning (Lave & Wenger, 1991) but also to guide the reader through 

this chapter, is called Model of Contextualised Teacher Change (see Figure 

2.1). It builds on the Bronfenbrenner model, but has been expanded to include 

the specific multiple contextual levels in the current research situation. 

To gain a richer appreciation of the problem situation outlined briefly in Chapter 

1, a detailed analysis of the curriculum change context is undertaken in this 

chapter, beginning with the wider context of social and cultural change 

presented as a two-tier phenomenon: Global Change and National/State 

Change (in Australia), as shown in Figure 2.1. Then, the institutional 

environment at the System level is described and interpreted, again in two 

parts, since the teacher-participants in this study work in two different education 

systems - hence the division of the System level into two segments. Finally, the 

chapter concludes with an analysis of the multi-level Curriculum Change 

Context, in terms of its anticipated impact on the network-based professional 

learning of the teacher-participants. 

Figure 2-1  Model of Contextualised Teacher Change  

Global Change 

State & National 
Change 

 (Education & Languages Education) 

System-level 
change  

(Education & Languages 
Education) 
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change   

(and professional 
learning in response 

to  change) 
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Thus, it is appropriate at this stage to acknowledge the global, national, state 

and local contexts of teacher change and to consider them in some detail in the 

following sections of this context chapter.  

2.1.1 Global perspectives 

In this postmodern world, characterized as it is by ‘the rhythms of rapid careless 

change’ (Greene, 1993, p.209), educators are constantly challenged to engage 

in ongoing educational reform and innovation. The main change on the 

international education scene in recent decades seems to be the move away 

from a concern for provision of a ‘Basic Education for All’ (United Nations 

Educational Scientific and Cultural Organization (UNESCO), 2000) toward a 

global focus on self-determination - with economic accountability (and efficient 

use of technology) -  for maximum profitability of the education venture: 

…the local, familiar experience of schooling has been mapped onto 
the globalizing processes of markets, technologies and capital 
accumulation. (Reynolds & Griffith, 2002, p.13) 

In the past, education policy and practice have changed, very gradually, in 

response to changing times in the world at large. There have been reforms 

provoked by the rise of industrialism, further reforms in the social era of the 

1970s; and now, it seems, we have entered a post-industrial phase where 

education is driven by economics (Berman, Marginson, Preston, McClellan & 

Arnove, 2003). In the last three decades of the twentieth century, first-world 

countries appear to have become more focused on and accepting of the 

principle of economic rationalism, whereby “decisions concerning national 

economic growth become the determining factor in all public policy decisions, 

including those affecting education” (Berman et al., 2003, p.252). Increasingly, 

schools are being conceptualised as competitive, client-focussed businesses 

‘subject to the disciplines of the marketplace’ (Geijsel, Sleegers, Leithwood & 

Jantzi, 2003, p.229). This has translated into a new so-called ‘knowledge 

economy’ (Johnson & Reid, 1999; Marginson, 1999), in which all forms of 

knowledge, including teacher-knowledge, are viewed as human capital (King & 

Newmann, 2001; Luke, 1997), which should produce for society a return on the 

investment: 
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A well-educated and skilled workforce that embraces lifelong 
learning is essential for generating employment and achieving 
growth, thus bringing benefits to all Australians. (Commonwealth of 
Australia, 2003, p.28) 

In this knowledge economy, the ‘self-managing individual’ is expected to ‘invest 

in the self’ for the sake of society and the development of human capital as a 

whole (Marginson, 1999, p.214). There is an assumption that individuals will 

therefore feel obliged - for their own sake and that of their fellow human beings - 

to embrace ‘lifelong learning’ (UNESCO, 2000, p.54), which is defined as: 

a continuous process which stimulates and empowers individuals to 
acquire all the knowledge, values, skills and understanding they 
require throughout their lifetimes and to apply them with confidence, 
creativity and enjoyment to all roles, circumstances and 
environments (European Lifelong Learning Initiative, cited in Ralph, 
1999, p.9). 

Lifelong learning appears to be a value much promoted internationally towards 

the end of the twentieth century (e.g. Chapman & Aspin, 1992; Longworth & 

Davies, 1996; Ralph, 1999; Aspin, Chapman, Hatton & Sawano, 2000; 

UNESCO, 2000). The ‘burgeoning interest’ in this area is ‘evident in the 

enormous interest shown in lifelong learning on the Web, where there are 

56,047,932 entries under this heading’ (Ralph, 1999, p.4). In particular, social 

forms of lifelong learning appear to be flourishing: “Communities and Networks 

of Practice continue to grow and spread”, presumably because “CoPs can help 

in finding and sharing best practices and serve as engines for the development 

of social capital” (Hildreth & Kimble, 2004, p.viii). In the competitive human 

capital market, this creation/transfer of knowledge within organizations is seen 

as commercially useful and vital to the prosperity of organizations seeking to 

keep one step ahead of their competitors. In many spheres of society, it seems, 

workers are taking up the challenge to engage in lifelong personal and 

professional development, with business and industry actually moving ‘ahead of 

the traditional education providers in their thinking, designing and implementing 

of learning’, according to Longman & Davies (1999, p.57); and yet, ironically, 

lifelong learning does not appear to be valued as it could or should be in the 

field of Education: 
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At a time when society is placing greater value on lifelong learning, 
its profile in teacher education and its value in teaching has 
declined substantially. (Ramsey, 2000, p.25) 

Particularly in the area of educational networks, teachers seem to have been 

slow to follow the international lifelong learning trend that recognizes the crucial 

role of networks, Communities of Practice (Wenger, 1998, 2009; also Hildreth & 

Kimble, 2004) and learning collaboratives in every kind of business or industry 

that sees itself as a learning organisation (Senge, 1990). Again, it is ironic that 

educators seem to be amongst the last to embrace the notion of belonging to a 

(lifelong) learning organisation whose members are committed to ongoing 

development and change. Given that teachers’ work is often framed in current 

educational rhetoric as leadership of learning (Crowther & Olsen, 1996; D’Arcy, 

1998), it is not unreasonable to expect teachers to be leaders in the field of 

lifelong learning. Unfortunately, this does not currently seem to be the case, at 

least with regard to collaborative professional learning. There are some pockets 

of activity in several countries, but overall the level of participation in teacher 

networks and learning collaboratives is disappointing (Lieberman, 2000).  

Another interesting aspect of the discourse of educational change on the 

international scene is the apparent inter-changeability of terms such as 

‘change’, ‘reform’ and ‘innovation’. The latter two hint at the political nature of 

curriculum change, in that they imply certain improvements are expected in the 

education provision of a nation or state. Such improvements or reforms are now 

actively sought, it seems – and proudly proclaimed – by many a government 

(e.g. Berman et al., 2003; Caldwell, 1993). Because of this blatant politicisation 

of educational reform, many innovations are short-lived, staying in favour only 

as long as the politicians who proposed them (Stahl, 1999). For example, during 

the 1990s there seemed to be some undermining of the longstanding dominant 

form of Western education that Connell (1998, p.84) calls the “competitive 

academic curriculum”, something that stratifies knowledge and sorts/selects 

students in a way which privileges the children of powerful elite groups in 

society. However, just as this dominant paradigm was starting to be challenged 

and destabilized by those who acknowledge ‘the pluralisation of cultural 

traditions and knowledges in multi-ethnic societies’ (Connell, 1998, p.85) – a 
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concept much espoused by the languages teaching community -  conservative 

political forces moved to ‘shore it up’: 

An unholy alliance of cultural conservative and neo-liberal forces 
have combined to mount a counter-offensive which has sought to 
reassert a back-to-basics educational agenda with its narrowly 
defined curriculum knowledge, competitive assessment and 
transmission pedagogy. (Reid & Johnson, 1999, p.xi) 

This has placed languages teachers in an invidious position, since their 

curriculum area, languages and cultures education, is not generally regarded as 

an integral component of the ‘back-to-basics educational agenda’ and so is not 

valued as it might be by conservative members of parliament and the wider 

community. 

Another related and equally demoralizing aspect of the global education context 

– that is, an aspect that has impacted negatively on LOTE teachers’ enthusiasm 

for their work – is the gradual eroding and de-valuing of idealistic, humanitarian, 

peace-seeking goals for education. There has developed over the past decade 

or two a subtle change in educational rhetoric, whereby education has begun to 

be characterised as having primarily an economic purpose: 

...the period from the early 1980s to the present is characterized by 
the subordination of all other policy concerns to economic policy 
and, in particular, the orthodoxy of economic rationalism. A new 
education settlement has been shaped in this new environment. 
Whereas the 1970s rhetoric surrounding education had included an 
aspiration to develop individual children to their fullest potential and 
to enhance the capacity of students as responsible citizens, in the 
contemporary era education is touted as a major instrument of 
micro-economic reform. (Reid, 1999, p.191) 

Economics is, indeed, a powerful new force within the realm of education 

globally; and the move to a market view of education (Reynolds & Griffith, 2002; 

Whitty, Power & Halpin, 1998) is apparent in the changed educational context at 

national (Australian) and local (state and system) levels too (see Sections 2.1.2 

and 2.1.3). 

One of the major educational reforms with politico-economic overtones that has 

dominated the international research agenda in recent times is Outcomes 
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Based Education (OBE).  This agenda appears to be driven by the needs of the 

business world, in that measurable outcomes from formal schooling are seen as 

advantageous in selecting the ‘human capital’ that an organization may require 

for its own future success,  in terms of competitive edge and economic gain. 

There is also political mileage to be gained from the measurement and reporting 

of improved outcomes-attainment in any education system funded by a state or 

national government. The National Curriculum in the UK, benchmarking in 

Canada, the Target Oriented Curriculum (TOC) in Hong Kong and the National 

Attainment Targets in the Netherlands are examples of educational reform 

movements over the past decade that have focused on specifying student 

learning outcomes (Morris, Chan & Ling, 1997). In the United States of America, 

too, the educational reform movement seems to revolve around the formulation 

of standards, not just standards for students - as in OBE and national 

curriculum statements and profiles – but also ‘standards for teachers, standards 

for curriculum content, standards for just about everything that moves’ (Eisner, 

2000, p.344). This appears to have its parallel in the now recently released 

teacher performance standards that have been under discussion and 

development in Australia during this past decade (Queensland Board of 

Teacher Registration, 2002; Queensland Government, Department of 

Education, 2002, Queensland Government, Department of Education and the 

Arts, 2004).  

Other types of worldwide educational reform are being driven by research in the 

physical and social sciences – for example, brain-function research, 

developments in neuro-linguistic programming, studies of resiliency and how to 

promote its development in young people, systems thinking, chaos theory and 

choice theory (for behaviour management). All this theoretical input no doubt 

contributes to educational reform in a positive way. At the same time, however, 

it adds to the complexity of the already complicated enterprise of education – 

and it increases the volume of teachers’ required professional learning as well 

as exacerbating the change fatigue they tend to experience as a result of so 

much innovation. 

This brief review of global trends in educational reform has provided a broad  

perspective on curriculum change. However, the particular focus of the current 
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research is languages teacher professional learning within education systems in 

Queensland, Australia, at a time of curriculum change, so a closer examination 

of educational change in that country and state is now warranted. The overview 

of change trends will be described in terms of developments at national 

(Australia-wide) and local (state and system) levels. 

2.1.2 National perspectives 

As in the international arena, the national education scene also appears to be 

dominated by economic considerations. When the (conservative) federal 

government of Australia needed extra funds to finance a war in Iraq, the first 

thing to get “axed” from the federal budget was the very thing that may have 

supplied some hope for peace in the world, a languages and cultures education 

program called NALSAS ( National Asian Languages and Studies for Australian 

Schools). This was meant to provide funds to a range of school-systems for the 

guaranteed provision of LOTE-learning programs for young Australians over a 

set period of time, but the federal government cut the scheme short by several 

years, showing a complete lack of appreciation for the value of LOTE education 

in our ‘global village’. This sudden withdrawal of significant funding has had 

ramifications for the teaching of all languages, not just Asian Languages, right 

across the country. Various school LOTE programs have had to be reduced or 

terminated – and the consequent negative effect on language teacher morale is 

very evident in this study. Language teachers are reporting (anecdotally) that 

they feel not only under-valued but under siege! They –and their careers – are 

at the mercy of top-level politicians wielding an inordinate amount of economic 

power over education matters. 

The knowledge economy is indeed alive and well in Australia, where education 

policy, once clearly part of the broad social policy, is now “increasingly a 

subsector of economic policy as well” (Queensland Government, Department of 

Education, 1990a, p.36). With the steady increase in international education 

initiatives, both within Australia and off-shore, education is increasingly seen as 

an important economic asset (Keating & Lamb, 2004). Driven by the need to 

acknowledge and accommodate this trend (and other educational changes 

outlined below), most state government education departments have undergone 
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extensive restructuring in recent decades. Unfortunately, however, this does not 

seem to have produced a positive effect on student achievement (Lingard, Mills 

& Hayes, 2000).  There remains a need for change in both classroom practices 

and approaches to teachers’ learning, in order to effect improvement in student 

outcomes. One thing that has changed at a national level is the curriculum. 

A feature of the contemporary Australian educational context is the relatively 

recent development of a national curriculum, or at least ‘the closest approach to 

a national curriculum in Australia’s modern history’ (Griffin, 1997, p.6). Starting 

in the late 1980s with cross-state collaboration, deemed ‘the most intense 

national collaboration in the history of Australian education’ (Willmott, 1994, p. 

41), the national curriculum movement culminated in the publication of a set of 

curriculum statements and profiles for Australian schools in the mid-nineties 

(e.g. Australian Educational Council (AEC), 1994a, 1994b). Not all the national 

curriculum documents were equally well received around the nation, as will be 

seen in the case of Languages (see Section 2.2). A number of weaknesses 

were identified, including and especially the specificity of the statements and 

outcomes contained in the profile documents. One fairly scathing description of 

the profiles developed for Australian schools refers to them as ‘long lists of 

vaguely stated outcomes, mixed with some highly specific statements’ (Griffin, 

1997, p.7). The advent of these profiles and their accompanying curriculum 

statements in Australia has impacted on educational systems, school 

administrators and classroom teachers – and, of course, on LOTE specialists, 

some of whom were involved in trialling the use of outcomes-based profiles in 

various states (e.g. MLTAQ, 1996). For the majority of Australian languages 

teachers, however, there was no ‘sneak preview’, no prior knowledge of or 

experience with an outcomes approach to education. Attention is now turned to 

the specific situation of languages  teachers in one state of Australia. 

2.1.3 Local (state and system) perspectives 

In this section, the local educational change context – at both state and system 

levels – is examined, in order to cast additional light on the professional learning 

environment of the research participants. The state is Queensland, fastest 

growing state in Australia, with a current growth rate of two percent per annum - 
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compared to the national growth rate of 1.2%. (Queensland Government – 

Office of Economic and Statistical Research, 2005); and the systems involved 

are Education Queensland (EQ, the former Department of Education, 

Queensland) and Brisbane Catholic Education (BCE), one of several smaller 

education systems within the state of Queensland. The recent past experience 

of curriculum innovation in this state and in these two school-systems in 

particular provides the backdrop against which the ‘drama’ of change-induced 

professional learning is played out. It is therefore important to describe in some 

detail, as part of the general educational context for this study, the local 

educational change context. Fullan (1991, pp. 73-4), a prolific writer on 

educational change, asserts that a school system’s track record in managing 

educational change ‘represents a significant precondition relative to the next 

initiative’ since it has been shown that ‘the more that teachers or others have 

had negative experiences with previous implementation attempts in the district 

or elsewhere, the more cynical or apathetic they will be about the next change 

presented regardless of the merit of the new idea or program’. Accordingly, both 

statewide educational reform and system-specific changes of the past decade 

or so are described here, in an effort to understand the recent past experience 

of the teacher-participants in this study and so to better present their 

perspective on curriculum change and consequent professional learning 

challenges/responses in the current era. 

2.1.3.1  Statewide educational reform 

With regard to educational change at state level, one of the more important 

events in the recent past has been the comprehensive review of the 

Queensland School Curriculum undertaken by Wiltshire, McMeniman and 

Tolhurst (1994).  This has had ramifications at all levels of education in this 

state, with primary school teachers experiencing the greatest effects, perhaps, 

on account of the range of stress-producing innovations for implementation in 

Years 1-7 during the nineties, including: Year 2 Diagnostic Net; Year 6 Test; 

and the advent of Student Performance Standards in Mathematics and English  

(Carr, 1996; Hanifin, 2000). 
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Teachers have also had to cope with the stress of ongoing change caused by 

the introduction of a variety of new curriculum documents throughout the 

nineties and into the early years of the next decade. In the case of the English 

syllabus for Years 1-10 (Queensland Government, Department of Education, 

1994), for example, the process of training the trainers (Key Teachers) and 

preparing classroom teachers for implementation of this new curriculum 

involved a great deal of professional learning and some angst, especially for 

those teachers with no previous knowledge of Systemic Functional Linguistics 

(Carr,1996; Cumming & Freebody, 1995). This approach to language also 

underpins the brand-new English Syllabus Years 1-10 (QSA, 2004), so any 

teachers who have resisted this functional-linguistics approach to date will once 

again be challenged to embrace it. The languages teachers involved in this 

study have also had to face this challenge, since they are dealing with second-

language learners who are now speaking a new metalanguage based on a 

functional understanding of their first language. 

This is just one of several curriculum change challenges faced by Queensland 

teachers in these early years of the twenty-first century – just one of the 

‘thousand new reports, studies, programs, projects, accountability measures, 

procedures and Good Ideas that politicians, senior bureaucrats, academic 

consultants and media beat-ups have foistered onto the education system’ 

(Carr, 1996, p.41). As each of the new-breed outcomes-based syllabus 

documents produced by the Queensland Studies Authority has been launched, 

teachers – in primary schools, especially – have been faced with the prospect of 

becoming familiar with an increasing (and overwhelming) number of learning 

outcomes. At the same time, they have had to keep abreast of other significant 

reform-issues, including: the ‘impact of technology; learning in context (real-life 

contexts; simulations; interactive multi-media); and holistic education’. All of 

these were curriculum development concerns identified by the Queensland 

Curriculum Council (1996, p.1) when conducting an environmental scan in the 

mid-nineties. 
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2.1.3.2 System-specific educational reforms 

Most of the above concerns have been addressed by those designing recent 

curriculum innovations for Education Queensland schools. Firstly, there was the 

Leading Schools project (Queensland Government, Department of Education, 

1997), whereby power – including more control over funding – was devolved to 

school principals, who were thus cast in the role of line-managers-cum-change-

agents, striving to improve student outcomes in their schools, with the limited 

resources allocated to them. This was followed by a further document 

confirming Education Queensland’s commitment to devolution of centrally-held 

power; this document outlined Future Directions for School-Based Management 

(Queensland Government, Department of Education, 1998) and provided 

clearer guidelines for school administrators while at the same time demanding 

greater accountability to the system and community. This effectively meant that 

Education Queensland schools were forced to join non-government schools in 

embracing the ‘education market’ (Marginson, 1997), where education is a 

product, students and parents are consumers, or ‘clients’, and schools and 

teachers are producers – in competition with each other. 

Unfortunately, this regulated education market has also had a deleterious effect 

on relationships amongst teachers, something of great interest in this current 

study, where collaboration amongst teaching colleagues is a prime focus. 

Firstly, limited-tenure promotional positions have created ‘an environment of 

permanent competition where …collegiality and collaboration are difficult to 

sustain’ (Reid, 1999, p.197); and secondly, as this ‘rampant individualism’ and 

continuous competition have gradually become the norm, distinctions amongst 

teachers have come to be made more frequently on the basis of status, as 

explained here in a prediction made some years ago: 

Inevitably, the mechanism of the market will begin to more 
favourably reward those who find themselves at financially secure 
and well resourced schools…As the identity of teachers shifts from 
one of common membership of a profession, to that of individual 
operating in an education market, so, too, do the prospects for 
solidarity and collective action decline. (Reid, 1999, p.197) 
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This state of affairs is particularly disturbing for specialist language teachers, 

who are constantly in competition with each other for the best LOTE teaching 

positions at the very small number of ‘financially secure and well resourced 

schools’. It does not augur well for collaborative networking either. 

Languages teachers are also painfully aware of the need to constantly market 

their subject, given that parents may ‘shop around’ for a school with a LOTE 

program that impresses them and then allow their children to opt out of 

language study after a year or two, leaving upper-school classes with greatly 

reduced numbers. These small class-sizes at middle- and upper-secondary 

level make language education economically unviable in some cases, at least in 

the minds of school administrators, some of whom have made unfortunate 

public proclamations such as “LOTE studies should not be mandated beyond 

Year 7” (Queensland Secondary Principals Association, 2000, p.1), 

Consequently, prospective parent and student ‘clients’ have to be wooed by 

LOTE teachers at various promotional activities designed to raise the profile of 

LOTE and gain new ‘customers’, while also retaining the existing ‘clientele’. This 

demands a huge investment of time and energy from many individual language 

specialists and has been an unfortunate side-effect of the education market 

mentality (of the past decade or so) for all LOTE teachers, including those 

participating in this study. 

Another important development at state level during the nineties – with 

ramifications for at least some of the participants in this study - has been the 

New Basics project (e.g. Luke, 1999; Schofield, 1999). This innovation 

represents an attempt to describe ‘the interactive requirements of new life 

worlds and futures orientations’ (Luke, 2000, p.32). The four main clusters of 

‘practices that are essential for survival in the worlds that students will live and 

work in’ are: 

 Life pathways and social futures 

 Multiliteracies and communications media 

 Active citizenship 

 Environments and technologies. (Luke, 2000, p.32) 
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The New Basics Project has already had a significant impact on both teachers 

and learners in Queensland schools, including those participating in this 

research – that is, the several teacher-participants who happen to be teaching 

LOTE at a New Basics school. Those teachers are not at liberty to implement 

the new LOTE curriculum any way they see fit; they are constrained by the 

requirements of the New Basics curriculum as it is interpreted and implemented 

in their particular school context. While this particular innovation applied to state 

schools only, other reforms of the past decade have affected teachers in all 

school systems. 

Probably the single most significant development on the Queensland Education 

scene (all systems) in recent times, since the onset of the new millennium, is 

the emergence of Education and Training Reforms for the Future (ETRF) 

(Queensland Government, Department of Education and the Arts, 2002a) in 

response to the largest educational research project ever undertaken in this 

state, the Queensland School Reform Longitudinal Study (QSRLS) 

(Queensland Government, Department of Education, 2001).  This research was 

commissioned to study the impact of school-based management on student 

outcomes. However, its findings had more far-reaching effects, in that they 

pointed to the need for more ‘productive pedagogies’ in classrooms 

(Queensland Government, Department of Education and the Arts, 2002b) and, 

importantly in this research context, the development of schools as genuine 

‘learning communities’. The QSRLS found that 

high levels of productive classroom practices (pedagogy and 
assessment), of enhanced school organisational capacity and of 
high quality external support - when enacted in tandem - produce 
improved social and academic outcomes for students (Queensland 
Government, Department of Education, 2001, p.3). 

Other findings of this study pointed to deficiencies in curriculum-connectedness 

and intellectual quality, amongst other things, and led the Queensland 

Government to undertake an extensive statewide consultation on Education. 

The outcome was a report by the Ministerial Advisory Committee for 

Educational Renewal (MACER), from which emanated a ‘package’ of reforms 

referred to as the ETRF initiative, mentioned above. 
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One of the key ‘reforms for the future’ was the ICTs for Learning strategy, 

focussing on information and communication technologies (ICTs) – 

infrastructure, connectivity, learning and development. This was designed to 

encourage teachers in Queensland schools to make ICTs integral to learning, 

thereby creating Smart Classrooms 2005 and Beyond (Queensland 

Government, Department of Education and the Arts, 2005). As part of this 

‘blueprint to broaden the digital evolution of teaching and learning in 

Queensland schools’ (Queensland Government, Department of Education and 

the Arts, 2005, p.1), the government has introduced Discovery Initiatives, one of 

which is relevant to LOTE specialists: 

Teacher ICT Pacesetters will help teachers of the Arts, Languages 
Other Than English, and Health and Physical Education initiate 
innovative projects that demonstrate how ICTs are integral to these 
key learning areas throughout the phases of learning. (Queensland 
Government, Department of Education and the Arts, 2005, p.3) 

While this offer of funding to specialist teachers, to encourage their participation 

in the Smart Classrooms strategy, is encouraging, it is also quite minimal, given 

the large number of specialist teachers in the state. Nevertheless, it is a small 

step in the right direction and one that is no doubt appreciated by those 

languages teachers who already have considerable skills in the use of ICTs. For 

those who do not currently feel comfortable integrating them into their LOTE 

teaching repertoire, like the majority of participants in this study, ICTs are just 

yet another example of a stress-inducing change-challenge. 

The other major change occurring as a result of ETRF has been the division of 

the Queensland schooling curriculum into three distinct phases: the Early Years 

(Preschool to Year 3, with a new Preparatory Year recently introduced, making 

this phase five years in duration); the Middle Phase of Learning (Years 4-9); 

and Senior Schooling (Years 10-12). This has blurred the traditional divide 

between primary and secondary schools, some of which now have a Middle 

School component as well. In the government schooling sector, even schools 

with no noticeable change to their administrative structure are obliged to 

embrace and cater for the distinctive needs of Middle Schooling. This is 

because the Middle Phase of Learning report (Queensland Government, 
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Ministerial Advisory Committee for Educational Renewal, 2002) led to the 

development of a Middle Phase of Learning State School Action Plan 

(Queensland Government, Department of Education and the Arts, 2003) that is 

couched in very definite terms. Future-imperative verbs have been used 

throughout the document to make it quite clear to school communities that this 

action plan is not optional but mandatory – for example: 

The Middle Phase of Learning Strategy will be implemented in 
state schools… Curriculum coordination time will be increased to 
allow greater planning and preparation time for teachers to 
implement the Middle Phase of Learning… Assessment and 
reporting requirements and accountability for student performance 
and engagement will be strengthened in state 
schools…Professional development and learning of teachers and 
principals in the Middle Phase of Learning will be prioritised and 
promoted. (Queensland Government, Department of Education and 
the Arts, 2003, pp.7-12) 

These mandates affect the teaching and professional learning of the languages 

teachers participating in this study, as all of them teach classes ranging from 

Year 4 to Year 10, so the one thing that all the participants have in common is 

that they are involved directly in the Middle Phase of Learning. Given this level 

of involvement in middle-schooling, it is not surprising that each of the regional 

networks in this study (i.e. those with EQ employees) was represented by at 

least one teacher-member at the recent professional development program 

entitled “LOTE in the Middle Phase of Learning”. This weekend residential, 

prepared and presented by EQ curriculum officers (and the researcher, as 

invited consultant), was offered at various regional locations during the month of 

August 2005, presumably in response to the above-mentioned mandate re: 

prioritisation and promotion of ‘professional development and learning of 

teachers…in the Middle Phase of Learning’ (Queensland Government, 

Department of Education & the Arts, 2003, p.12). 

While some of the initiatives outlined above are mandated only for Education 

Queensland schools, most do nevertheless have a flow-on effect in other 

systems, which seek to keep abreast of EQ changes, subsequently deciding 

whether or not to mandate similar changes in their own system. Teachers in 

BCE schools have consequently been affected by many of the reforms 
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described above. Moreover, they have also had to face a number of curriculum 

changes unique to their own system (BCE, 1995, 1997; Hanifin, 2000) The 

experience of these teachers in coping with whole new curriculum frameworks – 

firstly that of Choosing our Future (BCE, 1995) and subsequently the Learning 

Framework based on lifelong-learning roles (BCE, 2002) – plus the 

requirements of new outcomes-based syllabuses and guidelines, constant in-

servicing and re-writing of programs, plus an increase in specialist programs 

inserted into the primary school curriculum – must be taken into account when 

examining BCE LOTE teachers’ responses to curriculum change. Their 

responses are likely to be affected by change fatigue (e.g. Lingard, Mills & 

Hayes, 2000; see Section 3.2.3), both directly – due to their own experience of 

multiple systemic innovations – and indirectly, given that the change fatigue of 

their non-specialist classroom teaching colleagues is likely to impact on their 

own ability to find support for the implementation of the new (and not universally 

accepted) LOTE curriculum. The development of that curriculum and responses 

to it – in terms of policy and practice - are outlined in the following section, 

which examines national, state and system changes in LOTE (Languages) 

education specifically. 

2.2 NATIONAL, STATE AND SYSTEM CHANGES IN 
LANGUAGES EDUCATION 

In order to understand more clearly the perspective of the LOTE teacher in this 

large-scale general educational change scenario, recent changes in the specific 

field of LOTE education are now examined. Firstly, national changes and their 

implications at state level are outlined. Then system-level responses and 

initiatives - within both Education Queensland and Brisbane Catholic Education 

- are explored, as these impact greatly on the working lives, networking 

experience and professional learning of the research participants. 

2.2.1 Languages Education Policies 

So many developments have occurred in the area of Languages Education 

policy and practice over the past decade or so that it has been difficult for 

teachers, education systems and the general community to keep abreast of all 

the changes. Just two years after a National policy on languages was published 
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(Lo Bianco, 1987), “a knowledge of languages other than English” was included 

in the list of desirable skills/capacities for Australian students in that landmark 

document The common and agreed national goals for schooling in Australia 

(AEC, 1989). Two years later again, a further language policy appeared in the 

form of Dawkins’ (1991) white paper, Australia’s language; and the commitment 

to LOTE education in the original ‘Hobart Declaration’ (AEC, 1989) was 

subsequently reaffirmed in The Adelaide Declaration on National Goals for 

Schooling in the Twenty-First Century a decade later (MCEETYA, 1999). 

In response to these two Declarations and the national language policies of 

1987 and 1991, the various states and territories produced their own policy 

statements about the teaching and learning of languages other than English. In 

Queensland, for example, the government commissioned a report on LOTE 

teaching in Queensland (Ingram & John, 1990), then, acting on its 

recommendations, produced A Statement from the Minister: Languages Other 

Than English (Braddy, 1991) in which the then Minister for Education 

announced the Queensland ‘LOTE Initiative’. This involved establishing LOTE 

programs in primary schools, for the study of certain priority languages, at 

Years 6 and 7 level initially, and subsequently from Years 4-10.  Many schools 

and systems found it difficult to resource these programs appropriately. Staffing 

was also extremely problematic, as purpose-trained primary LOTE teachers 

were virtually non-existent in Queensland at that time. 

2.2.2 New recruits for LOTE Teaching 

Specialist language teachers for the Queensland ‘LOTE Initiative’ were drawn 

from a number of sources, as indicated by the range of backgrounds amongst 

the participants in this study. Due to the lack of primary-trained specialist 

teachers, a large number of secondary LOTE teachers were ‘borrowed’ by 

primary schools and while some of these conscripts returned to secondary 

LOTE teaching at the first opportunity, others eventually opted to stay in the 

primary school. Most of the secondary-trained LOTE teacher-participants in this 

study fall into the latter category.  

Other participants in this study were generalist primary teachers – or, in one case, 

a teacher in another specialist area – who were invited to re-train as primary 
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LOTE teachers, by undertaking fully-funded intensive courses of study in school 

term-time, in order to fulfil the sudden and urgent need for language teaching 

specialists to staff the ‘LOTE Initiative’. Anecdotal evidence suggests that a 

number of these LOTE teachers are still not really proficient in one or more of the 

four areas of competence acknowledged as necessary for successful LOTE 

teaching (Ingram,1992): (i) effective general teaching skills; (ii) minimum 

proficiency in the language being taught; (iii) adequate cultural understandings; 

and (iv) knowledge of the principles of Communicative Language Teaching and 

the ability to apply these effectively in the classroom. These four areas of 

competence subsequently became the basis of a set of minimum skills 

requirements set down for those seeking employment as a LOTE teacher in the 

state system (Queensland Government, Department of Education, 1993). 

Yet other participants in this study, the fairly recent university-graduates who 

have become members of the regional (EQ) networks, are purpose-trained 

primary or secondary LOTE specialists, who have easily met the above-

mentioned minimum skills requirements. 

The final group of participants in this study are those employed to teach a 

language in systemic Catholic schools in Brisbane, where LOTE programs have 

also been developed speedily and with difficulty, in the same short timeframe as 

in the state system. To staff its rapidly developing LOTE programs, BCE has 

always sought to employ, as far as possible, teachers who are able to meet the 

state system’s minimum skills requirements. However, no system of language 

interviews is in place (as in Education Queensland). Consequently, there is a 

considerable degree of variance amongst the BCE LOTE teacher-participants in 

terms of their proficiency – with concomitant levels of confidence to implement a 

communicative language curriculum. This becomes apparent in the interview 

data. 

2.2.3 Rapid LOTE Curriculum Development 

The development of school LOTE programs was initially so rapid that there was 

no time to produce any formal curriculum documents for all primary LOTE 

teachers to follow. Most tended to use the Department of Education, 

Queensland (1990) LOTE kits - as a kind of defacto syllabus, since these 
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provided some guidance on pedagogy as well as stipulating language-specific 

content for three stages: A (Year 6 Beginners); B (Year 7); and C (Year 8).  A 

generic Years 6-8 LOTE syllabus for Queensland schools was drafted but ‘put 

on hold’ and never published, possibly because large-scale national curriculum 

change was already being foreshadowed in other states of Australia. 

Throughout the early nineties, collaborative efforts for the development of a 

national LOTE curriculum began to gather momentum. A statement on 

languages other than English (AEC, 1994a) and Languages other than English - 

a curriculum profile for Australian schools (AEC, 1994b) were released in draft 

form for consultation in late 1992 and early 1993, causing a wave of controversy 

in the world of LOTE education. Not all states were satisfied that the documents 

were useable in the context of existing teaching and assessment practices in 

their state and so they argued for the right to make state-specific amendments. 

Consequently, in July 1993, the AEC agreed that “the publication of statements 

and profiles shall be the prerogative of each State and Territory” (AEC, 1994a, 

p. iv). Some states began to exercise this prerogative immediately, producing 

versions of the ‘national’ LOTE profile that ranged from minimal-changes-inside-

a-new-cover to substantial rewrites of the original. Queensland’s efforts fell into 

the latter category. 

This caused some difficulties when the federal Department of Employment, 

Education and Training funded the Australian Federation of Modern Language 

Teachers' Associations (AFMLTA) to undertake a professional development 

program for teachers of languages other than English, in order to trial the 

implementation of the ‘national’ LOTE profile in schools around the country 

(AFMLTA, 1994); each state was working with a slightly different document and 

with different levels of official support for the implementation of national 

curriculum. This was confusing for the LOTE teachers involved (including a 

small number of Queenslanders, one of whom is a participant in this study) and 

only added to their negative impressions of the national curriculum documents 

(Endicott, 1995). A further trial in Queensland the following year did nothing to 

allay the teachers’ fears about the difficulties of working with an ill-devised set of 

learner outcomes for assessment and reporting (MLTAQ, 1996). 
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Meanwhile, education authorities in Queensland were beginning to establish 

policies in response to the launch of the state ‘LOTE Initiative’, which had 

proclaimed the desirability of ‘a LOTE for all’ (Braddy, 1991, p.1).  The 

Queensland Catholic Education Commission (QCEC), for example, produced its 

own position statement entitled Languages other than English in the context of 

Queensland Catholic Education (QCEC, 1994). The various employing 

authorities, including independent schools, were then challenged to establish 

their own policies on LOTE education, either explicitly or implicitly, in response 

to the policy developments at state and national level; and, in fact, most did so.  

The current situation in Queensland is that LOTE programs are offered by both 

primary and secondary schools in all three education sectors (state, 

independent and Catholic). As an outcome of the Wiltshire Review of 

Curriculum (Wiltshire, McMeniman and Tolhurst, 1994), a decision was made 

by the state Minister for Education to extend compulsory LOTE learning to Year 

10 – a decision which did not meet with overwhelming general approval from 

the community at large, as evidenced by the considerable amount of public 

debate in the news media at the time. Nevertheless, this paved the way for the 

long-awaited development of a new formal LOTE curriculum spanning the 

primary and junior secondary years of schooling. A very significant development 

in LOTE education in Queensland, then, has been the publication of the state’s 

first-ever LOTE Syllabus Years 4-10 (QSCC, 2000), which was developed over 

a four-year period from 1996, for use in all Queensland schools.  

Since that time, the state government decision to extend the original LOTE 

provision (Years 6-8) upwards to Year 10 and down to Year 5 was rescinded, 

so LOTE teachers – in EQ schools, at least – were left with a Years 4 -10 

syllabus, a seven-year program, that could only be implemented over two or 

three years, as most schools opted for a minimal LOTE program – that is, they 

offered language study in the mandated years only. This meant that syllabus 

modules designed for Year 4 beginners could not easily be used with Year 6 

beginner classes, because the content was not age-appropriate; nor was it 

easily able to be integrated or ‘connected’ to the wider curriculum, because the 

topics were ‘out of synch’ with what classes at that year level were studying in 

other Key Learning Areas. This was understandably a source of frustration for 
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the LOTE teachers of Queensland, including those participating in this study. It 

was especially disappointing for those who had high hopes for improvements in 

the status and delivery of LOTE programs with the launch of this long-awaited 

syllabus document. As a postscript, on a more positive note, it can now be 

added that in 2010 a further government decision led to the re-mandating of 

language learning in Queensland schools. However, this did not occur during 

the data-gathering phase of this study. 

2.2.4 Need for promotion of LOTE Education by languages teachers 

At the time this research was conducted, the status of LOTE programs certainly 

seemed to need elevation in some quarters and one document that may have 

impacted in a more positive way on LOTE teachers in Queensland, and the 

Australian education community as a whole, was the National Statement and 

Plan for Languages Education in Australian Schools 2005-2008 (MCEETYA, 

2005). This document, which post-dates the interviews conducted for this 

research, gave some hope to LOTE teachers, as it stated unequivocally that 

Australia’s Ministers of Education 

… are committed to the vision of quality languages education for all 
students, in all schools, in all parts of the country. We believe that 
through learning languages our students and the broader Australian 
community gain important benefits. (MCEETYA, 2005, p.2) 

This vision statement may have inspired LOTE teachers as individuals and/or 

as network members to persevere with their advocacy work (as reported in the 

interviews and focus groups of this research), continuing to promote languages 

education in the face of considerable opposition or, at least, lack of support from 

many quarters. At the time, this lack of support was expressed in many ways, 

including negative position papers by state school principals (e.g. Queensland 

Secondary Principals Association, 2000), funding cuts by governments and 

decisions by school administrators to reduce LOTE programs to a minimum.  

2.2.5 Unique situation of BCE languages teachers 

Although LOTE teachers working for Brisbane Catholic Education experienced 

many of these same change phenomena, their situation was in some ways 

quite different. Within BCE, LOTE education has been characterised by the 
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same rapid growth and development – and the same lack of support from some 

parties – as in the state sector. However, the overall level of ongoing, system-

level support has been greater, with BCE having a dedicated staff member to 

promote LOTE and protect the interests of LOTE teachers. In addition, the 

teacher-networking context is quite different, as is the work context of the BCE 

LOTE teachers, most of whom are part-time contract employees. 

One special aspect of the teaching – and professional learning – context for the 

BCE language teachers participating in this study is that LOTE education is 

provided in systemic Catholic schools of the Archdiocese of Brisbane in the 

unique context of Cultural Literacy and Languages (the name of a new Key 

Learning Area (KLA) which officially replaces LOTE in these schools). In 1995, 

Brisbane Catholic Education undertook a major curriculum review (BCE, 1995). 

As part of the curriculum framework developed at that time, nine key learning 

areas for Years 1-8 were announced, including "Cultural Literacy and 

Languages", which was outlined thus: 

Students will study Cultural Literacy and Languages from Years 1-8 
with the language component being compulsory for most students 
in Years 5, 6 and 7. Language study will be available in secondary 
colleges as an elective area of study. (BCE, 1995, pp. 2-3) 

The following year, a commissioned research project was undertaken by 

Australian Catholic University (Endicott, 1997). In addition to defining the term 

Cultural Literacy and delineating parameters of the new KLA, this research 

produced four recommendations relating to (i) professional development of 

LOTE teachers and (ii) the need for teacher-collaboration opportunities. Both of 

these teacher-learning issues are explored in the current study. 

Since 1993 and with the help of state funding, BCE has been able to provide 

LOTE programs in all but two or three of its schools. The BCE LOTE situation in 

the late nineties was summarized by the Education Officer - Cultural Literacy 

and Languages thus: 

Schools are presently teaching a diverse range of programs across 
Years 1-10 within this KLA and the vast majority of these programs 
incorporate learnings in both language and cultural literacy.  More 
than half of all primary school students learn a language other than 
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English, with programs beginning at any time from Year 1.  Almost 
all students in Years 6 and 7 learn another language and there is 
significant support for the expansion of these programs to lower 
year levels. (BCE, 1997, pp. 19-20)  

Unfortunately, this hoped-for downwards expansion has only occurred in a 

handful of BCE primary schools, where a principal has been willing to use 

discretionary funds to employ a LOTE teacher for Years 4 and 5 or where a 

‘free’ teacher has been provided by the Italian welfare and education 

association, CoAsIt.  

From 2001, all BCE LOTE teachers were advised and encouraged to use the 

new outcomes-based syllabus produced by the Queensland School Curriculum 

Council (QSCC, 2000). Anecdotal evidence and observation both suggest that 

the extent of take-up of the new curriculum varied greatly from teacher to 

teacher and school to school. There was, and still is, a great deal more 

professional learning to be undertaken by LOTE teachers, in order to fully 

understand the intended/desired transformation of classroom practice. The 

knowledge-base of LOTE teachers always needs continual updating, but the 

need at that time was even more urgent, given the introduction of the first-ever 

formal syllabus in languages for Years 4-10 and the consequent challenges of 

such a significant curriculum change situation.  

2.2.6 Need for professional updating by languages teachers 

In the field of LOTE education, as in other specialist areas of education, change 

demands constant professional updating. Not only do languages teachers have 

to maintain their language proficiency, but also their methodology. Over the past 

two decades, LOTE teachers have been challenged to respond to the findings 

of second language acquisition research (Larsen-Freeman & Long, 1991) by 

altering their thinking and instituting pedagogic change that reflects the 

principles of communicative language learning (Scarino, Vale, McKay & Clark, 

1988; Willis & Willis, 1996). They have subsequently been asked to develop an 

understanding and ability to implement an outcomes approach to LOTE 

education; and most recently they have been subjected to demands for change 

in the area of culture teaching. This has occurred since the advent of Inter-

cultural Language Learning, an innovation which has gained some clout by being 
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included in the National Statement and Plan for Languages Education in 

Australian Schools 2005-2008 (MCEETYA, 2005). According to this Plan, 

teachers of languages need to “maintain and strengthen their linguistic proficiency, 

and develop understandings of inter-cultural language learning and curriculum 

design, pedagogy and assessment” (MCEETYA, 2005, p.14). While this new 

development has been welcomed by some as a great asset to the cause 

(promotion of the value of language learning in Australia), others in the LOTE 

teaching field have dismissed it as just another educational fad or simply a new 

name for what they are already doing.  

In an attempt to address all these changes, a number of professional 

development opportunities have been offered each year to both EQ and BCE 

LOTE teachers. For example, over the three year period of data collection for 

this study, EQ officers and language advisers organised residential in-service 

weekends on topics such as: 

 Productive Pedagogies and LOTE 

 Inter-Cultural Language Learning and 

 LOTE in the Middle Phase of Learning.  

BCE LOTE teachers have had whole-day workshops on topics as varied as: 

 Communicative language teaching 

 Planning in an outcomes framework 

 Inter-cultural perspectives in LOTE programs 

 Consistency of teacher judgements in LOTE 

 Planning for and monitoring of student performance 

 Effective use of ICTs in the LOTE classroom 

With the continued efforts of the (few remaining) system-level LOTE officers in 

both systems, who seek to recruit well-qualified teachers, organise local 

inservice events, provide ongoing advice and practical support for languages 

teachers and promote external professional development courses, overall levels 
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of language proficiency and knowledge of communicative and inter-cultural 

language learning methodology appear likely to increase gradually over time. 

However, when the QSCC (2000) syllabus was introduced, this need for 

professional improvement became critical, as evidenced by the teachers in the 

syllabus trial (Carr, Commins & Crawford, 1998), who acknowledged having 

gaps in their professional knowledge and some consequent feelings of 

inadequacy or incompetence with regard to implementing curriculum change. 

2.3 CONCLUSION 

Curriculum change is indeed a perennial challenge for most teachers of this 

current era, teachers who live and work in   

… an increasingly post-industrial, postmodern world characterised 
by accelerating change, intense compression of time and space, 
cultural diversity, technological complexity, national insecurity and 
scientific uncertainty… (Hargreaves,1994, p.3). 

In this chapter, we have seen that there is a great deal of ongoing educational 

change on the global, national and local levels. New policies and procedures 

are constantly being introduced; and teachers of all kinds are consequently 

under enormous pressure to implement a multiplicity of reforms. At the 

beginning of the new millennium, Luke (2000a, p.1) summed up the ‘change 

fatigue’ situation of ‘people in the field’ in Queensland education thus: 

they have been quality assured, curriculum reformed, SPSed, 
LOTEd, Leading Schooled and so forth to the point where they 
aren’t listening [to any further suggestions for reform or innovation. 

Languages teachers in Queensland at this time of significant change have 

experienced all of the above innovations plus more. There have been changes 

to: LOTE education policies; approaches to second-language teaching; LOTE 

curriculum frameworks; the number and type of language-teaching colleagues; 

an increase in the need for advocacy and promotion of languages learning (to 

keep LOTE on the agenda); and a greater need for professional development 

and support, for learning to teach languages in new inter-cultural ways with a 

new outcomes-based syllabus. 
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How do teachers typically respond to such a plethora of changes? How have 

the teachers/network-participants in this study responded to the challenges of 

curriculum change? The Findings presented in Chapter 5 will reveal their 

responses, as well as their experience of networking and learning together as a 

way of coping with change. However, in order to develop a conceptual 

framework for better analysis and interpretation of those findings, the research 

literature on responses to educational change is now reviewed, as is the 

research on teachers’ professional learning in general and their learning in a 

network situation in particular. This review of the relevant literature can be found 

in the following chapter. 



 59 

CHAPTER 3:  THE LITERATURE REVIEW 

This chapter presents a review of the scholarly literature considered relevant to 

the research purpose of exploring and analysing Queensland specialist 

languages teachers' experience of change processes, network participation and 

network-situated professional learning in a context of curriculum change. The 

aim is to establish, via synthesis of research findings in other contexts, what is 

already known about: (i) educational change and teacher change processes; (ii) 

learning in general and teachers’ professional learning in particular; and (iii) 

collaborative/communal teacher learning in networks. In Section 3.1, an 

overview is provided of the main themes explored in this literature review and a 

basic Conceptual Framework is delineated, to guide the review process (see 

Figure 3.1). Then, following detailed review and analysis of key research 

articles on each of the three main themes represented in the Conceptual 

Framework, a synthesis is provided and implications for the current research 

are discussed. The chapter concludes with an overall synthesis of the relevant 

research literature, presented as an elaborated Conceptual Framework to guide 

the design of the remainder of the study, in particular, the Methodology 

(Chapter 4) and the analytical framework for the Discussion of Findings 

(Chapter 6).  

3.1 CONCEPTUALISATION OF THE LITERATURE 

Given the research focus on exploring and analysing teacher change 

processes, networking and professional learning at a time of curriculum change, 

the relevant literature could be seen as belonging to three major sub-themes or 

strands of the teacher-learning research area:  

1. teacher change in response to curriculum change;  

2. learning in general, especially teacher learning; and  

3. teacher networks/communities of learners.  

This initial, very basic conceptualisation of the literature is represented 

diagrammatically in Figure 3.1.  
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Figure 3-1  Literature Review - Conceptual Framework 

In the following sections of this chapter, the three main themes identified in the 

Conceptual Framework are explored in terms of existing research literature. 

Firstly, in Section 3.2, the impact of educational change on teacher-learners is 

examined, both in general (classic responses of teachers facing change) and 

with reference to the specific situation of specialist language teachers in 

Queensland, Australia (the particular learning challenges of the curriculum 

change situation under investigation). Secondly, in Section 3.3, the nature of 

knowledge and learning, especially teachers’ professional learning, is 

discussed. Thirdly and finally, in Section 3.4, there is a detailed review of 

research literature on collaborative network-type approaches to professional 

learning that could be applied to the teacher-networking situation described in 

this thesis. The summary at the end of the literature review (Section 3.5) 

provides an Elaborated Conceptual Framework showing these three aspects of 

the topic, the affective, the cognitive and the social, aligned with research-based 

concepts/principles to guide the subsequent investigation and interpretation of 

teacher learning in a new context. 
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3.2 TEACHER CHANGE  

In this section, the complex nature of educational change is established before 

consideration is given to its role as a catalyst for teacher change, especially 

change on the personal, affective level – change in beliefs and identity.  

An abundance of research literature focuses on the nature of educational 

change, both from a theoretical and an empirical perspective. There are several 

common threads evident in the literature, including the following themes 

identified by Brady (1996, p.29): the need for teacher commitment to and 

involvement in change; the need for peer support within the school or 

professional community; and the importance of management support, a need 

highlighted already more than two decades ago by Huberman & Miles (1984). It 

is Brady’s fourth identified theme, ‘the acknowledgement of the great complexity 

of change’, a much discussed aspect of change (eg Eisner, 2000; Fullan, 1993, 

1999, 2001b; Guskey, 2002; MacDonald, 2003; Miles, 2005), that is of most 

interest initially, given the study’s focus on the possible catalytic effect of 

complex curriculum change on languages teachers’ personal and professional 

growth as individuals and network-members. 

For this first part of the review, various theories and models of educational 

change have been explored, with a view to understanding how the broader 

educational change context described in Chapter Two impacts on teachers at 

the school and network level. Particular attention is given to research literature 

that provides some insights into: (a) the complexity of change; and (b) 

curriculum change as a catalyst for teachers’ personal and professional 

learning/growth/change, particularly in the affective domain. The complexities 

and challenges of the particular educational change situation under 

investigation in this study are then considered, as are teachers' typical 

responses to change, in terms of their emotional responses and their 

development of new beliefs and new identities. Finally, the implications of the 

reviewed educational change literature for the current research are considered. 

At this point, a model of teacher change is proposed (see Figure 3.2), as one 

element of a three-part model (see Figure 3.5) to guide the research process 

and provide an analytic framework for discussion of findings. 
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3.2.1 Curriculum change and teacher change – a discourse of 
complexity  

Educational change is complex and uncertain (Geijsel & Meijers, 2005; 

Hargreaves & Goodson, 2006; Knapp, 2008). It is multidimensional, involving 

possible changes in goals, skills, beliefs and behaviour, but above all, changes 

in practice (Fullan, 1991).  The dynamics of curriculum change are equally 

complex; and Fullan (1993) suggests eight lessons that can be learnt about its 

complexity. These include: the need to balance both individualism and 

collectivism, and centralisation and decentralisation; the difficulty of mandating 

what matters; and the inevitability and desirability of experiencing problems in 

the process.  

Curriculum innovation can also be anxiety-inducing for the teachers involved, 

since dealing with the change created by complexity/chaos involves facing the 

unknown and facing fear of the unknown (Fullan, 1999; Guskey, 2002; 

Hargreaves,1994; Stoll & Louis, 2007). This is because teachers rarely have 

enough information to see the ‘big picture’ of what they are expected to 

implement. They see almost continuous changes without a deep understanding 

of the rationale for the changes and this can leave them confused and resentful. 

For example, in an Australian study examining the role of teachers in the 

process of educational change, Proudford (1998, p.146) found that the 

‘fragmentary and transitory nature’ of some policy changes left teachers 

anxious, reluctant to get involved and then, ultimately, disappointed and 

disempowered. Hargreaves (1994), researching predominantly in the United 

Kingdom, likewise speaks of the anxious feelings of teachers in ‘changing 

times’, where a rash of mandated changes in education has caused 

uncertainties, insecurity and resultant anxiety (p.x). Anxiety is perhaps, as 

Stacey (1996, p.188) claims, ‘an inevitable feature of mental life at the edge of 

chaos’. It certainly seems to be a key dimension of the experience of 

educational change in these New Times (Hall, 1996) of complexity and 

uncertainty. 

One of the more important insights to emerge from the educational change 

research literature of the past two decades is, perhaps, the acknowledgement 

of ‘the social-cognitive complexity of change at the teacher level’ (Geijsel & 
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Meijers, 2005, p.420). Only in recent years, however, has much research 

attention been paid to how the individual teacher deals with this complexity on 

the social and cognitive levels; and even less attention has been given to 

responses on the emotional level, as can be seen from the review of change-

processes research that follows. Insights from research findings in this area 

were sought, in order to understand the affective change-experience of the 

teachers participating in this study. 

The set of change processes and phases outlined by researchers in the late 

nineteen-eighties and early nineties tended to present a linear conceptualisation 

of educational change. For example, Buchanan and McCalman (1989) 

proposed a Change Transition Model consisting of four parts or stages: Trigger, 

Vision, Conversion and Maintenance/Renewal. In the Trigger stage, teachers 

become aware of the need for change but do not actively commit to it. Such 

commitment normally manifests itself during the Vision stage, when an 

appreciation of the desired future condition is gained by prospective 

participants, and they subsequently choose to confront the challenges of the 

innovation and respond to the motivators for change. The Conversion stage is 

when actual implementation occurs; and the Maintenance and Renewal stage 

involves management of mid-term change or intermediate outcomes. 

These four stages do not align exactly with those proposed by Fullan & 

Stiegelbauer (1991, p.48) – namely, Initiation, Implementation, Continuation, 

and Outcome – as Buchanan and McCalman’s (1989) Trigger, Vision and 

Conversion might all occur during the first phase of Fullan and Stiegelbauer’s 

four-part continuum. Another way of labelling stages in educational change is 

that suggested by Dwyer, Ringstaff and Sandholtz (1991), in the context of an 

American study of computer usage, the Apple Classrooms of Tomorrow Project. 

In this case, five stages were identified: entry, adoption, adaptation, 

appropriation and invention. However, Dwyer and colleagues found that 

confirmation of the stages themselves was not as significant as the finding that 

a change in teacher beliefs about instruction and learning was an essential 

element in the change process. This was perhaps the beginning of a realisation 

that beyond the issue of ‘stages’, other more important elements of complex 

educational change processes may warrant investigation. 
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Such investigation was necessary, as the early nineties models described here 

are all rather linear and fail to capture the complexity of teacher change. The 

whole notion of stages seems too focussed on individual teachers as compliant 

and emotionless participants in a process that is occurring outside of 

themselves, beyond their control and with no regard for their individual social 

contexts and personal needs.  

Since that time, however, educational researchers have begun to explore 

change processes more extensively; and the discourse of change has 

subsequently been dominated less by ‘blueprints’ or ‘models’ per se and more 

by general process-oriented principles, such as Fullan’s (1993, pp.21-22) ‘Eight 

Basic Lessons of the New Paradigm of Change’, later developed into a more 

sophisticated set of ‘Complex Change Lessons’ which provided ‘a much deeper 

and more coherent basis for understanding and acting in complex change 

situations’ (Fullan, 1999, p.18).  

The key development in the discourse of change has been the move away from 

describing it metaphorically as a linear/set ‘blueprint’ to conceptualising it as a 

potentially anxiety-provoking journey that is ‘non-linear, dynamic and loaded 

with uncertainty and excitement’ (Fullan, 1993, p.26). This acknowledgement of 

both positive and negative feelings in responding to change hints at the 

involvement of the individual teacher’s emotions in the whole process.  

Greater understanding of the personal and emotional aspects of change has 

also been achieved during the past two decades, with the work of Gardner 

(1993) on multiple intelligences and creative minds, Goleman (1995, 1998) on 

emotional intelligence and Hargreaves (1998) on ‘the emotional practice of 

teaching’ (p.835), all of which indicates ‘a growing awareness of the absences 

that sit at the heart of the predominantly technical and managerial paradigms of 

educational change and reform’ (Goodson, 2003, p.67). This theme, of the need 

to reclaim the purpose and passion of teaching through personally meaningful 

engagement with educational reform that nurtures teachers’ professionalism 

and commitment, is taken up by Goodson (2003) at length in his treatise on ‘the 

personality of change’ (pp.69-75), which he concludes thus: 
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Change theory needs to see school reform as an aspect of personal 
development and, conversely, has to view personal change and 
development among teachers as itself school reform. (p.75) 

This means that much more attention needs to be given to the subjective 

experience of persons engaged in educational reform and not so much to the 

objective outcomes of reform as proposed by those who would coax teachers 

along the change-initiation, -implementation, -continuation continuum, hoping to 

achieve a set educational end with maximum efficiency of time and resources. 

The teacher is positioned as a key part of this delivery system, but 
the technical aspects of teacher professionalism are stressed, 
rather than the professional biography – the personal missions and 
commitments that underpin the teacher’s sense of vocationalism 
and caring professionalism. (Goodson, 2003, p.76) 

Such an outcomes-focussed delivery system is doomed in our current era of 

complexity/chaos, since change is not an ‘end’ or ‘outcome’ in the postmodern 

world, argues Goodson (2003); it is a ‘condition’ and ‘with change as a 

condition, the importance of personal passion and purpose is transformed’ 

(p.66). This important personal (affective domain) aspect of the complexity of 

change implementation will be dealt with in more detail later, in the section on 

teacher responses and change/growth processes (Section 3.2.2.2); but first, the 

professional learning (cognitive domain) challenges of multi-faceted curriculum 

innovation are examined, in order to better understand their impact on teacher 

change processes as a whole. 

