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ABSTRACT

Curriculum reform internationally and within Australia has been undergoing
dramatic change, and educational leaders are faced with the challenges which
reform creates. Tasmania is no exception and it has experienced its own
educational reform challenges in schools over the past decade. The curriculum
reforms in post compulsory secondary education in Years 11 and 12, Tasmania A
State of Learning—A Strategy for Post Year 10 Education and Training
(Department of Education, 2003) created a platform for future mandated reform

and was the reform instrument used for the purposes of this study.

Despite significant research having been conducted in other countries,
contributing to an extensive body of literature about the implementation of
mandated curriculum reform by Heads of Faculty and those in middle leadership
roles in schools (Jones, 2006; Moore, 2007a), research in an Australian, and, more
particularly, in a Tasmanian context, remains limited. The research literature on
implementing curriculum reform in schools has focussed largely on the effect of
the Principal and Deputy Leaders as leaders in schools (Fullan, 2001a;
Hargreaves, 2003) with limited research about those in ‘middle’ leadership roles
such as the Heads of Faculty and their role in implementing reform. Middle
leaders are those largely responsible for leading teams of teachers in the
implementation of these new reforms, and are the key personnel in all stages of

the implementation of the reform process.

This study identified and sought to generate narratives that would provide key
insights into the experiences of 12 Heads of Faculty, who were responsible for the
implementation of mandated curriculum reform in Years 11 and 12 in the case
study school, a Year 7-12 Tasmanian Secondary School. As one of these Heads
of Faculty, working alongside the Heads of Faculty in the case study school,

through observation, informal discussion and collegial unity, I was able to

Vi



Abstract

develop an in-depth understanding of their perceptions, experiences and
outcomes. This study investigated their leadership role in implementing mandated
curriculum reform, the impact of change, and the understanding Heads of Faculty
have about leadership and implementation of change in the curriculum reform
process. Experience of leadership and the reform implementation process were
explored from the personal perspective of Heads of Faculty, including my own.
The issues pursued, including the strategies employed, the professional learning
and the challenges the Heads of Faculty encountered in bringing about curriculum

reform are discussed.

Each Head of Faculty, 12 in total, was invited to complete a questionnaire
focussing on their teaching and leadership experiences in relation to leading teams
of teachers through reform. Six experienced Heads of Faculty were then
identified, and rich data were collected through semi-structured interviews and the
writing of personal stories about middle leaders’ experiences of leading
curriculum reform. Despite initial concerns about leading mandated curriculum
reform, the Heads of Faculty welcomed the opportunity to be involved in
professional dialogue and reflection about the reform process. From the multiple
data sources, I constructed six narrative accounts from my colleague Heads of
Faculty, and one of my own experience of leading curriculum reform. The sources
of data, both informal and formal, contributed to the narrative descriptions and

outcomes of the participant questionnaire, interviews and personal stories.

The findings of this research may inform educational leaders and middle
leaders—in particular, Heads of Faculty—about leadership approaches which are
effective or enhance the reform process within given limitations, such as
externally mandated curriculum reform. The stories, experiences and specific
strategies shared by the participants may be used by Heads of Faculty to inform
their professional development in implementing reform, and as a resource from
which other middle leaders may benefit, in terms of leading curriculum reform
with improved outcomes. The research may also provide key information for
principals and education systems planning to embark on educational reform in

which middle leaders are destined to have a key role to play.
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CHAPTER ONE: INTRODUCTION TO THE
RESEARCH

“Middle leaders are expected to embrace, lead and monitor the huge number of

change initiatives initiated by senior leaders” (Moore, 2007a, p. 4)

Introduction

In recent years, schools have been required to implement curriculum reform, be it
internally or externally driven. Heads of Faculty have been charged with leading
these reforms. Middle leaders, Heads of Faculty, in schools are those largely
responsible for the implementation of curriculum and leading teams of teachers in
the implementation of reform. Heads of Faculty have “the primary responsibility
for the implementation of the curriculum, the student learning within their subject
areas and the quality of teaching of the individual teachers” (Keese, 2005, p. 35).
In the case study school, as the Head of Faculty of The Arts', I worked as a
member of the curriculum team and listened, observed and gathered data from my
colleagues about the change process in implementing mandated reform. As
researcher and participant in the study, I found reflecting on leadership
approaches, strategies and challenges throughout the reform process to be a

valuable professional experience.

The following sections discuss how middle leaders, particularly Heads of Faculty,
experience the challenges of leading mandated curriculum reform in post
compulsory education in Tasmania. The mandated curriculum reform initiative,
Tasmania: A State of Learning—A Strategy for Post Year 10 Education and

Training (see Appendix A), is revealed, together with key definitions and terms.

! Faculty of The Arts in the case study school encompasses the discrete learning areas of Dance,
Drama, Visual Art and Media.




Chapter 1: Introduction to the Research

Through the lenses of case study, narrative inquiry, researcher, and participant,
the thesis unfolds to explore the experiences of Heads of Faculty in leading

mandated curriculum reform.

Middle Leaders Leading Curriculum Reform in Post Compulsory Education

This thesis discusses the stories and experiences of Heads of Faculties with whom
I worked. As extremely busy and hard working professionals, my colleagues gave
generously of their time to share their experiences with me, as together we faced
the impact of implementing mandated curriculum reform in our school. We were
required to lead teams of teachers through the reform process and implement the
mandated changes in ways which would best meet the needs of our staff and
students. Therefore, the purpose of this study was to explore the understanding
Heads of Faculty have of leadership and implementation of change in the
curriculum reform process, whilst, at the same time, seeking to extend knowledge
of the issues encountered and approaches used by middle leaders faced with the

responsibility for mandated curriculum implementation.

Middle Leaders—Heads of Faculty and the Reform Process

In most school structures, Heads of Faculty are entrusted with the role of leading
the implementation of curriculum reform (Kirk & Macdonald, 2001; Moore,
2007b). “Direct guidance and support for most teachers mainly comes from their
immediate line manager, their subject or faculty leaders” (Moore, 2007b, p. 4).
Successful reform rests largely on the capacity and capability of Heads of Faculty
to lead reform (Holden, 2004). The challenges facing Heads of Faculty in leading
reform are not always clearly articulated, and, from personal experience and
observation, it appeared each Head of Faculty in my school demonstrated a
variety of ways of coming to terms with the challenges change presented. I have,
for a period of time, had an interest in exploring and sharing the range of reform

experiences faced by Heads of Faculty who were working with teams of teachers.

Working with a diverse group of educational leaders, I observed that some were
operating out of transactional mental models and others were employing
transformational leadership perspectives (Davies, 2006; MacGregor-Burns, 1997;

Treston, 1997). Heads of Faculty were often referred to as part of the ‘middle
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management’ group in schools (Conners & D’Arbon, 1997), and yet they were
not necessarily empowered with strategies or professional learning to assist them
in vital leadership roles (Keese, 2005; Kotzur, 2005; Mulford, 2005). To this end,
their capacity and capability to cope with leading reform rested largely on
intuition rather than knowledge of strategic leadership approaches (Holden, 2004;
Mulford, 2005).

The search for freedom and creativity, which allowed the human dimension to be
considered integral to the operation of a school, led me to explore further how
Heads of Faculty lead curriculum reform through shared and distributed
leadership (Muijs & Harris, 2003; Riley, 2000), the way people responded
emotionally to change (Conners & D’Arbon, 1997; Fullan, 2001) through the
significance of relationships and roles, and the impact these had on the reform

(Healey, Ehrich, Hansford, & Stewart, 2001; Riley, 2000; Wagner, 1999).
A Tasmanian Post Year 10 Curriculum Initiative

With the planning of a state-wide Tasmanian curriculum initiative, including the
restructuring of the post Year 10 curriculum,” there was an opportunity to
research, reflect upon and evaluate the stories of Faculty Heads involved in the
reform process. “When the change originates outside the school, such as new
government policies and guidelines, the first challenge for leaders is to help
teachers explore the implications it has for themselves” (Duignan & Macpherson,
1992, p. 89). A great deal of professional learning about the proposed reform was
conducted with many middle leaders in the state. Each staff member involved in
the teaching and learning programs for Years 11 and 12 in the Department of
Education, the Association of Independent Schools of Tasmania and the Catholic
Education Office, also received a personal copy of the Tasmania: A State of
Learning CD outlining the new “Post Year 10 Curriculum Framework—A

Resource for Educators” (Department of Education, 2006).

