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ABSTRACT 

This research is an evaluation of the two-year project Implementing the National 
Indonesian Curriculum. It examines the effectiveness of the project in achieving the 
intended outcomes, the main outcome being to change the practice of primary and 
secondary teachers of Indonesian and ultimately improve learning outcomes for 
Indonesian language students in Northern Territory schools. The underlying issues 
addressed by the study are: Was the project Implementing the National Indonesian 
Curriculum successful in bringing about change in the practice of teachers of 
Indonesian in Northern Territory schools? How effective were the project's 
professional development strategies in bringing about change in teaching practice? 
Data was collected from 28 participants in the project six months after its 
completion through an end-of-project questionnaire and an interview. Data was 
also gathered from the project officers' journal and end-of-year reports and 
participants' sample programs and workshop evaluation sheets. 

The research has found that the project, by focusing on effective language teaching 
methodology through use of the new curriculum, has been successful in bringing 
about change in the practice of teachers of Indonesian. Some participants (50%) are 
now using the curriculum materials as the basis for their planning whilst others 
(25%) have started to dip into the materials. A small number of teachers have been 
introduced to the social literacy learning model in order to develop deeper level 
sociocultural understandings in students and some of these are beginning to 
experiment in this area. Increased participation in teacher networks has occurred 
and more teachers are taking on leadership roles. Concrete examples show that 
there has been long term impact on individual teachers and on Indonesian language 
programs in schools. Contrary to expectations, the findings of this study show that 
secondary teachers were more likely to change their teaching practice than primary 
teachers. This seems to be influenced by teachers' previous training in language 
teaching methodology. The findings also show that the greater the percentage of 
Indonesian teaching in the participants' workload, the greater the likelihood for 
change in practice to take place. 

The findings of this research have demonstrated that change in practice takes time 
and requires a supportive environment to encourage teachers to trial new ideas 
before they are able to incorporate this as part of their everyday practice. An 
investigation in another six months would help to validate the extent to which 
teachers have changed over the long term. 
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INTRODUCTION 

As a project officer in the newly established Northern Territory School of Languages 
(NTSOL), the researcher is involved in planning, implementing and evaluating a 
range of professional development programs for teachers of languages other than 
English in primary and secondary schools. Before taking up this position, she was a 
project officer in the Curriculum Advisory Support Unit (CASU), a unit within 
Schools Policy and Operations North Division, Northern Territory Department of 
Education. The project position, Project Officer Implementing the National 
Indonesian Curriculum, commenced in 1994 and was a two year contract which 
focused on bringing about change in Indonesian language teaching and learning in 
schools. Through this study, the researcher intends to evaluate the project with the 
purpose of informing her work at the Northern Territory School of Languages as 
well as to contribute to the increasing knowledge about effective professional 
development for teachers. The evaluation will assist in the identification of the 
professional development needs of languages other than English teachers in the 
Northern Territory and will enable informed decisions to be made about future 
professional development programs implemented by the Northern Territory 
Department of Education. 

The place of the Curriculum Advisory Support Unit within the 
Northern Territory Department of Education 

The Northern Territory Department of Education's Curriculum Section of the 
Curriculum and Assessment Division is largely responsible for the development of 
educational policy for government schools and, through the Northern Territory 
Board of Studies, ensures the development of approved curricula and courses of 
study from early primary through to senior secondary levels. CASU is one of several 
units, within the operational section of the Department, which are responsible for 
the actual implementation of approved Departmental policy and courses. (Refer 
Appendix I for a diagram showing the relationship between different sections of the 
Northern Territory Department of Education.) 

CASU began operation in 1992 at a time when cuts in government expenditure 
affected many permanent office-based positions in the Northern Territory 
Department of Education. At the same time, the rhetoric about the need for 
organisations to recognise people as their most important resource was gaining 
momentum in education (Nadler 1984:13, in Cacioppe et al, 1990:55), and the focus 
on efficiency, effectiveness, accountability and productivity strongly pointed out the 



need for traditional management structures to change (Beare, 1993). In hindsight, 
the cuts in government funding could be viewed as the catalyst for change in some 
areas of the Department. The lack of funds meant that officers in education were 
encouraged to be creative in their thinking in order to meet a range of needs - 
personal and professional, system- and school-based and those of students, 
teachers, parents and the wider community. 

The development of CASU was based on the current thinking in the literature. 
Lambert, 1989, Commission for the Future, 1989, Tickell, 1991 and Conners, 1991 
describe the emerging new role in staff development - from one which placed 
teachers in a passive role and 'did not challenge them to inquire, criticise, 
participate or create' (Lambert, 1989:78) to one which promotes collegiality, 
involvement of the learner, and provides rich and varied opportunities to learn. It 
had become clear that, through advisor positions, much investment had been 
wasted in teacher development over the years in terms of the implementation of 
policy and curriculum, (Lambert, 1989:78-83). The advisory section of the 
Department had consisted of subject specific officers who had been away from the 
classroom for a significant period of time. It was widely known that teachers in 
schools saw these office-based people as being well out of touch with the realities of 
the classroom. With the cuts in funding and in response to current thinking, the 
advisory section under the Northern Territory Department of Education's Schools' 
Policy and Operations North Division was disbanded. CASU took its place and 
was formed on the basis of new approaches towards the implementation of 
effective professional development programs and particularly on the basis of 
understandings about adult learning and the change process. As a result of this 
thinking, CASU project positions are formulated on the basis of identified school, 
regional and/or system needs and are organised around the notion of two or three 
year contracts. This means that positions are not permanent and that greater 
numbers of effective classroom practitioners have the opportunity to take a focused 
leadership role in an office-based position for a short period of time. As a result, 
the skills and experience of these practising classroom teachers are enhanced, the 
schools do not lose these teachers to permanent office-based positions, and more 
teachers are able to gain experience at the system level. In the four years of CASU's 
operation, approximately 65 different officers have been involved for one year to 
three year projects. 



The role of the Curriculum Advisory Support Unit 

The purpose of CASU is to assist in the implementation of curriculum 
by working cooperatively and collaboratively in the planning and 
implementation of professional development programs with other sections 
within the Department and, by working in partnership with all interested officers 
in supporting teachers' continuing professional education in order to support the 
development and delivery of quality teaching and learning programs for 
Northern Territory students in schools in Operations North (Northern Territory 
Department of Education, 1994:1). 

In order to achieve the intended outcome of improved learning for students in 
schools, CASU project officers aim to assist teachers to further develop skills, 
knowledge, abilities and understandings to bring about change in teacher practice in 
their curriculum area of responsibility. 

Projects are developed around clearly defined outcomes. Project officers select a 
range of appropriate strategies and are involved in ongoing assessment and 
evaluation. At the end of the project, each officer is expected to complete an 
evaluation which informs the CASU Management Team and is made available to 
stakeholders and other interested parties. 



CHAPTER 1 

THE ISSUE OF CONCERN 

Statement of the issue 

This study, an evaluation of the project Implementing the National Indonesian 
Curriculum, is an example of applied research (and more specifically it is an 
example of formative evaluation), which, according to Wiersma (1986:13) aims 'to 
solve an immediate, practical problem'. This study aims to evaluate the 
effectiveness of the project in achieving the intended outcomes, the main outcome 
being to change the practice of teachers of Indonesian and ultimately improve 
learning outcomes for Indonesian language students in Northern Territory schools. 
The underlying issues addressed by the study are: Was the project Implementing the 
National Indonesian Curriculum successful in bringing about change in the practice 
of teachers of Indonesian in Northern Territory schools? How effective were the 
project's professional development strategies in bringing about change in teaching 
practice? 

Background 

Before proceeding, it is important to consider the timing of the project in terms of 
what was happening in the languages learning area throughout Australia. In the late 
1980s, completion of the Australian Language Levels (ALL) Guidelines Project was 
having a resounding impact on the development of languages curricula for 
Australian primary and secondary schools. In the same period, and partly in 
response to the ALL Project, federal funding and a growing interest in national 
curricula led to the appointment of writing teams to develop national curriculum 
guidelines for Chinese, Indonesian, Japanese, Korean and Thai (Curriculum 
Corporation, 1992-1995). At this time, aspects of the Australian Language Levels 
(ALL) Guidelines (Scarino et al, 1988) were also being incorporated to varying 
degrees, into language curriculum documents developed by state and territory 
Departments of Education. 

The ALL Guidelines (Scarino, 1988) provided a generic frame of reference to guide 
the development of specific language curricula. The documents addressed all 
aspects of teaching languages through the 'curriculum jigsaw'. This included the 
syllabus (related to stages of language learning), strategies for teaching and learning 
in the classroom, resources, the assessment scheme, and strategies for evaluating all 
aspects of the curriculum. Possible learning pathways from early primary to senior 



secondary levels were described according to knowledge and understandings about 
the different stages of learning. Appropriate learning outcomes for each of the 
stages, which acknowledge the range of language backgrounds of the learners as well 
as their different needs and interests, were presented through the documents. The 
ALL Guidelines linked the principles of language teaching and learning with the five 
broad, interrelated goals of language learning - communication, sociocultural, 
learning-how-to-learn, language and cultural awareness, and general knowledge. 
Communication was seen as the central goal and the other goals were to be generally 
achieved through a focus on this goal. For the first time, language teachers across 
Australia were able to work with a common basis for planning, implementing, 
assessing and evaluating language learning and therefore access the expertise and 
skills of teachers of other languages through ALL-based curricula materials and 
networks (Scarino, 1998). 

Through involvement in local and interstate networks - the researcher had been a 
teacher of Indonesian in the Northern Territory and a curriculum writer for one of 
the national projects - the researcher was aware that many teachers based their 
language course solely on a text which, if not based on grammar, focused on the 
specific functions of language (such as asking the way, excusing oneself, introducing 
oneself). In comparison, the ALL Guidelines' view of languages embraces the holistic 
nature of language use through six activity types. These require learners to: 1. 
establish and maintain relationships and discuss topics of interest; 2. participate in 
social interaction related to solving a problem; 3. obtain information from a spoken 
or written text and process the information; 4. give information in a spoken or 
written form; 5. listen, read or view and respond personally to a stimulus, and 6. be 
involved in spoken or written personal expression. The five broad goals of language 
learning, the statement of intended learning outcomes for each stage of learning and 
the table of language use (the six activity types) provide teachers with a framework 
which reflects current understandings about effective language teaching and 
learning. ALL-based language teaching programs enable teachers to integrate the 
many facets of language teaching in order to provide opportunities for students to 
achieve the intended learning outcomes. Use of ALL-based curricula allows teachers 
to adapt the learning experiences to meet the needs of their students, their own 
teaching style and their school context. Teachers have a theoretical base upon which 
to plan changes and adaptations to the courses they offer and no longer need to be 
dependent upon, and to some extent restricted by, the sole use of a text book. 

As a result, the ALL-based languages curricula enable teachers to draw on the best 
elements of the range of teaching and learning methodologies to suit their needs. 



Unlike the other methodologies which tend to focus on specific parts of the language 
learning process in isolation to language use such as grammar, reading and writing 
skills, translation, functions of language, listening and responding and so on, ALL-
based languages curricula focus on these elements through a focus on the use of 
language for a purpose. 

The National Indonesian Language Curriculum Project was one of the national 
projects which received federal funds. The National Curriculum Guidelines for 
Indonesian (Curriculum Corporation, 1992) was developed collaboratively by the 
Northern Territory Department of Education and the Department of Education of 
South Australia and became available to schools in late 1992 and 1993. During the 
final stages of the development of the curriculum, a call for support in its 
implementation came from classroom teachers throughout Australia (unpublished 
project feedback, 1991-1992). This was because the curriculum represented the 
latest in the teaching and learning of languages and was noted for the innovative 
way in which it provided opportunities for teachers to be involved in curriculum 
renewal. Teachers wanted opportunities to be involved in professional development 
programs which assisted them to access the curriculum materials and develop 
language learning programs to meet the needs of their learners and teaching context. 
As the Northern Territory Board of Studies Course T-10 for Indonesian was to be 
based on the new curriculum guidelines, the Northern Territory Department of 
Education responded to this call by identifying a project officer position in CASU 
to support teachers in the implementation of the new curriculum for Indonesian in 
Northern Territory schools. 

The resulting CASU project, Implementing the National Indonesian Language 
Curriculum, aimed to support primary and secondary teachers of Indonesian to 
provide principled and planned Indonesian programs in Northern Territory schools 
through use of the National Curriculum Guidelines for Indonesian (Curriculum 
Corporation, 1992). Although the project position came about because of a system 
appointment in order to meet system needs, it must be remembered that the call for 
a focus on current teaching methodology and the new curriculum materials came 
from teachers. The success of the project was linked to the appropriate blend of 
Departmental requirements (the implementation of a national curriculum) and a 
focus on curriculum renewal through a professional development program (based on 
the needs of teachers of Indonesian). 



Context 

It was essential that the Indonesian Curriculum Project reflected CASU's beliefs 
about professional development, that is, 

that teachers and schools are best supported in the delivery of effective teaching 
and learning programs through services which meet identified needs (school, 
regional and system), involve appropriate educators in planning and delivery, 
work to clearly defined outcomes, promote teachers as active learners utilise 
expertise within schools, provide feedback and operate within a climate of trust, 
support and open communication (Northern Territory Department of Education, 
1994:2). 

As a result the project officer endeavoured to plan, implement and evaluate a 
project which provided opportunities for teachers of Indonesian to work in a 
reflective, collaborative and systematic way in order to challenge attitudes and 
beliefs and promote change in teaching and learning strategies, and ultimately, to 
achieve effective student learning through use of the National Curriculum Guidelines 
for Indonesian (Curriculum Corporation, 1992). Refer to Appendix II for the project 
outline which describes the outcomes, rationale, methodology, assessment and 
evaluation. 

Questions to be answered 

The evaluation of the project will look at what the project achieved and how it was 
achieved. In the first section of Chapter 4 which presents the data and a discussion 
of the findings, the study will present an evaluation of the project in terms of the 
achievement of project outcomes as stated in the project outline (Northern Territory 
Department of Education, 1994). The study will question whether the project was 
able to: 
• develop teachers' abilities to use the National Curriculum Guidelines for Indonesian 

(Curriculum Corporation, 1992) as an organisational framework for Indonesian 
teaching and learning; 

• increase teachers' understandings and ability to effectively integrate sociocultural 
elements into their language learning program; 

• develop teachers' understandings about the need to be involved in critical 
reflection of their own teaching practice and experimentation of new strategies as 
well as to develop their knowledge about the range of 'tools' which can be used 
to enhance reflective practice; 



• develop teachers' understandings of the purpose and process of collaboration 
within the school setting and outside (eg. the Language Teachers' Association of 
the NT); 

• provide opportunities for teachers experienced in using the new curriculum to 
take on leadership roles, and 

• develop teachers' understandings of the place of learning and thus the value of 
professional development for them personally. 

The second part of the study (presented in Chapter 4) will examine the 
effectiveness of the project design, that is, the methodology used to achieve the 
outcomes. The following questions will be addressed: 
• What were the strengths of the strategies employed for project implementation? 
• What were the weaknesses of the strategies employed? 
• Were there any other strategies which might have been more effective in achieving 

project outcomes? 

Purpose of the study 

'It might be said that the overall function of educational research is to improve the 
educational process through the refinement and extension of knowledge. The 
refinement of existing knowledge or the acquisition of new knowledge is essentially 
an intermediate step toward the improvement of the educational process' 
(Wiersma, 1986:20). If CASU is to be able to provide a quality service to clients 
which is both effective and efficient, it is essential that CASU professional 
development projects are evaluated in terms of their achievement of stated project 
outcomes and the effectiveness of the strategies used. 

Throughout the duration of their projects, all CASU project officers are engaged in 
ongoing evaluation. This is seen through the implementation of CASU-based action 
research groups, a time slot for discussion of issues at staff meetings, professional 
development programs for CASU officers, use of questionnaires to seek feedback 
from clients, and regular reporting to, and reflection meetings with, a member of the 
Management Team. In this way project officers are constantly reviewing their 
professional development programs and seeking ways to improve their practices in 
order to facilitate change in teaching practice and learning in schools. 

The purpose of this particular research is to formalise the evaluation process 
through systematic documentation and analysis of what has taken place during the 
life span of the project Implementing the Indonesian Curriculum. It will provide the 



project officer with the opportunity to further reflect on both the process and the 
product. This study will be able to provide informed recommendations on which to 
base decisions on the allocation of funds and provision of future support programs 
in the languages area. 

The value of this study will be judged according to its usefulness in informing 
action, enhancing decision making and applying knowledge to solve an educational 
phenomenon. 

Assumptions which underlie the study 

The design of the project is based on Fullan's (1991:344) notion that learning is a 
life-long process for everyone and that the aims of professional development 
programs are to encourage and assist educators to be involved in reflective practice 
as part of their everyday work. 

If the professional development program is to lead teachers to taking responsibility 
for their own learning, effective professional development programs should 
therefore endeavour to: 
• develop teachers' understandings of the need to be involved in critical reflection 

of their own teaching practice and experimentation with new strategies; 
• develop teachers' understandings of the purpose and process of collaboration 

within the school setting and outside (eg. the professional association); 
• develop teachers' leadership skills through group work and by encouraging key 

teachers to take on leadership roles and be involved in collaborative planning, 
implementation and evaluation, and 

• develop teachers' understandings of the place of learning and thus the value of 
professional development for them personally (Fullan & Hargraves, 1991). 

In short, the study assumes that the most effective path to improving outcomes for 
learners is the empowerment, recognition and development of staff. 

Another assumption at a different level is that the project officer, the CASU and 
Northern Territory School of Languages management teams will use this information 
to inform their work to meet the professional development needs of teachers in 
schools. 



Definition of terms 

CASU Project Implementing the National Indonesian Language Curriculum: a two year 

project which aimed to support teachers in providing quality Indonesian language 
programs in Northern Territory schools, based in Operations North, Northern 
Territory Department of Education. 

National Curriculum Guidelines for Indonesian: a curriculum based on current thinking 
in the languages teaching and learning field; the curriculum upon which the Northern 
Territory Board Approved Courses of Study for Indonesian T-10 will be based. 

Teachers of Indonesian: primary and secondary teachers who are currently teaching 
Indonesian in Northern Territory government and non-government schools. 

Professional Development: 'the sum of all activities, both formal and informal, carried 
out by the individual or system to promote staff growth and renewal (in terms of 
instructional skills and curriculum development, implementation and evaluation 
skills) ... It allows teachers to develop a wide range of beliefs and attitudes that 
support effective teaching practices, by various means and various contexts. 
Teacher professional development is not an isolated event but rather a continuous 
and career-long process' Conners (1991:54). 

The Project's Professional Development Program: a planned program of professional 
development opportunities which were selected to meet the outcomes specified by 
the CASU Project Implementing the National Indonesian Language Curriculum, and 
which were based on current theory about effective ways of working with adults 
and bringing about change in practice. 

Evaluation: a study which 'is designed and conducted to assist some audience to 
judge and improve the worth of some educational object' (Stufflebeam and Webster, 
1980:5). This evaluation aims to establish whether the CASU Project Implementing 
the National Indonesian Language Curriculum was able to fulfil the program goals, 
how and how well the project was able to do so. 

Scope and limitations of the study 

This study is a summative evaluation of the project Implementing the Indonesian 
Language Curriculum and involves both primary and secondary teachers of 
Indonesian across a range of urban schools in the Northern Territory. The study 
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looks at both individuals and groups within the sample (such as primary and 
secondary, linguistically trained and not trained, male and female). Through a focus 
on the product and the process of implementation of the project, the evaluation 
pursues understandings about the broader picture of effective professional 
development and the change process. 

The design of the study is unique to the context and timing of the project and, in line 
with qualitative research, uses multiple methodologies. The findings of this study 
are therefore context specific and are not necessarily aimed at being generalisable to 
other situations. The project undergoing evaluation was designed for a particular 
group of teachers (teachers of Indonesian) with a particular need (to enhance their 
knowledge, skills and understandings of current practice in order to provide 
improved outcomes for their learners). The skills, knowledge and expertise along 
with the preferred working style of the project officer also means that the project is 
context specific and, therefore, it would be difficult (and inappropriate) for another 
project officer to replicate the project for another group of teachers. Nevertheless, 
the study 'will provide the impetus, background and means by which systematic 
examination, development, and improvement can take place' (Wiersma, 1986:21). 
The study will provide one model of a project focused on bringing about change in 
teaching practice and contribute to the knowledge in the field. 

It is important to note that the study focuses on improving learning outcomes for 
students in existing Indonesian language programs. It does not focus on implementing 
the curriculum in schools which do not have an Indonesian program. This was not a 
part of the project's brief. In addition, the research only examines the impact of 
change in practice on those teachers who were involved in the project's professional 
development activities. The study does not include those teachers who were 
teaching Indonesian at the time but who did not take part. 

