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Abstract 

This research sets out to examine the Effectiveness of MindMatters Professional 

Development in the Northern Territory retrospectively (2000-2004). 

MindMatters is a mental health promotion program for secondary school students. It was 

developed in the late 1990s because of the increasing rate of suicide and self harm 

amongst youth in Australia. The MindMatters resources were trialled nationally prior to 

Australian release in late 2000, along with an accompanying national Professional 

Development program designed with training materials, and underpinned by research 

and an experiential learning methodological approach. It was anticipated by academics 

from health and education sectors that specially targeted Professional Development 

would assist and enable teachers to use the MindMatters resources, and implement a 

whole school' Health Promotion approach to teaching and learning. 

As the Northern Territory principal facilitator of MindMatters Professional Development 

(2000-2004), I was inherently interested to ascertain if the above core objectives had 

been achieved. I was also keen to establish whether essential elements such as role-

modelling and experiential learning had increased teachers' capacity to transfer 

information and apply alternate concepts and pedagogy from the Professional 

Development workshop to the classroom/school context. 

The research indicates that 9 I % of respondent schools in the Northern Territory have 

taken up and implemented MindMatters. A corresponding percentage of respondents 

reported that MindMatters Professional Development was useful because of its 

relevance, whole school' approach, attention to a safe, supportive, inclusive, interactive 

learning context, with opportunities to share and reflect. The results were similar for all 

school systems and between Indigenous and mainstream participants, suggesting that it 

is possible to enhance health and learning outcomes for students with effective in-school 

Professional Development programs. 
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In order to provide a contextual basis for the research. Chapter 1 explores the notion of 

Health Promotion, and attempts to show the important links between health and 

education in the school setting. 

Chapter 2 undertakes a review of the literature associated with Professional 

Development to qualify the term, and illustrate the changes taking place with moves 

towards Professional Learning Communities. 

The Grounded Theory approach is discussed in Chapter 3 as it relates to researching the 

effectiveness of MiniMatters Professional Development in the Northern Territory 

(2000-2004). Effectiveness of the MindMatters Professional Development program is 

being equated with take-up' or implementation of MindMatters in Northern Territory 

secondary schools following training. Implementation in this case, refers to the use of 

MindMatters resources, concepts, and methodological constructs embedded in a Health 

Promoting School approach. 

Chapter 4 includes a snapshot of the Northern Territory context before illustrating the 

data through descriptive analysis. 

Cultural implications relating to Professional Development are presented from 

Indigenous respondents' perspectives in Chapter 5, and provide a rich source of 

evidence about MindMatters, its content and methodological approaches for Indigenous 

people. 

Chapter 6 concludes the research through a discussion of the findings including 

identification of critical success factors, and a list of recommendations to support 

funding providers, systems, schools, teachers, and advisers provide effective 

Professional Development to support school change, and increase the learning and life 

options for young people. 

xlv 



Chapter 1: Setting the Scene - The Nexus between 

Health Promotion and Education 



Chapter 1: Setting the Scene - The Nexus between Health 

Promotion and Education 

This chapter will focus on health promotion and its application to education and the 

school setting to demonstrate the inextricable links between both paradigms. An 

historical perspective will provide background information and a contextual framework 

for discussion of health definitions, theories and models before illustrating the links 

between theory and practice. Concepts relating to changes from an authoritarian 

approach which centered on the medical model or notion of health as the absence of 

disease, will be discussed to highlight society's contemporary shift towards health 

promotion and the notion of empowerment and ownership of one's health through to the 

education setting. 

The concept of health 

Throughout life people have struggled for survival and in their efforts to achieve life's 

necessities, they soon realised that they had to accomplish and maintain a specific level 

of well-being. Therefore in almost every culture according to Galli, (1978, p.5) "health 

was and is a cherished goal". 

Unfortunately, health has been, and is still viewed by many people as the absence of an 

obvious ailment. This is testified to by the age-old reference to health as the absence of 

disease. The focus in this case, is on the physical dimension of health without thought or 

reference to other important components of the health spectrum such as social, 

emotional, mental, spiritual or even vocational. 

In contrast to the disease orientation of health. Galli, (1978) acknowledges that health is 

derived from the Anglo-Saxon word haelth' meaning safe, sound or whole and indicates 

that in a number of languages "health and holiness are etymologically linked". Clearly, 

he suggests early humans thought of health as synonymous with well-being and words 

such as balance, whole, harmony are used to express this concept" (p.5). 



Early definitions reflect the social events of the time. For example, Galli, (1978, p.6) 

indicates that survival and freedom from hunger were prerequisites of early humans, 

whilst concepts of soundness and safety were desires of people in the Middle Ages who 

were faced with problems of pestilence, starvation and wars. The inordinate number of 

inductees declared ineligible for military service during the world wars for physical 

reasons fostered the view of health as being physically fit'. 

By comparison, advances in science and technology in the modern era have brought 

about another shift in the meaning of health with a focus on freedom from disease, and a 

convergence towards the person rather than the illness 

Some of the shortcomings of previous terminology relate to the lack of recognition given 

to the degrees of health - as one was seen to be healthy or unhealthy, implying a static or 

fixed state. Equally, health was viewed as a condition or state of being - not accounting 

for variability within an individual or among a group of people. Yet individuals do 

possess different levels of health and these are not constant. Current views in contrast, 

identify health as a process instead of a condition to account for its variable nature. 

In fact Dorothy Johnson in Mariner-Tomey, (1989) perceives health as "an elusive, 

dynamic state" which has assisted in developing her behavioural systems theory. Health 

she states is "reflected by the organisation, interaction, independence and integration 

of sub-systems which may affect a person's balance in the system and lead to poor 

health if a balance is not maintained" (p.313). 

Johnson suggests that the behavioural system attempts to maintain equilibrium in 

response to environmental factors by adjusting to the forces that impinge upon it. 

Excessively strong environmental forces disturb the behavioural system balance and 

threaten the person's stability. She proffers that an unusual amount of energy is required 

to restore the equilibrium, but that when stable, the person may continue with successful 

behaviours. 
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This theory accounts for variations in the health status of individuals and although of 

some vintage, can still be equated with my own personal experiences and the recent 

onset of a medical condition due to an inability to control external forces. In my case the 

internal fight or flight mechanism switched on and my metabolism went into overdrive 

resulting in the need for chemical intervention to swing the body back into a state of 

equilibrium. 

Acknowledging the need for intervention is also an extremely important ingredient or 

element in the quest for health and well-being, and this is definitely acknowledged 

throughout the MindMatters Mental Health Promotion program which will he elaborated 

upon in the following chapters. 

A notable attempt to rectify the identified limitations in the definitions outlined thus far 

was made in 1947 when the World Health Organisation (WHO) redefined health as "a 

complete state of physical, mental and social well-being, and not merely the absence of 

disease or infirmity", Modeste, (1996, p.44). 

Although this definition omits the concept of variability, it does broaden the view of 

health by including factors other than physical well-being. However, although the WHO 

definition is probably the best known and most widely accepted view of health, it still 

has several shortcomings, such as the inference that health is a static condition, 

compared to current ideology that it is a process involving change. Furthermore, no 

attempt is made to measure factors constituting health, and most importantly the 

definition fails to consider the relationship of health to the quality of life. 

Modelling and role-modelling theorists Erickson. Tomlin, and Swain also refer to the 

WHO definition of health in Mariner-Tomey, (1989), claiming that "it connotes a state 

of dynamic equilibrium among various sub-systems of a holistic person". Their theory is 

underpinned by Maslow's theory of human needs with which they concur, suggesting 

that if our needs are not met it can lead "to the initiation or aggravation of physical or 

mental illness" (p.270). 
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Again this can be validated by my own condition of Hyperthyroidism. An illness which 

followed a period of intense stress brought about by the emotional turmoil I felt, when 

told my services were no longer needed after painstakingly researching and writing an 

educational resource that was due to commence the desk-top publishing stage. 

Not being able to complete the task according to my own set of desired outcomes and 

vision for a comprehensive user-friendly teaching resource for Indigenous schools, left 

an incredible void and unfulfilled need - very much in accordance with Maslow's 

reference to self-actualisation. Consequently, I was consumed by anguish and grief, and 

my psychosocial sub-systems went into overdrive, resulting in a physical condition as 

espoused by the theorists referred to above. 

Exploration of health terminology figured prominently in the United States in 1963, with 

the President's Commission on the Health Needs of the Nation Galli, (1978). The 

Commission stated (p.9) that "implicit in the expression, promotion of health is the idea 

that there are gradations of health, that everyone not affected by a specific disease or 

disability is not equally healthy". Furthermore the Commission added "health is not a 

condition: it is an adjustment. It is not a state, but a process ... and through this process 

humans adjust to the environment". 

In relation to the process of adjustment - examples of our evolving adaptation to 

environmental change is noted throughout history. In pre-industrial society many people 

died from sheer exhaustion and diseases brought about by animal/horse excreta on 

streets for example. By contrast our fast, efficient modern high technological society is 

fraught with comparative health problems such as obesity, cardio-vascular disease, 

diabetes, sexually transmitted diseases, drug misuse, and a variety of mental illnesses 

including anxiety, stress, and depression. 

According to Leddy and Pepper. (1989, p.206) health is very difficult to define. "Health 

is described as a value judgement, a subjective state, a relative concept, a spectrum, a 

cycle, a process, and an abstraction that cannot be measured objectively" Siegel, (1973, 
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pp. 282-283). In many definitions of health - physiological and psychological 

components of health are dichotomised. Hence health can be interpreted as being part of 

an open system and as such has potential advantages such as being adaptive, dynamic, 

flexible, active and cyclical and in some instances is referred to as a level of weliness. 

The Ottawa Charter for Health Promotion (1986) suggests that within the context of 

health promotion, health has been considered less an abstract state, and more as a means 

to an end. Therefore it can be expressed in functional terms as a resource which permits 

people to lead an individually, socially and economically productive life. As such, 

health is a resource for everyday life, not the object of living. It is a positive 

concept emphasising social and personal responsibilities as well as physical 

capabilities. (Hence) health promotion is not just the responsibility of the health 

sector, but goes beyond healthy life-styles to well-being (p.5). 

Health Promotion 

Health Promotion "is the process of enabling people to increase control over" the 

determinants of health, and thereby "improve their health" cited on line at 

www .who.i nt/healthpromotion/conferences/ottawalen/i ndex .htrnl (1 1/2/03). 

In contrast to the former focus on disease and a submissive client role, through to the 

concept of holism and greater client autonomy. Health Promotion includes strategies 

designed to augment health status in general, rather than prevent particular diseases. 

Additionally, changes have occurred not only to health care terminology, but also to the 

relationship between health service providers and clients. In the past, according to 

Palmer and Short, (1989, p.182) preventative activities were carried out by "health care 

professionals on particular clients or population groups". 
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In contrast, Health Promotion engages individuals and groups in understanding and 

nurturing their own health, and as Brown and Szoke (1987, p.37) state "health 

promotion works with people not on them" 

Nola Pender an early advocate of Health Promotion has made an impact on knowledge 

about Health Promotion through her research, teachings, presentations and writing 

according to Mariner-Tomey (1998, p.529). Critical of the need for high-level weilness, 

she developed a Conceptual Model for Preventative Health Behaviour (1995), as a basis 

for studying an individual's decision-making in a nursing context. Pender "identified 

factors that were found to influence ...actions of individuals in preventing disease". 

Pender's Health Promotion Model is based on Albert Bandura's Social Learning Theory, 

postulating the importance of cognitive processes in changing behaviour. Here we see 

the pendulum swinging in recognition of the need for the individual to take control over 

the issue or circumstances. Another feature of Pender's Model is the similarity to the 

Health Belief Model that has been expanded further to encompass health-enhancing 

behaviours with a focus on increasing the social skills of young people (including 

communication, problem-solving, decision-making and the ability to ask for help as 

required). 

Also of relevance to Pender's Health Promotion Model is Fishbein's Theory of 

Reasoned Action, which asserts that "behaviour is a function of personal attitudes and 

social norms", (Mariner-Tomey 1998, p.530). The essence of these models has been 

captured in the development of significant Health Promotion programs such as 

MindMatters being implemented in Australian secondary schools (2000-2004), to 

enhance the health and well-being of young people through a process of empowerment 

and resilience building. 

It is not surprising then that Health Promotion has emerged in the 1990s as a unifying 

concept which has brought together a number of separate fields under one umbrella and 

has become an essential part of the new public health movement. Similarly, much the 
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same can he said for changes in education theory and practice - noting significant 

influences from the disciplines of psychology and business/management. 

MacDonald and Bunton (1992, p.34) state that some of the momentum for the 

development of Health Promotion stems from an "increasing dissatisfaction with the 

biomedical model or approach to health with its focus on disease, aetiology, and clinical 

dia(nosis". Sutherland (1979), cited in MacDonald and Bunton, indicates that Health 

Promotion did not grow in a vacuum, but developed largely out of health education and 

in tandem with the new public health movement. It appeared as a term and concept in 

1974 when the Canadian Minister of National Health and Welfare, Marc Lalonde 

published a New Perspective on the Health of Canadians. It was here that Lalonde 

(1975), attributed causes of disease and death to the following four discreet and distinct 

elements: 

• inadequacies in current health care provision 

• lifestyle or behavioural factors 

• environmental pollution and 

• bio-physical characteri sties. 

Lalonde's basic message was that critical improvements within the environment (a 

structuralist approach) and in behaviour (lifestyle approach) could lead to significant 

reduction in morbidity and premature death. As a result of this report the Canadian 

government shifted its emphasis away from treatment per Se, to the prevention of illness, 

and ultimately to promotion of health in a pro-active rather than reactionary stance. 

The Lalonde paper echoed the sentiments of many, critical of a narrow view of health 

associated with the medical model. Basaglia (1986) expressed a similar view arguing 

that the medical model somehow separates the soma from the psych, the disease from 

the patient, and the patient from society, as well as ignoring far more complex social 

issues such as unemployment, homelessness, low incomes and cultural influences 

harmful to health. 
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Similar concerns relating to the medical model are due to an apparent ignorance of the 

complex social factors affecting individuals and the need for these elements to be taken 

into account with the scientific rigour of clinical diagnosis. Inherently missing in the 

medical model and since taken up by theorists such as (Henderson 1966, Roy 1970, 

Adaptation Model), (Orem, 1959, Self-Care Deficit Theory) and Neuman (1972, 

System's Model) is a holistic view of health and well-being. Whilst different 

interpretations of health status are implied in these theoretical constructs, they are 

underpinned by a recognition of the individual's needs for independence and appropriate 

support. 

Consequently a series of World Health Organisation (WHO) initiatives was prompted by 

the Lalonde report commencing with the Alma Ata Declaration in 1977, committing all 

member countries to the Principles of Health for All by the year 2000 (WHO Primary 

Health Care Report. 1978). Although the principal thrust of the declaration was primary 

health care, it did incorporate a commitment to community participation, and 

intersectoral action - now accepted elements of Health Promotion programs. 

MacDonald and Bunton (1992, p37). indicate that "implicit in the Health For All 

strategy was this new vision of health promotion combining both lifestyle and 

structuralist approaches". These twin-supporting themes became an integral part of the 

Health Promotion program launched by the World Health Organisation in 1984 giving 

rise to the l International Conference on Health Promotion held in Ottawa, Canada in 

1986. The Ottawa Conference concluded with the production of a Charter outlining five 

principal areas for health promotion action namely: 

I. Building Healthy Public Policy 

Creating Supportive Environments 

Strengthening Community Action 

Developing Personal Skills 

Reorientating Health Services. 
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Also included in the Ottawa Charter were three process methodologies including: 

mediation, enablement and advocacy, to allow people to take control over their own 

health. These process methodologies are also integral to the MindMatters program as are 

the five principal areas for Health Promotion. 

Arguably the best known definition of Health Promotion is that referred to in the Ottawa 

Charter for Health Promotion (1986, p.5) which states that: "Health Promotion is the 

process of enabling people to increase control over, and to improve their health". It adds 

that "to reach a state of complete physical, mental and social well-being an individual or 

group must he able to identify and to realise aspirations, to satisfy needs, and to change 

and cope with the environment". These central themes underpin the strategies inherent in 

both MindMatters Professional Development and the program. 

According to Macdonald and Bunton, (1992), Health Promotion is a strategy for 

promoting the health of whole populations. 

Although definitions for Health Promotion abound, ultimately they all accept the need to 

concentrate effort on individual (lifestyle) and structural (fiscal/ecological) elements as 

they are considered to be crucial in any Health Promotion modus operandi. 

The connection between Health and Education - the Health Promoting 

School 

The World Health Organisation (1986 p.7) acknowledges that "health is created and 

lived by people within the settings of their everyday life; where they learn, work, play 

and love". The school therefore, is a crucial setting in the life experiences of all people 

and as such has become a focus for promoting health in a comprehensive way. 

The National Health Promoting School Strategy beginning in the-mid 1990s takes the 

view, that both "education and health are compromised unless a school is a healthy place 
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in which to live, learn and work". It is also noted that the health of students, teachers and 

families is a key factor influencing student learning (National Safr Schools Framework 

2003). Consequently a 'whole school' approach is considered to be an important element 

within any school improvement framework, and this philosophy underpins the 

MindMatiers program as demonstrated via DVD format in the Practical Thesis 

accompanying this document. Appendix D and E refers. 

A Health Promoting School is a place where all members of the school-community work 

together to provide students with integrated and positive experiences and structures to 

promote and protect their health. This includes the formal and informal (curricula), the 

creation of safe and supportive school environments (school ethos) through the 

development of policies/procedures, and involvement of the family and community in 

(partnerships). (National Ira,neworktor Health Promoting Schools, 1999). 

This approach is underpinned by the Health Promoting School Model (Figure 1) which 

allows school-communities to manage health and social issues, integrate health service 

delivery, enhance student learning, and ultimately improve school effectiveness. 
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A whole school approach to mental health promotion 

Figure 1: Health Promoting School Model Sc/iou/Matters (2000, p.19) 
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Schools provide the structure, and the Health Promoting School Model - the 

impetus and framework 

As it is "compulsory in Australia for all children to attend school between the ages of 

five and fifteen" National Health and Medical Research Council (NHMRC) Report 

(1996, p.vii) the school setting has the potential to provide unique opportunities for 

Health Promotion which can be sustained and reinforced over time. The broad scope of 

schools is also important from a social justice perspective, as it is one setting where all 

children can be reached - irrespective of their socio-economic status, ethnicity or 

location, and through which their health concerns can be addressed. 

Documented evidence supported by the NHMRC Report (1996, p.  viii) indicates that 

• .young people with poor vision or hearing often have learning difficulties; 

those who are tired or malnourished have poorer concentration skills; those with 

poor resistance to infections, or whose chronic conditions are inadequately 

managed, suffer significantly higher school absence ... and mental health 

problems or substance use can undermine the capacity for students to learn. 

These facts alone highlight the need for continued inter-sectoral collaboration between 

Departments of Health and Education and reinforce the need for, and capacity of the 

Health Promoting School Model to support student learning outcomes and engagement 

at school. 

However, although the health sector and schools are working simultaneously to improve 

and sustain the health of students, limits to schools' capacity to address health issues per 

se must be recognised. Structural changes, including devolved decision-making, have 

led to increased school responsibilities which must be maintained, whilst resources have 

been reduced in the health sector, resulting in increasing demands being placed on 

school staff, particularly in relation to social/welfare issues. 



Hence the importance of the Health Promoting School Framework in the school setting, 

as it holistically encapsulates the elements of the Ottawa Charter for Health Promotion 

through mainstream school organisational structures, without relying on special purpose 

health initiatives, which are often the first to go in economic rationalist exercises. 

Health sector involvement in schools is widely recognised through service provision 

such as screening and treatment services; consultancy, advice and advocacy; policy 

development and the provision of technical support such as Professional Development 

for teachers to improve their health knowledge and skills. However, although health 

sector contributions to school Health Promotion programs are seen as valuable, unique 

and legitimate, they have often been performed on an ad hoc basis or as a one off 

program without follow-up or evaluation. Thus effectiveness is questionable, as it is 

often not sustained. 

The National Framework for Health Promoting Schools in Australia (1999, p.8) 

suggests that those in school communities are the decision-makers about health 

priorities that will receive attention, and the generators of knowledge about the best 

ways of tackling the issues they identify". Hence any health professional support must 

involve partnerships which value school core business. 

The Health Promoting School framework provides a strategy for integrating service 

delivery and serves as a means for establishing and co-ordinating sustainable 

partnerships. It is also worth noting that such partnerships should include parents, 

interested community members and organisations. In this way the whole school-

community can take part in identifying school priority/needs, developing and 

implementing policy whilst supporting and reinforcing school health programs. 

Policy development is an integral and vital part of the Health Promoting School Model. 

The existence of school health policies such as no hat - play in the shade', or the 

structuring of outdoor sporting activities to reduce sun exposure, and their application 

within the school provides a mandate for action and legitimises the promotion of health 
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within the school. As such, policies play a major role in supporting and reinforcing 

educational and structural elements of school health programs. The National Health and 

Medical Research Council Report (1996 p.  xi) states that "where possible, health should 

be promoted through mainstream school policies as well as those which are directly 

concerned with health issues". 

This also relates to core aspects of the MindMatters program such as Bullying and 

Harassment, (Deciling with Bullying and Harassment 2000), which can lead to increased 

levels of victim anxiety and depression, as well as low levels of self-esteem and 

absenteeism from school (Sharp, 1995; Williams et al 1996; Slee and Rigby 1993; Slee 

1994). To be forewarned is to be fore-armed and schools must address this issue and 

prepare to act on appropriate Bullying and Harassment policies for the health and well-

being of all students, particularly if school core business of increasing student learning 

outcomes is to be achieved. Anti-bullying policies must be effective in practice and need 

a broad base of support - hence a whole school' approach is vital. 

The Practical Thesis, a structural component of the Rules for the Doctor of Teaching, 

will highlight a Northern Territory school's commitment to this aspect of the Health 

Promoting School Model. 

A major difficulty with the Health Promoting School Model, however, is in attempting 

to create a niindshift' in school administrators, teachers and curriculum planners to 

acknowledge the importance of all stakeholders in the school-community, and the need 

to involve them in decision-making processes wherever possible (including policy 

development). 

Therefore Chapter 2 will also focus on principles of change/management, school 

leadership and moves toward creating Professional Learning Communities to 

demonstrate the potential of empowering individuals and creating authentic 

opportunities for decision-making and learning. 
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Health Education plays a pivotal role 

Health Education is an important component of the broader discipline of Health 

Promotion and as such plays a significant role in addressing the psycho-social well-

being of students, as well as increasing students' knowledge, skills and understandings 

about a range of health-related issues. 

However, the National Health and Medical Research Council Report (1996 p.  xi) states 

that "while there is an expectation that schools will address health as one of the eight 

national key learning areas, there are no demands made on them by the education sector 

to change specific health behaviours or to improve the health status of students". This is 

definitely an area that needs the spotlight shone into, as a means of determining the 

effectiveness of current school health education programs and practice. Increased subject 

priority status and time allocation might assist students to make behavioural and 

attitudinal changes that are increasingly becoming necessary in a world of escalating 

violence, greed, and pressure. 

However, the potential to develop school initiatives in the health curriculum, have in the 

main been substantially limited by the paucity of pre-service health education training 

for teachers. Hence the significance of the Health Promoting School Model and focus on 

a whole school' approach to address current issues of concern to society, including 

mental health, which is being delivered through the MindMatters curriculum materials 

and accompanying Professional Development program. 

In this way key mental health concepts can be transferred through a range of curriculum 

areas by supportive teachers who acknowledge the importance of a positive classroom 

climate, interactive teaching strategies and inclusive practices. The impact of this 

approach is magnified many times over - as all teachers become teachers for student 

well-being' (School Matters 2000). This is also highlighted by students in the 'learning 

is transferred' section of the Practical Thesis. 
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The nexus or connection between Education and Health is established 

Indeed the Health Promoting School framework focuses on health and well-being rather 

than the former issues-based disease prevention model. As such it encourages schools to 

develop, implement and review policies, establish meaningful relationships with 

students, parents and the school community and involve these groups in planning, 

developing, implementing and evaluating current programs and resources. 

Also relevant to this framework is the incorporation of a developmental approach to 

school Health Promotion, which acknowledges students' physiological, cognitive, social 

and emotional well-being. In this regard "the acquisition of life skills" is seen by the 

NHMRC (1996, p.17) as an important criterion for the sustainable adoption of health 

promoting behaviours". The report adds that 

• . . .health promotion programs which focus on transfer of social, lifestyle, 

negotiating, problem-solving, decision-making and coping skills (relevant 

to student needs) as well as self-esteem training, rather than passive 

giving of knowledge, help to provide conditions for empowerment of 

students to think critically and analytically in relation to social and health 

issues. 

This is also a major philosophical construct underpinning MindMatters. It is explicit in 

terms of the types of activities and experiential learning opportunities offered to students 

throughout the MindMatters resource. This type of teaching methodology is also 

incorporated into the MindMatters Professional Development program so teachers and 

participants have the opportunity to see it modelled before being immersed in the 

processes themselves. As recalled in a text written by Dr William Glasser some years 

ago, (date and text not recorded). "If you tell me I'll forget, if you show me I might 

remember, but if you involve me I'll understand". 
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Another element worthy of note in the Health Promoting School context is the 

environment in which students spend a major portion of their time, participating and 

learning. Of importance here is the: 

• Physical environment - for example playground layout, structures, buildings, 

classrooms, their appearance and location of facilities such as canteen 

• Psycho-social environment - for example student welfare, pastoral care 

programs and the relationship between staff, students, parents, as well as the 

• Organisational structure - for example infrastructure including health policies 

and procedures, school and staff organisation, administration, financial 

constraints such as health budget and planning regimes for example 

strategic/action plans. These structural' elements are all crucial to effective 

teaching and learning practices, but they also are known to affect the health 

status of school students, and hence need to be taken into account as essential 

ingredients within a Health Promoting School context. 

Clearly the preceding discussion acknowledges the importance of Health Promotion as a 

strategy which equips people to take ownership and be accountable for their own health 

status and priorities. However, Health Promotion practitioners have also recognised that 

some of the social practices and environmental conditions affecting health are beyond 

individual control and therefore collective practices such as community development, 

coalition-building, political action and policy-making are also necessary to increase 

control over one's health, Ottawa Charter for Health Promotion (1996). 

Hence the significance of the Health Promoting School framework which acknowledges 

the social determinants of health and attempts to address these by developing healthy 

public policy, creating supportive environments, strengthening community action, 

developing personal skills and reorienting health services, all of which are basic tenets 

or principles of Health Promotion. 
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The Health Promoting School setting provides young people with the scope to develop 

health knowledge (health literacy) and skills leading to health enhancing behaviours. A 

conducive environment (safe and supportive) enabling support for all students including 

specific population groups considered to be at risk, and a structure in which to address 

and learn about health issues (curriculum). Not surprisingly, education has been 

identified as a crucial factor in determining students' present and future health status. 

In theoretical and philosophical terms Health Promotion within a Health Promoting 

School framework offers much scope and potential for advantageous health and well-

being outcomes. However, in practice it is not so simple and glossy. Changing school 

cultures requires a monumental paradigm shift. Many schools continue to approach 

health in an ad hoc manner, preferring to acknowledge their core business of teaching 

and learning within specific content disciplines. They are also concerned by the 

anomalies of the apparent overcrowded curriculum' and in many cases are determined 

not to take on yet another extra'. Added to this are the increasing pressures of 

accountability, legal liability and the expectation that schools will compensate for 

society's problems and social issues affecting large population groups. 

In reality these are important issues for school administrators who are working with ever 

diminishing resources, increased responsibilities, competing requirements for time and 

greater accountability for public revenue and results at the end of the day. Changing 

school infrastructures and the principles underpinning teachers' motives for certain work 

ethic and practice is not easy - particularly in large professional organisations such as 

schools, many of which are bound by routine and custom. 

By contrast however, schools do have the potential to complement Government and 

health sector initiatives directed at improving the health status and learning and life 

options for young people. In order for capacity building such as this to occur, greater 

recognition of the need for significant Professional Development and technical support 

must be forthcoming and sustained for a period of time to allow the change process to be 

shaped and outcomes accomplished. 
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Thus research accompanying this thesis will attempt to ascertain the effectiveness of the 

MindMatters Professional Development program (2000-2004) in supporting uptake of 

MindMatters in Northern Territory secondary schools, and in facilitating whole school' 

change. The Practical Thesis component will also endeavor to illustrate components of 

the MindMatters Professional Development program in action' to qualify and validate 

the research findings. 

Likewise it is important to note that health professionals may need to accept a sharing 

of turf' to provide more expansive support and resourcing to schools particularly in 

terms of technical support. Results from the NHMRC Report (1996, p.26) found that 

less successful school Health Promotion programs were characterised by the following 

.largely problem-focused 

• broader school involvement was spasmodic and unfocused 

. programs were based primarily on external resources with little 

involvement of school staff 

• teachers received little or no training, support or additional resources. 

Worthy of note is the point raised in the interim report on The Role of Prirnai-v Health 

Care in Australia (1991, p. 20) about equity issues. The concern is based "on the 

predominance of health promotion programs which are centrally determined and lack a 

capacity for engaged health education at a personal level ...... Such programs the authors 

note, may achieve the easy' outcomes in terms of improving the health status of people 

who can respond promptly to health information. However, they suggest that 

marginalised groups who are at greater health risk often do not have the literacy, 

cognitive or social skills to access and utilise this information. 

Consequently another component of the MindMatters program is MindMatters Plus 

which has been developed to determine ways of identifying students who may be at 

risk' without stigmatising them, and providing supplementary programs and support to 

enhance their health literacy and life skills. 
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This program is in a pilot phase (2003-2004) with 17 demonstration schools selected 

nationally and one being in the Northern Territory. It also has a General Practitioner 

component aligned to it and is based on the World Health Organisation Model (1994) 

illustrated in Figure 2 below. 

Comprehensive School Mental Health Program 
who is involved level of intervention 

entire school create environment conducive to promoting whole school 
community \ psyrho-tocial competence and wellbeing / environment 

all students mental health education / part of 
and teachers - knowlcdye, attitudes and behaviour

, 

/ general curriculum 

20 - 3% \ py ho-social interventions / students needing additional 
of students and problems / help in school 

3 - 12% \ professional / students needing additional 
of students \ treatment / mental health intervention 

dpt-d frorrr World Health Or irai 1 59.1 

School environment 

Figure 2: Mental Health Promotion Model School Matters (2000. p.20) 

The Mental Health Promotion Model recognises that the whole school-community needs 

to be involved and provide support for all students, that mental health education needs to 

be a part of the general curriculum, and that approximately 20-30% of students who 

suffer from psycho-social problems require additional help whilst at school. 

This example further illustrates the need for both education and health sectors to work in 

partnership, and that good health and educational achievement are not ends in 

themselves, but means, which provide individuals with a chance to lead productive and 

satisfying lives. Good health contributes to educational outcomes by removing barriers 

to children's learning. Conversely, educational achievement contributes to health 

outcomes by developing the knowledge, skills, values and attitudes required for health 

literacy. Hence illuminating the fact that health and education are inextricably linked. 



The assumption is verified 

In terms of a rationale for Health Promotion in a school setting, numerous reports and 

publications including Our Children, Our Future. Australia 's National Program qf 

Action (1994), cited in NHMRC Report (1996, p.6) states that 

• . .the school is a key setting where health and education sectors can jointly take 

action to improve and sustain the health of Australia's young people ...". It adds 

schools "provide scope to develop health knowledge and skills which lead to 

healthy behaviours . . .enables care to be given to specific population groups 

and provides a structure to address morbidity and mortality issues in a supportive 

environment. 

Furthermore, a meta-analysis utilised as part of the Health Promoting School initiative in 

1997 cited a range of economic studies, which demonstrated that appropriate health and 

education programs saved significant amounts of money in the long term. Lavin. 

Shapiro and Weill (1992) indicate that each additional year of secondary education 

attained reduces the probability of public welfare dependency in adulthood by 35 per 

cent. 

Enew and Mime (1989) acknowledge that children and adolescents have been afforded 

the right to knowledge and skills about health in the Universal Declaration of Children's 

Rights. This is reinforced in The Health of Young Australians Policy (1994) for children 

and young people cited in NHMRC Report (1996, p.5) wherein it clearly states that 

• . .it is only the school which provides the setting for establishing and 

achieving certain health targets and providing a framework which permits 

the inter-connections and partnerships between home, peer group, local 

community.... 
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Perhaps this is why significant national initiatives such as The National Initiative in 

Drug Education (1995-1998), The National Framework for HIV, Sexually Transmitted 

Diseases, and Blood-Borne Viruses in Secondary Schools (1999) are advocating a 

Health Promoting School approach to underpin their programs. 

Whilst much has been achieved in establishing the Health Promoting School concept in 

Australia, as a movement' it is still in its infancy. Although, with the advent of 

MindMatters in Australia, Health Promoting Schools are slowly gathering much greater 

support, momentum and acceptance. Particularly as we become more aware that 

"Children and young people represent a country's future" ...The Health of Young 

Australians (1994), and because "Australia is committed to developing the health of its 

children and adolescents" ... Investing in Health, World Bank (1993). 

This chapter commenced with a discussion about health terminology as a means of 

contextualising its significance over time, and for individuals and society as a whole. 

Changes to this terminology over the past decade with moves towards Health Promotion 

and the notion of enabling people to take control over the determinants of health have 

shaped the way forward for schools to capitalise on initiatives such as the Health 

Promoting School Model. This model underpins the MindMatters program, and together 

provides the philosophical constructs, tools and strategies to enable school-communities 

support students to meet the demands of the 21 ' century. 

Evidence throughout the chapter illustrates the need for health and education sectors to 

work in partnership, a concept advocated through MindMatters Professional 

Development. It is encapsulated in the following National Health Promoting School 

vision statement acknowledging that "All children in Australia will belong to school 

communities, which are committed to promoting life long learning, health and well-

being". Cited on line at http://lwww.hlth.gut.edu.au/ph/ahpsa. (30/3/04). 
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Chapter 2 will broaden the focus by illustrating key concepts acknowledged in the 

literature that are pertinent to Professional Development in order to measure the 

effectiveness of MinilMatters Professional Development in the Northern Territory. 
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Chapter 2: Professional Development - A Literature Review 

As a means of providing an overview of Professional Development, this chapter will 

commence with an exploration of my own experiences in the field to illustrate and 

contextualise my educational development and growth as a teacher, through to my role 

as an educational adviser and facilitator of Professional Development. 

Associated literature will be reviewed in an attempt to qualify the term Professional 

Development' before investigating the notion of effective' Professional Development, 

to demonstrate the complexities of Professional Development and capture the essence 

and importance of knowledge/learning. The impact of change' in education will also be 

considered as will the notion of Professional Learning Communities against the rhetoric 

for improved student learning. 

My Professional Development journey 

This study arises as a result of my continued work in the field of education, currently as 

a Project Officer/Adviser responsible for the uptake of MindMatters in Northern 

Territory secondary schools through Professional Development delivery and support. 

Previously I worked as an Education Officer in Health and Drug Education. Although I 

spent considerable time reviewing and developing policy, writing funding submissions, 

managing and implementing Commonwealth funded initiatives, I also provided 

Professional Development to teachers and allied health professionals on a range of 

health related issues for a period of five years (1997-2002). 

A personal and significant achievement during this time was the development of a 

specific Professional Development program for school-communities' focusing on drug 

related issues. This was my first real initiation as a facilitator of Professional 

Development to teachers, parents, and community members, delivering the program to 

twenty-two school-community groups around the Northern Territory of Australia. 
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Although an accomplishment on its own, the worth and satisfaction was achieved 

through acknowledgement and gratitude from participants, many of whom felt trapped 

by their lack of knowledge and skills in this area and fearful of the consequences for 

their children if exposed to illicit drugs. I must also acknowledge the wonderful support 

from inter-sectoral colleagues who assisted me in delivering aspects of the program and 

exposed a plethora of information and skills to all involved. 

Prior to this (1995-1997) I was involved in curriculum development as a Principal 

Education Officer in my field of expertise namely Health and Physical Education. 

During this time I drafted and finalised the Subject Curriculum Statemnenttbr Health and 

Physical Education Years T- /0 (1997), and the T- 10 Board Approved Courses qt'  Study 

in Health and Pluvsiccul Education (1997). I also facilitated workshops (Subject Area 

Committees) to refine the documents, as consultation through these Committees was 

considered an essential ingredient, and formed part of teachers' Professional 

Development at the time. 

Over the past twenty-seven years I have taught in a variety of schools and contexts in 

Singapore, New Zealand. the Australian Capital Territory and the Northern Territory 

(NT) which has been my primary residence for the past twenty-four years. During the 

course of my employment with the NT Department of Employment, Education and 

Training (DEET) which commenced in 1980, I taught in secondary schools and colleges 

before becoming involved in system level support (1993) to teachers and allied health 

professionals in office-based advisory positions. In 1997 I was awarded Master Teacher 

Level 3 status - in acknowledgement of my exemplary teaching skills, professional 

knowledge and support for colleagues, the education system and NT community. 

Recognising the inherent needs of students and teachers has been the catalyst for the 

submissions, programs, courses and materials I have written over the past ten years. This 

is particularly so for Indigenous school-communities with whom I have had the privilege 

of supporting and learning from, in my advisory positions within DEET. 
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Hence the importance of a chapter within this thesis to document my key findings about 

working with, and delivering Professional Development to Indigenous people. 

Being part of a team developing Curriculum Support Materials for Indigenous students 

in 1994 was a challenge and wonderful opportunity. During this time, as I worked 

closely with Indigenous support staff, my cultural awareness about indigenous issues 

increased significantly. This, combined with my knowledge in Health Education, 

resulted in the development of a resource titled Health Start - An Introduction to Health 

Education (1995) which was closely followed by the Health Resources Guide (1995). 
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Figure 3: Health Education Resource 

Figure 4: Guide to Health Resources 

It was through the sharing of information and stories with my Indigenous colleagues that 

I designed the 'Tree' concept as a visual (two) ways representation or starting point for 

Health Start(1995, p.6). . 
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Figure 5: Tree Concept of Health 
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An explanation follows: 

The roots of the tree demonstrate the foundation and significance of Law and the Land 

to Aboriginal people who develop their on-going cultural awareness and identity through 

interaction with nature. Likewise 'Health' is integral to our lives and is stepped in early 

learning and development (root system) and strong trunk. If cultivated and nurtured it 

yields healthy branches (reference to the five main themes - Family, Food, Body and 

Activity, Community Hygiene and Shelter') depicted in Health Start and considered 

essential to Indigenous people. A concept also documented in Health is Lifi1 (1991). 

The leaves as depicted in Health Start (p.7) below, are off-shoots of the branches, and 

give rise to resources (people and materials) needed to support and sustain our 

endcavours. 
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Figure 6: Elements needed for Health 

Health Start is the foundation resource document developed to assist teachers in 

Indigenous school-communities to plan their Health Education programs, and forms an 

essential pro-active element to support the health and well-being of students as they 

learn about the essential ingredients needed for a healthy lifestyle. 
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This type of work was the start of my journey ... quoting from TS Eliot (1944) cited on 

line at http://users.adelphia.net/shyc/guart_4html  (10/4/04). 

We shall not cease from exploration 

And the end of all our exploring 

Will be to arrive where we started 

And know the place for the first time. 

In fact I am drawn to Mary Beattie's (1995) text depicting the significance of narrative 

in constructing knowledge in teaching. Similarly, as I write and create a shared text, I 

am able to unravel the endeavours and accomplishments from my past in an attempt to 

make meaning from them and transform my own thinking through the dialogue in my 

thesis. This in essence is yet another form of my own Professional Development and 

continuation of a journey towards self-discovery. 

It is allowing me to journey backwards in order to move forward and to know that all 

my beginnings have held within them the seeds of their endings, which in themselves 

have held the seeds of new beginnings" Beattie (1995, p.!). 

A vision becomes reality 

Having travelled to many Indigenous communities in my capacity as an Education 

Officer responsible for Health and Drug Education in the Northern Territory I became 

increasingly aware of the difficulties faced by teachers working in remote schools. For 

example the tyranny of distance, cultural implications, two-way' learning, and issues 

regarding access to resources and Professional Development. Hence my vision for a 

stand-alone Drug Education resource for Indigenous school-communities and a 

supporting Professional Development program. 
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This became reality following a successful submission I prepared for Commonwealth 

Government of Australia funding in 1999, as part of the National School Drug 

Education Strategy. Subsequent research, collaboration with Indigenous communities, 

facilitation of writing workshops and overall management of the program resulted in a 

comprehensive Drug Education resource. 

Published in 2002, the NT DEFT indigenous Drug Education Support Materials contain 

two volumes incorporating Teacher Notes, Lesson Plans, Student Activities, and Stories 

to illustrate concepts surrounding self, identity, culture, community, the body, physical 

activity, resilience, drugs, tobacco, alcohol, cannabis, and petrol sniffing'. A CD Rom 

and video also accompany the resource. 

- 

if 

Figure 7: Drug Education Resource 

However due to circumstances beyond my control I was not privy to the publication of 

the Drug Education resource which I had worked tirelessly to develop and which 

encapsulated not only considerable field knowledge, but ideas and emotions. Neither 

was I in a position to write an accompanying Professional Development program ... my 

dream was shattered, as was my self-esteem and so began intense internal and 

psychological turmoil resulting in the metabolic condition known as Hyperthyroidism. 