The research reported in this thesis was timely as Tasmania was undergoing
mandated curriculum reform in Years 11 and 12, and there was a sense of urgency

to engage in the process in preparation for implementation in 2006 for post Year

* This process commenced in 2003, and was to be implemented in 2006.
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10 studies. Since 2005, the Department of Education in Tasmania, and Catholic
and Independent Schools and Colleges, had worked collaboratively to review and
develop a new curriculum framework for students in post compulsory education.
It was intended that the new curriculum be tailored for today’s world, learners and
learning in the 21 century. My hope is that this research will contribute to the
body of knowledge about Heads of Faculty as leaders in the reform process across
a number of learning areas, and specifically extend understandings of the
significance of middle leaders in bringing about curriculum change (Keese, 2005;
Kotzur, 2005). Substantial financial resources have been invested in state-wide
mandated curriculum professional learning and reform, and one of the aims of this

study was the potential to provide insight into leadership by Heads of Faculty.
Leading Reform—A Professional and Personal Challenge

For some, curriculum reform appeared to be straight forward, even exciting
(Fullan, 1993a, 2001b), whilst for others it became a source of discontent (Hooper
& Potter, 2000). For this latter group, it had the capacity to affect relationships,
had consequences for quality outcomes in extreme cases and caused such stress
that the only way to cope was for individuals to remove themselves from the
situation (Binney & Williams, 1997). The nature of reform, the response and
reaction demonstrated by the personnel involved, the leaders of reform, and the
particular issue of reform, be it minor or impacting on the entire school, had
enormous ramifications for the reform (Hargreaves, Lieberman, Fullan, &

Hopkins, 1998; Oliver, 1996).

Heads of Faculty were once regarded as administrators in middle leadership roles,
operating from a managerial model engaged in what Hanson (1996, p. 284)
referred to as “spontaneous change,” rather than planned and evolutionary reform.
More recently, Heads of Faculty have been empowered with more responsibility
in their leadership role, undertaking more of a balance between leadership,
administration and management (Keese, 2005; Kotzur, 2005; Mulford, 2005;
O’Donoghue & Dimmock, 1998). The impact change has on anyone within an
educational institution depends on a number of factors. Heads of Faculty are at
times in a very delicate position in their schools as “the middle leader’s role is a

pivotal link between senior leaders and classroom colleagues, they are often both
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the conduit as well as the interpreters of either the discussions with or dictates
from senior leaders” (Moore, 2007b, p. 4). This study focussed on a post Year 10
curriculum initiative in Tasmania as mandated by the Tasmanian Government:
Tasmania: A State of Learning—A Strategy for Post Year 10 Education and

Training.

In almost four decades of working in educational institutions, both in the
Government and Independent sectors, I have had wide first-hand experience of
curriculum reform, and have observed both leaders and followers during times of
curriculum reform implementation. Post-graduate study, professional learning in
educational leadership, and the perceived need for direction for Heads of Faculty
in implementing major curriculum reform, combined to arouse my curiosity about
different approaches. Recent post-graduate study had given me the opportunity to
reflect upon the reform process, and part of my own professional challenge was to

implement curriculum reform successfully within The Arts Faculty in my school.

The research also had personal significance in my role as Head of The Arts
Faculty in my school. Participation in, and reflection on the research process
informed my role as Head of Faculty and the process of curriculum reform
implementation in which I was engaged. As discussed further in Chapter Six, the
Heads of Faculty in this study found it beneficial from a variety of perspectives
while the research process had broader significance for the school in which the
study was conducted. This study and its findings will hopefully be of interest to
educators and policy makers across Tasmania who have been required to spend so
much time and energy over the last few years working through major reform with
little reflection on, or overview of the process available to date. The research will
also hopefully be useful to the wider teaching profession and middle leaders,
particularly Heads of Faculty in schools nationally and internationally who are
required to lead a major curriculum reform mandated by an outside agency. As
this study focussed on individuals within a group of Heads of Faculty at the
‘middle’ leadership level, it enabled me to engage in professional dialogue with
other Heads of Faculty as they reflected on their practice in the reform process.
Middle leaders in schools required both an awareness of leadership approaches as

well as the capacity for leading through significant educational reform. It was my
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hope that the findings of this study would help to further inform all curriculum

personnel, particularly Heads of Faculty, about leading curriculum reform.
Case Study: Researcher as Participant

As stated previously, I was one of the twelve Heads of Faculty participating in the
research. By virtue of my integral involvement in the case study school it was
arguably more difficult to remain objective, bearing in mind my very inside
position in the research. Therefore, I endeavoured to adopt a reflective
subjectivity rather than an objective stance. I sought to remain open-minded and
non-judgemental during the data gathering process, however I endeavoured to put
my own views aside and listened to, and recorded the data with the very best

intention and respect for each of my colleagues.

Each Head of Faculty was invited to complete a questionnaire focussing on their
teaching and leadership experiences in relation to leading teams of teachers
through reform. Six experienced Heads of Faculty were then identified and rich
data was collected through in-depth interviews with them, and their writing of

personal stories about their experiences of leading curriculum reform.

Despite initial concern about leading mandated curriculum reform, the Heads of
Faculty welcomed the opportunity to be involved in discussion about the reform
process and each articulated their approach, strategies and challenges. From the
data gathered, 1 constructed six narrative accounts. The sources of data, both
informal and formal, contributed to the cross case analysis. Through the use of
rich data gathered from the experiences of the Heads of Faculty, I synthesised
their insights in the hope that their stories, their unique and common experiences,
successful strategies and approaches, would engage and assist others in middle

leadership roles in implementing mandated curriculum reform.

The Case Study School

The case study school was a large independent Tasmanian secondary school. The
school had a total of 1,350 students enrolled. In Years 7 to 10, there were 1,000

students. In the post compulsory sector, Years 11 and 12, 350 students were
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enrolled. The teaching staff in the case study school consisted of 96 full-time

equivalent teachers.

The Leadership Team in the school comprised the Principal, Deputy Principal of
Pastoral Care and Administration, Deputy Principal of Pastoral Care and
Community, Deputy Principal of Learning and Teaching, Faith and Justice
Coordinator, and Business Manager. The Governing Council and College Board

work in collaboration with the Principal (see Table 1).

Table 1: Case Study School Leadership Structure
Governing Council
College Board

Principal

! \

Deputy Principal

Learning and Teaching

Deputy Principal Pastoral

Care and Administration

Deputy Principal Pastoral

Care and Community

Faith and Justice Daily Administrator Business Manager
Coordinator
Heads of Faculty Team House Heads—Pastoral

Care Team

Curriculum Learning Tutors in House Groups

Teams

Maintenance and Human Resources Administration and Aides

Grounds

All teaching staff were members of a learning team which was an integral part of
every Faculty. For example, in the Arts Faculty, there were learning teams in
Media, Dance, Drama and Visual Art. The Heads of Faculty had overall
responsibility for the curriculum learning and teaching programs; however there
were teacher leaders in each learning team who took responsibility for matters
pertaining to content, assessment and internal moderation of the discrete learning
team. Weekly meetings were conducted for the team of Heads of Faculty, led by

the Deputy Principal of Learning and Teaching. Regular monthly faculty meetings




Chapter 1: Introduction to the Research

were held, and Heads of Faculty conducted their meetings with a specific agenda
focus for each meeting. At the time of the mandated curriculum reform
implementation, this topic was the focus of all the meetings, and had total support

from the school Leadership Team.

As the researcher and a participant in the case study school, I had a dual role in
the study. Not only was I undertaking the research, but as the Head of Faculty of

The Arts I was also a member of the curriculum team.

Research Design

“A research design is the logic that links the data to be collected (and the

conclusions to be drawn) to the initial questions of a study” (Yin, 1994, p. 18)

Yin (1994) suggested that there are five components which are important in the

research design for case studies. These are:

. astudy’s questions,
. its propositions, if any,

1

2

3. its unit(s) of analysis,

4. the logic linking the data to the propositions, and
5

. the criteria for interpreting the findings. (p. 20)

These five components suggested by Yin (1994) provided a guiding framework

for the case study design aspect of the research.