Significance of the study 

Organisations and people exist in a rapidly changing world and an increasingly 
technological and informational age (Caldwell and Spinks, 1992) where old 
paradigms are being replaced by the new. In the Department of Education, 
traditional advisors were replaced by project officers who, as leaders, take on the 
role of facilitator and collaborator. CASU needs to model the principles it promotes 
and, for the credibility of CASU, it is essential that both the unit as a whole and 
individual projects within undergo evaluation to be accountable for the use of 
government money and to inform future directions. 
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It is expected that this study will contribute to CASU understandings of the change 
process and effective professional development programs. As a result, the study 
will inform other CASU projects, although it is very context-specific, and it will 
influence CASU policy and organisation in the future. 

A major focus of the newly established Northern Territory School of Languages is 
the provision of professional support to teachers of languages in schools. The 
research will most definitely be of interest to Northern Territory School of 
Languages officers involved in the planning of professional development programs 
as the study will identify the needs of teachers of Indonesian, who make up 
approximately three quarters of the target group. 

As the Northern Territory Board of Studies Courses for Indonesian T-10 is to be 
based on the National Curriculum Guidelines for Indonesian (Curriculum Corporation 
1992), this study will inform the work of the Principal Education Officer, 
Curriculum and Assessment Branch. 

The study may be of wider interest to various sections and individuals within the 
Northern Territory Department of Education such as the Deputy Secretary, Schools' 
Policy and Operations North, who is a keen supporter of CASU and what it aims 
to achieve, and the Superintendents and Principals whose teachers were involved in 
the project's professional development programs. Principals may be especially 
interested as they are having to make decisions on how best to use limited funds 
available for professional development of their staff. 

Lecturers and students in the Faculty of Education at the NT University may also 
find the study of interest. The study is an example of evaluative research and may 
contribute to the increasing bank of information in the area of implementing change 
in the field of education through professional development programs. 

Above all, this study is of personal value to the researcher. The process will enable 
her to examine formally what she was able to achieve and how well it was 
achieved. She will be able to learn much about her own practice and her strengths 
and weaknesses as a professional developer. 
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Outline of the remainder of the study 

Chapter 2, the next chapter, presents a review of the literature and reports on recent 
research in the area. This information provides the basis for the project design and 
provides a backdrop for interpreting the results of the evaluative study. Chapter 3 
describes the approach taken, research design, selection of subjects, data collection 
tools, recording and analysis process, methodological assumptions and limitations. 
This is followed by Chapter 4, a presentation of the data and a detailed discussion 
and interpretation of the findings. The last chapter provides the conclusions of the 
study and recommendations about the further professional development for 
teachers of languages made on the basis of the findings. 

The paper will be used to report to stakeholders in the project such as the CASU 
and Northern Territory School of Languages management teams, the Principal 
Education Officer Languages and the Language Teachers' Association of the 
Northern Territory. 
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CHAPTER 2 

LiTERATURE REVIEW 

The following literature review examines current thinking in relation to the provision 
of effective professional development programs for teachers. It first provides 
background on global trends in human resource management and development, and 
then examines what is, or should be happening within educational institutions in 
particular. Teacher development, the power of collegiality, the need for teachers to 
take control of their own learning and the notion of leadership are strong aspects of 
the discussion. Finally, a summary of the underlying principles upon which the 
project's professional development programs are based is presented. 

Current trends in human resource management 

The scope and pace of change taking place in the 1990s is rapid. For instance, 
Cooper (1993:7) states that: '[t]he amount of information in the world is doubling 
every 2.5 years; engineers find that half their knowledge is obsolete in 5 years; and 
ninety percent of information and knowledge required in the Year 2000 has yet to be 
invented'. 

To understand these changes in the area of education the broader social, economic, 
political and technological changes currently taking place in the world need to be 
examined. To this end, it is useful to look at Naisbitt's 'megatrends' - megatrends 
being 'factors which are shaping society as a whole and which have consistent and 
long term impact' (1982, in Caldwell and Spinks, 1992:6). The trends which 
Naisbitt foreshadowed for the 1980s can certainly be seen today, some to a greater 
extent than others. Such predictions included the shift to an information society, 
decentralisation, self-help, participatory democracy, increased networking and the 
availability of multiple options. Naisbitt and Aburdence (1990) have gone on to 
identify ten megatrends which, they predict, will be evident as the world proceeds 
towards the Year 2000. These are: 
• a booming global economy 
• a renaissance in the arts 
• the emergence of free-market socialism 
• global lifestyles and cultural nationalism 
• the privatisation of the welfare state 
• the rise of the Pacific Rim 
• the decade of women in leadership 
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• the age of biology 
• a religious revival 
• the triumph of the individual (in Caidwell and Spinks, 1992:6). 

McLagan's (1989) research supports these megatrends and describes them in terms 
of organisational change. She claims the changes we can expect to occur are as 
follows: 
• The pressures for workforce productivity will intensify. 
• The pace of change will continue to intensify. 
• Emphasis will focus on quality and the customer. 
• Organisations will become more global. 
• Organisational strategies will be more dependent on the versatility of its human 

resources. 
• Work structures and design will dramatically change (1989:50). 

She concludes that '[t]he changes that organisations must make will only be 
successful if people change, develop and grow and if organisations as social 
systems can mobilise themselves to work in different ways' (1989:50). She calls for 
organisations, which include educational institutions, to rethink and refocus their 
human resource management and development strategies. Like McLagan, Cacioppe, 
Warren-Langford and Bell (1990) feel that despite changes in the area of human 
resource management '[c]urrent development and training practices within 
Australia, however, have room for considerable improvement [because] there is still 
a tendency for training to be conducted on a bits and pieces approach' (1990:56). 

Cacioppe et al (1990) also believe that the underlying principle to the effective and 
efficient running of any organisation is that people are the most important asset and 
that the support provided to employees through effective training and development 
programs is crucial to the success of the organisation. Maxwell (1990) takes this 
idea further when he says '[t]he new forms of management require that there be a 
conscious, ongoing and deeply felt commitment to 'empowering' the employees to 
have more control and influence over their performance' (1990:12). He claims that 
employees will give high quality treatment to customers when they receive high 
quality treatment, that is, they are treated as a professional; employees will feel a 
valued part of the team when they are involved; the traditional distinction between 
management and worker should be broken down; and that employees should be 
encouraged to think about how they can improve their own and the organisation's 
performance. 

15 



Robinson focuses on today's need for managers to be leaders in her article on 
'Blueprint for Human Resource Management' (1990). She talks about the role of 
manager as facilitator and developer rather than boss. Her discussion of the need 
for employees to be involved and self-directed reminds readers of Maxwell's (1990) 
support for the 'empowerment' of employees. 

As seen through the discussion above, the literature of the late 1980s and early 
1990s supports the notion that this is a time of rapid change and that if 
organisations (including educational organisations) are to maximise their chances of 
success they need to recognise that people are their most valuable resource. It is 
widely acknowledged that traditional ways of managing this important resource are 
somewhat inappropriate to respond to the social, political, economic and 
technological changes we are currently experiencing. Key concepts coming through 
the literature include the need for organisations to foster professionalism, 
development, involvement and collaboration. The need for comprehensive human 
resource plans, integration of plans with strategic plans of the organisation, more 
rigorous needs analyses, more on-site programs tailored to meet specific needs, 
more participative training programs, increase in management development 
performance appraisal and interpersonal skills training programs, a range of 
innovative approaches to training and a professional level of qualification of 
trainers are some of the main ideas which permeate the literature about directions 
for human resource management. 

Implications for educational organisations 

Educational institutions do not stand in isolation from other organisations and it is 
only to be expected that any global trends are mirrored to some degree in 
educational institutions. An example of this can be seen in Naisbitt and 
Aburdence's (1990) predictions for education based on their megatrends mentioned 
above. They predict the following: 
• There will be a powerful but sharply focused role for central authorities, 

especially in respect to formulating goals, setting priorities, and building 
frameworks for accountability. 

• National and global considerations will become increasingly important, 
especially in respect to curriculum and an education system that is responsive to 
national needs within a global economy. 

• Within centrally determined frameworks, government schools will become largely 
self-managing, and distinctions between government and non-government schools 
will narrow. 
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• There will be unparalleled concern for the provision of a quality education for 
each individual. 

• There will be a dispersion of the educative function, with tele-communications 
and computer technology ensuring that much learning which currently occurs in 
schools or institutions at post-compulsory levels will occur at home and in the 
workplace. 

• The basics in education will be expanded to include problem-solving, creativity 
and capacity for life-long learning and re-learning. 

• There will be an expanded role for the arts and spirituality, defined broadly in 
each instance; there will be a high level of 'connectedness' in curriculum. 

• Women will claim their place among the ranks of leaders in education, including 
those at the most senior levels. 

• The parent and community role in education will be claimed or reclaimed. 
• There will be unparalleled concern for service by those who are required or have 

the opportunity to support the work of schools (in Caidwell & Spinks 1992:7). 

In support of these predicted changes, Hedley Beare (1993:4-7) talks about the 
enterprise or the market metaphor which describes the direction for education. 
Schools will become stand-alone enterprises and need to be responsive to their local 
community. Education will increasingly be promoted as an exportable commodity 
and because it brings personal profits a users-pay approach to funding will be seen 
more and more. The ideas of efficiency, effectiveness, accountability and 
productivity will underlie the changes apparent in school-based management, the 
employment of teachers, curriculum and professional development. Employees of 
educational institutions will agree that some of these changes are already becoming 
apparent in the field of education. 

A paper published by the Commission for the Future's Lifelong Education Project 
proposes the need for urgent changes in the area of human resource management. 
Project officers claim that 

[w]e have entered a period of change so rapid that half of a worker's knowledge 
and skills may become obsolete in three years. In such a situation it is not 
possible to train people at the beginning of their working lives and expect that 
training alone to serve them till they retire. Without the ability to acquire (or 
create) new skills and ideas businesses court ruin and workers risk permanent 
redundancy. We must therefore reform our education systems so that students 
emerge from schools motivated to continue learning throughout their lives; that 
adult education facilities are available for them to do so; and that workplace 
organisation encourages and sustains them. These are the objectives of Lifelong 
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Education. It is not a matter of offering short-term training solutions to 
immediate needs: to maximise our human resources we must cultivate in all 
citizens such qualities as confidence, commitment to self-improvement, ability to 
make decisions, willingness to try new ideas (Commission for the Future, 
1989:39). 

Likewise, Fullan and Hargraves (1991), key researchers in this area of education, 
stress that in order for schools to provide improved learning outcomes for students 
and to prepare students for the future, '[they] must work on the right things. And 
the right things are rooted in the basic working conditions and lives of teachers as 
these in turn affect the learning of students. Improving teachers and schools is the 
key to improving students' (1991:xi). The writers suggest that the 'right things' are 
the concepts of lifelong learning, collaboration, collegiality and shared responsibility 
and development. 

Implications for professional development 

Professional developers in education need to take into account the global trends if 
they are to provide effective and efficient professional development programs. 
Tickell, in his paper 'Professional Development' (1991:3), summarises his view of 
the main characteristics of professional development in the 1990s. He claims that 
there is increased planning for the long term through the implementation of 
professional development programs which are not one-offs but rather integrated 
into policy implementation and personnel management. Professional development 
programs are budgeted for, more rigorously coordinated to ensure effective and 
efficient use of funds, more closely related to training needs of personnel, and 
evaluated in terms of long term impact and change in professional practice both at 
system-wide and school levels. 

Lambert (1989:80) describes the new era of staff development as 'one that 
challenges and involves teachers in the honouring and creation of their own 
knowledge'. She reflects on the inadequacies of the 'old ways' of staff development 
when teachers were placed in a passive learning role and explains that, '[b]ecause 
we have insisted on telling teachers how to improve, the staff development 
community has had limited influence on the profession' (1989:80). She suggests that 
teachers should be encouraged to be actively involved in their learning and in a 
broad range of professional growth opportunities, and, amongst others, should be 
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encouraged to talk about their own thinking and teaching, be involved in change in 
the school, contribute their knowledge and take on leadership roles. This clearly 
smacks of comments made by Maxwell (1990) mentioned in the first section of this 
chapter. 

Little's research supports these ideas and demonstrated that 
[i]n successful schools more than in unsuccessful ones, teachers valued and 
participated in norms of collegiality and continuous improvement [trialling new 
strategies]; they pursued a greater range of professional interactions with fellow 
teachers or administrators, including talk about instruction, structured 
observation, and shared planning and preparation (1982:325). 

Notions of self-reflection, talk about professional matters, and involvement in 
professional development programs are in line with Lambert's argument about the 
link between the culture of the workplace and successful professional development 
programs. 

In contrast Smyth's paper (1991) provides some sobering thoughts on collegiality. 
He presents the argument which supports the power of collegiality in professional 
development but questions whether teachers are really able to make use of that 
power in the decision making process or whether they merely have 'little more than 
control over the implementation aspects of teaching in a context of rigidly 
formulated, centrally prescribed educational guidelines' (1991:231). Smyth says that 
'teachers and their professional associations need to see themselves as part of an 
extended collegial community that has a right as well as a responsibility to 
articulate a coherent position on where education in this country is headed' 
(1991:320). 

Along lines similar to Fullan and Hargraves (1991), Johnson (1991) claims 
teacher learning is the key to quality teaching, and teachers are the key to 
classroom change. If quality teaching is to take place, it is the teachers who need 
to work on their teaching repertoire of strategies and tactics in a reflective, 
collaborative and systematic way and have their attitudes and beliefs about 
teaching continuously challenged. ... Without such a commitment to planned and 
resourced professional development the school is in danger of maintaining the 
status quo and locking into indefensible habit and custom without first 
examining the social, political and educational changes that are taking place 
around them (1991:7). 
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From the discussion above it is clear that particular issues have to be addressed if 
professional development for teachers in schools is to be effective. The researchers 
above have hinted at the importance of use of appropriate strategies which bring 
about a change in practice. Lambert (1989) is particularly concerned with the issue 
of adult learning. If professional development activities do not take into account the 
specific characteristics of adult learning then programs will continue to have limited 
results in terms of changing practice. These understandings of course inform the role 
of the professional developer and have serious implications for the design of 
professional development activities which aim to enable individuals and 
organisations to meet the needs of our changing society. The following discussion 
looks in detail at the some of the key features which need to be considered by those 
involved in professional development programs. 

The change process 

When aiming to change teacher practice, the complexity of the change process 
cannot be overlooked, nor can it be underestimated. Clear understandings about the 
nature of innovation and change and various change strategies are needed in order 
to avoid the mistakes of professional development programs in the past which 
often did not lead to any change in classroom practice as a result of teacher 
involvement. 

The nature and innovation of change 

Although there have been many attempts to define change, for the purposes of this 
research Daiziel and Schoonover's (1988) broad definition will be used here. They 
see change as the planned and unplanned responses of an organisation to the 
pressures brought about by individuals, teams, coalitions, and special-interest 
groups both inside and outside the organisation. 

There are different kinds of changes. Hersey and Blanchard (1988:338-342) talk 
about participative changes which are voluntary or self-initiated changes; and 
directive changes which are those imposed upon teachers. There are many examples 
in schools where imposed changes have taken place. The implementation of the 
National Curriculum Guidelines for Indonesian (Curriculum Corporation, 1992) in the 
Northern Territory could be seen as but one example. It is perhaps a little more 
difficult to find examples of participative changes. This is because of the strong 
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external influences on education, which are often driven by economic and political 
values rather than educational values. One need only think of the Carmichael 
(1989), Finn (1991) and Mayer (1992) reports for examples of economic and 
political responses to global changes, which in turn impact on developments in the 
field of education. If change is driven from the outside, this means that teachers and 
other school staff have very little say in whether they want to have the change or 
not and Smyth's (1991) warning about the lack of real power for teachers which was 
mentioned previously comes to mind. 

Whether changes are voluntary or imposed, it is important to acknowledge that 
change is a constant feature of school and organisation life in the 1990s and that all 
true change involves loss, anxiety and struggle (Fullan, 1991:31). This is where it is 
important for educators to consider Peters' notion (1989:395) of the 'love of change'. 
Peters claims that teachers should be encouraged to see the change not as a directive 
but as new knowledge which provides an opportunity for participative change. In 
other words, the school culture should value change and make change benefit them 
and their students whether it be self-directed or externally imposed. 

As the CASU project being evaluated in this study is an example of a directive or 
imposed change upon teachers of Indonesian, Peters' (1989) talk about the 
importance of having a love for the product rather than an attachment to it provides 
food for thought - for both the professional developer and participants in the 
project. Peters claims that 'to get everyone enthusiastic about constantly improving 
the product (education) requires commitment to it as well as to them. On the other 
hand, products will be made obsolete more frequently. ... Thus a commitment to 
ceaseless improving of the product must reside side by side with a willingness to 
scrap it when we develop a replacement (or someone else does) (1989:392). An 
example of this in the field of education is the introduction of a new curriculum. A 
new curriculum may replace one that teachers have taught for a some time. Teachers 
have to become highly enthusiastic about the new curriculum, work with it, resource 
it, plan with it and teach it in a way that demonstrates to their students that it is an 
excellent course that they endorse. At the same time they need to be aware that a 
new curriculum to replace it is just around the corner. As one of the writers of the 
Indonesian curriculum and as the officer involved in implementing the materials the 
researcher is acutely aware that, even by the time the curriculum was published, 
new thinking about the teaching and learning of languages had taken the curriculum 
framework further. For instance, before publication, the focus on objectives had 

21 



been replaced by a focus on learning outcomes. The development of the ability to 
accept and work with a new product but not become too attached to it is certainly 
something to be considered by professional developers when planning programs for 

teachers. 

The stages of change 

The literature to this point has suggested that indeed change needs to be planned 
for. Change must involve conflict within the individual and with others. The 
adoption of a new practice usually requires the giving up of an old one. 
Understandably, teachers are reluctant to do this. They are being asked to exchange 
something with which they feel familiar and confident, something for which they 
have developed the skills and understandings required for something which will 
initially cause them uncertainty and relearning. Scott, in his keynote address at the 
national conference of the Australian Council for Education Administration 
(ACEA) in 1991 claims that talk of the need for change in an age of change is 
popular enough, but the emotional acceptance of it is another matter. It is important 
to realise too that different people or groups will change at different rates, and not 
everyone will change. Above all effective change takes time. 

In trying to identify 'handles' to describe the way in which individuals adopt change 
a number of models have been developed. In earlier research such as that of Fuller 
(1969) the change process is described as progress along a continuum. For Fuller, 
this continuum begins from: 
• concerns about self- what the use of the innovation will mean to an individual's 

professional status, rewards and role, to 
• concerns about the teaching task - how their methods of teaching have to change 

and what logistical considerations are necessary, to 
• concerns about impact on students - what effects the innovation has upon the 

learners. 

Loucks and Hall (1977) based their seven 'Stages of Concern about the Innovation' 
on Fuller's framework and came up with the following continuum which looks at 
stages of concern in relation to use of the innovation. These are: 
• Awareness - non-use of the innovation because the teacher does not know about it. 
• Informational - orientation takes place as the teacher finds out about the program. 
• Personal - preparation is under way in terms of learning about the role, the 

procedures and the materials required to use the innovation. 
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• Management - mechanical use of the innovation whilst considering issues of 
planning and implementation. 

• Consequence - routine handling of problems arising and refinement as the teacher 
makes changes on the basis of how he/she sees it affecting the students. 

• Collaboration - integration with other ideas gained through working with other 
teachers, sharing resources etc. 

• Refocusing - renewal or replacement of the innovation is being sought by the 
teacher. 

Similar concepts of the change process over time is reflected in Carnall's (1990:141-
146) five stage model. These are: 
Stage 1: Denial - often an initial response to change. 
Stage 2: Defence - a reaction to the knowledge that the innovation is going to take 

place, an innovation which threatens the value system and behaviours of 
those involved. 

Stage 3: Discarding - experimentation with the innovation helps people to recreate 
their value system and self-esteem as they 'grow into the innovation. 

Stage 4: Adaptation - the opportunity to give input into and modify the innovation 
to suit the needs of those involved. 

Stage 5: Internalisation - the innovation is an accepted part of practice and those 
involved have a new set of values. 

It is important to consider the suggestion made by Fullan (1991, in Johnson, 1991) 
for teachers to think big but start small. Consider the demands of a teacher. It is no 
wonder that many take on the denial and defensive stages mentioned above. 'If 
teachers can be persuaded to make small changes in classroom practice and these 
changes have positive outcomes for student learning and/or teacher teaching, then 
teachers are quite likely to try another small classroom change. Contrary to the 
opinions of many educators, changes in teacher attitudes and beliefs about teaching 
and learning usually follow rather than precede changes in teaching practice 
(Guskey, 1985). Thus professional development should aim primarily at changing 
the teachers' environment so that new classroom practice is more attractive to them' 
(Johnson, 1991:6). 