3.2.2 Curriculum change as a catalyst for teacher change  

Curriculum change has long been acknowledged as a catalyst for change within 

the individual teacher’s sphere of professional practice (Schön, 1983; Fullan, 

1991; Marsh 2000). One can assume, with Butler (1996, p.265), that “the 

educator is always in the process of ‘becoming’ what is required by the ever-

changing parameters of the learning context”; and the learning context for 

teachers is one of ongoing educational reform and change (Fullan, 2000; 

Groundwater-Smith, 2007). For those teachers who engage in reflection on 

action, the change can be a useful catalyst to the revising of beliefs and 

practices (Butler, 1996; Schön, 1987) - though not necessarily in that order 
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(Guskey, 1987, 2002). As change “involves, above all, the challenging and 

questioning of one’s beliefs” (Burns, 1992, p.64), it is not surprising that 

curriculum change is seen as a major catalyst for ongoing/lifelong learning for 

teaching professionals (Fullan, 2000).  

In the case of the teachers involved in this study, the lifelong learning 

opportunities for them arise from an innovation that has been mandated by the 

educational authority responsible for curriculum development in the particular 

Australian state where they teach. The learning challenges of this curriculum 

innovation will be discussed in the next two sections, in terms of (a) the 

cognitive challenges (related to professional learning) and (b) challenges in the 

affective domain (leading to personal responses and an experience of 

change/growth processes). 

3.2.2.1 The professional learning challenges of curriculum innovations  

A new syllabus for the teaching of languages other than English (Queensland 

School Curriculum Council (QSCC), 2000) was introduced in Queensland 

schools with a three-year phase-in period beginning in 2001. The evaluation of 

the trialling process for this new syllabus (Carr, Commins & Crawford, 1998) 

identified five key areas of curriculum innovation that would represent 

professional learning challenges for many LOTE teachers trying to implement 

the new syllabus. These are outlined below, together with a selection of relevant 

research articles that have been accessed to gain useful background 

information and a deeper understanding of the issues involved: 

 Understanding, modelling and promoting the attributes of a 

lifelong learner (Chapman & Aspin, 2000; Longworth & Davies, 

1996; QSCC, 2000; Ralph,1999) 

 Gaining a new knowledge base - language and content - to teach 

an embedded curriculum  (Bartlett, 2000; Carr, Commins & 

Crawford 1998; Shaw,1997) 

 Understanding and applying the principles of Task-Based 

Learning (Crawford, 2000; Foster, 1999; Skehan, 1996; van 

Hoof, 2000; Willis, 1998) 
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 Understanding and applying the principles of Outcomes-Based 

Education (Cumming, 1998; Fitzpatrick, 1991; Glatthorn, 1993; 

Griffin & Smith, 1997) 

 Becoming more technologically literate, to access electronic 

curriculum support materials (Carr, Commins & Crawford, 1998; 

Education Queensland, 2000; Riel, Schwartz & Peterson, 2000). 

These issues are potentially significant for the understanding of change 

processes and professional learning experiences of the teachers in this study. 

One can assume that at least one - and probably more than one - of the above-

mentioned issues will be an area of potential learning/growth for each teacher-

participant, given the experience of those who trialled the new syllabus during 

1997 and 1998 (Carr, Commins & Crawford,1998). One can also assume that 

such a significant amount of new learning might also induce a range of 

emotional reactions and responses in teachers, as a result of the ‘challenging 

and questioning of one’s beliefs’ and the possible undermining of long-held 

‘personal missions and commitments’.  

The reactions and responses of languages teachers to the challenges 

presented by the new curriculum may be pre-empted to some extent by an 

examination of the classic responses to educational change reported by 

teachers in previous research conducted in a context of educational change. 

Attention is now directed to these classic responses and change processes. 

3.2.2.2 Classic teacher responses and change/growth processes 

Models of Teacher Change described in the early literature on educational 

change could be classified as either external (to the school/teacher-

implementers) or internal. Marsh (2000, p.355) explains the distinction: 

The external model typically relies upon authority to exercise 
influence over people, processes and the use of resources. The 
internal model relies upon interaction, group processes and 
consensus. 

In both cases, the teachers involved in implementation of change find 

themselves caught up in an ongoing process - or processes - rather than a 
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single event. The main difference from a teacher's perspective is that, unlike the 

external (authority) model, the internal model tends to acknowledge the 

complexity of these processes and the need for interaction with/support from 

others experiencing the same change (Carr, 1996; Hargreaves, 1994; Marx, 

Blumenfeld & Krajcik, 1998). Nevertheless, notwithstanding this need for peer 

support, some form of pressure from above does seem to be important, at least 

in the successful reform initiatives reported by Fullan (1999), who claims that 

“Top-down mandates and bottom-up energies need each other” (p.19). In the 

current research context, it is interesting to consider whether the mandated 

LOTE curriculum change imposed from above plus the teacher-led networking 

from the grass-roots level confirms this mutual-dependence theory. 

Whether or not one subscribes to the theory that educational change can be 

packaged in neat time-parcels called Phases that teachers typically pass 

through as they become involved in implementing an innovation – as per 

Fullan’s four-part continuum (2001b, p.48) – one must acknowledge that there 

is a clear need for support of those undergoing the change processes, as 

indicated in the research literature on teachers’ learning (see Section 3.3.2). 

Nevertheless, teachers ultimately need to take responsibility for their own 

growth as professionals and there was an increasing trend in the 1990s towards 

recognition of this fact by Professional Development providers, many of whom 

began to advocate collaboration, peer support and greater responsibility taken 

by individuals for their own learning (e.g. Billett, 1998; Brennan, 1998; Everett, 

1997; Smart, 1998). 

Notwithstanding this emphasis on individual responsibility and communal 

sharing, the literature (e.g. Burnette-DuFour, 2003; Fullan, 1993; McLaughlin, 

1997; Redding & Kamm, 1999; Ross & Bruce, 2007) also acknowledges the 

important role of change agents (including external experts) in shaping 

teachers' responses to change and guiding them through the phases of 

educational change. This may be of particular significance in the current 

research, given the early contribution and subsequent withdrawal of various 

system-level officers who worked with languages teachers as mentors in the 

network context during the initial phases and processes of curriculum change. 

The role of outsiders in promoting and supporting teachers’ professional 
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learning in networks is a theme that warrants further investigation in the 

particular change-context of this study. 

Another relevant theme in the educational change literature is that of 

commitment – or lack of commitment – to change (Brady, 1996; Hargreaves, 

1994; Ruddock, 1991). Reform barriers often seem to occur in the form of 

negative teacher responses to innovation (e.g. Darling-Hammond, 1994; Griffin, 

1997). Negativity seems to emanate mostly from a teacher’s disadvantageous 

comparison of the perceived costs and rewards of participation in change 

processes (Fullan, 1991; Marsh, 2000). However, other sources of negativity 

are also possible; “lack of time, lack of established processes for professional 

development and limited incentive, due to the perceived hierarchical structures 

and role/task clarification” have been identified as major barriers to change in a 

study relating to teacher change and curriculum implementation undertaken in 

the same state of Australia as the current inquiry (Bailey, Berrell & Gibson, 

1991, pp.49-51). The task clarification problem identified here points to the need 

for clear communication from change managers, or change ‘leaders’ as Fullan 

(2001a, 2002, 2006) refers to them, regarding the need for innovation. A clear 

and well-delivered message about the proposed change can begin the process 

of building commitment (through understanding) amongst those who are 

required to implement it (Fullan, 2002, 2006; Hargreaves 1994; Kramlinger, 

1998). This “helps extend teachers’ possibility of control over both their working 

environment and their life choices by deepening personal and professional 

understanding” (Brady, 1996, p.29). 

Teacher involvement from the outset of any innovation is crucial for building 

meaningful commitment to and possible long-term ‘ownership’ of curriculum 

change, argues Ruddock (1991, p.90):  

If teachers are to lead change rather than be led by it, it is important 
that they can commit themselves to the meaning that a particular 
innovation has for them and for their school. 

This means that external change agents must first provide an explicit 

articulation of the rationale for change to all concerned. Teachers need this 

level of understanding about the possible impact of change on their own work in 
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order to make the decision to ‘come on board’ for the change journey (Fullan, 

1993; Kramlinger, 1998). Identification with the change purpose and substance 

is vital (Fullan, 1993; Hargreaves, 1994; Breen, 1997), since teachers work in 

ways that serve their own moral purposes:  

The degree to which a change is adopted is related to the degree 
the teachers perceive change as necessarily being of benefit to 
themselves or to their students (Breen, 1997, p.93). 

This relates directly to the concept of teachers’ personal passion and purpose, 

discussed above in terms of the missions and commitments that underpin 

teachers’ sense of vocationalism and caring professionalism (Goodson, 2003). 

These are obviously powerful realities that have to be taken into consideration 

by change agents, for teachers are persons first and need to be treated as 

such. D’Arcy (1999, p.18) believes that, “Much of the lack of success in 

individual teacher change may be attributed to the generalised, hyper-rational 

approach which has failed to acknowledge teachers as people…”. Teacher 

passion and purpose factors thus constitute another critical component of the 

complex dynamics of curriculum change that need to be taken into 

consideration in this study. 

Personal factors such as emotional intelligence (Goleman, 1995, 1998) and 

attitude to change (Johnson, 1999) are also important in coping with 

complexity/chaos, as emphasized by Fullan (1999, p.25) in his rather strong 

statement that “Emotional intelligence at work is absolutely crucial for 

effectiveness in complex environments”. This is supported by evidence from 

Goleman (1998), who claims that those who know and can manage their own 

emotions, who can motivate themselves, who display empathy and 

interpersonal effectiveness in dealing with others are better able to adapt to 

change and complexity – and, conversely, less likely to engage in resistant 

behaviour. 

Resistance is traditionally considered a barrier to change, since teacher 

rejection of mandated change tends to manifest itself “either as a denial of the 

importance of change or its mere assimilation” (Breen, 1997, p.93). However, 

Maurer (1996) argues an alternative view, claiming that resistance is an 
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essential ingredient of progress, since those who resist often have something 

important to tell us, alternatives that haven’t been considered, understandings 

that may not have been perceived by the compliant majority. According to 

complexity/chaos theory (Wheatley, 2006), such resistance may actually 

facilitate change by promoting discussion and airing differences that are often 

better incorporated in the early stages of change rather than later. Just as the 

dynamic elements of natural systems can allow order to emerge from chaos, so 

too can individuals in an education system learn from dissonance and forge 

new, more complex agreements and capabilities (Fullan, 1999, p.23). Thus 

resistance to change takes on a new guise in the current era, where teachers 

are ‘living on the edge of chaos’, seeking always to create meaning and order 

out of the messiness of human systems (Stacey, 1996). 

There is the possibility, too, that in the process of attempting to create or 

maintain order in their work-lives, some resisters of change, teachers with a 

strong sense of what is right and acceptable, are actually defending ways of 

operating that have previously seemed sensible, and possibly still are, and that 

are accepted practice, again probably with good reason (Sergiovanni, 1994). 

These resisters, while challenging the need for change, are not as totally 

rejecting of and skeptical about change as those referred to colloquially as 

‘blockers’ or ‘white-anters’ – teachers who “often remain isolated, 

metaphorically and physically, in their classrooms, shielded from the broader 

contemporary educational environment” (Harris, 2000, p.30), quietly refusing to 

change. Apart from this total anti-change stance of some teachers, three other 

factors that have been found to limit teachers’ commitment to undertaking 

curriculum change are:  

 the fear of moving beyond one’s ‘comfort zone’, and  

 the fear of failure if teachers attempt to implement changes 

advocated in professional development programmes. 

 a negative attitude to change due to the poor administration of 

change processes in the past by employing organizations… 

(Harris, 2000, pp.30-31) 
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The first of these, fearfulness due to professional competence being 

challenged, is probably related to the ‘fear of the unknown’ that was discussed 

above as an element of the anxiety-inducing complexity of change. Harris’ 

second finding, however, seems to fit better with the concept of “innovation 

overload” (Hargreaves, 1994, p.9) or teacher “change fatigue”, as  outlined in 

Chapter 2 and as confirmed by Lingard, Mills and Hayes (2000, p.99) in their 

comments on reform fatigue and the accompanying “deep cynicism and 

skepticism amongst many teachers”. This is echoed in a report on research with 

Dutch and Canadian teachers conducted by Geijsel, Sleegers, Leithwood and 

Jantzi (2003) who explain resistance to change in terms of negative or skeptical 

beliefs arising “as a consequence of being associated with mismanaged, ill-

conceived, or short-lived initiatives for change” (p.233). This has a direct effect 

on future levels of commitment to innovation: 

Negative context beliefs created by these past experiences may 
easily graft themselves onto teachers’ perceptions of current 
change initiatives in schools. When this happens, teachers’ 
motivation to implement those initiatives is significantly reduced. 
(Geijsel et al., 2003, p.234) 

Both this problem, lack of motivation to engage with change (again), and the 

previous one, change-anxiety, could potentially be solved by interaction with 

supportive, encouraging colleagues and/or well-informed external experts. The 

role of outsiders in providing this support has already been mentioned, but 

another kind of support is even more important, it seems. According to the 

research literature reviewed in the following section, the moral support that can 

be provided by a like-minded colleague working in a similar teaching context is 

much more highly valued by teachers; and the practical support provided by 

such peers is also seen as more desirable than the input of outside ‘experts’. 

Psychological or moral support from peers is often referred to in the research 

literature as emotional support. When this is provided in their work-life, usually 

by their colleagues, teachers are inclined to move into a state of “action 

readiness”, as explained by Geijsel et al. (2003, p.234): 

Emotions may also serve to maintain patterns of action. Indeed, this 
may be their most important function in relation to school reform 
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initiatives. As teachers engage with such initiatives from day to day, 
their efforts will be sustained by a positive emotional climate. 

When it comes to practical support for change efforts, there is a strong body of 

evidence that “colleagues are the preferred source of innovative ideas for 

teachers” (Fullan & Hargreaves, 1991, p.16). This is supported by the 

comments of languages teachers from the current research context (the state of 

Queensland) who were involved in the syllabus trial. Their recommendations for 

the in-service training package to be developed after the launch of the new 

syllabus highlighted the need for it to be practically-based and informed by the 

experience of teachers who had worked on the trial. The evaluators of the trial 

added: 

The syllabus-trial teachers further demonstrated their valuing of 
colleagues’ input by suggesting that experienced teachers in the 
various languages be brought in to show how they planned, used 
the resources, assessed, reported. (Carr, Commins & Crawford, 
1998, p.25) 

These comments highlight the valuing of practical experience, and of practicality 

in general, by teachers – who “tend to be quite pragmatic”, wanting support for 

change in the form of specific, concrete and practical ideas that directly relate to 

the day-to-day operation of their classrooms (Guskey, 2002, p.382). This 

pragmatism of teachers, often referred to as their ‘ethic of practicality’, gives 

them a powerful sense of what works and what does not; of which changes will 

go and which will not – not in the abstract, or even as a general rule, but for this 

teacher in this context. Sometimes “the practical wisdom of teachers and the 

peculiarities of the different settings in which they work” are overlooked by 

educational reformers (Hargreaves, 1994, p.88), but teachers’ need for 

pragmatism and context-responsiveness must be acknowledged if real 

commitment to change is to be engendered. 

3.2.3 Implications for the study  

From this review of existing research on curriculum change and professional 

growth of teachers in response to change, several implications can be drawn for 

the current inquiry. Firstly, it can be stated, with a degree of confidence, that the 

curriculum change faced by Queensland languages teachers has the potential, 
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like other curriculum innovations before it, to operate as a catalyst to teacher 

change, on both a personal (identity-building) level and a professional 

(knowledge-building) level. It is therefore appropriate to undertake an 

investigation of those personal change experiences and that professional 

knowledge-base expansion during the time of change, and to design the 

investigation in such a way as to tap into both the identity-building and 

knowledge-building experiences of the teacher-participants. 

Secondly, the change-induced professional learning of Queensland languages 

teachers is bound to be a complex process, due to (a) the multi-faceted nature 

of the curriculum change, as outlined in Section 3.2.1, as well as (b) the 

complexity of change processes in educational settings, discussed in Section 

3.2.2. This has methodological implications, in that multiple data-gathering 

strategies are necessary to explore, from the participants' perspectives, all 

aspects of such a complex learning situation. These research-design 

implications are discussed in Chapter 4. 

Thirdly, the literature on educational change indicates teachers’ clear need for 

interaction with and moral and practical support from a range of people during 

the change process. Psychological support from peers and practical input from 

change agents and external experts are obviously important factors to consider 

when trying to understand teachers’ learning in the languages curriculum 

change context of this study. Thus it is appropriate to explore in some detail 

their experience of interaction with and support from a variety of people, in order 

to better understand the affective dimension of teacher change and professional 

learning in networks. 
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Figure 3-2  Model of Teacher Change 

In summary, then, the specific research question that relates to this first part of 

the literature review focussing on Teacher Change is: 

In a broader (global and national) context of ongoing educational 
change, how do Queensland specialist language teachers in non-
school-based networks experience the complexity of change, 
personally and professionally?  

Specifically, the distilled understandings from the literature indicate a need to 

ask the following questions in this particular change context, in order to better 

understand, from an insider perspective, teachers’ experience of complex 

curriculum change and the extent to which it is constructed by them as a 

catalyst to personal and professional learning/change/growth: 

1. What do languages teachers perceive to be the main professional 

learning challenges at this time of curriculum change (implementing 

the new Queensland LOTE syllabus for Years 4-10)?  
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2. Given that curriculum change challenges may have a catalytic effect 

on the teaching professional as a person, what exactly are the 

personal learning/change processes experienced by each teacher 

since the launch of the new syllabus? How can these be described 

and interpreted? Is the journey metaphor appropriate? How much 

anxiety is induced, if any? What degree of resistance is in evidence? 

What is the level of commitment to change? How is each teacher’s 

identity affected? How much/What type of emotional support is 

needed for self-efficacy? How much/What type of practical support is 

needed for new professional learning?  

This line of enquiry, exploring both the cognitive (knowledge-building) and 

consequent affective (identity-building) challenges of change, gives rise to 

questions about the very nature of professional learning and the way(s) in which 

the languages curriculum innovations might stimulate development of teachers' 

existing knowledge base, both individually and collaboratively. Research 

literature on these issues is explored in the following section. 

3.3 TEACHER LEARNING  

This section provides, firstly, an overview of research literature on knowledge 

and learning in general, since this has influenced thinking about the second 

topic, the nature of teachers’ knowledge and learning. Specifically, the second 

sub-section deals with the knowledge-base for teaching and two types of 

strategies for expansion of that knowledge-base: (i) professional 

learning/knowledge-construction that is other-directed and acquisition-oriented 

versus (ii) professional learning that is self-regulated and more participatory. 

The section concludes with consideration of the possible significance of these 

research findings for the current research. 

3.3.1 Theories of knowledge/learning in general: From ‘acquisition’ to 
‘participation’  

Much of the recently reported educational research on knowledge and learning 

promotes a Social Theory of Learning, based largely on the early twentieth-

century work of Lev Vygotsky (1978), who highlighted the  importance of ‘social-

interaction-in-cultural-contexts’ in learning. This socio-cultural approach has 
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gained wide acceptance amongst educational researchers and practitioners in 

the Western world (e.g. Anderson, Greeno, Reder & Simon, 2000; Cornford, 

1999; Forman & Cazden, 1998; Hogan & Tudge, 1999; Kim & Baylor, 2006; 

Lave & Wenger, 1991; Rogoff, 1990; Wertsch, 1998), especially in the latter 

part of the twentieth century and the first decade of the new century, the age of 

the so-called ‘knowledge-society’ (see Chapter 2). Appropriately enough, 

exactly at the time when influences of the knowledge-society’s socio-cultural 

context are being felt, a Vygotskian perspective, giving pre-eminence to social 

and cultural-historical contexts of learning, now seems to predominate in 

research on learning. 

However, it was not always so. In previous decades, when some of the current 

classroom practices and teacher PD programs were developed, a more 

individualistic Piagetian conception of learning was prominent, based on 

research in the area of developmental psychology (Piaget, 1973). This focus on 

the individual learner and how the individual understands things, in terms of 

developmental stages and learning styles, is apparent in the educational 

research literature of the nineteen-eighties, for example. In that decade, various 

theorists focused on the diversity and multiplicity of features of knowledge within 

the mind of the individual. For example, Gardner (1983/1993) proposed the 

Theory of Multiple Intelligences, proposing various (originally seven, now eight) 

ways of knowing, thus highlighting the consequent uniqueness of every 

learner’s cognitive profile. Shulman (1987) then proposed a multi-faceted 

framework for studying the knowledge-base of teachers. The mind of each 

teacher contained seven types of knowledge, he proposed: content; general 

pedagogy; curriculum; pedagogical content; learners and their characteristics; 

educational contexts; educational ends, purposes and values. Again, the focus 

was on the complexity of cognition within the individual, rather than on the ways 

in which understandings can grow out of social encounters; so this research is 

more aligned with Cognitive Constructivism rather than Social Constructivism 

(Atherton, 2009). 

Since the early 1990s, the focus of research on knowledge seems to have 

changed, probably largely due to the influence of Lave and Wenger’s (1991) 

seminal work on Situated Learning, as well as the increasing influence of 
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Vygotskian thinking in general and Socio-cultural Theory in particular. As a 

result, the Acquisition Metaphor is now being replaced more and more by a 

Participation Metaphor (Sfard, 1998), as reflected in the changing language of 

research reports on learning. 

Whereas “the language of ‘knowledge acquisition’ and ‘concept development’ 

make us think about the human mind as a container to be filled with certain 

materials and about the learner as becoming an owner of these materials” 

(Sfard, 1998, p.5), the terminology that has been emerging in recent decades 

focuses on participation, collective reflection, communities of inquiry and the 

like. 

The set of new key words that, along with the noun “practice”, 
prominently features the terms “discourse” and “communication” 
suggests that the learner should be viewed as a person interested 
in participation in certain kinds of activities rather than in 
accumulating private possessions. (Sfard, 1998, p.6) 

The concept of Participation has close theoretical links with Lave & Wenger’s 

(1991) situative perspective on learning, mentioned above. Situative theorists 

following in this tradition (e.g. Brown & Duguid, 1996; Carr, Jonassen, Litzinger 

& Marra, 1998; Damarin, 1996; Greeno, 1997; Cobb & Bowers, 1999; Cornford, 

1999) view cognition as (a) situated in particular contexts, (b) social/interactive 

in nature and (c) distributed across the individual, other persons and tools 

(Perkins, 2001). This means that: 

1. the way a person learns a particular set of knowledge and skills, and 

the context or situation in which that learning occurs, become a part 

of what is learned; 

2.  knowledge is best constructed through interaction with other 

persons, whether they be experts or other learners; and 

3. cognitive tasks are often accomplished by knowledge being spread 

or distributed across a range of individuals and physical or symbolic 

tools (Putnam & Borko, 2000, pp. 4-5). 
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All three of these aspects of situated cognition highlight the importance of social 

factors in learning and so are very relevant to this study with its focus on 

socially-mediated learning in a professional network context – very much in line 

with the Vygotskian social cognition theories discussed above.  

These social theories of learning, now widely accepted, point to a need for other 

persons to be involved in a teacher’s professional learning, such that it is not so 

much an individualistic process experienced in isolation from others but, rather, 

a supported process involving interaction with a variety of critical others who 

influence the teacher-learner’s thinking/knowing in important ways (Carr, 1996; 

Duck, 2000; Fullan, 2002; Marx, Blumenfeld & Krajcik, 1998).  The role of 

critical others in the teacher-learner’s thinking and knowing will be explored 

further in a later section of the literature review where peer-mediation of 

learning in social contexts is considered (see Section 3.4.2). 

Now the focus of the review shifts from research on learning in general to the 

learning of teachers in particular. The following section begins with a preliminary 

analysis of the literature regarding the nature of teachers’ professional 

knowledge and learning, in terms of the expansion/re-construction of their 

knowledge-base, then moves on to examine briefly some lingering acquisitional 

approaches to teacher professional development, before focusing on the more 

participatory, social-mediation models of PD that are beginning to appear more 

frequently in the recent research literature on teacher-learning.  

3.3.2 Teacher-specific knowing/learning  

What teachers know about learners and learning is referred to as their 

knowledge base for teaching. This knowledge base and changing views on how 

to expand it are the subject of this section of the literature review. 

Teachers are generally considered to have both a theoretical knowledge-base 

for teaching, as delineated above – in six of the seven categories proposed by 

Shulman (1987) – and a more practice-oriented pedagogical knowledge that 

equates to Shulman’s seventh category, Pedagogical Content Knowledge 

(PCK). The latter more procedural knowledge is “embedded in practice and has 

as its central aim the understanding and improvement of practice” (Sachs, 
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1997, p.264). It is assumed that both types of knowledge-base can be 

expanded or re-constructed through professional learning processes, whether 

these be other-directed and acquisition-oriented or self-regulated and 

participation-oriented.  

These two very different approaches to teacher-learning will be considered 

below. In particular, the literature on supported teacher-learning will be 

examined, with special attention to teachers’ experience of the contrasting 

approaches mentioned above: traditional other-directed Professional 

Development supported by external experts versus peer-supported professional 

learning directed more by the teachers themselves. Teacher-directed 

approaches generally involve an assumed willingness on the part of teachers to 

be more responsible for their own learning than they have traditionally been. In 

the following examination of ways in which teachers can take more 

responsibility for their own professional learning, the roles of research and 

reflection in self-regulated teacher learning will be explored. First, a closer 

examination of the knowledge base for teaching, especially language teaching, 

will be undertaken, in order to better understand the subsequent 

recommendations for expansion of this knowledge base. 

3.3.2.1 The knowledge base for teaching 

One interesting metaphor to describe the professional knowledge of teachers in 

general is that of a landscape, as proposed by Clandinin and Connelly (1995, 

pp. 4-5): 

Understanding professional knowledge as comprising a landscape 
calls for a notion of professional knowledge as composed of a wide 
variety of components and influenced by a wide variety of people, 
places and things. Because we see the professional knowledge 
landscape as composed of relationships among people, places and 
things, we see it as both an intellectual and a moral landscape. 

This broad view of professional knowing implies a social dimension that 

involves participation of others as well as the active participation of individual 

teachers in responding to the various intellectual and moral influences of the 

professional learning landscape. Wenger, known for his seminal work on 

Communities of Practice (1998), has taken this idea of ‘landscape’ a little 
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further, melding it with his concept of ‘practice’, which is discussed later in this 

thesis (see Section 3.4): “Learning can be viewed as a journey through 

landscapes of practice” (Wenger, 2011, p.5) where variable knowing and 

knowledgeability are more important than any static ‘body of knowledge’.  

This metaphoric definition of professional knowing contrasts with the rather 

more categorical work of Shulman (1987) who declared, as already mentioned 

earlier, that teachers’ knowledge base is a complex of seven separate, yet 

interdependent ‘knowledges’. These are set out in Table 3.1. 

Shulman’s seven categories have been very significant in subsequent research 

on teacher knowledge. In particular, PCK has been the subject of many 

research ventures and academic discussions. PCK refers to the blending of 

content and pedagogy into an understanding of how particular topics, problems 

or issues are organised, represented or adapted to the diverse interests and 

abilities of learners, and presented for instruction. This is the category that has 

been described in one model of teacher knowledge (Turner-Bisset, 1999) as 

overarching and all-encompassing. Turner-Bisset argues, convincingly, that all 

the other categories can be subsumed under this one heading, leaving just six 

sub-categories in the schema. A further modification could be justified, in that 

knowledge of curriculum and pedagogy are often very difficult to separate in 

practice; and so a five-part categorisation may be more useful. 
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Table 3-1  Categories of Teacher Knowledge  

(Shulman, 1987, p.8) 

Shulman’s Categories of Teacher Knowledge: 

 Content knowledge (knowledge associated with the subject 
areas/learning areas and the fields/disciplines which inform them) 

 General pedagogical knowledge (knowledge associated with the delivery 
of this knowledge in the classroom) 

 Curriculum knowledge, with particular grasp of the materials and 
programs which serve as ‘tools of the trade’ for teachers 

 Pedagogical content knowledge (the blending of content and pedagogy 
into an understanding of how particular topics, problems or issues are 
organised, represented or adapted to the diverse interests and abilities of 
learners, and presented for instruction) 

 Knowledge of learners (including self as learner) and their characteristics 

 Knowledge of educational contexts (ranging from the workings of the 
group or class, the governance and financing of school districts, to the 
characters of communities and cultures) 

 Knowledge of educational ends, purposes and values (and their 
philosophical and historical grounds) 

 

Another alternative conception of the knowledge base for teaching is that it be 

considered more simply as a two-pronged phenomenon consisting of theoretical 

and practical components, namely: Content Knowledge – the content 

dimensions of teaching – and Procedural Knowledge – the enactment of 

content in the classroom (Woods, 1996). In this view, both forms of professional 

knowledge should be regarded as equally valuable. Unfortunately, however, 

when it comes to public discussion of teachers’ professionalism, it is usually the 

theoretical or content knowledge of teachers that seems to attract more 

attention in policy and standards documents and in the media (Sachs, 1997, 

2000; Turner-Bisset, 1999), while the practical or procedural knowledge of 

teachers remains unacknowledged or undervalued .  

In the world of language-teaching, for example, policies and professional 

standards documents produced in Australia in recent past decades have 

emphasised the need for high levels of language proficiency (e.g. Lo Bianco, 

1987; Nicholas, Moore, Clyne & Pauwels, 1993), without also giving due 
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emphasis to the equally important ability to use that proficiency to facilitate 

learning in the classroom. In a review and discussion of professional knowledge 

and standards for language teaching, Liddicoat (2006) decries the simple 

measurement of fluency (ability to use the language competently for 

communication) on a scale of proficiency without consideration of the teacher’s 

ability to use the target language to enact language pedagogy in the specific 

context of the classroom. Following Wright and Bolitho’s (1997) dual 

conceptualisation of expert language teachers as both ‘proficient users’ and 

‘skilled analysts’, Liddicoat (2006) defines the content knowledge of a language 

teacher as:  

…more than  a simple question of proficiency – the knowledge 
required by a general user – and includes additional knowledge 
about the language which is not necessarily regularly available to 
speakers of the language …The analytic knowledge of the 
language teacher is concerned with the mediation of language 
knowledge to those who do not know the language. (p.17) 

The analytic knowledge referred to here is defined as “a linguistic 

metaknowledge of the phonology, syntax, lexicon, pragmatics, genres and other 

language conventions” (Liddicoat, 2006, p.17). And the definition of the 

language teacher’s content knowledge does not end here. Since language 

teaching contributes to interculturality, the ability to engage with a culture from 

outside as well as from inside (Kramsch, 1999), language teachers’ knowledge 

base must involve an inter-cultural dimension (Liddicoat & Crozet, 2000; 

Skopinskaya, 2003), not so much a repertoire of cultural facts as an 

understanding and experience of the processes of interculturality. Thus, it can 

be seen that the content knowledge of specialist language teachers cannot be 

conceived of simplistically, as it is indeed a complex phenomenon, with multiple 

facets. 

In an effort, perhaps, to move away from simplistic, theoretical-type definitions 

that focus almost exclusively on content knowledge – the kind of content 

knowledge that can be officially tested by governments for political purposes, 

and then reported on by the media – many educators have totally rejected the 

view of teacher knowledge as a theoretical possession (e.g Turner-Bisset, 

1999). Instead, they speak of practice-oriented teacher knowledge, knowledge 
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that comes from experience, is learned in context and is expressed in practice 

(Clandinin & Connelly, 1996; see also Wenger, 1998). A new conceptualisation 

of this latter form of practice-oriented knowledge is ‘knowledge-in-action’, which 

involves teacher mediation and transformation of knowledge from a variety of 

sources in the process of teaching (Meade & McMeniman, 1994; McMeniman & 

Wilson, 2000). This kind of knowledge is always being formed and transformed, 

as demonstrated by the teachers in the McMeniman and Wilson study, who 

were found to draw upon their initial training, formal postgraduate studies, 

inservice sessions, professional reading, formal research and the wisdom of 

‘critical others’ when making decisions of a practical and/or pedagogical nature 

in the classroom. Already, with this constructivist view of knowledge as 

“knowing in action” (Turner-Bisset, 1999, p.42), we can see the shift from an 

acquisitional view to a more participation-oriented view of teacher knowledge. It 

is not surprising, therefore, to find more emphasis on participatory models of 

teacher learning in the research reviewed in the following section, which deals 

with strategies for expanding or reconstructing the knowledge base for teaching. 

3.3.2.2 Expanding/Reconstructing the Knowledge Base for Teaching: The 
move from ‘acquisition’ to ‘participation’ models of teacher PD  

How can teachers transform or reconstruct their knowledge base for teaching in 

response to curriculum change? There are many answers that can be gleaned 

from educational research. In terms of successful educational reform and the 

teacher professional development that usually accompanies it, a factor that is 

frequently reported in the literature as being just as important as the initial input, 

if not more so, is the need for support of teachers' learning as they attempt to 

expand their knowledge base (Eisner, 2000; Fullan, 1991; Guskey, 1987; 

Zederayko & Ward, 1999); and this support should come from both inside and 

outside the school community, it is suggested,  if professional learning is to be 

worthwhile and sustained (Redding & Kamm, 1999; Renshaw, 1996; Sachs, 

1997, 2000).  

Support for professional learning can take many forms. Traditionally, 

professional development for teachers has been provided by external ‘experts’. 

However, there is a growing case for self-directed teacher learning, preferably 

within a community of teacher-learners: 
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School improvement will never occur on a wide scale until the 
majority of teachers become contributors to and beneficiaries of the 
professional learning community. (Fullan, 2000, p.583) 

It is within the context of community, then, that the sharing of professional 

experiences is seen as so valuable, providing opportunities for reflecting on the 

meaning of personal practice and exchanging interpretations with colleagues 

(Ross & Regan, 1993). In this conception of ‘professional learning community’, 

there is an underlying assumption that participants in the community’s learning 

ventures are committed to “improve the work practices and conditions of 

teachers and students, and in so doing to improve student learning outcomes” 

(Sachs, 1997, p.266). There is also a commitment to collegial rather than 

hierarchical forms of organised professional development. 

One important lesson of the United States curriculum reform movement is that 

teachers, while needing support for professional learning, do not need or want 

to be passive receptacles for the input of academics or other ‘experts’ (e.g. 

Birman, Desimone, Porter & Garet, 2000; Butler, Lauscher, Jarvis-Selinger & 

Beckingham, 2004; Magestro & Stanford-Blair, 2000). The situation is explained 

well here: 

American professors and administrators used to believe…that they 
could “inservice” teachers every few months, a practice that is eerily 
similar to having automobiles serviced every 15000 miles. The 
practice was to send teachers out to listen to those who ‘really’ 
know tell them about what they ought to be doing in their 
classrooms….What researchers have learned is that such forms of 
largely passive experience have little capacity to overcome a history 
of pedagogical habits…(Eisner, 2000, p.347) 

A new conception of professional learning is offered by proponents of the 

Community of Learners model (e.g. Lieberman, 1996, 1999, 2000; Wineburg & 

Grossman, 1998) who tend to be rather dismissive of existing trends: 

The conventional view of staff development as a transferable 
package of knowledge to be distributed to teachers in bite-sized 
pieces needs radical rethinking. (Lieberman, 1995, p.591) 

Social or communal learning, by contrast, offers a different kind of support for 

teacher learning, the support of peers and critical others with a collaborative 
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rather than authoritative disposition (Marx, Blumenfeld & Krajcik, 1998; Miller, 

2000; Sachs, 1997; Wineburg & Grossman, 1998; Zederayko & Ward, 1999). A 

number of studies have been conducted in the United States showing how 

teachers can successfully develop new understandings about educational 

reforms and other issues through being supported in a learning community of 

fellow-teachers, with or without the presence of more knowledgeable others 

(e.g. Pennell & Firestone, 1998; Redding & Kamm, 1999; Wineburg & 

Grossman,1998). These American studies will be examined more closely in the 

next section of the literature review, where the focus is on Networks and 

Communities of Learners (see Section 3.4). One key factor in all of them seems 

to be the greater willingness of teachers to take responsibility for their own 

professional development, provided they have the support of significant others. 

In Australia, too, educational researchers and administrators are moving 

towards a more liberal – and, perhaps, liberating – view of professional learning 

for teachers, advocating collaboration, peer-support and greater responsibility 

taken by individuals for their own learning (e.g. Billett, 1998; Brennan, 1998; 

Everett, 1997; Sachs, 1997, 2001; Smart, 1998).  

This individual responsibility for learning is particularly important at a time of 

curriculum change, because “organisations learn through individuals who learn” 

(Senge, 1990, p.139); and so system-level change is dependent on individuals 

being willing to change their basic patterns of thinking and interacting to value 

innovation over conformity (Kofman & Senge, 1995). The need for individual 

teachers to take responsibility for renewal through learning is even more 

important than for other individuals, since teachers tend to be socially 

constructed as leaders of learning with a moral responsibility to model the love 

of learning to students. At a time of curriculum change, this commitment to 

continuous “inner and outer learning” and “change agentry” is particularly 

important, as highlighted by Fullan (1993, pp.12-18) in his explanation of the 

requirements for change agentry: every teacher must take responsibility for 

“personal vision-building, inquiry, mastery and collaboration”. This is not unlike 

the ‘collaborative individualism’ proposed by Limerick, Cunnington and 

Crowther (2002) as a form of teacher empowerment that emphasises not only 
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collaboration but also a commitment to personal inquiry, learning and 

responsibility. 

One responsible learning role teachers can take on is that of researcher in their 

own classroom, engaging in “reflective practices using critical action research 

methodologies” (Sachs, 1997, p.270). The teacher research movement has 

gained momentum over the past decade and is now well represented in the 

educational research literature (Cole & Knowles, 2000; Anderson & Herr, 1999; 

Cochran-Smith & Lytle, 1994, 1999; Ethell & McMeniman, 2000; Rhine, 1998; 

Richardson, 1994; Robinson, 1998; Sachs, 1997, 1999). In the late nineties, the 

focus began to shift from teacher research to teacher researcher, with the 

emphasis on the person – as in the (Australian) national research project 

concerned with teachers’ knowledge in action and the sources that influence 

that action in professional practice contexts (McMeniman, Cumming, Wilson, 

Stevenson and Sim, 2000). The concept of Teacher-Researcher is an important 

one to explore, as this conceptualisation of the teacher is claimed to be “the 

revolutionary educational research focus for the new millennium” (McMeniman 

& Wilson, 2000, p.1). 

What appears to be revolutionary about this new conception of teacher 

research is the reversal of the classic theory-to-practice paradigm. Instead of 

presenting teachers with theories and allowing them to experiment with applying 

these to the classroom, possibly also exploring these applications through 

action research, the (outside) researcher takes a different role. Capturing 

teachers’ classroom performance on audio- or video-tape, the researcher then 

works backwards from this, in collaboration with the practitioners, who become 

researchers themselves, to establish the theories that inform their teaching 

practice (Meade & McMeniman, 1992; McMeniman & Wilson, 2000).  

What is ‘teaching practice’ in this context? It is defined by Robinson (1998, 

p.17) in terms of solutions to problems: he speaks of “… a problem-based 

methodology (PBM) in which practices are treated as solutions to practical 

problems and explained by inquiry into the problem-solving processes that gave 

rise to them”. Richardson (1994) also takes this ‘back-to-front’ view of research 

on the practice of teaching, seeing it as a process of making sense of teaching 
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and learning, rather than an enactment of the traditional application-of-theory 

model. This view is not unlike the cyclical/spiral model of teacher-research-and-

change processes (Borko, 1997) or the model proposed by Guskey (1987) a 

decade earlier, a staff development model that puts change of practice before 

change of teacher-beliefs. The assumption here is that teachers will be willing to 

(a) try some new practice in the classroom and (b) reflect on it, see its 

advantages and be converted to it, thereby changing their beliefs/theories about 

successful teaching as a direct result of their reflection on action (Guskey, 2002; 

Munby & Russell, 1996). 

Reflection is, of course, a key component of most conceptions of teacher 

learning and teacher-research, especially since the time of Schön’s (1983) 

introduction of the “Reflective Practitioner”. This concept has had enormous 

impact on the development of reflective teaching practice over the past two 

decades, forming the basis for a great deal of individual practitioner reflection-

in-and-on-action in a range of action research projects (e.g. Brennan, 1998; 

Sagor, 1997). However, Schön’s conception of the reflective practitioner is not 

without its critics. There are those who claim this approach to reflective practice 

is too narrow and individualistic in its focus and needs to be broadened to 

include social factors. Zeichner and Liston (1996), for example, suggest that two 

features need to be added, to make it more dialogic and context-responsive: 

First, although reflection can at times be a solitary and highly 
individualistic affair, it can also be enhanced by communication and 
dialogue with others. Second, reflection needs to focus not only 
within the classroom but on the contexts in which teaching and 
schooling are embedded. Recognizing those contexts leads to an 
understanding that decisions and deliberation over purposes leads 
to inclusion of other members of the school community. (p.22) 

Unfortunately, those very contexts often fail to encourage or support reflective 

practice or reflective practitioners, as many teachers who attempt to engage in 

systematic inquiry find themselves doing so behind closed doors, in isolation 

from colleagues, and under great pressure, on account of the external 

expectations of schools and school systems, the profession, government and 

the public at large (Cole, 1997). Cole argues that these imposed external 

structures and the internal psychological states created in response to them – 
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anxiety, fear, loneliness, meaninglessness, helplessness and hostility – actually 

militate against reflective practice and professional growth. The solution he 

proposes is that the researcher of teaching should “take a more active role in 

work with and for teachers to prepare educational contexts more conducive to 

their learning and growth” (Cole, 1997, p.7). This improvement in the working 

conditions/contexts of teachers may then pave the way for genuine professional 

dialogue amongst colleagues through provision of opportunities for collaborative 

and context-relevant reflection on practice. 

3.3.3 Implications for the study 

The suggestions made by Zeichner and Liston (1996) above, regarding the 

need for (a) communication with others and (b) consideration of contextual 

factors in professional development, are very much in line with current views on 

learning held by situative cognitionists (e.g. Greeno, 1997). As discussed earlier 

(see Section 3.3.1), the now well accepted situative cognitionist view is that 

teachers’ learning is, ideally, situated, social and distributed. This means that 

the type of teacher network being investigated in this study has potential to 

impact greatly on teachers' professional learning, since it appears to fulfil the 

criteria of the situative cognitionists and at the same time provide the 

opportunity for communication and interaction with other members of a 

community in context, as suggested by Zeichner and Liston (1996). 

A further implication, especially in view of the observations and suggestions 

made by Cole (1997) is that teachers may well need external assistance to help 

them cope with the external pressures that are moving them towards taking 

more responsibility for their own professional development, engaging in 

reflection, action-research and collaboration. This has methodological 

implications for this study, as the researcher may need to design the research in 

such a way that these things are actually encouraged and facilitated. 

Nevertheless, the participants’ current experience of professional learning 

processes, without intervention or new demands of any kind, is of primary 

interest, so this will need to be considered when finalising the research design. 

Given all of the above, certain questions need to be answered by the current 

inquiry into network-situated teacher-learning. The overarching research 
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question that relates to this second part of the literature review focussing on 

Teacher Learning is: 

In a broader (global and national) context of ongoing educational 
change, how do Queensland specialist language teachers in non-
school-based networks describe their experience of professional 
learning at a time of significant curriculum change? 

A more specific sub-question deriving from the reviewed literature is: 

What is the nature of the teacher-learning experienced by the 
teacher participants in this study since the launch of the new LOTE 
syllabus?  

In other words, what needs to be investigated is what they have learnt and how. 

Therefore, further sub-questions deriving from the main research question and 

the literature review need to relate specifically to the ‘what’ and ‘how’ of the 

learning. The following questions are proposed: 

In what ways has the teacher-participants’ knowledge base for languages 

teaching expanded through these professional development experiences? That 

is, how do they describe the professional learning have they experienced, in 

terms of new theoretical knowledge of: (i) educational contexts; (ii) educational 

ends, purposes, values; (iii) curriculum and (iv) learners? And what learning 

have they experienced in terms of new practical knowledge of: content, 

pedagogy and pedagogical content knowledge? 

How do the teachers describe and evaluate their experience of the different 

types of professional learning processes they have experienced since the 

launch of the new syllabus? Specifically, which specific professional 

development (PD) processes have they experienced? To what extent were 

these based on a traditional ‘acquisition’ model of PD or a ‘participation’ model? 

How do they describe their reaction to acquisitional approaches relative to 

other, perhaps more active, self-directed and/or participatory professional 

learning experiences they have had?  
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What is the perceived importance, in the experience of the teacher-learners, of 

the following factors which arose as issues in the review of research on 

approaches to teacher-learning? 

 support from experts,  

 taking responsibility for their own learning, 

 doing action-research in the classroom,  

 changing beliefs before or after changing classroom practice,  

 engaging in reflection,  

 participating in communication-and-interaction-in-context 

 any other factors not revealed in the above review of research 

literature on teacher-learning?) 

In Figure 3.3, these questions and issues are represented graphically, in 

relation to professional learning challenges and change challenges, in order to 

summarise this section of the literature review, which has provided an overview 

of current thinking in the area of teacher-learning. 
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Figure 3-3   Model of Teacher Learning 

It is time now to narrow the focus to the type of teacher-learning that is most 
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professional learning. This will allow for subsequent reflection on specialist 

language teachers’ experience of network participation and its possible role in 

facilitating their learning at a time of significant curriculum change. 

3.4 TEACHER NETWORKS 
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learning for teachers in the face of curriculum change, as the diversity of the 
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a growing body of research evidence to suggest that communal approaches 

represent a highly appropriate form of learning for teachers – and, indeed, all 

learners (Caine & Caine, 2000; Caldwell, 2009; Duncombe & Armour, 2004; 

Lieberman, 1996, 1999, 2000; Little, 2002; Miller, 2000; McDonald & Klein, 

2003; Pennell & Firestone, 1998; Wineburg & Grossman, 1998).  

These approaches acknowledge the desire of teachers not only to learn with 

and from each other but also to take control of their own professional learning or 

at least to have more say in what types of learning experiences they access and 

when. As shown in Section 3.3.2.2, the trend in teacher learning is a move 

away from other-directed, acquisition-oriented approaches to more participatory 

forms of professional learning that allow for a greater degree of self-regulation 

by the teacher-learners themselves.  

A model of self-regulated professional learning for teachers (and indeed, 

teacher-researchers) that is of particular interest in the current research context 

is the Community of Learners model. Groups of teachers learning together in a 

collaborative way are also referred to in the research literature as ‘teacher 

networks’, ‘learning communities’, ‘collaboratives’ and ‘discourse communities 

for teachers’ (e.g. Chapman & Aspin, 2000; Duncombe & Armour, 2004; 

Liebermann, 1996, 2000; Liebermann & McLaughlin, 1992; Little, 2002; 

McDonald & Klein, 2003; Putnam & Borko, 2000). The Community of Learners 

concept (in all its guises) will now be examined, as it would appear to be highly 

relevant to the current research, especially in view of findings from early studies 

in the United States. These claim that in cases where the concept of learning 

community has been formalised, taking on the form of ‘professional network’, 

there have been some tensions, but overall, teachers have been shown to 

make great gains in terms of shared professional learning (Lieberman, 1996, 

2000).  

3.4.1 The Community of Learners model: Networks/Learning 
Communities for Mutual Support of Teacher-Learners 

This model will be explored and analysed in terms of: (i) the nature and purpose 

of networks; (ii) the role of outsiders and/or mentors in networks; and (iii) the 

importance of emotional support in networks. 
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3.4.1.1 The nature and purpose of networks/learning communities  

A Community of Learners is defined variously in the research literature, but one 

"defining quality", according to Bielaczyc and Collins (1999, p.4), is that there is 

"a culture of learning, in which everyone is involved in a collective effort of 

understanding". When applied to teachers-as-learners, a professional 

community of learners is one in which teachers pursue a clear and shared 

purpose for all student learning, engage in collaborative activity to achieve that 

purpose and take collective responsibility for their students' learning as well as 

their own (Lieberman, 2000, p.222). The formation of such a “professional 

learning community” (Newmann & Associates, 1996) requires the development 

of structures and practices that encourage genuine collaboration amongst 

learners – in this case, teacher-learners (Wineburg & Grossman, 1998; 

Zederayko & Ward, 1999). Taking this idea a step further, Watkins and Marsick 

(1999) claim that collaboration- and networking-skills actually need to be taught 

to would-be participants in a learning community, as part of the process of 

‘sculpting’ the community into existence and effective operation. Other studies 

confirm the need for careful, principled development of learning communities, 

suggesting, for example, a cyclic approach to introduction of the concept, so 

that groups of teachers who become experienced in working together as a 

community of learners can then mentor those groups which are formed in 

subsequent years or semesters (Zederayko & Ward, 1999).  This begins to 

sound like an organization. 

What, then, is the difference between a Community of Learners and a Learning 

Organisation? Some educational researchers (e.g. Watkins & Marsick, 1999) 

speak of them as interchangeable terms. Ramirez (1999) questions this, 

claiming at first that "There is a subtle but unique difference between learning 

organizations and learning communities" on a sociological level, since 

communities are normally thought of as containing "several social institutions, 

whereas learning organizations include only one" (p.1). However, this author 

goes on to analyse the situation more closely and concludes that, in practice, 

the two concepts are synonymous, since organizations are made up of sub-

units. Senge (1990), the originator of the Learning Organization concept, 

speaks of it as an organization where people are continually expanding their 
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capabilities to shape the future, that is, being empowered; they are continuously 

learning together with colleagues, experimenting and improving (Senge, 1992). 

This would seem to have much in common with the concept of community, in 

that both involve empowerment through collegiality and sharing of knowledge. 

There is, however, an important difference, as explained by Sergiovanni (1994, 

pp.217-218): 

Collegiality in organizations results from organizational 
arrangements (variations of team-teaching, for example) that force 
people to work together and from the team building skills of 
principals. In communities, collegiality comes from within. 
Community members are connected to each other because of felt 
interdependencies, mutual obligations, and other emotional and 
normative ties. 

Thus communities are much less focussed on matters of legitimacy, hierarchy 

and self-interest, having freely chosen to come together with others who have 

similar intentions and a similar desire for natural interdependence. The 

particular type of community of interest in the current study is not the community 

of kinship or place or memory but the “community of mind [that] emerges from 

the binding of people to common goals, shared values, and shared conceptions 

of being and doing” (Sergiovanni, 1994, p.219). This sort of community, creating 

as it does its own sense of belonging and a common identity, would seem to 

provide a safe environment for itinerant specialist language teachers to face the 

challenges of curriculum change and engage in learning with like-minded peers. 

Indeed, all four LOTE teacher networks involved in this study could be 

conceived of as Communities of Mind, in line with the definition above. 

Regardless of the particular label one attaches to a community of teachers, the 

following characteristics, delineated by Watkins and Marsick (1999), are 

generally regarded as necessary for a group to be considered a Community of 

Learners. The group must follow this set of key initiatives: 

1. Create continuous learning opportunities 

2. Promote inquiry and dialogue 

3. Encourage collaboration and team learning 
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4. Create systems to capture and share learning 

5. Empower people toward a collective vision 

6. Connect the organization to its environment 

7. Provide strategic leadership for learning. 

It could be claimed that these initiatives characterise most learning 

communities, whether they are labelled as such or referred to by some other 

nomenclature, such as study group or network. 

‘Network’ is an important term to analyse in the context of the current research, 

where regional groups of language teachers have been established and actually 

labelled as Networks. Lieberman (1996; 1999; 2000) writes about professional 

networks as if they were formalisations of the more general concept of Learning 

Community; and this seems a reasonable stance to take, given her research-

based understanding of network membership: 

Teachers [in networks] become members of a community where 
they are valued as partners and colleagues, participants in an 
ongoing effort to better the learning process for themselves and 
their students. (Lieberman, 2000, p.225) 

The element of improvement or ‘bettering’ for the sake of self or others is 

incorporated in a more recent definition as well: 

The term “networking” refers to the systematic establishment and 
use (management) of internal and external links (communication, 
interaction and coordination) between people, teams or 
organisations (“nodes”) in order to improve performance. (van Aalst, 
2003, p.33) 

Caldwell (2009), on the other hand, defines a network in terms of its mutual 

benefit, highlighting concepts of commonality such as ‘share’ and ‘pool’: 

A network is an association – formal or informal, temporary or 
permanent, mandatory or voluntary – between individuals, 
organisations, agencies, institutions or other enterprises, through 
which participants share knowledge, address issues of common 
concern, pool resources or achieve other purposes of mutual 
benefit. (p.6) 
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Some definitions of networking (e.g. van Aalst, 2003, pp. 36-37) include 

typologies, suggesting the various forms networks may take, such as: a 

“community of practice”; a “networked organisation”; or a “virtual community” – 

with the latter also being referred to a decade earlier as “electronic professional 

development networks which provide opportunities for educators to collaborate 

with others as they refine their craft” (Cooper & Boyd, 1994, p.108). An 

alternative categorisation of networks in education divides them according to 

their focus on: (i) policy issues, (ii) external partnerships or (iii) shared affiliation 

with the same organisation (Smith & Wohlstetter, 2001, p.501). This last 

typology also includes a category that seems most appropriate to this study, 

namely “professional networks of educators operating largely on an informal 

and voluntary basis” (p.501). Regardless of name, all of these networks give 

teachers a common sense of purpose as they “come together to address tough 

problems of teaching through an exchange among members” (Pennell & 

Firestone, 1998, p.354). 

Most networks referred to in the research literature appear to be school-based, 

though there is some evidence that networks, partnerships and collaboratives 

external to schools are beginning to play a role in reversing the isolation felt by 

many teachers, particularly specialist teachers (Queensland Board of Teacher 

Registration, 2002, 2004; Lieberman, 1996, 2000; Pennell & Firestone, 1998; 

Wineburg & Grosman, 1998). Subject-area networks, for example, not only 

expose specialist teachers to new ideas from peers in other schools and 

districts but also provide a venue where support can be sought and gained, 

away from one’s day-to-day workplace and teaching colleagues: 

Working across districts or even states, teachers and administrators 
find it easier to question, ask for help, or “tell it like it is”, rather than 
to be the experts who, not wanting to appear inadequate, sit quietly, 
afraid to expose themselves by asking questions. (Lieberman, 
1996, p.51) 

This raises the issue of specialist teachers feeling comfortable with others, 

including outsiders who may or may not support them. 
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3.4.1.2 The role of outsiders and/or mentors in networks 

An issue frequently raised in the literature on learning communties and 

networks (e.g. Caine & Caine, 2000; Caldwell, 2009; Lieberman & Grolnick, 

1996; Lieberman, 2000; McDonald & Klein, 2003; Pennell & Firestone, 1998; 

Redding & Kamm, 1999; Zederayko & Ward, 1999) is the role of outsiders or 

“important others outside the organization” who can reflect back to the group 

their unchallenged assumptions, as well as provide environmental scans and 

objective information with regard to the ‘big picture’ (Limerick, Passfield & 

Cunnington, 1994, p.34). This issue is also relevant in the current research 

context, since the researcher is a university-based teacher-educator no longer 

directly involved in languages-teaching and therefore likely to be considered an 

outsider in the network situation. Such an outsider is ideally placed to act as 

coach and ideas person for the insiders: 

Outsiders play an equally essential role in fostering and sustaining 
“creative disequilibrium”. Learning communities lacking an outside 
reality check, critical feedback and coaching can move from shared 
learning to shared illusions about the group's effectiveness. 
(McLaughlin, 1997, p.86) 

However, although teacher-educators can help to "recreate the meaning of 

scholarship itself, not only scholarship for teachers but for themselves as well" 

(Lieberman, 2000, p.226), they can also offset this advantage if they fail to act 

appropriately in the network situation. Pennell and Firestone (1998) claim that 

university involvement is useful "only when university-based personnel who 

work with teachers in networks are skilled facilitators and modelers of high-

quality instructional practices and avoid one-way dissemination approaches" 

(p.357). They subsequently recommend a combination of teachers and teacher-

educators as network facilitators or coaches. Another project involving both 

teachers and teacher educators found that less directive contact between the 

two groups encouraged the collaborators “to hear about and share alternative 

practices in ways that support their individual authority and autonomy” (Clark, 

Moss, Goering, Herter, Lamar, Leonard, Robbins, Russell, Templin, Wascha, 

1996, p.226). This has implications for the teacher-educator conducting the 

current research, in that she would need to be a ‘skilled facilitator’ avoiding the 

pitfalls of ‘one-way dissemination’ or ‘directive’ approaches, if she were to 
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assume the role of facilitator or coach in the teacher network setting, rather than 

simply being a participant-observer.  

3.4.1.3 The importance of emotional support in networks 

As implied above, outsiders – whether they are perceived as one-way 

dissemination experts, more democratic facilitators/coaches or almost-insider 

mentors – need to give weight to the personal and interpretive dimensions of 

teachers’ knowledge (Biott, 1992). They need to take into account their 

emotional needs too, offering more than just information, demonstrations and 

resources, but true ‘critical friendship’, as described by Day (1989, p.9): 

[A critical friend should] assist in processes of learning and change 
so that ideas, perceptions, values and understandings may be 
shared through the mutual disclosure of feelings, hopes and fears. 

The need for acknowledgement of the affective dimension goes beyond the 

expectation that critical friends and other outsiders will be considerate of 

teachers’ feelings; network members expect their peers to be supportive, too. 

Respect, consideration and appreciation are all part of the definition of ‘support’, 

according to one group of Dutch and Canadian researchers investigating the 

factors that motivate teachers to get involved in educational reform (Geijsel, 

Sleegers, Leithwood & Jantzi, 2003). Emotional support seems to be critically 

important in building motivation to learn and change. Although it has been dealt 

with separately here, it is really an integral part of the suite of concepts 

discussed in the next section, namely collaboration, peer-mediation of learning 

and the production of social capital in network contexts. 