I draw solace from Jean McNiff (1993) whom at age 46 (an uncanny similarity) was 

forced to retire due to ill health. She admits (p.7) that "at the time I felt cheated. 
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My career was in full swing. I knew it all ...... McNiff was a Deputy Principal in a large 

secondary school and pursuing a PhD part time. She thought early retirement would put 

an end to it all. However regarding the ensuing two years she declares they 

were the most formative of my professional life, and the time in which 

I began to think - actively think - creatively and critically. My real 

education began here; my real professional development began when I 

left institutionalised education; and I am concerned that it should now 

never end... 

McNiff's changing circumstances allowed her to create a paradigm shift in her work 

from "a child of the empiric straitjacket of institutionalised expectations" where she had 

"served as a teacher ... and fitted her practice into others' forms of thought". McNiff is 

concerned that others are "systematically and deliberately being cheated by the 

expectations of policy makers ... themselves servants of the institutionalised machine." 

McNiff acknowledges that there is "another way, another life, that rests on the creative 

understandings and inter-subjective agreements of caring individual professionals 

who can work things out together through a policy of love, not domination". 

Jean McNiff's discourse and belief in the power of the self to create understanding, 

aligns with the processes reflected throughout the MindMatters Professional 

Development program which seeks to empower participants to be free thinkers and 

creators of their own knowledge. The program does not seek to impose educational 

theory upon individuals, but seeks to create opportunities by which participants can 

explore their own values and beliefs through experiential learning opportunities which 

relate to the concepts being put forward. 

Hence as McNiff (1995, p.5) states " ... education is a field of practice" where teachers 

can make a personal commitment to improve their practice and by so doing "improve 

the situation". This concept lies at the very heart of MindMatters and the Professional 

Development program which illustrates the importance of process - signifying that it is 
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not just what we teach, but how we teach that will assist with student learning outcomes 

and potential life options. However one wonders as does McNiff (1995, p.7) that the 

pressure on teachers to conform to perceived needs to justify their pedagogic practices is 

rated more highly than the need to "investigate how their personal and professional 

conduct affects learners". MindMatters attempts to address this procedural inequity. 

The significance of educational knowledge 

I can also relate to McNiff's (1995 p.3) view of the need for teachers to "abandon formal 

instruction-based teaching and try out a way of life that is based on their own 

willingness to learn about themselves". This process really began for me when I decided 

to go hack to University in the early 90s and upgrade my credentials to a Bachelor of 

Education. My growth as a person and teacher really began with this renewed 

educational journey and has continued to transform my thinking and practice to a stage 

where now I am in a position to support the learning of others, both students and 

colleagues. Dewey (1916, p.51) explains this phenomenon by stating that "there is 

nothing to which education is subordinate save more education". 

As a lecturer seconded from DEET to the Northern Territory University in 2000/01 I felt 

honored to work in the Faculty of Science, Information Technology and Education. This 

was a period of further growth for me as I prepared lectures and tutorials for 

undergraduate and postgraduate students completing their education credentials. I found 

the experience both stimulating and rewarding whilst adding depth to my own 

Professional Development. Eisner explains this growth (1985b pA4) as representing "the 

extension of human intelligence, the increase of the organism's ability to secure meaning 

from experience and to act in ways that are instrumental to the achievement of 

inherently worthwhile ends". I recall my teaching was being "transformed into learning 

and hack again to teaching". McNiff (1995, p.10). 
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This has continued throughout my facilitation of the MindMatters Professional 

Development program as my exposure to a vast range of issues, environments, people 

and experiences has increased. 

Thus I believe as McNiff, (1995) that we must nurture teachers' inquiry, increase 

opportunities for them to understand and develop their own professional practice and 

create their own knowledge. So that they too "can regard themselves as free thinkers, as 

creators of their own lives, in order to regard themselves as part of the educative 

process" and not just "... as implernenters" McNiff (1993. p.4). In essence empowering 

teachers to take control as reflective practitioners and being their own advocates. 

However this view does not preclude the dominant view in education about the 

imposition of knowledge. It merely adds to it. 

This brings me to the importance of educational knowledge, and I can still vividly recall 

my lectures in Educational Theory and Practice (1994) with Dr Darol Cavanagh who 

discussed epistemology' - the term used to refer to issues concerning the nature of 

knowledge. For example what constitutes educational knowledge, how is it 

acquired/used and who owns it'? At the time the full impact of Dr Cavanagh's questions 

as he paced the floor and the stairs in the lecture theatre, pouring us full of anecdotes in 

an attempt to aid cognition and memory did not hit home fully until now. The 

significance of epistemology in relation to Professional Development is really at the core 

of the issue. 

According to McNiff (1995), there are two somewhat polarised views regarding 

knowledge. In one school of thought. Ayer (1956) suggests knowledge is 'reified and 

becomes fixed' and exists between the knower and the known' Grene (1966). Hence as 

learners in this sense, it is our role to gain access to the body of objective knowledge' 

Popper (1972) in order to make sense of the world. 
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However, the other school of thought put forward by Polanyi (1958) and Grene (1969) 

suggests that some knowledge exists independently of the knower, but there is another 

form of knowledge which enables the knower to know that he/she knows and this is 

called personal knowledge'. This distinction between the forms of knowledge will 

assist me to unravel the inherent complexities of Professional Development from where 

I stand as a facilitator of knowledge related to the MindMatters program. The dilemma 

here relates to an underlying issue of control, versus inquiry, ownership and 

implementation. 

In one sense as the holder of objective knowledge' relating to MindMatters content and 

methodology I control the education of others, just as teachers use their educational 

knowledge to control the practices of their students. However as Polanyi (1958) stresses, 

my personal and passionate commitment in this regard qualifies me as an active' 

knower. I am in fact the owner of my own knowledge, which I have created, 

constructed, and re-crafted to suit the needs and contexts of my colleagues throughout 

the Northern Territory. Over the past two and a half years I have developed a repertoire 

of stories and anecdotes to narrate around key concepts which I believe have added 

significance and depth to the MindMatters Professional Development program - in 

essence creating for me a sense of ownership and belonging. 

Hence, a major distinction is that I have been empowered to develop my knowledge 

from an objective or explicit body of knowledge and through the art of doing, my 

knowledge has become tacit. I have developed a degree of competence, skill and 

expertise and know that I know. Polanyi (1958, p.  105) explains that "within every act of 

knowing there enters a passionate contribution of the person knowing what is being 

known". This has further enabled me to adapt and adjust to new conditions and 

situations - working with urban schools, remote schools, high schools, colleges, 

universities and a range of people. Experiential learning has given me the platform to 

fuse objective with subjective, reason with emotion, control with creativity alongside 

colleagues who have allowed me to create connections and build relationships - the 

mantle of MindMatters. 
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Surely what I have been privileged to experience is what teachers in the field need to be 

given - the opportunity to experience, so they too can construct and reconstruct their 

own knowledge in such a way that they feel they own and know their own knowledge? 

McNiff (1995 p.27) states that knowing is an on-going act of creation by the person 

who makes a personal commitment to his own ability to know". If I can create that 

environment where participants feel safe, valued, engaged and empowered to discuss, 

disagree, and reflect on issues and concepts, I believe that participants (teachers) will be 

more inclined to make a personal commitment to know and hence implement 

MindMatters in their classes and schools. This also aligns with Glasser (1969.) who 

highlights the importance of successful experience, as a means of gaining confidence 

and overcoming challenges. 

The Practical Thesis will attempt to demonstrate the links between theory and practice as 

I facilitate and present MindMatters information, and provide opportunities for teachers 

to deconstruct and reconstruct their own schernas and knowledge through experience, so 

that new knowledge becomes a part of their belief systems and repertoire. 

As McNiff (1995, p.28) says "education is to do with helping individuals make explicit 

their tacit knowledge: to raise aspects of competence to performance level". A feature 

underpinning MindMatters Professional Development is just this - experiential learning. 

Tacit knowledge: A key element of MindMatters Professional Development 

David Hargreaves, a leading advocate for developing a stronger knowledge and 

evidence base to teaching and school organisation, suggests that some of the models of 

knowledge creation in high technology businesses are suggestive of the conditions under 

which the creation of professional knowledge in education... might flourish," Moon 

(2000, p.6). One such model impressing Hargreaves is that formulated by Nonaka and 

Takeuchi (1995) who postulate that knowledge is created from the interaction of explicit 

and tacit knowledge. 
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Western culture to a large extent, is grounded on explicit knowledge - the "quantifiable, 

definable information that makes up reports, memos, manuals and instructional materials 

tacit knowledge is more mysterious ... it lives in our hunches, intuition, emotions, 

values and beliefs". Durrance (1998, p.  24) in referring to tacit knowledge also says "it 

can be the result when a training program works ... or it can be the reason another fails". 

I also believe this to be true having experienced first hand the tacit elements of 

MindMatters Professional Development and being able to shift the energy of the group 

without uttering a word. I am able to convert external information and stimuli to tacit 

knowledge as I bring together body and mind, and through practice this has become 

second nature. 

I have viewed the impact of participants working alongside each other, learning where 

others were coming from, what values were driving them, and how they felt. I also 

concur with Durrance who says (1998, p.26) "that helped them work together better". 

Although seeming frivolous, the time spent communicating and creating connections 

throughout MindMatters Professional Development workshops often creates a new 

mindset and springboard which ignites participants' inner flame and desires into action. 

Takeuchi calls this "Got it! Aha"! "Our theory" says Takeuchi cited in Durrance (1998, 

p. 26) "is that new knowledge will be created if you convert one type of knowledge to 

another". 

The conversion can be tacit-to-tacit (watching somebody, then doing it); tacit-to-

explicit (doing it then describing it); or explicit-to-tacit (reading about it, then 

doing it). The result whenever knowledge translates from one form to another, is 

liberated energy, innovation and performance. 

My intuition about the successful impact of MindMatters Professional Development is 

that it relates strongly with opportunities for participants to experience, internalise and 

express themselves, as explicit knowledge is converted tacitly. It is as though instilled 

consciousness is created by practice through an atmosphere of trust, respect and 

camaraderie, or a positive learning environment. 
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The significance of this concept is reinforced in Nonaka and Takeuchi's (1995) modes 

of knowledge conversion which acknowledge the power of socialisation, networking and 

learning by doing. 

In essence MindMatters Professional Development equates with constructivist processes 

by acknowledging the individual and social processes associated with making meaning 

through experience and collaboration. It "emphasises the perspectival and contextual 

nature ... of knowing or coming to know". Grenfell, (2003, pp.  3. 1) 

However. I believe the difficulty regarding Professional Development lies in converting 

and exchanging the new knowledge - from the individual to the organisation. We must 

create the conditions for our tacit knowledge, our inner confidence (of knowing, doing, 

believing, and feeling) to come to the fore in our schools and classrooms so it can be 

shared and cultivated for the benefit of the whole school-community. This is our 

challenge and aligns with much of Michael Fullan's (1992) work regarding school 

improvement. 

Interestingly Michael Fullan (1992, p.  vii) states in his preface that "educational change 

fails many more times than it succeeds.....and he cites implementation' or "the process 

of achieving something new into practice" as being a major barrier. 

As Hargreaves and Fullan (1993. p.  13) state 

The seeds of development will not grow if they are cast on stony ground. Critical 

reflection will not take place if there is neither time nor encouragement for it. 

Teachers will learn little from each other if they work in persistent isolation. 

Creative experimentation with instruction and improvement will be unlikely if 

changes are implemented from the outside by a heavy-handed administration. 

However, firstly we must cast the microscope on Professional Development. 
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What is Professional Development? 

Before reviewing the effectiveness of a Professional Development program such as 

MindMatters it is imperative that the term be clarified, and although this may appear 

simplistic at a glance the literature paints a much more complex picture due to a vast 

array of variables. These include time, funding, specific priority areas, standards, 

accountability, purpose, school/curriculum reform!, student/society needs, and a range of 

perspectives to be considered for the individual, school, system and society. Suffice it to 

say there are some common threads and these will be discussed as the chapter 

progresses. 

Within the substantial body of research surrounding Professional Development the terms 

'staff development', 'in-service training'. 'professional development' and 'continuing 

professional development', Making Better Connections (2000) are commonplace, and 

used loosely and interchangeably. They "tend to cover a broad range of activities 

designed to contribute to the learning of teachers who have completed their initial 

training" Craft (2000, p.  9). Included in the Professional Development activities Craft 

lists are private reading, job shadowing and professional courses. 

According to Guskey (2003, p.  753) "Professional Development is a form of adult 

learning" and he offers the following as examples "workshops, seminars . . .study groups, 

action research, collaborative planning, curriculum development, structured 

observations, peer coaching, mentoring". Guskey also cites conferences, or working on 

curriculum during teacher workshop days, and states that " regardless of its form 

Professional Development should be a purposeful endeavour" (2002. p.46). 

Indeed a major aim of MindMatters Professional Development is to increase 

participants' awareness about the importance of social and emotional health and well-

being to student learning and life options, as well as enhance teachers' skills to use a 

range of co-operative learning strategies in the classroom. Furthermore, it is anticipated 

that there will be a resultant carry-over effect into the classroom and school-community. 
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However it is also important to recognise that Professional Development can exist on a 

personal/informal level too, simply involving introspection and reflection either critical 

or creative undertaken in a variety of contexts. I must admit that the time spent riding 

my hike is often the most inspirational reflection time for me ... it is when the aha' 

factor or tacit experience entwines with the cognitive wheels, and has helped me 

immensely to piece my thesis together or plan the next Professional Development 

exercise. 

Professional Development aligns with a range of learning and life 

experiences 

Given the diversity of literature in this area, it is not uncommon to find similar terms 

used to describe different approaches to training and learning for teachers. Brennan 

(1990, p.2) refers to Continuing Professional Education' as the training of professionals 

after their initial pre-service training or licensing into the profession. 

The terms Professional Development' and Continuing Professional Development' are 

also used by Craft (2000, p.  9) to describe moving teachers forward in knowledge or 

skills. Michael Fullan (1991, p.326) on the other hand suggests that Professional 

Development is "the sum total of formal and informal learning experiences throughout 

one's career from pre-service teacher education to retirement". 

Fullan's point acknowledges that as learners and individuals we too need choice and 

opportunities to decide on our own Professional Development, which need not always be 

determined by the system as training done to or for us, but including our own self-

directed learning. This may be as simple as reading a text, observing a lesson or training 

module, taking part in discussion with a colleague, undertaking formal study, delivering 

a paper at a conference or working in another system or country. 
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In fact Professional Development can serve school, team, system or individual 

requirements. Craft (2000, p.202). Hence it may relate to an individual's position or role, 

be in tune with career aspirations, or simply add to the personal development 

alternatives or interests that are conducive to a particular time and place in one's life. 

Day ( 1991 ) suggests that teachers' needs relate to their career history as they move from 

an entry phase, to increased responsibility, and consolidation - likening it to staking 

stock', gaining new perspectives', and linking theory with practice'. 

Huherman (1992) also compares career phases with possible psychological stages 

experienced by teachers. Hence a neophyte or beginning teacher may be preoccupied 

with survival and discovery. This phase is often characterised by initial enthusiasm. 

Then follows a period of stahilisation characterised by proficiency and competence 

where the teacher becomes socialised into the norms of the profession. This stage may 

lead to a greater willingness to experiment and extend the teaching repertoire or 

conversely it may lead to self-doubt and re-appraisal. In this phase Huherman indicates 

that people can lose energy, or become conservative and resistant to change. The final 

stage can mark further contentment or bitter disengagement. 

The challenge in my role as a Professional Developer working in schools is to be aware 

and sensitive to the needs and aspirations of the various sub-groups within the teaching 

profession and manage and maximise the potential differences and skills of participants 

in order to meet the desired outcomes. In the case of MindMatters a key outcome is to 

increase awareness about the program and enhance secondary school up-take in the NT. 

Types of Professional Development 

There are numerous types of Professional Development, ranging from teacher 

placement, job rotation, peer networks, committee involvement, collaborative learning, 

action-research, on the job coaching/mentoring or tutoring, self-directed study, to 

school-based and off site courses of various lengths. 
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In most cases the type of Professional Development undertaken needs to match or be 

relative to the requirements of the system, school or individual at the time. 

For the purpose of this research, Professional Development' will more specifically 

focus on school-based' development which aims to match the needs and culture of 

professionals working in schools as well as attempting to impact on their practice and 

pedagogy. 

Little (1992, p.  17 I) acknowledges that Staff Development relates to any activity that is 

partly or primarily intended to prepare staff members for improved performance in 

present or future roles. In-service Education and Training (INSET) is defined as "a set of 

deliberate learning activities undertaken by teachers, designed to improve their 

effectiveness as teachers, as administrators, as leaders, or to assist those who are about to 

enter new situations" NBEET (1990, p.  57). 

In-service Education and Training has formed the basis of Professional Development 

throughout my teaching career spanning 27 years, apart from occasional opportunities to 

meet with interstate counterparts at national meetings and learn about updates or 

changes in my area of practice by sharing information both formally and informally. 

These opportunities are usually equated with position, status, power and privilege, and 

do not come readily to the ground force of practitioners unfortunately. One-off seminars 

or conferences are also available, but usually at one's own expense, and only if 

justification is forthcoming in terms of applicability to curriculum/subject area or school 

and system needs. 

The In-service Education and Training, or course-led off-site model has dominated the 

teacher Professional Development spectrum, Craft (2000, p.  11), as noted during my 

career (1977-2004). However, with changes to curriculum and devolved decision-

making, there has been a "simultaneous shift in funding and responsibility for 

Professional Development of teachers onto schools and individuals within them". 
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According to Craft "being a professional means taking responsibility and attempting to 

meet the Professional Development needs of oneself and one's institution". 

Consequently there has been a corresponding shift in Professional Development to "a 

group focus on professional learning, based in ... or focused on the school and its 

collective needs". Craft (2000, p. II). Within this shift Bell (1991) points out that 

whole-school policies are the most effective way of managing and improving schools, 

which also aligns directly with the Health Promoting School Model - or whole school' 

approach. 

A Health Promoting School is a place where all members of the school 

community work together to provide students with integrated and positive 

experiences and structures which promote and protect their health. This includes 

the formal and informal curricula ... the creation of safe and healthy school 

environments, the provision of appropriate health services and the involvement 

of the family and wider community in efforts to promote health. National 

Framework ftr Health Promoting Schools (1999, p.4). 

The Health Promoting School concept encourages schools to manage health and social 

issues whilst enhancing student learning through a collaborative process-oriented 

approach to ultimately improve school effectiveness. Writers such as Ruiz and Parez 

(1997) discuss the impact of a collaborative model of Professional Development 

suggesting that the collective synergy of teachers working together to tackle school 

issues is extremely powerful. 

This has also been my experience facilitating MindMatters Professional Development 

with whole school' staff groups. Participants are able to experience 'first-hand' the 

information, discuss concepts collectively, share ideas, practice in simulated settings, 

and gain feedback on issues of significance or relative to their performance in attempting 

to transfer the new knowledge and skills to the classroom and school setting. 
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Hopkins et al (1994) also support this view indicating that the key element in 

Professional Development is that of the group working together - because this is where 

teachers get an understanding of new concepts, see demonstrations of teaching 

methodology, and participate in experiential learning. Likewise the impact of 

involvement and working together is reflected in affirmative responses from 

MindMatters respondents (2004) who state that the experience has enabled transfer of 

new knowledge and skills to the classroom and school - cited in chapter 4 of this thesis. 

MindMatters Professional Development 

MindMatters Professional Development not only provides the theoretical backdrop to 

increase teachers' knowledge and understanding about health and well-being issues 

related to student learning. It also supports participants in accessing tools, strategies, and 

methodology to assist in the transfer of knowledge and skills from the Professional 

Development site to the classroom, and ultimately, school-community. 

In this process teachers are recognised as pivotal to the change process in bringing about 

school improvement to support student learning, health and well-being. Consequently 

participants are immersed in key aspects of the MindMatters resources (listed below), so 

they become familiar with the concepts, terminology, MindMatters activities, and 

approaches to use in the classroom and school. 

• School Matters: (Mapping and managing mental health in schools) 

Educatiiigfr Lit: (A guide for school-based responses to 

preventing suicide and self-harm) 

• Enhancing Resilience / (Communication, Changes and Challenges) 

• Enhancing Resilience 2 (Stress and Coping) 

• A Whole School Approach to Dealing with Bullying and Harassment 

• Grief and Loss 

• Understanding Mental Illness 
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School Matters (2000, p.  4) 
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Linking approaches 

A frequent strategy for linking off-site' and school-based' training is the cascade' or 

Train-the-Trainer' approach to Professional Development, Craft (2000, p. 23). This 

model was used initially in November 2000 to train up to four participants from urban 

Northern Territory schools in MindMatters. Participants nominating to take part 

understood that involvement required the replication of training at their own school-site 

to support the implementation of the program in their school-community. 

Elements of this model supporting its effectiveness in the Northern Territory include: 

Carefully selected trainers whose skill and expertise match the aims 

of the (MindMatters) training program 

• Clearly set training objectives 

• High quality training materials that are well structured, logical, 

credible and consistent. 

Craft (2000, p.  25). 

Another fundamental requirement of the 'Train-the-Trainer' Model that was undertaken 

in disseminating MindMatters Professional Development to the original participants in 

2000 revolved around showing trainers 'how' to run workshops, and providing formats, 

activities and materials for this purpose. 

However a possible flaw in the process relates to the fact that there was virtually no 

follow-up or support to trainers in the Northern Territory until a full-time MindMatters 

position was established in April 2002. 

Craft (2000, p. 24) states that "the complexity of the task of dissemination also relates to 

whether the training is primarily concerned with imparting knowledge, changing 

attitudes, or developing skills ...... She notes that where changes in attitude and skill are 

also involved as with MindMatters, "... support and training over time are likely to be 
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needed and the interactions between external ... trainers and trainees are likely to be 

more complex". 

Another word of caution in this regard relates strongly to the need for schools to support 

the implementation of the training regime. 

Notion of change brings paradigm shift in health and education 

Professional Development is being viewed against the backdrop of rapid change, 

demands for high standards and continuous improvement for all. Hence the shift as Craft 

(2000) refers, from voluntary commitment for those with career ambitions, to a focus on 

'Professional Learning Communities' committed to higher student learning. This is also 

concordant with the Health Promoting School philosophy or 'whole school' approach 

underpinning Miju/Matters Professional Development. 

Interestingly the paradigm shift in health from a disease oriented approach and one of 

'fixing' individuals, to that of 'Health Promotion' and 'enabling' people to increase 

control over the determinants of health, Nutbeam (1998), also encompasses the element 

of empowerment. The stark reality is that the balance of power and ownership has 

shifted from a sense of control 'over' to empowerment 'within', and responsibility for 

'self' and the community. 

The change in focus described above is not dissimilar to that which is occurring in 

education with moves towards 'Professional Learning Communities'. These are 

characterised by "a shared mission, vision, values, collective inquiry, collaborative 

teams, an orientation towards action, a willingness to experiment and a focus on results", 

DuFour and Eaker (1998). Learning communities/schools also respect 

individuals/teachers' needs to interact, negotiate, take risks, problem-solve and be 

flexible, responsive, enterprising and reflective, Holly and Southworth (1989). 
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These empowering features are also incorporated into the ongoing MindMatters 

Professional Development process - establishing core teams', developing a 

vision/mission statement, action plan and timelines to support the implementation of the 

program as a whole school-community' approach. That is, if the school decides to 

embrace MindMatte,-s and again the emphasis is on enabling individuals to be part of the 

decision-making process - thereby increasing ownership of the program and support for 

school change. 

Fundamental to successful change is the creation of a school culture that is conducive to 

change at both an individual and school level. Fullan (1991) suggests that change is a 

process and not an event and whilst educational change is technically simple, he admits 

that it is socially complex. What Fullan indicates is crucial in bringing about successful 

change, are opportunities for individuals to find meaning in the change. 

Historical perspective 

So what has brought about this new sense of direction? Again it seems imperative that I 

review the past and reflect on the importance of history in order to move forward. As the 

historian Peter Stearns cited in Benchmarks Jbr Protssional  Development in Teaching 

of History as a Discipline, on line at (http:www.theaha.org/teaching/benchmarks.htm) 

(1 5/3/4) says 

The past causes the present and so the future....Only through studying 

history can we grasp how things change: only through history can we 

begin to comprehend the factors that cause change: and only through 

history can we understand what elements of an institution or a society 

persist despite change. 

Looking back in time, it is apparent that the Principles of Scientific Management 

espoused by Frederick Winslow Taylor, are no longer a best fit' for today's knowledge 
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society, schools and indeed students. Taylor argued that one best system could be 

identified to complete any task or solve any organisational problem. Accordingly it was 

management's role to train, supervise and monitor workers who were considered 

relatively interchangeable parts in the industrial process. 

Taylor's model demanded "centralisation, standardisation, hierarchical top-down 

management, a rigid sense of time and accountability based on adherence to the system", 

Fiske (1992) cited on line at http://enc.org.professional/guide/foundation/cornmunity  

(17/3/3). Taylor's principles were embodied through the assembly line and assisted in 

creating the industrial power the United States is today. Hence it was argued that schools 

should adopt a similar model "to produce the kinds of workers that industry required. In 

fact William Harris, an influential United States school superintendent is quoted as 

saying 

Our schools are, in a sense, factories in which the raw materials (children) are to 

be shaped and fashioned in order to meet the demands of life. The specifications 

for manufacturing come from the demands of the 20t1i  Century civilisation, and it 

is the business of the school to build its pupils according to the specifications laid 

down. Fiske (1992, pp.  32-33). 

The uniformity. standardisation and bureaucracy of the factory model soon became 

predominant characteristics of the school district where teachers were often told how, as 

well as what, to teach. Strict supervision ensured students moved along the educational 

assembly line to emerge as finished products able to function in the industrial world. 

Although the factory model served its intended purpose in terms of sorting and selecting 

students, its educational merit is questioned in the contemporary (2004) market place, as 

the original model was not intended to educate large numbers to a high level. In fact 

Under Goals 2000, Educate America Act cited at on line at http://www.ed.gov.pubs/Ach  

Goal4/iritro.html (11/9/3), the focus and emphasis is now on "raising the achievement 
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level of all students, from Pre-Kindergarten through adult learners". This is seen to be 

essential for America's future economic security and social-well-being. 

This change in focus is not restricted to the United States as Beare (1991) acknowledges 

in his comprehensive review of worldwide reforms in education. He indicates common 

themes and trends are also occurring in Europe, England, Japan, New Zealand and 

Australia regarding a need for school excellence, effectiveness, efficiency, equity and 

accountability. 

Beare (1995) admits that many of the reforms affecting education and the private sector 

are the result of social, political, and economic imperatives resulting from globalisation 

and the rapid rate of change Beasley (1999) and Stoll (1999). Against this background, 

Caldwell (1993, p.  9) admits that success within the global sphere is predicated on 

having a "highly responsive economy which calls in turn for a highly responsive system 

of education that equips citizens with the required knowledge, skills and attitudes". 

Hence again, schools and teachers must meet this societal pressure to perform. 

21" Century heralds a greater need for teacher Professional Development 

It is almost as though the forces of change hold the balance of power, or is it teachers? 

An interesting notion considering teachers are the handmaidens tasked with supporting 

societies' challenges and innovations. Consequently according to Moon (2000, p.3), 

there is globa1ly increased emphasis being placed on teachers' Professional 

Development" to support the change process and ultimately students' learning. 

Economic demands are certainly putting different pressures on students, teachers and 

schools, not the least of which is to develop strong foundational skills, critical thinking, 

innovation, technological and scientific literacy as the basis for productivity as a 

knowledge based economy. Hence the need to focus on new ways of educational 
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delivery and methodology that also inspire students to become life-long learners who 

can adapt to a transforming world. 

Societal changes are also impacting on schools with increasing numbers of students 

coming from fractured, blended, and single parent families, coupled with increasing 

rates of global migration and inherent struggles for people to develop a sense of 

community. Teachers are also challenged by students whose behaviours do not fit within 

classroom parameters, or others who are hungry and cannot learn, whilst some are tired 

and find concentration difficult. This scenario again highlights the increasing need for 

health literacy amongst our school-community, and the corresponding necessity for 

teachers to be supported in this quest through meaningful Professional Development 

programs such as MindMatters. 

Australia is not alone. Moon (2000, p.3) cites socio-political and pedagogical values as 

driving the Professional Development reform agenda along the lines of "democracy, 

liberty, equality, peace, learner centredness, professionalim. co-operation, collegiality 

and innovation" in South Africa. Whilst in England and Wales, Moon indicates that 

"teacher ownership, equality of opportunity and learning from the best" are amongst a 

set of guiding principles for teacher Professional Development put forward in 2000, and 

supported by David Blunkett the Minister responsible for introducing the reforms, 

stating 

I intend to support individual teachers, whole schools and the whole 

profession in a partnership of commitment to inclusive, high quality 

professional development. Nobody expects a doctor, accountant or 

lawyer to rely for decades on the knowledge, understanding and approach 

which was available when they began their career ... commitment to 

professional development is crucial. Moon (2004, pA-). 

'Never before" says Judy Salpeter (2003) "has the pressure been so high to find ways to 

support successful teaching and learning through effective professional development". 
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With the United States education community committed to 'No Child Left Behind' and 

No Dream Denied: A Pledge to America's Children', the National Commission on 

Teaching and America's Future contends that "the nation cannot achieve quality 

teaching for every child unless those teachers can be kept in the classroom". Beglau 

(2003) cited on line at http://www.techlearning.com/story/show/Article.ihtml'?article  

ID= 13000492 (12/4/04). 

In Australia similar sentiments have been echoed. In 1993, the then Commonwealth 

Minister for Employment, Education and Training, Kim Beazley established the 

Australian Teaching Council stating (1993, p.16) that "teachers are the cornerstone of 

quality education today and in the future". Subsequent funding allocations established a 

National Professional Development program for teachers, illustrating the importance 

attached to the teaching process and this concept has been further developed through 

another Commonwealth Government initiative entitled Teachers for the 2I Century - 

Making the Difference'. The (2000) initiative aims to "improve teacher quality and 

increase the number of highly effective Australian schools in order to maximise student 

learning outcomes by: 

Lifting the quality of teaching through targeted professional development and 

enhancing professional standards 

• Developing the skills of school leaders 

• Supporting quality school management and 

• Recognising and rewarding quality schools, school leaders and teachers. 

Cited on line at htt://www.dest.gov.au/schools/Publications/2000/t2l.html  (28/6/04). 

The literature reiterates that education empowers us to reach our full potential, and it is 

education that assists us to rise and meet the challenges we confront in our lives. So too 

the Australian Government in 2004 concurs that "education of the highest quality 

requires teachers of the highest quality". In meeting the endorsed goals of the 'Adelaide 

Declaration on National Goals for Schooling in the 21 s' Century' and improving student 
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outcomes in Australian schools, "so must our efforts ... support teachers in their work". 

Cited on line at http://www.dest.gov.au/schools/Puhlications/2000/t21.html  (28/6/4). In 

raising this support the National Institute for Quality Teaching and Leaning was 

launched on 3 June 2004. 

It is as though the sentiments of Andy Hargreaves (1992, P.  ix) have finally been heard. 

The teacher is the ultimate key to educational change and school 

improvement. The restructuring of schools, the composition of national 

and provincial curricula, the development of bench marks, assessments - 

all these things are of little value if they do not take the teacher into 

account. Teachers don't merely deliver the curriculum. They develop, 

define it, and reinterpret it too. It is what teachers think, what teachers 

believe and what teachers do at the level of the classroom that ultimately 

shapes the kind of learning that young people get. 

Barriers affecting innovation and implementation 

Considerable literature spanning the past three decades provides clear distinctions about 

what does and does not work in Professional Development. Noteworthy research into 

staff development innovations carried out by Stallings (1989) demonstrate the 

importance of careful planning and designing of the Professional Development strategy 

and the corresponding effort, skill and persistence required to accomplish the desired 

outcomes. Fullan (1992. p.  100) acknowledges that "most staff development activities 

do not measure up to these standards" hence ... "are unlikely to succeed in many 

situations". 

Professional Development has multi-faceted dimensions that complicate its very nature. 

This is demonstrated in Pink's (1989) review of barriers to innovation and 

implementation effectiveness cited in Fullan (1992. p. 100) as follows: 
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An inadequate theory of implementation, including too little time for teachers 

to plan for and learn new skills and practices 

• district tendencies toward faddism and quick-fix solutions 

• lack of sustained central office support and follow-through 

• under funding the project, or trying to do too much with too little support 

• attempting to manage the projects from central office instead of developing 

school leadership and capacity 

• lack of technical assistance and other forms of intensive staff development 

• lack of awareness of the limitations of teacher and school administrator 

knowledge about how to implement the project 

• the turnover of teachers in each school 

• too many competing demands or overload 

• failure to address the incompatibility between project requirements and 

existing orgariisational policies and structures 

• failure to understand and take into account site-specific differences among 

schools 

failure to clarify and negotiate the role relationships and partnerships 

involving the district and local university 

These barriers or impediments need to be taken into account by system administrators, 

policy makers, funding bodies and those responsible for Professional Development 

delivery and support if we are to effect meaningful and sustainable change. It is not just 

about the innovation, but how it relates to, and impacts upon everyone in the process. 

As Fullan (1992, p.22) notes "it is essential to understand the relationship of 

implementation not only to innovation and teacher development but also to school 

development". He acknowledges here that implementation is learning to do and learning 

to understand something new, which effectively means altering our beliefs and 
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behaviours. Fullan also concedes that "changes in behaviours - new skills, activities, 

practices - and changes in beliefs - new understandings, acommitments are at the core 

of implementation", but this process takes time, involves doing and thinking and 

requires schools to foster a learning orientation mentality. 

If there is strong collegiality coupled with a commitment to continuous 

improvement, hacked up by policies and structures designed to support 

purposeful teacher interaction, the chances of working through an 

implementation process are greater. Fullan. (1992, p.23). 

What is needed is re-culturing education from fracture and isolation, to unification of 

knowledge, skills and support structures where learning is seen as the single most 

important resource for organisational renewal and personal mastery. Personal mastery 

according to Senge (1992, p.142) is a process, a life-long discipline captured by 

individuals who are acutely aware of their own ignorance, incompetence and desire to 

grow. Senge (1992, p.7) posits that "it is the cornerstone of the learning organisation". If 

"organisations learn only through individuals who learn," Senge (1992. p.  140) then we 

must create the conditions for learning to flourish. 

The following piece of writing by William Glasser (Psychiatrist) is one to which I refer 

often in my MindMatters Professional Development workshops ... inferring that 

The major obstacle to learning is fear, fear of failure, fear of criticism, 

fear of appearing stupid, fear of speaking up, fear of risking, fear of 

trying, fear of disapproval, fear of letting others down, and even fear of 

succeeding. 

We must create conditions in which it is safe ... to risk making mistakes. 

To remove fear is to invite effort, to welcome a mistake is to encourage 

learning..." (Glasser, 1998), so that our students can err with impunity as 

is encouraged through MindMatters Professional Development 

philosophical constructs, resources and practice. 
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Having grown up in the factory-style' schooling process I am only too aware of the fear 

syndrome and unwarranted consequences. Hence I am acutely appreciative of the need 

to create a safe and supportive learning environment in every Professional Development 

activity I facilitate. As I model the need to build connection and relationships with 

participants, I hope that transference occurs so this too becomes an inherent part of 

teachers' pedagogy for the sake of all students' well-being and ability to learn. 

However I am also a realist and recognise that schools must build capacity to support 

and manage the transference of new knowledge and skills as part of the dynamic within 

the change process. Schools must start to create educational cultures that are 

collaborative, open, trusting, encourage risk-taking and seek continuous improvement, 

Hargreaves (1995) as they mirror the values of authentic learning organisations. 

Senge (1992) captures this image of a learning organisation through The Fifth 

Discipline, referred to as such because it integrates systems thinking, personal mastery, 

mental models, team learning and shared vision into a coherent body of theory and 

practice. If new ideas, innovations and methodology articulated through MindMatters 

Professional Development are to be encapsulated into teaching practice and school 

culture we need to re-evaluate what we mean by learning. 

Real learning gets to the heart of what it means to be human. Through 

learning we create ourselves. Through learning we become able to do 

something we never were able to do. Through learning we re-perceive the 

world and our relationship to it. Through learning we extend our capacity 

to create, and be part of the generative process of life. There is within 

each of us a hunger for this type of learning ....Senge. (1992, p.1  4). 

Senge (1992) confirms that our capacity to create' is the basic ingredient of a learning 

organisation. So the challenge remains for us to move on from restructuring schools to 

re-culturing them so they become organisations that support teachers to make the 
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change/s themselves Fullan (1997), Is this the key for effective Professional 

Development? 

Exploring the notion of 'effective' Professional Development 

Considering the essence and dimensions of a learning organisation within the context of 

Professional Development it is quite conceivable that the traditional in-service program 

or 'one shot workshop' is ineffective, Fullan and Stiegelbauer (1991) because it rarely 

influences long term practice Joyce and Showers (1989). Embedded within this concept 

is the belief that 'one off' sessions "tend to be disjointed, unfocused, and offer teachers 

few opportunities to learn by doing and reflecting on practice with their colleagues". 

Promising Practices.' New Ways to Improve Teacher Quality cited on line at 

http://www.ed.gov.puhs/PromPractice/chapter  6.html (1 2/3/04). 

By contrast the National Staff Development Council cited in Klonsky (2002) suggests 

that effective Professional Development programs should 

focus on a clear set of priorities; provide ongoing, school-based support 

to classroom teachers; deal with academic content as well as teaching 

methods; and create ample opportunities for teachers to see and attempt 

new teaching methods. 

Fullan (1992, p.98) says staff development should be "innovation-related, continuous 

during the course of implementation, and involve a variety of formal (workshops), and 

(infoniial) teacher exchange components". Fullan also acknowledges that for 

implementation and success to occur, "ongoing Professional Development is critical". 

This backs up previous work undertaken by Huherman and Miles (1984) who found that 

the amount and quality of assistance was essential for addressing early implementation 

problems whilst providing the necessary pressure and support to obtain new skills and 

change beliefs and understandings. 
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Wenglinsky (2000) cited in Klonsky (2002) says the more "extended or ongoing and 

continuous the Professional Development, the more it encourages effective classroom 

practices". 

In much the same vein Joyce and Showers (1988) cited on line at 

http://www.nwreLorg.scpd/sirs/6/cu  I 2.htrnl (24/4/04) report that 

follow-up coaching results in teachers generally using new instructional 

strategies introduced in staff development programs more often and with greater 

skill, using them more appropriately, exhibiting better long-term retention of 

knowledge ... and having generally clearer understanding of the purposes and 

uses of the new strategies. 

Of major significance here is the focus on the teacher as learner'. Fullan (1992, p.  109) 

reiterates this importance by inferring that teachers need time to master technical skills 

to increase their instructional certainty. He also acknowledges that teachers need to 

become reflective practitioners to enhance understanding, clarity and coherence, and 

they need to inquire and collaborate in order to investigate and share in the learning 

process. 

Monica Beglau, an instructional leader working to enhance Missouri's teaching 

strategies, supports this view saying that "our research has shown that sessions must be 

followed up with regular classroom visits to provide support and mentoring". She says 

this support "helps teachers translate what they learn in Professional Development 

sessions into actual classroom practice". This aspect she believes is usually the missing 

piece in Professional Development Programs. Cited on line at 

http://www.techlearning.corn.story.showArticle.jhtml'?articlelD= 13000492 (12/3/04). 

The preceding evidence highlights the significance of sustained Professional 

Development. Too often in the past it has been handled like a passing fad rather than an 

integral part of a long term reform strategy, and is usually the first item to be cut when 
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budgets are tight because it is seen as a fringe benefit. Cited on line at 

http://www.ed.gov.puhs/AchGoa14/intro.htrnl  (11/9/03). 

However, in the United States Department of Education (2000) 'Building Bridges - the 

Mission and Principles of Professional Development' cited on line at 

(littp://www.ed.Qov/G2K/bridge.htnil) (24/4/03), it is acknowledged that effective 

Professional Development should: 

• he driven by a coherent long-term plan 

• be centred on enhancing student learning 

• focus on teachers as central to student learning, yet include all other members of the 

school community 

• enable teachers to further develop expertise in subject content, teaching strategies, 

use of technologies, and other essential elements in teaching to high standards 

• focus on individual, collegial and organisational improvement 

• respect and nurture the intellectual and leadership capacity of teachers, principals, 

and others in the school community 

• reflect best available research and practice in teaching, learning and leadership 

• promote continuous inquiry and improvement embedded in the daily life of schools 

• he planned collahoratively to ensure ownership by those who will participate in and 

facilitate the development 

• provide a range of development opportunities to suit different needs 

• provide for equal opportunity and access for all stakeholders 

• be evaluated ultimately on its impact on teacher effectiveness and student learning 

• require substantial resources 

• look for better ways to use scarce time and resources. 
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These elements address the flaws of traditional approaches of Professional Development 

which according to Bull et al (1994), and Concoran, (1995) cited on line at 

http://www.ericfacility.net/ericdigests/ed400259.html  (11/9/03), were seen to be: 

fragmented, unproductive, inefficient, unrelated to practice, lacking in intensity and 

follow-up. 

Demonstrated in the United States Department of Education Mission and Principles of 

Professional Development (2000) document, is a commitment for Professional 

Development to be on-going, collaborative and accessible, whilst also addressing the 

importance of research and best practice approaches to teaching and learning. 

Furthermore, there is a focus on student learning through teacher- based/school 

initiatives, which require in-built evaluation procedures to review the impact of teacher 

effectiveness on student learning following the Professional Development program/s. 

Susan Loucks-Horsely acknowledges that Professional Development plays an essential 

role in educational reform and says that "Professional Development experiences must 

have students and their learning at the core ... and that means all students". To this end 

she argues that principles guiding the improvement of student learning should also guide 

the professional learning for teachers and other educators. Cited on line (12/3/04) at 

http://www.enc.org/professional/learn/ideas/math/document.shtm?input=ACQ-  13327. 