The overarching research statement and supporting questions evolved from a
personal interest in the field of curriculum reform, and from a need to implement
on-going changes from both an internal and external forces perspective. The
design of the research enabled me to place myself within the context of the
research whilst working with my Head of Faculty colleagues. From an inside
perspective, I was able to observe my colleagues and consider the overall process.

Stake (1995) has suggested that:

The best research questions evolve during the study. . . . Not only do

the questions guide the work during data gathering and the report
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writing, they sharpen the meaning of previous studies and illuminate

the differential utility of prospective findings. (Stake, 1995, p. 33)

From a personal perspective, and from that of my colleagues, concern was
expressed about how leaders were going to approach the reforms with their teams
of teachers, given their previous experiences of leading mandated reform which
posed challenges in the process. Whilst some literature existed on leadership and
curriculum reform, there appeared to be less empirical research, specifically in the
Australian context, on how Heads of Faculty lead mandated curriculum reform. In
an attempt to fill some aspects of the gap in knowledge about how Heads of
Faculty successfully lead mandated curriculum reform, the research questions

were framed to assist in exploring this perspective.

My Research Questions

The research questions have guided my study and have been rich reference points
during all data gathering processes. My overarching statement was: Heads of
Faculty leading curriculum reform. A case study of post Year 10 Curriculum

Reform in a Tasmanian Secondary School.

The four research questions which supported and assisted in the further

contextualisation of the overarching statement were:

1. In what ways do Heads of Faculty view themselves as leaders?

2. What strategies do Heads of Faculty use in their leadership of curriculum reform,
and how integral are these leadership strategies to the reform process?

3. What challenges do Heads of Faculty face in the implementation of curriculum
reform, and how do they respond to them?

4. What forms of collaborative leadership, if any, emerged during the process of
implementing reform?

Challenges of the Research

This study was carried out in one school. By conducting the study in one
secondary school in Tasmania, the research could be perceived as being narrow or

limited in relation to both context and focus. The fact that the reform explored in
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the study was mandated by the Tasmanian Government could also be considered a
limitation, as it was specific to the Tasmanian educational reform context.
However, in focusing on how Heads of Faculty led mandated curriculum reform
the study sought to pursue a context and issues from a particular perspective,
exploring Heads of Faculty views on and experiences of reform, and the strategies
they used in the process of implementation. There was growing interest from
middle leaders, Heads of Faculty, about implementing mandated curriculum
reform, and their capability and capacity to lead such reform. The focus was on
that group of 12 Head of Faculty participants, including six key Heads of Faculty,
to keep the study manageable.

Outline of the Thesis

The thesis consists of seven chapters. The following commentary provides an

overview of the thesis.

Chapter One introduces the reader to the emergence of the overarching research
statement, and the significance of the exploration and findings of the
implementation of the curriculum reform journey, to the researcher and colleagues
in the case study school. It addresses the journey my colleagues and I faced in
implementing curriculum reform from a ‘who, what, when, why, and how’
perspective in our middle leadership roles. I have also detailed how significant the
challenge of implementing mandated curriculum reform was for myself and my

colleagues.

The context of the research—middle leaders leading post-compulsory mandated
curriculum reform in Tasmania—is explored in Chapter Two. This chapter
provides important background for the research, and explains roles within the case
study school, the roles of the participants, and the mandated curriculum initiative
being implemented. The following four contextual sections are addressed in the

chapter.

1. Curriculum reform in post compulsory education in Tasmania;
2. Heads of Faculty;
3. Case study school; and

10
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4. Leadership skills and strategies which impacted on the success or

otherwise of the reform.

In Chapter Three a review of the literature relevant to the research is provided in
three sections. The first section discusses literature about world trends in the
context of post compulsory educational developments with a particular focus on
the Australian, and, more pertinently, on the Tasmanian context, where major
mandated curriculum reform is currently being implemented. This led to a
consideration of the literature on the personnel responsible for the implementation
of the mandated reform in schools, namely the Heads of Faculty or middle
leaders. Given the personnel involved in the reform process, the third section, the
personal dimension of reform, provides insight into the significance for staff of
the outcomes of the implementation. Emerging from the literature review, the
research questions which supported the overarching statement of the study were

formulated.

Chapter Four addresses the methodological framework for the gathering and
analysis of the research data, and explains the underpinning theoretical framework
of the research. The lenses through which the research design is presented are case
study and narrative inquiry. The details regarding participants and data collection
methods employed in the research are expanded upon, and anonymity and
professional trust are discussed. The analysis of the data is presented, and ethical

issues and considerations are discussed.

Chapter Five presents the experiences of leading mandated curriculum reform
through a narrative framework, which explores the in-depth stories of the sub-
group of six experienced Heads of Faculty, and a personal story from the

researcher, in the case study school.

Chapter Six focuses on middle leadership of reform and the individual and
collective findings. This enables the results of the research to be revealed in line
with the intended purpose of the study. The six personal stories are expanded
upon through the identification of individual issues and collective themes arising
from the data collection strategies, questionnaire, interview and written personal

stories. These issues and themes are discussed in detail.

11
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The conclusions and recommendations discussed in Chapter Seven provide a
critical reflection of the study. Implications for middle leaders at the case study
school and in a wider context are explored. The exploration of experiences by
Heads of Faculty responsible for leading mandated curriculum reform within the

case study school are shared, in the context of that school.

Definitions of Key Terms

Throughout this thesis, reference is made to a number of titles and terms. The
definitions below provide a succinct précis of the use of them in the context of

this study.
National Curriculum—Australia

For a number of years there had been significant disparities in educational
programs and attainment levels between states and territories. In a joint media
release on the January 30, 2008, the Australian Prime Minister, Mr. Kevin Rudd,
and the Deputy Prime Minister, Julia Gillard, stated:

The National Curriculum Board will draw together the best programs
from each state and territory into a single curriculum to ensure every
child has access to the highest quality learning programs to lift
achievement and drive up school retention rates. (Rudd & Gillard,

2008, n.p.)

A position paper provided by the Australian Curriculum, Assessment and
Reporting Authority (ACARA), entitled The National Curriculum in the Senior
Secondary Years, was released for discussion in August, 2009. The paper
provided an outline pertaining specifically to the needs of post Year 10 students
and was developed in consultation with “representatives from each of the state
and territory curriculum, assessment and certification authorities” (ACARA,
2009, p. 3). The National Curriculum for senior secondary students focuses on
national assessment procedures and outcomes for all the post Year 10 courses to

enable transitional opportunities for students nationally.

12
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Post Year 10 Compulsory Education

Post Year 10 students are those students who have completed formal Year 10
studies. In Tasmania students then make a choice to continue their education in
either an Independent school or college, or attend a Government senior secondary
college, Tasmania Academy, Tasmania Polytechnic, Skills Institute Tasmania, or
an Australian Technical College. It is acknowledged that there are also some Year
10 students who complete their formal studies and enter the workplace. In the data
generated in the questionnaires, interviews and personal stories, the Heads of
Faculty refer to the mandated reform and its associated cohort as “PY10.” In the
six narratives constructed from the data, I have used the acronym as it is one

commonly articulated in education circles within the state of Tasmania.
Government Senior Secondary College ’

Senior Secondary Colleges in Tasmania comprise Years 11 and 12 schooling.
Students enrol in these colleges at the end of their Year 10 secondary schooling,

and programs of study in academic and vocational areas are available to students.
Tasmanian Academy *

Students who wish to complete an academic program of study in Year 12, gain a
Tertiary Entrance Score, and pursue a pathway to university, enrol in the
Tasmanian Academy, which is part of a larger campus at five of Tasmania’s

senior secondary colleges.
Tasmanian Polytechnic®

The Polytechnic provides practical learning programs for Year 11 and 12 students

who require qualifications to enter the workforce.

Students can gain a Tasmanian Certificate of Education and get nationally

recognised qualifications.