3.4.2 Collaboration, peer-mediation of learning and the production of 
social capital in a community of learners 

Collaboration involves teachers getting together to “collectively question 

ineffective teaching routines, examine new conceptions of teaching and 

learning, find generative means to acknowledge and respond to difference and 

conflict, and engage actively in supporting professional growth” (Little, 2002, 

p.917). A slightly different conception, with a greater emphasis on dialogue than 

action, is that of Clark and colleagues (1996), who engaged in collaboration with 
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other researchers of teaching at a range of sites. Their collaboration was 

characterised by a ‘dialogical stance’, described thus: 

While our collaborations have occurred differently at each of the 
project sites, our goals for collaboration are, fundamentally, the 
same – to create opportunities that allow all of us to reflect on our 
practices, engage in shared critique of those practices, and support 
one another in making professional choices and change. 
Successful collaboration involves increasing our understanding of 
one another’s worlds and roles through shared dialogue, as 
opposed to shared work. Here, teachers and researchers come 
together and engage in dialogue in order to increase their mutual 
development and to enhance their understanding of a question or 
situation. Thus, collaboration is not defined by the fact that 
everyone does everything but rather by the fact that everyone gains 
from the interaction. (Clark et al., 1996, p.227) 

In each of these models, the learning that occurs relates to professional issues 

and is mediated by the words (and actions) of fellow-teachers, so can be 

conceived of as “peer-mediated professional learning” (Endicott, 2007), a term 

coined for and used throughout this study.  

The concept of ‘mediation’, in particular, peer mediation of learning in social 

contexts, is worthy of more detailed investigation here, as it has potential to be 

applied to teachers’ collaborative learning in networks, where peer interaction 

presumably plays a crucial role. The ways in which network participants might 

learn from each other by engaging in shared meaning-making through 

conversation is of particular interest. 

3.4.2.1 Peer-mediation of learning: meaning-making through 
interaction/conversation 

Mediation is a term which suggests agency or instrumentality of another human 

being. That person goes ‘in the middle’, connecting two parties and acting as a 

medium or means for effecting some outcome. In the case of mediated learning 

in social contexts, one person forms a connecting link between him/herself 

(including his/her ‘knowings’, understandings) and another person who ‘learns’ 

from the first person by taking on a new perspective on something and thereby ‘ 

knowing anew’. More often than not, mediation is conceived of as something 

teachers do for others, rather than something they experience themselves at 



 101 

the hands of their peers. For example, the work of languages teachers has 

been described as “the mediation of language knowledge to those who do not 

know the language” (Liddicoat, 2006, p.17).  

Teachers and the tools they use are thought to be the key mediating links 

between children and the wider culture of which they are part, where that 

culture is presented to the school-aged children as ‘the curriculum’ (Dufficy, 

2005). However, it seems likely that the same mediatory process, the type of 

mediation called scaffolding – normally associated with adult-child interactions – 

could be equally effective with adult learners who are equals or ‘peers’ in some 

socio-cultural context. Because of this potential contribution to the 

understanding of teachers’ collaborative learning in networks, the concept of 

peer-mediated, scaffolded adult learning is explored in some detail now. The 

role of language in this process is a particular focus, given the choice of 

Symbolic Interactionism as an interpretive framework for this study and the 

importance of words as symbols in that framework. 

There is interplay between language and learning in social situations, since 

experience is ordered and reality constructed through use of language for 

thinking about and expressing to others one’s narratives, arguments and 

explanations. Language is thus “an agent for altering the powers of thought, 

giving thought new means for making sense of the world” (Price, 2007, p.92). In 

fact, language becomes the repository for new thoughts (Bruner, 1990; Baker, 

Jensen & Kolb, 2002). As participants in a teacher network collectively unravel 

the meaning of new concepts, their combined thoughts, shared through 

language, enable clarification of the new concepts, since “the process of 

naming and using concepts is central to concept acquisition” (Cone & Harris, 

1996, p.39) allowing these ideas to become more integrated in the thinking 

process of the language-users. The end result is an increased ability to think 

critically about a new educational concept, reconcile it with existing beliefs (or, 

alternatively, experience a disconcerting cognitive dissonance) and see links 

with one’s professional practice. Over time, a range of problems, questions or 

issues may arise out of the network-situated learning relationship and each has 

important potential for deeper learning through social construction of meaning.  
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The type of conversation in which these problems, questions and issues arise 

has been referred to as a ‘learning conversation’ (General Teaching Council for 

England, 2004), as it allows participants to reflect on their practice in a 

structured way. Such a conversation tends to go beyond mere information 

exchange and actually leads to conceptual change. Participants in learning 

conversations within learning networks (National College for School Leadership, 

2009) may be able to see old ideas in a new way or make connections with 

previously unrelated ideas, in such a way as to co-construct new professional 

knowledge, thanks to the conversational mediation and scaffolding of their 

peers. 

Two aspects of conversationally mediated, scaffolded learning explored by 

Addison Stone (1998, p.165) and considered to be “crucial components of a 

comprehensive understanding of the scaffolding process” are: 

(i) “semiotic devices, such as implicature and prolepsis, that serve to 

encourage an interlocutor to construct and share the speaker’s 

perspective”, and 

(ii) “the mediating influence of interpersonal relations and the social symbol 

value attached to situations and behaviours in this process of meaning 

construction”.  

It is possible, it seems, for adult peers to scaffold learning for each other by 

sharing their meanings, through speech, in a situation of mutual trust such as a 

network, where the mediating influence of interpersonal relations can operate 

successfully. Relationships are an important part of this scaffolding model, as 

semiotic devices cannot be used for knowledge-building if there is no established 

basis for a complex interpretive interchange between individuals. In addition to 

mutual respect, there must be shared understanding (at least some minimal set of 

presuppositions) about the situation at hand. As Addison Stone (1998, p. 163) 

explains, “The actors are engaged in an interpretive exchange, and the nature of 

the inferences involved in constructing a shared situation definition is a function of 

the past, present and future interactions between the participants.” In this last 

statement can be heard echoes of the historicity, reciprocity and futuricity of 

relationships of mutual benefit in Falk & Kilpatrick’s (2000) social capital model of 

simultaneous knowledge-building and identity-building in communities (see 
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Section 3.4.4.2). The issue of social capital production via interaction within a 

community of learners is the focus of the next part of the review, as it is deemed to 

be another potentially useful area of research to inform the design of the current 

investigation into social learning by teachers. 

3.4.2.2 The production of social capital in a community of learners 

Social Capital is a rather elusive concept that has been defined variously by 

researchers in different fields of endeavour over a period of some several 

decades. The term ‘Social Capital’ first gained popularity in the 1980s, as the 

theorising of Pierre Bourdieu (1986) about class distinctions in society was 

expanded upon by James Coleman (1988) and Robert Putnam (1993). In 

Putnam’s famous studies of communities in Italy and the United States, social 

capital came to be defined as those features of social organization, such as 

trust, norms, and networks, that can improve the efficiency of society by 

facilitating coordinated actions (Putnam, 1993). 

The specific features referred to here are: trust in people and institutions; norms 

of reciprocity; networks and membership in voluntary associations (Adam and 

Roncevic 2003); and the ‘coordinated actions’ they facilitate are examples of 

mutually beneficial human co-operation that can be experienced in a 

community. 

The community members engaging in such ‘coordinated actions’ experience 

mutual benefit, since social capital accumulates through use: it is essentially 

productive, making possible the achievement of certain ends that would not be 

attainable in its absence (Coleman, 1988). Its networks, norms and trust are 

self-reinforcing: “Social capital is the oil which lubricates social processes so as 

to enhance the outcomes of those processes” (Kilpatrick, Bell & Falk, 1999, 

p.130). By extrapolation, then, in a group learning situation, where people 

interact with each other and acquire new knowledge or skills, social capital can 

be considered ‘the oil which lubricates the process of learning through 

interaction’ (Kilpatrick et al., 1999, p.131).   

Mutually beneficial, productive interaction within groups is of great interest in 

this study of teacher networks, where specialist teachers interact regularly for 
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their mutual benefit, both personal and professional. Thus, any interaction-

centred model of communal learning and growth holds potential explanatory 

value for the networking being investigated in this study. One such model, 

proposed by Australian social researchers Falk and Kilpatrick (2000), combines 

Knowledge-Building with Identity-Building and proposes both as resources and 

outcomes of interaction, as shown in Figure 3-4. This is the basis of a new 

definition of social capital that could be useful for this study: 

Social capital is the product of social interactions with the potential 
to contribute to the social, civic or economic well-being of a 
community-of-common purpose. The interactions draw on 
knowledge and identity resources and simultaneously use and build 
stores of social capital. The nature of the social capital depends on 
various qualitative dimensions of the interactions in which it is 
produced, such as the quality of the internal-external interactions, 
the historicity, futuricity, reciprocity, trust and the shared values and 
norms. (Falk & Kilpatrick, 2000, pp.103 -104) 

In this model, social capital is contained in the sets of knowledge and identity 

resources which reside in individuals and communities, and is realised when 

these resources are activated and shared through social interaction (Falk & 

Kilpatrick, 2000). Knowledge resources are accessed not only internally with 

local communities of interaction, but also externally from those communities to 

which individuals have weak ties. Identity resources build a sense of belonging 

and encourage participation, as well as providing the framework for people to 

re-orient their views of self and others in order to be willing to act in new ways. 

The latter is, of course, important in a change context such as the curriculum 

change situation in this study.  
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Figure 3-4  Simultaneous Building and Using of Social Capital 

(Falk & Kilpatrick, 2000, p.101) 

Identity is a key term to explore here, to understand more fully how this social 

capital model of simultaneous knowledge-building and identity-building might be 

relevant to the interpretation of languages teachers’ experience in networks. 

Peer-mediated learning in a social situation can have a potentially profound 

influence on an individual, not just intellectually but also in terms of personal 

growth and identity, since socially constructed meaning is inextricably linked 

with construction of individual identity for the learners involved. New concepts 

and meanings are bound up with identity-building life histories, emotions and 

mutual understanding of shared values, as explained by Geijsel and Meiers 

(2005, p.423): a person’s identity is formed by constantly “trying to make sense 

of oneself and what one is doing and experiencing, of one’s past, present and 

future.” Identity can be understood, therefore, as “the ever-changing 

configuration of interpretations that individuals attach to themselves, as related 

to the activities that they participate in.” When the range of activities changes, 

as in a curriculum change situation, a teacher’s very identity is at stake when 

negotiating the necessary new practices and associated new meanings. 
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When confronted with change, a teacher’s pedagogic identity (Exley, 2005) may 

be challenged, as a very familiar world of work suddenly becomes unfamiliar. 

When unlearning some practices and experimenting with learning new ones, 

teachers are not always able to control how they will be recognised or 

positioned by others (Exley, 2006). Thus, in a context of change, their personal 

subjectivity may be experienced as contradictory or unresolved, resulting in 

‘dislocation’ or a ‘crisis of identity’ (Hall, 1996). If others from their familiar world 

are also experiencing similar dislocation, teachers may be able to draw on 

support from these colleagues to negotiate/co-construct new pedagogic 

identities for themselves via a dual process of intuitive sense-giving and 

discursive meaning giving’ (Geijsel & Meijers, 2005, p.425):  

In this process, the individual tries to ‘understand’ what is 
happening to him or her by finding, together with others, the 
concepts that give an explanation that is logically and emotionally 
satisfactory for all who are involved in this dialogue. The result of 
this process is mutual understanding and shared values. 

Thus, the individual comes to a new configuration of ‘identity’ based on the 

sense-giving and meaning-making negotiated with and through others. 

The concepts of identity construction and meaning-making within a context of 

mediated, social learning are also significant in Wenger’s (1998) Communities 

of Practice model, where participation, identity and meaning are three core 

elements. This model of communal knowledge-building and identity-building is 

also worth exploring, given its likely relevance to this study. 

Wenger (1998) argues that identities and ‘modes of belonging’, now ‘modes of 

identification’ (Wenger, 2011), are more important in education than skills and 

information. Education is a mutual development process between communities 

and individuals, forming new identities. Designing education then, is not just 

planning a curriculum, but creating an architecture that allows the formation of 

identities. For this reason, Wenger suggests three infrastructures in his 

architecture for learning: engagement, imagination and alignment. The first of 

these involves places of engagement for people; the second, materials and 

experiences with which individuals can build an image of the world and 



 107 

themselves; and the third, ways of having an effect on the world and making 

their actions matter. 

Opportunities for engagement arise through mutual and shared activities among 

learners and others, through interactions, practices, relationships and shared 

histories of learning. Facilities of engagement can assist knowledge building 

particularly by bringing people together, encouraging shared discourse and 

recording information. 

The three aspects of imagination, Wenger suggests, are orientation: locating 

self and learning about a wider world, reflection: looking at our situations with 

new eyes and exploration: reinventing the self and in the process reinventing 

the world. He argues that imagination is the way a learning community can 

expand the definition of its enterprise. This is where knowledge building can be 

enhanced by time off for reflection and conversation, exploration and play.  

The third aspect of Wenger’s learning architecture is alignment, which 

encompasses larger-scale understanding of power relations and how to have 

an effect on the world. Therefore he suggests that the learning community must 

push its boundaries and interact with other communities of practice in a 

purposeful way; it must link participation inside with that outside the community 

(eg. through multi-membership of its members in other communities), it must 

use the styles and discourses of the areas it wants to affect, and it must 

become involved in the organisational arrangements of its own institution. 

Because of this contribution to the wider community, as well as norms of trust 

and reciprocity, a community of practice can be said to produce social capital. 

The production of social capital in a community of practice, whether that be 

called a network, community of learners or professional learning community, is 

likely to be perceived as a major benefit to participants. In fact, the social capital 

that is produced can only be called by that name if it does produce mutual 

benefit. A closer look at the benefits accruing to network participants is now 

warranted, as a comparative basis for later discussion of languages teachers’ 

reported experience of network benefits in this study. 
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3.4.3 Benefits of peer-mediated professional learning in networks 

Many benefits have been ascribed to more collaborative, teacher-directed 

professional development, whereby teachers learn with and from each other. 

One particularly significant benefit of communal learning mentioned in the 

literature is that of collaboration as a means of coping with educational change 

and reform. It has been claimed that belonging to networks gives teachers fresh 

ways of thinking about education quality and application, especially in a 

situation where educational reform is to be implemented and beliefs about 

teaching are being challenged (Lieberman & McLaughlin, 1992; Talbert & 

McLaughlin, 1994; Sagor, 1997). The 1994 study cited here involved teachers 

accessing and participating in active professional communities in schools, 

curriculum subject associations, subject area staffrooms and so on. It was found 

that all of these opportunities for collaboration were crucial in enabling teachers 

to reflect on their practices and make significant changes to their teaching 

(Talbert & McLaughlin, 1994). Importantly, the teachers in this curriculum 

change situation also built a sense of “collective commitment to undertake 

challenging educational reforms” (Renshaw, 1996, p.21). Since that time, 

teacher networks, especially school-based networks for innovation in learning 

and teaching, have burgeoned in many parts of the world, such as Australia, 

Chile, China, South Africa and the United Kingdom (Caldwell, 2009).  

A key promoter of this movement, David Hargreaves, has concluded that 

networks in education tend to succeed when: 

1. There is a clear and agreed outcome to the network’s activity.  
2. The benefits of networking – creating the network, operating it 

and maintaining it – exceed the costs, since lack of pay-off is 
disincentive to continuation. 

3. The participants are committed to professional learning through 
collaboration, sharing and joint activity, with agreed ways of 
working. 

4. The network contains high social capital and its two key 
components: trust between members and norms of reciprocity. 

5. Leadership and management are distributed and supportive.  
6. There is appropriate support in terms of time and/or resources, 

an appropriate model for professional development that 
connects innovation to normal professional practice.  

7. There is a good balance in communication between face- to-face 
and electronic and virtual forms and e-networking is instituted 
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after trustful, face-to-face networks have been established 
(Hargreaves, 2008a, p33) 

 

In the second item, Hargreaves alludes to the importance of perceivable 

benefits if a teacher network is to be considered successful. Some of the 

beneficial aspects of networking reported in an Australian study of five non-

school-based networks coincide with those listed above. The Queensland 

Board of Teacher Registration (2004, pp. 22-32) found that the characteristics 

of successful networking most frequently referred to in teacher-participants’ 

comments were:  

1. Exchanging and testing information and ideas 
2. Identifying and articulating what the network is about (sense of 

identity, purpose and vision) 
3. Being proactive, within and beyond the network (acting boldly in 

accordance with the network’s sense of identity, purpose and vision) 
4. Sharing of individual expertise 
5. Providing support, emotional and practical 
6. Responding to the (learning) needs of members 
7. Engendering trust 
8. Being well organised (having good management of network 

operations) 
9. Promoting collegiality – a sense of engaging collaboratively in 

professional activities with like-minded people who shared their 
enthusiasm. 

10. Being inclusive – encouraging and welcoming new members, having 
particular kinds of roles and interactions within the network and 
particular forms of recognition for commitment, service or 
participation. 

There is considerable overlap in the two lists, with sharing, support, trust and 

collegiality featuring in both. These benefits are, however, offset by the 

disadvantages and difficulties reported by participants in previous network 

studies. 

3.4.4 Barriers to Networking 

It has been stated earlier that shortage of time is a perennial problem for 

teachers and teaching. Lack of time is an equally significant problem for 

teachers and networking. Those who wish to participate in communities of 

learners or networks often must do so in their own out-of-school time, because: 
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Scarcity of time makes it difficult … to get together with colleagues, 
or to sit back and reflect on one’s purposes and progress. How 
much time teachers get away from classroom duties, to work with 
colleagues or just to reflect on their own, is a vital issue for matters 
of change, improvement and professional development. 
(Hargreaves, 1994, p.15) 

Other problems include: personality clashes and philosophical differences, as 

alluded to by Achinstein (2002) in her work on conflict in community; an 

unwillingness to share; teacher fatigue and disillusionment; and lack of sufficient 

external management support at school and system level. Apart from the last of 

these, the problems mostly relate to personality factors, involving the 

(emotional) self of the teacher. 

3.4.5 Implications for the study 

From the definitions of learning communities and networks provided in the 

literature, it is clear that the focus is on practice-related, largely self-directed yet 

collaborative, ongoing professional learning.  

There is a role for external experts and helpers in a network. However, if an 

outsider is involved, it should not be in any authoritative or didactic way but, 

rather, with a collaborative disposition, avoiding “one-way dissemination 

approaches”, as suggested by Pennell & Firestone (1998), such that the 

teacher-learners feel empowered and supported. 

Network participants need more than just intellectual support in a curriculum 

change situation. Given the complex challenges of change and the value of 

emotional support while meeting those challenges and unlearning old 

assumptions and practices, as documented in the literature, networks seem an 

ideal means of easing languages teachers into curriculum change and possibly 

helping them to sustain that change over time. As shown in Figure 3-5, the 

reviewed literature indicates that change processes and professional learning 

processes occur simultaneously and interdependently. While knowledge-

building with peers is underway, identity negotiation/reconstruction with peers is 

also occurring. It will be interesting to note the extent to which this assumption 

re: social capital production is confirmed or denied by the teacher participants in 
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the current study as they share with the researcher their experiences of 

curriculum change, networking and peer-mediated professional learning. 

Given all of the above, the question that needs to be answered by the current 

inquiry into teacher-learning and network participation is: 

How do specialist language teachers experience networking and network-

situated professional learning at a time of curriculum change? 

Specific sub-questions deriving from the main research question and the 

literature review are as follows: 

1. What is the nature of the networks, their purpose, their operation and 

activities, the role of outsiders in the network and the importance of 

emotional support from members of the network?  and 

2. What professional learning ‘gains and tensions’ (benefits and 

barriers) do specialist language teachers experience when 

participating in a network/community of learners at a time of 

curriculum change when they are grappling with 

change/growth/learning processes? 

In what ways does their knowledge base for teaching expand through 

collaboration with peers?  

What are the benefits of peer-mediated learning? 

What are the barriers to successful professional learning in networks? 
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Figure 3-5  Model of Teacher Change & Learning in Networks 
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3.5 SUMMARY OF THE RESEARCH LITERATURE RELEVANT 
TO THE RESEARCH PURPOSE  

At the beginning of this chapter, three main themes within the existing research 

literature were identified as being relevant to the study (see Section3.1). An 

exploration and analysis of that literature has led to creation of the following 

enhanced Conceptual Framework, which builds on the original Conceptual 

Framework proposed at the beginning of Chapter 3 (see Figure 3-1). Drawing 

on the synthesis of findings from previous research in the three main areas, that 

simple framework is now enhanced by understandings distilled from the 

literature, expressed as a list of propositions worth investigating in this study. 

 

Figure 3-6 Literature Review – Distilled Understandings

Distilled understandings for  

exploration and analysis of  teachers' 

networking and network-situated learning and change: 

1.  Curriculum change is a multi-dimensional experience and a catalyst to 
teacher change and learning 

2. Teacher change is a complex "journey" in the affective domain, with change-
stages and processes plus a need for support from others 

3. Teachers are still being offered  traditional change-focused professional 
development  that is predominantly acquisitional rather than participatory 

4. Benefits from networking are both personal  (emotional support) and 
professional (knowledge base expansion). 

5. Barriers to successful networking  are both internal and external to the group.  

6. There is a peripheral role for external experts in teachers' professional 
learning. 

7. There is a central role for interaction and peer-mediation of teachers' learning  
in networks/communities of learners/communities of practice. 

 

 

Networks 

Learning 

Change 
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Thus, in Chapter 3, the review of existing research literature on themes relevant 

to the study has led to articulation of the following broad and more specific 

questions. 

The initial research question arising from the first part of the literature review is: 

How do specialist languages teachers experience curriculum change – 

the challenges, change processes and traditional change-focused 

professional learning (as individuals)?  

Related to this first research question are several specific sub-questions 

deriving from the literature review that need to be answered in this study. They 

are as follows: 

1. What is the relative importance, to the teacher-learners, of support, 

collaboration, action-research, reflection, communication-and-

interaction-in-context – and any other factors not revealed in the 

above initial review of research literature on teacher-learning? 

2. What is the nature of the knowledge base for teaching and how can it 

be expanded through professional learning?  

3. Is their experience of effective professional learning social, situated 

and distributed? 

The second question that arises and needs to be answered by the current 

inquiry is: 

How do specialist language teachers experience networking and 

network-situated professional learning at a time of curriculum change? 

Specific sub-questions deriving from the second research question and the 

literature review are as follows: 

1. What is the nature of the networks, their purpose, their operation and 

activities, the role of outsiders in the network and the importance of 

emotional support from members of the network?  and 
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2. What professional learning ‘gains and tensions’ (benefits and 

barriers) do specialist languages teachers experience when 

participating in a community of learners/network at a time of 

curriculum change when they are grappling with 

change/growth/learning processes?(In what ways does their 

knowledge base for teaching expand through collaboration with 

peers? What are the benefits of peer-mediated learning? What are 

the barriers to successful professional learning in networks?) 

Answers to these questions should lead to an answer for the overarching 

question that encapsulates the research purpose – exploration and analysis of 

specialist languages teachers’ experience of change processes, network 

participation and network-situated professional learning in a context of 

significant curriculum change. The means of undertaking this exploration and 

analysis are set out and discussed in detail in the next chapter, Design of the 

Research. 
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CHAPTER 4:  DESIGN OF THE RESEARCH 

4.1 INTRODUCTION 

This research seeks to explore and analyse specialist language teachers' 

experience of change processes, network participation and peer-mediated 

professional learning at a time of significant curriculum change, namely the 

implementation of the new Queensland LOTE Syllabus Years 4-10 (QSCC, 

2000). As it describes and interprets the experiences and perceptions of 

individuals, using words to construct meanings, it is best framed as a qualitative 

study underpinned by Social Constructionism and Interpretivism. A rationale for 

this epistemology and theoretical perspective, as well as reasons for choice of 

Case Study as the specific research methodology, are outlined in this chapter. 

Selection of research participants and methods of data-collection and data-

analysis are also described. Other methodological issues, such as 

trustworthiness of data, ethical considerations and limitations of the 

methodology, are then discussed. Finally, a summary of the research design is 

provided. 

4.2 THEORETICAL FRAMEWORK OF THE RESEARCH 

The design of this research has been guided by assumptions about ‘truth’ or 

‘reality’ (ontology), the type of knowledge (epistemology) sought in response to 

the research questions and the nature of the research problem (Bassey, 1999; 

Creswell, 2002; Hatch, 2002; Merriam, 1998). The underlying epistemology of 

this research is Social Constructionism (Crotty, 1998) and the theoretical 

perspective is Interpretivism (Neuman, 2007; Schwandt, 1994), and, more 

specifically, Symbolic Interactionism (Blumer, 1969; Charon, 1998, 2007). In 

this study, language is the symbolic system used by both the researcher and 

the participants to enter into and report on the lived reality of languages 

teachers as they experience change and construct together new meanings 

about lifelong learning within a social context of professional networks. 

The theoretical framework of the research is presented diagrammatically in 

Figure 4.1, which shows clearly how the exploratory research purpose is fulfilled 
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appropriately by the choice of research methods and methodology which flow 

naturally from an interpretivist perspective, emanating from a social 

constructionist epistemology. 

 
Epistemology: Social Constructionism 

 
 
 

Theoretical Perspective: Interpretivism 
– Symbolic Interactionism 

 
 
 

Research Methodology: (multiple) Case Study 
 
 
 

Data-Collection Methods: 
 

 Semi-Structured Interviews (Individuals and Focus Groups) 

 Documentary Evidence (Artefacts of networking) 

 Research Diary  (Fieldnotes from Participant Observation, informal 
conversations, etc) 

 
 
 

Research Purpose fulfilled: 
 

exploration of teachers’ experience and perceptions re: 
social construction, interpretation and sharing of meanings about change, 

networking and network-based professional learning 

 

Figure 4-1  Theoretical Framework of the Research Design 

4.2.1 Epistemology: Social Constructionism 

A constructionist epistemology frames this research, in which the researcher 

engages and interacts with the participant teachers, in order to share their lived 

experiences, interpret those experiences and relate them to what is already 

known. The view of knowledge held by the researcher is that it is socially 

constructed (Crotty, 1998), with no one true meaning but, rather, a multiplicity of 

meanings being “constructed by human beings as they engage with the world 
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they are interpreting” (Crotty, 2003, p.43). The researcher’s belief in the value of 

many shared viewpoints, and opinions from a variety of perspectives, all of 

which are valid, underpins the relationship between the researcher, the 

research participants and the research purpose. This approach to the inquiry is 

in accordance with the precepts of the social constructionist paradigm. 

It is understood that the constructionist researcher’s task is not so much to 

discover realities, as a positivist researcher may seek to do, by means of 

scientific experiments or deductive analysis. Rather, the aim is to construct 

meaning through engagement with world realities and the application of an 

inductive logic to the interpretation of those lived realities, in order to generate 

theory and propose hypotheses. From the participants’ diverse context-specific 

experiences, shared with the researcher in response to key questions  derived 

from the literature, theories are constructed. Theories show how concepts relate 

to each other (Neuman, 2007), given that interpretations and perspectives vary, 

for reality is subjective (Sarantakos, 1998) and each professional learning 

context is unique. It is through the cumulation and inductive analysis of multiple 

views that the constructions of reality held by participants can be related to each 

other and to past constructed knowledge, allowing for new interpretations and 

more sophisticated constructions to emerge (Guba & Lincoln, 1994). Thus the 

theoretical perspective taken by the researcher is interpretivist by nature. 

4.2.2 Theoretical Perspective: Interpretivism (Symbolic Interactionism) 

The interpretivist research orientation provides a theoretical perspective which 

influences how the social researcher observes, measures and understands 

social reality (Neuman, 2007). This lens or ‘perspective’ influences the 

researcher’s description of what is really happening in the world around us 

(Charon, 1998) and how that ‘reality’ is subsequently analysed or interpreted; 

and we humans do inevitably interpret our experience as we seek to understand 

it. The interpretive philosophy of Symbolic Interactionism (Blumer, 1969; 

Charon, 1998, 2007) is particularly relevant to this research investigating 

network-based interaction and learning, as it has the following three 

fundamental premises: 
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1. human beings act towards things on the basis of meanings they have 

for them; 

2. the meaning of such things is derived from, or arises out of, the 

social interaction that one has with one’s fellows; 

3. these meanings are handled in, and modified through, an interpretive 

process used by the person in dealing with the things he encounters. 

(Blumer, 1969, p.2) 

Symbolic Interactionism thus acknowledges the personal experiences and 

meanings of individuals, as well as the importance of social interaction in 

meaning-making, and so is eminently suitable as a philosophical underpinning 

for this research, which sets out to capture the experiences and constructed 

meanings of specialist language teachers engaged in network-based learning. 

Qualitative, interpretive approaches in general, and Symbolic Interactionism in 

particular, are most appropriate to the exploratory approach being taken, in that 

the researcher's interest is in individual human beings' perceptions expressed in 

words rather than measurement of phenomena or trends expressed in 

numbers. The central focus of this study is the exploration of languages 

teachers' perceptions of their learning, especially their responses to change and 

their network-based learning, at a time of change. Such perceptions represent 

an aspect of the languages teachers' knowledge of themselves and their social 

reality, knowledge that is constructed “in and out of interaction between human 

beings and their world” (Crotty, 1998, p.42). Language is the main tool used by 

humans to achieve this “personal and subjective construction of reality” (Burns, 

2000, p.3) through interaction with each other, it is more appropriate that words 

be used, rather than numbers, as the means of developing and transmitting 

these constructed understandings. As Kincheloe (1991, p.143) points out, 

“Knowledge of human beings involves the understanding of qualities which 

cannot be described through the exclusive use of numbers.”  

Another reason for the adoption of a qualitative, interpretive approach for this 

study is the importance of context to the understanding of the teachers’ 

experience of change-stimulated, network-based learning. Context sensitivity is 
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evident in qualitative research conducted by those who acknowledge that 

“human experience is shaped in particular contexts and cannot be understood if 

removed from those contexts” (Kincheloe, 1991, p.144). Any insights about 

people or events must be considered in terms of the socio-cultural context in 

which those persons or phenomena are situated; the interpretive researcher 

must interact, explore and interpret within authentic situations (Neuman, 2007; 

Schwandt, 2000). It is important, therefore, that the researcher enter into those 

authentic contexts as fully as possible, ever willing to explore from the inside 

out, ready to go beyond mere description to active participation as a fellow-

inquirer. The current researcher's willingness to do this has allowed for close 

observation and actual experience of the process of joint construction of 

meanings by the specialist language teachers as they operate in the context of 

their professional networks, sharing ideas and engaging in both knowledge- and 

identity-building. Therefore, a qualitative approach, with its valuing of context 

exploration/understanding, serves the current research purpose well. 

Qualitative researchers working from an interpretivist social science perspective 

(Schwandt, 2000) also value holism, looking at settings and people as a whole, 

rather than as a set of individual variables (Taylor & Bogdan, 1998). They seek 

to understand “the whole phenomenon under study, [not just] a few discrete 

variables and linear, cause-effect relationships” (Patton, 2002, p.40). Qualitative 

researchers examine many different facets of an experience, exploring not only 

the experience itself but also those “connections which tie experiences together 

and often provide their significance in human affairs” (Kincheloe, 1991, p.145). 

An important aspect of this holistic approach to research is the willingness to 

take into account both the researcher's and participants' perspectives (Charon, 

1998; Creswell, 1998; 2002; Schram, 2006). All of these features of qualitative 

research render it highly suitable for the current study, in that a contextualised, 

holistic understanding of specialist language teachers' perceptions is sought; 

and the researcher is willing to acknowledge that her own perceptions also have 

a bearing on the interpretive process of developing and reporting that 

understanding.  

This acceptance of interpretive accounts rather than law-like generalisations as 

the outcome of research is the defining characteristic of qualitative research 
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within an Interpretivist paradigm. It is based on the beliefs, shared by this writer, 

that (a) research has the goal of " understanding the complex world of lived 

experience from the point of view of those who live it" (Schwandt, 1994, p. 118) 

and (b) there is “extreme difficulty in attaining complete objectivity, especially in 

observing human subjects who construe, or make sense of, events based on 

their individual systems of meaning” (Candy, 1989, p.3). This approach to the 

study of educational phenomena seeks not “to reinterpret the actions and 

experience of the actors, but rather to give a deeper, more extensive and more 

systematic representation of events from the point of view of the actors 

involved” (Candy, 1989, p.5). In this study, the representation of events and 

experiences from the point of view of the specialist language teachers is crucial 

to the whole investigation, as the research questions can only be answered by 

revealing and exploring the teachers’ particular perspective(s) on change, 

networks and collaborative learning. The important questions for the interpretive 

researcher are:  

 How do people experience the world?  

 Do they create and share meaning? How? 

 What do they believe to be true?  

 What do they hold to be relevant?  

 How do they define what they are doing? 

(Neuman, 2007, p.72) 

All of these questions are relevant to the current study, which is not only 

exploratory in a general sense but also specifically aimed at discovering the 

experiences, shared meanings, beliefs and understandings of language 

teachers-as-learners-in-networks in a context of change. 

This study seeks to understand the ways in which specialist language teachers 

develop new shared meanings through interaction in a professional network. 

Perhaps more importantly, it also focuses on the meaning they perceive to be 

attached to the networking itself in the process of learning/growing/adapting to 

change. An interpretivist paradigm (Schram, 2006; Snape & Spencer, 2003) 
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allows for construction and deconstruction of meanings in a social context and 

is therefore most appropriate for this kind of research problem. It exemplifies the 

'goodness of fit' between question and approach that is considered an essential 

criterion for selection of a research framework (Schram, 2006). 

Similarly, the ‘goodness of fit’ criterion applies to the selection of Case Study as 

the research methodology, on the grounds that it is a highly appropriate strategy 

to seek and convey, within an interpretivist (symbolic interactionist framework, 

an in-depth understanding of the interpretations and meanings constructed in 

specific bounded-contexts (Merriam, 1998; Silverman, 2005; Snape & Spencer, 

2003). This strategy is explored further in the next section. 

4.3 RESEARCH METHODOLOGY: CASE STUDY 

Case Study methodology, as used in this research, can be defined, explained 

and justified in terms of its suitability to address “How” questions posed with 

regard to “a contemporary phenomenon within a real-life context” (Burns, 2000, 

p.460). When such questions need to be addressed, within a specific context, 

Case Study is advocated (Hughes & Hitchcock, 1995; Schwandt, 2001), on 

account of its: 

1. boundedness of context 

2. its richness or intensity of description and  

3. its potential instrumentality (as an exploratory or explanatory tool and 

also as a foundation or stimulus to further research or action).  

These three aspects of Case Study methodology are echoed in the observation 

by Merriam (1998) that qualitative case studies are “particularistic, descriptive 

and heuristic” (p.43). The rationale for Case Study methodology presented here 

focuses naturally on the advantages of the Case Study as a research strategy, 

referring specifically to the importance of context (the particular), the richness of 

data described by the researcher (the descriptive) and the investigatory 

possibilities (the heuristic), but limitations of this methodology are also 

acknowledged. Before justifying the choice of Case Study as a research 
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strategy, the nature of the methodology is clarified and its disadvantages are 

acknowledged. 

4.3.1 Case Study Defined and Weaknesses Acknowledged 

The “single most defining characteristic of case study research lies in  delimiting 

the object of study, the case” (Merriam,1998, p.27). The case may be described 

as "a bounded system" (Smith, 1978 in Merriam, 1998, p.19) or an "integrated 

system" (Stake, 2000, p.2) that bounds the phenomenon being studied within 

the real-life context. This study has more than one such bounded or integrated 

system. In fact, there are four separate cohorts of teachers belonging to active 

LOTE Teacher Networks, each of which is considered as one case, thus 

creating a Multiple Case Study (Stake, 2000) research design. In such a design, 

the cases chosen may have similar or dissimilar characteristics (Stake, 2000). 

The four cases in this research are similar, in that they are all Queensland 

teacher networks composed of specialist language teachers implementing 

LOTE curriculum change, and yet they are dissimilar, in that different 

employers/school systems, geographical regions, languages and networking 

procedures are represented in the four networks. Each network provides a 

unique context for professional learning and networking – and a unique 

‘bounded system’ for case study research. 

Case study approaches have been categorised variously as: 

1. descriptive, interpretative and evaluative (Merriam, 1998) 

2. intrinsic, instrumental and collective (Stake, 2000) 

3. exploratory, descriptive and explanatory (Yin, 2003). 

These classifications are overlapping, have much in common and are best 

viewed as a continuum of possible models for the researcher to draw on. This 

research contains elements of several models: it is descriptive but goes beyond 

that to be interpretative, in that the case studies are used “to illustrate, support 

or challenge existing assumptions” (Hughes & Hitchcock, 1995). It is both 

collective and instrumental, in that there are multiple case studies and these are 

examined by the researcher “to build abstractions across cases” (Merriam, 
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1998, p.195). In this way, the case studies are used as instruments for building 

theory or theory seeking (Bassey, 1999), that is, “to gain insight into a certain 

issue or theory” (Hughes & Hitchcock, 1995, p.322) – in this case, the dynamics 

of network-based professional learning. While this research could also be 

designated exploratory and descriptive, according to Yin’s (2003) schema, it 

may well be considered to belong more properly to the third category within that 

schema, namely explanatory, because it seeks to explain the dynamics of 

network-based professional learning. The explanatory case study approach is 

normally used to generate new theory or to test an existing one (Yin, 2003). In 

this case, the theory being tested relates to the collaborative nature of effective 

professional learning – as proposed in the literature (See Chapter 3.) -- and the 

findings could contribute to emerging theory as well, illuminating the manner in 

which peers mediate professional learning for each other in a teacher network 

context. 

The overall advantages and disadvantages of Case Study method have been 

well documented in the literature (Bassey, 1999; Gomm, Hammersley & Foster, 

2000; Hatch, 2002; Merriam, 1998; Neuman, 2007; Schwandt, 2001; Stake, 

2000; Yin, 2003). In the rationale that follows, the disadvantages or problematic 

aspects of case study methodology are acknowledged first, before dealing with 

positive aspects, as they apply to this study. 

In the context of this research, the main disadvantage to be acknowledged 

relates to the difficulty of keeping a clear boundary between the data and the 

researcher's interpretations of the data. This is a critical issue of preserving the 

“wholeness, unity and integrity of the case” (Punch, 1998, p.153) from the 

perspectives of both the researcher and participants. Ways of dealing with this 

potential problem and counteracting any possible negative effect are discussed 

in Sections 4.7 and 4.8.  

There are other challenges for the researcher, too, as the successful conduct of 

case studies is dependent on: 
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1. sufficient time to plan for worthwhile data collection and reporting of 

case material, to build an adequate audit trail of the case study 

(Bassey, 1999; Hatch, 2002; Merriam, 1998); 

2. willingness and ability to gain rapport and listen carefully to the 

perspectives of multiple participants, while also displaying effective 

communication skills, including questioning and probing techniques, 

and effective observation skills (Burns, 2000; Gomm, Hammersley & 

Foster, 2000); 

3. researcher tolerance for the ambiguity and complexity of case study 

research (Burns, 2000; Hartley, 2004; Merriam, 1998);  

4. participants’ willingness to give real and complete data; and 

5. the researcher’s specialist analytical research skills, needed to 

perform the case analysis/es with alertness, perceptiveness and 

intelligence, making “valid interpretations …without being trapped by 

preconception and ideology” (Burns, 2000, p.469). 

Now that these difficulties and disadvantages have been acknowledged as 

weaknesses of the chosen methodology, attention is turned to the many 

compensatory advantages of case study research, focussing particularly on the 

three positive aspects named earlier. 

4.3.2 Strengths of Case Study Methodology 

Case Study methodology, having the potential to focus in detail on contextual 

realities in a particular situation, offers as a first advantage its depth of coverage 

within a specific, bounded context. It can provide “an intense, holistic 

description and analysis of a single instance, phenomenon or social unit” 

(Merriam, 1998, p.21). As the four individual networks in this study present such 

a variety of different networking and professional learning contexts, it is 

appropriate to use a research methodology that allows for the reporting of a 

range of experiences and multiple contextual realities. Thus a case study 

approach serves the research purpose well, in that it allows for a few cases to 

be explored in depth in their own particular contexts of place and time, enabling 
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the researcher to “better describe and explain the functioning of the case” 

(Johnson & Christensen, 2000, p.328). Moreover, paradoxically, case study 

research allows for broader interpretations and applications to be made from 

that which is particular. While each Case Study generates unique data, it is 

nevertheless argued that such findings, when combined and analysed 

holistically have relevance in developing a more general understanding of the 

dynamics of networks as a site and source of professional learning. Thus the 

first advantage of using Case Study lies in the paradox that in “studying the 

uniqueness of the particular, we come to understand the universal” (Simons, 

1996, p.236). This is largely because, having gained in-depth understanding of 

the interaction of factors and events within the phenomenon being studied 

(Merriam, 1998), the case study researcher can facilitate a deeper 

understanding of the selected phenomenon by developing for others further 

insight into its intricacies (Stake, 2000). This is done in the process of producing 

a comprehensive case description with “myriad dimensions, factors, variables, 

and categories woven together into an idiographic framework” (Patton, 2002, 

p.387).  

The concept of an idiographic framework sums up the richness and intensity of 

description that is possible in case study, a second advantage of the 

methodology. As case study researchers interact with people, seeking to 

understand their perceptions and experiences, they gather rich, quality data and 

explore deeper meanings (Hatch, 2002; Merriam, 1998; Patton, 2002). As 

explorers, their focus is on “process rather than outcome, on discovery rather 

than confirmation” (Burns, 2000, p.460). Thus case study offers a worthwhile 

way of investigating from the inside out teachers’ personal perceptions that 

might otherwise not come to light. In this study, the exploratory nature of the 

research questions guides the overall research design and thus the selection of 

case study methodology as a highly suitable strategy to fulfil the exploratory 

research purpose. 

A third advantage of case study methodology is its potential instrumentality as a 

tool for research and action in both the short and long term. “Case study 

research in education is conducted so that specific issues and problems of 

practice can be identified and explained” (Merriam, 1998, p.34). This 
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identification and explanation of issues can be helpful to three groups of 

stakeholders in the professional education of teachers: (i) practitioners; (ii) 

professional development policy-makers and providers; and (iii) future 

researchers seeking to further understand this area of education.  

At the practitioner level, case study research has potential to be of great 

use/significance for other practitioners in the same field – in this case, practising 

specialist language teachers actively involved in teacher-networking and 

professional learning – because it “acknowledges the perceptions of 

practitioners” (Douglas, 1995, p.1) and reports these in the form of a “narrative 

and descriptive account of an educational event, program or system which 

deserves to be told to interested audiences, after careful analysis” (Bassey, 

1999, p.58). This “narrative and descriptive account” has the advantage of 

allowing the case study findings to be more accessible to practitioners of 

various kinds, because  “the language used in a case study report is less 

esoteric and less dependent on specialized interpretation, therefore more suited 

to an audience of practitioners” (Douglas, 1995, p.2). This study tells the story, 

via case study narratives, of four existing teacher networks, whose perceptions 

may be of interest not only to the researcher who is recording and analysing 

them but also to other practitioners who access the case narratives. The 

researcher believes that “case studies can be of particular value where the 

research aims to provide practitioners with better or alternative ways of doing 

things” (Hughes & Hitchcock, 1995, p.322). It is possible, therefore, that the 

study may allow other teachers, whether or not currently engaged in network-

based professional learning, to learn from the experience of the four networks 

whose story is told here.  

Education policy-makers, curriculum change agents and PD providers could 

also benefit from ease of access to the findings on teachers’ preferred 

professional learning experiences at a time of curriculum change. This 

instrumental effect is important in the case of this study, because most 

specialist language teachers in Queensland, Australia have not been given a 

research 'voice' before (See Chapter 2) and so their professional learning 

issues have not been known by those who may be able to support them - or, at 

least, not known in the in-depth way that is possible with a Case Study 
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investigation. The “rich, ‘thick’ description of the phenomenon under study” 

(Merriam, 1998, p.29) in this research has the potential to reveal to education 

policy-makers, teacher-employers and PD providers the problems and 

preferences of specialist language teachers as individual and communal 

learners, thereby enabling further investigation or action to ensue. In this way, 

then, the Case Study methodology of this research could have the added 

advantage of having an empowering, emancipatory effect for specialist 

language teachers.  

Future researchers in this particular field of education are a third group of 

stakeholders who stand to benefit from case study research that explores 

educators’ perceptions and issues. Exploratory research can establish the 

issues and interrelationships in an under-developed research field, allowing the 

researcher to grasp concepts and gain insights to develop future research 

questions and propose working definitions (Creswell, 2003; Hatch, 2002). In this 

situation, positivist logic is rejected in favour of inductive reasoning and 

interpretive reporting which allows for the sharing of practitioners’ knowledge 

and experience, so that future researchers in the area can benefit from the 

findings. Such 'idiographic' (descriptive/interpretive) work allows for clarification 

and challenging of previous assumptions, opening up clearer areas for further 

research (Merriam, 1998; Yin, 2003). Case studies have potential not only to 

inform policy and practice, as suggested above, but also to contribute to 

emerging theory that can then be further developed by others (Eisenhardt, 

2002; Hartley, 2004; Merriam, 1998, 2002). The value of case studies, in terms 

of their instrumentality for the research community, is summed up well by Burns 

(2000, pp. 460-1): 

…they are very valuable as preliminaries to major investigations. 
Because they are so intensive and generate rich subjective data 
they may bring to light variables, phenomena, processes and 
relationships that deserve more intensive investigation. In this way 
a case study may be a source of hypotheses for future research by 
showing that things are so, or that such an interpretation is 
plausible in a particular case and therefore might be so in other 
cases… Conclusions reached are instrumental rather than terminal. 
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For this and all the other reasons argued above, case study methodology is 

considered most appropriate for the exploratory, interpretive research being 

undertaken here with specialist language teachers. That is, Case Study is 

deemed the best strategy to employ, in order to develop a critical understanding 

of specialist language teachers' perceptions about the experience of learning 

together professionally in networks at a time of change. 

4.4 SELECTION OF CASES (NETWORKS) 

A single, in-depth case study was the basis of the original research design. 

However, in keeping with the exploratory purpose of the research, the overall 

research design was ‘emergent’ in nature, allowing for leads to be followed and 

modifications to be made during the research period. In this study, the original 

design did, indeed, ‘evolve’ and require modification. Qualitative research of the 

kind being undertaken here is “a form of social and human science research 

that does not have firm guidelines or specific procedures and is evolving and 

changing constantly” (Creswell, 1998, p.17). It requires “design flexibility”, as 

Patton (2002, p.41) puts it; the researcher must be open to making adaptations 

as understanding deepens and/or situations change. This avoids getting locked 

in to rigid designs that eliminate responsiveness and it allows the researcher to 

pursue new paths of discovery as they emerge (Johnson & Christensen, 2000).  

The evolving, constantly changing nature of qualitative research was evident in 

this study, in the evolution of the research design from the originally-intended 

single-case study to a multiple-case approach. This occurred because the first 

network seemed, at one stage, to be stalling (not becoming established as a 

regularly-meeting group) and the second network that was approached 

(because it seemed to be, by contrast, very active and regular in its networking) 

did not wish to be the only active network under investigation, so requested that 

other active networks be invited to participate. The researcher, having acceded 

to this request, was thus obliged to select other cases on the criterion of ‘being 

active’, that is, having regular purposeful meetings. An active and well-regarded 

network in a different region was known to the researcher, so she approached 

them, via their current leader, to invite participation. That network agreed 

(informally) to be involved as soon as they received the request. In addition, the 
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researcher requested permission to address a similar network in a third region, 

in order to describe the proposed research and invite participation. This group 

were willing to respond positively to the request, but believed that one of their 

language-specific sub-networks would actually be a better example of an active 

network that was ‘going strong’, meeting regularly, purposefully and 

productively. On the basis of this ‘lead’ from fellow professionals, including one 

regarded as a LOTE education expert, the active group was contacted and 

subsequently invited to participate, resulting in the fourth and final network 

becoming involved in the study on the basis of “reputation” (Burns, 2000). At 

that time, some additional avenues were explored, for example, a mini-network 

in the form of a high-school LOTE department and another network operating 

as a branch of the MLTAQ, but these were not pursued, for although they 

appeared to be rich fields for future investigation, the inclusion of a fifth case 

was considered beyond the scope of this small study.  

Stake (2000, p.446) recommends that the case study researcher choose cases 

that offer the “opportunity to learn”, noting that in collective or multi-site studies 

“balance and variety are important” (p.447). When selecting networks for 

participation in this study, three different procedures were followed: for the 

original version of the study, a purposive selection of one case from many was 

made; for the next two cases, selection was made on the basis of two criteria 

(active and available), as explained above; while the remaining network was 

selected on the basis of its reputation, according to peers and an expert in the 

profession (also explained above). The aim was to have maximum ‘balance and 

variety’ and maximum ‘opportunity to learn’ within the constraints of limited 

human, temporal and financial resources.  

In the case of the metropolitan network, the original single case study, the 

selection process was “purposeful sampling” (Burns, 2000, p.465) from a 

population of potential cases. Given the intended single-case design at the time, 

purposeful sampling was considered the appropriate strategy, since 

participants' varied understandings and insights were sought and a sample 

needed to be selected from which the most understanding could be gained 

(Patton, 2002; Merriam, 1998). A number of BCE networks were approached, 

with permission, at a BCE LOTE Teachers’ PD and Networking Day, where 
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general details of the proposed research were verbally described. These 

included the purpose and proposed methods of the study and indications of the 

time and commitment that involvement would entail. Expression of Interest 

forms (see Appendix B) were then distributed and the teachers were assured 

that there was no pressure or obligation to nominate themselves for 

participation. Those willing to be considered for inclusion in the project 

voluntarily returned their forms to the researcher in person at the end of the 

session, knowing that they may or may not ultimately participate in this study. It 

had been explained to the teachers that only one network was to be chosen and 

that the researcher had to consider a range of balance and variety factors in 

making that choice. From those Expressions of Interest received, one newly-

formed network with a range of background experiences and current teaching 

contexts amongst its members was selected, in order to provide variety of 

understandings and insights. The allocated code-name for this network is 

Network C. 

Later in the research-planning, when other networks (A, B and D) were 

subsequently selected to supplement this original network, it was realised that 

the original, emergent, city-based network (Network C) provided a good 

contrast with the regional networks, which were all very long-standing and well-

established. A third reason for the confirmation of this ‘infant’ network as case-

worthy was that its members all work for a different, non-government employing 

authority, Brisbane Catholic Education, whereas the participants in the regional 

networks all work for Education Queensland. This further ensured a variety of 

teaching and curriculum-change experiences in different school contexts 

(Douglas, 1995) and therefore a greater variety of perspectives on networking 

and professional learning at a time of curriculum change. 

Another point in favour of selecting these three particular regional networks was 

that they represented a variety of organisational structures and so had potential 

to provide data about a range of networking experiences, from monthly network 

meetings at a set venue (formal in one case and homely in the other) to 

fortnightly network gatherings at rotating venues, including school staffrooms as 

well as some very informal settings. These networks were approached, via key 

members who could be contacted directly, and in each case the researcher was 
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invited to attend one or more network meetings as a first step in the 

investigation-process, namely context-familiarisation. At these meetings, she 

was able to confirm that the three proposed regional networks seemed likely to 

produce both ‘variety and balance’ in the conglomerate of data-sources. 

4.5  SELECTION OF INDIVIDUAL INTERVIEWEES 

A second stage of research-participant selection occurred because of the need 

to reduce to a manageable level the total number of interviewees. Maximum 

variation representation (McMillan & Schumacher, 1993) was the principle 

applied to selection of particular network members for individual interviews. This 

involved “identifying and seeking out those who represent the widest possible 

range of characteristics of interest for the study” (Merriam, 1998, p.63). After 

weeks/months of rapport-building in the four networks, twenty network members 

were chosen for interviewing, from a total possible population of about fifty 

LOTE teachers who had attended network meetings with the researcher during 

her time of context-familiarisation. Reasons for the purposive selection of these 

interviewees are set out below, along with a description of the participants’ 

characteristics. 

The teachers participating actively in this study, as individual interviewees or 

members of a Focus Group, were specialist teachers of Languages other than 

English (LOTE) working in a variety of regional and metropolitan schools 

administered by two different employing authorities, Education Queensland 

(EQ) and Brisbane Catholic Education (BCE). The teaching-languages involved 

were two Asian languages and two European languages, but these have not 

been named specifically in this study, to protect the anonymity of the four 

networks, since the researcher knows from her experience in LOTE Education 

that LOTE teachers and networks consider their teaching-language as an 

important part of their identity and something that makes them identifiable to 

others in the LOTE teaching community. 

The teachers participating in the individual interviews and focus groups had a 

range of backgrounds as specialist language teachers, with the majority (all but 

four) having completed their initial training before LOTE teaching specialisations 

were available as part of pre-service courses. The four so-called ‘early-stage’ 
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LOTE teacher participants (those with no experience teaching LOTE before the 

year 2000) were included to provide a different perspective on professional 

learning in networks at a time of imposed curriculum change, because, unlike 

their more experienced network peers, they had already been briefed about 

implementation of the new syllabus during their LOTE Specialisation studies at 

university. That is, the beginning of their LOTE teaching career coincided with 

the launch of the new syllabus and so they brought a different view of the 

curriculum change to their networks, unaffected by any lingering commitment to 

“old” versions of LOTE curriculum and methodology.  

Twelve of the participating teachers were primary itinerant specialists teaching 

the one language in many schools, while eight others were secondary teachers, 

permanently located in one school, teaching not only LOTE but other Key 

Learning Areas as well.  

Thus it can be seen that every effort was made to gain (i) variety of background 

and teaching experience and (ii) variety of network experience in the group of 

twenty interviewees selected, so that maximum insight might be gained from the 

best participants (Merriam, 1998). There is also balance, in terms of network 

location, language, organisation and size. (Gender balance was not sought, as 

the large majority of the LOTE teachers encountered in the four networks were 

female, so the female perspective on networking was considered to be of 

greater relevance and representativeness in this context.) The variety and 

balance of characteristics are evident in the background information on the 

participating networks and teachers set out in Table 4.1. 
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Table 4-1   Background Information on Participating Networks and Teachers 

N 

e 

t 

w 

o 

r 

k 

Network 
Location (& 
School 
System 
employing 
network 
members)   

Network 
Language(s) 

(i.e. language 
taught by 
network 
members) 

Network 
Organisation 
(frequency of 
meeting & 
type of venue)                          

Network 
Size (No. 
teachers 
attending 
meetings 
regularly) 

Number & 
Teaching 
Level of 
Network 
Members 
Interviewed    

No. of 
teachers 

with no 
LOTE 

teaching 
experience 

 pre-2000 

A Regional 

(EQ)   

Asian 
Language 1                   
+ European 
Languages 1 
& 2 

Monthly – in a 
public meeting 
room 

15-20 4 primary & 2 
secondary 

0 

B Regional  

(EQ) 

Asian 
Language 2 

Monthly – in a 
private home 

12-15 3 primary & 3 
secondary 

2 (primary) 

C Metropolitan  

(BCE) 

Asian 
Language 1 

Every two 
months - at the 
system’s 
teacher 
inservice 
centre 

4-6 4 primary 0 

D Regional  

(EQ) 

Asian 
Language 2 

Fortnightly - at 
various  
venues, incl. 
schools, cafes 

10-12 1 primary & 3 
secondary 

2 
(secondary) 

 

At least two teachers in each network were already known to the researcher, 

from previous professional activities, before the study began. Others claimed to 

be familiar with the researcher, because of her former high profile in Languages 

Education, though she was not familiar with them. As all twenty teachers were 

involved in the research process at both personal and practical/professional 

levels, it was important that they have sufficient rapport and trust with the 

researcher to ensure worthwhile data-gathering sessions, especially the 

interviews. Such trust, sense of collegiality and rapport prior to the study have 

been identified as vital to effective interviewing and data generation 

(O'Donoghue & Dimmock, 1998). This combination of factors also allows for 

quick entry into the research field, as in the case of this study, where initial 

(unofficial) entry was gained by approaching members of various LOTE 

Teacher Network groups, informing them of the proposed research and inviting 

them to consider being part of the investigation. 
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The next step was the seeking of official approval (informed consent) from both 

the teachers themselves and their employing authorities, but at the initial stage 

at least the agreement-in-principle to participate was gained from teachers on 

the basis of a certain trust in and acceptance of the researcher. This approach 

was consistent with the collegial manner in which the researcher has worked 

with languages teachers in the past and so a high level of co-operation and 

collaborative exploration of experiences and meanings was anticipated and 

achieved. The researcher’s role in the research process is delineated further in 

Section 4.9.1. Here the focus is on the selected teacher-participants, who could 

be described as willing co-researchers, co-operating with the instigator of this 

study in a collaborative effort to produce a truly rich and accurate account of 

their experiences and perceptions regarding change, networking and network-

based professional learning. 

4.6 RESEARCH METHODS – DATA COLLECTION 

In keeping with the exploratory purpose of the research, and the interpretive 

approach being taken, the research methods were chosen to complement both 

the theoretical perspective of the study and the case study methodology, for 

“methods have to be perceived in the context of a certain framework and should 

also fit into the theoretical and methodological model of the perspective in 

question” (Sarantakos, 1998, p.41). Data-gathering techniques   used in this 

study were interpretive, subjective and flexible, with emphasis on discovery and 

exploration of meaning (Sarantakos, 1998). One example of “design flexibility” 

(Patton, 2002) within this exploratory study was the evolution of the single-case 

design into a Multiple Case Study, as explained in the previous section. 