Loucks-Horsely also claims that Professional Developers must "walk their talk" because 

people teach in ways they themselves have learned. I. too, support her view including 

the need to engage in and model active and collaborative learning techniques so that 

teachers in turn attempt to apply these best practice' approaches in their classrooms. 

Another point made by Loucks-Horsely is that "Professional Development opportunities 

must honor the knowledge of the practicing teacher as well as draw on research and 

other sources of expertise outside schools and classrooms". Indeed artful Professional 

Development effectively combines theory and practice and I hope to demonstrate this in 

action, through the Practical Thesis component of my work. 
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Another essential element discussed by Loucks-Horsely is the need to align Professional 

Development with "system-based changes that promote student learning". We definitely 

need to work in concert with the system and the politically driven reform agendas of the 

day. Fortunately MindMatters fits within this construct being a Commonwealth 

Government initiative, managed by the Australian Principals' Professional Development 

Council, and supported by the Northern Territory Government and Department of 

Employment, Education and Training. 

However this is not to say that the needs of teachers are not taken into account. In 

Professional Learning Communities "the school and individual development go hand in 

hand." Craft (2000, p.  181) because by its very nature the Learning Community is 

collaborative, interactive and willing to negotiate. Fullan (1999) also rates the place of 

teachers and their involvement in knowledge creation as central to the process of change 

within the organisation, emphasising the importance of tacit to explicit knowledge as 

well as the need to share and retain knowledge within the organisation. 

One of the cornerstones or critical success factors of effective Professional Development 

according to Stallings (1989) cited in Fullan (1992, p.  99) is the value of learning by 

doing' or experiential learning. Having delivered the MindMatters Professional 

Development program in the Northern Territory since April 2002 1, too, believe that 

"learning comes from direct experience .....Senge, (1992, p.23), both for me as a 

facilitator and teachers as participants. 

Yet these factors alone will not inspire innovation, implementation and changes in 

beliefs, values and behaviours amongst teachers. The missing link in this instance 

includes the role of Professional Developer, consultant or adviser who often initiates the 

process, consults with school administration/staff, adapts and modifies the Professional 

Development activity to link with school needs, supports and monitors implementation, 

and evaluates the outcomes. In short this is an honorary role, and I believe, a critical 

success factor in terms of implementing the MindMatters Professional Development 

program in the Northern Territory during 2000-2004. 
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A spanner in the works 

An influential researcher in the Professional Development arena, Thomas Guskey (2003) 

asks 

• Do we know what makes Professional Development effective? 

• Have researchers and practitioners reached consensus about what factors 

contribute to a successful Professional Development experience? 

• Do we even agree on what criteria should be used to judge Professional 

Development's effectiveness? 

Guskey's review (2003, p.748) of literature published in the past decade, indicates that 

the answer to each of these questions is "maybe not." This he deduces because the lists 

of effective Professional Development characteristics vary widely, and the research 

supporting them is "inconsistent and often contradictory". Importantly he says "we need 

to seek agreement on the criteria for effectiveness, along with clear descriptions of 

contextual factors". 

However Guskey (2003, p.749) does note that the most frequently cited characteristics 

of effective Professional Development include: 

• Enhancement of teachers' content and pedagogical knowledge 

• Provision of sufficient time and other resources 

• Promotion of collegiality and collaborative exchange 

• Inclusion of evaluation procedures 

• Aligning Professional Development with other reform initiatives ... and 

modelling high-quality instruction 

• Provision of school or site-based Professional Development. 
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In relation to the above, Guskey indicates that nearly all the studies relating to learning 

and pedagogy focus on Mathematics or Science and he suggests that further 

investigation is warranted for arts and humanities subjects. Again he cites contradictory 

evidence regarding time and resources, implying that the amount of time spent in 

Professional Development was unrelated to student achievement. Yet Guskey suggests 

that while effective Professional Development requires time, it "must be well organised, 

carefully structured, and purposefully directed". Regarding collaborative exchange he 

found teachers also "collaborate to block change or inhibit progress" just as easily as 

they enhance the process. For collaboration to he effective Guskey suggests it needs to 

be "structured and purposeful, with efforts guided by clear goals ...". 

In relation to school or site-based Professional Development Guskey says that 

collaboration needs to occur between site-based personnel who are aware of critical 

contextual factors and district personnel who have a broader perspective, in order to 

optirnise the effectiveness of Professional Development. This also supports my earlier 

statement about the importance of the Professional Developer in the whole school' 

educational process. 

Interestingly, Guskey notes that despite the current emphasis on student performance, 

less than half of the lists he reviewed regarding effective Professional Development 

mentioned the importance of using analyses of student learning data to guide 

Professional Development activities. Surprisingly, only four of the thirteen lists 

critiqued, stressed that Professional Development should be based on the best available 

research evidence despite long standing criticism about Professional Development that 

focuses on fads rather than solid evidence to support student learning. 

Despite the anomalies raised regarding the criteria for Professional Development 

effectiveness', this study will be guided by the documentation referred to in this chapter 

- as a means of analyzing the effectiveness of the MindMatters Professional 

Development program in the Northern Territory. The critique of data relating to this 

research will be narrated in chapter 4. 
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Also, due to the confounding internal and external variables impacting on schools, and 

consequently Professional Development, this research study will be confined to those 

aspects of MindMatters Professional Development over which I have control. This 

includes the MindMatters Professional Development program per se, facilitation of 

MindMatters workshops, and in-school support. 

Re-culturing schools and building bridges - the nexus between Education 

and Health begins 

MindMatters - a Mental Health Promotion program for secondary school -communities 

has the potential to build and create the nexus between health and education as it follows 

Health Promotion principles and aligns with school structures and curriculum processes. 

The documents or resources that form MindMatters such as School Matters, Educating 

ftr Lit, and Coimnunitv Matters provide schools with planning tools such as audits to 

support in the development of possible frameworks, strategies, structures, partnerships 

and policies, to promote safe and supportive school environments. 

Other resources within the MindMatters Kit including Enhancing Resilience I, 

Enhancing Resilience 2, Dc'aling with Bullying and Harassment, Understanding Mental 

lIlacs s, Loss and Grief complement the curricula in a range of learning areas, the most 

notable of which are Health and Physical Education, English/Drama and Social 

Education. However the principles underpinning the program such as the need for 

connection, belonging and a sense of self-worth are conducive to all curriculum areas, 

and underpin methodological approaches to teaching and learning. 

One of the major aims of the MindMatters Professional Development program is to 

acquaint participants with the materials and the philosophical constructs so that they can 

use and apply them not only in the classroom and school but in their personal lives as 

well. 
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Understanding privacy and confidentiality issues, the need to respond and refer upset 

students, and how to deal with critical incidents, are aspects of MindMatters with which 

teachers need to he aware. As is the consideration to maintain a positive classroom 

climate that promotes a sense of respect and belonging for all students. 

In the classroom MindMatters provides information about a range of mental health 

disorders and life issues including Bullying and Harassment, and attempts to increase 

students' personal skills by providing them with the tools and strategies to access help, 

problem-solve and make informed decisions at appropriate times in their lives. 

MindMatters is guided by a comprehensive whole school' approach to health and well-

being which has the potential to benefit the learning and life options for students by 

increasing their protective factors. A number of these factors such as self-esteem, belief 

in one's ability to cope, and handling the demands of school have been demonstrated to 

assist individuals cope with changes and challenges whilst reducing risk factors Resnick 

etal (1993 and 1997). 

Some of the risk factors identified in School Matters (2000) include powerlessness, 

meaninglessness, normiessness and social estrangement. In the MindMatters 

Professional Development workshops participants are provided with information and 

given opportunities to explore possibilities for school-based action in relation to these 

and other factors affecting students' engagement with, and at school. 

However it is also recognised that schools and teachers cannot achieve all the necessary 

health and education outcomes alone and that they will need to work in partnership with 

parents, families, community members and a range of allied health service providers. 

Partnerships link systems 

The MindMatters program not only advocates for, but it also demonstrates an existing 

partnership between Health and Education at a system level. Funded and supported by 
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the Commonwealth Department of Health and Aging, it is managed by the Australian 

Principals' Association for Professional Development Council and has state-based 

officers from a range of education and health related backgrounds delivering the 

Professional Development program around Australia. 

If "schools are the best setting for health promotion and education initiatives for young 

people", National Health and Medical Research Council. (1996, p.7) then MindMatters 

Professional Development may just be the bridge that can re-culture schools and assist 

us to meet some of the educational challenges we face in the 2l  Century. 

The analysis of the impact of the MindMatters Professional Development program in 

Northern Territory secondary schools will attempt to determine whether it has fully 

engaged teachers' hearts and minds. It will be interesting to see if school cultures have 

changed, if curriculum and methodology have been altered, if new knowledge has been 

reconstructed and pedagogy re-interpreted, and how teachers and students feel about 

their own learning following MindMatters. 

As Michael Fullan (1997, p.  21) says ... "I believe ... we need to redefine educational 

change - broadening it beyond the school and deepening it emotionally and morally 

within ourselves, in order to benefit the children that we teach". 

This broadening of perspectives needs to occur in health and education because 

Good health and educational achievement are not ends in themselves, but rather 

means which provide individuals with the chance to lead productive and 

satisfying lives. As such they are inter-dependent. Good health contributes to 

educational outcomes by removing ... barriers to children's learning ... 

Conversely, educational achievement contributes to health outcomes by 

developing the knowledge, skills and attitudes that are required for health 

literacy. Thus the goals of the health and education systems are closely linked. 

National Health and Medical Research Council, (1996, p.7). 
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This chapter started with an illustration of my own Professional Development journey as 

a means of providing important background information about some of the essential 

elements shaping my learning within the context of educational knowledge. It also 

demonstrates key growth points during my career, which have guided my own 

Professional Development, my understanding of the concept, and a transformation that 

has enabled me to craft my own knowledge and enable others to learn from my 

knowledge and experiences. To work in this capacity as outlined through examples in 

this chapter has been both a challenging and phenomenally rewarding experience for me. 

The next part of chapter 2 discusses the significance of tacit or experiential learning, 

which is an essential element of the MindMatters Professional Development program. 

As a former Physical Education teacher it gives me great pleasure to weave and fuse 

opportunities for participants to Iearn by doing' as they explore theoretical concepts in a 

fun, uplifting, dynamic, safe and supportive way. However the next challenge discussed 

herein, relates to transferring new knowledge and skills from the Professional 

Development site to the classroom and school environment, which as Michael Fullan 

(1 992) indicates is often the major barrier to success. 

Examples are then provided to illustrate what Professional Development is, how it links 

to life experiences, and the various types that add to the complexities of this otherwise 

seemingly simplistic subject, before providing a synopsis about the MindMatters 

resources reviewed through the Professional Development program. 

Next an historical perspective reviews and reflects on the past as a means of gaining 

increased understanding about the influences shaping Professional Development into the 

21 century. This is followed by a review of the literature surrounding Professional 

Development including barriers to implementation, in an attempt to determine what it is, 

and what constitutes 'effective' Professional Development, as this is the cornerstone of 

my research study examining the effectiveness of the MindMatters Professional 

Development program. 
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Finally, I have drawn together the threads from Chapter 1 to show that there is an 

important connection between Health and Education, illustrated by a Health Promotion 

program Mi,ulMatters, that sits within the confines of the school setting, and which is 

supported by both Health and Education systems. 

Chapter 3 provides an insight into Grounded Theory and the Qualitative Research 

methodology that I have chosen to use for the purpose of this research study, along with 

a description of my research design. 
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Chapter 3: The Grounded Theory Approach 

as it applies to MindMatters 



Chapter 3: The Grounded Theory Approach as this applies to 

MindMatters 

The previous chapter explored the literature surrounding Professional Development in 

an attempt to clarify the terminology and determine the elements that constitute 

effective' Professional Development. This information will assist in gauging how the 

MindMatters Professional Development program in the Northern Territory measures up 

to established research documentation and considered best practice in the field. 

As noted throughout Chapter 2, there is a vast array of variables that influence and 

confound Professional Development at a school, system, and personal level not the least 

of which are: time, funding, specific priority areas, standards, accountability, purpose, 

school/curriculum reform, societal/personal needs, leadership and change management 

processes. 

Consequently this research study will focus primarily on aspects related to MindMatters 

Professional Development workshops and follow-up in-school support, as a means of 

determining the program's effectiveness. This will be measured in terms of: 

Uptake of the MindMatters program in Northern Territory secondary schools 

• Use of MindMatters resources in Northern Territory secondary schools 

• Implementation of a whole school' approach via elements that constitute the 

Health Promoting School Model 

These outcomes have been selected because they are key objectives of the MindMatters 

Professional Development program. 

As a further measure of effectiveness' the 'degree of usefulness' of the MindMatters 

Professional Development program will be gauged by schools, to give an overall 

impression. 
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However the following elements are also being considered as they relate to aspects of 

the MindMatters Professional Development program and will assist in determining how 

effective this form of Professional Development has been over the period (2000-2004) in 

bringing about individual and school-based change. 

Capacity of teachers to transfer information from MindMatters Professional 

Development to their classroom practice 

Significance of role-modelling and experiential learning in MindMatters 

Professional Development, in terms of participants' abilities to apply the 

concepts and methodology in their own teaching/school practice 

Degree of attitudinal and 'health promoting' behavioural change in teachers 

and students following MindMatters Professional Development and 

involvement in the MindMatters program 

• Critical success factors necessary to bring about 'whole school' change in 

accordance with the Health Promoting School Model. 

This chapter will commence with a precis about MindMatters to determine its 

significance in relation to the study's aims outlined above. This will be followed by an 

overview of Qualitative Research Methods, discussion regarding an appropriate research 

framework or strategy for this study and description of Survey Research - its scope, 

design and methodology for the purpose of gathering meaningful data from Northern 

Territory secondary schools involved in MindMatters Professional Development. 

MindMatters - A Mental Health Promotion program for secondary schools 

MindMatters is a mental health promotion program for secondary school students and 

was developed in recognition of the need to address the mental health of young 

Australians. According to School Matters, the policy or framework document supporting 

MindMatters (2000, p. 9), almost 20 % of all children and adolescents in Australia are 

affected by mental health problems, with half of these showing impaired schooling and 
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social development. Depression is the most common mental health problem for young 

people with up to 24% having an episode by eighteen years of age, putting them at 

greater risk of suicide and self harm (Zubrick et al 2000). 

School Matters (2000), acknowledges that behavioural problems, eating disorders and 

the use and abuse of alcohol and other drugs has increased amongst young people. Of 

note also is the fact that students with mental health problems are five times more likely 

to have below-average academic competence when compared with non-affected students 

(Hawkins, Catalano and Miller 1992 Resnick et al 1997). 

Young people themselves acknowledge that self-esteem problems and major depression 

are key health concerns, (Fuller, 1998 Carr-Gregg and Shale 2002), which have been 

found to affect their schooling outcomes, social development, capacity to contribute to 

the workforce and rate of youth suicide. School Matters (2000, p.8). In addition there is 

Thwareness that mental health problems in students are associated with higher rates of 

truancy, suspension, exclusion, school alienation, and lower educational achievement" 

Schools identified as key settings to promote health enhancing attitudes and 

behaviours 

Research according to (Frydenberg 1997 Resnick et al 1993) has demonstrated that a 

sense of coiinectedness or attachment to school is a protective factor for young people. 

Therefore, schools engaging in MindMatters Professional Development are encouraged 

to acknowledge this and seek to provide increased on-going opportunities for student 

participation and contribution by fostering responsibility, real decision-making power 

and building a sense of ownership for what occurs in the classroom and school-

community. 

The MindMatters Professional Development process also attempts to provide similar 

types of opportunities for participants to explore theoretical information through 



experiential learning processes such as thinkJpair/share', brainstorm, role-play, values-

continuum, construction activities and exercises. Consequently teachers can review the 

significance of their teaching practice against current research findings, statistical 

information and modelling of renewed or suggested pedagogic practice/s. 

In this way teachers can reflect on aspects of the curriculum process put forward by the 

MindMatters facilitator who may for example, be discussing a positive classroom 

climate in order to build a sense of belonging, connectedness and self-worth amongst 

students. Examples illustrating this concept could include developing caring 

relationships by promoting a sense of respect and belonging amongst all individuals, 

building trust, offering support, and encouraging participation and interaction. A range 

of activities are then undertaken by participants which illustrate the significance of each 

of the concepts put forward, to increase understanding, encourage dialogue about 

considered usefulness in the classroom/school context, and facilitate ownership for 

remodelling in the classroom. 

It is envisaged that this process will support the uptake of the MindMatters program in 

schools because of teachers' increased understanding regarding the concepts 

underpinning resilience, and familiarity with the personal skills curriculum components 

required by students. These include problem-solving, effective communication/decision 

making, enhanced help seeking behaviours and increased emotional literacy. 

By addressing teaching style and methodological approaches used in classrooms it is 

hoped that students' engagement with schooling processes will be enhanced and their 

learning outcomes subsequently improved. In MindMatters terms such an outcome could 

be enacted by creating a positive atmosphere in classrooms where learning is guided by 

the use of interactive teaching strategies which cater for individual differences and a 

range of learning styles, so that students feel valued, engaged and learning is purposeful. 

MindMatters also aims to enhance students' resilience and sense of connectedness at 

school by encouraging teachers to set high but achievable benchmarks for all students. 
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Examples offered in the MindMatters Professional Development training to illustrate 

this point include offering guidance, increasing trust/confidence, providing 

affirmation/acknowledgement whilst building on the strengths of each student. 

In this vein MindMatters encourages schools and teachers to actively promote mutual 

respect and dignity, care and concern, and acceptance and celebration of diversity within 

the school-community" Sc/iou! Matters (2000, p. II). It also seeks to ensure that welfare 

and pastoral care roles and structures are imbedded in the school organisation so that 

staff and students are aware of the protocols for accessing support, and that 

links/partnerships with parents and community groups are improved. 

The MindMatters program is underpinned by the Health Promoting School Model or 

whole school' approach which acknowledges that school is a place where all members 

of the school-community work together to provide students with integrated and positive 

experiences and structures to promote and protect their health. National Fraineworkfbr 

Health Promoting Schools (1999). 

To support this process MindMatters Professional Development is offered to all 

members of the school-community including teaching staff, support staff, parents, and 

community members in order to raise awareness about the issues affecting students, their 

learning, and hence reach a common understanding about students' health and well-

being needs. 

According to Sc/iou! Matters (2000, p.  14) 

A Health Promoting School has been described as one that takes action 

and places priority on creating an environment that will have the best 

possible impact on the health of students, teachers and school community 

members; and which recognises the interaction and connection between 

its curriculum, policies, practices and partnerships. 
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One of the distinguishing features of MindMatters is that it is a universal program - 

developed to support the whole school' community as well as students identified at 

risk'. It is proactive in terms of creating a school environment that is conducive to 

promoting psycho-social competence and well-being for everyone and looking at ways 

to bring this about is part of the MindMatters Professional Development program. 

The Mental Health Promotion Model which encompasses this concept has been adapted 

from the World Health Organisation, 1994. 

Mental Health Promotion involves the entire school community and 

addresses the quality of school life for students and staff. The 

MindMatters program places a strong emphasis on this level of practice. 

It encourages all teachers to see themselves as teaching thr mental health 

by fostering a safe and supportive social and learning environment, 

providing a stimulating and challenging curriculum program and ethos 

conducive to mental health and learning. School Matters (2000, p. 20). 

Schools are therefore encouraged to complete the audits/surveys in School Matters, a 

policy and planning resource within the MindMatters materials, to determine 

gaps/weaknesses in programs, policies/procedures, and review/develop/implement 

accordingly to enhance student/staff welfare, and the creation of a safe and supportive 

school environment. 

Another feature of the program is that a series of curriculum materials have also been 

developed to support student learning about factors affecting mental/health and well-

being. They can be adapted and modified for use in all curriculum areas, but are most 

suited to English, Health Education. Studies of Society, Religious Education or Pastoral 

Care. 

The MindMatters resources have been developed to enhance students' resilience, life 

skills and sense of connectedness in an attempt to promote health enhancing skills, 
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attitudes and behaviours. As mentioned in Chapter 2 the MindMatters resources 

comprise: Enhancing Resilience 1: Communication, Changes and Challenges, 

Enhancing Resilience 2: Stress and Coping, A Whole School Approach to Dealing with 

Bullying and Harassment, Understanding Mental Illness, Loss and Grief A series of 

overarching documents or guides to support schools implement the program and 

processes include School Matters: mapping and managing mental health in schools, 

Educating for Lift': a guide for school-based responses to preventing self harm and 

suicide and Community Matters - working with dii'ersitv for well-being. 

Comprehensive yet flexible Professional Development program 

To increase teachers' awareness about the concepts covered in the MindMatters 

curriculum materials, a comprehensive Professional Development program has been 

developed utilising the work of researchers such as Bernard (1997). Frydenherg (1997), 

Mau (1992), Griffiths, Glassock and Rowling (1992). Elements drawn from the research 

focus on resilience, student alienation, coping and life skills. 

Information about issues affecting student performance and learning outcomes, risk and 

protective factors together with suggested strategies to support who1e school' 

involvement and change inclusively, is presented in a safe and supportive environment 

focusing on building connection, belonging and developing relationships. Teachers are 

encouraged to see the links between the theory and processes modelled, feel and 

experience the power derived from inclusive practices, and transfer this learning to their 

classrooms and school-community. 

A range of interactive teaching methodology is modelled throughout all MindMatters 

Professional Development workshops as a means of immersing participants in 

experiential learning to increase their confidence and competence to use the 

MindMatters materials in the classroom and school-community. 
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Following the initial two-day Mi,ulMatters Professional Development workshops for 

urban schools, subsequent sessions ranging in time from one, two or three hours, a full 

day. or any other suitable combination, have been offered to schools. The program is 

adjusted to suit the school, context, or specific needs, and as a facilitator of Professional 

Development I am acutely aware of issues affecting teachers and schools, and always 

attempt to be as flexible as possible in arranging workshops and follow-up support. 

Significance of this research study 

This research project has the potential to build on previous research in the area of Health 

Promotion activity in schools, particularly in relation to the importance of mental health 

promotion and student learning outcomes. The Ottawa Charter Jr Health Promotion 

(1986, p.7), acknowledges that "health is created and lived by people within the settings 

of their everyday life ...... The school therefore is a crucial setting in the life experiences 

of all people and has become a focus for promoting health literacy in a comprehensive 

way. As it is compulsory in Australia for children to attend school between the ages of 

five and fifteen (National Health and Medical Research Council Report (1996, p.vii), 

schools have the potential to provide unique opportunities for Health Promotion which 

can be sustained and reinforced over time. 

The research may also provide an incentive for further studies in the area of Health 

Promotion in educational settings, as well as valuable data and findings in relation to 

Professional Development, Professional Learning Communities, school change and the 

conditions needed to create improvements in student learning. It will also attempt to 

determine the critical success factors required in Professional Development to bring 

about whole school' change. 

The research will have implicit significance for students if the results demonstrate that 

the use of MindMatters has a made a difference to their learning and life options. The 

National Health Promoting School Strategy beginning in 1997 takes the view that both 
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education and health are compromised unless a school is a healthy place in which to 

live, learn and work. 

Indigenous school -communities involved in MindMatters Professional Development 

may also inform the research regarding the appropriateness, and or significance of the 

Professional Development methods and materials to use with Indigenous people. 

Making a start 

So begins the journey to determine the effectiveness of MindMatters Professional 

Development in Northern Territory secondary schools since the resource finalisation in 

2000 and roll-out to schools commencing in November 2000. 

In the Northern Territory it was decided initially by the MindMatters Reference Group 

(2000) to commence with a Train-the-Trainer approach and provide MindMatters 

training to a team of four personnel from urban secondary schools in the Alice Springs 

and Darwin regions. The teams from schools generally comprised two teachers, a school 

counsellor, nurse or parent, and the expectation was that on return to school the team 

would provide further Professional Development for their staff and commence 

implementing the MindMatters program. Approximately one hundred and forty 

participants including Principals, from twenty-six schools were involved in this Train-

the-Trainer process. 

Some two years passed before a full-time Northern Territory State-Based MindMatters 

Officer was appointed and commenced duty in April 2002. This person continues to 

provide MindMatters Professional Development workshops and follow-up in-school 

support at the time of writing (August 2004). 
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As I embark on this research I wonder whether we in Northern Territory schools have 

been enabled through the MindMatters Professional Development program and 

processes, to move towards a 'whole school' approach to health and wellbeing for all 

members of the school -community? 

Have we moved from "a focus on fixing individuals" ... "to creating health systems"? 

Have we shifted from "problems-based needs assessment to a belief in human potential 

for development, learning and well-being? Do we acknowledge that the "health of the 

helper is critical"? Enhancing Resilience 1, (2000, p.  9). 

My interpretation of questions such as these will be reviewed according to Qualitative 

Research Design and Analysis because of its interpretative and flexible orientation to 

impart a contextual richness through narrative description as opposed to statistical 

analysis and an emphasis on facts, relationships, and outcomes. I feel that using 

qualitative research methodology in the main will provide me with a deeper 

understanding about the social phenomena impacting on the MindMatters Professional 

Development process and hence its effectiveness in the Northern Territory school 

system. 

Some forms of quantitative analysis will also be used to determine for instance the 

percentage of schools implementing the MindMatters program. However, the results will 

be interpreted qualitatively to derive meaningful information from the statistical data. 

A Description of Qualitative Research in contrast with Quantitative Methods 

Qualitative Research is an umbrella term that covers a variety of social research styles, 

drawing from disciplines such as sociology, anthropology and psychology. 
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Krathwohl. (1993, p.740) states that qualitative research "describes phenomena in words 

instead of numbers or measures" whilst quantitative research "describes phenomena in 

numbers and measures instead of words". Krathwohl's description shows the distinction 

between the major forms of research in the way the data are presented. However both 

forms of research represent distinctly different approaches to understanding the world. 

According to Wiersma (2000, p.12) qualitative research "has its origins in descriptive 

analysis, and is essentially an inductive process, reasoning from the specific to a general 

conclusion". Whilst quantitative research "is mainly associated with deduction, 

reasoning from general principles to specific situations". 

Lancy (1993) acknowledges that qualitative research is typically thought of as a method 

with a set of procedures for conducting the research. However there are also underlying 

differences in the epistemologies of both types of research based on different paradigms 

or assumptions. For example "qualitative research in its purest sense follows the 

naturalist paradigm, that research should be conducted in the natural setting and that 

meanings derived from research are specific to that setting and its conditions" Wiersma 

(2000. p, 12). By contrast Wiersma (2000, p.  1 2) states that quantitative research "has its 

roots in positivism and is more closely associated with the scientific method .....with 

the emphasis being on facts, relationships and causes. 

Whilst quantitative research is more theory-based due to its deductive nature, qualitative 

research on the other hand may not emphasise a theoretical base for what is being 

studied at the beginning of the research. Wiersma (2000, p.  12) says that "a theory may 

develop as the research is conducted, if it does it may be changed, dropped or refined as 

the research progresses". If this is the case Wiersma ascertains that we have a "grounded 

theory", that is "a theory grounded on the data" rather than based on an a priori set of 

ideas, notion or system. However, if no theory emerges, "the research will be a-

theoretical, but will retain its descriptive value" Wiersma (2000, p.  12). 

Another reason I have chosen to use qualitative research methods is because it is 

"context-specific with the researcher's role being one of inclusion in the situation" 
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Wiersma (2000, P.  12). This in itself appeals to me having been the principal facilitator 

of MindMatters Professional Development in the Northern Territory and gaining an in-

depth grasp and holistic understanding of the program, resources, methodology and 

processes involved. Hence, I will be able to draw from an interpretive orientation of 

events relating to MindMatters Professional Development, and gain a contextual account 

that creates a meaningful theoretical perspective. The interpretive process - giving 

meaning to events and things is at the centre of qualitative practice, Rice and Ezzy 

(2001). 

Patton (1990, p.  7) captures the essence of this form of research stating "Qualitative 

inquiry cultivates the most useful of all human capacities - the capacity to learn from 

others". The opportunity to produce integrative accounts from MindMatters participants' 

experience and action and so generate analyses, demonstrates a flexible approach that 

"document the world from the point of view of the people studied", Hammersley and 

Atkinson (1992. p.  45) thus supporting the validity of the data. 

In the past decade Rice and Ezzy (2001, p.  4) concede that "qualitative methods have 

been increasingly accepted as providing valuable data for health researchers". They state 

that "qualitative methods are particularly relevant to the new public health, given its 

emphasis on the need to both describe and understand people". It also seems fitting to 

note that qualitative methods "can also play an important role in facilitating the 

dissemination of research findings", Duhl and Handcock (1988, p.  7). Interestingly the 

same researchers claim that "unless data are turned into stories that can be understood by 

all, they are not effective in any process of change, either political or administrative". A 

gratifying analogy considering the significance of narrative discussed in Chapter 2, as it 

provides the means for capturing events in writing or through conversation and dialogue 

as a methodological tool used in MindMatters Professional Development. 

Rice and Ezzy (2002, p.5) claim that it is "crucial to understand people's health agenda 

and experience from their perspective" so "qualitative methods and the interpretive data 

generated from them are, therefore, invaluable" 

77 



In conjunction with this view Smith (1987) indicates that qualitative research is based on 

the notion of context sensitivity. This is grounded on the belief that a particular physical 

and social environment has a great bearing on human behaviour - an opinion I also share 

and hope to validate in school-specific contexts across the Northern Territory....From 

the Top End including Bathurst Island. to Ltyentye Apurte or Santa Teresa in Central 

Australia, Yirrkala in Arnhem Land located in the north east of Australia. to Port Keats 

or Wadeye south west of Darwin and schools in between. 

According to Jennifer Mason (2002, p.  1) qualitative research is "a highly rewarding 

activity because it engages us with things that matter, in ways that matter". Mason goes 

on to add 

Through qualitative research we can explore a wide array of dimensions 

of the social world, including the texture and weave of everyday life, the 

understandings, experiences, imaginings of our research participants, the 

ways that social processes, institutions, discourses or relationships work, 

and the significance of the meanings that they generate. 

We can do this qualitatively says Mason (2002, p. 1) "by using methodologies that 

celebrate richness, depth. nuance, context, multi-dimensionality and complexity". Thus 

developing compelling arguments about "how things work in particular contexts" and 

producing well founded "cross-contextual generalities". 

The search begins for a suitable research method 

For the context of this research study it is important to note that there are a variety of 

qualitative research, theoretical perspectives (symbolic interactionism, hermeneutics 

postmodernism), and although there are some common research design characteristics 

across the different qualitative research forms, the approach is generally flexible. 
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However, before discussing the components of qualitative research design it is important 

to recognise the epistemology of qualitative research - understanding that it is more than 

utilising research techniques. It is a form of research with underlying assumptions and 

basic ideas about how the research should be conducted. Wiersma (2000, p.  198-199) 

identifies the underlying epistemology of qualitative research as follows: 

• Phenomena should be viewed holistically. 

• The researcher operates in a natural setting because of the concern for 

context and, to the extent possible, should maintain an openness about 

what is observed, collected in order to avoid missing something 

important. 

It is the perceptions of those being studied that are important, and to 

the extent possible, these perceptions are to be captured in order to 

obtain an accurate rneasure' of reality. 

A priori assumptions, and certainly a priori conclusions are to be 

avoided in favor of post hoc conclusions. Assumptions and 

conclusions are subject to change as the research proceeds. 

• Phenomena in the world are perceived as a somewhat loosely 

constructed model, one in which there is flexibility in prediction 

and one which is not run in a mechanistic manner according to a set 

of laws. 

Wiersrna (2000, p.  199) adds "the epistemology of qualitative research provides the 

underpinnings for how qualitative research is conducted - how data are collected and 

analyzed and how conclusions are reached". 

Hence the reason for selecting qualitative research to examine the effectiveness of 

MindMatters Professional Development in the Northern Territory. 
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Denzin and Lincoln's (1994, p.2) acknowledgement that qualitative research is "multi-

method in focus, involving an interpretive, naturalistic approach to its subject matter" 

confirms my difficulty in selecting one distinct qualitative form as the basis of my 

research methodology for this study. This is further exemplified in Denzin and Lincoln's 

(1994, p.  2) definition which states that "Qualitative research involves the studied use 

and collection of a variety of empirical materials - case study, personal experience, 

introspective, life story, interview, observational and visual texts .. 

Creswell (1998 p.  4) substantiates my dilemma by concurring that "those undertaking 

qualitative studies have a baffling number of choices of traditions". He goes on to add 

that one can gain a sense of this diversity by reviewing several classifications or 

typologies such as Tesch (1990) who organised twenty-eight qualitative approaches 

according to the interests of the investigator. Wolcott (1992) classified approaches 

according to data collection, whilst Miller and Crabtree (1992) organised eighteen types 

according to the domain of human life of most concern to the researcher. Interestingly in 

the field of education, Jacob (1987) categorised qualitative research into traditions such 

as ecological psychology, symbolic interactionism and holistic ethnography. It also 

makes sense that qualitative research inquiry should be organised into discipline 

perspectives such anthropology, sociology, cognitive psychology and history, which is 

the approach undertaken by Lancy (1993). 

Horses for courses - choosing a theoretical tradition 

In order to view the effectiveness of the MindMatters Professional Development 

program in the Northern Territory in its holistic complexity and taking account of the 

multiple dimensions impinging upon it, this research study will draw from sociologists' 

grounded theory and education's survey research in the main. However, it may also be 

influenced by theoretical constructs espoused by psychologists in terms of 

phenomenology and anthropologists' ethnography. 
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The grounded theory' format is useful in this research context because it can be 

modified and adapted to suit the needs of the researcher and the topic of study. As 

Denscombe (2003. p.  109) states "there has been a tendency for researchers to adopt and 

adapt grounded theory and use it selectively for their purposes". However in accordance 

with Barney Glaser and Anseim Strauss who first articulated the theory in 1967 this 

research will also attempt to develop or generate a theory which can be related to the 

context of the phenomenon being studied. In this case it is Professional Development 

related to the MindMatters program. 

What makes this approach inherently beneficial for this study is that the development of 

a theory can be grounded' from the data gathered in the field - especially in terms of 

the "... actions, interactions, and social process of people" Creswell (1998, p.56) making 

up the Professional Development process. Martyn Denscombe (2003, p.1  10) states that 

"this approach directly challenges the value of theorising at a high level of abstraction 

and then, doing some empirical work to see if the theory actually works". 

Glaser (1999, p.840) adds "grounded theory tells us what is going on, tells us how to 

account for the participants' main concerns, and reveals access variables that allow for 

incremental change. Grounded theory is what is, not what should, could or ought to be 

Grounded theory appeals to this study because the concepts and theories "are 

systematically worked out in relation to the data during the course of the research", 

Glaser and Strauss (1967, p.  6). Its flexible approach suits the nature and context of the 

topic being researched and the participants or teachers involved in the process. 

Education and teaching are not static entities in themselves and the fluidity of a 

grounded theory approach enables the research to be undertaken in a way that suits 

schools, teachers and the researcher. 

Strauss and Corbin (1994), suggest that a theory is a plausible relationship among 

concepts and sets of concepts which can be developed by the researcher and articulated 

via narrative, visual picture or series of hypotheses or propositions. Indeed, visual 



representation in the form of DVD footage of MindMatters Professional Development 

will accompany this descriptive narrative to demonstrate my involvement in the 

MindMatters Professional Development process, and the inter-relationship between 

theory and practice in the field. This will also fulfil the requirement of the Rules for the 

Degree of Doctor of Teaching. 

Another element of the grounded theory approach which suits this study is its insistence 

"that the researcher should undertake data collection in the field, not only as the starting 

point of the research, but throughout the course of the research as well", Denscombe 

(2003, p.  110). In this way modifications and adjustments can be made to the research 

design as each new phase of investigation reflects what has been discovered and opens 

up new avenues of enquiry to be explored. 

The importance of an open mind using grounded theory is also emphasised by Glaser 

and Strauss (1967, p.  33) who state that the researcher should "study an area without any 

preconceived theory that dictates, prior to the research, relevancies in concepts and 

hypotheses". Suflice it to say an open mind is not a blank mind on a subject. 

It is informed about an area, even quite aware of previous theories that 

may apply, but does not approach the analysis of data using preordained 

ways of seeing things. It avoids using previous theories and concepts to 

make sense of the data and thus is open to discovering new factors of 

relevance to an explanation in that area. (Denscombe, 2003, p. 112). 

This concept also reinforces the usefulness of applying a grounded theory approach for 

the purpose of this research study, as the MindMatters program including the 

Professional Development component has only been in operation in Northern Territory 

schools since November 2000, and hence, existing theories from which to draw are 

scarce. Consequently, having an open mind and being able to determine and articulate 

significant elements that constitute effective Professional Development from the point of 

view of the practitioner is really of paramount importance in this instance. 
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The grounded theory approach has its roots in pragmatism, whose guiding philosophy is 

clearly acknowledged by Glaser and Strauss (1967). Pragmatism places great emphasis 

on the practical rather than the abstract when it comes to issues of knowledge and truth. 

Again this appeals to the educator in me, operating on the premise that "the value of any 

theory can only be gauged by how well it addresses real practical needs and how well it 

works in practice". (Denscombe, 2003, p.  112). 

Locke (2001, p.  59) supports this view stating that 

Grounded theory acknowledges its pragmatist philosophical heritage 

insisting that a good theory is one that will be practically useful in the 

course of daily events, not only to the social scientists, but to laymen. In a 

sense, a test of good theory is whether or not it works on the ground. 

Strauss and Glaser (1967, p.249) state .....people in situations in which a grounded 

theory has been generated can apply it to the natural course of daily events". In this 

sense I am hopeful that the theory generated from this research will ultimately support 

teachers and schools to engage with, and incorporate social and emotional well-being 

constructs into their teaching repertoire to enhance student learning outcomes. I also 

believe, that the evidence gathered through a grounded theory approach will have the 

capacity to enhance research in this area, and I am hopeful that it will encourage 

stakeholders including funding providers, policy makers, and administrators to recognise 

the need for effective Professional Development. 

Another reason for utilising grounded theory for this research stems from the notion that 

this approach suits the focus on human interaction that is needed to examine the 

effectiveness of a process involving people, albeit Professional Development. 

Denscombe (2003, p.  11 3) reiterates this view by acknowledging that grounded theory is 

appropriate for social research attempting to "investigate the subjective meanings that 

people use when interacting with others in specific settings". 
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Denscombe suggests that this process relates to Glaser and Strauss' early research and 

use of "symbolic interactionism" 

"Symbolic interactionism has its roots in American sociology, in contrast to the 

European philosophical focus of phenomenology and the anthropological origins of 

ethnography", Rice and Ezzy (2001, p.17). Of particular relevance for me here is the 

significance related to how people construct action on the basis of making meaning from 

objects or encounters they experience - in this case Professional Development. 

Mead (1934. p.  1 37) relates this concept to the process of role-taking wherein "a person 

imagines how they themselves appear to others, thus becoming a symbolic object to 

themselves" so that self becomes an object of itself. People then respond to themselves 

on the basis of the meanings they give to their actions through the process of role-taking 

which I believe is also inherently related to experiential learning. Blumer (1969) extends 

Mead's analysis of meaning emphasising the in-process' of meaning by acknowledging 

that meanings are continually being created, recreated and modified through interaction. 

The importance of symbolic interactionism from the perspective of this research is that 

we need to look at the significance of the experience/s people place on aspects of the 

Professional Development process. This in essence relates to how participants make 

sense or meaning from the processes they are immersed in during MindMatters 

Professional Development and their ability to transfer knowledge, skills and 

understanding from an a-typical situation to the classroom and school. 

Symbolic interactionism I believe, holds a consequential key to learning for each 

individual who allows the self to be "continuously created and recreated in each social 

situation one enters, held together by a slender thread of memory". Berger (1975, p. 

124). Symbolic interactionists according to Rice and Ezzy (2001, p. 18) argue that 

"experiences take on meaning as they become symbolically significant through shared 

interaction". 
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It is hoped that focus group interviews with key MindMatters informants will yield 

important information that is recognisable to those involved, and which signifies how 

they see Professional Development, not just how Professional Development is seen from 

an outside observer (Layder 1993). This is broadly in line with a phenomenological 

concern with subjective experience, and also in tune with Glaser and Strauss who also 

regarded themselves as phenomenological in orientation (Denscombe, 2003. p.  114). 

As Becker (1992, p.  7) says "phenomenologists study situations in the everyday world 

from the viewpoint of the experiencing person". I also feel that it is important to use a 

phenomenological perspective in this study and describe the meaning from the 

experiences of Mi,idMatters participants regarding concepts or phenomena, such as 

experiential learning, to determine its impact in the MindMatters Professional 

Development regime. 

Al though there are discreet versions of phenomenology (existential/hermeneutic) the 

traditional approach developed by Edmund Husserl is steeped in the discipline of 

philosophy. Husserl's (1931) transcendental phenomenology aims to discover the 

fundamental aspects related to the experiences of individuals. An example of this 

approach would be to view the essence of the experience of being bullied, as opposed to 

looking at the extent of bullying in schools. The purpose of this approach according to 

Denscombe (2003, p.  104) is to use the essence of the experience at an individual level 

as a starting point".., as a means of getting a clearer picture of the essential qualities of 

the experience that exist at a general level". 

Creswell (1998, p.  52) outlines Husserl's underlying purpose of a phenomenological 

approach wherein he states 

Researchers search for the essential, invariant structure (or essence) or the 

central underlying meaning of the experience and emphasise the 

intentionality of consciousness where experiences contain both the 
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outward appearance and inward consciousness based on memory, image 

and meaning. 