3 Information available from http://www.schools-in-australia.com/senior-secondary-college-
tasmania

* Information available from http://www.academy.tas.edu.au/
> Information available from http://wwwpolytechnic.tas.edu.au./about-us.aspx

13



Chapter 1: Introduction to the Research

The Tasmanian Skills Institute °

Known formerly as TAFE Tasmania, this post Year 10 institution works largely

with employers and employees in the training of apprentices and cadets.
Australian Technical College’

This post Year 10 institution brings together trade training and the Year 11 and 12

Tasmanian Certificate of Education.
Head of Faculty

A Head of Faculty is an educator in the “middle leadership” domain in an
educational institution who undertakes responsibility for implementing and
leading the curriculum in a particular learning and teaching discipline, for
example, The Arts. In the case study school, the Heads of Faculty were
responsible to the Deputy Principal of Learning and Teaching. In other
educational institutions, teachers with similar roles [Heads of Faculty] are
sometimes given titles such as Heads of Department, Curriculum Leaders, Subject
Directors or Advanced Skills Teachers. In the United Kingdom, Jones (2006)
noted that middle leaders are referred to “as heads of department, middle

managers and subject or team leaders” (p. 4).

Tasmania: A State of Learning—A Strategy for Post-Year 10 Education and

Training

Tasmania: A State of Learning was a Tasmanian State Government curriculum
initiative that commenced in 2003 with the development of learning and training
programs for Years 11 and 12 students. The major focus of this initiative for
reform was to provide relevant educational programs, to support the retention of
young people in post compulsory education, and to encourage the partnerships

between education and the wider community in a rapidly changing world.

® Information available from http://www_skillsinstitute.tas.edu.au/about-us.php
7 Information available from http://www.atcnt.com.au/page.php?id=27&inlevel
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Essential Learnings

After major consultation state-wide, The Essential Learnings Framework was
developed, prepared and supported by the Tasmanian Curriculum Corporation and
mandated by the Tasmanian Government. This curriculum framework was seen as
a way forward in education as it focused ‘“‘attention on what is central to the
curriculum” (Department of Education, 2002, p. 4). The principles underpinning
the framework focused on elements such as understanding, values, purposes,
interconnectedness of learning, engaging students, fostering inclusivity and
diversity, with a major focus on pedagogical reform through which these elements
would be implemented. The five major essential learning areas identified by the
Curriculum Corporation as crucial to student learning were: Communicating,
Personal Futures, Social Responsibility, World Futures, and Thinking. These are
linked together with the ‘Values’ and ‘Purposes’, and ultimately ‘Culminating
Outcomes’. The curriculum initiative was implemented into all Government
secondary school and rolled out over a two year period. In the case study school
in this study, The Arts Faculty for example, the embedded some of the learning
objectives and outcomes into their assessment criteria, creating a cohesive and
cross-disciplinary set of generic Arts outcomes for all discrete learning areas—
Dance, Drama, Media, Visual Arts and Music. In short, given our freedom by the
school leadership team, we ran with what we felt were positive changes in the
Essential Learnings curriculum reform, and put on hold what we considered less

essential.

Throughout the data generation process the participants referred to the Essential
Learnings as the “ELs”—an acronym commonly used in educational circles

within the state of Tasmania.
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Middle Leaders Leading Post-Compulsory Curriculum

Reform in Tasmania

“Structures, both within a faculty area and across the whole school, are very
important to support change and to ensure monitoring of the initiative” (Moore,

2007b, p. 3).

Introduction

As stated in Chapter One, the purpose of the study was to explore and examine
how Heads of Faculty lead mandated curriculum reform, and how they worked
collaboratively to develop successful strategies for implementation. Given that the
curriculum reform was mandated, underpinning this premise of a non-negotiable
reform was the certainty that all Heads of Faculty were engaged in the leadership
of the mandated post compulsory Year 10 educational reform, Tasmania: A State

of Learning.

Curriculum Reform

The Tasmanian Government agencies such as the Department of Education, in
consultation with National Curriculum agencies, are the systemic bodies
responsible for the provision of a framework for curriculum in Tasmania. Given
the establishment of the new reform, the leadership and implementation of reform
rest with individual schools. In Tasmanian schools and colleges, reforms are
largely the responsibility of the respective Head of Faculty, Head of Department,

or Advanced Skills Teacher (AST3) in each curriculum area, in collaboration with
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the Head of Curriculum. In this study, the team of Heads of Faculty worked very
closely with the Deputy Principal of Learning and Teaching in the case study
school, and with curriculum leaders from the Curriculum Services Branch in the

Tasmanian Department of Education.

Tasmanian Post Compulsory Secondary Education

“What needs to happen in Tasmania is a cultural change. We were an
agricultural society, so going past Grade Nine didn’t matter because you worked
on Dad’s farm—and Dad didn’t go to school past Grade Nine, and Dad’s dad
didn’t go to school past Grade Nine, so why bother?” (Bartlett, 2009, p. 7)

The Premier of Tasmania, David Bartlett, in a candid conversational article in the
UTAS Alumni publication (2009) stated that “education is at the heart of
everything” (p. 7). He discussed the concept of the provision of clearer pathways
for students in educational institutions which would engage them in learning in
“more interesting settings, with a real work component with better pathways to
university, with better pathways to further education” (p.5). Additionally, by
changing the compulsory secondary school leaving age to seventeen at the same
time, the State Government’s intention was that it would guarantee pathways and

futures for the students.

The 21st century is arguably an age of redefinition, where the rate of educational
change appears to be more rapid than in the past, and ongoing reform seems an
inevitable reality for systems, schools and education professionals. Reform is a
natural process and education reform is no exception (Limmerick, Cunningham &
Crowther, 1998; Oliver, 1996). There has been a paradigm shift in curriculum
reform at both a national and state level in Australia; in particular about how
students learn and the preferred content of the curriculum (Connelly, Campbell,

Vickers, Welch, Foley & Bagnell, 2007; Slater & Kysilka, 2008).

The State Government of Tasmania initially introduced the post Year 10
curriculum initiative Tasmania: A State of Learning—A Strategy for Post year 10
Education and Training in 2003, commencing with a vision that ‘“Tasmanians

embrace learning throughout their lives—Ilearning that encourages and enables us
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to live healthy, happy and fulfilling lives, to contribute to the life of our
communities, and to shape a fairer more prosperous and sustainable Tasmania”
(Department of Education, 2003, p. 7). The document notes the purposes of the
new framework for individuals, communities and for Tasmania, and explores the
values that guided the development of this new reform. The suggested elements to
be valued include learning, people, participation, achievement, flexibility,
diversity, innovation, collaboration and responsibility. Tasmania: A State of
Learning set out the vision, purposes and values that were to guide post Year 10
education and training in the coming years. The initiatives of this reform were

based on a learning framework comprising four key learning areas:

1. Guaranteeing Futures

2. Ensuring Essential Literacies

3. Enhancing Adult Learning

4. Building Learning Communities. (Department of Education, 2003, p. 3)

This provided a vision that would guide post Year 10 education and training in the
state of Tasmania. The aim of the curriculum reform was to improve the retention
of young people in education post Year 10, and to strengthen the partnerships
between the community and the learning institutions, in order that “overall, levels
of retention, participation and attainment are improving and demand for post Year
10 education and training is growing as a consequence” (Department of

Education, 2003, p. 5).

State-wide meetings, conducted by senior curriculum personnel from the
Tasmanian Department of Education—a group known as Secondary Education
The Future Task Force—were conducted in the north, north-west and southern
regions of Tasmania with all stakeholders attending. Principals, Deputy
Principals, Curriculum Co-ordinators, Heads of Faculty, and appointed teachers
from schools and colleges directly involved with post Year 10 students enrolled in
curriculum programs in Years 11 and 12, met regularly, generally monthly, to
work collaboratively on how the new vision would be realised. In some schools
and colleges specific leadership roles were created, with Post Year 10 Curriculum

Coordinators being appointed.
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The Case Study School

As a current Head of Faculty in a co-educational school with an enrolment of
1,350 students from Years 7-12, and 96 full-time equivalent teaching staff, I
conducted this case study in my own school. The decision to provide limited
contextual information on the case study school was made in order to protect the
anonymity of the school and its staff members. Although the ethos of the case
study school may have a bearing on the implementation of mandated reform,
providing details of this particular aspect of the school was seen as less important
than maintaining the anonymity of participants. I felt that to provide more

information would breach my responsibility as the researcher.

Whilst the focus of the study was on middle leadership, the influence of the
Leadership Team, particularly the Principal in the case study school, had some
influence on the implementation of reform. The Post-Year 10 curriculum reform
had an impact on the entire school, as many teachers taught across sectors and
Heads of Faculty were responsible for all year levels. Generally in schools the
Principal is at the apex of a hierarchical leadership structure (Gunter & Fitzgerald,
2007) and in the case study school the principal is supported by the Leadership
Team. The Principal’s trust in the Leadership Team and middle leaders to

implement reform enabled him to work in a more lateral way.

