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ABSTRACT 

The thesis is an exploratory and descriptive study focusing on the emotional 

dimensions of collegial relationships in a primary school. The research is timely given 

the current pressures to develop cultures of collaboration and shared leadership in 

schools today. The study concentrates on the non-classroom work of teachers and 

investigates three particular areas of school life: the collegial practices of staff; the 

emotional milieu of teachers' work; and the contributions of members towards an 

emotionally healthy staff community. 

An interpretive tradition has been used in conducting the research, thus giving voice to 

the perceptions of research participants about their work. The research was conducted 

as an ethnographic case study. Data were gathered largely through participant 

observation and interviews. The researcher visited the school on a regular basis 

through the course of one school year, averaging over one day per week working in the 

school. Eighteen staff members were formally interviewed, the principal and assistant 

principal on several occasions. Extensive fieldnotes and interview transcripts were 

created and, aided by NVivo, a computer package for the analysis of non-statistical data, 

data were broken down into categories and resynthesised to bring to life a picture of the 

lived reallty of collegiallty for staff members in a primary school. 

The study adds to new knowledge in several important ways. First, it allows for a 

reconceptuahsation of teachers' work. It shows how many different practices 

contribute to a collegial culture within a primary school and demonstrates how the 

social and emotional dimensions of collegiallty are significant in the development of 

professional relationships. Second, the study develops an understanding of emotional 

labour for school personnel and contributes importantly to a broader picture of how 

emotional labour can be practiced, particularly for the sake of collegiallty. It is posited 

that different kinds of emotional labour exist within the school setting, and that 

emotional labour in schools may be different from that in some other service 

organisations. The study explores bounded emotionality as a cultural practice among 

staff, suggesting that it allows expression of emotions about classroom work while at 

the same time constrains negative emotional displays so as to bulld and maintain 

community. The study suggests that the principles of bounded emotionallty, as they 

operate within the primary school, present both benefits and burdens for a collegial 

staff, but may encourage an emotionally healthy workplace. 
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CHAPTER ONE: Introduction to the Research 

1.1 Overview of the Chapter 

We are in serious danger of undermining a fundamental truth about 
educational effectiveness - that the learning and emotional lives of 
students are profoundly dependent on the learning and emotional lives of 
teachers (Hargreaves & Fullan, 1998, p. 87). 

This study directly takes up the challenge posed by Hargreaves and Fullan (1998). It 

sets out to develop an understanding of the emotional dimensions of collegiahty for a 

professional staff group in a primary school in urban Australia. It seeks specifically to 

describe the emotional milieu that surrounds collegiahty and collaboration as they are 

practised in one school with the hope of raising to prominence the importance of what 

can commonly be called emotion work in schools. Ultimately, the study promotes a 

change in the way teachers' work, particularly the non-classroom component, may be 

viewed. 

This study reports an ethnographic exploration of collegial relationships in an urban, 

middle sized, Catholic primary school. It examines the school as a community of 

professional people working together. The communal interactions of the group, 

particularly the emotional dimensions of their collaborative, non-classroom work, are 

the main focus of the research. The research provides an empirical and conceptual 

account of adult relationships in schools, based on a belief that teachers are individuals 

"facing day to day interactions under circumstances which critically affected their 

motivation, job-satisfaction and effectiveness in the classroom" (Nias, 1987, p. 83). 

The study explores the emotional milieu in which staff work. It seeks insights into the 

cultural dynamics and emotional health of staff relationships developed and maintained 

in the course of myriad collegial activities undertaken during any school week. 

Emotional health, which I perceive as a communal concept describing the state of 

emotional well-being that colleagues experience, is observable when the interactions 

among group members are largely positive and the members of the group are 

emotionally supportive in their interactions with one another. Conditions that possibly 

promote or constrain the emotional health of the staff group are considered in this 

study, with a view to providing an understanding of how an emotionally healthy 
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environment creates and sustains the professional community through the highs and 

lows of ordinary, everyday school life. 

This research differs from many other studies in that it is not problem-orientated. It 

does not attempt to provide a solution to a problematic situation. The research focuses 

more on the positive operations of the school as an organisation. It explores how 

shared responsibility for the creation of an emotionally healthy workplace can operate 

in practice. I examine and describe a picture of 'lived reality' for staff in a primary 

school today. This is the uniqueness of ethnographic case study, that one can get such a 

'close up' of the intimate workings of staff in a school. The case study school, like 

many others in Austraha, is one in which the staff is striving to work through issues of 

isolation and collaboration in their day to day lived operations, striving to teach and 

learn in an organisation laden with emotional experiences. This study provides a 

picture of an ordinary staff group facing up to the practicalities of their school's version 

of shared or participatory leadership, and generally dealing with the attendant issues in 

a manner that positively contributes to the health and wellness of the school as an 

workplace for adults. 

It is necessary in this introductory chapter to outline first the context in which 

collegiahty is placed in the broader picture of teachers' work and the ever changing 

management of schools. Three research questions are then presented, followed by a 

discussion of the significance of the research that they underpin. I explain why a study 

of collegiality and emotionahty is important at this time and how the research 

contributes to original knowledge in the area of teachers' work and organisational 

studies. Finally, limitations and delimitations of the study are considered and the 

organisation of the thesis is outlined. 

1.2 Framing the Study within the Broader Educational Context 

The recent Senate inquiry in Austraha into the status of the teaching profession (Senate 

Committee, 1998) highlights the federal government's concern about the nature of 

teachers' work. One of the terms of reference for the inquiry was the identification of 

those issues that most strongly influence teachers' job satisfaction, stress and their 

ability to work efficiently and effectively. Issues likely to affect teachers and their 

work into the 21 st century were considered to be tied in with changes in societal 
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expectations about schooling, the new system of school funding and organisational 

structures that have seen site-based management become a reality in Australian schools 

in recent times. 

In an era of discontinuous change (Limerick, Cunnington & Crowther, 1998) the Senate 

inquiry was timely. A variety of factors, both within and outside the school 

environment, was seen to affect teachers' morale, performance and status. The pace 

and scope of change in schools and the intensification of teachers' work were two of 

several issues within the school environment perceived to concern teachers about their 

work (Senate Committee, 1998). Closely linked with these issues is the rise of 

collegiahty as a focus in schools. 

In an era of rapid educational change teacher collegiality has been used rhetorically to 

support a wide range of sometimes contradictory educational initiatives, from teacher 

development to school effectiveness, from a panacea for an aging teaching force to a 

well spring of innovation. The current debate on teacher professionalism has links to 

the issue of collegiahty (Blackmore, 1999a). Peer supervision, professional 

development and evaluation have also been placed under the umbrella of collegiality by 

some (Hargreaves & Dawe, 1990; Koehler, 1996; Smyth, 1996; Wallace, 1998). 

Collegiality has become a buzzword of the day. Chapter two will reveal the difficulty 

even in defining collegiality as a term. 

Authors such as Hargreaves (1994) and Little (1990a) agree that collegiality is 

associated by many with positive benefits. It is frequently seen as the opposite of 

conditions of teacher isolation such as individualism (Hargreaves) or privatism 

(McTaggart, 1989), notions of which frequently engender negative feelings in the 

education community. Given the plethora of hterature promoting collegial practices in 

one way or another as a key to school improvement (see for example Barth, 1990; 

Pullan & Hargreaves, 1991; Gossen & Anderson, 1995; Lieberman, 1990; Sergiovanni, 

1990; Telford, 1996) there is a persistent behef that there are many advantages to 

teacher collaboration. 

There is also considerable scepticism about the ways in which collegiality can be used 

to co-opt teachers or control their work. Smyth (1991, 1996) maintains that the 

introduction of collegial practices in schools is a form of central control disguised as 
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local autonomy. Using a labour process perspective, he asserts that collegiahty is used 

to "harness teachers more effectively to the work of economic restructuring" (1991, p. 

324). Brundrett (1998) also questions the benefits of collegiality. As well as 

supporting Smyth' s notion of control, he also argues that collegiality can endanger the 

efficiency of the school, as well as compromise the position of the duly appointed 

leader. He maintains that as well as slowing down the decision making process in a 

school, principals can be put in a difficult legal position if they are forced to accept the 

decisions made by a collegial staff. 

Perspectives on the concept of collegiality will be expanded in the next chapter. 

However, regardless of where one positions oneself on the issue, it is evident that 

various collaborative and collegial practices are in place in many primary schools today 

(for example see Cole, 1991; Johnson, 1997; Nias, Southworth & Campbell, 1992; 

Nias, Southworth & Yeomans, 1989; Wallace, 1999; Webb & Vulliamy; 1996, 

Zahorik, 1987). However, Hargreaves (1994), using a micropohtical perspective as 

opposed to the more common cultural perspective to analyse collegiality, reveals that 

many school administrators try to mandate or otherwise artificially to create collegiality 

within their workplaces. The use of a micropohtical perspective opens up for 

consideration the possibility that collegiallty and collaboration are imposed on teachers 

as an exercise in organisational power. Hargreaves describes collegiahty that is 

controlled by administrators and is used as a means of co-opting teachers to fulfil 

administrative purposes as "contrived collegiahty". Opposed to this is a more 

spontaneous form of collegiality he terms a "collaborative culture". 

It becomes clear that the issue of collegiality is strongly connected to forms of teacher 

culture and the nature of teachers' work, either as a practice of choice or as an 

artificially created working condition. It therefore becomes important to look not only 

at how collegiality is practised within the primary school, but also at what teachers feel 

about it and why they choose to work or not work in that particular way. In the context 

of the culture of the group, it is also important to investigate how collegial work 

impacts emotionally on staff. Few studies have concentrated specifically on the social 

and emotional aspects of collegiahty. This research attempts to address that void. 

The real acceptance of emotions as a legitimate component of the study of 

organisations has occurred only in fairly recent times. Organisational theory, 
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educational or otherwise, has for a long time been dominated by strictly structural

functionalist approaches, which have tended to focus on efficiency and effectiveness of 

organisations, issues of control and accountability, and the management of worker 

behaviour solely towards organisational goals. Such thinking, Fineman (1994, p. 75) 

suggests, reveals ''the roots of a passionless organization". However, in educational 

studies there exists a non-dominant but continuing concern for the nature of people's 

hved experience. This is built on the propositions of notable scholars such as Callahan 

(1962) and Greenfield (now republished by Greenfield & Ribbins, 1993), who have 

argued for a more humane perspective on organisational management in education. In 

educational studies this tradition hves on in the work of authors such as Evans (1996), 

Hargreaves (1994), Hargreaves and Pullan (1998), McDonald (1996), and Nias (1989a) 

to name but a few. 

Fineman (1994, p. 76) suggests that 

[a]s people are written more boldly into organizational theory we move 
from the image of an employee as a malleable instrument of production, 
to a more complex soul with 'needs', career concerns, peer and farnlly 
loyalties. 

This research works from such behefs, recognising that teachers' hves are intimately 

connected with their work and the workplace environment. While Fineman (1994) 

admits that organisational theory now incorporates a more sophisticated perspective of 

people in organisations, there is still a limited conception of the emotions of organising. 

The expression of emotion is still marginalised in organisations. Fineman sees that 

people as organisational members are still "emotionally illiterate" in that they do not 

learn or practise a vocabulary with which to communicate effectively their feelings 

within the organisational context. However, emotions are integral to work activities 

such as decision making, influencing, leading and learning. "To discount emotion is to 

remove the glue which binds, and directs, human conduct" (Fineman, 1994, p. 80). 

Fineman (1997) suggests that our work actions, the kind of tasks we do, can shape 

emotions and are shaped by emotions. It is appropriate to look at this connection, 

particularly in association with the collegial aspect of teachers' work. Teachers now 

spend a great deal more time working with one another, both in small teams and as 

whole staff groups, and the emotional dimensions of this have been almost totally 
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ignored in the rush to claim collegiahty as the solution to professional isolation. 

Emotions are a "dynamic part of ourselves" according to Hargreaves (1998b, p. 559) 

and, whether they are positive or negative, "all organisations, including schools, are full 

of them". For teachers to grow professionally, attention must be paid to the emotional 

dimensions of their life and work. 

Understanding the emotional life of teachers, their feelings for and in 
their work, and attending to this emotional life in ways that positively 
cultivate it and avoid negatively damaging it should be absolutely 
central to teacher development efforts (Hargreaves, 1995, p. 21). 

In this context of research, the study of one school poses three questions: 

1. What are the collegial practices of the school, and what influences staff 

participation in them? 

2. What does the emotional environment of the school look like from the perspective 

of the staffi? 

3. What are some of the conditions that appear to foster or constrain the emotional 

health of the staff as a collegial community? 

1.3 Significance of the Research 

Studies of teachers' work are by no means new. Notable early seminal works include 

those by Jackson (1968), Lortie (1975) and McPherson (1972). Joined with more 

recent studies by Ball (1987) and Connell (1985), for example, they contribute greatly 

to our understanding of the evolving nature of teachers' work. Our knowledge about 

teachers' work has been bullt up by periodic, in depth studies of schools and the 

teachers in them. Expressed in all of these works, although sometimes only imphcitly, 

is an emotional component in the work of teachers. 

Lortie (1975, p. 187), for example, writes about "sentiments and interpersonal 

preferences", whereby teachers discussed their relationships with parents, principals, 

and most importantly, with other teachers. Although he maintained back in 1975 that 

individualism characterised primary teachers' work, Lortie warned "against a too 

casual view of the significance of peer relationships", suggesting that "relationships 

among teachers are complex" (pp. 192-3). A "good colleague", according to Lortie's 
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teachers, was one who was ready to share ideas and resources, help beginning teachers, 

do one's share of duties, and have qualities of friendliness, openness, sociability and 

supportiveness. McPherson (1972), as a covert participant observer in a small town 

elementary school, highlighted strongly the independence of the work of primary 

teachers in the early 1970s. However, at the same time she noticed that teachers held 

high expectations of support from their colleagues during times of crisis, as in attacks 

from parents or head teachers. Both McPherson and Lortie, in these early studies, 

demonstrated the importance teachers place on supportive behaviours of their 

colleagues. Given the emphasis on collaborative work in schools today, such an issue 

takes on an added significance as an area of research. 

McPherson's ( 1972) study revealed a strongly micropoliticised aspect of staff 

relationships in one primary school, in much the same way Bah ( 1987) portrays his 

research into secondary school teaching. However, Ball is much more explicit about 

the emotional dimension of this aspect of school hfe. Bah (p. 216) suggests that most 

theorists and researchers neglect the "backstage realities", played out largely in the 

secondary school staffroom, because they "have been mesmerized by the obvious and 

deterred by the messiness involved in the analysis of the personal and emotional 

aspects of organizational functioning". The studies by both Ball and Connell ( 1985) 

sharply reveal the emotional dimensions of teachers' interactions with colleagues on a 

day to day basis. 

Various studies connecting leadership with teachers' micropohtical interactions have 

arisen in more recent times also. Notable are the works of Blase and associates, for 

example Blase and Anderson (1995), Blase and Kirby (1992) and Blase and Blase 

(1997). These studies show that interactions between principals and teachers may be 

highly pohticised and highly emotional. Rosenholtz's (1989a) study of the social 

organisation of schools also revealed emotional aspects to teachers' work with 

colleagues and school leaders. 

However, what is missing in all of the aforementioned earher studies is an in-depth 

analysis of the emotional mllieu itself, by specifically directing teachers' focus to the 

emotional aspects of their dally encounters with others. While there is clear evidence 

that adult interactions in schools can be emotional experiences, the actual emotion work 

performed by teachers has not been investigated in detall. My research seeks 
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specifically to redress that. It is a study of teachers' perspectives of their collegial work 

and of its emotional dimensions. Nias' (1988, 1989a) research into the hves of primary 

teachers reveals how much and in what ways teachers value their colleagues. Little 

(1990a, 1990b) also shows this to be worthy research. Through her various studies 

Nias (1998) is able to make the subtle connection between teachers' collegial 

relationships and their professional growth. For this reason it is important to gain 

empirical data that provide an understanding of how and why the way a school 

functions affects teachers' abilities to work collaboratively within an emotionally 

supportive environment. 

By raising to the level of consciousness the details of dally living which 
many headteachers and staff take for granted and by examining the 
behefs and values which underlie them, it enables an analysis of 
professional practice germane to current changes in education (Nias et 
al, 1989, p. 9). 

It is important to investigate and bring to an educational forum a picture of the 

emotional arena that is the primary school, particularly the emotional milieu that 

surrounds teachers in their attempts to work together to achieve common goals. An 

improved understanding of the emotion work performed by teachers and school leaders 

will benefit not just those who llve and work within this emotional arena but also those 

who create policy that affects the nature of their work. As Hargreaves and Fullan 

(1998, pp. 55-56) point out, 

[ e ]motions are virtually absent from the hterature and advocacy of 
educational change in areas like strategic planning, cognitive leadership, 
problem-solving, or standards-based reform. Even the idea of 
organizational learning which is on the very cutting edge of change 
theory is almost exclusively cerebral in its emphasis. Teachers need to 
take more care of their own emotions, colleagues ... need to take more 
care of each other; and educational policymakers could do with 
developing more emotional intelhgence of their own - especially when 
it comes to empathizing with what teachers have to do in the face of 
educational change. 

As imphed earlier, this research does not arise out of a structural-functionahst approach 

to management. Although issues of management cannot be overlooked, they are not 

the main focus. Leadership is important in any organisation. However, this research 

takes the position that positive working relationships are the responsibility of every 

adult in the school, not merely the positional or formal leaders in the school. I wish to 
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explore how this shared responsibility is actually lived out in a primary school, 

particularly with reference to the non-classroom activities of staff. 

The research is somewhat influenced by the work ofNias, Southworth and Yeomans 

(1989) who, in the late 1980s, conducted research on staff relationships in several 

primary schools in the United Kingdom. Their theoretical and empirical work provides 

a focus for shaping my research rather than providing a theory to be tested. My study 

aims to build on their work and those of other significant authors in this field (for 

example Acker, 1995; Hargreaves, 1994; Little, 1982, 1990a, 1990b; Nias, Southworth 

& Campbell, 1992). At the same time issues surrounding collaborative school cultures 

will be considered from the viewpoint of an Austrahan, Cathohc primary school. What 

makes my research particularly significant is that it will address the nature of 

collegiahty in the case study school as well as investigating the emotional dimensions 

of working in a school that is attempting to create and maintain such a culture. 

My choice of a Cathohc school for the accompllshment of my research is by no means 

random. One consideration is my own work experience- over ten years' employment 

in Cathohc educational institutions, as well as further years spent in leadership roles in 

other private educational institutions. However, it is also my belief that this research 

can benefit Cathohc schools and systems, as well as other educational institutions 

trying to develop commitment to a unique, identifiable school culture. The professed 

ethos of Cathohc schooling is one that lends itself to a study of collegiallty and culture. 

Cathohc schools in Austraha, separate from the state education system, have always 

had a level of site-based management and local decision making. They have always 

been aware of their responsibility to the Cathohc community, in which they play an 

integral and significant part. As a component of a larger faith institution, the Cathohc 

Church, Cathohc schools hold as basic tenets values related to equity, justice, respect 

and love (Flynn, 1993; Morris, 1998). This is not to imply that only Cathohc schools 

seek to hold such values. Any school trying to hve out Christian values would 

conceivably have a culture that manifests itself in the collegial and collaborative 

activities of its adult members. Such an organisation, where members profess a 

personal respect for one another and value one another's contributions to the 

development of the organisation, would be a model worth studying. If the central 
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features of the culture can be captured in ethnographic case study research, benefit can 

extend to the wider community. 

My research differs in its outlook from many current studies in educational 

administration because it is a sociological study that does not focus on pohcy effect and 

pohcy analysis. The study will not consider the effect of pohcy on schools. Instead I 

investigate the way a school produces itself internally, and therefore have chosen an 

interpretive approach in conducting this research. Issues of pohtics and power that 

arise during the course of the study are not the primary focus of the research. Notions 

of cultural production, working relationships and the emotional aspects of teachers' 

work can effectively be investigated as social constructions using an interpretive 

tradition. In particular, ethnographic case study permits very close observation of 

relationships and interactions of members of the organisation. Such methodology lends 

itself to an intimate depiction of the 'lived reality' in the primary teachers' workplace, 

as will be discussed at length in Chapter Three. 

1.4 Limitations and Delimitations of the Research 

The most obvious consideration in this research is that it is a study of adult 

relationships. It takes the view, as does Nias (1998), that the school is a workplace for 

adults, not simply a place where adults interact with students. While it is 

acknowledged that student interaction greatly affects the hfe and work of a teacher, this 

study does not attempt to involve students in the school setting. Likewise, interactions 

with parents and ancillary school personnel are not considered. This study is limited to 

an investigation of professional staff, the adult-to-adult relationships in the workplace 

that are considered vitally significant to the health and well-being of the teaching 

community. 

However, the study is also not one that is solely concerned with the perspectives of 

individuals. This is in no way intended to be an analysis of individual motivations or 

individual emotional states that might be better ahgned with phenomenological or 

psychological studies. It is not a psychoanalytical study. It is a sociological study of a 

group of people who work together. It looks specifically at how people interpret and 

perceive themselves as part of an organisation, and how they contribute to the 

production of an emotionally healthy workplace for themselves and their colleagues. 
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Following on from this, there should be no expectation that this research will 

specifically investigate the emotions generated by individuals. There is no attempt to 

hst, categorise or create typologies of emotions. 

Although this research has been conducted in a Cathohc school, it is not intended to 

explore specifically how the staff practises tenets of Cathohcism either with colleagues 

or with students. It is not an evaluation in any way of the Cathohc practices within the 

school. As noted previously, any school that seeks to create for itself a distinct, 

identifiable, caring culture could serve equally well as a case. It is not intended that the 

rehgious perspective should make the research conclusions exceptional in any way. 

Any conclusions drawn from data gathered and analysed from the case study school are 

apphcable to all primary schools in so much as case study methodology will or will not 

allow generallsation. 

The research also shares the limitations of all case studies in that it is particular to one 

setting. Attempts to generalise therefore are limited. As an ethnographic case study 

that uses participant observation as one methodological technique, it is also important 

to note that all perceptions are filtered through me as the researcher. The resulting 

analysis and interpretation are mine, and it must be acknowledged that my own 

experience and personal perspective therefore strongly colour the production of this 

thesis. 

1.5 Organisation of the Thesis 

The second chapter of this thesis is a review of the literature on collegiallty and 

emotionahty, with the specific aim of highlighting current perspectives on these issues 

and revealing gaps in existing research that this study will address. The chapter focuses 

on the emotionahty of schools and other organisations and the linkages between 

emotionahty and collegiahty. Within this chapter definitions of significant terms are 

debated and their meanings in terms of this research are clarified. The third chapter 

explains the methodological approach used to conduct this research. It gives a clear 

picture of the school setting, the instruments of data collection and analysis, ethical 

considerations and the role of the researcher in this study. 
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Chapters Four, Five and Six present the data and analyse them, first against existing 

understandings and then in the hght of new knowledge that is revealed in this research. 

One chapter has been allocated to each research question. Therefore, Chapter Four 

discusses issues of collegiahty. Types of collegial practices are investigated and 

teachers' perceptions of the benefits of these are revealed, as well as structural and 

social issues that have the potential to influence them. Chapter Five describes the 

emotional milieu in which teachers' collegial work is set, in particular looking at the 

emotional experiences of collaborative planning, participatory decision making and 

working with school leaders. The specific emotion work performed by teachers and 

school leaders is highlighted. Chapter Six considers conditions of emotional health that 

have the potential to create and sustain an emotionally healthy workplace for teachers. 

The three foci for these are seen to be caring and supportive behaviours, emotional 

awareness and expressiveness, and community bullding activities, all significant issues 

in the creation of organisations operating under the model of "bounded emotionahty" 

(Mumby & Putnam, 1992). 

The final chapter leads to a reconceptuahsation of teachers' work. It.ties the previous 

three data chapters together and expands on the findings to create a connected picture 

of the place of emotionahty in the collegial work of teachers. Contributions to 

knowledge are provided in several areas. First the concept of collegiallty is 

reconsidered, allowing for an expansion of what is generally considered collegial work 

and the addition of social and emotional dimensions. Second, the notion of emotional 

labour (Hochschlld, 1983) is expanded with the proposition that colleague-focused 

emotional labour is a different type of emotional labour from the usual construction of 

that concept. This opens the way for an in-depth discussion of how this type of 

emotional labour is practised in primary schools. Third, the principles of bounded 

emotionahty are explored within the primary school setting, thus bringing to 

prominence the burdens and benefits of collegiallty for teachers. Last, the notion that 

the primary school is an emotional arena is developed, based on the demonstration that 

primary teachers, in almost every facet of their jobs and almost every corner of their 

workplaces, are emotion workers. 
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CHAPTER TWO: Review of the Literature 

2.1 Overview of the Chapter 

This chapter is a review of the current hterature and its conceptual framing upon which 

this thesis is built. It outlines the current corpus of knowledge in areas ofrelevance and 

highlights where the research will fill in some of the present gaps about emotion work 

and collegiahty in schools. The chapter is divided into two main sections. 

The first section focuses on the study of emotions in schools and other organisations. 

With respect to the fact that it is a workplace for adults, the school is considered similar 

to other organisations. Therefore, this section locates a place for the study of emotions 

in organisations in general, there being little hterature currently available that 

specifically applies to schools. Working definitions of the terms "emotion" and 

"emotional labour" are presented. An outline of the social constructionist perspective 

is provided as a theoretical framework for studying emotional dimensions of 

organisational life in this research. The current debate on the dichotomy of rationahty 

and emotionahty is highlighted and the concepts of emotional labour and bounded 

emotionahty are explained. The section concludes with coverage of hterature specific 

to the emotional dimensions of teachers' and school leaders' work. 

The second section of this chapter creates links between emotionahty and collegiality. 

The place of organisational culture in shaping staff relationships is first discussed, 

followed by an investigation of collegiality as a form of teacher culture. The current 

debate regarding collegiality and collaboration is outlined and these important terms are 

defined in the hght of current usage. The concept of collegiahty and its practical 

apphcation in schools is described. The last part of this section discusses some current 

issues surrounding collegiahty as an emotional activity, thus creating a space for this 

thesis to contribute to existing knowledge in this field. 
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2.2 The Emotionality of Schools and Other Organisations 

2.2.1 Emotions in Organisational Studies 

The study of emotions per se is over a century old. James is reported to have first 

attempted a definition in 1884 (Ashforth & Humphrey, 1995). The disciphne of 

psychology has been attributed with the greatest volume ofresearch in this area 

(Domagalski, 1999). Given the prevalence of emotions in the workplace, Ashforth and 

Humphrey express surprise at the slowness with which the study of emotions in 

organisations has taken place. It is cited by Wright and Doherty (1998) that only 

around one percent of articles pubhshed in management journals in the ten years to 

1996 covered topics related to affectiveissues. Organisational theorists have been slow 

to incorporate emotions into their thinking (Fineman, 1996). However, that is now 

slowly changing. A similar situation exists with the study of emotions in school-based 

hterature. Other than a few writers in the 1950s (see, for example, Jersild, 1955 and 

Gabriel, 1957), httle until recent times has been produced which deals openly with the 

emotions of teaching as an occupation. 

The study of emotions has recently been brought to prominence by popular hterature, 

particularly the work of Goleman (1995, 1998). His writings on emotional intelligence 

have spawned a litany of calls in management magazines for leaders to heed the 

emotional aspects of their organisations (see for example Kemper, 1999; Laabs, 1999, 

Pool, 1997; Wah, 2000), and even recently in educational hterature (see Cherniss, 

1998). Emotional intelligence as defined by Goleman ( 1998, p. 317) refers to "the 

capacity for recognizing our own feelings and those of others, for motivating ourselves, 

and for managing emotions well in ourselves and in our relationships". Goleman sees 

emotional intelligence as based on a set of competencies for how we manage ourselves 

as well as our relationships with others. He maintains that in the sphere of work, we 

are no longer being judged only on our training and expertise but also on our emotional 

intelligence. While Goleman's works add great credence to the study of emotions in 

organisations, they are not critiqued in this chapter, being ahgned more closely with 

personal development hterature rather than contributing specifically to a study of 

organisations and culture. 
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The study of emotions has become far more interdisciplinary in recent years and 

organisational studies now draw on research from the areas of sociology, psychology, 

history, anthropology and philosophy (Fineman, 1996). The study of emotions in 

organisational theory can be camouflaged by diverse terminology such as affect, 

sentiment, mood, valence or morale (Fineman) as well as feelings, wellbeing and 

happiness (Wright & Doherty, 1998). Emotion as an individual or group construct did 

have some credence as a component of organisational studies in the past, usually under 

guises such as morale, stress and job satisfaction, and still does today in some 

management hterature. However, Fineman notes that only recently has emotion been 

taken as an important organizational topic in its own right. Ashforth and Humphrey 

( 1995, p. 98) give very clear recognition of the position of emotions in the workplace in 

stating that 

emotions are an integral and inseparable part of everyday organizational 
hfe. From moments of frustration or joy, grief or fear, to an enduring 
sense of dissatisfaction or commitment, the experience of work is 
saturated with feeling. . . . Despite the prevalence of emotion in the 
workplace, research has generally been confined to: (1) a limited syt of 
relatively generalized and stable affective states, particularly 
satisfaction, stress, mood, and certain aspects of commitment, and {2) 
the role of emotions in discrete, critical events, such as organizational 
change, role transitions, and intergroup conflict [emphasis in original]. 

The reason for this becomes clearer when one investigates the dominant discourses of 

organisational management theory. As noted by Mumby and Putnum (1992), 

organisational theory is particularly male-centred or patriarchal. As such, the modern 

organisation is built on a deep-rooted Western, masculine cultural behef about the 

expression of emotions such that 

organizational order and manager/worker efficiency are matters of 
rational, that is non emotional, activity . . . Cool, clear strategic thinking 
is not to be sullied by messy feelings. Efficient thought and behaviour 
tame emotion. Accordingly, good organizations are places where 
feelings are managed, designed out, or removed (Fineman, 1996, p. 
545). 

Although the myth of men and organisations as rational and unemotional has been 

debunked by Hearn ( 1993 ), this behef still pervades much of the theorising about 

organisations today. A Weberian view of organisations has long influenced the 

perception that successful organisations are mechanistic in nature and based on order 
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and efficiency, and for which there is no place for anything less than accuracy and 

precision. Rationahty in decision making has been elevated to a precise science 

whereas emotionahty is seen as its opposite. Therefore, "emotions are consistently 

devalued and marginalized while rationahty is privileged as an ideal for effective 

organisational life" (Putnam & Mumby, 1993, pp. 39-40). As noted by Ashforth & 

Humphrey (1995, p. 102), "[p]henomena associated with processes, noninstrumentahty, 

quahtativeness, spontaneity, or subjectivity are often viewed pejoratively- as 

'irrational' or 'arational' - and therefore to be avoided or controlled". 

This strong emphasis on rationahty in organisations has resulted in a neglect 0£ the 

study o£emotions in organisational hfe (Hopfl & Linstead, 1997). However, as 

Fineman ( 1996) indicates, there is now growing support for two other perspectives on 

emotions: that emotional processes can serve rationahty, and that the two concepts are 

intimately entwined. These behefs arise from an understanding that the selection and 

use 0£ ah information, the weighing 0£ options for perceived benefits, even the setting 

0£ goals, are ah emotionahsed processes (Fineman, 1996). Ashforth and Humphrey 

(1995, p. 102) support this notion in viewing the two concepts as "interpenetrated". 

However, regardless 0£ the perspective taken on emotionahty and rationahty, it 

becomes quite obvious that the notion 0£ pure rationahty is somewhat suspect, and 

emotions should not be marginahsed in the study 0£ organisations. 

Before the discussion on the significance 0£ emotion work in organisations is extended, 

the theoretical grounding for studying emotions in this research must be explained, and 

appropriate terms defined. 

2.2.2 A Theoretical Framework for Studymg Emotions 

There appear to be two broad ways in which emotions can be theorised in 

organisational studies. These are the psychoanalytic and the social constructionist 

views (Domagalski, 1999; Yiannis, 1998). As noted previously, the traditional study 0£ 

emotions has been via the discipline o£psychology. Yiannis (p. 291) sees the 

psychoanalytic view 0£ emotions as one which explores "the origins, vicissitudes, and 

communication 0£ emotional experiences within individual or group biographies". In 

this view emotions are described as individualised, intrapersonal responses to some 

stimulus, driven by instinct and located in the body (Domagalski). On the other hand, a 
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social constructionist view of emotions is one which emphasises "the cultural character 

of emotional displays" (Yiannis, p. 291). Using this perspective, emotions are a 

socially constituted phenomenon. Fineman (1993b, p. 10), one of the leading 

researchers into emotions in organisations, supports the social constructionist 

perspective on emotions, claiming that 

[ e ]motions cannot fully be understood outside of their social context. ... 
there is so much that is learned, 'social', interpretive, culturally specific, 
in the meaning and production of emotions, that strictly biological, in
the-body, explanations soon lose their potency. 

The consideration of these two perspectives on theorising emotions in organisations is 

taken up by various authors (see Domagalski, 1999; Fineman, 1993b; Yiannis, 1998). 

In fact, Yiannis calls for a rapprochement of the two views, both of which he sees as 

having merit. However, it is not intended that the issue be debated here. This research 

. is based on a social constructionist view of emotions. This is not to say that I totally 

reject the psychoanalytical view. I do, in fact, call upon some hterature that supports 

this view of theorising emotions. However, for a study of collegial culture within a 

school staff community, the social constructionist view is more appropriate, as the 

argument below reveals. 

Central to the social constructionist argument are four behefs: that emotions can be 

learned, that they are socially constructed, that they can be interpreted and that they are 

culturally specific (Fineman, 1993b). Quite obviously, emotions do not emerge in 

isolation. They have objects and they exist within some social context. The social and 

cultural dimensions of emotion cannot be ignored because organisational structures, 

processes and practices are human creations. 

Strong support for the notion of a social constructionist view of emotions is provided 

by the work of Hatfield, Capioppo and Rapson (1994) on emotional contagion. They 

conceptuahse emotional contagion as "a multiply determined family of psychophysical, 

behavioral and social phenomena" (p. 4) resulting in "the tendency to automatically 

mimic and synchronize facial expressions, vocahzations, postures, and movements with 

those of another person and, consequently, to converge emotionally" (p. 5). The 

authors basically posit that people can 'catch' emotions from others. They provide 

evidence of this process from a wide range of studies. However, they acknowledge that 

17 



people are not equally susceptible to 'catching' the emotions of others, nor equally 

possessed of the ability to influence the emotions of others. 

Of course, this is not to say that emotions do not change in their flow on to others. 

Yiannis (1998) points out that the social constructionist view acknowledges that 

emotions can change as they flow in different settings. While an individual's display of 

emotion might be similarly 'caught' by a colleague, it might also lead to the opposite 

response. However, social constructionists are not concerned about the transformation 

of such emotions (Yiannis). Hatfield et al (1994) maintain that emotional contagion 

occurs more commonly in relationships involving love and power. They also observe 

that, in general, individuals in different occupations have different adeptness for either 

sharing or resisting the emotions of others. They also see such skills as having a gender 

bias, females being more attuned to the emotional cues of others than males and having 

a better ability to interpret expressions of emotions. This gender difference may be 

linked to the process of sociahsation, as will be discussed shortly. 

Similarly, George and Brief (1992), working on the notion of organisational 

spontaneity, posit that the affective tone of one's primary work group will influence a 

person's mood at work. They maintain that a person is more likely to feel happy if 

he/she is surrounded by happy people than if close co-workers exhibit unhappy 

emotions. Although Lofy (1998) does not mention emotional contagion, her 

observation of two female teachers in different schools clearly shows her behef that 

powerful people have the ability to influence the emotional responses of others within 

their organisation. 

In comparing the social constructionist position with that of the psychoanalytical, 

Domagalski (1999, p. 841) argues that 

a social constructionist position accepts a more active, interpretative role 
for organizational members. Emotional behaviors and inner feelings are 
learned not only from early sociahzation experiences, but as part of 
organizational and occupational socialization processes as well. The 
social constructionist would explain felt and displayed emotions as 
determined in part by here-and-now situations, contexts, and interactions 
rather than a manifestation of early life experiences. 
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In this regard, social constructionists consider that emotions can be learned as actors 

learn to act. A process of socialisation provides instruction about acceptable emotional 

expression. Rafaeli and Sutton (1989) contend that the display of emotions within the 

workplace is dependent on societal, occupational and organisational norms. These 

factors affect the rules regarding content, intensity and diversity of expressed emotions 

for an organisational member. The display of emotions is intimately linked with 

culture, first the culture of the broader society within which one hves, then the culture 

of the occupation within which one practices, and finally the culture of the specific 

organisation within which one works. The process of sociahsation requires people to 

learn the norms of expressive behaviour, what Hochschild (1979, 1983) calls "feeling 

rules". Such rules are usually implicit, but can be made exphcit in certain lines of 

service work. The requirement that employees manage their emotions in a certain way 

is a requirement to perform emotional labour. 

Rafaeh and Sutton (1989) note, however, that occupants of some roles are given 

considerable discretion as to the display of emotions in the workplace. When such 

autonomy is granted, societal, occupational and organisational roles become less 

important and "thus enduring personal attributes and inner feelings will have a stronger 

influence" (p. 15). The issue of autonomy in expressing emotions will be further 

discussed in the section on emotional labour. It must also be noted that some 

workplaces have emotionahsed zones (Fineman, 1996). These are places such as back 

offices and tearooms where fuller autonomy of emotional expression is acceptable. 

The more strongly one identifies with one's occupation or organisational role, that is, 

the more one internahses that occupation or role as a valued component of the self, the 

more likely one is to engage in emotion work to conform with expectations of the 

occupation or position. This is particularly important in the teaching profession, given 

the research by Nias (1996) which reveals that teachers often allow their personal and 

professional hves to merge, such that their work becomes an important source of self

esteem, fulfillment and identity, a point which will be explored in more detail later. 

It rapidly becomes clear that the study of emotions using the social constructionist 

perspective is intimately bound up with occupational and organisational culture, which 

links very closely the study of the emotionahty and collegiahty as a form of teacher 
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culture. It also has implications for methodology, which will be discussed in detail in 

Chapter Three. 

2.2.3 Defming Emotion 

Before going on to explore further the issue of emotions in the workplace, working 

definitions of terms need to be estabhshed. However, there is no widely agreed upon 

definition of emotion (Ashforth & Humphrey, 1995). Fineman (1996) notes that 

different terms are used interchangeably by some authors. Different researchers define 

emotion based on the theoretical perspective they have of the term. However, most 

researchers tend to define emotions in terms of mental and bodily changes. Lazarus 

and Lazarus (1994) envisage emotion as a complex reaction composed of a subjective 

mental state, an impulse to act and accompanied by profound changes in the body. 

Hochschild (1983), whose path-breaking work, The Managed Heart, brought popularity 

to the study of the management of emotions in organisations, describes emotion as "a 

bodily orientation to an imaginary act" (p. 28). She purports that, as such, it has a 

"signal function" in that 

it warns us of where we stand vis-a-vis outer or inner events ... [so that] 
... what does and does not stand out as a "signal" presupposes certain 
culturally taken-for-granted ways of seeing and holding expectations 
about the world (p. 28). 

She views emotion as a sense, such that, "like seeing and hearing, [it] is a way of 

knowing about the world. It is a way of testing reality" (Hochschild, 1983, p. 29). 

Fineman ( 1996) suggests that feelings are at the heart of most definitions of emotion. 

He defines a feeling as essentially the subjective experience of an emotion. Being able 

to feel means that we are aware of some psychological or bodily state. Next, he 

suggests that emotions are the personal displays of that affected or altered state. He 

maintains that emotions acquire their meaning from the cultural setting. Hargreaves 

(1998b, p. 559), prominent for his recent work on the emotions of teaching, also makes 

the link between feelings and emotions, noting that the Latin origin of emotion is 

"emovere; to move out, to stir up". He contends that when people are emotional they 

are moved by their feelings. 
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Since this research is broadly sociological and makes no attempt to be psychoanalytical 

in nature, it does not require a sophisticated psychological definition of emotion. It will 

uphold the notion of feelings as being the basis of emotions. Supporting the broad and 

inclusive definition put forward by Ashforth and Humphrey (1995, p. 99), emotion in 

this research is to be understood simply as "a subjective feeling state". Of course, it is 

acknowledged that personal feelings may not match the expressed display of emotion 

(Fineman, 1996) since people are capable of controlling what they display. The 

personal feeling is internal but the expressed emotion may or may not be in accord with 

it. Therefore, I am able in this research to ask participants about their felt emotions and 

am able to observe their expressed emotions, but acknowledge that they may not 

always be the same. However, given that this research centres on the nature of emotion 

work, not the specific emotions, this is acceptable. 

2.2.4 Emotional Labour as a Form of Emotion Management 

There is also an element of labour in expressing emotion if one is dehberately to 

change an internal feeling into a different one, or into an outward response not 

consistent with it. Hochschild first suggested the notion of "emotion work" in her 1979 

paper but the later term, "emotional labour" (Hochschild, 1983), is more popularly used 

in organisational studies. It is defined by Hochschild (p. 7) as "the management of 

feelings to create a pubhcly observable facial and bodily display" and this relates most 

specifically to managing one's feelings in the course of, and for the sake of, one's job. 

According to Hochschild, emotional labour can be performed either by altering the 

display of a true emotion, or by altering the true emotion, using taught techniques, so as 

actually to feel something different. 

Hochschild ( 1983) estimates that over one-third of people in the USA are in jobs which 

require an element of emotional labour. This suggests that it is a fairly common 

occurrence and thus merits more intense study. According to Hochschild (p. 147) the 

types of jobs requiring emotional labour have three common characteristics. 

First, they require face-to-face or voice-to-voice contact with the pubhc. 
Second, they require the worker to produce an emotional state in another 
person ... Third, they allow the employer, through training and 
supervision, to exercise a degree of control over the emotional activities 
of employees. 
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Stress is one of the most obvious costs associated with the performance of emotional 

labour. Workers can become estranged from their feelings and this can have a serious 

effect on mental, and ultimately physical, health. The performance of emotional labour 

causes, in effect, a separation of mind and body, which can in the long run be 

physically and mentally harmful for workers. 

Display [of acceptable emotion] is what is sold, but over the long run 
display comes to assume a certain relation to feeling .... a separation of 
display and feeling is hard to keep up over long periods. A principle of 
emotive dissonance ... is at work" (Hochschild, 1983, p. 90 [emphasis in 
original]). 

While most researchers support the notion that emotional labour causes stress and 

emotional exhaustion (see for example Morris & Feldman, 1996), Wharton (1993, 

1999) suggests that this is not always the case. She claims that the consequences of 

emotional labour are highly gendered. However, not all researchers conform to a 

gendered view of emotional labour (Steinberg & Figart; 1999). 

Since Hochschild first brought the issue of emotional labour to prominence in 1983, she 

has modified the concept slightly herself (Hochschild, 1993), as have other researchers. 

In this later article, she argues that "emotional labour includes knowing about, and 

assessing as well as managing emotions, other people's as weh as one's own" (1993, p. 

x). This is a greatly expanded notion of the original term. Giving the example of a 

manager, she posits (p. xi) that 

[t]he manager's emotional labour also involves regulating feeling - his 
own and that of other people. This may include absorbing the feelings 
of others (active but non-reactive listening when an employee is 
'blowing up' at one). It may include inducing or inspiring feeling, as 
when a manager tries to 'motivate' hstless, discouraged or cynical 
employees. It includes attempts at inhibiting or rechannelling feelings. 
Ideally, emotional labourers come to understand the feelings of workers 
of a variety of statuses, reputations and backgrounds. 

Martin, Knopoff and Beckman (1998) suggest quite simply that emotional labour is a 

situation where emotions are displayed for instrumental purposes. Hearn (1993) has a 

much more expanded view of emotional labour in suggesting that it can really apply to 

all organisational work (and to men and women equally). Based on his study of the 
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often taken for granted organisational masculinities in which men must show 

themselves to be men, he claims (p. 161) 

[i]ndeed the quahty of being in an organization -organization-ness - is 
itself a form of emotion and emotion labour. . . . The experience and 
construction of emotions has to be placed in the context of the 
experiences of organizations - of organization-ness. 

This expanded view of emotional labour would probably be too broad for most 

researchers. However, it is anticipated that emotional labour is quite common in the 

workplace, and is not simply confined to those in service positions, although it is most 

obvious there. Most of the research to date has been concentrated in service 

occupations, for example nursing (James, 1993), social work (Meyerson, 1998), flight 

attendants and debt collectors (Hochschild, 1983), pohce (Martin, 1999), store clerks 

(Rafaeh & Sutton, 1987, 1989), supermarket checkout operators (Tohch, 1993), and 

amusement park attendants (Van Maanen & Kunda, 1989). However, there has also 

been some research into emotional labour in educational settings (see Bellas, 1999; 

Blackmore, 1996, 1999b; Blackmore & Sachs, 1996, 1997; Hargreaves, 1998a, 1998b; 

Sachs & Blackmore, 1998) as will be discussed in a subsection below. 

A study by Pierce ( 1999) is significant in its apphcation of the notion of emotional 

labour. In this research the work of paralegals in a law firm is considered, particularly 

the emotional labour they perform for the lawyers within their office. This research 

highlights the fact that emotional labour can be performed outside the traditional role of 

service to the pubhc. However, it is noted that the paralegal/lawyer relationship is 

gender-bound and power-imbalanced, which makes it less apphcable as a truly collegial 

relationship. However, in their review of the topic, Steinberg and Figart (1999, p. 14) 

proclaim that "[ e ]motional labour expressed among coworkers as well as with 

supervisors and subordinates is an invisible, yet expected, component of job 

performance". 

Ashforth and Humphrey (1993, p. 90) define emotional labour in service roles as "the 

act of displaying the appropriate emotion" by which they mean that there is 

conformation to expression norms or rules of emotional display. In doing so they 

acknowledge that conforming to display rules can occur without having to "manage" 

feelings. This is not the usual expectation of emotional labour as used by most other 
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researchers who generally see emotional labour as an imposition on workers. Ashforth 

and Humphrey (1993) also revisit the notion ofisurface and deep acting, first proposed 

by Hochschild (1983). Surface acting requires only a pretence of feeling an appropriate 

emotion. In surface acting one disguises a true feeling inside and displays another 

emotion. Deep acting, on the other hand, requires a person actually to change the 

original feeling into another more acceptable feeling, either by trained imagination or 

by exhorting feeling (Hochschild). Either of these forms of acting can be considered to 

be emotional labour according to Hochschild's definition if it is considered a resource 

for the purpose ofi commerce, that is, ifi emotions are sold for a wage. 

Tohch (1993) picks up on Hochschild's notion of emotional labour as having exchange 

value. He observed that supermarket clerks found their emotional experiences with 

customers to be both alienating and liberating. He posits that it would be more useful 

to our understanding ofi emotions in the workplace if emotion management was defined 

in relation to the presence or absence oticontrol over one's emotional display. He 

suggests a new conceptuahsation of emotion management as a dichotomy of regulated 

emotion management and autonomous emotion management. 

Regulated emotion management occurs when the conception and 
management ofi emotions is regulated by another person. Autonomous 
emotion management occurs when the conception and management ofi 
emotions is regulated by the individual. These two definitions focus on 
who is controlling the emotion display rather than on who owns the 
emotion display (Tohch, 1993, p. 378). 

Unfortunately, Tohch's reconceptuahsation ofi emotions is too simplistic to apply to the 

work of teachers, although it may be apphcable to other service roles. Teachers' work 

is not closely supervised, owing in part both to the isolating design of schools and also 

to their perceived professional status. Therefore, teachers are not supervised on an hour 

by hour basis like many other service workers. Their emotional behaviour is not 

strictly monitored. Therefore, the concept ofi regulated emotion management, that is, 

emotion management being controlled by another person, does not hold for teachers. 

However, while there are no written or verbal regulations that require teachers to 

exhibit specific emotions in relation either to their students or their colleagues, societal, 

occupational and organisational norms can be particularly controlling factors in a 

teacher's emotional behaviour. Therefore, teachers are likely to consider themselves as 

autonomous emotion managers without realising that they conform to imphcitly stated 
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standards imposed by society, occupational and organisational cultures and, especially 

for female teachers, gender expectations. 

While there is no strict commercial transaction on emotion management for education 

workers as is sometimes seen in other service industries, I contend that a great deal of 

emotion management occurs in schools, owing in part both to external expectations and 

also to internal impression management. Both deep and surface acting may be required 

in certain circumstances. Therefore, I use the term "emotional labour" simply to define 

emotion management that a person undertakes as part of his/her perceived role or 

position in the workplace. This may be dehberate and intentional work or it may be 

less conscious because it is governed by a sociahsation process. Emotion management 

used in this way refers to the production of an emotional state in another as weh as the 

management of one's own emotions. 

2.2.5 Emotional Labour and Bounded Emotionahty 

Feminist researchers have contributed significantly to exposing the problematic nature 

of the rational/emotional binary in their recent studies of organisations (for example see 

Martin et al, 1998; Mumby & Putnam, 1992; Putnam & Mumby, 1993). It is evident 

that gender is intimately linked to the issue of the rational/emotional divide. 

Masculinity has been associated with order, rationahty and cognition, and femininity 

with chaos, affect and emotionahty (Mumby & Putnam). This perspective regarding 

the male/rational and the female/irrational has led feminist researchers to connect 

organisational studies to the performance of emotional labour. What Ashforth and 

Humphrey (1995, p. 109) see as an "overrationalized view of organisations" has made 

it difficult to recognise how "qualities of the heart give value and meaning to quahties 

of the head". Therefore, organisational members may find themselves having to work 

at managing their emotions in the workplace to hve up to the expectation of 

performance as a rational being in a rational organisation. 

Hearn (1993) acknowledges that in much dominant discourse men are constructed as 

the unemotional ones relative to women and that organisations are portrayed as 

unemotional places relative to the private domain. However, through research he is 

able to confirm (p. 143) that 
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[n]ot only are men far from unemotional, and organizations far from 
unemotional arena, but men can be deconstructed as just as emotional as 
women and organizations can be deconstructed as just as emotional as 
non-organizational arenas respectively. 

This is not yet a widely accepted view, particularly in the sphere of management. 

Women in leadership and management positions in schools and tertiary education 

institutions, for example (see Bellas, 1999; Blackmore, 1996, 1999b; Blackmore & 

Sachs, 1996, 1997; Sachs & Blackmore, 1998), find the continual need to perform 

emotional labour in an effort to show that they are capable of conforming to the 

masculine perception of rationality in leadership. Apart from these feminist studies, 

Ashforth and Humphrey (1993) go as far as to suggest that emotional labour in 

organisations is very widely spread. 

Given that roles are essentially bundles of social expectations and that 
emotions are inevitably experienced in the performance of roles, it is 
difficult to imagine an organizational role to which display rules would 
not apply at various points (Ashforth & Humphrey, 1993, p. 109 
[emphasis in original]). 

Given the prominence of emotional labour, feminist researchers such as Mumby and 

Putnam (1992), and later Martin et al (1998), began to investigate the concept of 

bounded emotionahty. As discussed above, rationahty can be bounded when optimal 

choice is limited or restricted and emotions are co-opted into the decision making 

process. Using bounded rationahty, emotions are used to achieve organisational ends 

such as efficiency and productivity, and thus emotional labour is performed. The 

concept of bounded emotionahty is proposed as an alternative to this. According to 

Mumby and Putnam (p. 474) 

bounded emotionahty refers to an alternative mode of organizing in 
which nurturance, caring, community, supportiveness, and 
interrelatedness are fused with individual responsibility to shape 
organizational experiences. Individualizing is joined with relatedness. 

Just as rationahty can be bounded, emotionahty can be bounded. In this particular 

mode of organising, emotions are voluntarily bounded for the sake of the relatedness 

organisational members try to achieve with one another. 
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The term bounded shifts in meaning to incorporate the intersubjective 
limitations or the constraints that individuals must exercise in a 
community. Bounded, then, refers to an individual being able to 
recognize another person's subjectivity, a state that is necessary for 
producing understanding or interrelatedness. Individuals are constrained 
by their commitment or responsiveness to others (Mumby & Putnam, 
1992, p. 474 [emphasis in original]). 

According to Martin et al (1998, p. 436), bounded emotionahty allows for the 

expression of a greater range of emotions than would normally be acceptable in a 

traditional organisation, while at the same time "stressing the importance of 

maintaining interpersonally sensitive, variable boundaries between what is felt and 

what is expressed". Organisations where bounded emotionahty is enacted do not 

strictly limit the expression of emotions by members that might elsewhere be 

considered inappropriate. However, because of the sensitivity that members have for 

others, some emotions may be voluntarily constrained. 

For this reason, Martin et al (1998) posit that bounded emotionahty is more likely to be 

practised in feminist institutions. Women are more likely than men to engage in self

disclosure. The notion of caring and nurturance as feminine quahties has long been 

held (Graham, 1983; Noddings, 1984). According to Hatfield et al (1994), women 

exhibit greater attentiveness to the emotional cues of others and are much more skilled 

at interpreting emotional expression than males, which makes them much more 

sensitive to emotional contagion. In primary educational institutions throughout most 

parts of the world, women by far outnumber their male colleagues, which makes the 

concept of bounded emotionahty even more relevant to this research. 

The central argument for the development of bounded emotionahty in organisations is 

the behef that the expression of a wider range of emotions is desirable, not specifically 

to promote instrumental goals but "to foster psychological well-being of organisational 

members and their families" (Martin et al, 1998, p. 429). Putting this another way, I 

strongly support the notion that the freer expression of emotions in an interpersonally 

sensitive environment will promote emotional health amongst organisational members. 

In this regard the concept of bounded emotionahty deserves investigation as an 

organisational approach. 
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Six defining characteristics of bounded emotionality have been identified: 

• Intersubjective limitations 

• Spontaneously emergent work feelings 

• Tolerance of ambiguity 

• Heterarchy of goals and values 

• Integrated self-identity and authenticity, and 

• Community building (Martin et al, 1998; Mumby & Putnam, 1992). 