Contrasting the European version of phenomenology is the North American 

interpretation which is more commonly linked to the disciplines of sociology, 

psychology, education, business and health studies Denscombe (2003, p.104). It 

emanates from the work of Alfred Schutz who was "primarily interested in the mental 

processes through which humans make sense of the many things they experience" and 

the ways in which they interpret the social world. This phenomenological approach 

retains a concern for the experience, but incorporates elements of pragmatism and social 

interactionism into the approach and is comfortable in describing what is being 

experienced rather than attempting to uncover the essence of what is meant by the term. 

This approach also places value on describing individuals' experiences for their own 

sake rather than putting them aside to identify the universal essence of the phenomenon. 

A distinguishing feature of phenomenology relates to the way in which individuals 

experience a phenomenon. This is usually via way of the senses, and it is experienced 

directly rather than being conceived of in the mind as an abstract concept or theory. A 

phenomenon according to Denscombe (2003, p.  97), --is something that stands in need 

of explanation". The phenomenon at the heart of this research relates to the effectiveness 

of the MindMatters Professional Development program. 

Hence, a phenomenological approach will be utilised to determine the meaning and 

impact of real life Professional Development experiences as a means of providing an 

authentic, humanistic perspective relative to MindMatters participants. 

However, because of Indigenous or Aboriginal involvement in the MindMatters 

Professional Development program and my desire to capture the essence of what 

effective Professional Development means for this group of people, I am also mindful of 

the need to be conversant with the principles of Ethnographic Research. 
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Although the term ethnography literally means a description of peoples or cultures 

"researchers frequently use the term in seemingly different ways" according to (Berg 

2001. p.  133). Whilst Spradley (1979, p.  30) explains that "... ethnography is the work 

of describing a culture, Zigarmi and Zigarmi (1980) refer to ethnographers as virtually 

anyone who enters the natural setting to conduct field research. Ellen (1984) and 

Stoddart (1986) suggest that ethnography encompasses the end product of field research 

or the written account of observations. 

Rice and Ezzy (2001, p.  1 3) state that "ethnography is more closely associated with 

anthropological research than with sociological research". In fact ethnography is 

sometimes described as what anthropologists do, Geertz (1973). It is argued that 

ethnography is not defined by the techniques it employs such as participant observation 

and interviews, but on "thick description" which focuses on detail and background 

information, Geertz (1973 p.  5). In this way, it aims to explain patterns of life and make 

meaning from the cultural frameworks that affect peoples' actions in their own particular 

contexts. 

For the purposes of this research study I will interpret and present my findings regarding 

Indigenous perspectives relating to MindMatters Professional Development from a 

cultural viewpoint. This will coincide with Malinowski (1922, p.  25) who states .....to 

grasp the native's point of view, his relation to life, to realise his vision of his world". I 

am particularly interested to find out if the Aboriginal teachers with whom I have 

worked understand the information that has been presented to them, if they find it 

realistic or acceptable to their world view and if the methods used to convey this 

information are suitable for Indigenous people. 

I hope to mirror Martyn Denscombe's (2003, p.  85) view of ethnography wherein he 

states 

There is some acknowledgement that the ethnographer's final account of 

the culture or group being studied is more than just a description - it is a 
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construction. It is not a direct reproduction, a literal photograph of the 

situation. It is, rather a crafted construction which employs particular 

writing skills (rhetoric) and which inevitably owes something to the 

ethnographer's own experience. 

Research design - using a Survey Approach 

Survey research according to Wiersma (2000. p.  157) "is the single most widely used 

research type in educational research" and it suits the focus of this research study from 

an ex post facto perspective or as something done afterwards. In this case the research 

study is retrospectively reviewing the effectiveness of the MindMatters Professional 

Development program which commenced in the Northern Territory in November 2000. 

This fits with Cavanagh's (1992, p.152) description of retrospective design wherein he 

states that " ... respondents questioned at a single point in time attempt to reconstruct 

their actions at various earlier times". Cavanagh goes on to add "... in recording the 

retrospection there is room for validation, qualification and quantification". 

In ex post facto research, variables are studied retrospectively in search of possible 

relationships and effects which in this case involve the content and methodology of the 

MindMatters Professional Development program, delivered by a trained MindMatters 

facilitator via various approaches to fit with school requests and contexts. For example 

train-the-trainer', whole school' Professional Development, workshops for small 

groups of staff, coaching and mentoring, in vastly different school contexts across the 

Northern Territory ranging from comprehensive urban schools to remote or bush' 

schools. These variables have not been manipulated by the researcher and therefore are 

said to be operating in natural settings. An idea of what this entails, including a map of 

the Northern Territory will be provided in Chapter 4. 

One of the main reasons for using survey research as a strategy for this study is that it 

provides the opportunity to gain wide and inclusive coverage from teachers working in 
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the field, at a specific time and in a cost-effective way. A major advantage of this 

approach is the breadth of coverage that can be achieved across the Northern Territory 

whilst attempting to gather a representative sample of teachers involved in MindMatters 

Professional Development, and hence, give credibility to generalised statements made 

on the basis of the data gathered. The main methods for gathering data for this research 

study will include postal questionnaires and focus group interviews. 

As an approach to social research, my emphasis will be on producing data, based on 

real-life observations - that is based on empirical data. At the same time I hope to gather 

information which provides a snapshot of the uptake of the MindMatters program in 

schools in a relatively short period of time, which will allow me to fine-tune the 

participant questionnaires and focus group formats as I proceed. The survey format also 

lends itself to quantitative analysis, which will be undertaken to ascertain the percentage 

of schools utilising the MindMatters materials and concepts. 

Although posting questionnaires will save me an inordinate amount of time, as distances 

between schools involved in MindMatters Professional Development in the Northern 

Territory are vast, one of the drawbacks of receiving postal questionnaires cold' 

according to Denscombe (2003) is the low response rate. Hence, I plan to telephone and 

speak to each school Principal to explain the study before posting the questionnaire. 

Target audience and sampling 

The primary target audience for this research study is teachers working in Northern 

Territory secondary schools (including schools with secondary enrolments such as Area 

Schools, and Indigenous schools or Community Education Centres) who have taken part 

in MindMatters Professional Development. 

Teacher focus groups will also be undertaken in the two major regions of the Northern 

Territory (Alice Springs and Darwin) following receipt of questionnaires, to gather more 
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in-depth information and validate the data from 'key informants' involved in 

MindMatters Professional Development. 

Face-to-face interviews will also be undertaken with Indigenous teachers and Aboriginal 

and Islander Education Workers with whom I have been working during the course of 

MindMatters facilitation, and with whom I have developed a respectful relationship. 

This is not to bias the research, but to acknowledge the importance of Indigenous culture 

whereby trust has been established, assisting in open, honest dialogue about the 

strengths and weaknesses of the MindMatters Professional Development program and its 

appropriateness for Indigenous people. However, I am also acutely aware of Aboriginal 

peoples' shyness and so will attempt to conduct the interviews at a convenient time and 

place with groups and individuals in the most unobtrusive manner possible, in line with 

the ethics requirements of Charles Darwin University. 

I am also interested in gathering feedback from students who had been involved in the 

MindMatters program and plan to hold focus groups as a means of providing students 

with the opportunity to have input, and thus demonstrate the significance or otherwise of 

MindMatters materials, concepts and methods. This will also enable me to see if a 

connection exists between the MindMatters Professional Development program, take up 

in the classroom, flow on to students in terms of their sense of well-being, and 

attitudes/behaviour relative to their learning and life options. 

Student focus groups will be held in the major regions of the Northern Territory (Alice 

Springs and Darwin) to gather a cross sectional sample of the population in a cost-

effective way. 

I have chosen to use purposeful sampling for this research study because of the need to 

gather 'inforniation rich', Wiersma (2000. P. 285) data from schools, teachers and 

students. Denscombe (2003. p. 15) says that with purposive sampling the "sample is 

handpicked for the research" and the term is applied "to those situations where the 
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researcher already knows something about the . . . people or events ... to produce the 

valuable data". 

As the chief facilitator of the MindMatters Professional Development program in the 

Northern Territory I am aware of the schools and teachers involved in all aspects of 

MindMatters Professional Development. Hence, my knowledge allows me to ask 

Principals in the Catholic, Independent and State school systems to take part, and meet 

the needs of my research inquiry. 

I have also chosen to use purposive sampling because as Wiersma (2000, p.  200) states 

the units under study (in this case schools) "... are selected . . .because of their 

characteristics relative to the phenomenon under study, rather than being selected 

randomly" and having no relevance to the research being undertaken. 

Hence the research will be performed in the following way: 

• School Survey: A brief set of questions that will indicate whether schools have 

implemented MindMatters, in what ways and to what extent across the Northern 

Territory. This survey can be completed by either: the Principal, a teacher, or group 

of teachers involved in MindMatters Professional Development. 

• Participant Response: Two volunteers from each Northern Territory secondary 

school involved in MindMatters Professional Development will be invited to 

complete a more in-depth questionnaire. This will allow the researcher to gather 

information pertaining to the relevance of information presented, methodology used, 

and transferability of concepts and materials for classroom/school use. 

• Teacher Focus Group: Following return of coded surveys (for 

location/confidentiality purposes) key informants, for example a MindMatters co-

ordinator, teacher, or core team' member, will be invited to attend a one hour focus 

group session in Alice Springs or Darwin. Open-ended questions will focus on 

aspects related to the Professional Development program to validate 
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school/participant surveys, and discuss key concepts relative to program uptake or 

otherwise. 

• Student Focus Groups: A one-hour session will be held in Alice Springs and Darwin 

for student volunteers who have been involved in MindMatters. A series of open-

ended questions relating MindMatters content, methodology, school ethos (related to 

safe and supportive school environment) attitudinal/behavioural changes relative to 

self, health, learning and life options will be discussed. 

• Indigenous Teachers: Face-to-face interviews will be offered to Indigenous teachers 

and Aboriginal and Islander Education Workers involved in MindMatters 

Professional Development on a one-to-one or group basis in line with their needs. 

No time limit has been set and the interviews will be conducted informally - 

focusing on aspects of the MindMatters Professional Development program and its 

suitability for Indigenous people and transferability to their cultural contexts. 

It is anticipated that approximately forty schools and 150 participants will take part in 

this research study. I have also taken into account information from the literature 

including Wiersma (2000, p.  288) who states that "sample sizes in qualitative research 

are typically small". He also adds in relation to the number of individuals or subjects 

necessary for the research "there is no general answer . . . very likely it is not possible at 

the beginning of the research to specify a number and intermittent sampling is 

COflh1T1Ofl'. 

Hoinville et al (1978) talks about the complexity of competing factors such as resources 

and accuracy when discussing sample size and indicates that decisions tend to be based 

on experience and good judgement rather than relying on a strict mathematical formula. 
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Using a grounded theory approach will also allow for greater flexibility and the 

opportunity to modify and adjust my sampling protocols as I proceed, if necessary. 

Glasser and Strauss (1967) acknowledge that the qualitative research process is one of 

discovery rather than the testing of hypotheses to which Lincoln and Guba (1985) 

adhere, as they describe the process as emergent and sequential. 

In the event of non-response to the surveys a follow-up phone call or letter will be sent 

to school Principals as a reminder. Should further follow-up be required, a letter 

including copies of the surveys will be resent to schools as a means of reducing the 

possibility of bias from reduced numbers of respondents. 

Focus groups will provide another means of gathering reliable information from 

MindMatters participants. This in essence will form the basis of the triangulation process 

to minimise bias and validate claims in accordance with accepted research methodology. 

As Berg (2001, p.5) notes "for many researchers, triangulation is restricted to the use of 

multiple data-gathering techniques (usually three), to investigate the same 

phenomenon". Students' feedback from focus groups will also attempt to relate and 

cross-validate the findings, as will interviews with Indigenous respondents. 

As part of the research design, an information letter explaining the purpose of the 

research and the methods required for conducting the research, will be sent to the 

Principal of schools taking part in the study. In line with Human Ethics Approval I have 

developed a Plain Language Statement detailing the purpose of the research, benefits of 

the study, outline of school's role in the research, information pertaining to discomforts. 

confidentiality, and freedom to withdraw. Contact information is also included with the 

covering letter. 

Copies of this information, as well as consent forms, surveys and focus group questions 

are included in the Appendices section of the thesis. 
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All participants in this research study will be expected to complete a consent form, after 

reading the Plain Language Statement hence giving their informed consent to take part. 

This is the only place where names of participants will be recorded. Confidentiality is 

assured and no names or personal details will be recorded on the survey/questionnaire 

forms, which will be stored securely and separately from the consent forms. 

Schools will not been identified according to distinguishing characteristics. Audio-tapes 

will be numbered and a separate list of corresponding numbers with names of 

interviewees and field notes will be stored securely and separately from the audio-tapes. 

As a further nieans of maintaining anonymity pseudonyms will be used. 

Participants may contact me at any time regarding the progress of the research study, or 

if they wish to withdraw their consent. Thus, my contact details have been included in 

the Plain Language Statement and also the information letter to Principals. Participants 

can also review interview transcripts and will be given the choice to remove any 

information they have provided if desired. If a participant withdraws consent, or dies 

during the course of this study, all references to this person will be disregarded and 

struck from the record. This is particularly important in the case of Indigenous 

participants as it demonstrates respect for Indigenous culture and customs. 

The above also applies to individuals involved in video-taped workshops being used to 

demonstrate aspects of the Minc/Matters Professional Development program for the 

Practical Thesis component of this research study. This practical aspect of the research 

will provide examples of experiential learning and teachers in action, methods used to 

convey key concepts, and ideas that underpin MindMatters, as well as the fun side of 

learning which enhances memory and heightens emotions and our sense of well-being. 

"What actually separates qualitative research and gives it its distinct identity is the fact it 

has its own special approach to the collection and analysis of data. In fact the 

"researcher's self plays a significant role in the production and interpretation of 

qualitative data" Denscombe (2003, p.  268). 
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Whilst I accept that my identity, values and beliefs will shape the production and 

analysis of the research data regarding Professional Development I am also aware that 

personal prejudices may cloud the research process and I will need to be objective. 

There is general consensus however, amongst qualitative researchers that the 

"researcher's self is inevitably an integral part of the analysis, and should be 

acknowledged as such" Denscombe (2003, p.  268). 

In accordance with a grounded theory approach I recognise that concepts, categories and 

themes will be identified and developed while the research is being conducted and that 

concepts will form the basic units of analysis. These will then be grouped and related to 

form more abstract categories before identifying relationships between the categories as 

a means of developing what Glaser and Strauss (1968) call a formal theory'. 

At the heart of grounded theory and thematic analysis is the process of coding, sorting 

and organising data. Strauss and Corbin (1990) describe three main coding procedures 

including open coding, axial coding and selective coding, which although not always 

necessary - also follow a developmental path. 

Open coding involves comparisons between events, actions and interactions whereby the 

researcher searches for differences and similarities and applies conceptual labels as a 

means of grouping into categories. The data is conceptualised in a way that exposes 

social processes. As Strauss and Corbin (1990. p.  63) put it "by breaking down and 

conceptualising we mean taking apart an observation, a sentence, a paragraph and giving 

each discreet incident, idea or event, a name, something that stands for or represents a 

phenomenon". 

After initial categories and relationships have been developed during open coding 

processes "axial coding puts those data back together in new ways by making 

connections between a category and its sub-categories" Strauss and Corbin (1990, p.  97). 

In effect axial coding involves scrutinising the codes to ensure that each one is fully 

elaborated and delineated. 
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"Selective coding is the process by which all categories are unified around a core 

category" Strauss and Corbin (1990, p.  14). The codes or categories are compared, and a 

central or core code may be identified that provides a theoretical point of integration for 

the study. Some qualitative researchers dough (1992) and Denzin (1997) however, 

reject the idea that there should be a core code preferring instead to encourage 

complexity and multiplicity of interpretations. 

In the following description Orona (1990. p.  1250) talks about how she analysed and 

coded her data using grounded theory as follows 

I found that if I worked quickly, without too much ruminating, I could 

come to first impressions. This seemed to be an important first step for 

me. I then went back and more slowly re-read the interviews to see if my 

first impressions fit and to conceptualise the data ... after several runs I 

began to see definite conceptual categories emerging. 

For the purposes of this research study I will commence my analysis by collating raw 

data with a unique serial number or code for reference purposes (audio-tape, field notes 

and transcripts) and allow for comments and notes to be added alongside. 

The next step will involve open coding and categorising the data into units for analysis. 

Coding may be in the form of words, ideas or events, from which I will place into 

categories. Initially, the units and categories or phenomena will not be of rigid 

importance, as they may be the subject of change and refinement as the research 

proceeds. Indeed this was the case with Indigenous groups of people. 

Due to my vast experience working and interacting with Indigenous people, together 

with a review of the literature I was able to identify some categories initially. These 

phenomena were refined following further discussions with Indigenous - specific groups 

such as Focus Groups - as my research progressed. 

96 



A constant process of reflection and interpretation of data from the questionnaires and 

focus groups will assist me to identify "patterns and processes, commonalities and 

differences". Miles and Huberman (1994), p.9) as a 1 examine the data for themes and 

interconnections between the units and categories that emerge. These will be validated 

via triangulation in the final instance through the focus groups and interviews, so that I 

am able to explain the themes and relationships through a refined set of generalisations. 

In the final instance my conclusions and recommendations will be based on my findings 

from data gathered in the field, that is from teachers working in schools and students 

whose lives and learning outcomes are influenced to a greater or lesser degree by 

teachers and school contexts. In other words, "the data and analysis are grounded ... in 

reality" Denscombe (2003, p.  280). 

If new theories should emerge they will be compared with existing theories in an attempt 

to compare and explain their reason for being, amidst a narrative of thick description 

which illuminates the intricacies and subtleties of Professional Development as a social 

construction of people and their school life. 

And so in September 2004. I begin my quest to find out about the 'Effectiveness of 

MindMatters Professional Development in the Northern Territory'. I hope to complete 

the research and write-up early in 2005 before putting the editing touches on the audio-

visual component of my Practical Thesis for examination in early 2005. 

The illustrative nature of the DVD, depicting a range of aspects associated with 

MindMatters, attempts to demonstrate the theoretical constructs of the program in an 

appealing format as: 

It is more important in the long run to think in terms of having ideas and using 

ideas than to become unduly occupied with the logic of inquiry, or with the more 

daunting connotation of theory and theory construction. A lot of people find 

theory a rather daunting prospect, not least because the social and cultural 
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disciplines too often celebrate grand theories that seem to have little contact with 

the empirical data of field research. Equally, there is too great a reverence for 

difficult, obtrusive theorising that does little or nothing to illuminate the realities 

of everyday social life. What are needed are the generation and imaginative use 

of ideas that guide our exploration and interpretation of the social world. Coffee 

and Atkinson (1996, 156). 

As I reflect on the data in theoretical and conceptually inspired ways, I hope to weave 

the empirical influences and my own experiences into a text allowing 

• . . the reader to re-experience the events in question, coming to see the truth of 

the narrative that contains them. This truth is not based on the mimesis, but 

rather is grounded in the process of self-formation and self-understanding ... a 

perform an ce- based storytelling, listening, and hearing framework (that) is 

privileged. Truth is fl-agile - a co-production and an interactional experience 

lodged in the moment that connects the reader as audience member and co-

performer to a performance text. Denzin (1997, 267-268). 

So the journey begins • . . to explore truth as it relates to MindMatters in the Northern 

Territory. 

This chapter commenced by highlighting key outcomes and elements of MindMatters 

Professional Development being considered as part of the program's effectiveness in 

supporting schools and teachers implement MindMatters in the Northern Territory 

secondary school system. 

As a means of demonstrating the significance of MindMatters and its relative 

importance to schools, meaningful research data were provided from the School Matters 

resource, before attempting to show the links between the underlying principles of 

MindMatters and the corresponding Professional Development program. 
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Consideration was then given to the importance of this research study before discussing 

the reasons for selecting a Qualitative Research method using a Grounded Theory 

approach and its suitability for this research. A range of approaches including symbolic 

interactionism. phenomenology, and ethnography were included to demonstrate their 

relational links with MindMatters Professional Development, and usefulness as part of 

the Grounded Theory approach in ascertaining the effectiveness of MindMatters 

Professional Development in the Northern Territory. 

Finally, the Research Design (including information about the use of Survey, target 

audience for this study, sampling methods, and thematic analysis or the process of 

coding, sorting and analysing the data) has been elaborated upon to demonstrate the 

extent of the processes being considered as part of the research. 

Chapter 4 provides a descriptive analysis of the data gathered. 
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Chapter 4: Effectiveness of MindMatters Professional Development 

in the Northern Territory - Analysis of the Research Data 

In this chapter I will critique the results obtained from 33 secondary schools taking part 

in this research study to determine the effectiveness of MindMatters Professional 

Development in the Northern Territory. 

Although the number of Northern Territory secondary schools participating may appear 

to be low, in actual fact it represents an 87 per cent response rate for this study with only 

five schools not responding. As Wiersma (2000, p176) says "the validity of survey 

research involving questionnaires depends on the response rate and quality of response 

of course the greater the response rate, the better the survey". Wiersma adds 

"generally when surveying a professional population. 70 per cent is considered a 

minimum response rate". 

Only Northern Territory secondary schools involved in MindMatters Professional 

Development during the training period (2000-2004) were invited to participate in this 

research study. This represents 38 out of a total of 61 secondary schools. The remaining 

secondary schools or schools with secondary enrolments are located in remote Northern 

Territory communities and will be offered MindMatters Professional Development in 

2005. 

The majority of secondary schools surveyed for this research in the Northern Territory 

are state schools (23) followed by catholic schools (7) and independent schools (3) 

which is roughly proportional to the numbers of schools in each jurisdiction. 

MindMatters is offered to schools in all jurisdictions (State, Catholic, and Independent). 
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Figure 9 below illustrates the percentage of school respondents involved in MindMatters 

Professional Development according to their school jurisdiction e.g. catholic, 

independent or state. 

Figure 9: Percentage of NT Secondary Schools Surveyed 
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90/ a Catholic

7(01%. 
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Schools that did not respond to the survey included (3) state remote, (1) catholic rural, 

and (I) independent urban. 

As outlined in Chapter 3 qualitative research methodology will form the basis of this 

research analysis. Through the descriptive interpretation of data I will inductively reason 

from context-specific situations to more genera! conclusions. This approach will apply 

equally to my review of the Participant Survey and discussion emanating from the Focus 

Groups. However, although statistical procedures will be utilised to summarise and 

graph the School Survey data, which focuses on numerical information, it will be 

reported against qualitatively. 

Chapter 4 will commence by reviewing the School Survey. This will not only set the 

scene for ensuing discussion, but will provide essential information about schools, their 

type, location, involvement in MindMatters Professional Development, consideration of 

usefulness of the Professional Development program, whether or not implementation of 

MindMatters has occurred in schools and to what extent. This information will be 

examined against that provided by teachers who have completed the Participant Survey. 



The examination of the School and Participant Surveys will occur simultaneously to add 

richness, depth and clarity to the discussion. Finally Focus Group interviews with 

teachers and students will validate the findings and report on any anomalies that may be 

unearthed. 

The research begins 

Following personal contact with Principals in urban regions of the Northern Territory 

and phone contact for those in rural or remote regions to explain the purpose of the 

research and seek support I then sent the following information to schools: 

• Letter to Principals regarding the research and procedures 

• Plain Language Statement 

• Consent Forms 

• School Survey 

• Participant Surveys 

This task was undertaken in August 2004 (Term 3) and although I had asked for a three-

week turn-around it took until October 2004 (Term 4) before the majority of responses 

were returned. This represents approximately eight weeks. Reminder phone calls were 

necessary in 50 per cent of schools, but were always received graciously and the 

respondents obliged when they could relinquish the time in their busy schedules to reply 

and return the information. It was often a case of "oh I forgot". "what was the address 

again" or "... just busy finishing a few things off'. 

The School Survey invited the Principal, teacher or group of teachers involved in 

MindMatters Professional Development to complete the survey. In many cases the 

Principal completed the survey in consultation with staff. 

In regards to the Participant Survey staff were often identified by the Principal, and 

invited to voluntarily take part in the research. 
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Northern Territory educational context 

The Northern Territory is a relatively small education jurisdiction with a total of 183 

schools of which 44 are secondary government schools and 17 are secondary non-

government from the Catholic and Independent school sectors. The 61 schools making 

up the secondary component consist of high schools, colleges, area schools, open 

learning/community education/homeland centres and remote schools with secondary 

enrolments. (Business Information Services section of NT Department Employment. 

Education and Training  - December 2004) 

These schools are spread across a land mass of I million, 346 thousand, 2 hundred 

square kilornetres (Land Information Services NT - November 2004), much of it being 

remote and accessible only by light aircraft in the wet season or four wheel drive in the 

dry season. Thus making it difficult to service remote schools because they can be cut 

off by floods, inaccessible roads, and inclement weather for many months each year or 

because of cultural, social or other educational priorities. However, this does not 

preclude one from trying, and support from the other end to make it happen! 

Early in 2004 1 was invited to visit an Indigenous school-community who were very 

keen to learn about MindMatters. When I asked about the condition of the road I was 

told it had been cut due to flooding about seven kilometres from the community, but that 

if I ventured as far as I could by road they would send someone in a dinghy to pick me 

up! This was an experience and a half as the boat meandered through the trees and 

finally pulled up within walking distance of the school. Such was the sheer delight from 

teachers that I had made the effort to get there and work with them, that I was invited 

back for a further five Professional Development sessions in the ensuing months. 

However, sometimes the effort does not lead to fruition, as was the case in March 2003 

when I had to fly in stormy conditions to a community school on Groote Eylandt. 

Leaving at six o'clock in the morning in total darkness, with rain pelting down and 

lightning all around, the plane took off into the north. As I looked out of my window the 
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light on the wing illuminated the rain in an eerie way and the thunder added to my 

anxiety. About twenty five minutes into the flight as we dodged the lightning there was a 

deafening bang', and bewildered looks on the faces of passengers painted a telling 

picture. After what seemed an eternity the pilot came on air "ladies and gentlemen" he 

said "the bang you heard was lightning ... and yes we were hit, but the good news is we 

have turned the aircraft around and will be landing in Darwin in ten minutes". Fear still 

consumed me, but there was also a sense of relief. 

When back in Darwin we soon learned that the engine had been hit by lightning and was 

immediately shut down, returning to Darwin on the remaining engine. Another aircraft 

completed the journey some hours later, but without the majority of passengers. Not 

only did the experience impact upon me, ... one of the respondents writes (in the section 

asking for other comments or observations regarding MindMatters Professional 

Development) "Maria was meant to come to Evlandt last year (2003) ... I think 

lightning struck the picine and she never arrived". 

I did, however, gain the courage to attempt a return visit some months later and provided 

Professional Development to staff in two of the three schools on Groote Eylandt. 

Although of an adventurous and exciting nature these examples illustrate but some of the 

inherent difficulties and hurdles that need to be overcome even before the MindMatters 

Professional Development can begin. However, it also gives a flavor of the uniqueness, 

spirit, and tenacity that abounds in this Northern Territory of Australia. 

Figure 10 is a Map of the Northern Territory (NT) illustrating the way in which schools 

are clustered or grouped around their geographical locations for administrative purposes. 

The spread of schools in each of the clusters is evident (marked by coloured dots), from 

the Tiwi Islands and Groote Eylandt north of Darwin, to Nhulunbuy in the far north east 

of the Territory. Then south to Katherine, Tennant Creek and Alice Springs which is 

located in the Central Australian desert country 1500 kilometres from Darwin. The map 

also illuminates the vastness and remote location of many Northern Territory schools. 
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Figure 10: Map of Northern Territory Schools 
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Major school regions of the Northern Territory 

Schools in the Northern Territory are also classified within regional areas according to 

distances from major population centres such as Alice Springs and Darwin. 

Figure 11: NT School Regions 
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Figure II illustrates that 54 percent of respondent secondary schools undertaking 

MindMattery Professional Development in the Northern Territory are located in rural or 

remote regions. The remaining 46% of secondary schools surveyed are located in urban 

regions. 

Cultural diversity 

Many of the secondary schools in rural or remote parts of the Northern Territory have a 

significant percentage of Aboriginal students or are in fact located in Indigenous 

communities. 

This in itself adds another dimension to the difficulties in 'reaching' bush schools. 

Equally important to considerations regarding time, distance, geographical terrain, harsh 

weather patterns with severe wet seasons, flood, storms and cyclones, is the recognition 

that relates to school priorities in culturally diverse settings. This dilemma is reflected in 

the following comment from a teacher working in a remote coastal Indigenous school 

community 600 kilometres south west of Darwin: 



"I 'ci like to sc'e the school engage more with the prograin and I think there is a 

genuine desire, but making the time has been chfficultftr its. As a srcff we have a 

lot ct pressure to be involved in many things because our school is a strong 

exam pie at two ways in a community that is struggling to succeed as two ways. 

So Indigenous staff in particular, and non Indigenous are constant/v involved in 

meetings ... regarding other matters, and building a strong future 

Being aware and receptive to the needs of teachers who are often working in very 

sensitive environments as they balance the demands of education and the community is, 

I believe, crucial to my role as a Professional Development consultant in the Northern 

Territory. I often wonder if interstate colleagues really understand the nuances and 

cultural intricacies surrounding the implementation of MindMatters into remote schools 

as it can he viewed by some community teachers with a sense of disdain, disbelief and 

presumptions regarding its usefulness in their cultural context. 

Consequently it is not just a matter of ringing a remote school, introducing yourself and 

providing a run down on the program you would like to deliver. From my experience 

over the past two and a half years it takes more than this sometimes to get a foot in the 

door. It is about building relationships, a sense of trust, and understanding that 'if you do 

want to support us, you will wait until we are ready for you to do this'. Hence one of the 

reasons for not providing MindMatters Professional Development to all remote schools 

in the Northern Territory at this stage. Being prepared to wait for the right time as 

schools see it is almost as important as delivering the program. 

Although timely' intervention may create a dilemma in terms of maintaining 

commitments to the priorities of funding providers, it must he weighed up against the 

odds. A respectful and patient approach has a far greater chance of success ... and time 

in a western sense often is not of the essence to Indigenous people. Consequently it 

gives much pleasure to add that I have obtained invitations to work in a further three 

Indigenous school-communities at the start of 2005 (an Independent school in the Yulara 

region, another north of Katherine and one in East Arnhern Land). 
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Awareness, sensitivity and cultural implications 

Teachers in remote schools often have the task of interpreting information, translating 

new concepts and supporting change processes for students and school-communities 

within an environment that relies heavily on Indigenous culture. Being sensitive to 

schools' needs and working within their capabilities particularly when attempting to 

establish something new' into the school environment is crucial. This, I believe, applies 

to all schools, but particularly remote Indigenous school-communities where 

apprehension regarding culturaI appropriateness' of new materials and methodology is 

paramount, because teachers once again will he tasked with deciphering and delivering 

the content. 

This factor is acknowledged by a respondent, delivering MindMatters to Indigenous 

students in a large urban school 300 kilometres south of Darwin. When asked to 

comment on any difficulties encountered in trying to implement MindMatters he writes 

"Resources. The handouts are on/v that and not aimed at the developmental level of the 

kids. The community kids needed a complete set of worksheets". 

Regarding difficulties implementing MindMatters another respondent from an 

Indigenous school 80 kilometres south east of Alice Springs states "the MindMatters 

pro grain has had to be adapted/modified to meet the needs of our students. This has 

meant that a number qf problems have arisen due to time constraints and an overloaded 

curriculuni''. 

Another observation from a respondent working in a large school that services students 

across the Northern Territory is suggestive of the "need to make a video that's more 

suitable fr Indigenous students ...... A proposition that also captures my imagination 

and desire to promote health and well-being issues for Indigenous teachers and students. 

MindMatters in a visual format that illustrates concepts about resilience in a culturally 

appropriate and meaningful way could, I believe, have a huge impact for teachers and 

students as a supporting resource. 
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"Some modification of activities to make thein cultural/v appropriate" sums up the 

majority of responses received regarding difficulties in implementing MindMatters into 

remote Indigenous school-communities. In fact a considerable proportion of my time 

when supporting teachers working in remote schools is spent reviewing, reworking and 

adapting MindMatters concepts, materials and activities so they are culturally relevant to 

the school and community contexts. Examples will be illustrated in the Practical Thesis. 

Other issues faced particularly by schools in remote locations of the Northern Territory 

include the high turn-over of staff. As one respondent explains about the difficulties in 

implementing MindMatters ... "staff trained have /ef the school". 

Another concern facing teachers working in remote Indigenous communities relates to 

the volatility surrounding family or community disputes. An example to illustrate 

follows: A teacher from a remote school had arranged to bring her senior students into 

Darwin to participate in a variety of vocational education courses and had asked if I 

would be willing to provide the students with a MindMatters workshop during the visit. 

Everything was arranged and the teacher contacted me at nine o'clock on the morning 

they were due to leave the community to let me know "that all systems were go". At one 

oclock the same afternoon I received another call advising that the excursion "had been 

postponed, as there had been a dispute between ftimilv groups in the c/ass and it would 

have to be sorted out before travel could be undertaken...". 

So I hasten to add that flexibility has become very much a part of my modus operandi 

and I always attempt to work in with schools and teachers in the most accommodating 

way possible. To clarify.., a few months ago I was due to travel via light aircraft to a 

remote Indigenous community to model MindMatters for a teacher working with senior 

Aboriginal female students who were extremely shy. Everything was in order, bookings 

made for plane travel, weather fine and dry'. and teacher and students keen. However 

on the day prior to my visit I received a call from the teacher advising me that 

"tomorrow is scabies day in the community and everyone will be busy . . 
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So a re-schedule was necessary, as is often the case if health and welfare issues arise, or 

if ceremonies including 'cultural business' are taking place in communities. 

The impact of 'cultural business' in Aboriginal communities is still significant and 

respect is very much in order particularly in my role as an educational advisor working 

with diverse groups of teachers. In many of my presentations I talk about the need to 

value diversity. This was brought home to me when keen to deliver a workshop in a 

remote Aboriginal community where I had worked with 'whole school' staff and 

Aboriginal teachers on four separate occasions and was starting to feel accepted and 

trusted. In fact on my last visit an Aboriginal teacher confided that some tension was 

developing between the Indigenous and white staff over a misunderstanding about 'sorry 

business'. Some two months later I arrived in town ready for the scheduled Professional 

Development workshop only to receive a call advising that " . . .things were still pretty 

unsettled and Indigenous staft had not been at school ...". 

'Sorry Business' following a death can go on for months and suddenly I was being 

confronted by it in much the same ways as community teachers find themselves - 

organised, ready to go, hut no-one present for the delivery. Feeling disappointed as I had 

travelled some fifteen hundred kilometres to perform an important task as I saw it, I was 

now also experiencing the impact of the death and respecting the cultural significance by 

absenting myself from the community until invited to return. 

Miriam Rose Ungunmerr an Aboriginal Principal, teacher and artist at Daly River in the 

Northern Territory captures the essence of cultural 'business' in an address she gave at a 

liturgical conference in Hobart (1988). 

Our Aboriginal culture has taught us to he still and wait. We do not try to 

hurry things up. We let them follow their natural course - like the seasons. We 

watch the moon in each of its phases. We wait for the rain to fill our rivers and 

watch the thirsty earth. When twilight comes, we prepare for the night. At dawn 

we rise with the sun. 
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We watch the hush foods ripen before we gather them. We wait for the young 

people as they grow. stage by stage. through their initiation ceremonies. When a 

relation dies we wait a long time with the sorrow. We own our grief and allow it 

to heal slowly. 

We wait for the right tinie for our ceremonies and meetings. The right people 

must be present. Everything must be done in the proper way. Careful 

preparations must be made. We don't mind waiting because we want things to be 

done with care. Sometimes many hours will be spent on painting the body before 

an important ceremony. 

We don't like to hurry. There is nothing more important than what we are 

attending to. There is nothing more urgent that we must hurry away for 

I have been very fortunate to work alongside Miriam Rose and her staff at Daly River 

and feel very privileged to have had the opportunity to learn from her through my 

MindMatters Professional Development workshops. Such is the impact for me that I 

would like to share this in Chapter 5 so others can learn from my experiences facilitating 

Professional Development for Indigenous teachers. 

In terms of developing a grounded theory, my observations from working with schools 

and particularly Indigenous school-communities is that Professional Development has 

the potential to be effective if schools are ready and want to be involved in the process. 

They need to see the significance of the program such as MindMatters in their context 

and correspondingly the workshops need to be tailored and delivered in such a way that 

teachers understand the concepts, enjoy and feel safe through the experience. 



Positive impact of MindMatters in Indigenous schools is acknowledged 

Much can also be said about the explicit impact MindMatters has had in Indigenous 

schools. For example a respondent in East Arnhem Land says "we have seen improved 

relationships between staff and students and a noticeable decrc'ase in extreme violent 

behaviour". 

A teacher working at Bathurst Island responds "definite/v ..... to the question seeking 

information about noticeable attitudinal, behavioural or health promoting behaviour 

amongst students and adds "we have had less bullying incidents since implementation of 

MindMatters". 

An Indigenous teacher in the same school says "it has given me an insight of how to go 

ci1oiit dealing with kids . . . it has changed attitudes and behaviour within the school and 

the students". It was useful (is the students were able to communicate with each other... 

a good war of getting rid of shyness ... and motivated theiii in coining to school 

regularly". It was also viewed as useful in "supporting relationships", and "being part of 

the school curricula (111(1 pastoral care 

An Indigenous school three hundred kilometres from Tennant Creek also found 

MindMatters beneficial with the respondent claiming that "students thorough/v enjoyed 

the lea mi ig and real/v liked learning about depression, anxiety, bipolar disorder 

Another Indigenous school respondent acknowledges that MindMatters has "fantastic 

strategies and has assisted its in having a clear ficus and common goals ... bullying and 

harassment hr staff and students is reducing. Help seeking in positive ways is 

developing. Pavback has reduced. Staff' and students are fi'eling positive about 

themselves and each other". The same respondent makes the following observation 

about MindMatters Professional Developmen......an excellent and condensed pro gram 

that should be spread throughout all schools. Appropriate to multicultural settings and 

situations'. 
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This school is located approximately two hundred kilometres south of Adelaide River. 

Similar sentiments were expressed following a MindMatters presentation at the 

Australian Indigenous Mental Health Initiative - Inaugural Indigenous Mental Health 

Seminar (October 2004), attended by approximately eighty participants many of whom 

were Indigenous allied health workers. I was overwhelmed by the feedback received 

after the presentation and requests to present MindMatters in a variety of communities 

including Katherine and Bathurst Island. Students undertaking welfare and community 

studies courses at Charles Darwin University also took it upon themselves to make an 

advance booking on behalf of their lecturer indicating that "this will definitely help its in 

our work. 

These examples illustrate the impact of personal experience in MindMatters Professional 

Development, and its relevance for all people. As an Indigenous colleague once said to 

me (2002) "we might be diff'rent colours on the outside, but inside we re all the same 

we all have similar feelings and iieeds ... and MindMatters is important for its too". 

The National MindMatters web site located at www.curiiculum.edu.au/niindmatucrs  includes 

an illustration, information and photographs depicting Indigenous participants' 

involvement, feedback and sense of satisfaction with the MindMatters Professional 

Development workshops. This information can he found in the Northern Territory 

section of the web site and has been included in the Practical Thesis along with video 

footage of some MindMatters Professional Development workshops in action. This is to 

illustrate the significance of the experiential nature of the program, its usefulness in 

portraying concepts, the fun element that engages learners and its applicability as a 

teaching tool for diverse and mainstream groups of people. 
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Commitment, time and on-going support enhance the Professional 

Development process 

Figure 12 below illustrates the number of respondent schools undertaking MindMatters 

Professional Development and the corresponding length of Professional Development - 

from a one or two hour introductory session, to one or two day workshops with a variety 

of supplementary in-school follow-up advisory, role-model, mentor, coach, team 

teaching, demonstration sessions. The follow-up sessions have been classified as two-

day 'plus' or full-day 'plus' and may have occurred simultaneously or over a period of 

weeks, months or still be on-going. 

The graph also depicts the number of schools implementing MindMatters paired against 

their length of involvement in Professional Development. 

This graph demonstrates the positive impact of MindMatters Professional Development 

in the Northern Territory with virtually all of the respondent schools implementing the 

program. 

Figure 12: NT Schools Implementing MindMatters 
Vs Length of Training 
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In actual fact all but three of the Northern Territory respondent secondary schools are 

implementing MindMatters albeit in a variety of ways. This represents a 91 per cent 

take-up and implementation rate. 

The three schools not implementing the program are located in remote Indigenous 

communities and state "staff trained have left the school" or "other priorities" as the 

reasons for non-implementation. In fact one respondent writes "the session introduced 

the program to staff and other priorities overtook any impetus to implement". 

Although hundreds of kilometres separate these stop end' schools the sentiments 

expressed are similar. "MindMatters has not been implemented at our school, as we had 

other priorities and at the time were down an executive tea/n member. Due to changes in 

the executive team, follow up for further PD in MindMatters was not carried through". 

The respondent continues. 

The workshop provided much interest in the staff however we have had 

great change over of staff and executive members since our initial 

introductory session. The school was going through a lot of change and 

was concentrating on 'tidying up' more pressing issues. No co-ordinator 

was available 

Interestingly the three schools not implementing MindMatters were involved in shorter 

(one to two-hour) introductory sessions with no follow-up workshops or support. The 

reasons explained earlier signify that in these schools they had other priorities, or the 

high turn over of staff and inherent change processes were not conducive to taking on 

yet another program or initiative at that point in time. This finding is consistent with 

Pink's (1989) research reviewing barriers to innovation and implementation 

effectiveness, in which reference is made to the turn over of teachers in each school. 