Another example of the flexible and responsive nature of this ‘emergent’ 

research design is the way in which alternative interview arrangements were 

negotiated with two participants who were unable to make themselves available 

for interviewing in person. A new, more detailed version of the interview 

schedule was drawn up, providing additional prompts to stimulate worthwhile 

responses in distance mode, so that these two participants could undertake the 

interview electronically at their own convenience. It was subsequently decided 
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to use this more detailed interview schedule for all the interviews, even those 

not conducted by email. 

Notwithstanding the desirability of flexibility and responsiveness, there is also a 

need for some purposeful planning of a research project, to gain the richest 

data possible in the time available, especially when there is only one researcher 

operating as data-gatherer and analyst for the duration of the study. The data-

collection methods selected for this study, therefore, were strategies designed 

to elicit maximum information about participants' perspectives while at the same 

time allowing for unexpected findings and 'leads' to be dealt with as they arose. 

Methods selected were: 

1. Interviews (Semi-structured Interviews with individual teachers and 

Focus Groups - interviews with whole network groups) – all 

conducted by the researcher herself ; 

2. Documentary Evidence (context information and artefacts of 

network-based professional learning collected from the four 

networks); and  

3. a Research Diary containing field notes (from participant 

observation of all non-recorded meetings with the network groups 

and informal conversations with individual members), post-interview 

notes (from recorded interviews and Focus Group meetings) and an 

audit trail of procedures followed. 

These three methods, in combination, achieve triangulation of data sources, a 

strategy recommended by Denzin (1988) to facilitate validation of a qualitative 

study (see Section 4.7). 

In Chapter 5, Table 5.1 – Overview of Data Sources for the Four Case 

Narratives – provides detailed information about the types of data generated by 

the three triangulated strategies listed above. These three main methods of 

data-collection are now discussed and justified as being appropriate to this 

research. 
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4.6.1 Interviews: Semi-structured Interviews (individual teachers) and 
Focus Groups (whole network groups)  

Interviews allow the researcher to access the multiple realities of the informants 

(Stake, 2000) and so are highly appropriate for this exploratory investigation. 

Semi-structured Interviews were conducted by the researcher to ascertain the 

understandings of the research participants regarding their experience of 

change processes, networking and professional learning in their respective 

networks. In addition, Focus Group interviews were conducted with three of the 

four networks. Network A was also willing to host such an interview but 

practical, time constraints mitigated against the researcher returning to that 

region at the appropriate time to conduct a Focus Group discussion. In addition 

to these two more formal types of interview, the researcher also conducted 

some spontaneous conversational interviews when opportunities arose and 

these are recorded as part of the written notes in the Research Diary. Data from 

all the other interviews have been audio-recorded, then transcribed, stored and 

managed electronically, using a word-processor and NVivo software 

(Qualitative Solutions and Research, 1999). 

4.6.1.1 Semi-Structured Interviews (individual teachers) 

A semi-structured interview, being unstandardised, individual, open and focused 

by an interview schedule on specific issues (Sarantakos, 1998), was considered 

to be a useful data-gathering strategy for this particular research context. In line 

with the identified (interpretive) theoretical perspective of the study, it allowed 

maximum interpersonal contact and symbolic communication between 

researcher and participants. The semi-structured interviews produced open 

discussion of participants' experiences, as well as an interpretation of their 

perspectives and understandings (Taylor & Bogdan, 1998; Merriam, 1998; 

Patton, 2002).  

All but two of the Semi-Structured Interviews were conducted in person, with the 

researcher travelling to a place determined by the interviewee and conducting 

the interview at a mutually agreeable time. The remaining two were conducted 

in distance mode, with the interviewees opting, for convenience, to read and 

respond to the researcher’s written interview questions and prompts via email. 
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In the interests of consistency across interviews and thoroughness of data-

collection, an interview schedule was used. This helped to maintain a focus on 

the issues at hand (Merriam, 1998) and facilitated comparison of responses 

across the range of interviewees. Participants were asked about their 

experiences in the areas of change processes, traditional change-focused PD, 

networking and network-based learning. The sequence of questions was 

planned in such a way as to allow the teachers some time to become 

comfortable with both the interviewer and the process before being asked to 

articulate an open response about their experience of networking and of 

network-based professional learning. A copy of the questions is attached. (See 

Appendix B: Semi-Structured Interview Schedule.)   

The interview schedule begins with the following statement, originally prepared 

for the electronic version of the interview but eventually used orally in all face-

to-face interviews as well: 

Any comments you make about your experience of professional 
learning and network participation are valid and acceptable, 
whether your comments are positive or negative, whether or not 
you feel they are unique to your situation, whether or not they relate 
to the current curriculum change situation or to other times when 
LOTE teachers were coping with change. 

Please share as much as you feel comfortable to share about your 
experiences, remembering that all comments will be recorded 
anonymously. (Appendix B) 

The purpose of this statement was to encourage open responses by reassuring 

the interviewees that there were no hidden agendas, no expected or ‘right’ 

answers and that all their responses would be considered valid,  acceptable and 

within the theme. Nevertheless, it was also considered necessary to ask probe 

or clarifying questions, to enable the participants to make their thinking explicit 

and/or further explain their ideas. In doing this, the researcher was aware that, 

while co-construction of dialogue makes data rich and textured, the onus was 

on her as interviewer to avoid inadvertently introducing excessive personal 

opinion by engaging in unnecessary dialogue around the questions on the 

interview schedule. 
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4.6.1.2 Focus Groups (whole network groups) 

Another set of interviews took the form of an open-ended group discussion (with 

three separate network groups), involving a total of twenty teachers, only 

fourteen of whom were vocal contributors during the recorded discussion. 

These group interviews, conducted in the natural settings of the networks, are 

referred to in this study as Focus Groups (Finch & Lewis, 2003; Krueger, 1994; 

Morgan, 1997). The Focus Group is an interview method used “for eliciting 

respondents' perceptions, attitudes and opinions” (Wilson, 1997, p.209) in a 

collaborative and time-efficient manner. It was particularly appropriate to this 

study, with its focus on teachers' perceptions about participation in a 

(collaborative) group with peers and was considered likely to produce very 

natural data about interaction within networks. This was true in a Scottish study 

by Wilson (1997), where the Focus Group respondents’ willingness to self-

disclose and elaborate in the company of their peers provided 

a very rich data set characterised by a more natural (but not 
completely natural) form of discourse which, at the very least, 
carries with it the possibility of reflecting naturally occurring events 
outside the situation constructed by the researchers (Wilson, 1997, 
pp. 219-219). 

Working with pre-existing groups allows for ‘collective remembering’ (Kitzinger, 

1994) and members’ confirmation of each others’ perceptions, both of which 

were considered worthwhile in the context of an investigation into collaborative, 

network-based learning. 

One final form of interview used was the Informal Conversational Interview 

(Patton, 2002), a tool for gathering contextual or corroborating evidence to 

supplement and illuminate the formal interview data. Notes from these very 

informal conversational interviews, mostly arising spontaneously during 

participant observation in the network context, were recorded in the Research 

Diary as soon as possible after the conversation occurred. They form part of the 

contextual information gathered to enrich the ‘idiographic framework’ 

constructed for each case. 
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To conclude and summarise this section on the use of (various forms of) 

interviewing as a data-gathering strategy, details of the interviews and 

interviewees for each of the four networks are set out in Table 4.2. 

Table 4-2  Details of Network Interviews and Interviewees 

 Individual Interviews Focus Group Interviews Informal Conversational 
Interviews  (RD notes) 

Number of participants Number of participants who 
contributed (during recording) 

Number of participants 

Face-to-face By email 

Network A 5 1 0: No Focus Group  2 

Network B 6 0 6 (though more were present) 3 

Network C 3 1 4 1 

Network D 4 0 4 (though more were present) 1 

 

4.6.2 Documentary Evidence (Artefacts) 

Documents such as agendas and minutes of meetings, reports, news clippings 

and photographs may provide a level of rich detail not normally available to the 

researcher who relies on interviews only. Although they may not be free from 

error or bias, documents are nevertheless “important as another way to 

corroborate evidence derived from other sources” (Burns, 2000, p.467). They 

can also portray “the values and beliefs of participants in the setting” and are 

“useful in developing an understanding of the setting or group studied” (Marshall 

& Rossman, 1994, p.85). They were particularly useful in the latter context-

building way in this multi-site case study research, as each of the four contexts 

needed to be explored and understood. 

To support the data gathered from interviews in this study, participants were 

asked to make available relevant documentation or artefacts, such as network-

based lesson- or unit-planning using the new syllabus, video-recordings of 

classroom implementation of the new curriculum, teacher evaluations of 

practice, samples of student work or resources made/shared in network 

meetings. Once again, in keeping with the emergent nature of this research, 

unanticipated changes to this list occurred during the period of data collection 

and so some of the hoped-for items – classroom recordings and teacher 
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evaluations, for example – were not forthcoming. This was offset, however, by 

generous sharing of curriculum planning and assessment documents and 

network-produced resources, plus the volunteering of several other items of 

perhaps greater interest and value to the research, such as handouts from PD 

sessions attended by network members.  

In addition, the researcher gathered data in the form of journal articles written 

for a professional journal by individual teacher-networkers and a conference 

presentation (PowerPoint slideshow) on teacher-networking prepared 

collaboratively by an entire network for a network-run session at an MLTAQ 

Conference. The latter item, in particular, provided useful insights into the self-

concept of the network that produced it, as well as practical information on the 

network’s operation and achievements. The researcher was also able to obtain, 

at the participants’ suggestion, an audio-recording of a collaborative curriculum 

planning session and a video-recording of a LOTE Day of Excellence organised 

by one of the networks. In addition, three of the networks added the researcher 

to their group email list and allowed her free access to all their electronic 

correspondence. All of these data sources proved useful in contextualising and 

clarifying teachers' comments made in the individual interviews and Focus 

Groups (Stake, 2000), as they often illuminated some aspects of the curriculum 

change situation and/or teachers' professional learning experiences in and out 

of networks. Some of the documents are available in the public domain, but 

others were only able to be accessed by the researcher because of her 

privileged position as a temporary ‘insider’ in the world of language teacher 

networking (see Table 4.3). 
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Table 4-3  Types of Documents accessed 

Documents available in the public domain Documents from within the network that 
were made available to the researcher 

 Web pages (Network A only) 

 PD flyers for sessions organised by a network 

 handouts from PD sessions attended by 
members and/or the researcher 

 PowerPoint slideshow about networking, 
produced by a network 

 professional journal article about networking 
by a whole network 

 programs for special student events 

 meeting agenda and minutes 

 samples of collaborative planning 

 examples of resource sharing 

 network products (eg assessment   
proformas) 

 samples of collaborative resource-  
production 

 emails amongst network members 

 

4.6.2.1 Research Diary 

Throughout the project, the researcher maintained an (electronic) Research 

Diary, in which three types of entries were made: (i) post-interview notes; (ii) 

field notes from participant observation, including informal conversational 

interviews; and (iii) audit trail notes. The first two of these entry-types proved to 

be useful in supplementing and elucidating the meanings constructed during the 

interviews, while the third contributed to the reliability and replicability of the 

study by outlining the research procedures followed.  

Post-interview notes were considered necessary because, although audiotapes 

were used to record the interviews, there was always the possibility that 

technical or other problems might render sections of the recording difficult to 

understand. For this reason, the researcher listened to each recording 

immediately after leaving the interview site and, where necessary, used the 

Research Diary to record clarifying comments while the interview information 

could still be vividly recollected. This precautionary measure is in accordance 

with the advice of Patton (2002).  

The Research Diary was also used to record observations at non-recorded 

meetings with research participants - at the various network gatherings, 

professional development days and special network-organised events that the 

researcher attended over a period of three years. These field notes represent 

evidence of “the integral involvement of the researcher in the case” (Hughes & 
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Hitchcock, 1995, p.317) and prolonged engagement with data sources (Lincoln 

& Guba, 1985). Written notes were made during and after these informal non-

recorded meetings with research participants. The notes were subsequently 

entered into the electronic Research Diary, printed and inserted as hard copies 

in the relevant network file, for later reference. Thus comparisons were able to 

be made between what participants were actually observed to do in networking 

or PD situations and the verbal descriptions of their perceptions in the interview 

transcripts.  

The Research Diary is effectively a record of informal ‘participant observation’, a 

technique regarded by qualitative researchers as useful in allowing rapport with 

research participants to develop over time (Creswell, 2005; Gomm, 

Hammersley & Foster, 2000; Hatch, 2002). Because of this rapport, the 

participant observer is then able to gain access to confidential information and 

situations that would be unavailable to other researchers. This occurred when 

network members invited the researcher to be present at a number of meetings 

and special events (see Table 5.1), over and above the occasions on which 

individual interviews or Focus Groups were to be conducted. 

A widely acknowledged disadvantage of participant observation is that the 

researcher’s presence may change group or individual behaviour. However, 

Burns (2000, p.463) argues that “many deeply entrenched customs, practices 

and routines built up over many years will not alter very much in the presence of 

an observer”. This was largely true in the case of this research, where three of 

the four networks observed/experienced by the researcher were long-standing 

groups with well-established routines. While not claiming that the 

observer/researcher in this study had a neutral effect, which is generally 

regarded as the ideal (Johnson & Christensen, 2000), nevertheless her level of 

rapport with participants (as described in Section 4.9.1) meant that the 

specialist language teachers were able to act in a very natural manner with the 

researcher (an academic) present, showing in their recorded comments a 

willingness to make critical and disparaging comments about things like system 

policies, PD provision and even out-of-touch academics (!) without any apparent 

reservations. The participant observation experience and the fieldnotes 

emanating from it provided useful background information that helped the 
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researcher in her endeavour to “get inside the perspective of the participants” 

(Burns, 2000, p.462) and to understand the complexities of the curriculum 

change context, the LOTE teachers’ everyday working-life context and their 

professional networking context. 

In addition, the Research Diary served as a record or Audit Trail of the methods 

used in this study. The way in which these procedural notes contribute to the 

reliability of the findings, through increased replicability, is explained in the next 

section, where issues of data trustworthiness are discussed. 

4.7 VALIDATION/TRUSTWORTHINESS OF DATA 

In qualitative research, there are always "issues of credibility" (Patton, 2002, 

p.147) or “trustworthiness” (Bassey, 1999; Merriam, 1998) that have to be dealt 

with by the researcher, if the study’s findings are to be taken seriously by those 

who read them. Positivistic research approaches tend to emphasise reliability 

(replicability and consistency of findings) while the interpretive approaches are 

centrally concerned with questions of validity (closeness to the data, description 

of phenomena from the perspective of the actors, and valid, empathetic 

representation of what is going on). This interpretive study, underpinned by a 

belief in the social construction of knowledge and the use of language as a 

symbolic system for entering into and interpreting others’ realities, is ‘concerned 

with questions of validity’. However, criteria of “soundness” (Marshall & 

Rossman, 1995, p.143) are preferred for validation of this research report, 

rather than the conventional term ‘validity’, in order to direct attention to 

the realist conception of validity that sees the validity of an account 
as inherent, not in the procedures used to produce and validate it, 
but in its relationship to those things that it is intended to be an 
account of (Maxwell, 1994, p.3) 

Based on the work of Lincoln & Guba (1985), the criteria of research 

“soundness” developed by Marshall and Rossman (1995) are suitable for the 

epistemology and theoretical perspective of this research and provide a useful 

four-part framework for discussing the trustworthiness of data presented in the 

study. The four criteria, namely, credibility, dependability, confirmability and 



 145 

transferability (Marshall & Rossman, 1995), are discussed below and then 

summarised in Table 4.4. 

4.7.1 Credibility  

Credibility, or ‘internal validity’ in quantitative research terms (Creswell, 1998, 

p.197), refers to the degree to which the explanations of phenomena match the 

realities of the world.  In qualitative research, this means “the degree to which 

the interpretations and concepts have mutual meanings between the 

participants and researcher” (McMillan & Schumacher, 1993, p.391). The claim 

to high internal validity, or credibility, in this study rests on the data collection 

and analysis techniques. Strategies that were employed to increase confidence 

in the findings were: 

1. Lengthy data collection period 

2. Persistent observation in the field 

3. Use of participants’ own language to convey their meanings. 

“Prolonged engagement with data sources” (Lincoln & Guba, 1985) involves 

spending sufficient time on a case to be immersed in its issues, build trust with 

its participants, learn the culture, and be alert to misleading ideas or 

misinformation stemming from researcher or participant distortions (Bassey, 

1999; Creswell, 1998). Such immersion in a research context enables deeper 

understandings of the lived realities of the participants, as in this study, where 

participants’ experiences of change, networking and network-based learning 

were shared with and understood by the researcher, who engaged with network 

members over a period of several months or, in two cases, several years. This 

immersion in the network context and subsequent level of insider understanding 

gained by the researcher permitted conclusions to be made about what 

constituted ‘truth’ for these groups of teachers (Merriam, 1998). This was then 

faithfully described, using the participants’ own language as far as possible, 

such that readers who have had similar experiences could relate to the 

meanings and ‘multiple truths’ of the specialist language teachers. Thus the 

credibility of the study was enhanced through prolonged engagement with the 

network participants and use of their own words to report their experiences. 



 146 

“Persistent observation in the field” (Lincoln & Guba, 1985) is another significant 

contributor to research credibility. It is about: 

thorough searching for tentative salient features of the case and 
then focussing attention on them – either to discover they are not 
relevant or to try to gain some clear understanding of them (Bassey, 
1999, p.76). 

During this study, the researcher engaged in ‘persistent observation’ of the kind 

described here every time she entered the field, whether that be a PD session 

or special event outside the network experienced with a group of network 

members or a well-attended network meeting or an intimate and intensive 

collaborative planning session with just a few network members.  

Credibility was also enhanced by the use of multiple data sources, including 

semi-structured individual and focus group interviews, observation notes, other 

field notes and document analysis. As Creswell (2002) points out, the 

corroboration of evidence from a variety of sources increases the chances of 

accuracy and consistency, which makes the study not only credible but also 

dependable. 

4.7.2 Dependability 

Dependability, another of Lincoln and Guba’s (1985, p.300) “naturalist’s 

equivalents” for positivistic research terms, refers to ‘reliability’ or the stability of 

data over time and across a range of conditions, including the number of 

researchers involved. In this study, dependability is enhanced by the fact that 

there is a single researcher having control over selection of participants, data 

collection procedures and data analysis. It is also enhanced by the researcher’s 

making explicit the six aspects of research design that ethnographers generally 

acknowledge as potential threats to reliability (McMillan & Schumacher, 1993). 

In other words, the threat is reduced if it is adequately described in the study, as 

shown in the following table of “Strategies to Minimize Threats to Reliability” 

(McMillan & Schumacher, 1993, p.387).  



 147 

Table 4-4  Strategies to Minimize Threats to Reliability 

DESIGN STRATEGIES TO ENABLE OTHERS TO DISCOVER SIMILAR PHENOMENA 

Threat Threat reduced if adequately described in 
the study 

Researcher role The social relationship of the researcher to the 
participant 

Informant selection Criteria, rationale, and decision process used 
in purposeful sampling 

Social context The physical, social, interpersonal, and 
functional social scenes of data collection 

Data collection strategies The multimethods employed, including 
ethnographic observation, ethnographic 
interview, and documents 

Data analysis strategies The process of data analysis, especially the 
codes used and the decision rules for 
categorizing 

Analytical premises The initial theoretical framework or concept 
that informs the study and others added as the 
study progresses 

(McMillan & Schumacher, 1993, p.387) 

All six of the threats listed above are countered in the suggested manner in this 

study, thereby increasing the dependability of the findings. 

4.7.3 Confirmability 

Confirmability refers to the ‘neutrality’ or ‘objectivity’ of the data. The key 

confirmability question for the reader of a research report relates to the extent to 

which there could be agreement between two or more independent people 

about the data’s relevance and meaning. The effects of possible researcher-

bias in a qualitative study of this kind are acknowledged and steps have been 

taken to minimise any negative effect on the research by: 

(a) Awareness/Acknowledgement of researcher bias, consciously 
seeking to be more objective – use of mechanically recorded 
data, verbatim accounts and low-inference descriptors of people 
and situations 

(b) Triangulation of data 

(c) Audit Trail 

(d) Peer Review (as a substitute for Multiple Researchers) 
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(e) Member Checks/Participant review  

(McMillan & Schumacher, 1993, pp. 388-391). 

Total neutrality or independence is very difficult to achieve in any interpretive 

study, but especially when the researcher is not a complete Outsider. Issues of 

‘distance’ and ‘relation’ need to be taken into account by a researcher who 

wishes to maximise the confirmability of a research report written from both 

Insider and Outsider perspectives: 

What must be involved in interpretive explanation is a dialectic of 
distance and relation with the phenomena studied. When the 
dialectic is collapsed on the side of distance (that is, expert 
viewpoint), there is the possibility of a total alienation from what is 
studied. At the other extreme, when the dialectic collapses on the 
side of relation, there is such a total immersion (if that is possible) 
that the interpreting observer has difficulty in separating the forest 
from the trees. (Sullivan, 1984, p.114) 

In this research, it is openly acknowledged that the researcher and a number of 

the teacher-participants already had a working relationship, having been 

members of the same professional association for many years and having been 

involved together in earlier professional development endeavours. However, 

this degree of 'relation' was offset by the researcher's awareness of the need to 

distance herself somewhat when interpreting the data, in order to ‘separate the 

forest from the trees’. This is in accordance not only with the advice of Sullivan 

(1984), cited above, but also Burns (2000), Merriam (1998), Patton (2002) and 

Stake (2000), who all emphasise the importance of acknowledging the role of 

the researcher and its influence on the research. This researcher maintained an 

awareness of her subjectivity/bias throughout the research period and 

simultaneously attempted to counter any negative effects on confirmability by 

making a conscious effort to be objective when recording and presenting data, 

using (a) mechanically recorded data and verbatim accounts (from participants 

and documents) and (b) concrete, low-inference descriptors (of people and 

situations), as advised by McMillan and Schumacher (1993, p.398). Wilson 

(1977, cited in Sturman, 1997, p.65) refers to this balanced self-awareness of 

the qualitative researcher as “disciplined subjectivity”, since there is awareness 
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of the tension between unavoidable personal bias and a desire for some degree 

of objectivity, for the sake of confirmability of data.  

One of the best acknowledged strategies for overcoming bias, or at least 

compensating for its effects, is ‘triangulation’ of data (Denzin, 1988). This is a 

strategy that allows social science researchers to capture as much as possible 

of the non-fixed realities they investigate through ‘multiple’ approaches: 

The social world is socially constructed, and its meanings, to the 
observer and those observed, are constantly changing. As a 
consequence, no single research method will ever capture all of the 
changing features of the social world under study (Denzin, 1988, 
p.512). 

As an added advantage, in the process of gathering information from multiple 

sources, one contributes to the "trustworthiness" of the data (Bassey, 1999; 

Burns, 2000; Merriam, 1998; Stake, 2000) by corroborating evidence from the 

different sources. Triangulation – and therefore a degree of trustworthiness - is 

achieved in the current study by employing three types of data-collection to gain 

the perspectives of multiple informants from four different networks, as outlined 

earlier (See Section 4.6.). 

Another useful strategy to complement this is the conduct of an Audit 

Check/Trail (Bassey, 1999; Merriam, 1998; White, Woodfield & Ritchie, 2003). 

This means that the researcher is committed to collecting and documenting not 

only the raw data needed for the investigation but also a secondary set of data 

providing information regarding data-collection, data categorisation and 

decision-making. This principle of public disclosure of processes (Anfara, Brown 

& Mangione, 2002) was followed in the current study, with a detailed record of 

data-collection events, data-analysis processes and timelines maintained by the 

researcher, such that the study could theoretically be replicated in the future, 

with another researcher simply following the Audit Trail. The theoretical 

framework underpinning the study could be accessed, as could the individual 

interview and Focus Group transcripts, coding reports from the NVivo software 

program and interim reports produced during the research period. In this way, 

“other researchers may validate or challenge the findings, or construct 

alternative arguments” (Bassey, 1999, p.65).  
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Further assurances of "trustworthy" data can be given on the basis of two 

techniques suggested by Merriam (1998, p.204): (i) “Peer examination - asking 

colleagues to comment on findings as they emerge” and (ii) “Member checks - 

taking data and tentative interpretations back to the people from whom they 

were derived and asking them if the results are plausible.” 

The importance of the latter technique, participant review and confirmation of 

data collected and interpreted (McMillan & Schumacher, 1993; Miles & 

Huberman, 1994; Stake, 2000), in qualitative research involving perceptions is 

not to be underestimated. Interpretive accounts need to “make sense to the 

actors whose behaviour is being studied; in other words they must pass the test 

of participant confirmation” (Candy, 1989, p.5). In recognition of the importance 

of this confirmation process, emails were sent out to all four networks with a 

request to provide positive and/or negative feedback on the relevant case 

narrative (sent as an attachment to the email request), to ensure an accurate 

account of the participants' perceptions and experiences would be presented in 

this final report. Participants were also asked to review the researcher’s 

synthesis of data (in the cross-case analyses relating to experiences of change 

and professional learning) for accuracy of representation (McMillan & 

Schumacher, 1993, pp.387, 391). Only minor adjustments were suggested and 

these were acted upon as appropriate. 

Peer examination of interview data and accompanying/illuminating artefacts 

was also undertaken, at several stages throughout the project, by a university 

colleague of the researcher. Comments provided by this colleague consistently 

confirmed the interpretations already made by the researcher, though there 

were occasions when questions were raised or additional insights offered and 

these enhanced the overall understandings gained. 

4.7.4 Transferability 

Another researcher reading this thesis should be able to make a judgement 

about the generalisability of findings to another setting. To facilitate this, the 

researcher has provided sufficient rich, thick description so that readers are 

able to determine how closely their situations match the research situation 

(Creswell, 1998; Merriam, 1998). They should then be able to evaluate the 
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findings emanating from this situation and apply them as appropriate in their 

own contexts (Hitchcock & Hughes, 1995). Thus, although it is the researcher 

who claims some generalisabilty for her findings, it is ultimately the reader who 

determines transferability. 

4.8 RESEARCH METHODS – DATA ANALYSIS 

Qualitative data analysis is an inductive, interpretive process which Burns 

(2000, p.414) sees as analogous to assembling a jigsaw puzzle. This is 

particularly relevant in multi-case research, which involves the juggling of many 

units of data while undertaking the required within-case analysis and cross-case 

analysis (Merriam, 1998, pp.194-195) in order to create the larger, “complex, 

holistic picture” (Creswell, 1998, p.15) of the overall case report. A narrative-

descriptive analysis method has been deliberately chosen to illuminate each 

case or ‘story’ in this study. As an interpretivist, the researcher is committed to 

hearing the stories of the participants, their perspectives on the world they 

experience (Taylor & Bogdan, 1998). There is also a strong commitment to 

capturing those stories for others by interpretation of the participants’ reported 

experiences, understandings and other collected data, resulting in a learning 

episode for both reader and researcher (Glesne, 1999). 

4.8.1 Analysing the Case Study evidence 

The analysis process begins with the individual case. This provides scope to 

direct attention to "the complex configuration of processes within each case" 

(Miles & Huberman, 1994, p.206). Relevant information is then available for 

analysis across the four cases. This allows for identification of overarching 

patterns that may become apparent in the whole cohort, as opposed to patterns 

of constructed meaning that are more context-specific and therefore relevant 

only to a particular network group. It is important to make this distinction, 

because one of Case Study's greatest advantages is that it allows the 

researcher to understand individuals in relation to their environment. There is a 

need to respect the context specificity of constructed meanings, before 

identifying patterns that appear to transcend particular cases. For this reason, 

the four individual experiences of networking in different contexts are presented 

in Chapter 5 as four separate Case Narratives, one each for Networks A-D, in 
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order to respect the integrity of each case and capture the uniqueness of each 

networking context. Following that within-case analysis of factors such as the 

nature of the network, its purpose/vision and operation, there is a cross-case 

analysis of overarching themes/patterns in the data that emerged from all 

networks, regardless of specific context. In analysing these themes, the 

researcher in this study is aware of the commonalities of experience but 

nevertheless also aware of the need to understand individuals and their 

reported experience in relation to their particular environments (Johnson & 

Christensen, 2000).  

4.8.2 Iterative approach to data analysis 

Preliminary analysis began with the first set of data collected from the teacher-

participants. Attention was given to the meanings created by the languages 

teachers as they talked about their experiences and perceptions in the first set 

of interviews. Analysis then paralleled data collection, as the interim analysis 

was used to inform and direct the subsequent interviews. Partially analysed 

data were checked with the teachers for modification, confirmation, clarification 

and critical discussion, as recommended by Yin (2003). This ongoing and 

cyclical process of data collection and interim analysis, represented in Figure 4-

2 as an “iterative spiral” of constant describing, classifying and connecting (Dey, 

1993), continued throughout the research. 
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Figure 4-2  Qualitative analysis as an interative spiral 

(Dey, 1993, p.53) 

In order to understand the practical application of this iterative approach to the 

process of qualitative data analysis in this study, the specific computer-assisted 

procedures that were used are now described. 

4.8.3 Specific computer-assisted data analysis procedures 

Given that the case study researcher has to “struggle with an enormous amount 

of raw data in order to produce a meaningful and trustworthy conclusion which 

is supported by a concise account of how it was reached” (Bassey, 1995, p.84), 

a decision was made to use NVivo (Qualitative Solutions and Research, 1999) 

as a software tool to enable more comprehensive handling of the data, 

especially the hundreds of pages of interview transcripts. The NVivo program 

supported the analysis process by dealing with a majority of the mechanics of 

the analysis, thereby allowing the researcher to concentrate more fully on the 

conceptual aspect of the work. Although the computer program can handle 

large amounts of data, it does not “replace the researcher’s cognitive activities” 

(McMillan & Schumacher, 1993, p.480). The software can assist with tracking, 

indexing and sifting text (Richards & Richards, 1997), but it is the researcher 



 154 

alone who makes the decisions about which data need to be isolated and 

chunked together, as explained below. 

For each of the four cases (networks), the actual process of analysis involved a 

recursive four-stage process described by Creswell (2002, p.258) and 

represented diagrammatically here: 

 

Figure 4-3  The Iterative and Simultaneous Process for Data Analysis 

(Creswell, 2002, p.258) 

The specific procedures undertaken at each stage are set out in tabular form 

below (see Table 4-5). However, some additional commentary on the 

procedures in Stage Three seems warranted. In that Stage, the Constant 

Comparative Method for Analysing Qualitative Data (Glaser & Strauss, 1967; 

Wellington, 2000) was used to establish coding categories. The constant 

comparative method combines inductive category coding with a simultaneous 

comparison of all units of meaning obtained (Glaser & Strauss, 1967). As each 

new unit of meaning is selected for analysis, it is compared to all existing units 

and subsequently categorised and coded with similar units. If there are no 

similar units of meaning, a new category is formed (Maykut & Morehouse, 

1994). The coding procedure began with organising of data into categories, 
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using NVivo’s ‘sets’ and coding ‘nodes’, and identifying patterns and 

relationships among the categories (Burns, 2000), using NVivo ‘free nodes’ and 

‘trees’ of nodes organised hierarchically (Richards, 2002, p.9). Node coding 

reports were subsequently generated, both for individual network ‘document 

sets’ and for ‘all documents’.Care was taken to ensure that topics for discussion 

and analysis emerged from the data and that they were not imposed. Emerging 

topics and recurring meanings facilitated the identification of tentative sets of 

categories. 

Table 4-5   Recursive four-stage data-analysis process 

(based on Creswell, 2002) 

Stage  Purpose Specific actions of researcher 

(i) organising data  preparing for analysis  A series of electronic files were created for 
each network by transcribing audio- and 
video-recordings and typing up memos from 
handwritten field notes. 

The transcripts were subsequently 
converted to Rich Text Files and imported 
into the Document Sets area of a specially 
set-up project folder in NVivo. 

In addition, colour-coded manila folders 
were established for the storage of hard-
copies and documents relating to each 
network. 

(ii) exploring data obtaining a general 
sense of the material 
through immersion in 
and constant 
interaction with the 
raw data 

 

Multiple listenings/viewings of audio and 
video-tapes and repeated reading of 
interview transcripts and Research Diary 
observation notes from the field 

(iii) describing and 
developing themes 
from the data 

locating text segments 
and assigning a code 
label to them 

 

Categorising of data chunks and 
identification of patterns and relationships 
among categories. 

Generation of node-coding reports from N-
Vivo. 

  

(iv) describing and 
reporting the findings 

constructing the 
narrative report, 
providing visual data 
displays, personal 
reflection and 
comparisons with the 
literature 

Writing, tabulating, illustrating, to construct a 
Narrative, as discussed in the next section, 
4.8.4. 
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The four stages were repeated as necessary throughout the research period, 

and sections of the narrative were written-up while still clear in the researcher’s 

mind, until the construction of the final version of the narrative-descriptive 

research report was eventually complete. The actual process of narrative 

construction is described in more detail in the next section. 

4.8.4 Narrative Construction 

The research findings are reported in Chapter 5 using narrative-descriptive 

genres and direct quotes from the collected data. In this way, a rich narrative 

has been constructed, recognising the importance of both the raw ‘voices’ of the 

participants and the interpretative ‘voice’ of the researcher. For each network, 

an individual case study narrative has been created, in order to provide 

contextual detail and a record of professional learning activities experienced in 

that particular network context. Description supports narration throughout the 

case reports, as the researcher believes that “Descriptive passages within the 

research report will enrich its texture and contribute generally to a better 

understanding of the case” (Bassey, 1999, p.88). Each of the case records was 

partially constructed as data were analysed throughout the duration of the 

study. However, these narrative-descriptive reports were then re-drafted after all 

data were collected and analysed, because of the emergent nature of the 

research and the possibility that new "leads" and differing perspectives could be 

– and were - discovered later in the research process.  

The same cyclical process applied to the construction of the second part of the 

report, the Discussion of collective findings from the four case studies. Again, 

direct quotes from the interview data are included, to ensure that participants’ 

perceptions and opinions regarding the experience of change processes, 

networking and professional learning at a time of curriculum change are 

represented accurately for the reader. At the same time, the researcher’s 

interpretive voice takes on a larger role in this Discussion section, where 

abstract connections need to be extrapolated by the researcher in an effort to 

integrate the findings from all cases. This extrapolation, as a final part of the 

narrative construction, is necessary because “a qualitative, inductive, multicase 

study seeks to build abstractions across cases” (Merriam, 1998, p.195).  
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These first two parts of the research report, the Case Study Narratives and the 

Discussion with its abstractions and extrapolations, may be seen to equate with 

the first- and second-order interpretations proposed by Neuman (2007, p. 160). 

These first two sets of interpretations (from the perspective of participants and 

researcher, respectively) could be considered sufficient on their own. However, 

in Neuman’s model of qualitative data interpretation, a third-order interpretation 

is advocated, so that the researcher is encouraged to go beyond merely eliciting 

the underlying coherence or sense of meaning in the data to assigning general 

theoretical significance to the data. This researcher originally stopped at the 

second-order interpretation but later, upon discovering Neuman’s (2007) theory-

building model, returned to the data and the narrative record of the first two 

levels of data interpretation to undertake a more theoretical interpretation of the 

findings.  This resulted in a set of propositions being developed, as well as a 

new theoretical model of peer-mediated professional learning in networks. 

4.9 ETHICAL CONSIDERATIONS 

When conducting any research with human beings, one must consider carefully 

the ethical consequences or potential costs of one's actions. "The costs include 

injury or psychological difficulties, such as anxiety, shame, loss of self-esteem, 

and affronts to human dignity…" (Schumacher & McMillan, 1993, p.182). In 

qualitative research, one must also consider the role of the researcher and how 

s/he may offset, or even contribute to, the potential human cost of the research, 

through close involvement with the participants. Another important 

consideration is the need to seek and obtain ethics clearance from the 

researcher's academic institution and the participants' employing authorities. 

The following sub-sections will deal with these considerations, then, beginning 

with the researcher's ethical position and moving on to the practical matter of 

ethics clearance procedures. 

4.9.1 Researcher's role and relationship with participants 

When considering the potential for bias in qualitative research, it is important to 

explain the lenses of the researcher and to document the researcher’s prior 

knowledge and experience (Hatch, 2002), as well as her role as an Insider or 
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Outsider in the research context and the nature of her relationship with the 

research participants. 

Insider/Outsider issues centre around the professional role of the principal 

researcher, the author of this thesis. She has been and still is, in many ways, an 

Outsider, working at a university rather than in the education systems that 

constitute the work-contexts for the teacher-participants. On the other hand, she 

is a former LOTE teacher who has worked within and for those systems in the 

past and has attended most professional development activities for LOTE 

teachers in South-East Queensland over the past two decades. She therefore 

has come to be regarded by many as a "fellow-LOTE-teacher-at-heart”, an 

Insider who at the same time is an Outsider, a non-LOTE-teacher advocate for 

the profession.  Being aware that a personal and professional bias exists in this 

situation, the researcher endeavoured to be critically conscious of the 

relationship between herself and what she was researching. 

In the semi-structured interview situation, the interviewees were free to interpret 

questions as they pleased and lead the discussion in directions of their own 

choosing, without being constrained by any fixed, watertight interview-structure. 

Notwithstanding this freedom to share their perceptions without undue influence 

or direction exerted by the interviewer, participants may have experienced 

interviewer bias at times, given that it is in the nature of human interaction to 

reveal one’s personal perspectives (Charon, 1998) and this may have been 

apparent in some of the wording used in both questions and responses.  

Nevertheless, this was greatly minimised by the researcher’s awareness of the 

need to be constantly alert to her own preconceptions and to avoid pre-empting 

responses from interviewees. 

Respect for participants/co-researchers, an essential characteristic of ethical 

research with humans (Bassey, 1999; Johnson & Christensen, 2000; Merriam, 

1998; Punch, 1994), was considered extremely important and was manifest in 

many ways throughout the conduct of the study. Firstly, informed consent was 

gained. Linked with this was a guarantee of freedom to withdraw from the 

project at any time without prejudice. An additional guarantee was made 

regarding confidentiality of all data gathered. A third promise made to 
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participants at the time of seeking their consent was an affirmation of their right 

to review/validate data (and correct any bias). In these ways, potential costs for 

the participants were minimised. In addition, the research was such that certain 

benefits may have accrued to the participants, 'like increased self-

understanding, satisfaction in helping, and knowledge of research methods…' 

(Schumacher & McMillan, 1993, p.182). These potential costs and benefits 

were outlined to prospective participants in an Information Letter to Participants; 

and further information regarding the circumstances of participation was set out 

in a Consent Form. Both of these documents are attached (See Appendix C). 

Professional standards relating to data collection, storage and dissemination 

were maintained throughout (Merriam, 1998; Sarantakos, 1998). Each 

participant and network involved in the study was given a pseudonym to protect 

their identity. In addition, all details that could identify the participants were 

erased or obliterated. Furthermore, a secure data storage system ensured that 

no unauthorised individuals could access the collected data; all original data 

has been housed securely in a locked office at Australian Catholic University 

(McAuley Campus), while any working copies that were made were kept in a 

locked file-drawer in the author's home office.  

4.9.2 Research ethics clearance procedures 

As this study was conducted under the auspices of Australian Catholic 

University, the home institution of the researcher, permission to begin the 

proposed research was sought from the Research Ethics Committee of this 

university before any interviews were undertaken. Clearance was also sought 

from appropriately senior personnel within Education Queensland and Brisbane 

Catholic Education, as the study was set within the context of these two school 

systems, with all the participants being teacher-employees of those education 

authorities. In both cases, the clearance was easily gained, as there was no 

intention to enter any classrooms or have any contact with minors 

(schoolchildren), since the focus of the research was on teachers as learners in 

out-of-school networks. 
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4.10 LIMITATIONS OF THE RESEARCH DESIGN 

Two limitations of this research methodology are acknowledged. Firstly, the 

scope of the study is limited by its focus on a restricted sample of specialist 

language teachers only – no other teachers, no students – in just two school 

systems, operating solely in the state of Queensland, Australia. However, this is 

justifiable, in terms of the expressed purpose of the study, with its focus on the 

particular, not the general, and in terms of manageability of the research within 

the time available. Moreover, the methodology allows for presentation of rich 

data from real-life situations (Merriam, 1998), thereby still contributing to the 

knowledge base in this field of teacher learning, albeit in a more particular, 

rather than more generalisable, way.  

A second limitation is the choice of a theoretical perspective that allows for 

construction of knowledge by the participants and the researcher; consequently, 

the interpretations of the researcher may only exist in her reality. However, this 

is countered by all the in-built checks for validation/trustworthiness of data. (see 

Section 4.7). 

4.11 SUMMARY OF THE RESEARCH DESIGN 

An overview of the research design for this study can be seen in Table 4-6. 

Although presented here in linear fashion, it is actually more aptly described, 

like the data analysis process, as an 'iterative spiral' (Dey, 1993, p.53). As 

explained in this chapter, the process for data collection and interim analysis in 

this study was simultaneous and interactive within the Phases rather than 

sequential (see Section 4.8).  
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Table 4-6  Summary of the Research Design - Sequence of processes 

Data Source/Context  Research Activity 

EQ, BCE and QSA LOTE teacher 
Professional Development days (including 
network sessions)  

 

MLTAQ meetings, PD sessions, conferences 
and events 

 

LOTE Teacher Network meetings in various 
locations (as invited) 

 Attendance at LOTE teacher meetings etc 
and interaction with potential participants 
(familiarisation with the field) 

 

ACU, BCE and EQ 

 

 

First 3 selected cases (LOTE teacher 
networks A,C & D) 

 

 

 

Open-ended Interview data 

 

 Gain ethical clearance for interviews 

 Invite participation in the study and issue 
letters of information to prospective 
participants plus consent forms 

 Gain informed consent (signed consent 
forms)  

 Conduct Open-ended Interviews (Focus 
Groups + 2 individuals from different 
networks) 

 Transcribe & check recorded interviews 

 Collect relevant documents 

 Establish themes/issues and refine proposed 
Interview Schedule for semi-structured 
interviews 

 Select further cases –  additional network + 
individual interviewees from all networks 
(purposive sampling) 

 

Additional Selected Case: Network B 

 

 

 

All 4 selected cases: Networks A, B, C & D 

 

 

 

 

 

 Conduct Focus Group interview 

 Gather documents, as appropriate 

 Conduct Semi-structured Interviews with 
individual members of networks 

 Transcribe & check all recorded interview 
data (audio & video) 

 Review/Re-listen to data ( -familiarisation) 

 Import all data into NVivo for coding 

 Interpret data in 

 NVivo (preliminary analysis of all data  

 relating to experience of networking) 
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Data Source/Context  Research Activity 

All 4 selected cases - 

data from all 3 sources in each case: 

 Interview transcripts 

 Documentary Evidence (artefacts of 
networking and teacher-learning) 

 Research diary – field notes and 
post-interview notes 

 

 Draft narrative report –Presentation of 
Findings ( 4 Case Narratives ) 

 Conduct validity & reliability checks: Member 
Checks & Peer Examination 

 Analyse data relating to professional learning 
& coping with change 

 Draft narrative report-  Presentation of 
Findings (Parts B, C) 

 Interpret findings in light of existing research  

 Seek out further research literature, as 
necessary 

 Draft Discussion and Conclusions 

 Edit and submit thesis 
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CHAPTER 5:  PRESENTATION OF FINDINGS 

5.1 INTRODUCTION 

Presented in this chapter are the findings from the research process outlined in 

Chapter 4. Given that the research purpose is to explore and analyse specialist 

language teachers’ experience of network participation and network-based 

personal and professional learning at a time of LOTE curriculum change in 

Queensland, the main focus of this chapter is the description of these teacher-

experiences of change processes, networking and professional learning. With 

the intention of hearing the specialist language teachers’ voices and reporting 

their experience, the researcher engaged with, observed and interviewed a 

number of individual teachers – and whole groups – from a range of language 

teacher networks in regional and metropolitan contexts over a period of time, 

varying from a matter of months in one case to several years in others. This 

resulted in three forms of research data being obtained: Semi-Structured 

Interview Transcripts from both individual interviews and focus groups; the 

researcher’s observation- and field-notes in her electronic Research Diary; and 

supporting Documentary Evidence of the teachers’ face-to-face networking 

gathered from each of the four networks. 

The Presentation of Findings from these data-sources takes the form of four 

individual Case Narratives (within-case analysis) followed by a Discussion, in 

the next chapter, which is a comparative analysis of the cases considered 

holistically (cross-case analysis). The basic framework for data-collection – and 

therefore, logically, for the structure of this chapter reporting those data – is 

shaped by the two main research questions established for this study: 

1. How do specialist language teachers experience the complexities of 

curriculum change – challenges, change processes and traditional 

change-focused professional learning? 

2. How do specialist language teachers experience networking and 

network-based professional learning at a time of curriculum change? 
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It might be expected that findings relating to these two research questions 

would be dealt with in both the Case Narratives and the Discussion. However, 

this is not so. Because the research was undertaken in a context of curriculum 

change that was common to all four networks, it was found that the participants’ 

experience of curriculum change was very similar, regardless of which network 

they belonged to. For this reason, the findings relating to Research Question 1 

(language teachers’ experience of the complexities of curriculum change) have 

been collated and the issues arising from the participants’ collective experience 

of change are presented and discussed in a single section of Chapter 6, where 

cross-case analysis is undertaken and connections are made with existing 

research literature (see Section 6.2).  

Findings relating to Research Question 2 (language teachers’ experience of 

networking and network-based professional learning), however, are handled 

differently. Being context-specific, they are set out initially in the four separate 

Case Narratives, then further analysed – along with findings from Research 

Question 1 – for commonalities across cases and connections with findings 

from other research. This cross-case analysis is reported in the Discussion of 

Findings (see Chapter 6). 

5.2 PRESENTATION OF FOUR INDIVIDUAL CASE STUDY 
NARRATIVES 

The four cases are presented sequentially – Network A followed by Networks B, 

C and D – and with an internal consistency to facilitate cross-case comparison 

and analysis. The internal structure of the Case Narratives was determined by 

trawling the data in search of frequently mentioned aspects of networking that 

could logically serve as sub-headings for reporting on network experience in the 

four contexts.  

In an effort to characterise the uniqueness of each network, while maintaining a 

degree of structural consistency, the four individual Case Narratives are 

constructed with the following context-specific aspects of networking and 

network-based learning dealt with in each case and presented in the specific 

order set out below: 
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 the nature of the network, its purpose/vision and operation 

 network-based professional learning experiences   

 perceived barriers to network-based professional learning 

The Case Narratives report on the within-case analysis of the research data on 

Research Question 2, gathered over differing periods of time from various 

(multiple) sources, including differing numbers and types of teacher-

participants, for each network – as described in Chapter 4. In the interests of 

transparency and ‘readability’, a visual overview of the data sources and 

timeframe for researcher engagement with each network is set out in Table 5-1. 

  



 166 

Table 5-1   Overview of Data Sources for the Four Case Narratives 

N 

e 

t 

w 

o 

r 

k 

Semi-structured 
Interviews: No. & 
teaching-level of 
teachers involved 
in individual &/or 
group interviews 
(Pseudonyms) 

Focus 
Group 

 

Research Diary: 
Observation-and 
Field-notes on … 

 Documents accessed Time-
Frame 
for 
Data-
Collect
-ion 

A 4 primary (Ellie, 
Gail, Lisa [email], 
Yvette ) 

 & 2 secondary 
(Dana, Kay) 

No  2  Websites (1 official, 2 
by members) 

 annual reports 

 PD flyers 

 meeting agenda & 
minutes 

 program for student 
event 

 notes from informal 
conversation with 
senior members & 
former RLC  

2002-
2005 

 

B 3 primary (Jill, 
Lena, Zara)  

& 3 secondary 
(Amy, Carol, Hana) 

 

Yes - 

video 

 Secondary-level 
network members’ 
LOTE Dept 
Meeting attended 
at their school 

 Network Dinner 
Meeting attended 
(at a member’s 
home) 

 samples of 
collaborative planning 

 meeting agenda and 
minutes 

 examples of resource 
sharing 

 emails 

2004-
2005 

 

C 4 primary (Cory, 
Freda, Jane 
[email], Peta) 

Yes – 
not 
recorde
d 

 PD sessions 
attended 

 Network meetings 
attended (at an 
Inservice Centre, a 
school & a cafe) 

 network products 

 samples of 
collaborative planning 
& resource sharing 

 emails 

2002-
2005 

 

D
     

1 primary (Cassie)  

& 3 secondary 
(Alice, Kelly, Terri) 

Yes – 
video  

 Conf Presentation 
(talk by network 
members) 
attended  

 PD event attended 
(outside expert at 
non-network 
venue) 

 Network Meetings 
attended (at 
homes a school & 
2 cafes) 

 Special student-
event attended 
(event organised 
by network 
members) 

 PowerPoint slideshow 

 samples of 
collaborative planning 
& resource sharing 

 journal article 

 program for special 
student event 

 emails 

2004-
2005 
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In addition, the following guide is provided for the identification of original data-

sources referred to, in codified form, in the Case Narratives and Discussion 

(see Table 5-2 below). 

Table 5-2  Key to Codes for Data Sources 

CODE DATA-SOURCE  

A/B/C/D Network A/ Network B/ Network C/ Network D: pseudonyms 

Doc(s) Document(s): item(s) gathered from a network and filed in a separate network 
document file, providing context information and/or supporting evidence of the 
processes and products of the teachers’ networking 

FG Focus Group: a group of network members who met with the researcher for a semi-
structured interview as a group 

IT Interview Transcript: transcription from audio-recorded semi-structured interview 
with an individual network member (identified only by pseudonym –e.g. Alice, Dana, 
Ellie) 

RD Research Diary: researcher’s observation notes (obs) from network meetings and 
events, plus notes on informal conversations (conv) and miscellaneous fieldnotes 
and reflections (misc) 

  

Data from these sources have been coded, as per the abbreviations above, for 

ease of presentation. For example, a quote from a Network A Interview 

Transcript is coded as ‘IT- A’ followed by the pseudonym of the individual 

respondent. Square brackets are used to indicate words supplied by the 

researcher, either in the interests of completing the sense of a statement or to 

protect the identity of an individual or network. 

Acknowledgement of these data-sources, especially the interview transcripts, is 

particularly important in a study of this kind, where words are paramount. Given 

that the underlying epistemology of this research is Social Constructionism and, 

more specifically, Symbolic Interactionism (where the symbolic ‘currency’ in 

interactions amongst participants is language), it is appropriate that much 

weight be given to the actual words of the teacher-participants. Thus the Case 

Narratives include many quotes from the actual network members experiencing 

networking and peer-mediated professional learning at a time of curriculum 

change.  
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5.2.1 Case Narrative One: Network A – “The All-rounders”  

5.2.1.1 The nature of the network, its purpose/vision and operation 

Network A is a well-established multi-language network that has been operating 

in its region for over thirty years, with some of its original, founding  members 

still active to this day (RD-A, p.1). This network runs monthly meetings – often 

incorporating professional development of some kind – and an annual end-of-

year social event for members, which the researcher has attended on several 

occasions. At these dinners, a strong sense of camaraderie has been observed, 

an apparent bond amongst those attending that makes it “obvious these are not 

just professional colleagues but long-standing friends” (RD-A, p.1).  

According to the network’s official website (Doc – A1: saved webpage. URL 

withheld to preserve anonymity), accessed in December 2004, 

The purpose of [this network] is to provide peer support, 
professional development and to organise educational language 
events [in this region]. (Doc-A1, p.1) 

What follows this statement of purpose on the homepage is an invitation to all 

languages teachers in the region to “Get involved in 2005” by attending the 

monthly meetings of the network. Just to make sure they know their physical 

needs will be met, as well as their professional learning needs, this important 

information is added: “Afternoon Tea provided in air-conditioned comfort!” Given 

that the discussion at the final meeting for 2004 (attended by the researcher) 

focused on the need to deal separately with organisation of student events for 

particular languages (RD-A, p.2), it is not surprising that the following statement 

has been added to the website in early 2005:  

In 2005 [this network] will be committed to productive 
professional development, positive sharing, networking and 
advice for second language teachers.  Our meetings will be based 
at [… ] a central location to encourage teachers from [all parts of 
the region] to attend. A separate [student event] Sub-committee 
means our time will be spent on issues that concern our classroom 
pedagogy and management. All teachers, new and experienced 
are asked to come along to monthly meetings to meet enthusiastic 
teachers to share our wealth of ideas and knowledge (emphasis 
original). (Doc-A2, p.1, accessed 5-2-05) 
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There follows detailed information about the next monthly meeting, including the 

name of the presenter and a specific topic relating to the teaching of a language 

that is very popular in the region.  

It is significant that this announcement of a professional learning opportunity is 

accompanied by another invitation to LOTE teachers to get actively involved, 

taking responsibility for their own professional development and contributing to 

the learning of their peers:  

Come along  - your input and ideas will be welcome! (Doc-A2, p.1, 
accessed 5-2-05) 

Most of the Network A teachers interviewed for this research indirectly 

confirmed, through their comments, the sincerity of the invitation to share “input 

and ideas” as well as the truth of the statement that sharing is welcomed. Some 

of their sharing experiences are documented below, in the following section of 

this Case Narrative.  However, notwithstanding the take-up of sharing 

opportunities by some members, there remains a number of members and 

potential members who fail to take up the challenge/invitation to “come along” 

and feel “welcome” to share “input and ideas”. One individual interviewee, Ellie, 

reflected on why this may be. She spoke at some length about the issue of 

induction of new members, from her perspective as a relatively new member of 

Network A:  

When I first came to join the group, I was a bit…I found it hard to 
find a way in to begin with, because the meetings seemed to be 
dominated by the [student-event] and the [Asian Language 1] side 
of things. There appeared to be nothing I understood or was 
interested in. And I think it’s partly because so many people have 
been part of the group for so long that there’s an expectation that 
everybody knows what’s going on. And when you’re new to an 
area, you don’t. (IT-A-Ellie) 

Ellie seemed to be acknowledging the good intentions and efforts of the 

network, including the long-standing members, when she said that the regular 

network meeting attendees do “talk at the end of every year about welcoming 

people in a particular way”, hoping to recruit new members. However, her 

perception of the reality is “that it just doesn’t quite work the way that it should. 

And I don’t think our pulling-in of new members and getting new people involved 
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is necessarily as successful as it could be”. (IT-A-Ellie). This did not appear to 

be an issue for any of the other interviewees, as no other comments were 

volunteered by Network A teachers on the subject of recruitment or induction of 

new members. This could be precisely because of the fact, stated by Ellie, that, 

“so many people have been part of the group for so long”. 

Another  aspect of this network’s operations reported on by Ellie is the group’s 

ability to provide a “collective voice”, as she calls it, “on professional issues that 

come up”, allowing the interests of language teachers (and learners) to be 

heard by those who have power to enact or even change LOTE education 

policies:  

[In our region] we’ve found for example, where schools haven’t 
been honouring [the mandate for] Year 8 LOTE and things like that, 
that it’s been useful; and you know, with the reduction of Year 5 
LOTE that happened a couple of years ago, out of the blue, as well 
– those sorts of things. There’s a lot of collegial support for dealing 
with these issues.  You can make contacts with other people. (IT-A-
Ellie)  

From informal conversations with the remaining interviewees and another 

senior member of Network A (RD-A-conv, p.3), it emerged that the network has, 

in fact, used its contacts to good advantage in dealing with a number of issues 

affecting its members over the years. However, as these were often – and still 

are – politically sensitive issues, affecting the ongoing employment prospects 

and work-conditions for LOTE teachers, as well as their relationship with their 

employers and principals, the other members involved in advocacy work were 

reluctant to have the details of their “fights”  with principals and policy-makers 

recorded here (RD-A, p.1).  

With regard to the standard monthly meetings of Network A, the general feeling 

of the teachers interviewed was that these sessions were usually quite 

productive. Gail, for example, commented that the network seems to have “got 

it down to a fine art” now:  

At our meetings there’s no wasted time. It’s very structured. You go 
there and break up into groups and come back and report and so 
on (IT-A-Gail). 
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Other network members agreed, though several commented on the fact that 

organisation of the network’s big student-event – one of the largest, longest-

running LOTE student events in Queensland (see Doc-A3) and something 

acknowledged by members as “extremely important” [for motivation of LOTE 

learners] (IT-A-Ellie) and “a yearly success” (IT-A-Lisa) – had tended to 

dominate the agenda in recent years, taking up “a huge amount of time” (IT-A-

Ellie). Yvette claimed that the reason so few primary LOTE teachers come to 

the monthly meetings now is that “they’ve been turned off because of all the 

time spent on talking about the [student-event]” (IT-A-Yvette). The network’s 

leader and regular attendees at the meetings are aware of this and have 

resolved to form a sub-committee to deal with the event organisation separately 

in future, as seen in the February 2005 website statement already quoted 

above: 

A separate [student event] Sub-committee means our time will be 
spent on issues that concern our classroom pedagogy and  
management. (emphasis original) (Doc-A2, p.1, accessed 5-2-05) 

Obviously, the intention is to prioritise other things central to the network’s 

stated purpose (Doc-A1, p.1), namely “positive sharing and networking” and 

“productive professional development” – in other words, network-based 

professional learning, which is the focus of the next section of this Case 

Narrative. 

5.2.1.2 Network-based professional learning   

The two main aspects of network-based professional learning most frequently 

mentioned by the interviewed members of Network A were beneficial aspects of 

networking, things the language teachers enjoyed about getting together to 

learn, namely: 

(a) PD sessions experienced/processed with peers; and  

(b)  Collaboration and practical sharing with peers. 
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(a) PD sessions experienced/processed with peers 

Network A provides monthly Professional Development (PD) opportunities for 

its members and these are recorded in the network’s annual reports of the past 

few years, accessed by the researcher in November 2005 (Docs-A4, 5, 6).  

Examples include: workshops on issues relating to implementation of the new 

syllabus; and before that, seminars on a range of topics such as: 

 Use of Games in the LOTE Classroom;  

 Co-operative Learning Strategies;  

 Use of particular commercially-available texts and supplementary 

resources; and 

 Coping with Different Script Systems (in scripted languages).  