From the discussion above it is obvious that many professional development 
experiences do not work because they do not incorporate the characteristics of 
effective change processes. In designing a professional development program one 
needs to consider why teachers should want to engage in professional development. 
One would think that teachers would welcome the opportunity to expand 

23 



knowledge and skills, contribute to growth, and enhance student learning. 
Professional development programs must, however, recognise the real cost of 
attempting something new - of changing. Trying something new takes time and 
energy and is often in addition to the normal workload. Efficiency and competency 
often decrease whilst experimenting and learning and is threatening in terms of what 
peers and supervisors might be thinking of us. Ball (1993:32) reminds us that by 
introducing new working practices which replace established and cherished ways of 
working, individual self-concepts are threatened. In short, change is not easy and 
the planning and implementation of professional development activities need to 
take into account the features of the change process. Through an investigation of the 
strengths and weaknesses of the strategies used to achieve change, this study will 
provide some insight into whether the CASU project Implementing the Indonesian 
Curriculum was able to successfully incorporate the characteristics of effective 
change process. 

Adult Learning 

Implicit in the discussion so far is that professional development programs and 
structures must acknowledge that they are dealing with adults. The underlying belief 
is that the collaborative culture which is needed for the effective and long term 
impact of professional development talked about by Fullan and Hargraves (1992), 
Little (1982) and Smyth (1991) can only work successfully if teachers are recognised 
as adults. Professional developers need to integrate understandings about adult 
learning, growth and development and the professional development and personal 
needs of staff. 

Brookfields research (1986: 30-34) discusses a range of views on adult learning 
presented by a range of researchers. Each viewpoint will not be discussed in detail 
here, however, some common understandings expressed through the literature about 
adult learning are as follows: 
• adults are self-directed in their learning; 
• adults have a wide range of backgrounds and skills; 
• adults have a range of learning styles (and learn in different ways at different 

times - part of life span changes); 
• self-concept is important as individuals move from dependency to independency 

as growth in responsibilities, experience and confidence occurs; 
• adults are motivated to learn by a variety of factors (which include problem 

solving and meaningful activities which have immediate application to their 
situation); 
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a adult participation in the learning is important; 
• a comfortable and supportive environment is the key to successful learning; 
• adults' roles are multiple (eg. home roles), and 
• adults have different priorities which change over time. 

The need to be involved in change and problem-solving will not necessarily be 
recognised, understood, or desired by all teachers. All teachers will not necessarily 
want to keep up with new ways of doing things. They might feel that what they are 
doing is fine. Some may not wish to be reflective practitioners nor be involved in 
mastering an increasing variety of teaching skills and knowledge. Systems must look 
carefully at ways in which their programs are able to involve teachers. 

Conners (1991), whose research looks deeply into teacher involvement, claims that 
deliverers of professional development need to recognise that teachers have 
different professional needs in differing educational contexts and at different stages 
of their careers. [B]ecause professional development takes place in a context, a 
partnership' must evolve between the individual teacher and the system so that 
teacher professional development is optimised, and at the same time the needs of 
the system are met. ... Only when more emphasis is given to identifying the 
individual needs of teachers at different stages of their careers, and to providing the 
resources, programs and support to meet these needs, will the quality of the 
teaching-learning process be enhanced' (1991:78). 

Discovering what matters to teachers and how best to motivate them for sustained 
and improved work is not easy. Johnson (1986) in her paper 'Incentives for 
Teachers: What Motivates, What Matters' provides a good overview in the area. She 
mentions three theories based on the theories of motivation and productivity: the 
expectancy theory where individuals are more likely to strive in their work if there is 
an anticipated reward which they value such as a bonus; the equity theory where 
individuals are dissatisfied if they are unjustly rewarded or compensated for their 
efforts; and the job enrichment theory where workers are more productive when 
their job is challenging and varied. The first two theories look at merit pay and 
career ladders whereas the third theory looks at a system of differentiated staffing 
and career ladder plans. It is difficult to really know what motivates each teacher. 
However, 

it is certain that teachers are not motivated by money alone and they do not 
intentionally withhold their best efforts. A review of the literature on human 
motivation suggests that people expend their energy, care about and invest their 
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emotion in search of three things: achievement, affiliation and influence. If teacher 
commitment to professional development is desired then these needs must be 
satisfied in the professional development process (Johnson, 1991:6). 

Other researchers go on to say that the acknowledgment of individual needs and 
career stages in professional development is not enough. The culture of the school 
and system must promote professional development. This is supported by Lambert 
who believes that 'professional development is a cultural, not a delivery concept' 
(1989:80). The idea is further expanded by Ingvarson (1990) who argues the 
extreme importance of the professional culture of a school in the effectiveness of 
professional development activities. He believes that, effective professional 
development must aim to enhance professional relationships and mutual 
responsibilities, as well as meet individual needs. 'Without a strong internal support 
structure in schools for professional development, external efforts to bring about 
change will largely fail' (Ingvarson, 1990:179). Ingvarson's point is very important 
considering that a CASU project officer is an outsider and part of the external 
change force on teachers' practice in schools. 

Boud (1987:223-227) talks about four major traditions in adult learning in terms of 
the relationship between the learner and the staff developer. The first, training and 
efficiency in learning involves the presentation of a course based on predicted needs 
of the learner group. Courses are modified based on learners' responses to the 
presentation of the course. Self-directed learning and andragogy school represents a 
contract system where the facilitator helps learners to define their own needs, 
clarify their own goals, plan appropriate action, monitor their own progress and 
evaluate. Learner-centred education and the humanistic educators recognise the 
individual as a whole person with intellectual and affective goals. Facilitators help 
learners to identify the barriers to their learning and strategies for overcoming them. 
The final tradition, critical pedagogy and social action, promotes change through 
understanding of theory, practical application (experimenting) which leads to 
enhanced understandings and further action. Boud notes that facilitators might 
draw on aspects of more than one tradition for any given type of program. 

In summary, the literature in the area of adult learning supports the shift from a 
passive, dependent learner who is not in control of his or her own learning, unwilling 
to take risks and who is not involved in trialling, reflection and change, to an active, 
self-directed learner who is involved in goal setting, planning, and evaluating his or 
her own progress, willing to take risks, trial and modify new understandings and 
change his or her practice. 
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Moore (1988) suggests that, in order for this to take place professional development 
programs should: 
• have a climate of success 
• have a collaborative mode 
• help learners achieve self-direction and empowerment 
• capitalise on learners' experience 
• foster participation 
• foster critical, reflective thinking 
• foster learning for action 
• foster problem posing and problem solving. 

The role of the professional developer 

In the context of our changing society, current thinking about professional 
development which is favouring more and more democratic, collective and group 
values, the role and responsibilities of today's professional developer is also 
changing. 

While there has been much said about the differences between managers and leaders 
(Bennis and Nanus, 1985, Bass, 1985, Kotter, 1990) for the purposes of this 
discussion it is worthwhile considering Kotter's view on the subject. He suggests 
that managers are those who are involved in setting goals, ways of achieving those 
goals and allocating resources; who implement and monitor the organisational 
structure and delegate; who monitor, problem solve and evaluate results. He 
describes leaders as people who bring about change by developing a vision and 
strategies for attaining that vision; who are able to gain others' commitment to the 
vision, and who 'keep people moving in the right direction despite major obstacles 
to change, by appealing to basic but often untapped human needs, values and 
emotions' (Kotter, 1990:104). In other words, leadership is about change, that is, 
assisting others to change and developing a culture which is based around ongoing 
change. 

With these understandings educative leaders can 'fashion a vision of society and its 
schools and can solve problems in a more profound and meaningful way' (Mulkeen 
and Cooper 1992:19). Educational leaders need to think of themselves as change 
agents, who think analytically about education as it exists, and who think critically 
about how education might be. This is an important concept which professional 
developers need to foster in their teacher participants for everyone can be an 
educational leader. Concepts such as 'a community of leaders' (Liebermann, 
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1988:638-649) 'a leader who can lead others to lead' (Manz and Sims, 1991:18-22) 
and 'shared leadership' (Barth, 1988) are promoted through much of the current 

literature. 

Little (1982:325) found that 
where teachers valued and participated in norms of collegiality (shared tasks, 
problems, ideas) and continuous improvement (experimentation) they pursued a 
greater range of professional interactions with fellow teachers or administrators. 
Teachers are being encouraged to engage in their personal professional 
development through involvement in the decision-making process, taking on 
leadership roles, engaging in critical reflection and action research with 

colleagues. 
These are all very important aspects of effective professional development which 
professional developers such as CASU project officers need to consider. 

As Duignan and Macpherson (1993) note, the evidence assembled from literary 
sources, research and experience is that an educative leader is one who: 
• creates opportunities to allow participants in any change to reflect on their 

practice and to develop personal understandings of the nature and implications 
of the change for themselves; 

• encourages those involved in the implementation of an innovation to form social 
groups to provide for mutual support during the change process; 

• provides opportunities for positive feedback for all involved in the change, and 
• must be sensitive to the possible outcomes of any development process and 

provide the conditions necessary for feedback and follow up so that those 
involved have the opportunity to discuss and rethink their ideas and practice. 

Boud (1987:235) suggests that the professional developer may have to adopt 
different roles depending on the learner and the situation such as 'presenter of 
expertise; democrat and student-centred guide; provider of access to personal and 
material resources; supporter and encourager; critical friend and stimulator of 
critical reflection; and challenger of taken-for-granted assumptions'. Likewise 
Hersey and Blanchard (1991:341) suggest that there is no one best leadership style 
and no one best strategy for implementing change. On the contrary, a leader who is 
an effective change agent might be identified as one who can adapt his or her 
strategies to the demands of unique situations. 
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On the basis of current thinking in the area, and charged with the task of promoting 
efficient and effective Indonesian programs in Northern Territory schools the project 
officer therefore believed that she needed to: 
• have a strong sense of vision and personal commitment to the future of Indonesian 

language teaching and learning in the Northern Territory. She needed to be 
convinced of the value of learning a language other than English and of the 
potential benefits for students. 

• clearly articulate the goal to the teacher group and develop common understandings. 
She needed to be able to develop participants' understandings that the 
curriculum is based on sound underlying principles of current thinking about 
teaching and learning languages, that it addresses learning pathways at all stages 
of school learning, and so on. She needed to be able to communicate to others 
that the teaching and learning of Indonesian through a communicative approach 
is a worthwhile and valuable vision (Bennis and Nanus, 1985) and she needed to 
gain their support and help them to see language learning as an integrated part of 
the whole curriculum (Ingvarson, 1990:176-179). 

• recognise individual needs and concerns. She therefore needed to take into account 
the wide range of needs, backgrounds, skills and learning and working 
preferences of teachers (Brookfield 1986). She needed to acknowledge these 
needs and provide real choices for teachers in the options she offered to them. 

• involve the teacher group in the decision-making process (Leiberman, 1988:645). She 
needed to seek teachers' input when developing professional development 
activities, encourage their involvement through professional associations and 
small group initiatives, and seek their opinion. 

• recognise individual expertise and value the individual as a whole (Fullan and 
Hargraves, 1991:16-36). She needed to provide leadership opportunities to 
various teachers and assign responsibilities to teachers. She needed to 
acknowledge their successes. She also needed to relinquish some of her power 
and control over the operation of the professional development programs and 
believe in teachers' abilities, admit ignorance and be willing to seek assistance 
(Barth, 1988:642). 

• promote self-directed learning through clarifying goals, planning programs, trialling, 
experimenting and evaluation (Boud, 1987:224). She needed to be a role model and 
be actively involved in reflective practice (Smith and Andrews, 1990:19-20). 
Through this she would be able to promote a professional learning environment 
which challenges beliefs and promotes change (Fullan and Hargraves, 1991:82). 

• provide opportunities for professional interactions in a supporting environment (Little, 
1982:329-340 and Smyth, 1991). This includes sharing planning and 
preparation, participating in structured observation, discussing issues, reflecting 
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on practice and being involved in action research, that is, genuine collegiality and 
collaboration (Northcote, 1995). 

In summary the project officer needed to be flexible and to be able to change her 
leadership approach according to the context. She needed to be sensitive to the 
context, and be able to 'read' and analyse the context. She needed to have 
knowledge of the teaching of Indonesian in primary and secondary schools, adult 
learning, the range of professional development programs and other related issues. 
She needed to be able to plan some effective action as a result of this and, above all 
she needed to have credibility in the field and needed to be acknowledged by the 
teachers as working for their best interests and that of their students. 

Conclusion 

Loucks-Horsley, Harding, Atbuckle, Murray, Dubea, and Williams (1987:7, in 
Fullan, 1991:318-319) state that '[t]eacher  development is a complex process 
whose success depends upon a favourable context for learning and practical, 
engaging activities. Availability of resources, flexible working conditions, support 
and recognition can make all the difference in the desire of teachers to refine their 
practice. Similarly, staff development experiences that build on collegiality, 
collaboration, discovery, and solving real problems of teaching and learning 
summon the strength within a staff, instead of just challenging them to measure up 
to somebody else's standard. The focal point for staff development is the 
individual, working with others, trying to do the best possible job of facilitating the 
learning of children. When staff development emphasises an idea or an approach 
without considering the person(s) who will implement it, the design and results are 
weakened. 

The next chapter will present an overview of the professional development 
activities offered through the project by way of setting a context for discussion 
about the methodology used in the evaluation. 
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CHAPTER 3 

METHODOLOGY OR PROCEDURES 

As stated previously, the project and this study is based on the premise that 
improved practice (in relation to new knowledge, skills, understandings of the 
teaching and learning of Indonesian as well as involvement in collegiality and 
reflective practice) will lead to improved learning outcomes for students (Fullan & 
Hargraves, 1991). The project methodology as stated in Appendix 2 demonstrates 
an integration of current thinking about effective professional development with the 
needs of the system and teachers as well as the skills of the project officer and the 
constraints of the context such as time, funds and other outside influences. 

After a brief description of the professional development activities offered through 
the project, this chapter examines the research approach adopted to determine the 
degree to which there has been a change in teacher practice (the effectiveness of the 
project) and to evaluate the strategies used to achieve this (the efficiency of the 
project). 

Description of the project's professional development programs 

The intended outcomes of the project involved the development of skills, knowledge 
and understandings about current language teaching and learning methodology, how 
to develop sociocultural understandings, reflective practice, collaboration, 
leadership and professional development in general. To achieve these outcomes the 
project offered a range of programs to meet the needs of a range of teachers. 
Primary teachers had the opportunity to participate in a series of four to six 
workshops which, through a focus on the new curriculum, examined current 
principles and programming strategies for the teaching and learning of languages, 
and which aimed to lead to improved learning outcomes for students. For 
secondary teachers, the project offered a condensed version of the workshop series, 
which built on the understandings already developed through workshops prior to 
the project. The development of sociocultural understandings was focused upon 
through a series of four workshops combined with a study tour to Indonesia as well 
as through a workshop session offered at the conference held by the Language 
Teachers' Association of the Northern Territory. It also came through the workshop 
series described above. Teaching and learning strategies related to the cross-
curricula areas of collaborative learning and thinking skills - areas which are 
increasingly becoming a focus in education, were specifically incorporated into the 
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design of the language teaching methodology workshop tasks and modelled 
throughout the program. A two hour workshop on collaborative learning was held 
at a professional association meeting. Improving communication channels and 
strengthening teacher networks were very strong focuses of the project and, knowing 
that the project had a short time span, the project officer's time and energies in this 
area were directed through the professional association. It was hoped that this 
would provide a more permanent link for teachers. The sharing of information and 
workshops which were initiated by the project but presented through the 
professional association meant that all languages teachers benefited, not only those 
who taught Indonesian. In addition, leadership opportunities were provided for key 
teachers in the field. Some were encouraged to co-plan and co-present a session or 
full workshop. One primary school teacher participated in the workshop series 
during the first year and then co-planned and co-presented at the second series in 
the following year. Others were encouraged to share their skills through the 
professional association's newsletter. 

These activities took place over a two year period and teachers had to apply to be 
involved in the professional development activities of their choice. Most teachers of 
Indonesian in the Northern Territory were involved in at least one of the project 
activities, many of them were involved in different combinations of two or more 
activities. A small number of teachers were not involved due to the timing of the 
activities or because they chose not to. Due to the factors of cost and time, teachers 
in the Darwin and Palmerston Rural Regions had the opportunity to be involved to 
a much greater extent than did the teachers in the Katherine and Alice Springs 
Regions. However, Katherine and Alice Springs teachers were involved in a series of 
workshops (four teachers in Alice Springs and seven in Katherine), some of them 
participated in the study tour to Indonesia (two from Katherine and three from 
Alice Springs) and several were able to attend the LTANT conference (three from 
Alice Springs and two from Katherine). The key point here is that project activities 
were based on identified needs of teachers and not all teachers were equally 
involved across the activities. For an overview of the project's activities refer to 
Appendix Ill. 

Description of the research approach 

This evaluation of the impact of the project and its methodology draws on a gamut 
of approaches available to qualitative research. This study is tailored to a 
particular situation, that of a CASU project within the Northern Territory 
Department of Education, and uses multiple methods, combines various techniques 
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and employs both qualitative and quantifiable data. Because of the specific nature 
of the study, the findings are not aimed at being generalisable to other situations. 

Stufflebeam and Webster (1980:5) define educational evaluation as a study which 
is designed and conducted to assist some audience to judge and improve the worth 
of some educational object'. They say that evaluation research is conducted 
systematically and empirically through careful collection and thoughtful analysis to 
establish whether people are accomplishing what they want to accomplish, how 
and why. This educational evaluation is an example of applied research and its 
value will be judged according to its usefulness in informing action, erthancing 
decision making, and applying knowledge to solve human and societal problems. 
Unlike basic research, this type of research does not aim at making major 
breakthroughs in scientific knowledge. 

The type of evaluation 

The literature in this area (in Malin and Isaacs, 1995:40) talks about four types of 
evaluation research. These are: 
• program planning which aims to determine whether there is a need for the 

program; 
• formative evaluation which monitors the program as it is being implemented; 
• summative evaluation, an end-of-program evaluation which determines whether 

the goals were achieved and how the program could be improved, and 
• resource efficiency which examines how the program can be implemented 

effectively with less expense. 

This study is a summative evaluation, or end-of-program evaluation, as it aims to 
evaluate the effectiveness of the project Implementing the Indonesian Curriculum in 
achieving the intended outcomes, the main outcome being to change the practice of 
teachers of Indonesian and ultimately improve learning outcomes for Indonesian 
language students in Northern Territory schools. The underlying issue addressed by 
the study is: How effective was the project in bringing about change in the practice 
of teachers of Indonesian in Northern Territory schools? The study attempts to 
assess the impact of the project on teaching practice in schools and, in doing so 
enables the project officer to evaluate the effectiveness of strategies used throughout 
the project. 
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The organisational context of the evaluation research 

Throughout the duration of the project Implementing the Indonesian Curriculum, 

formative evaluation was undertaken by the project officer responsible for its 
implementation. Data was collected through a range of methods including, the 
project officer's journal, observation during workshops, comments heard in other 
contexts such as at language teacher meetings and discussions over the phone on 
other issues. Participants were required to complete end-of-session reflection sheets. 
In order to meet the broad goals of the project and for teachers to gain maximum 
benefits from their participation in the project, adjustments were made to the 
project outcomes, methodology and target population on the basis of information 
provided through the formative evaluation process. These adjustments were carried 
out through consultation with other project officers and the CASU Management 
Team and were based on the premise that needs change over time. 

Each CASU project officer is required to carry out an end-of-project, or summative 
evaluation. This means that the evaluation of CASU projects is conducted within 
the organisation by the officers responsible for their implementation and it would be 
difficult not to expect that some bias would occur. In fairness to CASU, to balance 
this potential bias, external evaluations of Commonwealth funded projects occur 
and an external evaluation of the attainment of CASU goals is conducted every two 
years. Ongoing professional support is provided to project officers to assist them to 
effectively evaluate their project - as objectively as possible. Nevertheless, for the 
purposes of this research it is necessary to make the point that the summative 
evaluation of the project Implementing the Indonesian Curriculum was undertaken 
by the project officer involved in planning and implementing the project and the 
research methodology needed to compensate for this. 

Method of the Evaluation 

Background to the selection of data collection strategies 

The design of the research made use of both qualitative and quantitative methods to 
attain the information required. The researcher found Patton's (1990:12) set of 
questions useful in assisting the selection of data collection strategies. The questions 
and answers are presented below. 

34 



Who is the information for and who will use the findings? 

The information gathered will be used by the researcher to establish whether the 
project was able to accomplish what it was intended to accomplish, how and why, 
and to facilitate reflection on her own practice. The findings will be used by the 
researcher, the CASU Management Team and possibly the Northern Territory 
School of Languages staff. 

What kinds of information is needed? 