This issue I believe, might relate more to a system or school domain than the 

Professional Development program in this case. 
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However, one respondent from another non-take up school writes: 

I understood the range of approaches and teaching methodology and 

found some aspects qt it easy to transfer in structure of classroom and 

different ways to use with different kids. I tried it with a few children but 

would like to see it modelled a lot...... She adds "with the children I used 

it with it certainly helped in their own personal self esteem, work habits 

and attention seeking behaviour . . . ", but "we need fbllow-up sessions to 

inpiement this as a whole school approach ... I think this would be 

beneficial to learning styles and behavioural traits of students within our 

school. 

I can liken this response to Fullan's (1992, P.  22) research in which he relates 

implementation not only to "innovation and teacher development but also to school 

development". He acknowledges that implementation is learning to do and learning to 

understand something new whilst altering beliefs and behaviours. This he says involves 

time, doing and thinking and requires schools to foster a learning orientation mentality. I 

wholeheartedly concur but acknowledge that schools and executive teachers must also 

see the innovation or initiative as being useful or worthwhile in their context at a 

particular point in time. If this is not the case the time will not be invested and the 

program will not he fully implemented as reflected in the results of this study. 

The following observations from a teacher signify her frustrations and qualify my 

observations in this regard. 

Mv school did not get wholly behind the MindMatters program, main/v because 

of a superficial approach by the CEO of the institution. There was no real 

commitment beyond the CEO being able to say that the school had been PD 'ed 

in MindMatters. Though many teachers support the program, it has been 

'crowded out' by other programs which conflict or align - one suspects because 

the ostensible imeed fir the CEO to prove that she is moving her school along. 



There has been a lack q f sustained implementation for almost all programs 

which require a change in thinking and clearly those which may require a 

change in administration of the school. Mv school is like a horse you take to 

water ... it never seems to have time to 'drink'fi -om the valuable concepts it is 

exposed to. The main difjiculr' was Irving to impress on the AP Curriculum that 

MindMatters is worth being flexible for. The backing was not there and we 

began to feel that we were engaged in a no-win situation apart from our 

individual endeavours in the classroom. 

As I work alongside teachers on an almost daily basis I am constantly reminded of the 

expectations placed upon them by schools, students and the community and it highlights 

the significance of the following comments made by a respondent at one of the non take-

up schools. "1 needed more information and follow-up sessions about MindMatters to 

follow through with this learning". Clearly, this teacher saw the value in the content and 

information presented during the MindMatters workshop stating "it was useful because 

some children really could work with such a program. It is simple to follow and makes 

kids work through processes and strategies". 

Aside from the Professional Development itself these comments are a timely reminder 

of the need for those of us working in decision-making positions, to consult and 

collaborate with our staff in the style of a Professional Learning Community. This type 

of approach was mentioned in Chapter 2, noting that characteristic elements of a 

Professional Learning Community include opportunities for staff to share in the 

development of the school mission/vision, whilst providing opportunities to work 

collaboratively and enabling stakeholders to experiment and take action. In essence 

shifting the balance of power from control over' to empowerment with,' in a safe and 

supportive school environment that values what teachers see as important to their 

professional development/learning. 
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The teacher's comment that "I needed more intrinatioii  and ftillow-up sessions about 

MindMatters to fl/ow through with this learning" is also consistent with previous 

research reviewing the effectiveness of Professional Development. 

As noted in Chapter 2 of this thesis, Fullan (1998, p.8) states that for implementation 

and success to occur "ongoing Professional Development is critical". This is supported 

by other researchers in the field such as Huherman and Miles (1984) who found that the 

amount and quality of assistance was essential for addressing early implementation 

problems. Wenglinsky (2000) noted that the more extended or on-going and continuous 

the Professional Development, the more it encourages classroom practices whilst Joyce 

and Showers (1988) suggest follow-up coaching assists with retention of knowledge, 

clear understanding and greater use of new instructional strategies. 

I have also witnessed the effect of ongoing MindMatters Professional Development in 

Northern Territory schools in which there is commitment, continuity of support, 

mentoring, time for practice, reflection, trial and error, and opportunities to consult with 

colleagues, to question, discuss and refine teaching practices. The impact of 

MindMatters and movement towards a health promoting 'whole school' approach is also 

much greater in these schools. A similar view has been expressed by an Alice Springs 

teacher who states that MindMatters Professional Development ..."is fun and 

infonnatii'e, but needs to he ongoing and regular ftr it to keep the momentum going in a 

school 

A school nurse who supports the implementation of MindMatters in her rural high 

school writes "Participants always speak well of the program when they have 

participated in sessions", but acknowledges that "ongoing Protssional Development 

keeps staff positive and motivated". A teacher working in an Indigenous school-

community writes "need continuity so we don't lose tocus" and adds "the program needs 

to employ more stajjto assist schools in the implementation process". 
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This comment supports one of my greatest difficulties, and that is being able to back up 

my visits and support to schools in a continuous manner. However, the numerous 

requests and distances I have to cover from north to south and east to west within the 

Northern Territory, and within budget, mean that I have to be strategic in terms of travel 

and support. For instance, it is not feasible to work in one Alice Springs school on one 

day and be at Jabiru or Nhulunhuy the next because of the vast distances (over eighteen 

hundred kilornetres away) and need for plane travel, or increased resourcing both fiscal 

and human. 

Consequently, I try to plan my visits to a region and work with as many schools as 

possible in that area before leaving. However, often this means a five week plus gap 

before I am able to return, and then only if schools are able to fit my visit into busy 

schedules. I remain positive and optimistic that schools will not lose the momentum 

created during the contact time with them, and suggest that they use the 'down time' 

between visits to reflect. practice and consolidate new teaching methodology and 

concepts into their daily teaching repertoire. 

MindMatters is being implemented following Professional Development 

The outcome and success of an ongoing approach is also highlighted in Figure 12 where 

the majority of Northern Territory respondent schools (25) have participated in a 

comprehensive two-day MindMatters Professional Development program, followed by a 

series of planning workshops with Executive staff and selected teachers to discuss 

implementation strategies and further Professional Development. 

Schools have varied in their implementation approach but in many cases have been 

involved in all or some of the following: 

• Selected a 'core team' with defined roles and responsibilities 

• Developed a strategic/action plan and corresponding timeline 
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Surveyed staff, students and parents to identify strengths, weakness, 

opportunities and threats in service delivery, policies and programs 

• Identified needs of staff and planned Professional Development and in-school 

support accordingly. 

The importance of these approaches cannot be underestimated in terms of their impact in 

supporting the implementation of MindMatters into the school context. A Professional 

Development co-ordinator in an urban Catholic school notes "f we hadn '[taken the time 

to sit down and develop a strategy, action plan and time line, we wouldii '1 be where we 

are now ...and  the core team has been instrumental in the process. 

Significance of the 'core team' 

In schools undertaking a whole school approach' it has often been the core team' 

consisting of Principal or Assistant Principal, head/teachers, welfare co-odinators, 

school nurse/counsellor, students and parents that has taken the lead role in planning the 

course of MindMatters implementation and the corresponding Professional 

Development program. The Northern Territory MindMatters co-ordinator has also 

provided guidance and support. 

This type of approach acknowledges the importance of all stakeholder groups in a 

school-community and allows them to be involved in the decision-making processes on 

a proactive rather than reactive basis. This process reflects the elements of a Professional 

Learning Community whilst corresponding with the Health Promoting School Model 

(HPS) discussed in Chapter 1. The Health Promoting School Model seeks to establish 

meaningful relationships with all school-community members and encourages and 

empowers them to take a lead role in developing healthy public policy, creating 

supportive environments, strengthening community action, developing personal skills 

and reorienti ng health services. 
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A student involved in a MindMatters core team' reflects how her involvement in this 

team has enabled her to grow and develop as a person, take on leadership roles, initiate 

ideas/suggestions and experience the force when like minded people work together. She 

adds 

I 'in going to school in Perth next year and if they don 't have MindMatters there, 

I'll do everything I can to make it happen. This has been the most rewarding 

experience for me ... learning from others and cit the same time putting forward 

ideas because we are students and know the needs of others' ...the teachers have 

also learnt a lotftom its and the sharing has helped its all. It really has made the 

bond between students and teachers even stronger". The same student reiterates 

"all teachers need to know that you need a really good connection with a teacher 

for kids to learn. 

Another student acknowledges her involvement saying that she was instrumental "in 

setting up a Year nine girls' discussion group after talking to students". Senior 

psychology students were also invited to help run the meetings, lend support and 

encourage Theip seeking' if necessary. This was a wonderful opportunity for the 

psychology students to experience authentic learning, and they were also able to 

undertake assessment items in relation to their involvement in this task. Reciprocal 

benefits also occurred for the younger students who were able to learn from older peers 

who were important role models in the process. 

The passion, enthusiasm, commitment and vision of these students has been captured on 

DVD and forms part of the Practical Thesis to demonstrate the impact students can make 

to schools if given opportunities like this, as part of their learning and development. 

The canteen manager who is also part of the core team' in this school says " ... lots of 

important issues come up, and we can branch off and do things like helping run 

Families Matter, develop policies... it 's great to be involved . . . a great initiative, and we 
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have near/v surveyed (November 2004) all the students and parents about Bullying and 

Harassment issues." 

A respondent in an urban Catholic school acknowledges the importance of the 'core 

team' in her school, saying we have developed 

School policies, Bullying and Harassment student survey...student pamphlet 

designed by a student fr students on Bullying and Harassment. MindMatters is 

a great resource! Schools need dedicated staff parents and students to frni a 

group to implement and carry on the ideas. Luckily we have such a group! 

In relation to MindMatters Professional Development she adds, the 'core team' helped 

plait what we needed, with the support of the Northern Territory Mind Matters Co-

ordinator. This eventuated in "staff PD on student and staff we/fire ..." and the 

Professional Development has continued in a variety of ways over the past two and a 

half years from "workshops with staff to discuss issues and gcips emanating rom the 

school audits, to policy development and explanation sessions for staff plus parent 

workshops and student meetings". 

I have included footage of the school launching their Bullying and Harassment Policy in 

the Practical Thesis not only because it shows what can be achieved through the 

Professional Development process, but also to demonstrate the Principal's authoritative 

and inclusive leadership style which has really helped with MindMatters 

implementation. 

'Live-to-Air' Satellite Broadcast precedes MindMatters roll-out 

Prior to the commencement of the national MindMatters Professional Development 

roll-out' to schools in late 2000 I was delivering a presentation in Alice Springs about 

Mental Health and well-being to allied health professionals. Following the session I was 
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approached by a member of the audience who asked if I would be interested in taking 

part in a live-to-Air' Satellite Broadcast for the Rural Health Education Foundation of 

Australia as a member of an 'expert' panel representing the education sector 

As apprehensive as I was I could not resist the challenge and opportunity to travel to 

Sydney and learn from the experience working alongside renowned Health dignitaries. It 

also allowed me to illustrate the significance of MindMatters whilst linking the 

importance of the nexus between the education and health sectors as discussed in 

Chapter 1 of this thesis. Other panel members, consisting of a psychiatrist, general 

practitioner, mental health consumer/advocate, also concurred and reiterated the need for 

education and health professionals to work explicitly in partnership so that students 

ultimately reap the benefits, in essence supporting their health and well-being status. 

This in effect was part of my own Professional Development, and a totally different 

experience delivering information through the lens of a camera as opposed to 'working 

with' an audience as I have done for many years as a teacher, adviser and lecturer. I felt 

myself scanning for the 'discerning look' or 'smile in acknowledgement' that I was on 

the right track and 'hitting the mark', but to no avail. In fact I was constantly reminded 

by the cameraman to 'look here' as he pointed to the lens! 

So I have included footage from this broadcast in the Practical Thesis to showcase yet 

another form of Professional Development, as many Doctors and allied health 

professionals particularly those living in rural or remote parts of Australia use this visual 

medium - delivered via satellite as part of their on-going training. 

Also in an attempt to create a more flexible and authentic learning environment 

questions were asked for and received from the audience, then answered 'live' by the 

panel as depicted in the accompanying documentation in the Practical Thesis. 

The filming of this event took place at Channel 0 Ten in Sydney (2001). 

123 



No one size fits all tailoring Professional Development 

Commencing in November 2000, a two-day MindMatters Professional Development 

program was offered to four members of urban secondary schools, comprising teachers, 

school nurse, counsellor or parent. The approach being adopted was that of train-the-

trainer' and the expectation was that this team of school representatives would be able to 

return to their schools and in-service' their staff about MindMatters and commence 

implementation. It was a strategic approach to involve a significant number of schools 

from key Northern Territory regions (Alice Springs, Darwin, Katherine, Nhulunbuy and 

Tennant Creek) in a short time frame, because at this stage the Northern Territory had 

not been allocated a dedicated position to service schools in MindMatters. 

Schools could then tailor their own Professional Development at the school site to suit 

the needs of staff. students and school-community. 

Two-day MindMatters Professional Development starts the ball rolling in the 

Northern Territory 

A respondent who participated in this approach comments that "the more of us that 

attended ... the more support we had to try and keep it going within the school and not 

just keep it isolated in one class. 

Another respondent says "...left the two-day workshop feeling confident I could deliver 

and pass on the program to others ....howed how easy it is to use the material, and that 

it can he adapted into lessons aCrOSS all year levels". This urban Alice Springs High 

School subsequently implemented MindMatters as a whole school' approach. 

A teacher reflecting on the usefulness of content and information presented at the two-

day workshop writes: 
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Yes. It was a well-devised method of approaching issues that was thorough/v 

embedded in good teaching practice and curriculum. This enabled inc to 'sell' 

the process to other teachers as well as 'legitimate/v ' use it in a secondary 

context where I was not the health teacher. By providing a cross -cu rricu la 

approach other teachers saw it as a valuable and valid way to assist students. 

A school counsellor who attended the initial two-day training program indicates "yes" 

regarding content and usefulness of information "a practical approach - easily 

transjera b/c to classroom". 

The two-day MindMatters Professional Development program in the Territory set the 

wheels in motion for implementation of MindMatters to occur, but as one respondent 

from a large Darwin high school notes "ftimiliarisation . . . is not enough to ensure 

teachers use the materials". 

This was also my observation in April 2002 when I took on the full-time MindMatters 

State-Based Project Officer's position for the Northern Territory. 1 noticed very quickly 

that schools were at various stages of implementation. Only a small number of schools 

had attempted a 'whole school' approach in relation to the Health Promoting School 

Model. Schools that were using this model were applying the MindMatters resources in 

the classroom, developing student welfare-type policies, increasing partnerships with 

parents and support groups, and focussing on a safe and supportive school environment. 

One such school comments 

the lead up to decide if we needed MindMatters was a great way to find out 

how staff students and parents tlt about the school. The surveys before we 

started helped to identif areas of problems in the school-community. It also 

gave us an opportunity to do a 'whole of school' approach . .... ... it made a 

diffrrence in how we handle situations. 

125 



Moving to 'whole school' Professional Development 

Even though many schools in the Northern Territory were using the MindMatters 

resources in 2002 albeit in a variety of ways I felt much the same way as the following 

respondent. This person says "I [lank to make the program successful in a school the 

whole school needs to participate in a 1-2 day workshop at the start of the year and a 

follow-up six months later and after that". Another respondent feels that a "whole school 

approach is needed if a change in 'school culture' is required'. 

A respondent from a remote area school who had been to the original two-day 

MindMatters training notes . . . myself and several others had already seen 

MindMatters working in other schools and knew it worked. it was more a matter of' 

getting the rest of the staff to come on board". 

It was with similar sentiments and a passion to bring about whole school change 

focusing on the health and well-being of students and teachers, that led me to offer 

MindMatters Professional Development to 'whole school' staff groups from April 2002. 

'Whole school' means just that - participants include front office staff, janitors, canteen 

personnel. Inclusion Support Assistants (ISA), Aboriginal and Islander Education 

Workers (AIEW), boarding house staff, parents and in some cases feeder school 

representatives, allied health service providers and community organisations. 

Many of the MindMatters Professional Development workshops I have facilitated in the 

Northern Territory have had numbers upwards of sixty and a few such as Our Lady of 

the Sacred Heart College in Alice Springs with three campuses have reached the one 

hundred mark. For schools to make (a) the time for Professional Development and (b) 

involve so many of their staff and school-community demonstrates a real commitment 

and belief in the need to enhance social and emotional well-being in our schools. 

A respondent involved in a Darwin workshop, comments 
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As I am not a teacher I haven 't used it in the classroom but, sometimes when I 

am around students I do use approaches that I have seen role-modelled....I have 

noticed personal/v that I have more students come to me to discuss problems or 

just be a person to listen to their gripes....one thing I have learned is that you 

have to listen. 

In identifying impressions about the MindMatters Professional Development workshops 

the same person says 

I thoroughly enjoyed them. They give you time to think through things and learn 

a bit more about people and their views on different matters, and to understand 

why some people are the tav they are. ... some of the content related to me 

personal/v and I felt thank goodness I am not the on/v one, and I learnt how to be 

more open about different topics, and to share my own personal experience with 

mental health'. 

These outcomes illustrate that by providing information and opportunities to share 

collegially, as well as developing and enhancing social skills and strategies in our 

school-communities, we can increase the capacity to support others and break down the 

barriers surrounding mental illness. The research tells us that one in five Australians will 

have a mental illness at some stage in their lives and up to twenty-four per cent of 

adolescents will experience depression by the age of eighteen. National Health and 

Medical Research Council. (1996), Zubrick et al (2000). 

Importantly, I feel that if we do educate whole-school' communities, and seek to 

promote safe and supportive school environments for all, through our policies and 

practices, we can positively influence well-being, and perhaps also reduce the negative 

impact that mental health problems can have on students' lives, education and future 

potential. 
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Whole school MindMatters Professional Development has an impact 

Undoubtedly, the impact of the MindMatters Professional Development program has 

been felt far and wide in the Territory. One of the reasons for this I believe, is because 

whole school' staff groups have been given the opportunity to find out about 

MindMatters through personal experience and increased understanding, including 

reasons why the program came about and its significance in a school-community 

context. In developing a whole school' approach in 2002. I sensed that if teachers were 

exposed to the resources, concepts and methodology through experiential learning they 

would be more willing to use the materials and adopt the philosophical constructs 

underpinning the program. 

Data received from schools also support this view. In answer to the question regarding 

usefulness of content and information a teacher writes "Excellent. Apart from 

understandiig how to incorporate it into the classroom, but also WHY and its 

relevance". The teacher also reflects that "teachers grew in confidence to use the 

material. Experiencing the activities vourseit also gave teachers contidence to use the 

material". 

A boarding school respondent reflects upon the impact of a whole school' approach 

indicating that "there has been establishment of relcitionships between students and staff 

day/boarding students and staff ... that were not there befbre". The same person says 

that the MindMatters Professional Development has "allowed participants to see how 

easy it i5 10 use the materials and in what contexts. The boarding staff use the material 

total/v outside the classroom therefore it impacts on different spheres of lijC" and 

"value-adds to the work done in the classroom". 

Following the two-day Professional Development program in 2000 a teacher comments 

"The program was started immediate/v in some classes. Then after the 2002 College 

workshop" with the whole school in attendance "the Tutor Groups took it on as a whole 

school approach" with the "Heads of House encouraging regular use". 
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Furthermore, the teacher writes "the bridging classes (special education unit) which has 

students of either Learning, Behavioural, Social-Emotional problems - use it regularly 

with SIGNIFICANT benefits. This year (2004) with extra time in term 1, I implemented 

'arious activities and this has proven to he the least difficult bridging group vet. Less 

bullring and greater confidence, and se/f esteem has been gained quicker". 

A respondent from a remote Top End school captures the sentiments of staff following a 

'whole school' Professional Development workshop stating the "...niajoritv of staff left 

i'ery enthused by the ideastsuggestions presented and wanted them implemented in the 

school'. 

This response resonates with my own experience over the past two and a half years as 

schools and teachers move from an awareness —raising' or familiarisation experience 

with MindMatters to an acceptance of a need for social and emotional well-being to be 

imbedded in curriculum (teaching and learning), school ethos (policy and practices), and 

partnerships. 

Katherine Weare (2000, p.5) states 

It is vital that those who seek to promote high academic standards and 

those who seek to promote mental, emotional and social health realise 

that they are on the same side, and that social and affective education can 

support academic learning, not simply take time away from it. 

Weare (2000, p.5) adds "there is overwhelming evidence (Aspey and Roebuck 1977: 

Hawkins and Catalano 1992; Goleman 1996; McCarthy 1998) that pupils learn more 

effectively, including their academic subjects, if they are happy in their work, believe in 

themselves, like their teachers and feel school is supporting them". This type of research 

espoused through MindMatters Professional Development, is gaining in credibility as 

more teachers are exposed to 'whole school' MindMatters Professional Development 
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and attempt to incorporate social and affective education into their classroom and school 

contexts. 

A teacher from a rural school reflects 

For the students I taught, the issues MindMatters dealt with were crucial tor 

their personal development and resilience. They were students who had all the 

difficulties of adolescence with the added disability ot not being able to 

articulate what they were experiencing and flt. They didn't have the where with 

all to deal with Bullying and Harassment, relationship development and grief 

(that didn '1 on/v involve personal loss). It provided an excellent frwnework tr 

inc to assist them. 

MindMatters was able to help inc with issues as they arose and during the time I 

used the program with my students (who were mnarginalised and some had 

mental health issues) they improved in their capacity to cope with relationship 

issues. Those I speak to now (three years down the track) have said that the 

things they did in the program were positive. One student hadtated that he had 

learnt how to be more resilient. 

Figure 13: Percentage of Schools Undertaking 
Whole School MindMatters 
Professional Development 
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Figure 13 illustrates that 29 schools out of a total of 33 possible respondent secondary 

schools have been involved in whole school' Professional Development in the Northern 

Territory since 2002. This represents 88% of schools undertaking this approach. 

The remaining 12% or five schools have offered specific' workshops for various staff. 

For example Bullying and Harassment for year level teachers, familiarisation' for new 

staff on MindMatters philosophy and resources as well as suggestions for Pastoral Care 

programs, and ways to enhance students' resilience and so on. 

A respondent from an urban Darwin school supports the whole school' approach saying 

"the whole staff PD was extremely inclusive whilst being surprisingly unobtrusive. Staff 

learned about themselves and others in a comfortable atmosphere. Knowing this 

empowered many staff to experiment with the pro gram". 

The same teacher highlights the perceived impact by testifying that 

Staff were the driving force behind an improved approach to bullying after the 

MindMatters programs had 17ccn introduced through Pastoral Care. There is an 

increased awareness of 'resiliency ' and what it means to our students. Reporting 

(~f bull.ving has gone up and the willingness of students to see teachers as allies 

has imfl/)rol'ed. 

Following a whole school' MindMatters Professional Development workshop an 

Assistant Principal acknowledges that it "assisted staff not keen on Pastoral Care 

Programs to relate to the neecIfr such a program within the school" and notes they are 

now "less reticent in being part of the program". My view on this matter is that all staff 

need to be given information, facts, figures, research views on the subject, and a taste for 

what they are expected to take on board so that they can make informed decisions. 

Teachers also need to feel valued and supported in the process. In essence this relates to 

the empowerment principle of health promotion. 
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Health Promotion underpinned by empowerment principle and invitation to 

participate 

According to Weare (2002, p.28) 

The goal of health promotion activity is not to produce some imposed state of 

perfect health, but to support people to be healthy . . . ". She says "the task of the 

professional working within an empowerment approach is not to direct people as 

to what they should do, or determine or plan the process for them, but to enable 

and facilitate people to help themselves achieve their own goals. 

A feature that Moos (199 1) talks about, and which I believe whole school' MindMatters 

Professional Development enables, is an increased level of collegial engagement, active 

participation, and empowerment. Moos acknowledges that this is a key factor in 

producing high levels of morale and performance in academic and social and emotional 

learning for teachers and students. 

The success of this type of approach is encapsulated by an Alice Springs teacher who 

says the MindMatters Professional Development workshops were 

Excellent . . . workshops let teachers have ci go at running and participating in 

various MindMatters activities. Breaks down barriers some teachers have ... I 

was able to make links to other programs and look at the effect MindMatters 

could have on our whole of school approach. Content and information was also 

useful, to look at links to curriculum. 

In terms of any noticeable attitudinal or 'health promoting' behavioural changes in staff 

or students the same teacher writes 

I have definitely seen improved relationships between staff A more cohesive 

working environment and learning areas (year levels) ... working and planning 
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together. Some MindMatters activities staff participated in have allowed staff to 

know and understand each other better. 

A school nurse working  in the same school acknowledges "there has been more positive 

relationships between staff and students", and in terms of help-seeking, she states 

"students cire seeking help more often". 

A teacher from a Northern Territory College says "I personally think it is ci wonderful 

workshop as it makes people aware of sonic oft/ic issues other people are Jitcing ... IJmnd 

in my c/asses where I ac/opt MindMatters principles there are positive relationships 

between me and my students". 

An Aboriginal and Islander Education Worker responds ... "Yes" there have been 

attitudinal and health promoting behavioural changes. "Dealing with bullying has 

become a priority (it this school. Staff hcivc' been trained and students wcirned about this 

issue and the need to stop it and report it to licirassment officers (school stqff). 

Another person in the same school supports this view stating "If'el personal/v we take 

bul/vin' of students and each other much more serious/v. There is also much more 

in fornicition regcirching the process 

Whilst these comments reflect the positive impact of MindMatters Professional 

Development across the Northern Territory, the following observation from a Darwin 

school respondent further illustrates the importance of a who1e school' approach. "I 

hunk it is something that needs to be done as ci whole staff as tecichers cis a group, can 

qtten be bullies too". 

This statement reflects the need to provide information, tools and strategies for all in a 

school-community so that everyone understands what we mean by the term Bullying and 

Harassment, and are thus able to deal with it in a comprehensive, consistent and 
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systematic manner. MindMatters Professional Development attempts to take participants 

through this type of process. 

According to the Mint/Matters - Dealing with Bullying and Harassment (2000, p.10) 

resource "only a small percentage of children ever tell anyone they are being bullied, 

and if they do, it is the staff at school who are least likely to be told". Students report 

that they do not tell teachers because staff condone bullying behaviour and often 

perpetuate it themselves, perhaps not realising that the effects can undermine a student's 

well-being and ability to learn. Dealing with Bullying and Harassment (2000), claims 

research confirms this to be the case. It not only brings problems for students who are 

bullied, as their self-esteem is undermined. It is also problematic for students who bully 

and continue to misuse their power, as they are more likely to have criminal convictions 

as adults Righy (1996): Olweus (1993): Slee and Rigby (1993). 

In terms of applying a proactive approach to the concept of health and well-being it is 

crucial that all members of the school-community know, model, practice and reinforce 

the attitudes and behaviours that students are expected to learn. Weare (2002, p.1 15) 

advocates that "teachers themselves need to demonstrate the kind of respectful, tolerant, 

warm and supportive behaviour that they want their pupils to exhibit". Weare adds, 

research shows when teachers express empathy, genuineness and respect in classrooms 

it dramatically improves students' learning and behaviour. However, she notes that 

teachers also need opportunities to learn about and practice social and emotional 

competencies. 

Opportunities to develop, practice, and refine affective education 

competencies - the power of experiential learning 

Susan Loucks-Horsley's article about Professional Development cited on line at 

http://www.enc.org/professional/learn/ideas/math/document.shtm  ?i npit=ACO- 13327 

(12/3/04) reinforces Weare's view stating that: 
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Professional Developers must walk their talk' because people can only teach in 

ways in which they have learned. Engaging in active learning ... and learning 

collaboratively are principles that must characterise learning for teachers if they 

in turn will apply these to helping their students to learn. 

Role-modelling supports transfer of MindMatters to the classroom 

MindMatters Professional Development allows teachers the opportunities to increase 

their social and co-operative learning methodology in a safe and supportive environment 

through role-modelling and experiential learning techniques. As a respondent concedes 

"It was i/lost advantageous to first learn through experience with Maria 's teacher 

t'orkshops as we could then more readily tra,1sfr skills we learnt into the classroom". 

This is backed up by another teacher who states "It was good to see different flicilitators 

role-model a range of lessons, to see how you take it and use it in diffi'rent ways in your 

class". This in turn has had a reciprocally beneficial effect on students noted by the same 

teacher who says "In the classes I taught it definitely improved relations and 

understanding of others" and increased "empathy with those suJjring mental illness". 

Another teacher comments on the difficulties encountered when attempting to teach 

social skills to adolescents. "This" she acknowledges "was the most useful mnodellingfhr 

inc 

A school nurse working with students in an Alice Springs high school says "Seeing 

activities mimodelled makes itftir easier to use ... and to know if it will he the right activity 

and outcomes jr your class". A similar view is expressed by a teacher and junior 

secondary school librarian in Darwin who says "Yes" role-modelling has helped me to 

use the MindMatters materials in the class/school context. "It gave me practical ideas on 

how I could present materials to a class ... and what would or wouldn 't work with a 

particular class". 

135 



A teacher working in an Independent school also agrees, saying "I can use the ideas in 

my pastoral care group, in getting to know you exercises and on-going activities". 

The impact of this approach has also been acknowledged in the College system by a 

teacher of year I I and 12 students who says that it has "Given me greater confidence 

to use interactive gaines in mv classroom. Another College teacher explains how the 

Mi u/Matters workshops "consolidated what I was doing was helpful" and "reinforced 

how important these strategies are in the classroom". 

Although a common theme running through responses from College respondents relates 

to time constraints and the need to complete "prescribed content (Secondary School 

Assessment Board of South Australia subjects)..." the same respondent believes 

"MindMatters comes from how the teacher interacts with their students in class". This is 

in itself is a very poignant comment because it illustrates the impact of a point I make 

and illustrate via experiential learning mechanisms during MindMatters workshops - 

that is "it is not just what you teach that is important, but how you teach it". Often the 

greatest impression we can make in teaching is from our relationships or ways we relate 

to our students. In their eyes this is what counts! 

This view is validated by a Darwin Focus Group of students (November 2004) who 

vehemently explain that "it doesn 't matter how important a subject might be like Maths, 

English or Science, if the teacher doesn 't relate to its or show empathy, we don 't try". 

Two students from the Focus Group felt so strongly about this point, they expressed an 

interest to speak to the staff at their school before the end of the 2004 school year. 

These views also relate to research undertaken by Ian Lilico whom I heard speak at a 

Conference in Darwin in 2003. Ian has done a lot of work around Boys in Education' 

cited on line at http://www.boysforward.com  (5/5/03), and notes that "Boys do teachers, 

not subjects". The girls in the Mimic/Matters Focus Groups also reiterated that this applies 

equally for girls! 
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Not only was the role-modelling effective in supporting transfer of knowledge, skills and 

understanding to the classroom, but it was seen by respondents as a way "to keep 

motivation and inspiration" and catered "fr a range of learning styles". Another teacher 

saw it as adding "new strategies" which are "always useftil and value-add to the 

learning". Whilst another declares "Definitely" regarding usefulness. "...Obvious/v 

learning dijji'rent ways not on/v gives ci wider range of options and choices of how to 

present it yourself, but al/owed for ci lot of discussion at the workshops". The same 

respondent acknowledges that the interactive and inclusive practices role-modelled, 

engage students much more than "teacher c/ia/k and ta/k". 

Students at the Darwin Focus Group also reiterated the importance of co-operative 

learning, saying they "enjoyed" this style of teaching and learning much more than 'just 

being spokeii at, or lectured to and wished that teachers would allow them to "do more 

group work'. 

A teacher who co-ordinated the original MindMatters pilot program in her school says "I 

fiund it use fii/ because the role-modelling acted as a template fir best practice 

approaches". Another teacher has applied the methods, concepts and content in his 

classes and comments how students are "more aware" and engaging in "seeking help" 

now. 

The following teacher's comments highlight why role-modelling is so important if we 

want teachers to take up what we as Professional Developers propose, and use in the 

classroom and school contexts. "Yes. It showed me that certain exercises that I would 

have been hesitant about, were effective". 

A school nurse says it gave her the confidence to try new things. It "encouraged me to 

take time to explore issues ... and to seekfeedhackfromn Young people themselves". She 

has noticed that "staff have gained skills in identifying young peop/e with high needs" 

and that students are "actively seeking hell) from support staff in school as well as 

parents". 
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An Aboriginal Islander Education Worker says that although "I do not work in the 

classroom ... MindMatters has given me the confidence to question issues/concerns and 

deal with them proper/v and more productively". This in itself is a very positive outcome 

because this Indigenous person is a role-model for many Indigenous students, and if they 

too can see how issues are dealt with in a productive way, hopefully they might be 

encouraged to try similar approaches. 

A teacher working in a remote school one thousand kilometres from Darwin found that 

"Most of the approaches demonstrated, were ve' much student .tocused". This he said 

"highlighted the importance of the individual student and the problems/issues they were 

dealing with hot/i within the school and in their own social and home lives" which he 

recognises need to be taken into account in the teaching context. 

However, comments from a small number of respondents surveyed, also suggest that 

they believe some staff in schools are not interested in this aspect of students' lives, 

suggesting that their colleagues view their role in schools as solely delivering the 

necessary subject related content. 

Interestingly, of all the comments received from teachers, only one respondent said that 

the role-modelling of MindMatters approaches and teaching methodology did not help 

transfer the use of MindMatters materials and approaches to the class or school, but did 

not say why. Perhaps the overwhelming majority of respondents could see the value of 

role-modelling because 

The presenter did not masquerade as a 'super teacher'. She was yen' human and 

humble in her approach. This encouraged the widest range of teachers to 

participate in the PD and to think that they could attempt it in their programs. 

For nie, the inspiration came from the simplicity of the activities and non-

threatening nature of them. The presenter role-mode/led many different types of 

activity - there was literally 'something fhr ever'one' orfbr each type of group I 

work with during the course of 'a week. 
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Where we learn, how we learn, and with whom we learn, are significant 

Another important aspect worthy of consideration in the nature of learning, according to 

Putnam and Borko, (2000), is that cognition is situated'. Situational theorists according 

to Putnam and Borko challenge the assumption of cognition or knowing as being merely 

the manipulation of symbols in the mind, and learning as the acquisition of knowledge 

and skills devoid of context and intention. 

Hence Brown et al (1989), Greeno, (1998) Lave and Wenger (1991) posit that 

The physical and social contexts in which an activity takes place are an integral 

part of the activity, and that the activity is an integral part of the learning that 

takes place within it. How a person learns a particular set of knowledge and 

skills, and the situation in which a person learns, become a fundamental part of 

what is learned. 

This is one such premise underpinning MinilMatters Professional Development, and 

undoubtedly from my observations facilitating workshops for over three and a half 

thousand participants in the past two and half years, is one reason why it has been so 

effective. Comments from respondents qualify and validate this assumption. 

A teacher working in a remote Indigenous school-community acknowledges that 

MindMatters Professional Development 

Workshops were very positive experiences. The facilitator was energetic and 

encouraging. Staff bonded through these and students benefited too. The 

infarmation presented encouraged teachers in their pastoral care of the students, 

as it emphasised the importance of building positive relationships with the 

children and each other. 
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In addition situative perspectives focus on "interactive systems that include individuals 

as participants, interacting with each other as well as materials" Cobb and Bowers 

(1999). 

A school nurse working in classes with students agrees that "experiential learning 

allowed its to trial new skills in a sat environment. This type qt approach has given inc 

contidence to utilise these activities in the classroom. She adds "sharing the learning 

also built team relationships and established new partnerships amongst school staff and 

onnnunitv members''. 

A Principal writes "Being able to participate in sonic of the activities gave a good base 

from which to focus in the classroom. I think it boosted the confidence of teachers to 

give it a try". As a classroom teacher himself he notes that "because of the style of 

presentation, the time required for a teacher to prepare for an activity was reduced. 

They could /icture and remember what was required rat/icr than have to wade through 

a lot otplulosophical material". 

A teacher in the same school reflects 

because we actually participated in some of these activities, we ft'lt first hand, 

the value of the experience from a personal perspective and therefore realised 

how it would benefit the students. 

It meant we . . . ininediatelv implemented some of the activities, rat/icr than 

plamimming to sit and read through the information before starting. The positive 

response from students mecint that we were encouraged to use the Kit quicker to 

fimid more activities, info 

A Senior College teacher agrees that "the experiential learning was also a valuable tool 

for connecting with other staff members as we are located infoculix areas and rare/v get 

an opportunity to connect Lit a meaningful level. The lesson was powerful". 
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This is in line with Aspey and Roebuck's (1977) study demonstrating that staff benefit 

personally and professionally from developing relationship skills themselves, which in 

turn supports the quality of their teaching regimes. Resnick (1991) acknowledges that 

interactions that take place in one's environment are major determinants of what is 

learned and how the learning takes place. This sociocentric view of knowledge Soltis 

(1981) and learning, demonstrates the significance of our interactions with people in 

determining how we make sense of our world through social experiences. 

Another aspect of the situated nature of cognition relates to the importance of providing 

authentic learning opportunities in Professional Development to foster transfer of 

knowledge, skills and attitudes to classrooms and school settings. This is supported by a 

teacher working in a remote school south west of Darwin who states that 

Experiential learning was great. I think indigenous staff were a bit nervous, but 

in/ orinal  fredback from staff was very positive. Most of us found the activities 

really powerful. It was great to do activities - that is key to being confident to tn' 
them in class. I've used the word game where you combine positive word with 

name. 1 have also tried the hi-five at the end of the day. Both are very eJjfrctive. 

I've also tried a lot more group work. I can see students have increased sef-

esteem through the positive classroom environment where they can frel safr and 

good about themselves. 

Learning by doing synonymous with 'Aboriginal way' 

An abundance of comments from schools throughout the Northern Territory highlight 

the importance of experiential learning in supporting teachers to implement 

MindMatters. An Assistant Principal in a remote school states: 
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The experiential approach was excellent with our staff The Indigenous stafffrlt 

comfortable and active/v participated. This approach has enabled teachers to 

implement strategies into the classroom. ... There was a need in our school to 

develop resilience in our students together with the need to reduc'e bullying and 

harassment, as well as increase parental involvement. All of which come with 

MindMatters. 

An Indigenous teacher in the same school responds "Loved it" 

An Aboriginal teaching Principal found the experiential learning focus "Extremely 

helpful" ....ommenting that it was like "do and talk - the Aboriginal way". The same 

teacher found it "very usetid  to do the PD workshops, see the strategies role-modelled 

and practice the activities befire they were used in the classroom". Now she sees 

Aboriginal "kids wanting to open up and talk about their problems" and says "they are 

more contident. 

Experiential learning supports cross-curricular use of MindMatters 

In relation to being able to transfer the approaches into the classroom and school 

following MindMatters Professional Development, a science teacher comments 

"Excellent, easier to remember, gave ideas on how to use in c/ass". A vocational 

training educator in the same school says "Absolute/v - it is real/v easy to use because 

you actually have been involved and done it. easier to remember". 

A science teacher in an Independent school advocates that "Experiential learning is most 

important in teaching science as it is a practical subject, but ideas from MindMatters 

can be used in teaching theory also". 

A teacher working in a Senior College states "Content - able to use the games/activities 

in my various classes. Introduced the Kit with resources. Have since used Loss and 
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Grief with mv Vocationcel Education and Training students and collaborative games 

.from Enhancing Resilience". Another teacher comments "Having Psychology new in the 

College has exposed students to more MindMatters materials". 

Not only has the experiential and situational approach assisted teachers to transfer the 

learning to the classroom and school contexts through "raised awareness of staff 

regarding the mental state of students". A respondent working in East Arnhem Land 

notes mutual benefits for students have occurred, as "staff observations have been 

keener regarding reporting students who they f'el may be struggling". 

Self-constructs developed through experience and the eye of the beholder 

Carl Rogers (1983, p.20) highlights the significance of experiential' learning which he 

acknowledges is pervasive and meaningful and "makes a difference in the behaviour, 

attitudes and perhaps even the personality of the learner". Rogers contrasts this form of 

learning (1961) with rational learning or mind learning which he infers does not involve 

feelings or personal meanings and has no relevance for the whole person. 

Rogers' views are supported by cognitive and humanistic psychology, which 

demonstrates the extent to which our social world is an active psychological construct, 

rather than merely a collection of facts. Kelly (1 955) suggests that our personal 

constructs' or view of reality is in fact built through our experiences which is a constant 

interplay between self and the world, and a negotiation between inner and outer reality. 

This concept and connection between inner self and the social milieu is acknowledged 

by a respondent whose views resonate with the experience 

Yes it was very helpful seeing how the group responded to the positive interactive 

approach. Made it positive to see how it could relate to the classroom and know 
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which outcomes could be achieved....Experiential learning enables us to see 

how easy it would be to use the materials. It gave its confidence to use 

MindMatters in the classroom setting. 

Importantly a behavioural approach such as is used in MindMatters Professional 

Development allows participants to experience' social and affective competencies and 

associated teaching methodology first hand and be able to relate this to their students. 

An Alice Springs respondent acknowledges that it is "a/ways best to learn by doing. Lets 

you know how, what approach will work tr your students, or gives you an idea". 

Another Alice Springs teacher working in a different school says experiential learning 

allowed you to be in the students '  situation but also enabled You to talk to others - 

discuss how things could be presented 

A College teacher reflects "It is valuable to be in the place of the learner, undertake an 

acti'itv and debrief— real/v assists in gaining great insights to issues/ways of looking at 

pro b/ems". 