Some of these sessions have been provided by people from LOTE textbook 

publishing companies but most have been invited outside experts, such as: the 

State Language Advisers; or the LOTE Syllabus Implementation Team from 

Queensland Studies Authority (QSA); or the QSA LOTE Curriculum Adviser; or 

a recommended speaker, a presenter from a conference attended by just one 

or two members of the network (Docs-A4, 5, 6). More recently, the inputs have 

been from members of the network themselves – for example, How to use big-

books in the LOTE classroom, by a more-recently trained young teacher using 

the text analysis procedures of the English Syllabus (RD-A-conv). In addition, 

the network pays for one or two members to attend the biennial national 

conference for language teachers hosted by the AFMLTA. The sponsored 

members then provide feedback from the conference sessions they attended, 

offering their own practitioner perspectives and experiences as well, in order to 

help fellow members process the input and apply it successfully in the LOTE 

classroom. 

Professional Development is one of the stated purposes of this network, part of 

its raison d’être, so it is not surprising that several of the interviewed teachers 

mentioned having formal inputs from visiting experts and informal inputs from 

peers as an integral part of their positive experience of networking. One cited 

the language-specific (and text-specific) input of “people from book companies” 
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(IT-A-Ellie, p.21). In 2002, Network A invited a key person from the Queensland 

Studies Authority to run a workshop about ‘Productive Assessment’ using the 

new LOTE syllabus. This was very well attended, as the network extended the 

invitation to all MLTAQ members (Doc-A6) and so a large number of LOTE 

teachers travelled from all over South-East Queensland to experience this 

network-initiated workshop led by a respected LOTE education expert (RD-A, 

p.3). The record attendance demonstrated a clear need for further explanation 

of outcomes-based assessment and clarification of the requirements of the 

syllabus. LOTE teachers were saying (in the words of one interviewee): “I don’t 

understand the assessment system in this new syllabus. Give me some input 

and tell me what to do” (IT-A-Yvette). At the end of the workshop, which was 

attended by the researcher, as well as the large majority of Network A 

members, there seemed to be a general sense of relief that this outcomes-

based assessment was do-able, after all. However, there was also much angst 

about: (a) managing the large amount of student assessment data that most 

LOTE teachers gather, often in more than one school – and across several 

year-levels (RD-A, p.1 +IT-A-Ellie, p.2); and (b) coming to terms with yet 

another aspect of Education Queensland’s innovation Productive Pedagogies, 

with its four Dimensions and twenty Elements (see Doc A-7).  

At the end of the following year, when Yvette reflected on this workshop, she 

confirmed the above observations and expressed a desire for more input of this 

kind. It was “a big disappointment” to her that no such workshop had been 

organised in 2004. Another source of disappointment for her was that there 

were so few members of Network A (only three – and none teaching her 

language) at a system-organised professional development session – such that 

she felt any collaborative follow-up was impossible. She had hoped to process 

what she had learnt at the Residential and then get together with other network 

members who had shared the same learning experience that weekend, in an 

effort to “keep the momentum going” and mentor each other while attempting to 

translate the new theoretical input into classroom practice (IT-A-Yvette). 

Perhaps Yvette’s network peers fail to attend Residentials and the like because 

they value network-based PD more than they value externally-organised PD 

events – possibly because there is more opportunity for peer-processing of 
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input in the network environment? In any case, it seems that Yvette at least 

values peer-input and -support as part of her professional learning.  

Peer-support in processing of input from visiting experts is also valued, 

according to this network’s interview- and fieldnotes-data. Two teachers from 

Network A mentioned being grateful for a second opportunity to experience a 

“quite practical” session on language games that they had missed at the 

MLTAQ State Conference. In fact, one of these two believed it was even more 

beneficial experiencing this session in the context of their local network 

meeting, as it was a more informal environment where other teachers who had 

already tried some of the games and multi-purpose game-resources were able 

to interject with ways in which they have adapted these things and used them in 

different ways with LOTE classes (IT-A-Gail). In the network context, they 

experienced more effective professional learning, in that the input of the visiting 

expert was supplemented by peer-sharing of practical applications. Practical 

sharing in general is a valued aspect of networking for these teachers and their 

colleagues in Network A, as demonstrated below. 

(b) Collaboration and practical sharing with peers 

A range of collaborative professional learning experiences was reported by the 

Network A interviewees. Lisa, a native-speaker teacher of European Language 

1, claims to have had both positive and negative experiences of collaboration 

with LOTE teaching colleagues, as indicated in her email response here: 

I have had polar experiences, on the one hand working happily as a 
team with one teacher (Rhyll) and having opportunity to toss ideas 
around, knowing there to be positive feedback. Then again, I’ve 
worked with another less-experienced colleague, with whom 
collaboration was almost impossible. (IT-A-Lisa) 

Yvette, from a different language group within Network A, speaks of her initial 

experience of collaboration in quite positive terms, referring to “very worthwhile” 

sharing of teaching strategies and resources appropriate for lessons based on 

the new syllabus. In the following quote, she shares her experience of practical 

support gained through this kind of networking in a language-specific sub-group 

of Network A: 
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We used to meet regularly.  Every month.  And we would talk about 
the new syllabus.  We would share ideas.  As I said, we shared 
units of work.  We would have a ‘make and take’.  We would share 
games, activities, things like that.  Very positive.  Very good.  Very 
worthwhile. (IT-A-Yvette) 

Two more specific examples of informal sharing in Network A are provided by 

Gail. Speaking of a fun origami jumping-frog idea she got from Ria, a network 

colleague who teaches a different language, Gail explains how the idea 

expanded via sharing at the network meeting: 

When we go to the meetings [of the network], we usually have a bit 
of an interchange and… she [Ria] said that now she’s extended this 
a bit. She’s got a high jump thing that the kids have to try and get 
over, and a broad jump pit, to see who can jump the highest and 
the longest, you know.  But these are the things that the kids… that 
really give the kids a little bit of a kick along and a boost, you know. 
(IT-A-Gail) 

Later, Gail mentioned another example of useful informal sharing with Ria, in 

response to a probe from the researcher/interviewer about the nature of their 

professional interaction at the network meeting:  

One way in which I have been able to help her was…well, it was 
mutual really…. She had some quite interesting video-tapes there 
that were broadcast in Australia on the cable channels. But 
unfortunately, when they send them out here to Australia, they take 
the original programs which are very, very good in themselves, and 
then they interpolate a whole lot of really – as far as the classroom 
goes – unnecessary and rather inappropriate stuff. So then they’re 
unsuitable for using in the classroom. I got the original from her and 
then I sat down, because I have a copying machine, and edited out 
all the inappropriate stuff, so that what remained was good 
classroom-language. 

In this particular case, two-way sharing can be seen, in that Ria’s provision of 

the video-resource to her network colleague led to an adaptation by Gail, who 

made it even more suitable for school use before then sharing copies of the 

new improved teaching-resource with its original owner Ria, for her to benefit 

from as well – and her students, too, of course.   

Other items mentioned by Network A teachers as examples of resources 

shared amongst members were: worksheets (Docs-A7-10); card games; voice 



 176 

recordings (spoken by native-speakers); commercially-available digital video 

discs (DVDs) with soundtracks in various languages; a stage-play script and 

song lyrics; and realia (i.e. real-life items from the country/countries where the 

Asian and European languages of this Network are spoken). (IT-A; RD-A, p.3) 

With regard to more structured curriculum planning activities, it appears the 

members of this network get together in language-specific groups as needed. 

For example, the teachers of Asian Language 1 or European Languages 1 and 

2 have, in the past, made arrangements to meet outside the monthly meeting of 

the larger group (RD-A, p.3).  

Yvette reminisced about the collaborative curriculum planning meetings that 

used to occur within her language sub-group of the network a few years ago, 

during the trial phase of the new LOTE syllabus: 

They were at [X] School and we met once a month and there were 
about 6 or 8 of us.  And we got everybody – all the local LOTE 
teachers – when the new syllabus first came out. Everybody wrote 
a unit and then we all pooled the units, so that everybody didn’t 
have to write every unit for the new syllabus.  So it was very 
positive, the networking.  It was very good at the time.  And then we 
got down to about 4 to 6 people and we would come along and talk 
about units that had worked. This was before the actual official 
implementation phase.  So we hadn’t all implemented it fully at the 
time. 

The following year, when people had begun to implement the new syllabus in a 

more systematic way, the networking was useful in a different way, as 

described again by Yvette, who really enjoyed hearing the feedback from her 

colleagues’ implementation attempts: 

[Networking has been helpful] because it’s really good to have 
people tell you things that have worked or things that haven’t 
worked or, “This is a really good idea.  The kids loved it.”  Like Kay, 
for example, she said the kids all stole her insects, [from her 
personal collection], so if you were doing that module, you’d look at 
something different…  you know, just getting pictures of insects 
rather than using the real thing. (IT-A-Yvette) 

Kay herself (mentioned here by Yvette) has also benefited from networking in a 

similar way. She commented on how useful it has been to come to a network 
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meeting and hear someone else’s experience of what works with learners, and 

how it “went down” with a particular group of students and what was learnt from 

implementing it and how it might be changed next time (IT-A-Kay). Another 

valuable aspect of the regular (monthly) language-specific sessions was the 

resource-sharing that occurred naturally as part of the curriculum planning 

discussions, as explained earlier: “We would have a ‘make and take’, where 

we’d share games, activities, things like that. Very positive. Very good. Very 

worthwhile.” (IT-A-Yvette)   

Currently, this collaborative curriculum planning is not occurring within any of 

the language-sub-groups (RD-A, p.3). It is not surprising that these sub-groups 

are currently inactive, when one considers the Barriers to Networking reported 

by Network A members (see Section 5.2.1.3). 

What is still occurring is ongoing resource-sharing by electronic means. To 

facilitate such sharing, one of the youngest members of Network A, Shane, has 

set up a website of her own. The researcher gathered data on this from 

attending a national conference presentation given by Shane in July 2005, 

observing the online demonstrations, taking notes and collecting the handouts 

(RD-A, p.4;  Docs-A3, A4). In addition, the website has been accessed a 

number of times, to observe its operation and check the veracity of her 

colleague’s statement that “She has had people contributing or using the 

website from overseas” (IT-A-Yvette). Yvette seems to be particularly 

enamoured of this electronic sharing opportunity. When asked if she’d accessed 

her young colleague Shane’s website and email list, Yvette said:  

Yes, absolutely.  Mainly for game activities, I’ve gone on it.  And I’m 
not really [creative].I don’t have an imagination, but if you suggest 
something, I can develop it.  So I got onto it and I found an idea on 
the topic of sport.  And I got an idea for domino cards.  So then I 
developed the domino cards into a different format and put script 
and English and pictures.  So I developed another set of domino 
cards; and I put it back on Shane’s website for something different. 
And I make my own resources for the kids, websearch puzzles and 
things like that. So I sometimes put them on Shane’s website too. 

This is a very good example of the usefulness of electronic networking as a 

quick and convenient generator of resources and an excellent example of 
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professional collaboration, whereby a resource-idea is taken, changed or 

developed a little and re-loaded to the website for other e-network members to 

access. In this particular case, the electronic sharing occurred after face-to-face 

sharing had already enabled a working relationship between the two LOTE 

colleagues to be established. 

Ellie, another active member of Network A, also found electronic networking 

very useful, but in her case, it was a precursor to face-to-face networking. When 

she first moved to her current region of Queensland, Ellie felt isolated and 

struggled to find other teachers of her language with whom to share. The on-

line interaction provided by an e-discussion list filled a “vacuum” for her till she 

was able to meet up with other European language teachers in her new region: 

[I accessed] the Education Queensland one [Discussion List] which 
was a really good thing for a lengthy period of time.  There was a lot 
of discussion there related to syllabus topics and through that I 
came in contact with a couple of teachers with whom I exchanged a 
lot of ideas.  You know, we were talking about different units and 
we’d exchange materials backwards and forwards and that sort of 
thing... There was a tremendous amount of that activity, which was 
extremely useful, and a lot of professional discussion happening 
through that forum as well. (IT-A-Ellie) 

Ellie became so enthusiastic about electronic learning and networking that she 

set up a website of her own and made a commitment to notify other teachers of 

her language about items of interest that are added.  

It’s been advertised on the network and there are a number of 
teachers who’ve given me some positive feedback about their kids 
enjoying the site and using it. Mine has some elements for 
teachers, but the main pitch is for children. The aim of this website 
is to be for primary school children or lower secondary to access 
and use. And it’s meant to be all in [European Language 1] for 
them. It’s not in English. (IT-A-Ellie) 

When asked if this website was equally useful for teachers, even though it’s not 

pitched at teachers the way Shane’s is, Ellie replied: 

There are links for teachers which I’ve added since.  I’ve added a 
number of things which teachers can go off and access. And 
whenever I make comment about my website [on the MLTAQ 
Discussion List], I say, “Look have you got some ideas?  If you’ve 
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got some good addresses [URLs], let me know.  I’m happy to add 
them.  And if you strike any problems, let me know.” (IT-A-Ellie) 

Ellie also reported being involved in mentoring less-experienced language 

teachers, some of whom have come to her school and observed her in action. 

This peer-observation was accompanied by further professional learning in the 

form of informal discussion: “And we talked about all sorts of issues relating to 

LOTE teaching and so on” (IT-A-Ellie). This kind of peer-observation does not 

appear to have occurred with any of the other language sub-groups within 

Network A; at least, there was no evidence of it emerging from any of the data-

sources. When this region had the services of a LOTE Adviser, Rose, teachers 

could benefit from her demonstration-lessons as well as her peer-feedback on 

observed lessons and subsequent discussions that enhanced on-the-job 

professional learning (RD-A-conv, p.2). However, the role of LOTE Adviser no 

longer exists, so lesson-observation and the accompanying discussions are a 

thing of the past. Perhaps this professional learning activity was adversely 

affected by the same difficulties that limit networking as a whole, as outlined in 

the next section.  

5.2.1.3 Perceived barriers to successful network-based learning  

The networking difficulties mentioned by this network were threefold: (a) lack of 

system-level support, (b) lack of school administrator (“admin”) support and (c) 

time and distance issues. 

At the system level, the external support for implementation of the new LOTE 

syllabus was minimal, since the state system withdrew its initial implementation 

programs and staff. This was a source of great chagrin amongst the teachers of 

Network A (RD-A, p.3), who had previously experienced the support of a 

Regional LOTE Co-ordinator (Cara) and, for a shorter period, an assistant co-

ordinator called a LOTE Adviser (Rose), as well. Kay explains that 

the Regional LOTE Co-ordinators took out all the hassles of dealing 
with the admin. I mean, they gave LOTE legitimacy, because it 
actually had somebody in charge of it. Take away the person in 
charge, LOTE’s nothing. (IT-A-Kay). 
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Yvette expressed a similar sentiment in this comment on the current lack of a 

local, powerful advocate for LOTE: 

Well, a lot of us aren’t very good at speaking up about our need [for 
networking time]. I think it really helps to have somebody in a higher 
position than say me, who’s a worm, convince them [Principals] to 
let their LOTE teachers have Friday afternoon off, once a month, to 
do networking. When we had Cara as our advocate, she would go 
into the schools and talk to the Principals on our behalf and say, 
you know, “There will be LOTE networking meetings on these 
days.” 

When Cara was here, we could have our language network 
meetings at her office in [a central place in the region]. We had like 
a home base to go to, a resource centre and a person who could 
facilitate everything, resource-demonstrations and sharing sessions 
and things – for all the LOTE teachers in our region. (IT-A-Yvette) 

Researcher visits to this resource centre, when it was still operational, and 

conversations with Cara and Rose (RD-A-conv, p.4) confirm the extent of the 

support given and the consequent sense of loss felt by the region’s LOTE 

teachers. The following comment from Ellie also confirms this.  Having been a 

former Regional LOTE Coordinator (RLC) herself, in another region, Ellie was 

aware of the system-level support that could be offered for teacher networking, 

so in her interview with the researcher she rued the current lack of an RLC and 

was subsequently asked if she believed there was a need for such a person. 

She replied without hesitation: 

I can tell you teachers would be a lot more actively involved in 
things if there were a sense of direction coming from 
somewhere…somebody who was organising things…somebody 
who was in regular contact, and so on. I think that when the whole 
RLC system was disbanded, that was the one thing people felt most 
immediately…that there was nobody who could do those things 
anymore. (IT-A-Ellie) 

It is obvious that the LOTE teachers of Network A now feel deprived of the 

system-level support they once enjoyed, a degree of support that facilitated 

language-specific networking. This has been removed as a result of a policy 

decision at a high level within their system (RD-A, p.5) and teachers willing to 

participate in facilitated networking have been powerless to reverse this 

decision. 
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At the school level, administration staff, especially Principals and Deputy-

Principals, can also cause problems for willing networkers, as implied above, by 

not providing the necessary support to facilitate networking with other specialist 

teachers from a range of schools. Like the three comments above, the next 

comment, by Kay, relates to the issue of time release (not) provided by school 

administrators for collaborative planning in the primary school: 

A lot of school admin people are unsupportive when it comes to 
practical help for LOTE teachers, like allowing time release for us to 
get together and do collaborative planning. They’d be happy to see 
LOTE completely disappear…. Because I think the admin folk are 
so busy and they’re so removed now from the actual teaching and 
they’re into the running of the school. You know, they’ve got their 
role, which is very important. And they just don’t know. I don’t think 
that they know…what’s going on with us. (IT-A-Kay) 

Time and distance issues are also problematic aspects of networking. 

Comments from a range of participants across the networks indicate that 

itinerant specialist language teachers are painfully and permanently aware of 

time constraints. Distance is also a problem, as most LOTE teachers are 

separated from their specialist colleagues by at least a few kilometres, if not 

tens or hundreds of kilometres. Thus time and distance are two factors 

mitigating against regular and sustained out-of-school networking for specialist 

language teachers in general; and the language teachers in this network are no 

exception. Yvette explains the situation, as experienced by the teachers of her 

language in Network A: 

We did think we could ask Principals to let us have Friday 
afternoons free, so we could have our networking then, once a 
month.  But now there’s no time.  A lot of the teachers are doing 
Sport on Friday afternoon.  So the Principals aren’t letting us 
[specialist language teachers] have Friday afternoons off, because 
they’re using their LOTE teachers for non-contact time, making 
them teach juniors, so they can’t come to networking meetings. 

And because you’re a specialist in one or more schools, you can’t 
just get together with the person in the room next door.  You’ve got 
to wait until someone from another school has got the time and the 
ability to travel to your school or to meet at some central place. And 
it’s very hard to force people to come on a Thursday afternoon, 
after school.  They don’t want to come after school. (IT-A-Yvette) 
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This is a small sample of the practical difficulties experienced by LOTE teachers 

willing, but unable, to network in language-specific groups due to lack of support 

from their system, lack of support from their school administration leaders, lack 

of time and problems caused by distance – between schools and between the 

(mostly itinerant) LOTE teachers of this network. They still can and do network 

with members from the various language groups within the large multi-language 

Network A, engaging in cross-language sharing of ideas at the monthly 

meetings (RD-A-conv); and they can access practical ideas in the three 

publications of the parent bodies, MLTAQ and AFMLTA. However, they 

nevertheless feel impeded in their language-specific networking due to the three 

main barriers outlined above. 

5.2.2 Case Narrative Two: Network B – “The Backroom Bunch” 

5.2.2.1 The nature of the network, its purpose/vision and operation 

Network B is a well-established single-language network that has been 

operating continuously for more than thirteen years in a region that is quite 

spread-out geographically. Some of the teachers drive for more than an hour to 

attend the monthly dinner meeting (FG-B-Jill, p.2), which goes from 6.30 pm 

until about 9.30 or 10 pm on a Thursday evening. Jill, the original founder of the 

network, has hosted the meeting at her home every month for the past thirteen 

years. Another teacher, Hana, has undertaken the Co-ordinator-Chairperson 

role for the past five years or so. Jill rates her as “extremely good” in this role, 

as she “writes down a meeting procedure and runs the meeting very efficiently”, 

ensuring that everything to be discussed is itemised and the discussion on each 

point is succinct, such that the members never feel the meeting has become too 

long (IT-Jill, p.12). This was witnessed first-hand at the monthly network 

meeting attended by the researcher in February 2005 (RD-B-obs.). 

At the above-mentioned February meeting, the first for 2005, a new Co-

ordinator was called for and Carol, an early-career teacher, subsequently 

volunteered to take on the role, saying “OK, I’ll do it. Everyone’s lovely. We’ll 

help each other.” (RD-B-obs.) – evidence, surely, of the degree of support she 

feels she can count on from her peers within the network. With the 

encouragement of the group, Carol promised to follow Hana’s example in 
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preparing and adhering to an agenda, in order to ensure the network meetings 

continue to be fruitful and therefore well-attended (RD-B-obs.). 

Although this network has a formalised meeting procedure, it does not appear 

to have a formal, written Vision Statement or similar. Nor does it have a website 

of its own (although one is now being planned, according to the agenda of the 

meeting attended – Doc-B1). Nevertheless, an indication of the network’s 

nature and purpose can be gained from the following comments made during 

an individual interview and the Focus Group interview, respectively: 

We’ve done collaborative unit planning as part of our professional 
networking [with the Language Adviser and other teachers of our 
LOTE], but not in this local personal network of our own. (emphasis 
added) (IT-B-Jill) 

What I found interesting, when we were at the AFMLTA Conference 
in Brisbane the year before last, our network was discussed as 
being a really successful network. I didn’t think we were doing 
anything that wonderful; I just thought everybody did this [getting 
together regularly]. So we’re lucky, as a lot of teachers won’t have 
that support in various parts of the state. (emphasis added) (FG-B-
Hana) 

These incidental comments on the nature of the network reveal a perception 

that the network is social and supportive in nature, existing mainly for the 

purpose of providing personal support to its members through interaction with 

each other at a network meeting in a very social setting (drinks and dinner in a 

private home). This was confirmed by the researcher’s observations at the 

monthly meeting she attended. The whole event, from gathering and chatting 

over ‘drinks and nibbles’ to sharing a meal in [Asian Language 2] style, to 

discussing agenda items, distributing donated resources, watching a useful 

classroom-video segment and farewelling everyone individually, it was highly 

interactive. Every person seemed genuinely happy to be there. The enjoyment 

and personal importance of this monthly get-together were summed up thus by 

Lena, a member of several years’ standing: 

It’s an evening that, unless something really major is on, I try not to 
miss, because I enjoy it so much. (FG-B-Lena, p.3)  
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The teachers appeared to bask in the acceptance and like-mindedness of their 

companions, who share the same passion for this [Asian Language 2] language 

and culture. (RD-B-obs, conv). This observed sense of like-mindedness and 

shared passion was confirmed by comments recorded later at the Focus Group 

interview. 

When the whole group was asked, in that interview, about their experience of 

networking so far, the first-raised and most enthusiastically reported aspect was 

the collegial support provided by the network, to counter the isolation felt by the 

individual language teachers. Young graduate Amy began by saying: 

As a beginning teacher, it’s been really beneficial because… 
Hana’s been teaching for I don’t know how long and it’s just been 
so good to know that even with her experience, she’s going through 
some of the same stuff that I’m going through and yeah, it’s just 
good to know that other people are in the same boat as you…just to 
go “Oh and this happened the other day…” and they know what it’s 
like, because they’ve all been there before and it’s something that 
other teachers who don’t teach LOTE can’t maybe understand as 
much as these people here can. (FG-B-Amy, p.1)    

The need for reassurance was exactly what motivated Jill to form the network in 

the first place. She’d had a career change, moving from one specialisation to 

another, and so found herself a ‘beginning’ language teacher half way through 

her career. She wanted to know that what she was doing in her new kind of 

specialist classroom was approved of by other language specialists, so her 

participation in the network fulfilled this need: 

For my first few years of LOTE teaching, probably more, I’d be 
asking people “Do you do this?” I wanted reassurance that what I 
was doing, even though it was working fine for me in the classroom, 
was… the right thing [to be doing as a LOTE teacher]. (IT-B-Jill) 

This sentiment – belief in the importance of reassurance from other network 

members – was echoed by Amy, the young graduate LOTE teacher quoted 

earlier. She commented that the network makes life a bit easier “when you feel 

all swamped by things”, because you know that you can come out of the “hole” 

you’re in at the moment, that it’s not so very bad and that you can progress from 

there, because other members of the network have been in holes before and 
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you’ve seen them come out and you know that you will too. It’s very reassuring. 

(FG-B, p.1 -Amy).  

Hana, who came to the network thirteen years ago, before she even graduated 

as a teacher of this language, has experienced the benefits of networking right 

through the various stages of her language teaching career: 

I’ve been through everything, from student-teacher, beginning 
teacher right the way up; and it’s been a really good support 
structure all the way through…but the best benefit has been the 
Primary-Secondary connection, where we all see ourselves as part 
of a bigger picture of LOTE learning and we know what each other 
is doing….You’re part of the big picture and you know what’s going 
on in your own cluster and region. That’s really good. (FG-B, p.2 - 
Hana) 

Charlotte, another experienced teacher at the Focus Group meeting, agrees 

that this sense of belonging, of being part of a larger team, is really important to 

her. She endorses Lena’s comment about “the like-mindedness we have as 

colleagues” and the understanding that ensues when experiences are shared: 

We say something about our experience and everybody here can 
understand that experience, because they’ve had the same kind of 
thing. (FG-B-Lena, p.3) 

Charlotte then goes on to speak of the network as a practical support in 

advocacy matters too. According to her, individual LOTE teachers often feel 

very isolated and powerless, especially when there’s “an issue with LOTE – and 

we all know LOTE is up and down, not always the flavour of the month”. She 

says that network-membership counters this sense of isolation and inability to 

act:  

If you’re sitting in your own little school without knowing what’s 
going on, you can really get disheartened, but [as a network 
member] you feel part of the big group and you know we can do 
something because we are a group. If there’s something going on, 
we can get together and speak up or even write to someone [about 
the problem]. (FG-B, p.3 -Charlotte) 

One teacher who finds the network counters a different kind of isolation is Zara. 

She was born outside Australia and finds that these network-teachers, who 
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understand the processes of developing intercultural competence and arriving 

at the “Third Place” (Lo Bianco, Liddicoat & Crozet, 1999), help her to find a 

place where she is comfortable to “trial part of my intercultural competency”. 

She says that coming to the network meetings is important for her as a means 

of coming to terms with cultural difference, “different ways of thinking, even 

techniques in teaching”. Zara says she watches the others in the network, sees 

what they do, blends their techniques and their way of thinking with hers and 

gradually comes to that place “where I am comfortable with myself”. (FG-B, p.3 

- Zara) 

At both the monthly meeting attended by the researcher and the Focus Group 

interview with a dozen network-members, there appeared to be genuine support 

for each other in the pursuit of a common goal, namely sharing their enthusiasm 

for [Asian Language 2] with others, especially school-children. Nine of the 

fifteen agenda items at the February 2005 meeting related to improvement of 

professional practice (Doc B1). It was obvious - from words spoken, tone of 

voice used and accompanying body language (RD-B-obs) - that the motivation 

for this striving-for-improvement was the desire on the part of the LOTE 

teachers to give the children they teach the best possible education in their 

particular Asian language and its culture – and maximum enjoyment in the 

process. This desire was evident in excited-sounding comments about “hands-

on” activities that “the kids just loved” and enthusiastic-listening body language 

from peers who, upon hearing a good idea shared, responded with comments 

like “Fantastic idea!” or “I love that – and my kids will too, I just know!” (RD-B-

obs). Presumably because of their desire for improved practice, these network 

members take advantage of many opportunities to be involved in professional 

learning projects and activities, as seen in the next section. 

5.2.2.2 Network-based professional learning experiences 

(a) PD (sessions) experienced/processed with peers 

In their individual interviews, the Network B teachers mentioned that “Some 

members go out to PD sessions offered externally and report back to the 

network meeting.” However, they did not believe they actually had PD at the 

meetings themselves. (This was not true from what I observed. See RD-B-obs. 
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Meeting notes 17-2-05.). Some members of this network were involved in 

external projects with spin-off benefits in terms of professional learning. These 

benefits were then shared with the rest of the group by providing project 

updates and copies of materials at the Network meetings in Jill’s back room. 

Two such projects during the research period were: (i) the Asian Languages 

Professional Learning Project; and (ii) the Third Place- Intercultural Language 

Learning Project. 

(b) Collaboration and practical sharing with peers 

Carol, the early-career teacher mentioned above, speaks enthusiastically about 

the practical benefits of collaboration with two more senior highschool 

colleagues, who are also members of Network B: 

We work really well together, the three of us. We’re all of different 
ages and backgrounds, but we all have the same goals and we all 
use the new syllabus. With having the three of us here [at the one 
school], this is where I find that we’re lucky.  I’ll do up a resource 
and I’ll say, “Hey, why don’t you use this in your classroom.”  - 
because all our Year Eights do the same unit.  So then they’ll do up 
a worksheet or something and we’ll swap.  And you just don’t get 
that if you’re on your own; you’re it!  But Hana, Charlotte and I, we 
can really help each other, and we do. Even revision things. We 
really share everything.  I find that it’s like our own little mini-
network [within the larger  Network].(IT-B-Carol) 

As a relatively new LOTE teacher, just two years out of university (FG-B-Carol), 

Carol appears to gain a great deal from the shared wisdom of her more 

experienced colleagues, wisdom that she can access on a regular basis, in the 

staffroom, without having to wait for a ‘consultation’ at the monthly regional 

network meeting: 

That’s what I love with being in a very small informal network, like 
Hana, Charlotte and I, is that I’m always saying, “Hey, what do you 
think about that?  Well, if I do this, what do you think?  Can you 
check this for me, Hana?” You know, to see what she might add or 
do differently to this task. (IT-B-Carol) 

Collaboration and practical sharing for ‘seamless’ primary-high school transition 

is something else that is valued by members of Network B. Primary teacher Jill 

spoke of the importance of the network as a means of collaborating with 
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colleagues across stages of schooling to ensure continuity of LOTE-learning for 

the children moving from upper primary school to lower secondary school. She 

explained the advantage of having a combination of primary and secondary 

people in the network, in order to engage in important transition talk, for the 

sake of the learners – and also for the sake of her network friends the “High 

Schoolers”: 

We always work together… and the best thing is…we feed into the 
High School. You [the primary LOTE teacher] should be talking to 
the High Schoolers and the High Schoolers should be talking to 
you.  And I say to them, “What do you want me to teach?  What do 
you want the kids to know?  What don’t you want me to do, so that 
you’ve got something new to do with them?”   

These are important “professional conversations” (Little, 2003) that enhance the 

process of expanding one’s knowledge base for teaching. 

Peer-Observation/Mentoring is reported here by Jill, the network’s founder: 

One of the teachers in our group, Zara, she’s got a hard school, 
plus she’s about five foot and she’s Asian and the kids 
go…”Whoopee!” -  you know, all that.  One day she was feeling 
insecure, so I asked my boss if I could have a session off.  I traded 
it with something else and I went and observed her teaching. And I 
said: “I’d reorganise your desks so they’re not facing each other.  
Get them facing the front. It’s much better.”  And then I said: “Try 
and use… here, use this unit.  I always give the kids printed sheets, 
then it looks like the lesson’s real, because they’ve got to do proper 
work.”  

So I’ve been along to her classroom.  She also came along to mine, 
observed me teaching at my school. I don’t know if anyone else has 
done it, but it was no big deal. I was just helping out a beginning 
teacher. 

In addition, curriculum resources, human and material, are shared, as 

observed at their monthly meetings. Virtually no-one left empty-handed, as 

various teaching resources were shared around amongst members. 

5.2.2.3 Perceived barriers to successful network-based learning 

The reported difficulties faced by this network are basically threefold: specialist-

teacher fatigue; lack of access to (primary) school computers for email, internet 
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and word-processing purposes; lack of school-level support, especially funding 

support. A fourth related issue that is problematic, though not so central to the 

continued operation of Network B itself, is a lack of money – and time - to 

facilitate cross-networking with teachers of the same language in another 

region.  

Most (generalist) teachers probably count fatigue as a problem and a de-

motivating factor when it comes to mustering enthusiasm for after-school 

professional activities. Specialist language teachers are particularly prone to 

this, as they have to move constantly from class to class coping with large 

numbers of learners within different classroom environments and varying class 

dynamics. The specialist language teacher, moreover, develops mental fatigue 

from constantly thinking and speaking in another language. Added to this is the 

physical effort needed to carry large amounts of specialist teaching material 

from class to class, often from one end of a school campus to the other – and 

then on to the next school within a tight timeframe. Itinerant primary LOTE 

teachers are thus especially prone to extreme levels of fatigue (Endicott, 1997). 

When Network B’s founder was asked about the difficulties involved in actually 

getting the Network going and keeping it going, her immediate response was 

“fatigue”: 

Everyone’s tired.  Everybody’s tired and on a Thursday night you 
just don’t want to do one more meeting-thing, but I think because 
it’s social and fun, then you say to yourself “Ah yes, but it’s worth it” 
and so we do it [have the network meeting], month after month.  
Yes, and sometimes people don’t come.   “I’m too tired,” they say. 
And I go: “That’s fine”.  If it wasn’t at my house, I can tell you, I 
probably wouldn’t go to every one either. (IT-B-Jill)  

A second barrier to effective networking is the difficulty of supplementing face-

to-face networking with electronic sharing, due to primary-school network-

members’ lack of easy access to email facilities in primary schools. Unlike their 

high-school counterparts, who “have much easier access to email than primary 

teachers” and can “get on and check emails every day” (FG-B, p.6 -Hana), the 

LOTE specialists in primary schools don’t have a computer on their desk or 

nearby. They have to share with the entire staff and often don’t even have the 
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time to negotiate if/when they could gain access, as they have a full schedule at 

each school and several schools to service, with significant amounts of travel 

time involved in moving between them (RD-B- conv). Thus electronic sharing of 

ideas or resources is virtually impossible for the itinerant primary LOTE 

teachers who make up the majority of this network. 

The third barrier to networking is the lack of school-level support, especially 

funding support. Budget constraints imposed by school admin staff seem to 

make life difficult for the specialist language teachers, as they barely have 

sufficient funding to meet their own needs, let alone enough to make extra 

copies of resources to share with network colleagues (RD-B-conv). One of the 

high-school teachers complains bitterly about the under-funding for the rather 

large LOTE Department she belongs to: 

We’ve got $600 for the full year.  $600 - for everything, for 
photocopying, resources, new books, everything. I use the blackline 
masters and things in the new syllabus support materials, but I also 
create a whole heap of other resources myself, because that 
doesn’t cover it. So $600 doesn’t stretch very far at all. (FG-B-Amy) 

Lack of funding is also problematic when the network wishes to have interaction 

with other teachers of their language outside their own region. Members of 

Network B spoke of time and distance as additional negative factors in their 

attempts to network with another regional network, as explained by a member 

who has attempted to organise this in the past: 

We actually have tried to cross-network with [the other regional 
network of Asian Language 2 teachers]. The problem is that if you 
do it during the week, teachers have to be taken out of school, 
which means the principals have to agree to pay the TRS money. 
So it’s too hard to organise on an ordinary school day. And when 
else could we get together, across that distance? It’s just too 
difficult. We’re all busy people. It’s time, really. Time is your biggest 
factor. (FG-B-Hana) 

Network B is obviously keen to extend its networking by reaching out to make 

connections external to their own group. However, the barriers described above 

are limiting their external networking potential. 
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5.2.3 Case Narrative Three: Network C – “The Cautious Commencers” 

5.2.3.1 The nature of the network, its purpose/vision and operation 

Unlike the other networks in this study, Network C was still in its infancy at the 

time of this study, having only been set up at the time of the launch of the new 

syllabus in 2001 and having been very slow to become established over the 

next three and a half years. This was mainly due to the logistical difficulties in 

trying to get several LOTE teachers from different parts of the city to make a 

commitment to meet regularly out of school hours, when they had not yet 

experienced the benefits of networking and could not be sure it would be a good 

use of their precious time. There were also a number of system-level problems 

within this particular teacher-employing-authority relating to LOTE-teacher-

release for networking and instability of employment for LOTE teachers.   

The LOTE teachers who agreed to be foundation members of this inaugural 

network within their system were keen to meet for full days of networking under 

the auspices of their system, that is, on the basis of centrally-funded release 

from teaching for network days organised by their system’s LOTE officer. They 

were understandably not keen to use their own time, out of school hours, for 

attending network meetings. They already have a difficult working life, travelling 

from school to school, not having a place to call their own (for resource storage) 

and not feeling any real sense of belonging to any one school community, as 

they are always itinerant. They deal with hundreds of students each day and 

often encounter hostility from either the children or their classroom teachers, 

who sometimes resent the time spent on LOTE and show this by excluding the 

LOTE teacher from access to classroom resources –for example, use of the 

blackboard or whiteboard (Endicott, 1997). 

The system-level changes that have impacted on the development of this 

network include the following: 

1. The LOTE syllabus implementation officer’s role was terminated 

surprisingly soon after the launch of the new syllabus, leaving the 

existing LOTE curriculum officer with a double load and little time to 

(a) co-ordinate the arrangements for selection and release of  
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appropriate LOTE personnel to participate in this proposed network 

and (b) facilitate the implementation of the syllabus across all schools 

within the system, so that the research participants would have some 

experience of implementing the new syllabus and a reason to 

network/share experiences and learn from each other.  

2. The whole syllabus implementation process started to lag behind 

schedule across all systems, including in this network’s system 

(where implementation is not actually mandated), mainly due to lack 

of sufficient in-servicing provided by the QSA Syllabus 

Implementation Team. This meant that networking amongst BCE 

LOTE teachers implementing the new syllabus was slow to get 

started, as implementation of the new syllabus simply wasn’t 

happening in enough schools to allow for the accumulation and 

sharing of teacher implementation experience.  

3. A new devolved system of teacher-release came into operation, with 

the consequence that decisions started to be made at the local level 

and some principals were willing to release specialist teachers for 

Professional Development (PD) while others were not. This made it 

virtually impossible to co-ordinate the release of LOTE teachers who 

teach in several different schools each week, with different principals 

and different local rules about PD release. One or two of the 

prospective research participants would be willing and able to get 

together for collaborative learning on a particular day of the week, 

only to find that other equally-keen colleagues had been denied 

release on that day, as they were working in a school where the 

principal had made other arrangements for disbursement of the 

school’s PD funding and so was unable to offer a full day’s paid 

release for LOTE-teacher networking. 

With the help and co-operation of the LOTE Curriculum Officer from this 

system, networking days were eventually organised, using PD funding from a 

central source rather than relying on individual principals to pay from local 

school-level funds for their LOTE teachers to be released. So the researcher 
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was able to approach LOTE teachers (of all languages) at a general, centrally-

organised PD day and invite them to consider participation in this network 

project.  From all the expressions of interest, an Asian language-teaching group 

with a mix of background experience and current teaching contexts was 

eventually chosen. This group was located – in terms of residential and school 

addresses – on one side of the city, which, it was thought, would enhance their 

ability to attend meetings at a mutually convenient location on a regular basis.  

This network was finally able to start meeting about twice a semester at a 

central venue provided by the system and so make a start with collaborative 

learning. However, the group was dogged by other difficulties, not least of which 

was its changing membership over the three-year period of this study. 

LOTE teacher employment is not very stable or secure, so teachers move from 

one system to another, taking advantage of whatever opportunities are 

available at any time, rather than risk finding, in December, that their annual 

contract with a particular school is not going to be renewed for the following 

school year. This level of insecurity and mobility of LOTE teachers has meant 

the following changes to the original proposed membership of this network: 

 one teacher moved into a full-time classroom teaching position at 

one of the schools she used to visit as a LOTE specialist; 

 one teacher opted out of the network right near the beginning, 

because she’s so close to the end of her LOTE teaching career 

that she doesn’t really want to start any new commitments; 

 one teacher, also late-career-stage, chose to go into semi-

retirement, in order to pursue a small-business opportunity 

relating to production of LOTE teaching resources; 

 one teacher was offered a position in another system teaching 

LOTE on a full-time basis (which she wanted), so moved there; 

 one teacher was offered a better part-time contract, with more 

hours per week of LOTE teaching (which she wanted) in another 

system, so moved there. 
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This left just one original ‘foundation member’ to interview. Fortunately, 

however, another founding member, who left this school system only recently, 

agreed to be interviewed, as she’d had several years’ experience with the 

network and was keen to talk about it. Also, two newer members, Peta and 

Jane, who’ve only been a part of the network for the past eighteen months, 

agreed to be interviewed as well, as did the system mentor (LOTE Curriculum 

Officer), so this network’s story can still be told. 

When asked about her experience of networking so far, the one remaining 

foundation member, Freda, replied: 

Well, I really enjoy going to Networking.  It’s very, very good to 
touch base with other people who are in the same position as you, 
and empathetic to your circumstances.  The encouragement you 
get from there is really good. (Freda) 

When later pressed by the researcher to explain what she meant by this, Freda 

went on to describe the circumstances she was referring to, circumstances in 

which she feels empathy and support are definitely needed. 

Well, just the nature of being a non-contact-time teacher, often not 
getting the support within the institutions that you need...  the 
stresses in the job…  We’re working like High School teachers but 
without the spares during the day.  Yet, we’re working in Primary, 
where you need a lot of resources, but we don’t have access to 
teacher- aide time and so all that stress comes back on to the 
LOTE teachers themselves. And then, we’re itinerant - and the 
nature of being itinerant is, you never really feel that you belong in a 
place until you’ve been there for years. 

Because of this strongly-felt sense of isolation (mentioned by virtually every 

interviewee in this project), LOTE teachers tend to find that when they get 

together with other local teachers in a networking situation, they feel a need to 

‘unload’ emotionally. This has been observed by the researcher on each 

occasion that she attended a Network C meeting (RD-C-obs). When, as 

interviewer, she made the observation that a network meeting can be a LOTE 

teacher’s “first opportunity to let off steam and share their frustrations”, Freda 

agreed: 
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It is - and it’s invaluable, you know, … some of the difficult times 
you go through,  without the network meetings, we wouldn’t have 
kept going.  You need that support. You need someone to say, 
“Look, you’re OK”.  

Like Freda, Cory (the other long-standing member who left this network only 

recently) was also quick to use the word “support” when asked about her 

experience of LOTE teacher networking: 

First and foremost, is just that collegial support, because we all 
have similar stories to tell and you don’t get the opportunity to do 
that. Like, you can have a little bit of a whinge and stuff and people 
[at the network meeting] actually do understand, because you can’t 
do that anywhere else, because it does nothing for your case.  Like, 
you can’t run about your school whingeing, because everyone 
would go…”Mm, mm...whingey LOTE teacher” - and they can’t get 
it anyway.  They don’t get it.  So it’s better to walk around with a 
smile on your face and just keep on doing your best and …unload it 
all when you get to the network meeting. Really, it’s not worth your 
while to do it anywhere else other than with people who understand.  

Peta, speaking of what she liked about her first network meeting, takes up this 

theme with her comment on the importance of being with like-minded 

colleagues, though she goes on to speak of the need to avoid turning the 

network meeting into a negatives-only whinge session. 

First off, being in a relaxed atmosphere with, as I said, teachers of 
like mind.  And then listening to everybody’s woes at the beginning.  
Then, a number of comments that came from you [the researcher] 
turned it around from the ‘woe’ as to ‘what we can do’ and I thought 
that was extremely important, because we can wallow in our, you 
know, sort of self-pity for too long.  So then we got around to how 
we can help solve the problems that people were facing; we 
actually all started saying things that might work, that might help. 

Freda also commented on network members’ unique ability to at least 

understand – if not to help her solve - problems in her professional life, making 

her feel so much less alone and isolated: 

You know, especially when things happen, like if you get a nasty 
letter from a parent about your discipline within the classroom or 
something like that, the Admin in the school take a middle line and 
so you don’t feel supported at all.  And they have to take on board 
what the parent is saying, because that is their client.  And so, if we 
didn’t have each other to turn to - and Admin have no idea what we 
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actually do; they haven’t been in the classroom or experienced our 
class before, seen how we work - but another LOTE teacher does, 
knows exactly. 

The nature of the working relationships that have formed is such that Freda now 

counts Cory as a friend and feels “distressed to think that if Cory goes and 

works for [another system] that she won’t be there at our network meetings”. 

Freda goes on to explain what it is that she’ll miss: 

We’ve been working together for a few years now and seem to 
come from a very similar place, so that when we get together and 
discuss things to do with our LOTE teaching, it works really well. 
(IT-C-Freda) 

Freda and Cory turn to each other between meetings, too, making contact by 

email or ‘phone and getting together to “have coffee often” (IT-C-Freda). This 

presumably counters their sense of isolation as specialists working in different 

school environments at a distance from each other – and at a distance from 

other language specialists, too. 

5.2.3.2 Network-based professional learning experiences 

(a) PD (sessions) experienced/processed with peers 

The teachers in Network C had the opportunity to experience one-day seminars 

or workshops for BCE languages teachers three times a year. Some of the 

topics for these sessions during the research period were: 

 Communicative language teaching 

 Planning in an outcomes framework 

 Inter-cultural perspectives in LOTE programs 

 Consistency of teacher judgements in LOTE 

 Planning for and monitoring of student performance 

 Effective use of ICTs in the LOTE classroom 

On most of these occasions, there was an opportunity at some stage during the 

day for teachers of the same language to get together in their network groups to 

discuss the expert input and try to apply it to their classroom practice. This was 
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a good opportunity to converse informally with fellow-teachers and make sense 

of the formal input, as observed by the researcher, who attended all the 

sessions listed above and sat in on the Network C discussions.  

(b) Collaboration and practical sharing with peers 

Even more popular than the PD Days are the Network Days, when the 

members of Network C meet at a Professional Development Centre run by their 

system and have the support of their system officer for Cultural Literacy and 

Languages, as well as some interaction with the researcher on some occasions. 

Most of these sessions have been fruitful in practical terms, which is the type of 

session they really appreciate. Jane’s comment about the network meetings, 

that “they’ve been beneficial when teaching ideas have been shared”, echoes 

the “practicality ethic” mentioned in an earlier section.  

A further comment on the importance of practical support is made by Cory as 

she speaks of helpful sessions where she and her fellow-networkers have 

engaged in productive resource-making and/or sharing (Doc-C1-photo): 

On the Network Days we bring stuff in and we copy it and give it to 
each other. And Freda and I are working on…we’ve got the basis of 
that Festivals Unit, but it hasn’t been published yet, because Susan 
wanted all the annotated sources – where we got this from and that 
from – so we haven’t done that yet. And then, in early December we 
started doing a Unit on the Trip to [Asian Language 1 country]. We 
want to finish that off as well, because that will be another useful 
product of the network, a really good resource for the classroom. 

Cory told of gaining a very useful teaching tip another way - through a child’s 

observation about the [Asian Language 1] number system. This was an 

example of something that she happily shared at the network meeting, to help 

her colleagues, to give them one more thing to add to their teaching repertoire, 

because small tips can often make a big difference in the life of a stressed 

itinerant LOTE teacher, as Cory explains here: 

Sometimes it can make all the difference between something easy, 
quick and manageable…like, the kids all get it, they learn it, it’s fun, 
it’s great.  Or it can be a stumbling block.  If you don’t have that little 
tip, it can make something more difficult than it might necessarily 
be. 
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Jane also noted how useful it has been to pick up tips from fellow-networkers, 

especially regarding assessment; and her comment – that “It has been good to 

see how reporting has been done in other schools.” – was then echoed by 

Freda in the following interview-excerpt, where she expresses appreciation for 

the useful feedback she was given on a particular criteria sheet at one of the 

full-day network meetings (Doc-C2). This peer-feedback was based on the 

other network members’ experience of assessment and reporting procedures in 

their schools, where task expectations and marking-feedback sheets were set 

out in terms of communicative language functions (as is appropriate in an 

outcomes-based approach)  rather than content (as formerly used in content-

driven approaches to planning and assessment). This was quite a revelation for 

Freda who took on board the suggestion of her peers, made at a very early 

network meeting (RD-C-obs), and completely changed her approach to 

assessment, making life much easier for herself, both when assessing and 

reporting: 

That was very good that day, because we pulled that [criteria sheet] 
apart and it’s very different now. I used it last year and I found that 
[new approach] very, very helpful, especially when it came to doing 
reporting.  It was much better. 

Another particularly helpful learning experience reported on by members of this 

network was the viewing of some actual examples of students’ work that had 

been marked, using various styles of criteria sheet (RD-C-obs &Doc-photo). 

Freda rated this network activity as “really good”, not only because it gave her 

some interesting ideas for teaching strategies and student learning tasks, but 

also because it provided “a wonderful opportunity” to see standards in action 

(IT-C-Freda). The use of outcomes at various levels to assess student work is a 

challenge for LOTE teachers working in isolation, as Freda explains: 

You often wonder how your students are going, because you don’t 
have anything to compare them with and then when you see these 
other students’ work, you realise they are doing OK. 

The experience of these novice networkers obviously indicates a growing 

interdependence and a gradually increasing sense of identity as a network of 

people who value both moral and practical support, but practical support in 
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particular. Together they have constructed new pedagogical content knowledge 

(relating specifically to second-language learning) .For example, Cory read an 

article in the MLTAQuarterly, learnt something new about the potential value of 

songs in language learning and then tried out the suggested strategy in her 

classroom. She later shared the success of this experiment with her network 

colleagues, with the consequence that others tried it too. 

Sometimes, just because it [a computer-generated resource, like 
the ones in the syllabus materials] looks good and flashy and 
everything, it doesn’t necessarily mean it’s better quality. There’s 
still many, many great things you can do, even singing a song. I 
liked that article [in the language teachers’ journal] about singing 
songs and it is, it’s fantastic.  Sometimes the kids sort of think “I’m a 
bit too old, a bit too cool for that”, but they come in; ...and it’s 
basically good to sing, just good for your morale and your health 
anyway. (Cory) 

Jane agrees now that singing is an important part of a LOTE program, but this 

was not always the case. She acknowledges that her network participation was 

the crucial factor that led her to expand her teaching repertoire in this way: 

I have tried to implement more music and song into my classroom 
as a way of allowing the students to rote-learn vocabulary in a fun 
way. I felt from attending the meetings that I was letting my students 
down in not providing avenues such as song for them to take away 
something from the lesson that they could remember. I feel a 
limitation of the current curriculum is it doesn’t incorporate songs 
etc for rote-learning, so up until the meetings, I was focussing on 
learning- how- to- learn strategies as a means of the students 
accessing all the vocabulary they need in the current syllabus. 

Cory, too, has acquired new teaching strategies since starting to attend network 

meetings, by taking on ideas from other network members and trying them out 

in her own teaching context. Some specific examples she quoted were: 

… things like the name-guessing-game posters for the classroom. I 
had not done that previously. The plays and storybooks and big 
books and stuff like that. I hadn’t done that previously, getting older 
classes to interact with younger classes, and I thought, “What a 
great idea!” 
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Peta, a former secondary LOTE teacher, has learnt a great deal about adjusting 

her pedagogy to the primary-school context, as she explains here in her 

interview with ‘I’ (Interviewer i.e. the researcher): 

I have now, even though I didn’t want to, I have assessed the 
amount of work that I am doing with my classes and have decided 
it’s good to be able to finish wherever I am, instead of always 
rushing on.  I can do more of the - Is it the orientating tasks?  Not 
the orientating, the enhancing tasks -  so if I was teaching the 
numbers, we wouldn’t just be, you know, doing the old rote-learning 
stuff.  We might do physical exercises.  We might do skipping.  We 
might do throwing a ball and counting.  We might do hopping on a 
leaf.  We might do Karate kicks.  And we do so many different 
things.  And I’m not so worried about time anymore. I do lots of 
activities that are age-appropriate and also that are reinforcing [the 
new language] all the time.  But I don’t have to let it be... [like a 
secondary school situation] I don’t have to teach it and then think 
that they’re going to know it and then move on to the next bit, 
because I have to get to the end. 

I: So instead of saying, “I, as a teacher, have to get through 
this much curriculum in this period of time this year…” 

Peta: ...which is what you have to do in secondary.... 

I: Mmm.  You’ve changed more to: “They as learners need 
to have this many different experiences of these language functions 
and this language and culture.” 

Peta: Exactly. If you actually take it on the functions that are set 
out [in the syllabus support materials]...We have a little handout that 
tells you what functions are in the lower, middle, intermediate 
[stages] -you know, in the Level One to whatever.  If you’ve done 
those functions, it doesn’t matter about the vocab, which I’m just 
starting to accept, because I was dead against that. Now I think, 
“Well it doesn’t matter how much vocab I’m teaching, just that they 
know and that they are able to [communicate] in this particular 
class; they can express themselves somehow.”  They can use the 
words that I’ve done and get meaning and communication through it 
without me saying, “You don’t know that word.” You know, it doesn’t 
matter and even if they make a mistake, that’s ok. I still understood 
what they were saying. The communication elements work. 

Peta also learnt that while facilitating more genuine communication in her LOTE 

lessons, she was also promoting Lifelong Learning attributes from the syllabus: 
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I: So the syllabus itself highlights these aspects of the 
lifelong learner and Brisbane Catholic Education has chosen to 
highlight them too on their Learning Framework that I’m showing 
here. That’s because, they’re saying that the focus should be on the 
learner, developing learning capabilities. And this is what you’ve 
been coming to, isn’t it? You’ve been arriving at the idea of helping 
them, through whatever content, learn to display these attributes of 
the lifelong learner. 

Peta: All of those things, which we did in every lesson that we 
ever taught [in the secondary school context]. It was just never, 
ever expressed in that way. It was never articulated in that way. If I 
pick a particular lesson, I would be able to pick two or three of those 
things that we do, if not more, if not all. It depends on what lesson it 
is. 

Upon reflection, Peta has realised that the curriculum change has brought in 

new language around a set of concepts (relating to meta-learning) that she is 

actually quite familiar with, from her secondary teaching days. The only 

difference is that she was used to referring to them in other terms.  

Peta has also learnt about being evaluative and selective, as shown in this 

interview conversation: 

I So you’re bringing to bear your own theories about what is 
effective LOTE teaching and learning? 

Peta: Always. You do that every time. When you teach 
something, you evaluate it yourself. Even if you don’t put it down on 
a piece of paper, you will say, “I won’t use that again.” or “That fell 
flat. That wasn’t a good strategy. Right. I need to go back to the 
drawing-board on that or change the way that I’m doing things.” 
Particularly when you’re teaching with younger ones.  

I This is where your knowledge of the theory of learner-
centredness comes in and you’re using that to evaluate [strategies] 
now. It’s interesting, as you said earlier, that your repertoire of 
teaching has expanded by listening to other teachers who have 
given some other ideas. And you’ve thought, “Oh, that’s a bit 
adventurous. I might not have tried that but since I’ve seen or heard 
that it worked for them, I’ll be a bit more adventurous myself.” 
Would that be an appropriate word to use to describe the way your 
teaching practice might have changed in these last few years? So 
your teaching techniques are more adventurous now? 

Peta: They are. I am! 
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In this final comment, Peta hints at her own identity-building too. This will be 

discussed in Chapter 6. 

5.2.3.3 Perceived barriers to successful network-based learning 

The main problem for the members of Network C was lack of time for 

networking when funded release from teaching was not possible (as happened 

on a number of occasions during the research period). Distance was also a 

problem, as the teachers in this BCE network were scattered across a large 

metropolitan area, unable to easily meet after school on a regular basis, as 

some of the regional networkers were/are able to do. 
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5.2.4 Case Narrative Four: Network D – “The Durable Dynamos” 

5.2.4.1 The nature of the network, its purpose/vision and operation 

This network has been operational for sixteen years, meeting fortnightly 

throughout that period. It has a strong sense of group identity and belonging, a 

special quality referred to by its members as “x-y”, an expression in their shared 

language that is very difficult to translate precisely. The range of meanings 

provided by the network members attempting to explain the concept included 

things like: “mutual support/help” and “shared responsibility with generosity of 

spirit”. It is assumed that this group sense of “x-y” is a vital factor in keeping the 

network together and sustaining their strong commitment to each other from 

year to year. 

Having met several members of this network at two language teachers’ 

conferences in mid-2003 and mid-2004 and having subsequently expressed an 

interest in seeing their network in action, the researcher was invited to attend a 

meeting and a special event organised by the network in August 2004. The 

researcher became a quasi-member of the network for a period of six months, 

during which time she assisted at the special event for students and afterwards, 

with the evaluation process. Later, she attended a beginning-of-term planning 

meeting and several of the fortnightly after-school meetings during that term 

and the following one.  

The concept of “x-y” was witnessed first hand – and experienced directly. All 

members of the network display a great respect for each other and a desire to 

make all decisions collaboratively, with no-one feeling excluded or undervalued 

or disrespected in any way. The reasoning behind this collaborative and 

consensus-oriented approach to decision-making and working together is 

explained here by foundation member, Kelly: 

When it comes down to making decisions, our group believe in the 
concept of “x-y”. It’s the [Asian Language 2] philosophy which says 
that everybody has their part to play, but you can’t play your part on 
your own. You have to work with somebody else.  And your thinking 
is guided by others, not by just individualistic concepts.  That’s part 
of the [Asian Language 2] psyche, sort of.  Their whole life is 
influenced by that as well. It’s a whole philosophy of 
interdependence and working together.  And I suppose we’re again 
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very lucky that all of us in the network believe in that as well, as a 
group of people.  And we do try to help each other out in whatever 
way we can. 

There are several ways the Network D members “help each other out” – and 

probably many more ways not discovered by the researcher. 

The philosophy of “x-y” was evident in the running of the special event, the 

subsequent reviewing of its success, the planning of units of work for the new 

term and even the whole-group negotiation of involvement in this research 

project – all of which was done with a “generosity of spirit” and an obvious 

desire to give “mutual support” to colleagues of the network, with everyone’s 

opinion valued and every individual’s feelings considered. 