An evaluation of the extent of change will need to reflect the outcomes of the project 
(refer Project Outline in Appendix 2). Therefore, information is needed about 
participants' teaching practice in terms of their knowledge about current teaching 
and learning of languages and how they program, their involvement in critical 
reflection of their own teaching practice and experimentation of new strategies, their 
involvement in collaborative efforts, their willingness to take on leadership roles and 
their attitudes towards the place of professional development for them personally. 

An evaluation of the effectiveness of the professional development programs 
offered will need to reflect the methodology of the project (refer Project Outline in 
Appendix 2). Therefore information is needed on the strengths and weaknesses of 
the professional development activities. Other strategies which might have been 
more effective and or more efficient in achieving the project outcomes need also to 
be identified. 

How is the information to be used? For what purposes is the evaluation being 
done? 

The information will be used by the researcher/project officer, to reflect on and 
further develop her own understandings of effective professional development, to 
learn from her involvement in the project and to make decisions about her own 
professional development needs as well to better facilitate change in teaching 
practice. This information will assist the CASU Management Team to guide and 
support project officers to provide projects based on sound practice and which 
achieve their intended goals. The evaluation will also be used by the Northern 
Territory School of Languages' staff in future planning and implementation of 
professional development programs for languages teachers. 
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The evaluation is being carried out to inform action, enhance decision making, and 
to apply what is learned to improve the planning, implementation and evaluation of 
professional development programs in order to involve teachers of languages in 
particular, in effective and efficient professional development which meet their own 
needs and those of their students, as well as school and the system needs. 

What is the information needed? 

Answers to the following questions are needed to determine whether the project 

outcomes have been attained: 
• What were teachers doing in the classroom before they participated in the 

project? 
- What did they already know about the teaching and learning of languages? 

- How did they program? 
- What was the range of teaching and learning strategies they used? 

- What resources did they use? 

• What are teachers doing in the classroom, six months or more, after their 

involvement in the project? 
- What do they know now about the teaching and learning of languages? 
- How do they program now? 
- What is the range of teaching and learning strategies they use now? 

- What resources do they use? 

For the second part of the evaluation, an examination of the effectiveness of 
strategies used, answers to the following questions are required: 
• In which of the projects professional development programs were participants 

involved? 
• What were the benefits of being involved in those programs? 
• How could those programs have been improved? 
• What are some other ways in which the project might have supported 

participants? 
• What are teachers' future professional development needs? 

What resources are available to conduct the evaluation? 

No funding is available to carry out this research. It is to be undertaken in the 
researcher's own time as part of her studies with the Northern Territory University. 
She will have input from both a critical colleague in the field of professional 
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development and her supervising lecturer. Teachers participating in the summative 
evaluation will need to do so in their own time. 

The data collection tools 

Given the above conditions, it was decided that the main tools used to collect data 
for this research would be a written questionnaire and a semi-structured interview. 

Other data collection tools which had been used for the formative evaluation 
throughout the duration of the project were also used in the analysis although they 
carried less weight than the end-of-project tools mentioned above. Earlier data 
collection includes: 
• researcher observations and reflections recorded in a journal 
• end-of-term/year reports written by the researcher 
• sample programs written by participants 
• participant evaluation sheets written at the end of each workshop they 

attended. 

Selection of subjects 

The various professional development activities which had been offered through the 
project had been open to all teachers of Indonesian. Teachers had been kept 
informed of professional development through phone contact, through letters sent to 
them and their principals, and through the Northern Territory Department of 
Education Program for Professional Development Activities, Education Bulletin, CAS U 
Arena and the Language Teachers' Association of the Northern Territory Newsletter. 
Teachers of Indonesian from both primary and secondary schools in the 
Darwin/Palmerston region, Katherine and Alice Springs were involved in the 
project. 

Field procedures 

Permission to conduct the study was sought from the Management Team 
Curriculum Advisory Support Unit, participating teachers, Chief Assessor 
Curriculum and Assessment Division, Northern Territory Department of Education 
and the Ethics Committee of the Northern Territory University. 

At the time of the project, participants had been aware that their ongoing reflective 
comments were to be used for CASU project evaluation. This is consistent with 
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standard practice in the organisation and the project officer had not requested 
participants' approval in writing, nor had she made them aware that she wished to 
use this information for the purpose of a more extensive research study. That was a 
decision made after the greater part of the data was collected. When seeking 
responses from participants of the project to the questionnaire the project officer 
was able to seek their commitment to the research and to gain their consent. 

Participants were able to discontinue involvement at any point during the study 
and, for those who did so, their decision was respected. Confidentiality of data 
was maintained at all times. Participants were required to identify their name on 
the questionnaire in order that the researcher was able to make arrangements for the 
follow up interview. Care has been taken to avoid the inclusion of any details which 
may serve to identify participants or their schools in the evaluation report. 

Participants have had the opportunity to read and respond to their record of the 
interview to ensure that correct recording and interpretation of responses have 
taken place. Upon completion of the study, a summary of the findings and 
recommendations will be made available to participants upon request. 

Method and issues of internal and external validity and 
reliability 

Data reliability and validity 

If the study is to have any value or worth in the field then the findings must be 
reliable and valid and have resulted from a reliable and valid research process. 
Wiersma (1986:7) summarises reliability of research as being concerned with the 
replicability and consistency of the methods, conditions and results (whenever and 
however it is carried out). Validity in research deals with the accurate 
interpretability of the results (internal validity) and the generalisability of the results 
(external validity), both types of validity being matters of degree (Wiersma, 
1986:6). 

The very nature of education research is concerned with making meaning of real life 
which includes the very complex social environment of participants. It needs to be 
acknowledged here that, typically of much education research, this study is very 
specific to one particular situation. It is highly likely that another 'similar' research 
will differ in terms of environment, outside influences, power relations and 
individual perspectives just to name a few. Even if there was to be another project 
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Implementing the Indonesian Curriculum, the project officer will differ in the skills, 
understandings and preferred working style he or she brings and the participants 
will differ in terms of their previous knowledge, language proficiency and experience 
in teaching languages, reasons for being involved and so on. Even the parameters of 
the project will differ because of the timing of the project and CASU's ongoing 
development. Wiersma (1986:254) points out that, '[b]ecause it is conducted in 
naturalistic settings and often focuses on processes, [applied] research is 
susceptible to problems of replication'. The research needs to ensure a methodical 
and systematic collection of data but it should also include observations of 
naturally occurring behaviour. 'By examining the context of these behaviours then we 
might be able to ground quantitative data in real life and link quantitative results 
with information relevant to policy decisions (Jacob, 1982:20). Replicability is not a 
major concern. However, it is hoped that some of the things learned from the study 
will be able to shed light on another study. 

Validity is the interpretation and generalisability of results (Wiersma, 1986:255). It 
must be noted that the project takes place over a period of two years and this could 
increase the possibility of extraneous effects. On the other hand, this longetivity 
would also enhance the search for causes and effects and result in increased 
understandings and more accurate interpretations of the data and thus strengthen 
the internal validity of the study. Goetz and LeCompte (1984:217) remind applied 
researchers of the need to 'clearly identify and fully discuss data analysis processes 
and provide retrospective accounts of how data were examined and synthesised'. 
Methodology therefore needs to be comprehensive. 

Factors which enhance and inhibit the reliability and validity of this 
research 

Data collection and analysis 

As mentioned previously, a range of methods for data collection have been used in 
this study. This should enhance validity because it enables cross-checking of the 
data to test accuracy. 

The purpose for using both a questionnaire and an interview as the two main 
research tools, is to be able to cross-check participants' comments. Much has been 
written on the strengths and weaknesses of these two data collection tools. Some of 
the main points from the literature should be considered here. 
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The literature (Curriculum Development Centre, 1977, Patton, 1990, Gage, 1991) 
suggests that, as both the questionnaire and the interview depend on personal 
response, the information collected and its validity depends on the willingness and 
ability of the respondents to provide the required information. The questionnaire 
requires less skill to use and may lead to more uniformity from one situation to 
another because of its impersonal nature. It is easy to quantify, that is, it is easy to 
measure numerically the data (facts and opinions) collected. On the other hand, the 
questionnaire has a rigid structure and can be misinterpreted by the respondent. 
Respondents may not greet it with patience or the desire to write as fully as the 
researcher would anticipate. In addition, returns might be affected by the timing, the 
attractiveness of format, length, nature of the accompanying letter, its relevance as 
perceived by the respondent, the ease of returning the questionnaire, the nature of 
people to whom it was sent, and the relationship between the respondent and the 
researcher. 

The interview allows greater flexibility and can be used to tease out information in 
order to achieve greater accuracy of reports. People are usually more willing to talk 
in detail than to write in detail. Body language and tone of voice assist the 
interviewer to interpret the words said. However, to gain the information required 
through an interview, more skill is required on the part of the interviewer. Responses 
may in fact be affected by the presence of an interviewer. Interviews are definitely 
more time consuming and as a result, not as many people can be covered through 
this technique. Also, it is very difficult to maintain uniformity across all of the 
interviews and therefore difficult to record succinctly and compare the data 
obtained. 

Both the questionnaire and the list of questions for the interview were tested with 
two non-participants to reveal possible problem questions and misinterpretations 
of what was being asked, and to show where more detailed information needed to 
be drawn out by further questioning. The interview was conducted after the 
questionnaire, and through this, the researcher was able to clarify answers provided 
in the written questionnaire. 

As mentioned above, other data was collected throughout the duration of the 
project through use of a number of more open-ended questions. This data enabled 
the researcher to understand and capture the points of view and feelings of 
participants without pre-determining responses through prior selection of 
questionnaire categories. The fact that data has been collected from a wide range of 
sources can certainly help to counteract the potential limitations. 
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The researcher 

The evaluation report will be inherently political because it will make statements 
about such issues as the problematic nature of the program which might reflect 
parameters within which the project officer had to work, conflicting interests of 
participants, project officer and project stakeholders and so on. This could be even 
more problematic because the researcher was the project officer responsible for the 
planning and implementation of the project. As a result, questions of validity are 
raised. 

The ideal situation would have been to have an external evaluator carry out a 
summative assessment to decrease the likelihood of bias. However, as the ideal was 
not possible, other ways to ensure the validity of the interpretation of the data had 
to be planned. One possible way would have been for the data to be analysed by 
the project officer/researcher as well as by another project officer and the two 
interpretations cross-checked. Unfortunately the time constraints and the size of the 
task did not allow for such a luxury. As a compromise, the data and the 
researchers' interpretations were presented to another education officer for 
comment. It is most likely that the officer was prevented from independent thinking 
to some degree because he was influenced by the already stated interpretations. At 
most he was able to cross-check that the researcher's interpretations made sense. 
The researcher feels that the awareness of the strong possibility of bias has led to an 
increased range of data collected and a tighter cross-checking of the data. No 
researcher wishes their research to be declared as invalid as a result of personal 
involvement. 

Issues of sampling 

Random sampling has occurred in the areas of gender, age, teaching experience, 
Indonesian language teaching methodology skills, language proficiency, language 
programs, and career stages. Participants came from a wide range of language 
teaching positions in the Northern Territory. 

The total number of respondents was a relatively small group in terms of 
constituting a relevant sample. In line with applied research, it may therefore be 
argued that the findings are only representative of this particular group. On the 
other hand, it should also be noted that the total number of teachers of Indonesian 
in the Northern Territory (including the range of programs - from language 
awareness programs, individual classes to whole school language learning 
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programs) is approximately 52. The size of the sample is 54% of this group. When 
viewed in this way, it can be argued that the sample is not as small as it first 
appears. 

Teachers were required to register their interest in being involved in the project 
activities. Although reasons for attendance at workshops are many and complex, 
work with the participants lead to the conclusion that many, not all, were there 
because of a genuine interest in being involved in change. These teachers must have 
already had some interest in further developing their understandings of effective 
teaching practice and already have some understandings about the benefits of being 
involved in professional development programs - one of the outcomes. It must be 
acknowledged therefore that the sampling is biased from the beginning as it 
comprises mostly of already interested teachers who wanted to improve their 
practice - that is, those who want to change. 

Other factors which were considered in the analysis of the data included: 
• how long the teacher had been teaching Indonesian; 
• how long the teacher had been teaching; 
• the percentage of Indonesian language teaching in a teachers' working load; 
• primary and secondary teachers; 
• gender; 
• previous training in language teaching methodology; 
• Indonesian language proficiency of teachers, and 
• level of involvement in the project. 

Whether this research has wide implications or generalisability to other educational 
settings will remain to be seen. 

Methodological assumptions 

Research carries a set of underlying assumptions about the social world, a mind set. 
The type of research adopted influences the ways in which the focus questions are 
developed, data is collected, analysed, interpreted and explained and the way in 
which generalisations and predictions are made. 

This research is an example of applied research, as opposed to basic research. It 
therefore is 'based on the assumption that inner understanding (a feature of applied 
research) enables a comprehension of human behaviour in greater depth than is 
possible from the study of surface behaviour (a feature of basic research)' (Rist, 
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1977:44). Patton (1990) supports this when he suggests that the researcher needs to 
obtain first hand data from a range of sources and thereby develops the analytical, 
conceptual, and categorical components of explanation from the data itself. Unlike 
the approach to basic research, the study does not set out with pre-determined 
categories and concern itself with the analysis of signfi cant numbers to make 
generalisations. It is enough to know that the knowledge created from the research is 
most directly relevant to the particular case being studied and cannot necessarily be 
generalised to other situations (Patton, 1990:14). Wiersma (1986) claims that, 
because knowledge is seen to be created from the reality of the total situation, 
applied research tends to make use of more general problem statements rather than 
start with very specific research problems which are accompanied by a set of 
closely related, pre-determined hypotheses which are statistically quantifiable 
(Wiersma, 1986:23). As observations from a wide range of sources are collated, the 
research questions are drawn from the process of collecting information which in 
turn gives rise to the various components of the research. This results in findings 
which 'are longer, more detailed, and variable in content: analysis is difficult 
because responses are not always systematic nor standardised' (Patton, 1990:24). 

It is believed by advocates of this approach that the research should begin with 
understandings of frequently minute episode or interactions that are examined for 
broader patterns and processes (Rist, 1977:44). Acceptable forms of data include 

direct quotations from people about their experiences, opinions, feelings and 
knowledge, ... detailed descriptions of people's activities, behaviours, actions, 
and the full range of interpersonal interactions and organisational processes that 
are a part of observable human experience ... excerpts, quotations, or entire 
passages from organisation, clinical, or program records; memoranda and 
correspondence; official publications and reports; personal diaries; and open-
ended written responses to questionnaires and surveys (Patton 1990:14). 

Purists of basic research do not accept that the phenomenological researcher's 
academic rigour and systematic approach to a problem is true to the scientific 
inquiry method. On the other hand, 'the canons and precepts of the scientific 
method, employed by the experimental approaches to research, are seen to be 
insufficient to proponents of the phenomenological approach (applied research) 
who claim that what is needed are inter subjective understandings gained from an 
interpretation of the world through the perspective of the subjects (Rist 1977:43). 
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Limitations 

To further strengthen this study, ideally, student learning outcomes should have 
been studied as well as teacher practice. The researcher could have designed tools 
to collect data about what the students knew before and after their teachers 
participated in the project's professional development activities (that is, what they 
learned). This of course is a simplistic view of an investigation of this nature and 
much more would need to be considered in depth. 

The fact that this study does not investigate those who did not become involved in 
the project's activities is also another area of limitation. 

Finally, although this research is carried out with one group of teachers, external 
validity could be enhanced by comparing evaluations of other projects with similar 
design and methodologies but with different contexts. This type of comparison has 
already commenced. Project officers are involved in the action research 
methodology of journal writing and in reflective discussions which result. 

These three limitations of the research would require significant investigation and 
due to time constraints and for reasons of practicality, they are not a focus of this 
research. 
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CHAPTER 4 

DATA ANALYSIS 

This chapter presents an analysis of the data collected. The project provided 
support for a total of 48 teachers who participated in various combinations of two 
or more activities over the two year period. Forty questionnaires were sent out to 
participants. Eight teachers could not be contacted because they were no longer 
teaching, had moved interstate or were on exchange overseas. Of the 40, 28 teachers 
responded, giving a 70% response rate - 19 (68%) primary teachers and 9 (32%) 
secondary teachers; 4 (14%) from Katherine and 3 (11%) from Alice Springs and the 
remainder from the Darwin and Palmerston Region. Of these, three teachers who 
claimed extensive knowledge and use of a curriculum based on the ALL Guidelines 
(Scarino et al, 1988) and three teachers who claimed some knowledge and use of a 
curriculum based on the ALL Guidelines were interviewed. The questionnaire is 
reproduced as Appendix IV, the interview sheet is produced in Appendix V and a 
database which was used to examine the factors which might have influenced 
change in practice is produced in Appendix VI. 

The analysis of the data is presented through a focus on the projects intended 
outcomes. These outcomes were to: 
• develop teachers' abilities to use the National Curriculum Guidelines for Indonesian 

(Curriculum Corporation, 1992) as an organisational framework for Indonesian 
teaching and learning; 

• increase teachers' understandings and ability to effectively integrate sociocultural 
elements into their language learning program; 

• develop teachers understandings about the need to be involved in critical 
reflection of their own teaching practice and experimentation of new strategies as 
well as to develop their knowledge about the range of tools' which can be used to 
enhance reflective practice; 

• develop teachers' understandings of the purpose and process of collaboration 
within the school setting and outside (eg. the professional association); 

• further develop leadership skills in teachers experienced in using the new 
curriculum, and 

• develop teachers' understandings of the place of learning and thus the value of 
professional development for them personally. 

45 



The outcomes are analysed in the sequence presented above and for each one, the 
discussion focuses firstly on the extent of change in practice and secondly on the 
effectiveness of the methodology in bringing about that change. Finally this chapter 
concludes with a description of participants view of the overall impact of the 
project and provides some concrete examples. 

Development of teachers' language teaching abilities 

This section examines the development of teachers' abilities to use the National 
Curriculum Guidelines for Indonesian (Curriculum Corporation, 1992) as an 
organisational framework for Indonesian teaching and learning. 

Responses to questions six and seven in the questionnaire provided information 
about what teachers were doing in the classroom in terms of the teaching of 
Indonesian before their involvement in the project. Responses to the written 
questions ten and eleven and the interview helped to identify what they are doing 
six months or more later, thus providing qualitative information about whether or 
not there had been a change in teaching practice as a result of attending the project's 
professional development activities. 

The interview helped to clarify exactly what teachers meant by their written 
responses about the extent of their knowledge and use of the principles and 
methodology espoused to in the Australian Language Levels (ALL) Guidelines (Scarino, 
1988). All three of those interviewed who claimed extensive knowledge and use of 
curricula based on the ALL Guidelines explained how they were programming from 
the new Indonesian curriculum by using the suggested organisational foci and 
learning outcomes, by selecting from the range of suggested learning tasks and 
modifying as required, by taking into consideration the needs of their students, 
available resources and the teaching context. That is, they were planning, 
implementing and evaluating the program using the underlying principles of the new 
curriculum and had adopted the recommended programming model. 

Of the three interviewed who claimed that they had some knowledge and 
understandings of the ALL Guidelines and that they were using some of the basic 
programming tools, the secondary teacher explained that she was using another text 
to guide progression of the learning but had incorporated a selection of the learning 
tasks from the curriculum materials. For example, 'I use Ayo and as I get to each 
chapter I look up Suara Siswa to find a module with a similar focus, for instance, 
Chapter X matches well with "School Days". I select any tasks which might be 
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relevant to that chapter. I usually take the ones which are more interactive because 
this is what is lacking in Ayo'. The two primary teachers said that they have 
designed their own focuses based on topics which help to develop 'survival 
language skills' needed when visiting Indonesia. They too 'dip into' the appropriate 
modules of Suara Siswa to find tasks which require the students to use the language 
with each other. They draw on ideas for vocabulary and sentence practice from the 
range of other textbooks available. As a result of this information, it would be 
reasonable to say that teachers in this category were supplementing their existing 
courses with ideas and materials from Suara Siswa, and that this was not 
necessarily carried out in a systematic manner. 

The data from the questionnaire shows that, of the group of 28 respondents: 
• 50% (14) are programming from the new curriculum 
• 25% (7) are supplementing their existing courses with learning tasks selected 

from Suara Siswa, and 
• 25% (7) are not using the new curriculum to any extent. 

The extent of change 

This next section looks at who changed their practice, to what extent they changed 
their practice and variables which might have influenced the change. 

As primary and secondary teachers area two distinct groups based on their 
different teaching contexts, the different levels of skills and understandings and the 
different interests and needs of their student groups and so on, the use of the new 
curriculum by members of these groups is compared as seen in Table 4.1 below. It 
can be seen that 25% more secondary teachers (67%) than primary teachers (42%) 
are using the curriculum as the basis for their programming. This suggests that the 
workshop series was much more successful in bringing about change with secondary 
teachers than with primary teachers in terms of assisting teachers to implement the 
new curriculum in their schools. 

