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Purpose.

This paper draws on our experience as consultants in literacy education and the literature that informs our work, examines recent endeavours aimed at developing better literacy education, and offers some recommendations that will inform future innovations. 

Explaining the Star Wars Link.

While our title, Darth Vader versus Luke Skywalker, might suggest we are talking about good versus evil, this is an oversimplification. We are using the fantasy analogy with its focus on quests and challenges as a way of examining various quests for better literacy education. 

Throughout the six episodes of Star Wars the statement ‘May the force be with you.’ is used.

In our quest for better literacy education we are all involved in harnessing the strength of the force. The force is not simply about a battle between good and evil but rather how individual characters use the force to strengthen their character, overcome challenges and meet their goals. In Star Wars IV: The Hope, Obi-Wan Kenobi says ‘The force is all around us and within us and in every living object.’ In the quest for better literacy education the force may be equated with a desire for innovation and improvement in literacy teaching and learning and all that enables it. In our analogy we will identify the characteristics of the force that influence literacy education, as well as the characters and their resources that participate in the quest. 

Our first group of characters are Obi-Wan Kenobi and the Jedi Knights such as Luke Skywalker. They provide leadership and draw on the force to overcome obstacles and win battles. Although they provide leadership they do not single-handedly win the battles. Ultimately those who fight with them and support them win the battles. In literacy education the leaders in the field play a similar role in research, creating new theories and directions. But it is those in the schools who actually overcome the obstacles and enact the quest. 

Other characters in Star Wars, such as Han Solo and the Wookies, provide strength and support but also have weaknesses, such as self-interest and arrogance. Yoda are trainers who provide assistance with the quest but cannot fight the battles themselves. Technological support comes from   R2-D2 and C-3PO and other droids. None of these characters actually overcome obstacles and win battles by themselves. Similarly in literacy education we have friends, colleagues, trainers and technological support all of which aid in the battle but do not prevail in the quest. There are also dark characters who have ‘gone over to the other side’ such as Darth Vader (Anakin Skywalker) and the troops who follow them. It is tempting to construct government and systemic characters (for example, politicians and Directors General) as the dark forces of literacy education. However there are many forces that potentially impede the quest for better literacy education, and it would be inappropriate to attribute failure to one or two people. We would not, for example, construct Darth Vader as the sole source of evil in Star Wars as the plot would not move on without the full complement of dark characters and the challenges they provide. Similarly, in literacy education the challenge(r)s cause us to think more carefully and analytically, creating new knowledge to aid in the quest. We need to use these challenge(r)s in positive ways rather than blaming them or using them as an excuse. Blaming does not advance the quest in any way toward resolution. 

Among the codes of the Jedi are to take personal responsibility, co-operate and work collaboratively with the range of talents and knowledges among the group. These codes are worth emulating in literacy education.

The Quest: What do we mean by ‘Developing better literacy education’? 

Part of taking responsibility means being able to identify what it is you are seeking, being able to describe it, knowing something of its forms and parameters. Our beliefs about, and our particular quest for, better literacy education derive from the concept of Multiliteracies (The New London Group, 1996; Cope and Kalantzis, 2000; Anstey, 2002; Anstey and Bull, 2004; Bull and Anstey, 2005). We construct Multiliteracies as a term that goes beyond the discipline area of English. It is essential to, and an integral part of, all disciplines from Science and Mathematics to the Arts. It is socio-culturally derived yet influenced by psychological factors. Literacy education addressed from a multiliteracies perspective concerns both literacy and pedagogy.   

Too often literacy education becomes entrenched in debates about ‘Should it be about Literacy or English?’ and ‘What is the relationship between the two?’ Important as they are these debates can get in the way of advancing literacy education. Most recently in Queensland the ‘Literacy or  English debate’ manifested in development of the English Curriculum.  Two different models for organising the curriculum (the Four Resource Model or the 3D model) came to be seen as aligned with Literacy or English and then with primary or secondary schooling. This debate is reminiscent of many similar debates we have had in literacy education, for example Whole Language or Genre approaches. The veracity of these debates encourages teachers to take sides or ignore, rather than take responsibility for, moving literacy education forward through their teaching practices.