Carlson (1996) used the lens of the theatre as a means of viewing the reform
process and concluded that a dramaturgical approach provided the opportunity to
observe and understand the dynamics relating to the process, both obvious and
subtle, surrounding human behaviour in organizations. This study employed a
dramaturgical approach of observation in exploring the process through the eyes
of Heads of Faculty, each of whom was undertaking a role in the process of

implementing reform.
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Middle Leaders—Heads of Faculty

“The potential for organisational change is great if the middle leaders, these
unsung heroes in a school are provided with the time, understanding and support

in undertaking their complex task of leading their teams.” (Moore, 2007b, p. 22)

Within schools, the Heads of Faculty have “the primary responsibility for the
implementation of the curriculum, the student learning within their subject areas
and the quality of teaching of the individual teachers” (Keese, 2005, p. 35).
Leading reform requires the Heads of Faculty to have credibility amongst their
peers. They should also be exemplary classroom teachers who are able to reflect
upon their own practice and that of those in their faculty. Strong management
skills, together with a sound knowledge of how their school functions are
requisites which enhance credibility and respect within the role. From my own
experiences, and the observations of colleague Heads of Faculty, I became aware
that change may trigger a variety of responses from those with whom we work,
and, as a consequence, Heads of Faculty need to be “emotionally secure
individuals, and have a highly developed emotional intelligence, so that . . . staff
can feel secure, know that their contribution is valued and feel pleased to turn up
for work each day” (Keese, 2005, p. 37). In the case study school, the Heads of
Faculty had a specific role description and this formed the basis of their daily
operation within the school. The case study school role description for a Head of
Faculty was part of the School Policy and Role Description Handbook, ratified by
the school leadership team and reviewed annually. The descriptions are presented

below.
Case Study School—Head of Faculty Role Description

In the case study school, the Heads of Faculty are responsible to the Deputy
Principal (Learning and Teaching), and to the Principal, for the quality of teaching
and learning within the Faculty. This responsibility must be exercised in a manner
consistent with the mission and policy of the College. The Head of Faculty duties,
such as the provision of active and informed leadership within the Faculty,
working with the Deputy Principal (Learning and Teaching) in accordance with

College policy to establish clear goals in curriculum planning and review form
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part of the daily work requirements. The Heads of Faculty are also required to
provide a sequential and flexible work program designed to meet the full range of
student ability and need. A more detailed role description is provided in the
Appendixes (Appendix B). The case study school role description focused on
detailed and specific administrative, managerial and leadership responsibilities for

all Heads of Faculty.

The size of faculties in the case study school varied a great deal and Table 2

provides an overview of the structure:

Table 2: Faculty Structure in the Case Study School

Faculty Number of Staff

The Arts 25
Languages 29
Mathematics 28
Science 30
Health and Physical Education 12
Technology 21
Vocational Education 13
Religious Education 45
Studies of the Society and Environment 26
Inclusive Learning 11
Senior Secondary Learning 43
Resource Centre 6

Conclusion

If there is one assured element in education, it is change. The role of the Head of
Faculty is to implement reform with the “intention of identifying effective
leadership strategies which [help] the process of embedding” (Moore, 2007b, p.
1). This study focussed on leadership at the middle level, rather than on that of the
Principal. In large schools, such as the case study school, where many classes
operate daily, the Principal and Leadership Team rely on cooperation from, and

leadership by, the Heads of Faculty.
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When one has developed a good team of teachers, and has a mutually
beneficial relationship with the senior executive, the role of a head
teacher [Head of Faculty] can be one of the most satisfying in a
school. Every day they can feel they have made some difference to the

lives of students, teachers and parents. (Keese, 2005, p. 37)
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Leadership of Curriculum Reform in Post-Compulsory

Education

“Change not the masses but change the fabric of your own soul and your own

vision and you change all.” (Palestini, 2000, p. 71)

Introduction

This Chapter examines the issues central to the purpose of this study; exploring
the experiences of Heads of Faculty in leading mandated curriculum reform. The
literature is examined in three sections: Section One—Post Year 10 Compulsory
Education; Section Two—Leading Curriculum Reform; and Section Three—The

Personal Dimension of Leading Reform.

The first section explores the experiences and nature of post Year 10 compulsory
education from a global perspective, an Australian point of view, and finally the
Tasmanian scene and how that impacts on leading the reform. The ever-changing
picture of curriculum reform, based on what society demands, in post compulsory

educational outcomes for young adults in the world is explored in this section.

Leading curriculum reform, the second section, investigates the literature around
the challenges facing educators at all levels. Middle leaders, termed Heads of
Faculty in the case study school, are those who are generally called to ensure the
practicalities of the reform are implemented in learning spaces. According to
Rowling (2003), “it is easy for a headteacher [Head of Faculty] to be caught up,
sometimes unwittingly, in a never ending round of management issues; but the

engine that drives the change is leadership” (p. 4). Accordingly, this study also
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examined models of leadership and approaches experienced by professionals in

leading mandated curriculum reform.

The final section focuses on the personal dimension of leading mandated
curriculum reform. How middle leaders, namely Heads of Faculty, lead mandated
curriculum reform, “the leadership strategies utilised to secure change” (Moore,
2007b, p. 5), and how followers accept the leadership style, “The type of
interaction between leaders and followers” (Moore, 2007b, p. 5), and approach to

reform are explored in the literature.

There are bodies of literature which discuss organisational change, and the
influence of gender on curriculum reform, however, as the research questions
clearly define the boundaries of this study, these areas of the literature are not

reviewed.

Conceptual Framework

The framework used to organise this literature review, shown in Figure 2, is based
on a non-linear or chaotic view of the nature of reform, which promotes creativity
and constant change, enabling individuals to realise their capacity for change
(Davies, 2003; Senge, 2000). The ordered or linear system is characterised by
stability and predictability. According to Hargreaves, Lieberman, Fullan and
Hopkins (1998), “chaos is partly inherent in societies and organizations where
information circulates and decisions are made with increasing speed” (p. 5). All
contributors to the reform process are essential to the implementation of the
curriculum reform (Mulford, 2002). From the review of the literature, the
conceptual framework established what literature and research had already
contributed to the ever-growing body of knowledge about middle leaders and
enabled the researcher to develop further the identified areas and discover those

where potential for future research exist.
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Figure 2: Conceptual Framework

Section One

POST COMPULSORY SECONDARY EDUCATION

A 4

A

¢ Internationally / globally
e  Within Australia

e  The Tasmanian scene

\ 4
HEADS OF FACULTY LEADING CURRICULUM

REFORM: A CASE STUDY OF POST YEAR 10
CURRICULUM REFORM IN A TASMANIAN
SECONDARY SCHOOL

Section Two Section Three
LEADING CURRICULUM THE PERSONAL DIMENSION
REFORM OF LEADING REFORM
e Middle Leadership—Heads e Readiness for Reform
of Faculty e Resistance to Reform

A
A 4

e Teacher Leaders of Reform e Perceived Need for Reform
e Ownership of Reform e Initiative Overload

e  Culture for Reform e  Challenges / Barriers

®  Models of Reform

e [eadership Approaches

¢ [eading Mandated Reform

Post Compulsory Secondary Education

Post compulsory secondary education in Australia begins as students at the end of
their Year 10 schooling continue into 2 further years of education. For the
majority of students in Australia, these 2 years of post-compulsory secondary
education are undertaken in their own K—12 or 7-12 school or at a stand-alone

senior secondary college in their state. Other students attend other educational
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institutions such as the Australian Technical College to complete their post
compulsory secondary education years. Nationally, an Australian Qualification
Framework has been developed for students at a post-compulsory level. “Post-
compulsory education is regulated within the Australian Qualifications
Framework, a unified system of national qualification in schools, vocational
education and training (Technical and Further Education) and the higher

education sector (university)” (The Australian Educational Researcher, 2007, p.

91).