Under the norms of bounded emotionahty, individuals constrain emotional expression 

because they are sensitive to other people's emotional needs and competencies and 

desire to maintain good interpersonal relationships (Martin et al, 1998). To do this 

does requires that organisational members develop a level of interpersonal 

communication that allows them to determine others' preferred modes and range of 

emotional expression. Bounded emotionahty allows organisational members to build 

interpersonal relationships based on a mutual understanding of work-related feelings 

(Martin et al). This is done with the aim of building community, not specifically to 

further the instrumental goals of the organisation, although there may be mutuahty in 

this. Work feelings therefore emerge spontaneously, rather than being prescribed by 

management, as is the case with emotional labour. 

The norms of bounded emotionahty also mean that individuals accept that others may 

have different goals and values. Rather than goals being positioned hierarchicahy, 

flexible arrangements allow for the achievement of multiple goals. At the same time, 

the development of strong feelings of community is both necessary and possible 

because of the focus on relationship building. As Meyerson (1998, p. 114) points out, 

[t]he valuing of community does not preclude autonomous interests, 
strong communities can nurture autonomy and true autonomy can 
nurture communities. . .. free and spontaneous emotional expression - a 
sign of individual autonomy - can engender caring within a community, 
which can foster autonomous emotional expression. 

The notion of bounded emotionahty also proposes that individuals in organisations 

make choices about their actions based on a tolerance of ambiguity. Ambiguity is 

tolerated because it reflects the desire of organisational members to develop 
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relationships. Organisations operating under the norms of bounded emotionahty "strive 

to preserve the integrated self-identity of organizational members" (Mumby & Putnam, 

1992, p. 476 [emphasis in original]). An organisational member has the freedom to "be 

oneself'. Nurturing and supportive behaviours replace the duahsm of mind and body 

that emotional labour creates. 

Emotional labor is reduced when feeling rules are embedded in 
relatedness and when an integrated self-identity is facilitated. The needs 
of the person or the relational context would guide feeling rules, rather 
than the occupational identity (Mumby & Putnam, 1992, p. 477 
[emphasis in original]). 

The notion of work feelings as an alternative to emotional labour was first advanced by 

Mumby and Putnam (1992) although the concept of work feehngs originated with 

Sandelands and Buckner (1989). Work feelings are described as "those emotions that 

emerge from human interaction rather than being imposed by instrumental goals and 

bureaucratic rationahty" (Putnam & Mumby, 1993, pp. 49-50). They are suggested as 

an alternative to the stressful situation ofi controlling emotions through emotional 

labour. Putnam and Mumby suggest that, instead of controlling emotional expression, 

employees should be provided with training programs that help them to analyse task 

and social interactions, interpret verbal and non-verbal cues and understand how 

meaning is constructed through discourse. "Having employees develop skills in 

listening, negotiating, and understanding feelings in more liberating than turning them 

into emotional robots" (Mumby & Putnam, 1992, p. 478). 

Martin et al (1998) conducted their research into bounded emotionahty in a large, for

profit company, which they suggested could be described as a feminist organisation. 

They found considerable evidence ofi bounded emotionahty, with ah of the six 

characteristics outlined above in place. They therefore concluded that this approach to 

the management of emotions was not too ideahstic for implementation in a large-scale 

operation ofi a highly competitive industry. However, they do acknowledge that the 

enactment of bounded emotionahty within the company did not match perfectly with 

Mumby and Putnam's (1992) ideal conceptuahsation. Bounded emotionahty did not 

entirely replace emotional labour as a means of emotion management. They thus 

concluded (p. 461) that 
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[a]lthough the bounded emotionahty model draws a conceptual 
distinction between instrumental emotional labor and noninstrumental 
work feelings, in practice it is virtually impossible to maintain such 
separation ... [in a company] where many employees expressed a deep 
satisfaction with their work and saw congruence between their values 
and those of the company. 

This conclusion suggests yet again that shared values and culture are intimately 

connected with emotions in organisations. Organisational members have to give 

consideration to the emotional dimension of their organisation. They need to become 

aware of the importance of both feeling and expressing emotions within the workplace 

if they want their organisation to develop into a caring community. 

The applicability of the concept of bounded emotionahty to the school setting has not 

previously been considered. If, however, the emotional health of the community is 

important to teachers and their leaders in their desire to achieve their professional goals, 

then this alternative way of organising could be a useful consideration. The three 

subsections below investigate hterature on emotions specific to the school setting. 

2.2.6 Teaching as an Emotional Activity 

As Groundwater-Smith (1999) notes, teachers' work is "a complex interplay of 

emotional, physical and intellectual tasks". Face-to-face teaching itself has a strong 

emotional dimension to it. Nias (1996) provides several reasons why this is so. Most 

obviously, it involves interaction with people. Although other service work also 

demands personal interaction, Nias (p. 296) maintains that the work of teachers is 

particularly emotionally charged because 

it involves intensive personal interactions, often in crowded conditions, 
with large numbers of pupils who are frequently energetic, spontaneous, 
immature and preoccupied with their own interests. 

Added to this is the responsibility for the conduct and progress of these pupils, which 

takes the emotional dimension of teaching to a deeper level. 

Another aspect of teaching that makes it such an emotional activity is the depth to 

which many teachers invest themselves in their work. Nias (1996) maintains that 

teachers closely merge their personal and their professional selves, so school is often 
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the main source for the reahsation of their self-esteem and fulfillment, and indeed their 

identity. She asserts that they invest heavily in their work, and this intensifies the 

feelings attached to it. This is also true for principals, especially those in small schools 

(Hayes, 1996). In discussing the emotional dimensions of teaching for teachers, I also 

include other school leaders, who, although they may have less frequent contact with 

students, are similarly imbued with feelings about teaching. 

Teaching is a value-laden occupation and Nias (1996) contends that teachers also invest 

in the values that they beheve teaching represents. The pursuit of these values, or the 

effects of working in an environment that supports counter values, can be a source of 

emotional stimulation in teaching. 

Hargreaves (1994, p. 142) suggests that guilt is "a central emotional preoccupation for 

teachers". He argues that there are several guilt traps of teaching, which 

are socially located at the intersection of four specific paths of 
determination and motivation in teachers' work: the commitment to 
goals of care and nurturance, the open-ended nature of the job, the 
pressures of accountability and intensification, and the persona of 
perfectionism (p. 145). 

This is not to say that all emotions concerned with teaching are negative. It is merely 

that more studies report negative emotions than positive ones. This is particularly the 

case in research into stress and burnout in the teaching profession. However, Primary 

Teachers Talking, a well-known and extensive study on teaching as work conducted by 

Nias ( 1989a), reveals a great deal of positive emotion in the working hves of teachers. 

The passions of teaching itself, care for students' welfare, impatience 
with bureaucracy, exhilaration and joy at students' success, and even 
grief at the loss of a class at the end of a year are all emotions that are 
felt keenly by teachers and administrators working in schools (Sachs & 
Blackmore, 1998, pp. 270-271). 

In the same vein, Hargreaves (1995) discusses what he terms "desire" as a 

characteristic of good teaching. He sees desire as what connects teachers emotionally 

with their students, with their colleagues and with their work in general. Teaching 

becomes empty and loses its meaning without desire (Hargreaves, 1995). 
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Good teaching is charged with positive emotion. It is not just a matter 
of knowing one's subject, being efficient, having the correct 
competencies, or learning all the right techniques. Good teachers are not 
just well-oiled machines. They are emotional, passionate beings who 
connect with their students and fill their work and their classes with 
pleasure, creativity, challenge and joy (Hargreaves, 1998a, p. 835). 

Perhaps it is expectations about teaching like that above that put pressure on teachers to 

perform emotional labour. Teaching, in terms of face-to-face work with students, is 

one type of service work in which there is a heavy component of emotional labour, that 

is, the conscious management of emotions as a part of the professional role. It is noted 

by Hochschild (1983) that some professional positions require a person to supervise 

his/her own emotions. Teaching probably fits more into this area, and this certainly 

holds true when considering the work of school administrators. These types of workers 

supervise their own emotional labour by taking account of standard professional 

practices and the expectations of their chents (Hochschild). 

It is a generally accepted societal expectation that teachers, particularly those in 

primary schools, should be caring individuals who love children. Therefore, although 

teachers are in a powerful position compared to their students, they are still required to 

perform emotional labour in the classroom, one reason being because of the societal 

and occupational expectations placed upon them. Even though teachers may be 

isolated from their colleagues through school design, they are not isolated from these 

expectations. Parents, school leaders and colleagues soon come to know about teachers 

who do not meet the acceptable standards of emotional behaviour in the classroom. 

Hochschild (1983) maintains that, although it is a significant part of many service 

positions, the cost of emotional labour is largely discounted by employing bodies. In 

education, I suggest that it is largely discounted by teachers themselves, because there 

is so httle reference material which acknowledges or legitimises it. In fact, school 

administrators probably pay httle heed to it, in their own work, or in that of their staff. 

The studies by Blackmore (1999b), Blackmore and Sachs (1996) and Sachs and 

Blackmore (1998) are testimony to the emotional labour performed by women 

administrators in schools. 

Hochschild (1983, p. 153) sees emotional labour as a negative aspect of work and 

contends that workers who perform emotional labour "experience a dimension of work 
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that is seldom recognized, rarely honored, and almost never taken into account by 

employers as a source of on-the-job stress". This would be largely true in the teaching 

profession, but this study hopes to bring it to greater prominence. Hargreaves (1998b) 

sees emotional labour in a different hght and posits that it is an important part of 

teaching and there are positive aspects to it. He terms it "a labor oflove" (p. 561). 

Suggesting that Hochschild has neglected the use value of emotional labour in 

preference for the exchange value, Hargreaves (1998a, p. 840) argues that there are 

"authentic elements of sincere emotional giving that are embedded in the idea of 

emotional labour". However, I beheve that as dehberate and conscious work for which 

effort is required, emotional labour, even "for love", should not be discounted as a 

significant part of the work that teachers do. Hargreaves (1998a, p. 840) himself 

suggests that 

[t]eaching involves immense amounts of emotional labor. Not just 
'acting out' feelings superficially like pretending to be disappointed or 
surprised, but also consciously working oneself into a state of actually 
experiencing the necessary feelings that are required to perform one's 
job weh - be these feelings of anger or enthusiasm, coolness or concern. 

Mustering up the appropriate emotional response in the classroom day after day cannot 

be considered as anything but work. It is a frequent and expected part of the job. It can 

also be a cause of stress for teachers in the long-term, and the sense that this emotional 

display can become automated is no less a real threat to the unity of mind and body 

than it is for Hochschild's (1983) flight attendants or other service workers. It is 

common talk in schools that teachers take their "teaching techniques" home to use 

unwittingly upon their spouses and children, because they are unable to turn off that 

emotional side of themselves. 

Principals and other school leaders also perform emotional labour in their face-to-face 

interactions with students. I maintain, from personal experience, that the requirement 

to display an appropriate emotional response in front of students sent to the office for 

praise, or more particularly for discipline, is not necessarily easy. Addressing 

assembhes similarly requires emotional labour just as classroom teaching does. 

It is evident from the discussion above that teaching is an emotional experience but it is 

important to remember that teachers do a lot of other work as weh as face-to-face 

teaching. Many of them also take on leadership positions within the school, often 
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without remuneration. Principals and other school leaders perform emotional labour in 

their interactions with students, but they must also manage their emotions in their 

interactions with staff, parents, inspectors and other community members. 

2.2.7 School Leadership as an Emotional Activity 

The emotional dimension of school hfe and leadership is one of the great 
silences in the analysis of the diversity and complexity of these sites 
(Sachs & Blackmore, 1998, p. 268). 

Our knowledge in the field of the emotionahty of educational leadership can be 

attributed largely to the work of researchers such as Blackmore and Sachs and more 

recently to the research by Beatty (2000). Schools are highly emotional arenas, and 

leading schools involves the performance of a great deal of emotional labour. 

Blackmore and Sachs (1996) suggest that school leadership entails performance, as in 

"acting out" feelings superficially, but also in "evoking the necessary emotional 

engagement required to undertake one's job effectively in one's own eyes but also in 

the eyes of others" (p. 9). Sigford (1998, p. 31) maintains that administrators are 

expected to be emotionally detached from information. 

They are expected to be steadfast, nonemotional, concerned and even
tempered. When angry, they are expected to control their temper. 
When sad, they are expected to control their tears. In fact, if an 
administrator is too demonstrative, confidence in him or her decreases. 

Hargreaves (1998b) and Blackmore and Sachs (1996) note that there is a misconception 

that emotions are separate from reasoning. The rational/emotional dichotomy has been 

discussed in an earher section of this chapter. Because of this misconception, emotions 

are considered unsuitable in the rational process of administrative work. However, 

Hargreaves (p. 560) posits that there is 

compelling evidence that emotions are indispensable to rational 
decision-making. People who are emotionally flat might be able to 
perform abstract intellectual tasks, but they can't make practical 
judgments of human value. 

However, regardless of the importance of the emotional self, school leaders reahse that 

there are rules that govern the display of emotions, and this is particularly true for 

women leaders. Like other feminist researchers, Blackmore and Sachs (1996) contend 
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that there is a highly gendered view of what emotions can acceptably be displayed in 

leadership positions. For a woman leader to display certain emotions is considered 

weak. Passion, affect and feeling, processes associated with emotionality, are 

unacceptable as qualities for leading dynamic organisations. ''The discourses of 

schooling privilege headwork over heartwork" (Sachs & Blackmore, 1998, p. 270). 

The management of emotions is a challenge for many women leaders. Sigford (1998, 

p. 32) suggests that recognition of this "hidden standard" is difficult for them because 

in Western society women "have been trained to be the emotions for a relationship 

and/or family". 

Sachs and Blackmore (1998) also reveal that collegiahty makes considerable emotional 

demands on women leaders because they have to balance issues of confidentiahty with 

the openness of communication that cohegial practice demands. Women leaders have 

found that they constantly need to show that they were in control of their emotions, to 

show that they could cope with the demands of the position. Thus, they had to be 

careful not to display negative emotions such as stress, anger, fear, ahenation or lack of 

job satisfaction (Blackmore, 1999b). Women had to adopt a professional face. 

Being professional was a code word for being in control, being 
perceived as efficient by both peers, colleagues and members of the 
community and was expressed in their dress and general demeanour 
(Sachs & Blackmore, 1998, p. 271). 

As acknowledged in later work by Hochschlld (1993), emotional labour also includes 

knowing about, assessing and managing the emotions of others. Principals are 

expected to be emotionally alert so as to be sensitive to the emotional needs of their 

staff. They are expected to enthuse their staff with new ideas, motivate them, support 

them in their everyday work and calm them at crisis points. Hayes (1994) found that 

teachers in his study expected their principal to be sympathetic and empathetic towards 

them and support them through their triumphs and doubts. Teachers want to be 

reassured that their principal has everything under control so that they can do their jobs 

well. This puts a lot of emotional pressure on a principal, who is thus charged with the 

management of his/her own emotions and the emotional stability and health of the staff 

community. 

35 



Although the performance of emotional labour is readily observable and particularly 

significant for women leaders, most leaders probably perform some degree of 

emotional labour. While it may be more culturally acceptable for men than for women 

to display anger in the workplace (Court, 1995), it is not considered professional for 

educators to resort to such negativity with other adults. The advice provided below by 

Sigford (1998, p. 43) is a typical example of the performance of emotional labour by 

any school leader. 

Because so much ofiwhat an administrator hears is negative, it is 
difficult to stay upbeat. One needs to develop ... emotional teflon. As 
an administrator, one needs to be aware of feelings and issues, but one 
must develop the ability to let negativity shde off. It is important to be 
aware of personal feelings, but it is important to keep them from ruling. 
There are times when it is necessary to put a Plexiglas window between 
the head and the heart. Although it is necessary to see what each is 
doing, it is important not to let either one be the supreme decision maker 
[ emphasis in original]. 

This is a strong argument for positioning emotions as an important aspect of 

educational administration. As Beatty (2000, p. 6) notes, "[e]ducational administration 

research can no longer afford to treat the emotions as subordinate, insignificant or 

peripheral, if we are to explore fully the way leaders are and the way they can be". 

What makes it even more critical is that principals are expected to be change agents in 

their schools. Because the management of change is such an important part of their 

work, school leaders are constantly seeking ways to reassure staff and support them 

through the changes (Acker, 1990). The management of change is closely allied with 

the management of emotions. 

2.2.8 Educational Change as an Emotional Activity 

One of the principal activities occupying the time and energy of educational leaders 

today is the management of change. As Sarason (1990) so readily assures us, managing 

school change is fraught with difficulty. Evans (1996, p. 4) maintains that trying to 

implement change in organisations can cause "painful and futile" results because it 

does not get to the heart of the matter - a focus on the human aspect. 

Focussing on the people within an organisation when considering school reform is 

critical, given that, deeply rooted in human nature, is a fundamental resistance to 
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change. Evans (1996, p. 25) maintains that though "we exalt it in principle, we oppose 

it in practice". He goes on to explain that change is "neither natural nor normal, 

constant nor common" but rather it is persistence that is fundamental to our hves. Of 

course, people and organisations do change, "but most of these changes are slow, 

incremental, often barely perceptible; they are rarely rapid, formal, or overt - and they 

are almost never sought" (Evans, p. 25). 

Evans' (1996) point is that continuity is actually the status quo. There is a deep-rooted 

conservatism in most of us, a conservatism that seeks to create patterns and make sense 

of new information only as it fits into existingly held patterns. Our "resistance to 

change is not only inevitable but also constructive, fundamental to learning, [and] 

essential to adaptation" (Evans, p. 27). Unfortunately, what we rarely see mentioned in 

texts on change management is any discussion of the emotional dimensions of change. 

If we accept that teaching has a significant emotional dimension to it, it is even more 

apparent that coping with change in the workplace will increase this. Emotions are 

almost non-existent in the hterature on educational change according to Hargreaves 

(1998b). 

Emotions are usually acknowledged and talked about only insofar as 
they help administrators and reformers "manage" and offset teachers' 
resistance to change .... The more volatile, passionate emotions (which 
are also the less easily managed ones) are kept off the educational 
agenda in favor of ones that encourage trust, support, openness, 
involvement, commitment to teamwork and willingness to experiment 
(Hargreaves, 1998b, p. 559). 

When significant changes occur, people may feel emotions that are usually associated 

with loss. This is because our basic assumptions and behefs become devalued and this 

is a threat to our security and our abihty to create meaning out of events (Marris, 1986). 

Loss can take many forms, tangible and intangible - for example, loss of power, status, 

reputation, financial reward, resources and facilities, self-confidence or valued 

relationships with colleagues. 

Educational change affects the individual teacher as weh as his/her relationship with 

others. Teachers' relationships with their colleagues, their students and the parent 

community are ah affected by change. Hargreaves (1998b, p. 560) notes that teachers 
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make ''heavy investments" in those relationships and their "sense of success and 

satisfaction depends on them". 

Educational change initiatives do not just affect teachers' knowledge, 
skill and problem-solving capacity. They affect a whole web of 
significant and meaningful relationships that make up the work of 
schools (Hargreaves, 1998b, p. 560). 

Change has another significant impact in that it can heighten the emotional state of the 

people it affects. The first emotional issue associated with change is its challenge to 

competency. As Evans (1996, p.32) notes "[cjhange immediately threatens people's 

sense of competence, frustrating their wish to feel effective and valuable". Any 

alterations in procedures or routines can affect the confidence a person has in his/her 

abihty to perform tasks successfuhy. This can lead to feelings of insecurity and 

inadequacy. People become concerned about their abihty to adapt to new requirements. 

This is particularly the case if the change relates to practices that are deeply ingrained. 

Skills are affected by significant innovations. Change creates a chahenge to the 

credibility a person places in the way he/she has performed the task in the past. This 

seeming devaluation of a person's skills is a threat because identity is commonly 

attached to work, and satisfaction in performance of the job is a source of self-esteem 

and fulfillment for teachers (Nias, 1996). Because of this teachers can be very 

vulnerable, particularly if changes are being promoted in the area of teaching practice 

itself. Even if they are not directly related to face-to-face teaching, teachers can be 

loath to alter practices that they see have served them weh in the past, as was observed 

in the case study school. 

Change also creates confusion (Bolman & Deal, 1997). In a practical sense this is often 

because people no longer know what their duties are, or who has authority to make 

decisions (Evans, 1996). Roles are affected by significant change. This is particularly 

evident in the case studies conducted by Little (1996) on the effects of school reform on 

previously enthusiastic teachers. Structural stability may be affected by change, even 

when it is not the direct target. This confusion can be lessened by skilful management, 

but it should, none the less, be anticipated. It relates to a breakdown in the existing 

channels of communication, or perhaps in the formation of new, non-traditional paths 

of communication. 
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The confusion caused by change usually affects the working relationships that teachers 

have with other adults. Bolman and Deal (1997) maintain that change causes conflict 

as a matter of course. One reason for this conflict is that change invariably produces 

winners and losers. Significant change affects the power relations in organisations. 

With this increased tension will come reduced cooperation. These notions are strongly 

supported by Little (1996). Therefore, Evans (1996, p. 35) argues that 

[ c ]ompetition and jockeying for power mean that coercion, negotiation, 
and compromise are vital ingredients in organizational life. This is 
particularly true when resources are especially scarce relative to 
performance demands - a chronic condition in most schools. 

However, there is a strongly emotional component to conflict and its management 

within organisations. Because conflict is a natural component of change processes, 

both to stimulate change and as a byproduct of it, the emotional aspects need to be 

investigated further. Before going on to look at the specific issue of emotional 

stimulation, it is important to consider more generally the emotional aspect of 

collegiahty, for as Nias (1996, p. 300) notes, 

[t]he most intensive, hostlle and deeply disturbing emotions ... came not 
from encounters with puplls or students, but with other adults, 
particularly colleagues, parents, school governors and inspectors. 

2.2.9 Collegiality as an Emotional Activity 

No one can make anyone do much of anything, whether it's to teach 
well or to work well with others. Both, at bottom, are labors of love and 
skill. Neither can be coerced, but both can be supported (Little, 1990b, 
p. 188). 

This interesting quotation from Little (1990b) makes a significant point about the 

labour of working together. As in situations of contrived collegiality (Hargreaves, 

1994), collaboration can be mandated by principals or system administrators but it is 

only the desire to act collegially that will make this practice effective and will bring any 

joy or satisfaction to the participants. Little suggests that support rather than coercion 

is what is necessary to bring about a culture of collaboration in schools. 

39 



There is a strong emotional element to seeking and providing assistance amongst 

teachers in schools. Rosenholtz (1989a) makes the point that collegial practices are 

closely related to feelings of self-esteem. She suggests that whether or not teachers 

seek assistance from their colleagues will depend on the perceived consequences of 

doing so. If embarrassment or stigmatisation results, then teachers will avoid either 

asking for or offering aid. The less threatening the perception of the workplace, the 

more likelihood that collegial assistance will be requested and offered. 

It is easy to see that emotions play a large part in maintaining collegial practices. 

Fullan and Hargreaves (1991) suggest that disagreement and conflict are actually more 

prevalent in collaborative cultures than elsewhere because values and purpose are 

openly discussed and challenged. Little (1990b) also maintains that the prospects of 

conflict are greater when real collegial practices are in place, since one's 

professionallsm and self-esteem rest on the outcome of these practices. However, Nias 

et al (1989) suggest that there is a certain security in working interdependently, and this 

encourages teachers to be more open with one another in expressing their emotions and 

in raising disagreement. In schools where genuine collegiallty exists, teachers will feel 

free to debate issues, and will avoid the trap of false consensus often brought about in 

situations where teachers are coerced into working together. Naturally, this is an ideal 

situation and is possibly not so readlly achievable in reahty. Collegiallty, and all it 

contains, can have both positive and negative emotional aspects. The next section of 

this chapter seeks to highllght the hterature relevant to the concept of teacher 

collegiallty and to bring some of the emotional dimensions of collegiahty to hght. 

2.3 Linking Emotionality and Collegiality 

2.3.1 Collegiallty as a Form of Teacher Culture 

The debate surrounding the definition of organisational culture has a long history and is 

not the focus of this research. The point to be made here is that different perspectives 

on culture colour how a researcher proceeds in a study of human behaviour in 

organisations. Therefore, a brief check needs to be made of the assumptions I hold 

about organisational culture before proceeding to a discussion of collegial cultures in 

schools. 
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Acknowledging the work of Angus (1995), Meek (1988), Schein (1992, 1996) and 

Smircich (1983) as pertinent to any study of organisational culture, this research is 

grounded in an interpretive perspective of culture. According to this perspective, 

culture is regarded as something an organisation is, as opposed to the functionalist view 

of culture as something the organisation has. My research assumes that organisational 

culture is "the product of negotiated and shared symbols and meanings; it is produced 

from human action" (Meek, 1988, p. 463). This perspective allows for culture to be 

negotiated and developed by the group. The point is significant given that my research 

involves studying a group of teachers in an effort to describe the lived reality of their 

daily interactions with one another. These interactions must necessarily be founded on 

negotiated cultural beliefs about how colleagues should be treated. 

The functionalist perspective, according to Bates (1987, p. 82), treats organisational 

culture "as synonymous with managerial culture". Support for an interpretive 

perspective of culture grows out of the work of Greenfield (Greenfield & Ribbins, 

1993) who argued strongly that organisations express becoming, not being. Cooper 

(1988, p. 46) also argues against the notion that culture can be artificially 

manufactured, stating that "[cjultures are not made; they are born and grow". Nias 

( 1989b, p. 145) maintains that "it is easy to reify school cultures and to perceive them 

as fixed, normative and inert" because so little of the existing work on the culture of 

schools has come out of detailed case studies. My research contributes to knowledge 

about school culture, and specifically teacher culture, through an in-depth study of the 

patterns of behaviour related to staff interaction played out on a daily basis in one 

primary school. 

Meek (1988) suggests that the acceptance of an interpretive perspective of culture has 

implications for researchers. 

The researcher adopting the social emergent view of culture cannot 
suggest how it can be created or destroyed; the researcher can only 
attempt to record and examine how culture may be altered in the process 
of social reproduction. People do not just passively absorb meanings 
and symbols; they produce and reproduce culture and in the process of 
reproducing it, they may transform it. The social emergent approach to 
culture also moves the researcher away from the political and 
ideological interests of management, towards those of the organizational 
community as a whole (Meek, 1988, p. 464). 
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Importantly, this justifies the merit in using an interpretive or constructivist 

methodology rather than either a critical or a positivist tradition in conducting the 

research. There is the hnphcation that actors need to be given voice, that they construct 

their own reahty and that the researcher can only attempt to describe it, without 

applying judgement. 

An interpretive perspective on culture also has implications for studying leadership. It 

is difficult to discuss school culture without reference to leadership. Current hterature 

frequently presumes that it is the principal or headteacher who takes on the important 

task of being the "culture founder" and one of the main "culture bearers" or "culture 

builders" within the school community (for example Nias et al, 1989; a Campo, 1993). 

However, I posit that teachers have a strong role to play in this also. Angus (1995, p. 

73) supports this notion, suggesting that school "leaders have no monopoly on the 

development of organisational meaning". Rather, everyone, "whether they like it or 

not", is a part of the process of developing meaning (Angus, p. 73). Angus also 

highlights cultural influences on an organisation over which leaders have httle control 

such as "history, national culture, international cultures, professional cultures, gender 

cultures, class cultures and the economy" (p. 73). 

This adds to my proposition that it is the responsibihty of ah teachers to maintain a 

positive staff culture, and doing so most likely requires, among other things, the 

practice of emotional labour. Therefore, hterature on leadership in schools will not be 

extensively reviewed for this research. This is not to indicate that it is not a significant 

factor in staff relationships. Rather, this research takes the perspective that leadership, 

cultural and otherwise, should be shared or distributed. Ah teachers contribute in 

different ways to defining the culture and to leading colleagues. The traditional, 

hierarchical leader, with a formal position of authority, still exists in the school, and 

takes certain responsibihty for promoting a collaborative environment and contributing 

to the collegiallty of the staff, but he/she is not the only one with such a role. 

From the above discussion on culture it follows that teachers, in collaboration with their 

colleagues, negotiate and contest the culture throughout their working hves in the 

school. Collegiallty practices in schools are therefore activities in which culture is 

being developed. Culture evolves in a particular way when teachers spend time 

working together. 
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Hargreaves (1994) suggests that school culture can be viewed from two aspects, 

content and form. He posits that the content of teacher culture can be seen in what 

teachers say, do and think, being based on shared values, behefs and assumptions of the 

teaching group. This sits weh with the more traditional definitions of culture. It is 

Hargreaves' form of culture that is more important to this research. 

The form of teacher cultures consists of the characteristic patterns of 
relationships and forms of association between members of those 
cultures. The form of teacher cultures is to be found in how relations 
between teachers and their colleagues are articulated (Hargreaves, 1994, 
p. 166 [emphasis in original]). 

Hargreaves (1994, p. 166) suggests that there are five broad forms of teacher culture: 

individuahsm, collaboration, contrived collegiallty, balkanization and the moving 

mosaic. Several of these forms are highly significant to a discussion of collegiahty and 

emotionahty in the primary school, and will be considered in more detah in later 

sections of this chapter. Here it is important to note that teacher cultures may not 

necessarlly be stable. The form of the culture, the relationships among teachers, may 

change over time. Hargreaves posits that changes in the content of culture may be 

contingent on prior or parallel changes in the form of culture. That is to say, changes in 

staff relationships affect the behefs, values and attitudes of the teachers in a school. 

This suggests that the form oti culture is a very powerful and significant element in the 

life and work of teachers in schools. 

2.3.2 Studying Collegiallty and Collaboration 

As Fielding (1999) so pointedly noted in his critique of the works of Hargreaves and 

Little, collegiahty and collaboration are terms frequently used interchangeably in 

reference to educational practices in schools. Of collegiallty, Hargreaves (1994) 

remarks that the term is quite vague and open to many interpretations. He suggests that 

such terms are 

mostly symbohc; motivating rhetorics in a mythical discourse of change 
and improvement. Here, collaboration and collegiallty have become 
powerful images of preferred aspiration (Hargreaves, 1994, p. 164). 
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Opposing such rhetoric are the "equally powerful images of professional aversion" by 

which isolation and individuahsm have become known (Hargreaves, 1994, p. 164). 

lndividuahsm and isolation are frequently seen as antonyms of collegiality and 

collaboration and there is an inherent problem in this. Hargreaves suggests that too 

much negativity is wrapped up in these terms. Teacher individuahsm needs to be 

viewed with "a spirit ofiunderstanding, not one of persecution", since there are various 

reasons for its existence, some quite legitimate and acceptable (Hargreaves, p. 172). 

The issues dividing collaboration and individualism will be discussed in a later section. 

A definition of collegiality as "teachers conferring and collaborating with other 

teachers" has been suggested by Smyth (1991, p. 323) as too simple to indicate the real 

intent of the concept. He posits that collegiahty is "much more than a desirable 

teacher-to-teacher relationship" (p. 327). However, common usage seems to dictate 

otherwise. Campbell and Southworth (1992) suggest that many people use the term as 

if it were commonly understood, but that that understanding generally means only that 

teachers should 'work together'. Their review of collegiality concludes that 

"collegiahty is a hazy and imprecise notion" (p. 65). 

An interesting but different perspective on collegiality is provided by lhara (1988) who 

suggests that it is professional virtue. He argues that collegiahty should be defined in 

terms of a professional attitude or orientation. He also takes the stance that collegiality 

is reciprocal and communal in nature, and cannot be maintained by a single individual. 

Rather it is the role of any professional to support and maintain the professional 

community of which he/she is a part. Therefore, Ihara (p. 60) argues that 

[c]ollegiahty is a kind of connectedness grounded in respect for 
professional expertise and in a commitment to the goals and values of 
the professional, and that, as such, collegiality includes a disposition to 
support and cooperate with one's colleagues. 

Sergiovanni (1999), in outlining professional and moral authority in leadership, also 

suggests that collegiality as a professional virtue is a sound assumption. Hargreaves 

(1994) maintains that there are many faces of collaboration and collegiality, and that 

there is no such thing as "real" or "true" collaboration and collegiahty. Rather, these 

different forms of collaboration and collegiahty have different consequences and serve 

different purposes. This makes the terms very difficult to define. 
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Nevertheless, the terms 'collegiahty' and 'collaboration' need to be defined for the 

purpose of this research. Although authors like Little (1990a, 1990b) and Hargreaves 

(1994) make httle distinction between collegiahty and collaboration, there is benefit in 

doing so since it permits a greater understanding of the relationships which shape 

teachers' working hves. Fielding (1999) also supports the call to make a clear 

distinction between the two terms. In elucidating his notion of radical collegiahty, he 

proposes that collaboration is "an overriding instrumental form of activity ... a plural 

form of individuahsm ... driven by a prudential set of concerns and dispositions" (p. 

16). Collegiahty, on the other hand, he sees as "overridingly communal in form and in 

substance ... expressive of communal aspiration" (p. 17). Little (1999) and Hargreaves 

(1999), in their responses to Fielding's critique of their work, maintain that his 

understanding of radical collegiallty is not grounded in the reallties of teachers' work 

and school life. Although I do not fully support Fielding's definitions of these terms 

there are elements of them which bear merit. 

Since my research involves observing and talking to teachers abo~t collegial practices, 

common usage understandings are appropriate. To this end, I use 'collegiallty' in its 

common Enghsh language meaning, as a derivation of 'colleague', to describe 

teachers' involvement with their peers on any level, be it intellectual, moral, pohtical, 

social and/or emotional. Picking up on Fielding's definition (1999), I accept the 

communal aspect of the term, and maintain that collegiahty is a group property, that is, 

a characteristic of a group of professional educators. 

'Collaboration' in my study takes its meaning again from common Engllsh usage to 

mean teachers working in combination. It relates to the professional activities, the 

intellectual work, conducted with peers, and in this regard is largely instrumental in 

function, as Fielding (1999) suggests, although I do not see it as a plural form of 

individuahsm, or as necessarlly slanted towards pursuing an individual actor's own 

ends. Using my own definitions, I see collaboration as a subset of collegiallty, since 

the former relates only to the professional sphere of relationships whlle the latter 

encompasses both professional and sociaVemotional interaction in the workplace. In 

her latest work Little (1999) agrees that collaboration is one expression of collegial 

relations but notes that it is not the only one. It must also be pointed out that it is not 

always easy to separate clearly the professional from the social, given the myriad 
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interactions teachers share with one another within the workplace. My research will 

demonstrate this more clearly in a later section in positioning the place of the staffroom 

as central to collegial activity in the primary school. 

Collegiahty as I have defined it embraces communal associations in the workplace in a 

much broader sense than mere collaboration permits. Collegiallty used in this manner 

allows a researcher to investigate the social and emotional aspects of the experience of 

teachers working with others in schools, as well as the professional or intellectual 

aspects. It encompasses the whole gamut of activities in which teachers become 

involved at the school level with their colleagues. This includes the all-important 

aspect of decision making in schools, one factor which authors like Hargreaves (1994) 

and Little (1982, 1990a, 1990b) do not consider. Since teachers' work is not solely 

confined to the classroom, collegial practices should also not be limited in this way. 

Researchers largely neglect the social and emotional aspects of collegiallty because 

they consider them irrelevant to improving classroom practice. They rate teachers' 

wellbeing in the workplace unimportant beside student learning. Fortunately, Nias 

(1998, p. 1262) does not take this attitude, and her research provides strong grounds for 

justifying an expanded view of teacher collegiallty, such as this research does, in 

arguing that 

the welfare of the children [is] intimately bound up with the well-being 
of the adults who worked with them. If the latter did not feel accepted 
as people in the staffroom, they would not be fully at ease in the 
classroom. Besides, it [is] phllosophically inconsistent to treat chlldren 
as 'whole' and 'individual' but to ignore the personhood of their 
teachers. 

2.3.4 Collaborative and Collegial Practices in Schools 

To study the emotional aspects of collegiahty requires close range observation of 

teachers in the accomplishment of their non-classroom work. Therefore it is crucial to 

identify the practices that are said to comprise the performance of collegiallty. 

However, there is insufficient space to enter into the debate regarding all the perceived 

benefits and disadvantages of collegiallty. This research rests on the behef that various 

forms of collegiallty exist in the primary school and does not attempt either to advocate 

for or to denigrate them. Instead it seeks to look in-depth at the concept of collegiallty 
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as teachers in one primary school perceive it, and to identify reasons why they may 

choose it as a work practice. 

According to Little (1982, 1990b) four practices should be evident in a collaborative 

environment. As colleagues, teachers talk about teaching. They share planning and 

preparation. They observe one another in the classroom. They also provide training for 

one another and learn together (Little, 1990b). Such practices in combination are 

important aspects of collegiallty but, as Bird and Little (1986) note, teachers in most 

schools rarely participate in the last two of these practices. The opportunity to watch 

other teachers teach is uncommon, and the chance for teachers to act as trainers for 

other staff is also quite limited in many schools. Rosenholtz (1989b) concurs with this, 

suggesting that teachers seldom hear or see each other teach, and also rarely 

communicate about instructional matters. 

All four aspects of cooperative work are important if a staff is to be truly collaborative. 

True collegiallty is very noticeable (Little, 1990b). Teachers working as colleagues can 

be clearly seen and heard in schools with collaborative cultures. Teachers can be found 

observing others at work, coaching others, mastering new approaches to teaching, and 

simply discussing joint projects even in snatched moments during the busyness of the 

day. 

Colleagues can be found before and after school, with materials spread 
out on a table and discussion in full swing. . .. colleagues make 
themselves felt by organizing to make the study of teaching and the 
work of teaching pubhc, to learn from and with others (Little, 1990b, p. 
188). 

Pullan and Hargreaves (1991, p. 49) contend that collaborative cultures "acknowledge 

and give voice to the teacher's purpose" [emphasis in original]. However, even with 

common purpose estabhshed, this does not imply that collegial practices are necessarlly 

harmonious. Rather, as noted earher, Pullan and Hargreaves (1991) posit that 

disagreement and conflict are actually more prevalent in collaborative cultures than 

elsewhere because values and purpose are openly discussed and challenged. However, 
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this disagreement is made possible by the bedrock of fundamental 
security on which staff relationships rest - security that allows openness 
in discussion and temporary disagreement, in the knowledge that 
continuing relationships will not be threatened by it (Pullan & 
Hargreaves, 1991, p. 49). 

The work of Nias and her associates (1989, 1992) strongly supports this. Their work 

has contributed significantly to an understanding of what they term the "culture of 

collaboration". Such a culture sterns from basic behefs about human relationships. Its 

tenet is that individuals should be accepted and valued alongside interdependence, since 

individuals exist only in a social context (Nias et al, 1989). 

Individuals are to be welcomed, appreciated and fostered for their own 
sakes, but also for the mutual enrichment which comes from diversity. 
Similarly, interdependence is valued because it celebrates both the group 
and the team. The culture also embodies behefs about means. 
Interdependence leads to mutual constraint, and it is the resulting 
security which encourages members of the culture to be open with one 
another in the expression of disagreement and of emotion (Nias et al, 
1989, pp. 73-74). 

Wells' (1999) study of learning co1Ill11unities also focuses on the importance of 

fostering interdependence. She sees the creation of a safe environment and the building 

of trust as integral to this. Increased trust is closely linked to a culture of collaboration, 

made possible by shared understandings and agreed behaviours of the staff (Nias et al, 

1989). Learning from one another in a trusting environment is non-threatening. 

Relationships created in a culture of collaboration are tough and flexible enough to 

withstand various internal and external disturbances. Significantly "'[c}ohaborative' 

staffs tended to be both happy and resilient" (Nias et al, p. 74). 

Hargreaves (1994) stresses five very important aspects of collaborative cultures. In 

summary, he suggests that collaborative working relationships between teachers should 

be: 

• spontaneous 

• voluntary 

• development-oriented 

• pervasive across time and space, and 

• unpredictable in outcome. 
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An alternative to collaborative cultures is what Hargreaves (1994) suggests to be 

"contrived collegiahty", a form of teacher culture that is administratively regulated for 

implementation-oriented purposes. What often exists in schools under the name of 

collaboration is really contrived collegiahty according to Hargreaves' definition. 

Administrative pohcies that use collegiallty as a management tool change the nature of 

collegiallty. The spontaneity is replaced by mandates that can increase antagonistic 

attitudes in teachers. 

It is this 'contrived' form which is likely to result where organizations 
seek to implement a collegial system of governance, since the very 
construction of necessary pohcies and the formalization of the necessary 
procedures will inevitably destroy that spontaneity which is such a vital 
element of genuine collaboration (Brundrett, 1998, p. 312). 

Hargreaves (1994, p. 192) suggests that collaborative cultures "emerge primarily from 

the teachers themselves as a social group" although they may be administratively 

supported and facilitated. They arise because teachers see their value, not because of 

any form of compulsion or coercion, but because working together is considered an 

enjoyable, valuable and productive experience. In a collaborative culture the teachers 

themselves choose the tasks and purposes for working together, rather than meeting to 

implement the purposes of those in authority. "When they have to respond to external 

mandates, they do so selectively, drawing on their professional confidence and 

discretionary judgment as a community" (Hargreaves, p. 192). 

Hargreaves (1994) maintains that scheduled meetings may form part of collaborative 

cultures, but working together in a collaborative culture is more frequently unscheduled 

and unregulated, and may be quite informal in nature. Because teachers have control 

over task and purpose of their collaboration, the outcomes are not always predictable. 

Hargreaves notes that this can be "administratively perplexing" since "[t]he difficulty 

for administrators seeking to help develop collaborative cultures may ... be a difficulty 

not so much of human relations but of political control" (p. 193). There are several 

counts on which one can challenge Hargreaves' characteristics of a collaborative 

culture, particularly the difficulty one has in applying them to various collaborative 

practices in primary schools (Jarzabkowski, in press). His condition of spontaneity is 

particularly limiting given the nature of much of the work teachers do. 
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Little (1990b) stresses that regular, close mutual engagement in issues at the classroom 

level is what really count as collaborative work. 

Closer to the classroom is also closer to the bone - closer to the day-to
day performances on which personal self-esteem and professional 
standing rest (Little, 1990b, p. 180). 

However, the closer teachers come to facing real classroom issues, questions of 

curriculum and pedagogy, the fewer are the recorded cases of meaningful collaboration 

(Little, 1990b). In fact, Little asserts that true collegiallty is rare, and there are very few 

examples of schools where cooperative work is a condition of employment. Therefore, 

she suggests that the most likely chance that such practices can make a difference is 

"where they are a patterned, integral, inescapable part of day-to-day work" (p. 180). 

This challenges Hargreaves' ( 1994) notion of a collaborative culture since, if it is part 

of the contract of employment, the voluntary and spontaneous nature of collaboration 

cannot be fulfilled. Nevertheless, some structural supports may be necessary for 

stability of collegial relationships. Authors such as Barth (1990), Hoerr (1996) and 

Little (1990b) all make the point that collegiality and collaboration cannot be achieved 

alone. Without coordination and support, teachers can work collaboratively only to a 

limited extent. However, given this is not a study ofleadership practices, these issues 

will not be pursued in this research. 

A very important element of collaboration and collegiallty is the empowerment of 

teachers in the area of decision making. This gives them the capacity to share in the 

making of decisions that affect their work and the operations of the school. Making 

teachers part of the decision making process of the school is an important form of 

collegial practice, one that has been largely neglected in studies by Little and 

Hargreaves. The function of collegiallty proposed by Bush (1995, cited by Brundrett, 

1998) makes the assumption that it includes the determination of pohcy and the making 

of decisions through a process of discussion leading to consensus. 

Indeed the case for consensual decision making is at the heart of one of 
the central arguments in favour of collegiahty, the notion that it is 
ethically right in ways in which bureaucratic management styles could 
never claim to be. Collegiallty contains within it a moral dimension ... 
(Brundrett, 1998, p. 308). 
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The current focus on site-based management and teacher empowerment in Austraha 

has put much more emphasis on the involvement of teachers in decision making and 

working together towards common goals, particularly in curriculum and pohcy 

development. This suggests that teacher collaboration in one form or another is quite 

common in this country. However, even though there may be a compulsory element to 

this part of teachers' work, shared leadership practices can provide the opportunity for 

joint, consensual decision making such that those who have a stake in the issues have 

the chance to become involved in the debate and the final decision. This is an ethical, 

vahd justification for this type of collaborative work. Brundrett (1998) supports the 

notion that collegiahty assumes a sharing of power in the organisation, although he 

acknowledges Smyth's (1991) claim that this might also be a form of control over 

teachers. 

In their research, both Hayes (1994) and Woods, Jeffrey, Troman and Boyle (1997) 

demonstrate how difficult it is for a principal trying to estabhsh a climate of 

participatory decision making within a school. Teachers differ in their desire to 

participate fully in the decision making process and this has far-reaching implications. 

Brundrett (1998) notes that the attitude of staff to collaboration and their involvement 

in decision making within the school is a key factor in success or fallure of collegial 

practices. Taylor and Tashakkori (1997) maintain that it is the sense of efficacy that is 

an indicator of any teacher's desire to participate. They propose four typologies of 

teachers in relation to their reported desire to participate in school-wide decision 

making: the empowered, the disenfranchised, the involved and the disengaged. School 

leaders need to be aware of such personal and structural differences while attempting to 

estabhsh collaborative practices within their schools. This potentially negative 

emotional experience of collegiallty is discussed in more detall in a later section of this 

chapter. 

Another neglected area in academic hterature is the social/emotional aspect of 

collegiallty. Not much has been written about what constitutes collegial support in the 

social and emotional domains of educational work. As Groundwater-Smith and White 

(1995) note, schools are social sites. Teachers interact on both social and professional 

levels, and particularly on the emotional level, as this research sets out to illustrate. 

These aspects of teacher relationships cannot be ignored as they play an important role 

in the working hves of teachers (Nias, 1998). 
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2.3.5 Collegiality and Interpersonal Relationship~ 

Little (1990b) maintains that while many teachers are satisfied with the relationships 

they form with their peers, not much in this relationship affects or transforms their 

classroom practices. On the other hand, Retallick (1999) suggests that those who work 

in cohesive, collegial communities are more supportive of personal growth and 

learning, and more focused on meeting their students' needs. He points out that 

"[n]orms of collegiahty and collaboration amongst teachers mean more than just 

healthy social relations; they mean that teachers are more effective in producing student 

learning" (p. 115). Essentially it must be the quality of professional relationships that 

has the potential to influence how teachers work with their students. 

This study in no way attempts to justify any point of view connecting collegiallty and 

student learning. Instead it investigates collegiallty as a supportive practice for teachers 

themselves. Regardless of whether student learning is measurably improved by 

collegial practices, the focus remains on teacher relationships, which have been found 

to be far from irrelevant to teachers (Nias et al, 1989; Nias, 1998). Indeed, this 

research seeks to show that they serve other purposes vital to coping with the demands 

of teaching as a profession. However, Hargreaves (1994, pp. 194-195) points out that a 

congenial environment does not necessarlly translate into a collaborative one, 

suggesting that 

collaborative cultures can be bounded or restricted in nature with 
teachers focusing on rather safer activities of sharing resources, 
materials and ideas, or on planning units of study together in a rather 
workaday fashion, without reflecting on the value, purpose and 
consequences of what they do, or without challenging each others' 
practices, perspectives and assumptions. Collaborative cultures can, in 
these instances, degenerate into comfortable and complacent cultures. 
Collegiahty can be reduced to congeniality [emphasis in original]. 

Barth (1990) also makes a distinction between these two states. Equally, while Ihara 

(1988) acknowledges that affection among colleagues would promote cooperation and 

support, he maintains that it is not a necessary component of collegiahty. Sergiovanni 

(1990) makes a sirnllar point, stating that congeniality and collegiallty are very 

different. 
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Congeniality refers to friendly human relationships and the development 
of strong supporting social norms that are independent from the 
standards of the teaching profession and the purposes and work of the 
school. Collegiahty, by contrast, refers to principals and teachers 
sharing, helping, learning and working together in response to strong 
supporting work norms that emerge from professional standards and 
school purposes .... When congeniality is combined with collegiality, 
work-enhancing values and norms are actually reinforced; but this ideal 
combination in not necessary for excellence (Sergiovanni, 1990, p. 118 
[emphasis in original]). 

This research seeks to investigate exactly what collegial relationships mean to 

individual teachers and to explore the bonds that collegiality creates among teachers. It 

may well be that, from a teacher's perspective, the personal relationships are a lot more 

important than many researchers realise. 

2.3.6 Problematic Emotional Aspects of Collegiahty 

It is obvious that there is more chance for conflict in a collegial staff because the 

opp·ortunities to work together increase, and school-wide decision making takes more 

prominence in this kind of community. ''Being collegial can often mean being 

uncomfortable as colleagues explain, justify, challenge and debate practice" 

(Groundwater-Smith & White, 1995, p. 126). Several issues related to decision making 

emerge. The first issue relates to the amount of contact with others. The number of 

meetings increases as schools move towards the establishment of more collegial 

practices. The staff and committee meetings themselves can be a source of emotional 

stimulation for teachers if they are not conducted well. As Nias et al (1992) note, 

teachers may become disillusioned, irritated and resentful if agendas are overcrowded, 

meetings start late or run over time, decisions made are not minuted or if the 

chairperson or another spends a disproportionate amount of time on one issue. 

As well as this, the process of decision making can become an emotional experience 

for teachers. Weiss, Cambone and Wyeth (1992, pp. 351-352), in their research into 

issues of decision making in high schools, highlight a crucial but rarely considered 

demand that shared decision making makes on teachers, that is, 

53 



the necessity to participate face-to-face with their colleagues and 
confront them on issues of moment for themselves and the school. In a 
shared decision-making environment, teachers have to engage other 
adults, negotiate, resolve differences, and come to decisions. . .. 
[Teachers] have to deal head-on with each other. Sometimes, these 
dealings are contentious; sometimes, they ruffle feelings; sometimes, 
they upset the smooth tenor of school life. 

Weiss et al (1992) also note that, in doing so, teachers are often on unfamihar ground in 

relation to the tasks associated with the decisions they are making, tasks that in the past 

may have been the principal' s responsibility, and for which some teachers feel they 

have no expertise. Various kinds of conflicts amongst colleagues arise in relation to 

decision making in schools. As observed by Weiss et al, there is the issue of who 

participates. Teachers who chose to participate actively may resent their colleagues 

who do not get involved, seeing them as lazy or sceptical. Those who choose not to 

participate may simllarly resent those who do, perceiving them as filled with self

importance or as idealistic, especially if the active participants are new or younger 

teachers. 

Obviously there is a difference in teachers' desire to participate. Hayes (1994) 

recognises that a staffs response to the invitation to participate more fully in the 

decision making process of the school can be constrained on a number of accounts. 

Through his research into collaborative leadership, he found the following conditions of 

concern to teachers: 

• teachers' insistence that the welfare of their classes came first; 
• the severe time pressures under which they worked; 
• doubts about the genuineness of their involvement; 
• frustrations over indecision and delay; 
• fluctuating morale; 
• concerns over the headteacher's opinion (p. 84). 

Several of these constraints were also identified by teachers in Weiss et al's (1992) 

study of decision making in schools. These constraints make the establishment and 

maintenance of a collaborative climate much more difficult. Teachers who become 

involved in the decision making process may experience satisfaction when they seem 

themselves as able to influence outcomes in the school. However, those who are less 

inclined to become involved or reject involvement outright "may find themselves 
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alienated from the process, leading to disenchantment with outcomes and a decreasing 

commitment to future forms of collaboration" (Hayes, 1994, p. 86). 

Another source of collegial conflict arising out of decision making processes is an 

intolerance for personal foibles. An example provided by Weiss et al (1992) is the 

teacher who talks too much, something which may be tolerated in the staffroom but be 

deplored at after hours meetings. Likewise those who are con{ident and forthright in 

giving opinions at group gatherings become annoyed with their colleagues who lack 

such candor and do not speak up at the appropriate times. Teachers who allow 

themselves to be intimidated or who back away from conflict do not contribute in a 

positive way to decision making processes either. 

Weiss et al (1992) accept that the initial impulse to back away from conflict is natural, 

since teachers reahse that the opponent is a colleague, someone with whom they must 

work on a regular basis. Teachers do not want to engender ill will, so may resort to 

covering over differences without resolving the underlying division. Nias (1998) 

maintains that open debate and disagreement are also not the norm among primary 

teachers. Her study suggests that primary teachers feel inclined to move to consensus 

quite early in discussions rather than risk the hurt that disagreement can cause. 

Teachers suggested to Nias (1998, p. 1264) that this was perhaps because they felt 

constrained in an environment where presenting a model of adult harmony in front of 

chlldren was important. They also found it difficult to accept that offering an 

intellectual challenge to a colleague would be taken as anything but personal, since 

teachers reahse how much their personal behefs and values are tied up in their work. 

They also felt they had httle training in participating in open discussion since the 

profession has traditionally been hierarchical and authority-dependent. Weiss et al also 

agree with this last point. Nias also suggests that, because of the intensification of 

teachers' work, less time is avallable for professional discussion and when this does 

occur it is to those who would affirm rather than challenge existing ideas that teachers 

first turn. 

Nias et al (1992), in considering the conditions which facilitate whole school 

curriculum development in primary schools, note that decision making can be a source 

of emotional stimulation. They suggested three factors that influenced teachers' choice 

to participate. First, some individuals felt that they were being excluded from the 
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process. This could bring on feelings of ahenation or frustration. Second, teachers 

sometimes felt that their principals, during meetings, were forcing them into particular 

courses of action. This can lead to resentment and dissatisfaction, as Hayes (1994) also 

found. The third factor was the power of the staff group. Some teachers were willing 

to forego their minority opinion for fear of upsetting group unity and cohesion. The 

appearance of consensus may be surface deep only. Teachers who choose consensus 

over their own deep seated educational behefs may ultimately become disillusioned or 

disgruntled working in an environment which displays values different from their own. 

It is quite easy to see, therefore, that collaborative practices that involve making 

decisions can be a source of emotional stress to many teachers. 

Conflict and confrontation are not in themselves negative since conflict is a necessary 

part of the change process. There can be no change without conflict. However, 

teachers, in their desire to keep harmony and maintain good working relationships, 

often avoid conflict and disagreement. This is not to suggest that there should be no 

control of emotions in working with colleagues, but rather that staff should work on 

developing a climate where appropriate avenues exist for open and frank discussion of 

professional matters within the workplace. Pollard (1987) notes that some teachers, 

principals and advisors expend a great deal of energy trying to initiate and stimulate 

educational discussion among the staff. They reahse that, when the process first 

commences, "the discourse of common denominators can be seen as providing a 

relatively secure initial means by which teachers can start to share their sense of self 

with their colleagues" (p. 106). Commencing with discussion of 'safe' topics allows 

staff to work through a process of tentative self-revelation and this can eventually 

develop into a fuller form of collegiahty. The expression of true feelings amongst 

organisational members has a communicative role that ultimately improves their sense 

of community. "Community forms by fusing individual experiences with co

constructed meanings to facilitate joint action" (Putnam & Mumby, 1993, p. 51). 