The network is involved in some regular activities such as unit planning and 

assessment, plus resource-sharing, on an on-going basis. In addition, there are 

certain network activities that occur at prescribed times throughout the year – 

for example, the (Parent) Information Evenings at each school in the cluster 

near the beginning of the school year, the two Days of Excellence (for high-

achieving, well-behaved Years Six and Seven students) in August and the 

Transition discussions at the end of the year, when Year Seven students of this 

language have to be placed in suitable class groupings for the following year, 

their first year at high-school. (This is done collaboratively by members of the 

network from the local secondary schools and their feeder primary schools.) 

Another activity undertaken by the network as a whole is the organisation of 

visits by exchange teachers from the country of their target-language. The 

network members negotiate amongst themselves, deciding who will host the 

visiting teachers at their homes and schools during which period of the short- or 

long-term visit. Before even receiving the guest teachers, the network members 

have to work together to put in requests for funding and requests for 

government assistance in sponsoring a visit to this part of the state by an 

overseas teacher/native speaker of the target language. The group’s philosophy 

of mutual interdependence means that these yearly proposals regarding share-

arrangements for the visiting teachers are never done by an individual teacher 

from any one school, but rather “together, as a group; it’s not one school driving 
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a proposal.  It’s the group as a whole.” (Kelly) Similarly, it seems to be a whole-

group responsibility to look after these visiting teachers, whether or not 

individual teachers actually have one of the overseas guests staying in their 

homes. 

The members of Network D share not only human resources, like exchange 

teachers, but also material resources, as indicated by the following comment by 

Kelly. Her analogy of a chain-store also sheds some light on the nature of the 

group and its appreciation of both the uniqueness of each member and the 

value of blended difference: 

The visiting teachers often move around amongst our schools - only 
because we believe that they should, and not only for our sake, for 
equity of sharing. The visiting teacher needs to see the different 
situations as well, too, because you know, one school is not like 
another really.  We don’t all look like a K-Mart store or a Big W 
store, where you can always find the record section, the hi-fi section 
and so on. (laughing).     

And I think, you know, we [members of this network] realise that as 
well… that we are all different personalities.  And we do all use the 
same resources, but we may use them differently, because of the 
types of teachers we are.  But together we work well…  that’s a 
good blend for our group. 

In this final comment, Kelly is alluding to the sharing of teaching resources 

amongst the network members. However, their professional sharing goes 

beyond this. Collaborative planning is also a feature of the networking of the 

teachers in Network D, especially those working in primary schools (See 

Section 5.3.3).  

Advocacy for their language/culture is another shared commitment, one which 

involves a willingness to collaborate on projects that will benefit students of 

[Asian Language 2]. Over the years, the group has put together submissions for 

grants from various bodies that fund special educational projects. This has 

involved a great deal of intensive collaborative effort on the part of certain 

network members at certain times, but always the whole group is consulted 

before any final decision is made or any document submitted. All members of 
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the network strive for this, seeking a “consensus amongst the whole group so 

that we all feel comfortable about it”. 

And even with something like writing a proposal, we try hard to get 
some consensus on it. We send the proposal around to get other 
people’s views on it: “Is this what we’re saying?  Is this what we 
want?” 

This commitment to achieving consensus in decision-making is yet another 

expression of the “x-y” mutual help-and-respect philosophy. 

5.2.4.2 Network-based professional learning experiences 

(a) PD (sessions) experienced/processed with peers 

This network does not organise official Professional Development activities of 

their own, but members do attend PD sessions offered elsewhere and then 

report back to the group at the next network meeting.(IT-D-Kelly; FG-D) The 

main ‘outsider’ involved in giving information and advice to this network is – or 

at least, was – the State Language Adviser for this language, Nadia. At the 

Focus Group meeting with this network, all members spoke of this Adviser with 

respect and affection, saying that her guidance with regard to implementation of 

the new syllabus, plus language and cultural matters in general, is greatly 

missed, now that her advisory role no longer officially exists. Nevertheless, this 

network functions well without an ‘outsider’ as adviser, as it draws on expertise 

and experience from a range of sources, not least of which is its own 

membership, especially the senior members (founding or long-standing ones). 

(b) Collaboration and practical sharing with peers 

This network is very well organised with its practical sharing. There are Primary 

Planning Days once or twice every term and often in the school holidays as 

well, so that all the teachers working at the various schools in the regional 

cluster can do collaborative planning. The Durable Dynamos use the same 

basic program for each term, just making small adjustments for local contextual 

factors at their particular schools. In this way, they are able to distribute the 

planning load – and resource preparation, too. 
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5.2.4.3 Perceived barriers to successful network-based learning 

Network D does not seem to suffer from the same difficulties as the other three 

networks. At least, the members do not perceive there to be problems or 

barriers to networking and network-based learning. Philosophical differences 

are not an issue, as this group is strongly united in its adherence to the “x-y” 

philosophy and this seems to have a unifying effect (RD-D-obs). Related to this 

is the non-issue of teacher fatigue/disillusionment/burnout, especially of leaders, 

since this network has no acknowledged leader(s). All members appear to 

share the responsibility of keeping the network going, so there is no risk of 

leader-burnout or any one person becoming over-burdened. Time and distance 

issues do not appear to affect this group either, as they consider themselves 

“fortunate” to live and work “within a twenty-kilometre radius” of the network 

hub-town, where they hold their fortnightly meetings (IT-D-Kelly), so no one 

member has to invest a great deal of time or cover a great distance to attend 

the meetings. 

The one thing that Network D currently views as a problem is the lack of a 

Language Adviser. Formerly, the group had the advantage of being visited 

regularly by the system’s Language Adviser for their particular language and 

culture. Her position “doesn’t exist anymore. She exists but the position does 

not exist” (FG-D-Cassie) and her presence and input are both greatly missed by 

members of the network. 

That concludes the four Case Narratives. However, findings presented here are 

revisited in Chapter 6 (Discussion), as the common threads running through 

these narratives are unravelled and interpreted. After the cross-case analysis, 

there will also be some further theorising about the significance of the findings. 
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CHAPTER 6:  DISCUSSION: CROSS-CASE  
ANALYSIS AND INTERPRETATION OF FINDINGS 

6.1 INTRODUCTION  

The ultimate focus of the discussion is the exploration, analysis and  

interpretation of meanings associated with  the experience of teacher change, 

network participation and peer-mediated professional learning for specialist 

languages teachers while implementing curriculum change in Queensland 

primary and secondary schools. The discussion is informed by and related to 

the contextual information provided in Chapter 2, as well as the research 

literature reviewed in Chapter 3 and the findings presented in Chapter 5. The 

initial discussion deals with the significant themes emerging from the cross-case 

analysis of all the data, in response to the two main research questions, while 

the subsequent second-level analysis is presented in terms of the Social Capital 

theoretical framework established in Chapter 3 (see Figure 3-4). This discussion 

at a more theoretical level is a precursor to the proposal, in Chapter 7, of a new 

model for peer-mediated professional learning.   

The findings relating to the first research question, on curriculum change and 

traditional professional learning at a time of curriculum change, are both 

presented and discussed in this chapter. Then the collated findings relating to 

the second research question, on networking and network-based professional 

learning, are reviewed and discussed, having already been presented in detail 

in the four individual Case Narratives (see Chapter 5). Participants’ reported 

experience of networking (both positive and negative aspects) and their 

experience of peer-mediated learning at a time of curriculum change are 

examined holistically, drawing on data from all four networks to infer 

commonalities and relationships amongst these experiences and to make links 

with existing literature on these themes.  

Thus, the discussion of findings presented in this chapter is organised in two 

main sections, relating to the two main research questions; and in each of 

these, there are two sub-sections relating to the key findings and issues arising 

from those findings. Table 6.1 indicates the scope and sequence of 
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presentation, showing alignment of Research Questions, Key Findings/Issues 

arising from the Findings and an indication of the particular sub-sections in 

which these issues are discussed.  

Table 6-1  Sequence of Presentation and Discussion of Findings 

Research Question Key Findings 
(Issues addressed) 

Sequence of Presentation & Discussion 
of Findings for each Research Question 

1 How do specialist 
languages teachers  
experience (the 
complexity of) 
curriculum change - 
the challenges, 
change processes 
and traditional 
change-focused 
professional learning 
(as individuals)? 

Teacher change: 

 

6.2 Presentation and Discussion of 
Findings– Research Question 1:  

 Change 
challenges 

6.2.1 Curriculum change: A multi-
dimensional experience and a catalyst to 
teacher change and learning 

 Change processes 6.2.2 Teacher change: A complex ‘journey’ 
with change-stages and processes plus a 
need for support from others 

 Teachers’ 
traditional change-
focused learning 
(as individuals) 

6.2.3 Teachers’ traditional change-focused 
professional learning - as individuals – at a 
time of curriculum change 

2 How do specialist 
languages teachers 
experience networking 
and network-situated 
professional learning 
at a time of curriculum 
change? 

Networking and 
network-situated 
learning: 

6.3 Discussion of Findings – Research 
Question 2:  

Benefits 

 Personal support 

 Professional 
(practical) support 

6.3.1 Personal and professional support 
from networking and network-situated 
learning 

Barriers 

Internal and external 
difficulties 

6.3.2 Impediments to networking and 
network-situated learning 

Change-focus of 
learning in a network 

6.3.3 Contribution of networking to 
professional learning, in terms of 
knowledge-base expansion 

Peer-mediation of 
learning in a network 

6.3.4 Role of peer interaction in network-
situated learning 

At the end of this systematic discussion of issues arising in response to the two 

main research questions, the discussion is taken to another level with the 

analysis of findings in relation to Social Capital theory. In this final section of the 

chapter, the focus of the discussion is the theoretical significance of the 

findings, according to the interpretation of the researcher. So, a number of 

theoretical propositions are proffered as a means of summarising the 

interpretations that have been made. These then lead into the 

recommendations outlined in the final chapter and the presentation of a new 

theoretical model of teacher change and learning in networks (see Chapter 7). 
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6.2 PRESENTATION AND DISCUSSION OF FINDINGS – 
RESEARCH QUESTION 1: EXPERIENCE OF CHANGE 

The research question addressed here is Research Question 1: 

How do specialist language teachers experience the complexity of 

curriculum change – the challenges, change processes and traditional 

change-focused professional learning (as individuals)? 

Findings relating to this question are presented and discussed in terms of three 

major themes emerging from the data across all four networks, namely: 

1. the multi-faceted nature of the curriculum change and the catalytic 

effect of this on personal and professional learning/change (6.2.1) 

2. the complex teacher change processes involved in responding to and 

becoming familiar with curriculum change (6.2.2) 

3. the not-always-positively-evaluated experience of traditional change-

focused professional learning, as individuals, at a time of curriculum 

change (6.2.3).  

These themes are dealt with, in this order, in the following three sections. 

6.2.1 Curriculum Change: A multi-dimensional experience and a catalyst 
to teacher change and learning 

It is not surprising that the teachers in this study agree that curriculum change is 

not only complex and multidimensional (Fullan, 1991) but also full of change-

precipitating cognitive challenge and anxiety-inducing uncertainty (Fullan, 1999; 

Guskey, 2002: Hargreaves, 1994; Stacey, 1996). Since the launch of the new 

LOTE syllabus, the research participants have faced all the uncertainties 

associated with implementation of curriculum change and they have been 

confronted with all the professional learning challenges outlined by the 

evaluators of the syllabus trial (Carr, Commins & Crawford, 1998).  

Of those anticipated curriculum change challenges, the two most significant for 

the participants in this study (in terms of number of mentions in the interviews) 

were: (i) gaining a new knowledge base – language and subject matter from 
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other disciplines – to teach an ‘embedded curriculum’ (Bartlett, 2000; Shaw, 

1997); and (ii) understanding and applying the principles of Outcomes-Based 

Education (OBE) (Brady, 1996; Griffin & Smith, 1997). The former challenge 

was reported by members of all networks as a significant problem and so needs 

to be explored in more detail below. The latter challenge was problematic 

mainly on account of the new OBE paradigm and the challenges it presents to 

teachers steeped in a content-based educational tradition (Cumming, 1998; 

Griffin, 1997). The languages teachers were challenged mainly by the technical 

language of OBE – “For me the difficulty was in learning new planning jargon” 

(IT-A-Lisa) – and the need to “use outcomes-levelling for assessment and 

reporting” (IT-C-Cory).  

The other professional learning challenge, coping with a totally new-style 

embedded curriculum, had two elements to it: (i) language and (ii) Key Learning 

Area subject matter content – and both were mentioned frequently by the 

interviewees. Jill, a primary teacher from Network B, echoed the sentiments of 

many others when she complained that: 

The level of language [in the syllabus modules] was way above my 
ability level. There were lots of words I didn’t know. I needed a 
dictionary to decipher the given Teacher Language and even then it 
wasn’t really comprehensible. (IT-B-Jill) 

Even very experienced secondary LOTE teachers, like Kay from Network A, 

were shocked “that the language was so incredibly difficult”. She went on to 

explain the challenge thus: 

Many people said it was at university standard, and I for one, did 
not have that language.  I’d read the Teacher Language and I would 
just go, “Oh my God.  I can’t even read that.”  The use of [script] 
was, I thought,... It was like someone wrote it to show off how clever 
they were, without thinking just who the target audience was. (IT-A-
Kay) 

The second problem with implementing an embedded curriculum is that the 

content comes from a variety of Key Learning Areas, the main concepts of 

which are not necessarily familiar to LOTE teachers, even in English. To 

present this content in your second language is very challenging, as it involves 

learning whole new vocabularies: the language of geography, botany, zoology 
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and so on. Even language specialists in the sample who are highly proficient in 

their teaching-LOTE said they baulked at the “science terminology” and the 

“language of SOSE”; and they questioned the need for an Australian primary 

school child to be able to “discuss insects or the lifecycle of a plant” with their 

age-peers from the target culture. 

In addition to these Content Knowledge challenges, and the difficulties with 

OBE jargon (an aspect of Curriculum and Pedagogy Knowledge), there were 

other aspects of the curriculum change that demanded new learning. 

Interestingly, however, these different types of new knowledge were not cited by 

the interviewees when asked what they saw as their main professional learning 

challenges at this time of curriculum change.  Nevertheless, they surfaced as 

areas of new-learning-in-response-to-change when the interviewees responded 

to a question about what they had learnt so far “in terms of professional 

knowledge or skills” since the launch of the new syllabus. This question (see 

Appendix B, p.2) elicited a range of responses that provide evidence of 

professional knowledge-base expansion in all five areas of the modified 

categorisation based on Shulman’s (1987) work. This evidence of change-

stimulated learning is presented here in the form of a table showing the 

modified categories of teacher knowledge in one column and, on the right-hand 

side, relevant excerpts from the interview-  and observation-data that reveal 

actual, if unacknowledged by the participants themselves, teacher knowledge-

base expansion (see Table 6.2). These findings on teacher learning at a time of 

curriculum change are discussed further in the context of Network-Based 

Professional Learning (see Section 6.3.4). At this point, they are presented as 

evidence of the complexity of curriculum change and the catalytic effect of the 

LOTE curriculum change on the specialist language teachers’ professional 

learning. 



 213 

Table 6-2  LOTE Curriculum change: A catalyst to knowledge-base expansion 

Categories of 
Teacher 
Knowledge 

(Shulman, 1987, 
adapted by 
Turner-Bissett, 
1999 & Endicott, 
2007)  

Knowledge-base 
expansion  stimulated by 
curriculum change  
(data from Docs and 
Research Diary notes on 
conversations with PD 
providers) + Lit Review –
Syllabus Trial Evaluation 
doc 

Evidence of teachers having 
gained/constructed certain categories of 
knowledge  
(from all data-sources, incl. individual 
interviews and Focus Group interviews, as 
per codes) 

Knowledge of 
educational 

ends, purposes 
and values  

 

 underlying philosophy of 
the syllabus: end/goal of 
LOTE learning – using 
language for a 
(communicative) purpose 
rather than teaching 
language per se 

 

“I think the fact that the units are based more 
on the concept of using language for a 
purpose rather than teaching language per 
se is probably one of the significant 
differences in this syllabus [and the way I 
now teach]. I wouldn’t say that I didn’t have 
that knowledge beforehand but I’m using that 
knowledge far more, I think, effectively now.” 
(IT-A-Ellie) 

“Before I came to this network, I used to think 
it was important to cover a lot of new 
vocabulary and grammar. Now I think, “Well 
it doesn’t matter how much vocab I’m 
teaching, just that they know and that they 
are able to express themselves somehow.”  
They can use the words that we have done 
and get meaning across and communicate in 
the LOTE without me saying, “You don’t 
know that word.”   I tell them “It doesn’t 
matter and even if you make a mistake, 
that’s ok.  I still understood what you were 
saying.”  The most important thing is to try 
and communicate your message.” (IT-C-
Peta) 

 understanding of the 
embedded content 
approach of the syllabus 
and acknowledgement of 
the need to integrate 
LOTE l earning with 
learning in other KLAs 

“That linkage to classroom teachers and 
what they’re doing in other KLAs is 
something that is able to be built much more 
through this sort of syllabus with its 
“embedded content” [from other KLAs].” (IT-
A-Ellie) 

 

Knowledge of 
educational 
contexts 

 existence of new policies 
on Middle Schooling and 
implementation 
guidelines for LOTE in 
the Middle Phase of 
Schooling (across the 
primary-secondary 
divide) 

 the changing LOTE 
Education scene in the 
district and state as a 
result of Middle 
Schooling initiatives 
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Categories of 
Teacher 
Knowledge 

(Shulman, 1987, 
adapted by 
Turner-Bissett, 
1999 & Endicott, 
2007)  

Knowledge-base 
expansion  stimulated by 
curriculum change  
(data from Docs and 
Research Diary notes on 
conversations with PD 
providers) + Lit Review –
Syllabus Trial Evaluation 
doc 

Evidence of teachers having 
gained/constructed certain categories of 
knowledge  
(from all data-sources, incl. individual 
interviews and Focus Group interviews, as 
per codes) 

Content 
Knowledge 

 

 language proficiency (as 
a user and analyst)  

 

“Sometimes when people from the network 
go to [Asian Language 2 country], they come 
back with new lingo that they share with us. 
That helps us all keep up to date with the 
language, because language constantly 
evolves, especially the slang.” (IT-B-Carol)  

“Language maintenance is always an issue.  
We’ve asked ourselves: Should our network 
mainly have as our aim language 
proficiency?  Should we be speaking in 
[Asian Language 2] the entire time?  We 
used to have one meeting a month in English 
and the other entirely in [Asian Language 2], 
for maintaining our language proficiency.” 
(IT-D-Kelly) 

Information from teachers visiting or 
exchange teachers coming from TL country – 
up-to-date info on exchange rates, salaries 
etc. & new insights into the culture (FG-B) 

 
 cultural proficiency (as a 

user and analyst)  

 

Nadia – “I try to get help from exchange 
teachers-visitors from the target-language 
country.” (FG-B) 

“That worksheet I did for my lesson this 
week. I’ve done it this week because Monday 
is “X”, a special festival in [Asian Language 1 
country] So I thought I’d best do it 
beforehand, so that they understand the 
cultural significance of this day before it 
comes round…” . (IT-A-Gail) 
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Categories of 
Teacher 
Knowledge 

(Shulman, 1987, 
adapted by 
Turner-Bissett, 
1999 & Endicott, 
2007)  

Knowledge-base 
expansion  stimulated by 
curriculum change  
(data from Docs and 
Research Diary notes on 
conversations with PD 
providers) + Lit Review –
Syllabus Trial Evaluation 
doc 

Evidence of teachers having 
gained/constructed certain categories of 
knowledge  
(from all data-sources, incl. individual 
interviews and Focus Group interviews, as 
per codes) 

 
 familiarity with a range of 

outcomes (and subject 
matter content) from 
other KLAs 

 

“The content base for the LOTE curriculum, I 
think that is a challenge as well, because of 
two things.  One, I haven’t necessarily known 
the language that I need in order to do it, so I 
had to do some learning there myself, both of 
the language structures and the vocabulary 
that would be appropriate to the 
circumstances.  And also just the general 
knowledge, I don’t know … I didn’t know 
what was the tallest building in the world.  
And I didn’t know all the different parts of an 
insect or, you know, parts of the water cycle 
or whatever else, necessarily.  All those sorts 
of things. You’ve actually got to go and do a 
lot of research yourself to start with, some of 
which you can do in your language (and 
develop your language proficiency at the 
same time) but in other cases, you might be 
better off looking in other sources to try and 
find that out. Anyway, I now know the tallest 
building in the world and (laughs) a lot of 
other things too.” (IT-A-Ellie) 

Knowledge of 
curriculum and 
pedagogy  

 

 principles of Outcomes 
Based Education: OBE 
approach to planning and 
assessing, using the 
single Strand 
(Communication), the 
seven Levels and the 
many Core and 
Discretionary Outcomes 
of the new LOTE syllabus 

“Assessment with the new outcomes 
syllabus has necessitated setting up 
circumstances to sample student 
demonstration of outcomes. I find I need 
private assessment time with individual 
students. I also find that the more ‘lifelike’ the 
assessment scenario is, the better. More 
real-life type situations often provide students 
with the opportunity to demonstrate one (or 
more) of the learning outcomes.” (IT-A-Lisa) 

“Assessing with Outcomes? That sits on the 
back burner for me and I’ll deal with it at 
some stage.  I worry a lot about the 
practicality of actually implementing it.  The 
time that’s required to put all of the hundreds 
and hundreds of children that you teach into 
those levels and to monitor it effectively, I 
don't know how that’s achievable to be 
honest. Writing standard report cards is bad 
enough for 400 plus children.” (IT-A-Ellie) 
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Categories of 
Teacher 
Knowledge 

(Shulman, 1987, 
adapted by 
Turner-Bissett, 
1999 & Endicott, 
2007)  

Knowledge-base 
expansion  stimulated by 
curriculum change  
(data from Docs and 
Research Diary notes on 
conversations with PD 
providers) + Lit Review –
Syllabus Trial Evaluation 
doc 

Evidence of teachers having 
gained/constructed certain categories of 
knowledge  
(from all data-sources, incl. individual 
interviews and Focus Group interviews, as 
per codes) 

 
 “This whole outcomes approach to the 

assessment of LOTE, I still don’t understand 
how you can keep track of all those kids 
demonstrating all those outcomes at different 
levels. I don’t have time. It’s alright if you only 
have one class, but when you’ve got nine 
classes…and at different schools...and you 
don’t know all their names, you can’t write 
down, “Such and such did this well.”, 
because you don’t even know their names. 
Yeah.  So I find the assessment side of 
things is really difficult with outcomes. ” (IT-
A-Yvette) 

“Have we worked on outcomes-type 
assessment in the network? Well, yes. 
Certainly we’ve talked about reporting. We’ve 
worked on all those reporting proformas as a 
full group, absolutely.  And yeah, I suppose 
we have created a block of assessment 
items that we can all use.” (IT-D-Kelly) 

 
 principles of Task-Based 

Learning (TBL) and how 
these mesh with 
principles of OBE (need 
for a main outcome task 
and subsidiary tasks  
along the way) 

 

There are certain things that people learning 
a language have to learn anyway, no matter 
who you are or what syllabus you’re working 
from.  You have to learn how to introduce 
yourself, etcetera, etcetera.  And so, if you 
can’t find that within a particular topic 
[syllabus module], you have to make sure 
you insert it.  So that the family members all 
introduce themselves in the “My place” unit 
or “I’m an individual” or whatever.  You just 
have to do that.   I think once we all realise 
that this syllabus has holes in it, and we can 
plug it the way we want, then it’s not so bad.” 
(IT-A-Kay) 

“I try to get more activity into the lesson and 
less teacher talk.  More activity is the key. 
And another thing too, I make sure I always 
have in each lesson something that they 
really enjoy, something that they really…ask 
for.  And you give it to them and that then 
increases their motivation for the subject.” 
(IT-A-Gail) 
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Categories of 
Teacher 
Knowledge 

(Shulman, 1987, 
adapted by 
Turner-Bissett, 
1999 & Endicott, 
2007)  

Knowledge-base 
expansion  stimulated by 
curriculum change  
(data from Docs and 
Research Diary notes on 
conversations with PD 
providers) + Lit Review –
Syllabus Trial Evaluation 
doc 

Evidence of teachers having 
gained/constructed certain categories of 
knowledge  
(from all data-sources, incl. individual 
interviews and Focus Group interviews, as 
per codes) 

 information about the 
syllabus support 
materials, including 
introduction to Sample  
Modules, provided on the 
CD-ROM from QSA, and 
demonstration of 
technological 
manipulation of electronic 
resources 

 

“Some specific things that I’ve taken on 
board from sharing-sessions at network 
meetings and tried out since the new 
syllabus came in? Well, two things I hadn’t 
done previously were the name-posters 
guessing-game task and the idea of getting 
older classes to interact with younger 
classes, sharing the plays and stories and 
big books that they’ve written in the LOTE. 
Those are both really great communicative 
tasks.” (IT-C-Cory) 

“So instead of standing up and speaking all 
that information to the children, I let them do 
discovery learning by reading the information 
and then processing it by doing the 
crossword puzzle task”. (IT-A-Gail) 

“I’ve printed out this whole sample-module 
[from the syllabus CD] to refer to when I was 
creating that unit. These [modules and 
resources] here are all things that I’ve printed 
out when I was preparing my CCP - and I 
haven’t used all of it. I’ve been selective.” (IT-
A-Gail) 

  
Network document: Class Curriculum Plan 
(CCP). Gail uses as unit topics in her CCP 
the Fields of Human Knowledge and 
Endeavour that are more or less required 
with the new syllabus:  Personal and 
Community Life, Leisure and Recreation, 
Built World, Imaginative World and 
International World. But she still incorporates 
into her overall program special events in the 
[Asian Language 1] calendar, as well. (Doc-
A11) 

“A real shortcoming I think in the CD ROM 
materials, is ...there’s a real lack of audio 
texts.  Because there is very little that you 
can use, unless you use your own voice.  
And you know, I don’t mind using my own 
voice but there are times when kids need to 
hear something different; something 
authentic. And I think that’s a real 
shortcoming of the syllabus materials in fact, 
that there is nothing much like that. There 
are a couple of things [Listening activities] for 
the kids, but very, very little, which means 
you’ve got to create all your own, again.” (IT-
A-Ellie) 
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Categories of 
Teacher 
Knowledge 

(Shulman, 1987, 
adapted by 
Turner-Bissett, 
1999 & Endicott, 
2007)  

Knowledge-base 
expansion  stimulated by 
curriculum change  
(data from Docs and 
Research Diary notes on 
conversations with PD 
providers) + Lit Review –
Syllabus Trial Evaluation 
doc 

Evidence of teachers having 
gained/constructed certain categories of 
knowledge  
(from all data-sources, incl. individual 
interviews and Focus Group interviews, as 
per codes) 

Knowledge of 
learners and 
their attributes 

 information about the 
need for interpretation 
and modification of the 
new syllabus to cater for 
learners’ abilities and 
needs as individuals  

 

“I incorporate a lot of video segments into my 
lessons, not just little excerpts at the end of 
lessons if they’ve been good and got through 
all their work.  No, not at the end.  I’d say at 
least a quarter of the lesson, I devote just to 
something they really enjoy. I’ve come to 
know that you can get prime time at the 
beginning of each period and really hammer 
something home and then in the second part 
of it, it’s got to be something more 
‘entertaining’ you might say, than actual 
teaching. That then keeps up the motivation 
level, so they’re more receptive to me the 
next time I come in with something new to 
present at the beginning. And they love 
[Asian Language 1], you know.” (IT-A-Gail) 

  “Even when you’ve concluded that a 
particular thing [resource/strategy] is really 
great, the kids really go for this, I must say 
you still have to be flexible and respond to 
their changing needs. For example, I took 
those character cards into a Grade Six once 
and it didn’t really work as well as I can 
remember it having worked years ago when I 
first used those cards.  The kids sat down in 
the past and they were absolutely engrossed 
in doing it.  Nowadays, it doesn’t work.  And I 
think it’s got something to do with the fact 
that kids are now more screen- orientated.  
You know, they spend much more time at 
their computers playing computer games and 
things, and as somebody in the network said, 
it looks a bit old hat when you sit down and 
play board games and card games and that.  
But still, it’s a useful technique for teaching 
and you can’t abandon it entirely.” (IT-A-Gail) 

  “I use technology, not directly in the 
classroom with the whole class but for 
individual set tasks for students, e.g. 
assignments on aspects of [European 
Language 2] culture, because I know the kids 
love to use computers. I’ve also set up e-pals 
with willing families from a school in 
[European Language 2 country].”(IT-A-Lisa) 
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Categories of 
Teacher 
Knowledge 

(Shulman, 1987, 
adapted by 
Turner-Bissett, 
1999 & Endicott, 
2007)  

Knowledge-base 
expansion  stimulated by 
curriculum change  
(data from Docs and 
Research Diary notes on 
conversations with PD 
providers) + Lit Review –
Syllabus Trial Evaluation 
doc 

Evidence of teachers having 
gained/constructed certain categories of 
knowledge  
(from all data-sources, incl. individual 
interviews and Focus Group interviews, as 
per codes) 

  “When you look at something to decide if it’s 
a good resource or good teaching strategy, 
you think of your classes and you think, “No.  
That won’t work.” Or “Yes.  That will work.  I 
want to try that.” You can judge whether it 
will be effective or not, because you know 
your children and what stage of language 
learning they’re at and what they enjoy. (IT-
C-Peta) 

  I’ve gone from teaching Years 5, 6 and 7 
only to teaching from Year 1 upwards. I find 
that there are good strategies that I would 
use with 5, 6 and 7 but when I try and do a 
similar thing in Year 1, I think, “Oh my gosh.  
I haven’t taken this, this and this into 
consideration.  No.  We need to have at 
least, you know, ten activities, kinaesthetic, 
tactile for these younger ones.” (IT-C-Peta) 

  “I have assessed the amount of work that I 
am trying to get through with the kids in the 
time I have available; and I’m not so worried 
about time anymore. So, you know, if I was 
teaching the numbers, we wouldn’t just be 
doing the old rote learning stuff. We might do 
exercises. We might do skipping or throwing 
a ball and counting. We might do hopping on 
a leaf. We might do karate kicks. We do so 
many different things that are age 
appropriate and fun.” (IT-C-Peta) 

  “I have some students that are really very 
challenging, behaviour-wise. They can’t 
come into a class full of kids, because their 
behaviour is just horrible.  They have to have 
one-on-one with a teacher-aide.  So what 
I’ve done, I’ve given them a copy of The 
Language Market tape and they have the 
computer program.  And they just work on 
that down in the Special Ed Unit.  And they 
love it.” (IT-A-Yvette) 
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Categories of 
Teacher 
Knowledge 

(Shulman, 1987, 
adapted by 
Turner-Bissett, 
1999 & Endicott, 
2007)  

Knowledge-base 
expansion  stimulated by 
curriculum change  
(data from Docs and 
Research Diary notes on 
conversations with PD 
providers) + Lit Review –
Syllabus Trial Evaluation 
doc 

Evidence of teachers having 
gained/constructed certain categories of 
knowledge  
(from all data-sources, incl. individual 
interviews and Focus Group interviews, as 
per codes) 

  “Because I’ve started with Year 4 some 
years and Years 5 or 6 other years, I’ve been 
constantly having to modify what I teach, 
how I approach it every single year; and 
where my beginning point is determines how 
I can progress the kids through afterwards. It 
hasn’t been the same any year.  Plus at 
School X, I had a multi-age group in the first 
year that I was there, of Years 3 to 5.  And 
those kids have been since intermixed into 
other classes.  So I’ve had kids who’ve got 
multiple years behind them and others who 
are dead beginners.  So that’s been 
interesting too.” (IT-A-Ellie) 

  “I think the biggest problem in relation to this 
new syllabus is finding the time to deal with 
it, to modify it, because there’s such a huge 
gap between what’s in the syllabus materials 
and the actual practicalities of 
implementation. Whilst it’s there with a bit of 
a framework to start with, there’s a massive 
translation issue of developing resources and 
thinking of how you’re going to use it with 
particular classes.  And I have to say that 
there’s not one of the syllabus units that I 
have used exactly as it was developed.  And 
in some cases, the only thing that I have 
taken is the final task and I’ve built to it in a 
totally different way.  So there’s a huge 
amount of modification, because I don’t 
believe that it works practically with kids the 
way you would want it to.” (IT-A-Ellie) 
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Categories of 
Teacher 
Knowledge 

(Shulman, 1987, 
adapted by 
Turner-Bissett, 
1999 & Endicott, 
2007)  

Knowledge-base 
expansion  stimulated by 
curriculum change  
(data from Docs and 
Research Diary notes on 
conversations with PD 
providers) + Lit Review –
Syllabus Trial Evaluation 
doc 

Evidence of teachers having 
gained/constructed certain categories of 
knowledge  
(from all data-sources, incl. individual 
interviews and Focus Group interviews, as 
per codes) 

  “Partly it’s the embedded content that’s 
problematic, but I would say more 
fundamentally, is the vocabulary issue.  That 
the kids don’t have the vocabulary to work 
with and it takes a long time to develop that.  
And the structures, the language structures 
that they need to carry out anything useful 
with the language also take a lot of time to 
develop.  And on top of that, in the syllabus 
sample modules, they move extremely 
quickly from an introduction to the kids 
suddenly magically producing things. And 
that doesn’t happen easily in reality.  You’ve 
got to spend a lot of time.” (IT-A-Ellie) 

“Doing that [webpage design course] has 
meant, I think, a really positive step in terms 
of what I can provide then to kids as well, 
because what I’ve designed is very, I think, 
kid-oriented - for primary school children.” 
(IT-A-Ellie) 

 

6.2.2 Teacher change: A complex ‘journey’ with change-stages and 
processes, plus a need for support from others 

On the basis of the interview data and researcher’s fieldnotes, it can be stated 

that the teachers in this study have indeed experienced change as a process or 

‘journey’ (Fullan, 1993) rather than an event. Their interview responses and 

shared stories about coping with the curriculum change are full of time-

sequence phrases –such as “at first...”, “from the beginning…”, “and then…”, 

”later..”, “finally…”  - that indicate a progression over time in their degree of 

acceptance of the change and their associated levels of anxiety and frustration. 

The following section provides some insight into the teachers’ experience of the 

process of change: their initial resistance to the curriculum change, on account 

of its “impracticality”, and their subsequent journey through the stages leading 

to a decision to work with the new syllabus in their own way, thereby exercising 

professional discretion in embracing change (Hargreaves, 1994).  
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This next section of the narrative-report on change experiences begins with a 

recount of five teachers’ journeys. Lisa (Network A), Jill (Network B) and Cory, 

Freda and Peta (Network C) are all experienced LOTE teachers and long-

standing members of their respective networks who have all found the 

curriculum change journey to be ‘a rough ride’ in different ways – although there 

are some commonalities.  We begin with Lisa’s change-story, reported via 

email, and move on to the interview data of three teachers from Network C, 

mentioning the experience of Jill (Network B) only where it intersects with the 

interwoven narratives of Cory, Freda and Peta.  

In Lisa’s opening comment, she reveals something of the complexity of the 

emotional side of change processes: 

I admit to feeling greatly overloaded by having to learn new ways.  I 
took a while to come to terms with the new syllabus, mainly from 
lack of confidence with the jargon. The process of change came 
slowly for me. I need to keep centred and strong, allowing new 
ideas to ferment quietly until I’m ready to take them on to fulfilment. 
But like anything, for me, once I had experienced working with the 
new syllabus one year, I felt confident enough to sift through and 
reject and change what had not worked – and adopt and adapt 
what had worked. (IT-A-Lisa) 

This comment, being full of expressions from the affective domain, such as 

“feeling greatly overloaded”, “come to terms with”, “lack of confidence” ,“keep 

centred and strong” and finally “felt confident enough”,  suggests that Lisa’s 

experience of change processes is very bound up with Lisa as a person, her 

emotions and also her whole work-life, her “professional biography” (Goodson, 

2003, p.76). Perhaps more attention needs to be given to teachers’ biographies 

and to the subjective experience of persons engaged in educational reform, with 

less attention, perhaps, to the objective outcomes of reform. Suffice it to say 

here that the personal, emotional aspect of the change process/journey 

(Gardner, 1983/1993, 1993; Goleman, 1995, 1998) is apparently an important 

facet of the experience of curriculum change for teachers -  a  claim also 

supported by previous research (e.g. Hargreaves, 1998). 

Lisa continues her recount of the change journey as she has experienced it, 

alluding to the comforting presence and feedback (moral and practical support) 
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of a fellow-LOTE-teacher who has perhaps been able to alleviate that “greatly 

overloaded” feeling mentioned in her initial comment (above): 

I have been fortunate to work/share with a colleague during the 
birth-pangs of the new syllabus. Our working relationship has been 
a positive one and I’ve really enjoyed having the opportunity to toss 
ideas around, knowing there to be likely positive feedback from that 
colleague. 

I still feel uncomfortable with the written-planning format and with 
the requirement to synchronize [content] with other KLAs in the 
primary school. 

My sense of competence is challenged often – daily!  However, 
long-term results are mirroring positive attitudes to the learning of 
this language and its culture. (IT-A-Lisa) 

Again, the change-story is full of language from the personal realm. While 

“share”,  “enjoyed” and “positive feedback” seem to suggest successful coping 

with change, “birth-pangs”, “feel uncomfortable” and “sense of 

competence…challenged”  all hint at the discomfort of facing difficult and 

unfamiliar things, unsure of how one will perform beyond one’s “comfort zone” 

(Harris, 2000). The “sense of competence” mentioned here is directly related to 

the important concept of self-efficacy (Bandura, 1996), which Lisa apparently 

believes to be “challenged” or threatened while she is experimenting with 

change. Related to this is another psychological aspect of the change process; 

with the “However, … positive attitudes” of the last sentence comes an implied 

sense of personal satisfaction and fulfilment of her moral purpose in teaching 

her particular European language. This would presumably be a motivator to 

continue implementing the curriculum change, since most teachers need to 

perceive change as ‘necessarily being of benefit to themselves or to their 

students’ (Breen, 1997, p.93), in order to persevere with implementation. 

Attention is now turned to Cory and her Network C colleagues, Freda and Peta, 

to see how they fared on the curriculum change journey. When asked how 

readily she accepted the new syllabus, Cory’s response was long and 

impassioned. She expressed her resistance to the curriculum change in terms 

of her indignation at being made to feel inadequate about what she and her 

LOTE teaching colleagues were currently doing: 
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It reminded me of some other seminars I went to years ago, about 
incorporating certain values in our teaching…and I just thought, 
“What a hide!” As if none of us were…had ever been doing it in the 
first place.  It was this new, fantastic concept, and I just thought 
“What a hide!” And so a lot of the stuff to do with the new LOTE 
syllabus is a bit the same way, with teachers feeling…  I felt they 
were trying to make people feel a bit inadequate and teachers then 
did start to doubt what it was they were doing. (IT-C-Cory) 

Peta, also from Network C, shared similar feelings about the role of change and 

change agents in undervaluing current practice: 

I held the perception that they…thought that what I was doing was 
nothing, was useless. (IT-C-Peta) 

Although Peta admitted this was not expressed directly by the PD providers 

introducing the new curriculum, she still developed this perception, as she 

explained in her interview, partly because she believed nothing positive or 

affirming of current practice was said by the presenters to the teachers involved. 

Consequently, Peta reported feeling an implied criticism, as if they were saying 

to her: 

Everything that you’ve done is valueless, you know, and you’re not 
a good teacher.  (IT-C-Peta) 

The latter comment – and the previous one by Cory – may perhaps be 

interpreted as an indicator of low self-esteem and low self-efficacy as a teacher 

(Bandura, 1993, 1996; Guskey, 2002; Hargreaves, 1994). Alternatively, it may 

be evidence of that observed tendency of teachers to select their own indicators 

of effectiveness, align these with their own capacities and resist conditions that 

force change (Lortie, 1975, cited in Brady 1996). Cory certainly felt that she was 

in a better position (than the PD presenters) to judge the effectiveness of the 

proposed changes; and yet she and her LOTE teaching colleagues from the 

same system lacked the confidence to express this negative judgement at first. 

As she explains here,  

It was funny, because in the early days [at the launch of the new 
syllabus and the first PD session or two after that] nobody said 
anything [negative]; no teachers said anything anti the new 
syllabus.  Everyone came along, and said this, this, this…  
Everyone nodded and said “Mm…” and then you’d go out to 
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morning tea and they’d say “Oh, you know, I’ve been doing that for 
fifteen years” or whatever. [Earlier they had started] to doubt what it 
was they were doing.  And then, they’d come around full circle and 
they’d say: “Well no, what I am doing is good, it is…It is in line with 
it [the new syllabus], but I have to be able to use my professional 
discretion, because I know my school, I know my kids and I know 
what I need to do.”  And, you know, as a professional person you 
should have that right and so, just last year, that was the first time I 
heard teachers speak out and say “Can’t do it.  Not possible, not 
practical.” I thought “At last!” (IT-C-Cory) 

Judging by this last comment, Cory was apparently much relieved to discover, 

after a year or two of personal struggle, that she was not alone in her negative 

judgement of the syllabus and its practicality. This whole scenario seems to 

indicate two things. Firstly, some LOTE teachers lack the confidence to 

question the practicality of innovations when they are first introduced by a 

recognised expert in the field - perhaps because they are in awe of the expert, 

feel somewhat intimidated and so their voices become the “voices of those too 

alienated or oppressed to speak” (Greene, 1993, p.210) or perhaps because 

they simply lack confidence in their own professional judgement. Secondly, 

teachers’ enacting of the “ethic of practicality” (Hargreaves, 1994, p.12) and 

their superior knowledge of their own teaching contexts does eventually come 

to the fore and allow them to make a more realistic, if more negative, response 

to curriculum change. Cory’s comment about the right to exercise professional 

discretion for the sake of practicality certainly resonates with Hargreaves’ (1994, 

p.12) assertion that: “At the heart of change for most teachers is the issue of 

whether it is practical.” 

It is at this stage that teachers tend to express their resistance by exercising 

professional discretion in embracing the curriculum change to just the extent 

they deem to be practical (Breen, 1997). Freda speaks of “adapting to change” 

in her own good time, in a way that fits her context and suits her as a person, 

while Cory reveals her own ethic of practicality in her pragmatic initial response 

to the new syllabus,  expressed thus: 

I looked at it and I thought from the beginning that I wasn’t 
necessarily going to embrace it as is, because I didn’t see it as 
being a practical thing in real school life.  It’s not going to be ‘the be 
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all and end all’. So I just thought: “Well, I have to manage this and 
bring in as much as I can.” 

This ‘bringing in as much as I can’ approach can lead teachers astray. Instead 

of striving for implementation of the educational innovation as intended by the 

reformers, they may find themselves guilty of what Breen (1997, p.93) calls 

“mere assimilation”. This involves a reduction of the intended scope of the 

change so that it can be subsumed easily within the ways the teacher already 

thinks about their work and how they currently undertake it. The intended 

innovation is thus reinterpreted as requiring little or no adaptation on the part of 

the teacher, with the result that it is never really implemented – at least, not as 

intended by the curriculum reformers.  

Fullan’s (2001b) warning about the need for teachers to avoid falling into a false 

sense of security is relevant here. Teachers facing change are encouraged to 

be self-critical and check that they have not given a false gloss of familiarity to 

innovations that are, in fact, substantively different from current practice. There 

could perhaps be a ‘false clarity’ about received understandings of the 

curriculum change, such that it’s not really true for teachers to say to 

themselves ‘We are doing these things anyway’. (Fullan, 2001b, p.137)  

This appears to be what Jill (of Network B) is saying when she reports on her 

initial and subsequent reactions to the mandated change in LOTE curriculum: 

At first, when I saw the syllabus first, I thought “Ah, this is crap.” My 
response was very much Resistance, I have to say that.  But when I 
looked at it and one of the other teachers who was listening to me 
whinge said, “But you do all that anyway.”, I thought “Yes, I do.  It’s 
just another way of saying the same thing.”  So I stopped panicking 
and stressing about it… and I did [start finding ways to cope]. (IT-B-
Jill)     

When asked if she attempted to meld what she was currently doing with a little 

bit of the new, Jill explained that she did exactly that with a lot of the Units of 

Work she was preparing for her students, gradually managing to incorporate a 

little bit of the new syllabus into her existing program. 

I did that and then I went…. “Yes, I’m happy with that.” So I added 
more bits that I liked and could use with my classes…  Yes, that is 
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actually better now, because it [my LOTE program] is more 
communicative, it’s more interactive. (IT-B-Jill)  

Whether or not this is an example of ‘mere assimilation’ is open to 

interpretation. Given that it involves accommodations that are entirely within the 

communicative, interactive intentions of the new syllabus (QSCC, 2000), it 

could well be considered as evidence that change has been accommodated 

rather than merely assimilated. Breen’s (1997, p.93) explanation of change-

accommodation justifies this latter interpretation: 

If [teachers] accommodate changes, they (a) accept that the 
change is necessary, (b) trial and adapt and (c) build it into their 
teaching. They impose their own meaning and justification upon the 
process, and through this process of full ownership of the 
innovation, will often refine it beyond its original design. 

This appears to be the process undertaken by Jill as she gradually moved from 

resistance toward greater ‘ownership’ of the curriculum change. 

Another teacher who journeyed a distance in struggling to accept the curriculum 

change was Freda, a naturally conservative person, who seems to be one of 

those people generally satisfied with the status quo and keen to avoid trying the 

unfamiliar, especially complex conceptual longitudinal change (Brady, 1996; 

Johnson, 1999). Freda was willing to take up the curriculum change challenge 

in the long run, but needed to do so in her own good time, as per the 

implementation-readiness theory (D’Arcy, 1999). She explains her growing 

‘readiness’ here: 

I was very resistant at first, simply because of my own personality.  
In all areas of my life, I take a long time to adapt to change, so this 
is no exception.  I was very resistant at first. Not resistant now, but 
still adapting to change.  Just taking it slowly. (IT-C-Freda) 

It is not clear whether Freda’s initial resistance can be explained solely in terms 

of personality factors or whether she had developed a negative attitude to 

change due to suffering from ‘change fatigue’ (Geijsel, Sleegers, Leithwood & 

Jantzi, 2003; Lingard, Mills & Hayes, 2000). This would not be surprising, in 

view of the rash of mandated changes experienced by Queensland teachers in 

recent times (see Chapter 2: The Curriculum Change Context). Many teachers 
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in this context “have grown weary of efforts to ‘develop’ them and improve their 

classroom practice” (Lieberman & Wood, 2001, p. 175). In Freda’s case, there 

is also possibly a secondary personality consequence operating, namely the 

fear of moving beyond one’s ‘comfort zone’ (Harris, 2000) – though this can 

only be inferred indirectly from her comments and from the researcher’s 

observation of her mode of operation at network meetings.  

What is clear from the interview data is that Freda values interaction with and 

support from others experiencing the same change as a way of coping with the 

novelties and uncertainties of change (Carr, 1996; Hargreaves, 1994; Marx, 

Blumenfeld & Krajcik, 1998). When questioned by the interviewer about what 

helped her move from the original position of resistance to her current stance of 

greater acceptance of the curriculum change, Freda’s response was 

unequivocal: 

The network meetings definitely! The network meetings and the 
Professional Development meetings have made a real difference.  
Without those, I don’t think I would be teaching [Asian Language 1] 
any more. (IT-C-Freda) 

When asked if she was affected by seeing other people a little bit further along 

on the journey surviving their early implementation attempts, Freda replied: 

Yes, and people that are in the same position as myself, that have 
started out resistant at first, are finding ways they can incorporate 
some of the modules and the new assessment and everything into 
their programs. So their examples and their encouragement …  It’s 
a very good part of it. (IT-C-Freda) 

In this response, Freda highlights the value of both moral support 

(“encouragement”) and practical support (“examples”) from her peers, her fellow 

travellers. Her story is thus a good example of the typical ‘journey’ of teachers 

confronted by curriculum change (Fullan, 1993) who feel anxious in the early 

stages and sincerely appreciate the support of colleagues to help them engage 

with a new syllabus, so they can then move forward at their own pace, feeling 

encouraged to make changes in their own classroom practice as they are ready 

(Guskey, 2002; Hargreaves, 1994). 
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Another traveller on the change journey was Peta, also from Network C. When 

asked if ‘a certain resistance’ was experienced by her at the beginning of the 

change process, she responded emphatically: 

Certain resistance?  I went through the roof!  I was definitely 
negative.  I almost felt like I shouldn’t be going to the sessions, 
because the more that I went, the more... not disappointed, the 
more… disillusioned I was becoming. (IT-C-Peta) 

As mentioned above, Peta’s initial reaction to the PD that was offered by her 

system was resentment at the apparent lack of affirmation for her current 

teaching practice and that of her colleagues. She felt the presenters could have 

taken an additive approach rather than a negative one of implied criticism: 

They could have said “Most of you have been doing these 
communicative tasks. Here are some more ideas that you can add 
to your repertoire [rather than take away from it].” That sort of more 
positive attitude. And even if they didn’t mean to do it [criticise our 
current practice], that’s the idea that I got first off. And it probably 
scared me, then angered me. (IT-C-Peta) 

Peta’s final comment here gives some indication of the involvement of her 

emotions – and her emotional intelligence (Gardner, 1993, Goleman, 1995, 

1998; Hargreaves 1998) – in this whole change-journey.  

The next types of feelings to be reported were frustration and disillusionment, 

when those trying to ‘sell’ the new syllabus could not answer her tough 

questions about its practical implementation: 

When I couldn’t get answers to my questions, I became even more 
negative and kept thinking, “You know nothing.” And they could not 
give it to me.  They could not give me answers. They were all trying 
to do a good job.  They were; but they couldn’t give the answers.  
And that was the thing.  And that’s what disillusioned me. (IT-C-
Peta) 

This inability of the system personnel to give answers about the new curriculum 

the reform echoes a comment made by Knapp (2008, p. 524) about hastily-

introduced system-wide instructional reform in the US: “Questions about the 

reform typically outstrip the ability to answer them, yielding ambiguity about 
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events and progress.” Such ambiguity was apparently felt by Peta – and 

consequent disillusionment, as well. 

The next stage of the journey for Peta was one of passive resistance and quiet 

observation of those (mostly younger) LOTE teachers who were being 

“extremely positive” about the curriculum change. At the various PD sessions 

she attended, Peta mixed with teachers who had gone past that resistant stage 

and were now saying: “Right, we can’t change this, but we can do something in 

our own way.” She reported that it was “really, really good” for her to see that 

and it eventually led to a self-revelation, involving something akin to a ‘moment 

of truth’ or personal conversion. However, this didn’t happen overnight, as she 

reveals here: 

It took me a long time before all of a sudden I realised, “You’re part 
of the problem, Peta.  You are being so negative that you can’t see 
the good that’s in front of your eyes.  So stop.  Accept the change.”  

Once I then made the change, and it probably took, out of the four 
or five years I’d been exposed to the new syllabus, it probably took 
three years or more before I started thinking, “Now, come on.  You 
can’t keep fighting it, because it’s there.”  As I said, I was part of the 
problem.  And then, once I started to really get all the articles that I 
could find again, read them, try and see behind what was being 
said, I thought, “Ok.  This is not so different to what I was doing at 
all. Now if I just approach it….” 

And I kept thinking, “Now Peta, they’re not trying to kick out what 
you were doing or saying it wasn’t worthwhile.  It’s here [in the 
syllabus document and support materials].  You’ve been doing that 
all along.  You’re just going to add a little bit here.  You’re going to 
have to try and see things a little differently, put a different spin on 
some of the topics. (IT-C-Peta) 

This was a good place to have arrived at this stage of the journey and Peta said 

she found the above-mentioned revelation most “affirming”. In other words, it 

enhanced her sense of self-efficacy as a language teacher (Bandura, 1996; 

Hargreaves, 1994), causing her to feel stronger in her own belief that she is 

capable of teaching well, according to her own personal passions and purposes 

(Goodson, 2003). 
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Peta reported that she would be unlikely to take whole sample modules from 

the new syllabus support materials and expect to use them exactly as is; nor 

would she expect to be able to teach LOTE as an ‘embedded curriculum’ the 

whole time. She is realistic enough to “still question this integrating all of the 

curriculum areas”, realising that it’s sometimes too difficult and won’t work: “You 

can’t have every single KLA integrated all the time.” (IT-C-Peta)  In this, Peta 

demonstrates the pragmatism so typical of teachers in general (Guskey, 2002). 

Peta may not have embraced curriculum change whole-heartedly at the outset 

of this journey. However, she has explored the territory, asked for directions and 

found no answers, ‘turned a corner’ and arrived at the point of accepting the 

new syllabus and implementing it just to the extent she finds practical in her 

particular teaching circumstances (Breen, 1997). 

In the above account of the change-journeys of five languages teachers, many 

of the issues explored in the Literature Review have been revealed as relevant 

and meaningful to the teacher-participants in this particular research context. 

The range of issues includes: (i) change as a process/journey, not an event 

(including the movement from change-resistance to varying levels of 

commitment to change and the personal (emotional intelligence) factors that are 

revealed/encountered during this process – personality preferences, negative 

attitude to change due to change fatigue, fear of moving beyond one’s comfort 

zone); and (ii) the need for psychological/emotional support from peers as well 

as practical support (valuing of practicality), including a need for interaction 

with/support from those experiencing the same change. However, this support 

alone is considered insufficient for coping well with change. 

The final change-response theme, of the ones identified by Brady (1996) as 

common threads running through the educational change literature, is the need 

for management support (some direction from change agents and external 

experts) during a period of curriculum innovation. External support is necessary 

from both within the school community and beyond it (Redding & Kamm, 1999; 

Renshaw, 1996). That is, teachers coping with curriculum change need both 

school administration support and system-level support. Data on this theme will 

therefore be presented under two headings, drawing in each case on the 

experience of Network C (with BCE management) and Networks A, B and D 
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(with EQ management). The languages teachers’ perceptions of school-level 

management support will be dealt with first, followed by their experience of 

system-level support – or lack of it – since the launch of the new syllabus.  

Virtually all the languages teachers involved in this study had some complaint or 

other about the lack of support for them and their work (and their networking) at 

school level. However, the degree of support at system level varied from 

network to network, with Network C from the small metropolitan school system 

appearing to be in the most desirable position. 

At the school level, language teachers in all systems seem beleaguered, as 

explained in the earlier description of the research context (see Chapter 2). This 

siege mentality is apparent in the following comments from network members 

about the perceived lack of support for LOTE curriculum change (indeed, for 

LOTE curriculum in general) at their individual schools. The first complaint is 

that members of school administration teams don’t know or care what happens 

in the Languages Key Learning Area: 

I’ve got this fantastic syllabus at school and there’s tons of good 
stuff in it.  There is.  But no one’s coming into my LOTE classes, the 
boss never looks at me.  No one knows if I do or I don’t use it.  It’s 
just sitting there and I think “Mmm, that was a lot of money up in 
flames.”(IT-B-Jill) 

The next two comments, by Cory and Kay, relate to the issue of time release 

not being provided by school administrators for collaborative planning in the 

primary school: 

That [collaborative planning] would be great, but we’re not given 
enough opportunity. Schools just don’t see the value in it; they’ll do 
it for every other subject except us. (IT-C-Cory) 

and 

A lot of school admin. people are unsupportive when it comes to 
practical help for LOTE teachers, like allowing time release for us to 
get together and do collaborative planning. They’d be happy to see 
LOTE completely disappear. Because I think the admin. folk are so 
busy and they’re so removed now from the actual teaching and 
they’re into the running of the school. You know, they’ve got their 
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role, which is very important.  And they just don’t know. I don’t think 
that they know…what’s going on [with us]. (IT-A-Kay) 

At the system level, the external support situation is more varied, in that the 

small metropolitan system is still providing guidance for implementation of the 

new LOTE syllabus, whereas the state system has now withdrawn its initial 

implementation programs and staff. In Network C, the system’s curriculum 

officer for languages has made herself available to provide support at most of 

the network meetings held so far, that is, from the time the new syllabus was 

launched to the present day. The teachers in Network C expressed their 

appreciation for this consistent external support they’d had from their system, 

saying that it has been invaluable to have someone like Susan guiding the 

process at general PD Days where they’ve had the opportunity to meet in their 

network group and also on specific Network Days, 

because you need somebody to keep things moving and just guide 
the process.  You know, when it comes down to it, you can say, 
“Susan, what’s this?” or “Is this OK?” She knows what’s what.” (IT-
C-Cory) 

Another member of the same network echoed this sentiment, adding two further 

comments on the value of the system officer’s contributions and feedback 

during network meetings where implementation of the new curriculum was the 

focus: 

On the days we’ve had Susan there [at the network meeting], that 
has been invaluable.  I mean she has a wealth of knowledge and 
she’s very good at keeping the whole process going.  You know, 
you get stalled on certain things and she can see ways through and 
work out options and things, so it does make a big difference. 

There’s a lot of times when you’re wondering whether you need to 
do this or this, and she knows the policy and procedures and things, 
the tickly bits. She knows what’s possible. (IT-C-Freda) 

This consistent-support approach is possibly based on lessons learnt by this 

school system at the time a new state English syllabus was introduced in the 

early nineties. Several years later, in a review of the way this curriculum 

innovation was implemented in the various Queensland school systems, 
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including Network C’s system, the designer of this syllabus (and key member of 

the implementation team) concluded: 

What is most needed for successful implementation of a new 
syllabus, especially one that involves a major paradigm shift, is 
long-term consistency of support. (Carr,1996, p.41) 

If Network C’s school system can sustain this level of support in the long-term, 

its languages teachers may have a good chance of achieving successful 

implementation of the new syllabus. 