A teacher who works with a range of Indigenous and mainstream students gives her 

impressions of the experiential process following immersion in MindMatters 

Professional Development: 

Demonstrations are definite/v easier to learn by, fbr myself ... experiential 

learning occurs, and this is excellent preparation ftr the classroom. As teachers 

we are It,  equipped with responses that mar occur, are prepared to discuss a 

variety of issues and ft'el contident that we can teach the content appropriately - 

especially as some issues may be sensitive. They 'ye also seen a different 

approach to teaching/learning - more ideas are always we/conic. Not just 'heads 

talking' at you at 4.30 p.m. after atlill  day's work.' 
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Northern Territory school -communities find MindMatters Professional 

Development useful 

Figure 14 illustrates the positive impact of MindMatters Professional Development in 

the Northern Territory with the majority of respondent schools (29) or 91 per cent 

commenting favourably on its usefulness. 

Figure 14: Usefulness of MindMatters 
Professional Development 
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Forty seven per cent or 15 schools reported that the MindMatters Professional 

Development was extremely useful, a further forty-four per cent or 14 schools found it 

useful, whilst only three per cent or one school did not find it very useful, and six per 

cent or two schools were unsure. 

Although one of the schools indicates 'unsure' regarding impact of MindMatters 

Professional Development, the Principal comments "viewed by Year 8 staff us very 

worthwhile program. Very positive teedhuck". Interestingly the same school reports that 

it has made a conscious effort to initiate MindMatters into the classroom, develop school 
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policies, undertake MindMatters audits/surveys, increase partnerships, provide 

opportunities for students to develop leadership/responsibility, enhance school 

environment, review pastoral care policies, build relationships, connection and 

belonging. They also have a Health Promotion focus in Middle School involving the 

school nurse, Bullying Program in Year 8, Occupational Health and Safety addressed, 

and Vocation Education and Training Programs for senior students. 

Whilst no reason was given by the Principal for the uncertainty regarding the usefulness 

of MindMatters Professional Development I am aware that this person had only worked 

in the school for six months prior to survey completion. As well, had not been involved 

in earlier MindMatters Professional Development offered to this school -community. 

Coincidentally one of the schools not finding the Professional Development program 

very' useful is also a school that was involved in a one-hour introductory session. The 

other school not implementing MindMatters and involved in a brief two-hour workshop 

was "unable to comment, as we have not really ti110wed up anything since the first 

intormation 5C55i0fl. 

Although a respondent from another 'unsure' school found the Professional 

Development workshop "Positive, infirmative, practical", and acknowledges that the 

school is using the MindMatters resources and approaches, this teacher remarks "Like all 

things, I think it needs a driver', that is a motivated person with time to 

de 'elop/implement MindMatters holistically". 

This is an astute observation, and from working alongside schools over the past two and 

a half years - also a critical success factor I would suggest. It appears that schools 

implementing MindMatters in the Northern Territory as a whole school' approach do 

have someone who is co-ordinating or driving' the process from within the school. This 

may he a MindMatters Co-ordinator, Well-Being Officer, Health Promoting School 

Nurse, or member of the MindMatters Core Team who is also being supported by the 

Northern Territory MindMatters Co-ordi nator. 
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The impression of usefulness does not differentiate 

No matter where the region, classification of school, or staff, the sense of usefulness of 

the MindMatters Professional Development program permeates the Northern Territory. 

Mainstream urban schools and remote Indigenous schools have found MindMatters 

Professional Development beneficial. A Principal from a remote school over one 

thousand kilometres from Darwin says that "Elements of MinciMatters have influenced 

and guided the school community and is supporting our development of relationship 

building at ...school'. 

An Independent school Assistant Principal states that it is a 'i'ery usef iii medium for 

dealing with emotional health and saftv issues". 

Meanwhile an Assistant Principal of a remote Catholic school acknowledges that the 

MindMatters Professional Development has provided "ftmntastic strategies and has 

assisted its in baring a clear locus and common goals". 

Another Assistant Principal, working in a Secondary College declares that "MindMatters 

has contributed to the decision to inplement a mentoring/coaching program • for all 

so den Is". 

A respondent from a large Darwin urban state school comments "Necessary and 

insightful. Teachers flt confident afier the workshop to incorporate MindMatters into 

their we/fire/homeroom group and classroom". 

A teacher working with Indigenous students south east of Alice Springs observes "It 

made the staff come together. The program was useful and will lead to the students 

increased contidence and willingness to tcilk with and trust teachers". 
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This diverse range of opinions captures the appeal and applicability of MindMatters 

Professional Development to school-communities across the Northern Territory and 

represents a proactive shift from a deficit disease or remedial approach of fixing' 

individuals, to enhancing the health and well-being capacity for all. 

Similarly, research in the field of Health Promotion including Health Promotion with 

Schools (2000, p.4) acknowledges that over the past two decades the focus has moved 

from eliciting "individual behaviour change" to a broader view recognising that 

"People's health behaviours are determined by their everyday lives". 

Within this context "MindMatters provides the first comprehensive approach to the 

promotion of mental health for young Australians through school programs". 

MindMatters Final Report: Executive Summary (1998) cited on line at 

http://yarti/edl'ac.unii-nelh.edu.au/MMRepot/MM  (3/7/03). 

Consequently, it is exciting to witness the extent of use and implementation of the 

MindMatters resources across a range of school-communities in the Northern Territory. 

Usefulness of Professional Development is backed up by implementation 

Not only has there been a large take up rate of MindMatters across the Northern 

Territory with ninety-one per cent of secondary respondent schools reporting 

implementation of the program. but Figure 15 captures the extent of MindMatters use by 

illustrating the number of schools implementing components of the MindMatters 

resource. 

The majority of respondent schools in this study (between 25 and 27). are using BulLying 

and Harassment and Enhancing Resilience I and 2, and between 10 and 15 schools are 

using School Matters, Educating for Lift', Community Matters, Understanding Mental 

Illness, Loss and Griet 
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Figure 15: NT Schools Using MindMatters Resources 
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Added to this, is the fact that the majority of schools in this study report using multiple 

components of the MindMatters resource simultaneously, which is reflected in Figure 16 

on page 150. 

For example, column two in Figure 16 indicates that 2 schools are implementing two 

components of the MindMatters program whilst column three demonstrates that 7 

schools are implementing three components of MindMatters simultaneously. Over 20 

schools, as illustrated in columns three, four, five and six are implementing five or more 

components of MindMatters simultaneously. These could include any combination of 

the following: School Matters, Educating fir LI, Community Matters, Bullying and 

Harass,nent, Enhancing Resilience I or 2, Understanding Mental Illness, Loss and 

Grief 
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Figure 16: Number of Schools Implementing Single or Multiple Components of 
MindMatters 
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One of the outcomes and expectations emanating from the MindMatters Professional 

Development program was that schools would use the MindMatters resources explicitly 

and within existing curriculum programs and structures. Clearly, this imperative has 

been met in the Northern Territory as reflected in Figure 15 p.149  and Figure 16 above. 

Focus group participants also confirm the extent of MindMatters usage in schools 

indicating "that teachers are using the resources as 'stand-alone', as the basis for 

discreet units of work on health-related topics, as part of their pastoral care programs, 

or to support studies in English, Drwna, Psychology, ... and policy development". 

Teachers' testimony provides important clues 

Comments from a range of teachers in urban, rural and remote schools provide examples 

supporting the effectiveness of MindMatters Professional Development across the 

Northern Territory, and these have been included in Appendix B (p.  250) as a summary 

of evidence. 
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However, a few examples to illustrate their impression follow: 

The workshops were always positive, and the positive feeling always flowed to 

all those in attendance. The workshops 1/fled the morale of those who attended 

gave enthusiasm to members of staff . ...and enabled it to be brought on board a 

lot easier and quicker ...". "Provided helpful ideas for the use of resources in the 

classroom setting" and "demonstrated how,  fun can be incorporated with 

lecirning outcomes to build positive relationships". "The presenter (Maria) was 

very positive, opemi and passionate about her work - this rubs off on to 

participants". "The atmosphere was friend/v and had ci sense of hc'longing and 

ownership". "Very practical approach ... vc'ry good level of participation 

showed us how to app/v concepts and resources through enacted scenarios". 

"Evcellent, provided direction fur leadership development and whole 

school/community strategy". "Interactive". "Excellent fur discussing teaching 

pedagogy ... useful fur stimulating conversations between teachers on 

MinciMatters content". "Very helpful tools, approaches and pragmatic 

strategies". "Strong theoretical framework based on current research". "The 

content was relevant. It offureci practical application. Was delivered in a way 

that all pclrticipants could relate to. By actual/v doing the exercises each person 

could see and frel how their clients might use it". " ... being able to participate in 

some of the activities was ci good base from which to work in the classroom. 

The impression of MinciMatters Professional Development has clearly been 

demonstrated via teachers' responses, yet it has also achieved the program's desired 

outcomes noted earlier, as reflected in the following respondent's comments illustrating 

conceptual understanding. "Helped me to see that students value/need relationships and 

emotional aspects of schooling as much as the cognitive educational programs and the 

experiences do easily transfur into the classroom". 
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Very well delivered and organised . clearly denionstrateci activities that can be utilised 

in the classroom ... and shows how schools can begin ci whole of school approach to 

mental health and well-being. 

Some common threads 

This data provides a very clear indication of the appeal for Professional Development 

that is perceived as positive, stimulating, interactive, inclusive, hands-on with ideas for 

classroom use, relationship-centred, empowering, challenging, well organised, and 

offers relevant evidence-based content that is presented in a professional meaningful 

way. This form of Professional Development encapsulated through MindMatters has 

also provided the basis for Northern Territory secondary schools to adopt a Health 

Promoting School focus or whole school' approach. 

The Health Promoting School Model 

A Health Promoting School places priority on creating an environment that will have the 

best possible impact on the health of students, teachers and school -community through 

the interaction and connection between curriculum, policies and partnerships. 

With this concept in mind the Health Promoting School Model has been developed to 

support schools work towards a whole school' approach that enhances the social and 

emotional health and well-being of students and the school-community. It provides a 

framework for the selective inclusion of curriculum resources, programs, policies, 

surveys, processes, and initiatives that address specific aspects of mental health, and 

underpins the MindMatters program. 

MindMatters has been developed to assist schools build on the multitude of practices 

that are already in place to promote students' social and emotional health and well-being 
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such as curriculum, and policies that relate to bullying, student welfare, and critical 

incidents. Strengthening young peoples' life-skills and resilience through a school 

culture that fosters a sense of caring and belonging, whilst encouraging partnerships 

between parents and allied health agencies are seen to be crucial ingredients of the 

Health Promoting School Model and are reinforced through MindMatters Professional 

Development. 

The MindMatters Professional Development program has been designed to enhance 

school-community understanding about the need to develop students' social competence 

within a safe and supportive environment, as well as developing their life skills in the 

classroom. The MindMatters resources are based on the understanding that young 

people need to engage actively with ideas and concepts in order to learn. Hence students 

are frequently placed at the centre of activities whilst the teacher takes on a facilitating 

role in much the same way as experienced in the Professional Development process. 

Many Focus Group students who have experienced MindMatters (either as a unit of 

work in Health, in a class where the teacher modelled inclusive practices, as a 

MindMatters core-team member, or as a result of school policy changes), remark that it 

has "Definite/v made a diffi'rence to their sense of health and well-being". 

Most acknowledged that they are "much more aware about others and their needs" 

following involvement in aspects related to Enhancing Resilience I and 2, Bullying and 

Harassment, and Understanding Mental illness. Although a Year 8 male in the group 

initially stated that "it hadii 't made much diffi-'rence to him" he confirmed that he "flt 

much more confident in seeking help" after being involved in MindMatters, and 

identified people and resources that he would use if required. Some of the Year 8 boys 

explained that they felt a little intimidated and embarrassed when first taking part in 

MindMatters but "if one person started to talk, it opened up the way for others" and they 

felt better about taking part. "Especially if classmates were supportive". 
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The year 10 girls in the Focus Group highlighted the impact the MindMatters Mental 

Health unit had had on them stating that they were "much more aware about mental 

illnesses", and the opportunity to discuss issues surrounding mental health had "real/v 

helped". They now knew about the "signs and symptoms ... how to get help" and were 

"really shocked by the numbers of people experiencing mental illness especial/v 

depression" so wanted to make a special effort to keep an "eve out for each other". 

A majority of students felt the work they had done in class on Bullying and Harassment 

was "helpful". A Year 8 male student said "Kids know whats expected now, that 

bullring won 't be tolerated, and that something will be done if they are bullied, 'cause 

we have a policy which was launched at a whole school Assembly and everyone knows 

about They were also very impressed that students had been involved in the 

development of the Bullying policy and that a student had "designed the Bullying and 

Harassment brochure'. Boys and girls in the Focus Group also indicated that they 

would seek help from teachers if necessary, but would weigh up the situation before 

attempting to intervene in a Bullying incident. 

Overall most students were delighted with the accomplishments made as a result of 

MindMatters, highlighting bullying and harassment surveys "completed by random/v 

selected students from each year group and randomly selected parents as well". They 

spoke about a Year 9 girls "support group" that was set up to talk about "issues affecting 

students" and the accomplishments of the MindMatters core team' particularly in 

relation to "raising awareness about the need fer health and well-being for everyone". 

Although representative of gender, ethnicity, age groups, interests, and academic 

aptitude, the students taking part in the Focus Group interviews were either self-

nominated, or had returned their permission forms to take part in the research. One could 

deduce therefore, that the students taking part, may have had a conceivable and genuine 

interest in the subject being studied, raising the possibility of biases in reporting. 

However it could also be deduced that some students were keen to get out of class as the 

interview process was undertaken in class time towards the end of the school day. 
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However, the enthusiasm of this group of students and acknowledgment for what has 

been achieved through MindMatters was heartening, including changes noted by 

students about classroom approaches to teaching/learning, and greater opportunities for 

student involvement in school processes. The passion and conviction with which they 

spoke about the need for social and emotional well-being for students and what they 

planned to do, highlighted the impact of authentic learning and opportunities for 

responsibility, leadership and decision-making. 

That MindMatters can improve adolescents' help-seeking skills, self-esteem, and a sense 

of self-efficacy and engagement with school is evident from this group of students as 

they constantly highlighted the MindMatters resources and aspects of the program 

throughout the Focus Group discussion. 

This is also endorsed by research suggesting that adolescents who feel that their schools 

care about them, and who feel that they belong at their school, are less likely to engage 

in risky behaviour than those feeling disconnected from school, Resnick et al (1993 and 

1997). 

As schools become more familiar with evidence indicating that "... as education 

improves so too does health, and as health improves there is greater potential for 

learning" 'Health Promotion with Schools' (2000 p.5), they are taking on MindMatters 

within a Health Promoting School framework. 

This is reflected in Figure 17 p.156.  The graph illustrates that schools are adopting a 

'whole school' approach to health and well-being by undertaking surveys to identify 

gaps, developing policies, incorporating MindMatters into the classroom and creating a 

safe and supportive school culture which values working with parents and the school-

community. All of which are elements of the Health Promoting School Model. 
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Adopting a Health Promoting School (HPS) Model 

Figure 17: Elements of a Health Promoting School (HPS) Model InpIemented 
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Figure 17 illustrates that more than half of the respondent Northern Territory secondary 

schools surveyed are implementing a range of Health Promoting School elements. These 

include using MindMatters in class, developing school policies, undertaking 

MindMatters surveys, increasing partnerships, providing opportunities for student 

leadership, creating a safe and supportive school environment, reviewing pastoral care 

policies, building relationships, connection and belonging. 

Validation of the Health Promoting School implementation processes undertaken by 

Northern Territory respondent schools has occurred in a variety of ways. These include: 

anecdotal feedback at MindMatters workshops/meetings/sessions, the DVD 

accompanying the Practical Thesis, school case study documentation on the 

MindMatters national web site at www.curriculum.edLl.au/rnindmatters,  resource 

development and publication in the form of booklets, worksheets, activity cards, songs, 

and policies. The MindMatters Project Officer has also observed schools working in 

partnership with parents, allied health professionals and the community at open days, 

school council meetings, and when facilitating Professional Development. 
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The implementation of these HPS elements is also indicative of the success of the 

MindMatters Professional Development program in the Northern Territory, as the 

elements are illustrated and discussed throughout MindM otters Professional 

Development sessions. 

MindMauers Professional Development encourages 'whole school' approach 

Figure 18: Number of Schools Implementing Single or Multiple Elements of 
HPS Model 
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Figure 18 illustrates that 29 Northern Territory respondent secondary schools are 

implementing elements of the Health Promoting School Model simultaneously. As an 

example, column five indicates that 5 respondent schools are undertaking five elements 

of the HPS Model concurrently. 

However it also needs to be acknowledged that teachers and school administrators in 

many NT schools do not always see their involvement or utilisation of the Health 

Promoting School components as a 'whole school' approach, but rather as a process 

linking these elements to enhance student well-being and learning outcomes. Feedback 

from Focus Group participants confirm this to be the case. "We don't necessarily think 

we are taking a whole school approach - ... just doing it is what's important". 
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The ball keeps rolling 

Northern Territory schools' growing acceptance relative to the increasing evidence that 

emotional and social intelligence, and cognitive and intellectual intelligence not only 

influence one another but are fundamentally inseparable. Syiwester (1995) is 

demonstrated by continuing requests from schools to provide ongoing MindMatters 

Professional Development. 

What we are seeing in the Northern Territory is a move from: 

• Phase 1 (Nov 2000) MindMatters Train-the-Trainer' Professional 

Development 

• Phase 2 (April 2002) MindMatters Whole School' Professional 

Development . . . continuing 

• Phase 3 (2004) MindMatters specific' Professional Development and in-

school support. 

Rather than slowing down, the requests for on-going who1e school' or 'specific' 

MindMatters Professional Development and in-school support in 2004 could be equated 

with a crescendo - rather like the spark from a match as the grass ignites and catches 

fire. I only hope that I can keep up with the flames as the fire burns, word spreads and 

the enthusiasm of teachers and schools to embrace MindMatters grows! 

As participants at the MindMatters Focus Group in Alice Springs (November 2004) said 

"it is very important to keep up with the demand and needs of schools or they will lose 

interest and change Jhcus as something new comes along". They also acknowledge the 

need to 

Provide on-going 'whole of school' Prof'ssional Development because of the 

high change-over of staff in the Territory and the need to renew or recapture 
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interest . . . as well as workshops on particular aspects of the MindMatters 

resources to support teachers' use oft/ic program in the classroom. 

These comments equate with similar requests from Top End schools who are very keen 

to imbed MindMatters into the curriculum, pastoral care programs and school ethos. So 

the type of MindMatters Professional Development offered in the Northern Territory is 

changing to accommodate the needs of schools as teachers' knowledge, skills and 

understanding about social and emotional well-being increase. 

Schools and Principals have been very accommodating in their support of my role in 

facilitating MindMatters Professional Development workshops to: 

• familiarise groups of teachers with the MindMatters resources 

explore strategies and a range of teaching methodology or approaches to use 

in the classroom 

develop specific units of work and programs 

• demonstrate approaches and activities with students 

• mentor/coach and team-teach 

review and develop policies 

• work with parent groups 

• develop strategic/action plans and processes to support on-going 

MiiulMatters Professional Development. 

Witnessing the changes made in schools, amongst teachers, students and parents and the 

excitement of school -communities as they grasp the Health Promoting School concepts 

has been an exhilarating experience. For example, I recently worked with the intensive 

English staff in an Indigenous school who were rather wary about using the 

MindMatters resources. However, as we unpacked the Kit and started working through 

the activities the teachers grasped the concepts quickly and as their imaginations ran 
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wild a raft of suggestions about ways to enhance delivery using video, thesaurus, 

graphing programs and the like flooded the discussion. Two weeks were left aside for 

teachers to work with their students before I returned to hear their recounts and to 

provide the next inoculation of Professional Development. 

On my return one teacher acknowledged "I have never seeii these Indigenous kids so 

buoyant" and they are even saying things like "oh, I didii 't realise that when I said and 

did things to others it aftcted  thein in sac/i a way". The teacher added that their 

behaviour in class had also dramatically improved and how the experiential nature of 

learning had changed their impetus to learn . . . "not recognising how much mathematics 

they had completed, as graphing had been done using a 'getting to know ' grouping 

activity". 

Principals play key role 

When MindMatters was given the green light to go ahead by the Northern Territory 

Department of Education (2000), the Northern Territory MindMatters Reference Group 

suggested that all secondary school Principals should be involved in MindMatters 

training. This was endorsed by the Chief Executive Officer of the Department, who 

officially launched the program at the first Train-the-Trainer workshop in Darwin 

(November 2000). 

Consequently a full day was set aside for secondary school Principals to workshop the 

MindMatters program. This gave Principals an opportunity to view the materials, 

content, methodological approaches to classroom delivery, time to conceptualise the 

Health Promoting School Model underpinning the program, and a chance to network and 

discuss implications of implementing MindMatters in their school contexts. 

Providing Principals with an opportunity to learn about MindMatters and the 

significance of the program not only to the teaching learning paradigm, but also as a 
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means of creating safe and supportive school-communities, has been an essential 

ingredient for the success and sustainability of the program. Research data indicates that 

four years on MindMatters is not dying out like the embers of a fire, rather its intensity 

is increasing as more schools access Professional Development/support, and implement 

the program to suit their needs and contexts. 

Anecdotal feedback from Principals who were able to attend the initial MindMatters 

Professional Development workshop, confirms the significance of the initial training, 

indicating that it gave them a good insight into the program, the research behind it and 

the resources supporting the curriculum. 

The support of Northern Territory secondary school Principals has been overwhelmingly 

encouraging during this time (2000-2004) and is demonstrated by: 

• Being involved in an initial MindMatters Professional Development work-

shop for Principals (November 2000) to learn about the program 

• Discussing and planning the course of Professional Development in the 

school 

• Allocating executive/staff to the planning process 

Assisting with time allocation for whole school' workshops and in-school 

follow-up sessions 

Giving feedback and offering suggestions 

• Arranging sessions to showcase MindMatters in action 

• Launching policies developed through MindMatters processes 

• Increasing opportunities to work in partnership with parents and the school-

community 

• Advocating for MindMatters. 
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I believe this commitment speaks volumes for the necessity of a program such as 

MindMatters in the 21' century, and is reinforced by the Principal of a large rural high 

school in Darwin who has been instrumental in implementing MindMatters as a 'whole 

school' approach. He says (October 2004) 

Schools are the one remaining institution or process that are a given in a child's 

lit and as such schools will continue to play ci pivotal role in a student's lie. 

Schools must take on that role and the component parts, to accommodate the 

stresses that will impact on each and every member of the sd iool-co/flmunit). 

Each school whether we like it or not will need to create a safe and supportive 

en vironment that supports the well-being of all students so they can achieve their 

learning outcomes and fill potential 

This Principal's sentiments fit neatly with research cited in Enhancing Resilience 1 

(2000, p.13) of the MindMatters resources which indicates that "the success of best 

practice strategies associated with positive learning and developmental outcomes in 

students . . . depend on ongoing opportunities for participation and the quality of 

relationships surrounding them". The resource adds that "successful schools enhance a 

sense of belonging, connectedness and self-worth when they: 

• Build caring relationships offering support, compassion, trust 

• Set high and achievable expectations offering respect, guidance, 

affirmation, and acknowledgement, building on strengths of each 

person 

• Provide opportunities for participation and contribution, 

responsibilities, real decision-making power, building ownership. 

A Principal of a large urban Catholic high school echoes these sentiments. (October 

2004) 
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MindMatters he says "is central to our thinking about best practice ...it's 

current, backed by research and embraced by staff parents and kids....there is 

not a more important area than health and well-being and the links between 

health and well-being and the ability to learn are well documented....Good 

schools" he says "are categorised by good culture ... a culture that is built 

around people and well-being .. .and a right toted sat. Schools that take this on 

board are ftir better off in a sense than schools with expensive fticiliries and 

equipment'. Then adding "MindMatters won 't flash then burn and die because 

it's been well resourced and is complemented by ci range of programs and 

initiatives including MindMatters Plus, Families Matter and the National 5af 

Schools Framework. 

Not all smooth sailing 

Despite all the good will in the world, reality brings us back to earth, and so too has 

MindMatters experienced some hiccups along the way. One of the biggest hurdles 

encountered that respondents highlight is the "turn-over of staff'. In order to keep new 

members of staff in the loop so they too can be a participating and practicing 

MindMatter 's team member it is vital that they be given the opportunity to learn about 

the program. In some schools there has been an on-going commitment to support this 

process, but in others as Principals have changed roles and the executive staffing has 

changed it has not always been possible or a priority, and consequently requires "lots of 

extrci workjr0m the committed ones that are left ". (Focus Group - November 2004). 

Another difficulty encountered by schools trying to implement MindMatters is "getting 

over the initial hurdle of staff who have difficulties with the MindMatters topics 

themselves, and sometimes struggle with building relationships with the students" or 
..are not motivcitecl to try the activities". 
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The perception by some respondents is that teachers lack confidence to implement the 

program, whilst others suggest that some teachers do not see it as being a priority. Not 

beating  around the bush another articulates "resistance from 'I/ic top' of the school 

administration.., reluctance (t ALL staff to take it on - to think 'outside the square ". 

According to another respondent from a rural school "difficulties arose from teachers 

not seeing it as part ot their job ... not titling into their syllabus area". Added to this is 

the dilemma of the Assistant School Principal who writes "there are SO many other 

'programs ' that need to be covered wit/i students within the curriculum it is difficult to 

add still more. 

A respondent from a secondary college admits that "it is perceived by some school staff 

as being a Junior locus" whilst another says "some staff are resistant to incorporate such 

approaches in their teaching style ....oine complain their curriculum is too full so no 

time". Although this view is also shared by a teacher in another secondary college this 

person "believes MindMcitters comes from how the teacher interacts with their students 

in their class. Bingo! There you have it! To reiterate ... it's not necessarily what you 

teach, but how you teach that is so vitally important. 

Another difficulty in terms of implementing MindMatters in the curriculum in one 

school has arisen from shifting it from "one tiicultv area to another ... has lost some of 

the language .ticus,  but it is still used in the Health area". A respondent in the same 

school suggests that the "size of tile school" and the fact that "faculties decide if and 

what they will utilise" rather than focusing on a "whole of school approach" has added 

to the difficulties encountered. 

This view is supported by a teacher from a school in the same region who says "I think a 

whole school approach is needed - it doesn 7 really work ill isolation if a change in 

'school culture' is needed, but it does work well if an individual wants to work with a 

particular group". 
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The need for a 'whole school' approach has been echoed by many teachers in schools 

across the Northern TelTitory, but as an Assistant Principal suggests "like all new 

programs getting everyone to march to the heat of the same drum" is difficult. What is 

needed according to a senior teacher from an Area school is a "driver, that is a 

motivated person to develop/implement MindMatters holistically" in the school. Focus 

Group respondents endorse this suggestion indicating that otherwise "the momentum 

won't last". Yet again, however, it is really up to the school leadership or executive to 

endorse this type of approach. 

Fullan's (1992) work highlights this sort of difficulty and the inherent need to 

understand the relationship of innovation and teacher development to school 

development. Fullan (1992, p. 23) acknowledges that changes in behaviour, new skills 

and practices occur if "there is strong collegiality coupled with a commitment to 

continuous improvement", hence alluding to the nature of school culture and the 

inherent difficulties exposed by our belief systems. What we need are school leaders 

who are authoritative, inclusive and collaborative, who are prepared to share power 

'with' and encourage innovation and ownership from 'within' the school or 

organisation. If this approach becomes the status quo and is valued, then more people 

are likely to want to take on roles such as MindMatters co-ordinator. 

Another view expressed by a teacher working in an isolated Indigenous school relates to 

difficulties around "distance and regular tedback of program implementation". 

However he acknowledges that "we ftlt it was successful and that counts as high/v 

unportant. 

At a classroom level a teacher notes "trying to find resources other than those in the 

work manuals... to support the curriculum content". This is backed up by a teacher in 

the same school indicating that more resources would be useful, particularly for 

Indigenous students because the "handouts ... are not aimed at the developmental level 

of the kids". 
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As mentioned earlier one of the main difficulties Indigenous school-communities have 

encountered relates to the need to adapt and modify the MindMatters resources to "meet 

the needs of the students". 

On a school management level there are "competing programs/PD ... planning tbr school 

improvement" whilst "balancing the needs of the school community". 

Acknowledging the needs of staff, a school counsellor notes that "staff well-being and 

cohesion is an area of real concern. We need to fcus on working in this area ..... which 

is consistent with comments made by many teachers with whom I work in schools 

across the Territory. In fact, it is an issue that has been noticed by MindMatters Officers 

around Australia and consequently Staff Matters has been developed to acknowledge 

that care of the carer is critical to the success of any program, and will be launched at the 

MindMatters National Conference in Sydney (March 2005). 

A school nurse reiterates that "staffs'' mental health" is a priority. This is 

notwithstanding the fact that we live in a "time of rapid change", but still have an 

"entrenched tradition culture in the structure cind function of a school" together with a 

"lack of understanding qf what a Health Promoting School is and how it works". 

"Particularly" she adds "at ci systeni and Depcirtinental level". 

Issues around time have also been mentioned by numerous respondents who feel that 

there is not enough . . . "time to write policies, co-ordinate efftrts, breathe''! Plus the 

time needed for " . . on-going staff development ... to instil the program ... so we don't 

lose focus'. 

However despite the difficulties or obstacles raised, there were also respondents who 

claimed that there were "None at all"! In the same vein an Assistant Principal working 

in a remote Indigenous school-community declares "We cire going well and learning 

together". 
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Pivotal link to effectiveness of MindMatters Professional Development 

Teacher interviews, focus groups and participant surveys reveal that the MindMatter's 

co-ordinator position holds a key to the success of the program in Northern Territory 

Not only however, is the position crucial in setting the strategic direction for system 

endorsement of the program, providing impetus for change in schools, facilitating 

MindMatters Professional Development and on-going school -community support, but 

respondents highlight personal qualities or attributes of the co-ordinator that have 

assisted them to implement MindMatters in their school. 

Qualities that help others 

The following is not a narrative to blow my own trumpet. It is to alert funding providers, 

program managers and the like, of the need to look for certain characteristics or qualities 

in people who are given the task of changing the mind sets or cultures of schools and 

organisations, as I have attempted to do through MindMatters Professional 

Development. 

I have been privileged and honored to have had the opportunity to facilitate a program 

such as MindMatters because as a school Principal in Alice Springs remarked in his 

School Survey "Minds do Matter 

Not only have I attempted to be "very supporti'e" at all times, (2002-2004) but I, too, 

have learned an incredible amount about me, people, education, learning, culture, 

diversity, inclusivity, experiential learning and Professional Development from everyone 

with whom I have worked. Consequently I am all the more rich for having had the 

experience. 
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Although I have appended the vast majority of comments from respondents regarding 

the 'qualities or attributes of the Northern Territory MindMatters Co-ordinator that have 

assisted schools in taking up or implementing the program', I would like to include a 

few that reflect what most teachers/respondents appreciate in a Professional Developer. 

Ecellent presentation skills ... inspiring". "Ta/ks clear/v ... engages the audience 

unportantiv knows her stuff and lives by it". "Always, positive, clieerfiu/, helpful. Speaks 

to all the staff and includes all staff" "A good listener ...... "Gently persuasive without 

being pushy ...". "Enthusiastic, positive and full of intectious energy". "Passionate 

Very supportive, keen and a great communicator. Instils an enthusiastic willingness to 

get involved and make it work". "Supportive fallow-up and tedback. Has vision, but is 

also practical and realistic". "Well organised, clear, patient, understands our cultural 

context". "Down to earth, approachable, friendly, practical, available committed". 

"Knowledge of pro grani excellent 

Being aware of our strengths is important, but the significance lies in being able to use 

them in a humble, flexible and supportive way to build the capacity of others. As Nelson 

Mandela (2000) says 

Our deepest fear is not that we are inadequate. Our deepest fear is that we are 

powerful beyond measure. It is our light, not our darkness that most frightens us. 

We ask ourselves, 'Who am I to be brilliant, gorgeous, talented and fabulous? 

Actually who are you not to be ...Your playing small does not serve the world. 

There's nothing enlightened about shrinking so that others won't feel insecure 

around you. 

And as we let our own light shine, we unconsciously give other people 

permission to do the same. 
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Everyone is valued 

As Appendix C (p.  254) suggests just as my role has been influential, so too have 

secondary school Principals, Assistant Principals, senior teachers, MindMatters co-

ordinators, Score team' members, teachers, students, parents, in fact virtually everyone in 

the school community. 

MindMatters is a partnership in the true sense of the word and relies on developing 

relationships, connection and a sense of belonging so that we can all reach our full 

potential through an enhanced sense of well-being. 

The journey continues 

This has been and continues to be an incredible journey, and although rocky at times as 

storms brew, lightning strikes and floods appear, the results and explanations presented 

throughout this thesis speak volLimes for themselves. 

Chapter has 4 set out to determine the effectiveness of MindMatters Professional 

Development in the Northern Territory retrospectively (2000-2004), and the sheer 

volume of rich and descriptive data included herein illuminates the fact that it has indeed 

been a success. 

MindMatters has been implemented in 91 per cent of respondent secondary schools 

following the Professional Development program and in only three schools was it not 

taken up because of staff turn over and competing priorities. MindMatters is being 

implemented in mainstream urban and remote Indigenous school -communities albeit in 

different ways, demonstrating the flexibility and appeal of the program. It does not have 

to take on a one size fits all' shape, and schools appreciate the opportunity to mould and 

adapt the program to fit with their needs, clients, contexts, resources and sense of 

readiness. 
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The chapter commenced with an explanation of the research, and illustration of the 

Northern Territory educational context including a description of important cultural 

factors that are particularly significant to many schools in rural or remote locations of 

the Northern Territory. 

The positive impact of MindMatters in Indigenous schools is then discussed along with a 

range of factors that are seen to enhance the Professional Development process per se. 

A description of MindMatters Professional Development in the Northern Territory 

provides a comprehensive overview of the change processes and evolution from a Train-

the-Trainer approach to whole school' Professional Development and in-school 

support. 

Discussion about the usefulness of MindMatters Professional Development follows, 

including MindMatters resources used, and Health Promoting School elements being 

undertaken by schools, together with a range of factors that respondents highlight as 

contributing to the effectiveness of the Professional Development program in the 

Northern Territory. 

These critical success factors include role modelling, experiential learning, support from 

secondary school Principals, establishment of Score teams', and involvement of 

MindMatters co-ordinators in schools. Also of significance is on-going and whole 

school' Professional Development which is supported and sustained by a Northern 

Territory MiiuiMatters Co-ordi nator. 

Difficulties have also been illustrated in this chapter in order to give a realistic and 

balanced account of the problems faced. However, the research data both quantitative 

and qualitative presented in this chapter indicates that MindMatters Professional 

Development in the Northern Territory has been effective. 
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Chapter 5 will describe the impressions of MindMatters Professional Development from 

Indigenous participants' perspectives and Chapter 6 will draw the thesis to a close. 
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Chapter 5: Indigenous Perspectives relevant to MindMatters 

Professional Development 

This chapter provides a snap shot of Indigenous peoples' impressions about 

MindMatters Professional Development. 

From my experience living and working with Indigenous races I have come to accept 

their customarily honest, frank ways and display, that few words need be spoken, whilst 

an illustration can paint a thousand words. Being aware of the mediums people use for 

communication particularly when working in Professional Development and trying to 

convey important or relevant messages is crucial. Sometimes a look' or slight hand 

gesture or body movement from an Aboriginal person will complete a whole sentence, 

paragraph and conclusion without uttering a word. Hence the art of observation becomes 

very significant when working with Indigenous people. I feel very privileged to have 

had numerous opportunities to watch and learn from the masters, as they have used and 

relied on the power of observation to find water and food to subsist for generations. It is 

for many their modus operandi. 

Aboriginal and Torres Strait Islanders are very proud of their culture, and their 

connection with the land or country' shapes their identity and keeps them strong as does 

their very strong ties with family. They are a reserved, yet smart and articulate group of 

people in their own right whose story telling capabilities and yarns are up with the best, 

but may not be demonstrated if trust and respect have not been achieved. "Building trust 

is very important and getting to know someone as a person" is a crucial starting point - 

even before Professional Development occurs in an Indigenous community. 

On most occasions I will try to visit an Indigenous community to meet and talk to 

people, and for them to size me up even before setting dates for Professional 

Development workshops. Taking time to "get to know, and develop relationships" from 

an Indigenous person's perspective is a very important starting point in this learning 

cycle. 
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As an Aboriginal teacher and respected elder repeated many times in our conversations 

about MindMatters Professional Development "people have got to learn to know you 

and trust you - listen to you. Next time they '/1 open up. Give them time". 

This is a very important lesson for many of us who are often time and content focused 

and come from a different paradigm set where time is often viewed in monetary terms, 

and hence the importance of getting the job done as quickly as possible. However it is 

important to realise that if we want to achieve success when working with Indigenous 

people we need to take the time firstly to develop our relationships, as many Aboriginal 

people are wary of those who fly in and out to do their thing and never return. They want 

to know that you care enough about them to return, so may be very cautious and discreet 

initially about opening up to strangers, in fact will often sit back, wait, watch and listen. 

Building trust and relationships" may also involve "going out with people" when 

invited. I was very fortunate to have such an experience, when after my fourth visit to a 

remote community the Indigenous Principal invited me fishing one afternoon after a 

workshop. Instead of rushing to drive the long haul home I ventured out via dinghy 

experiencing the serenity of the river, picturesque banks with overhanging pandanus 

palms and sweet smelling paper barks in flower, learning about "hush tucker" and 

cultural perspectives from a very knowledgeable and wise person. Although the pace 

was unhurried the fishing was eventful and I took home two prized size Barramundi fish. 

On another occasion, whilst working in Central Australia I was invited by an Indigenous 

elder to view the community orchard located some kilornetres out of town on a plateau 

between two mountainous escarpments and fed by artesian water. I can still vividly 

recall my bewilderment as we walked past numerous grapevines, and fruit trees in dust 

blown desert country, which I was told the people tended after school and on weekends. 

As we meandered through the farm I learned about the students' abilities with the horses 

that patrolled the perimeter, and was subsequently able to weave my learning from 

encounters such as these into my MindMatters workshops, using a narrative or story-

telling approach to convey my messages. Thus creating a sense of contextual relevance. 
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Having used this method with Indigenous people before I was very aware of its 

significance to them. As a teacher recounts "Use of stories is very important especial1'1 if 

adapted to people 's lifrsrvles and culture - that will open them, get them to talk". Indeed 

a very powerful medium I have found in all of my Professional Development work, but 

particularly so for Indigenous people, if they can personally relate to the stories. This 

aligns with Beattie's (1995) work regarding the importance of narrative in constructing 

knowledge in teaching. However as Elliot Eisner reflects in the foreword of Beattie's 

(1995, p.  ix) book there "is a need for artistry in the telling". 

Eisner adds . . .Stories, like paintings or poems or dances, are means through 

which a certain kind of experience can he generated. But we must not forget that 

the generation of such experience requires more than the use of a form of 

representation. It also requires the artistic treatment of that form. Stories, like 

paintings can he artless. Artless work reveals little. 

So true, but my experience also indicates that stories need to be relevant, contextual and 

timely, thus creating atmosphere at poignant times to illustrate salient points and adding 

to the dynamic of the Professional Development exercise to assist participants' retention 

of knowledge. However, in the midst of our endeavours to enhance the dialogue and 

nleaning of our work we must remember the importance of "taking time and giving 

people time too - to think and understand ... not just rushing into things". This is 

particularly important for English second language speakers who "get tired quick" if 

there is "too much talking". Importantly, we need to build in reflection time or be 

prepared to pause for digestion of concepts, allowing participants to "sit and think", and 

not feel that silence means it is time to move on in this context. 

Another point made by Indigenous teachers from the Top End of the Northern Territory 

and Central Australia was the importance of "going to peoples' countn" and perhaps 

facilitating a workshop "... out bush, not just your place". This is where Indigenous 

people feel comfortable, rather than in the confines of a library or classroom. 
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Suffice it to say Indigenous interviewees were all highly supportive of the in-school 

MindMatters workshops. Comments from respondents indicated that the MindMatters 

Professional Development was "use iil".  "The activities helped to break the ice and get 

to know each other - that 's what we really need. It was presented in a safe way and was 

good working with people you know, and it helped to build our confidence - that's 

important for US'. 

Many Indigenous respondents noticed that the students are also "developing more 

conjidence after participating in MindMatters lessons" 

There was unanimous agreement about the positive impact of experiential learning. 

"Acting things out helped take it back to the classroom" and "modelling was like 

bringing it to life". They felt that a "hands on approach, and doing things was the war to 

go" as it was "interesting" and resonated very much with "the Aboriginal way". One 

respondent commented that "she liked the activities" and appreciated "the opportunity to 

work through things in a cultural war". Another said "we can use MindMatters with our 

students in a cultural way too, and it helps them to respect one another, share their 

feelings and work together . . . making well-being stories, songs, pictures and dances". 

Although some respondents commented about feeling "shy" and "frightened to say 

something sometimes" someone acknowledged that "being part of MindMatters 

Professional Development helped our understanding, and we were able to take it in 

wholehearted/v because there was a good teeling. Wc'felt part of it, and this helped its to 

get involved". They also felt that the way "MindMatters was presented helped lift the 

mood" and indicated that this also occurred with "restless students". 

On the whole respondents enjoyed "working together ... talking with people, sharing 

infurn2ation about themselves". This they felt "helps people" whilst another stated "helps 

me to think how I can grow". Respondents were also pleased there was "not too much 

writing ... or talking at", but suggested that "illustrations alongside words or statements 

could have been useful to help our understanding sometimes". 

175 



Indigenous respondents also remarked about the importance of continuity, saying that 

"someone like you coming qtten is very iniportantftr us because it helps its to learn how 

to use MindMatters activities with the kids, and put things in place fur the school-

community. "We can 't do this quickly because it takes time to learn and fuel confident". 