The inability of teachers to cope with disagreement and conflict, as suggested in studies 

by Pollard (1987), Weiss et al (1992) and Nias (1989a, 1998), indicates the need for 

teachers to undertake training in group and team building. Weiss et al (p. 56) make the 

point that very httle in teachers' backgrounds or training prepares them for the kind of 

"democratic politics" they become involved in, therefore making a plea for training in 

the processes of decision making. They suggest that the training needs to include 
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helping people to take a forthright stand in front of their peers, look to the underlying 

values upon which others base their opinions, and develop skills in the art of 

negotiation. The development of these kinds of skills would assist teachers to 

recognise that conflict is not always negative, and give them strategies to make use of 

disagreements to produce better collective solutions. It is only through conflict that 

change can occur. Teachers need to continue to work with one another without fear of 

conflict, knowing that it has an appropriate place in collaborative activities, and that it 

can be used in a positive way. 

It is quite obvious here that a great deal of emotion is tied up in the issue of decision 

making within a school, and this research will attempt to provide a clearer 

understanding of these links. Of course, not all collegial practices arouse negative 

emotions. There are also a lot of positive emotional elements to cohegiahty. This next 

section will examine some of these. 

2.3.7 Positive Emotional Aspects of Collegiallty 

Teachers can gain much satisfaction from collegiahty. Most obviously they seek 

support from their colleagues. Valentine and McIntosh (1991 ), in their study of a 

female staffed nursing school, were simllarly impressed with the constancy with which 

their participants sought and received support from their colleagues. Current writings 

on teacher burnout make the point that this condition largely results from emotional 

exhaustion, depersonahsation and a feeling of lack of personal accomplishment (for 

example see Byrne, 1999; Maslach, 1999). However, there is now strong support for 

the notion that social support from colleagues can reduce teacher stress and burnout 

(for example see Maslach & Leiter, 1999; Nias, 1999b; Schwarzer & Greenglass, 

1999). Nias suggests that collegial relations appear to strengthen the moral 

perspectives and values of teachers and thus have the ability to reduce burnout. One 

reason for this is the development of a collegial culture characterised by mutual support 

and care in which 
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individuals feel able to express their emotions, negative and positive, to 
admit to failure and weakness, to voice resentment and frustration, to 
demonstrate affection. By contrast, a culture 0£ individuahsm tends to 
increase emotional stress for its members by fostering an illusion that 
others are coping and that one's own fears are born 0£ a unique 
incompetence; by requiring individuals to pretend to feelings they do not 
own; by failing to promote the habit 0£ day-to-day communication so 
that small interpersonal or professional differences build up into major 
problems (Nias, 1999b, p. 235). 

Fenlason and Beehr (1994) refer to two kinds o£social support offered in the 

workplace: instrumental support and emotional support. The former is characterised by 

rendering tangible assistance such as physical aid, advice or knowledge to complete 

tasks. The latter is characterised by caring behaviour and sympathetic hstening. These 

two kinds 0£ support often appear to be linked in schools. Nias ( 1998) notes that 

teachers gain a lot from talking and hstening to colleagues whom they respect for their 

skills in teaching. However, it is also important that these people be non-judgmental 

and easily accessible. 

We found that teachers wanted their colleagues to be sensitive to their 
emotional needs, to respond with empathy, sympathy, and, occasionally, 
wise counselling. They were deeply appreciative 0£ opportunities to 
talk, to share their sense 0£ worthlessness and failure, to relax and above 
ah to laugh (Nias, 1998, p. 1260). · 

Talking and hstening are activities greatly valued by teachers and their colleagues as a 

means 0£ sharing emotional experiences (Nias, 1998). Particularly in times 0£ 

frustration or despair, teachers need someone to hsten and understand. As well as in 

their low times, teachers also want the opportunity to share their excitement and 

successes. However, Nias (p. 1260) notes that teachers in Enghsh primary schools find 

it even more difficult to share their successes than their fallures, "encountering in their 

schools an expectation that neither joy nor anguish would be pubhcly shared". This 

may, 0£ course, be more particular to Enghsh society than Austrahan. 

Nias et al ( 1989) noted that in schools displaying cultures 0£ collaboration, teachers 

spent a great deal 0£ time talking to one another. Their talk revolved around both 

themselves and their teaching. Nias et al see this talk as a medium through which 

shared meaning could be estabhshed and then continue to be reinforced. They see three 

benefits from this kind of teacher talk. First, it is a process that reveals individuals' 

attitudes, values and behefs. Teachers thus get to know one another much better, both 
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personally and professionally. Second, this kind of talk is also based on trust and can 

therefore lead to mutual openness. The sharing of hves involves the sharing of 

emotions and people come to understand others more deeply and develop reciprocal, 

trusting relationships. Third, the development of a shared language enables exchanges 

to convey complex ideas. A cultural language develops amongst group members. 

Talking and hstening are characteristics of caregiving. From her work with beginning 

teachers, Cole (1991, p. 425) proposes a notion of caring as perpetuated by Noddings 

(1984), and argues that 

[ w ]e should strive towards the creation of, for example, a helping 
community where new teachers would feel cared for and would 
understand what it means to care and be cared for. These teachers 
would then naturally perpetuate these norms of caring and helping by 
adopting patterns of behaviour based on them. 

One reason why caregiving is so important amongst staff in schools is that the very 

nature of schools makes them caregiving organisations. Kahn (1993, p. 539) sees 

caregiving organisations as institutions such as hospitals, schools, churches and social 

service agencies which "revolve around administering or ministering to chents in ways 

that enable their ongoing growth and healing". There is a widely-held view that 

primary school teaching, in particulars, is associated with a culture of care (Nias, 

1999a). Because of the nature of the work, caregivers, in this case teachers, risk being 

emotionally drained in pursuing the ideal of helping their students to develop into 

mature people. Caregivers run the real risk of job burnout, an emotional and physical 

condition made manifest through a negative attitude to both the self and the job, and 

loss of feeling for the job and those in their care (Kahn). 

Kahn's (1993) interest in the caregiving organisation originates in the behef that peer 

support groups can offer an intervention to the gradual process of burnout. His real 

interest is in the supervision of those in caregiving positions, suggesting that the 

provision of regular feedback, technical assistance and support can "enable caregivers 

to reconnect to their own experiences and offset their emotional withdrawals from 

themselves as well as others" (p. 540). He maintains that caregivers need to be given 

opportunities to be care-seekers and to have others care for them. This is strongly 

supported by the work of Noddings (1984) who maintains that to be caring, one needs 

to be cared for. 
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Kahn (1993) highlights the "therapeutic milieu" of caregiving organisations, in which 

leaders and co-workers offer social support in the form of emotional support, 

consideration, resources and mentoring, which ultimately enables members to remain 

engaged in their work rather than becoming emotionally drained and automated. The 

concept of the therapeutic milieu is closely associated with what I would term the 

"emotional health" of an organisation, that environment or culture in which people are 

sensitive to their own emotional needs and those of their colleagues and work to bring 

about one another's emotional well-being. 

This research seeks to link patterned habits of caregiving to the emotional health and 

well-being of the school's professional community. It supports the idea that a culture 

based on caregiving amongst staff is desirable in schools, for the achievement of both 

instrumental and personal goals in the workplace. As Meyerson (1998, p. 113) notes in 

her study of social workers, 

acknowledging, revealing, and appreciating human emotion may be a 
crucial step in developing human communities that care for their 
members. As people express their feelings - anger, joy, sorrow - others 
in the organization can appreciate those feelings and authentically 
respond to them. With real feelings comes the basis of community, not 
as the suppression of self, but as the full expression of self and the care 
of others. 

If people are to be able to express themselves fully, to be authentic at work (Kahn, 

1992), they need to spend lots of time talking and hstening to one another. This is an 

essential part of the caregiving act as described by Kahn (1993, 1998). Naturally, 

people need to be comfortable enough to share at an emotional level. Play and humour 

perform a role in creating that necessary level of comfort. 

Both Nias (1998) and Pollard (1987) acknowledge the value of humour and laughter 

among teachers. Humour reduces tension, induces relaxation, promotes and maintains 

a sense of social cohesion and staff morale and promotes individual confidence. Acker 

(1995) and Nias et al (1989) observed humour as a part of the teacher cultures they 

studied. Ben-Peretz, Schonmann and Kuperrnintz (1999, pp. 155-156) comment of 

elementary schools that 
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[i]t is interesting to note that humor appears to play a role in creating 
links between the lounge [staffroom] and school events .... The 
lightness and sometimes lack of seriousness in the lounge seems to give 
[the] teacher the strength to continue with her classroom teaching. 

Jansen's (1994) study of humour in educational leadership reveals that principals also 

see humour as offering a counterbalance to the seriousness of education. She described 

humour as a ''buoy" which lifts the spirits of school leaders. However, humour does 

even more than this. Jansen (p. 16) notes that "[a]t the crucial social level, humour was 

seen as a marvellous adhesive, a bonding agent which strengthened relationships and 

held teams firmly together". Principals in her study suggested that a self-deprecating 

sense of humour was also essential, such that one could laugh at oneself, and also allow 

this privilege to others. 

Cunnison (1989) discusses the practice of gender joking in high school staffrooms. 

Here she refers to jokes with a gender bias initiated largely by men at the expense of 

their female colleagues. She sees gender joking as a way for some men to control and 

subordinate their female colleagues, but acknowledges that some women partake, enjoy 

and play along with it. I do not see this particular form of humour as contributing 

anything positive to the emotional health of a staff community. 

Humour and laughter are components of play. Consistent with the emotional/rational 

dichotomy, work and play are usually seen as opposites (Dandridge, 1988; Fine, 1988). 

The Protestant work ethic of western society stereotypes work as serious, structured 

activity designed to achieve instrumental goals, and play as fun, hghthearted activity 

for personal enjoyment. Play is seen as "affective" - related to emotions, but work is 

seen as "effective" - related to production and outcomes (Dandridge). In reahty many 

work activities are intertwined with elements of play and humour. Nias et al ( 1992) 

also comment on how humour often accompanies teachers' collaborative activities. 

Dandridge (1988) sees that activities such as ceremonies, customs and rituals can bring 

work and play together into one experience. The ritual patterns of celebrations within 

an organisation are important in this regard. 

"The world of work is also a world of play and expressive behavior" (Fine, 1988, p. 

119). Fine sees the integration of work and play as expressing the same value system 

and assisting workers to adjust to the work environment. He sees work and play as 
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mutually reinforcing. Play at work "contributes to increased satisfaction and 

productivity by changing the definition of the work environment from an institution of 

coercive control to an arena in which the workers have some measure of control over 

the conditions of their employment" (Fine, p. 120). Woods (1984, p. 190) maintains 

that "it is through laughter that teachers neutrahze the alienating effects of 

institutionahzation; that they synchronize the pubhc and the private spheres". Through 

laughter the private and the pubhc self of the teacher can be reintegrated. 

Provided that ~oking does not subjugate or behttle colleagues, a variety of benefits can 

be obtained from its incorporation into the workplace. First, a sense of community and 

social identity is created. 

Mutual production of an intrinsically enjoyable activity fosters a shared 
memory of a rewarding experience, creates and affirms a sense of 
"groupness," and facilltates a richer appreciation of one's peers as whole 
persons rather than as stereotypical role occupants (Ashforth & 
Humphrey, 1995, p. 115 [emphasis in original]). 

Colleagues are seen as real people in the sharing of 'play' activities. In viewing 

colleagues from this perspective, added benefits such as improved cooperation, 

communication and emotional commitment are derived (Ashforth & Humphrey, 1995; 

Fine, 1988). Fine's workers found their work environment to be pleasant primarily 

because of the interpersonal relationships they formed and the freedom of expressive 

behaviour that that permitted them. Task effectiveness is also seen as an unexpected 

advantage of the integration of work and play. This is thought to stem from improved 

motivation and personal engagement, an increase in creativity and a reduction in 

tension (Ashforth & Humphrey). This may be significant in considering the 

collaborative activities in which teachers partake on a regular basis. Elements of 

humour and play that arise naturally out of collaborative tasks may result in added 

creativity and better generation of ideas from the group, as well as contributing to the 

emotional health of the staff group. Nias et al (1992, p. 210) note that 

[ w ]hen tension was high or tempers had been raised, shared laughter 
frequently seemed to reduce the emotional temperature and to reaffirm 
symbohcally the staffs readiness and abihty to think and work together. 
Further, in the positive affective climate which resulted, individuals 
revealed their strengths and weaknesses to one another and, as they 
gained in interpersonal knowledge, were able appropriately to offer help 
or show appreciation to their colleagues. 
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It is the staffroom where such emotional activities usually take place. That site itself 

may influence the significance of play and humour in collegial relationships in the 

primary school. Indeed, it is the primary staffroom where emotionahty and collegiahty 

truly meet. 

2.3.8 The Staffroom as an Intersecting Site for Emotionahty and Collegiality 

The staffroom, alternatively known as the teachers' lounge in some places, is a 

critically important place in the development of staff relationships. Typically it is a 

room with an assortment of tables and chairs, basic kitchen facilities and various notice 

boards. Whereas it is not uncommon for large secondary schools to have several 

staffroorns, primary schools usually have only one. This fact, in itself, adds to its 

importance as a place in primary schools where, as Pollard (1987) suggests, staff 

culture is developed. He describes the staffroom as a place to release tension, a place 

of retreat from students and parents, a "critical area in which confidences are 

exchanged" (p. 104). 

It is important to make note that staffroorns in some places are seen to be for the 

exclusive use of the teachers. In some cases it may be that a school leader does not feel 

comfortable in the staffroom (Sigford, 1998), or it may be that both teachers and 

leaders see the staffroom as the domain only of teachers (Kainan, 1994; Woods, 1984). 

However, there does not seem to be any general rule about this, and studies by Nias and 

her associates (1989, 1992) of Enghsh primary schools revealed that headteachers 

frequently joined their colleagues in the staffroom at break times. The ancillary staff is 

also welcome in some staffrooms. Where school leaders feel free to use the staffroom, 

they necessarily become involved in the development of staffroom culture, along with 

their teachers, and this is a significant point when considering staff relationships in 

schools, for it is largely in the staffroom where they are facilitated. The notion that the 

staffroom is a retreat for teachers is only vahd in respect to students. In my own 

experience, principals and other school leaders are welcome in the primary staffroorns 

but entry of students and parents is only by invitation. 

The study of the teachers' lounges of elementary schools in Israel conducted by Ben

Peretz et al (1999) reveals that teachers perceive their staffroorns primarily as places 
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for social interaction with their colleagues. For these teachers, the staffroom is seen as 

a place where they can relax and have supportive exchanges with peers. Ben-Peretz et 

al do make the point that the importance that teachers put on this social function of the 

staffroom could be a reflection of a gendered workforce, where women are likely to put 

much more emphasis on the importance of social interaction. Teachers who view the 

staffroom as a place for social interaction also hold that the staffroom is a considerable 

source of influence on the operations of the whole school (Ben-Peretz et al). This 

reflects the importance elementary teachers put on the emotional dimension of their 

workhves, expressed in their relationships with colleagues. The staffroom is seen as an 

unthreatening, unstressful environment, interlaced with humour, ah of which promotes 

informal networking. ''Teachers may talk with their colleagues and with the principal 

and a great deal of information [is] communicated, but all this happens in a restful, 

tolerant and pleasant environment" (Ben-Peretz et al, p. 155). Similarly, Pollard (1985, 

p. 20) contends that "the primary-school staffroom often provides a place from which a 

degree of cohesion in teachers' views of school life emerges". 

Hammersley (1984) makes the point that the structure of social relationships amongst 

teachers is a neglected area of study but sees staff relations as a significant factor in 

shaping what happens in the classroom. Nias (1998) strongly agrees with this. Talking 

is the major staffroom activity (Hammersley, 1984). Kainan (1994) suggests that 

verbal communication is such a common and familiar activity in staffroorns that it 

usually goes unnoticed. However, the content of such communication itself is 

important. Pollard's (1987) work on primary staffroom cultures reveals that 

educational issues of fundamental importance are avoided in the staffroom for fear of 

the controversy they might cause. There is an expectation created by teachers that they 

will maintain a degree of congeniality with their colleagues, and Pollard bases his 

notion of the "lowest common denominator" on this, suggesting that teachers adhere to 

safe, common conversation topics in the staffroom for fear of causing conflict. 

However, Ben-Peretz et al (1999, p. 156) maintain that professional issues "are woven 

into the fabric of the social interactions of the lounge" and these exchanges, ''when 

accompanied by an atmosphere of collegial trust and support, might help teachers 

reshape and examine their professional identities". In this way, Ben-Peretz et al 

support the notion of a link between staffroom culture and teachers' professional 

learning. 
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Staffroom culture is clearly an important consideration in staff relationships, being the 

place where most collegial practices are enacted. As Ben-Peretz et al (1999, p. 158) 

suggest, 

[i]t is clear that a supportive atmosphere in the teachers' lounge is 
associated, for most teachers, with enhanced quality of professional and 
personal relations in school. 

2.4 The Identification of Significant Gaps in Literature 

This chapter commenced with an exploration of where the study of emotions in 

organisations stands at the present time. It reveals that emotional dimensions of 

organisational life are clearly important but have not yet been fully explored. It is 

particularly evident that httle research into the affective dimensions of schools as 

workplaces for adults has been undertaken. Authors like Hargreaves (1998a; 1998b) 

and Nias (1996) have, in recent times, considered the emotions of teaching. Beatty 

(2000) is investigating emotional labour in the principalship and Blackmore (1996; 

1999b) and Blackmore and Sachs (1996) have explored emotional labour for women in 

leading schools. Various authors have implied an emotional dimension to managing 

change in schools. However, little research makes a direct link between emotions and 

cohegiahty. 

This chapter has highlighted the current hterature on the concept of cohegiahty and 

considered its various components. How a collegial culture is played out in reahty is 

well worth investigating, following the research of Nias and her associates (1989, 

1992). Hargreaves (1999), Little (1999) and Fielding (1999) continue to debate the 

concept itself. It is evident that issues like collaborative decision making and teachers' 

participation in school-based management are significant to a study of emotions and 

collegiahty. However, at this stage the writings on these topics have only skimmed the 

surface of how teachers work to resolve these issues. The nature of the emotion work 

that teachers do in working with their colleagues has not yet been explored. 

This chapter brings to hght two interesting concepts related to emotions in 

organisational life: emotional labour (Hochschild, 1983) and bounded emotionahty 

(Mumby & Putnam, 1992). The former concept has been used for some years to 

demonstrate how many service workers must manage their emotions as part of their 
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jobs. This concept needs now to be researched more actively in the school setting, and 

more specifically in relation to non-service work. Teachers, as service workers, may 

perform emotional labour with students and parents, but the notion of emotional labour 

focusing on colleagues has been only marginally explored and certainly not in the 

education industry. 

Bounded emotionahty in the hterature has been framed as an alternative way ofi 

operating in non-traditional organisations. It centres both on the expression of a wide 

range of emotions in the workplace and on the voluntary constraint of emotions in a 

caring and nurturing organisation. Community building is one consideration for these 

seemingly paradoxical emotional relationships. The notion that such paradoxes can 

occur in the school setting has not previously been considered. The apphcation of the 

principle of bounded emotionahty to the primary school is a novel approach to 

conceptualising collegial relationships. 

My research will add empirical data to the existing hterature on collegiality and 

emotionahty. It will do this through an examination of staff relationships. It considers 

how staff members in the school see themselves as contributing to the development of a 

healthy, collegial organisation and why they do this. The study investigates what the 

emotional environment of the school looks like from a staff member's perspective. It 

considers the place of emotions in collegial work practices, and identifres the extent to 

which emotional labour must be performed in schools that seek to be collegial in this 

way. Linking with the concept of bounded emotionahty it investigates what conditions 

may foster or constrain the emotional health of the staff group. 

A study of this kind calls for a particular kind of methodology. First, it must be 

interpretive in nature, because through this the researcher allows the participants to 

construct their own meaning out of what they are doing in schools. Since the research 

seeks to obtain a picture of the hved reahty of working in a collegial environment, 

ethnography is an appropriate way of obtaining this information. A single case will be 

studied over the period of one year, because the research will examine the organisation 

in the process of becoming over time and will explore how the culture is negotiated and 

reproduced by the staff during that time. The research provides a rich description of a 

school in the process of creating an emotionally supportive environment where teachers 

are valued as individuals and professionals working together. 
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CHAPTER THREE: Educational Research Theory, Methodology and Design 

3.1 Overview of the Chapter 

This chapter fulfils a dual purpose. First, it broadly outlines the issues central to 

conducting the research. It examines the interpretive tradition of research and clarifies 

why it is appropriate for studying the collegial relationships and attendant emotions in 

schools. The use of ethnography and the choice of a case study are explained. It then 

introduces the research site and the research participants. Site selection and access are 

explained. Following this, the theoretical aspect of the techniques of participant 

observation, interviewing and document analysis are considered, and I discuss how 

they were used to collect data. The data analysis process is then outlined, plus the 

choice of report writing. Finally, the chapter explains the role of the researcher in this 

study, and attention is given to various ethical issues. 

This research is a study of a human organisation. It is a study that attempts to give 

meaning to actions of collegiallty, as teachers and administrators within a primary 

school practise them. It is the study of the culture of a group of people who interact 

with one another on many levels, professionally, socially, emotionally and spiritually, 

within the course of their working hves. To conduct this kind of study, I require a 

methodology which enables me to examine human behaviour in an organisation, 

describe it in de tall and analyse it for the purpose of reporting to the reader how this 

social system operates. 

3.2 The Interpretive Tradition 

It is important to acknowledge that strong debate exists regarding the notion of research 

paradigms and their attendant methodologies (Delarnont & Atkinson, 1995). A study 

of this nature requires a stance to be taken amid the "paradigm wars" (Gage, 1989, 

cited by Guba & Lincoln, 1994, p. 116). Sarantakos (1993) maintains that there are 

three dominant paradigms: positivism, interpretivisrn and the critical perspective. This 

research operates out of the interpretive paradigm. Crotty (1998) suggests that the 

interpretive tradition is a theoretical perspective that sterns from a constructivist 

epistemology. This epistemology holds that 
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all knowledge, and therefore all meaningful reality as such, is contingent 
upon human practices, being constructed in and out of interaction 
between human beings and their world, and developed and transmitted 
within an essentially social context (Crotty, p. 42). 

The interpretive researcher believes that reahty is a construct of the human mind 

(Bassey, 1999). Individuals perceive and construct the world in different ways, so there 

can be different interpretations of what is real. To the interpretive researcher, 

descriptions of human behaviour are based on social meanings. People living and 

working together interpret the meanings of one another, and these meanings can change 

through social interaction. Therefore, the purpose of interpretive research is "to 

advance knowledge by describing and interpreting the phenomena of the world in 

attempts to get shared meaning with others" (Bassey, p. 44). It offers perspectives on 

particular events, but does not claim that there is any one truth or certainty, only 

possibilities (Bassey). 

Interpretive social science seeks to determine the "systems of meaning" that 

participants use to make sense of their world (Sarantakos, 1993, p. 35). The emphasis, 

as Sarantakos notes, is not so much on the observable social actions as on the subjective 

meanings attached to them. Interpretive studies, therefore, generally require that 

research be conducted in natural settings. Lincoln and Guba (1985) advanced the 

notion of "naturalistic inquiry", which they have since refined into a constructivist 

paradigm, one which shares many ideals of interpretivism. Schwandt (1994, p. 118), 

for example, suggests that proponents of interpretivism and constructivism 

share the goal of understanding the complex world of hved experience 
from the point of view of those who hve it. This goal is variously 
spoken of as an abiding concern for the life world, for the emic point of 
view, for understanding meaning, for grasping the actor's definition of a 
situation ... 

The goal of this research is to obtain a perspective of the emotional environment of one 

primary school, as seen by the staff themselves. The research aims to provide an 

understanding of the hved experience of the research participants, who daily interact on 

multiple levels with their colleagues. It sets out to describe what being a part of the 

teaching community means to them and to determine how they act within it. In this 

way, the interpretivist tradition is appropriate for this research. 
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Since the research is based on the tradition of Callahan (1962) and Greenfield 

(Greenfield & Ribbins, 1993), the collection of qualitative data is most appropriate. 

Greenfield notes that in using other methods 

[ w ]hat is lost ... is human intention, value, commitment - human 
passion and potential. What is lost is human will and choice ... 
(Greenfield & Ribbins, 1993, p. 140). 

Sarantakos (1993, p. 50) notes that a feature of the qualitative approach is that it is the 

'"subjects' who define, explain, interpret, and construct reality, and as such they are as 

important as, if not more important than, the researcher". Guba and Lincoln (1994, p. 

115) suggest that the researcher's or inquirer's position "is that of the 'passionate 

participant' ... actively engaged in facilitating the 'multivoice' reconstructions of his or 

her own construction as weh as those of ah other participants". The researcher is the 

"instrument" in quahtative research (Marshall & Rossman, 1995, p. 59). The 

quahtative data collection used to conduct this research will be discussed in a later 

section of this chapter. 

To be able to gain an 'insider's view' of what it means to be a colleague in a primary 

school, and to explore the emotional dimensions of cohegiahty, I have undertaken an 

ethnographic study of a teaching community. 

3.3 Using Ethnography to Study Relationships 

Ethnography has been used extensively in research studies on schools. Wolcott's 

study, The Man in the Principal's Office, pubhshed in 1973, is still weh known today. 

Southworth (1995) followed this tradition with his study of primary school headship. 

Ethnography has its base in anthropology and as such relies heavily on some form of 

participant observation, the mainstay of anthropological research (Wilson, 1977). It 

draws largely on quahtative techniques because to gather information about human 

behaviour would be very difficult using solely quantitative methods. 

Definition of the term 'ethnography' has been controversial, with debate as to whether 

it is a philosophical paradigm or simply a method of research (Atkinson & 

Hammersley, 1994). Crotty (1998), for example, sees it as one methodological form 

arising out of the theoretical perspective of interpretivism. The debate about the 
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location of ethnography in the epistemological structure is better left to methodologists. 

However, some form of definition is appropriate here. Woods (1986, p. 4) gives the 

literal definition of ethnography as "a description of the way of life of a race or group 

of people" but goes on to add that 

[i]t is concerned with what people are, how they behave, how they 
interact together. It aims to uncover their behefs, values, perspectives, 
motivations, and how ah these things develop or change over time or 
from situation to situation. It tries to do ah this from within the group, 
and from within the perspectives of the group members [ emphasis in 
original]. 

Van Maanen (1988, p. 24) sees ethnography as a "product" of fieldwork and culture. It 

is a written representation of culture gained through the use of fieldwork. Glesne 

(1999, p. 9) maintains that ethnography is a way of "ihuminating patterns of culture 

through long-term immersion in the field". Southworth (1995, p. 30) makes the point 

that, although ethnographers seek "to give a thorough and faithful description of the 

relationship between ah the elements", analysis also plays an important part in 

ethnographic inquiry. He summarises ethnography as being a "description and analysis 

of a community or group which seeks to present with understanding the native's 

perspective" (p. 29). Glesne concurs, maintaining that ethnographic data analysis 

focuses on description and interpretation of what people say and do. Emphasis on 

analysis of data is also made by Atkinson and Hammersley (1994, p. 248) who argue 

that one of the practical features of ethnography is 

analysis of data that involves exphcit interpretation of the meanings and 
functions of human actions, the product of which mainly takes the form 
of verbal descriptions and explanations, with quantification and 
statistical analysis playing a subordinate role at most. 

Ethnography is a very suitable means to conduct research into school culture and 

collegial relationships because it is always conducted in a natural setting. To study the 

social interactions of members of a group one must observe it in the setting in which it 

is experienced. Most teachers will acknowledge that many forces exist in schools to 

influence the behaviour of those who work there. Realising that these forces exist, 

Wilson (1977) suggests that if one wants to be able to generahse research findings to 

schools, then it is best to conduct research in the school setting where these forces 

operate. The issue of generalisability will be discussed further in a later section. 
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Southworth (1995) maintains that as well as ethnography being the study of people, it 

also implies learning from people. For the researcher to understand truly the behefs 

and principles underlying the group's behaviour, he/she must become the student and 

group members become the teachers. Glesne (1999) sees that considering oneself a 

learner in the field is important because it helps create a specific type of interaction 

with others. For an ethnographer to gain a participant's perspective on the culture of a 

community, a significant amount of cooperation is essential. It is crucial, as noted by 

Adelman (1985) and Glesne (1999), that the ethnographic researcher makes an effort to 

be accepted by the community that he/she wishes to study. Good rapport with the 

community is essential if ethnographic research is to be successful (Glesne). The 

researcher has to give serious consideration to his/her role in the community, as will be 

discussed in a later section of this chapter. 

There exists considerable debate over how weh an ethnographic researcher can give a 

precise account of those being studied (Adelman, 1985). The acid test for this is 

attributed to Goodenough (1957, cited by Adelman, 1985). It is claimed that the "test 

for ethnography is whether it enables one to anticipate and interpret what goes on in a 

society or social group as appropriately as one of its members" (Wolcott, 1973, p. xi). 

Adelman does not beheve that it is possible "to penetrate and provide full, accurate 

accounts of the 'social construction of reality"' in schools because they comprise such 

"diversity and heterogeneity of 'reality constructions"' (p. 39). Van Maanen (1988, p. 

35) takes the stance that 

there is no way of seeing, hearing, or representing the world of others 
that is absolutely, universally valid or correct. Ethnographies of any sort 
are always subject to multiple interpretations. They are never beyond 
controversy or debate. 

Atkinson and Hammersley (1994) posit that another practical feature of ethnography is 

that it is a detailed investigation of either a single case, or only a small number of cases. 

This research has anchored itself as an ethnographic case study, and as such an 

explanation of case study is required. 
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3.4 Case Study as an Interpretive Approach 

Stake (1994, p. 236) maintains that case study "is not a methodological choice, but a 

choice of object to be studied". Although there has been extensive debate about this, it 

is largely agreed that as a form of research it can be defined by its regard for individual 

cases (Stake). MacDonald and Walker (1975) define case study as "the examination of 

an instance in action". 

Case study is the way of the artist, who achieves greatness when, 
through the portrayal of a single instance locked in time and 
circumstance, he [sic] communicates enduring truths about the human 
condition (MacDonald & Walker, p. 2). 

The use of the term "instance" is significant, since the authors imply that generahsation 

is a goal. Generahsation from case study is a debatable issue and is discussed later in 

this section. Another defining characteristic of case study, suggests Smith (1978), is 

that a case is a bounded system. Stake (1994, p. 236) broadens this notions by positing 

that a case is 

an integrated system. The parts do not have to be working weh, the 
purposes may be irrational, but it is a system. Its behavior is patterned. 
Consistency and sequentialness are prominent. It is common to 
recognize that certain features are within the system, within the 
boundaries of the case, and other features outside .... But the 
boundedness and the behavior patterns of the system are key factors in 
understanding the case. 

Merriam (1988, p. 5) maintains that there is "httle consensus on what constitutes a case 

study or how one actually goes about doing this type of research" but takes the stance 

that qualitative case study should be treated as a research design in its own right. She 

suggests that it can be used to study phenomena systematically. Case study does not 

demand that any particular method of inquiry be used. While case studies in 

educational settings have typically been associated with ethnographic inquiry, it is not 

the only manner in which they can be conducted. I have chosen ethnographic inquiry 

because it is the most appropriate way to investigate staff relationships in a primary 

school. 

There are many different ways of classifying case study research. Stenhouse ( 1981) 

has categorised four broad styles of case study research. The style that is identifiable 
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with my research on the emotional dimensions of collegial relationships is "the neo

ethnographic: a single case studied by participant observation at length and in depth" 

(p. 11). I have chosen to consider only one case, a Cathohc primary school that I have 

called St Cecilia's School. The research was conducted over the period of one full 

school year. It is desirable that there be prolonged engagement in a single case "in 

order to be immersed in its issues, bulld the trust of those who provide data and try to 

avoid misleading ideas" (Bassey, 1999, p. 76). 

In a different manner from Stenhouse (1981), Stake (1994) has identified three types of 

case studies. The intrinsic case study is undertaken to gain a better perspective of one 

particular case, because "in all its particularity and ordinariness, this case itself is of 

interest" (Stake, p. 237). Its purpose is not essentiahy theory bullding. At the other end 

of the scale, collective case study is undertaken because the researcher is interested in 

investigating a particular phenomenon or general condition over a range of cases. 

These cases are chosen because "it is beheved that understanding them will lead to 

better understanding, perhaps even theorizing, about a still larger collection of cases" 

(Stake, p. 237). 

In between these two extremes, Stake (1994, p. 237) has identified instrumental case 

study, whereby a case is chosen either to study an issue or to refine a theory, but "the 

case is of secondary interest; it plays a supportive role, facilitating our understanding of 

something else". It is not important that the case be typical, but rather that the choice 

of case permits an understanding of the issue under investigation. Stake ( 1994, p. 237) 

points out that 

[b ]ecause we simultaneously have several interests, often changing, 
there is no line distinguishing intrinsic case study from instrumental; 
rather, a zone of combined purpose separates them. 

In this regard, my research reflects the nature of an instrumental case study. Its purpose 

is to develop an understanding of collegiahty in a primary school and the emotional 

aspects of this kind of non-classroom work, but the case itself is not of the utmost 

importance. The choice of case was dependent on a number of factors, such as ease of 

access, location and size of school, and composition of leadership team and staff. 

Detalls of the decision related to school selection are very important, and will be 

outlined in a later section. 
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Bassey ( 1999) makes the point that case study is the study of singularities. Likewise, 

Stake (1994) stresses that case study is a study of the particular. He points out that 

many social scientists undervalue the intrinsic study of a particular case, since they 

support a stand that studies to obtain a generahsation on a population of cases lend 

themselves better to theory building, which they consider ah important. However, he 

posits that "the ultimacy of theory building" as an essential component of quahtative 

social science is now declining (Stake, p. 238). He maintains that 

[d]amage occurs when the commitment to generahze or create theory 
runs so strong that the researcher's attention is drawn away from 
features important for understanding the case itself (Stake, 1994, p. 238). 

Overcoming the desire to generahse from a single case study or to make comparisons 

with other cases permits an opportunity for the researcher to learn more deeply the 

particulars of the case itself. In reporting on these particulars in detail, by providing 

"thick description" (Geertz, 1973; cited by Stake, 1994), the researcher thus allows the 

reader to experience the case more personally. Stake posits that the reader is given the 

opportunity to obtain both propositional and experiential knowledge. 

Certain descriptions and assertions are assimllated by readers into 
memory. When the researcher's narrative provides opportunity for 
vicarious experience, readers extend their memories of happenings. 
Naturahstic, ethnographic case materials, to some extent, parallel actual 
experience, feeding into the most fundamental processes of awareness 
and understanding. . . . The reader comes to know some things told, as 
if he or she had experienced them (Stake, 1994, p. 240). 

Stake and his colleague, Trumbull, termed this "naturahstic generahsation" (Stake, 

1994, p. 240). I maintain that a reading of my ethnographic account of collegial 

relationships at St Cecilia's School will provide educators with an experience to which 

they can relate and from which they can learn. Such generahsations that they draw will 

come from their own experiences in schools, and such lessons that they learn will thus 

be more closely appllcable to their own work situations. 

Bassey (1999, p. 46) maintains that case studies can produce what he terms "fuzzy 

generallzations", which he describes as 
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a kind of prediction, arising from empirical enquiry, that says that 
something may happen, but without any measure of its probability. It is 
a qualified generalization, carrying the idea of possibility but no 
certainty ( emphasis in original). 

A fuzzy generahzation is a statement that something has happened in a particular place 

and it may also happen elsewhere. According to Bassey (1999), it is an invitation to a 

reader to explore the possibility in his/her own setting. In this way an accumulation of 

knowledge can occur, as other researchers go on to investigate the phenomenon within 

their own settings and make further limitations or fuzzy generahzations based on the 

original claim. 

For the purpose of this research, an interpretive, instrumental case study allows me to 

explore collegial relationships in depth in one school. It permits me to investigate the 

interpersonal dynamics of the staff and the emotional environment created by various 

collegial activities within the school. It enables me to construct meaning from the 

"hved reality" those members of staff at St Cecilia's School experience in their 

everyday work. 

To obtain the rich detall required of ethnographic case study requires the apphcation of 

one or more relevant techniques. The most appropriate tool used in ethnography is 

participant observation, said by Adelman (1985) to "play a key role in ethnographic 

fieldwork" (p. 38, [emphasis in original]). A discussion of participant observation and 

another important interpretive technique, interviewing, are therefore important. 

However, before investigating these methods of data collection, it is useful to set the 

scene of the research by describing the case study school itself. 

3.5 A Description of the Case Study School 

The school selected for the case study is a Cathohc primary school conducted under the 

auspices of the Cathohc Education Office. It is a suburban school located in a 

metropolitan region of Austraha. I have given it the pseudonym, St Cecilia's School. 

To preserve the school's anonymity it is not possible to describe the layout of the 

school in detall, although certain physical features are highlighted in the data chapters 

where appropriate. It is likewise acknowledged that any further description of the 

school reduces anonymity but it is necessary to provide some background about staff 
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and student composition for research purposes. Table 1 describes the basic 

characteristics of the school. 

The school had a full-time non-teaching principal. The only other officially recognised 

position of responsibility was a part-time assistant principal who was charged with 

responsibility for coordinating religious education throughout the school. The assistant 

principal position was a 60% classroom release position. The principal of the school 

was female and the assistant principal male. The school also had a number of advanced 

skills teachers, four at AST I level and one at AST 2 level. However, there are no 

official responsibilities attached to these ratings. Table 2 outlines the composition of 

the staff by position, gender and employment status. Table 3 provides a gender ratio 

and a range of other statistical information about the staff group. 

Over the period of data collection, six teachers were considered to be totally new to the 

school, that is, they had not worked on a full time, part-time or casual basis at St 

Cecilia's previously. Four commenced at the beginning of the school year, these being 

the Assistant Principal, a classroom teacher and part-time specialist teachers of Music 

and LOTE (Languages other than Enghsh). Two other teachers commenced mid year. 

One of these was a part-time specialist in HPE (Health and Physical Education). The 

other was a classroom teacher who replaced a teacher who retired. The principal was in 

her third year at St Cecilia's School at the time of the study. 

There were several other professional staff who visited the school throughout the year. 

A part-time instrumental music teacher was employed, but is not taken into account in 

this study since he was contracted to provide lessons only to paying puplls. A guidance 

and counselling officer and an ESL teacher visited the school at various times, but they 

were employed through the central education office and appeared in the staffroom only 

infrequently. They were also not included in this study. 
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Table 1: School demographics 

Number of students 370 
Number of families 265 
Socio-economic status Middle to lower middle class 
Number of classes 14 (two of each grade from Yr 1 to Yr 7) 
Class size 23-29 (average 27) 
Religious affiliation 80% Cathohc 
Cultural diversity 12% non-Austrahan (various nationahties) 
Aboriginal/Torres Strait heritage <2% 

Table 2: Staff composition by position, gender and employment status 

Position 
_----

No. Sex FTE* Notes -- ' --- -- -', 

Principal 1 F 1.0 No teaching duties 
Assistant Principal 1 M 1.0 2 days/week classroom teaching duties 
Classroom 13 F 11.8 2 part-time teachers release AP 3 days/wk 
Teachers 2 M 2.0 and Technologv Coordinator 1 day/wk 
Speciahst Teachers: 

Teacher Librarian 1 F 1.0 
Learning Support 1 F 0.8 
Health & Phys Ed 1 M 0.4 All classes receive ½ hour lesson/week 
Classroom Music 1 F 0.4 All classes receive ½ hour lesson/week 
LOTE (Japanese) 1 F 0.3 Yrs 6 & 7 receive 2x45 minute lessons/wk 

Totals 22 18.7 
* Full time equivalent employment (maximum 1.0) 

Table 3: Staff characteristics 

Gender ratio Female 9 : Male 2 
Age range 23 - 58 years (Average 44 years) 
Range in years of teaching experience 1 - 33 years (Average 16 years) 
Range in length of service at St Cecilia's 0- 26 years (Average 6 years) 

Table 4: Composition of School Officers (General Staff) 

Area of work 
. - JV __ No. - - Sex __ '•- FTE* -• 

---- ,-_• ) 

Office clerical 2 F 1.8 
Library 1 F 0.75 
Classrooms and other teaching areas 2 F 1.4 
Learning support and integration 1 F 0.6 
Buildings and grounds 1 M 1.0 

Totals 7 5.55 
* Full time equivalent employment (maximum 1.0) 
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A variety of general school officers was employed in the school, seven in total. The 

composition of these ancillary staff is detailed in Table 4. Although the general staff 

contributed significantly to the operations of the school, they are not included in this 

study because the focus remains on relationships among professional staff. It should 

also be noted that general staff did not attend many of the social events organised by 

teachers. This is not to suggest that they were excluded or unwelcome. Several of the 

general staff also did not frequent the staffroom either, preferring to use the smaller 

tearoom attached to the office. 

While ah of the staff members in this study have been given pseudonyms, ethical 

reasons prevent describing them in any further detail. As Bassey (1999) acknowledges, 

disguising people and places is not easy. He reminds researchers that people who work 

within an institution are very likely to recognise their colleagues in reports. Therefore, 

I have opted to keep descriptions limited to necessary details only, so as to protect the 

confidentiality and anonymity of participants, who were kind enough to permit me to 

work in their school. Ethical considerations will be discussed in more detail in a later 

section of this chapter. 

3.6 Site Selection and Access 

Although it was intended that the case study school be a fairly typical example of a 

systemic primary school, three specific criteria were used to select the school. The first 

was that the school could be identified as one with reasonably healthy staff 

relationships. There did not seem to be any value in studying collegial relationships in 

a school known to exhibit a climate of animosity amongst staff members. Second, the 

staff should have an interest in collegiallty and collaboration. A school staff with an 

interest in their working relationships would be more willing to discuss them, and more 

open to having a researcher in their midst over a long period of time. Third, the school 

should have a full time professional staff between twelve and twenty. Nias, 

Southworth and Yeomans (1989) have aiready done a study of staff relationships in 

selected schools in the UK, but their cases were largely early years schools with small 

teaching staffs, all fewer than a full time equivalent of ten. Investigating staff 

relationships in a school with a larger number of staff would add a new dimension to 

the study and provide a more typical example of an urban Austrahan primary school. 
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My first step was to contact the central education office to obtain permission to 

conduct the research in one of its schools the following year. I prepared an eight-page 

document which briefly outlined the research project, the type of school I was looking 

for, how I planned to conduct the research, the benefits to the school, ethical 

considerations and contact information. A research committee reviewed my proposal 

and formally responded with its approval. The only stipulations were that the 

principal of any school would also have to give approval, and that anonymity be 

maintained, both being usual and acceptable requests. I then approached a personal 

contact in the education office for assistance in suggesting some suitable schools. My 

contact, who was familiar with most primary schools in the diocese, discussed the 

matter with a weh-informed colleague and together they came up with a short hst of 

eight schools that they thought might be worth approaching based on my criteria. 

Practical considerations then became important. I approached only four of the schools 

on the hst with my proposal. This choice was made simply by location. I would have 

to visit the chosen school on a regular basis so needed a site within easy reach of my 

residence. First I contacted the principals to introduce my research proposal and 

myself. At that time I also made further inquiries into their staffing composition. I had 

to eliminate one school immediately when I found that it had two campuses. It would 

be very difficult to disguise such a site in any report. The remaining three principals 

agreed to read my research brief. 

On my follow-up contact, one school principal declined to participate. The other two 

principals were eager to have me conduct the research at their schools. They took my 

research brief to their teachers and gained staff approval also. I was then left to make a 

decision on which site would be most suitable. I ultimately decided on St Cecilia's 

School because it had the larger full time staff. I made a personal judgement that 

collegial cultures in smaller schools are much more easlly achieved, and to conduct my 

research in the larger of the two schools would give more interesting results. 

Although I discussed the research in detall with the principal, it was agreed that I would 

meet the staff formally only at the commencement of the next year, since the first four 

days would be pupll-free days. I commenced my data collection on the first staff day in 

January and f nished on the last day of the school year in December. In total 

throughout the year I spent 57 days at the school, which is over one quarter of the full 
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school year. How I spent that time is explained in more detail in the next sections of 

this chapter. 

3.7 Data Collection Techniques 

This research made use of three forms of data collection. Particularly prominent were 

participant observation and interviewing as methods of collecting quahtative data. Less 

prominent was the use of document analysis. Each of these techniques will be 

discussed in turn, both to outline their suitability for data collection and to explain how 

they were actually used in the research. 

3. 7 .1 Participant Observation 

Participant observation is a term widely used but unable to be clearly defined. 

Researchers draw distinction between the participant and nonparticipant observer, the 

former being one who has an estabhshed role in the setting under investigation 

(Atkinson & Hammersley, 1994). However Atkinson and Hammersley (p. 248) cite the 

work of Gold (1958) and Junker (1960) as being more relevant than this rather obscure 

distinction. These authors refer to a fourfold typology: complete observer, observer as 

participant, participant as observer and complete participant. However, even these do 

not clearly outline the role of the researcher. Suffice to say, common usage of the term 

"participant observer" relates most appropriately to my own study. While I feel that I 

started out as an "observer as participant", considering both the voluntary and paid 

work that I eventuahy undertook, I suggest that my status may in fact have changed to 

"participant as observer" later in the year. 

Southworth (1987, p. 86) suggests that "the notion of participant observer is inherently 

schizophrenic" since the duahty of the role can be difficult. In their staff relationships 

project, Southworth and his colleagues (Nias et al, 1989) adopted the position whereby 

they conducted their research while working as voluntary, part-time teachers in the 

selected schools. Southworth noted that one of the greatest problems that emerged 

while carrying out this dual role was the desire to record an event or conversation when 

he should have been commencing a lesson. I also experienced this, and found that on 

days when I actually taught classes I would try to snatch quiet moments during teaching 

time to make brief notes on events I witnessed in the staffroom during the previous 
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break. Otherwise, I would have to rely on memory to write up fieldnotes at the end of 

the day. 

Woods (1986, p. 33) maintains that the main idea behind becoming a participant is ''to 

penetrate the experiences of others within the group or institution" and suggests that 

assuming a real role within the institution and contributing towards it is a good way to 

do this. Access to group activities is then assured and observation can take place from 

the closest range possible. Becoming a participant observer also decreases the extent to 

which the natural situation is disturbed by the researcher (Hargreaves, 1967, cited by 

Woods, 1986). 

To examine the experiences of staff within the school, taking on a real position and 

contributing to the operations of the school is very appropriate. Therefore, I explained 

to the principal before I commenced my research that I would like to work in the school 

as a volunteer, part-time staff member. She agreed to this and discussed it with the 

staff and we negotiated what I would do. This is detailed fuhy in the section on the role 

of the researcher later in this chapter. As a researcher and a part-time staff member I 

was able to attend staff meetings, curriculum meetings and other formal gatherings 

such as school-based professional development. I had easy access to ah areas of the 

school. I was also invited to join in a wide variety of extracurricular activities, both 

professional and social. 

As noted by Woods (1986, p. 34), one obvious danger in adopting a dual role is that our 

own interpretive framework, developed from years of being a teacher, "might dictate 

the way in which we see others' experiences, instead of themselves becoming materials 

for appraisal". He suggests that there is a need to make the school or group 

"anthropologically strange" so that we might be more open to the views of others. A 

measure of detachment is necessary to avoid the risk many ethnographers refer to as 

"going native", such that the researcher finds him/herself identifying so closely with the 

group that defending their views takes precedence over actually studying them 

(Woods). 

Delamont and Atkinson (1995, p. 3) strongly urge social scientists to "make the 

familiar strange" and suggest that there are various strategies by which educational 

researchers can do this. One strategy is to "adopt the ethnomethodological manifesto" 
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which stands on two principles of Turner (1971, cited by Delamont & Atkinson, p. 10). 

It is suggested that 

• The researcher must recognize that every social scientist inevitably 
uses his or her member's knowledge when studying schools and 
classrooms. If he or she did not use his or her member's knowledge, 
he or she could not categorize them as schools, classrooms, or 
recognize lessons, discipline, laughter, or finger painting. 

• The researcher must pose the shared member's knowledge as 
problematic, and then he or she must explicate the resources shared 
with participants throughout the research process. A continuing 
process of making problematic and explicating the resources must 
occur throughout the research. Such procedures do, by their very 
nature, make the ah too familiar classroom strange (Delamont & 
Atkinson, p. 10). 

Of note is that this research was based not on observation of classroom practices but on 

collegial relationships, for which I was required to join an unfamiliar, adult group, both 

as a participant and as an observer. Like any other new member of staff, I had to feel 

my way, get to know others, sound out what was appropriate behaviour. The senses are 

heightened, particularly during the early days of the research. I felt that the period of 

intense enculturation lasted for a couple of months. I subtly learned about the existing 

interpersonal relationships, and developed relationships of my own, these naturally 

being different with each staff member. 

It would be foohsh to expect that any researcher could remain completely distant or 

detached under these circumstances. Indeed, it could be a testimony to the strength and 

health of staff relationships at St Cecilia's School that I fairly rapidly felt myself 

became an 'insider', as was also acknowledged by the principal and several teachers. 

The advantage of this 'insider' status is that research participants behave very naturally 

around someone they perceive as an insider. Thus a researcher may observe 

interactions displayed without reservation by participants. The challenge to the 

'insider' status is then to be able to keep an open mind about what is observed, and to 

be able to interpret and report the findings non-defensively to the larger educational 

community. 

In my experience as a participant observer, I felt that it did not take very long to 

become accepted by the staff at St Cecilia's. Perhaps what helped was the way in 

which I conducted my observations. When I first started attending the staffroom during 
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break times, I brought my notebook with me and would sit at the side of the room and 

try to observe and make notes on the activities going on within the room as a whole. 

However, I found it difficult to clearly hear the conversations of the staff. More 

importantly, I felt acutely embarrassed in doing this. I felt as though I was 

eavesdropping. I felt set apart from the staff as a researcher. For example, when a 

teacher jokingly made a snide remark about another, the recipient, in mock disgust, 

leant over towards me and said, "Did you get that down?" 

I very soon decided to change my observation technique. I decided I would sit with 

staff at different tables when I came into the staffroom during breaks. I discarded the 

notebook in preference for my memory. I started to contribute to the discussions that 

were occurring around me. I became much more my natural self, asking questions, 

joking, commenting on happenings, just as I would have done in my own workplace. 

As I became more familiar with staff, the students and the operations of the school, I 

was better able to understand what was happening around me. Staff quickly started to 

treat me as a colleague, especially after I started teaching their classes. I became 

accepted as "one of the staff', albeit the part-time staff. If I was away from school for 

longer than about a week, many teachers would warmly welcome my return. At no 

time did conversations cease when I entered the room. I beheve that I was able to 

witness fuhy the emotional interactions publicly displayed by staff. I was able to share, 

for example, the excitement of a teacher's upcoming wedding, the frustrations of 

teaching a difficult student, the hilarity of a practical joke, the annoyance of having to 

do an extra wet-weather supervision duty and the sadness generated by the retirement 

of a long-serving, weh-respected teacher. 

Certainly my decision to integrate fuhy with staff during break sessions meant that I 

was unable to accurately record conversations and themes as they arose. I had to rely 

solely on my memory until I could get the time to write notes. During more formal 

staff gatherings, such as staff meetings, I did not feel embarrassed to take notes. I also 

made sure never to enter discussions during staff meetings, feeling much more the 

observer in these situations. However, I usuahy joined in school-based professional 

development sessions and the frequent, less formal discussions on teaching practice, 

and felt that my presence at those times was seen as a teaching colleague, not a 

researcher or an expert in any way. 
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Although Southworth (1987, p. 87) suggests that the combination of participant and 

observer can result in the researcher sometimes being ''both a weaker participant and a 

constrained observer", he strongly supports the adoption of such a role. The shared 

experience of working alongside those who are part of the culture helps to inform 

thought about the school as an organisation and the relationships upon which it is 

based. I would strongly support this form of data collection, since a researcher is better 

able to share the emotion of working in the same environment and can therefore gain a 

better understanding of participants' experiences. 

3.7.2 Interviewing 

Although "observation hes at the heart of pure ethnography" (Woods, 1986, p. 62), 

interviewing has become a substantial part of recent ethnographic work in educational 

research, largely because it is a useful way of gaining people's perspectives and 

collecting information about certain issues. Woods argues that ethnographic 

interviews, like participant observation, are of a special character. He suggests that the 

key qualities that an interviewer requires are trust, curiosity and naturalness. Interviews 

should preferably be unstructured, therefore allowing interviewees the freedom to 

express personal views sincerely. Care should be taken not to ask leading questions. 

Rather, the interviewees should be given the opportunity to express their true thoughts 

in a supportive, non-threatening environment. 

Interviewers should maintain a cohegial approach, avoiding any situation that portrays 

a power relationship, for example, the interviewer as expert researcher. This attempt to 

minimise status differences and thereby reduce the traditional hierarchical situation 

between interviewer and interviewee is important in ethnographic research. If the 

researcher is also a colleague by virtue of working in the school, it is usuahy much 

easier to conduct open, informal interviews since the status differences are reduced and 

the interviewer is already known to the interviewee as a co-worker. Interviewers are 

encouraged to show their human side, answer questions and show their feelings during 

interviews. There can be "no intimacy without reciprocity" (Oakley, 1981, cited by 

Fontana & Frey, 1994, p. 370). If an interviewer engages in real conversation with 

empathetic understanding this 
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makes the interview more honest, morally sound, and rehable, because it 
treats the respondent as an equal, allows him or her to express personal 
feelings, and therefore presents a more "realistic" picture than can be 
uncovered using traditional [ structured] interview methods (Fontana & 
Frey, 1994, p. 371). 