The teachers in Networks A, B and D, on the other hand, reported feeling less 

confident about their ability to do this, as three different forms of implementation 

support formerly provided by their school-system have been withdrawn (Doc-A; 

RD-B; FG-D). Two of these, the Regional LOTE Co-ordinators and the 

Language Advisers, are most sorely missed by the teachers attempting to 

continue networking without support, and so will be dealt with under Barriers to 

Networking. The third form of system-level support is more relevant to 

languages teachers’ experience of change-processes and so is dealt with here. 

After the initial launch of the new curriculum, state-wide workshops were run by 

a special Syllabus Implementation Team who provided – for Education 

Queensland language teachers – background information on the nature of the 

new syllabus and some guidance in implementing it. Unfortunately, this 

Syllabus Implementation Team was disbanded before most languages teachers 

had even begun to move into the mandatory implementation phase of syllabus 

use (Doc-A). 

Many of the interviewees from Networks A, B and D passed some comment on 

their disappointment at the withdrawal of this much-needed ongoing support 

from their management/school system. Yvette of Network A spoke of a 

“wonderful” and very well-attended PD session for LOTE teachers given by one 

of the syllabus implementation experts in 2002 (see Section 5.2.1). She agreed 

that this overwhelming attendance response showed a need for more 

implementation support, not less. It was therefore a source of some chagrin to 

herself – and, no doubt, many of her LOTE teaching peers in Network A and 

elsewhere – to discover that the support of the Syllabus Implementation Team 
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was being withdrawn prematurely, just when it seemed to be most needed. 

Yvette expressed it thus: 

We didn’t have anything like that last year [2003] or this year [2004]; 
it was a big disappointment. (IT-A-Yvette) 

The data from all four networks in this study on the participants’ perceptions of 

management support – or the lack of it – certainly seem to point to a felt need 

by specialist language teachers to experience more support at both the school 

and system levels. This is in line with findings from other studies of teachers 

coping with change, in that these indicate that some direction from change 

agents and external experts is essential during a period of curriculum innovation 

and that, in addition, practical support should also be forthcoming from within 

the school community and from the school system as a whole (Burnette 

DuFour, 2003; Crawford, 2009; Queensland Board of Teacher Registration, 

2002, 2004; Redding & Kamm, 1999). This increased support, over a longer 

period of time, will provide more favourable circumstances for teachers to come 

to terms with a curriculum reform  - that is, to develop their “cognitive capacity 

for making sense of it” (Knapp, 2008, p. 524). Then and only then can they 

learn new ways of teaching, in response to change. Teachers’ professional 

learning experiences and opportunities, as provided by external experts and 

school systems at a time of change, are the subject of the next section. 

6.2.3 Teachers’ traditional change-focused professional learning, as 
individuals, at a time of curriculum change 

Findings relating to this theme are presented and discussed in terms of three 

sub-themes emerging from the data across all four networks - namely: 

1. the traditional, change-focused, acquisition-oriented professional 

development processes experienced by the teachers as individuals 

since the launch of the new LOTE syllabus (6.2.3.1) 

2. the teachers’ perceptions of ways in which their knowledge base for 

teaching has expanded through these traditional, change-focused, 

acquisition-oriented professional development processes (6.2.3.2) 



 236 

3. the teachers’ evaluation of their experience of traditional, change-

focused, acquisition-oriented PD learning experiences, relative to 

other professional learning experiences they have had involving 

communication-and-interaction-in-context with peers (6.2.3.3). 

6.2.3.1 Traditional professional development processes experienced 
since the launch of the new syllabus 

The main Professional Development processes experienced by the research 

participants since the launch of the new syllabus have been traditional, change-

related, acquisition-oriented sessions led by experts of varying kinds. These PD 

experiences, mostly seminars and conference presentations (virtually all of 

which have been attended by the researcher), are listed in Table 6.3. The list 

includes weekend residential inservice programs provided annually by 

Education Queensland for its LOTE teachers. These tend to be a mix of 

acquisition-oriented sessions (lectures by experts) and more participatory ones 

(workshops led by Language Advisers or practising teachers). Again, the 

researcher has first-hand experience of these, having been both a participant 

and a team-member on different occasions. In addition to these more formal PD 

processes, three of the teachers interviewed made mention of reading articles 

in the journals published by their professional association, MLTAQ Inc, and its 

parent body, AFMLTA.  

Table 6-3  PD experiences reported by the LOTE teachers from both systems 

PD processes experienced by languages teachers since the launch of the LOTE syllabus: 

 (Quarterly) Professional Development Days (for BCE LOTE teachers): general sessions 
and language-specific sessions, in network groups 

 Language-specific workshops at the Queensland LOTE Centre, run by the State 
Language Advisers (for EQ LOTE teachers) 

 (Annual) Weekend Residential Programs (for all EQ LOTE teachers): general & 
language-specific sessions 

 Seminars - MLTAQ-provided – for all languages teachers 

 (Annual) Conferences – MLTAQ: general & language-specific sessions 

 Professional journals – from MLTAQ and AFMLTA 

 

The professional development provision has been different across the school 

systems of Queensland, so needs to be discussed separately for the two 

groups of participating teachers, who work for two different systems.  
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The BCE LOTE teachers of Network C have had two curriculum innovations to 

contend with over the past seven years. In the first three years after the launch 

of the Position Paper on Cultural Literacy and Languages (BCE, 1997), LOTE 

teachers and others in BCE schools were given professional development 

experiences to better equip them to teach cultural literacy across the curriculum. 

Since 2001, the focus of in-service sessions for the system’s specialist 

language teachers has been the new LOTE Syllabus, a document which 

represents a major curriculum-change challenge for BCE LOTE teachers, who 

are already coping with the new Cultural Literacy framework for LOTE 

education in their system. 

In the four-year period from 2001 to 2005, BCE LOTE teachers had whole-day 

workshops (referred to in the interviews as ‘PD Days’) on topics as varied as: 

1. Communicative language teaching 

2. Planning in an outcomes framework 

3. Inter-cultural perspectives in LOTE programs 

4. Consistency of teacher judgements in LOTE 

5. Planning for and monitoring of student performance 

6. Effective use of ICTs in the LOTE classroom 

These inputs have mostly been provided by the system’s curriculum officer for 

Cultural Literacy and Languages, but a visiting academic from a local university 

was invited in on one occasion and teams of (classroom and specialist) 

teachers have been invited to lead sessions on at least two occasions. For most 

of these full-day workshops, the planned learning processes have included 

whole-group generic LOTE teaching input in the first session or two followed by 

an opportunity for smaller language-specific groups to meet with each other in 

the second or third session of the day. In the interviews with members of 

Network C, these language-specific group meetings are referred to as ‘network 

meetings on PD Days’.  
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The teachers in the other three networks, Networks A, B and D, have also been 

offered some traditional professional development opportunities by their system. 

When the new syllabus was first launched, there were orientation sessions run 

by the QSA Syllabus Implementation Team in the various regions throughout 

the state of Queensland, including those regions where Networks A, B and D 

operate. In addition, the teachers in these three networks had the opportunity to 

attend annual follow-up workshops organised by EQ officers and the State 

Language Advisers. These professional development opportunities have taken 

the form of residential in-service weekends on the following topics: 

1. Productive Pedagogies and LOTE 

2. Inter-Cultural Language Learning  

3. LOTE in the Middle Phase of Learning.  

6.2.3.2 Ways in which language teachers believe their knowledge base for 
teaching has expanded through traditional PD experiences 

In the research interviews, participants made comments about contributions the 

above-mentioned PD experiences had made to the expansion or reconstruction 

of their knowledge base for language-teaching. These reported contributions 

are set out below, in summary form, under the (compressed) categories of 

teacher knowledge adapted from Shulman’s (1987) list of seven – as per the 

earlier explanation for this reduction of categories, whereby Pedagogical 

Content Knowledge is conceived of as the over-arching, all-encompassing 

knowledge base for teaching, incorporating the other six within it. This was 

further compressed to five categories, to allow Curriculum and Pedagogy to be 

dealt with together (see Section 3.3.2). The display in Table 6.4 is a summary 

based on the interview data from all four networks in the study. 
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Table 6-4  Knowledge-base expansion attributed to traditional PD experiences 

Categories of Teacher 
Knowledge 

(Shulman, 1987, adapted 
by Turner-Bissett, 1999 & 
Endicott, 2007)  

Professional learning (knowledge-base expansion) attributed 
to traditional PD processes experienced by the specialist 
language teachers since the launch of the new syllabus (from 
interview data) 

Knowledge of 
educational ends, 
purposes and values  

 

 desired generic outcomes of education: attributes/roles of the 
Lifelong Learner, plus cross-curricular priorities (Literacy, 
Numeracy, Lifeskills, Futures Perspective) as expressed in the 
new syllabus documents 

 end/goal of LOTE learning – using language for a 
(communicative) purpose rather than teaching language per se 

 specific outcomes of a language learning program with 
Communication as its sole Strand, as per syllabus 

 desired general outcomes of Inter-Cultural Language Learning 

 acknowledgement of the need to integrate LOTE learning with 
learning in other KLAs and subsequent exploration of outcomes 
from all other KLAs 

Knowledge of 
educational contexts  

 

 availability of resources, especially new syllabus module kits 
held at the Queensland LOTE Centre 

 existence of new policies on Middle Schooling and 
implementation guidelines for LOTE in the Middle Phase of 
Schooling (across the primary-secondary divide) 

 the changing LOTE Education scene in the district and state as 
a result of Middle Schooling initiatives 

Content Knowledge 

 

 development of language proficiency (as a user and analyst) 
through language-specific sessions with State Language 
Advisers that were run in the relevant target language (applies 
to EQ teachers only) 

 development of cultural proficiency (as a user and analyst) 
through culture-specific sessions being presented by State 
Language Advisers with native-speaker understandings of the 
relevant target culture (applies to EQ teachers only) 

 information on inter-cultural approach to language learning 

 orientation to range of outcomes from other KLAs, such as 
Studies of Society and Environment (SOSE), Health and 
Physical Education (HPE) 

Knowledge of 
curriculum and 
pedagogy  

 principles of Outcomes Based Education: OBE approach to 
planning and assessing, using the single Strand 
(Communication), the seven Levels and the many Core and 
Discretionary Outcomes of the new LOTE syllabus 

 principles of Task-Based Learning (TBL) and how these mesh 
with principles of OBE (need for a main outcome task and 
subsidiary tasks along the way) 

 information about the syllabus support materials, including 
introduction to Sample  Modules, provided on the CD-ROM 
from QSA, and demonstration of technological manipulation of 
electronic resources 

Knowledge of learners 
and their characteristics 

 information about the need for interpretation and modification of 
the new syllabus to cater for learners’ abilities and needs as 
individuals  
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6.2.3.3 Teachers’ evaluative comments on their experience of traditional 
PD experiences since the launch of the LOTE syllabus 

The teachers interviewed seemed to express an appreciation of some top-down 

academic input from traditional PD providers, as one form of external support 

for their professional learning. This acknowledges the potentially important role 

of change agents and other external experts as shapers of teachers’ responses 

to change (McLaughlin, 1997; Redding & Kamm, 1999; Sachs, 1997). However, 

the teachers also expressed a preference for support from colleagues, as 

opposed to support from experts only, in processing input on curriculum change 

(Fullan & Hargreaves, 1991). They find it very useful, in terms of professional 

learning gains, to participate in communication-and-interaction-in-context with 

fellow-LOTE teachers (Zeichner & Liston, 1996).  

The members of Network D said at their Focus Group meeting with the 

researcher that they appreciated the formal input they have had from their 

Language Adviser and a variety of visiting academics/guest lecturers – but they 

nevertheless found their own internal, informal PD “more beneficial”. This 

internal, network-based PD includes their ongoing mentoring of each other, 

which is seen as constituting “informal professional development from each 

other”. Given that PD is, in their view, all about “the development of our ability to 

teach well in the classroom”, this form of PD provided by other classroom 

practitioners is highly regarded by Network D; “it makes a huge difference”, said 

Cassie on behalf of the group – and they all agreed. 

Likewise, at the Focus Group meeting with Network B, there was a consensus 

that learning from experts is best done through the mediation of  network 

members “who go out to formal PD sessions and then come back to teach the 

other members by summarising and explaining the main points of the input 

given by experts”.  

Instead of their going out to formal PD sessions, Network A is big enough to be 

able to invite experts to come to them; and members reported finding it quite 

beneficial to be able to contextualise and exemplify the points made by the 

visiting expert through the additional comments, questions and responses of 
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peers who could see the classroom applications of theories that were presented 

(see Gail’s comment above in Section 5.2.1). 

The specialist language teachers of Network C have attended a quarterly 

Professional Development day organised by their school-system. At these, 

there have often been teams of invited guest speakers. Most of these have 

been classroom-based people and their input has been well-received, being 

regarded as highly practical. Others, who were experts not currently teaching in 

schools, also gave inputs that were appreciated for their practicality, although 

sometimes the sessions were too intensive, in terms of content. One member 

described the experience of PD information overload thus: 

When you do a professional development session, sometimes you 
just go away scared…you feel overwhelmed and you just feel like 
it’s all changing and it’s all too much. You think that you can never 
do that. 

At these sessions, there are usually some practically-oriented activities. 

However, there have also been some unwelcome theoretical PD sessions run 

by curriculum-change experts perceived to be out of touch with classroom 

reality.  

… when you’re at the information sessions, they’re presented by 
academics who don’t realise what it’s like for us, you know, the time 
constraints -  and if you’ve got a couple of difficult classes, that 
takes up much, much more of your emotional energy…They don’t 
know what it’s like… (Freda) 

Most of the languages teachers’ comments on the value of PD indicated a 

preference for self-directed teacher-provided practical learning opportunities, 

including a need [or desire] to take individual responsibility for their own learning 

and to live the ‘practicality ethic’ (Guskey, 2002) . They expressed a preference 

for learning that is ‘social, situated and distributed’ (Lave & Wenger, 1991; 

Putnam & Borko, 2000) – that is, shared, context-relevant and peer-mediated. A 

little input from external experts is acceptable, even welcome on occasions, but 

the process of learning from these formal inputs is enhanced by practical 

applications made through peer involvement.  
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This need for peer-mediation to help process and contextualise the input from 

non-classroom-based experts is mentioned by several of the interviewees, 

including and especially Freda from Network C. As reported earlier, she 

believes that theoretical knowledge is gained basically through interaction with 

peers. Even though the new theories may be presented by an expert, the 

language teachers’ theoretical learning is not actually attributed directly to the 

expert and his/her input. The real learning occurs, she claims, when the 

language teaching colleagues meet together in their network group 

subsequently. That is when they can really “learn from each other but in a 

practical way”, gaining ideas on “how to implement things in a practical way with 

the time [and energy] constraints that we have”: 

… when you get to the Network meeting and you’re talking through 
it all with someone that has exactly the same experience, together 
you can work out ways through.  You can see your way through. 
(Freda) 

In referring to the constraints of the LOTE teacher’s work-context and the value 

of learning about curriculum change “in a practical way” from peers who share 

an understanding of that particular context, Freda highlights the importance of 

context-responsiveness in professional development. As Hargreaves (1994, 

p.88) warns, “the practical wisdom of teachers and the peculiarities of the 

different settings in which they work” must not be overlooked by educational 

reformers, if they wish teachers to engage with curriculum change and 

implement it in the peculiarly “different settings in which they work”. According 

to the teachers in this study, learning that is clearly situated in the real world of 

languages teaching - with its many classrooms, reluctant learners, limited 

resources and travel between schools by stressed specialist teachers -  is much 

more acceptable than input from those far removed from these circumstances. 

Teachers’ basic pragmatism gives them a powerful sense of which pedagogical 

changes will work in the classroom and which won’t – not in the abstract, or 

even as a general rule, but for this teacher in this context (Guskey, 2002; 

Hargreaves, 1994). 

From the above comments of specialist language teachers from the four 

networks of this study, it is apparent that there is no wholesale rejection of one-
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off inputs by experts, but there is a rejection of this type of PD as the main or 

only form of learning-opportunity to cope with change. The interviewees 

expressed a preference for teacher-provided input and sharing on a more 

practical level – or at the very least, teacher-mediation/peer-processing of input 

from non-classroom-based experts on curriculum change. 

6.3  DISCUSSION OF FINDINGS – RESEARCH QUESTION 2:  
EXPERIENCE OF NETWORKING AND NETWORK-
SITUATED PROFESSIONAL LEARNING 

The research question being answered here is Research Question 2: 

How do specialist language teachers experience networking and 

network-situated professional learning at a time of curriculum change? 

Findings from the four Case Narratives have already been presented (see 

Section 5.2). They are now interrogated, holistically, in order to bring into focus, 

in a single discussion, those aspects of network participation that are perceived 

by languages teachers as personally beneficial or detrimental to their 

professional learning at a time of curriculum change. Their actual learning 

outcomes and means of learning are also discussed. Themes that emerge 

across the range of cases are examined here, in the light of existing research 

literature, using a four-part framework to organise the cross-case analysis and 

discussion, as follows: 

1. the personal and professional benefits of networking and network-

situated learning (6.3.1) 

2.  the difficulties of networking and network-situated learning (6.3.2) 

3. the contribution of networking to change-focused professional 

learning, in terms of knowledge-base expansion (6.3.3) 

4. the role of peer interaction in network-situated learning (6.3.4). 

For the purpose of seeking answers to Research Question 2, all the interviewed 

teachers in this study were asked to describe their experience of networking, 

including the benefits and the barriers, if any. They were then questioned 
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specifically about the ways in which their participation in networking had helped 

or hindered their professional learning, in terms of their current understandings 

about effective language teaching and their actual teaching practice (see Semi-

Structured Interview Schedule in Appendix D). The language teachers’ 

perceptions of the advantages and difficulties of successful network-situated 

learning are discussed in the next two sections (6.3.1 and 6.3.2); and their 

responses with regard to what they have learnt and how are discussed 

thereafter (see Sections 6.3.3 and 6.3.4). 

6.3.1 Personal and professional benefits of networking  

The specific question addressed in this section is: 

What are the benefits of networking for specialist languages teachers, 

both personally and professionally? 

Two subsidiary questions to probe this issue further were:  

In what ways do the teachers feel supported as persons and 

professionals in their networks? 

How beneficial to them are collaboration and practical sharing with 

peers?  

These questions guided the presentation and discussion of findings in the 

following two sections. 

6.3.1.1 Peer support for network members as persons 

The findings from all four networks clearly indicate a valuing of the moral 

support to be gained from fellow members of a network. This is particularly 

evident in the more well-established networks, where relationships have been 

forged over many years, in some cases more than three decades. These 

teachers seem to know intuitively that socialising is an important aspect of a 

network’s operation. In advertising that its meetings are pleasant social events 

with air-conditioning, refreshments and the opportunity to socialise, Network A 

apparently realises the value of meeting members’ physical and social-

emotional needs. And the convenor of the Network B gatherings, likewise, 
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offers a shared meal at every network meeting, in order to entice tired teachers 

out on a Thursday evening for professional activity that is made more enjoyable 

by the accompanying socialising and emotional support offered. Obviously, 

these network leaders are aware of the need to attend to the person of the 

teacher, not just the professional entity (D’Arcy, 1998; Day, 1997). And the 

teachers respond with appreciation of the support provided in their networks, as 

seen in so many of the comments recorded in the Case Narratives. 

Networking not only gives teachers a sense of belonging, but also a sense of 

being cared for, supported as a person, in line with the ethic of mutual care and 

concern (Herrenkohl, 2008) that seems to be a component of school cultures in 

general. This level of mutual support found in the language teachers’ networks 

reflects the general “ethic of interpersonal caring” that Stoll and Louis (2007, p. 

3) believe “permeates the life of teachers, students and school leaders” in most 

schools. However, in the network situation, the level of mutual support seems to 

be much higher than in the general teaching population, due to the strong 

network relationships and bonding over time plus the shared norms and values 

(Newmann & Associates, 1996) of network participants. 

Another important way in which networks meet the social-emotional needs of 

members is through countering the isolation felt by so many languages 

teachers, who operate as solo specialists, always in transit and not belonging 

anywhere. This was evident in many interviewees’ comments on opportunities 

for interaction with other teachers (e.g. “Normally, most people have none.” and 

“You feel very isolated.”). As one member of Network D put it, “Attending 

network meetings…helps with overcoming the sense of isolation you feel as a 

visiting specialist teacher. Without that, I feel very alone… professionally.” The 

issue of isolation for peripatetic specialist teachers was also highlighted by Ellie 

from Network A in her comment on network participation as “a positive means 

of making contact with other people and being involved with a broader 

community of LOTE teachers, because otherwise, you’re in your own school 

most of the time and that’s it.” She continued: 

So I still feel a benefit from going to the regional network meetings 
with all the other LOTE teachers of the area, even if there’s only 
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one or two others there who teach the same language as I do. I still 
think it’s a worthwhile thing to do. (IT-A-Ellie) 

Gail from the same multi-lingual network teaches a different language but has 

the same positive attitude re: network participation being worthwhile. Her 

comment on the personal benefit of belonging to a network was a typical 

response echoed by so many of the teachers from the other networks, in that it 

focused on the support available there (peers are “very helpful”). It has been 

shown in previous research (Geijsel et al., 2003) that emotional support, in 

particular, is critically important in building motivation to learn and change. 

Network members who provide kindly peer support at a time of significant 

change can be for each other the kind of open, self-disclosing critical friends 

who “assist in processes of learning and change so that ideas, perceptions, 

values and understandings may be shared through mutual disclosure of 

feelings, hopes and fears” (Day, 1989, p.9). 

This supportive attitude of collegial kindness and two-way assistance is a 

feature of all the networks, but especially Networks B and D, since their 

language, Asian Language 2, is one with a concept of ‘x-y’, a philosophy of 

mutual support and interdependence. It means that within the network there is a 

strong shared understanding of mutual support, as explained by Kelly from 

Network D: 

Everybody has their part to play, but you can’t play your part on 
your own. You have to work with somebody else. And your thinking 
is guided by others, not by just individualistic concepts. That’s part 
of the [Asian Language 2] psyche. Their whole life is influenced by 
that as well. It’s a whole philosophy of interdependence and 
working together. And I suppose we’re just very lucky that all of us 
in the network believe in that as well, as a group of people. And we 
do try to help each other out in whatever way we can. (IT-D- Kelly) 

In addition to this mutual support and sense of interdependence as persons, 

there is also much collegiality and mutual support as professionals, since much 

“two-way sharing” of a practical nature occurs in each of the networks, as 

commented by Lisa of Network A and echoed by so many others. 
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6.3.1.2 Peer support for network members as professionals: Collaboration 
and practical sharing with peers 

The two-way sharing mentioned in the previous comment is an important 

benefit of networking, as reported by the participants in this study and as 

observed by the researcher when attending meetings of all four networks. In 

reviewing the findings on network-situated professional collaboration and 

practical sharing with peers, it becomes obvious that there is much overlap here 

with the concept of peer-mediated learning, which also focuses on the role of 

peers in networking and network-situated learning. Peer-mediation of 

professional learning will be dealt with in a later section (6.3.4). Therefore, at 

this point, the discussion of collaboration and sharing with peers will be limited 

to a consideration of ways in which collaboration and practical sharing are 

perceived to be beneficial through being supportive of the individual network 

member as a professional. 

In each of the four networks, there were multiple examples of members 

reporting that they worked happily as a team and enjoyed having the 

“opportunity to toss ideas around, knowing there to be positive feedback”, as 

one teacher said (IT-A-Lisa). In this comment, it seems that the prospect of a 

positive affective response – an accepting, perhaps reinforcing, comment from 

one or more peers – is just as important as the opportunity to engage in 

productive cognitive activity and “toss ideas around”.  

Another teacher, Gail, spoke of being inspired by an idea that came from a 

network colleague who teaches a different language. This idea was then 

expanded upon via sharing at the network meeting and was able to be used by 

many other members of the network in their various languages classrooms. A 

third teacher, Yvette, spoke at length about the considerable amount of practical 

support she gained through networking. In her individual interview with the 

researcher, she made mention of: talking about the new syllabus with network 

colleagues; sharing ideas; sharing units of work; having resource-making 

sessions where network members could share games they had created and 

other language-learning activities. The repeated and emphatically positive 

evaluative comments volunteered by Yvette after her listing of these examples 

of practical support (viz “Very positive. Very good. Very worthwhile.”) left no 
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doubt that she considered network collaboration and practical sharing highly 

beneficial to her as a teaching professional. And this “very positive” evaluation 

of networking for mutual professional benefit was endorsed by many others, 

across all four networks, in a range of comments about, and examples of, useful 

informal sharing with network colleagues. 

Some items mentioned by the languages teachers as examples of resources 

shared amongst members of the network were: worksheets; card games; voice 

recordings (spoken by native-speakers); commercially-available digital video 

discs (DVDs) with soundtracks in various languages; a stage-play script and 

song lyrics; and realia (i.e. real-life items from the country/countries where the 

Asian and European languages are spoken). 

Another valuable aspect of regular language-specific sessions with network 

colleagues was the resource-sharing that occurred naturally as part of the 

curriculum planning discussions. As Yvette explained, the sharing of ideas and 

“whole units of work” led to the sharing of resources as well: “We would have a 

‘make and take’, where we’d share games, activities, things like that.” (IT-A-

Yvette) 

Electronic collaboration is another way of managing ongoing resource-sharing 

and having useful professional conversations with peers (Hargreaves, 2004; 

National College for School Leadership, 2009; Orland-Barak, 2006), as many of 

the teachers in all four networks experienced. They discovered that there is no 

need to pay for access to some commercial sites when they can rely on tips 

from network colleagues, directing them to freeware or to other educators’ 

websites which allow free access for teachers to make and take contributions 

electronically. Across all the networks, the three main types of electronic 

collaboration with peers were: (i) the sending and receiving of emails with ideas 

or queries; (ii) exploration and recommendation of internet resources; and (iii) 

sharing of skills for producing electronic-mode teaching resources that can be 

used across all the schools represented in a network (e.g. “People are saying: 

‘Look. Here’s a good site. Visit this.’ Or ‘Do you know how to do this [on the 

computer]?’ There’s a lot of that happening.”) The network members came to 

appreciate the creative talents of others, especially artistic and computing skills 
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that were put to good use in creating some “amazing” and “very, very user-

friendly resources”. Many teachers across the networks claimed to have 

accessed Shane’s multi-language website, where they not only downloaded 

teaching resources, but then developed these and uploaded new versions, to 

share with others.  

This is a very good example of the usefulness of electronic networking as a 

quick and convenient generator of resources and an excellent example of 

professional collaboration, whereby a resource-idea is taken, changed or 

developed a little and re-loaded to the website for other e-network members to 

access. In the case of Shane’s multi-language website, the electronic sharing 

mostly occurs after face-to-face sharing has already enabled a working 

relationship between the languages teaching colleagues to be established. 

However, it is also possible to find electronic networking very useful as a 

precursor to face-to-face networking, as Ellie discovered. She felt isolated on 

arrival in a new part of the state and struggled to find other teachers of her 

language with whom to share. The on-line interaction “related to syllabus topics” 

provided by an e-discussion list filled a vacuum for her till she was able to meet 

up with other European language teachers in her new region:  

Through that, I came in contact with a couple of teachers with 
whom I exchanged a lot of ideas. You know, we were talking about 
different units and we’d exchange materials backwards and 
forwards and that sort of thing. There was a tremendous amount of 
that activity, which was extremely useful, and a lot of professional 
discussion happening through that forum as well. 

Ellie became so enthusiastic about electronic learning and networking that she 

set up a website of her own and made a commitment to notify other teachers of 

her language about items of interest that are added. There are “links... which 

teachers can go off and access” and those who do so are invited to reciprocate 

with “any good addresses [URLs]...or information about any problems [with the 

weblinks]”. So it becomes a two-way exchange. 

Peer-Observation/Mentoring in the actual school context is less common but 

has been found to be beneficial by those who’ve experienced it (e.g. Jill and 

Sara in Network B, Kelly and Terri in Network D). Ellie, from Network A, has 
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also been involved in mentoring less-experienced language teachers, some of 

whom have come to her school and observed her in action. This peer-

observation was accompanied by further professional learning in the form of 

informal discussion: “And we talked about all sorts of issues relating to LOTE 

teaching and so on.” These are presumably useful professional conversations 

of the kind referred to by Orland-Barak (2006, p.28) in his comment on the vast 

amount of research confirming “the learning potential of professional 

conversations”. 

Network-based processing of input from visiting experts is another source of 

support for professional learning. Two teachers from Network A mentioned 

being grateful for a second opportunity to experience a “quite practical” session 

on language games that they had missed at the MLTAQ State Conference. In 

fact, one of these two believed it was even more beneficial experiencing this 

session in the context of their local network meeting, as it was a more informal 

environment where other teachers who had already tried some of the games 

and multi-purpose game-resources were able to interject with ways in which 

they have adapted these things and used them in different ways with their 

LOTE classes. So they experienced in the network context more effective 

professional learning, in that the input of the visiting expert was supplemented 

by peer-sharing of practical applications. 

In just one case, the members of a network actually work at the same school 

and so can continue their network relationship in the work context. Carol, an 

early-career teacher from Network B, speaks enthusiastically about the practical 

benefits of collaboration with the other LOTE teachers at her large school: 

We work really well together, the three of us. We’re all of different 
ages and backgrounds, but we all have the same goals and we all 
use the new syllabus. With having the three of us here [at the one 
school], ... Hana, Charlotte and I, we can really help each other, 
and we do.... We really share everything. I find that it’s like our own 
little network. (IT-B-Carol) 

As a relatively new LOTE teacher, Carol gains a great deal from the shared 

wisdom of her more experienced colleagues, wisdom that she can access on a 

regular basis, in the staffroom, without having to wait for a ‘consultation’ at the 
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monthly regional network meeting: “I’m always saying [to Hana or Charlotte] 

‘Hey, what do you think about that?’ or ‘Well, if I do this, what do you think?’ 

‘Can you check this for me?’ – you know, to see what they might add or do 

differently to a task [for our language learners].” 

Collaboration for ‘seamless’ primary-high school transition has been important 

for both Networks B and D, both of which operate in a LOTE Cluster situation, 

with several primary schools clustering around a highschool where the same 

language is taught. Primary teacher Jill from Network B spoke of the importance 

of the network as a means of collaborating with colleagues across stages of 

schooling to ensure continuity of language-learning for the children moving from 

upper primary school to lower secondary school. She explained the advantage 

of having a combination of primary and secondary teachers in her network, in 

order to engage in important transition talk, for the sake of the learners – and 

also for the sake of her network friends, “the High Schoolers”.  

Cross-stage collaboration for seamless primary-secondary LOTE curriculum 

planning is also a strong feature of Network D. This flow-through transition 

effect was emphasised by Terri, a secondary-trained LOTE teacher, when 

asked about her experience of collaborating with colleagues who have had 

more primary classes in the past, in order to establish some continuity from the 

primary to the secondary stage of language learning. She spoke of shared 

resources and strategies, attendance at Primary LOTE Planning Days and 

discussions with primary school languages teachers about learners’ progress 

through the curriculum. These are important professional conversations (Little, 

2003; Orland-Barak, 2006) that enhance the process of expanding one’s 

knowledge base for teaching. 

Collaborative design of assessment and reporting documents has also been 

important across all four networks (see sub-section (iii) in Tables 6-2 and 6-5), 

as has the sharing of behaviour management strategies and work programs. 

Curriculum resources – both audio-visual resources and human resources – 

have also been shared, presumably in an effort to enhance pedagogy and 

increase student motivation, since all the network members share a 
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commitment to providing the best possible language-learning experience for 

their students, as evidenced in the Case Narratives (see Chapter 5).  

6.3.2 Impediments to networking and network-situated learning 

The teachers in this study were asked to share their experience of any 

perceived barriers to successful networking and network-situated learning. 

Thus, the specific questions addressed in this section are as follows: 

What are the barriers to successful professional learning in networks? 

i.e. In what ways do the teachers not feel supported in their efforts to 

engage in network-situated learning? What difficulties do they experience 

with collaborative learning in a network? 

The teachers’ responses covered a range of issues, including external barriers 

at the system or school level, as well as internal impediments at the network 

level. The external factors were all related to a perceived general lack of system 

and school support for networking as a form of professional learning:  

1. time and distance issues 

2. lack of an RLC advocate and mentor  

3. lack of a home base and resource centre 

4. lack of language advisers in the different languages. 

Impediments within the actual networks themselves included:  

1. lack of same-language teachers in a multi-language network 

2. teacher fatigue and/or disillusionment and/or burnout, especially of 

network leaders/initiators 

3. problems with collegial sharing amongst network-members 

4. philosophical differences (hinted at in one network only). 

These problematic networking issues are now dealt with, in order. 
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Like other itinerant specialist teachers who are always on the move and working 

to a tight time schedule, the peripatetic languages teachers in this study 

reported being painfully aware of time constraints. Distance was also noted as a 

problem, since most languages teachers are separated from their specialist 

colleagues by at least a few kilometres, if not tens or hundreds of kilometres. 

This double-edged problem was explained in these terms: 

Because you’re a specialist in one or more schools, you can’t just 
get together with the person in the room next door. You’ve got to 
wait until someone from another school has got the time and the 
ability to travel to your school or to meet at some central place. 

Thus time and distance are two factors mitigating against regular and sustained 

out-of-school networking for specialist language teachers. In one network that 

used to hold language-specific teacher meetings at the end of the school week, 

the members now find that not all teachers of that language are free at that time 

anymore. Their school administrators have chosen to timetable the specialists 

for language teaching on a Friday afternoon, in order to release classroom 

teachers for non-contact time or sports supervision. 

Hana and her friends in Network B also spoke of time and distance as negative 

factors in their attempts to network with each other and with another same-

language regional network. Although they do have a once-a-year opportunity to 

get together for a weekend language camp in a central location and so can 

have some interchange across networks at that time, it is virtually impossible to 

have any face-to-face interaction on an ordinary school day, due to the tyranny 

of distance and the lack of system support for professional development 

activities during school hours. As Hana from Network B explained, “The 

problem is that teachers would have to be taken out of school, which means 

you [your school] would have to pay the TRS money.” So finding a suitable time 

for cross-networking is virtually impossible; again in the words of Hana, the 

problem is summed up thus: “Yes, it’s time. Time is your biggest factor.” 

The lack of any time allocation within the working week for languages specialist 

teachers to get together for collaborative planning was seen as a problem-

situation that the teachers themselves felt powerless to change. This made 
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them all the more aware that their system-level mentors and advocates had 

been removed just as the new LOTE syllabus was being introduced. Members 

of the three networks with Education Queensland employees (Networks A, B 

and D) all rued the lack of a Regional LOTE Co-ordinator (RLC) and the 

accompanying home base and resource centre that they had benefitted from in 

the years just before the launch of the 2000 syllabus. In particular, they missed 

their RLCs and their offices, which gave them a home base to gather at (e.g. 

Network A: “When Cara was here, we could have the meetings at her office”). 

The EQ languages teachers also missed their RLCs’ resource centres, PD 

facilitation and most of all, perhaps, their advocacy. As the most senior member 

of Network D put it, 

The Regional LOTE Co-ordinator took out all the hassles of dealing 
with the school admin. I mean they gave LOTE legitimacy because 
it actually had somebody in charge of it. Take away the person in 
charge, LOTE’s nothing. 

This need for external support at the system level was echoed by a member of 

Network A, too. She expressed her sense of powerlessness in these terms:  

Although the Principals are for LOTE teachers as non-contact time 
people, I think it would help to have somebody in a higher position 
than say me, who’s a worm, convince them to let their LOTE 
teachers have Friday afternoon off, once a month, to do networking, 
because the classroom teachers get a lot of curriculum time; they 
get a lot of inservice time to work together and there’s nothing like 
that for us. A lot of us aren’t very good at ...[speaking up about our 
need for networking time]. Whereas when we had Cara as our 
advocate, she would go into the schools and talk to the Principals 
on our behalf and say, you know, ‘We are having LOTE networking 
meetings’. 

A longstanding member of Network B also complained of the lack of system 

level support, including the lack of an RLC advocate to speak on behalf of 

LOTE teachers, in terms of the difficulty of gaining resourcing for languages 

teaching. She spoke of a paltry funding allocation for LOTE at her school, 

funding that was meant to be “for everything, for photocopying, resources, new 

books, everything, but I just create a whole heap of resources myself because 

that doesn’t cover it.” At the Focus Group meeting of Network B, the “Backroom 

Bunch”, this complaint was endorsed by her network colleagues from all the 
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other schools in the region, who also felt the need for an RLC at system level to 

advocate for adequate resourcing of LOTE programs.  

In addition to the withdrawal of RLCs, the languages teachers also had to cope 

with the eventual phasing-out of the Language Advisers who had been based at 

the Queensland LOTE Centre and provided much needed support in terms of 

both linguistic and cultural advice, especially for teachers who were non-native 

speakers. A longstanding member of Network D spoke of the “quite major” 

impact of losing that support, especially as the members of the network had 

such a good relationship with their Language Adviser: 

She’s been involved in organising a lot of our inservice to 
[implement] the new syllabus and the new ways that the [State 
Education] Department is going in terms of LOTE, the most recent 
being Intercultural Language Learning. Apart from that, she’s 
been…the fact that she’s [a native speaker from the country of 
Asian Language 2] has been pretty good. It’s been wonderful, 
really, because she’s been able to conduct language courses to 
help proficiency levels and also she’s been available and involved 
when we have special functions such as the [Asian Language 2] 
Days of Excellence, which we’ve been having for ten years now. 
She was a treasure, coming up and teaching her dances and being 
involved.  

In addition to these problems relating to lack of external support for networking, 

there have also been a few problems within the networks themselves, as 

explained below. 

Lack of same-language teachers in a multi-language network is a drawback for 

professional learning, as noted by Lisa and Ellie of Network A who complained 

that very few teachers of their two particular (European) languages, especially 

in the Primary Sector, regularly attend the monthly meetings of their multi-

language network. This limits their language-specific collaboration opportunities. 

Teacher fatigue/disillusionment/burnout, especially of leaders/initiators is 

another internal problem or barrier to sustained effective networking. Jill, the 

host of the Network B meetings, was asked if there was any difficulty in keeping 

the network going over such a long period of time. Her response referred to the 

issues of fatigue and burnout: 
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Well, everybody’s tired and on a Thursday night you just don’t want 
to do one more meeting thing. So sometimes people don’t come. 
[They say] “I’m too tired.” And I go “That’s fine”. If it wasn’t at my 
house, I can tell you I probably wouldn’t go to every one either. 

In one case, a teacher in Network A who used to host the monthly after-school 

meeting of same-language teachers from the region at her school became 

really ill and no-one else would run it. One network colleague’s assessment of 

the situation was that a combination of fatigue and disillusionment was involved: 

“I think she’s just annoyed with it and doesn’t want to do it anymore. So we 

haven’t had a meeting (of our little language-specific group) in two years.” 

Network leadership burnout was another issue identified by the languages 

teachers as an impediment to networking and network-situated learning. When 

asked if there was a felt need for some sort of role for a mentor or leader type 

person to stimulate and/or maintain the momentum of their networking and 

sharing, the emphatic response was: “Absolutely.” However, this was then 

contrasted with the difficulty of sustaining the energy-levels and commitment of 

those willing to keep taking on particular roles within the network, as explained 

by Yvette of Network A: “The problem is that we’re all in the same boat, in that 

everybody’s done every role before. I think people’s energy to keep doing those 

things wears thin.” 

Another problem related to dwindling levels of commitment, or simply running 

out of steam, is the problem of uneven collegial sharing or unwillingness to 

share, as described by Ellie of Network A: 

One of the negatives though, I’ve found, is that there’s not a lot of 
people willing to share. A lot of people are reticent to put their stuff 
forward. Whether they just don’t think it’s good enough or whatever, 
I don’t know. But regardless of whether something is fantastic or 
not, sometimes it’s really good to see what other people do, even if 
you modify it, change it, whatever. And I find that a lot of people 
aren’t keen to do that. 

The unwillingness to share seems to be attributed, by Ellie at least, to teachers’ 

reluctance or inability to “put in any extra effort to get where they are”. This 

failure to share is particularly annoying and frustrating, it seems, when a specific 

request for sharing at the next meeting has been issued: 
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I think that even at those meetings people don’t tend to share things 
very well. When we have a sharing session nominated, maybe two 
people will turn up with something. Two or three, and the vast 
majority will turn up with nothing. I have a problem with that, 
because if it’s nominated as a sharing session, as much as it could 
be a pain to collect something together and bring it, I feel like I 
should. And others don’t. And yet they’re very happy to collect ideas 
from other people. And I’m happy to do that likewise, but sometimes 
I feel that there’s not quite as much of that as there could be from 
the opposite side. 

Perhaps the members of this network do not share the same philosophy of 

sharing. 

Philosophical differences in general are another potential problem in teacher 

networking; however, they were not so very obvious amongst the teacher 

participants in this study. Although some differences of approach (e.g. learner-

centredness versus teacher-centredness) could be inferred in some of the 

comments made by teachers from Networks A and C, the “All-rounders” and the 

“Cautious Commencers”, there was really only one comment about the virtual 

impossibility of getting along with a fellow-networker. It was Lisa, an older 

teacher from Network A, who already spoke above of her difficulty in attempting 

collaborative professional learning with a less-experienced colleague, with 

whom she said collaboration was “almost impossible”. The reason for this was 

not totally clear, but seemed to be related to a difference of opinion about their 

whole approach to language teaching and perhaps, it was hinted, to life in 

general. In networks B and D, by contrast, there was no suggestion of the same 

sort of philosophical conflict, as the members of these networks all share a 

commitment to the “x-y” philosophy associated with their teaching language 

[Asian Language 2]. They are much more homogeneous, in that sense, than the 

rather large and diverse Network A with its many sub-groupings. It was possibly 

on account of this that the collaborative professional learning in those language-

specific networks was so productive, as discussed below. 

6.3.3 Contribution of networking to professional learning, in terms of 
knowledge base expansion 

The question that was posed here was: In what ways do the teachers find their 

knowledge base for teaching expands through their participation in a network? 
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The languages teachers referred to a range of areas, most of which related to 

the curriculum change implementation challenges of the new outcomes-based 

syllabus for languages (QSCC, 2000) that have already been discussed (see 

Sections 3.2.2.1 and 6.2.1). 

According to their interview comments and the observations of the researcher, 

those who have taken advantage of system-provided professional development 

days to become more familiar with the syllabus and implementation strategies 

report greater confidence and success in attempting to implement it. They also 

acknowledge that there is still a great deal more professional learning to be 

undertaken, in order to fully understand the extent of the curriculum change and 

the intended/desired transformation of their classroom practice. They know their 

knowledge-base needs continual updating and they look to their fellow-

networkers for support in that. 

All the teachers were asked in what ways their participation in networking had 

actually helped or hindered their professional learning, in terms of their current 

understandings about effective language teaching and their actual teaching 

practice. The majority made a special point of reporting the benefit they 

experienced from hearing useful feedback from their colleagues’ 

implementation attempts: “Networking has been helpful, because it’s really good 

to have people tell you things that have worked or things that haven’t worked.” 

Many comments were made about the advantage of hearing reports back from 

the classroom regarding the success or otherwise of certain approaches, 

strategies and resources. The teachers commented on how useful it has been 

to come to a network meeting and hear someone else’s experience of what 

works with learners, and how it ‘went down’ with a particular group of students 

and what was learnt from implementing it and how it might be changed next 

time.  

Only Freda had a slightly negative comment about professional learning within 

a network, in that she found some of the whole-day PD experiences a bit 

overwhelming, even with the other network members there to discuss things 

with her: 
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... by the time you’ve finished the day you just feel overwhelmed 
and you just feel like it’s all changing and it’s all too much and I 
don’t have the language proficiency for it and I don’t have the 
computer skill.  We’re supposed to do all these wonderful things 
we’ve been talking about… It just gets overwhelming.  

This actually turned out to be a positive comment on the value of networking as 

a means of professional learning, in that Freda went on to say that after such an 

overwhelming day of PD sessions, it’s the subsequent networking that actually 

helps her make sense of it all . She admitted that in that situation, the members 

of the network are actually teaching each other theoretical concepts but in a 

practical way. They learn from each other how to implement things in a practical 

way with the time constraints that they have and with the amount of emotional 

energy that they have left after dealing with the behaviour problems of “difficult 

classes”. They understand the unique difficulties of the teaching context and so 

can offer context-responsive suggestions: 

...when you get to the network meeting and you’re talking through it 
all with someone who has exactly the same experience, together 
you can work out ways through.  You can see your way through. 

Thus, all the participants in this study had generally positive perceptions of the 

experience of professional learning through network participation. They agreed 

that collaborative learning with peers was what they most valued and most 

benefited from as a means of expanding their knowledge base for teaching. To 

explore that knowledge-base expansion more systematically, an analysis of 

their reported and observed network-situated professional learning is now 

undertaken, using the categories of the modified Shulman framework 

introduced earlier (see Table 6-5). 
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Table 6-5   Knowledge-base expansion through network-situated learning 

Aspects of Knowledge Base Evidence of Knowledge-Base Expansion through 
network-situated learning 

(i) Knowledge of educational ends, 
purposes and values  

 

 end/goal of LOTE learning – using language for a 
(communicative) purpose rather than teaching 
language per se 

 specific outcomes of a language learning program 
with Communication as its sole strand, as per new 
syllabus 

 desired general outcomes of Inter-Cultural Language 
Learning 

 acknowledgement of the need to integrate LOTE 
learning with learning in other KLAs and subsequent 
exploration of outcomes from all other KLAs 

(ii) Knowledge of educational 
contexts 

 

 availability of resources from particular colleagues, 
schools etc + evaluation of kits from Queensland 
LOTE Centre already used by network members 

 existence of new policies on Middle Schooling and 
implementation guidelines for LOTE in the Middle 
Phase of Schooling 

(iii) Knowledge of curriculum and 
pedagogy 

 

 strategies for applying the principles of Outcomes 
Based Education (OBE) to planning learning 
experiences likely to be successful in the particular 
teaching contexts of the network members, using the 
single Strand (Communication) and the many Core 
and Discretionary Outcomes of the new LOTE 
syllabus 

 strategies for simultaneously applying the principles 
of Task-Based Learning (TBL) and the principles of 
OBE in planning good learning experiences for the 
particular groups of children taught by the network 
members (This includes specific examples of main 
outcome tasks, Synthesising Tasks – and subsidiary 
Orientating and Enhancing Tasks leading to these – 
that have been trialled in real classrooms by network 
members or other LOTE teaching colleagues.) 

 familiarity with and evaluation of QSA-provided 
syllabus support materials, including beneficial 
aspects and shortcomings 

 detailed knowledge of the content of the syllabus 
Sample Modules for each stage of language-learning 
and ways of adapting these modules for learners 
beginning at different ages and stages 

 trialled ways of assessing and reporting, using an 
outcomes framework and complying simultaneously 
with guidelines of school’s overall assessment 
framework and reporting system.  

(iv) Knowledge of content  

 

 language proficiency (as a user and analyst) Network 
D only 

 cultural proficiency (as a user and analyst) – from 
cultural artefacts/realia shared in the network 

 knowledge of subject matter from other KLAs 
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Aspects of Knowledge Base Evidence of Knowledge-Base Expansion through 
network-situated learning 

(v) Knowledge of learners and their 
characteristics 

 

 the need for interpretation and modification of the 
new syllabus to cater for 

 learner-centredness, immersion and active 
involvement in purposeful language use:  

 catering to learner differences (especially needs and 
interests, age/stage of language learning, amount of 
learning time, etc) 

 use of technology to make learning materials and 
learning experiences more motivational. 

 acknowledgement of the children’s need for authentic 
audio models of the language they are learning 

 -knowledge of the learners’ need to be active and to 
have fun/enjoyment and knowledge of the types of 
activities that appeal to Middle Schooling children 

 -the need to teach formal elements of language use 
(eg pronunciation, grammar, script) only as/when the 
learners need it. 

All of these aspects of knowledge base expansion were drawn out from the 

hundreds of pages of interview data as well as from observations of planning 

meetings and whole-network focus group discussions. The evidence is clear 

that much professional learning occurs, even if the teachers are not totally 

aware of how much they have gained in terms of these categories of a formal 

knowledge base for teaching. Much of their new knowing has been co-

constructed informally, and perhaps unconsciously, with peers during 

professional conversations in the network setting. The knowledge-building role 

of peer interaction in that setting is now examined. 

6.3.4 Role of peer interaction in network-situated learning 

Since the epistemological stance of this thesis is Sociocultural-Social 

Constructivist, learning is viewed as “located in social interactions” and 

“inseparable from the relation between individuals and their social, cultural and 

institutional contexts” (Knapp, 2008, p. 522). It is therefore appropriate to 

discuss teacher-learning in this study in terms of teachers’ participation in 

learning communities that provide a context for interaction, whether this 

interaction context be called a Community of Learners (e.g. Watkins & Marsick, 

1999) or a Community of Practice (Wenger, 1998). Findings from this study are 

discussed now in terms of both these concepts, using descriptors of both kinds 
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of learning community to establish the extent to which the networks in this study 

qualify as communities of interacting learners/practitioners. 

Interaction is central to this study. As already highlighted above, the participants 

in this study reported considerable benefit, in terms of professional learning 

(knowledge base expansion), from hearing useful feedback from their 

colleagues’ implementation attempts. However, this feedback was not the only 

form of beneficial sharing in the four networks. New learning also occurred 

through verbalising of ideas and scaffolding of concepts by peers, leading 

individual language teachers beyond their Zone of Proximal Development 

(Vygotsky, 1978) to new learning. This peer-mediated learning was constructed 

in three locations: out of the network-context itself, within that context and 

beyond it, as shown in the following discussion of language teacher networks as 

interactive Communities of Learners. 

Analysis and evaluation of the networking activity/interactivity of teachers in the 

four networks of this study reveals that they do in fact fulfil the criteria for 

classification as Communities of Learners, as they display the seven 

characteristics of such a community proposed by Watkins and Marsick (1999). 

As suggested above, these characteristics could be categorised into three sets 

of criteria relating to teachers’ professional networking: (i) peer-mediated 

learning – the network context; (ii) peer-mediated learning within the network 

context; and (iii) peer-mediated learning beyond the network context. When the 

data from the specialist teacher networks in this study are analysed in terms of 

their fulfilment of these criteria, it becomes apparent that each of the Networks 

A to D qualifies as a Community of Learners. Each network consists of a group 

of professional colleagues who learn with and from each other through a range 

of interactions within and beyond the network, as shown in Table 6-6.  
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Table 6-6  Analysis of teacher networks as Communities of Learners 

Community of Learners 
criteria 

Analysis of evidence from networks in this study 

(i) Peer-mediated learning – the network context – site and source of learning 

 Empower people toward a 
collective vision  

 

 This is especially evident in Networks A & D, where an 
actual vision statement has been generated/published. 

 Network B has an assumed collective vision, but it is not 
clearly articulated in writing. 

 Network C, the Cautious Commencers, are gradually being 
empowered by their external system-level support person to 
take on a collective vision. 

 Provide strategic 
leadership for learning 

 Again, the more well-established networks, Networks A, B 
and D provide such (elected or rotating) leadership in a way 
not yet evident in the commencing network, Network C, 
which still relies on its system-level support-person or its 
external mentor (the researcher) to provide leadership for 
learning. 

(ii) Peer-Mediated Learning in the Network 

 Promote inquiry and 
dialogue  

 Create continuous learning 
opportunities   

 Meeting regularly to listen to each other, ask questions and 
share ideas (strategies for teaching, assessing and 
behaviour management plus resources, both audio-visual 
resources and human resources)  

 Encourage collaboration 
and team learning 

 Create systems to capture 
and share learning 

 Engaging in collaborative programming and planning for 
teaching (and sharing work-programs and lesson-plans) 

 Designing collaboratively new assessment and reporting 
documents (and then sharing the designed products) 

 Bringing ideas and resources back from outside PD events 
and processing input from experts 

 Storing sharable resources digitally, as far as possible  

(iii) Peer-mediated learning/networking beyond the Network 

 Connect the organization 
to its environment 

 Promoting and participating in (i) outside PD events of 
interest to languages teachers  and (ii) teacher exchange 
programs to the target language country 

 Bringing ideas and resources back from outside PD events 
and exchange programs and processing input from experts 

 Mentoring/Observing peers in the school context 

 Connecting with the state/national professional associations 

 

It can be seen in the first section of Table 6-6 that empowerment of individuals 

and strategic leadership are aspects of networking that necessarily require a 

level of interaction amongst members of the network or Community of Learners. 

In fact, interaction is the basis of the peer-mediated learning that occurs through 

the network context itself, since it is virtually impossible to “empower people 

towards a collective vision” and “provide strategic leadership for learning” 

without the network context in which to interact with those people, to share 
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individuals’ thoughts and to negotiate a consensus vision of network operation 

and leadership for the whole group. The network is therefore able to be viewed 

as both a site and source of learning, since it is an “interactively constituted 

situation” (Cobb & Yackel, 1996, p.185) in which the teacher-learners are 

acting. In this view, which could be called “neo-Vygotskian”, since it “accords 

significance to the communicative, cultural contexts in which learning takes 

place” (Mercer & Fisher, 1998, p. 126), the network is not merely a context for 

learning. Rather, it is a case of network context as learning. 

The data from the four networks in this study confirm the importance of 

interactively constituting the network as learning, with a collective vision and 

strategic leadership, for successful, sustained networking. It seems that those 

networks with a more clearly articulated collective vision, as in long-standing 

Networks A and D, with their published vision statements, are more likely to 

succeed and continue to succeed as learning communities than those with less 

emphasis on collective vision, as in Network B, which has a shared philosophy 

associated with the group’s teaching-language but no published vision 

statement. Network C members, the Cautious Commencers, are still so new to 

networking that they have not really established a collective vision. Nor have 

their meetings to date drawn out the leadership potential of individual members 

in the way that the well-established networks have. Unless these two features 

are developed, it seems likely that this fledgling network may not survive for 

long as a Community of Learners. 

For the languages teachers in these four networks, interaction is definitely the 

basis of the peer-mediated learning they experience through networking. This 

has already been demonstrated above, but is reiterated here in the context of a 

discussion of the special learning-promoting features of a Community of 

Learners. In such a community, it is interaction that enables those very features 

to exist. The community learning features referred to here are: (i) promotion of 

inquiry and dialogue; (ii) creation of continuous learning opportunities; (iii) 

encouragement of collaboration and team learning; and (iv) creation of systems 

to capture and share learning (Watkins & Marsick, 1999). 
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The Case Narratives of all four networks indicate clearly that the language 

teachers interact regularly to fulfil all four of these purposes, as they: (i) ask 

questions of each other, suggest lesson ideas, discuss contentious issues in 

languages teaching; (ii) provide a range of responses to questions of practice, 

as they arise; (iii) share resources and plan lessons or units of work together, 

teaching each other in the process, often through feedback on syllabus 

implementation attempts or by mutual tinkering (Hargreaves, 2003); and (iv) 

make collaborative decisions re: best means of collecting and storing 

documents and resources relating to special events organised for language 

learners, external PD for languages teachers and, mostly, their shared 

curriculum planning. In the process of doing all this during interactions in the 

network, the teachers lead each other, via scaffolding, beyond their ZPD to a 

new state of knowing, or “knowledgeability” as Wenger (2010) calls it, through 

the powerful tool of conversation.  

In a network or Community of Learners context, interaction for learning usually 

takes the form of a “professional conversation” (Little, 2003) or “learning 

conversation”, defined as “a planned and systematic approach to professional 

dialogue that supports teachers to reflect on their practice” (General Teaching 

Council for England (GTCE), 2004, no page number). The assumption in this 

definition is that the teacher gains new knowledge and uses it to improve his or 

her teaching. In this study, the focus was not on direct observation or reporting 

of classroom improvements, but rather on illuminating the process of gaining 

new knowledge in a network context through “reflective dialogue, deprivatization 

of classroom practice and collaboration between teachers” (Hardy, 2004, p.9 ). 

So, the aspect of professional conversation of most interest was the way in 

which conceptual change was achieved through the conversational mediation 

and scaffolding of peers. 

The findings suggest that a number of the network participants learnt something 

new about implementing the curriculum reform through seeing old ideas in a 

new way or making connections with previously unrelated ideas, in such a way 

as to construct new professional knowledge. For example, there was frequent 

mention of building on each other’s ideas for language learning strategies or 

resources, whether that be an online resource adapted and uploaded for other 
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teachers in the network to access and subsequently adapt for themselves or a 

creative idea developed further by someone who felt lacking in original ideas 

(“I’m not really creative. I don’t have an imagination, but if you suggest 

something, I can develop it.” [IT-A-Yvette])  

The interview and observational data from this study are full of examples of 

conceptual change and other forms of professional meaning-making that have 

been mediated through the language of peers during interactions in the 

network. The concepts co-constructed include all those listed in Table 6-2, and 

more. In some cases, the full meaning of a new concept or professional practice 

(e.g. Learner-Centredness, Assessment in an Outcomes Framework) may not 

have become apparent to a network member till they were alone, later, in their 

own home or classroom, reflecting on peers’ words and processing them in 

relation to their own lived reality, to make sense of them (Geijsel & Meijers, 

2005; Price, 2007). Nevertheless, it can still be claimed that the learning was 

peer-mediated, in that the new concept or practice was understood through a 

process of “mutual appropriation” whereby network colleagues “continually co-

opt or use each other’s contributions” (Cobb & Yackel, 1996, p.186), just as 

teachers and students do in a classroom operating as a community of practice. 

In such a learning situation, those who know “guide the emergence of individual 

and collective meanings along potentially revisable trajectories that culminate 

with participation in the... practices of the wider community” (Cobb & Yackel, 

1996, p.186). In this way, an experienced languages teacher who has habitually 

run a teacher-centred classroom, for example, or a non-outcomes-focused 

assessment program, may eventually be able to clarify and make sense of the 

concepts of Learner-Centredness or Outcomes Assessment and thus align 

better with the desired practice of the language teaching community. 