If the figures are combined to compare all those who have demonstrated some 
degree of change in teaching practice (that is, those who base their course on the 
curriculum as well as those who use it to supplement their existing course) the 
results show that the workshop series was 21% more successful with secondary 
teachers (89%) than with primary teachers (68%). 
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Table 4.1: The extent to which primary and secondary teachers are using the 
curriculum 

Use of the new curriculum % Total of 
those who 
changed 

Primary Teachers - programming and implementing the 42% (8) 
(19) curriculum 68% 

- selecting from the curriculum to supplement 26% (5) 
existing courses 

- not using the curriculum 32% (6)  

Secondary Teachers - programming and implementing the 67% (6) 
(9) curriculum 89% 

- selecting from the curriculum to supplement 22% (2) 
existing courses 

- not using the curriculum 11% (1) 
_ 

It is worth considering here that not all teachers started with little or no knowledge 
of the teaching and learning principles upon which the curriculum was based. Four 
teachers, one primary teacher and three secondary teachers, had gained significant 
prior knowledge through their recent tertiary studies or their involvement during the 
development of the curriculum and, prior to the project, were already using the 
curriculum materials to some degree. It is reasonable to assume that these teachers 
would be more likely than some of the others for whom the curriculum was totally 
new, to show further progress in their understandings of the new curriculum and be 
more ready to transfer this to their practice. Responses showed that all four 
teachers had in fact increased their understanding of the curriculum and the current 
teaching and learning principles it embraced, and that they already based or 
partially based their programming on the curriculum materials. 

If this small group is eliminated from the calculations in case these teachers 
distorted the data, the sample group of teachers who had little or no prior 
knowledge of current curricula comprise 18 primary and 6 secondary teachers. 
Calculations show that 42% (14) base their courses around the curriculum, 29% (7) 
use the curriculum as a supplement and 29% (7) do not use the materials. A total of 
71% have started to use the curriculum or are using it (as opposed to the 75% 
recorded which included all participants). 
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Table 4.2 examines the change in practice between primary and secondary teachers 
who had little or no prior knowledge of the curriculum. This shows that 11% more 
secondary teachers (50% secondary compared to 39% primary) base their programs 
on the curriculum as a result of attending workshops and that the project had a 
16% higher success rate with secondary teachers (83%) than with primary teachers 
(67%) in changing their practice overall. 

Table 4.2: The extent to which primary and secondary teachers who had little or 
no prior knowledge of ALL-based curricula changed their practice 

Change in practice % Total of 
those who 
changed 

Primary Teachers - programming and implementing the 39% (7) 
(18) curriculum 67% 

- selecting from the curriculum to 28% (5) 
supplement existing courses 

- not using the curriculum 33% (6)  

Secondary Teachers - programming and implementing the 50% (3) 

(6) curriculum 83% 
- selecting from the curriculum to 33% (2) 

supplement existing courses 
- not using the curriculum 17% (1)  

From the above figures it is apparent that 75% of all those involved in the 
workshops changed their practice, and 50% use the new curriculum in their schools. 
Whether or not teachers with prior knowledge were included in the calculations, the 
analysis showed that more secondary than primary teachers demonstrated a change 
in practice. This is not consistent with the literature which presents evidence that 
secondary teachers are more likely to be resistant to change (Little, 1982, Fullan, 
1991). Fullan (1991:52-55) describes how, in some schools, teachers associate more 
closely with particular groups more than in the school as a whole, causing 
balkanization - separate and sometimes competing groups within the whole. He 
claims that 'balkanized cultures are a familiar feature of high-school life, mainly 
because of the strong subject-department structures on which high schools are 
based' (1991:53). The attitudes of allegiance and unity formed through subject-
department groups could be carried into other situations therefore explaining why 
secondary teachers are more resistant to change. In addition to this all of the 
secondary teachers who responded had majored in Indonesian at tertiary level or 
were background speakers of the language, and all had undertaken language 
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teaching methodology units through formal study. Indonesian was the focus of their 
teaching and certainly an area which they knew much about. Combine the elements 
of balkanization, and the status of secondary language teachers who are seen as 
experts in their field, with the perception that office-based educators know very 
little about what is like in the 'real world', and it would not seem out of place to 
expect that secondary teachers would be sceptical about what an 'outsider' had to 
offer. 

By contrast, in the primary area most had learned Indonesian whilst travelling and 
through Adult Night Classes. Some of these teachers, because they have found 
themselves becoming increasingly involved in the field, are now undertaking 
language units at the Northern Territory University but they by no means see 
themselves as experts. It is also worth considering that primary teachers have to 
work across all curriculum areas. 'If there is not a new programming method being 
offered by one curriculum area, then it's another. We are always having to grapple 
with change. New thinking presented through one curriculum area is often 
transferred to other curriculum areas,' commented a primary teacher involved in the 
project workshops. This situation supports the expectation that primary school 
teachers would be more open to change than secondary teachers. 

Even prior to and during the implementation of the project, the teaching context of 
the participants pointed to the project having greater success with primary teachers 
than with secondary. The teaching of Indonesian in primary schools was relatively 
new - only 18% of primary teacher participants had taught Indonesian for three 
years or more, and 68% of teacher participants had taught Indonesian for one year 
or less. Previously, there had been very little to guide primary teachers of Indonesian 
let alone any curriculum documents and they were looking for support. Participants' 
comments during project workshop reflection tasks included, 'This is the first time I 
feel like I know where I am going' and 'Up until now I've been stabbing in the dark, 
using a bit of this and that, but knowing that my program lacked direction'. It would 
be reasonable to expect that the need for support would have greatly influenced the 
impact of the project's activities on the teaching practice of primary school teachers. 

In contrast, 89% of the secondary group had been teaching for five years or more 
and were therefore very experienced in their field. By this stage it would be 
expected that they would have well established courses and would have built up a 
bank of appropriate texts. If secondary teachers were to take on a new approach to 
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teaching then it would require further investment of their limited time and limited 
school funds. Reflections in the journal of the project officer who, when evaluating 
the breadth of the project in terms of the number and range of teachers involved, 
noted that 'the greater focus, in terms of project time, on the primary area may be an 
indication of my concerns that secondary teachers are more reluctant to change. 
Knowing that change takes time and that the project is only short term, I need to 
focus on an area where I believe I will have the most effect (Northcote, 1995). 

The following section presents a crossanalysis of the different variables which may 
have influenced the change in teacher practice and which may provide some insight 
as to why, contradictory to expectations, the project had greater success with the 
secondary teachers of Indonesian. These variables are: 
• experience in teaching Indonesian 
• experience in teaching in general 
• linguistic proficiency in Indonesian 
• previous pedagogical training 
• percentage of workload used for teaching Indonesian 
• gender differences 
• degree of involvement in project professional development activities overall. 

Length of experience as a teacher of Indonesian 

Table 4.3 shows the results when experience in teaching Indonesian is measured 
against the degree to which change in practice occurred. It would be reasonable to 
expect that experience in teaching Indonesian was directly proportional to the 
extent of change in practice as a result of the workshops. This thinking is based on 
the premise that the more experienced one is the greater confidence one has in one's 
knowledge, understandings and skills, and the better one would be able to respond 
to change. In support of this, the calculations show that teachers who are very 
experienced were the most likely to change their practice. However, a puzzling 
feature here is that beginning teachers of Indonesian were more receptive to change 
than those who are reasonably, but not very, experienced. Also, a comparison 
between primary and secondary teachers only raises further questions. The majority 
of primary teachers are classified as beginning teachers of Indonesian who, 
according to the calculations presented in Table 4.3 have a reasonably high success 
rate for change. This is contrary to the overall findings which showed that the 
project had greater success with the secondary teachers. 
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Table 4.3: Experience in teaching Indonesian compared with the extent of the 

change in practice 

Experience in teaching Change in practice % Total of 

Indonesian those 

who 

changed 

Beginning teachers (18): - programming and implementing the 44% (8) 

up to 3 years curriculum 72% 

Primary: 89% (17) - selecting from the curriculum to supplement 28% (5) 
Secondary: 11% (1) existing courses 

- not using the curriculum 28% (5)  

Experienced teachers - programming and implementing the 0% (0) 

(4): 3-6 years curriculum 50% 
Primary: 11% (2) - selecting from the curriculum to supplement 50% (2) 
Secondary: 22% (2) existing courses 

- not using the curriculum 50% (2)  

Very experienced - programming and implementing the 67% (4) 
teachers (6): over curriculum 100% 
6 years - selecting from the curriculum to supplement 33% (4) 
Primary: 0% (0) existing courses 
Secondary: 67% (6) - not using the curriculum 0% (0) 1 

Compilations of end-of-workshop reflection sheets (Northcote, 1994/95) provide 

some insight into the thinking of the teachers, as do responses to question ten in the 

questionnaire which asked participants to comment on the strengths of the 

workshop series. The comments suggest that the least experienced teachers saw 

themselves as still developing their skills and knowledge in this area, their repertoire 

of teaching strategies and their bank of programs and resources. They appreciated 
the support offered through professional development as this helped them 'to make 
contact with other teachers', 'to see what is happening in other schools' and 'to find 
out what is expected' of them as a teacher of Indonesian. The project officer's 
journal responses (Northcote, 1994) note the enthusiasm of many of the teachers 

involved in the workshop series. However, this does not strictly apply to the 'newer' 
teachers of Indonesian. The more experienced teachers of Indonesian (mostly 

secondary teachers) had been following the development of the new curriculum with 

interest and they too had requested professional development support to assist 
them in using what was viewed as 'the latest and most comprehensive materials 
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based on current knowledge about language learning' (Walker, 1990:2). This 
enthusiasm indicated that they wanted the opportunity to improve practice basing 
their understandings on the new curriculum; this enthusiasm also indicated that 
they were perhaps ready for change and does not assist us in explaining the 
difference in the project's success between primary and secondary teachers. 

One might hypothesise, based on one's experience as a classroom teacher and 
through ones contact with other teachers, that the teachers who had been teaching 
between three and six years would have gradually built up a reasonable repertoire 
of teaching strategies and resources and be drawing on all that they had learned 
while they were developing in their new teaching field. It would be reasonable to 
assume that they would consider that they had invested a considerable amount of 
time to get to this point and, as a result, may not be so willing to be involved in the 
change process so soon. 

Unfortunately, there is no conclusive evidence provided through the available data 
to support or disprove the proposed explanations above. A cross-analysis in the 
area of 'experience in teaching Indonesian' does not help to explain why the project 
had a greater success rate with secondary teachers than with primary teachers. For 
further insight into this area one might need to investigate the career stages of 
respondents (Sarros, 1989, Schools Council, 1990, Conley, Bacharach and Bauer, 
1989). More information from participants would be required about age, 
motivational factors, career paths, aspirations, professional and personal priorities 
and so on. These aspects are not dealt with in this study. 

Length of experience in teaching 

Table 4.4 shows no difference in the degree of change between beginning teachers 
and experienced teachers. 

Of the twenty one teachers who changed their practice as a result of their 
involvement in the project thirteen were primary teachers and eight were secondary 
teachers. An examination of the distribution of these teachers in relation to their 
experience (seen in Table 4.5) shows little difference between primary and 
secondary groups. 

In summary, the data provides evidence that the teachers who were very 
experienced practitioners had a significantly higher success rate of change than 
those who had been teaching for less than six years. As this is the same for both 
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primary and secondary teachers, length of experience in teaching does not appear to 

be a factor in explaining why the project had more success with secondary teachers. 

Table 4.4: Experience in teaching in general compared with the extent of the change 

in practice 

Experience in teaching Change in practice % Total of 

those 

who 

changed 

Beginning teachers (5): - programming and implementing the 20% (1) 

up to 3 years curriculum 60% 

Primary: 21% (4) - selecting from the curriculum to supplement 40% (2) 

Secondary: 11% (1) existing courses 

- not using the curriculum 40% (2)  

Experienced teachers - programming and implementing the 60% (3) 

(5): 3-6 years curriculum 60% 

Primary: 16% (3) - selecting from the curriculum to supplement 0% (0) 
Secondary: 22% (2) existing courses 

- not using the curriculum 40% (2)  

Very experienced - programming and implement the curriculum 55% 
teachers (18): more (10) 83% 
than 6 years - selecting from the curriculum to 28% (5) 

Primary: 63% (12) supplementing existing courses 

Secondary: 67% (6) - not using the curriculum 17% (3) 1  

Table 4.5: The distribution of primary and secondary teachers who demonstrated 
a change in practice according to their experience in teaching 

Experience in teaching % of Primary teachers Secondary 

Beginning teachers (3) 15.5% (2) 12.5% (1) 

Experienced teachers (3) 15.5% (2) 12.5% (1) 

Very experienced teachers 

(15) 

69% (9) 

1 

75% (6) 
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Previous pedagogical knowledge and skills 

Another factor which might influence the degree of change in classroom practice 
could be the previous knowledge of language teaching methodology of participants. 
This premise is based on understandings of the design and content of the National 
Curriculum Guidelines for Indonesian (Curriculum Corporation, 1992). The materials 
are designed for trained teachers of Indonesian and therefore it is reasonable to 
assume that teachers need to have a reasonable knowledge of language teaching 
methodology in order to use the curriculum materials. It must be emphasised here 
that the intent of the workshops was not to train teachers to become teachers of 
Indonesian but to provide opportunities for already trained teachers of Indonesian 
to update their pedagogical knowledge and skills. 

As seen in Table 4.6, calculations show that the workshops had most impact with 
those who were formerly trained in language teaching methodology. The success rate 
in changing teacher practice is directly proportional to prior training in language 
teaching methodology. 

The majority of secondary teachers had significant prior training in language 
teaching methodology and, it appears that they were able to further develop their 
knowledge in the field and apply this to classroom practice. In contrast, the 
majority of primary teachers had little or no prior training and were less able to take 
their new knowledge into the classroom. This offers a possible explanation about 
why the project had more success in bringing about change in practice with 
secondary teachers. It also confirms the fact that the workshops were not intended 
to train language teachers in methodology. 

Linguistic proficiency 

If prior knowledge of language teaching pedagogy influenced the impact of the 
project in bringing about change then it is reasonable to assume that the level of 
Indonesian language proficiency will also influence the results. This premise is based 
on the knowledge that the communicative approach upon which the curriculum 
materials are based require teachers to be linguistically qualified to teach 
Indonesian. The Director of the Suara Siswa curriculum confirms that 

teachers need to know more than their greetings, colours and numbers. The 
curriculum is not like the traditional textbooks which start at page one and 
progress through to page 101, giving explanation and practice along the way. 
This is a curriculum package, not a course. Teachers are required to sequence the 
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Table 4.6: Prior training in language teaching methodology compared with the 

extent of the change in practice 

Prior training in Change in practice % Total of 
language teaching those 

methodology who 

changed 

Formal tertiary studies - programming and implementing the 86% (6) 

(7) curriculum 100% 
Primary: 5% (1) - selecting from the curriculum to supplement 14% (1) 

Secondary: 67% (6) existing courses 

- not using the curriculum 0% (0)  

Some prior learning - programming and implementing the 25% (1) 

through workshops (4) curriculum 75% 
Primary: 16% (3) - selecting from the curriculum to supplement 50% (2) 
Secondary: 11% (1) existing courses 

- not using the curriculum 25% (1)  

Little or no prior - programming and implementing the 35% (6) 
learning (17) curriculum 65% 
Primary: 79% (15) - selecting from the curriculum to supplement 30% (5) 
Secondary: 22% (2) existing courses 

- not using the curriculum 35% (6) 1  

learning, help the students to work towards outcomes described in terms of 

purposeful language use and select, modify and/or add some of their own 
learning tasks which enable students to achieve the outcomes. A sequence of foci 
completed by one class will most likely differ from that of another class. 

Teachers make these decisions based on the needs of their particular group of 
learners, the resources (materials and time) they have available and their own 

teaching context. We now talk about what the students are able to do in the 
language, not what chapter they are up to in the textbook. Teachers need to have 

basic survival proficiency (Walker, 1990:3). 

A cross-analysis of the data as shown in Table 4.7 reveals that the level of linguistic 

skills did have some influence on the extent of change in practice. However, the 
difference was only 8% between each of the levels and it could be argued that this is 
not significant enough to draw any firm conclusions. 
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Table 4.7: Linguistic proficiency compared with the extent of the change in practice 

Levels of linguistic Change in practice % Total of 
Proficiency those 

who 
changed 

More than basic - programming and implementing the 66% (8) 
survival skills (7) curriculum 83% 
Primary: 16% (3) - selecting from the curriculum to supplement 17% (2) 
Secondary: 100% (9) existing courses 

- not using the curriculum 17% (2)  

Basic survival skills (4) - programming and implementing the 0% (0) 
Primary: 21% (4) curriculum 75% 
Secondary: 0% (0) - electing from the curriculum to supplement 75% (3) 

existing courses 
- not using the curriculum 25% (1)  

Very limited language - programming and implementing the 25% (3) 
skills ( 17) curriculum 67% 
Primary: 63% (12) - selecting from the curriculum to supplement 42% (5) 
Secondary: 0% (0) existing courses 

- not using the curriculum 33% (4) 1  

A comparison of the language skills of primary and secondary teachers does shed 
some light on the matter. The majority of primary teachers demonstrated a very low 
level of Indonesian language skills, the group which showed the least success in 
changing practice. In contrast the secondary teachers, the majority of which have a 
high level of language proficiency, experienced a high degree of change in practice. It 
appears therefore that the factor of language proficiency can also help to explain 
why change was higher amongst the secondary teachers whose proficiency levels 
were significantly higher than that of the primary teachers. 

So far, the data analysis has focused on the prior skills, knowledge and experiences 
of the participants. Contrary to some support in the literature, the length of 
experience in teaching Indonesian and the length of teaching in general seem not to 
have directly influenced the success of the project in bringing about change in 
practice. An analysis of prior pedagogical knowledge certainly sheds some light and 
so too does linguistic knowledge, though to a lesser extent. It appears that these 
factors help to explain why the project was more successful with secondary 

57 



teachers. Other factors related to teaching context, gender and the extent of 
involvement in project activities are explored in the discussion below. 

Involvement in Indonesian teaching 

It may be assumed that the extent of participants' involvement in the teaching of 
Indonesian would influence the extent of change in their practice. It could be 
expected that the greater the percentage of Indonesian teaching the more focused 
teachers would be on this area and the greater the desire to improve their practice. 
Examination of the data presented in Table 4.8 does support this to some degree 
although the chance for change seems to be just as likely for those whose 
involvement in the teaching of Indonesian falls between 33% and 66% of the time as 
for those whose involvement is greater than 66% of their workload. 

Only 48% of the primary teachers as compared to 100% of the secondary teachers, 
teach Indonesian for more than 33% of their time. This could help to explain why 
the project was more successful in bringing about change in the practice of 
secondary schools where programs are much more established and where teachers 
usually teach across only one or two areas. Data provided in the questionnaire 
verifies the fact that, in primary schools, very few teachers are identified solely as 
the teacher of Indonesian. This is only a small part of the teaching commitment for 
the majority of them at this stage. Many of them are responsible for many different 
curriculum areas because they have general class responsibilities as well as teaching 
Indonesian to their own class and possibly two or three others. 

Gender differences 

Another hypothesis, the hypothesis that gender played a part in influencing the 
degree of change in teacher practice, was also examined. The possibility that the 
professional development activities had greater success with female participants 
than with male participants - or vice-versa, because the project officer was female, 
and differences, if any between primary and secondary teachers was worth 
exploring. 
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Table 4.8: Time teaching Indonesian compared with the extent of change in practice 

Time spent teaching Change in practice % Total of 

Indonesian those 

who 

changed 

Over 66% of total - programming and implementing the 75% (9) 

teaching time (12) curriculum 83% 

Primary: 32% (6) - selecting from the curriculum to supplement 8% (1) 

Secondary: 67% (6) existing courses 

- not using the curriculum 17% (2)  

Between 33% and 66% - programming and implementing the 50% (3) 

(6) curriculum 83% 

Primary: 16% (3) - selecting from the curriculum to supplement 33% (2) 

Secondary: 33% (3) existing courses 

- not using the curriculum 17% (1)  

Less than 33% (10) - programming and implementing the 20% (2) 

Primary: 52% (10) curriculum 60% 

Secondary: 0% (0) - selecting from the curriculum to supplement 40% (4) 

existing courses 

- not using the curriculum 40% (4) 1 

Table 4.9: Gender compared with the extent of the change in practice 

Gender Change in practice % Total of 

those 

who 

changed 

Female teachers - programming and implementing the 55% (11) 

curriculum 80% 

Primary: 79% (15) - selecting from the curriculum to supplement 25% (5) 

Secondary: 56% (5) existing courses 

- not using the curriculum 20% (4)  

Male teachers - programming and implementing the 37.5% 

curriculum (3) 62.5% 

Primary: 21% (4) - selecting from the curriculum to supplement 25% (2) 

Secondary: 44% (4) existing courses 

- not using the curriculum 1 37.5% (3) 
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Table 4.9 shows that the project had greater success with female teachers than with 
males. Given that the chance for change in practice is high (80%) for female 
participants, and given that 79% of primary teachers were female, one would 
expect that the project would have been more successful with primary teachers than 
with secondary. In short, an analysis on the basis of gender does not help to explain 
why the situation is the reverse. 