Woods (1986) goes as far as to suggest that the term 'interviews' is inappropriate in 

ethnographic research. He prefers to describe them as conversations or discussions, 

since informahty and dialogue are important. Interviewees are then not constrained by 

their formal roles as they might be in an interview situation, and are less likely to put up 

a 'front', thereby presenting more open and honest information to the researcher. 

According to Glesne (1999) a good interviewer is anticipatory, alert to estabhsh 

rapport, na'ive, analytic, nondirective and therapeutic, aware of status differences and 

patiently probing. I was instinctively mindful of many of these characteristics, since 

the aim of any interview is to obtain useful information and to do this one requires the 

cooperation of the interviewee. 

At the commencement of the school year I addressed the full time staff about my 

research, and indicated to them that I would like to interview as many of them as 

possible. However, I made it clear that the choice to be interviewed was an individual 

one. Information sheets were circulated and I requested that those who were interested 

in being interviewed should fill out an ethical consent form. Only three full time staff 

members chose not to be interviewed. Considering that at that time I was a complete 

stranger, I did not pressure them in any way, thinking that I might approach them again 

later when we were on more familiar terms. Around mid year I again asked each of 

these three teachers if they would care to be interviewed, but again each declined. The 

point to be made here is that, because participation in the research must be voluntary, I 

was unable to develop a picture of cohegial practices in the school from ah 

perspectives. Some consideration must be given to the notion that those with less 

inclination to participate in cohegial activities are also those less likely to want to be 

interviewed. 

During the course of the year I conducted twenty-three formal interviews with eighteen 

staff members. The principal and the assistant principal were each interviewed on 

several occasions, but the teachers only once. This did not prevent me generating 

informal discussions or asking specific questions as they came to mind at other times, 

but I was unable to officially record on tape anything but the formal interviews. 
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Interviews with teachers generally lasted around forty minutes, although those 

conducted after school were frequently longer. Teachers were usually interviewed in 

their classrooms, either before or after school, or during a contact-free period. The 

principal and her assistant were interviewed in their respective offices, and at one time 

both were interviewed together. 

Interviews were not totally unstructured. To do so would suggest a lack of forethought. 

Instead, I prepared a rough interview schedule which covered topics that I felt would 

assist me to gain information to answer my research questions. However, it was not 

necessary to adhere strictly to the guide questions during an interview, and when a 

participant revealed something of particular interest it was possible to follow through 

with questions on unanticipated topics. This freedom opened up the possibilities for 

flexibility in data gathering and provided a much richer quahty of data than would have 

been obtainable with a totally structured interview schedule. 

Naturally, interview questions for teachers differed from those for school leaders. The 

work of part-time staff and speciahst staff is different from that of full time classroom 

teachers, so some of their interview questions needed to take a different perspective. 

Questions were altered to suit the situation of each individual. It should also be pointed 

out that the interview guide questions for full time classroom teachers were also 

modified several times during the course of interviews. Questions were deleted and 

inserted depending on the information they revealed. The process of interviewing 

cannot be totally divorced from data analysis, and as each interview was analysed new 

perspectives arose, which required different directions in questioning for future 

interviewees. Consequently, I did not ask each teacher the same set of questions, and 

indeed the purpose of such an ethnographic methodology is not to compare directly or 

quantitatively the answers provided by interviewees. Rather it is to gather a rich 

description of the culture of the community. 

Ah interviews were recorded on tape with the permission of the participants. I then 

transcribed them verbatim. Interviewees were then asked to read over the transcript, 

make any alterations they wished, and indicate their assent for the material to be used 

for the purposes of my research. On very few occasions were alterations to transcripts 

requested. However, unaccustomed to reading unrehearsed conversation script, many 

commented on how poorly they felt they had articulated ideas. However, I assured 
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them that the transcripts were typical of natural speech and that with their consent I 

would tidy up anything that they felt was poorly expressed if I chose to quote them 

literally. 

A point should be made here that during several interviews, participants requested that 

the tape be turned off so that they could teh me something 'off the record'. Depending 

on the sensitivity of the material, I would usuahy then just write one sentence into the 

transcript to describe the situation, for example "Georgie related an incident where a 

coheague had refused her offer of assistance". Other ethical issues will be discussed in 

more detail in another section of this chapter. 

3. 7.3 Document Analysis 

A further support to observation and interviews in ethnographic research is provided by 

"the judicious use" of the school's written materials (Woods, 1986, p. 90). Printed 

materials can serve as a form of triangulation and can also provide a history to actions 

being observed or discussed in the school. Official brochures and handbooks often 

provide a great deal of information about the culture of the school at the time of 

writing. Documents can be seen as representations of culture as it is changing. For 

example, pohcy documents and staff handbooks can be considered as examples of 

school organisational culture at the particular time of writing, but they are never 

intended to be final statements. They are continually reviewed and revised over time. 

Because the focus of this research was on the staff themselves and their interactions 

with one another, I did not spend a lot of time analysing school documents. However, I 

analysed a few pohcy documents to obtain evidence of collaboration. For example, the 

school Behaviour Management Pohcy stated that the staff as a group had created it. 

Weekly newsletters to parents were regularly scanned for acknowledgements of staff 

achievements and information about joint class activities. The booklet for families 

enrolling their child was able to provide a feeling about school culture. Infrequent 

memos by the principal to staff were read to gain an impression of the communicative 

relationship. Minutes of staff meetings were not read, since I attended many meetings 

myself, and was actuahy able to watch the cohaborative process at work. The school 

did not at the time have a current teacher handbook or procedures manual, so this could 

not be used as a source of information. 
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In this research I came to reahse that the less formal writing that appeared on pinboards 

and whiteboards around the staffroom was of much greater value than an analysis of 

official written documents. Informal written material provided a great deal of 

information about the nature of cohegial practices within the school. As Woods (1986, 

p. 94) notes, "collections of documents can hold the key to analysis of whole areas of 

social interaction". Therefore, they are a valuable source of material for an 

ethnographic study, particularly one that seeks to uncover the nature of culture, 

cohegiahty and emotional health in a school. 

On my arrival at school each day I would read the notice boards in the staffroom and 

make appropriate notes. Agenda items for staff meetings were regularly written on a 

special board near the door. Another whiteboard mapped out inservice dates and other 

activities for the year. A much larger whiteboard was erected later in the year, and 

many different people wrote up information on this. At the teachers' request, the 

assistant principal also pubhshed a 'What's On' sheet at the beginning of each week, 

and these could be picked up around the staffroom. The doors of the staffroom 

refrigerators were also a prominent place for notices to be placed. I regularly surveyed 

such material culture of the teaching community to keep up to date with activities and 

to develop my knowledge about the workings of the group. 

3.8 Data Analysis 

The analysis of data is what takes an ethnographic study further than just description of 

a culture. According to Marshall and Rossman (1995, p. II 1) data analysis is "a 

process of bringing order, structure and meaning to the mass of collected data". 

Wolcott (1994) proposed that a distinction should be made between two uses of the 

term 'analysis'. The first, in the broadest sense, means "transforming data" at the 

management and reporting levels (Wolcott, p. 24). A less expansive use of the term 

refers specifically to "systematic procedures fohowed in order to identify essential 

features and relationships" in the material collected (p. 24). He suggests that the two 

meanings allow for a distinction between "analytical affirmabihty and interpretive 

plausibility" (p. 24). I use both definitions in this section, first to discuss the nature of 

analysis, and then to give a detailed outline of how I proceeded to interpret the data. 
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Woods (1986) outlines several aspects of analysis, not always discretely identifiable, 

which have come to prominence in educational ethnography in recent times. The first 

of these is speculative analysis, "a tentative reflection, perhaps revealing major insights, 

that is done throughout data collection" (Woods, p. 121). In ethnography it is difficult 

to separate this form of analysis from data collection since the latter informs the former 

and vice versa. These two processes will occur simultaneously. 

Traditionally, speculative analysis is followed by the task of classifying and 

categorising, which Woods (1986) suggests is a process of systematic ordering of the 

data. Modern computer programs for quahtative data analysis now make this work 

much easier for the ethnographer. To manage this task I made use of the software 

package, NVivo 1.0, at the time the newest program in the famlly of "Non-numerical 

Unstructured Data Indexing Searching and Theorizing" software (NUD*IST) produced 

by Quahtative Solutions and Research. 

The formation of concepts generahy follows on from rudimentary analysis. However, 

Woods (1986) suggests that it can also operate independently of it. Concepts are 

informed by intensive study of the data as weh as through review of the hterature. 

Woods notes that many ethnographers do not go any further than concept analysis in 

their research, thereby leaving the reader to draw his/her own conclusions. However, 

he proposes that further aspects of analysis include models, typologies and theory. It is 

important to acknowledge that 

though theory might be said to be well 'grounded' in the data, is does 
not simply 'emerge' or 'come into being', nor is it immediately 
revealed. However detalled and perspicacious the observations, at some 
stage there must be a 'leap of the imagination' as the researcher 
conceptuahzes from raw field notes. This, just as much as later stages of 
theorizing, requires certain attitudes and quahties of creativity (Woods, 
1986, p. 147 [emphasis in original]). 

A very important point is made by Marshall and Rossman (1995, p. 111) in reminding 

quahtative researchers that data analysis "is a messy, ambiguous, time-consuming, 

creative and fascinating process" and it "does not proceed in a linear fashion; it is not 

neat". The researcher is the instrument of data cohection and data analysis and, as 

Wolcott (1994, p. 13) notes, 
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[i]n the very act of constructing data out of experience, the quahtative 
researcher singles out some things as worthy of note and relegates others 
to the background. 

The process of data gathering commenced on my first visit to the school and, as Woods 

(1986) suggests, data analysis also commenced from that point. The first part of the 

analysis occurs in writing fieldnotes, in deciding what will be recorded and what will 

not. A lot of mental and physical notes are made when entering an unfamihar research 

site. As mentioned above, fieldnotes were transcribed as soon as possible after the 

observations took place and stored in computer files according to their date. I did not 

start formal interviewing until I had been at the site over six weeks, instead using that 

time to obtain a feeling for the staff, their work and their relationships, ah the time 

looking for issues which would add insight to knowledge gleaned from hterature. 

Formal interviews proceeded over the course of many months, the last one with the 

principal and assistant principal taking place only a month before the closure of the 

school year. 

Interview data immediately added a new dimension to the analysis process, as I was 

able specifically to target individuals and issues. As noted above, analysis of initial 

interviews also caused me to modify my focus as I proceeded. As soon as possible 

after conducting each interview I would write notes, recording my personal feelings, 

points which were confirmed by the interviewees, those that were revelations, 

comparisons with other participants' views, and the issues I would like to investigate 

further. 

After transcribing the interviews myself, the act of reading and rereading through the 

data became a very intense process. After initial transcription I would read the entire 

transcript, then give it to participants as the first stage in the clearance process. After 

its return I would again read the transcript and manually mark interesting passages 

using a fairly simple categorising system that I had developed from a review of the 

literature. I was able in this way to determine the types of issues staff thought were 

important, and consider the types of issues they left unspoken. I was then able to 

pursue such issues in interviews with other participants. Separate from my fieldnotes 

and interview data, I started a file to describe the setting of the research site and its 

organisational structure, then another to illustrate the cohegial practices in operation. 

As I became more familiar with the site, I also recorded in a separate file my personal 
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thoughts on each participant's professional and social role within the community, and 

how I felt each contributed to developing a healthy emotional environment, or 

otherwise interacted with coheagues. As Richardson (1994) maintains, writing itselfiis 

a method 0£ analysis, and I found it a very useful way to clarify my thoughts on 

particular issues. 

After I obtained the computer program, NVivo, much later in the year, I was able to 

transfer ah data to this program for intensive analysis. As Marshall & Rossman (1995, 

p. 114) note, 

[t]he category generation phase 0£ data analysis is the most difficult, 
complex, ambiguous, creative, and fun. . . . The analytic process 
demands a heightened awareness 0£ the data, a focused attention to those 
data, and an openness to the subtle, tacit undercurrents 0£ social life. 

NVivo made this possible because 0£ its simplicity 0£ use and the variety 0£ coding 

methods it possesses. I started with some basic categories I had developed manuahy, 

but soon found that these changed as I scrutinised the data more intently. From my 

research questions I developed broad categories about cohegiahty, emotion work and 

emotional health within the school. I then read over the data looking specifically for 

information on each topic at a time. I was then able to arrange hierarchicahy 

subcategories related to the benefits and problematic issues 0£ cohegiahty, the kinds 0£ 

emotional work required and how they were generated and factors which seemed to 

foster or constrain emotional health within the group. Again I read over the data and 

created codes for points raised by participants within these narrower categories. When 

I found an issue not previously identified by other participants or in my fieldnotes, 

NVivo made it possible to simply add new codes and search ah other documents for 

possible similarities. Throughout the computer assisted data analysis phase, each data 

document was intensively scrutinised on many, many occasions. 

Richards and Richards (1994) make the point that ah data management methods 

involved theorising, although it may not be on a grand scale. Code-and-retrieve 

methods operate at a textual level, but they also operate at a conceptual level since 

"one's coding and retrievals are guided by theoretical interests, are used to shape and 

test theory, and (inevitably) put theoretical blinkers on one's access to the text" 

(Richards & Richards, p. 448). My process 0£ data analysis, using NVivo as weh as 
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writing methods, took place in such a way as to allow me to make some interesting 

discoveries. As Richards and Richards note, 

so the web - of code, explore, relate, study the text - grows, resulting in 
little explorations, little tests, little ideas hardly worth calling theories 
but that need to be hung onto as wholes, to be further data for further 
study. Together they link together with other theories and make the 
story, the understanding of the text (p. 448). 

I was finally able to come up with a final system of categories that I beheved would 

help me understand the relationship processes at work at St Cecilia's School and to 

answer the research questions. Data sorted into these categories could be easily 

retrieved for use in any report. Because it was not the initial intention to develop 

substantive theory from this research, I did not explore the use of models, although 

NVivo can assist in generating these if required. My preference was for the generation 

of rich descriptive material to illustrate the emotional dimensions of cohegiahty within 

a professional community and to show how members of that community contribute to 

developing an emotionahy healthy environment. 

3.9 Reporting 

The next decision related to reports and reporting style. Marshall and Rossman (1995) 

posit that writing about quahtative data is itself central to the analytical process, since 

the choice of words in a report is an interpretive act and lends shape and form to 

meaning. It is important that the final choice of form or style of reporting fits the case 

study itself and the issues that arise out of it. The final decision on writing form also 

depends to a large extent on the personal perceptions of the researcher and how they fit 

with his/her preferred writing style. Van Maanen (1988) makes it quite clear that any 

ethnographic writing is problematic. 

[E]thnographic writing is anything but a straightforward, unproblematic 
description or interpretive task based on an assumed Doctrine of 
Immaculate Perception. Rather, ethnographic writing of any kind is a 
complex matter, dependent on an uncountable number of strategic 
choices and active constructions (e.g., what details to include or omit; 
how to summarize and present data; what voice to select; what 
quotations to use (Van Maanen, 1988, p. 73). 
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Van Maanen (1988, p. 7) reports that there are three fairly weh defined conventions of 

writing ethnography that he calls "tales", but they are not conclusive of styles available 

to a writer. The most common and familiar convention is what he terms "realist tales". 

For this kind of writing the researcher "provides a rather direct, matter-of-fact portrait 

of a studied culture" which does not relate in detail how the researcher actually went 

about conducting the fieldwork that led up to production of the report (Van Maanen, p. 

7). 

In direct contrast to reahst tales, "confessional tales" focus mainly on the experiences 

of the researcher in the field, and not so much on the culture studied. Combining 

elements of both of the former writing styles, "impressionist tales" are "personalized 

accounts of fleeting moments of fieldwork cast in dramatic form" (Van Maanen, p. 7). 

This form of writing picks up on the unusual and memorable aspects of the culture and 

the fieldwork experience, and creates a writer's impression of particularly interesting 

events studies. 

The writing of this thesis is required to fit certain criteria, and, because others assess it, 

this makes the use of unconventional reporting styles somewhat risky. However, more 

than this, I feel constrained in my writing style by ethical issues. This research is 

ethnographic, the study of a group of people whose rights for anonymity must be 

respected. It is therefore not easy to write an overly dramatic portrayal of their hves or 

my experiences within their community without making it possible for one or some of 

them, or their school, to be identified. Because of this I have chosen to adhere to a 

more "reahst" type of tale, even though Van Maanen (1988) suggests that this kind of 

writing can appear flat and duh. I try to overcome this by being exphcit about how I 

conducted the research and where possible putting myself into this report. It would 

therefore be timely to discuss the role of the researcher in an ethnographic case study. 

3.10 The Role of the Researcher 

Atkinson and Hammersley (1994) suggest that there are several important issues that 

need to be explored in a consideration of how the researcher places him/herself in an 

ethnographic study. The issues that should be decided are: 
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• whether the researcher is known to be a researcher by ah those being 
studied, or only by some, or by none 

• how much, and what, is known about the researcher by whom 
• what sort of activities are and are not engaged in by the researcher in 

the field, and how this locates her or him in relation to the various 
conceptions of category and group membership used by participants 

• what the orientation of the researcher is; how completely he or she 
consciously adopts the orientation of insider or outsider (Atkinson & 
Hammersley, 1994, p. 249). 

It is important to be able to locate myself as a researcher in the particular school setting, 

and to acknowledge the boundaries of what being a researcher entails in an 

ethnographic case study such as this. I was very conscious of the fact that a researcher 

has the abihty to influence the culture and relationships of the setting, especially in a 

smah school. As an educator with many years of experience, I am very familiar with 

most facets of school operations. As a member of the teaching staff, even part-time, I 

have the abihty to change the very nature of the staff relationships that I wish to study. 

I was particularly mindful of the words of Parker (1974, cited by Woods, 1986, p. 35) 

that 

whilst one can watch and/or take part in normal group activities and so 
contribute to the dialogue, one must not alter the group's processual 
direction. One may occasionally alter content, but never form. 

Therefore, I saw it as essential that communication about my intentions be as clearly 

articulated as possible. As closely as is possible, transparency is necessary. In 

addressing Atkinson and Hammersley's (1994) issues above, I ensured that ah staff 

members were consulted about the research to be conducted before the study 

commenced. The principal informed me that she would not have considered allowing 

the research to go ahead if the staff had not given their approval. I was also upfront 

about my professional background, as teacher, school administrator and doctoral 

student. Before the commencement of the research I negotiated through the principal, 

in conjunction with the staff, my role as a voluntary, part-time staff member and the 

kind of tasks which might be undertaken. Although my role as researcher did not 

cease, as noted previously, I felt that I became less of an observer as participant and 

more of a participant as observer as time went on. However, because I visited the 

school only periodicahy through the year, and because I was aware that I would leave 

the site at the end of the year, these factors prevented me from becoming too much of 

an insider that I became totally absorbed by the experience. My part-time university 
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work during this time also helped to keep me focussed on my real intention to pursue 

research interests. 

The issue of reciprocity (Glesne, 1999) is crucial in a study such as this. From 

experience I was weh aware that schools are very busy sites, and teachers and 

administrators who work in them are continually burdened with a variety of 

extracurricular duties. Therefore, it was important that some form of 'profit' be derived 

from having a researcher in the school. I wanted my presence in the school to be seen 

as part of a collaborative agreement, for mutual benefit. While acknowledging that my 

prime motivation for being in the school was to collect data for my thesis, there were 

also some benefits that the school could obtain from my presence. 

First, the research data themselves, and the final report, would provide the school with 

insight into its social operations, that is, its cultural dynamics, structures of support, and 

the 'emotional economy' as such, which ah affect its abihty successfuhy to achieve its 

goals and to manage change effectively. This information could be used for the 

estabhshrnent and evaluation of development plans, mission statements and similar 

operating documents. 

Since my plan was to become a volunteer, part-time staff member, another benefit to 

the school would result directly from that position. After initial discussion with the 

staff before my arrival, the principal suggested that I might like to work in the hbrary 

on the days I visited. The hbrary was the hub of teaching and learning activity, being 

home to a smah computer suite as weh as print and other media, and the principal felt 

that this would provide me with a prime position for viewing school activities during 

class time. It is important to note that the most important data collection times were 

before school, during break times and after school, the times when teachers 

congregated for professional or social reasons. 

In the early period of visiting the school, I spent the majority of class time covering 

books in the hbrary and observing the operations of teachers and hbrary staff. I also 

told teachers at a staff meeting that I would be willing to assist them in any other way if 

they requested it. One teacher asked me to take an ESL student for special tuition, and 

this I did on a regular basis for several weeks. I also reheved various teachers of 

classroom duties for short periods at the request of the principal. However, it soon 
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became obvious that what teachers reahy needed was some regular release time. I 

therefore offered to do a series of days of rehef teaching, releasing in half-hour blocks 

those teachers with minimal non-contact time, thus allowing them to attend to other 

pressing work. I also spent several days working in the office when the two general 

staff based there were required to attend inservices at the central education office. 

Later in the year I also undertook some paid rehef work, coming in on request to take 

classes for teachers who attended professional development courses. When I was not 

teaching, I continued to work in the hbrary, although in the latter part of the year this 

was rare. 

Southworth (1987) notes that joining a school as a part-time staff member involves 

surviving a credibility test. The most obvious of these, he suggests, is being able to 

prove one's worth as a teacher. Performance at the chalk-face obviously matters, and 

to gain acceptance one must be able to demonstrate capability as a classroom 

practitioner. I felt that this was one factor that helped me to be accepted by the staff. 

After teaching their classes, either in short blocks of time, or for a full day, I was able 

to relate better to individual teachers, and they to me. I was able to share their concerns 

about particular students and I gained knowledge about their class programs. Teachers 

saw me out in the playground doing supervision duty. They saw me managing classes 

during assembhes, accessing teaching resources and relating to students in a whole 

variety of ways. I became a much more credible character, someone who shared their 

experiences as a teacher, and several were keen to let me know that I had 'become one 

of them'. 

Southworth (1987) also notes the need to observe the social mores and personal values 

of the staff to gain acceptance. In a study of staff relationships this is crucial, and I was 

very attentive to this. My gender and age were obvious factors that helped me gain 

acceptance. Also, at ah times I dressed like a teacher. I was attentive to duties and 

responsibilities that arose as a teacher. I attended rehgious services and partook in 

other spiritual activities as part of my role. I joined in many professional and social 

events. I made every effort to do what I could to make my presence appear less of an 

intrusion within the community. In response, teachers and administrative staff made 

me feel very welcome and I was invited to every special event that occurred during the 

year. 
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3.11 Ethical Considerations 

An ethnography is written representation of a culture ( or selected aspects 
of a culture). It carries quite serious intellectual and moral 
responsibilities, for the images of others inscribed in writing are most 
assuredly not neutral (Van Maanen, 1988, p. 1). 

Van Maanen (1988, p. 5) reminds ethnographic fieldworkers of the seriousness of the 

task they set out to perform since "ethnography irrevocably influences the interests and 

lives of the people represented in them - individually and collectively, for better or for 

worse". 

Naturally, ethical clearance was obtained from the university's ethics committee. As 

weh as this, the approval of the Director of Cathohc Education in the region was sought 

and obtained, since the school came under the jurisdiction of this office. Attention was 

paid to the code of ethics put into place by the Austrahan Association for Research in 

Education (1998). An information sheet and a consent form were provided for ah 

participants outlining the rights and responsibilities of research. In similar nature to the 
.' ' 

staff relationships project as outlined by Yeoman~ (1987) the following ethical 

considerations were put into place: 

• Participants were made aware of their right to withdraw from the research at any 

time. 

• Participants had the right to decide upon the inclusion of their interview/observation 

material for the purpose of research. 

• I held a responsibihty to ensure that the participants understood the context in 

which I proposed to use their interview data. 

• The case study was anonymised so that the school could not be readily identified to 

external audiences. 

• Individual participants were anonymised. 

To provide anonymity to teachers, throughout this thesis pseudonyms have been given 

to ah staff members. However, as in any smah staff, teachers are readily able to 

identify one another because of roles, events and circumstances that are reported. Male 

teachers, who are in the minority, can be identified more readily, as can their teaching 

partners, when using quotations about cohaborative work. Subject coordinators are 
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easily identifiable to members of the staff if their subjects are named. In particular, the 

statements of the principal and assistant principal could not be anonymised. Teachers 

in the school would be able to recognise their statements, although it would be harder to 

distinguish those of their coheagues. I therefore gave special assurances to the 

members of the administrative team that I would not use any of their material without 

permission. This was essential, given both their positions in the school, and their 

abihty to be recognised by other participants. It was likewise important when I used 

any material related to coordinating a subject. If there was any chance that material 

would identify the person, special clearance procedures needed to be strictly adhered to, 

as will be discussed later in this section. 

Therefore, while ah staff members have been given pseudonyms, if, to place it in 

context, a statement must be identified as coming from a subject coordinator or a 

particular staff member, the role is used rather than the pseudonyms. Occasionahy 

pronouns have been changed to protect the identity of male staff and their teaching 

partners. These things have been done to avoid links being made between the teacher 

and the pseudonym. Where possible, to avoid identification of staff by others, names 

have also been removed from fieldnotes. Non-role specific comments, particularly 

those regarding the emotional milieu of the community, can be sensitive and anonymity 

is critical. Therefore, in some cases, as weh as the removal of identifying pronouns, 

pseudonyms have likewise been omitted. Ah care has been taken to avoid the 

possibility that staff members could trace negative comments to their source. 

Because there is a power relationship between the researcher and the researched, 

ethnography has a pohtical aspect. Clearance of material is therefore a critical phase of 

any ethnographic research. It was necessary that ah participants had the right to control 

the material that was used in the finalreport. Yeomans (1987, p. 89) explains the 

dilemma researchers sometimes have with this, suggesting that there is a 

temptation to see oneself as owner of a document on which so much 
emotional energy has been expended. The case study writer becomes 
'close' to the infant through gestation and uncomfortable birth. Hence it 
is difficult to achieve the psychological distance needed to 1udge how 
participants will react to seeing themselves through others' eyes. 

Yeomans (1987) maintains that research participants need to have ownership of the 

final report regardless of its purpose to the researcher. The 'clearance' process, which 

98 



is usually a lengthy activity of negotiation, attempts to reconcile research and ethical 

considerations. Yeomans (p. 89) points out that, in a sensitive relationships study, 

ethical considerations should always take priority over research considerations since 

"[t}here could be httle gain in causing schools to feel they never again wanted to ahow 

researchers to cross their thresholds". There is a moral obhgation on researchers to 

conduct their research in a manner which will enhance the image of research and not 

damage the future inquiries of other researchers (Bassey, 1999). Most importantly, it is 

the moral obhgation of any researcher to avoid creating a situation that could be 

detrimental to participants. 

Two clearance phases were therefore put into operation when conducting this 

research: 

• Shortly after each interview, the participant was given a copy of his/her full 

interview transcript to read, amend if desired and release for use in the research 

project. 

• After completion of the first draft of the data chapters, each participant was shown 

how his/her interview material and any related fieldnotes would be used in the 

context of the whole study. In doing this, participants had a second chance to 

comment on my understanding of the material and assure me that they were 

comfortable with it being pubhcly used. 

As Yeomans (1987) explains, taking account of participants' reactions to exposure 

requires sensitivity and perception. He suggests that having a wealth of data to choose 

from can make the process somewhat simpler, since alternative material could be used 

if teachers did not give clearance to certain items. However, in ah cases teachers 

readily gave consent for the use of their material, even though several commented that 

they thought their coheagues would be able to identify them from their interview 

extracts. 

Yeomans (1987) also highlights how some teachers want their speech from transcripts 

to be formahsed or 'tidied up' in print. Others want to be sure that the meaning of 

conversations was conveyed more clearly than it appears in transcripts. The former 

was not uncommon in my research also, and I made an effort to do this before 

presenting the material for the second clearance phase. The principal, in particular, 
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took great care with her wording and was keen to ensure that I understood her meaning 

in certain extracts. This is totally understandable, given that her data would be readily 

identifiable to ah staff members. 

Importantly, there are certain advantages of obtaining clearance from participants. 

"Clearance vahdates, corrects and extends insights" (Yeomans, 1987, p. 90). Clearance 

is therefore a means of triangulating data, so that the researcher's perceptions can be 

vahdated. This is vitally important when conducting quahtative research as it adds 

trustworthiness to the findings. In this way, the perception of the researcher becomes a 

joint perception, shared with participants. Participants also become much more 

involved with the research, and this can be seen as a form of professional development 

for them (Yeomans, 1987). 

3.12 Review of the Chapter 

This chapter has provided an in-depth explanation of how the research was conducted 

and the methodological assumptions upon which it is based. It shows why an 

interpretive tradition has been chosen and how ethnographic case study can illuminate 

'hved reality' in the education setting. It highlights the value of participant 

observation, interviewing and data analysis as data gathering techniques. It explains 

how data were transformed by the creation of categories and codes, and how this 

analysis was used to obtain an understanding of the working hves of teachers at St 

Cecilia's School. In particular I have given a clear picture of my role as a researcher in 

the school and the ethical considerations that needed to be made in conducting sensitive 

research such as this. The next three chapters bring the data to the reader as rich 

description and reveal my interpretation of the emotional dimensions of cohegiahty as 

expressed by this particular group of educators. 
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CHAPTER FOUR: Collegiality 

4.1 Overview of the Chapter 

Research Question One: What are the collegial practices afi the school, and what 

influences staff participation in them? 

This question has two distinct parts. The first relates to the cohegial activities staff 

members undertake. As explained in Chapter Two, my definition of cohegiahty is 

inclusive of activities at several levels, particularly the professional and social aspects 

of cohegiahty. Therefore, both of these will be discussed in this chapter. The second 

part of the question relates to the motivation staff have for participating in cohegial 

activities and what influences their decision to participate. Again, these will be 

discussed from the viewpoint of professional and social interactions. The emotional 

dimensions of the cohegial activities outlined in this chapter will be developed in the 

next chapter. 

While this chapter may be arbitrarily divided into professional and social interaction of 

the staff, it is important to explain that within the hved reahty of teachers' work the 

division between these two is not always distinctive. A grey area exists in the informal 

gatherings of staff. Although a meeting may be classified as professional, elements of 

the social exist, and similarly, professional issues may emerge in the informal social 

gatherings of staff, for example, during break times. This is particularly true when the 

supportive behaviours of staff for one another are considered. Chapter Six highlights 

the merger of teachers' professional and social relationships. It is crucial to bear in 

mind that the distinctions among types of interactions are not always clear, even though 

they may be portrayed as such in this chapter. 

4.2 Collaborative Work at St Cecilia's School 

It is valuable to identify exactly what work teachers do together with their coheagues. 

In trying to elucidate teachers' collaborative work, it is important to understand that 

there are no clear-cut lines of definition. The range of teachers' work is vast and 

evolving, not neatly compartmentalised for dissection by researchers. However, some 

loose categories have been nominated for discussion in this paper. 
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Fairly typical of many primary schools are the following cohaborative teacher activities 

carried out routinely in the case study school: staff meeting participation, curriculum 

development, policy development, school-based professional development, year-level 

planning, planning with speciahsts, subject coordinator or 'key teacher' duties, class 

sharing and informal work-related gatherings. This, of course, only broadly outlines 

the professional activities conducted ~ointly by staff. Examination of a teacher culture 

cannot totally dismiss the social aspects. These will be discussed in a later section. 

Each of the identified collaborative practices is discussed below, with particular 

attention being paid to who is involved in the activity and the consistency of 

participation in this activity across the staff. 

4.2.1 Staff Meetings 

The most obvious example of teacher cohaboration is at staff meetings. At St Ceciha's 

these were held after school once a fortnight. All full time staff members were 

expected to attend staff meetings, which were conducted in the staffroom. Two part

time staff members also regularly attended the meetings, bringing group size to a 

maximum of 18 people. In the first half of the year the meetings were chaired by the 

principal, or, in her absence, the assistant principal. One teacher volunteered to record 

the minutes. This was different from the custom the previous year where one year

level pair of teachers was rostered to chair and record the minutes of each meeting. 

This custom was returned to in the second half of the year. 

At St Ceciha's, staff meetings always started with a prayer, usuahy led by the assistant 

principal. Following this, each key teacher or teacher with special responsibilities 

presented a report on anything new since the previous meeting. In practice this meant 

that not ah subject coordinators presented at each meeting. Reports in ah areas were 

more frequent in the first quarter of the year, where organisational processes had to be 

arranged, for example the purchase and distribution of equipment and resources, 

programming and planning matters and assessment requirements. 

I observed that during staff meetings there were some staff members who regularly 

spoke very httle, while others were much more vocal. This is not surprising since the 

desire to participate may be controlled by many factors, including interest and/or 
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expertise in the topic under discussion, personality, habits, and physical and emotional 

health at the time. Analysis of many meetings shows that at St Cecilia's, as is likely in 

most schools, the principal dominated the time available for the meeting, either by 

providing information to staff, by giving her opinion on matters or by taking on the 

chairing role at the meeting. On the other hand, a few teachers were notable for their 

regular lack of contribution. 

The staff meetings at St Cecilia's School were considered by some teachers to be very 

long. They usuahy started just after 3:15 pm and finished at around 4:45 pm. 

However, on some occasions they continued until after 5 pm, but on other, rarer 

occasions were completed within an hour. Decision making in schools, the vast 

amount being conducted at full staff meetings, is frequently a contentious issue, as 

indicated by Hayes (1994), Weiss et al (1992) and Woods et al (1997). Its emotional 

aspects will be discussed in Chapter Five. In this section I just give a picture of the 

various perspectives on the practice of decision making in the school. 

The principal felt very strongly that the crux of cohegiahty was teamwork, and that 

meant giving teachers a share in the decision making processes of the school. 

I have never worked any other way than in a framework of bringing 
everyone together, working as a team. It takes endless patience. It takes 
endless time. There's a certain amount of trust and care and hstening 
and ah of those sorts of skills. Sometimes it would be reahy easy to say, 
"We are doing it this way and that's that!" ... But if ever I've made a 
decision without any consultation whatsoever, it never works. I won't 
even buy a set of reading books without consultation and cohaboration 
in the selection process. (Principal) 

Among the staff there was a range of opinions about the opportunities that were 

provided for teachers to be involved in decision making at this level. Certainly the 

principal, the assistant principal and the majority of teachers felt that everyone was able 

to contribute to decisions about the operations of the school, as this next quotation 

indicates. 

Any decision gets passed by staff first, and if the staff aren't supporting 
it it doesn't happen, which is a good thing to see, because I've seen 
different things elsewhere. So, yes, I think that's a very important thing. 
And I mean, it won't happen in practice if the staff doesn't support it 
anyway. (Claire) 
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In accordance with Taylor and Tashakkori's (1997) study, a variation on the desire to 

participate in decision making within the school was evident. Three staff in particular 

felt that teachers were given too much involvement in the process. One suggested that 

it was the principal's role to make decisions on behalf of staff. Another suggested that 

the system was "too democratic". The comment below illustrates the beirefs of these 

teachers. 

I think we have the opportunity to be involved in decision making 
through staff meetings. I do feel as though there are many decisions that 
I feel we don't need to be involved in. . .. We're having a lot of 
discussion where I think decisions should just be made by 
administration. But I think there is plenty, ample opportunity for us to 
have input, too much though sometimes. (Teacher) 

At the same time one teacher acknowledged that the staff were usuahy fairly comphant 

and the system was perhaps more one of consultation than participation. 

We probably accept what might be asked of us, but we're always 
consulted. In my recent experience we're always consulted. It's never a 
case of "I would like this to happen, therefore I would like you to do it." 
It's very open-ended and discussion takes place. And some things have 
definitely gone the way that I would think would not be what ... [the 
principal] would have expected. (Beth) 

In the most extreme case there were two teachers who felt that they had httle true 

opportunity for influencing decisions. Two others were ambivalent about this. The 

strongest comment suggests that decisions were already made before staff had an 

opportunity to discuss them. 

The decisions were made by the admin team. They were brought to the 
staff meetings supposedly for a discussion, but I think that the decisions 
had been made. . . . It wouldn't make a lot of difference if you did jump 
up and down. It would be done anyway. You are fairly powerless as a 
teacher, really .... It's supposedly cohaborative and cooperative 
decision making but it's not. (Teacher) 

Clearly there was a range of perspectives on the participatory nature of decision making 

in the school. The desire of teachers to participate also varied, thus supporting the 

existing hterature on this kind of cohaborative work. 
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4.2.2 Curriculum Development 

In the case study school, curriculum development involved ah staff members. System 

administrators mandated school-based curriculum development. The school's cycle of 

school-based curriculum development was linked to the regular production of new 

curricula by the central office. Both the principal and the assistant principal agreed that 

decisions on curriculum always involved the teachers. 

With regard to the new curriculum coming in, it's a good opportunity for 
everyone to have their say. Because it's school-based I think it's 
important, because everyone is affected. So iii you've had your two 
cents worth then at least you'd think, "Weh, I'm part ofit." (Assistant 
Principal) 

Writing the aims and ol;,jectives ofi our Maths program and our Reading 
program were done, everyone put in their bit. And they will when we 
get to SOSE [Study of Society & Environment] but we're not doing that 
at the moment. So it's very cohaborative that way. (SOSE key teacher) 

At St Ceciha's, the process required teachers across ah grades to work with the 

coordinator or 'key teacher' of the particular subject under review in developing a 

curriculum suitable for the school. Key teachers usuahy attended several inservices 

offered by the system office to ensure that they understand the guidelines for 

curriculum development. They then discussed the requirements of curriculum 

development with the principal and together they would work out a timeline for 

developing the school-based curriculum. Key teachers would then lead discussions and 

workshops with staff to develop the required framework for the curriculum. This was a 

big responsibihty for a key teacher and usuahy required a lot of extra work. Release 

time was occasionahy provided for a key teacher who was required to shape the 

program into a standard form using the material designed by the whole staff. 

I've done up a skills hst, after talking with people from other schools 
about what they're doing. And that will go to the staff to change, 
because a lot of it is 1ust what I think, and that doesn't necessarily mean 
that it's right. So then we'h sit down and sort it out, and change things, 
and then hopefully come up with something we can use. (Key teacher) 

During the year of data collection, the Science curriculum was one learning area up for 

review and, under the guidance of the key teacher for Science, teachers periodically 
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met as a whole staff to discuss how the newly issued curriculum guidelines could be 

developed for their school. 

I see that I will be developing units of work with the teachers in each 
year level, developing whole school programs for Science, which will 
involve a lot of haison with not just our own school but other schools as 
weh, and other key teachers. (Science key teacher) 

On a frequent basis throughout the year, curriculum meetings were held. It was the 

behef of one of the teachers that the staff was committed to curriculum development. 

... you can teh that they are very professional about it, and they are 
always keen on extending themselves in the curriculum development 
area. That's what I've noticed. And I guess that's with those sessions 
every second week, we have the curriculum development staff meeting, 
not the general meetings. (Jordan) 

4.2.3 Pohcy Development 

The process of formal pohcy development used in the case study school operated in 

much the same way as curriculum development. All teachers were involved in 

developing pohcies related to their work with students. The last major pohcy to be 

developed at the school had been a Behaviour Management Pohcy, for which teachers 

had met regularly to provide input into the production of the final document. It is 

important to note here that this particular pohcy had been developed at the request of 

the teachers, not school administrators. 

The mission statement, we do pohcy things like that. The Behaviour 
Program, those sorts of things, we do them collaboratively. (Georgie) 

The administrative team ofi the school beheved that everyone should have input into the 

pohcy development process of the school, and the process as it existed ahowed this to 

happen. 

I think that they [the teachers] have a big say in what goes on. And I 
think that's important as well .... [The principal] and I don't have ah 
the wisdom. And it sits very weh with what I beheve - ''Let's ah work 
together. Together we can move mountains." Individually you're not 
going to move much at ah, so let's get everyone on board and let 
everyone have an input and a say. (Assistant Principal) 
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4.2.4 Key Teachers' Work 

Perhaps one of the most obvious examples of voluntary cohaborative work comes to 

hght when observing the work of key teachers (subject coordinators) at St Ceciha's. At 

the time of data collection the school had seven key teachers (excluding rehgious 

education which was coordinated by the assistant principal), each of whom had 

responsibihty for one key learning area or subject. None of these was a paid position of 

responsibihty. Every teacher who held such a position had volunteered for the position, 

and for some the extra burden of work related to that teaching area was considerable. 

I enjoy it [being the HPE key teacher] but it does take a lot of extra time. 
And the hour that we get off a week that's supposed to be our time, I'm 
doing things for that. I think it's one of thosedobs that you can only do 
for a certain amount of years and then someone else has to take it over. 
You dust can't keep doing it. Although this is the second year I've done 
it, and it gets easier because you've got resources and you have an idea 
about what needs to be done. I don't know what motivated me. I 
suppose dust that I was asked and I said yes. And that I love sport. 
(HPE key teacher) 

Ah key teachers, at some stage of the year, are involved in cohegial activities 

specifically associated with their curriculum role. The cohegial practices may involve 

working with the whole staff, small groups or individual teachers. Most readily 

observable was the work that key teachers did with the whole staff. This took various 

forms, for example arranging and/or presenting professional development for teachers, 

as was observed this year with Mathematics, HPE, the Arts and Technology. Another 

duty was working on curricula with teachers, as was observed with Study of Society 

and Environment (SOSE) and Science. Other work included discussing assessment and 

evaluation requirements with staff, as the key teachers of Mathematics and Enghsh did 

on a pupil free day during the year. Arranging with teachers specific activities for 

students such as sports carnivals and coaching clinics was also a form of collaborative 

work for the HPE key teacher that year. Key teachers of Mathematics, Enghsh, 

Science and HPE also had the added task of negotiating with staff the specific resources 

that would be required for teaching at each year level. 

The amount of work in each key learning area varied, depending on the profile of that 

subject in any particular year. However, HPE and Technology were particularly 

demanding areas, as were the core subjects of Mathematics and Enghsh. Both SOSE 
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and Science key teachers undertook significant curriculum development activities 

during the year, so their profiles were also raised during the period of data collection. 

The principal saw the positions of key teacher to be an opportunity for professional 

development of teachers. 

I guess you're enabling people to develop a platform for their particular 
skill or their particular interest area. They may not be skilled at 
developing a program but that may be their interest area so you are 
giving them opportunities to develop skills where they might become 
program writers, whereas before they mightn't have thought they could 
do it. (Principal) 

Key teachers at St Cecilia's had no duty statements. The extent to which key teachers 

interacted professionahy with their coheagues in the course of their specific duties was 

solely dependent on the enthusiasm and dedication of the holders of those positions. At 

staff meetings key teachers also presented reports and gathered information that was 

used to make whole group decisions on implementing programs in their subject areas. 

Below is a fairly typical sample of key teacher reports at a staff meeting. 

The next items on the staff meeting agenda, which had been left on the 
staffroom tables earher that day, were the reports from the key teachers 
in the various learning areas. The principal called on various teachers in 
turn. First the teacher-librarian showed staff some new teaching 
resources and discussed their possible integration into class programs . 
. . . The key teacher for SOSE discussed the possibility of the school 
obtaining a smah grant for professional development in SOSE while 
trialing some new SOSE materials she had been involved in writing with 
an external SOSE group. . . . The HPE key teacher provided staff with 
information about hsts for sports houses, of which there are three. She 
asked staff to nominate a date for the upcoming swimming carnival. ... 
The Language key teacher told the staff about a story teller who was 
available to visit. The Arts key teacher talked about art resources that 
could be purchased for classes. The key teacher for Technology advised 
staff that next Wednesday afternoon a software speciahst would visit 
and staff could sample computer software and make recommendations 
for purchase from school funds. The key teacher for Maths informed 
staff about the Maths Challenge for upper school students and also about 
professional development sessions that would be held soon. The 
assistant principal reminded staff that the RE program was due to be 
vahdated by the central office and asked for a unit of work from each 
year level. (Fieldnote, 10th February) 

Whereas curriculum, pohcy and professional development work with the whole staff 

usuahy took place on Wednesday afternoons as an alternative to staff meetings or 
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during pupil-free days, a lot 0£ other cohegial work associated with key teaching roles 

was carried out in brief1 informal meetings. While a classroom teacher may have 

approached a key teacher in his/her classroom for a more extended session on planning 

and/or assessment, others picked up smah bits 0£ information in informal settings like 

the staffroom. This was particularly the case when teachers required advice on 

resources. Not only were key teachers asked, but anyone and everyone might be 

approached with a general call for assistance in locating resources on a particular 

theme. Key teachers 0£ core teaching areas also assisted individuals or pairs 0£ teachers 

with unit planning i£ requested. 

I share resources. I share my programming and curriculum. I advise i£ 
they ask me to, or I go and say, "Look, this is great. I've tried this. Do 
you want to have a go?" or "I'm doing this." And people will come to 
me and ask me different things, I suppose, because they feel comfortable 
and they feel they can. (Key teacher) 

I go to the key teachers for resources and advice in their subject areas. 
Like ear her this year I was talking to ... [key teacher]. We did some 
[professional development] work as a staf£ and then afterwards I said to 
her, "Look, this isn't working. I'm looking for something like this." 
And she went back to her [curriculum] people and we got some 
resources. (Pat) 

4.2.5 School-Based Professional Development 

At St Ceciha's School, inservices required the attendance 0£ ah full time teachers. 

Their purpose appeared to be to inform and improve an aspect 0£ teaching and learning 

in a particular area 0£ the primary curriculum. Key teachers usuahy organised the 

inservice sessions, topics mostly being selected in consultation with teachers and the 

administrative team. Some sessions were conducted by visiting specialists while key 

teachers took others themselves. 

When the computers started to kick of£ with the CLIC inservices 
[Computer Literacy Inservice Courses], I had to take the teachers 
through those courses. They went over so many weeks. . . . And then 
buying software, I got people in to demonstrate that, dust so the teachers 
could choose the kinds 0£ software they wanted the school to buy. 
(Technology Key Teacher) 

Observation 0£ several school-based inservices revealed that sharing 0£ professional 

ideas and debate about teaching practice regularly occurred during a well-prepared 
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professional development session, as the fieldnotes below, taken during a Mathematics 

inservice, indicate. 

The advisors later went over some activities to do with calculators in the 
classroom. In each group I witnessed teachers talking about their 
strategies in mental maths, calculator techniques and other related 
educational issues. Two co-teachers discussed how they could use 
calculators with their older students. One reminded the other about 
teaching the cross square method of long multipncation. . . . Two other 
staff members, calculators in hand, explained to their groups how they 
found various answers using their calculators. Another teacher 
discussed a mental maths strategy she used. Teachers made use of this 
time to learn from each other as weh as the advisors. My observation 
was that there was open discussion by group members. A good 
opportunity was provided to discuss educational values. In general 
sharing time nominated spokespersons were not afraid to rebut the 
arguments of other groups. (Fieldnotes, 12th April) 

One teacher did comment that she felt there were insufficient school-based professional 

development opportunities. Most teachers also seemed to take advantage of the 

system-provided professional development days or longer courses, although again a 

couple of teachers felt that these opportunities were not as plentiful as they should have 

been. 

4.2.6 Year-Level Planning 

Teachers at St Ceciira's were encouraged by the administrative team to do year-level 

planning in combination, although it is not mandated in any way. Because there were 

two streams of every year level, there was an expectation in the school that a pair of 

teachers, frequently called 'co-teachers', would plan units of work in key areas together 

for their year level. 

There are two streams of every grade, one to seven, which ahows 
teachers to work in pairs. It appeared to be an expectation that those 
teaching the same grades would work on the same themes, share units 
and resources. A teacher explained to me that most teachers taught in 
themes and that both classes usuahy did the common theme at the same 
time. (Fieldnote, 20th January) 

... [The principal] likes us [co-teachers] to do some work together. She 
does like us to work as a team in some way. I think she's made it quite 
plain that she doesn't want people to be isolated in their classrooms. 
(Georgie) 
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Some time was allocated to teachers for year-level planning during pupil-free days, 

particularly at the beginning of the school year. However, most of the year-level work 

was not mandated by administration and was not supported with release time or other 

resources. As is the case in many primary schools, parallel release time for co-teachers 

could not be easily provided. While it was strongly encouraged by the principal, there 

were no real controls or checks put upon cohaborative year-level planning. In this 

regard, most cohaborative work at the year level would fit into Hargreaves' (1994) 

description of a cohaborative culture owing to its voluntary and spontaneous nature. 

Cohaboration has to come from within. Nobody can do it for them 
[teachers]. They have to want to be cohaborative. They have to want to 
do the planning together. They have to accept responsibihty in working 
with another person. (Principal) 

Nothing says that as a teacher you have to teach with someone else. 
That's your own prerogative. (Sandy) 

It is interesting to note, however, that across the school the cohegial practice of year

level planning was not consistent. This provides further indication that it is not 

administratively controlled, even though the principal stated that she put some thought 

into matching co-teachers each year. The administrative team acknowledged that not 

all year-level partnerships worked totally successfully, but emphasised that teachers 

were individuals and difference was accepted, even welcomed, within the staff group. 

They did not see that staff morale or children's education suffered because ah teachers 

did not work equally well in collaborative situations. 

I think it's important, and ... [the principal] does as weh, that you've got 
to allow people to use their talents in the best possible way. So okay, 
not everyone is as happy or as comfortable working closely .... It's not 
affecting staff morale. It's not affecting the curriculum [teaching and 
learning] that's going on. So as long as that's happening, I'm quite 
comfortable with the fact that people can be their own people. 
(Assistant Principal) 

However, partnerships did exist within each grade. Each partnership appeared to be 

different and to fulfil different needs for the two teachers who had developed it. Some 

partnerships were intense whlle others were quite loose. All year-level partnerships 

included general planning on the teaching of core units of work, although some of this 
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is governed by the school-based curriculum anyway. The teaching partners generally 

prepared the year overview at the beginning of the year, often during time made 

available on a pupil-free day. Term planning was usuahy done by teaching partners at 

the beginning and/or end of each term, at a time mutually suitable to both co-teachers. 

By and large, year-level teachers cohaborated on the introduction of themes, and shared 

resources to teach them to their individual classes. 

At the beginning of each term, or at the end of the previous term ... we 
[self and co-teacher] plan for the following term, what we're going to do 
in each area and what resources we'h need, that sort of thing, and divide 
out who's going to do what. (Shannon) 

My co-teacher and I do have a very loose sort of planning arrangement. 
It's not structured in any way. It's mainly on the run because even 
though we may be doing the same unit, say, we're doing a unit on 
Austraha, we'h share what we're doing but we won't be doing exactly 
the same things .... We do a lot of talking. You know, we're both here 
early in the mornings and we open the doors every morning and that's 
where we interact - "This is what I'm doing, and would you like some of 
this?" (Georgie) 

Sharing of resources was common across ah partnerships. A few teachers even used 

the same homework sheets. Some teachers also shared the writing of notices to parents, 

which would be sent out at the beginning of each term to discuss upcoming events, 

themes to be taught, and general expectations about progress. Teachers at the same 

year level always cohaborated in the presentation of cultural items for school fetes and 

concerts. Together they would decide on an item and the two classes would rehearse 

together. 

However, the closeness of the partnerships varied greatly. Interviews with teachers 

revealed that many teachers both enjoyed and benefited from working with their co

teachers and would choose to do this regardless of any encouragement from the 

principal. Some teachers were very satisfied with their partnerships, but a smaller 

number felt that their partnerships were not as successful as they would like them to be. 

We [self and a previous co-teacher] would work together ah the time. 
We would be continually, every afternoon, talking .... And it would 
just be constant. We'd share. We shared the workload .... [Present co
teacher] just doesn't want to work that way, so it just means now that 
it's another way of working. (Teacher) 
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These teachers, who wanted a closer collaborative relationship with their co-teachers, 

felt limited by the interest of their co-teacher; that is, they felt constrained because their 

co-teachers did not want to work more closely. The principal stated that she gave 

consideration to how pairs of teachers might work together when she arranged the 

classes each year. However, she agreed that it was not practical to expect to obtain 

perfect partnerships ah the time. Many factors affect how the partnerships will work 

and she felt it was unrealistic to be able to match fourteen teachers equally weh. Issues 

of this kind of cohaboration will be discussed in the second part of this chapter, and the 

emotional dimension of year-level cohaboration will be discussed in the next chapter. 

4.2.7 Work with Speciahst Teachers 

The extent to which teachers, either individually or with their co-teachers, worked with 

speciahst teachers varied across the school. Most teachers planned with the teacher 

hbrarian and the technology teacher, since these speciahst teachers took lessons for 

which class teachers remained present in the speciahst's room with their students. To 

some extent these lessons could be team-taught, and the _class teachers frequently 

negotiated with the speciahsts as to how special skhls in llbrary or technology areas 

could be integrated into classroom activities. 

My work with other teachers, the majority of it, I would plan with them. 
Some of it is just impromptu ... because I'm just basically supporting 
them. With a number of teachers, though, it is actually a planned unit 
that we plan together and then we teach together. (Teacher Librarian) 

I'm reahy impressed at how integral the hbrarian's role seems to be. 
She does a lot of liaising with the teachers about what they're doing. 
There are a lot of different relationships between teachers because of 
their particular roles and their particular specialties. And I think that's 
good. People don't tend to sit in their httle box and not interact with 
others. (Mandy) 

Little or no planning was done with speciahsts in Music, Health and Physical Education 

(HPE) or Languages Other Than Enghsh (LOTE). A factor influencing this may be 

that class teachers were released for these speciahst lessons. Some teachers spent time 

planning with the learning support teacher for the benefit of individual students, but the 

extent to which this happened varied also. 
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Towards the end of each term I usually know what I'm going to do the 
following term so I will talk to ... [the teacher hbrarian] about it. We 
will discuss what we want to do in the hbrary. I probably don't work as 
much with ... [the learning support teacher], although I would quite often 
~ust speak to her on the run about some concerns that I would have about 
certain httle groups of chhdren. (Shannon) 

It appeared that most of the collaborative work with the Learning Support Teacher was 

done on an ad hoc basis, often at break times, as the staffroom observation below 

reveals. 

The support teacher then talked to one of the male teachers about a 
student from his class, discussing the advice of the speech therapist and 
theh own views on how this student could be best assisted. Another 
teacher then approached her to talk about a student in her class who was 
having difficulty with reading. (Fieldnotes, 16th February) 

Whlle there was no mandate that class teachers should plan with any speciahst teachers, 

or vice versa, and no release time was provided for this activity, it is obvious that many 

worked collaboratively in this way, presumably because they felt it would benefit theh 

students. The motivation for this kind of collaborative work will be discussed in detall 

in the next section. 