A larger and more important question is ‘What is the pedagogy that informs better literacy education?’ If we accept that literacy education is about multiliteracies and the broader concept of curriculum rather than debating which discipline it  ‘belongs in’ then we can focus on the pedagogy and how to do it better (Lingard, Hayes, Mills and Christie, 2003; Lingard, Hayes and Mills, 2003; Anstey and Bull, 2004; Edwards-Groves 2003; Anstey and Bull, 2003). 

We take the position that:

· while being passionate about teaching is important being, critically reflective and knowledgeable about your pedagogy and practice is essential

· provocative debates are necessary but they are not an end in themselves, and

· we need to better understand how to successfully integrate and foreground the intersections of diversity and multiliteracies in teaching, learning and assessing. 

Quests revisited 

Lingard, Hayes, Mills and Christie (2003:5) identified the alignment of curriculum, pedagogy and assessment as an important feature of schools with a strong focus on student learning during the Queensland Schools Reform Longitudinal Study. In doing so they acknowledged the work of Bernstein (1973) who conceptualised formal education as realised through three message systems: curriculum (what counts as valid knowledge), pedagogy (what counts as valid transmission of knowledge) and evaluation (what counts as a valid realisation of this knowledge on the part of the taught). Young (1998) has pointed out that schools must be learning communities where both teachers and students are engaged in learning and that professional talk about pedagogy should be at the core of the professional culture of schools. These concepts together with the concepts about multiliteracies and pedagogy (New London Group, 1996; Cope and Kalantzis, 2000) and our involvement with the Literate Futures Project (Luke and Freebody, 2000) have informed the quests for better literacy education we have undertaken with teachers in the last three years. We will revisit and review today. 

We will review eight quests, six of which focus on multiliteracies and pedagogy and two of which use the action learning model of the multiliteracies projects, to focus on preparing for the implementation of the Years 1-10 English Curriculum. 

The first quest was initiated through Mark Campling of Forest Lakes State School on behalf of the principals of a cluster of thirteen schools in the Inala area of Brisbane. We will provide a fairly detailed overview of this project as it is the foundation upon which the other quests were developed. The cluster had a clearly defined set of goals for their schools that they wished to achieve through an extended period of professional development. These were:

· Gain a greater understanding of multiliteracies;

· Develop and practise self reflective techniques within the area of multiliteracies;

· Develop and implement strategies to improve their pedagogical practices within multiliteracies;

· Develop an understanding of leadership and the change process;

· Develop an ability to coach and mentor a colleague. (Bull and Anstey, 2004: i)

They also identified some of the parameters for framing and developing the professional development process. These were:

· To develop an environment of trust where teachers could evaluate their   multiliteracies practices honestly and confidently at the beginning and end of the project in order to measure distance travelled.

· To develop a mechanism to use which would genuinely validate the improvements made by teachers in the area of multiliteracies

· To coach teachers involved in the project to a level so that they too were skilled enough to coach a colleague and co-evaluate and validate their practices.

· To develop mechanisms which would support teachers throughout the project

· To give all school administrators an understanding in the area of multiliteracies so that they could also lead their schools in this area and support their teachers. (Bull and Anstey, 2004:i-ii)

As can be seen this group shared beliefs about schools as learning communities with both teachers and students involved in learning. Their goals and identified parameters also reflect the belief that education (including the professional learning of teachers) should align curriculum, pedagogy and evaluation through a focus on multiliteracies, pedagogy, self reflection and validation of teacher learning.

The following components were central to the Inala Project and the other six we will review:

· Each project took place over an extended period from 12 weeks to 2 years

· Core and self-selected professional reading and annotated reading logs were a component of all projects. 

· The first professional development day of the project was concerned with developing shared understandings about multiliteracies and an introduction to the Multiliteracies Matrix, a self-reflective tool designed to aid teachers in making judgements about their knowledge of multiliteracies and their pedagogical practices in the classroom.