Involvement in a range of project activities 

The final variable examines whether the extent of the involvement of each of the 
participants in the range of project activities influenced the change in practice. For 
the purposes of analysing the data, teachers who were involved in the workshop 
series and at least two other professional development activities were said to have 
been significantly involved in the project. Those who were involved in the workshop 
series and one other activity were said to have been moderately involved and those 
who had only been involved in one professional development activity were said to 
have had minimal involvement. It might be reasonable to expect that the more the 
teachers were involved with the project, the more support they received and the 
more likely a change in practice would occur. Evidence provided in Table 4.10 
supports this notion. 

Given that the project had greater success in changing practice with secondary 
teachers, it would be expected that more secondary teachers than primary teachers 
would have been significantly involved in project activities. In fact, there are no 
secondary teachers in this group. If those who were significantly involved are 
combined with those who were moderately involved, there are only 15% more 
secondary teachers than primary teachers. This is not significant in itself but, 
combined with the factors of prior linguistic and pedagogical skills of teachers it 
may have a small degree of influence and therefore contributes to the findings. 

In summary, cross-analysis of the data revealed that beginning teachers and very 
experienced teachers of Indonesian were more likely to change than those who had 
had between three and six years of teaching experience. Also, teachers who were 
very experienced teachers in general had a significantly higher success rate of change 
than those who had been teaching less than six years. The greater the number of the 
projects professional development activities in which teachers were involved the 
greater the success in changing in practice. 



Table 4.10: Degree of involvement in project activities compared with the extent of 

the change in practice 

Degree of involvement Change in practice % Total of 

in project activities those 
who 

changed 

Significant - programming and implementing the 100% 

involvement in a range curriculum (4) 100% 

of activities (4) - selecting from the curriculum to supplement 0% (0) 

Primary: 21% (4) existing courses 

Secondary: 0% (0) - not using the curriculum 0% (0)  

Moderate involvement - programming and implementing the 53% (8) 

(15) curriculum 80% 

Primary: 42% (8) - selecting from the curriculum to supplement 27% (4) 

Secondary: 78% (7) existing courses 

- not using the curriculum 20% (3) 1 

Minimal involvement - programming and implementing the 22% (2) 

(9) curriculum 65.5% 

Primary: 37% (7) - selecting from the curriculum to supplement 33.5% 

Secondary: 22% (2) existing courses  

not using the curriculum 44.5% 
 1 _ 

The evaluation indicates that, contrary to expectations based on the literature, the 

project had greater success in changing the practice of secondary teachers than with 

primary teachers. Analysis of the data showed that one possible explanation is that 

the project had most impact with those who were formerly trained in language 

teaching methodology - most secondary teachers fell into this category and very few 

primary teachers. Although there was not a great deal of difference between 

primary and secondary teachers, the analysis did show that those with higher 

linguistic proficiency were more likely to change - secondary teachers' proficiency 

levels were significantly higher than that of the primary teachers. Also, the project 

was more successful with those who spent more time teaching Indonesian. 

Secondary teachers are employed as language specialists and teach Indonesian for 

at least half of their workload whereas only a few primary teachers are specialist 

language teachers. 

61 



Effectiveness of the methodology 

The average score given to the workshop series which focused on teaching 
methodology throughout the new curriculum was 4.6 (on a scale of 1 = not useful to 

5 = extremely useful). This demonstrates that participants viewed the series of five 
or six workshops held over three school terms as being very useful in supporting 
them in their teaching of Indonesian. 

From comments given in the questionnaire and in the interview, teachers valued the 
opportunity to continue their learning and to be able to exchange ideas and to 
discuss professional issues with others. They commented on how the workshops 
were able to 'provide a supportive environment and 'opportunities to develop 
networks'. They also commented on how the workshops were able to provide 
'opportunities to up-date their knowledge about current theory and practical 
classroom strategies' and gave 'direction to their school programs'. 

Concern was expressed by the project officer that the 'good feeling and enthusiasm' 
created by the workshops would end (Northcote, 1995). Teachers' comments below, 
confirmed this. 

- More follow up needed. 
- I needed more time in my own school to implement ideas. 
- Being so far from the 'hub' of activity, the isolated feeling still persists. I would 

really like to see the workshop series continued to continue collaborative 
planning, developing resources which complement the Suara Siswa 
Curriculum. 

- If there was more time we could have achieved more in the programming area. 
Finding the time to get together is an issue. 

The project officer commented that 'the project was able to provide funds to cover 
the release of teachers for the series of workshops. If networks were to continue, 
teachers will need to agree to meet after school, or negotiate common non-contact 
time with their schools, for example, Monday afternoons, to enable these networks 
to continue. At the end of the series, two teachers of Indonesian offered to run a hub 
group for teachers of Indonesian in the primary schools.' The development of this 
group has been hindered by extended industrial action. However, despite this, six 
teachers met three times in 1996 and, although they are experimenting with how 
they can best structure the time to allow maximum gains, this has had some positive 
feedback. 
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Development of teachers' ability to integrate sociocultural 
elements 

This section examines the development of teachers' understandings and abilities to 
effectively integrate sociocultural elements into their language learning program. 
This intended outcome appeared on the project outline in the second year of the 
project. The development of sociocultural understandings in students was being 
addressed to some extent through the workshop series on language teaching 
methodology discussed above. Nevertheless, it had become clear the this was an 
area of need as many well meaning teachers were leaving the development of 
sociocultural understandings at the superficial level of 'Spaghetti and Polka' 
(Kalantzis and Cope, 1987). 

The extent of change 

The series of workshops which focused on the new curriculum aimed at assisting 
teachers to implement a communicative Indonesian language course in their 
classroom. Through these workshops, teachers were able to develop their 
understandings about how to integrate the sociocultural goals (along with learning-
how-to-learn, language as a system and general knowledge goals) through the focus 
on the communication goal (Scarino, 1988:Bk 2). Quantitative data collected for this 
research does not provide specific details about what participants were doing, in 
relation to the teaching of culture, before the workshops and what they do now as a 
result of their involvement in the project activities. It seems reasonable to assume 
that the 50% of respondents who base their programs on the new curriculum, are in 
fact developing sociocultural understandings in their students in relation to the 
language being studied and that they do not treat language and culture as two 
separate unrelated components. This is typically what had happened in traditional, 
grammatically based language courses and, for many teachers, this demonstrates a 
shift in practice. 

Teachers also had the opportunity to further enhance their knowledge about how to 
develop sociocultural understandings in their students, through the Study Tour to 
Timor program comprising two one day workshops, one week in-country 
experience, and two more one day workshops - undertaken over two school terms. 
The aims of this program were to enable teachers to develop knowledge about 
aspects of life in Indonesia first hand and to develop understandings about and 
skills in using the social literacy teaching and learning model. Involvement in this 
program led to the development of units of work to be trialled during 1996. It was 
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believed that through the use of this learning model, teachers would be more 
effective in developing the deeper level sociocultural understandings as described by 
Kalantzis and Cope (1987). 

The six respondents who were involved in the Study Tour were also involved in the 
workshop series. Three of these six teachers attended the two hour conference 
session 'Making links: Developing sociocultural understandings through language 
learning'. Two of these participants had been involved in workshops run by another 
project which focused on the social literacy model and therefore had some prior 
knowledge in the area. The point here is that teachers were involved in several 
different professional development activities which supported the development of 
their skills, knowledge and understandings in the field of social literacy. 

In the absence of quantitative data, qualitative data (collected through observations 
of the project officer, formal evaluative feedback from participants, informal 
comments made during and after the Study Tour program, and written comments 
on the strengths and weaknesses of the program in response to question nine of the 
questionnaire) sheds some light on whether change in practice occurred as a result of 
participation in the program. Participants' comments below suggest that the 
knowledge and skills gained are being applied to their classroom practice to some 
extent. 

- Intensive and well focused workshops. Am now beginning to gain a sense of 
social literacy model. 

- I made tremendous development in my language and understanding of 
Indonesian people. I clarified my strengths and weaknesses and was able to 
set goals for professional development. Many things I had heard, seen, read 
have more relevance and meaning. The hands on approach enriched my 
teaching when I returned. 

- Extended my knowledge of Indonesian culture and society. Very useful to 
share with students through role plays etc. 

- Appreciation of the 'day-to-day' life in a typical family. Oral practice, insight 
into schools. I'm trialling my unit of work this term. 

All six of the participants reported that they had been able to 'take what [they] had 
learned into the classroom' to varying degrees. Responses to question nine of the 
questionnaire focused mainly on how much participants had enjoyed being able to 
share their Timor experiences with their students. Three teachers reflected that they 
felt they had gained some understanding of the social literacy model but needed 
more time to put the new ideas into practice. 
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In summary, it appears that a change in practice regarding the teaching and learning 
of sociocultural understandings has occurred to a limited extent through both the 
workshop series and through the study tour. Participants are not yet using the 
social literacy teaching and learning model but all participants have progressed 
somewhat along the learning continuum in this area. However, long term change in 
classroom practice often occurs after witnessing improved learning outcomes (Little, 
1982, Guskey, 1985). Teachers are expected to trial their units of work this year and 
for some participants, this might mean that a change in practice is one step nearer. 
Participation in the program may lead some teachers to pursue opportunities to 
further develop their knowledge in this area. 

Effectiveness of the methodology 

The focus on sociocultural understandings, when examined through professional 
development activities on language learning methodology through the new 
curriculum seemed to enable participants to make the connections. The workshop 
series which enabled participants to integrate sociocultural information with the 
language being studied therefore appears to be an effective strategy. This concurs 
with the need for professional development programs to be relevant, part of an 
ongoing problem solving and improvement process, and not simply an isolated 
activity (Berman and McLaughlin, 1975). 

The design of the Study Tour program, which included pre and post workshops 
combined with in-country experience, seemed to be a valuable professional 
development opportunity for participants. The program had clearly identified goals 
to work towards, had facilitated the development of common understandings, and 
had involved participants in the negotiation of the focus for their unit of work. 
Participants went to Indonesia with a clear sense of purpose and a firm plan in 
order for them to achieve their personal goals. This helped participants to remain on 
task. Naturally, the Study Tour to Timor was seen as the highlight of the program. 
The educational nature of the activities there drew many positive comments from 
participants and the experience seemed to motivate them to continue to build on 
their knowledge of Indonesian and of the country. This could be classified as an 
unexpected outcome which is considered to be a valuable outcome in terms of the 
broader Indonesian language learning situation in schools in the Northern Territory. 
Indonesian language programs are increasing in primary schools, and it is through 
experiences like these that teachers with some language skills are encouraged to 
continue their learning in the area. 



The lack of substantial success in bringing about change in teaching practice with the 
focus on the social literacy learning model could be explained by the fact that the 
connection between the learning model and the language learning area were not 
clear. Another factor might also have been that the focus on the social literacy 
model was set by the professional developers based on their theoretical knowledge 
and beliefs about its value to teachers and students. Participants expectations of 
how they were going to develop units of work were most likely to have been 
different to that of the presenters, at least initially. Finally, time may also be an 
important factor. It takes a lot of time, effort, support, practice and experience to 
learn the what, how, when and why of an innovation. A change in instructional 
behaviour requires tenacious persistence to help move theory and research into 
everyday classroom practice (Berman and McLaughlin, 1975). This was confirmed 
by the experiences of the Project Officer Social Education who claimed that, 'one 
has to practice writing many, many units of work with support and feedback, 
before one is able to develop skills to successfully apply the theory of the social 
literacy teaching and learning model to practice. Teachers need ongoing support, in 
terms of professional input, time and collaborative networks.' This professional 
development program took place during the last three terms of the two year project 
and it is obvious that if real change is to occur in teaching practice in this area, 
further support would be required. 

The project officer confirms that researchers in the field are still exploring the 
development of sociocultural understandings in the languages area and that it is not 
essential for languages teachers to be able to program using the social literacy 
model. Instead, further professional development in this area should look at taking 
the concepts of this model to tease out more carefully the sociocultural component 
in the language teaching curriculum in order to improve learning outcomes for 
students. 

Involvement of teachers in reflective practice 

This section examines the development of teachers' understandings about the need 
to be involved in critical reflection of their own teaching practice and 
experimentation of new strategies as well as to develop their knowledge about the 
range of 'tools' which can be used to enhance reflective practice. 
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The extent of change 

Change in practice, depends on the capacity and willingness of teachers to 
adopt a critical stance towards their own classroom practice. Teacher 
development programs, when effectively planned and carried out, should aim to 
foster the improvement of teachers abilities to analyse and solve their own 
problems, enabling them constantly to evaluate their curriculum and make 
improvements to it in an ongoing process of renewal. In this way, teachers are 
not simply receivers of a new curriculum package but are active participants in 
the curriculum renewal process, continually reviewing the curriculum on the basis 
of local needs and conditions and their own increasing experience and 
understandings (Scarino, 1988, Bk4:5). 

The project, focused on curriculum renewal and through this, aimed to assist 
participants to reflect on their own teaching practice and be involved in change. 
Anecdotal evidence provides the main source of data which shows a development 
in teachers' understandings and involvement in reflective practice. Notes from the 
project officer's journal and written comments from participants through their end-
of-workshop questionnaires provide some insight into what was achieved in this 
area. 

Evaluating how students have learned and making decisions about what is to be 
learned next are intrinsic to the teaching process. For most teachers, the search for 
practical strategies which better facilitate their students' learning means that they 
are involved in critical reflection to some degree. Initial discussions and 
observations showed that many participants were already involved in critical 
reflection of their practice at the commencement of the project. 

After the completion of the project, close involvement of the project officer with 
some of the teachers who are recognised as key players in the field confirms that 
these teachers are in fact actively involved in reflective practice and the trialling and 
implementation of new strategies. One teacher has been observed adapting ideas 
used for developing literacy skills from an English program called 'First Steps'. This 
teacher also has been further investigating ways to more effectively develop 
sociocultural understandings in the language classroom and has been trialling new 
strategies in the hope that this facilitates more effective learning for her students. 
Another, through her personal studies has focused on learning in mixed ability 
classrooms and has trialled her own units of work and organised for several others 
to do so as well. Several are involved in an action research project organised 
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through the professional association for languages teachers. Whether this 
involvement in reflective practice is as a result of the project or whether this would 
have occurred anyway is something which is not addressed here. However, it can be 
surmised that the confidence participants gained in their own teaching through their 
involvement in the project, may have served to provide stimulus and direction for 
further exploration. This is supported in the literature about action research 
(Kemmis and McTaggart, 1982, Sands, 1988, Grundy, 1995) which claims that once 
teachers are involved in close examination of their own practice and in formal 
experimentation of new ideas, further questions are raised and as a result, they 
continue to examine their practice and be involved in change. 

Effectiveness of the methodology 

Based on the change philosophy of professional development (Connors, 1991:58), 
specific strategies which promote reflective practice and experimentation with new 
ideas were deliberately built into the project's professional development activities. 
A range of reflection tasks were integrated throughout each workshop and included 
individual, pair and small group work. Participants were expected to complete 
'Reflection Sheets' at the end of each workshop. These questionnaires were modelled 
on de Bono's (1992) 'Six Thinking Hats' and required participants to think about 
their practice and what they had learned in a number of different ways. They were 
also required to set themselves personal goals, such as identifying one thing which 
they would try in their classroom before the next meeting. The group which focused 
on the social literacy learning model was required to keep a journal in order to 
record observations, feelings, new understandings and concerns. In short, 
participants were required to reflect in action, on action and for action. For each 
strategy which promoted reflective practice, time was deliberately planned to 
discuss its purpose and usefulness as a tool to effectively evaluate the learning 
taking place. They also discussed how the strategy might be transferred to other 
occasions and how it might be used with their students. 

Through the use of a range of models, the project did facilitate the development of 
teachers' understandings of the need to be involved in critical reflection of their own 
teaching practice and experimentation of new strategies. This is supported by 
positive feedback from participants such as 'I gained much from the opportunity to 
be involved in professional discussions about issues related to classroom practice' 
and 'I appreciated having the time to think about what I am doing in the classroom'. 
These comments do support the literature (Arnold, 1995, Wildman and Niles, 1987, 
Saban, et al 1994) which claims that, for many teachers, reflection is not always a 



formal process but rather occurs informally. The 1ong4erm impact, that is, whether 
or not participants are continuing to make use of the more formal strategies 
suggested, cannot be commented upon. 

Development of teachers' understandings about the purpose and 
process of collaboration 

This section examines the development of teachers' understandings of the purpose 
and process of collaboration within the school setting and outside. 

Several opportunities for participants to be involved in collaborative efforts were 
provided through the project. These opportunities included programming, co-
planning and team teaching, and school visits and classroom observations. Here, 
the extent of change and the effectiveness of the methodology is discussed for each 
strategy. The analysis relies mainly on qualitative data which includes project 
officer observations and participant comments. Although quantifiable data was not 
collected specifically through the research some examples of collaborative practice 
taking place now contribute to understandings of change in this area. 

When commenting on the workshop series which focused on teaching methodology, 
the project officer claims that, '(f)or some of these teachers, I had to reassure them 
that there were other participants who, like themselves were very new to the 
teaching of Indonesian and, like them, had limited language proficiency skills. They 
also had to be reassured that the focus was on methodology and that they would 
not be required to speak Indonesian with their colleagues'. It is reasonable to 
assume, because of these concerns about their practice and language skills, that 
teachers had been reluctant to contact colleagues in other schools. The professional 
association membership registrations which showed low numbers of teachers of 
languages in primary schools supports this. 

Involvement in the workshop series, which facilitated opportunities for 
collaborative programming seemed to have its desired effect. Nearly all teachers 
commented on how much they valued the opportunity to work with others during 
the workshops and they identified the need for further opportunities to be involved 
in collaborative programming of units of work. Several commented that 'it is good to 
know that I'm not the only one having problems' and in the project officer's journal 
has been noted that 'one of the main outcomes of these workshops is the increase in 
teachers' confidence. They seem reassured by the fact that others are experiencing 
similar problems and because of this they are starting to appear more often at 
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professional association meetings, that is, they are looking for the opportunity to 
collaborate with others'. A secondary teacher reports that the project has helped to 
develop common understandings which facilitate collaborative learning, 'we are all 

talking Suara Siswa now - we are sharing ideas which support common program 
designs instead of some teachers using one course and others using another'. 

As a result of the networking opportunities provided through the project, a small 
group of teachers in the primary area have set up a collaborative planning group 
which meets once a term for mutual support. In addition, eleven primary teachers 
who attended the workshop series have joined the professional association and are 
active participants. Of course, further investigation into why these teachers joined 
would be needed. However, it can be concluded that the project was successful in 
playing some part in further strengthening teacher networks, especially that between 
primary school teachers. 

Co-planning and co-teaching was another strategy available through the 
professional development program offered by the project. The project officer was 
involved in co-planning with a primary school teacher and in co-planning and co-
teaching with a secondary teacher. Comments from both participants recognised 
that, although there were definitely some benefits gained, they felt much more could 
have been achieved (the average rating given was 3.5). The project officer's journal 
entries support these comments and provides insight to the difficulties of working 
other project commitments around a class timetable for a reasonable period of time. 
'It is difficult to justify the amount of time I am giving to these two teachers. Both 
teachers have not been involved in the workshop series and are working in isolation. 
I am helping them to develop the same understandings which are being developed 
through the workshop series. If they were involved in the workshops, they would 
gain much more from the exchange of ideas about classroom practice and be able to 
strengthen their support network. This surely would have a more lasting impact. 
The timing seems wrong. I should be spending time with them after they have been 
involved in the workshops.' 

Another opportunity for team teaching came through the project when a respected 
classroom teacher of Indonesian, who having just completed a two year office-
based project, became available to the project whilst waiting for a permanent 
position in a school. It was decided that she would support the teachers of 
Indonesian and their programs in two schools. The officer worked full time between 
the two schools. The two teachers involved had a planning afternoon together and 
were also involved in the project's centrally based workshop series. The project 
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officer reports that 'this proved to be an extremely successful combination. 
Unfortunately, this was a luxury we did not have for other teachers. In terms of 
funding, time and cost factors are high'. One might ask, though, if in fact the cost for 
such a strategy is really as high as it appears if the long term benefits are taken into 
consideration. These two schools now have very strong and effective Indonesian 
language programs and both teachers are very confident in what they are doing and 
are often in the position of supporting others. They comment: 

- I gained about 20 years of experience in one term. I learned how to program 
following the ALL Guidelines, how to teach using the communicative approach. 
I learned how to teach Indonesian. I cannot overate the enormous impact this 
has had on my teaching of Indonesian. 