4.2.8 Sharing of Classes 

Teachers at St Ceciha's worked in individual classrooms, and no formal team-teaching 

arrangements occurred. A long-term teacher explained to me that many years ago one 

classroom block had been designed for team teaching, but lack of training and 

experience in this form of teaching had soon seen the practice abohshed. Any team 

teaching that took place between classroom teachers now was rare and sporadic, 

although team teaching with the Teacher-Librarian was common. Whlle some teachers 

were interested in exchanging classes, they saw too many problems with it. 

I asked the Year ... teachers if they ever swapped classes for certain 
subjects and they said this was not possible because of the constraints of 
the timetable and the unequal emphasis and time given to various 
subjects. However, they did indicate that it was a good idea. 
(Fieldnotes, 11th February) 
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However, a couple ofi teachers did exchange classes for certain subjects. The Year 

Three teachers exchanged classes for Science and Health and Fitness. The previous 

year the Year Four teachers had exchanged for Science and Study ofi Society and 

Environment (SOSE). Previously, one ofi the non-Cathohc teachers had exchanged her 

rehgion class with a co-teacher. The only exchange which took place outside the same 

year level was observed to be between a Year Seven and a Year Three teacher, 

occasioned by the Year Seven teacher's desire not to participate in the Interschool 

Sports Competition one afternoon a week during two terms. This teacher had for a few 

years exchanged classes with one or other teacher from the lower school who was more 

interested in sporting activities. 

However, ah teaching partners undertook excursions and fieldtrips simultaneously. 

This was the expected practice throughout the school. 

The Y r2s had an excursion today to see a cultural performance, both 
classes together, as seems to be the practice here .... Judging from the 
money collected in class baskets today, there are obviously other 
excursions planned. Both Yrls are going to a performance on Friday. 
Yr4s are also going together to another performance later in the term. 
Yr7s are aheady planning their camp. Yr3s and Yr5s had just recently 
been on excursions. (Fieldnotes, 17th May) 

Year-level classes did share other activities at school also. For example, the two Year 

Six classes had held a Medieval Day together, including a parade ofi costumes and a 

dinner. The Year Six teachers had also dressed up, much to the amusement ofi the 

students and staffi alike. Year Fives also shared class activities as the fieldnote below 

explains. 

One ofi the Year Five teachers came in to explain that during the day he 
and his co-teacher would have their classes on science rotation activities 
and that it might be a bit noisy next door. . . . In the afternoon he came 
to check that his classes had not been too loud. He explained how he 
and his co-teacher had grouped the two classes into mixed groups and 
they had done sixteen separate science investigations over two days. I 
notice that these two teachers work quite closely together with their 
classes. (Fieldnotes, 1st June) 

As noted by Little (199Gb), teachers get httle opportunity to watch their colleagues 

teach. This was certainly the case at St Ceciha's School, and indeed most primary 

schools, due to the organisational structure ofi the school. Teachers have httle non-
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contract time, and when they do, they use it for preparation and administrative tasks 

rather than professional development opportunities. Teachers at St Ceciha's readily 

agreed that there were benefits to be gained from observing lessons presented by theh 

coheagues and expressed a desire to have such an opportunity, but stated that this could 

rarely occur. 

I think it would be interesting [to observe others teach]. Certainly to 
know how other people teach would open up other areas for the way you 
teach. . .. It's funny, isn't it, that we're ah together in the one school 
but we never ever see each other teach. (Pat) 

Classroom teachers did share teaching with the teacher hbrarian and the technology 

speciahst, and were able to watch these teachers teach theh classes. 

I'm probably more relaxed [teaching] with some, but it doesn't really 
bother me that teachers are in there. We're supporting each other. ... 
There are some teachers in the school I work with and we just bounce 
off one another. So we're there doing our Laurel and Hardy, and that 
sort of thing works as weh .... Actually it's quite fun. (Teacher 
Librarian) 

The specialists, similarly, had the opportunity to watch the classroom teachers in 

action, but these were the only examples of teacher observation available. Classroom 

teachers at St Ceciha's never watched other classroom teachers teach, certainly no 

more than a brief glance in passing or stopping to talk to a co-teacher next door. 

4.2.9 Smah Group and Committee Work 

As the fieldnote below indicates, committee work was not extensive at St Ceciha's. 

However, various committees did exist in which teachers worked with theh coheagues 

and the administrative team. 

I asked the principal about the kinds of committees that exist in the 
school. She said that there are not many as she tries to reduce the work 
of the teachers who find it hard to fit such activities into theh aheady 
busy days. She says there is a roster group [ which creates the duty 
rosters] and other groups for curriculum development at certain times, 
working with the key teachers. I suggested to her that committees seem 
to be less important in this school than the year-level teams and she 
agreed. (Fieldnotes, 16th September) 
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Fieldnotes revealed that other teams and committees operated within the school, such 

as the Workplace Health and Safety Committee, a team investigating information 

technology needs within the school and a working party to develop a procedures 

manual. However, I did not observe any of them meeting during my time at the school. 

There was also an early childhood team composed of teachers of Years One to Three 

who did meet occasionally to discuss testing and assessment in the junior grades. 

There was also a social committee, which was responsible for ah social activities. Most 

importantly, as indicated previously, the principal tried not to add extra burdens like 

committee work to existing staff duties. 

4.2.10 Informal Cohaboration 

Perhaps one of the opportunities for professional interaction least acknowledged in the 

hterature occurs in informal gatherings of teachers. A typical school day provides 

myriad occasions when two or more teachers can get together to discuss some aspect of 

their profession. Unscheduled, unprepared meetings occur wherever teachers gather, 

the most important of these places being the staffroom. At St Ceciha's School, teachers 

met in the staffroom before school, some sitting with coffee and others just passing 

through, depositing lunch in fridges and checking notice boards. As would be 

expected, teachers also met in the staffroom at official break times that occurred twice a 

day, if playground duty did not prevent it. Some teachers also met after school, 

depending on what activities were scheduled at that time, but afternoon meetings were 

usuahy held in classrooms. 

A significant example of Hargreaves' ( 1994) cohaborative culture exists in the informal 

gatherings of teachers. Truly spontaneous, voluntary, development oriented, 

unpredictable and pervasive of time and space are the many occasions during any week 

when teachers gather to 'talk shop'. 

I think teachers are very good at using and picking other people's brains 
and ideas and resources. As long as people don't get too protective of 
what they have. That causes a problem. (Shannon) 
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One of the Year Four teachers came in before school and showed those 
assembled some of her posters and display material on frogs since one of 
the class tadpoles had graduated to a frog. She talked with others about 
the terrarium in the classroom and asked what they thought was 
appropriate. Georgie and others gave advice. By the time I arrived in 
her classroom at 9:15 am her display was set up and the children were 
eagerly discussing the hfe in the terrarium. (Fieldnotes, 28th April) 

As they sat around the staffroom before school, various teaching tips 
were exchanged. For example, one teacher described a 'need to know' 
book she used with her students. Another said that she used to do that 
too when she had upper primary classes. There was general lamenting 
about declining standards and the need for functional grammar. The 
new grammar terminology was discussed, eg 'nouns' from 'naming 
words' to 'participants'. (Fieldnotes, 3rd February) 

Even dismissing the frequent focus on aberrant student behaviour and what Little 

(1982, p. 329) called the "swapping of classroom war stories", the teachers at St 

Ceciha's spent a great deal of time talking professionahy. 

I also talk to ... [colleague] too. I value her as a staff member. I've 
worked with her before and I find her expertise excellent. So yes, if 
there's something that I'm not sure about, or if there's a discipline 
problem or something like that I say, "Look, ... [coheague] what do you 
think?" And she says, "Weh do this, this and this, try this." (Fran) 

I ask other teachers [for help to improve my teaching]. Now ... 
[coheague], I think she keeps up with the educational philosophies that 
are happening at this time, and she does a lot of background reading, I 
know. So I can draw on her for that. (Shannon) 

For a particular teacher the purpose of such gatherings may have been to gain advice on 

a teaching issue or an appropriate resource. For another it may be the deshe to share a 

good idea. Frequently, it was to discuss and share with other professional people the 

experiences of the job. This cannot be undervalued as a cohegial practice, especially 

the emotional benefits to be gained from interacting with coheagues at this level. The 

discussion below was typical of the professional exchanges that could take place 

amongst coheagues, amid the other social communication during break times in the 

staffroom. 
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There was also a short discussion on Maths. One of the teachers 
mentioned that she had started teaching subtraction with regrouping and 
how this was a really hard concept for children to grasp, and that it took 
most of the year for some children to understand it. Others agreed and 
talked about the use of concrete materials for this. Comment was later 
made about difficulties with long division and how that was no longer 
taught in younger grades. Several teachers commented on how difficult 
it was for some children to pick this up and how they had struggled to 
teach it in the past. Someone made the comment that it was of irttle use 
to learn it anyway because of the introduction of calculators. 
(Fieldnotes, 10th May) 

As stated at the beginning of this section, it was not always easy to differentiate 

between various kinds of cohaborative work. In the same way, it was sometimes also 

difficult to delineate firmly social and professional encounters, as this observation of 

two co-teachers revealed. 

The pair seemed to reach agreement quite informahy. "How about this 
for our rationale?" ... "Okay, let's run with it". Occasionahy they left 
their task to discuss other matters (the movies, a death in the family of a 
staff member, the bottling ofhomebrew) but came back to task fairly 
quickly. Together they laughed about what one of them had written in 
last year's program. Neither of the pair seemed afraid to disagree with 
the other over what should be written but managed to reach consensus 
without difficulty. (Fieldnotes, 20th January) 

The more obvious social aspects of cohegiahty will be discussed in a later section of 

this chapter. In closing this section of the chapter it is fair to say that teachers at St 

Ceciha' s School engaged in an extensive amount of cohaborative work. Not ah of this 

work necessarlly fits Hargreaves' (1994) description of a culture of cohaboration. 

However, it does reveal that these teachers do not work totally in isolation, and indeed 

are not able to do so even if they so desired, because of the participatory nature of 

leadership in the school. I posit that this school is httle different from many primary 

schools within Austraha, where elements of cohaboration exist for all teachers. Of 

much more interest, however, is why teachers chose to participate in those cohegial 

activities to which they are not bound by the present nature of the job. This will be 

explored below. 
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4.3 Perceived Benefits Derived from Collaborative Work 

This section seeks to determine what influences teachers' decisions to participate in 

collegial activities. For simplicity, I will investigate their beliefs about collaborative or 

professional activities separately from their beliefs about social activities, although both 

of these in combination, by my own definition, contribute to the cohegial culture of the 

school. 

In the first section of this chapter I offered a picture of the cohaborative practices of the 

school. Based on the work of Hargreaves (1994) much of that cohaborative work 

would fit into the definition of contrived cohegiahty, since it is not spontaneous, 

voluntary, development oriented, pervasive across time and space or unpredictable in 

outcome. Staff meetings, curriculum and pohcy development, professional 

development courses and some committee work would be classified in this way. 

However, more in fitting with a culture of cohaboration, as described by Hargreaves, is 

the informal networking and professional sharing, much of the year-level planning and 

some of the work of key teachers. 

With this in mind, I sought to determine why teachers participated in cohaborative 

activities for which there was neither mandate nor financial gain. Most teachers chose 

to focus on year-level planning as the most common form of voluntary cohaborative 

work in discussing their behefs about cohaboration. Several teachers, as weh as the 

principal and the assistant principal, noted up front that cohaboration was a necessary 

way of working in today's schools. 

In today's schools I don't think you can survive on your own anyway. 
So I think the more you can plan with a partner the better. . .. You don't 
have to do everything the same, but two heads are better than one, and 
you're not writing up ah the documentation ah the time. You can share 
that ... And it's a crutch for you too, I beheve, so there are benefits to 
the whole approach of that sort of thing. . . . I think the teachers have 
got to want to do it, so if you are somebody who works on your own 
you're never probably going to go to your partner. It's probably going 
to be difficult that way. But I really don't think that [individuahsm] can 
work anymore. I don't think that can be effective, really, any more. 
(Linda) 
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I think it [collaborative classroom planning] makes the workload hghter, 
even though there's an intense period of planning, but after that the 
workload's a httle bit hghter. I beheve that the thoughts of two people 
are far better than the thoughts of one. You can share resources. You 
can share your planning. In that way you can almost halve your 
planning, the technical side of it. Comfort levels of the teachers are 
heightened. There's a certain strength in working together. I think 
there's a certain joy in realising that you can work together and in seeing 
what you can do for the children. (Principal) 

As indicated in the statements above, several very interesting reasons were put forward 

by those who chose to work collaboratively. There are obvious rewards, including a 

reduction in workload, a saving in time, practical reasons, the creation and sharing of 

good ideas, a reduction in teacher isolation and an opportunity to improve teacher 

learning. 

Without doubt, one of the commonest reasons that teachers gave for doing 

cohaborative planning was that it reduced the planning workload. 

It also spreads the workload across, because you usuahy take on a 
responsibihty for planning or writing the unit for half of the curriculum 
areas and you swap them and share them. You share ideas. You share 
worksheets, ah those sorts of things. So it's less workload. (Shannon) 

In a similar vein, a reduction in the amount of planning was a time saving when one 

planned with a coheague. 

I think education's moving more towards that. There's more and more 
cohaborative planning. It makes sense from the point of view of the 
economy of time. (Gerry) 

However, the issue of time for performing different kinds of cohaborative work was 

highly contentious at St Ceciha's, as will be discussed later. 

As such, cohaborative planning had a practical aspect aside from saving time and 

reducing the workload. Teachers saw that they had a common purpose so sharing made 

sense, according to some. 
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You are a part of a team. I mean, to work as an individual, a lot of it's a 
waste. I mean, you' re here to share. You' re here to do the same job, so 
why not share with your partners? ... Because you're teaching the 
same curriculum, so we [co-teachers] plan together, we should cover the 
same material. It makes sense. (Monica) 

I don't even know if it is a matter of should do it [collaborate]. I think it 
just makes it easier for everybody if you do. (Claire) 

Another of the obvious benefits that was acknowledged by almost ah teachers was that 

collaborating with coheagues generated better ideas. Several of the staff spoke almost 

identically about 'two heads being better than one' and 'nobody having the whole 

wisdom'. 

But I guess it's also sharing of ideas too, and finding a good way to do 
something else. My co-teacher was just telling me before this interview 
about what she's going to be doing for art. She said she's got plenty of 
things for my class to do if I want to do it afterwards. So there are httle 
things like that, and that's a good idea, and we can share those ideas, and 
then you're not stuck with the same ideas, thinking, "Oh, what am I 
going to do with this?" Someone else might have some other idea to 
share, so that's great. (Georgie) 

You use the word 'synergy', about two people working together, the 
ideas that come together, things that you mightn't have thought of. 
(Beth) 

There was a behef that collaboration gives a greater perspective on teaching practice. 

Teachers felt they not only gained new ideas but also could be more experimental, 

given the confidence of working with someone else. 

You get more of a wider scope, because someone else has always got 
another idea, or always has something new to offer, I think regardless of 
whether you've been teaching one year or twenty years. There is always 
another perspective to be offered on things, or a different way of doing 
it. Because sometimes if you've got the same grade, year after year, you 
want different ideas, or "Let's do it this way, and see how it works." 
(Pat) 

There was a behef that learning opportunities are provided through cohaboration. The 

comments below support Nias' (1998) statement that mature career teachers are eager 

for challenges and enjoy sharing with and learninK from others. 
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I don't mind sharing my expertise and experience, and I learn from 
others. That's why I enjoy having [pre-service education] students 
because there's always something new to learn. (Monica) 

I think that in working together, not only do we share ideas but you 
learn, you look at different ways of planning. (Dale) 

I think it's great that teachers here plan together. You can work on each 
other's strengths, build on someone's strengths and if you have a 
weakness you can learn from others. I like that idea. (Robyn) 

In this form of learning together teachers also saw a lot of support. Teachers could feel 

comfortable in this kind of shared, informal learning, and they had support in that they 

could discuss their successes and failures with their co-teachers. They gained both 

courage and confidence. 

I think you complement one another, your strengths complement one 
another. If you 're insecure about something or not sure of something 
you get that confidence. . . . If you don't plan together you tend to be 
discouraged, like you think you've got some kids in your class that are 
hopeless. And when you plan with someone else you realise they've got 
the same problem. (Gerry) 

One particular benefit of year-level planning was seen by several teachers to be the 

consistency that could be obtained across a year level. 

I think it estabhshes a common ground which you're working towards in 
the one year-level, so that you've got that consistency across both 
grades. It also reaffirms what you' re expecting of that particular year 
level. (Shannon) 

When co-teachers worked cohaboratively, parents could then be assured of consistency 

and there was no discrimination for students across the year-level. 

Also parents I think need that consistency as well. And I don't want 
them to say, "Weh, this class is different to that class. Why? What's 
going on?" So if we're consistent across and we've basicahy done the 
same planning, I think everyone can be happy. The kids are too. I 
mean, they're stable, and even when they go and play they've got 
friends in both classes, and they're not going to say, "We're doing this 
and you're not." (Dale) 
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Several teachers expressed the idea that cohaborative work reduced their isolation, both 

physically and mentally. 

I'm not one to be isolated in my room. And when ... [a coheague] was 
next door we were in and out ah the time, like, she'd come in and ... 
[express her frustration]. (Georgie) 

I think that's also true [about enjoying others' company] in classrooms 
where you can work together. Sometimes you can just pop in and have 
a httle chat through the doorway to the other teacher, because you want 
that adult conversation, because there's so much time with the children. 
(Evelyn) 

In contrast with the more narrow views of teachers in Golby's (1996) study, who 

appeared to derive much emotional security from relationships with their students, most 

teachers at St Ceciha's were more open to non-classroom cohaborative work. 

I think it's very healthy for you as an individual to have that [a 
professional interest] beyond your classroom. If you only have your 
class and that's ah you're looking after, you might be doing a great job, 

. but that might reinforce the idea that this is your domain. (Gerry) 

In a general sense, many teachers found ah kinds of cohaborative work enjoyable and 

rewarding. It gave them a sense of ownership. It provided them with additional 

stimulation and it had its own rewards, regardless of the time that had to be invested in 

it. 

So the more people I work with the better I feel, not only because of the 
fact that I learn a hell of a lot, and you do. The fact is that you get 
ownership as weh, like, ''Let's work together. We've got common 
goals. We've got common visions." You can still be your own 
individual person, of course. (Dale) 

I have found, it's certainly time consuming the planning with others and 
everything, but I've also found it very beneficial. I've enjoyed doing it. 
(Fran) 

Weh, if you want to get out you've got to give. Like for me personally I 
think I've got to be involved and got to do things. Otherwise what you 
get out of it is very mediocre, or like the classroom isn't enough. The 
children are not enough. (Sandy) 
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The discussion above reveals that teachers at St Ceciha's school were able to provide a 

variety of reasons for why they chose to collaborate with their coheagues. Staff 

members also raised a number of points about possible influences on effective 

cohaboration. These add to an understanding of what is involved in cohaborative work 

and offer a perspective on why teachers differ in their desire to cohaborate with 

coheagues. 

4.4 Influences on Collaboration 

There appear to be two kinds of barriers to cohaboration identified by staff at St 

Ceciim's. The first relates to structural issues and the second to social issues. 

Organisational structures of the school can make cohaboration easy or difficult for 

teachers, and some of these aspects will be discussed below. Social issues are more 

personal and involve more emotional elements, so they will be discussed in a separate 

section, adding to our knowledge of the emotional milieu of the community. 

Regardless of either the structural or social barriers, the first thing many staff 

acknowledged was that teachers have to want to work collaboratively or it wouldn't 

happen. This suggests that administratively controlled cohegiahty cannot be really 

effective. A personal desire to work with others must exist. The principal and the 

assistant principal, as weh as many teachers, acknowledged this, and maintained that it 

was inappropriate to expect everyone to work in the same way. 

Within the whole cohegiailty and cohaborative concept, you can't just 
push people into slots. You have to accept them where they're at and 
shape what they have to formulate and guide the outcomes. (Principal) 

[If a teacher] didn't want to cohaborate or they didn't like it, weh then 
you're probably going to have an uphill battle doing much. (Gerry) 

However, besides this, teachers at St Ceciila's felt that two particular organisational 

conditions could promote or inhibit cohaboration. These are outlined in the next 

subsection as structural influences to effective cohaboration. 
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4.4.1 Structural Influences 

Teachers at St Cecilia's School particularly chose the issue of time as a strong barrier to 

collaboration in their school. These may seem paradoxical given that many teachers 

believed that collaborative work saved them time. However, there were several reasons 

why time could be problematic. First there was a general lack of time because teachers 

had become very busy with various commitments. 

Being a key teacher can militate against the opportunity to work a lot 
with the other teacher [co-teacher]. You get key teachers who are busy 
with different things other than their school work. I think the busyness 
of people is increasing. I think we have less time to work together in a 
sense, and from that point of view that's a hindrance. (Gerry) 

As mentioned earirer, as is common in many primary schools, teachers got no regular 

release tiine for collaborative planning. Key teachers, similarly, got no specific release 

time to perform their various duties, although on occasions they were able to obtain 

some if they were involved in program writing or other large tasks. As an extra teacher 

on hand, on occasions I was asked to release from class one or other key teacher to 

perform some specific curriculum task. Ah teachers felt that with more release time 

they would be able to give more time to cohaborative planning or specific key teacher 

duties. The first statement below really supports the research of Hayes (1994), who 

suggested that teachers felt their first concern was to their classes. 

There's more things that I reahy want to be doing to help make our ... 
program more effective. But I just decide, weh no, ifl don't get that 
extra time, I'm going to just concentrate on the class and do smah things 
that I can fit into my own time. (Key teacher) 

Time is the biggest challenge, because even now it may be a hit and 
miss planning. It could be something in the staffroom at lunchtime 
where we talk, and then I'll say, "Right oh, I'll see you after school." 
And we talk for ten minutes and that's it. You know, it's not actually 
physically being able to sit down and plan. You've actually got to be 
given time to do that, to do it properly. (Speciahst teacher) 

Teachers at St Ceciha's found it difficult to get large blocks of time to work 

cohaboratively so had to make do with smah sections of time, informahy. 
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The work that I do with ... [co-teacher], it's normally on the run, 
generally before school, because after school we have different 
commitments, duties, meetings, and so on. And generally before school 
because we don't get released at the same time. Our release time is not 
common time. (Gerry) 

Only a few teaching pairs in the case study school did their cohaborative planning on a 

regularly scheduled basis. 

We thought, "Weh, let's be together so there's no comparisons as such." 
So yes, we met at the beginning 0£ the term and basically planned out 
what we're going to do throughout the year, but then we plan on a 
regular basis as weh. (Dale) 

The remainder 0£ teachers just snatched time as they could, or met when they saw a 

particular need. 

We just do our planning incidentally. We say, "Oh, we need to talk," so 
the other afternoon we sat down. We worked out our goals and what we 
needed to do, and we said, "Right oh, I'll write this unit, you write that 
one." (Monica) 

In working together with ... [co-teacher] we generally sit down 
whenever we can. We just open the doors and either have a chat about 
what we're doing at the moment or what each other is doing next, or talk 
about what we're going to do for next term. We don't have any definite 
time where we sit down. (Chris) 

There was the problem that people found it hard to plan the time to meet physically 

with coheagues for work purposes. Even though many teachers beheved that 

cohaborative planning saved them time, they also saw that coordinating times to meet 

was difficult. However, on the recommendation o£teachers, plans were made during 

the year to remedy this situation. Primary teachers received hal£ hour blocks 0£ release 

time when speciahst teachers took their classes. The new PE teacher was asked to 

coordinate with the Music teacher so that each would take one class 0£ a grade at the 

same time, thus releasing both year-level teachers for a full hour simultaneously. By 

the fourth quarter 0£ the year, over hal£ 0£ the teachers had been able to arrange to have 

their regular release time at the same time as their co-teachers. No extra time had been 

allocated, but it now occurred at the same time for each 0£ the pair, and several teachers 

stated that they used it for joint planning. 
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One contentious issue of time related to staff meetings. As mentioned earlier, staff 

meetings were considered by some teachers to be too long. This is not an unusual 

comment by teachers, as Nias et al (1992) and other researchers have discovered. 

However, as this statement below shows, there are serious consequences for decision 

making when this occurs. 

The trouble is that they [staffj take so long to reach decisions. And 
there's so many things that go on within the staff meeting that could be 
put up on the notice board, like a question put up on the notice board, 
write your answer down, or tick yes or tick no. And so staff meetings 
are just so long that people aren't prepared after that, like they just don't 
want to discuss the issues. They get to the stage where "Look, we don't 
care what the decision is, as long as we can go home before half past 
four or five o'clock." (Fran) 

Similarly, time always seemed to be short when the staff met for any other kind of 

school-wide cohaboration. 

Certainly the key teachers have been encouraged to do their homework 
and to share their knowledge with the staff. Now I think more of that 
could happen, but again it appears to be time constraints and you don't 
want to be doing that if you know your audience isn't iIBtening. It's a 
difficult issue because of time, I think, and other commitments that 
people have got. (Linda) 

As noted above, time was a very limiting factor in collaborating with coheagues, either 

in pairs or school-wide. When asked about the administrative support provided for 

cohaboration in the school, teachers could not see past the issue of time. 

Encouragement by the administrative team was seen as important but teachers saw 

encouragement as intimately linked with the provision of time for cohaboration. 

Now in this situation I think, in this school, we could do it a lot better. I 
think there could be better cooperative planning sessions available for 
teachers, maybe during school time so that people could get together. I 
feel it could be done a lot better. . . . I think the admin staff need to be 
encouraging in providing opportunities for allowing it to happen, and 
then the teaching staff then have to show that they're going to be 
thankful for that by doing it, by using it properly. (Shannon) 

Proximity was another structural factor that seemed to influence teachers' interactions 

with their colleagues. At St Ceciha's it was not a barrier but a faciirtiating factor 

considered relevant because of the current design of the classrooms. 
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I walked around the school as this joint planning session was taking 
place and found out where ah the classrooms were. Ah classes ofi the 
same year level are next to each other, which would provide greater 
opportunities for joint teaching ifi desired. They also have 
interconnecting doors or short passages, which would provide teachers 
with quick and easy access to year-level partners. (Fieldnotes, 20th 

January) 

Quite a few teachers mentioned that they appreciated the closeness ofi their co-teachers, 

whom they could call on in emergencies or just for a chat when necessary. While few 

teachers regularly left their connecting doors open during the day, a number always 

opened them before and after school. 

They [two co-teachers] made note ofi the fact that the connecting door 
was very useful. It made access to each other's classes easier and 
provided opportunities to cover two classes when briefly necessary. 
They considered that the doors were necessary as they served a more 
important function ofi allowing them to communicate regularly with each 
other. (Fieldnotes, 5th July) 

When we're weh and truly frustrated we open the door [between our 
classrooms] and we'll have a talk, not necessarlly about what we're 
feeling frustrated about, but just to irghten the mood. (Chris) 

It is evident that the most limiting structural influence on collaboration is time. 

Proximity is also a relevant factor. However, aside from the structural influences, 

social influences are also important. The section below expands on the interpersonal 

issues that affect teachers' desire to participate collaboratively with coheagues. 

4.4.2 Social Influences 

As noted above, teachers liked the social contact that collaborative work provided 

them. Many teachers enjoyed working with colleagues as it reduced the adult social 

isolation that individual classroom teaching created. However, one ofi the most 

common reasons given by teachers for problems with cohaboration was a personahty 

issue. Sometimes a pair ofi teachers did not get along weh because their personahties 

were very different. As mentioned previously, the principal acknowledged that she put 

some time into finding suitable year levels and partners for each teacher, but admitted 

that it was not possible to make perfect selections all the time. Teachers themselves 
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acknowledged this, and accepted that sometimes they had to work with less then ideally 

suitable co-teachers. 

It was a case of ... [the principal] deciding where she wanted some 
people [to teach] and then how she would fit other things in, and she 
came and discussed it. She didn't say, "You are doing such and such." 
She came and discussed it, "Would you like-? Would you be willing -
?" that kind of thing. (Beth) 

It's hard for a principal to match the two most compatible people to be 
both teaching a certain grade. (Gerry) 

There are only problems if you don't get on with that particular teacher. 
I think it's far easier to be able to work with a teacher if you get on with 
him/her. Now sometimes I don't think that's taken into account. And 
sometimes it can't be taken into account. I know teachers that aren't 
happy here working with the other teacher, and for vahd reasons. So it's 
got to be a bit of sharing and taking, and sometimes it's just asked that 
you work with that other teacher. (Robyn) 

Teachers at St Ceciha's considered that personality played a part in getting along with 

others, and therefore it also affected their working partnerships. They acknowledged 

that everyone was different and that some personahties didn't match weh. 

I guess it goes with their personahties as weh, like, some people are very 
private. That's fine. And that's the way they even teach. They go 
ahead and do their own thing. Some people are very open as you 
probably can guess, and once again, that's the way they teach. You 
meet that in every staff of course. (Assistant Principal) 

She [a teacher] said her co-teacher was easy going and flexible and 
welcomed her suggestions. She said that they had a good working 
relationship because of their personahties. She suggested that the 
partnership might not be so successful if they both had her personahty. 
(Fieldnotes, 16th February) 

Maybe it [cohaboration] would be difficult if the other person has a 
different teaching style or personahty that doesn't ciick. Some people 
more that others are very easy to get along with. (Evelyn) 

As weh as differing personahties, the issue of different teaching styles and teaching 

practices was raised by a number of teachers. As Nias (1998) suggests, teachers reahse 

that, if their core beirefs about teaching are different, cohaboration will be more 
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difficult. Similarly, if they perceived others to be 'behind the times' educationally, 

cohaboration could be harder. 

I haven't had it here, but other places, the clash in teaching ideals and 
the way you would go about doing things, and what you think the focus 
should be, that can make a very big difference. I mean if you end up 
with somebody who has completely different ideas to you, it's pretty 
hard work. (Claire) 

I think there are difficulties in some ways with people who probably 
don't keep up with current trends in education. And yes, I've 
experienced that. And that's difficult, and that puts more workload on 
yourself because you want to do it to keep up with what's happening in 
the world. (Shannon) 

It's very hard in this day and age to get a group working weh together. 
There are a lot of influences like age, how long a staff member has been 
in the system, how long since they've done some professional 
development. (Principal) 

One teacher made the point that teaching styles significantly influenced her desire to 

cohaborate with others. While this teacher got on equahy weh with her present and 

previous co-teachers on a social basis, she explained that she had not worked 

extensively with her last co-teacher because of her perception that their behefs about 

teaching were different. However, with the present co-teacher she did much more 

cohaborative work because they shared similar views about teaching practice. 

Several teachers raised the issue of partnership inequality, a situation where 

cohaboration could break down if one party felt that the other was not contributing 

equahy to the joint work. This is particularly prominent in a situation where 

cohaboration is contrived. 

If it's forced, then yes, [there could be a problem] if somebody doesn't 
want to do it [cohaborate]. See, sometimes you'h get the lazy one, 
where one's doing ah the work and the other's not, but you're both 
getting the same sort of credit for it. So that's where it's not going to 
work. And some people don't see that they're not doing their share, that 
they're not pulling their weight. And so what do you do in that sort of 
situation? You either pull out altogether or you put up with it and you 
cause rifts within the situation. So there's that problem if it is forced. 
But it still depends on the personahty of the person I guess, and if you 
don't want to do it, you're not going to do it. So there's no use you 
doing ah the work and someone else getting the glory. (Jordan) 
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Most importantly, several teachers felt that it was hard to keep giving and sharing if 

there was no reciprocity from a co-teacher. 

I guess your own ideas and a lot of your own work might be given but 
sometimes nothing is ever given back. And that's where it becomes 
very difficult to share .... I don't think one of us should have to be the 
person who's always responsible for the input. (Fran) 

The dominance of one partner over another could also cause problems for co-teachers. 

Teachers needed to respect one another as professionals regardless of age, 

qualifications or experience. 

Teachers need to see each other as professionals and be able to sit down 
together and plan, contributing equahy. That's ideal but often you'h 
find that one contributes much more than the other. . . . I feel 
dominance is something that breaks cohaboration down. When you 
have a very dominant person the other will retire. I don't beheve there 
is a place in any cohaborative work for dominance .... In classroom 
planning and in cohaboration I think that what can destroy end results is 
the dominance of one person. (Principal) 

Several teachers noted that cohaborative planning should not be forced upon a teacher. 

Autonomy in the classroom was important to some teachers. 

I would say that you could get a teacher who's quite a brilliant teacher 
and quite competent and confident, and feels quite successful in doing 
his or her own thing .... Sometimes it suits a person's personahty. So I 
don't think I'd push the point ifl were a principal. I think I'd treat each 
case on its merits. (Gerry) 

I don't think you can ask them to do it [cohaborate]. I think a teacher 
still needs to have their own autonomy to work in whatever way they 
feel they can do their job the best. (Shannon) 

You don't want to stifle the individual's preferences .... When you do 
plan cohaboratively you've also got to allow for individual teachers' 
strengths. I don't think you want to be so stereotyped that that class 
does exactly the same as this class. . .. If you take it to its extreme, it 
doesn't ahow for the individual teacher, I think. But that's probably a 
lesser evil to the alternative, for people who never plan together. I think 
that would be sad. I think there should be a bit of a mix. (Gerry) 
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The principal and the assistant principal also acknowledged that staff needed to be 

allowed to operate in their own way, provided they fulfilled the requirements of 

providing a good education to the students. 

I guess that leads back to what we were saying at the beginning where 
some [teachers] do theh own thing. I guess our bottom line is, as long 
as the kids are having the best education possible you've got to allow 
people to do it theh own way. (Assistant Principal) 

However, at the same time a couple of teachers beheved that encouragement by school 

leaders should be highly visible because it created a sense of compulsion that was good 

for teachers. Teachers may want administrative persuasion because they don't want 

cohaboration to be left to chance, or because it acts as an incentive to work that way. 

I think she's [the principal] trying to encourage us, in a subtle sort of 
way. But I think it's important that it comes from there [administration] 
because that then generates some compulsion to work together. (Pat) 

I think primarily it comes down to teachers. I think the administration can 
help by just providing time for teachers to plan, so it's directed a bit by 
the administration. And that's what we used to do at the last school, and 
it did make you get together. Once you got together though, it was up to 
the teachers, so primarily it comes down to the teachers. But it's good to 
have the time or the httle push from administration. (Chris) 

Researchers such as Nias et al (1989, 1992) and others have aheady made the point that 

leadership is important in facilitating a culture of cohaboration within a school. While 

it is not intended that leadership be a prominent issue in this research, there certainly is 

evidence to support the findings of others about its importance. 

People, from what I can gather, the ones who do it [plan 
cohaboratively], opt to. They're in a habit of doing it. But that doesn't 
mean that you just let it go. I think you still have to keep a hand on it 
and keep your ear to the ground so to speak just to make sure it is 
happening. . . . And people are pretty open here that you can even talk 
informahy, just basically probe a bit and ask how things are going, and 
they soon teh you, "We're working together on this," or, "We're going 
on an excursion together." I mean, you get the picture pretty quickly, 
but yes, it's definitely got to come from us [school leaders], I think. 
Otherwise, as in any organisation, not only educational but anywhere, if 
the leadership isn't seen to be promoting it or setting an example for it, 
chances are after a time people will say, "Weh, it's not important, and 
we just won't do it." (Assistant Principal) 
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Just as social issues affect teachers' desire to cohaborate actively with others, it also 

influences their desire to join in the social activities that contribute to a cohegial 

culture. The next section highlights the social interaction within the school and 

expands on teachers' perspectives of the influence of social activities on their 

professional hves. 

4.5 Social Activities at St Cecilia's School 

Little has been written about the social aspect of the school as a workplace for adults. 

This section contributes to an understanding of the value of social interaction for 

community building in schools. The staff at St Ceciira's School was observed to have 

several social rituals such as the celebration of members' birthdays, Friday afternoon 

. drinks, social outings and special lunches and dinners. A social committee was 

responsible for the organisation of such activities. The fieldnote below, taken from an 

observation of a staff meeting held early in the year, records the committee's annual 

formation. 

A very humorous discussion was held about the·celebration of birthdays, 
traditionahy a responsibiirty of the social committee. Other matters that 
related to staff social activities were also discussed. An agreement was 
made about contributions to the social fund. "Who's volunteering to be 
on the social committee?" asked the principal. Quite a number offered 
their services. "All the alcoholics," quipped someone, which resulted in 
much laughter. (Fieldnotes, 25th January) 

Although there were officially recognised social activities for staff, the most common 

form of socialising was that which occurred during the school day in between teaching 

periods. 

4.5.1 Informal Gathering~ 

The first informal gathering of the day commenced in the early mornings. School 

officially started at 8:40 am, and teachers were required to be on the premises by 8:20 

am, which was when playground duty started. The assistant principal usuahy opened 

the staffroom door around 8:00 am, and any time after this teachers would drift over to 

the staffroom. Except for tuckshop day, which was Monday, teachers brought their 

own lunch to school, and therefore would go to the staffroom to deposit it in the 
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refrigerator. Some teachers would then stay on to have a cup of tea or coffee, and 

during this time would chat to their coheagues. Not ah teachers stayed in the staffroom 

before school. About half a dozen teachers were regular staffroom attendees before 

school, and would sit around the front table having a chat until bell time, but they were 

joined intermittently by a number of others. Some teachers regularly used the time 

before school for preparation so would call in only briefly, and on any given day 

someone was always rostered for playground duty so was prevented from being present 

at this time. 

There were two official break times during the day at St Ceciira's School. The first was 

designated as a lunch break, a forty-five minute break that commenced at 10:45 am. 

The teachers, the principal and the assistant principal always came to the staffroom 

during the two official breaks unless they were on duty or had pressing matters to 

which they needed to attend. I observed that this was not the kind of staff where 

teachers stayed in their rooms, eating their lunches in private while doing preparation or 

marking. Occasionahy a teacher left the school grounds during the first break but this 

was not common. The first break was.divided into two duty sessions, so at any one 

time there would always be three or four teachers on duty in the playground or the 

hbrary. 

The second break was thirty minutes in duration and commenced at 1 :30 pm One duty 

session took place during this time. Understandably, this was the least preferred duty 

time because teachers who were rostered on at this time did not get a break between 

lessons. During either break time, one or two teachers might sit outside the staffroom 

at the back of the building, since smoking is not permitted in the staffroom or in sight 

of the children. The habit of sitting outside was also somewhat dependent on the 

weather. The school buildings themselves, including the staffroom, had neither heating 

nor air-conditioning to combat extremes of temperature. 

During the break times, topics of conversation were wide ranging. Current affairs were 

popular, but talk also extended to both the professional and the personal arenas. Talk 

also centred on students and their families. During the course of a student's primary 

schooling, many teachers shared teaching of the same child and his/her siblings, and 

had particular dealings with their parents, so there was often shared talk about students. 
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Teachers' own families were often topics of discussion too. The two excerpts from 

fieldnotes, taken a day apart, show the variety of topics covered during break times. 

A wide range of non-education related topics continued around the 
tables. These included diets, recipes, movies, cable TV, teachers' 
families and children, contraceptives, scuba diving and tales of 
claustrophobia. There were numerous occasions where laughter rang 
out. Various TV programs were discussed, particularly the airing of the 
funeral of a foreign ruler. This brought on comment about Moslem 
customs and opinions about laws relating to the rights of women in these 
countries. I note that gender issues have been discussed on other 
occasions, as would be expected when there is an imbalance of one 
gender in the staff. (Fieldnotes, 10th February) 

Teachers again sat around the three tables. Groups do not appear to be 
identical at each sitting. Topics during this break included the school's 
Behaviour Management Pohcy, as weh as the behaviour of individual 
students. Several teachers discussed the issue of parent-teacher 
meetings, the pros and cons of their usefulness and the alternatives 
available. This was a follow on from yesterday's staff meeting where 
this topic was discussed. I think that lunch breaks in the staffroom are 
where teachers get an opportunity to sound each other out about school 
issues before and after they are raised pubhcly with the whole group. 
(Fieldnotes, 11th February) 

4.5.2 Birthday Morning Teas 

One of the most common social events in many organisations is the celebration of 

members' birthdays. From my own experience, some large organisations nominate a 

special day once a month to mark the birthdays of ah who have birthdays during that 

month. At St Ceciha's, as in many smaller organisations, birthdays are celebrated on 

the day they occur, or as close as possible to the event if it falls on a weekend or 

hohday. At St Ceciha's, a staff member from the social committee took responsibihty 

for writing down in chronological order the birth date of each teacher and ancillary staff 

member. People were then asked to nominate a couple of these dates throughout the 

year upon which they would contribute some food for a shared morning tea. Below is 

an observation of a typical birthday celebration. 
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At the beginning of the break I observed that a variety of food had been 
laid on the tables. It was a celebration of a male teacher's birthday. 
Among other things there was a carrot cake with icing, which had been 
made by the wife of the assistant principal. One of the female teachers 
proceeded to put six candles on it and lrght them. She then led the 
singing of "Happy Birthday" which was followed by "three cheers". 
Someone asked the birthday person how old he was. To his response the 
assistant principal called out that he was relieved to find that the teacher 
was older than he was. The teacher replied, "I may be older but I look 
younger." The assistant principal responded that that was debatable. 
Much laughter resulted. (Fieldnotes, 16th September) 

4.5.3 Friday Afternoon Drinks 

A very popular social activity for many organisations, particularly schools, is "Friday 

afternoon drinks". To celebrate the end of the working week, teachers at St Cecilia's 

School gathered in the staffroom anywhere from about 3:30 pm onwards for drinks and 

snacks. There was a standing invitation to ah staff to join but members of the ancillary 

staff did not usuahy participate. Numbers of attendees varied each week depending on 

commitments, but seemed to average around eleven or twelve. There appeared to be a 

core group who regularly participated in this social activity. Both the principal and the 

assistant principal usuahy attended, suggesting that they both saw joining in such social 

activities as important, although the principal was not always able to stay for long 

periods. 

Friday drinks is a classic example .... Now it's like a ritual, and it's 
great because some people might just stay for five minutes. Some stay 
for an hour and a half. Sometimes they throw us out at half past five. 
But it's a real relaxation and people just unwind. And everybody at 
some stage has come for a drink, everyone on the staff. So it's a 
relaxation and a real wind down at the end of the week. People really 
look forward to it. (Fran) 

The atmosphere at this social event was very similar to that of break times, that is, very 

relaxed and informal. However, it was less rushed because there was no beh to end the 

session and nobody had to attend to playground duty or the demands of students who 

came to the door. Although several teachers commented on the fact that Friday 

afternoon drinks gave them a chance to talk about things other than school, the 

conversations did appear to be very similar to those held during break times - a 

combination of social and professional topics, as the fieldnote below gives testimony. 
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The atmosphere is very congenial. People talk about the events of the 
week as weh as a variety of non-educational topics, much like they do 
during the breaks. Parent-teacher interviews are on everyone's minds. 
Teachers who share siblings or have taught the same children compare 
notes on their interviews, eg, the parents who don't talk, the parents who 
are demanding, as weh as the progress of certain children. There is a 
fair bit of laughter. This is one of the few times when ah staff can 
sociahse together as there are no duties like during the day. I leave 
around 4:30 pm but most others stay on. (Fieldnotes, 4th June) 

I suspect that teachers do not reahse how much their work pervades their conversations, 

even during social activities. There are a lot of emotions built up in their teaching day 

that cannot be hidden away in the company of like-minded, understanding coheagues. 

It is obviously difficult to turn off that side of their irves unless they make a special 

effort. I recah one such Friday afternoon, when one teacher called for "no more school 

talk". However, generally the conversations during this time were mixed, favouring a 

light-hearted, relaxed atmosphere in which personal and professional revelations could 

be exchanged. 

When interviewed, almost ah teachers commented on the benefits they felt were gained 

through social activities such as Friday afternoon drinks. I suggest that it is this kind of 

event that contributes to the emotional health of a staff. This will be discussed further 

in another section, as weh as in Chapter Six. 

4.5.4 Lunches and Dinners 

Most formal social activities in which the staff of St Ceciha's School participated 

involved food and eating, as noted by Valentine and McIntosh (1991) in their research 

in female-dominated workplaces. One such event was the sharing of lunch on pupil

free days. The custom at St Ceciha's School was that on these days once a term the 

staff would join together for lunch. This was sometimes held at school with a barbeque 

or it might be celebrated off the premises at a restaurant. The principal encouraged 

teachers to make the choice about the organisation of lunch. During the year I observed 

and participated in two such lunches at school and one at a local restaurant on pupil

free days. 

Another important ritual at St Ceciha's was the end-of-year lunch, which was held on 

the last day of school after students were dismissed around midday. Ah teachers and 
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ancillary staff attend this lunch, which is always held at a local restaurant. The 

principal suggested that this was one of the most important functions of the year for 

staff. 

The one [function] that we have here that is the best of ah is our end-of
year luncheon, where we are ah together, just the staff without our 
partners, and we have this lovely luncheon that draws together the 
events of the year. (Principal) 

My observation of this event concurs with the principal's statement. The end-of-year 

lunch was a laughter filled occasion. 

After the presentation of the Kris Kringle gifts, the assistant principal 
gets up to present 'awards' which he has written on official school 
award certificates. I understand that this is a tradition of his predecessor 
that he is now continuing. Each member of staff is given an award 
appropriate to something special either in the work or private capacity of 
his/her hfe. Each award is given under the guise of some interesting 
character as head of a fictitious organisation. Most of these are quite 
humorous. Lots of laughter is generated as a particular aspect of each 
person's life is highlighted. I am also presented with an award, a one
year subscription to "Interviewers Anonymous" from Sigmund Freud! 
(Fieldnotes, 10th December) 

Staff also gathered for dinners on other occasions. One such dinner was held to mark 

the end of an externahy provided professional development course, in which many staff 

had participated over a series of weeks after school. Social activities such as this, held 

after school hours and off school premises, are less likely to attract a large complement 

of the staff, owing to family commitments. Other social outings were also organised 

during the year the research was conducted. Of particular interest was a race day 

organised by the social committee for one Saturday afternoon. This family day was 

weh attended by staff. It is on occasions like this that people also get the opportunity to 

meet the partners of their coheagues. There were also celebrations for one-off special 

occasions. One such event in which I participated was the retirement dinner for a long 

serving staff member. This was held at the school at the teacher's request and was a 

particularly cohegial activity, generating some intense emotions for the teacher herself, 

and many others. 
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4.5.5 Sports Events and Other Traditions 

An unusual social activity that was observed at St Cecilia's School was a weekly 

aerobics session held over the period of one term. It was the idea of one of the female 

teachers who, after gathering support for it, arranged for an aerobics instructor to visit 

the school on Tuesday afternoon. The session started at 3:40 pm and ran for about 45 

minutes. Participants paid $5 per session. Attendance at aerobics was open to ah staff. 

Interestingly but not surprisingly, no male staff members attended, the group being 

made up of female teachers and ancillary staff. The principal also attended on 

occasions. Understandably, not ah staff, female included, were interested in this type 

of activity. However, I observed it as significant in bonding through laughter and 

shared experiences those who did attend. Other sporting events that bonded staff were 

the regular staff-student games, usuahy held at the end of a term. 

Most of the staff also participated in a football tab, a minor form of gambhng where 

each participant must try to select the winners of weekend football games. One of the 

male teachers organised this annual event during the football season. The "footy tab" 

generated a lot of interest and discussion during the season, staff debating the 

likelihood of winners on Fridays and checking each Monday to see how competitors 

had fared and who had won the weekly cash prize. 

There is friendly rivahy this week as the footy tab is reviewed. Some 
surprising match results over the weekend have left many experienced 
tipsters with low scores. One of the male teachers is dehghted to hear 
that a coheague has scored only three points. "You beauty!" he 
responds, since she had been a leader on the scoreboard. (Fieldnotes, 
19th April) 

Many of the teachers admitted to having no knowledge of the game or the form of the 

teams and just participated for social reasons. The zero score of one of the female 

teachers generated a lot of laughter one week. It was also a standing joke that one of 

the other female teachers used patterning on the score sheet to select her weekly 

winners. When this particular teacher on several occasions won the weekly prize, no 

one was more surprised than she was. 

It is evident that many staff at St Ceciha's enjoyed one another's company. Social 

activities were a way of connecting with the personal side of theh coheagues, not just 
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the professional, as suggested by Ashforth and Humphrey (1995). That point was made 

clearly in the statement below. 

And they [the staff] are fun. That's the aspect of drinks, and whenever 
we go out, if we go to the races or if we do something, they're fun and 
it's good to have a social day with them. And I think that's important 
that there's that side of them as weh as the professional side. (Pat) 

Another tradition at St Ceciha's School was sharing in the Kris Kringle activity. This 

kind of activity is also known as 'Secret Santas', and is a special tradition undertaken in 

the lead-up to Christmas. One person randomly pairs members of staff so that each 

person is given the name of a coheague to whom they must devote secret attention over 

a period of weeks. Usuahy this involves sending httle notes or presents and at the end 

of the giving period a Christmas present is given and the name of the Secret Santa or 

Kris Kringle is revealed. At St Cecilia's School, Kris Kringles were revealed during 

the end-of-year lunch. 

After the meal they distribute their Kris Kringle gifts. The assistant 
principal hosts this event and ... [a female teacher] acts as his helper, 
handing out the gifts and ringing the bells. There are quite a few jokes 
about the givers and the gifts. Some teachers have httle success in 
guessing their gift givers. Many of the jokes stern from the fact that 
female teachers beheve their male coheagues are not good or attentive 
Secret Santas. Knowing this, one male teacher has reahy caught a 
female coheague out this year, having been very considerate and 
showering her with gifts over the giving period. She is most surprised to 
discover the identity of her Kris Kringle. (Fieldnotes, 10th December) 

As is evident from the discussion above, the St Ceciha's School workplace had an 

active social dimension to it. Teachers organised and participated in a variety of events 

with their coheagues. Although not ah staff members joined in ah activities, there was 

a strong core group of very social beings who seemed reahy to enjoy the company of 

their workmates and encouraged participation in social events. The principal and 

assistant principal were also regular attendees at almost ah social functions, although 

they did not take responsibihty for organising the events. A social committee made up 

of teachers took on this responsibility. Why people chose to participate in an obviously 

voluntary part of workplace hfe is discussed below. 
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4.6 Perceived Benefits Derived from Staff Social Activities 

Most staff spoke very positively about the social aspect of the school. Perhaps one of 

the most interesting comments about socialising with colleagues was the idea that it 

promoted better working relationships. A couple of teachers specifically made this 

point, while others merely indicated it in their statements of support for the social 

activities of the community. 

I suppose what I see is a very positive attitude for people to get on with 
each other socially as weh as in a work situation. I think that that is 
because they get together socially. That encourages the friendship 
which then make the working relationships fit in. (Beth) 

There was a feeling that an atmosphere of friendship could contribute to a workplace 

where staff felt comfortable, and that would have a positive influence on work in 

general. 

Together hopefully we can create some sort of atmosphere where not 
only do teachers feel happy and secure, but also an atmosphere where 
learning can take place and a bit of sociahsing can happen as well. So 
that we're not always talking school, but we can talk as friends as weh. 
And I think that if you're corning to a place of work where not only do 
you feel comfortable working, but you feel comfortable with the people 
you work with, you can only look for positive things. And I mean, 
that's only going to be better for the school over all. (Assistant 
Principal) 

Many teachers explained that through participation in social activities they came to 

know their coheagues more personally, and they belleved this to be a good thing. They 

felt that social activities gave them the opportunity to relate better to other staff 

members as people, not just as teachers. This strongly supports the research of 

Ashforth and Humphrey (1995) who maintain that such activities both foster 

'groupness' and reduces stereotyping colleagues as role occupants. 

I think it lets staff members actually relate to other staff members on a 
much more personal level, not just talking about kids in classrooms and 
resources and ah of that sort of thing. They actually get to let go of that 
a bit and talk about their hves and what's happening, and what they 
enjoy doing. And I think that's really important between the staff, so 
that there is some other basis for their interactions, not just that they all 
happen to be teachers, that they've made some other llttle connections. 
(Mandy) 
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I think you have to have those social contacts with teachers, and I think 
you have to make an effort to do it, because in a school situation if 
you're only seeing the teachers in the playground, that's not good .... I 
just think we don't know enough about each other. ... But if you're at a 
stage where your kids are younger, sometimes you don't have time .... 
But the social activities are an important aspect of a school community 
life, because they relax you, and because hopefully you get to know 
people more on a personal basis, not just on a professional basis. 
(Robyn) 

It is interesting to note, however, that the principal was not as positive as the other staff 

members about the importance of staff social activities. Although she regularly 

attended social events in and out of school premises, she did not feel that they impacted 

heavily on staff cohesion, mainly because everybody did not attend them. She 

highlighted the fact that staff members had different family commitments and hved 

different private hves, which made full attendance at social events an unreal possibility. 

She felt that it was not necessary to get everyone together for social outings to bring 

them closer together, but beheved that the social events that were already in existence 

were successful and worthwhhe. However, she did acknowledge that social events 

could build relationships among staff. 

I think it's [Friday afternoon drinks is] just a good avenue to sit down 
and unwind a bit, have a laugh. I don't think it adds to or detracts from 
the positive school culture. It's something that a lot of people do. Some 
people enjoy it and some don't. ... However, I think an advantage that 
comes out of social events is that you see people in a different hght. 
(Principal) 

Off the record, the principal provided an example of how a social event had added to 

her understanding of a coheague. Another staff member made the point that it was not 

so much the social outings that were important but that every opportunity to come 

together socially was valuable. She strongly favoured the social opportunities that were 

afforded by staff joining together at break times, particularly the abihty to express 

emotions and laugh together. 

I just think that there are personahties on the staff now who enable 
people to laugh. And I think that's more important than having drinks. 
. . . I think it's the amount of time we can spend in the staffroom having 
a whinge or having a giggle, that sort of thing. And it's the people who 
have the abihty to come in and drop a clanger or do something that will 
make everybody laugh. That's what's really important. (Georgie) 
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A couple of teachers felt that there should be more social activities, particularly those 

held away from the school premises. One teacher made the observation that those who 

joined social activities regularly were also the more cohaborative members of staff. 