· The second day of professional development provided time for teachers to translate their Multiliteracies Matrix into an Action Plan to improve and validate change in their multiliteracy practices. All action plans had to include audio-taping and transcribing lessons to analyse pedagogy and track change.

· As teachers worked on their projects a variety of support systems were provided and these will be reviewed as each Quest is revisited. Almost all included specific follow-up days or afternoons with Anstey and Bull to review progress and talk through issues.

· On Validation Day all teachers used their Matrix and Action Plan as a basis for a report on the progress they had made to the rest of the group. The focus was on providing evidence to validate the changes that had occurred in their knowledge, pedagogy and practice. 
We developed the Multiliteracies Matrix especially for the project. It consisted of a set of twenty-four items about multiliteracies designed to assist teachers in determining current literacy knowledge and practice in the three areas of text, context and pedagogy. Using a five point scale teachers rated themselves on each item and justified each rating. Next they selected two or three items and suggested what action they might take to improve their self-rating (goal-setting). The Matrix enabled each participant to individualise their project and to incorporate the features of Action Research and Action Learning into classroom contexts. Justification of each individual rating and of selection of items for the classroom project, was seen as an important method for ensuring that each teacher engaged in detailed reflection before selecting an area for investigation.

An Action Plan rubric was developed to support teachers in planning toward the achievement of their personal goals. It provided a structure to assist teachers in identifying their goal, the actions to be taken and how they would collect data to measure change in their knowledge, pedagogy and practice. The focus on validating any action that they took as a result of self-rating on the Matrix was a key component. 

Quests Reviewed.

Enhancing Factors

In reviewing the eight quests we have identified the conditions that enhanced and improved each project and additional outcomes that were not anticipated. We have also reflected upon the challenges and the types of information and actions that assisted in overcoming these challenges. In Table One we have provided an overview of each quest, its context and participants, how it came about and the conditions unique to each quest that contributed to a positive change process. 

Table One: A Summary of the Quests.
Insert Table One Here 
As can be seen in Table One there are conditions common to all projects that contributed to individual and group success. It would seem that these are prerequisites to achieving change in both literacy knowledge and pedagogy that can be validated over time. Some of these requirements are to do with the structure of the projects, others to do with how they were enacted on-site. They can be summarised as follows.

1. Long term: all occurred over time, from 12 weeks to 1-2 years, the more successful used more time.

2. Dual focus: all required attention to both literacy and pedagogy 

3. Validation: all required participants to identify ways of measuring change in their knowledge, pedagogy and practice, collect data and share it with colleagues

4. Specialist teachers (eg Music and H.P.E.) applied the project to their own area, embracing the concept of literacy and multiliteracies being concerned with the broader sense of curriculum, pedagogy and evaluation

5. Action Learning: participants identified personal goals, planned to meet them, took action and measured results. 

6. Provision of support of various kinds (motivational, physical, monetary, organisational) by administration

7. Project identified as priority and relationships with other systemic priorities were identified, reinforcing a supportive rather than reactive environment.

8. Support people (administrators, LDC co-ordinators etc) were knowledgeable and informed 

9. Provision of space and time

10. Flexibility within the structure: each project was modified to suit the goals of the particular site, and to be responsive to the context and needs of participants.

11. Collegial and self-reflective conversations were encouraged at every stage of the projects and tasks such as the reflective tool (Multiliteracies Matrix), audiotaping of lessons and action planning provided contexts for such conversations.

12. Motivation was high: each project was either part of an identified school goal or participants self-selected.

13. Most participants had engaged in some professional development in literacy in the preceding twelve months

14. Financial issues were not the first considerations: all projects started with ‘ this is important, we’ll find the money’ 

Challenges

Review of the projects also revealed challenges that needed attention along the way. 