- A wonderful opportunity. I really had time to work through the issues with a 
colleague. The chance to have things modelled and to trial and to build on my 
skills in a supportive way was extremely valuable. 

Finally, another form of collaborative support provided through the project was the 
opportunity for teachers to visit other schools to observe the language program. 
Although more teachers were involved in observing others' classes, only two of the 
teachers who had responded to the questionnaire had this opportunity. Limited 
data means that it is difficult to draw any firm conclusion. The average of their 
ratings for this professional development activity is 4. Their positive feedback 
about the benefits of actually being able to see what others do, how they organise 
their class and so on confirms that there is much to be gained from such an 
experience. One teacher suggested that one-off visits are limiting and several 
observations over a semester would be more beneficial. On reflection, the project 
officer also considers that, 'if I could do this over again, and given project priorities, 
I would assist both parties to be better prepared so that both gain from their 
involvement in mentor situations. I would consider negotiating a program with the 
parties which comprises several classroom visits and phone contact. I believe that, 
in this way, both parties are involved in their professional development and more 
long term benefits can be gained'. 

Development of teachers' leadership skills 

This section examines the development leadership skills in teachers experienced in 
using the new curriculum. 

Six teachers, three primary teachers and three secondary teachers commented on the 
opportunities for them to take on leadership roles through the project. Their 
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involvement in this area was determined by their individual experiences and skills. 
Two primary teachers each presented a two hour session during the workshop 
series on the new curriculum. One primary teacher was involved in co-planning and 
co-presenting the workshop sessions in the second year, having been a participant 
in the first year. This teacher and one other co-presented a workshop on language 
learning in a primary school at the Language Teachers Association of the Northern 
Territory Conference in 1995. She has since co-presented with the project officer a 
two hour workshop on the development of sociocultural understandings in the 
language learning classroom for the Asia Education National Professional 
Development Program. The other teacher was involved in presenting a workshop on 
the use of work stations for a unit of work based on the new curriculum at the 
Language Teachers' Association of the Northern Territory Conference in 1996. 

In the secondary area three teachers were involved in presenting a workshop session 
on an aspect of the new curriculum at a one day program for secondary teachers. 
The teacher from Alice Springs took on a leadership role in providing support to 
others and co-planned and co-presented with the project officer at a one day 
workshop on the new curriculum in Alice Springs. Another secondary teacher 
presented sessions at both the 1995 and 1996 conferences of the Language Teachers' 
Association of the Northern Territory. Both sessions aimed to develop 
understandings of how to program for effective language learning. 

All teachers who had taken on leadership roles commented on how much they had 
enjoyed the challenge. They felt valued and appreciated that their knowledge and 
skills were recognised by others. They looked upon the opportunity as a worthwhile 
learning experience for them. Comments included: 

- I enjoyed the opportunity to take on a leadership role and to assist others. I 
gained confidence in what I was doing and would like to have further 
opportunities. 

- I appreciated being given the opportunity for personal/professional 
development. Great to work collaboratively with another teacher. A good 
learning experience for me - I'd like to do more presentation but I realise I need 
more confidence and skills at presenting. It made me feel valued, 
acknowledged. 

- It was my first time as presenter. I have always avoided performing in front of 
peers and it was a satisfying first for me. 

- Good for my own confidence. Great co-planning and working with others. 
Helped me to understand my strengths and weaknesses. 

- It is nice to think it was a catalyst for others. A confidence boost! 
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The project officer commented that 'much project time was spent in supporting 
these teachers in the development of their sessions. However, it was felt that this 
was an extremely valuable investment of resources. These teachers have grown in 
their understandings about how to work with colleagues and are more confident in 
taking a leadership role when other opportunities arise'. Two of the primary 
teachers have formed and lead a hub group which meets once per term to provide 
networking opportunities for primary teachers of Indonesian. They have both 
recently become members of the Language Teachers' Association of the Northern 
Territory's Executive Committee. Teacher comments did indicate that they were 
unsure about how to bring about further leadership opportunities for themselves. 
This may mean that they will need continued support and encouragement to seize 
and create appropriate opportunities and also that there is the need for a mentoring 
role for senior teachers in the field. 

It is interesting to note that in response to the questionnaire, some respondents took 
a broader definition of 'leadership' and commented on how much they valued the 
opportunities provided during the workshops to share their own expertise. 
Acknowledging the skills and expertise of participants should be a priority in any 
professional development program. The projects' programs were specifically 
designed to facilitate this sharing of information through pair, small group and 
whole group tasks. Although this was not what the question had intended, perhaps 
it should have been. 

Once again, this analysis does not attempt to demonstrate that these teachers are 
leaders only because of the project. All that can be claimed is that, for some 
teachers, the project was able to provide opportunities for them to further develop 
their leadership skills. It would be expected that more involvement of these teachers 
as leaders will occur over time. All teachers are active members in their schools and 
in the Language Teachers' Association of the Northern Territory. 

Development of teachers' understandings about the value of 
professional development 

This section examines the development of teachers' understandings of the place of 
learning and thus the value of professional development for them personally. 

This outcome is a reflection of the underlying philosophy of professional 
development offered through the project. It would be foolish to suggest that because 
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of project activities, participants suddenly developed into teachers who saw 
themselves as life long learners. Teachers attended the project's activities for a range 

of reasons - some of them already 'understood the place of learning and thus the 
value of professional development for them personally'. That is why they were 

involved. 

The study does not attempt to make any comment in this area except to say that a 
range of strategies which promoted reflective practice were modelled and further 
professional development opportunities were advertised and encouraged. 
Participants' feedback provides evidence that some of them were able to take up 
recommendations made through the project. 

The overall impact of the project 

The final section of the questionnaire aimed to provide a snapshot view of how 
participants saw the impact of the project on themselves, their school language 
program, other teacher colleagues, programs in other schools and the system. The 
open ended questions were intentional in an effort to seek as wide a range of 
comment as possible and it was intended that this would provide concrete 
examples. Unfortunately, many respondents had difficulty in rating and 
commenting on the project's impact on other schools and the system. This could be 
explained by the fact that many teachers are relatively isolated in a school situation 
and they are very focused on their classes and their school activities and tend to 
have little involvement with other sections of the Department. This issue is another 
area of research and is not a focus of this study. On reflection, though, it appears 
that this part of the questionnaire could have been better designed to gain the 
desired information. Nevertheless responses do provide some insight into the type 
of impact the project had at a range of levels. 

Responses showed that the perceived impact on individual teachers was rated 4.2, 
on the school as a whole - 3.6, on other colleagues - 3.2, on other schools - 3 and on 
the system 3 (1 = had no impact at all, 5 = had huge impact). 

Feedback about the extent of the impact on teachers shows that there is no doubt 
that confidence and knowledge in teaching Indonesian increased. In terms of 
application of this new knowledge and skills to classroom practice, teachers cover 
the range of the continuum. As seen in the first section of this chapter, 75% of the 
participants have been involved in changes to their practice. 
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Some teachers have been motivated by their involvement in the project and claim 
that their school Indonesian program is far more effective in that it provides greater 
continuity for students and improved learning outcomes. They also claim that they 
feel much more confident when speaking to parents and other staff about what they 
are doing. This in turn, has led to increased support for the program overall. Some 
teachers have 'linked up with a few others in (their) school'. Others now 'support, 
assist, research, facilitate and cooperatively plan with colleagues' in their school. On 
the other hand, some claim that their involvement has had little impact on other 
teachers in their school, 'most of whom do not even know that I took part in these 
workshops'. The impact of the project as described here is only hearsay and not 
based on sound evaluation processes. A study of the programs and student learning 
before the commencement of teacher involvement would have better enabled the 
identification of the extent to which change had taken place. 

The feedback does provide evidence that several programs have now expanded to 
new classes. One school now has an identified specialist teacher and an Indonesian 
program from Transition to Year 7 as a result of participation in the program. 
Others have said that they have been given increased release time to teach 
Indonesian to other classes. 

From participants' comments it appears that more teachers of Indonesian are 
communicating with each other as a result of contacts made through the project. 
Teachers felt that overall there had been an increase in the awareness of policy, 
practice and resources and, as a result of this, a more common approach to teaching 
Indonesian in schools. 

The teachers in Alice Springs and Katherine claim that they feel more in touch with 
Darwin based teachers. Others feel that, system wide, the project had been able to 
lift the profile of Indonesian and language teaching in general. Others acknowledge 
the reality of the situation and comment that timetable constraints, student 
numbers, staffing formulae, limited space, lack of qualified language teachers and 
other such problems continue to hinder progress in establishing language learning as 
a viable and valuable subject at all levels of schooling. One teacher commented, 'a 
good solid start but still a way to go!'. 

The very positive reaction from teachers is not an unexpected one. The project 
officer positions at CASU are part of the Northern Territory Department of 
Education's operational section which means that these officers work very closely 
with schools to provide support. These positions are usually filled by respected 
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classroom practitioners on short term contracts. They tend to attract less criticism 
from teachers about 'office-based personnel knowing very little about the real world' 
than do other office-based positions. 

The project officer deliberately focused her energies on communication and spent 
much time publicising professional development opportunities, scholarships, 'good 
ideas' and resources and on keeping in touch with teachers generally. Feedback from 
respondents to the questionnaire for this study suggests that communication with 
teachers is an important aspect of such a position. It not only helps teachers to keep 
abreast of new developments but it also helps combat the feeling of isolation. 
Through such communication, both written and over the phone, teachers were able 
to learn about what was going on in other schools and in various sections of the 
Department. 

In conclusion to this chapter, it needs to be stated that, in order to achieve the 
intended outcomes, the project design included a combination of strategies which 
the project officer believed would facilitate a change in teaching practice. This of 
course was only one possible combination from the gamut of approaches outlined 
through Chapter 2. The selection of strategies was based on the project officer's 
individual 'baggage' of prior experiences, knowledge and skills in the area of the 
teaching and learning of Indonesian and of the delivery of professional development 
programs, administrative abilities and interpersonal qualities, as well as the 
professional support provided through the CASU working environment, the length 
of the project and the availability of funds and other resources. The next chapter 
presents the conclusions and recommendations made on the basis of the data 
analysis. 
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CHAPTER 5 

CONCLUSIONS AND RECOMMENDATIONS 

Conclusions drawn from the findings of the data 

The findings show that participants in the project lie at different levels along the 
continuum of change. Guskeys research (1985) in professional development shows 
that most significant changes in teachers' attitudes and beliefs come after they begin 
to use a new practice successfully and see changes in student learning. For this 
research, the major source of data was collected six months after the completion of 
the two year Indonesian Curriculum Project being evaluated. An investigation in 
another six months would help to validate the extent to which participants have 
changed over the long term. This notion is supported by research on professional 
development education (Joyce and Showers, 1980, 1988, Little, 1986, Guskey, 1986) 
which show that 'new teaching strategies may take as long as two or three years to 
be assimilated into routine practice' (in Ingvarson, 1990:166). 

The project, by focusing on effective language teaching methodology through use of 
the new curriculum, has been successful in bringing about change in the practice of 
teachers of Indonesian to some extent, that is, teachers have moved along the 
continuum of change. Some participants (50%) are now using the curriculum 
materials as the basis for their planning whilst others (25%) have started to dip into 
the materials. A small number of teachers have been introduced to the social literacy 
learning model in order to develop deeper level sociocultural understandings in 
students and some of these are beginning to experiment in this area. Increased 
participation in teacher networks has occurred and more teachers are taking on 
leadership roles. From the analysis of the data in the previous chapter, some degree 
of long term impact on individual teachers and on Indonesian language programs in 
schools is evident. 

Contrary to expectations, the findings of this study show that secondary teachers 
of Indonesian were more likely to change their Indonesian teaching practice than 
primary teachers. An examination of the data suggests that the degree to which 
teachers changed their practice was influenced by their previous training in language 
teaching methodology. These findings support the notion that a series of four to six 
one day workshops are not sufficient to provide teachers with the experiences 
needed to be able to teach a language effectively - no matter what degree of 
language proficiency of participants at the commencement of the program. The 
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findings also show that the greater the percentage of Indonesian teaching in the 
participants' workload the greater the likelihood for change in practice to take 
place. For many teachers in both primary and secondary schools, Indonesian 
teaching forms only one part of their teaching load. In the primary area there are 
very few specialist language teachers when compared to secondary schools and, for 
many of these primary teachers, Indonesian makes up 50% or less of their full 

teaching load. 

When evaluating the strategies used it must be remembered that, throughout the 
project, decisions were made by the project officer on the basis of the information 
(identified needs, current theory, timeline, teacher commitments) and resources 
(materials, personnel and money to cover the cost for the release of teachers) 
available at the time. The interpersonal, professional and administrative skills and 
knowledge of the project officer are also features which came into play in the 
planning and implementation of the project. This is where the professional 
development opportunities provided for project officers (on-the job training) is very 
important in enabling them to meet the needs of their teacher clients and to 
effectively facilitate change in practice. 

Assessments of professional development (Joyce and Showers, 1980, 1988, Little, 
1986, Guskey, 1986 in Ingvarson, 1990:166) claim that 'effective professional 
development needs to be a careful blending of theory, demonstration and practice 
with long-term follow-up, "coaching" and feedback in the regular classroom'. 
Analysis of the data and feedback from participants suggests that the series of 
workshops offered over time was a highly successful strategy in reaching a 
significant number of teachers and in supporting the development of professional 
networks. These workshops provided a careful blend of theory, demonstration and 
some degree of practice over several school terms. The factor which perhaps 
weakened the extent to which teachers changed their practice was most likely the 
'[much needed] long-term follow-up, "coaching" and feedback in the regular 
classroom' (Ingvarson, 1990:166). In hindsight, increased emphasis on team teaching 
and mentoring may have provided greater support for teachers. This may have 
required the setting up of partnerships and helping these teachers to develop the 
skills required to make such a partnership work. This might also have been achieved 
through the investment of time in developing cluster school relationships and 
negotiating common release time with school principals to enable teachers to be 
involved in collaborative planning. In hindsight also, it is easy to see that more time 
should have been devoted to assisting the 'teacher leaders' to develop action plans 
and guidelines for their hub-group meetings before the end of the project. 
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One might ask whether it was, in fact, the brief of the project officer to focus on the 

development of sociocultural understandings and on collaborative learning as 

separate elements of the project in addition to their integration through a focus on 

language teaching methodology and the curriculum. The collaborative learning 

workshop and the conference session on the social literacy teaching and learning 

model were 'one-offs' and, although there were benefits gained, not a great deal of 

change in practice took place. 

However, as stated above, these decisions were made on the basis of the conditions 

at the time. Not all teachers were involved in the series of workshops on the new 

curriculum and the other professional development activities were one way of 

reaching more teachers. It was a carefully calculated decision made by the project 

officer to offer support in areas which were relevant to all language teachers. The 

language teachers are a small group and the fact that there was an identified office-

based position to provide support for teachers of Indonesian had the potential to 

be a divisive factor. Another factor which influenced decisions made by the project 

officer was that areas such as sociocultural knowledge, higher order thinking skills 

and collaborative learning were cross-curricula issues and, language teachers needed 

to have opportunity to keep abreast of these developments. The project's main 

focus on the new curriculum meant that these additional activities could only be 

made available to teachers in the anticipation that participants would be motivated 

to pursue the area through other professional development programs, which has in 

fact happened to some extent. 

In terms of the organisational features of the project, through undertaking this 

research, the project officer has learned about the importance of clearly defined 

outcomes with appropriate performance indicators. In hindsight, the evaluation 

process would have greater validity had data been collected at the beginning of the 

project which showed what was happening in language classes at the time. 

Recommendations for future professional development 
programs for languages teachers 

The Northern Territory Department of Education is currently working, along with 

other States and Territories, to build on its achievements in the area of languages 

learning in order to meet the goals and targets identified by the National Asian 

Languages and Studies for Australian Schools Strategy (DEET, 1994). This was 

commissioned by the Council of Australian Governments (COAG) and aims to 

strengthen languages and cross-cultural studies in Australia. Targets are concerned 
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with numbers of students studying a language and have implications for teacher 
supply and quality. As a result, professional development opportunities for 
teachers with some degree of language proficiency will most likely increase. It is 
being able to identify the right foci that are important. We must work on the right 
things. And the right things are rooted in the basic working conditions and lives of 
teachers as these in turn affect the learning of students. Improving teachers and 
schools is the key to improving students' (Fullan, 1991:xi). In this rapidly changing 
world it is important that teachers are able to develop the skills to deal with 
change. The notion of empowering teachers to change their own practice is not new 
and, whatever the professional development focus, it is important that leadership 
skills, team teaching and action research are embedded through the activities. The 
more teachers are able to identify their own strengths and weaknesses and the more 
they are aware of the tools they can use to assist them to change aspects of their 
own teaching, one step at a time, the more long term impact any professional 
development activities will have on improving learning outcomes for students. 

Professional development for language teachers does not simply end with the 
completion of the project. Teachers have ongoing access to professional 
development through a range of opportunities including professional reading and 
the trialling of new strategies in the classroom, Northern Territory Department of 
Education workshops, professional association conferences and workshops, 
tertiary studies and so on. The findings of this research about what the project has 
achieved and the strengths and weaknesses of strategies used provide a sound 
basis on which to make recommendations for further professional development for 
teachers of languages, and in particular, teachers of Indonesian. Recommendations 
for future professional development of languages teachers are as follows: 

Recommendation 1: That professional development activities be based on identified 
needs and be negotiated with languages teachers. 

Recommendation 2: That professional development activities focus on the process 
as well as the product, that is they promote leadership skills, facilitate the sharing 
of expertise and enhance teacher networks. That they also promote reflective 
practice and empower teachers by enabling them to determine needs, set goals, 
identify strategies and evaluate their achievements. 



Recommendation 3: That deliverers of professional development for languages 

teachers collaborate to provide a draft overview of professional development 

activities taking into consideration the implications of funds and timing, and that 

they seek input from all stakeholders. 

Decisions on the professional development programs offered are largely dependent 

upon the funds available and the timing. Being a small group, often the same 

teachers are involved in several activities and problems arise when these are not 

spaced out over the year. Even when there are funds available for reimbursement of 

relief teacher costs some are unable to attend if they have been out of school too 

often. This is an important consideration when planning professional development 

programs. 

Recommendation 4: That those responsible for professional development in the area 

of languages cross-check that there is a range and balance of professional 

development activities which meet the needs of primary and secondary teachers, 

which include both general and specific language teaching and learning foci, and 

which involve teachers across the Territory. 

Recommendation 5: That the professional development activities are ongoing and 

not one-offs and that, where possible they integrate with other professional 

development activities taking place. For instance, in 1996, the professional 

associations one day, annual conference focused on working with mixed abilities in 

the language classroom. This was followed up by an action research program 

involving participants in a series of four one day workshops over a semester. In this 

way, the conference was able to provide the stimulus and general information and 

the action research project was able to support trialling in the classroom and thus 

facilitate the development of understandings and change in practice. 

Suggestions from participants who were asked to put themselves in the position of 

the project officer and consider any changes they would make, provide an overview 

of the range of professional development needs of teachers at present. Many of the 

comments suggested that there was a great need for more follow-up through 

network meetings and collaborative planning groups. Other comments included: 

On learning pathways 
- It would be good to sort out Year 7 to 8 pathways. 

- A greater effort is needed to develop primary-secondary partnerships. 
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On networking 
- We need a database of people who would like to share ideas, advice and 

interests. 
- Individual school visits should take place. 
- Looking at it from a purely selfish point of view a visit by the project officer 

to my school would have had an impact - looking at courses, advising, maybe 

modelling the approach. 
- Development of a guide to new language teachers with sample programs, 

strategies, who to call, resources etc. 
On specific aspects of language teaching 

- Workshops on assessment and profiles are needed. 

- We need more workshops on programming to develop programs and resources 
that could be shared. I think teachers of senior classes would have benefited 
from input regarding their program of Stages 1 + 2, that is,. some exemplar 

programs and assessment plans. 
- We meed a resource bank - for teachers to borrow and add to. 

- There could be more on long term programming. 
- More workshops on using Information Technology in the classroom should be 

a focus. 
- More workshops on how to plan for differentiated learning would be valuable. 
- Rarely are we able to practise our language skills. Some specific language 

development workshops would be very useful. 
On system needs 

- I am all for the idea of showing school principals/ councils/ communities 
what a good language learning model looks like so we have more support. I am 
aware of the difficulties but if it can be done it must be done! 