Post compulsory secondary education has traditionally provided a pathway for
students who intended to study at a tertiary level, however, “recent economic
planning is leading to new pressures on the post-compulsory education sector
where work-readiness is emerging as a major focus” (Stanley, 2007, p. 91).
Vickers (2007), also noted that in post Year 10 education “the other conspicuous
change over the past fifteen years has been the introduction of Vocational
Education and Training (VET) as an option within the senior secondary
curriculum” (p. 257). The need for clear pathways is cited as a reason for major
national curriculum reform, however, the literature on a state-by-state basis refers
largely to the retention of students before they enter the work force or tertiary
educational institutions as the reason for reform. “Retention of young people in
the education and training system to at least Year 12 and the development of
explicit pathways have become an urgent priority for educators to address”

(Stanley, 2007, p. 91).

The dilemma for some schools and students, especially in Tasmania, is that
historically students who did not follow the pathway of tertiary study would leave
school at the end of Year 10 seeking or undertaking employment (Hanlon, 2004).
In the past, employers were satisfied with students who had attained a Year 10
certificate, however, today, “in the current emerging job market the minimum
requirements assumed to have been achieved at the end of compulsory schooling
(Year 10) are being seen as insufficient for successful employment” (Stanley,
2007, p. 92). Studies have shown that “there is a problem for schools attempting
to increase retention of weaker Year 10 students. Such students are likely to be

unwilling to remain in a program of study in which they feel they cannot succeed”
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(Stanley, 2007, p. 92). The challenge now is for schools and colleges to provide
programs of learning which engage these students and provide pathways for them
at the end of Year 12. Curriculum leaders and assessment authorities in each state
are making provision for these students by providing post-compulsory programs
that are seen as “involving choice and students tend to want subjects that they feel
interested in and in which they have some chance of succeeding” (Stanley, 2007,

p. 95).
A Global Perspective

“One consequence of globalisation is that government Ministers of Education are
constantly trying to measure the success or failure of their policies against other
countries.” (Bagnell, as cited in Connell, Campbell, Welch, Foley & Bagnell,
2007, p. 291)

As party of the global village, educators are entrusted with the future of the young
people in the world, and “as educators we have a responsibility to prepare our
students to meet the challenges of our increasingly, sometimes dangerously, inter-

connected world” (Slater & Kysilka, 2008, p. 254).

Global debate concerning the outcomes of students and the status of schools in the
universal ranking of performance and retention rates are permeating the education
system world wide, and also within Australia. Similarly, other countries such as
“Canada, Finland, Japan, Korea, Iceland and Sweden all manage to combine high
educational achievement with small gaps between students and schools” (Slater &

Kysilka, 2008b, p. 41).

Countries throughout the world experience curriculum reform in education
systems in order to meet the needs of their young people in an ever-changing
world. In countries such as India (Agrawal 2004), and China (Huang 2004), the
focus for curriculum reform has been on the outcomes for students, particularly in
relation to numeracy and literacy, and the need for thorough evaluation. Huang
(2004) believes that “any systematic process of curriculum development reflects

Six steps:

¢ A curriculum philosophy, or ideal, is formed and clarified;
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e A clear educational aim is defined, and systematic and operable
objectives are stated;

e Suitable content and experience are selected;

e Content and experiences are located within the curriculum structure and
presented in the appropriate media (here curriculum materials are
concerned);

e Effective instructional activities are identified; and

e The outcomes of curriculum implementation are evaluated” (p.102).

In line with current Australian curriculum thought, Huang also concludes that the
educational reform is in “response and contribution to China’s economic and
social reform and to our [global] changing social development” (p. 113).
Educationalists globally seek the most effective curriculum for their countries,
and Australia is no exception (Mulford, 2002). The National Curriculum in
Australia recognises our global connection to the world, and that, with the
advancements in technology, many countries are preparing for educational
developments yet to be realised in the twenty-first century. A working paper
prepared for the Curriculum Standing Committee of National Education
Professional Associations (CSCNEPA) in 2007 suggested that “a twenty-first
century curriculum must take into account where Australia and its citizens are

located geographically and in other ways, within a global context” (p. 1).

The Australian scene has been challenged by global changes, and technology has
enabled us to be an active part of the global village. Hughes (2008) reported that:

Over the past sixty years, Australia has become a very active part of
the global community . . . we now face a major issue in Australian
education, to deliver an effective education for life to all our people.
Our international links make clear the nature of this problem and also
show us that it is possible to have high quality education without

sacrificing equity. (p. 1)
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An Australian Overview

“Looking across Australia at the end of the 1980s it was evident that the amount
of variation in both the K—10 and the curriculum for years 11 and 12 was quite

substantial.” (Vickers in Connelly et al., 2007, p. 253)

For the past two decades, Australia has been working towards a National
Curriculum that enables students and teachers to transfer from one state to another
and from one school to another without interrupting their learning. However, “the
states have successfully resisted being corralled into adopting a single, uniform
model” (Vickers, in Connelly et al. 2007, p. 249). In the 1990s there was a
framework which existed for students enrolled in Kindergarten to Year 12. This
framework, in which “the main building blocks of the curricula are called KLA
(Key Learning Areas) rather than subjects” (Connelly et al., 2007, p. 249), helped
guide the curriculum for a number of schools and colleges, however it was seldom

used or made accountable as an authentic national framework.

Across all Australian states, there has been a “considerable amount of overlap in
curriculum content . . . and states continue both at the K-10 and Senior Secondary
levels to sustain distinctly different approaches to pedagogy, school organization
and assessment” (Connelly et al.,, 2007, p. 250). Whilst this has been
acknowledged by Ministers of Education, each state considered the documents
separately and made its own decisions about how the KLAs were incorporated

into their own curriculum frameworks.

Each state has different commencement ages for students entering schools, and a
range of ages for students completing compulsory education. State legislation
specifies the compulsory leaving age for students in Australian schools. The
challenge for schools and colleges is to provide a national framework for students
studying in post compulsory education, and, as a consequence, the National
Curriculum will address the pathways for senior students at all levels of
education. A national plan for students entering tertiary education, technical and
further education, or the work force, will enable students to experience success in
the post compulsory years. A national response will provide a common

experience for young people as “over the past fifteen years the system has
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sustained an uneasy balance between state initiatives and federal imperative
curriculum policy” (Connelly et al., 2007, p. 255). However, in the past 2 years
there has been a stronger push for the National Curriculum, particularly in relation

to the pathways for students who enter post-compulsory education.

The National Curriculum in Australia will provide a common curriculum based on
the needs of students at all levels of education providing pathways for positive

futures.

Australia’s future depends upon each citizen having the necessary
knowledge, understanding, skills and values for a productive and
rewarding life in an educated, just and open society. High quality
schooling is central to achieving this vision and secondary schools
provide students with the ability to build on what they know, to assist
them to reach their full potential and acknowledge the capacity they
have to learn. (Stanley, 2007, p. 100)

The Tasmanian Scene

“In each state, the mandated curriculum documents have a distinctly local
flavour, yet they remain based on elements that are commonly used across the

nation.” (Connelly et al., 2007, p. 255)

Tasmania’s educational experiences of reform, particularly in Years 11 and 12,
have been very similar to those experienced nationally. Like other states, “the
residual effects of the reforms of the 1980s have probably brought the state and
territory curricula closer together than they would have been had this effort at

national curriculum construction not occurred” (Connelly et al., 2007, p. 255).

In a national context, the current post Year 10 curriculum reforms and re-
structuring of the Government Senior Secondary Colleges in Tasmania have seen
major curriculum reform in the state. The mandated reforms being implemented
into Years 11 and 12 are evidence of progressive reform. Other states have
embraced the pathways for senior students, particularly in the vocational
education area, however Tasmania has created a new framework for Senior

Secondary Colleges and Technical and Further Education (TAFE) institutions.
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The Tasmanian Government is setting up taskforces aimed at
improving post-compulsory education, training and employment
opportunities for young people in the State. The taskforces, part of the
Guaranteeing Futures Area Taskforce Initiative will develop,
implement and monitor action plans which support young people aged
15 to 24 to move from Year 10 towards meaningful participation in

their communities as adults (Stanley, 2007, p. 100).

Tasmanian education has experienced a number of mandated curriculum reforms.
The most recent in secondary schools, and experienced first hand by the Heads of
Faculty in the case study school, have been the Essential Learnings and
Tasmania: A State of Learning. The Essential Learnings Framework was
established to focus primarily on “what is central to the curriculum” (Department
of Education, 2002, p. 4). The underpinning principles were established to guide
educational practice. This mandated reform preceded the post compulsory reform
and influenced to some extent the initial attitude expressed by Heads of Faculty to

the implementation of the new reform.