This perhaps reflects the personahties of these teachers. Those who enjoyed sociahsing 

together also enjoyed working together, and vice versa. By and large my observations 

would support this notion. 

4.7 Contributions to New Knowledge Revealed Through this Case 

This chapter has added some important contributions to knowledge in the area of the 

cohegial dimensions of teachers' work. While Little (1982) created a hst of what she 

saw as cohegial activities, and considered other aspects of cohegiahty in later work 

(1990a, 1990b), past research has not highlighted the non-classroom-based facets of 

teachers' work as systematically as this research. This case study has also provided an 

interpretation of the significance of this kind of work from a teacher's perspective, 

which is seen as ihuminating in what it reveals. 

It is obvious that primary teachers have a variety of opportunities for cohaborative 

work with coheagues. It can be seen that not ah of those conform to Hargreaves' 

(1994) notion of a cohaborative culture, since some of them, like participation in 

decision making processes, curriculum and pohcy development and professional 

development activities, are controhed by administrative mandates. However, other 

forms of teacher cohaboration appear to be more genuine, such as extensive year-level 

planning, some key teacher work, sharing of classes, planning with speciahsts and 

informal professional gatherings. 

Five major points stand out firmly to support teachers' interests in voluntary forms of 

cohaboration. First and foremost teachers beheved that cohaborative planning reduced 

their workload and saved them preparation time. Saving time was seen as very 

important for teachers because they felt that cohaboration could make their work easier. 

Besides being made easier, teachers felt that they could do a better job of teaching 

through cohaboration with coheagues. The resources available and the ideas generated 

through cohaborative work exceeded the capacity of one working alone. Cohaborative 

work was also seen as a learning opportunity. In many ways it was an informal form of 
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professional development because working with others challenged them to consider 

others' perspectives on planning and teaching. A fourth benefit to cohaborative work 

was the support one received from coheagues. In a safe environment with coheagues 

teachers were able to try out new ideas, and at the same time share the trials of failure 

and feelings of inadequacy that could arise when students failed to achieve as expected. 

This also reduced the feeling of professional isolation that individuals could experience 

when working alone, as noted by Rosenholtz (1989b). Lastly, teachers found 

cohaboration enjoyable. Social isolation was also reduced by cohaborative work. 

Teachers, as social beings, enjoyed cohaborative work because they liked being with 

other adults. They enjoyed the interaction with coheagues because it afforded social 

opportunities in a day otherwise occupied by student demands. 

However, four issues emerge related to the social influences on voluntary cohaboration 

sucir as cooperative planning. There issues are preference, personahty, teaching styles 

and equahty. To start with, teachers have to have a desire to cohaborate with 

. coheagues if any sort of gain is to be made. Teachers' preferred way of working must 

be considered by administrators and other staff members. Teachers want to be ahowed 

autonomy in the classroom, and if cohaborative planning is seen to take away that 

freedom, it will be more difficult to implement. 

Different personahties and behefs about teaching can also constrain cohaborative work. 

While it is extremely difficult to match personahties and teaching styles, these issues 

are seen as important to teachers when it comes to their desire to cohaborate with 

coheagues. There are imphcations here for recruitment and selection, as weh as for 

ongoing professional development that will enhance working relationships. However, 

the situation will always be less than ideal given the uniqueness inherent in ah of us, as 

weh as variables such as interpersonal skills, motivation, work ethic and interest in 

professional development. Following on from that is the issue of equahty, specifically 

the need for teachers to respect the professionahsm of others. Teachers are called upon 

to act ethicahy and professionahy in cohaborative partnerships so as to share, as best as 

possible, responsibihty for workdointly undertaken, while acknowledging and 

accepting the strengths and weaknesses of others. 

As this research revealed, the two important organisational issues pertinent to 

facilitating cohaborative work are time and proximity. Regardless of any other support 
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offered by administrators to promote collaboration, time was the most significant. 

Teachers wanted blocks of time when they could get together, and when they did not 

have these they snatched time through their busy weeks. A dhemma does occur for 

principals over the matter of time. The provision of regular time might suggest the 

promotion of contrived cohegiahty (Hargreaves, 1994) and can also be costly when 

provided as non-contact time, but not to provide time might suggest a lack of support. 

One solution could be what was finally arranged for many teachers at St Ceciha's - a 

regular, coinciding release time for co-teachers that did not have the distinct label of 

cohaborative planning time. 

Teachers at St Ceciha's, in many conversations, revealed the importance of close 

proximity to coheagues. It helped them in emotionahy stressful times, but also ahowed 

them to have regular contact for professional purposes also. Sharing of resources, ideas 

and emotions was enhanced by close proximity. It is important to reahse too that the 

amount of professional sharing which takes place in staffrooms and other places where 

teachers gather is not insignificant, and should not be ignored as an essential 

component of the cohegial structure of a primary school. 

Although not ah teachers made the exphcit statement, there was general agreement that 

social activities added another important dimension to staff relationships. It afforded 

several unique benefits. First, it ahowed them to get to know one another on a more 

personal basis, and this then gave them a better understanding of each other. Most 

teachers saw this as very important, which suggests that the building of personal 

relationships at work was something desirable and beneficial. Leading on from this is 

the behef that in knowing one another better, there is more chance that stronger 

cohaborative relationships can be developed. This supports comments by Fine (1988) 

and Ashworth and Humphrey (1995) that social sharing can lead to improved 

cooperation, communication and emotional commitment. It is also obvious that 

participating in social activities such as Friday afternoon drinks can reduce tension. 

This has imphcations for improving emotional health in schools, a topic of Chapter Six. 

When staff members have a variety of opportunities to come together in an informal 

manner and this occurs on a regular basis, community building can take place, which 

can possibly flow on to create a more productive working environment. 
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This research also reveals that collegiality is difficult to categorise since many activities 

and practices contribute to its totality. The study of St Cecilia's School has provided 

the opportunity to reconceptualise collegiality. It has allowed collegiality to be 

conceived as broader than work revolving around classroom teaching. It allows 

collegiality to extend to the whole-school sphere, where decision making processes, 

curriculum and policy development and other non-classroom-based work can be 

highlighted as demanding and essential teachers' work. More importantly, this 

research has ahowed the non-professional activities of teachers to be incorporated into 

the conceptuahsation of cohegiahty. By and large, researchers have not considered the 

social aspects of staff relationships, and the emotional aspects of cohegiahty have been 

similarly disregarded. Chapter Five whl expand on this dimension of teachers' work in 

detah. 

For teachers in schools, cohegiahty is more than the work they do together. It extends 

beyond the strict boundaries of work and into the social realm. Teachers value their 

social interactions because it is through the social that relationships are developed, that 

community is created. The sense of community is important if a culture of 

cohaboration is to be successful. While Ibara (1988), Hargreaves (1994) and 

Sergiovanni (1990) may disregard the influence of congeniahty, this research 

challenges the assumption that it is irrelevant to the pursuit of a cohegial culture. In 

support of Campbell and Southworth (1992), this research brings to prominence the 

importance of personal relationships in fostering cohaborative practices in schools. 

Teachers appear to value community, as whl be discussed in more detah in Chapter Six 

in the hght of its importance in situations of bounded emotionahty. Cohaboration in 

primary schools is intimately linked with personal and social relationships and cannot 

be readily separated in practice. 
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CHAPTER FIVE: The Emotional Milieu 

5.1 Overview of the Chapter 

Research Question Two: What does the emotional environment of the school look like 

from the :perspective of the staff? 

This chapter sets out to investigate the emotional environment in which teachers work. 

It closely examines the emotional dimensions of various aspects of their work. In this 

chapter teachers provide a perspective on their emotional experiences in face-to-face 

teaching as weh as in the cohaborative work they do. Because this thesis particularly 

seeks to provide a picture of the emotional dimensions of cohegiahty, I highlight four 

separate cohegial activities for discussion. Emotional activities investigated in this 

research include cohaborative planning, decision making processes, conflict 

management and relationships with school leaders. Separate from this I also 

investigate the emotion work performed by the principal, particularly as it relates to 

interaction with teachers in a cohegial environment. The final section is a more general 

discussion of the emotion management performed by teachers in attempting to maintain 

cohegial relationships. 

5.2 Teaching as an Emotional Experience 

As was highlighted in the hterature chapter, face-to-face teaching is an emotional 

activity. Although the emotional aspects of this vital part of teachers' work is not the 

main focus of this research, an understanding of teachers' feelings about their work 

with children significantly contributes to the larger picture of teachers as emotion 

workers in schools. It adds background to the development of knowledge about the 

emotional health of a teaching community. 

Teachers at St Ceciha's School agreed that they experienced a wide range of emotions 

in relation to their direct work with children. When asked to discuss the emotional 

aspects of their work in general, most could see a variety of positive and negative 

elements. 

148 



In one day I can reach all sorts of different types of emotions, from total 
frustration and anger, to - 1 can go home and I think, "I love this job." 
So it's a whole range of emotions. (Pat) 

I think I feel a complete range of emotions with the kids. You sort of 
think they're yours part of the time and if something happens to them 
youfeel for them. (Shannon) 

Similar to the two teachers in Golby's (1996) study, most teachers were quick to point 

out the enjoyment and satisfaction that working with children brought them. 

I enjoy teaching. I enjoy what I'm doing. I always have and I think I've 
always felt I've been a good teacher. I've been cut out to be a teacher 
and I wouldn't have stayed in the job ifl hadn't enjoyed it. I haven't 
needed to do it [work]. (Georgie) 

I suppose it's seeing the results of children when they learn and love and 
are enthusiastic about things, and you think, weh, you had something to 
do with that. When they're happy about corning to school and the 
parents say that they love school and they like you - they're the things 
that I find give me satisfaction. (Evelyn) 

I experience happiness, and that always happens every morning when I 
walk through that door. The kids are just waiting there, smiling at me. 
And even if I think, "Oh, I don't want to get out of bed today," I get here 
and I think, "How could I be so horrible?" Because I get a lot of 
satisfaction out of them, out of these kids. They're happy. They're just 
a dehght, and just to see the smiles on their faces. I think it is a place for 
them to come where they feel safe and happy so that brightens my day. 
That makes me happy. (Shannon) 

Most teachers, however, were also reahsts, and acknowledged that their work with 

children also created negative emotional experiences. As Hargreaves (1994) noted, 

teachers experience guht as a component of teaching. At St Cecilia's several teachers 

discussed the guht they felt because they beheved that they could not always do enough 

for each child. 

You get a guht trip. It's a guht trip ah the time, which you don't need. 
Like class-wise, you can have thirty kids and if twenty-nine of them are 
doing okay and one isn't, you get the guht trip. (Sandy) 
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You have the feeling of failure. I think you can go right through the 
spectrum from failure through to success. But I think that's indicative of 
the work that we do. Because you are going to have your failures, and 
you do. And you have them in front of you every day. . . . But this is so 
big. You go to sleep with it. You wake up with it. You know, you've 
got kids you're tlilnking about at midnight, and that sort of thing. But I 
think that's typical too of the job. (Linda) 

Sometimes you feel like you're a failure when they [parents] take their 
child out of school, because the Cathohc system cannot financially 
support special needs students. They give the child five hours support a 
week, and they need twenty-seven hours support, and they [parents] 
don't think we're doing enough. And it's distressing. It reahy is. And 
you bust yourself to make sure each child is included. I mean, we have 
no training for special needs. Our hands are tied as far as finances are 
concerned. (Teacher) 

Many teachers discussed how feelings of frustration arose regarding their students. 

Frustration was often linked to feelings of guilt. However, it was also associated with 

anger, disappointment and annoyance, usuahy with children's behaviour. 

You also experience disappointment in the form of anger with perhaps 
some of the kids who you reahy have worked on so much, and ah of a 
sudden something has triggered them off and that's it - they' re back to 
where they started. (Fran) 

Anger, yes, and they annoy me sometimes because I know that they can 
do better. (Pat) 

Although teachers' relationships with students were not strongly emphasised during 

interviews, several teachers, without prompting, indicated that they had to manage their 

emotions in front of their students. From their conversations it was obvious that they 

performed emotional labour in the classroom. 

And I think, "Don't cry in front of the children. Don't ever do that, 
because then you've lost them forever." And I didn't. I never cry in 
front of them. But you just get so annoyed that you'd like to cry 
sometimes. (Pat) 

I do it [make an effort to be happy] in the classroom. I mean, in 
teaching you're acting ah day. It doesn't matter how you feel. And it 
carries over to the staffroom. And it makes you feel better in the end 
anyway. You know, if you're pretending you're happy ah day 
eventually that smile's there for good. (Claire) 
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I'm quite happy to show anybody the positive ones [emotions]. But 
things like frustration and sadness, like when things reahy aren't too 
good with the kids, or when something happens that reahy makes me 
feel sad, I wirl try not to show that to the kids. (Chris) 

One teacher noted particularly that the work of teachers was intensifying because of 

changes in society. Teachers were expected to do more that just teach. They were 

expected to attend to social problems and, when there was no evidence of support from 

families, this could be a frustrating experience. 

Frustration is a big one, a big one. I think that's with the children. With 
society as it is becoming today, I think we're expected to do a lot more 
than we've had to do, as weh as teach ah the curriculum areas. And I 
think that does frustrate teachers. I think it genuinely does. And when 
there's no support from home in the type of program you're running to 
try and teach these children some social manners - that's very 
frustrating. (Shannon) 

Several teachers also indicated that dealing with parents could be an emotional 

experience. Relationships with parents are somewhat outside the realm of this research. 

However, I observed that the topic of parenting was a common theme in the staffroom 

at St Cecilia's. Teachers frequently lamented dechning standards of parenting, but 

more specifically they often felt frustrated that their students' parents did not support 

what they were doing. The fieldnote below, recording a staffroom conversation, 

highlighted some emotional issues with parents. 

A teacher mentioned how at the parent-teacher interview a parent did 
not know her name. There was a chorus of exclamations from others 
about this same thing happening to them at various times. One teacher 
noted that sometimes even at the end of the year the teacher's name was 
still unknown to the parents. The teachers present found this incredible, 
wondering if their notes were not read, or if parents never talked to their 
children about school. The same teacher commented that she thought 
teachers were often just faceless persons who processed their children in 
at the beginning of the year and out at the end, and were not real people 
to some parents. She commented on getting letters from parents 
addressed as "dear teacher" or "to whom it may concern". Others 
commented on how some parents viewed school as a child minding 
service and nothing else. Some teachers obviously feel undervalued by 
their students' parents. (Fieldnotes, 11th June) 

Although relationships with parents was not a topic of discussion in interviews, it is 

evident that parents generate emotional experiences for teachers, experiences that 
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teachers keenly share with their colleagues. Teachers felt a sense of frustration in 

societal expectations that they would "fix" social problems on top of the already 

difficult work of teaching. Teachers' experiences with students, parents and the wider 

community has the capacity to affect teachers' self-esteem because for many the notion 

of identity is so closely linked to their work, as is suggested by Nias (1998, 1999b ). 

Supporting the work of Nias (1996) and Hargreaves (1998a, 1998b) it is readily 

obvious that the experience of teaching is heavily emotionally laden. However, 

teachers' work, more so than ever in the past, has extended beyond the confines of the 

classroom. This research now enters relatively uncharted territory in providing a real 

picture of the emotional milieu of teachers' non-classroom work with their colleagues. 

5.3 Collegiality as an Emotional Experience 

Of particular interest in this research is the emotional dimensions of working with other 

professionals in the school. I have identified four particular sites of emotion that derive 

from collegial practices. These relate to teachers' involvement in collaborative 

planning, the management of conflict, participation in collaborative decision making 

and relationships with school leaders. The emotional dimensions of each of these 

aspects of collegiality will be discussed in tum. Then, more generally, I discuss the 

emotional labour that teachers perform in trying to maintain good working relationships 

with colleagues. 

5.3.1 The Emotions of Planning Collaboratively 

As explained in the previous chapter, there are a variety of reasons why teachers choose 

to cohaborate with year-level partners. It was also noted that at St Ceciha's not ah 

year-level partnerships were similarly intense nor were ah considered successful by the 

teachers who undertook this kind of cohaborative work. In general, teachers were very 

positive about the experience of cohaborative planning. However, emotions were tied 

in with this kind of work. 

Different teaching styles could engender feelings of uncertainty in cohaborative 

relationships. A teacher described how she felt when she first started working with her 

co-teacher. 
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I know we have different teaching styles, and I didn't know how far to 
go with her, because I thought, "Weh, she's got her way of doing 
things," and not that she's not interested in what I'm doing, but it's just 
different [from what I do]. (Jordan) 

New or less experienced teachers can also feel that they are not contributing equahy to 

the partnership. This can be a source of distress to those who feel they are not able to 

match the assistance provided by theh partners. Some teachers manage to overcome 

this feeling of inadequacy, as the statement below shows. 

And so in the beginning I thought, "Oh, I don't seem like I'm being a 
very supportive partner," but now I reahse that that was just me 
imagining things, because she's only there to help me. (Jordan) 

However, in another case this did not happen. One teacher was not able to confide in 

her co-teacher about her feelings of inexperience. Instead she tried to cope on her own. 

When opportunities to share were refused or not returned, her co-teacher felt that her 

cohaborative efforts were being rejected. This caused both partners a lot of anxiety in 

the early part of the year. However, the relationship did become better as time went on. 

Aside from at the year-level, in other situations where teachers work closely, for 

example in the development of programs of various sorts, less than positive emotional 

experiences can result. 

It can be [an emotional experience] when teachers can be very strong in 
theh behefs, and I can also be very strong. Like I had one [incident] the 
other day, something particular happened. I was quite annoyed, and I 
reahy had to hold back with the teacher and I just said, "Look, I have to 
do this. This is my job. I know you think it's a lot of garbage but we're 
responsible." So even though the teacher was fahly wound up about 
something, I said, "Weh we do have to go through with this. Is it ah 
right ifl set up something?" "Okay, fine." So we just sort ofleft it at 
that. (Robyn) 

As seen above there are certainly elements of emotional labour involved in working in 

one-to-one relationships with coheagues. Teachers may find that they have to be 

guarded in what they say and do. 
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You are guarded sometimes about things you say, with regards just to 
the staff If I'm working with somebody and perhaps they make a 
comment that I disagree with, depending on who it is I'd probably say, 
"I don't really feel - ." I'm not scared to expose that side, because I'm 
hoping they're not going to take it personally, because I'm not giving it 
as a personal thing. I'm just saying, "I'm not attacking you, but what 
you have just said, think about, or can you reconsider?" It does happen, 
and it happens at staff meetings too, I guess. But it can happen on a one
to-one basis too. (Linda) 

As the statement above also indicates, teachers are aware that others can be sensitive to 

criticism or chahenges to their behefs. It is also important to note that teachers have 

differing levels of comfort with each other, so as the teacher who made the above 

statement indicated, she would treat the situation differently depending on the existing 

relationship she held with each coheague. The influence that social relationships have 

on professional relationships is highhghted here. It reinforces the proposition made in 

the last chapter that social relationships affect cohaborative work. In this case, the 

more comfortable a teacher is with a coheague, the more likely he/she is to feel able to 

chahenge another's behefs because there is then less chance that it whl be taken 

personahy. However, the situation is more complex than that when a group process 

like cohaborative decision making is considered. 

5.3.2 The Emotions of Participating in Cohaborative Decision Making 

As was discussed in the hterature chapter, decision making is a contentious issue in 

many schools. This was also the case at St Ceciha's School, where in the last chapter it 

was revealed that some staff members were unhappy with the process as they saw it. In 

reahty there was a great difference of opinion about decision making within the school. 

I think that sometimes we make decisions too quickly. This is a problem 
with being too democratic, and I think that this is a problem with a lot of 
principals. You give too much say to people and people are ih-qualified 
to make an accurate judgement. . . . I think the trouble with decision 
making is that it's gone too far, and I said this before, I reahy think that 
principals are too democratic. (Teacher) 

Some [teachers] love the responsibihty to be taken away from them and 
they'hjust go with the flow, and others fight for it tooth and nail. 
(Assistant Principal) 
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However, a few teachers believed that decisions were already made before they were 

brought to the staff meetings for discussion. Some teachers felt that they were pushed 

into decisions by the administrative team. This generated a feeling of iii will. Nias et 

al (1992) confirmed this feeling in theil research in primary schools. As Hayes (1994) 

points out, it is important that teachers clearly know if the principal is actually allowing 

teachers to take control of decision making or is merely being consultative. 

There used to be a lot of sharing in decision making. And I would say 
that that's probably less so now. Now it's more top-down. And we 
react sometimes to that when we're not sharing in it. (Teacher) 

I do think that some people feel that they don't have enough say in the 
decision making, and they feel that the decision is made before it's 
actuahy brought to us, and that there's a lot of persuasion done when it's 
put in front of us. And then it's just wiped over that, "Oh yes, we're 
going to do this," rather than the pros and the cons debated a httle bit 
and voted on. (Teacher) 

The issue of voting was contentious at St Ceciha's. The practice of voting at staff 

meetings was not common. The principal explained why she did not like voting. 

I don't like it [ voting at staff meetings]. If the situation is not able to be 
resolved it probably is the only way to get some sort of commitment. 
However, voting could rule 49% of your people out, so you've only got 
half on-side anyway, and that's not good enough for me. I need more. I 
need the majority of people on-side, so that the team whl work. If you 
haven't got your majority you're going to end up with two teams. I 
don't like voting, and I very rarely ahow this scenario in a staff meeting. 
(Principal) 

However, many teachers were in favour of voting at staff meetings. Some felt that it 

would reduce the possibility of staff being railroaded into decisions by school leaders. 

I think it should go to a vote and I think that would create more harmony 
among people when major decisions need to be made. . . . I know with 
myself I would only speak up on issues that I felt very strongly about. If 
it didn't worry me either way I probably wouldn't speak up. I think 
most people would speak up, but voting would give those who were 
impartial a chance to show what they reahy did think, if they weren't 
going to speak up about it. (Shannon) 

This reahy comes down to an issue about how consensus is reached in staff meetings. 

Staff members had various opinions on this. When asked about how consensus was 
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reached, the principal was of the view that strong-minded people were keen to give 

their opinion and try to persuade others by continually presenting their own argument. 

It depends on their nature, I guess. They keep at it and at it and at it 
until they get it moving towards their direction, or they give up and they 
don't enter into it, and they're a bit angry and disgruntled with hfe. I 
think probably they argue. I'm lucky here that I have a staff that wirl 
enter into discussion and eventuahy they come out with something. 
They can become angry but they're never angry with each other. They 
voice their opinions in great detah. (Principal) 

One teacher felt that it was not easy to reach consensus because of differing opinions, 

but commented that it was generally known how certain teachers would react to certain 

issues. This teacher suggested that tension could arise from differences of opinion but 

felt capable of coping with such emotional pressure. 

You get people who get on one track, people who push a particular 
barrow, people who want to be pedantic, and you get that. You've just 
got to either sort them out or work around it. But the thing is with the 
staff, you know those people and you almost know how they're going to 
approach things. And you know what so and so is going to say on that 
particular problem, so you either get ready to counter it or make some 
flippant comments that whl sort of ease the situation. (Georgie) 

A lot of different opinions could be generated by any topic so it was inevitable that 

reaching consensus was not always easy. It is not always possible to please everyone, 

and this can leave some people less than satisfied with a final decision. 

You're never going to please everyone and I guess it comes down to 
what the majority goes with. I think you also have to be conscious of 
the ones that may not be totally with it, and if something goes ahead 
you've got to respect everyone. (Assistant Principal) 

I think there's some resolution at staff meetings, but I wouldn't say that 
everybody would go home happy. But I think there is some resolution. 
(Linda) 

Decisions that do not go the way one hopes can cause disappointment. If one is unable 

to swing others around to accepting a certain point of view, some feeling of 

despondency may occur, although acceptance appeared to be usual. 
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I could see that I was in the minority. I could see that they still couldn't 
see my point. Anyhow, that's the way it's [the decision] gone. (Gerry) 

However, there are also those teachers who did not speak up at staffimeetings, and both 

administrators and some teachers found this annoying, since it sometimes led to 

complaining later on. This can readily be seen in the statements below made by three 

different teachers. 

I also think that probably there are times when people sit back and don't 
say anything and that's when they should. They should use the forum 
that is presented to them, and not carry on about it the next day. And I 
think it does happen, it does happen here to some degree. (Teacher) 

You'h get the people that won't vote and then they'h whinge afterwards 
anyway. . . . They won't speak up in a meeting. They'h whinge behind 
people's backs and that gets up my nose because i£you've got 
something to say, say it! (Teacher) 

Well, there's been a few times where before a meeting people have said, 
"I don't like that." "And I don't either." "And I'll stand up with you." 
And then when you say it [at the meeting], no one support& you. I don't 
know why. Maybe it's just the way that I've been brought '.up, but I'm 
not worried about voicing the way that I feel and I don't think other 
people should be either, but they obviously are. (Teacher) 

Weiss et al (1992), Nias (1998) and Hayes (1994) ah confirmed that it was not 

unnatural for teachers to back away from conflict with coheagues. It is not that this 

was a universal opinion, because, as the statements below indicate, some teachers 

thought that debate was open and everyone was able to give his/her opinions and accept 

the results without any emotional conflict. 

Weh, mostly people tend to have their say, and it often tends to come 
down to, once we've heard ah the pros and cons from the different 
people, it comes down to what the majority feel is best. . . . I think 
people are pretty accommodating. No one always gets what they want 
every time. So I think they are happy to [accept that]. !£they've had 
their say and other people don't agree, i£ the majority think something, 
they accept it. (Chris) 

I don't think there would be anyone on staffiwho's frightened to say 
what they think. I think everyone is comfortable. (Shannon) 
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A few teachers suggested that it was not always worth the effort to stand up to others, 

particularly if they had strong personahties. It was also not in the personahty of some 

teachers to argue with others, as indicated in research by Weiss et al (1992) and Nias et 

al (1992), the latter suggesting that teachers often fear upsetting group unity. 

[Someone says something] and I think, "A complete waste of time." But 
I go with that because the personahties are such of the teachers. We 
have a few fairly strong characters on staff. (Robyn) 

I learned a long time ago there's no point in getting upset about things 
and putting forward your point of view. I'm quite happy to go with [the 
flow]. It doesn't worry me. I've got older now. In my younger days I 
would have jumped up and down a httle bit, but now I can get by. 
(Kirn) 

Regardless of motivation to contribute to decision making processes, my regular 

observations of staff meetings revealed that there were a few teachers who rarely spoke 

up about any issues. Similarly, there was a srnah number at the opposite end of the 

scale who gave opinions about almost ah topics. Not surprisingly, the most frequent 

speaker at staff meetings was the principal, irrespective of whether she chaired the 

meeting or not. 

One teacher, in describing her impression of how consensus was reached, 

acknowledged that there were two sides to the issue of being vocal at staff meetings. 

She could see that most people were able to speak up, but at times they required one 

person to open up the opportunity for them, to provide the initial support which would 

ahow them to present a similar opinion. 

Weh, I guess the original idea is put to the table by whoever is 
responsible and people just talk. It just sort of happens, and if it's not 
worked out it's written down and discussed later. There are enough 
vocal people in the staff to be able to reach a consensus. And so if 
somebody says something and if another person doesn't agree with it, 
weh, they'h say it. And I think that makes it a lot easier. Weh, 
sometimes everybody whl be saying the one thing quietly, and when it 
comes to the table, nobody wirl say anything, and then one person whl 
say something and then it's ah out in the open. (Jordan) 

Several teachers picked up on the fact that staff members spent a lot of time talking 

issues over. Despite the fact that some teachers contributed httle at staff meetings, a lot 

158 



of talk did occur and several teachers commented that it was this talk which prolonged 

staff meetings. 

Not to make it sound trivial [but] they talk a lot about things and they 
throw it round. I mean, a two hour staff meeting and you get three 
things sorted out! (Claire) 

A lot of times people complain about the staff meetings, and they do go 
long sometimes, but it's because of that talk. That's when it happens . 
. . . And even though you don't like staying here until quarter to five, 
that's the reason why it happens, because you do have the people who 
do talk. (Linda) 

As one teacher stated, such discussions needed to be managed weh. If talk was just 

ahowed to continue without direction, frustration could set in. At the same time she 

acknowledged that when there was a fairly even spht between two solutions, it was 

important to continue the discussion. 

Weh, sometimes it's the case of talking around and round until you get 
so sick of it you just say, "Oh, for heaven's sake, either you're going to 
do it or you're not going to do it." And you've reahy got to haul them in 
and get them to make a decision. "Ah right, who's in favour? Who's 
not? Ah right!" If it's nearly fifty-fifty maybe we've really got to have 
a look at it again. (Georgie) 

The principal expressed the idea that it was crucial for ah to present their opinions, 

even though it might be time consuming. She saw this as a vital role for a person 

leading the meeting, to be able to extract opinions from the less vocal members. 

Everybody's ideas are important. It's like teaching the children - there's 
no right or wrong answer. You can't say to a child, "Your answer is 
better than that answer." You've got to hear ah the suggestions .... It's 
important that everyone has a say, but of course that's time consuming. 
That's one of the big challenges. Another big challenge is trying to get 
the person who doesn't ever contribute involved. . . . Somebody leading 
the meeting has to be skilful enough to draw out what they want to say 
rather than [let them] be emotionally disturbed about it later on. 
(Principal) 

However, another problem arose in the desire by some teachers to reach speedy 

solutions without great debate. The principal and the assistant principal both noted this 

during interviews. It appeared to be more prominent in situations where discussions 

were lengthy. 
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Staff meetings can be fairly emotional situations. Anger surfaces when 
things are rushed to a solution. You'll get some people who want the 
solution now. You'll get some people who can sit there and hsten and 
hsten and hsten and not say anything until the very end. You think, 
"Why on earth didn't that person say it back here?" The person who 
wants it now will keep saying, "Weh, come on, let's do it! Come on, 
let's make a decision. Come on, what are we going to do?" You've got 
to orchestrate ah those different emotions to facilitate an end result. 
(Principal) 

It was clearly evident from the above statement that the principal felt required to 

manage these emotional situations, and in managing the emotions of others was 

performing emotional labour. The fieldnote below, an excerpt from a meeting in which 

teachers were trying to come to a decision about the use of student assessment folders, 

added testimony to the notion that some members of staff disliked long debates. Some 

teachers appeared more interested in voting to obtain a decision, regardless of the 

outcome or quahty of the decision. 

One teacher becomes very vocal and cahs for people to speak one at a 
time, as there is a lot of cross-conversation and side-chat. Another 
teacher just wants to vote straight away and have a decision made. "Can 
we just vote now and see what we think?" she cahs out. Yet another 
teacher tries to work out what people are actually going to vote on. 
There are several more cahs for voting by that teacher and another in 
particular. During this time the assistant principal has ahowed people 
free speech. He has also contributed his views. He does not take a hard 
line as chairperson and there is a lot of talk in smah groups. "Do you 
want to decide later?" he asks them "Or do you want to vote?" There is 
no def nite answer to this. It appears that people do want to vote but are 
not ready yet. It is evident that some teachers want more clarification 
about the issues, some want to gain more consensus first, and others just 
want a decision to be made. One particular teacher seems very keen to 
get the decision made as soon as possible as talk seems to be dragging 
on. (Fieldnotes, 5th July) 

Amid the emotional tensions that could be aroused through decision making exercises, 

some teachers exphcitly acknowledged the rights of their coheagues to express their 

opinions without being criticised. Emotional labour may be performed in an effort to 

respect another's opinion, even if it is not the same as your own. 
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You have to guard your emotional responses at times, like if they're 
suggesting things that you totally disagree with and your immediate 
reaction is to jump up and say, "No!" or "Don't be so ridiculous!" 
(Evelyn) 

I can't see why people get upset about that [a particular school issue]. 
But I mean, that's their right to express their opinion and I wouldn't say, 
"Oh that's stupid. I like it, or dislike it." I tend to say nothing. . .. 
Especially at the staff meeting when everything seems to get aired, and 
they want support for something that you don't necessarily agree with. 
But you don't say so, "Oh, I don't like that," because that's a personal 
thing. So you do have to check and just be careful of what you say, not 
ah the time but in some cases. (Sandy) 

Again it was evident that respect for others was important in trying to reach consensus. 

As noted in the statement above, teachers were aware that sensitivity was needed when 

opinions differed. Challenging professional opinions affects teachers personahy, and 

teachers reahse that it is important to manage their emotional reactions in an effort to 

respect another's point of view, which is so obviously bound up in one's personal 

identity, as suggested by Nias (1998). As whl be discussed in more detah later, the 

performance of emotional labour is intimately bound up with bounded emotionahty as a 

way of operating at St Cecilia's. 

5.3.3 The Emotions of Managing Conflict 

While it is evident that conflict arises in decision making processes, as described above, 

this next section deals with conflict resolution in a more general sense outside formal 

meetings. Almost ah teachers at St Ceciha's suggested that there was very httle 

interpersonal conflict among them. Certainly during the time of data cohection I did 

not witness any serious tension. I did hear about a few smah incidents but there were 

no obvious undercurrents of disharmony among teachers themselves. 

I probably haven't seen any conflict amongst staff that reahy needs to be 
resolved. I haven't seen any evidence of that, even though I know it has 
existed in the past. And I think people have just ignored or just worked 
their way through it. There's no actual process [of conflict negotiation]. 
No, I haven't noticed any [conflict] reahy. (Pat) 

I haven't been involved in anything, and if there has been conflict 
between other members of staff, it hasn't become a staff thing. They 
might be dealt with privately. (Beth) 
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The principal supported this notion, maintaining that she did not have to mediate in 

interpersonal conflicts among teachers other than sometimes at staff meetings, which 

could be somewhat emotional experiences when teachers tried to gain consensus on 

decisions. 

I don't have to mediate between staff, very rarely in fact. Sometimes at 
staff meetings I need to intervene if one is speaking over the top of 
another. I need to settle the meeting so that we can hsten, to allow each 
person to contribute. It takes a certain amount of skill to do this when 
the driving force is sometimes emotionahy charged. (Principal) 

Of course this is not to say that teacher to teacher conflict never occurred. It would be 

na'ive to think that it would not, and, as one teacher pointed out, conflict was a normal 

part oflife and without it changes would not occur. 

I think that considering we're putting fourteen adults [classroom 
teachers] together in a situation with a mixture of backgrounds and that 
sort of thing, I think it's a fairly comphant staff. There are, I mean, 
ructions, and that's to be expected, and it would be very duh without it, 
and things wouldn't get done without it. (Georgie) 

One staff member felt that most of the staff were quite professional and were not overly 

sensitive about comments made by others. 

People whl say what they have to say in a serious manner without others 
taking it personally. I think that's the good thing. If you get on to a 
serious issue, and then people whl say what they've got to say without 
people getting too touchy about things. (Linda) 

Some teachers felt that minor disputes were handled in a professional manner, and were 

resolved through discussion. 

Any conflicts that have been out in the open, I think they've sorted them 
out just by discussion. (Beth) 

I think if anyone has a gripe about anyone else, they'h teh the person. 
It's not that someone whl go behind a person's back. It's said out in the 
staffroom and it's dealt with in a professional manner. (Jordan) 

I think if there's something people disagree with they discuss it, and it 
does get discussed. (Linda) 

162 



Oh, we're great talkers you know, get it all out in the open and it's over, 
... in the staffroom or going for a walk or in the carpark. I've never 
seen, in the time I've been here, where anything has built up and hasn't 
been resolved .... I've never seen anything fester, although I've heard 
in the past things happened. (Sandy) 

At the same time, there were others who observed that minor disputes were not acted 

upon in any pubilc way. Some people ignored their problems while others handled 

them very discreetly so they were not obvious to their coheagues. 

Some people wirl air their grievances openly, in the staffroom. Other 
people wirl say nothing. You don't even know that there's a problem 
but they may tehjust one person and then it might filter through and 
you'h find that there's a problem. Some people I don't think would say 
much at ah. (Evelyn) 

Weh I know some people just ignore problems and hope they go away. 
But, ... we're a professional service and they [teachers] treat it like a 
profession. I mean, no point in carrying a grudge anyway, is there? 
(Claire) 

Personahy ifl find there's something that I don't agree with from 
another teacher, or something that they're doing that I don't agree with, I 
would tend to avoid the conflict rather than change their way of 
thinking. I'm a conflict-avoider. Reahy it's just to do my own thing, 
and let them do their own thing. (Chris) 

One teacher saw that mediators were useful. I did observe a few teachers take on 

mediator roles at staff meetings when divisions arose, but was unable to substantiate the 

statement below which suggested that mediators were used in other types of conflict 

negotiation. 

I think we always end up with someone who tries to be the mediator and 
tries to work it out between whoever are the unhappy parties. At least 
that's what I observe anyway. (Fran) 

By and large it appeared that staff members did not hold grudges. If they didn't take 

steps to resolve their conflicts, they didn't dweh on them for too long. The assistant 

principal indicated that this made his job a lot easier. I suggest it also fosters a healthy 

emotional environment when this is the case. 
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I have no problems at all with regards to relationships. I really haven't 
had to do anything really hard as such yet. Some little tricky moments 
here and there, but people take it on the chin. They don't hold grudges. 
We get along. And I think the end point is that we just try to make the 
school run as well as we can with the kids and that seems to be working 
reasonably well. (Assistant Principal) 

As in all schools, teacher to teacher conflict at St Cecilia's was a part of life. However, 

it was not a particularly difficult issue for teachers, who took various steps to counter it 

and even in some cases to avoid it. The lack of significant interpersonal conflict may in 

part be connected to the caring and supportive community created by the staff, as will 

be expanded in the next chapter. However, a total lack of conflict would be unnatural 

and unusual, especially in relationships with those in authority. 

5.3.4 The Emotions of Working with School Leaders 

It would be naYve to expect that relationships between teachers and school leaders 

would always be perfect. Sigford (1998) would certainly attest to that. There is no 

intention in this research to evaluate the effectiveness of the principal or the 

administrative team. The issue is raised here only for its contribution to a description 

of cohegial relationships and the emotions that pertain to working with others in a 

cohegial environment. It would be greatly surprising if no issues of conflict were 

raised. The fact that teachers felt able to talk about them to me is a testimony to their 

honesty and openness. The fact that ah participants cleared the data for this thesis is 

affirmation of the depth and quahty of the cohegial relationships within the community. 

Just as teachers have issues with their teaching colleagues, they also have emotional 

encounters with their superiors. Most teachers do not readhy talk about the positive 

experiences, because these often pass unnoticed. However, several teachers at St 

Ceciha's School articulated that the relationship between the teachers and 

administrative staff was fairly good. 
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I think it's [the relationship is] generahy good. I know that some people 
feel as though the administration is making too many decisions without 
consulting us, and other days there are people on staff who feel as 
though the administration should be making more decisions because it's 
their duty. I think it's never perfect, but I think most people are 
generahy happy. I think they feel as though we've got an efficient 
administration, which we haven't always had, and that we are in a much 
better state financially than we have been in the past. And it's getting a 
bit easier to get resources. So I think that people from that point of view 
are very happy. (Chris) 

One teacher made a link between the administration of the school and interpersonal 

relationships. When the school was seen to be run weh, this reduced stress on the 

teachers and ahowed them to enjoy their cohegial relationships. 

I think one thing is that the administration of this school is run weh. 
That's a big thing. If that's not running weh then everything else breaks 
down because you don't feel so confident in things being done, like 
resources, that you've got the resources, the things that support you in 
your role. So there was a time when that wasn't working with other 
principals and so that meant that our own interpersonal relationships 
became strained because you were more stressed. And I would say that 
now that people are less stressed because they are better supported. I 
mean, okay, there's ordinary stress in the classroom, like that comes 
from the children, but other areas are running more smoothly. (Evelyn) 

A few teachers noted that they received encouragement from administrative staff. They 

felt valued for the work they did. 

The principal often lets me know that what I'm doing is appreciated. It 
makes it worthwhile doing. (Key teacher) 

However, this appreciation was not a universal feeling among staff. A couple of 

teachers commented negatively about praise and recognition. 

We don't get a lot of feedback from the administration about the work 
we do. I feel that we could be rewarded, not financially, but just 
acknowledged. (Teacher) 

However, whhe this feeling was acknowledged, my fieldnotes bore many examples of 

pubhc recognition been given to individual staff members for tasks they have 

accomphshed, as is discussed in more detair in the next chapter. 
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Unfortunately, it is the negative experiences between teachers and administrators that 

usually receive the most attention (Beatty, 2000), and I would suggest that at St 

Cecilia's School it is largely because they are unusual, and therefore more memorable. 

Perhaps one of the most significant issues that influences the relationship between 

teachers and school leaders relates again to decision making. As previously discussed, 

some teachers at St Ceciha's School felt that decision making was not truly 

cohaborative. 

There are times when we discuss it [an issue] and then ... [the principal] 
decides. She just basicahy says, "Weh, I think this would be the best 
way it whl work out, okay?" And people get annoyed at that. She does 
let people discuss it but sometimes she has her mind made up 
beforehand, and people aren't very happy with that. (Teacher) 

Hayes (1994) makes the point that principals need to make clear to staff when they are 

using cohaborative decision making and when they are merely using consultation. As 

the statement above demonstrates, if staff beheve they are being offered the opportunity 

to make a decision when reahy the principal wants only to consult them on a decision, 

frustration can result. 

Communication is frequently a contentious issue in schools, one which can cause 

resentment from staff, and which they attribute to administrators. One teacher at St 

Ceciha's commented on communication as a cause of conflict. 

Sometimes if the principal just says," ... that's what you do" or goes 
ahead and does something that hasn't been passed by the staff. I think 
they're the ones, the issues where we've had the most conflict about, 
when we are just told. Or we are not told things and ah of a sudden it 
happens. They'd be probably the biggest conflicts. (Teacher) 

Throughout the year I also observed a few smah incidents where some teachers were 

disappointed with the lack of communication that resulted in them finding out 

information only at the last minute. The principal of St Ceciha's was open enough to 

admit that she was not always attentive to communication. She recognised that this 

could frustrate teachers. 
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I think sometimes I communicate things poorly through lack of time. 
There are things that I want to do. I would like to make sure that they 
know everything that is happening ah the time. . . . So yes, I think there 
are times where someone whl miss out on hearing something because of 
my lack of communication. Out there when you're a teacher on the 
team, lack of communication becomes pretty annoying. (Principal) 

It is important to acknowledge that, during the year of data cohection, the principal was 

heavily involved in developing a large improvement project. It was obvious to ah that 

this took up an inordinate amount of her time. It required frequent meetings with the 

parish council and parent groups, funding bodies and other advisors, the first two 

involving a lot of after-school-hours commitments. To describe the project in any more 

detah would be to risk identifying the school, but it is important to state that the staff 

was very supportive of the project and the principal's struggles to bring it to fruition, 

against some quite difficult odds. 

Whhe the principal was involved in other activities, less time could be devoted to the 

support of teachers. For example, some teachers like to have the principal visit their 

classrooms. They see this as a sign of support for their efforts, and also the efforts of 

their students. Hayes (1994), in his study of a principal attempting to create a cohegial 

environment, found that teachers wanted their principal to be emotionahy supportive of 

them and their work. The teacher making the first statement below was able to 

understand the other demands on the principal's time, but commented on the benefits 

that a principal's visibility could have. 

I think ... [the principal] probably needs to be seen more outside, around 
the school, in the classrooms. I know she's very busy but I think that's a 
very important role for a principal. The kids see her as the principal. 
They see her supporting, encouraging, disciplining if she needs to, and I 
think also just walking into the classroom one day and sitting down with 
a group of kids and that makes me feel good when she gets into my 
classroom. (Shannon) 

I said [to my co-teacher] it's a shame that we don't see ... [the principal] 
coming into the classrooms, just spending a bit of time with us, even just 
seeing the kids and saying good morning to the kids. Instead of just the 
disciplinarian outside, they also need to see her as a person who's there 
for them. (Fran) 

However, classroom visits by principals are not always welcome and some teachers 

may even find them a source of stress. During an interview the principal of St Ceciha' s 
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related an experience where she felt very unwelcome during an unexpected visit to one 

teacher's classroom. This suggests that teachers differ in their comfort with having 

principals watch them at work. However, the principal did feel regretful that she had 

not visited classrooms as often as she would have liked during the year. 

Because I'm so consumed with other issues [the improvement project], 
. . . I find that's taking up so much of my time. Discipline of children is 
taking up so much of my time. I nowhere near meet my goal of, for 
want of a better word, supervision, professional supervision of the 
teachers' work. So there would be teachers out there that would say, 
probably, "Oh, she never gets to see what I do, and I feel disappointed." 
I feel disappointed too. Sometimes I think, 'This is the week I'm going 
to be out there in the classroom having a look." Then something else 
happens. So I'm nowhere near that goal. (Principal) 

Teachers' perceptions about lack of backing and support from administrators can be a 

source of negative emotion. At St Ceciha's, one particular issue was the behefby some 

teachers that the principal did not take sufficiently severe measure on discipline 

matters. The fieldnote below, recorded during a staff meeting that the principal was 

unable to attend, reveals this. Several interviewees also discussed this matter. 

Discussion continued about how and when detention should be used, 
and alternative times which would cause more concern for students. 
Most teachers contributed to the discussion on behaviour management. 
There appears to be a lot of dissatisfaction with the system, and some of 
this spills over to the principal who some see as not providing enough 
support when problem children get out of hand: (Fieldnotes, 14th July). 

On the other hand, as noted by the Assistant Principal, it was sometimes difficult for a 

principal to exercise a lot of freedom in discipline matters. 

Now the way discipline is in Catholic schools these days, it's reahy hard 
because a lot of the power, and not that we in the past have wielded the 
stick as it were, but a lot of our power and authority is basicahy taken 
away from us .... You can't win either way. You're damned if you do 
and damned if you don't. And that's the territory you're in if you're a 
principal, and it's reahy hard. I feel for her [the principal] sometimes 
because she's doing the best she can with the limited power that's left in 
her hands. And people's perceptions are a little bit different, obviously. 
(Assistant Principal). 

One important observation at that particular meeting, and another where the principal 

was not present, was that teachers were more inclined to talk, particularly about their 
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grievances, when the principal was absent. I observed a hesitance on some teachers' 

parts to be open with the principal at staff meetings, particularly if they felt that she was 

in some way responsible for the situation about which they were complaining. I 

discussed the matter with the assistant principal. 

It's fine to air these differences. I think it's great in the way that they 
did [at the last meeting]. But if ... [the principal] had been there, it 
would have been a totally different thing, as you probably would have 
guessed. They wouldn't have [been as vocal] as much, I don't think. 
They would have clammed up. They would have walked away with it 
inside again. And on many occasions, I think ... they don't get to the 
issue as such. They pan around it and they walk away still frustrated 
and still complaining and still talking, saying, "Oh, why not?" whereas 
when they're given that opportunity to do [discuss] it they won't do it. 
(Assistant Principal) 

It is obvious that some teachers at St Ceciha's School had difficulty directly 

confronting their principal about issues. This links in with the earher discussion 

regarding difficulties some teachers have with openly debating issues at full staff 

forums. The assistant principal beheved that the principal was able to accept genuine 

criticism, but, at the same time, teachers needed to be open and honest enough to 

present it to her directly. 

I've said it to people here already, that if they're reahy that unhappy, or 
they want something clarified, they should go to that person. And some 
of the comments I've got back are, "We can't do that." Now I don't 
know why they can't do that because to me ... [the principal] is very 
open ... and willing to hsten. And if there's a genuine problem that 
involves her I think she's big enough to handle it. From what I've seen 
she accepts that and would change if it warranted it. But to me, once 
again, it's back to the people [teachers] themselves. They've got to 
accept a httle bit [ of responsibiirty] themselves. (Assistant Principal) 

In some way this issue is connected with power relationships. Although an 

administrator may want to develop cohegial relationships, his/her presence and role as 

a leader can inhibit communication, as suggested by Hayes (1994). It is apparent that 

this can be a source of frustration to both administrators and teachers. 

That frustrates me immensely. As you know, people [on this staff] are 
fairly vocal and open. We're not a staff that holds back, and yet when it 
comes to that though, it's just like, weh it's not taboo, but it's almost 
like it's a different world there and we're [administrators] not reahy 
ahowed in, and that's just not on. That's not true. (Assistant Principal) 
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Hayes (1994) put forward several reasons why teachers may be less inclined to disagree 

with their principals at meetings. For some it was the desire for a quiet life, for others 

concerns that their career prospects could be damaged. Some had concern for 

appearing disloyal and others held the belief that the principal was most likely to be 

correct and should not be challenged. Through observation and discussions I would 

suggest that there were elements of all these in the reasoning of teachers at St Cecilia's 

School too. 

One teacher commented particularly on the management of emotions in relation to 

superiors. She made the point that, although she was cautious with all responses that 

triggered her emotionally, she was particularly careful in responding to those in 

authority. 

If it's a person in authority I won't perhaps come straight out [ with a 
response]. I may do, but sometimes I react a bit quickly and haven't 
thought things through, so I may just check myself and hold back and 
think about it, and then if I think I've got a decent response I'll go back. 
(Linda) 

What becomes apparent from this discussion is that leadership issues are critical to 

relationships between teachers and principals. It is therefore important to consider the 

emotion work of school leaders in more detail, particularly as it relates to the creation 

and maintenance of a collegial culture. School leaders, principals in particular, are a 

vital part of the staff itself. They are often the people charged with the vision of 

cohegiahty and are often responsible for the structures and procedures within the 

school which foster it. Their emotional encounters with staff add another dimension to 

our understanding of how cohegiahty is experienced within the professional 

community. 

5.4 The Emotional Experience of Being a School Leader 

As mentioned previously, the principal of St Ceciha's School was very interested in 

having a researcher investigate cohegiairty in the school. Her regular discussions with 

me from our first meeting on suggested that she was striving to create a cohegial 

community. She strongly emphasised her desire to foster a productive team where 

170 



members worked together to bring about the goals of the school. The statement below 

describes her understanding of cohegial leadership in practice. 

It's where you treat your staff members as coheagues. It's where you 
respect theh professionahsm and you are not standing above or below 
them. You're standing beside them. Sometimes you feel a bit below 
them because they know so much more than you do in a particular field. 
It's professional prowess to stand with them, beside them in the team. 
(Principal) 

If I was in a school other than a Cathohc school I would still expect that 
team work was important, that common goals were important, that 
cohaboration was important. I don't perceive that there's any other way 
of doing it. (Principal) 

Of course, the principal reahsed that estabhshing a cohaborative culture would not be 

easy. It requhed time and patience. She acknowledged that in her three years at St 

Cecilia's School, her ideal had not yet been attained. 

It was my deshe when I came here to gather that staff together so that 
there were no real signs of fragmentation anymore, that we would try to 
start to work together and as a team. Now has it happened? Weh, it's 
early days, and I beheve that no change can have its results immediately. 
(Principal) 

The culture is that of a team culture, where everybody draws from the 
strengths of others and we work together. That's an ideal. I reahse there 
whl always be reluctant starters ... but I also know that you don't waste 
too much time trying to keep those fringe dwehers on side. You let 
them get caught up in the flow so that eventuahy they have to do 
something. They see everyone joining in and they need to move 
forward to still be part of everything. (Principal) 

As mentioned previously, the principal was quick to emphasise the importance of the 

contributions of each teacher. She reahsed that each teacher had different skills but 

together they combined to form a complete team. Each person needed to feel 

comfortable to contribute in whatever way he/she could to the group. 

In looking at what works in a group you 're looking at the different skills 
of ah the people who whl fill in ah the different sections of what that 
team needs .... It's important for them to know that each one is valued 
and needed to fill the whole team so that we can work effectively 
towards ah the needs of ah the children. (Principal) 
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Ideally, I would like everyone to feel comfortable in themselves so that 
they can give, however small, a contribution that is just as important as 
the next person's contribution. I'd like them to feel confident that their 
participation is valuable and is needed and is wanted and is part of the 
big picture. (Principal) 

The principal saw that establishing a team culture involved having a common purpose, 

a common goal of providing the best education possible to the children of St Cecilia's 

School. Importantly, she also realised that conflict might arise among members, but 

maintained that it could not be allowed to interfere with achieving the common 

purpose. 

When I first came here I would have emphasised the necessity for us all 
to work together. That brings me back to the team concept. "You need 
to be a team that is working for the one purpose." And our purpose is 
the education of the children. If our personal conflict or even our 
professional conflict comes into the way of that, we've got to resolve it 
and return to the task that we're here for. (Principal) 

The principal reahsed that conflicts among staff members could occur. At the same 

time she reahsed that her own interactions with staff could be sources of conflict. To 

this extent she performed emotional labour in that she took care to manage her 

emotions when dealing with situations where conflict could arise. As well as this, she 

also took a role in managing the emotions of teachers, as was seen in her work at staff 

meetings. She felt responsible for drawing out the opinions and views of less vocal 

staff members and helping the group reach consensus without overt conflict. 

The statement below demonstrates that the principal did not like to leave conflict 

unresolved, but preferred some time for her heightened emotional state to subside 

before confronting others. She did not avoid conflict at ah cost, as was the case with 

some teachers. She preferred to address issues of conflict in the hope of coming to 

some resolution, but used the distance of time to put things in perspective first. 
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I like to believe that every teacher is on the same professional status that 
I am. Therefore I can't be compulsive and I must think of that person's 
feelings and that person's status before I act, or before I respond or 
before I retaliate or whatever. I think I'm fairly good at that, and maybe 
to my own detriment at times, ... because you can't let it out. You have 
to almost swallow up that feeling. I don't think it's a feeling of 
weakness but it's a feeling of, "Why should I have to carry the burden of 
that?" What I do, I guess, is think about it and perhaps work out a way 
that I can go and speak to that teacher when I'm not angry or when I'm 
not upset about it, when I'm thinking more clearly about it. (Principal) 

The assistant principal also managed his emotions in dealing with staff members. He 

was aware that people were at different stages of professional development and care 

needed to be taken not to push some teachers too much. 

There's been a couple oftimes [I've checked my emotional responses], 
and I guess it just depends on me and what I beheve in. Sometimes I 
can come on fairly strong and you have to be aware that some people 
may not appreciate that. You just have to be aware of people and where 
they're at. . . . I've been positive but instead of reahy pushing the point 
to the nth degree I've held back a bit, for the sake of what's going on. 
That's not to say that we went backwards. We definitely went forwards 
but you've got to appreciate where people are at, and some people don't 
move as quickly as you do or want to do it that way. (Assistant 
Principal) 

Like the principal, the assistant principal reahsed that sometimes emotions had to be 

managed because to do otherwise would cause unwanted conflict. A respect for the 

feelings of teachers was considered important. Comments or suggestions that had the 

abihty to chahenge teachers about how they performed their jobs needed to be thought 

through carefully first. 