1. Peaks and Troughs

A pattern of peaks and troughs in participants’ motivation and engagement occurred during the projects. Peaks occurred as participants started off with enthusiasm and excitement, when they began to realise they were learning, when they could see positive change in their planning, pedagogy and practice, and when students responded positively to the teachers’ change.  Troughs were of two kinds. One was when teachers were confronted with the necessity of changing practice and pedagogy; that is, they had to finalise an action plan and audio-tape, transcribe and analyse a lesson. These tasks required in depth self-reflection which many found a difficult and challenging process. The other trough was related to participants’ perceptions about time and effort required by the project. While there is no doubt that the projects did require some extra effort, the challenge of time occurred mainly when teachers did not incorporate the project within their normal classroom program. That is, they added the project as a ‘separate program’ in the school day that needed separate planning and attention.  

An important part of meeting the ‘peak and trough’ challenge was seeking information from the literature on change management and stress management and incorporating this into specific sessions in subsequent projects. In these sessions we explicitly discussed managing change and stress as it related to both the project as a whole and the individual participants. We discussed the concept of successful professional development in terms of increasing:

· capability (increased knowledge about multiliteracies and pedagogy)

· sustainability (ways of ensuring support for and maintenance of capability) and 

· thriveability (potential to continue to grow and create new knowledge and further development in multiliteracies and pedagogy) 
We also discussed the process of managing change in terms of how to create it (Calabrese, 2002)  and Fullan’s (2001) five conditions for thinking about and managing change:

· moral purpose

· understanding change 

· relationship building

· coherence making 

· knowledge creation and sharing 

In terms of managing stress we examined specific strategies for implementing control theory and building a collegial culture by identifying the characteristics of your school (Gossen and Anderson, 1995). The notion of leadership style and its effect on learning, collaboration and co-operation was also explored (Goleman, 2000). The literature on dealing with stress provided information about building and maintaining healthy attitudes (Lake, 2002). Winsborough and Allen’s (1997) work provided a reflection tool for assessing competence (from unconscious incompetence to conscious competence) and the CALM strategy for responding to challenges and change. They also explained the Yerkes and Dodson law that suggests a relationship between levels of stress and peak performance, and that some stress, well managed, can be a positive .

2. Quality of participation and support from administrators

While all projects were successful, some were more successful than others. While some participants were able to effect change in their personal pedagogy and practice, others made gains that influenced whole schools. This was often related to the role the administration played in the project as a whole. Where teachers were largely left to work through the project on their own, with little administrative support, changes were personal and had no lasting effects on the school as a whole. This was the case even when people outside the school, such as LDC co-ordinators, provided support. It was soon apparent that on-site administrators had to be involved in the project. Where administrators were involved with the professional development and ongoing mentoring and support of their staff, then the project became a an agent for change and school renewal. These administrators not only provided realistic time allocations for engagement in the project but also adjusted loads for teachers to facilitate, reflection, planning and collegial discussions between participants.  Support included providing time to discuss action plans and transcripts, taking classes or playground duty and providing T.R.S. days. Administrators who provided support that facilitated whole school change were articulate about change management and its associated theorists.

3. Individual versus group participation

When projects were operated by a cluster of schools or a district, participants were either individuals representing themselves or their school, or a staff team from a school. While individual participants clearly validated change in their literacy knowledge and pedagogy and were delighted with their outcomes, there were not necessarily long term outcomes for the school unless their participation was part of a long term plan supported by administration. Furthermore if these individuals did not have good support from their administrators their journey was often a very difficult one. In contrast, staff teams not only validated change in their own classrooms, but often contributed to change in their schools as they provided mentoring and professional development as a result of their growth through the project. 

4. The Intransigents

Most projects required participants to act as a mentor to other teachers or conduct professional development about their learning. One of the challenges they found was the intransigents who simply did not want to know or participate in change. The work we had incorporated on change management and understanding stress was invaluable to participants in working with such people, but perhaps the best advice was to ignore such people and work with those who were interested. Participants often related stories about the outcome of ignoring such people. Firstly, ignoring such people took a lot of the stress from the participants themselves, but interestingly often the isolation of not being involved and sometimes pressure from parents as to why they were not involved, caused intransigents to eventually participate in some measure.