New thinking in the area of effective education and the improvement of learning 
outcomes for students in general is having an impact on the languages learning area. 
Already, teachers are having to look much more to the area of information 
technology. Immersion programs and content based teaching in languages are 
rapidly becoming a recognised way of teaching languages in schools. Meeting 
students  needs through collaborative learning and knowledge about different 
learning styles and multiple intelligences, and profiling and reporting are also cross-
curricula issues which are impacting on languages courses. 
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These are all areas which no doubt will be future foci for professional development 

for languages teachers. It is debatable as to whether these are system needs or the 

needs of teachers and there is certainly some overlap. It is important to remember 

that, despite the talk of 'us' and them', especially at the time of extended industrial 

action, system and teacher goals are often the same and that system and teacher 

needs are rarely at opposite ends of the continuum. The two often become blurred. 

Teachers want to keep abreast of current thinking in their field and current thinking 

shapes policies at system level which impact upon curriculum. 

During 1996, most of the professional development programs for language teachers 

were channelled through the new Northern Territory School of Languages. Areas 

offered were: 
- working with mixed abifities, 
- language teaching methodology for teachers of German, and 

- language teaching methodology for beginning teachers in primary schools through 

use of the Primary Access to Languages via Satellite materials. 

It is important that professional development programs build on what has been 

done previously as well as to offer new focuses to teachers. On the basis of the 

findings of this research the following professional development foci are 

recommended for 1997: 
- information technology (a whole year focus through the Language Teachers' 

Association of the Northern Territory's annual conference and a follow up action 

research program); 
- the sharing of individual action research projects on working with mixed abilities 

with other teachers; 
- language teaching methodology for beginning teachers in primary schools through 

use of the Primary Access to Languages via Satellite materials, developing 

mentoring relationships with those who were involved in the 1996 program; 

- specific language learning and methodology sessions for teachers of French, 

German, Indonesian and Japanese, languages where most teachers are non-

background speakers of the language; 
- workshops on team teaching and mentoring (to support initiatives in schools and 

to better use of teachers from Indonesia and Japan on exchange); 

- the development of a package for promoting languages in schools through a 

professional development mode, and 

- linking profiles with language courses and assessment. 
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In an area where teachers often feel that they have to continually justify their subject 
with students, parents, other staff and the wider community and where teachers 
often feel isolated from their colleagues, the CASU-based project Implementing the 
National Indonesian Curriculum played an important role as a catalyst for teachers 
of languages. Teachers saw this as a demonstration of support given at the system 
level. The project contributed to the work of the professional association and 
helped teachers of languages to begin to work towards common goals. The 
establishment of the new Northern Territory School of Languages provided another 
example of system level support, and, at the end of the project, there was a genuine 
feeling that things were happening and that the languages area was moving forward. 
The challenge now for language teacher educators is to help language teachers to 
maintain a positive attitude and to direct energies into networking with colleagues, 
professional learning and change in classroom practice. This in turn will lead to 
stronger language programs in schools and improved learning outcomes for 
students. 
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APPENDIX II 

PROJECT OUTLINE FOR THE PROJECT 'IMPLEMENTING 

THE INDONESIAN CURRICULUM' 

PROJECT TITLE 

Implementing the Indonesian Language Curriculum T-10 

PROJECT DESCRIPTION 

What this project is about 

This project aims to support primary and secondary teachers of Indonesian to provide 

principled and planned Indonesian programs in NT schools through use of the National 

Curriculum Guidelines for Indonesian. 

For whom it is intended 

This project is intended for primary and junior secondary teachers of Indonesian in NT 

schools although it may reach teachers of other languages as well. 

The level of commitment expected of the participating schools 

Teachers who participate will be expected to: 

• take an active part and share their expertise in workshops 

• complete trialling and reflective tasks between workshops and take part in the project 

evaluation 

• contribute to a bank of sample units of work to be used as a resource for all teachers 

• work collaboratively through a network of teachers of Indonesian 

• contribute to newsletters and magazines distributed by the Language Teachers' 

Association of the NT (LTANT). 

How schools can become involved 

Schools can become involved by: 

• inviting the Project Officer to speak to staff involved in the teaching of Indonesian 

• releasing the nominated teacher(s) of Indonesian to enable them to participate in 

workshops 

• encouraging teachers to be involved in network meetings 

• providing ongoing support for teachers by encouraging classroom experimentation, 

reflection and collaboration in the school setting. 

All schools currently offering Indonesian or intending to offer Indonesian are invited to 

contact the Project Officer to discuss the involvement of their teachers in professional 
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development activities which best meet the needs of their students, teachers and school 

system. This may require support from the school in the form of release time, covering 

internally or using reimbursement for relief teacher allocations. 

RATIONALE 

Why this project is being offered 

The new National Curriculum Guidelines for Indonesian is based on up-to-date knowledge 

about the teaching and learning of languages. It encourages teachers to take control of their 

own teaching and learning in order to meet the needs of a range of learners of Indonesian at 

different stages of learning. The NT Board of Studies Courses 1-10 for Indonesian will be 

based on the new curriculum guidelines. 

This project blends the implementation of Departmental requirements with a focus on 

curriculum renewal through a professional development program based on the new 

curriculum guidelines. It provides opportunities for teachers of Indonesian to work in a 

reflective, collaborative and systematic way in order to challenge attitudes and beliefs 

and promote change in teaching/learning strategies and ultimately to achieve effective 

student learning. 

PROJECT METHODOLOGY PROJECT ASSESSMENT 

OUTCOMES 

The aims of this How the project will be conducted How the achievement of the 

project are The Project Officer will: project outcomes will be 

demonstrated and assessed 

Achievement of the project 

outcomes will be demonstrated 

by: 

• to develop teachers' • provide follow-up support for • an increase in the number of 

abilities to use the primary teachers who participated in teachers programming from 

new National the 1994 Darwin region workshop the new curriculum. This 

Curriculum series (eg. through workshops and information will be collected 

Guidelines for after school meetings, special interest through a teacher survey, 

Indonesian as an group focuses, co-planning and team reflection and evaluation 

organisational teaching) sheets, journal writing, 

framework for • negotiate and run a series of informal interviews with the 

Indonesian teaching workshops for primary teachers in P0, and feedback from 

and learning the Darwin region who were not principals, other teachers, 

participants in the 1994 program PEO Languages etc. 



• contirtue to run the workshop series 

in the Katherine region, maintaining 

contact at least once per term 

• negotiate and run workshops in the 

Alice Springs region in partnership 

with the Alice Springs Language 

Centre 

• involve secondary teachers, by 

setting up more regular 

communication channels and by 

negotiating workshops focusing on 

the new Board Approved Courses of 

Study 

• to increase teachers' • organise and implement an in-country • an increase in the numbers of 

understandings and culture and language program for teachers who are aware of 

ability to effectively teachers in Timor, Indonesia (with and drawing on the 

integrate the assistance of Project Officer principles of the social 

sociocultural Magnet Schools) literacy model when 

elements into their programming. This 

language learning information will be collected 

program through a teacher survey, 

reflection and evaluation 

sheets, journal writing, 

informal interviews with the 

P0, and feedback from 

principals, other teachers, 

PEO Languages etc. 

to develop teachers' • facilitate opportunities for reflective • an increase in teacher talk 

understandings of practice, eg. plan for and encourage and thinking about classroom 

the need to be participants to be involved in practice observed at 

involved in critical trialling and reporting on workshops, network 

reflection of their teaching/learning strategies, keeping meetings, and through the 

own teaching a journal P0's visits to schools 

practice and • model reflective practice strategies • the identification and 

experimentation of • collect information on and promote documentation (by the P0) of 

new strategies 'good' language learning models, examples where teachers have 
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been involved in critical 

reflection and 

experimentation 

• an increase in teachers' 

involvement in networks. 

Feedback about the types of 

activities they have been and 

would like to be involved in 

will be collected through 

network meetings and 

workshops. 

• increase in teachers' 

contributions to network 

newsletters, their involvement 

in resource development and 

sharing etc. Observations 

will be noted by the P0 and 

information collected from the 

LTANT Executive 

• an increase in the number of 

ways in which Key Teachers 

are involved in supporting 

colleagues both during and 

outside workshops. This will 

be reviewed by the P0 and 

Key Teachers 

case studies. 

• to develop teachers' 

understandings of 

the purpose and 

process of 

collaboration within 

the school setting 

and outside (eg. 

LTANT) 

• encourage teachers to be involved in 

the Language Teachers' Association 

of the NT 

• provide opportunities for teachers to 

develop their own informal networks 

• circulate names of all Languages other 

than English teachers, where they 

teach, any specific skills and 

resources they may have 

• write up and distribute units of work 

developed at workshops 

• to provide • involve the four Key Teachers of 

opportunities for Indonesian in supporting their 

teachers experienced colleagues through professional 

in using the new development opportunities 

curriculum to take on • be involved in the LTANT Conference 

leadership roles planning committee, identify local 

expertise and encourage their 

involvement 

• to develop teachers' 

understandings of 

the place of learning 

and thus the value of 

professional 

development for them 

personally. 

• promote a range of professional 

development opportunities through 

workshops, LTANT and CASU 

Arena 

• regularly contribute information, 

items, articles to LTANT newsletters. 

• an increase in teachers' 

awareness of and 

involvement in professional 

development activities. This 

information will be gathered 

through informal discussions 

with the P0 and the teacher 

survey. 
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EVALUATION 

How the project will be evaluated 

Feedback about positive changes in teaching practice and the degree to which teachers are 

involved in use of the new guidelines, reflection, classroom experimentation and 

collaboration will be sought through formal evaluations by workshop participants, 

records of participants' comments and observations by other officers, and a journal kept by 

several teachers and the Project Officer. 

A report written by the Project Officer evaluating achievements of the project will be 

submitted to the ['EQ CASU, PEO Languages other than English and the Subject Area 

Committee for Languages. 

Contact name: Robyn Northcote 
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APPENDIX III 

SUMMARY OF THE PROJECT'S PROFESSIONAL 

DEVELOPMENT ACTIVITIES 

Workshop series which focused on language teaching and learning methodology through 
the new Indonesian Curriculum 

This professional development activity was offered to primary teachers through a 
series of four to six workshops which took place over a period of three or four 
school terms. Secondary teachers, because of previous professional development in 
this area had the opportunity to be involved in a series of two workshops. 

Participants focused on current principles about language teaching and learning 
through the new curriculum. They trialled between-session tasks and reported on 
their findings, collaboratively programmed units of work, shared their teaching 
experiences and worked through issues such as promoting languages in the school, 
primary to secondary learning pathways and future networking with colleagues. 

Teaching and learning strategies related to the cross-curricula areas of collaborative 
learning and thinking skills - areas which are increasingly becoming a focus in 
education, were specifically incorporated into the design of the language teaching 
methodology workshop tasks and modelled throughout the program. The aim of the 
workshops was to develop common understandings about language teaching 
amongst teachers which would lead to further networking and sharing of expertise 
and resources. 

Professional development opportunities with a focus on developing sociocultural 
understandings 

The main activity which aimed to develop understandings about how to help 
students make the connections and gain high-level sociocultural understandings was 
the Study Tour to Indonesia Program. This program included two pre-departure 
workshops, an eight day visit to Indonesia, and two post-departure workshops. 
Participants targeted the development of specific learning outcomes for their 
students, based on a unit of work which they developed, with support, using the 
social literacy teaching and learning model. Whilst in Indonesia, they lived with a 
host family and attended school and community functions and collected resources 
which they needed for their unit of work. 
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Another related activity was the workshop session which was offered at the 
conference held by the Language Teachers' Association of the Northern Territory. 
This involved the presentation of a unit of work for Indonesian, modelled on the 
social literacy teaching and learning model. 

Other workshop sessions 

A two hour workshop on collaborative learning was held at a professional 
association meeting. This looked at the underlying principles of collaborative 
learning and participants had the opportunity to examine the implications of this 
for their classroom practice. 

Advising and supporting others 

Much time was spent strengthening communications channels through the 
professional association. Information, articles which promoted effective practice, 
reports on professional development and reviews of materials were published 
through the newsletters. 

The project officer made school visits as opportunities arose. Some teachers 
requested help with writing units of work, others wanted to share something their 
class was involved in as a result of their participation in the workshops. A team 
teaching partnership was trialled for a short period of time. 

There were ongoing requests for information about resources available, resources 
and programs in other schools, scholarship opportunities and language learning 
courses. 

Leadership opportunities 

As much as possible others were encouraged to take on leadership roles. Key 
teachers of Indonesian were identified. These teachers took on a networking role 
and helped to inform other teachers. They also presented sessions at workshops 
and conferences. One primary school teacher participated in the workshop series 
during the first year and then co-planned and co-presented at the second series in 
the following year. Others were encouraged to share their skills through the 
professional association's newsletter by writing short articles on something they 
tried in the classroom. 
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APPENDIX IV 

QUESTIONNAIRE 

Your answers to the following questions will assist me to evaluate the impact of the 
project on teachers of Indonesian. I am looking for information which will help me to 
clearly identify achievement of the project outcomes and assess the strategies used 
to achieve those outcomes. Your responses will be confidential. Please complete the 
following and return to me at the NT School of Languages, Nightcliff High School 
Campus by Friday 17 May, Week 5 Term 2. 

Name: 

School: (This year.) 

Language Proficiency: Use the attached Australian Second Language 
Proficiency Rating description (Wylie, Ingram and Comniins, 1996)to describe 
your Indonesian language level proficiency - prior to your involvement with 
the project. 
Listening Level 
Speaking Level 
Reading Level 
Writing Level 

Language Teaching Methodology: What formal learning have you undertaken 
in the field of languages other than English teaching methodology - prior to 
your involvement in the project. Include both tertiary and inservice 
training. Please give name of course, a brief description of what you learned, 
number of hours and the year this took place. 
Name of course; what was learnt; number of hours; year 

(a) How long had you been teaching Indonesian - prior to your involvement 
in the project? 

(b) How long had you been teaching - prior to your involvement in the 
project? 



6. (a) On the scale of 1-5 indicate your level of knowledge about current 
language teaching methodology prior to your involvement in the project - ie. 
Australian Language Levels Guidelines, the communication approach, the 
distinction between Activities and Exercises, programming using the ALL 
Guidelines concepts. 

had no knowledge 
and understand- 
ings of the ALL 
Guidelines 
principals and 
methodology at 
all 

had some 
knowledge and 
understandings 

had a great 
deal of 
knowledge and 
understandings 

1 2 3 4 5 

(b) On the scale of 1-5 indicate your level of use of ALL Guidelines 
methodology and principles prior to your involvement in the project - ie. to 
what extent you were using the ALL Guidelines' principals and methodology in 
your teaching of Indonesian. 

was not using it was using some was using a 
at all of the basic program 

programming totally based 
tools and on ALL 
strategies in a Guidelines 
cohesive principles and 
manner methodology 

1 2 3 4 5 

List the main texts you used for teaching Indonesian prior to your 
involvement in the project. 

Describe your teaching situation at the time of your involvement in the 
project. 
• What was your teaching load? 

o What percentage of your teaching load was made up by the teaching of 

Indonesian? 

• What were the other teaching duties, if any, which made up your teaching 

load? (Eg. Maths) 

95 



9. The following is a list of professional development activities which were 
initiated or run as part of the project. 

• workshop series 
• advice and communication 

provided by the Project Officer 
eg. resources, conferences, 
scholarships, flyers, CASU and 
LTANT newsletters etc. 

• school visits and class 
observations organised through 
the Project Officer 

• collaborative programming and 
team teaching with Norah 
Robinson for one term 

• LTANT Conference in general 
• LTANT Conference session on 

the social literacy learning model 
• Study Tour to Timor 

• LTANT workshop on collaborative 
learning 
LTANT workshop on 
primary/secondary pathways 

• Leadership opportunities 
encouraged/facilitated by the 
Project Officer 

- teaching demonstrations during 
workshops, co-presenting, 
conference presentations 

- sharing programs 
- co-planning and co-presenting at 

workshops 
- co-presenting at a conference 

• Other: 

Please complete the following chart. 
First list the activities in which you were involved. 
For each one you list, give a rating 1-5 (1 being 'not useful at all', 3 being 'of 
reasonable use' and 5 being 'extremely useful'). 
Then comment on the strengths and weaknesses of each activity in terms of 
how it helped you to further develop your skills, knowledge and 
understandings. 

10. (a) On the scale of 1-5 indicate your level of knowledge about current 
language teaching methodology after your involvement in the project - ie. 
Australian Language Levels Guidelines, the communication approach, the 
distinction between Activities and Exercises, programming using the ALL 
Guidelines concepts. 

have no have some have a great 
knowledge and knowledge and deal of 
understandings understandings knowledge and 
of the ALL understandings 
Guidelines 
principals and 
methodology at 
all 

1 2 3 4 5 

96 



(b) On the scale of 1-5 indicate your level of use of ALL Guidelines 
methodology and principles after your involvement in the project - ie. to 
what extent you are using the ALL Guidelines' principals and methodology in 
your teaching of Indonesian. 

am not using it at am using some 
all of the basic 

am using a 
program 

programming totally based 
tools and on ALL 
strategies in a Guidelines 
cohesive principles and 
manner methodology 

1 2 3 4 5 

11. (a) For each party listed below, use a scale of 1-5 to rate what you believe to 
be the impact of the project (1 being 'had no impact at all', 3 being' had a 
reasonable impact' and 5 being 'had a huge impact'). 
(b) In what ways do you believe the project has had an impact on each party 
listed below? 

- you Circle rating 1 2 3 4 5 

Please comment: 

- your school Circle rating 1 2 3 4 5 

Please comment: 

- other teacher colleagues (specify whether they are in your own school or in 
other schools) Circle rating 1 2 3 4 5 

Please comment: 

- other schools Circle rating 1 2 3 4 5 

Please comment: 

- the system Circle rating 1 2 3 4 5 

Please comment: 
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Put yourself in the position of the project officer. What changes would you 
make? 
You might consider 
- what professional development activities you would add, delete or modify 
- what professional development activities you would drop or further 
emphasise 
- other approaches. 

Other comments 

Would you be willing to participate in a telephone interview on this topic? 
Yes No 

I I I I 
Work Phone Number ...................... 

Home Phone Number ...................... 

I THANK YOU FOR YOUR PARTICIFATION. I 
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APPENDIX V 

QUESTIONS FOR THE TELEPHONE INTERVIEW 

The purpose of the interview is to gather data about the things you are now doing in 
your teaching as a result of your participation in project activities. Please think 
about the following before the interview. 

Did your involvement in project activities assist you in 

• developing your understandings of effective language teaching 
methodology? If yes, please explain and give specific examples for each 
activity in which you participated. 

• improving upon and/or changing your teaching program? If yes, please 
explain and give specific examples. 

• expanding the range of teaching and learning strategies used in the 
classroom? If yes, please explain and give specific examples. 
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expanding the resources you use? If yes, please explain and give specific 
examples. 

Other Comments 
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Name Primary 
or 
Secondary 
School 

_____ 
 

Use of 
ALL 
Guide- 
lines after 
project pd 

Use of 
ALL 
Guide- 
lines prior 
to project 
pd 

Number 
of years 
teach- 
ing 

Indon. 
language 
skills 

Previous 
training in 
language 
teaching 
methodology 

Number of 
years 
teaching 
Indonesian 

Gender % of 
teaching 
load 
spent on 
Indone- 

 sian  

Level of 
involve- 
ment in 
project 

Impact 
in 
schools 

a P 2 1 3 1 1 1 F 1 2 1 
b S 3 2 1 3 3 1 M 3 2 2 
c P 3 1 2 2 1 1 F 3 3 3 
d P 2 1 3 1 1 1 M 1 1 2 
e P 1 1 2 3 1 2 M 13 1 1 
f P 1 1 1 1 1 1 F 1 1 3 

P 3 1 3 2 1 1 F 3 2 3 
g p 2 1 1 1 1 1 F 1 1 2 

S 3 2 2 3 3 2 F 3 2 2 
P 1 1 1 1 1 1 F 1 2 1 

k S 1 1 2 3 2 2 M 3 2 1 
1 P 3 2 2 3 2 1 F 3 3 3 
m S 3 1 3 3 3 3 F 2 2 3 
n P 1 1 3 1 1 1 F 2 2 2 
0 S 3 1 3 3 3 3 F 3 1 3 
p P 3 1 3 3 3 2 F 3 3 3 

S 3 2 3 3 3 3 M 3 2 3 
r P 2 1 1 1 1 1 F 2 2 2 
s P 3 1 3 1 1 1 M 1 2 3 
t P 1 1 3 2 1 1 M 1 1 1 
u P 3 1 3 2 1 1 F 3 3 3 
v P 1 1 3 1 1 1 F 1 1 2 
w P 3 1 3 1 1 1 F 1 1 3 
x S 2 1 3 3 3 3 M 3 2 2 

S 2 1 3 3 2 3 F 2 1 2 
z S 3 1 3 3 2 3 F 2 2 3 
aa I P 2 1  1 3 1 1 1 F 1 2 3 
ab I P 13 11 3 1 1 1 F 2 12 12 
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