I almost said something [ about a particular issue] at the staff meeting, 
and then I reahsed that if I did, then it would reahy burst open, and I 
thought, "It's not worth it at this stage, not the place or time to do it." 
(Assistant ·Principal) 

It is evident that the assistant principal and the principal used surface acting as part of 

their jobs. However, regardless of the cause of negative emotions, the principal 

revealed that she did not want to show those emotions to others. Rather, she felt it was 

important to put on a positive face where possible for the staff. She did not want others 

to be affected by her negativity. 
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I struggle from being right down there [feeling very low] to going out of 
that [office] door again and being happy. Something might happen 
behind this door; I've had a phone call or whatever. I might go out and 
try to discuss that with someone, but I've very quickly got to leave that 
[negative emotion] behind, so that my emotion is not affecting other 
people, my low is not affecting too many other people. (Principal) 

This statement supports the notion of emotional contagion (Hatfield et al, 1994) since 

the principal beheved that her negative emotions could be 'caught' by others. In this 

way she made a special effort to appear positive. She sought to control the emotions of 

others by hiding her own less positive feehngs, which is an added component of 

emotional labour (Hochschild, 1993). 

Sometimes when the [office] door is closed and you're feeling a bit 
down, as soon as the door opens, you have to be different. Therefore 
you might hide it by being a different person, by going out and showing 
everybody that you 're on top of it, [but] you might be hiding a real 
feeling of dejection or depression, or whatever. Not that I think you 
should stay with those feelings. I beheve you should quickly diffuse 
those feelings, otherwise you keep going downhill. (Principal) 

The principal tried to hide her negative emotions from the staf6because she didn't want 

to burden them. She felt that they had a substantial task in teaching and didn't need to 

share her worries also. However, a disadvantage with doing this was that she often felt 

very alone in what she was doing. 

Sometimes I think that I'm very much alone because when I do that, 
when I go out and cover up whatever emotions have been draining me 
during the period before, I tend to think, "Oh, if only they knew what 
was going on inside me." Nobody knows about it. They think that I'm 
just like this ah the time and nothing ever gets me down. People whl 
often say to me, "Nothing ever seems to worry you." But it does. 
However, I beheve you can't put ah of that on them. Staff have enough 
to contend with in their classrooms with their 25 to 30 children without 
having my problems poured on top of it. I share only what is relevant. 
(Principal) 

There is also the element of a principal's desire to appear in control. Hayes (1994) 

makes the point that teachers want their principal to show them they can do more than 

'just cope'. They want to be reassured that ah is weh and everything is under control. 

Similarly, Blackmore and Sachs (1996) confirm that school leadership, particularly for 

women, entails 'acting out' the part of a person always in control. Apparent confidence 

in the position is seen as necessary if one is to be respected as a successful leader. 
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Certainly the principal of St Cecilia's School believed that it was necessary to act 

confidently even when she did not feel this way. To do this she needed to apply certain 

strategies. Statements made by the principal revealed her strong belief that retaining 

negative emotions was not good for her emotional health. She felt it was better to try to 

get rid of these feelings, not just hide them away, otherwise they would stop her from 

achieving her goals. 

I've always beheved, and I learnt this as a child, and it has stayed with 
me, that you cannot harbour negative feelings about anything, about a 
person, about your work, about a circumstance, about anything at ah. 
You have to find a way of converting that negative feeling into 
something that is going to lead you through to your goal. (Principal) 

Not revealing her true emotions to staff was also in response to the principal's behefs 

about the integrity that went with the job. However, maintaining such integrity placed 

an emotional burden on her. 

I often think that I'm missing out a httle bit in having to conceal certain 
feelings [from the staff], because you just want them to know. You have 
to work with a certain sense of integrity. You can't just go out and tell 
everybody everything. (Principal) 

It is evident that the principal also went beyond surface acting to deep acting in an 

effort to hide her true emotions from others. She explained that she sometimes tried to 

change the way she was feeling altogether. This often required quite a lot of effort, and 

sometimes it was not possible to change completely a negative emotion to a positive 

one. 

You have to reahy deal quite severely with yourself at times and with 
your own feelings to turn them around. They're not always turned 
around to direct positives either. You might compromise with yourself 
at times. You might say, "Weh, that's completely out of my reach. I'm 
not even going to try to attain it." You might push things to the side. 
You might push people to the side because you know that you can't turn 
your thoughts or your emotions completely positive for that person. It 
would be foohsh to think that you could. So you decide, "Weh, I'm not 
making any headway with that person or that relationship or whatever. 
I'hjust set it aside for a whhe. I won't worry about it. I might come 
back to it at a later date, but I'm not going to dweh on it." (Principal) 
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The principal used various techniques to try to change negative feelings and to make 

hersel£feel positive and good about hersel£. As noted by Sachs and Blackmore (1998), 

women leaders have to adopt a professional face that was expressed in theh- dress and 

theh- general demeanour. 

Someone said to me the other day, "Oh ... , you're looking reahy good." 
This was at a principals' meeting. And yet I had probably just had the 
worst day OD my hfe. And I th-ought to myself1 "Yes, I wonder why that 
is?" And I think it's because I try to reverse my feelings. I do this in 
various ways. I make sure that my hah- is done neatly. I make sure my 
make-up is on nicely. I make sure I look good, and iD I look good, I feel 
good. (Principal) 

Another technique she found helpful in trying to eradicate negative emotional 

experiences from her mind was to think about the future. The principal felt that 

dwelling on the past was not emotionahy healthy. She tried where possible to look to 

the future, and encouraged others to do the same. 

I often say to people, "Weh, leave the past behind. Don't dweh on it. It 
will eat away at you. Let's get on with the future. Let's look forwards." 
I think that's where a good sense OD vision can support you because you 
have worked out where you are going. You know your direction. You 
just lost it for a minute or two, or for a day or two, or for a week. And 
then, "Okay, I'm right now. I'm moving forward again." (Principal) 

A heavy workload is seen by Friedman (1999) to be one cause oDburnout for 

principals. The multiplicity OD tasks a principal must undertake is another source OD 

emotional stress. There was an element OD frustration and guilt about the inability to 

get everything done, which worried the principal oDSt Ceciha's. She expressed 

feelings OD inadequacy in that her commitment to certain functions OD principalship did 

not allow her sufficient time to do other parts OD her job weh. 

I don't have regular visits to classrooms. I just don't have the time to do 
it, unfortunately. This is one OD the times that I feel inadequate. I should 
have time to go out there and see those teachers. (Principal) 

However, she felt she could not share her feelings about job overload with teachers. 

She acknowledged that teachers were ah-eady pressured with theh- own work. She 

could not admit to being stressed by her workload. As noted by Hayes (1994) teachers 

want to know that theh- principal can do more than 'just cope'. 
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[I experience] frustration, mainly frustration in my own inability at times 
to get the job done. At times I might only half finish a job .... It's not 
just the serious work overload but the diversity of it, the different areas 
that fit into that work overload. I don't want to go out there to people 
and say, "Oh look, I've got so much work I can't get it ah done, and 
that's why I'm feeling the way I am." I can't say that. They don't need 
to know that. (Principal) 

Particular issues related to change also caused the principal of St Ceciha' s great 

anxiety. Her efforts to bring to fruition an improvement project sparked a great deal of 

emotional stress at the time of this research. In keeping staff up to date with the 

progress of the project, she was forced to reveal some of her negative emotions to the 

staff. My observation at the time was that the staff was very supportive. It is not that 

the principal never shared her emotions. She explained that she liked to 'unload' some 

of the emotional burdens when she could. For this she often chose the assistant 

principal. 

The assistant principal, I would choose that person. . .. Or there might 
be a person there, a staff member close by at the time where I can unload 
my stressful moment. I think you've got to unload it. lfl haven't 
unloaded it at school I unload it at home. Poor ... [partner], but he is 
marvehous. (Principal) 

It is evident that the management of emotions was an intensive experience for the 

principal of St Ceciha's School. I suggest that many other school leaders probably 

perform emotional labour in a similar way in their attempts to maintain cohegial 

relationships. Teachers must also manage their emotions in the course of their work 

with others. The section below investigates how teachers at St Ceciha's School made 

an effort to maintain cohegial relationships through the performance of emotional 

labour. 

5.5 The Management of Emotions to Maintain Collegial Relationships 

By and large, teachers are quite conscious of their emotional interactions with 

coheagues. A couple of them suggested that they didn't hide any emotions from their 

coheagues. However, as this first statement indicates, the teacher needed to feel 

comfortable and at ease with other staff members first. 
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Usually once I'm comfortable and feel safe and all of that sort of stuff, 
you see the full gamut [of my emotions]. So it's not that I'm selecting 
certain emotions that I will show and those that I won't. (Mandy) 

With adults I usuahy say what's there at that time. I don't have a 
problem showing people my true self. (Fran) 

However, as was revealed in the previous section on the emotions of cohaborative 

decision making, many teachers acknowledged that they watched carefuhy what they 

said and how they spoke in their professional interactions with coheagues. Several 

teachers phrased it as 'biting the tongue', but almost ah teachers commented that they 

did in some way manage their emotions in front of their colleagues. 

Check my emotional responses? Yes, I would do that quite a lot. 
(Robyn) 

Of course there are times I hide what I feel. We're teachers. We're 
good at it! ... If I disagree with someone I tend to say nothing, because 
I look at the big picture and think, "It's not that important." (Sandy) 

I have [had to control my emotions] in the past, not so much now 
because I don't reahy care too much now. And I don't mean that in a 
nasty way. I mean, I just row with the flow this year ... But in the past 
I have had to reahy haul myself into line and be very aware. (Georgie) 

If I get cross and cranky about something I may not say anything at ah 
until I think, "I'd better think about this because I'm not feeling so weh 
today. I'd better just double check this so that I'm not letting my 
feelings get in the way of what was just said." Weh, I try to [do that]. I 
try to but it doesn't always happen that way. (Linda) 

A speciahst teacher suggested that she needed to control her emotional impulses with 

teachers if she was to continue to be of service to others. She felt that if she was 

negative, teachers would no longer seek her advice. 

Sometimes if I don't think they're doing the right thing, or ... you can 
have some very strong personahties within teachers, and that's the 
nature of the job. . . . So sometimes I have to hold back my thoughts on 
that, or else the teacher would just not want to talk to you, or it would 
take you a while to get on that teacher's side again. See, if you want to 
work with teachers you've got to play the game. You do, or else if 
you're in there saying, ''This is what you want," you'h have no teachers 
corning to you. (Speciahst teacher) 
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This staff member saw it as 'playing the game' because she understood that working 

with others was a two-way experience and there had to be some give and take. She 

could not afford to express negativity with others if she wanted them still to ask for her 

assistance. Many teachers stated that in particular they attempted to hide their negative 

emotions from their colleagues. 

I try [to hide emotions], I guess everybody does, definitely the negative 
ones. (Linda) 

However, my observations lead me to suggest that what these teachers were really 

saying was that they hide negative emotions that they believed were generated by the 

words or actions of their colleagues. Negative emotions generated by students or 

parents, for example, were not necessarily hidden. One teacher, in explaining her 

selectivity in expressing negative emotions, suggested that it was acceptable to show 

others anger which is directed at students, but she wouldn't want to show them that she 

couldn't cope with the situation. As Kainan (1994) found with high school teachers, 

the teacher wanted her colleagues to know that her job was challenging, but not to 

presume that she was incompetent> 

I was nearly in tears [over a particular student]. And I suppose you 
don't want to show that you're upset in that sort of a way because that 
makes you feel like you're not as professional as you probably should 
be, that a child has actually got to you .... But I don't think I'd be 
worried too much about telling people that I'm really angry and I can't 
go back in there [the classroom], not that it's ever happened, although I 
do get very angry. And you've got to vent, otherwise you just go crazy. 
(Pat) 

As did the principal, this teacher felt that it was important to be able to unburden 

herself of negative emotions, but she spoke specifically about those that were the result 

of student interactions, not conflict with colleagues. Feeling angry and frustrated with 

students was acceptable and could be readily disclosed to others. The same feehngs 

about coheagues had to be hidden. There were those teachers who acknowledged that 

they hid their negative emotions because they tried to avoid confrontation with 

colleagues. 
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Probably if I'm angry with something I wouldn't be the one to say, 
"Look, I don't reahy like the way you're doing that or dealing with 
that." . . . I don't like confrontation. It's as simple as that. I'd probably 
try a different way of going about it. Very subtly I would probably do 
something. (Shannon) 

Do I hide anger? Yes, because it might cause conflict and I try to avoid 
conflict. I'm quite happy to show anybody the positive ones [emotions]. 
(Chris) 

Although many others implied this, an exphcit reason that one teacher put forward for 

avoiding a confrontation with a coheague was that she wanted to keep their relationship 

sound, and feared hurting her coheague. She expressed a sensitivity towards the 

feelings of her coheague. 

Weh, for instance, I didn't go and approach ... [her coheague] because I 
didn't want it [the relationship] to become rocky. I think I'm a happy 
person generahy and I would never, ever go and be hurtful or spiteful. 
(Pat) 

In attempting to explain why she managed her emotions, another teacher suggested that 

teachers were sociahsed to conform to certain standards of behaviour, and that was also 

influenced by their roles as adults in a community of impressionable young people. 

You can't explode because it's not appropriate to do that in front of a 
whole group of people. Because we're trying to say to kids that you 
can't [behave in that way]. ''The way you feel is the way you act". And 
I think there's a certain etiquette that you have to meet. ... It's a role 
model thing. Of course you can't [explode] because we're saying to the 
kids, "You can't explode. You can't go and do that." And if you go and 
do that, what are you showing to the kids? So I don't think that's 
appropriate. I think it's a learned thing. I definitely think it's a learned 
thing. (Robyn) 

This statement supports the notion by Nias (1998) that teachers may feel emotionahy 

constrained in an environment where presenting a model of adult harmony is 

considered important. The statement also adds weight to Rafaeh and Sutton's (1989) 

proposition of occupational sociahsation and learned emotional behaviour. Teachers 

are taught, through societal, occupational and organisational expectations, what is 

acceptable emotional behaviour in front of coheagues. 
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At the same time as teachers acknowledged the importance of checking or controlling 

their emotions, some also felt that it was important to confront issues with their 

colleagues that had triggered negative emotional responses within them. 

I'm just thinking of a particular occasion just recently and something 
happened. It shouldn't have happened, and it had been discussed and 
then the opposite of what was discussed happened. And yes, I had to 
bite my tongue and hold back, and not get angry. But at the same time I 
did let the person know that I was unhappy with the way it had been 
done. And I think it was important because I could have exploded. And 
that wouldn't have helped the situation at ah. (Beth) 

Feelings of discomfort arose for some teachers if they did not confront issues when 

they arose. For these teachers, conflict avoidance was emotionahy stressful, so they 

preferred to address the issue, albeit in an emotionahy calm state. 

I hate the lingering, going home and that lingering, "I shouldn't have 
said that to so and so." I hate that. I hate going home with that because 
I feel so uncomfortable and it plays on my mind the whole time. So it's 
better off if I say, "Look, Lucy, what I said before, it sounded like I 
meant this, and I did mean tltis, but I want you to know where I'm 
coming from." I prefer to get it over and done with there and then, on 
the day. (Linda) 

Although teachers might hide some emotions from their coheagues, most felt that they 

didn't or couldn't reahy change them. In displaying a different emotion from the felt 

emotion, they did not consciously try to convert a negative emotion to a positive one. 

Rather they put the negative emotion to 'the back of their minds', either to be dealt with 

later, or to be ignored. 

I probably just focus on something else and that's fairly easy for me. I 
can chck it off and, "Okay, let's get on with something else." Yes, but I 
do think it comes back then at the end of the day, and I think about it, 
and I think how I can deal with that. So I do deal with it. I don't just 
shove it in the back and leave it there. I don't actuahy change it. I just 
put it away somewhere and bring it out later when I can think about it 
and deal with it then. (Shannon) 

I put it in the back of my mind, like into a httle bottle. I don't try and 
change it. I think it's quite healthy to have those emotions inside but I 
don't like to show them. (Chris) 
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I might hide it, but I don't think I could change it. Like you can't bring 
your emotions from what you're feeling outside [home] to here [school]. 
And sometimes you've got to hide emotions here. (Robyn) 

One teacher, however, felt that she did change her negative emotions, and that this was 

the only way she could cope with them without others detecting the 'fakeness' of her 

displayed emotions. 

Yes, I think I change it [the negative emotion], because I think that's the 
way I can deal with it. I don't know that I'm very good at hiding it. I 
could probably hide it, but in hiding it I must change it, otherwise I can't 
deal with it. I think, "I can't hide." If I'm upset, say something's upset 
me and I don't want to discuss it, so therefore I become very quiet, I will 
stay very quiet if I don't change it. And therefore by being very quiet 
others wirl notice. People wirl say, "Oh, not weh today?" I don't want 
to hear it! "No, I'm fine, thank you very much." So I must change it to 
deal with it, I think. I don't know whether I can just hide it, I have to 
hide and change. If I don't change it, I can't hide it. (Linda) 

White many teachers indicated it imphcitly, one staff member exphcitly stated that 

people at St Cecilia's School worked to create the harmonious relationships that 

existed. They were sensitive to one another's feehngs and made an effort not to upset 

thefr coheagues. 

I'm careful that I don't upset other people. Or I try to be careful. ... [A 
relative] was talking about her relationships at work. The kind of things 
that upset her and things that go wrong don't happen or haven't 
happened to me yet. And I think that it's because people here are more 
careful about each other's feelings and work at relationships too. (Beth) 

This notion wirl be explored in greater depth in Chapter Six, which focuses on 

conditions which foster and constrain the emotional health of the staff community. 

What becomes evident from this section on management of emotions is that, even 

though teachers at St Cecii.ta's School handled thefr emotions differently, they were ah 

emotional labourers for the sake of cohegiahty. They managed thefr own emotions in 

the interests of others. It could also be said that they managed the emotions of thefr 

coheagues, in that they tried to prevent adverse emotional reactions from thefr 

coheagues by controlling thefr own emotions. 
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5.6 Contributions to New Knowledge Revealed Through this Case 

This chapter has added significantly to the body of literature on emotional work. It 

does this on two counts. First, and more importantly, it contributes to the knowledge 

about emotional environment and emotion work in schools, a largely unexplored area 

in educational research. Second, it contributes to the existing literature on emotional 

labour in organisations, providing real insight into non-client focused emotional labour 

and suggesting the application of bounded emotionality to a previously unconsidered 

setting. 

This research clearly supports the work of Hargreaves (1998a, 1998b) and Nias (1996) 

that teaching is an emotional activity. That teachers' face-to-face work with students is 

a site of emotional experience is not in itself surprising. What becomes clear is that 

teachers at St Ceciha's School experienced a wide range of emotions in their work with 

children. Teaching could be a very satisfying occupation, but at the same time a range 

of negative emotions also arose in the course of face-to-face teaching. Teachers 

sometimes experienced guilt when students failed to make expected gains and also 

frustration and anger when they did not work as hard as they were capable. At the 

same time many teachers were conscious that they managed their emotions in the 

classroom in front of their students. Emotional labour was required in the course of 

teaching. 

However, this research makes a more important contribution that researchers like Bah 

(1987), Connell (1985), Nias (1998), Pollard (1987), and others have only touched on, 

that is, that there exists a strongly emotional dimension to collegiahty. This research 

has revealed some of the very real emotional experiences of staff members in their 

efforts to work together. It has highhghted the emotional aspects of decision making 

processes as they operate in a school, of managing interpersonal conflicts, of working 

with school leaders and of working on a one-to-one basis with a coheague. While 

researchers like Hayes (1994) and Weiss et al (1992) have considered some of the 

issues that arise in these situations, what has been lacking to date is ethnographic data 

on the emotional dimensions of these vital aspects of teachers' work. 

It is clear that the staff at St Ceciha's see several emotional aspects to decision making. 

First there is the problem of not being able to please everyone in a group when 
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attempting to come to some consensus. This can leave some teachers feeling less than 

happy with the situation. It is therefore important to seek accord with as many as 

possible when coming to decisions. For those with vastly differing opinions, where 

possible it helps to try to accommodate their views in reaching solutions. 

There is also the emotional experience of having to defend your argument about 

something in which you firmly believe. While some teachers have no difficulty doing 

this, others do not seem able to do this. Again, individuals differ in how they approach 

discussion and negotiation. Stronger personahties have the ability to silence weaker or 

less committed views. Differences in teachers' commitments to the decision making 

process are revealed. It is apparent that withdrawal from the process can lead to 

frustration and can also cause less vocal teachers to complain about decisions at a later 

stage, which some describe as 'whinging', a habit that was not looked upon favourably 

by other teachers. 

Another difficulty is the desire to reach a speedy decision. In any decision making 

group, whhe some teachers want to talk, others just want to hsten, and still others just 

want a decision to be made in as httle time as possible. This can be emotionahy 

stressful for some, especiahy when the pressure is apphed for the group to reach a 

decision before some have had time to evaluate various options. It becomes quite 

evident that decision making processes can arouse a great deal of emotion in a school 

staff. In the course of this experience, many people perform emotional labour in 

masking their emotional reactions. They frequently do this because they are sensitive 

to the feelings of their coheagues. 

Working in one-to-one relationships with other teachers can generate different kinds of 

emotions. As was revealed in Chapter Four, there are many reasons why teachers 

dehberately choose to work closely with a coheague, but it is also important to 

acknowledge that such relationships can be emotional. Feelings of inadequacy or 

inexperience can arise in one-to-one situations. Teachers may be chahenged by a 

coheague to support their professional behefs in this kind of situation. Therefore, 

sensitivity to the needs and feelings of individuals is required. Such encounters may 

require teachers consciously to manage their emotions. 
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It is interesting to note how teachers dealt with interpersonal conflict at St Ceciha' s 

School. Some admitted to avoiding conflict, allowing the problem to resolve itself. 

Others felt capable of discussing their differences with coheagues, either within a 

pubhc forum or privately. Most importantly, it appeared that teachers did not harbour 

resentment for long periods. The fact that there was httle interpersonal conflict outside 

the decision making arena among teachers suggests that staff relationships were stable 

and healthy. What promoted this emotionahy healthy environment whl be investigated 

further in Chapter Six. 

The principal of St Ceciha's was seen by teachers to be a good administrator but some 

teachers saw issues of teacher support and communication as needing further attention. 

Relationships between teachers and school leaders can be improved when teachers 

perceive they receive support for their work. Support may be provided in several ways, 

for example by providing adequate teaching resources, giving praise and recognition, 

allowing genuine opportunities for cohaborative decision making, and reducing the 

emotional stresses of student discipline. This may seem to be a tall order for principals 

to fill and this research has ihuminated like no other the emotional labour of school 

leadership. 

The principal of St Ceciha' s School performed emotional labour in many aspects of her 

everyday work. Blackmore and Sachs (1996) clearly demonstrate that female 

principals use emotional labour in the context of performing their duties in times of 

continual change. This research demonstrates that it is not only in this context that 

emotional labour may be performed. Emotional labour may be enacted by a principal 

in an attempt to maintain the emotional health of one's staff, and to encourage one to 

carry on in difficult circumstances. The principal of St Ceciha's managed her own 

emotions and attempted to manage the emotions of her staff. She felt a responsibihty to 

be enthusiastic and positive in her approach to her work but to do so she often had to 

use both surface and deep acting. She felt it was important not to burden teachers with 

her emotional experiences and was able to explain clearly the strategies she used to 

manage her own emotions in her position as school leader. She was strongly 

committed to team processes and in working this way was also required to 'manage' 

others' emotions during formal meetings, so that each teacher could be encouraged to 

give his/her opinions. 
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Hochschild (1983) and others depict a clear place for emotional labour in chent focused 

jobs but by and large colleague-focused emotional labour has not been considered. 

That teachers are emotional labourers for the sake of cohegiahty was quite clear in this 

research. Most teachers openly admitted that they hid genuine emotions from their 

coheagues and used surface acting to portray a different feeling. However, it must be 

made clear that it was not all emotions, but only negative emotions, that were hidden, 

and even then only those caused by cohegial interaction. They checked and controhed 

their initial negative emotional reactions, particularly in relation to issues that had the 

potential to cause conflict, either one-to-one or with a larger group. They stated that 

they hid negative emotions stimulated by cohegial interactions because they were 

sensitive to others' feelings and did not want to hurt them and because they had been 

sociahsed to be professional and not lose emotional control of the situation, particularly 

as role-models for children. 

At the same time, not ah teachers avoided conflict. Some felt stress in leaving issues 

unresolved and would go back to their coheagues to clarify their views. However, they 

usuahy took some time to do this, waiting until the initial emotional reaction was less 

strong. In this way they could 'clear the air' with coheagues, therefore relieving 

themselves of the emotional turmoil that interpersonal conflict could cause. While it 

was not uncommon for a teacher to hide negative emotions caused by collegial 

interactions, not many teachers indicated that they used deep acting to try to change 

their negative emotions. This is clearly different from the method of emotion 

management practised by the principal. 

By and large, teachers' positive emotional responses, either from adult or from student 

interactions, were not hidden from coheagues. As whl be revealed in more detair in 

Chapter Six, teachers at St Ceciha's seemed genuinely capable of sharing positive 

emotions which arose from their perceived success in the classroom or from positive 

interactions with other adults. They did this in the pubhc forum of the staffroom. They 

were also generahy able to share the negative experiences of teaching, expressing anger 

and frustration with students. Experiencing such emotions was acceptable as part and 

parcel of the job. However, they did not want their coheagues to think that they 

couldn't cope, just that the job they were doing was difficult. Managing their emotions 

for coheagues suggests a different form of emotional labour from that which 

Hochschild (1983) originally described. The culture of the primary school community 
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tacitly promoted a respect for the feelings of others, and the performance of emotional 

labour seemed to protect that. 

Therefore, what I now posit, and whl develop more fuhy in the next two chapters, is 

that the staff community of St Ceciha's School operates on lines similar to that of 

bounded emotionahty, as described by Martin et al (1998) and Mumby and Putnam 

(1992). Certain elements of this kind of organisation exist at St Ceciha's, particularly 

in relation to the intersubjective limitations or constraints which individuals exercise in 

their attempts to build and secure interpersonal relationships in a caring and supportive 

environment. 

Bounded emotionahty is paradoxical in that where it operates, organisational members 

feel free to express a wide range of emotions at work, but at the same time voluntarily 

constrain the expressions of some emotions in order to encourage community building 

and personal well-being in the workplace. Organisations that operate in bounded 

emotionahty mode are usuahy composed of a high proportion of women (Martin et al, 

1998) and are recognised as organisations where nurturance, caring, supportiveness and 

interpersonal relationships are valued (Mumby & Putnam, 1992). This research 

contributes significantly to new knowledge on emotions in organisations because it 

reveals the possibilities of bounded emotionahty as a way of interacting in a different 

setting, that of a primary school. The next two chapters take this thinking a step 

further. 
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CHAPTER SIX: Emotional Health 

6.1 Overview of the Chapter 

Research Question Three: What are some of the conditions that appear to foster or 

constrain the emotional health of the staff as a collegial community? 

The previous chapter gives a picture of the emotional experiences of teachers and 

school leaders in their attempt to work in a collaborative environment. It explores how 

teachers' work is set in an emotional milieu and describes how staff members manage 

their emotions in front of their colleagues. This next chapter goes on to explore some 

of the conditions which create or ease emotional burdens of the staff as a group. As 

previously discussed, emotional health is defined as the state of emotional well-being 

that colleagues experience as a group. An emotionally healthy environment or culture 

would typically be one in which people are sensitive to their own and others' needs and 

work to achieve communal well-being through various forms of supportive behaviour 

and emotional expression. 

Within the collegial environment as it existed at St Cecilia's School, staff members 

exhibited various behaviours that appeared to facilitate the emotional health of the 

group. Given that any school is not a utopian environment, at the same time there were 

other behaviours that appeared to constrain the emotional health of the group. This 

chapter explores these behaviours. Data from this and the previous chapter support a 

proposition that a form of bounded emotionahty operates at St Ceciha's. This is 

particularly evident in the caring and supportive behaviours of staff members, in the 

ways that staff members express and constrain emotional displays in front of 

coheagues, and in the effort that is put into building community. Therefore, these three 

areas have been chosen as broad categories to demonstrate bounded emotionahty in 

operation and how it facilitates emotional health. It is important to state clearly that 

there are overlaps in these three areas. Some activities of the staff group could be 

positioned into more than one category. It is the overah picture of the emotionahy 

healthy behaviours that tehs the story, but for ease of reporting sub-groupings have 

been used. 
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6.2 Caring and Supportive Behaviours 

Teachers at St Cecilia's School all quite openly discussed behaviour that demonstrated 

care and support for others. This support took on a variety of forms. Some support 

could be clearly identified as professional assistance provided to coheagues. Teachers 

also acknowledged physical support such as help in the classroom, as weh as various 

forms of emotional and moral support, but at other times it was impossible to separate 

clearly the supporting behaviours. With this in mind, the sections below explore the 

nature of the behaviours that teachers identified as supportive. 

6.2.1 Class Support 

A helping behaviour of a physical nature described by many teachers was the assistance 

provided to coheagues when difficult children became too disruptive in the classroom. 

To those who expressed such problems, some teachers would offer a standing invitation 

to send those children to their rooms for brief periods. 

We have two or three difficult classes in the school, reahy difficult 
classes. Very seldom would a day go by when I wouldn't have one of 
those ... [students] in my room for something. And that is about the 
only way you can do it [help out] in a lot of ways. You can say, "Weh, 
give him to me" so the teacher has some rehef. They [the children] 
come up and they don't bother me at ah, but it means that that teacher 
hasn't got that stress. (Georgie) 

Many teachers would assist their coheagues by looking after classes or standing in for 

others if they could. On several occasions I witnessed teachers who had non-contact 

time voluntarily take the class for a coheague who was unweh. Of course it was 

difficult for teachers to do this when they had classes of their own, but the spirit of this 

kind of assistance was obvious, as the statement below demonstrates. 

Most people seem to work reahy weh together, but I find the great thing 
is how people care about each other. . . . Like, it's nothing for 
somebody to say, "I'll come and watch your class for you," or "Send 
your kids to me if you want to do so and so." And that's across ah year 
levels. (Sandy) 

Physical assistance was also provided by way of volunteering to take over the 

playground duty of another, without expectation that duties would merely be swapped. 
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When teachers at St Ceciha's School knew they would be out of school on an 

excursion, for example, they usuahy swapped their duties with coheagues. However, 

genuine concern and support was witnessed on occasions where teachers did the duty 

of others spontaneously and voluntarily. On several occasions one particular teacher 

voluntarily took duty for the principal when she could not be there. Another example 

was observed in the fieldnote below. 

Today is the teacher hbrarian's birthday so some staff members have 
provided morning tea. Because she is on duty in the hbrary, ... [a 
coheague] volunteers to go and reireve her so she can come in to 
celebrate early. (Fieldnotes, 1 ?1h November) 

There were some teachers on the staff who showed their concern for others by regularly 

offering to help in any way they could. Interestingly, both my own observation and 

that of the principal suggest that it was often those who were quite busy themselves 

with extra projects who offered assistance to others most readily. 

Most teachers are aware of the needs of others. They're always helpful. 
. . . There are certain staff members that are always asking, "Can I help 
you?" and you know that they're flat to the boards in what they're doing, 
and yet they're still offering help to someone else. (Principal) 

6.2.2 Volunteering 

Volunteering to help others was the trademark of some teachers at St Ceciha's School. 

There were several teachers who were known for their generosity in this area, and there 

were many others who also pitched in when necessary. Volunteering appeared to be a 

behaviour that supported the community and improved the emotional health of the 

group. It supports George and Briefs (1992) suggestion of the link between 

organisational sponteneity and positive affect in primary work groups. 

There are certain ones on staff, who, when someone says, "Oh, this 
needs to be done," they'h be the first ones to volunteer. (Evelyn) 

I think people are pretty good for volunteers. That's at staff level and 
also incidentally, and that works pretty weh. (Gerry) 

As noted in Chapter Four, the work of key teachers was ah of a voluntary nature. 

Aside from this work, various other professional activities were also undertaken on a 
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voluntary basis. For example, one teacher took a writer's club for students after school 

each week. Another took responsiblity for the development of the parents' library. 

Certain teachers offered to do special activities for students, for example in Book 

Week, leading up to sports carnivals, or when the school undertook fundraising for 

various causes. Some teachers also gave time on weekends. For example, a few 

teachers responded to a call from the principal to be available to meet parents and the 

local church community after Masses one Sunday to discuss school development plans. 

Observations recorded in my fieldnotes also provide evidence of other voluntary 

actions of a non-professional nature undertaken by particular staff members. One 

teacher always took the staffroom tea-towels home to be washed. Another cleaned the 

staffroom refrigerators and tidied the room at the end of term without drawing attention 

to her actions. One teacher took on the responsibihty for the purchase of teachers' 

uniforms, liaising with staff and manufacturers on a regular basis. This same teacher 

also arranged certain social activities for the group. On other occasions one teacher or 

other would make ah the arrangements for staff lunches and dinners. Until a roster 

system was instigated, one teacher always took the minutes at staff meetings. There 

were many, many examples of the unselfishness of some teachers in volunteering to do 

things that helped the group as a whole. 

A key teacher with a heavy subject workload also commented on the regular assistance 

that many teachers would provide if requested. 

Actually the teachers here are reahy good because they're willing to 
help you out. Any time you need any help they'h do something extra 
for you. And that helps a lot, because you reahy need a lot of extra 
assistance. . . . There are a lot of people who whl say, "Oh, look, if you 
ever need a hand I'll help." Or if you say at a staff meeting, "I need 
some people to stay back and help me," and they'h ah say, "Oh, yes." 
It's good that way. But it's often the same people. You always get 
those few that won't. But it's good. (Key teacher) 

It is important to note, of course, that not ah teachers were generous with their time. 

Although in the minority, there were a few teachers who rarely did anything which 

would be considered extra or voluntary. Further comment whl be made on this point in 

a later section. 
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6.2.3 Professional Advice and Support 

One type of help was identifiably of a professional nature. Teachers stated that their 

colleagues often provided them with advice on professional matters. Importantly, it 

was done in a way that would not make the other person feel inferior. 

I think [they support others] with advice, like ways to handle certain 
issues or situations. And I don't ever feel that somebody said something 
by way of, "I can handle this situation so I don't see why you can't." I 
don't ever feel that. I feel it's more like, "Look, I had this problem 
once, so I wouldn't go into it without having so and so there, or 
whatever" - that sort of situation. I find that is what happens here. I feel 
like if I had any sort of problems or dramas I would have the support of 
every staff member, reahy, with different issues, say it was different kids 
within the classes, or work related stuff. (Linda) 

Weh, we [teachers] discuss different things. Like, if I ever have a 
problem or if we're in the staffroom and you just happen to say, "Oh, 
I've just had a horrible day and this child's doing that," or whatever, 
then we might discuss different ways of coping with that. (Pat) 

As discussed in Chapter Four, teachers at St Ceciha's School frequently held informal 

professional discussions when they gathered during their breaks. Other than advice on 

behaviour management matters or teaching practices, teachers at St Cecilia's also saw 

that some of their coheagues were very ready to share teaching ideas and teaching 

resources with them. 

And sometimes it's just offering ideas. Some people are very supportive 
and whl help you with anything. (Evelyn) 

Weh, professionahy, [teachers support each other] by sharing ideas, 
offering worksheets, things like that to each other, or offering support in 
the way of behaviour management program that we have .... I think 
that's [ sharing of resources is] very supportive. I mean it stops you 
having to go to the hbrary and spend half an hour looking for what you 
want if someone knows exactly where to put their finger on it. Weh, 
why not use that? (Shannon) 
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One teacher then explained that she would have to do her first class 
Mass. As a non-Catholic she was worried about this as she had not done 
one in the past. I asked about this and she explained that she had 
swapped with others to teach RE for her in the past. Another teacher 
immediately offered one ofi her hturgies and went over to her classroom 
and got her folder. She then offered suggestions about what might be a 
useful theme. (Fieldnotes, 12th Aprh) 

Teachers spent time discussing professional issues. Besides using time at staffi 

meetings, over their breaks together teachers often discussed matters that were to 

appear on the agenda. This helped them to clarify issues before they reached the 

meeting. It widened their views when they had the opportunity to talk to others about 

professional matters in an informal setting. 

They talk. The staffitalk, and they talk to one another, particularly ifi 
you know something is corning up, you get the chance to [talk to others 
about it]. And I think that's good because you might be reahy fiery on 
one narrow line, but when you talk to other people you think, "Oh yes, 
that's right. I didn't think ofi that issue or that issue." So I think ifi 
you're able to talk about something, you know, there's some very good 
talk. And even though you always have your negative talk and that, 
positives can come out ofi that. I think that ifi they're given a chance to 
talk to one another, you tend to get a feel for the way people would 
decide on things. (Linda) 

6.2.4 Valuing the Professional Contribution ofi Others 

Another way teachers at St Ceciha's School showed their support for coheagues was to 

make others feel valued for their professional contribution to the group. As shown in 

the previous chapter, the principal clearly articulated her behefithat every teacher had a 

contribution to make to the team and that everyone's ideas were important and 

valuable. 

I think I'd like to draw out the talents [ofiteachers], making sure 
everybody feels comfortable in their own professionahsm and 
everybody feels confident in their own professionahsm. I haven't done 
enough ofi that here yet. I want people to know that they're valued and 
they're trusted and they're good people. And you can only do that 
through constantly travelling the journey ofi what you beireve is good 
leadership. You're just not a good leader last week and that's it. 
You've got to keep working at it. (Principal) 
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Again, this statement reveals the responsibility that the principal felt for managing the 

emotions of others. She wanted staff to feel comfortable and confident in their roles. 

She was concerned about the emotional well-being of others. My observation of staff 

meetings provided numerous examples that demonstrated that the principal valued the 

work of the teachers and pubhcly expressed this. 

The principal thanks the key teacher for SOSE for her work on the 
"Discovering Democracy" workshop to be held next weekend. " ... , 
thank you for ah the work you've done on that, and for ah we know 
you're going to do next weekend." She commented on the work that 
had gone into the information sheet and praised the teacher's 
organisational skills. (Fieldnotes, 5th July) 

The principal said," ... [key teacher of HPE], thanks a lot. The carnival 
went reahy weh." "Yes, thanks, .... Weh done," stated ... [teacher]. 
The group spontaneously clapped to show their appreciation. 
(Fieldnotes, 10th March) 

The assistant principal reported on the RE program vairrlation process of 
the previous day. He offered congratulations to ah staff on this because 
of their hard work the previous year. He stated that the school's RE 
program had stood out among the others as being exemplary, especially 
regarding rehgious hteracy. He then read the commendations and 
recommendations made by the assessment panel. To the staffithe 
principal said, "Weh done, everyone. I think that's pretty great." She 
clapped them and they joined in. She continued to praise their efforts 
saying, "Top marks to everyone." She ended her congratulations with 
" ... so thanks to everyone." (Fieldnotes, 10th March) 

Teachers also made many statements that revealed their appreciation for the 

professional effort of their coheagues. 

The key teacher for SOSE then thanked everyone who had contributed 
to the success of the weekend workshop that she had organised. 
Another key teacher congratulated those staff members who had 
successfully completed the upgrading certificate in resuscitation, and 
reminded those who were doing the full course of its starting date. 
(Fieldnotes, 14th July) 

The teacher hbrarian then gave a hbrary report and started by thanking 
one teacher for reading stories in the hbrary for Bookweek, and another 
for the badge-making idea. She thanked ah the staff for supporting 
Bookweek. (Fieldnotes, 1st September) 
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Supporting Nias et al (1989, 1992), it is evident that praise and recognition of others is 

an important aspect of a collaborative culture. Some teachers at St Cecilia's 

commented that recognition of others' talents was one factor that contributed to a 

positive working environment. Receiving praise had the ability to lift a person's spirits. 

And noticing when somebody else does something good as well. When 
somebody says, ''That was really good." Or just recognising, ''Thank 
you for doing that," or those little things. Teachers here do that. 
(Claire) 

I do find the staff here, there are some teachers who are very generous in 
their "thank yous" and so you feel, "Oh, that's really nice." Just when 
you feel, "Oh God, I feel so useless," ... they just say, ''Thanks for all 
you're doing." And that's really good, that sort of thing. (Specialist 
teacher) 

As has been shown by the supportive behaviours above, teachers at St Cecilia's School 

seemed very willing to share at the professional level in that they talked about 

professional matters, helped others with materials and resources, and offered teaching 

ideas and other such assistance. They also readily acknowledged and praised the 

efforts of their colleagues. This is characteristic of a non-competitive environment, a 

culture in which cooperation is more important that trying to appear better than others, 

or to show up the problems or inexperience of others. This non-competitive nature 

needs to be explored further. 

6.2.5 Non-Competitiveness 

As noted previously, St Cecilia's School had a fairly flat organisational structure. 

Other than the principal and assistant principal, no one had any great authority over 

another. Although there were several staff members receiving remuneration as 

Advanced Skills Teachers, this did not necessarily give them specific power over 

others. Whhe most of these teachers held voluntary positions of responsibihty, other 

teachers without such certification could also obtain such positions. Interestingly, there 

appeared to be httle competition among teachers. Whhe I cannot draw a definite 

conclusion that this was due to the flat organisational structure, it may have had some 

influence on it. 
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We get on well as a staff. I think it's because we're all in it together. 
Most probably because we're all on the same side. There's nobody 
climbing, trying to get above, perhaps like it is in an office. Nobody is 
trying to be above anybody else, or not that I see. Nobody tries to be 
"in" with ... [the principal]. It's ah just a level playing ground. (Sandy) 

The lack of paid positions of responsibiirty in the school, and the seeming lack of 

interest in promotion of many of the teachers may in some way have contributed to the 

non-competitive nature of the staff. However, it may also have been a feature of a 

cohegial staff, that teachers were more interesting in assisting others than in trying to 

promote themselves over others. 

We have some quiet achievers around that go about their business. No 
one here blows their trumpet too loudly. They go about it in a natural 
sort of way and I think that's the best way to do it. I don't think people 
appreciate anyone who's going to try to blow their own trumpet and try 
to create something that people just aren't happy with. (Assistant 
Principal) 

Whire it was acknowledged that it was not a competitive environment, one teacher 

commented that there were some teachers who liked to be noticed for their good work. 

There's not much competition among the staff. You can't be 
competitive in teaching because you're not working with the norm. But 
you do get some teachers who want to look as if they're doing more or 
better than the class next door. (Georgie) 

Another element of influence may be the fact that the teachers were mainly female. As 

Acker (1992) noted, many older female primary teachers do not hold strongly to 

pursuing promotion. Many female teachers at St Ceciha's had had a break in service 

whhe raising their children, and only a few female teachers appeared to be interested in 

obtaining formal positions of responsibihty. At the end of the year of data collection 

one female teacher did secure an assistant principalship in another school, but others 

did not seem interested in such promotions. When a part-time, short-term acting 

position of responsibihty became available for the following year, the only person to 

apply formahy was a male teacher. One female teacher did express interest but was not 

qualified for the position. 

In informally discussing promotions with some of the teachers, another issue that may 

deter women from applying for positions such as assistant principalships became 
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apparent. Many of these promotional positions involve a part-time teaching load. 

Teachers of lower grades, typically female in most schools, and certainly at St 

Cecilia's, felt that their students would be disadvantaged by their regular absence from 

the classroom. Therefore, they chose to teach full time, rather than be an administrator 

part-time. 

A non-competitive environment, for whatever reasons, can have some very positive 

benefits. Because teachers are not trying to 'outdo' or 'show-up' their colleagues, or 

'show off their competence, they are much more likely to be cohegial, in that they whl 

be more willing to share professionahy, socially and emotionally with colleagues. 

Emotional support, as is discussed below, was very prominently displayed at St 

Cecilia's. 

6.2.6 Emotional Support 

Emotional support for coheagues was very common. Teachers expressed their concern 

for others by talking through professional problems and offering moral support to those 

who were undertaking difficult tasks. 

I value their [ other teachers'] support, even if it's just moral support. 
And, yes, when I start to think about it, if there are problems in the class, 
support that you get from people just hstening, maybe making 
suggestions, offering to do something to help you out. That is very 
valuable. The support is there. . . . If there's some particular event that 
you 're responsible for doing, it could be just our normal assembly, the 
moral support that you get from staff when you're preparing that, or 
even input if you need suggestions or help, whatever. That support is 
always available. (Beth) 

I guess you know they're there. Like if you need a shoulder to cry on, I 
guess, not that I'd probably do that very often, but if you did you'd 
know that there'd be someone. Or if you needed something, whether it 
be school or whatever, there is probably someone who can help you out. 
So it's good like that. (Sandy) 

I was also included in this atmosphere of emotional support. The first day I did a few 

hours ofrehef teaching I felt very supported by two teachers in particular, and made 

note of the role that this kind of support plays in uniting teachers. 
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... [Two teachers] asked me how I was coping with the rehef class. 
They commented that they had been thinking of me. I related how I was 
pleased with the class except for the behaviour of one particular student. 
... [A teacher] said that this was typical of that student, and that his own 
teacher also experienced the same difficulties. I find that teachers tend 
to strengthen their bonds with each other by relating stories of the 
difficulties they must cope with. Coheagues offer advice and teh their 
own tales about coping strategies. This brings comfort to those trying to 
manage the difficulties and unites teachers in their common struggles. 
(Fieldnotes, 11th February) 

Similarly, other teachers were encouraged and emotionahy supported in their efforts 

with difficult classes. 

I ask one of teachers how things are going in her class (which is known 
to include several problem students) and she tells me that one of her 
most difficult students is starting to show consistent signs of 
improvement'. Another teacher also mentions in conversation how she 
has seen this particular student around the playground and has been 
impressed with his improved behaviour. She praises the first teacher for 
her persistent efforts with the boy. (Fieldnotes, 11 th June) 

As weh as witnessing emotional support in professional circumstances, emotional 

support of a personal nature was also commonplace among staff at St Ceciha's . 

. . . [A teacher's] son is in East Timor with the Austrahan troops. Today 
is his birthday and she has brought a photo of him to the staffroom. She 
is obviously concerned about him, and various teachers ask after him 
and say encouraging things to her about him. I see that she is 
encouraged by this emotional support. (Fieldnotes, 1 ?1h November) 

On an everyday level, I think people always check that you're doing ah 
right. If you're looking particularly stressed they go out of their way to 
make sure you're okay. They talk about problems. Like, I was sick 
yesterday, and everyone was saying, "Oh, go home. Make sure you're 
ah right." So, just looking out for one another I think is good. (Claire) 

Although staff members were unable to articulate it, Noddings (1984) "ethic of care" 

was evident within the teaching community at St Ceciira's. The notion of the caring 

and helping community, as suggested by Cole (1991), is supported by this research. A 

trait of organisations operating within the principles of bounded emotionahty is a 

caring, nurturing environment (Mumby & Putnam, 1992). Another important trait 

within such a community is sensitivity to others' emotional needs and competencies. 
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Therefore, emotional awareness and constraints on emotional expression are 

particularly important. 

6.3 Emotional Awareness and Expression 

According to Martin et al (1998), organisations that display bounded emotionality are 

characterised by an acceptance of a much wider display of emotions than is usual in a 

traditional, bureaucratic organisation. Their research of such an organisation revealed 

that organisation members were very comfortable in talking about their personal 

feelings and sharing emotional experiences with coheagues. Self-disclosure was 

widely accepted and practised in the workplace. Importantly, people were sensitive to 

the emotional needs and expressions of their coheagues. They developed a level of 

intimacy with coheagues, by careful observation and self-disclosure, which helped 

them to understand others' preferred modes and ranges of emotional expression. There 

is also evidence of this at St Ceciha's School. I posit that such emotional awareness 

and emotional expression are contributing factors in the development of an emotionahy 

healthy community. 

6.3.1 Emotional Awareness 

It was not just that teachers at St Ceciha's supported one another emotionahy, but they 

were seen by some to be tuned in to the emotional needs of others. They had emotional 

awareness. They appeared to be sensitive to others' feelings and emotional needs, and 

were therefore better able to provide the necessary emotional support. 

I think that everyone seems to hsten and be thoughtful of how you're 
feeling and can pick up whether you're not feeling the best and different 
things like that. I think people are aware of other people, from what I 
can teh of the staff. (Jordan) 

It's openness. People are willing to share. We're fairly supportive of 
one another. We're fairly aware, or most of us, of what's going on with 
each other. Other teachers may be experiencing difficulty and we are 
here to help one another, not to compete or criticise. (Monica) 

Teachers were more likely to be aware of the needs of their coheagues because of their 

own personal experience. Teachers at St Cecilia's were sympathetic, but more so 

empathetic, because they understood clearly what their coheagues were experiencing. 

199 



Teaching is a fairly high stress job, I think, and if you don't have support 
around you, you'h crumble, and I think that other teachers are aware of 
that, and they look out for each other, which is good. They understand 
the situations that you can get into and how it feels. So, very 
sympathetic. (Claire) 

It's the people you work with [that make the difference]. Everyone's in 
the same position. Everyone's in the same boat. So if you're having a 
bad hair day, someone else is too. You know other people are. Whereas 
if somebody really is, you can relate to it because you know, like it was 
you last week or it's going to be you in a couple of weeks. So I reahy 
like that. (Sandy) 

Most importantly, teachers at St Cecilia's School reahy appreciated being able to share 

their feelings with their coheagues. Many relationships that had developed in the 

school were quite strong, and teachers came to know one another very weh. Therefore, 

they were able to share emotions at a personal level, and this had a spillover effect to 

the professional level. 

And you get to know them [coheagues] so well that you can teh if 
someone's had a bad day, or that someone's not approachable at the 
moment because you know they've got a headache. You just know 
people more intricately and I think that's important. Or they'h come 
and say, "My family at home have been annoying me," or whatever, and 
for them to air that out to you makes them feel better, then they're more 
comfortable obviously to talk to you about other things. (Pat) 

As noted by Martin et al (1998), sharing of a wide range of emotions can take place 

only when a certain level of intimacy has been achieved. Staff used different terms 

such as 'venting', 'unloading' or 'whinging' to describe their need to discuss and 

unburden themselves of the frustrations of their jobs. 

6.3.2 Abihty to Vent Emotions 

Several teachers commented on how they benefited from or enjoyed being able to 

communicate with their coheagues on an emotional level. They appreciated the abiirty 

to talk with others about the emotions associated with their work. 

It's [my relationships with coheagues is] definitely positive, yes, like 
sharing. I mean being able to share with someone else the highs and 
lows within your day is reahy good. (Fran) 
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You've got to vent, otherwise you just go crazy. And the staffroom is a 
good place to vent. . . . And I think because they are in the same 
situation as you they know what it's like and they can say, "Yes, it'll be 
right. Here, have this." Or you might say, "I just don't know what else 
to do. I've tried this and I've done this." And that's when they'll say, 
"Well, have you done this?" And people will say, "Look, send him 
[difficult student] up to me." And you know that there's that sort of 
support there as weh, and that makes a big difference. Yes, I'm sure lots 
of different emotions come out. (Pat) 

It appears that teachers are able to express a great range of emotions to their coheagues 

in the privacy of the staffroom. The principal noted that there were, however, some 

'rules' about this, particularly that one did not say anything too extreme about a child. 

It was the function of the staffroom to provide a place for teachers to open up to their 

coheagues and release the tensions of teaching. 

When the teachers get together, and the staffroom is a bit of an example 
of this, I think they're more or less inclined to let it go. . . . I think what 
they're doing is fnding an opportunity to just unload. Now there are 
certain rules about that [unloading], but as long as we don't say 
something disastrously terrible about a child, we can unload there. I 
think this is what happens in staffrooms .... They're unloading ah of 
this stuff that's happened in the classroom. And having a bit of a laugh, 
because it's the laughing that diffuses it. Then they can go out again 
feeling a irttle bit more refreshed from having had a coheague sit beside 
them to listen to ah these stupid things that have happened in the 
classroom or whatever. I think that's how they unload their emotions. I 
think teachers have an ideal opportunity to share the emotions of the 
day. (Principal) 

A speciahst teacher made a comment that it was important not to isolate oneself from 

the rest of the staff. It was important to have the opportunity to talk to others, to 

express emotions, and to communicate regularly with coheagues, just for sanity sake. 

I learnt reahy quickly that for me it was reahy important to spend that 
time just having a chat to the staff. And it was also reahy important for 
the staff to see me a bit, and not to be this hermit. . . . Part of it was that 
I was spending ah the time between breaks teaching, and I was spending 
my breaks doing things and preparing, and I thought, "Oh, I need to go 
and vent if I need to, and discuss with other teachers what they're 
doing." (Mandy) 

Staff members at St Cecilia's were generahy aware of the emotional needs of their 

coheagues. They were empathetic because they clearly understood the stresses of the 
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job. They also valued the opportunity to share such feelings in a supportive 

environment. They observed that their colleagues were willing to listen. 

6.3.3 Listening 

Reciprocal to venting or unloading emotional stress is the listening support provided to 

teachers by their colleagues. As noted in some statements above, this can occur as a 

mutual exchange with benefits to both parties. Importantly, many teachers at St 

Cecilia's School stated that listening skills were part of the make-up of many of their 

colleagues. 

If you're talking about what's happened in your classroom I think that 
people generally listen and are supportive of what you say, whether it's 
something good that's happened in the classroom or whether you've had 
a bad day or whatever. (Jordan) 

If you picked your person, it may not even be a teaching partner, but if 
you picked your person and you went to them, even just for somebody to 
listen to, there are people on the staff who will do that. (Linda) 

I've seen a caring and sharing with little things that can happen in the 
school situation. I think most teachers would warm to that. I see that -
whether they've had trouble with a child, and possibly it's only a good 
listening ear that is required. (Robyn) 

The principal suggested that it was important to realise that people cannot always be 

emotionally positive. She acknowledged that it was not always possible to relieve the 

emotions of those who were feeling down. However, support for these people was 

essential so that they could cope with whatever problems they had. 