The stated purpose of the Tasmanian educational reform, Tasmania: A State of

Learning (2003), was:

improving young people’s participation in education and training
beyond compulsory schooling. . . . this long-term strategic framework
aims to enable second chance learning opportunities for people of all
ages; to build a skilled workforce with the capacity to support
business and industry in a growing economy; and to create
communities that value lifelong learning (Department of Education,

2003, p. 3).

Mulford and Hogan (1999) noted that the view of Tasmanian Principals and
leaders was one which supported reform in schools wholeheartedly. While these
curriculum developments have been welcomed by many leaders and teachers
there has also been some cynicism expressed, due to the number of mandated
curriculum reform directions which have concurrently or previously been

perceived as not really meeting the needs of students in Tasmania. In a study
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conducted by Churchill and Williamson (2004), Tasmanian teachers expressed

concerns about:

a number of change initiatives being promoted simultaneously. They
felt there was little acknowledgement of the effect of this multiplicity
of innovation on teachers who already see themselves as being
committed fully in the day to day tasks associated with working with

their students. (p. 38)

Leading curriculum reform

“Teachers expressed some frustration at the top-down approach which they felt
had imposed new curriculum on them without giving them much guidance about

what they were expected to do.” (O’Sullivan, Carroll & Cavanagh, 2008. p. 9)

In a rapidly and continually changing world, each one of us is affected by change
and influenced by leaders (Fullan, 2001; Hargreaves, 2003; Limmerick,
Cunningham & Crowther, 1998; Oliver, 1996). According to Mulford (2002),
maintaining the balance between continuity and constant change is a challenge for
all leaders. Leadership for change requires the leader to possess many
characteristics, such as honesty, competence and an ability to look forward
(Kouzes & Posner, 2002). If leadership is about “inspiring rather than directing,
partnering and involving rather than dividing and controlling” (Graetz, Rimmer,
Lawrence & Smith, 2002, p. 210), then leaders must set the direction, define the

context and provide coherence for their organizations (Kanter, 1999).

One of the most demanding aspects of leading and implementing reform is being
able to take risks when what is working seems to be the status quo. There is so
much which changes daily in schools that the curriculum can be the one
“constant” in the life of the teacher. Leaders are also challenged by the constant
need or request for change as it seems when they have just mastered something
new, another change confronts them (Leithwood, Jantz & Steinback, 2000).
Therefore leaders, who are required to be visionary, imaginative, flexible, and
show initiative, need to take up the cause, see the positive in the reform and seek a

strategy for its implementation. Limmerick et al. (1998) suggest that, in order to
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have the greatest impact on people, we must forget about how we did things in the
past and believe in the product we are delivering. If the new product is deemed to
be more appropriate than the old, “letting go of old patterns and taking a fresh
approach” (Cashman, 1998, p. 87) will enable reform to be commenced from a

clear slate.

Educational change is often misconstrued as reactive change rather than planned
change with strategic intent (Davies, 2003; Griffin, 1996). In implementing
curriculum reform, the Heads of Faculty need to adopt a strategic approach to
create greater understanding and sustainability rather than a reactive approach
which creates turbulent highs and lows in the reform process. Middle leaders need

to have the “courage” to lead (Burdett, 1999).

Any initiative or substantive modification to some part of the school is the direct
result of external or internal forces for change (Olsen, 2002). When “introducing
even minor changes can incite strong resistance and conflict” (Starratt, 1994, p.
2), how then do leaders and followers in schools cope with reform in order to
meet the needs of both internal and external forces? Despite mandated reform
directed by outside forces, lasting school improvement relies on teachers at the
“coal face” who characterise integrity, trust and good will in implementing reform
(Kirk & MacDonald, 2001; Riley, 2000; Snowdon & Gorton, 1998). Hanson
(1996) refers to mandated change from outside agencies as “enforced change,” (p.
289) when the school has no choice but to respond to the change. The fact that the
reform is mandated, as was the case in this study, may influence many stages in

the implementation of curriculum reform in the school.

Teaching and learning is the core business of schools. Principals, curriculum
leaders and teachers are directly responsible for curriculum implementation.
However, it is the Head of Faculty who is arguable the key “driver” of change
once the reform has been established and the school is “ready” for its
implementation. If the quality of the reform implementation and faculty
determines the educational outcomes for students, then the responsibility of a
Head of Faculty is enormous. It is no wonder then that Heads of Faculty are often

anxious about the reform process. The leaders of reform however need to consider
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“self” in the process, as leadership starts with self, incorporates the team, the

faculty and the school (Burdett, 1999; Fullan, 1998).

Middle Leadership—Heads of Faculty

“Middle leaders (subject leaders, middle managers, heads of department,
curriculum co-ordinators) play a crucial role in developing and maintaining the
nature and quality of a pupil’s learning experience.” (Bennett, Cartwright &

Crawford, 2003, p. 3)

Heads of Faculty are leaders in schools and are empowered by Leadership Teams
to be key players in the reform process (Connolly, Connolly & James, 2000).
Consequently, they also face the challenges that many leaders experience. They
are expected to lead by example, that is, be exemplary classroom practitioners
(Wilson & McPake, 2000), great managers (Keese, 2005; Kotzur, 2005) and
forward thinking and visionary (Mulford, 2005). When Ileading other
professionals, middle leaders often face the dilemma of being the “meat in the
sandwich” when they are torn between their own function and its relationship to
the bigger picture of the school (Wilson & McPake, 2000). According to Moore
(2007b) Heads of Faculty “are both the conduit as well as the interpreters of either
discussions with or decisions made by senior leaders” (p. 1). In leading the reform
process, the Heads of Faculty need to work with, and through, these potential

limitations.

The role of Head of Faculty is complex. Personal goals must be met at the same
time as school and systemic goals (Jones, 2006). Role descriptions list the
managerial aspects of the duties, however the Head of Faculty also has primary
responsibility for the implementation of the curriculum (Kotzur, 2005; Mulford,
2005), student learning, and enhancing the quality of teaching by individual
teachers (Gabriel, 2005; Keese, 2005). Allum (2005) discusses the many roles of a
Head of Faculty, who she believes act as a “role model, leader, manager,
administrator and implementer” (p.14). She provided a list of many personal
qualities Heads of Faculty should exemplify. Heads of Faculty should ‘“be
discreet, be supportive of colleagues, be loyal to the head of School and senior

staff, don’t gossip, don’t put others down, respect everyone and do things well”(p.
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14). Combine these roles and qualities with the duties of every day teaching and

learning, leading and managing, and the role of a Head of Faculty is enormous.

In order to achieve high performance outcomes, Heads of Faculty must be
dynamic leaders who are empowered to make decisions, work autonomously,
rally support and actively and enthusiastically promote the appropriate reform
(Keese, 2005). Visionary leaders must be encouraged and empowered to become
“champions of change” (Robbins & Coulter, 1996, p. 447); champions with zeal
and passion who can enthuse others (Rabey, 1997). If, however, those in formal
leadership roles are less experienced or not the “natural leaders” in the faculty,
they will not necessarily be the champion change agents. This dilemma requires
the formal leaders to work with the “informal leaders” to make the change process

more effective.

Followers expect leaders of change to be credible, however no-one can predict
how those following will react at the time to either the leader or the reform.
According to Fullan (2001), the professional credibility of the leader of reform is
essential to the success of its implementation. The leader must have a sense of
purpose and provide strategies for working through the process. A study
conducted by the United States Small Business Administration (2003), suggested
that for leaders to gain credibility they must set an example, eliminate perks, walk

around and talk to people, be genuine, and have passion.

Kotzur (2005) suggests that there are ten building blocks that capture the role of
Heads of Faculty—teamwork, quality, continuous learning, respect, optimism,
resilience, self-awareness, empathy, communication, and leadership. Leadership
is the foundation stone upon which all other qualities are laid. With quality
leadership, all aspects of teaching and learning improve, the team becomes
successful and an attitude of continuous learning and improvement will permeate
the faculty mindset (Maxwell, 2001; Parkin & Bourke, 2004). Heads of Faculty

should embrace these qualities in leading the curriculum reform process.
Teacher Leaders of Reform

A teacher leader is, according to Patterson and Patterson (2004), one who “works

with colleagues for the purpose of improving teaching and learning whether in a
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formal or an informal capacity” (p. 74). The formal teacher leader is identified
and acknowledged by the Principal and school community and is assigned a

specific role.