Imperatives for future Quests

Our revisit and review highlights the success of professional development that occurs over time with particular support structures. It relies heavily on teachers being willing and able to take responsibility and being supported through their quest. It is now appropriate to look at the broader context in which such quests take place. Our work alongside classroom teachers, with different systems (State, Private and Catholic) and at different levels of these systems, for example, the Board of Teachers Registration (to be called Queensland College of Teachers), Queensland Studies Authority, the Literate Futures Project and in Higher Education as teacher educators also gives us more global insights as to why quests falter.  These experiences provide us with a view of what needs to change in the broader context of education systems and governance in order that quests, that are highly successful in truly changing literacy education, can continue to be supported and succeed on a much larger scale. 

Imperatives necessary to focus and support professional development

We have identified two groups of imperative, the first to do with systems and governance and the second to do with the definition and enactment of professional development.

A. Systemic Changes

1. Systems of education need to limit the number of priorities to be implemented at any one time. 

Too many competing priorities produce confusion and fragmentation and superficial or incomplete implementation. 

2. Priorities, and the relationships between them, must be clearly articulated to all levels of the system.


Frequently, only those who are directly involved with managing these priorities truly understand them. Articulation of the relationship between priorities is often implicit rather than clearly stated.  Dissemination of priorities, and the relationships between them, must be more carefully managed at all levels, and regarded as an important part of the process.

3. Priorities need to have a realistic and clearly specified period for implementation.

The period of time for implementation of a priority must be long enough to include dissemination of the priority, preparation of support systems and materials, implementation and time for it to take effect. Many priorities have a three-year implementation period that remains regardless of how the implementation is progressing and factors impinging upon it. Distinctions need to be made between ongoing priorities and short-term priorities. 

4. Successful implementation of any priority depends upon the understanding and involvement of administrators at the regional and school level. 

Successful administrators understand the importance of becoming involved in the priority as educators as well as the administration of the priority. It is the difference between making sure the professional development is taking place and actually being involved with, and validating, the professional development.

5. Ministers (state and federal) need to understand that continual restructuring impedes the progress of priorities. 

During the lifetime of some priorities (often three years in parallel with terms of government) several restructures can occur. While these may concern the organisational structure they nevertheless influence the implementation of educational priorities. Decisions may not be made because people are waiting to know about job changes. Jobs are not signed off because budgets may change due to restructure. People may not take decisions because ultimately they are guarding their position rather than attending to the implementation of priorities. A culture of administration rather than education emerges. The nexus between three-year priorities and three-year terms of Government must be broken. (See also A3.)

6. State and Federal priorities and funding need to be aligned.

The development of better literacy education can be impeded when state and federal priorities and funding are misaligned and are working to different timelines. 

This is particularly the case when funding for a state priority is coming from both state and federal budgets. Once again the administration of such a budget can get in the way of the educational priority.

B. Change in the Definition and Enactment of Professional Development

1. Professional development has an ongoing role in the professionalisation of teachers.

Various state registration authorities are moving toward policies that tie the registration of teachers to continuous professional development. This and other mechanisms need to be developed that discriminate between teachers who have a commitment to professional development and those who do not. Unions will need to support teachers in their quest for professional development, rather than viewing it as work intensification.

2. Professional development must be seen as more than attendance.

Professional development should be seen as an opportunity for a community of learners to identify the relationship between their professional needs, systemic priorities, the needs of their clientele and the context in which they are teaching. Having identified their needs the community of learners can then identify the ways in which they might address them. There must be a requirement for validation of learning and change as a result of engagement in professional development. 

3. The concept of pupil free days and professional development needs to become more flexible.

Regions, individual schools and teachers should be able to determine when, what and how they will access pupil free days in order to meet the priorities of their system, region and school. This would release the pressure of many people trying to access the same support on the same days and enable the time allocated to be more flexible to meet identified needs. Consideration may need to be given to incorporating professional development as part of teachers’ annual leave as in some other systems.

4. There needs to be more systematic recognition and use of teacher expertise in professional development.

Mechanisms need to be developed for identifying teachers with expertise and flexibility should be built into systems to facilitate these teachers in providing support and knowledge to colleagues. In addition to this a culture needs to be built that encourages teachers to be willing to share, recognise their expertise is worth sharing and develop the confidence to share. These competencies may develop as teachers become engaged in validating their professional learning (See B2). In addition to this, the skills and knowledge acquired by teachers who have been involved with curriculum development or the development, writing and implementation of systemic priorities should continue to be utilised.