The consequence of sustained Professional Development is echoed throughout this 

thesis. Not only is it noted in the Literature Review Chapter 2, but this research study 

has produced similar findings, canvassed in an Analysis of the Research Data Chapter 4. 

My work with Indigenous school-communities indicates that they need a much greater 

depth of support over a longer period of time to produce similar results to mainstream 

urban schools including implementation of MindMatters as a 'whole school' approach. 

There was no gender discrimination in terms of the support for MindMatters 

Professional Development amongst Indigenous interviewees. A male respondent says 

that "MindMatters Profussional Development has empowered Indigenous participants to 

know how to look .tor  harmful signs, abilit-v to assess situations and then fuel capable to 

deal with issues and situations that relate to kids ... gives you ideas". 

The same person states that the program 

Captures your interest, creates more awareness and helps us work in partnership 

with other agencies ... opening the door to help our tàmilies ... sharing with 

each other broadened our horizons about parenting and helped us set up 

workable networks. 

The impact of the Professional Development program is evident across the Northern 

Territory. Respondents indicated that MindMatters workshops had "extended our 

knowledge, encouraged us to share res/)onsibility, and helped the personal development 

of each individual and our self esteem. Since the workshop we fuel more able to speak 

out about relevant issues and to do something ourselves, ... and work as a group". 
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Indigenous people also noted that Professional Development or training was "more 

effi'ctii'e ifan outsider or expert conies in ..... to facilitate the session, which resounds 

with findings in Chapter 4 relating to the significance of the role of NT MindMatters co-

ordinator and the understanding this person needs, to deliver effectively. A respondent 

comments "the atmosphere von generated helped people feel comfrtable and able to be 

interactive ... no-one felt inadequate ... You understood what makes its tick". 

All interviewees commented on the ambience during MindMatters Professional 

Development, acknowledging that "weflt coniftrtahle and safe and were able to relate 

to other participants", and it "allowed people time to develop relationships, open up, 

listen (111(1 share. 

Another interviewee talked about the importance of the way "language was used" 

saying it "was easy to understand" and the "infrmation was relevant to our needs" 

hence making it "easier to absorb and helped inc to listen". 

All Indigenous people interviewed for this research could see the "usefulness" of 

MindMatters and reiterated how "importcunt it was to address mental health issues fr its 

all, hef o re things get too bad", and noted "we need to do the same Jhr our kids and 

COilliflUil itV". 

It was also acknowledged that MindMatters Professional Development has "opened our 

minds and broadened our thinking and given its the tools to deal with issues". It was 

presented in such a way that "we learnt by being with the group, and You stepped hack 

and encouraged us to step jrward and have a go - to take risks and challenges... 

The effectiveness of MindMatters Professional Development is evident from the 

feedback received both in writing and orally via interview. Indigenous participants echo 

mainstream counterparts concluding "... it was empowering". "Teaches all people at all 

levels about the importance of relationships, connection and belonging for health, well-

being and learning". 
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Finally, an Indigenous teacher who is a practising Principal and elder sums up the 

interview stating "'we want more of this, more MindMatters Professional Development 

to build up self esteen7 so we can improve our teaching and learning programs 

The lessons in this chapter are important for all of us, but particularly so for those of us 

working alongside Indigenous people through Professional Development. Suggestions 

that have come forward through the interview process indicate that we may need to 

"Slow down, meet people tlrst, introduce who you are, what you are doing and why it is 

important". "Come often", but try to "space your visits out" so people are not 

overwhelmed by the enormity of the occasion and the barrage of seemingly endless 

questions and conversation that engulfs an ostensibly composed environment. 

Remember the importance of "developing relationships and trust" and learning "about 

its and our culture", SO try to be "patient, sensitive and observant" at all times when 

working with and facilitating Professional Development in Indigneous school-

communities. Be aware of how "language is used" and the importance of "story telling 

and learning by doing". 

Small steps are important, and taking time throughout the process is crucial if success is 

to be achieved, as has been demonstrated in this chapter. 

Although in essence this chapter is brief, it captures the thoughts and feelings of 

Indigenous MindMatters participants, and illustrates their perceptions and comments (in 

italics) about effective Professional Development. In so doing this thesis advances a 

Grounded Theory relative to effective Professional Development for Indigenous people, 

a subject marked currently by a paucity of information, and an area which could be 

expanded upon through further research. 

Chapter 6 will discuss the research findings, suggest possible limitations of the research 

and provide a set of recommendations for effective Professional Development. 
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Chapter 6: MindMatters Professional Development in the Northern 

Territory - discussion, recommendations and conclusion 

This chapter draws the thesis or research into the Effectiveness of MindMatters 

Professional Development in the Northern Territory (2000 —2004) to an end. It 

commences with an overview of some key concerns that pull the health and education 

sectors together - in essence signifying the purpose of MindMatters and the 

corresponding Professional Development program, encapsulated in Chapter 1 and 

canvassed intermittently throughout the thesis. 

The ensuing discussion revolves around the findings in Chapter 4 in order to determine 

the effectiveness' of the MindMatters Professional Development program in the 

Northern Territory retrospectively, taking into account relevant information derived 

from the literature review presented in Chapter 2 of this research study. 

Also relative to the discussion into the MindMatters Professional Development 

program's effectiveness are key MindMatters objectives listed in Chapter 3 as follows: 

• Uptake of the MindMatters program in Northern Territory secondary schools 

• Use of MindMatters resources in Northern Territory secondary schools 

• Implementation of a whole of school' approach via elements that constitute the 

Health Promoting School Model 

These objectives will be reviewed utilising the data and a Grounded Theory 

methodological approach as outlined in Chapter 3, as the concepts and theories "are 

systematically worked out in relation to the data during the course of the research". 

Glaser and Strauss (1967. p.6). Furthermore, "grounded theory tells us what is going 

on.....it"is 'what is', not what could or ought to be" Glaser(1999, p.840). It is useful in 

this context because the theory is 'grounded' from data gathered in the field in terms of 

actions, interactions and social processes of people", Creswell (1998, p.56) which 
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relates particularly well to the purpose and processes of MindMatters Professional 

Development and its association with teachers and schools. 

Other elements being considered and rated against effectiveness' include: 

Capacity of teachers to transfer information from MindMatters Professional 

Development to their classroom practice 

Significance of role-modelling and experiential learning in MindMatters 

Professional Development, in terms of participants' abilities to apply the 

concepts and methodology in their own teaching/school practice 

Degree of attitudinal and health promoting' behavioural change in teachers and 

students following MindMatters Professional Development and involvement in 

the MindMatters program 

These elements also lend themselves to a Grounded Theory approach which has its roots 

set in pragmatism, Glaser and Strauss (1967) and an emphasis on the practical rather 

than the abstract when it comes to issues of knowledge and truth. Denscombe (2003) 

adds the value of any theory can only be gauged by how well it addresses real practical 

needs and how well it works in practice, (p.112)" or "on the ground" Locke (2001, 

p.59). This is of particular significance in determining if teachers and schools have 

incorporated social and emotional well-being constructs via MindMatters Professional 

Development into their teaching repertoire to enhance student learning outcomes. 

The elements outlined above will be considered within the three broad MindMatters 

objectives (uptake of the MindMatters program, use of MindMatters resources, and 

implementation of a whole school' approach using the Health Promoting School Model 

in Northern Territory secondary schools). 

In effect the MindMatters objectives will form the categories being analysed to 

determine the effectiveness of the Mi,iclMatters Professional Development program in 

the Northern Territory 2000-2004. 
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Another feature of the Grounded Theory approach is that it enables me to articulate 

plausible relationships among concepts and sets of concepts via narrative, and audio-

visual mediums, Strauss and Corbin (1994). Hence, the inclusion of accompanying 

video footage in the form of a DVD to fulfil the Practical Thesis requirements of this 

Professional Doctorate (Appendix E p.  258) - in essence demonstrating my role as a 

facilitator of MindMatters Professional Development. 

This chapter will also highlight limitations of the research, and provide a set of 

recommendations to support effecti ye' Professional Development particularly in 

relation to teaching and schooling as the 21st  century unfolds. 

Overview of key issues 

MindMatters is a mental health promotion program for secondary school students and 

was developed in the late 1990s due to the increasing rate of suicide and self harm 

amongst youth in Australia. Hence a major outcome of the program is to enhance the 

health literacy of secondary students through increased knowledge, skills and 

understanding about issues related to mental health, social and emotional well-being. 

However, a number of seemingly disparate themes or issues emerge. Firstly concern 

regarding the health status of youth in Australia. Secondly it appears obvious from the 

NHMRC Report (1996) that schools will be the best avenue to deal with this matter 

because schools are the one setting where young people can be reached simultaneously 

and cost effectively. Hence, the development of MindMatters. Thirdly, and most 

importantly, teachers will need training to understand key concepts underpinning the 

MindMatters program, and opportunities to become familiar with the resources through 

Professional Development to increase usage and implementation in school-communities. 

So begins an exploration through Chapter 1 to determine the connection between the 

health and education paradigms in order to conceptualise the links and highlight the 

significance for MindMatters. 
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The concept of health is reviewed firstly to signify the changes that have not only 

occurred in health terminology, concepts, and theory, but also in practice. With moves 

towards Health Promotion "the process of enabling people to increase control over and 

to improve their health" Ottawa Charter for Health Promotion (1986, p.5), the links have 

become much more transparent between sectors and organisations such as education to 

support health-enhancing processes. In fact, with the development of the Health 

Promoting School Model in the 1990s   the doors have opened for the education sector to 

take a much greater role in developing the "health knowledge and skills" NHMRC 

(1996, p.6), of whole school communities through curriculum, policies, practices and 

partnerships. 

In order to support schools enhance the health literacy, social and emotional health and 

well-being of students the MinilMatters Professional Development program has been 

developed to provide a pivotal link between underlying theoretical health constructs and 

the skill acquisition of teachers to transfer MindMatters into the educational 

environment. 

Professional Development provides the key 

As demonstrated in Chapter 2 the term 'Professional Development' is used loosely and 

interchangeably depending on the context or circumstance to which it is prescribed. Yet 

Fullan (1991, p.  326) aptly describes the term holistically as "the sum total of formal and 

informal learning experiences throughout one's career from pre-service teacher 

education to retirement". 

However, in critiquing the literature it is also evident that there has also been a 

noticeable shift in the focus of Professional Development as a result of rapid change, 

global economic/market forces, knowledge explosion, demands for high standards, 

increasing accountability and a commitment towards continuous improvement for all. 

Beare (1991/1995); Beasley (1999); Stoll (1999); Moon (2000); Salpeter (2003). 
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Caldwell (1993, p.9) confirms that success within the global sphere is predicated on 

having a "highly responsive economy which calls in turn for a highly responsive system 

of education ......that can educate large numbers to a high level. Thus as Salpeter (2003) 

states "never before has the pressure been so high to find ways to support successful 

teaching and learning through effective professional development". 

In Australia significant steps have been taken to "improve teacher quality and increase 

the number of highly effective Australian schools in order to maxirnise student learning 

outcomes ... through targeted professional development ...". In fact the Australian 

Government of 2004 states that "education of the highest quality requires teachers of the 

highest quality" and in meeting the endorsed goals of the Adelaide Declaration on 

National Goals for Schooling in the 21st  Century "so must our efforts to support teachers 

in their work". http://www.dest.gov.au/schools/Publications/2000/t2Lhtml  (28/6/04). 

This view is also reinforced via the United States education community's commitment 

to No Child Left Behind' and No Dream Denied': A Pledge to America's Children' 

http://www.techlearni  ng.com.story/show/Article.jhtml  '?articlelD= 1 3000492 (1 2/4/04). 

Not only has there been increased recognition of the need for effective Professional 

Development globally Moon (2000). but Craft (2000) also indicates that there has been a 

shift from voluntary commitment for those with career ambitions to a focus on 

Professional Learning Communities'. The change in focus contrasts individualism and 

authoritarianism to a model that supports learning together. Hence a move from the once 

infamous In-Service Training to a whole school' approach centred on a shared mission, 

vision, values, collective enquiry, collaborative teams, an orientation towards action, a 

willingness to experiment and a focus on results Eaker (1998). 

This is not dissimilar to the Health Promoting School Model encouraging all members of 

the school-community to work together and provide students with integrated and 

positive learning experiences and structures to promote and protect their health which is 

reinforced through whole school' MindMatters Professional Development in the NT. 

183 



Interestingly, the two models align co-incidentally via a change in the balance of power 

from a top-down approach of 'fixing' individuals in both cases to one of 'enabling' 

people to increase control over the determinants of health and education. In reality the 

balance of power has shifted from a sense of control over' to 'empowerment within' 

and taking responsibility for 'self' within a collaborative and supportive framework such 

as the school-community. 

McNiff (1993) echoes similar sentiments acknowledging that teachers need 

opportunities to work things out together, yet be encouraged to learn about themselves 

(1995), in order to make sense of the world through the large body of objective 

knowledge, Popper (1972). In this way they too can make a personal commitment to 

'actively' know. Polyani (1958) and take control of their own learning. 

I believe this is one of the keys to the success of the MindMatters Professional 

Development program because the program empowers teachers to construct and 

reconstruct their own knowledge through a safe and supportive environment. In essence 

it allows individuals to "make explicit their tacit knowledge: to raise aspects of 

competence to performance level" McNiff (1995, p.28) through experiential learning. 

The evidence highlighted by respondents in Chapter 4 also confirms this belief 

emphasising the ".. .perspectival and contextual nature ... of knowing or coming to 

know" Grenfell (2003, pp.  3,1) as being highly significant. 

A rural school respondent claims that "it is far more beneficial to have a practical rather 

than theoretical learning situation. This method of delivery puts new learning into 

context". 

Experiential learning enabled its to see how easy it would be to use the material. 

It gave its the confidence to use it in the classroom ...... As "you were able to see 

through example how the lessons could be presented ... it enabled you to talk to 

others and discuss how things could be presented. Alice Springs respondent 

(2004). 
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The importance of opportunities to "learn by doing and reflecting on practice with 

colleagues" is also documented in the research cited on line at 

http://www .ed. gov.puhs/PromPractice/chapterô.html  (1 2/3/04) 

Through the facilitation of MindMatters Professional Development and continued in-

school support it is apparent from formal and anecdotal feedback that teachers 

appreciate opportunities to he involved in Professional Development which provides 

scope for authentic learning experiences, discussion, reflection and devolved decision-

making. 

Added to this, respondents in this research study claim that MindMatters Professional 

Development has increased their opportunities to develop relationships, a sense of 

connection and ultimately a feeling of being valued. These are some of the elements that 

have increased the uptake of MindMatters in the Northern Territory as reflected in the 

following respondents' comments: "I have definitely seen improved relationships 

between staff Some MindMatters activities staff participated in allowed staff to know 

and understand each other better". "I fimnd it helpful especially when doing activities 

with the whole school". Another recounts that "workshops let teachers have a go at 

running or participating in various MindMatters activities breaks down barriers some 

teachers have ..... and ". . . the freedom to have discussions with other professionals is 

most valuable". 

An Indigenous respondent says 

The fticilita!or was excellent, incide all participants welcome and encouraged all 

to share and value each other's qualities/experiences. The content was useful 

and infrniative. The atmosphere was friendly and had a sense of belonging and 

ownership. I frlt corn frtable and it made it easier to participate and enjoy. 

MindMatters gave inc the confidence to experiment with various techniques so 

that I could see what would or would not work fr me. 
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The trainers were excellent and used the General Staff Meeting as training 

sessions, which were well received by staff This actually gave the Kits and 

intor,nation credence with teachers who were much more willing to take them 

into the classroom. (School respondent from Darwin). 

Uptake of the MindMatters Program in Northern Territory Secondary 

Schools is evidenced 

Figure 19 below captures the cffectiveness' of MindMatters Professional Development 

in the Northern Territory with 91 per cent or 30 respondent schools implementing the 

program following Professional Development. Only nine per cent or three respondent 

schools indicated that they had not implemented MindMatters. 

Figure 19: Uptake of the MindMatters Program in 
Northern Territory Secondary Schools 
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Effectiveness of the MindMatters Professional Development program is being equated 

with take-up' or implementation of MindMatters in Northern Territory secondary 

schools following training. Thus, it includes use of MindMatters resources, concepts, 

and methodological constructs embedded in a Health Promoting School approach. 
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This concept of effectiveness aligns with the description of effective' in the Australian 

Oxford Dictionary (2004, p.400) wherein it states Thaving a definite or desired effect; 

impressive; actually usable; coming into operation". 

Data presented throughout this research study also support the above notion of 

effectiveness in relation to the MindMatters Professional Development program in the 

Northern Territory (2000-2004), as MindMatters 'has been put into effect' or use. 

The three respondent schools not implementing MindMatters are located in remote 

Indigenous school-communities and state the following reasons for non take-up of the 

program. Staff trained have lefi the school" and .....the school was going through a lot 

of change and was concentrating on more pressing issues ...... Although the rationale 

for non take-up could be explained through the Diffusion of Innovations Theory cited on 

line at http://www.anucdu.au/RogerClarke/S(  )S/liiiil)ilT.hirnl (17/8/05). acknowledging the 

stages through which an innovation passes such as: 

• Knowledge (exposure to the initiative) 

• Persuasion (forming a favourable attitude) 

• Decision (commitment to adoption) 

• Implementation (putting it to use) 

• Confirmation (reinforcement based on positive outcomes) - it is also evident 

that the barriers to implementation effectiveness Pink (1989). clearly relate to 

the need for more Professional Development and in-school support, as 

reflected in the review of literature (Chapter 2). 

Huherman and Miles (1984) found that the amount and quality of assistance was 

essential for addressing early implementation problems whilst Fullan (1992, p.98) 

concurs that for implementation and success to occur "ongoing Professional 

Development is critical". This is highlighted in Figure 12 Chapter 4, p.1  14 of this thesis, 

demonstrating that longer sustained MindMatters Professional Development has had a 

much greater impact following the initial two-day training, than brief one-off sessions. 
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The majority or 87 per cent of Northern Territory respondent schools have participated 

in comprehensive MindMatters Professional Development and in-school support 

sessions, clearly assisting in the uptake of the MindMatters program in Northern 

Territory secondary schools. 

Northern Territory respondents involved in this MindMatters research study also 

emphasise the importance of continuous Professional Development in assisting take-up 

and implementation of the MindMatters program. A respondent from a non take-up 

school involved in a one-hour workshop claims that, "I needed more inftrmation and 

follow-up sessions about MindMatters to tllow through with these learnings". An 

insight acknowledged by researchers such as Fullan & Stiegelbauer (1991), Joyce and 

Showers (1989), who claim that the traditional in-service program or 'one shot 

workshop' was ineffective because it rarely influences long term practice, which has 

once again (2004) been found to be the case. 

Interestingly respondents from a range of schools implementing MindMatters in urban 

and remote Indigenous settings also acknowledge the importance of continuous 

Professional Development. They state that it "... needs to be on-going". "need continuity 

so we don 't lose fbcus", "keeps staff positive and inonvated" and "... our ... staff could 

henetit from regular visits and or training sessions to keep the program 's momentum", a 

point also reinforced by Focus Group participants. 

Yet one of the major difficulties in pursuing continuous MindMatters Professional 

Development in this unique Northern Territory of Australia relates to the vast distances 

and arduous terrain that need to be covered simultaneously and often during inclement 

weather. As noted in Chapter 4, (54%) of respondent schools undertaking MindMatters 

Professional Development are located in rural or remote regions of the Northern 

Territory. 
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Therefore the elements of cost and time relative to travel requirements over a land 

massof I million 346 thousand 2 hundred square kilornetres, and the capabilities of one 

MindMatters Project Officer to maintain momentum in the Northern Territory needs to 

be weighed up seriously. Particularly in light of increasing interest and demand from 

schools seeking added support with Miiu/Matters implementation (an increase from 26 

schools in 2003 to 40 in 2004), as well as those still keen to come on board. 

This point has not gone unnoticed as a respondent working in a remote school, remarks 

that "the program needs to employ more staff to assist schools in the implementation 

process. A comment I endorse and will highlight in my recommendations. 

However another point worthy of note that relates to the non take-up in the three remote 

Indigenous schools is that despite the fact that continuous Professional Development has 

been found to be effective, as facilitators of Professional Development we need to be 

respectful of Indigenous needs and culture. When I was working with the non take-up 

schools I sensed that they had more pressing issues to contend with, and made the 

decision not to burden them further and to return at a mutually convenient time in the 

future. In fact, this has been an effective strategy for my work in many Indigenous 

school -communities who are very often involved in cuItural business' for weeks at a 

time particularly for funerals or initiation ceremonies. Being sensitive to peoples' culture 

and needs is extremely important and carries much weight for future in-school work. 

Indeed it applies to mainstream schools as well. School-communities have so many 

issues to contend with that it is often a matter of fitting in with their needs and 

availability rather than expecting them to meet the demands of external programs or 

providers, due to funding commitments and limited time frames. In light of Fullan's 

(1992) research into effective school change processes and practices, it is worth 

reiterating that changing teachers' understandings, behaviours, skills, practices and 

commitments takes time. 
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Use of MindMatters resources 

It is also obvious as MindMatters implementation progresses that teachers do need time 

to master technical skills to increase their instructional certainty, Fullan (1992) and 

confidence. They also need opportunities to reflect, inquire, and collaborate with 

colleagues as a means of sharing in the learning process to enhance their understanding, 

clarity and coherence with regard to the MindMatters concepts and resources. Affording 

teachers the time to participate in these processes as they "translate what they learn in 

Professional Development sessions into actual classroom practice" Beglau (12/3/04) 

http://www.techlearning.corn.story.showArticle.ihtml?articlelD=l 3000492 has increased 

the use and implementation of the MindMatters resources in Northern Territory schools. 

The take-up and use of the MindMatters resources is reflected in Figures 15 and 16 

Chapter 4 of this thesis, demonstrating that most of the respondent schools surveyed 

(between 25 and 27) are using the Enhancing Resilience, Bullying and Harassment 

documents. Almost half of the schools (between 10-15) are also using School Matters, 

Educating thr Lifr, Community Matters, Understanding Mental Illness, Loss and Grief 

The majority of schools are using multiple components of the MindMatters resources 

simultaneously, which is illustrated in Figure 16 Chapter 4. 

The MindMatters resources are being used in a variety of ways. For example, as discrete 

units within the Health, English, Religion and Social Sciences curricula; supplementary 

resources to value-add to the above curricula including Science through Stage I and 2 

(Year II and 12) Psychology courses; via whole school' Pastoral Care programs; and 

directed towards specially targeted groups of students demonstrating 'at risk' 

behaviours. The MindMatters resources are also being utilised by Indigenous school-

communities and some Area schools in the primary years, as this is often a time when 

Aboriginal children are more likely to attend school and will benefit from exposure to 

social and emotional skills development. 

190 



Another reason for the high take-up rate across the Northern Territory is the adaptability 

of the resources to various contexts and situations from main stream to 'bush' schools. 

However, it must be noted that considerable time and support is also required from the 

Northern Territory MindMatters Project Officer to accommodate the translation of 

concepts to school and classroom practices via the writing of curriculum documents and 

mentoring/coaching whole school' staff groups or individual teachers in their 

classroom. 

This also aligns with Beglau's work and addresses the notion of sustained Professional 

Development. Too often in the past it has been handled like a passing fad rather than an 

integral part of a long term reform strategy, and is usually the first item to be cut when 

budgets are tight because it is seen as a fringe benefit. Cited on line at 

http://www .ed.gov  .pubs/AchGoal4/i ntro.htm I (1 1/9/03). 

Consequently it is apparent that the on-going commitment made by the Commonwealth 

Department of Health and Ageing (2000-2004/5) through the funding of a National 

MindMatters team and State Based Project Officers to support the roll out of 

MindMatters Professional Development has been an integral part of the program's 

success. 

One questions whether the program will continue to function as effectively if a dedicated 

Project Officer position is withdrawn, considering the comments from respondents in 

Chapter 4 and the appendices about the influence of the NT MindMatters co-ordinator. 
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Elements supporting up-take and use of MindMatters 

Evidence from this thesis shows the influence that an individual such as the Northern 

Territory MindMatters co-ordinator can have in bringing about change processes, albeit 

implementing the MindMatters program in schools. Not only does it take a lot of time, 

effort, patience and perseverance, but there are clearly certain personality traits and 

characteristics people appreciate which should be looked for when recruiting to 

advisory/consultancy or Professional Development positions. An Assistant Principal in a 

remote Indigenous school states "Maria Marriner 's personality and caring nature have 

been instrumental in staff wanting more and more Protssional Development tunes with 

Maria". 

Obviously subject knowledge is crucial, as is having/articulating a vision and being able 

to set directions according to the needs of funding providers and stakeholders, but being 

able to work with school-communities in a flexible, empathetic and supportive way is, I 

believe, essential. So too is willingness to value and empower those with whom you 

work, and an understanding and sensitivity about peoples' cultures, backgrounds and 

desires to self-actualise and learn. 

In talking about the qualities or attributes of the MindMatters Co-ordinator that have 

assisted schools in taking up the program a remote Indigenous respondent replies "well 

organised, clear, patient, understands oti r cultit ral context". Another says "her 

positivitv, enthusiasm, respect (especially ftr the knowledge and contribution of the 

local Tiwi people) and encouragement of all people assisted our school greatly in taking 

up MindMatters". 

Another respondent remarks that "enthusiasm, organisation, knowledge, credibility, 

motivation through passion, always willing to support, involvement in NT wide group - 

creating partnerships between local schools, experiential teaching style, c'onnnunication 

skills - rapport she establishes with groups" have supported the uptake of MindMatters. 

192 



Clearly, having suitable personality traits and skills to deliver theoretical constructs 

juxtaposed with experiential learning methodology is considered to be highly regarded 

by MindMatters participants, but so too is being genuine as reflected by this teacher's 

comment. Excellent presenter. Talks clear/v. Engages the audience. Most important/v 

knows her stuff and lives by it". 

Role-modelling and experiential learning pave the way for uptake of 

MindMatters 

The overwhelming evidence from respondents across the Northern Territory regarding 

the significance and effect of immersion in co-operative learning methodology indicates 

that it has been instrumental in increasing the uptake and use of MindMatters, thereby 

also demonstrating the effectiveness of the Professional Development program. 

For example a respondent concedes that "it was most advantageous to first learn 

through experience with Maria's teacher workshops as we could more readily transfer 

skills we learnt into the classroom". Another states "I ftund it useful because role-

modelling acted as a template tur best practice approaches". 

Many respondents concluded that it gave them the confidence to try new approaches that 

they would otherwise have "been hesitant about using" and that they actually found 

them "effictii'e 

Not only was role-modelling and experiential learning effective in supporting the 

transfer of knowledge, skills and understanding to the classroom, but it was seen by 

respondents as useful tools to keep participants motivated and inspired during 

workshops, and catered "for a range of learning sty/es". MindMatters Professional 

Development participants enjoyed this fun and inclusive approach empathising how 

students would also engage more readily with interactive processes in the classroom 

than "teacher chalk and talk". A point also supported by Focus Group students. 
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Some teachers viewed their involvement in the MindMatters Professional Development 

as an opportunity to "value-add" to their learning by acquiring "new strategies". It was 

also acknowledged that "learning diffrent ways not on/v gives you a wider range of 

options and choices ot how to present it yourself but al/owed for a lot of discussion at 

the workshops" which in essence was a motivating factor for many teachers. 

As Fullan (1992. p.  23) states "If there is strong collegiality coupled with a commitment 

to continuous improvement ... the chances of working through an implementation 

process are greater". This has been found to he very much the case in the take up and use 

of MindMatters particularly with whole school' Professional Development, as the 

sessions provide opportunities for teachers to share and challenge new knowledge in an 

open, collaborative, trusting environment, which encourages risk-taking Hargreaves 

(1995). In essence espousing the values of authentic learning environments. 

This sentiment is echoed by a respondent who agrees that, "experiential learning 

alloited its to trial new ski//s in a safi' eni'ironinent. This type of approach has given me 

the confidence to uti/ise these activities in the classroom". The respondent adds, 

"sharing the learning also built team relationships and established new partnerships 

amongst school staff..." which has ultimately improved the school tone and ethos. 

A senior college respondent agrees that 

The experiential learning was also a valuable too/for connecting with other staff 

members - as we are located in facuitv areas and rare/v get the opportunity to 

connect at a nieaningfu/ level. The lesson was powerful - do we endeavour to 

assist our students to connect in our classes? At a senior college the temptation 

is to he content driven and not spend time on building connections between 

students. 

The same teacher claims that it has "given me greater confidence and resources to use 

and "reinforced how important these strategies are in the classroom". 
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Not only has role-modelling and experiential learning enabled teachers to transfer 

information, concepts and skills from the MindMatters Professional Development site to 

their own teaching/classroom practices. It has increased the degree of attitudinal and 

health promoting behavioural changes in teachers and students as highlighted by the 

following respondent who remarks "In the classes I taught it c finite/v  improved 

relations and understanding of others, and increased empathy with those suffering 

mental illness". Focus Group students also indicated that they were much more aware 

about mental illness and the need to support each other - even seeking help if necessary 

because they had a much better idea where to get assistance and the enabling skills to 

proceed. 

A school nurse claimed that the MindMatters Professional Development gave her the 

confidence to try new things stating it "encouraged me to take ti/ne to explore issues 

and to seek ft'edback from young people themselves". She also noticed that "staff have 

gained skills in identifring young people with high needs" and that students are "active/v 

seeking help train support staff in school as well as parents". Once again, signifying the 

effectiveness of the MindMatters Professional Development program in bringing about 

desired attitudinal and health promoting behavioural outcomes. 

Another aspect worthy of note that has supported the uptake and use of MindMatters 

relates to the acquisition of knowledge through a situative perspective as purported by 

theorists such as Brown et al (1989), Greeno (1998), Lave and Wenger (1991) who 

claim that 

The physical and social contexts in which an activity take place are an integral 

part of the activity, and the activity is an integral part of the learning that takes 

place within it. How a person learns a particular set of knowledge and skills, and 

the situation in which a person learns, become a fundamental part of what is 

learned. 
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This is a concept also backed up by MindMatters respondents for example: 

Workshops were very positive experiences. The facilitator was energetic and 

encouraging. Staff bonded through these and students benefited too. The 

iitorination presented encouraged teachers in their pastoral care of the students, 

as it emphasised the importance of building caring relationships with the 

children and each other. 

It has been a major focus of MindMatters Professional Development to enable 

participants to build a sense of connection and belonging through immersion in the 

MindMatters resources. In this way they have not only developed relationships, but have 

become more familiar with the concepts underpinning the program as well as the 

MindMatters resources, which fits with Cobb and Bowers (1999) situational perspective 

relative to the interaction of systems, people and materials. 

The findings in this research study also resonate with Resnick's (1991) view regarding 

the significance of interactions in the environment affecting what is learned, and how the 

learning actually takes place, and is summed up by a MindMatters respondent stating 

.because we actually /)articipated in some of these activities, we fit first hand, 

the value of the experience from a personal perspective and therefore realised 

how it would benefit the students. 

Not only were participants able to realise that the impact of their social interactions with 

others in the MindMatters Professional Development workshops helped them make 

sense of their learning, but it also demonstrated the significance of this approach for 

students. This was noted by a school counsellor who states "I was pleased that 

connections were being made to belonging, as this can impact on academic success". 

This was a huge achievement, in that MindMatters participants could see the value in a 

relationship centred approach to teaching, and the difference this could make to 
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students' learning and ultimate personal outcomes. As Weare (2000, p.5) states 

"...social and affective education can support academic learning, not simply take away 

from it". 

The importance of role-modelling and an experiential approach to learning cannot be 

underestimated. According to Carl Rogers (1983. p.20) it "makes a difference in the 

behaviour, attitudes and perhaps even the personality of the learner" as has been 

evidenced not only during MindMatters Professional Development, but in the data as 

follows ". . .because it was interactive I was able to remember the impact and positive 

experience. The modelling helped me to develop my own delivery sti'le. Teacher (2004). 

Many respondents acknowledged the usefulness of experiential or tacit learning for 

example "A/wars best to learn by doing, Lets you know how, what approach will work 

fr your students, or gives you an idea."... "Allowed you to be in the students' situation 

but also enabled you to talk to others - discuss how things could be presented". 

The impact of this approach in transfelTing the learning to the classroomlschool is also 

noted in the following response "as in the workshop you are the 'student'. it's not just 

listening and taking notes, you are a part of the activity. It helps ou to understand how 

your students may beteling in class". 

Although some respondents felt that the activities took them out of their comfort zone, 

most enjoyed the challenge, acknowledging that the experiential learning during 

MindMatters "absolutely" assisted in transferring the approaches to the classroom and 

school "because you have actually been involved and done it - easier to remember". 

The fact that so many schools are using the MindMatters resources, and teachers have 

been able to transfer their new knowledge and skills to the classroom supporting health 

promoting attitudes and behaviours is testimony to the effectiveness of the MindMatters 

Professional Development program in the Northern Territory. "We see the value in 

experiential learning and try to use this learning in our teaching practice". 
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A teacher's impressions reflect impact 

I put the content to work immediately: many activities fitted with the pressing 

needs of my students and I was happy to have a coherent framework at hand. 

Students had ci variety of ways to access MindMatters. They particular/v enjoyed 

the whole school kinesthetic activities. Smaller groups that I knew well were 

prepared to take risks in attempting the more personal, reflective components of 

the program. The outcomes I saw froni these were varied and often unexpected: 

my students and I learned lots about each other that may not have come to the 

fore U it were not tor the program. The cohesiveness that often occurred through 

the use of the materials cannot be quantified - we grew together in unexpected 

ways. I gained profrssionallv through the niaterials. they were confronting and I 

was forced to evaluate my role as teacher' and I concluded that if I was not 

attempting the activities, then I was neglectful of that role. 

Whilst I am humbled to read a narrative which demonstrates the excitement, and 

trepidation of a teacher using MindMatters as a novice explorer, I am also delighted to 

read of the accomplishment that comes with effort and vigor as MindMatters is mastered 

conceptually and methodologically with the students. 

This is but one story demonstrating a teacher's beginning journey with MindMatters 

implementation. Perhaps someone else might like to take the next step, and research the 

effect MindMatters has had on students and school-communities, especially over an 

extended period. (Even after leaving school)? 

A major outcome and expectation emanating from the MindMatters Professional 

Development program was that schools/teachers would begin to use the MindMatters 

resources explicitly and within existing curriculum programs and structures. Clearly, this 

imperative has been met in the Northern Territory as documented in Chapter 4 and 

described above, hence demonstrating the effectiveness of MindMatters Professional 

Development. 
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Implementation of a 'whole school' approach via elements that constitute the 

Health Promoting School Model 

The MindMatters program provides a guided and structured Health Promotion approach 

to support the health and well-being of students through all dimensions of the school 

environment as well as providing a framework for the selective inclusion of programs to 

address specific aspects of mental health. 

Consequently, the MinciMatters Professional Development program provides 

participants with theoretical constructs and practical ideas aimed at increasing awareness 

about the importance of integrating 'whole school' processes that actually interconnect 

and influence students' health, well-being and ability to learn and function effectively. 

Therefore, the 'whole school' implementation strategy acknowledges the importance of 

complementary action in the domains of curriculum, school ethos, and partnerships to 

create safe and supportive school environments that value diversity, acknowledge the 

need for authentic learning opportunities and student empowerment through a greater 

sense of connection and belonging. 

Hence, each of the domains outlined below, which form part of the Health Promoting 

School Model, attempt to create a whole school' approach to student mental health and 

well-being. For example: 

Curriculum. Teaching and Learning 

Content, pedagogy, resources and outcomes - a focus on how' we teach 

• School Organisation. Ethos and Environment 

School culture, attitudes and values, policies and practices, extra-curricular 

activities, and the social and physical environment - safe and supportive 

• Partnerships and Services 
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This domain is concerned with the relationships between school, home and 

the community. Effective partnerships can ensure that learning is practical 

and relevant, that the school is supported in developing and implementing 

health promoting policies and procedures; and that students at educational 

risk have access to appropriate support from other agencies. Cited on line at 

http://www.ed(lept.wa.aLl/saer/ (1 0/3/04). 

As schools become more familiar with evidence indicating that as education improves so 

too does health, and as health improves there is greater potential for learning, Health 

Promotion with Schools (2000), they are taking on MindMatters within a Health 

Promoting School framework. 

This is reflected in Figure 17 and 18 Chapter 4 illustrating that Northern Territory 

respondent secondary schools are starting to adopt a whole school' approach to health 

and well-being in a variety of ways, and often simultaneously including: 

undertaking surveys to identify strengths, weaknesses and gaps in policy, 

procedures and practices; reviewing/developing policies; incorporating 

MindMatter.s' into the classroom; providing opportunities for students to 

demonstrate leadership/responsibility; creating a safe and supportive school 

culture which values working with parents and the school-community; 

reviewing pastoral care/welfare practices in the school; focusing on building 

relationships, connection and a sense of belonging for all members of the 

school -community. (Focus Group participants 2004) 

Consequently, it is evident from the research data in this study that schools are striving 

to implement many of the elements within the domains of the Health Promoting School 

Model to support students' resilience, social and emotional health and well-being, 

thereby increasing the potential for their learning and life options. This indicates yet 

another accomplishment of the Mi,ictMatters Professional Development program in the 

Northern Territory thus qualifying its effectiveness. 
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Focus Group students also verify the impact that a'whole school' MindMatters 

approach has had, stating that it has made "a difreiice to our sense of health and well-

being"..." We are much more aware about others ' needs ..... and feel "more confident 

in seeking help as we can identify people and resources to go to... and knowing about 

the range of mental illnesses has real/v opened our eves". They also appreciate 

opportunities to be "involved in school decision-making and "enjoy interactive lessons" 

that are relationship rather than content centred which they are pleased to say is 

"increasing". Students were also supportive of whole school approaches to Bullying, 

and note the "diffyrences it can make fr everyone" on a range of levels. 

Critical success factors identified 

Interestingly, a number of factors have been identified by respondents and discussed in 

Chapter 4 as being significant in supporting schools to implement MindMatters as a 

whole school' approach. These include: 

• Whole school' and ongoing MindMatters Professional Development 

• Principal and school executive support 

• Establishment of core' team with identified roles and responsibilities 

• Strategic/action planning with associated timelines 

• Identified MindMatters co-ordinator within the school 

• Funding full-time NT MindMatters Project Officer position 

Whole school MindMatters Professional Development has been the cornerstone for 

uptake and implementation of the MindMatters program in many Northern Territory 

schools, as 'whole' staff groups have been given the opportunity to learn about the 

philosophical underpinnings of the program through immersion in the MindMatters 

resources and activities. Not only have participants felt valued and empowered 

throughout the Professional Development process, they have appreciated the opportunity 

to learn, increase their pedagogical repertoire and evaluate their current practices. 
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A respondent from a remote school notes "everyone was enthusiastic about what they 

had learnt and wanted to see it implemented". 

The importance of 'whole school' Professional Development is acknowledged by a 

teacher-librarian who says that a "whole school approach is needed if a change in school 

culture is required". A sentiment also espoused through Michael Fullan's (1992) work 

and validated in this research with 88 per cent of Northern Territory respondent schools 

undertaking this approach as illustrated in Figure 13 Chapter 4. 

'Whole school' MindMatters Professional Development has fostered a 'learning 

orientation mentality', Fullan (1992, p.22.23) and in many cases has 'recultured' schools 

from fractionation and isolation amongst staff to unification through common 

understandings and agreed goals aligning with principles of Health Promotion and 

Professional Learning Communities. A respondent states "It has allowed staff to know 

and understand each other better" thus encouraging innovation and a renewed desire to 

change behaviour, practices and enhance personal mastery, Senge (1992, p.142) by 

incorporating new knowledge and skills into teaching programs. 

This is validated by a teacher from a Darwin school, stating 

The whole staff PD was extremely inclusive whilst being surprisingly 

unobtrusive. Staff learned about themselves and others in a comtortable 

atmosphere. Knowing this empowered many staff to experiment with the 

/7rogr(lmn. 

Staff were the driving jbrce behind an improved approach to bullying after the 

MindMatters programs had been introduced through Pastoral Care. There is an 

increased awareness of 'resiliency' and what it means to our students. Reporting 

of bullying has gone up. And the willingness of students to see teachers as allies 

has improved. 
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The merit of whole school' Professional Development, is supported by a range of 

respondents including parents and ancillary staff who are not only grateful for the 

opportunity to be involved and add to their learning, but can see how they can value-add 

to a whole school-community approach. A parent comments 

As I am not a teacher I haven 't used it in the classroom, but sometimes when I 

am around students I do use approaches that I have seen role-modelled. I have 

noticed that more students come to me to discuss their problems or just to be a 

person to listen to their gripes ... one thing I have learned is that you have to 

listen. 

A school nurse acknowledges that the MindMatters Professional Development "clearly 

demonstrates how schools can begin a whole of school approach to mental health and 

well-being", which she says is very relevant to our school-community". 

Respondents in this study overwhelmingly reported the importance and impact of whole 

school' Professional Development in supporting the uptake and implementation of 

MindMatters in school-communities. 

An Assistant Principal reflects on the value of whole school' MindMatters Professional 

Development stating that it "assisted staff not keen on Pastoral Care programs to relate 

to the need for such a program within the school", and notes that they are now "less 

reticent in being part of the program'. In fact, this school has since taken on a whole 

school' Pastoral Care program incorporating MindMatters, as have other rural, remote 

and Area schools in the Northern Territory. 