The notion of teachers as leaders is explored in more recent literature (Little,
2003; Patterson & Patterson, 2004), as teachers are at the heart of the educational
process and are often targets of reform. Hehir (2004) believes that “the most
significant issue for teaching as a profession is to ensure the recruitment and
retention of our brightest and most creative leaders in a career in the classroom”
(p. 35). According to Moore (2007b), most teacher leaders do not align
themselves with hierarchical definitions of leadership, but view leadership as a
collaborative effort, something shared within their classrooms. Sometimes
expecting the teacher to be the leader of reform requires the teacher to unlearn
what is known, in order to undertake an initiative (Boyd & McGree, 1995).
Undeniably, within educational organisations there are many extremely talented
and perceptive teachers who do not wear a badge of formal leadership, but who
are more skilled as leaders. If these key people within schools are not valued they
“may retreat to their classrooms where their own ideas can be put in place and
may form professional liaisons only with people who share their values and

concerns” (Bascia & Hargreaves, 2000, p. 114).

On the basis of their research Patterson and Patterson (2004) suggest that teacher
leaders can make a powerful contribution in shaping school culture and building
school resilience. Three American studies conducted by Little (2003) indicate that
over the past two decades there has been an emergence of “teacher leadership,”
which has been a prominent element of reform strategy and policy rhetoric. In the
Tasmanian context, the context of this research, this would appear to be the case
in faculties within schools where, due to the sheer size of the school, the leader, in
the majority of circumstances, is a teacher. There are many schools where
enrolment numbers are lower or where a learning area has only one or two staff
members, and the leadership teams within the schools are unable to appoint
someone to a formal promoted position to lead such a small faculty (Caine &

Caine, 2000). However, in many schools, the middle leadership team is appointed
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by the Principal and the teacher leader is given a specific role and title, such as

Head of Faculty.

Ownership of Reform

“. .. any new program does not have a chance of succeeding unless employees

take ownership of it.” (Lindsay in Palestini, 2000, p. 71)

Ownership of the reform by teachers is important as the faculty staff prefer to be a
part of the reform process rather than be controlled by it, especially if the
particular reform is an initiative which will be sustained over a considerable
period of time (Blenkin, Edwards & Kelly, 1997; Conley, 1996; Snowdon &
Gorton, 1998). Every person working in a school is potentially an agent of reform,
and paradigms of reform cannot be established if people work in isolation (Fullan,

1993).

Empowerment of all involved is crucial to the establishment of a positive culture
for reform (Fullan, 2001; Oliver, 1996). On the basis of their research in
Australia, Kirk and Macdonald (2001) confirm that teachers are being given more
autonomy and decision making power in the process of curriculum reform.
Partnerships between Heads of Faculty and teams of teachers must continue to
evolve if reform is to be successful. Leaders are important at all levels (Chandon

& Nadler, 2000) and any reform should involve all staff (Daft, 2002).

Studies carried out in Hong Kong reveal that the more closely aligned an
innovation is with what teachers already know, and the more empowerment
afforded, then the more productive the reform will be (Carless 2004). In an
interview with the researcher, Starratt (2004) discussed the significance of
involving teachers in the reform process. Starratt’s views on the empowerment of
teachers in the change process emerged, together with the significance of
ownership of the process in leading in individual classrooms. He suggested that
the observation of teacher behaviour and patterns, and the influence of others on
the group and what they do in their own classroom, will determine their level of

engagement in the reform process. He questioned the legitimate areas, boundaries
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and autonomy for teachers and the reality of whether they do have the free space

to act autonomously.

Educational leaders strive to ensure that everyone in the school is involved in the
reform process and is part of establishing the values which form the basis for the
impending reform. This not only places the individual at the heart of the culture of
the school, but also becomes the catalyst for empowering leaders at all levels
within the school. In order to foster enthusiasm and a positive attitude towards the
reform the leader must also harness the talents of staff through the nurturing and
understanding of members’ needs, creating an atmosphere of trust, understanding

and empowerment (Daft, 2002; Hooper & Potter, 2000; McArthur, 2002).
A Culture for Reform

“If change is going to be managed and high levels of achievement are to be
maintained, then it is likely that a school is going to need to create a culture in
which innovation is a natural aspiration of the staff . . . however, a culture of

innovation is neither easy to develop or maintain.” (CSM extra, 2007, p. 1)

A culture for reform has been identified as fundamental to positive development
and implementation of initiatives. If a culture for reform does not exist in an
organisation, one needs to be developed in order to help the reform process
proceed within a supportive environment. People are the most significant factor in
creating a culture for reform (Conley, 1996; Daft, 2002; Graetz, Rimmer,
Lawrence & Smith, 2002; Senge, 2000), as the culture of any organisation is
embedded in the people and their capacity and capability to accept change.
According to Moore (2007b), “an initiative needs to be ‘embedded’ to ensure

lasting and deep-seated change” (p. 5).

The values, skills and attitudes, backgrounds and life experience of the individuals
involved in the reform process in the school combine to form a collage that
presents a culture for reform. Depending upon the particular values and skills of
individuals, the culture for reform may vary. However, a positive culture is
essential to the successful functioning of a school. To achieve such success, the

culture must be embedded in the underlying beliefs and assumptions that are
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shared by all within the school community. Through the deepening of these
beliefs and assumptions, the culture for reform will guide staff members’
behaviours and attitudes and the way staff perceive the organisation. To fully
experience the culture of a school, the staff need to be immersed within it,
providing meaning for the roles within the organisation (Conley, 1996; Senge,

2000).

Quality leadership is required to implement and oversee the complex process of
reform. In schools where transformational leadership is present, the role and
potential of Heads of Faculty and teacher leadership in affecting the climate and
culture of a school are recognised (Gabriel, 2005; Hunt, 1991). A leader must
ensure and create a culture of objectivity, openness, and sensitivity, a climate
conducive to mutual objectivity, trust and confidence, a clear vision and
understanding of the change itself, be a listener, value the contribution of
everyone, and have the necessary skills to facilitate the implementation of change

(Conley,1996; Graetz et al., 2002; Snowdon & Gorton, 1998).

Recurring themes in the literature suggest that a culture of reform and learning
can be created if there is professional and reflective dialogue (Connolly, Connolly
& James, 2000), a united focus and sense of purpose, collaboration, openness to
improvement, trust, respect, and supportive leadership (Fullan, 2003; Senge,
2000; Sparks, 2003). In schools where positive relationships enable professional
dialogue, and where teachers and leaders work together to achieve positive

outcomes, then successful implementation of reform will occur.

A collaborative environment is central to the creation of a culture for reform
within schools (Senge, 2000). Developing relationships between leaders and
teachers, and among teachers themselves, are the keystones to creating a truly
cultural change for communities (Conners & D’Arbon, 1997). It does however
require the change agent to be sympathetic to collaborative practice, to implement
sophisticated strategies for implementation and enable all involved in the process
equal voice and the opportunity to engage in professional and rational dialogue in

the pursuit of truth (Blenkin, Edwards & Kelly, 1997; Oliver, 1996).
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The implementation of reform has the potential to create chaos and is not for
those who like order and neatness (Lichenstein, 2000). Reform is chaotic, messy
and unsettling—qualities which are sometimes difficult for leaders and teachers to
come to terms with as they are so conditioned to order, neatness, structure and
formality (Davies, 2003; Fullan, 2001; Reilly, 2000). Often this messiness and
chaos in the initial stages of reform provide the opportunities for creative ideas
and outcomes to emerge, resulting in advancing the reform. The only sure
prediction about the culture of reform is that change is constant, and it is part of
any organisation within our world (Davies, 2003; Reilly, 2000; Stoll & Fink,
1996).

Initiating change within the organisation does not necessarily mean that change
will occur or that the culture of change will make a shift. Indeed, much of the
literature explores the reflective or evaluative aspect of cultural shifts in schools
and how this determines the success or otherwise of a positive culture for change
(Caldwell, 1997; Leithwood & Day, 2007). Schools which participated in a study
based on school-based management and shared decision-making, had firmly
established shared decision making structures, a commitment to demonstrating
decision making and collective leadership, and a culture that focused upon on-
going learning and improvement. 