Conclusion

This paper has addressed two aspects of the quest for better literacy education. Firstly we revisited and reviewed a group of quests that had been successful and identified the characteristics that made them successful and the challenges that were overcome. This information contributes some insights to the micro level of developing successful ways of supporting school learning communities in their quest for better literacy education. Mindful of the relationship between the local and the global we also drew on our experiences at various levels of systems and government to examine the influences of systems and governance on local quests and identified ten imperatives that needed to be addressed if local quests are to be supported and successful.

Returning to our original analogy from Star Wars, our aim has been to identify factors that will enable individuals to harness the strength of the force and to prevent systems and governance becoming dark forces.

May the force be with you.
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Table One: A Summary of the Quests.
	Site
	Conditions that enhanced teacher change and improved literacy education

	1. Cluster of primary, secondary and special, government schools with culturally and socially diverse communities in a capital city.
	· Focus for group with support from all principals

· Part of a long term plan for teacher change

· Principals requested and attended day of PD on multiliteracies and pedagogy

· Principals provided ongoing support for teachers in time, money and resources.

· Pairs or groups of teachers from each school 

	2. Cluster of primary and secondary government schools with culturally and socially diverse communities within and around a regional city. 
	· District initiative with financial support at that level

· Executive Directors attended PD and Validation Day

· Pooling of personnel and financial resources

· Learning Development Centre (Literacy) undertook co-ordination and support.

· Support team for teachers were staff from various projects with a variety of expertise that went beyond literacy

· Support team provided regular meetings, email, phone hook-ups and classroom visits

· Part of a two year project

· Regional conferences for sharing

	3. Suburban government primary school in a regional city with approximately 500 students and 23 teachers.
	· Identified as whole school priority

· Part of ongoing professional development plan for school

· Supportive administrative team

· Collective decision to undertake project, clear about demands and obligations

· Specialist teachers applied project in their area

· Developed collegiality

· Encouraged school renewal

	4. Cluster of primary and secondary government schools in and around a regional city that were part of a Learning Development Centre: Literacy in the Literate Futures Project.
	· LDC initiative.

· LDC co-ordinator provided key support and organisation

· Participants who worked as school teams that included administrators had ongoing success in their whole school



	5. Catholic primary school in a capital city with approximately 660 students and 32 teachers in a socially diverse community. (in progress)
	· Whole school initiative from the administrative team as part of ongoing professional development in school

· High degree of support from administrative team

· Teachers worked in teams

· Preceded by two literacy professional development sessions as precursor to project

· Specialist teachers applied project in their area

	6. P-12 non-government school in a capital city with approximately 100 teachers and over 1200 students. (in progress)
	· Whole school initiative from administration and literacy working party

· Working party included staff from a range of disciplines and departments.

· Part of a move towards redeveloping the school literacy plan

· Long term (3 years+)

· Building expertise of committee

· Commencing with core group who will become mentors to following groups.

· Accompanied by very specific school-based professional development provided by staff

	7. Cluster of primary and secondary government schools in and around a capital city that were part of a Learning Development Centre: Literacy in the Literate Futures Project.(Action learning project)
	· LDC (Literacy) co-ordinator provided ongoing support and additional voluntary after school professional development sessions on associated topics. 

· Majority of participants had engaged in previous literacy professional development through the LDC (Literacy)

· Majority of participants had co-ordinator or Professional development roles in their school

· Support from administrators toward implementation of the plan was strong 

· Most participants were in teams or pairs from same school

	8. Cluster of representatives from primary, secondary government schools in a capital city who provide support for schools. (Action learning project in progress)
	· Majority of participants had engaged in previous literacy professional development through the LDC (Literacy)

· Majority of participants had co-ordinator or Professional development roles in their school

· Support from administrators toward implementation of the plan was strong 

· Most participants were in teams or pairs from same school
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