In relation to the Participant Survey asking if there was a direct relationship between 

MindMatters Professional Development and the use of the program in the school a 

Senior College respondent replies "1 can see the potential fbr this to occur but it must be 

a whole school approach. Our school is not at this stage yet . . . 
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Principals and school executive support instrumental to MindMatters success 

There is no doubt about the school Principal's role in contributing to the success of 

MindMatters in Northern Territory secondary schools. They have been a pivotal link in 

the chain from the outset and seen as a valuable partner in all aspects of MindMatters 

Professional Development and in-school implementation processes, as has been the 

Northern Territory Department of Employment. Education and Training (DEET). 

The support and endorsement of MindMatters from the DEET Chief Executive in 2000, 

signalled the way ahead for the program's initiation into school -communities throughout 

the Northern Territory. A MindMatters Reference Group was established with 

representatives from DEET, Catholic Education and the Independent School Sectors, 

Health and Community Services, Office of Youth Affairs, Parent Associations and the 

Commonwealth Department of Health and Ageing. 

Following initial meetings with the Reference Group in 2000 it was decided to start the 

roll out of MindMatters Professional Development with secondary school Principals, 

and a full day workshop was set aside for this to occur in November 2000. This process I 

believe has also been a crucial ingredient to the success and sustainability of the 

program in the Northern Territory as Principals were given the opportunity to learn 

about MindMatters, the significance of the program to teaching/learning, exposure to the 

resources and the underpinning methodological principles. 

Immersion in MindMatters Professional Development was the initial spark in 2000 that 

ignited many flames, and by so doing has provided secondary Principals with a vehicle 

to promote safe and supportive school environments. The belief that MindMatters has 

the capacity to enhance the social-emotional health and well-being of students and by so 

doing increase their capacity for learning and seif-actualisation is reflected in the 

comments of two Northern Territory secondary school Principals (Chapter 4). Both 

Principal's schools are leading lights in whole school' MindMatters implementation, 

and were showcased at the National MindMatters Conference in Sydney (March 2005). 
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Support for MindMatters has been demonstrated by Northern Territory secondary school 

Principals in the following ways: 

• Involvement in MindMatters full day Principal workshop (November 2000) 

• Discussing and planning the course of Professional Development in the 

school with NT MindMatters Co-ordinator 

• Allocating executive/staff to the planning process 

• Assisting with time allocation for whole school' workshops and in-school 

follow-up sessions 

• Seeking 'pupil-free' days for 'whole school' Professional Development 

• Supporting the establishment of MindMatters 'core teams' including 

executive support 

• Providing feedback and offering suggestions 

• Arranging presentations to showcase MindMatters in action 

• Developing policies 

• Launching policies developed through MindMatters processes 

• Increasing opportunities to work in partnership with parents and school 

community 

• Advocating for MindMatters 

• Incorporating health promoting school practices and programs 

• Encouraging a collegial change culture' mentality 

• Imbedding MindMatters into the school ethos and creating Professional 

Learning Communities 

• Assisting with MindMatters evaluation/s and data collection for this thesis 

into the effectiveness of MindMatters Professional Development in the 

Northern Territory retrospectively. 

The support and advocacy for the program, is summed up by an Alice Springs school 

Principal stating "MindMatters Matters"! 
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The results where the "Principal was all fr it, and willing to be creative in the 

mipleinentation" (remote school respondent) is highlighted by significant health 

promoting school changes across the diverse range of schools in the Northern Territory 

as illustrated throughout Chapter 4. 

Establishment of 'core' team and MindMatters co-ordinator crucial 

Numerous respondents identified the establishment of a MindMatters core' team with 

identified roles and responsibilities, as well as a recognised MindMatters co-ordinator 

within the school as being crucial elements for success in a whole school' approach. 

This aligns with Rosenholtz' (1989) research confirming that increased support amongst 

colleagues and expanded professional roles increased teacher efficacy in meeting 

students' needs. Rosenholtz also found that teachers with a high sense of their own 

efficacy were more likely to adopt new classroom behaviours. In my role supporting 

schools and teachers to adopt new practices I have observed similar occurrences and 

believe as Darling-Hammond (1996) that shared decision making has been a factor in 

curriculum reform, and transformation of teaching roles in schools adopting 

MindMatters as whoIe school' approach. 

Members of a MindMatters score' team acknowledge that they "enjoy the stimulation of 

meeting (111(1 itorkuig together to plan our next course of action, and themi put it into 

operation. Hence, what we are actually seeing develop in many Northern Territory 

schools are Professional Learning Communities that value supportive and shared 

leadership. As Sergiovanni (1994b p.  214) explains "the sources of authority for 

leadership are embedded in shared ideas" rather than in the power of the position. The 

impact of this staff development and health promotion approach, enabling people to take 

control, and he empowered as teacher leaders is illustrated by the uptake and 

implementation of MindMatters in 91 per cent of Northern Territory secondary schools 

surveyed. 
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The work of Crowther et at (2002) also acknowledges the importance of teachers as 

leaders in revitalising schools of the 2l century as they become the centre piece of our 

knowledge society supporting students' learning, their well-being and achievement. 

Teachers have the potential to exercise new and dynamic leadership in schools and 

enhance social reform via intellectually vibrant and morally disciplined classrooms, 

aesthetically and authentically stimulating teaching protocols and attention to 

staff/student relationships, if encouraged and supported. The impact of which is starting 

to be felt in many Territory schools with whom I work, through a renewed sense of 

energy, passion and optimism amongst staff. 

As Crowther et at (2002 p.  10) acknowledge 

Teacher leadership facilitates principled action to achieve whole-school success. 

It applies the distinctive power of teaching to shape meaning for children, youth 

and adults. And it contributes to long-term, enhanced quality of life. 

MindMatters Professional Development in the Northern Territory over the past four 

years has recognised teachers' potential and created opportunities during training and in-

school support for participants to share their personal practice, develop a sense of 

collective creativity and work towards agreed values and vision for MindMatters 

implementation. Hence it is not surprising that as school environments also encourage 

mutual respect and understanding, teachers are more inclined to take risks that promote 

their growth and consequently that of their students. 

Accordingly, more Northern Territory schools are creating dedicated positions such as a 

MindMatters Co-ordinator whose role it is to set the direction for the program and 

colTesponding implementation schedules. Also core' team positions with designated 

roles and responsibilities for example a chairperson, minute taker, publicity officer, web-

page or information technology support, parent liaison, student representatives, are 

legitimising a willingness to share renewed leadership and responsibility amongst 

members. 
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In schools working along these lines, whole school' MindMatters involvement and 

implementation is markedly evident, as is the case in schools that develop 

strategic/action plans and corresponding timelines. 

Limitations of the research 

Whilst this research has been undertaken with considerable care to ensure the validity 

and reliability of results overall, a small number of limiting factors have been identified 

as Ibilow: 

The sample size of the study is relatively small and this could be seen as a limitation. 

The Northern Territory is a comparatively diminutive educational jurisdiction with only 

38 secondary schools involved in MindMatters Professional Development (2000-2004) 

hence limiting the sample size and possible accuracy of results, although Wiersma 

(2000. p.  288) states that "sample sizes in qualitative research are typically small". 

Although the Survey approach enabled representative sampling to be completed cost 

effectively and relatively efficiently it may not have been a suitable data gathering tool 

for all schools particularly rural/remote schools as four of the five non-response schools 

were located in rural/remote regions of the Northern Territory. The survey tool may 

need alteration including simplification and illustrations for use with Indigenous school-

communities, and or personal (face to face) contact with such schools to ensure feedback 

and completion of data gathering instruments. 

Another possible limitation regarding survey returns relates to timing issues. Schools are 

always extremely busy organisations, but the added pressure of receiving the 

MindMatters surveys towards the end of the year (August 2004), may have affected the 

response rate overall. Added to this is the fact that I work full-time, and was unable to 

wait longer than two months for return of all surveys in order to conclude the research 

within specified time requirements. 
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Recommendations 

The following recommendations are based on the findings of this research study 

reviewing the effectiveness of MindMatters Professional Development in the Northern 

Territory retrospectively, and align with research identified in the Literature Review 

Chapter 2 of this thesis. 

In order to continue the transformation and revitalisation of schooling so that teachers 

and students are equipped cognitively, socially and emotionally for the emerging 

knowledge society of the 21 century, Professional Development will need to become 

the centre piece for dynamic and effective school change. 

Supporting this trend MindMatters Professional Development has demonstrated that: 

• A Professional Development strategy needs to be carefully planned and 

designed 

• Accompanying Professional Development resources should be underpinned 

by research and be relevant to current issues, context/s and stakeholder needs 

Training materials and approaches need to be well structured, logical, 

credible, consistent and provide opportunities for collaborative enquiry and 

reflection 

• The initiative, strategy or program requiring Professional Development needs 

to be adequately funded and resourced for a significant period of time 

The initiative, strategy or program must have Departmental and school 

Principal/executive support 

• A whole school' Professional Development approach that is ongoing and 

provides opportunities for on-site mentoring/coaching has a greater chance of 

success, transferability to class/school contexts and sustainability 

• A strategic/action plan and timeline will assist with implementation processes 

and if supported by a nominated co-ordinator and core' team with 

designated roles and responsibilities there will be greater impetus for 'whole 

school' change 
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• The Professional Developer or trainer needs to understand schools/workplace 

needs and he able to relate content/materials to context and participants in an 

safe/challenging, inclusive and motivational manner through role-modelling 

and tacit learning experiences 

• Time needs to be taken to build relationships particularly when working with 

Indigenous school-communities 

Understanding and empathy regarding cultural issues and contexts is crucial. 

In relation to the Northern Territory it is also noted that: 

A fully funded MindMatters Professional Development Project Officer with 

Territory-wide capabilities needs to he supported by an Indigenous Support 

OfTicer in the Top End and in Central Australia, to continue MindMatters 

implementation. 

The teaching profession has the potential to build on MindMatters achievements in the 

Northern Territory (2000-2004) if these recommendations are woven into the fabric of 

an educational ethos and system that values the importance of a health and well-being 

construct central to learning, leading and succeeding. 

Conclusion 

This chapter commences by revisiting the purpose of MindMatters - a Mental Health 

Promotion program for secondary school students. Key findings emanating from the 

data and relative to the literature surrounding this research study are then discussed in an 

attempt to illustrate the effectiveness of MindMatters Professional Development in the 

Northern Territory retrospectively (2000-2004). A series of critical success factors found 

to enhance the MindMatters whole school implementation process are presented prior to 

suggesting some possible limitations of the research. A set of recommendations 

compiled from this research, and final observations conclude this chapter and thesis. 
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The evidence reviewed from respondents working in all school systems (Catholic, 

Independent, State) across the Northern Territory (urban, rural, remote regions) indicates 

that MindMatters Professional Development has been effective. This has been gauged 

by the overwhelmingly high take-up/implementation rate of MindMatters (91%) in 

Northern Territory respondent schools (Figure 19) Chapter 6. 

Figure 12 Chapter 4 captures the exceptional take-up rate of MindMatters following 

longer and sustained MindMatters Professional Development. It also illustrates that the 

remaining nine per cent or three non take-up' schools were involved in brief one or 

two-hour work-shops only, hence suggesting as Joyce and Showers (1989), Fullan 

(1992), Fullan and Stiegelbauer (1991), Huberman and Miles (1984) that Professional 

Development needs to be ongoing and continuous. This allows participants to come to 

terms with new knowledge, grasp and apply additional concepts, and master alternative 

skills within their teaching practices with a sense of increased confidence and vigour. 

Data gathered in this study suggests that a comprehensive or sustained approach that 

provides opportunities for whole school' Professional Development as well as on-going 

group/individual, mentoring/coaching has a greater chance of success and transferability 

to classroom or school contexts. This is demonstrated by the explicit and simultaneous 

use of MindMatters resources in most Northern Territory respondent secondary schools 

(2000-2004) and the adoption of whole school' approaches to health and well-being. 

Another dimension adding to the effectiveness of MindMatters Professional 

Development relates to the structure of the program, well-researched content, and use of 

methodological approaches such as role-modelling and experiential learning to guide 

participants' learning and self-reflection. Not only is this endorsed by 91 per cent of 

school respondents indicating that MindMatters Professional Development was useful 

(Figure 14) Chapter 4, but the research also affirms that teachers have reflected on their 

increased capacity to transfer information/concepts/methodology from the MindMatters 

Professional Development workshop to their classroom/school practices. 
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Role-modelling inclusive and collaborative pedagogy within a learning environment that 

is safe and supportive and encourages risk-taking as demonstrated in MindMatters 

Professional Development has enhanced participants' sense of companionship and a 

willingness to use similar approaches in the classroom/school. Respondents attest that 

this in turn has produced affirmative responses, actions, and behaviours from students in 

urban, rural and remote Northern Territory schools. 

Opportunities for participants to be immersed in the MindMatters resources and 

experience the content and activities first hand through tacit learning has been highly 

regarded as an effective contextual strategy by respondents from all school systems 

(Catholic, Independent and State). Evidence indicates that this approach has assisted 

staff in using the MindMatters resources in the classroom/school through curriculum, 

policy development/implementation and partnerships with parents and all led 

health/support agencies. 

Other elements identified in the research that have supported MindMatters in-school 

implementation, philosophical/paradigm shifts, and restructure of school programs/time 

tabling are Principals, the MindMatters core' team, school co-ordinator, and the NT 

MindMatters Project Officer. It is evident that schools encouraged and supported by the 

Principal with senior executive staff involved in MindMatters Score' team functions such 

as strategic/action planning are well on the way to a Health Promoting School approach 

which students greatly appreciate and applaud. 

Although the MindMatters materials require some modification for use with Indigenous 

school-communities the Professional Development program has been affirmed by 

Indigenous participants and respondents alike who note the benefits of training for 

teachers and students. In reference to role-modelling and experiential learning a 

respondent noted it was like bringing it to lif" and although "I was very shy at fIrst, the 

Professional Development has really built my confidence, ... I am now running staff 

meetings which I would never have done hetbre ...... A male respondent states "It 

empowers us to deal with issues better ... gives you ideas ... and can help our kids". 
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This research further highlights the significance and potential of systems and sectors 

working in partnership to support a common cause - in this case the health and well-

being of Australian youth. It demonstrates the very real nexus between health and 

education and the benefits resultant from changes to health and education terminology, 

concepts and practices for students and teachers. 

A paradigm shift in the latter part of the 20th  century has removed the former top-down 

models that focused on a disease-orientation of health and factory style of schooling to 

approaches that involve and encourage individuals to take control over the determinants 

of their health and learning. Creating in their place Health Promoting Schools and 

Professional Learning Communities. 

A further development in the 21st  century has seen the MindMatters Professional 

Development program in the Northern Territory empower teachers to work inclusively 

and collaboratively, daring to change school cultures and improve attitudinal and health 

promoting' behavioural changes in teachers and students. The degree to which this has 

occurred could he explored in a further study, but for now all the evidence in this thesis 

indicates that MindMatters Professional Development retrospectively (2000-2004) has 

been effective. 

So ends my incredible journey through which I have learned so much about myself, 

education, Professional Development, and others. I have been privileged to have this 

opportunity to capture the essence of what has transformed me from a neophyte teacher 

to an educational adviser and Professional Development consultant. MindMatters has 

given me the vehicle to extend my professional capabilities and to "raise aspects of 

competence to performance level", McNiff (1995, p.28) to dive in and take a challenge 

whilst daring to connect. These are the underpinning principles of MindMatters that 

have led to my ultimate achievement - the completion of this thesis. Through teaching I 

have learned, re-crafted my knowledge and now know that I know! Polanyi (1958). 

A dream has become reality! 
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A secondary school teacher's final words 

Leaders need to review the increasinç demand ftr programs like MindMatters 

in each and every school. It seems that administrative matters often override 

the needs of students. meanwhile, schools bemoan the lack of engagement 

evident in our clientele. The stories we tell about our students and schools 

might indicate that, not oiiiv do we not know, but we don 't want to know the 

real power each teacher and school has to positively achieve positive outcomes 

for the NT's diverse, and often psychologically needy student population. Until 

we address the real needs of children in the NT, through efficacious, explicit 

teaching, using programs like MindMatters, we cannot expect to address 

educational outcomes as stipulated in the Northern Territory Curriculum 

Framework and Senior Secondary Assessment Board of South Australia. 

(Secondary teacher 2004) 
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Appendix A: Research Information - Letters, Plain Language 

Statement/s, Consent Form/s, SchoobParticipant Surveys, and Focus 

Group Questions 

Letter sent to Principals 

School Principal 

Address 

Dear Sir/Madam 

I am writing to request your support as a participating school, in my research project to 

determine the effectiveness of the MiiidMatters Professional Development program. 

Approval to conduct research in schools has been received from the NT Department of 

Employment. Education and Training, Catholic Education Office and Independent 

School sectors as well as the Human Ethics Committee at Charles Darwin University. 

This research study is important for a number of reasons. Firstly it will gather valuable 

information about what constitutes effective' Professional Development in supporting 

teachers and schools to take on and use new materials, concepts and methodology such 

as MindMatters. It will provide a benchmark to replicate further studies in the area of 

health promotion in educational settings, as well as data about the conditions required to 

create improvements in student learning. Finally it will attempt to determine the critical 

success factors required in Professional Development to support schools bring about 

change. 
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There are four parts to the research design. (a) School Survey: This is brief and will 

provide a concise view of whether schools have implemented MindMatters and in what 

ways. It can be completed by the Principal, teacher, or group of teachers involved in 

MindMatters Professional Development - only 1 survey per school. 

Participant Survey: Two volunteers from secondary schools involved in MindMatters 

Professional Development will be asked to complete a questionnaire to gather more in-

depth information pertaining to the Professional Development. For example usefulness 

of material presented, appropriateness of experiential learning and role-modelling, 

qualities of presenter, transferability of concepts and materials for classroom/school use. 

Focus Group/s: A key informant, for example a MindMatters co-ordinator, or 'core 

team' member may volunteer to take part in a I hour session to be held in Alice Springs 

and Darwin. Open-ended questions will focus on the MindMatters Professional 

Development program, and key issues in relation to program uptake or implementation. 

Student Focus Group: Involving volunteer students from schools that have made 

significant progress in terms of MindMatters implementation. Open-ended questions 

relating to involvement in MindMatters class work, opportunities for 

responsibility/leadership, behavioural/attitudinal changes in relation to health and well-

being issues will be discussed. Focus Group interviews will take approximately 1 hour. 

Opportunities will also exist for Indigenous MindMatters participants in remote schools 

to engage in dialogue with the researcher so that a truly representative sample of data is 

obtained. 

Another component of this research entails video taping a MindMatters Professional 

Development session. If you, your staff or students would be interested in being 

involved, please contact me on 89998776 to discuss. 
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All participants will need to read the Plain Language Statement (attached) and sign a 

Consent Form (attached). Separate forms have been included for parent/guardian of 

students (attached) to read and sign. Confidentiality and anonymity of participants and 

schools is assured. 

It would be very useful if all schools could undertake part (a) of the research and send 

back consent forms and the questionnaire in the pre-paid self addressed envelope by 

As the research progresses I will make contact with you again to determine the best way 

to proceed for parts (h). (c). and (d). 

Thank you. 

Yours sincerely 

MARIA MARRINER 

(Date) 
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Plain Language Statement (Schools) 

Project: The Effectiveness of MindMatters Professional Development in the 

Northern Territory - A Retrospective Study 

Chief Investigator: Maria Marriner 

Purpose of this research: You are invited to take part in this research project looking 

at how effective the MindMatters Professional Development program has been in 

supporting Northern Territory secondary schools take up and use MindMatters. 

Benefits of the study: This study will help me to see what aspects of a 

Professional Development program are useful to teachers who are expected to use new 

resources and approaches in the classroom and school. It will try to see if any links exist 

between an experiential Professional Development approach and transfer of knowledge 

and skills to the classroom. This study will also look at the impact of the whole of 

school' approach (curriculum, ethos, partnerships) on student learning outcomes, 

contribution to school life and well-being for all. 

Your role in the research: If you agree, you may be asked to participate in the 

research by: (a) completing a School Survey; (b) completing a Participant Survey; 

(c) participating in a Focus Group as a key informant or student; (d) being interviewed; 

(e) participating in a video-taped MindMatters Professional Development session. 

Discomforts, confidentiality and freedom to withdraw: There are no specific risks 

associated with this study. Your participation will be completely anonymous and you 

will be able to withdraw from this study without any adverse consequences. You will not 

be able to be identified by anything that is written in the research, or any subsequent 

publications. 
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You will be given the opportunity to review transcripts of conversations, and edit or 

erase your contribution if required. If you wish to see the video tape of a MindMatters 

Professional Development session, arrangements will be made for you to do so. 

if you have any questions about the project please contact the Chief Investigator on 

89998776. Should you have any concerns about the research you may also contact the 

Executive Officer of the Human Ethics Committee who is not connected with this 

research project. The Executive Officer can be contacted on 89467064. 

Please complete the Consent Form (attached) if you decide to participate, and return it to 

the researcher in the reply paid envelope. 

Thank you for taking the time to read this statement and consider its contents. 

Yours Sincerely 

MARIA MARRINER 
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CHARLES DARWIN UNIVERSITY 
HUMAN ETHICS COMMITTEE 

CONSENT FORM: 

I. of . 

Hereby consent to be a subject of a human research study titled The Eff'ctiveness of 
'MindMatters Prossional Development in the Northern Territory A Retrospective 
Study. 

This research is being undertaken by Maria Marriner, 

and I understand the purpose of the research is: 

I acknowledge that 

1. I am voluntarily taking part in this study. 

Confidentiality is assured and any information I provide will not be released in an 
identified form unless I consent eg video taping MindMatters workshops. 

My consent form will he stored securely and separately from the survey and 
questionnaire form to maintain anonymity. 

Audio tapes will be numbered and a separate list of corresponding numbers with 
names of interviewees will be stored securely and separately to ensure anonymity. 

I can review transcripts of audio and video tapes and request editing if needed. 

The information gathered will form a written thesis and the results may be made 
public in the form of reports, papers, journal articles, conference presentations, 
lectures and tutorials. 

I am free to withdraw my consent at any time during the study in which event my 
participation will cease immediately and the information provided by me, will be 
destroyed and returned at my request. 

Signature. .......................................... Date............................................. 
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Plain Language Statement 
Information for Parent/Guardian 

Your son/daughter has volunteered to take part in a research project titled The 

EfJ'ctiveness o 'MindMatters ' Professional Development in the Northern Territory - A 

Retrospective Study. The project is being carried out by Maria Marriner who currently 

manages the MindMatters program in the Northern Territory. 

MindMatters is a Mental Health Promotion program that is being implemented in 

Northern Territory secondary schools to support the health, well-being and learning 

outcomes of young people. 

A Professional Development program has been developed to support teachers and 

schools understand the concepts that MindMatters is trying to promote and to increase 

teachers' knowledge and skills to use the materials eg Enhancing Resilience, Dealing 

with Ba/Ring and Harassment, Understanding Mental Illness, Loss and Grief 

This research study will be looking at the effectiveness of the MindMatters Professional 

Development program in helping teachers and schools to use the materials and concepts. 

It will also look at the impact of the whole of school' approach (curriculum, ethos, 

partnerships) on student learning outcomes, contribution to school life and well-being 

for all. 

Your son/daughter has volunteered to take part in a student focus group along with other 

students from his/her school. The purpose of the focus group is to ask students about 

their impressions of MindMatters and the changes that may have taken place in their 

school as a result of using the program. The focus group will take approximately 1 hour 

and will be tape recorded to assist with writing up results. All participants will be given 

the opportunity to review the written transcript and edit or erase their contribution if they 

wish. 
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There are no specific risks associated with this study and all participants will remain 

anonymous. Your son/daughter will be able to withdraw from the study at any time 

without any adverse consequences and he/she will not be identified by anything that is 

written in the research, or any subsequent publications. 

If you have any questions about the project please contact the Chief Investigator on 

89998776. Should you have any concerns about the research you may also contact the 

Executive Officer of the Human Ethics Committee who is not connected with this 

project. The Executive Officer can be contacted on 89467064. 

Please complete the Consent Form (attached) if you approve of your son/daughter's 

participation in this research and return it to the researcher in the reply paid envelope. 

Thank you for taking the time to read this statement and consider its contents. 

Yours Sincerely 

MARIA MARRINER 
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CHARLES DARWIN UNIVERSITY 
HUMAN ETHICS COMMITTEE 

PARENT CONSENT FORM: 

I. of . 

Hereby consent for my son/daughter 
....................................to be a subject of a human research 

study titled The Effctiveness of 'MindMatters Profi'ssional Development in the 
Northern Territory - A Retrospective Study. 

This research is being undertaken by Maria Marriner, 

and I understand the purpose of the research is: 

I acknowledge that 

My son/daughter is volunteering to take part in this study. 

Confidentiality is assured and any information he/she provides will not be released 
in an identified form unless he/she consents eg video taping. 

My consent form will be stored securely and separately from the survey and 
questionnaire form to maintain anonymity. 

Audio tapes will be numbered and a separate list of corresponding numbers with 
names of interviewees will be stored securely and separately to ensure anonymity. 

My son/daughter can review transcripts of audio and video tapes and request editing 
if needed. 

The information gathered will form a written thesis and the results may be made 
public in the form of reports, papers, journal articles, conference presentations, 
lectures and tutorials. 

My son/daughter is free to withdraw consent at any time during the study in which 
event his/her participation will cease immediately, and the information provided by 
my son/daughter will be destroyed and returned at his/her request. 

51gnature. .............................................  Date ......................................... 
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MindMatters School SURVEY 

This survey can he completed by the Principal, teacher, or group of teachers involved in 
MindMatters Professional Development. It should take approximately 10 minutes. 

The purpose of this survey is to gather information about the uptake and implementation 
of the MindMatters Program in Northern Territory secondary schools following 
involvement in MindMatters Professional Development activity. 

School Category: Catholic U Independent U State U 

School Region: Urban U Rural U Remote U 

Approximate length of MindMatters Professional Development 
(eg workshop/s, in-school support, mentoring/role modelling) etc 
I Hour U 2 Hours U 3 Hours U ½ Day U Full Day U 

2 Days U Other U 

Did the Mind Matters Professional Development activity involve 

Whole School U Individual Teachers U Other U 

Explain Other 

5. Has your school begun to implement MindMatters? Yes U No U 

If not why? eg other priorities/commitments/time constraints/staff trained in 
Mind Matters have left school etc... 

How is your school implementing MindMatters? Please tick components you 
are undertaking eg MindMatters Curriculum Resources 

6.1 U School Matters 
6.2 U Educating for Life 
6.3 U Community Matters 
6.4 U Bullying and Harassment 
6.5 U Enhancing Resilience 
6.6 U Understanding Mental Illness 
6.7 U Loss and Grief 
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Mind Matters is underpinned by the Health Promoting School Model which focuses 
on Curriculum (Teaching & Learning). School Ethos/Culture (Policy and Practice) 
and Partnerships. 

Please tick if your school has made a conscious effort to: 

7.0 U Initiate MindMatters into the classroom 

7.1 U Develop/review school policies/practices eg Critical Incident, Bullying 
and Harassment etc 

7.2 U Undertaken MindMatters surveys/audits 

7.3 U Increase partnerships with parents, community organisations etc 

7.4 U Provide opportunities for students to demonstrate 
leadership/responsibility 

7.5 U Enhance the school environment so that it is safe and supportive 

7.6 U Review pastoral care/welfare practices in the school 

7.7 U Focus of building relationships, belonging and connection 

7.8 U Other .... Please explain 

Please tick the impact Mind Matters Professional Development eg workshops/in-
school support etc have had on your school community 

Extremely U Useful U Unsure U Not very useful U Useless U 
Useful 

List items your school has developed/implemented as a result of MindMatters 

10 Other Comments? 

Thank you for taking part in this survey. 
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MindMatters PARTICIPANT SURVEY 

This research Project is reviewing the effectiveness of the MindMatters Professional 
Development Program in the Northern Territory. 

It is hoped that the research will help to ascertain what aspects of a Professional 
Development Program are useful to teachers who are expected to use new resources and 
approaches in the classroom and school. 

The researcher needs two volunteers from your school who were involved in 
MindMatters Professional Development to complete the questionnaire, which may take 
approximately 20 minutes to complete. 

List type of MindMatters Professional Development activity you participated in eg 
'Train-the-Trainer', 'whole school' workshop/s, session/s with small group of teachers 
reviewing the materials. 'Core Team' Strategic Planning meetings, developing units 
of work, policy development etc. 

Approximate date/s when MindMatters Professional Development occurred. 

What were your impressions of the MinilMatters Professional Development 
workshop/s? 

Did you find the content and information presented at the workshop/s useful? If so, 
in what ways was it useful? 

Discuss your impressions about experiential learning during MindMatters 
Professional Development. Did you find it helpful in transferring these approaches to 
your class/school? 
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During the MindMatters Professional Development workshop the facilitator role-
modelled a range of approaches and teaching methodology. Did this help you to use 
the MindMatters materials and ideas in your class/school context? Is so, in what 
ways? 

Can you see a direct relationship between MindMatters Professional Development 
and uptake and use of the Program in your school? If yes, what were the features that 
helped you get underway and implement the Program? 

Have you noticed any attitudinal and 'health promoting' behavioural changes in 
staff or students eg improved relationships, less bullying, help-seeking etc? 

Can you comment on the qualities/attributes of the Northern Territory MindMatters 
Co-ordinator that may have assisted your school in taking up/implementing the 
Program? 

Please comment on any difficulties you or your school has encountered in trying to 
implement the MindMatters Program. 

II. Do you have any other comments or observations to make regarding the 
MindMatters Professional Development? 

Thank you for taking the time to complete this survey 
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FOCUS GROUP - KEY INFORMANTS 

Did you find the MindMatters Professional Development program worthwhile/useful? How? 
In what ways? Or otherwise? 

Was there anything that stood out? eg program, content, delivery, resources, etc? 

How could the Mi,,dMattcr' Professional Development program be improved? 

Experiential learning and role-modelling were major components of the MindMatters 
Professional Development program. How did you find this approach? Did it help you/others 
to transfer new knowledge, skills and understanding to the classroom/school? 

Would you like to comment about your impressions of the NT MindMatters co-ordinator. 
Did this person assist in the uptake and implementation of the program in your school? 
How? In what ways? 

Did you find the location, duration, and follow-up support worthwhile? 

Did the Professional Development program assist you to take up/implement MindMatters? 
In what ways? Did it increase your knowledge and skills? 

Has your school taken up MindMatters? 

Have you noticed any behavioural/attitudinal changes in the teaching practices of staff as a 
result of MindMatters Professional Development? 

Have you noticed any changes in students' attitudes/behaviour, learning outcomes, decision-
making. problem-solving skills/abilities? 

Any noticeable changes to school culture/ethos? 

Have you reviewed your policies/procedures? 

Undertaken any MindMatters audits? 

Increased partnerships? 

Developed a Strategic/Action Plan? 

Established a 'core team'? Has this had a major impact? 

Have you taken up a 'whole of school' approach? Do you see this as worthwhile? 

Any difficulties you would like to comment on? 

Do you think MindMatters has the potential to enhance student learning outcomes and life 
options? 

Is there anything else you would like to raise? 
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FOCUS GROUP - STUDENTS 

I. What can you tell me about MindMatters? 

Have you noticed any changes in your school as a result of implementing 
MindMatters? 

Have you participated in any MindMatters units of work eg Enhancing Resilience, 
Bullying and Harassment, Understanding Mental Illness, Loss and Grief? Can you 
comment on what you have learnt, its usefulness etc? 

Do you feel that you have more opportunities to participate in decision-making 
processes in the school as a result of MindMatters? 

Does the school have a safe and friendly tone? In what ways do you think 
MindMatters has contributed? 

Have you noticed any changes to teaching/learning practices? 

Have you noticed any other groups supporting the school? 

Do you feel more able to ask for help if you need it, and do you know where to go 
for help? 

Has your knowledge about health, well-being and mental health increased as a result 
of MindMatters? 

On the whole, how would you rate MindMatters in bringing about change in your 
school? Do you think it has been worthwhile? 

II. Do you want to raise any issues or concerns? 

Has MindMatters helped you personally? 

Would you like to make any other comments? 
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INDIGENOUS PARTICIPANTS - INTER VIEW 

Questions will he asked in a friendly conversational style - covering aspects related to 
MindMatters Professional Development eg 

I. Did you find the MindMatters Professional Development useful? 

Was it presented in a way that you felt safe and comfortable to participate? 

What helped you feel this way? 

Did you like doing the activities? 

Could you relate to the information - in a cultural way? 

Do you think it will be good to use MindMatters with your students and community'? 
Why/not? 

Is there anything else you would like to comment about the MindMatters 
Professional Development program? 
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Appendix B: Summary of Evidence 

Teachers' testimony provides important clues 

Comments from a range of teachers provide evidence supporting the effectiveness of 

MindMatters Professional Development across the Northern Territory. 

"VVell organised, information given of a high standard. Use of MindMatters material 

totamiliarise us with - well done 

The workshops were "always 'positive' and the positive tee/mg flowed to all those in 

attendance. The workshops lifted the morale of those who attended . gave 

enthusiasm to members of staff... and enabled it to be brought on board a lot easier 

and quicker than just talking". 

Provided helpful ideas fbr the use of resources in the classroom setting" and 

"demimonstrated hovv fun can be incorporated with learning outcomes to build positive 

relations/i ips. 

"Profts'sioiial. Intormnative - solid knowledge". 

"Well planned with a mixture of activities. The presenter (Maria) was very positive, 

open (111(1 passionate about her work - this rubs off on to the participants 

"The flicilitator was excellent. Made all participants welcome and encouraged us all 

to s/lure and value each other's qualities/experiences. The content was useful and 

informnatii'e. The atmosphere was friendly and had a sense of belonging and 

ownership. Iftlt comfortable and this made it easy to participate and enjoy". 

Very practical approach ... very good level of participation ... showed us how to 

app/v concepts and resources through enacted scenarios". 

"Most useful aspect for our staff was the team building". 

"Practical, accessible, successjitl with students". 
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"Excel/cut, provided direction fur leadership c/c velopment and whole 

sclu)ol/couuulnunitV strategy'. 

"Interactive" 

"Excellent for discussing teaching pedagogy .. use fid for stimulating conversations 

between teachers on MindMatters content. 

"Very helpful tools, approaches and pragmatic strategies. Helped me to see that 

students value/need relationships, cuuicl emotional aspects of schooling as much as the 

cognitive educational programs. The experiences do easily transfer into the 

class r()Ofli 

"Informative - broad knowledge base. Relevant to ... teachers and students. Interest 

to pareuits. Strong theoreticalframework based on current research". 

"Extremely helpful". 

"Very interactive with methodologies and materials that could be implemented in 

differeuit contexts with a range of participants . . . other than education. Very useful, 

basically because of the scope that the couitent/mtormation offered practical and 

interactive healthy 'well-being educational material to enhance self esteem and 

resilience in diverse contexts and with different audiences". 

"Showed us some very good overall ideas". 

"I was most impressed with the workshop. Even though I was very tired at the time 

the activities were very stimulating. It gave ideas about how we can reach out and 

involve all students ... in our classes". 

"Participating in activities and the practical nature of the workshop made the 

experience niuch more interesting and enjoyable compared to many other 

professional development sessions. 

"Informative, educational, a current issue which is important to all Australians. 

Interesting, as it was activity based, not just talking or lecture-style PD". 
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"Organised and pro ftssionallv conducted. Good resources instant/v available. Help 

with planning/programming lesson content. Promotion/ideas for whole school 

activities". 

"Shovved a synopsis of diffurenl activities and how they can be immiplemented within 

the classroom". 

"The best and iliost productive workshop I have been to ... the content was 

complete/v relevant and was implemented in all ... classes". 

"An excellent workshop which involved, stimulated and mixed people from a variety 

qt' settings. Content was excellent and the way it was presented gave its a wide 

variety of activities to use and take away with its. A real hands-on approach". 

"Very important given staff health issues and increasing depression, self harm issues 

with students. Mental illness - greater understanding". 

"Outstanding approach. Useful challenging concepts. 

"It lie/ps to cemneiit the information and suggest ways in which you can implement the 

pro grain ....come very practical appliccitions". 

"I found the workshop very valuable. Mv impression was wow this informcition is so 

important for inc as a secondary teacher here. I fuuiid I could tranfr activities 

straight to the classroom 

"Extreme/v useful and very practical". 

"The content was relevant. It offered practical application. Was delivered in a way 

that all participants could relate to. By actual/v doing the exercises each person 

could see cimmclf'el how their cliemits might use it". 

"I11i/)ressed by the practical nature of the materials and the presentation made 

teachers confident that they could easily use the program either in parts or 

complete/v. Being able to participate in some of the activities gave ci good base from 

which to work in the classroom". 
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"The presenters were well-intorined and genuine in their belief in the Kit. Excellent 

iiforination and walk through the Kit. Excellent experience of some of the activities 

to reinforce the purpose and benefit of the activities. Practical information and 

examples. Excellent information to pass on to students'". 

Very well delivered and organised. Clear/v demonstrated activities that can be 

utilised in the classroom ... and how schooLs can begin a whole of school approach 

to mental health and well-being. Very relevant to our school-community". 

"Excellent. Provides up to date intormation on mental health and well-being. 

Provides links to all aspects of the curriculum. Provides (in over-arching framework 

for schools to develop a whole of school approach" 

"Stimulated ideas or re-stimulated enthusiasm Thr use of the materials in our 

Pastoral Care prograin in particular. Useful fr new teachers as we have a high 

turn-over of staff Led by example, /)ossihle ways of using these approaches in the 

classroom. Gave ideas on how to introduce some of the critical ideas/scenarios to 

students in a non -threatening wciy". 

Overall very well run in regards to presentations and workshops. Very usefitl 

activities fi9r exchange and development of ideas and policy implementation". 

"The infirmation presented encouraged the teacher,s' in their pastoral care of the 

students as it emphasised the importance of building positive relationships with the 

children and each other' 
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Appendix C: Summary of Evidence 

Northern Territory MindMatters Project Officer position vital 

Evidence obtained from School and Participant Surveys, Indigenous/teacher and 

student interviews indicate the MindMatters Project Officer position in the Northern 

territory has been a pivotal link to the success of Professional Development and 

implementation of MindMatters in Northern Territory secondary schools. 

The following are qualities highlighted by respondents: 

"Excellent presentation skills ... inspiring'". "Talks clearly ... engages the audience 

most importantly kiiows her stuff and lives by it". 

"Always POSITIVE, cheerftul, helptiil. Speaks to all the staff, includes all staff. Makes 

our staff f'el positive about themselves and the program". 

"Extremely knowledgeable and ci gentle encourager. Participants feel safe clue to the 

mnanmier in which activities are model/cd and structured". 

"A good listener, able to provide many suggestions and examples of how these 

niatericils are being used in schooLs, a/wa vs willing to ofl'r assistance". 

"Very approachable and easy going. Put time into p/aiming interesting, relevant and 

enjoyable workshops. Ic/ens can be inipleniemited in classrooms". 

"Her vitality and energy. She is so enthusiastic that it goes through the whole 

group". 

"Very well organised! 

"Easily accessible - very heiptiml". 
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"Maria was enthusiastic -, passionate and knowledgeable". 

"Very helpfil, enthusiastic (111(1 willing to fit in with specific types  of activity 

recjuested by a particular school". 

"Enthusiasm, belief in the benefit of the program". 

"School accepted MindMa tiers philosophy/program because of the commitment and 

inspiration gained from the presentation style/energy/belief of the presenter". 

"Enthusiastic, i'thrant, lives what she promotes and encourages others to do the 

same". 

-Enthusiasm and obvious commitment to well-being of youth in general. Belief in the 

we/fire of students being paramount in reaching potential". 

"Understanding of Indigenous ways to enhance peoples' understanding of content. 

The workshops were able to allow Indigenous staff to be part of the process because 

of the respect of the co-ordinator for culture and the way of including Indigenous 

staff in the worksiwp'. 

"The co-ordinator was (in enthusiastic and motivating presenter who fiicilitated all 

the sessions professionally  and was able to work with Indigenous and non-

indigenous staff in an on threatening but challenging environment". 

"Enthusiasm and health educator background. Professional  Development of' an 

excellent standard. Experienced. A local of the NT Ability to work with 

ESL/indigenous students". 

"Genii' persuasive without being pushy. Passionate about mental health for staff and 

students and able to re/cite to real life experiences". 

"She is enthusiastic, positive and full of infectious energy. She helped put us into 

gear. Fantastic". 
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"Enthusiasm, organ isation, knowlede, credibility, motivation through passion. 

Always willing to support. Involvement in I\TT wide group - creating partnerships, 

experiential teaching style, coininunication - rapport she establishes with groups". 

"Passion .tor  the pro grain". 

"A ii enthusiasm, and showing by example what can be done". 

"Her positii'itv, enthusiasm, respect for the knowledge and contribution of the local 

Tiwi people, (li/cl encouragement of all people assisted our school great/v in taking 

tip )'vfinc/PVIatiers". 

"To know You have support wliemi You need it, or to discuss particular questions You 

have about how you present things is great". 
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Appendix D: Dr of Teaching - An Explanation 

The Doctor of Teaching is a Professional Doctoral program that consists of 

preparatory research methods and other course work units that culminate in a Major 

Fields Examination aimed at testing familiarity with the literature of the thesis. 

Successful completion of the Major Fields Examination enables the candidate to 

submit a substantial Project Proposal for the Research Thesis. 

The thesis is conceptualised in two broad parts, one containing the theoretical 

component whilst the other highlights a practical component. Typically various 

media formats are used to display the practical aspects of the thesis. 

The total program comprises of three years full time study or its part time equivalent. 

The field work, research and thesis comprises up to half of the program, whilst 

course work, background research/methods/papers relative to aspects of education, 

teaching and learning must also be undertaken to fulfil the course requirements. 
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Appendix E: Practical Thesis in DVD Format 
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