This reference to the professional practice of the teaching community leads to 

consideration of the Communities of Practice (CoP) model proposed by Lave 

and Wenger (1991) and later described in detail by Wenger (1998). This is an 

important model to analyse in the context of a discussion of research findings 

on the role of interaction in a professional learning community. Interaction is 

central to Wenger’s CoP model, which also proposes “practice” as a focus for 

peer-mediated learning in a social situation characterised by mutual respect and 
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shared understanding. In his model, “Practice resides in a community of people 

and the relations of mutual engagement by which they can do whatever they do. 

Membership in a community of practice is therefore a matter of mutual 

engagement” (Wenger, 1998, p.73).  

This concept of mutual engagement is obviously very relevant to the teacher 

networks in this study, as they are communities of teaching practice consisting 

of people “engaged in actions whose meanings they negotiate with one 

another” (p.73) Mutual engagement also means doing things together, building 

relationships, developing and maintaining community and experiencing social 

complexity and diversity. Where there is mutual engagement, there is also the 

following: “interactions” (involving “the ongoing negotiation of meaning”), 

“practices” and the unfolding of “shared histories of learning” (p.174). It is in the 

conjunction of these processes, over time, that engagement becomes a mode 

of belonging and a source of identity. The extent of mutual engagement in each 

of the four networks is variable and so, therefore, is the extent of belonging and 

identity-building. These issues of identity-building and modes of belonging will 

be dealt with in a later section (see Section 6.4.3.2). For now, let it be noted that 

“mutual engagement” sits alongside “joint enterprise” and “shared repertoire” in 

Wenger’s model of Dimensions of Practice. None of these is possible without 

participation; and participation is not possible without interaction. Therefore, the 

discussion of the applicability of Wenger’s CoP theory to this study of teacher 

networks should turn now to a consideration of interaction in network 

participation and network-situated learning. 

Participation, a key concept in the CoP model, necessarily involves interaction 

and learning. Wenger (1998, p.13) speaks of “learning as participation”, which 

he explains thus:  

It takes place through our engagement in actions and interactions, 
but it embeds this engagement in culture and history. Through 
these local actions and interactions, learning reproduces and 
transforms the social structure in which it takes place. 

The extent to which this applies to the networks in this study is variable, 

because the four networks have engaged in a different range of actions and 
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interactions over varying periods of time, thereby transforming each network 

(the social structure in which the interaction takes place) in different ways 

through the participation/learning that has reproduced and transformed it. The 

type of participation in each network is different and this means that the shared 

understandings and new learnings are necessarily different, just as the 

meanings given to practice vary from one community of practice to another. The 

teachers in this study all belong to one large community of practice, that of 

languages teachers, but they also have a sense of belonging to one or more 

communities of practice associated with the specific language or languages 

they teach. In addition, two networks of people teaching the same language but 

in different regions of the state, as in the case of Networks B and D, develop a 

different dynamic in their local community of practice, as they are affected by 

conditions of the local context. Consequently, their shared understandings and 

co-constructed meanings about aspects of teaching practice will vary in subtle 

ways dictated by their lived experience in a particular context and a particular 

network/community of practice. As Lave & Wenger (2002, p.115) explain, in a 

CoP, professionals participate  “… in an activity system about which participants 

share understandings concerning what they are doing and what they mean in 

their lives and for their communities”. This explains the differences in attitude 

and practice between Networks B and D (see Case Narratives in Chapter 5). 

Context is also important from the point of view of a network’s external relations. 

In their model, Watkins and Marsick (1999) are clear about the fact that a 

Community of Learners also connects the organization to its environment, 

thereby constructing peer-mediated learning not only through and within the 

network context, but also beyond it. In the case of the teachers in this study, 

their collaborative learning continued beyond the time and place boundaries of 

network meetings, as they participated in outside PD events of interest to 

languages teachers and teacher exchange programs to the target language 

country. They also brought ideas and resources back from outside PD events 

and processed input from the experts they met there to their local network 

meeting. Some of them also shared their experiences of participation in 

exchange programs or peer-observations/mentoring in their local schools. In 

addition, all four networks, but especially the three well-established ones, made 
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definite connections with the state/national professional associations (MLTAQ 

and AFMLTA), attending and presenting at their conferences, inviting guest 

speakers from other branches and hosting events on behalf of MLTAQ in their 

region (see section (iii) in Table 6-6). In all these ways, the languages teachers 

participating in this study reached beyond their local network to interact 

externally as well. In most cases, this was reported as a benefit of networking 

and was seen as a means of strengthening the basis for interaction and identity-

building within their network. 

This discussion of the role of peer interaction in network-situated learning could 

be summarised in the form of a theoretical proposition stated thus: 

Network-based learning is interactive, peer-mediated learning, even 

outside the network meeting. Interaction with peers is productive and 

essential for personal and professional meaning-making and sense-

giving in the face of change challenges. 

Further propositions are now proposed, in Section 6.4, as a way of summarising 

the cross-case analysis and leading into a discussion of the theoretical 

significance of the findings, as interpreted by the researcher. 

6.4 SUMMARY OF CROSS-CASE ANALYSIS AND 
DISCUSSION OF THEORETICAL SIGNIFICANCE OF 
FINDINGS 

In summary, the cross-case analysis has confirmed many findings from 

previous research in different contexts of educational change (see Chapter 3). 

However, many new emphases and insights have been provided by the 

specialist languages teachers in this study. Analysis of their documented 

experience of teacher change processes, teacher networking and network-

situated learning has led to the formulation of a number of theoretical 

propositions that have been interpolated by the researcher These are set out in 

the following three sections, beginning with propositions that relate to the two 

research questions and then moving on to a further level of theorising and 

presentation of a possible new model for analysing teacher change and learning 

in the future. 
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6.4.1 Theoretical Propositions Re: Teacher Change Processes 

The propositions advanced here largely support the findings of previous studies 

on teacher change (see Section 3.2). However, they highlight some particular 

aspects of that experience, from the perspective of a specialist language 

teacher-member of a professional network. In particular, the theoretical 

propositions reveal a need for a clearer focus on the affective response of 

teachers as persons, whose identity and self-efficacy can be undermined by the 

challenges of curriculum change. 

1. Curriculum change is experienced as a complex, multi-dimensional 

phenomenon that acts as a catalyst for teacher change in both the 

affective and cognitive domains. More attention needs to be paid to 

the affective responses of teachers as persons, who need emotional 

support as well as academic support to cope with two separate kinds 

of challenges (cognitive and affective) at a time of significant 

curriculum change.  

2. Teachers who are considered, by themselves and others, to be 

accomplished teachers experience curriculum change as a challenge 

to their professional identity. This may be attributed, in part at least, 

to the negative impact of change processes on their perceived self-

efficacy as teachers. 

3. The cognitive challenges of curriculum change are more easily 

confronted by teachers when they are provided with an appropriate 

level of emotional and practical support from peers and significant 

others, including change managers and PD providers. Then, 

teachers’ personal and professional identities can be reconstructed 

during the change-journey and their self-efficacy restored. 

6.4.2 Theoretical Propositions Re: Networking and network-based 
learning 

Again, as with the theoretical propositions on teacher change, those proposed 

for teacher networking and network-based learning confirm in general the 

findings of previous research on teacher learning and networks (see Sections 
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3.3 and 3.4). However, most of that previous research was conducted within 

school communities. So this study adds a new dimension to the teacher 

learning and teacher network literature, in that it offers new insights into the 

experience of professional learning through participation in a non-school-based 

specialist teacher network outside the school environment.  

Four propositions can be made on the basis of the analysis of language 

teachers’ experience in light of the existing literature on networking, including 

reported research on networks, communities of learners and communities of 

practice. The propositions are: 

1. Networking provides a necessary source of emotional support to 

sustain teachers while they deal with the cognitive and affective 

challenges of the new learning necessitated by curriculum change.  

2. Networking satisfies the demands of teachers’ practicality ethic by 

providing a source of practical support through collaboration and 

shared repertoires of practice. 

3. Network-based learning is productive in terms of professional 

knowledge-base expansion of participating teachers 

4. Network-based learning is interactive, peer-mediated learning, even 

outside the network meeting. Interaction with peers is productive and 

essential for personal and professional meaning-giving and sense-

making in the face of change challenges. 

6.4.3 Theorising Teacher Change, Professional Learning and 
Networking as Social Capital Production  

In this section, which contains a discussion of the possible theoretical 

significance of the findings from this study, the theorising is taken a step further, 

with some generalisations advanced regarding the themes emerging from the 

analysis and a possible way of interpreting them. The model of Simultaneous 

Building and Using of Social Capital proposed by Falk and Kilpatrick (2000, 

p.101) has been chosen as a useful starting point for a second-level analysis of 

the findings, because it deals with interaction for participants’ mutual benefit. 
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Thus, it relates well to the teacher networking context, where the teachers’ 

regular network interactions for their mutual benefit, both personal and 

professional, do involve both use and production of resources. As discussed 

earlier (see Section 3.4.2), any interaction-centred model of communal learning 

and growth holds potential explanatory value for the networking and network-

situated learning being investigated in this study. Therefore, in order to establish 

the feasibility of this proposed interpretation, the data from the four networks are 

re-interrogated here and links with the concepts of knowledge-building and 

identity-building are made. Limitations of the Falk and Kilpatrick (2000) model 

are subsequently identified and suggestions are made for amendments to the 

model, to strengthen it and to render it more appropriate for the teachers-as-

learners context. 

6.4.3.1 Model of Simultaneous Building and Using of Social Capital  

Falk and Kilpatrick’s (2000) model, hereafter referred to simply as the Social 

Capital model, combines knowledge-building with identity-building and proposes 

both as resources and outcomes of interaction, as shown in Figure 6.5. In this 

model, “social capital may result from interactions that draw on knowledge and 

identity resources” (Falk & Kilpatrick, 2000, p.101); and it is the quality of 

interactions, in conjunction with a suitable quantity of them, that determines the 

extent of social capital production. The social actors in any community-of-

common-purpose must have sufficient numbers of good quality, meaningful 

interactions in order to simultaneously use and build social capital. Falk and 

Kilpatrick (2000) propose four “qualitative dimensions” of these interactions that 

may be used to judge the quality of social capital produced in a community: 

externality (quality of internal-external interactions), historicity and futuricity, 

reciprocity (trust) and the shared values and norms of the interaction 

community. These dimensions are now used as criteria against which to 

evaluate the applicability of the Social Capital model to this study of networks. 
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Figure 6-1   Simultaneous building and using of social capital 

(Falk & Kilpatrick, 2000, p.101) 

With regard to the first criterion, externality or the quality of internal-external 

interactions, it seems at first that this dimension is not as relevant to a teacher 

network as it is to a rural community group of the kind that featured in Falk and 

Kilpatrick’s study of social capital production. However, upon closer 

examination, this dimension could be seen to relate to the language teachers’ 

relationships with external experts (PD providers), system level curriculum 

support staff (syllabus implementation officers, Regional LOTE Coordinators, 

etc.) and the language teachers’ professional association (MLTAQ Inc.). This 

can be claimed, because the knowledge resources accessed by languages 

teachers in this study were both internal and external to their network. In other 

words, resources for professional learning were accessed not only internally 

with local communities of interaction, but also externally from those 

communities to which individuals have weak ties (Falk & Kilpatrick, 2000). 

Within the networks, the members fostered each other’s learning by sharing 

knowledge resources on a regular basis. In addition, they sometimes accessed 

external sources of knowledge, such as weekend workshops or one-off 

seminars with guest speakers, and brought this new learning back to the 
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network for sharing with colleagues. Furthermore, several of the more 

experienced languages teachers shared their knowledge resources beyond the 

network by giving presentations at MLTAQ conferences, or writing articles for 

their statewide language teachers’ journal, MLTAQuarterly (e.g. Making 

networks work!, 2005. Authors’ names withheld to protect the anonymity of the 

research participants). In these ways, the teachers realised the externality 

criterion which is “crucial for developing the positive kinds of interactions that 

tend to feed the common good” (Falk & Kilpatrick, 2000, p.107). Thus, they 

could be seen to contribute to the networks’ production of social capital, where 

this is defined as “only those results of interaction which enhance wellbeing” 

(p.107), both inside the network and outside in the wider society. 

The second criterion, quality of historicity and futuricity in the group, is equally 

interesting. Again, it seems possibly not as important in a network context as it 

might be in a rural community, where the participants have presumably lived in 

the same town long enough to share a history and who plan to live in the same 

place far enough into the future to be interested in planning and anticipating the 

future together. Nevertheless, there are ways in which the language teacher 

networks in this study do qualify with regard to historicity and futuricity, since the 

network members do “envisage the future while drawing on historical examples 

in decision-making and sense making” (Falk & Kilpatrick, 2000, p.99). In fact, 

this is particularly relevant in the time and place context of this study, since the 

teachers involved have already experienced much curriculum change in the 

past (i.e. they have a shared history of coping with mandated changes) and 

they are about to face a whole new era of curriculum change challenges, with 

the advent of the Australian Curriculum – Languages (ACARA, 2011) and the 

likelihood of further imposed changes in the future.  

In choosing how to respond to the LOTE syllabus that emerged in the early 

2000s, each network member – and some networks as a whole – made 

decisions based on their past experience of educational reform (see Case 

Narratives in Chapter 5). Some chose to resist, others to embrace the 

curriculum change that was imposed on them. And some will have already 

decided how to respond to the new national curriculum in languages (ACARA, 

2011) that is just emerging as this study draws to a close.  
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The teachers’ responses to future change will presumably be shaped by their 

past experiences of mandated change, as individuals and as whole networks. 

This assumption is based on the findings of past studies of teacher change, 

which have confirmed that reform fatigue and the accompanying “deep cynicism 

and scepticism among many teachers” (Lingard, Mills & Hayes, 2000, p.99) 

arise as a consequence of being involved in mismanaged initiatives for change 

in the past. As discussed in Chapter 3 (see Section 3.2.3), teachers’ history with 

change has a direct negative impact on future levels of commitment to 

innovation. The relevance of the historicity and futuricity dimension to this study 

and its curriculum change context is perhaps best described by Geijsel, 

Sleegers, Leithwood and Jantzi (2003, p.234) in their explanation of the impact 

of change history on the present and future responses of teachers:  

Negative context beliefs created by these past experiences may 
easily graft themselves onto teachers’ perceptions of current 
change initiatives in schools. When this happens, teachers’ 
motivation to implement those initiatives is significantly reduced. 

Many of the teachers in this study seemed to be affected by their personal 

change history (see Section 6.2.2) and collectively, as a network, the languages 

teachers seemed to use historical memories of events, people and resources to 

make decisions about how to tackle the change implementation that occurred 

during this study. Even though Network C, the Cautious Commencers, had a 

very limited history as a network, it still had enough collective history of change 

experience amongst its members, and sufficient prospect of a network future 

that could be planned together, to fulfil the ‘historicity and futuricity’ criterion. 

The third criterion, reciprocity, involves mutual trust as the basis of meaningful 

communication in a community-of-common-purpose. Falk & Kilpatrick (2000, 

p.104) posit that trust is inherent in the “situated, observable and accountable 

reciprocity of every micro interaction” and, conversely, “when local interactions 

between community members, visible in the conversational interactivity, are 

closely analysed, the fundamental nature of trust is revealed as the observable 

and accountable reciprocity of each interaction”. An interesting feature of this 

reciprocity is that it not only binds communities together but also, claims Falk & 

Kilpatrick (2000, p.105), helps them accept and manage change – something of 
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particular interest in this study of teacher change and teacher networking in a 

context of change. Reciprocity was evident in the mutual engagement (Wenger, 

1998) of network-members in the actions and interactions of their networks, 

especially in their collaborative planning, their resource sharing and the way in 

which they opened up their professional lives to each other, deprivatizing their 

classroom practice (Newmann & Associates, 1996; Hardy, 2004). By 

participating actively in all these forms of mutual engagement and authentic 

learning, the members of Networks A-D could be seen as reciprocal (re)sources 

of energy renewal for their peers, “moving energy around through the system” 

and “enlivening the work lives of [their colleagues]” (Hargreaves, 2007, p. 191). 

The fourth and final criterion, shared values and norms, follows on from the 

chronological dimension, in that historicity and futuricity are an integral part of 

the context of learning and “have a fundamental role in the processes that 

transmit social and cultural norms” (Falk & Kilpatrick, 2000, p.106). The shared 

values and norms of network-members in this study can clearly be seen in the 

“purpose/vision” section of each of the four Case Narratives (see Chapter 5). 

For example, all four networks share a commitment to effective, enjoyable 

learning of languages by schoolchildren and to ongoing professional learning by 

languages teachers. In addition, Networks B and D share a belief in a 

philosophy of interdependence that is embedded in the culture of the language 

they teach. All of the teachers believe in sharing and collaborative improvement. 

The principles of the Social Capital Model outlined above – externality, 

historicity and futuricity, reciprocity and shared values and norms – all relate to 

the central network-situated activities of knowledge-building and identity-

building, as portrayed in Figure 6-1. Virtually all the teachers in this study 

articulated a need to use the knowledge resources available in their network, in 

order to deal with the challenges, both affective and cognitive, of significant 

curriculum change. Likewise, many of them indicated a willingness to build the 

knowledge resources of their network; and even those who were unaware of 

their own contributions did, in fact, add to the knowledge base of their network. 

The ways in which the knowledge base for teaching was perceived to have 

expanded through network participation has already been dealt with (see 

Section 6.3.3). However, the use and building of identity-resources is not so 
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clear. The findings of this study suggest that the teacher-participants did 

actually experience “identity-learning” of the kind described by Geijsel and 

Meijers (2005, p.419). However, they were not necessarily aware of their 

identity- building and their use of identity resources from the network. This 

whole issue of identity-building within a social capital framework warrants closer 

examination and so is incorporated below (see Section 6.4.3.2), in the further 

discussion of the Social Capital Model, where its limitations are acknowledged 

and potential strengthening is proposed. 

6.4.3.2 Critiquing and extending the Social Capital Model 

Although the Social Capital Model has much to contribute to theorising about 

the kind of learning that occurs in a social situation like a teacher network, the fit 

is not perfect, especially as the original context (a rural community group in 

Tasmania, Australia) varies greatly from the current research situation. In an 

effort to strengthen the model and render it even more suitable as a framework 

for analysis of teachers’ peer-mediated learning, a critique of its limitations, 

followed by analysis of potential contributions from similar models, has been 

undertaken. This analysis draws on the work of writers such as Wenger (1998, 

2009, 2011) and Geijsel and Meijers (2005), who also have contributions to 

make to the discussion of simultaneous knowledge-building and identity-

building in communal learning situations. Their potential contributions to the 

enhancement of the model are dealt with in this section, after the critique. 

The Social Capital Model is limited in terms of its applicability to the teacher-

learning situation of this study in three main ways. Firstly, since the model is not 

drawn from an educational context, it makes no specific mention of the 

professional knowledge base for languages teachers, referring simply to “skills 

and knowledge available” (Falk & Kilpatrick, 2000, p.101). Secondly, it does not 

make clear all the relationships amongst interaction, knowledge-building, 

knowledge resources, identity-building and identity resources (see Figure 3-4). 

In failing to indicate the multi-directional influences of each of these elements on 

the others, it effectively under-emphasises the importance of the affective 

domain in its analysis of the relationship between knowledge-building and 

identity-building. This is redressed in the new model proposed as an outcome of 
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this study (see Chapter 7). However, as a precursor to that and in 

acknowledgement of the fact that identity-building is such an important aspect 

of the findings on teachers’ experience of networking and network-situated 

learning in this study, it is discussed further in this section, drawing on 

contributions from other research. 

Identity resources build a sense of belonging and encourage participation, as 

well as providing the framework for people to re-orient their views of self and 

others in order to be willing to act in new ways. The latter is, of course, 

important in a change context such as the curriculum change situation in this 

study, since the willingness to act in new ways is critical for successful 

implementation of the new syllabus. The aspect of networking that seems 

implicated here, in the re-orienting of views of self, is teacher identity-building 

through bonding. 

Bonding social capital is developed when teachers share a common struggle, 

as in a network group trying to come to grips with curriculum change. Like the 

teachers in the U.S. National Writing Project, the teacher-networkers in this 

study came together as colleagues “sharing the struggle to know more and be 

more effective as teachers” (Lieberman & Wood, 2001, p.185). In the process of 

sharing that struggle, they drew on the identity resources of the network and 

built a new identity for themselves. They moved from being fearful of moving out 

of their comfort zone to being confident to implement the curriculum change in 

the way they saw fit, applying personal discretion, based on their own 

professional experience and that of their network colleagues. Through the 

boundary experience of being challenged by outsiders (curriculum change 

brokers) to amend their professional practice, they underwent a shared learning 

process within their networks that Wenger (2011, p.3) describes as “a social 

becoming”. Through active participation in the practices of their communities, 

the languages teachers constructed new professional identities for themselves 

in relation to these communities. As they helped each other take on new PCK 

concepts, they not only added to their teaching repertoire but actually became 

more competent practitioners, demonstrating Wenger’s point that practice is not 

just about techniques but also about “enabling such becoming” (2011, p.3). To 

sum this up, identity is inextricably bound up with practice. 
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In Wenger’s (1998, 2009) social theory of learning, identity (learning as 

becoming) and practice (learning as doing) are also integrated with the 

concepts of community (learning as belonging) and meaning (learning as 

experience). It is within community that “our enterprises are defined as worth 

pursuing and our participation is recognizable as competence” (Wenger, 2009, 

p.211); and the gaining of a competence (any aspect of professional practice) 

relates directly to identity-building, since it entails becoming someone for whom 

the competence is a meaningful way of operating socially, especially within 

one’s professional community (Wenger, 2011). This then tends to build 

commitment to that community and strengthen one’s sense of belonging.  

One of the teachers in this study, Peta, expressed the professional identity 

struggles of many of her colleagues when she said that self-evaluation often 

leads to a realization that : “I need to go back to the drawing-board on that or 

change the way that I’m doing things.” She has had to confront the negative 

evaluation of some of her cherished teaching strategies and attempt to become 

more learner-centred, more task-oriented and more willing to integrate 

technological resources, in line with the new curriculum requirements and 

recommendations. In her individual interview, she acknowledged developing a 

more “adventurous” teacher persona after seeing or hearing that a new, more 

learner-centred strategy had worked well for a network colleague. When asked 

if her teaching techniques were more adventurous in general now, she replied: 

“They are. I am!” (her emphasis). 

Other languages teachers in this study seemed to exemplify this identity-

building process, too, as seen in their comments on the change journey and 

network-situated learning (see Sections 6.2.2 and 6.3.1). With the support of 

network colleagues with a mutual understanding and shared values, they were 

able to engage in the kind of “intuitive sense-giving and discursive meaning-

making” through “reflective dialogue” on new concepts and practices (Geijsel & 

Meijers, 2005) that leads to identity-building from a boundary experience (in this 

case, mandated curriculum change). The shared experience of change-struggle 

seemed to affect their identity-building in two ways. Firstly, as an individual but 

with the support of others, each network member experienced becoming a new 

teacher-person, “a knower in a context where what it means to know is 
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negotiated with respect to the regime of competence of a community” (Wenger, 

2011, p.2) .Secondly, in the curriculum change context, the teachers seemed to 

identify more than ever with the norms, values and attitudes of their own 

network, where they found like-minded colleagues whose shared vision, a 

collective focus on facilitating student learning, was able to help them focus on 

what should be retained in their practice and what should be changed while 

they were re-negotiating a newly-emerging teaching identity. Thus their 

commitment to community and sense of belonging to it were strengthened, 

based on each teacher’s personal identification with the goals and purposes of 

the group and their shared sense of purpose and struggle as they supported 

each other in discerning a “personal sense of the boundary experience” 

(curriculum change) as well as “the meaning of the boundary experience for the 

community of practice” (Geijsel & Meijers, 2005, p.426). At the same time, 

during this identity-building process, the teacher networkers tended to take on 

the values and attitudinal attributes of their community, especially with regard to 

change-commitment (Field, 2005), that is, they gradually became more 

accepting of the innovation goals and purposes of their education system, state 

and nation.  

Thanks to the above processes and the mutual trust and “warm communication” 

(Law, Meijers, & Wijers, 2002) of the network enabling this personal meaning-

making and increased commitment to change, the languages teachers were 

able to experience network-situated identity-building that could be regarded as 

an example of peer-mediated teacher change. In the next chapter, the notion of 

peer-mediated teacher change is discussed in relation to networking and 

network-situated professional learning as part of the review and synthesis of the 

whole thesis. A new model is proposed and recommendations for action and 

further research are offered. 
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CHAPTER 7:  REVIEW AND SYNTHESIS 

7.1 RESEARCH PROBLEM AND PURPOSE 

Curriculum change forces at an international and national level led to the design 

and launch of a new languages curriculum for schools in Queensland, Australia, 

at the beginning of the twenty-first century. This curriculum change was 

significant, as a range of changes was mandated, including a move towards 

outcomes-based education, greater use of technology, a task-based pedagogy 

for teaching languages other than English, as well as new ‘embedded’ content 

from other curriculum areas. A pragmatic concern for the professional 

development needs and personal welfare of the languages teachers who were 

required to implement this new curriculum, with what appeared to be minimal 

institutional support, was the impetus for this study. Prior research on 

educational change (Brown et al., 2003; Fullan, 1991) had already identified the 

importance of teacher meaning-making in the face of curriculum reform; and an 

observed trend towards greater participation by languages teachers in non-

school based professional networks led to a desire by the researcher to 

investigate networking as a possible site and source of teacher meaning-

making when confronted with educational change. 

The central purpose of this study was, therefore, to explore and analyse 

specialist language teachers' experience of change processes, network 

participation and network-situated professional learning within their regional 

teacher networks at a time of significant curriculum change – that is, when 

implementing the first-ever Queensland LOTE syllabus and attempting new 

ways of teaching in response to the demands of this new curriculum. By 

conducting interpretive research that explored their ‘insider’ perspective, it was 

hoped that the specialist languages teachers of Queensland would be given 

‘voice’, allowing their perceptions of curriculum change and professional 

learning to be heard, as well as their experience of networking and network-

situated professional learning in a context of significant curriculum change. 

Another purpose was to prepare for the next big wave of curriculum reform for 

Australian teachers, the implementation of a national curriculum. This will 
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involve further professional learning by languages teachers, as they will be 

required to implement the Australian Curriculum –Languages, as defined by the 

Shaping Paper (ACARA, 2011, February) released just prior to submission of 

this thesis.  

A further subsidiary purpose, a personal professional development purpose for 

the researcher, was to gather useful insights about teachers-as-learners, 

enhancing her own professional development as a languages teacher-educator 

and thereby hopefully improving the quality of her own teaching and mentoring 

of languages teachers in the future.  

Finally, there was a desire to contribute to the knowledge-base of the broader 

Education community, nationally and internationally, regarding the value, from 

the participants’ perspective, of non-school based networks as a source and 

site of teacher professional learning and meaning-making at a time of 

curriculum change implementation. In addition, it was considered that the social 

capital perspective adopted in this study would possibly reveal insights that 

could make a further useful contribution to the body of research on teacher-

learning and networking. 

7.2 RESEARCH QUESTIONS 

The research questions evolved from a coalescence of the above purposes and 

contextual factors and the researcher’s comprehensive review of literature 

relating to the challenges of implementing mandated curriculum reform. The 

literature review (see Chapter 2) explored issues of teacher change, teacher 

learning and teacher networks. Given the dearth of research literature on the 

lived experience of networking, network-situated professional learning and 

network supported teacher change, from the teacher’s perspective, a decision 

was made to conduct interpretive research exploring and analysing the 

qualitative experience of the network-insider. As there was also very little 

existing research on non-school-based networking and even less research 

involving specialist languages teachers, it was decided that a worthwhile and 

potentially quite revealing investigation could be conducted in this unique 

research context. 
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The two main questions to guide the research were consequently identified as: 

Research Question One 

How do specialist languages teachers experience the complexity of 

curriculum change – the challenges, change processes and traditional 

change-focused professional learning as individuals? 

Research Question Two 

How do specialist language teachers experience networking and 

network-situated professional learning at a time of curriculum change? 

These questions provide a useful framework for a summary of the findings, 

presented later in this chapter (see Section 7.4). However, it must be reiterated 

that although they are presented as separate entities, for the purpose of 

reviewing and organising the research data, this is actually an artificial 

separation. Each question is closely linked and is inter-related with the other: 

change processes are, in fact, learning processes and networking is a means of 

coping with change and engaging in learning, in response to change. Thus, the 

intimate connections amongst the two main questions and their subsidiary 

research questions produce a degree of interrelatedness and complexity that 

can be seen in the presentation and discussion of findings (Chapters 5 and 6). 

All of this is summarised below in the form of brief summative responses to the 

two main questions (see Section 7.4), followed by an overall summary of the 

research and presentation of a new model of peer-mediated professional 

learning in networks (see Section 7.5). 

7.3 RESEARCH DESIGN 

A qualitative (interpretive) multiple case-study approach was used to explore 

these language teachers’ perceptions of the experience of change processes, 

network participation and network-situated professional learning at this time of 

curriculum change. The three phenomena under investigation were explored by 

means of triangulated data-collection involving: (a) Interviews with individual 

teachers and Focus Group interviews with whole network groups; (b) 

Documentary Evidence (artefacts of teaching, learning and networking); and (c) 
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a Research Diary containing field notes, post-interview notes and an audit trail 

of methods used. 

These multiple data sources provided a range of insights into the ‘inside 

experience’ of languages teacher networking and peer-mediated professional 

learning while responding to curriculum change. The findings have been 

presented in this thesis as a narrative report containing rich description of the 

research context and articulation of the stated and interpreted meanings 

constructed by the teacher-participants, and the researcher, in that context. 

Four network case studies were presented in Chapter 5, followed by a 

discussion of commonalties, trends and issues from the four cases in 

Chapter 6. 

In retrospect, it could also be noted that this study followed a three-level model 

of data interpretation of qualitative data advanced by Neuman (2007, p.160). 

The first-order interpretation was from the point of view of the people being 

studied: this was based on quotes from teacher-participants in the four networks 

(see Chapter 5 and Section 6.2). The second-order interpretation came from the 

point of view of the researcher and involved eliciting the underlying coherence 

or sense of meaning in the data: this resulted in a discussion of the findings in 

light of existing research literature (see Chapter 6). The third-order 

interpretation involved the researcher assigning general theoretical significance 

to the data: in this study, two sets of theoretical propositions were produced 

(see Section 6.4), as well as a newly conceptualised Model of Peer-Mediated 

Teacher Change and Professional Learning in Networks (see Section 7.5 ). 

7.4 RESEARCH QUESTIONS ADDRESSED 

This study has generated considerable data in response to the two open-ended 

questions that were formulated to guide the qualitative investigation. 

7.4.1 Research Question One addressed  

The first research question was:  
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How do specialist language teachers experience the complexity of 

curriculum change – the challenges, change processes and traditional 

change-focused professional learning as individuals? 

The specialist languages teachers in this study found the curriculum change 

complex and challenging, not only in cognitive terms but also and especially on 

an affective level. They experienced change as a personal journey taking them 

through stages of resistance and resentment, especially when their existing 

professional practice was undervalued or disparaged, on to acceptance or at 

least partial assimilation of the new curriculum. They found traditional change-

focused professional learning experiences useful only if the teacher’s 

practicality ethic was honoured by the PD presenters. In general, they reported 

a preference for external expert input that was delivered in the network context 

itself or, at least, processed in the network very soon afterwards, such that 

peer-interaction could mediate their learning and assist individuals in 

understanding how they could apply it to their own practice. This personal and 

practical support from peers was emphasised repeatedly by the research 

participants, who claimed that the main change challenge was negotiating their 

way through the anxiety and self-doubt that accompanied the un-learning of 

some practices that had defined who they were as teachers. As they let go of 

some of their long-held, self-defining beliefs about teaching and learning 

languages, they often experienced a sense of loss, in terms of their self-efficacy 

and overall professional identity as a competent languages teacher. In light of 

this, the social-emotional support of network peers was all the more important. 

7.4.2 Research Question Two addressed 

The second research question was: 

How do specialist language teachers experience networking and network-

situated professional learning at a time of curriculum change? 

The participants in this study commented favourably on their experience of 

teacher-networking at this time of curriculum change. They focussed on the 

moral and practical support provided by network participation and revealed in 

their reflections on networking that they do actually experience a great deal of 
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professional learning in the network context, even when they are unaware of 

this at the time. Sometimes, the learning appears to happen individually, outside 

the network situation, but further analysis revealed that the individual teacher’s 

learning – and identity – were actually mediated by peer-interaction in the 

network setting. 

Specific ways in which the knowledge-base of specialist language teachers 

expands through network participation include: greater awareness of 

educational contexts and purposes; increased understanding of learners and 

their characteristics; and re-constructed knowledge of content, curriculum and 

pedagogy.  In the process of collaboratively constructing or re-constructing 

knowledge in these areas, the specialist language teachers also modelled the 

very attributes of lifelong learners that they are meant to promote in their own 

classrooms. Interestingly, though, most of the teachers demonstrated a low 

level of self-awareness in this particular area of knowledge growth, that is, 

knowledge of self as a learner. What they did voice consistently was their 

awareness of the ‘other’ and the important role of others – such as mentors and 

system-level personnel, but mostly and above all their network peers – in 

motivating and sustaining them, both as teachers and as learners. 

By way of summary, two sets of theoretical propositions are proposed. 

Theoretical propositions re: Teacher Change Processes 

1. Curriculum change is experienced as a complex, multi-dimensional 

phenomenon that acts as a catalyst for teacher change in both the 

affective and cognitive domains. More attention needs to be paid to 

the affective responses of teachers as persons, who need 

emotional support as well as academic support to cope with two 

separate kinds of challenges at a time of significant curriculum 

change.  

2. Teachers who are considered, by themselves and others, to be 

accomplished teachers experience curriculum change as a 

challenge to their professional identity. This may be attributed, in 
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part at least, to the negative impact of change processes on their 

teacher self-efficacy.  

3. The cognitive challenges of curriculum change are more easily 

confronted by teachers when they are provided with an appropriate 

level of emotional and practical support from peers and significant 

others, including change managers and PD providers, so that 

teachers’ personal and professional identities can be reconstructed 

during the change-journey and their self-efficacy restored. 

Theoretical propositions re: Networking and network-based learning 

Again, as with the theoretical propositions on teacher change, those proposed 

for teacher networking and network-based learning confirm in general the 

findings of previous research on teacher networks. However, most of that 

previous research was conducted within school communities. So this study 

adds a new dimension to the teacher network literature, in that it offers new 

insights into the experience of participation in a non-school-based specialist 

teacher network outside the school environment.  

Four propositions can be made on the basis of the analysis of language 

teachers’ experience in light of the existing literature on networking, including 

reported research on networks, communities of learners and communities of 

practice. The propositions are: 

1. Networking provides a necessary source of emotional support to 

sustain teachers while they deal with the cognitive and affective 

challenges of the new learning necessitated by curriculum change.  

2. Networking satisfies the demands of teachers’ practicality ethic by 

providing a source of practical support through collaboration and 

shared repertoires of practice. 

3. Network-based learning is productive in terms of professional 

knowledge-base expansion of participating teachers. 
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4. Network-based learning is peer-mediated learning, even outside the 

network meeting. Interaction with peers is productive and essential 

for meaning-making and sense-giving in the face of change 

challenges. 

There is an important link between the answers to the two research questions, 

in that the teacher-participants experienced knowledge-building and identity-

building simultaneously and in a symbiotic way. This is not surprising, given that 

the cognitive and affective domains operate interdependently in human beings 

and so a holistic interpretation of the teachers’ experience was sought and 

reported. A strong message of the collective languages teacher ‘voice’ in this 

study is that peer-support is crucial, not only directly as an aid to practical 

professional learning but also indirectly, as a contributor to the development of a 

strong sense of identity and self-efficacy, which motivates individual teachers, 

enabling them to confidently undertake further professional learning and thus 

successfully implement curriculum change. 

7.5 A NEW MODEL OF PEER-MEDIATED TEACHER CHANGE 
AND PROFESSIONAL LEARNING IN NETWORKS 

Teacher networking (in a Community of Learners or Community of Practice) is a 

collaborative learning model which offers the isolated practitioner, attempting to 

improve her/his practice, a co-operative group of fellow professionals with whom 

to engage, in order to challenge and assist their own and each other’s learning 

and development (National College for School Leadership (NCSL), 2005). In 

discussing teacher networking and conceptualising its component elements, the 

term “network” has been used in most cases, as that is what the languages 

teachers in this study call the social situation where they experience professional 

learning and support. However, it should be noted that the terms “community of 

learners” or “community of practice” could be substituted, since analysis of the 

languages teacher networks involved in this study revealed their eligibility for both 

alternative labels. Therefore, slashes are used in the figure below to indicate these 

valid alternatives. 
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Figure 7-1  Model of Peer-mediated Teacher Change and Professional Learning 
in Networks 

  

(affective domain)  

 teacher 

change 
EMOTIONS 

(cognitive domain) 

professional 

learning 
MIND 

Simultaneous and 
interdependent 
identity-building 
and knowledge-

building processes 
of teacher change 
and professional 

learning  
through 

participation in 
networks/  

communities of 
learners/ 

communities of 
practice  

(Wenger, 1998, 2009)) 

Identity 
building 

  

Knowledge 

building 

Identity Resources 

Affective  attributes: 

 Self-confidence 

 Norms, values, 
attitudes (a collective 
focus on facilitating 
student learning) 

 Vision (shared  
purpose, mutual 
understanding , 
intersubjectivity) 

 Mutual trust, respect 
(enabling warm 
communication + 
reflective dialogue) 

  Commitment to 
community – based 
on personal 
identification with the 
goals and purposes of 
the group 

 Commitment to 
change 

 

Knowledge 
Resources 
Knowledge of: 
 Networks internal 

and external to the 
community 

 Skills, knowledge 
available   
- via ‘engaged 
participation in the 
shared practices of 
research, reflection, 
dialogue and the co-
construction of meaning 
and skill’ (Geijsel & 
Meijers, 2005, p.422) 

 Precedents, 
procedures, rules 

 Communication 
sites 

 Change forces (the 
innovation goals and 
purposes of education 
system, state, nation)  
 

INTERACTION 
(Falk & Kilpatrick, 2000) 

PEER-MEDIATION 
(Endicott, 2007) 

Sense-making & meaning-giving 
(Geijsel & Meijers, 2005) 

  

Peer-mediated 

teacher change & professional learning 

in a network (community of 

learners/community of practice) 



 290 

Figure 7-1 shows the new model emanating from this study that proposes peer-

mediation as the central concept in network-situated teacher change and 

learning. The model is based largely on the work of Australian researchers, Falk 

and Kilpatrick (2000, p.101), whose graphic representation of rural community 

participation focuses on “simultaneous building and using of social capital” (see 

Section 3.4.2.2 and Figure 3-4). In their model, the two key forms of social 

capital are “knowledge resources” and “identity resources” and these are linked 

by “interaction”, which is portrayed as producing more resources of both kinds. 

This replenishment of the community’s knowledge and identity resources 

through productive interaction for the mutual benefit of community members is 

clearly shown by means of arrows leading to the receptacles for both kinds of 

social capital. However, the two-way nature of the relationship between 

interaction and the production of social capital is not so evident. The new Model 

of Peer-Mediated Teacher Change and Professional Learning in Networks 

attempts to redress this problem and to amend the original model in other ways, 

to render it more suitable for the teacher-learners network situation.  

The proposed new model clearly shows the symbiotic relationship between 

knowledge-building and identity-building in a teacher network. The new model 

shows how the simultaneous identity-building and knowledge-building 

processes of teacher change and professional learning are situated in and 

mediated by network participation with peers.  

In the upper section of the model can be seen the interdependent relationship 

between predominantly affective domain activity relating to teacher change and 

predominantly cognitive domain activity relating to professional learning. These 

two types of activity have been represented as simultaneous and 

interdependent, because in the lives of teachers, who make a significant 

investment of self in their teaching, “there is an unavoidable interrelationship 

between professional and personal, cognitive and emotional identities” (Day, 

2007, p.604). In other words, the affective and cognitive domains are not so 

neatly separated as shown in the model. However, the two-way arrows on the 

diagram do indicate something of the symbiosis involved in reality. 
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Two-way arrows have also been added to the central core of the new model, 

since it is necessary to show both building and using of social capital 

(knowledge and identity resources) in a way that Falk & Kilpatrick (2000, p.101) 

have failed to do in their model. While interacting in their networks, teachers 

draw on the knowledge resources of their peers to co-construct new 

understandings. Likewise, they draw on the identity resources of the group, 

especially in a curriculum change context, since change is challenging and 

individuals need to re-construct their own sense of competence, their very 

identity as a teacher, when a change of professional practice is imposed on 

them. They do this by making sense of the changes in the company of their 

network peers, who help them to negotiate the meaning of the new curriculum 

and the implications for their classroom practice. This process of simultaneous 

knowledge-building and identity-building from a boundary experience such as 

curriculum change has been described by Geijsel and Meijers (2005, p.426) as 

“intuitive sense-giving” and “discursive meaning-giving”. These are critical 

aspects of the social capital exchange during interactions with peers. 

Interaction is, rightly, at the core of both models, but it is given a new, more 

specific label in the new model, since peer-mediation, of both change and 

learning processes, has emerged from this study as the key to knowledge-

building and identity-building in networks. Teachers are the brokers of 

knowledge and identity for their network colleagues, as they stand in the middle, 

as it were, acting as mediators who share their own knowledge and identity 

resources, thus allowing their peers to see and take on, with support, new ways 

of knowing and being/becoming a teacher. 

A key insight gained from the shared experiences and perceptions of the 

specialist languages teachers in this study is that curriculum change identity 

issues are just as important as knowledge-base expansion. Hence, the two 

rectangles on the left and right sides of the new model are of equal size; and 

the arrows emanating from them indicate that both contribute to the value of 

network interactions, since peer-mediated meaning-making about curriculum 

involves not only knowledge resources but also, and crucially, identity 

resources, especially respect and trust of peers and shared vision. Without 

these attributes from the Identity Resources box, there can be no warm 
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communication and reflective dialogue of the kind that gives teachers the 

confidence to go ahead and seek the Knowledge Resources they need. 

Extending the model a little further, it is proposed that the symbiotic relationship 

between identity-building and knowledge-building can best be described as a 

double helix, with interaction or “peer-mediation” as the central core around 

which the two types of meaning-construction occur (see Figure 7-2). In this 

three-dimensional version of the new model, the two intertwining strands are 

Knowledge-Building and Identity-Building, both of which are achieved through 

Peer-Mediation, shown as central to the model. 

 

Figure 7-2  Double Helix Model of Peer Mediated Change and Learning 
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7.6 RECOMMENDATIONS ARISING FROM THIS STUDY 

The recommendations that follow provide guidance for educational policy-

makers and administrators at national, system and school levels, as well as for 

those who provide PD for teachers to facilitate effective implementation of 

curriculum change. 

Recommendation One 

More support of teachers – and for a longer duration – should be provided by 

systems and school administration personnel, as teachers need practical advice 

from mentors/critical friends such as Advisory Teachers and Regional LOTE 

Coordinators, as well as from peers, to make sense of curriculum change. 

The data from all four networks in this study on the participants’ perceptions of 

management support – or the lack of it – certainly seem to point to a felt need 

by specialist languages teachers to experience more support at both the school 

and system levels. This is in line with findings from other studies of teachers 

coping with change, in that these indicate that some direction from change 

agents and external experts is essential during a period of curriculum innovation 

and that, in addition, practical support should also be forthcoming from within 

the school community and from the school system as a whole (Burnette- 

DuFour, 2003; Crawford, 2009; Queensland Board of Teacher Registration, 

2002, 2004; Redding & Kamm, 1999). This increased support, over a longer 

period of time, will provide more favourable circumstances for teachers to come 

to terms with a curriculum reform – that is, to develop their “cognitive capacity 

for making sense of it” (Knapp, 2008, p. 524). Then and only then can they 

learn new ways of teaching, in response to change.  

Recommendation Two 

This recommendation relates to the research implications for valuing of 

networking as a valid form of PD/means of expanding a teacher’s knowledge 

base (in terms of Shulman’s categories of teacher knowledge). 

This could be seen as applicable to teachers from other secondary teaching 

areas too (not just Languages) – and probably primary school, too. Teacher 
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networks are likely to be valid sources and sites of ongoing professional 

learning for all teachers and so should be promoted by education systems. 

Recommendation Three 

In order to be better equipped to cope with curriculum change, teachers need 

more information and more time (that is, less hastily implemented change). 

“...proceeding with a non-threatening, incremental pace of change” is one of five 

factors identified by Jones (2002) as necessary conditions that promote and 

sustain changes in the curriculum (cited in Gruba et al., 2004, p.9). The other 

factors are: “mutual trust amongst stakeholders; committed and consistent 

leadership; professional development for academic staff; and the use of 

purposeful incentives”. There is also a need for prioritising of learning needs: 

teachers need to be “clear about their goals” and “prioritise their learning needs 

as a matter of urgency” (Hardy, 2004, p.19). Hardy continues: 

At a systemic level, the examples provided suggest a need to emphasise 
ongoing teacher learning much more comprehensively and to provide 
adequate and sustained funding. In part, it also suggests the need to 
challenge the dominance of current neoliberal approaches to ongoing 
teacher learning which make it difficult for individuals and groups 
involved in schooling processes to provide the best possible 
opportunities for effective ongoing teacher learning and, ultimately, 
student learning. 

More emphasis needs to be placed on processes rather than products; and for 

successful learning to be co-constructed during these peer-mediated 

processes, more information must be shared with teachers who are expected to 

implement curriculum reform and, importantly, much more time must be allowed 

for the development of the type of professional relationships that are most 

fruitful, those built on trust that is developed over time. 

7.7 THE LIMITATIONS OF THIS STUDY 

The study is limited in its scope, as it focuses on only four teacher-networks, 

within the context of just two systems of education in a particular state of a 

single nation of the world. However, the advantage of limiting the sample to just 

four networks, with a total of only twenty teachers interviewed, is that the study 

is more manageable. This delimitation also allows for information-rich cases to 
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be explored (Merriam, 1998). The small purposeful sample offers an effective 

means to better understand the complex processes of networking and 

professional learning in particular contexts, seeking to understand the particular 

in depth, rather than discern what might be true of the many. Findings 

presented are specific to the cases and do not claim to represent a wider 

population. The external validity of the research relies on reader-user 

generalisability through case-to-case transfer. 

The data presented in the four case narratives are edited, in order to remain 

focused on the research purpose and to protect the identity of participants. 

Therefore, dimensions of the network-teachers’ lives beyond the boundaries of 

the case are not explored; and any people, places or events that would identify 

the participants, either directly or indirectly, are allocated pseudonyms. This 

may be seen as a limitation of the study, in that the authenticity of the case 

narratives is perhaps affected by these changes. However, this negative effect 

on validity is considered to be very minimal and the need to maintain a 

professional ethic with regard to guaranteed participant-anonymity is a far more 

important consideration. 

Consideration for participants is, in fact, paramount and takes precedence over 

any desire to increase the scope of the research. In particular, it should be 

noted that a deliberate decision was made not to collect data by way of 

classroom observations or recordings.  The research participants were 

observed and recorded only in the context of their professional network 

meetings or, in the case of the individual interviews, at mutually convenient, 

neutral locations out of school hours. Participants were invited to reflect on and 

share their own perceptions of how any newly-acquired knowledge was 

affecting their classroom practice, but physical evidence of this was not sought, 

as it was considered to be unnecessarily intrusive. The researcher was very 

aware of the need to respect the notion of being a “guest in the private spaces” 

of the teacher-participants’ world (Stake, 1994, p.244). Hence, priority was 

given to maintaining the trust and respect of participants over the collection of 

possibly useful but potentially sensitive data. This decision is in accordance with 

the advice of Goodson (1993, p.9):  
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To place the teacher’s classroom practice at the centre of the action 
is to put the most exposed and problematic part of the teacher’s 
world at the centre of scrutiny and negotiation. 

It was also appropriate, in view of the research purpose, to focus more on 

network participation and consequent professional learning rather than on any 

small classroom-based action-research projects that the teacher-participants 

might engage in between network meetings. Some such classroom 

experimentation was, in fact, undertaken and reported on by the teachers who 

were interviewed. However, this was done by free choice rather than under 

pressure, as a requirement of participation in this project; and it was done in a 

reflective way, providing insights into the teachers’ knowledge of themselves as 

learners – something of direct interest in this study, given the stated research 

focus on teachers as learners. 

7.8 RECOMMENDATIONS FOR FURTHER RESEARCH 

Although there have been numerous studies of teachers undergoing change 

processes and various forms of professional development, there have been 

relatively few focusing on network participation as a process for coping with 

educational change and even fewer on specialist teachers’ participation in non-

school-based networks. The current study gives ‘voice’ to the specialist 

languages teachers of Queensland who have been and are still participating in 

networks, for the purposes of professional learning and peer-support while 

implementing languages curriculum change. Their “insider” perspective has 

been illuminated in a way that has not been done in many prior studies of 

teacher networks. However, further insights could still be gained by pursuing 

some of the ideas on network-situated professional learning that have been 

explored, but not fully developed, in this thesis. 

Future studies in this area could be focussed on: 

1. further investigation of the lived experience of teacher networking 

and peer-mediated professional learning in other networks, 

especially non-school-based networks, to determine the range of 

factors which encourage the building of social capital 



 297 

2. the use of computers and other forms of information and 

communications technology (ICT) within teacher networks, ‘to drive 

or support learning and to disseminate information to key 

stakeholders’ (Caldwell, 2009, p.4). This would help answer the 

question posed by Falk and Kilpatrick (2000, p.107) about what kind 

of social capital is generated by different forms of interaction: “Is, for 

example, learning through electronic networking sufficient without 

recourse to other forms of interaction? Comparative analysis of 

communities could be a useful way of investigating these issues.” 

3. ways in which collaborative (peer-mediated) co-construction of 

knowledge and identity could be applied at a systems level, to 

transform the functioning of those with political power over teacher 

networks (educational administrators) by re-negotiation of their 

respective roles in a process of system re-design consistent with the 

approaches to networking described in this thesis (Hargreaves, 

2008b, p.3. See also Caldwell 2009, p.42.)  

4. characteristics of system leaders who promote successful teacher 

networking in their system – research to confirm/expand upon the list 

of highly valued leader qualities found in the case of the successful 

networking in the Hume Region of Victoria, Australia (Educational 

Transformations, 2008). 

5. ways in which preparation for collaborative (peer-mediated) co-

construction of knowledge and identity in teacher networks could be 

included in pre-service teacher education programs. 

Also, with regard to the theory-building contribution of this thesis, the proposed 

double helix idea could be taken further. 

7.9 CONCLUSION 

This study has involved exploration and analysis of specialist language 

teachers' experience of change processes, network participation and peer-

mediated professional learning when implementing a new syllabus in 
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Languages Other Than English (LOTE) in Queensland, Australia between 2002 

and 2005. During this time of curriculum change, the specialist languages 

teachers involved in the study participated in existing or newly-formed learning 

communities (networks) that were established by their employing authority, their 

professional association or by the teachers themselves. 

The curriculum change processes associated with implementation of the new 

Years 4-10 Languages other than English (LOTE) Syllabus (Queensland School 

Curriculum Council, 2000) were many and varied. Investigation of specialist 

languages teachers’ reported experience of collaborative peer-mediated 

professional learning within their regional or metropolitan language-specific 

teacher networks during this time of curriculum change has provided some 

unique understandings about teachers as lifelong learners responding to 

change. Network-situated learning gains include: greater awareness of 

educational contexts and purposes; increased understanding of learners and 

their characteristics; and re-constructed PCK – as well as personal growth in 

terms of professional identity. 

This study has enabled the specialist language teacher’s perspective on change 

processes, professional learning and network participation to be better 

understood; and it may lead to further research on the lived experience of 

teacher networking and professional learning in other contexts. Hopefully, it will 

also lead to greater valuing of teacher-networks as a valid site and source of 

professional learning for teachers, not only, but especially, at a time of 

curriculum change. Systems and schools may direct more of their teacher 

professional development budget to support of existing teacher networks rather 

than to provision of outside experts for top-down input. There is still a place for 

expert input, but such input should be sought by and provided within the 

network, where it can be processed as part of teachers’ ongoing peer-mediated 

knowledge-building and identity-building.
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APPENDIX A ETHICAL CLEARANCE FORM – HREC 
APPROVAL 
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APPENDIX B EXPRESSION OF INTEREST FORM – 
BCE NETWORK PARTICIPANTS 
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Expression of Interest - BCE Network Participants 
 
(Teachers currently participating in a network & willing to participate in Michele 

Endicott’s doctoral research, as outlined by her in person) 
 
Network Name: 
 
 ______________________________________________________________  
 
Teacher’s Name:   
 
 
Length of time participating in Network (eg 6mths, 4 yrs, etc):    
  
Years of teaching (general): _________  (LOTE):  
 
Language (s) you currently teach:   
 
Current teaching context (type of school(s), whether or not itinerant etc) 
 
  
 
  
 
Are you currently a member of MLTAQ?  
 
Do you hold any other professional roles? (Please specify eg Head of LOTE 
Dept, Teacher Network Leader, MLTAQ executive position, any other role) 
 
  
 
Did you participate in the trial of the new LOTE syllabus (i.e. before it was 
officially launched in 2001)?   
 
Currently using the new LOTE syllabus?    
 
Best contact address:   
 
  
 
School e-mail address:   
 
Home e-mail address:   
 
Preferred e-mail address for this project:      School      Home    (Please circle) 

 
Thank you very much for taking the time to provide this information. I appreciate 
your Expression of Interest in my research and your willingness to be 
considered for participation. Michele Endicott 
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APPENDIX C INFORMATION LETTER TO 
PARTICIPANTS AND CONSENT FORM 
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APPENDIX D SEMI-STRUCTURED INTERVIEW 
SCHEDULE  
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Introduction to Interview Schedule (Elaborated version for use in 
electronic medium) 

 
Thank you for taking the time to consider and respond to the following 
questions. They are just a guide. Feel free to (a) answer some questions very 
briefly and/or (b) write a great deal in response to some questions, adding other 
reflections about your experience, past and present, of personal and 
professional learning in teacher-networks.  
 
Any comments you make about your experience of change processes, network 
participation and professional learning are valid and acceptable, whether your 
comments are positive or negative, whether or not you feel they are unique to 
your situation, whether or not they relate to the current curriculum change 
situation or to other times when LOTE teachers were coping with change. 
 
Please share as much as you feel comfortable to share about your experiences, 
remembering that all comments will be recorded anonymously. 
 
You may write your responses/reflections in between the questions below or 
you may prefer to start a new Word document of your own. The address for 
returning your attachment is: m.endicott@mcauley.acu.edu.au 

 
 
QUESTIONS to stimulate responses/reflections (face-to-face and email 
interviews): 
 

1. What do you see as your main professional learning challenges at 
this time of curriculum change (implementing the new Queensland 
LOTE syllabus for Years 4-10)? (Prompts: What was new and/or difficult 

for you about the new syllabus? Its overall approach – embedded content 
from other KLAs? Its format – strand, sub-strands, fields, core and 
discretionary outcomes? The approach to assessment? The content of the 
sample modules? Support materials being in CD mode only? Anything 
else?) 

2. Since the launch of the new LOTE syllabus, what professional 
development processes have you experienced? How were these 
for you? Tell me about them. (Prompt: PD processes may include things 

like sessions organised by your school system, one-off seminars organised 
by other bodies, conference presentations, reading of articles in 
professional journals, etc) 

3. What have you learnt so far, in terms of professional knowledge 
and/or skills? (In what ways have your theoretical and practical 
knowledge bases expanded?)  (Prompts: Have you learnt about new 

approaches to language teaching?... new ways of using technology? …new 
aspects of the language/culture you’re teaching? new activities for the 
classroom?...anything else? ) 
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4. What are the personal learning/change processes that you’ve 
already experienced since the launch of the new syllabus?  (Prompts: 

How did you feel about having to learn new ways to plan/teach/assess? Did 
you accept the new syllabus readily or take a while to come to terms with it, 
feeling a certain resistance at first and then gradually going through the 
process of finding ways of coping/changing? What was this process like for 
you? What role did other people play in this?) 

5. What are the personal or professional learning/change processes 
that you think you still need to go through, as a lifelong learner, in 
order to implement this new syllabus as effectively as possible?  
(Prompt: Anything you still feel uncomfortable about implementing? 
Anything that challenges your sense of competence as a LOTE teacher?) 

6. What has been your experience of the LOTE Teacher Network so 
far? Tell me about it –in as much detail as possible, please. 
(Prompts: the things you’ve done together, the things you’ve produced 
together,  the working-relationships and friendships formed, the time 
involved, the ups and downs, the barriers to getting together, the role of an 
outside mentor – or lack thereof,  group leadership – if any, the overall 
benefits etc) 

7. In what ways do you think your participation in the network has 
helped or hindered your professional learning, in terms of 
theoretical knowledge gain and practical pedagogical 
knowledge gain (i.e. What impact has it had on the development of 
your current understandings re: effective LOTE teaching and on 
your teaching practice?) (Please be specific with regards to both, 
but especially the latter.) 

8. In what ways, if any, do you think your participation in the network 
has affected your perception of yourself as a learner?  (Prompt: 

Perhaps you could think of the attributes of a lifelong learner set out in the 
syllabus; have you found yourself displaying more of these attributes since 
becoming involved in LOTE teacher networking activities? Do you now 
think of yourself as a more collaborative learner than before? Or has there 
been some other change in the way you think of yourself as a teacher-
learner?) 
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