There might be someone who is reahy in need. They're emotionally 
drained. They're really in need of attention and care and love and so 
you have to be the type of person who can accept those emotions, accept 
that people are not always on a high, that they have their very, very 
down moments. It might be something that's happened in the 
classroom. It might be something that's happened at home. It might be 
something that you'h never know, but you have to be prepared to accept 
that person at that point and try, not to resolve it, but to make that person 
feel comfortable in that emotion so that they'll come through it. Let 
them know that there's no embarrassment about feeling down. 
(Principal) 
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The statement above shows another example of how managing the emotions of others 

is part of the work of school staff, particularly school leaders. However, it is also a 

good example of the importance of being able to hsten and be supportive and accepting 

of the emotional state of individuals. A tolerance of the emotional needs of others is an 

important characteristic of a community where bounded emotionahty is enacted 

(Martin et al, 1998). 

6.3.4 Comfort and Trust 

The sharing of a wide range of emotions is possible only in communities where staff 

members feel comfortable with one another and trust one another. People whl risk self

disclosure only in a 'safe' environment. Most teachers at St Ceciha's School clearly 

articulated that they felt that they were able to share theh emotional experiences, be 

they of a personal or a professional nature, with many of theh coheagues. However, to 

open oneself in this way requires mutual trust. A feeling of comfort was essential 

before genuine emotional sharing could occur. 

There are people [ on staff] that I can trust, and talk about things that are 
problems either in your work or even personal things at times. Knowing 
that they whl help you, and offer you ideas to work with to solve 
problems. Just people to help you release the tension and the stress, you 
know, if you're having a bit of a difficult day. (Evelyn) 

I think that's the way that relationships develop, by being open and 
trusting and if you're a trusting person you'h gain that trust back again. 
(Principal) 

As one teacher commented, it was possible for teachers to 'be themselves'. She felt 

that people were sufficiently comfortable with their coheagues that they didn't have to 

act differently in front of others in the staffroom. 

You can just be yourself with ah of them, I think. If you're not feehng 
the best it doesn't matter who you're with, anyone acknowledges it. I 
don't think you have to act any differently in front of one person than 
another. I mean, I don't. People take me as I am. (Jordan) 

Being able to 'be oneself, or to be 'authentic' in the workplace is another important 

element of bounded emotionahty, according to Martin et al (1998). Personal 

authenticity reduces the need to perform emotional labour for instrumental purposes. 
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Instead there is an emergence of non-instrumental work feelings. However, within my 

definition it is emotional labour. Martin et al do admit that in the field it was very 

difficult to separate the two. As was evident in Chapter Five, teachers do perform 

emotional labour in front of their colleagues, since they manage their emotions for the 

purpose of work, but I posit that it is largely for the sake of preserving and building 

community. Teachers at St Cecilia's School appear to put a lot of effort into building 

the kind of community that will support their emotional needs. 

6.4 Community Building 

Martin et al (1998) and Meyerson (1998) stress the importance of community building 

in female dominated organisations. Strong feelings of community exist in 

organisations that enact bounded emotionality. This section examines some activities 

that appeared to build and maintain community among staff members at St Cecilia's 

School. I posit that community building activities have the capacity to promote 

emotional health. 

6.4.1 Use of Humour 

Many of the staff at St Cecilia's School suggested that the use of humour in the 

staffroom improved their personal emotional health. As indicated in a statement by the 

principal in the previous section, laughter could be used to diffuse negative emotions 

brought on by the pressures of work. As supported by Jansen (1994), humour has the 

capacity to lift spirits and bond colleagues. The example below demonstrates how 

teachers can 'make hght' of negative experiences to cheer others up. 

One of the teachers comes in at the break and tehs us about her class 
Mass that had been held that morning. She had dehberately chosen not 
to have a hymn during the Offertory, but the Parish Priest had made 
comment about this omission during the Mass. She says that she doesn't 
care about it, although she is obviously a bit annoyed. When a coheague 
who had been present at the Mass comes in later, she teases the teacher 
by pretending to be the Parish Priest requesting a hymn. There is great 
laughter as the coheague acts it out and makes a joke of it ah. Everyone 
laughs, including the teacher. (Fieldnotes, 2ih August) 
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There is comment about the antics of two particularly naughty Year One 
boys who had run away from the principal in the playground when she 
tried to talk to them about their misbehaviour. One teacher makes hght 
of the behaviour of boys in general, saying, "I think that ah boys should 
be incarcerated between the ages of six and thirty-five." Others laugh 
and want to know whether the younger male teachers on the staff would 
be free yet. Jokes are made about their age. (Fieldnotes, 15th February) 

Joking and being able to take a joke also appeared to be a sign of acceptance for new 

staff members. As the fieldnote below confirms, one morning before school a smah 

group of teachers played a practical joke on the assistant principal. In accepting the 

joke and in retelling it to others, the assistant principal showed himself to be one of the 

group. 

As the assistant principal approached the staffroom after a meeting with 
the principal, one of the teachers commented that he was looking very 
carefree and that he needed to be put on the spot again [in reference to a 
difficult time he had had the previous day as acting principal]. As he 
entered the staffroom she told him that a certain teacher was looking for 
him because there was an incident on the oval where she was on duty 
this morning. Another teacher confirmed this story so he sighed loudly 
and headed off to the oval. Before he got too far away he was called 
back. He then reahsed that he had been 'taken for a ride' and everyone 
in the room laughed. He took the joke weh and commented that he had 
reahy fahen for it. When I spoke to him later he told me that it had been 
a bit low but he was pleased that the teachers felt comfortable enough to 
joke with him like that. He went on to teh others about the joke and 
teachers passed it around through the day also. (Fieldnotes, 28th May) 

Humour appeared to have the abihty to unite the staff at St Ceciha's. Retelling 

humourous stories from the classroom or from other personal experiences helped 

people to relate to one another and brought them closer together. A sense of humour 

was seen as important. Certain staff members were known for being able to use 

humour to help the group cope with the pressures of work. 

People who don't have a sense of humour are very obvious. On this 
staff it would be very obvious if you didn't have a sense of humour, and 
it is. And I think, though, with so many people having a sense of 
humour you're able to leave that not-positive person and get on with it. 
(Linda) 

I think they work with a sense of humour, which is great. I think that 
makes the job a lot easier. They don't seem to take anything overly 
seriously. They have a laugh, and everyone seems to be pretty open to 
helping each other. (Claire) 
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Happy people were greatly appreciated by their colleagues. Teachers readily identified 

the activities of their colleagues that helped to lighten the mood, and cheer everyone up. 

They [some staff members] do make people laugh. When things are 
getting bogged down they have the knack of throwing something in to 
make everybody relax and that sort of thing .... [A colleague], at times, 
the things she comes out with are just absolutely hysterical. (Georgie) 

I think most people - it's sort of sad to say it - they make a fool out of 
themselves to make other people laugh. I mean, they tell a story about 
themselves and something that happened to them, and they're looking 
really silly, you know, and everybody else gets a good laugh out of that. 
So I guess bringing yourself down to earth makes other people feel 
good. (Claire) 

Even the principal was not below telling teachers about mistakes she made, as the 

fieldnote below reveals. Humour created at one's own expense seemed to have the 

ability to equalise people, to put everyone on the same social level. Jansen (1994) also 

noted the use of self-deprecating humour in school leaders. 

The principal came in at 3:55 pm, by which time the teachers' art 
inservice was more than halfway through. She confessed to the nearest 
group about a very silly thing she had just done. This caused uproarious 
laughter, more so when it was repeated to other groups. The principal 
had not been wearing her glasses and therefore had misread the time. 
Thinking it was before 3:00 pm she had put out a message to the 
students over the PA system, only to be informed by the office staff that 
the children had gone home over half an hour ago! One of the teachers 
made a comment about "too much gin" and another remarked about 
having "lots of confidence" in the principal. "Only 39 weeks to go!" 
was a comment by another. (Fieldnotes, 3rd February) 

I think it's good to sometimes be the instigator of humour for the staff. 
It makes me feel one of them. (Principal) 

Most teachers seemed to enter into the spirit of play and were able to laugh at 

themselves. To honour a long-serving teacher who was retiring, the staff made secret 

plans to surprise her on her last day. Before recess almost ah of the teaching staff 

dressed up in the fashion of the retiring teacher, a tall, vivacious blonde known for her 

gold jewelh-y and long painted fingernails. Certain teachers got together to organise 

long blonde wigs, artificial nails and fake gold necklaces, earrings and bracelets for ah 
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the staff, principal and male teachers included. The result was uproariously funny, as 

this excerpt from my fieldnotes covering the event demonstrates. 

When ... [the retiring teacher] walks into the staffroom she gets a great 
surprise. She is both shocked and dehghted. There is a great deal of 
laughter and comment about the wigs. . . . Photos are taken of the staff, 
with the teacher standing in the middle of her lookalikes. . .. [A male 
teacher] has been on duty for the first half of the break. However, he 
duly appears in the staffroom in costume. He has a white crepe paper 
wig, a scarf wrapped around his shoulders, very similar to what ... [the 
retiring teacher] wears today, lots of gold beads and big gold earrings. 
He looks outrageous. There are roars of laughter and comments from 
ah. . .. [The retiring teacher] is appreciative of his efforts, commenting 
favourably on his atthe. (Fieldnotes, 16th July) 

Humour was also interspersed within work situations when teachers got together for 

staff meetings or professional development sessions. 

The key teacher for Maths first opens the session ( on calculators in the 
classroom) by asking us to do a maths problem on the calculator, one in 
which the result obtained is actually your age. Humour is created when 
a young male teacher asks an older staff member how many digits are in 
her answer! There is also more laughter when the maths advisor asks 
teachers to create groups using certain features, one of which is "a 
person with blonde hah" as a characteristic of a group member. One 
teacher wants to know if that had to be a natural blonde, making a joke 
because her coheague was a "bottle blonde". The teacher who had been 
the recipient of both these jokes asks in mock disapproval why everyone 
was picking on her today. These jokes appear to hghten the mode of the 
inservice. (Fieldnotes, 12th April) 

The principal outlines to staff a proposal put to principals by the 
education office executive about spending money on upgrading the 
computer network system to ah schools. She asks ... [the key teacher 
for Technology] to explain to the staff the obviously comphcated 
technology behind the new network. There is some joking by various 
teachers about the stress of coordinating this key learning area .... [The 
technology key teacher] laughingly rephes, "I used to have a full set of 
hah." (Fieldnotes, 3rd March) 

Because staff got to know one another quite weh, they became accepting of the 

idiosyncrasies of individuals and could joke about them. One teacher was known for 

her late arrivals each morning. One particular day, after she had related a bad start to 

the day, a coheague wrote up on the board the 'record' for the late rising of that 

particular teacher. 
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The research revealed little in the way of demeaning gender joking (Cunnison, 1989) at 

St Cecilia's, and when it occurred in quite harmless form, women usually generated it 

against their male, minority colleagues. Male teachers were frequently the target of 

inoffensive jokes made by their female colleagues. For example, female teachers tried 

to encourage a male colleague to dress in tights for his grade's Medieval Day. There 

was some disappointment when he came fully clad in the costume of a monk! 

There were also little things that people did which brightened the working environment. 

The 'What's On' sheet, produced each week by the assistant principal, always included 

one or two cartoons. A countdown to the last day of the school year was described in 

the fieldnote below. 

On the board is a decorative wall hanging with 24 pockets to count 
down to Christmas, but in this case it is to the end of the school year. 
[A teacher] has put it up, and wbhe I am there she changes the 
countdown to 21 days! The wah hanging has httle pockets and in each 
are httle poppers that when puhed go off with a bang and hberate shreds 
of streamers. There is a notice up beside the wah hanging encouraging 
teachers to pop one whenever they feel so inclined. (Fieldnotes, 11th 

November) 

It was gestures like this that helped to make the environment a happy and comfortable 

place to work. The thoughtful actions of certain staff members helped create an 

emotionahy positive environment and build community among staff members. Staff 

members valued the efforts their coheagues took to do this. 

6.4.2 Valuing Social Interaction 

As revealed in Chapter Four, most staff perceived ~ocial activities to be very important. 

They saw frequent social interaction as contributing to better staff relationships that in 

turn improved cohaborative work. As weh as this, teachers saw social activities as 

helping them to get to know others on a more personal basis. 
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You need to see the person as more than just a teacher. And I think that 
if you're on a personal level with that person you feel more comfortable 
with them and therefore you can talk more about general things as weh 
as work things. I think it also makes a more positive environment 
because they're your friends, not just your coheagues. I think it's reahy 
important. (Pat) 

This level of intimacy ahowed them to be more open with one another emotionahy. 

They were able to share their emotions with their coheagues and this reheved a lot of 

the stresses of teaching. However, social activities also ahowed teachers to be 

themselves, to stop performing emotional labour as they did in front of students and 

parents. It gave them an opportunity to rebalance themselves emotionahy. 

I think it just lets everyone relax in front of each other, and without 
children around you reahy do see people as they are, their natural selves. 
And I think that's good, because everyone can unwind and relax a httle 
bit. Because when you're a teacher you are on show a httle bit in front 
of the children and the parents ah the time and it's nice to be able to 
wind down and act yourself, you know, with ah the other people around. 
(Shannon) 

Many teachers commented on how social activities ahowed them to 'unwind' and 

'relax'. This appears to be an important part of the maintenance of emotional health. 

I think Friday drinks are essential. I just think they're a good chance for 
staff to sit down, unwind, have a joke, not necessarizy discuss anything 
about school. We generahy don't. And just to get along with and get to 
know other staff. It's something you can do in an hour, an hour and a 
half. It's not a big social outing, just a httle thing, and I think a very 
valuable part of ah the schools I've been at. (Chris) 

Social interaction also occured in the staffroom at break times, and the time spent in the 

staffroom seemed to be highly valued by most teachers. 

We like to be together. Weh, we'd like lunch hours to go longer 
because we enjoy the time together away from the children. (Evelyn) 

We have our staff functions and I think that is good. That sort of 
hghtens everyone and you get to know each other better. And I think in 
the staffroom too, just supporting, just talking about things you do in 
your other hfe, your personal life rather than just at school. (Shannon) 
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There's always a lot of interaction in the staffroom. There's a lot of 
talking and listening and laughing and that sort of thing. I think there's 
a lot of that sort of support. I think there are groups of friends. 
(Principal) 

Teachers developed friendships with others through social interaction. As weh as 

being coheagues they became friends, and, as a teacher soon to retire commented, the 

daily interaction with other staff members was something that she valued. 

That's reahy what I'm going to miss. I mean, I have got some quite 
good friends on the staff that I reahy enjoy their company and that's 
about the only thing I whl miss. I'll miss that interaction every day. 
(Retiring teacher) 

Part of the social interaction among teachers involved story telling. After a very 

humorous story related by one teacher about an incident in the local supermarket, I 

recorded my observation of the role of story telling in uniting staff. 

It appears that 'story telling' is an important part of the sharing of 
teachers. The stories often relate to students, and the student-teacher 
relationship, but can be about any personal experiences that are shared 
by virtue of belonging to a similar class, age or gender. This is 
particularly so in this school where it is a largely female, married staff of 
mature age. (Fieldnotes, 5th February) 

Story telling about the past was also a feature of the social interaction of teachers. 

Teachers who had been on the staff for some years would often recall incidents from 

the past, either to amuse coheagues or to inform them about events of the past. One 

teacher on the staff at St Ceciha's seemed to hold prime place as a story teller, or 

history bearer, and was frequently heard to relate tales of the past. The retirement 

function for a long serving coheague was also the occasion for bringing up stories, 

particularly about cohegiahty. 

Quite a few teachers address the group, commenting on their memories 
and shared experiences with ... [the retiring teacher] over their time 
together at the school. Many recall her great support for them when they 
were new to the school, her assistance as a co-teacher or teaching 
coheague as weh as her general friendliness and her skills as a teacher. 
Many take this opportunity to formahy reteh their personal memories of 
cohegiahty. (Fieldnotes, 16th July) 
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Food seemed to make social interactions more pleasant. Birthday morning teas or 

morning teas for other special occasions were always greatly appreciated by staff. 

Celebrations that included the sharing of food appear to hold a strong place in building 

community. Valentine and McIntosh (1991) would also support this notion, 

commenting on the value of food in female-dominated communities. The fieldnote 

below commented on the place held by food in the social interaction of the staff at St 

Cecilia's. 

There is a 'thank you' card from the teacher who has just retired 
propped up on the middle table. She has written a lovely note to the 
staff thanking them for the wonderful rethement day. She writes that it 
has taken her the whole weekend to come down from the 'high' of it ah. 
She asks ah to enjoy her gift as a tangible sign of her appreciation for 
the trouble they have gone to to make it such a wonderful day. . .. 
When I ask about the gift I am referred to two boxes of foodstuffs on the 
floor next to the wah. There were biscuits and other sweet and savoury 
snacks. I can see chips, peanuts, Mars bars and other chocolate things, 
and there are cheeses and other foodstuffs aheady open in the fridge. I 
see this gift as very interesting because I know ... [the rethed teacher] 
reahy appreciated and always joined in the social life of the staff. 
Providing them with large quantities of 'party food' seems to me like an 
encouragement that they should get together often to sociahse. 
(Fieldnotes, 26th July) 

Whhe various community-building activities fostered a positive emotional climate 

within the school, it did not just happen of its own accord. The section below reveals 

the responsibility placed on staff members to generate the cohaborative and caring 

culture they desh ed. 

6.4.3 Being Positive and Taking Responsibihty 

Most staff members at St Ceciha's School believed that it was important to have a 

sociahy comfortable working environment. They wanted to work in a happy and 

friendly place, where there was little antagonism among coheagues. 

You don't want to step on any toes or make people upset. It comes back 
to that social aspect again. If you don't have a happy place to come to 
you don't want to come. If you are forever avoiding people that would 
be horrible, or if you don't want to be there or you don't want to see that 
person because of this, that and the other. (Pat) 
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I know personally of some staffs who are having difficulty and I just 
couldn't work in that situation, you know. No, you walk into our 
staffroom and usually somebody can say something to put a smile on 
your face, and that's important. (Georgie) 

A happy staff means a happy working life. I think it's very important. 
(Beth) 

To this extent some teachers felt that it was part of their responsibiirty to help create 

such an environment. They appreciated that a pleasant social environment did not just 

happen. 

If I don't do my part [in creating a pleasant working environment] then 
it's never going to happen, because everybody has to take on a role. It 
can't be just left up to one person, so I've got to do my part. (Evelyn) 

I think the buck stops with you. It's no good thinking "someone else" or 
"other people". You are "other people", so you've got to work on it 
[making the environment happy]. (Sandy) 

Although it wasn't always a conscious effort, there was a sense that each one had to 

play a part in creating a working environment that was happy and healthy. 

I make an effort. I make an effort to come in and be happy and 
particularly if somebody else is a bit down, I make an effort to be as 
bubbly as possible .... I don't know if it's conscious, maybe half 
conscious. (Claire) 

I don't know if people work at it [staff relationships]. Perhaps their 
particular natures are such that maybe they're outgoing and willing to 
give and take. (Robyn) 

I don't think I look at it as a responsibility [to create a happy 
environment]. I just like to work with pleasant people. I like to be 
happy. I like to air my opinions and things, and I like to be with people 
who enjoy a laugh and enjoy a drink and enjoy hfe. I don't like people 
who whinge and carry on, so I tend to naturahy gravitate to those 
[happy] sort of people on staff I think. (Georgie) 

I try to be positive all the time anyway. People will have a go at me for 
smiling ah the time, but that's just me. It's just natural. That's not to 
say that I don't have my bad days, and I feel awful some days and don't 
want to go to places. But I try to create a positive atmosphere, and that's 
just natural to me. (Assistant Principal) 
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The principal also acknowledged that she had a role to play in making the workplace 

one where staff would be happy to work. At the same time, and importantly, she 

pointed out that it was not possible for people to be happy all the time. It was also in 

sharing the low times that quality staff interaction could take place. 

I think it is my duty to create that sort of workplace where teachers are 
happy to work. Of course, you can't keep people happy ah the time. 
You can't be on a high ah the time. Sad emotion, angry emotion, the 
downs as weh as the highs, they're ah important in the creation of the 
typical or the ideal work environment. This is where a lot of interaction 
happens. . . . Positive attitudes can diffuse potentially volatile situations. 
(Principal) 

However, overall, the staff was seen as a positive group made up largely of people who 

wanted to get on with hfe and had a positive outlook. 

I think that they reahy laugh a lot. They have in general a very positive 
outlook on their jobs and their hves, most of them. And most of them 
don't seem to get totahy bogged down by the work that they're doing. 
They tend to try and keep it moving, try and keep their outlook reahy 
positive, I guess is the best way of saying it. And they're all fairly 
comfortable with each other and it's a happy staff, I think. (Mandy) 

It's an energy [that certain people have] rather than humour. Maybe a 
little bit of humour, but more of an energy. (Evelyn) 

Some teachers did httle things that brightened the hves of their coheagues. Their 

energy had a positive effect on others. 

Well, just because they're always friendly. They always hsten to you. 
They're always happy. They share the good times and you're aware of 
that. They reahy contribute to the hfe-blood of the staff. (Beth) 

If you send a httle note to a teacher, put a joke on it or put a happy face 
or 'have a nice day', that sort of thing. That goes a long way. 
(Shannon) 

Like they'h say, "Gee, you look good today." They're not afraid to 
compliment you on something, and it's just so simple. But I think the 
staff here, too, are pretty [happy]. A lot of the time they've got smiles 
on their faces. There are times when they're not going to, but I think, 
generahy speaking, they're pretty cheery. (Linda) 
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In support of Hatfield et al (1994) a positive outlook or a happy disposition could be 

emotionally contagious, according to some teachers. 

Well, generally people are fairly happy. I suppose you don't see that 
much frustration or anxiety from people generally. I think people 
generally show a very positive emotion, or outlook. . . . I think they're 
just happy themselves, or positive themselves and that happens to [ rub 
off], like if you hang around with somebody who is happy and positive 
you tend to feel the same way even though you may first walk into a 
room feeling a bit down. (Chris) 

Like a note that a child brings over, and on that note, it might be a 
request for something, but on the bottom it says, "Have a great day," and 
a smiley face. Just something as small as that reminds you to cheer up 
or all is not lost. (Linda) 

In line with the responsibility that some teachers perceived as necessary for developing 

a caring, sharing community, "induction" of new staff members into this way of life 

naturally seemed important. The process of socialisation appeared to commence when 

new teachers arrived. 

6.4.4 Welcoming Newcomers 

Another positive action to build community occurred with the welcoming of new staff. 

In trying to make the working environment an emotionahy healthy one, staff members 

saw that being welcoming was very important. Several new staff in particular 

commented on how welcome they felt when they arrived. 

As I've told people, being new sometimes can be a httle bit daunting, 
can be a httle bit traumatic. But I haven't felt that at ah here .... I feel 
very comfortable, so I haven't had to reahy try to blend in as weh. 
(Assistant Principal) 

I was a new person last year as weh at my other school, and the staff 
was a much younger staff. And there's quite a substantial age gap 
between me and the majority of staff here, so that makes it a httle bit 
difficult. But everybody is reahy friendly and lovely and they make an 
effort to make me feel welcome. (New teacher) 

Weh, it's always hard joining a new staff, particularly when there 
weren't a lot of new teachers here this year. So it was a httle bit difficult 
to join it, but everyone was very friendly and very welcoming, so that 
[difficult stage] didn't seem to last for very long. (New teacher) 
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They seem to be friendly and welcoming. I enjoyed that lunch that day 
[on the pupil-free day]. That lunch was a great way to get to know 
people. Everybody talked at the table I was at. As I said, they've 
welcomed me and I was happy to come. (New teacher) 

Teachers who had been on the staff a while felt that it was a warm and welcoming staff. 

It was not that welcoming was done on a grand scale, but people conversed easily with 

others and included others in their conversations. 

From the ... years I've been here I think that this staff is quite good at 
making people feel welcome and including people. And all the new 
people that have come, we hope that they would feel welcome. And I 
think they do it, even though it's not in a huge way, in the little things 
that they do, and in the way that people are just so easily talkative. (Pat) 

It's a warm staff. I've found it very welcoming. There's always 
someone on staff that you can talk to if you have a concern, even 
personal worries, you know, things like that. There are people on staff 
that I could go to to talk to about that. Yes, I find it fairly warm. 
(Shannon) 

My own observations of interactions among staff also confirmed that new members 

were welcomed and felt welcome in joining the group. 

The assistant principal, as a new-comer, thanked the staff for his warm 
welcome, stating that he already felt very comfortable at the school after 
such a short time. One teacher immediately replied, "A false security, 
... !" which was followed by much laughter. (Fieldnotes, 25th January) 

The new part-time PE teacher enters the staffroom. He stands a few feet 
inside the door and looks around at the groups of teachers chatting about 
their hoitdays .... [A teacher] who is fairly close, says, "Hello, you must 
be ... " She introduces herself and shakes his hand. Another teacher 
moves over and introduces herself, also shaking his hand. . .. [The first 
teacher] offers tea or coffee, pointing out where that can be made. The 
new teacher moves over to the kitchenette area where two of the male 
teachers are talking. They introduce themselves. One of them directs 
the new teacher to where he can locate a cup. They start to converse, 
asking where he has come from. The new teacher and ... [the male 
teacher] seem to team up fairly quickly. They are similar in age. They 
sit down together at the table before the meeting starts. During the break 
they also spend time talking further. (Fieldnotes, 5th July) 
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My own fieldnotes reflected that within only two weeks of my arrival I felt very 

welcome in the school myself. 

I left at 3 :45 pm after wishing everyone a good weekend. They 
reciprocated their farewells. I did not have the feeling of being a real 
outsider. I consider myself fortunate that ah staff has been friendly and 
helpful, and I feel welcome in the school and the staffroom. (Fieldnotes, 
5th February) 

By most accounts it appears that the feeling of welcome impressed new staff members 

on their arrival at St Cecilia's. This is seen as an important introduction to the staff and 

obviously had the effect of quickly building community. Newcomers were much more 

likely to understand and accept the prevailing culture of care and support when they 

observed the welcoming nature of the staff. 

6.5 A Demonstration of Values 

St Ceciha's School is a Cathohc school. As such it aspires to certain rehgious values. 

School leaders beheved that the cohegial nature of the staff community was a 

demonstration of those values. As was previously discussed, the emotional and 

physical support that teachers at St Ceciha's offered one another was not merely 

confined to professional matters. It also extended to their personal hves. The assistant 

principal saw this as important. He beheved it was an example of the values that the 

school aspired to impart. 

They [teachers] reahy try to help each other out, and people do come 
and ask for help, for instance, "I'm after such and such a song," or "I'm 
after such and such a program. Can someone help me out?" If they can 
they whl. But also more importantly in a way, which I'm happy about, 
is the personal bit as weh. It goes out of the classroom. And I think 
that's important for what we're trying to do at school as weh in 
modelling Cathohc values. (Assistant Principal) 

The principal also saw that, ideologicahy, the development of a supportive community 

was necessary. She commented on the appropriateness of a cohegial staff community, 

since she felt that was part of the values system of a Cathoilc school. 
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If we follow our true Catholic values, I believe that we are here to help 
and support each other. You are not a loner in this world, in your 
workplace or in your social place or in your home place. You don't 
work alone, or you shouldn't. For a happy, cohaborative existence in 
any of those structures, and particularly here in a primary school, I 
beheve we are here to help each other. In planning together and in 
looking after each other, helping each other in that way, it brings about a 
whole rippling effect of contentedness and happiness and a feeling that 
we're getting there. "It's hard work but we're getting ahead." 
(Principal) 

One of the teachers, in expressing how she benefited from the opportunity to express 

her true emotions in front of her coheagues, suggested that hstening support may be 

either a characteristic of the rehgious values of the school, or even a characteristic of 

the occupation itself. 

You can go in [the staffroom] and start whinging about something and 
somebody agrees with you, and you feel much better .... It's reahy nice 
to have someone to talk to ... and think that somebody's actually 
listening. So.that's great support. So that's a positive thing about 
working here. I don't know if it's the faith component or the teaching 
component, that people are more compassionate or have time to hsten. 
(Sandy) 

Regardless of the motivation, it was obvious that staff at the school did exhibit genuine 

care and support for each other. They did this both in the professional and in the 

personal spheres of their hves. As a speciahst teacher saw it, hope was the key 

ingredient for the staff. Despite the ups and downs on the job, people maintained hope. 

Fullan (1997) suggests that hope is a necessary component in dealing constructively 

with change. It is possible that it is also a necessary ingredient in maintaining an 

emotionally healthy community. 

I don't beheve we could do what we're doing if we don't have some 
hope. I think if hope is not there, if I didn't have hope I couldn't do 
what I'm doing. I'd be empty. I just don't beheve you can. I could say, 
"So and so is upset today. The kids have got on her nerves. She's just 
ready for the nut house. She's upset." But at the same time she's saying 
to me," ... , you know tomorrow when we get together, we'h do this." 
Now she might display ah those [negative] things but in it all there's 
hope. (Speciahst teacher) 

What this chapter has so far demonstrated is that a culture of care and community 

existed at St Ceciha's School. It was revealed in the supportive behaviours of the staff, 
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in the emotional awareness and emotional expression they exhibited, and in the 

community building activities they shared. However, there are certain conditions that 

have the potential to undermine the efforts of the staff to build an emotionally healthy 

community. 

6.6 Situations with Potential to Damage Emotional Health 

In reading the above part of this chapter it might appear that St Cecilia's School was a 

model of harmony. This would be deceptive and, more importantly, an unnatural 

expectation of any living, evolving community of adults. This section seeks to 

heighten the awareness of school staffs to a few possibly destructive forces that can 

exist in an otherwise emotionally healthy community. The negative impact of such 

forces can be reduced if people are more aware of and more understanding of 

individual differences and if greater tolerance for such differences can be incorporated 

into workplace life. 

6.6.1 Difference in Work Ethic 

Perhaps one of the most clearly articulated notions of what detracted from the 

emotional health of the group was the sense that some teachers did not 'pull their 

weight'. There was a feeling among many teachers at St Cecilia's that a few teachers 

were lazy. Although these teachers were seen to be in the minority, nothing seemed to 

cause disharmony more than a poor work ethic. Like Lortie's (1975) teachers, teachers 

at St Cecilia's expected their colleagues to contribute equitably to the duties of the job. 

Weh, there's people that I don't feel puh their weight, and they're lazy, 
and they're always complaining and everything's got to be done to the 
union rules. . . . Yes, there are people that bludge the system (Monica) 

Like how much extra you should do, I think that's inequitable in this 
school. . . . One thing I do notice, where it is not on an equal footing, is 
that there are some people doing a lot of extra work in a lot of different 
areas and others are doing httle, just never volunteer for anything. And I 
think that does cause conflict. (Linda) 
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I observe an interesting incident that shows frustration of teachers about 
colleagues who have different work ethics or practices. While walking 
past the window in the staffroom, a teacher draws attention to the fact 
that she can see children running across seats in the undercover play 
area. Another teacher asks what the duty teacher is doing. She looks 
out and names the teacher on duty, saying that the duty teacher is 
choosing to ignore the behaviour, staying well away from that site. The 
first teacher is annoyed about this but says she will not go out and tell 
the children to moderate their behaviour. Other teachers in the 
staffroom also appear unimpressed with the way the duty teacher is 
carrying out playground supervision. The inference is made that the 
teacher concerned is less than hardworking and that consistency in 
supervision is important. (Fieldnotes, November [ date intentionally 
omitted]) 

The seeming lack of commitment and dedication of some teachers and the inequity in 

the amount of work that was done could lead to feelings of frustration, anger and 

annoyance, particularly for those teachers who felt that they did a fair share . 

. . . or if they're not being supportive and taking their share of the load. 
That's another thing that reahy annoys me. I reckon that probably gets 
me down the most, when. people don't do their bit. (Evelyn) 

The thing that reahy gets up my nose are people who leave things to 
others, who don't do their share of ah the irttle extra things that happen 
in the school. You know, things just don't get done .... And Ijust get at 
times reahy angry that there are, not many, but there are a couple who 
just come and teach and that's it. (Georgie) 

Of course, as one teacher noted, it was the expectation that everyone would work 

equahy hard, but it was not possible to know what might be happening in some 

people's irves that might prevent them from making an equal contribution to the group. 

[I feel] frustration sometimes, I guess because some ·are prepared to 
work and some aren't. Frustration in that you are prepared to work and 
they're not. Sometimes you're very unaware of what's going on in their 
life, and if you're not aware of what's happening with them, you have 
got expectations of what they should be doing, and they're not, and you 
become more and more frustrated, I guess. (Fran) 

6.6.2 Unfair Treatment 

Another condition that was strongly articulated by some teachers was that everyone 

should be treated fairly. Teachers at St Ceciha's had a strong sense about what was 
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fair. Perhaps because they were so particular about instilling it in their students, they 

were very concerned that unfair treatment could cause disharmony. Unfairness could 

detract from the emotional health of the group. 

If they [teachers] think something has been unfair, that's where conflict 
can come in. (Robyn) 

Issues such as unequal distribution of release time, inequity in the number of 

playground duties and inequity in the types of duties that were ahocated had ah been 

issues of contention at St Cecilia's School. 

The detention roster was discussed since there were no names yet hsted 
against this duty. A vigorous discussion ensued, related to the fact that 
some people had more playground duties than others and there was a 
need to share these more equitably. (Fieldnotes, 24th February) 

I think there's always the justice issue. It's injustice [that causes 
conflict]. Something is seen to be happening to somebody, and they 
[other staff] get upset. Sometimes it's with duties. (Chris) 

Like just writing the playground roster. For example, it was very 
unfairly done in the past. It was 'jobs for the boys' .... In someone's 
ear and you had no lunch duty! I went along with things, but I thought, 
''This is so unfair." And everybody felt it was unfair. ... We ah would 
like to have no lunchtime duties. Playground duty is a big issue. And 
it's not fair. Why should some people do ah the easy duties? And as it 
is, some of us have ended up with four duties and others less .... But 
we changed it. That was a positive thing. (Monica) 

During the year of data collection, several changes were made to the duty roster, and 

conflict about this issue rose and died several times. The amount of release time each 

teacher had was also a problem, but it was less contentious than playground duties. 

Because upper school students had a speciahst teacher for LOTE twice a week, class 

teachers in this part of the school had more release time. 

The principal suggests that teachers of upper grades, who have more 
release time than others, might volunteer to release other teachers as the 
term gets on. A lower-school teacher suggests to me privately that in 
state schools it is a requirement that they do so. The principal did not 
demand that they do this, but it is obvious in speaking to this particular 
teacher that there is resentment, especially now the release time has been 
reduced for teachers of the lower grades whhe the others are over 
entitlement. The situation is not seen as fair. (Fieldnotes, lib April) 
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After the employment of a part-time PE teacher later in the year, teachers of lower 

grades did receive the minimum required release time, but the situation remained that 

their coheagues in the upper school received more non-contact time. 

6.6.3 Excessive Complaining 

As suggested earher in this chapter, teachers often took the opportunity to 'whinge' or 

complain to their coheagues when they gathered in the staffroom. However, the issue 

that is raised here relates mostly to quantity and content of complaints. As noted 

previously, venting emotions about difficult children frequently helped teachers to feel 

better because they could get the problems 'off their chest' and their coheagues were 

sympathetic and understanding. This was seen as an acceptable practice. However, a 

few teachers were seen to be chronic complainers. Excessive complaining was not weh 

tolerated by staff members, especiahy if it was about issues that could not be changed. 

I suppose it's when things get stressful people complain, and they're 
complaining about things that you can't reahy change. You know, it's 
ah right to have a whinge, but then when it just goes on and on and on 
you just think, ''Weh, we can't reahy change that." So they might as 
wehjust let go. (Evelyn) 

Sometimes people can be reahy down and spend their entire week or 
something constantly bringing the tone of the staffroom down. . . . And 
I have on quite a few occasions opted to not go to the staffroom for two 
or three days, because it doesn't do me any good. I don't want to hsten 
and I know it's very real for them, but I choose not to go. I sometimes 
do that. I just think, "Oh, they're driving me mad." But that's very real 
for them and they need to do that. ... But that's my choosing. 
(Teacher) 

Alternatively, as was suggested in the previous chapter, it became an annoyance to 

some staff when teachers complained about decisions which had been made by the 

group if those teachers had not made the effort to express their opinions during the 

meeting at which the decision had been made. Excessive complaining or whinging, 

especiahy when it came from staff members who were perceived to be less than fuhy 

committed to their jobs, was not weh tolerated. It was my observation that most 

teachers did grumble on occasions about administrative decisions and matters not 

directly associated with classroom behaviour. However, it was those who persisted in 
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complaining or who complained about many issues without making positive 

suggestions for improvement who were considered tiresome and thus irritated their 

colleagues most. 

During my time at St Cecilia's I heard little by way of gossip about other staff 

members. While teachers talked quite a lot about individual students, and even some 

parents, it was rare to hear malicious comments about colleagues. This is not to say 

that it didn't ever happen, but it was not usual practice. 

I don't sort of go in for the gossip, or to find out what's really going on. 
I've steered well clear of that over the last few years, so I really don't 
know about what actually goes on. I'm usually the last one to find out. 
I've heard that a few people weren't too happy there at one stage, but I 
don't go around looking to find out what's happening. Just looking at it 
on the surface, people seem to be happy. (Kim) 

There's not a lot of gossiping, not that I can see. And I wouldn't involve 
myself anyway, but it just doesn't happen. I guess it does within some 
people but/ don't [gossip]. It's not something that I'm involved in 
because maybe people don't know how far to take me. But I don't think 
it happens in the staffroom anyway. Everyone just gets on and does 
what they want. (Jordan) 

This is not to say that problems did not arise among staff members that had the 

potential to constrain the emotional health of the group. However, as was discussed in 

the previous chapter, staff at St Cecilia's managed to contain interpersonal conflicts 

before they reached emotionally damaging levels. 

Chronic complaining, or inappropriate talk about others, has the potential to damage the 

emotional health of the staff. It is important to make the distinction here between 

unburdening emotions when stressed and constant complaining about administrative 

issues. As was noted earlier, teachers appreciated colleagues with a positive outlook 

and a sense of humour, and therefore excessive complaining was not well tolerated. 

6.6.4 Isolating Oneself 

Many teachers at St Ceciha's School commented on how willing staff members were to 

assist others. It was suggested by some that teachers became farnihar with one another 

to the extent that they could sense when their coheagues had had a bad day or needed 
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assistance. However, a few teachers made the point that teachers needed to be open to 

asking for help and accepting help from their colleagues. There was a sense that 

teachers couldn't be helped if they were not willing to acknowledge they needed 

assistance. 

I think that if you don't open yourself to your colleagues, you can't be 
helped. . . . In all my years of teaching, if I was having a really difficult 
time with a class, I would think nothing of going into that staffroom and 
saying, "I just can't take it any longer." And if you did that, ninety 
percent of the staff would say, "Okay, what are we going to do about 
it?" And they'd say, "Right, I'll take -, I'll do such and such." Because 
everybody goes through it at some stage! But if you isolate yourself and 
if you say, "Oh no, I'm right," you can't be helped. (Georgie) 

I think teachers seem to be very happy to share what they've got, like 
resources or books, or if they've got ideas about things. If somebody 
asks, there is always another teacher who is willing to give them a hand 
or give them an idea, if someone asks. (Chris) 

The key to unlocking the supportive behaviours of others appeared to be in the act of 

asking for help. If teachers isolated themselves from their colleagues and would not 

acknowledge they needed assistance, others were not given the opportunity to be 

supportive, and generahy did not try to intrude. However, one teacher acknowledged 

that it was not always easy to ask for help from coheagues. 

Weh, I suppose people generahy, and teachers too, are a bit loath to ask 
for help. [Gerry talks off the record about a particular teacher]. She, 
like me, and like some other teachers, might feel, "This is my class ... " 
but then there whl be other teachers who whl notice and help, but I think 
that's the exception. (Gerry) 

There was a sense in which teachers did not feel comfortable in intruding into the 

working hves of their coheagues without permission. If teachers acknowledged their 

difficulties to their coheagues, help would be willingly given. Without this 

acknowledgement, there was httle that could be done by others. 

If you asked for help, and if you were asking for guidance or for help 
within this staff, you would get it. If you feel you're not getting it, then 
I would say, "Are you asking for it, and do you accept that help when it 
comes?" (Linda) 
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However, on occasions, despite the isolating behaviour of a teacher, another teacher 

would intervene on that person's behalf to make sure that those in leadership positions 

knew what was happening and could provide the necessary help. This might be done 

either with or without the permission of the person who was experiencing difficulty. 

There are people on staff who would talk to a particular person, and in 
return that person if need be might relay the message either to me or to 
an appropriate source to get help for that person. (Principal) 

Weh, sometimes there has to be intervention before it gets to that 
[irretrievable] stage. I've done it occasionahy when I've seen problems 
arising. And I'll have to go to either the principal or the assistant 
principal and I'ir say, "Look, I don't know whether you're aware that 
this is happening and perhaps you may like to sort it out, or you might 
like to have a word." Because unless someone tells them they are not 
going to know .... I wouldn't do it very often. I have done it lately, 
seen a situation developing which could be detrimental. I don't know 
what happened. I didn't follow it through. But at least I made them 
aware that there was a situation there. (Teacher) 

The reasons why teachers may choose to isolate themselves from their coheagues could 

not be explored in this research. Unfortunately, teachers most inclined towards this 

habit were also uninterested in research of this nature. Therefore, it is a limitation of 

this research that those who might present another perspective of emotional health at St 

Ceciha's School did not want their voices to be heard. However, these teachers were a 

smah minority of the total staff group who chose to become involved. 

Teachers and leaders at St Ceciha's did not nominate their school as an exemplar of 

staff relationships, merely as a school that had an interest in fostering positive 

relationships. There was no desire on their or my part to ignore the negative aspects of 

their cohegial culture. Raising issues of work ethic, fairness, excessive complaining 

and isolation ahows them to be addressed more directly than would have been 

otherwise possible. In considering the conditions that are chahenges to emotional 

health it becomes obvious that a tolerance of differing values is crucial for successful 

staff relationships to develop. Teachers at St Cecilia's saw themselves as tolerant 

people, respectful of their coheagues' emotional needs. However, it is fairly unlikely 

that complete tolerance could exist in reahty given that, as Nias (1996) noted, for many 

teachers, work is closely tied to personal behefs and values. Many teachers are 
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committed to a strong values system that, for example, may not readily accept a 

different work ethic or system of perceived inequity in the workplace. 

6.7 Contributions to New Knowledge Revealed Through this Case 

This research has made a significant contribution to new knowledge in its revelations of 

the emotional dimensions of collegiality. This chapter in particular has highlighted 

how collegiality is linked to the caring community. A culture of care is intimately 

connected to the promotion of an emotionally healthy collegial community. 

It is clearly evident that, by and large, the staff group at St Cecilia's was eager and 

willing to support colleagues. Teachers exhibited support in a variety of ways, through 

volunteering to do extra tasks and duties for the group or for an individual in need, by 

providing professional advice, sharing resources and importantly, by providing 

emotional and moral support in both professional and personal situation. This was 

done in a caring and non-competitive environment. The research supports the work of 

Nias (1998), who observed that the interpersonal attribute most highly valued by 

teachers, and most rarely present, is that of praise and recognition. However, this was 

particularly noticeable in schools that she and her colleagues (1989, 1992) believed to 

have cultures of collaboration. Mutual appreciation, public recognition and 

encouragement are observable features of caring and collaborative organisations. 

Supportive behaviours as practised by teachers at St Cecilia's have the ability to reduce 

job stress, as suggested by Meyerson (1998) and others. Importantly, such behaviours 

improve the emotional health of the staff community. 

Staff members at St Ceciha's were sufficiently concerned for the emotional well-being 

of their coheagues that they controlled negative emotions brought about through their 

cohegial activities. Emotions were voluntarily bound to protect such relationships. 

However, as this research shows, emotions related to teachers' interactions with 

students and their teaching experiences were less likely to be controlled. Instead, 

teachers found rehef in being able to express their real feelings of dissatisfaction, 

frustration and even anger to caring and empathetic coheagues. Unburdening of such 

emotions can occur only in an environment of mutual trust, which must be created 

through the building of social relationships. 
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Teachers at St Cecilia's School appeared to value the social contribution of their 

colleagues. They appreciated a sense of humour and enjoyed the opportunities that 

arose to spend time together socially. They shared emotional experiences, stories, 

jokes, food and celebrations, all of which contributed to the building of a strong feeling 

of community. Such a feeling helped promote emotional health for the group. 

However, community building required effort, and did not just happen of its own 

accord. Teachers at St Cecilia's School generahy considered that a positive working 

environment was desirable and to achieve this many of them acknowledged that they 

had to play their part. For some the responsibihty was conscious, but for others it was 

just a part of their nature to try to encourage positive interactions with others. The staff 

appreciated the efforts of those who tried to take a positive outlook, since it could be 

emotionahy contagious. 

In some ways the cohegial nature of the staff was seen as a demonstration of the values 

of the school. However, it is not an intention of this research to evaluate the school as 

specifically Cathohc. The most important point to be made is that a strong culture of 

care was reflected in the behaviour of the staff. This case study has demonstrated the 

existence of a caring adult community in a primary school setting. Although this is not 

in itself a revelation to the staff members themselves, or indeed a unique situation in the 

educational sphere, the specific nature of that adult-to-adult care has not previously 

been explored in any systematic way. This research brings to prominence the types of 

practices in which teachers engage that they consider supportive and cohegial, practices 

that help to build community among members. Intrinsically bound up in these 

practices is emotional awareness, seen as a critical interpersonal skill by Goleman 

(1995, 1998). Staff members are sensitive to the emotional needs of coheagues and 

modify their behaviour to take account of these needs. They may do so through control 

of emotional expression, that is, through the performance of emotional labour, or 

through various forms of emotional, social or professional support. 

This research has linked emotion work with cohegial practices in a way not previously 

considered by any other researcher. It reveals how teachers and school leaders at St 

Ceciha's were closely aware of the emotional needs and expressions of their coheagues 

and were sensitive to the feelings of others. Because of this, they were emotion 

managers. They managed their own emotions in relation to interpersonal interaction, 

and tried to assist their coheagues to overcome the emotional stresses brought on by 
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student interactions. While they constrained their emotions for the sake of staff 

relationships and community, they were also able to be more open and emotionally 

self-disclosing about their work and personal lives because they had created an 

environment of trust where they were sufficiently comfortable to be personally 

authentic in the workplace. 

This case study demonstrates how various aspects of bounded emotionality are 

practised in a collegial environment of the primary school. The environment for this is 

commonly female-dominated, caring, emotionally expressive and sensitive, but also at 

times emotionally constrained in order to build strong communal relationships. As was 

outlined in Chapter Two, Mumby and Putnam (1992) promote six ideal characteristics 

of bounded emotionality: intersubjective limitations, integrated self-identity, 

community, relational feeling rules, heterarchy of goals and values, and tolerance for 

ambiguity. The first four of these are readily observable at St Cecilia's. While it is not 

precise to say that the last two did not exist in this setting, they were certainly not as 

prominent as the other four characteristics. However, I posit that St Cecilia's School is 

a fair example of an organisation that enacts bounded emotionality. 

This research has also provided a deeper insight into staffroom culture, particularly as it 

pertains to the primary school. More than most research on staff relationships (eg. Nias 

et al, 1989, 1992; Little, 1982, 1990a, 1990b) it provides insight into the social 

behaviour of teachers as members of a community. Extending the work of Ben-Peretz 

et al (1999), Nias (1998), Pohard (1985, 1987) and others, it highlights the importance 

primary teachers place on opportunities for community building and how this can be 

achieved through shared time in the staffroom. Staffrooms in the primary school are 

important sites for the development of interpersonal relationships through emotional 

communication, a vital component in the maintenance of a cohegial culture. 

In line with this thinking, it becomes noticeable that there are roles and responsibilities 

associated with cohegiahty. Cohegiahty as I have described it is a communal act and 

community members are expected to behaviour in certain ways. There are both 

burdens and benefits to be derived from such a culture, as whl be discussed in the next 

chapter. This research has provided ethnographic data to buhd up a picture of the 

emotional dimensions of cohegiahty in daily operation in a primary school. Chapter 
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Seven expands more fully on how teachers' work can be reconceptuahsed based on the 

findings of this research. 
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CHAPTER SEVEN: Reconceptualising Teachers' Work 

7.1 Overview of the Chapter 

The final chapter of this thesis is a discussion of the contributions of this research to 

knowledge about teachers' work. Empirical research on the non-classroom life of 

primary teachers strongly suggests that a reconceptuahsation of their work that includes 

an emotional dimension is now necessary. This chapter discusses in detail three 

thought provoking insights: a reconsideration of the concept of cohegiahty; an 

expansion of the notion of emotional labour; and a connection of primary teachers' 

work with the practice of bounded emotionahty. Following this, I discuss the primary 

staffroom as an 'emotionahsed zone', showing how the primary school is a complex 

emotional site. The chapter concludes with a reflection on the appropriateness of 

ethnographic case study methodology in studying cohegiahty and emotionahty, and 

finally suggests some possibilities for further study in this area. 

In sum, this research suggests that there are different kinds of cohegial practices that 

make up the work of primary teachers and, parahel to this, there are different influences 

on them. As a corollary to this, the case study suggests that there are different kinds of 

emotion work, and the emotional labour performed by school personnel may be 

different from that of many other workers. This research suggests that emotion work is 

part and parcel of the position of 'teacher' in the primary school and should be 

acknowledged as such. The third significant point about teachers' work is that it can 

incorporate bounded emotionahty, a condition that creates both burdens and benefits 

for those in schools who practise it. 

Before discussing the issues above, I want to re-emphasise the context in which this 

research was conducted. Unlike the bulk of educational administration hterature, this 

research is set in 'ordinary' times, as opposed to 'changing' times. The research at St 

Ceciha's School could not be considered to have taken place during a time of crisis or 

rapid change. Rather, it captures ethnographicahy a picture of school hfe in ordinary 

ebb and flow over the period of one year. It is important to emphasise this because so 

much of the current hterature seizes on problematic issues in school life. This research 

has instead investigated the ordinariness of teachers' hves and teachers' work. 
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Therefore, the propositions for a reconceptuahsation of teachers' work set out below 

are framed as insights obtained from ordinary teachers Jo~ ordinary teachers. 

Finally, it is important to recognise the limitations of contributions to theory that derive 

from a single site case study. Whhe the methodological issues are discussed later in the 

chapter, here I emphasise that the insights are necessarily case-specific but that these 

can contribute to challenging existing theory and to the construction of wider frames of 

reference for future studies in this significant and emergent field of research. 

7.2 Reconsidering the Concept of Collegiality 

What this study has clearly shown is that in practical terms there are many activities 

that contribute to cohegiahty in its totahty. It extends the work of researchers such as 

Little, Nias and Hargreaves by focusing in detah on interpersonal relationships in 

schools. Face-to-face teaching has its special chahenges for teachers, but the non

classroom component of teachers' work can be equahy chahenging as weh as diverse. 

Chapter Four revealed that what makes up cohegiahty for teachers in one primary 

school involved both professional and social interactions, and these necessarily 

influenced each other. This section first proposes an expansion of the notion of 

cohegial work in the primary school. It also debates the reahties of isolating contrived 

cohegiahty and cohaborative cultures according to Hargreaves' (1994) descriptors, 

suggesting that the two kinds of cohegiahty can co-exist within a school. Furthermore, 

it is posited that there is an element of cohaboration in ah primary teachers' work and 

suggests why today this may be so. Lastly, I stress the need to incorporate social and 

emotional dimensions into the concept of cohegiahty. 

7.2.1 An Expansion of What is Generahy Considered Cohegial Work 

As shown in Chapter Four, non-classroom cohaborative work for primary school 

teachers at St Ceciha's School included various whole-school activities such as 

curriculum development, pohcy creation, subject coordination, school-based 

professional development and the decision making processes embedded in staff 

meetings. Other cohaborative activities, not exclusively focussed on the staff as an 

entire group, included year-level planning, some subject coordination duties, planning 
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with specialist teachers, committee work, sharing of classes and informal professional 

discussions. 

In Chapter Two it was noted that there exists a difficulty in achieving a satisfactory 

definition for cohegiahty. Both Little (1990b) and Hargreaves (1994) do not include 

decision making on school issues by teachers as a significant element of cohegial 

practice. Nias et al (1989), in their discussion of cohaborative practices, do not delve 

into this to any extent either. Instead, studies of cohegial practices are largely confined 

to classroom-based practices. However, teachers' work is not necessarily confined to 

their classrooms, so cohegial practices should not be limited in this way either. 

Most teachers are now involved in whole-school curriculum development activities. 

Many belong to professional associations and read professional journals. They 

organise sporting and cultural activities and plan excursions and social events for 

students. Even less connected with the act of teaching is the fact that teachers in many 

schools regularly coordinate and participate in the operations of fund-raising activities. 

They maintain stock and equipment rooms. They volunteer to do a myriad of activities 

that fah outside the strict definition of teaching children. In reirgious-founded schools, 

many of these voluntary tasks revolve around Church and community activities. Even 

though this work is frequently not acknowledged as significant, teachers' work extends 

far beyond the boundaries of the classroom. The influence of teachers should therefore 

be extended to involvement in school-wide administrative and curriculum decisions and 

issues much broader than their own classrooms. 

Limiting the concept of cohegiahty to classroom-based activities has two negative 

consequences for teachers. First, it has the effect of narrowly defining the sphere of 

teachers' work. It subtly draws teachers into thinking that their classrooms are the 

limits of their interest, their knowledge and their work. It effectively limits a teacher's 

span of control to his/her classroom. It thus increases the divide between principal and 

staff and increasingly disclaims the vital work that teachers would normahy participate 

in outside the classroom. Brennan (1996, p. 218) comments on the "separation of the 

teaching force from the principal class" in her analysis of teacher professionahsm and 

site-based management in Austraha. If teachers are not given the opportunity to 

participate in broader, whole-school issues, it reduces their professional status within 
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the school. Furthermore, this reductionist approach tends to be reflected in pohcy 

interventions that support a narrow role for the teacher. 

Following on from this, limiting teachers' cohaborative practices to classroom issues 

limits teachers' professional development generahy. Participating in the professional 

community of the school as a whole is a vibrant form of teacher and school 

development (Hargreaves, 1995). If teachers are denied this, it reduces their 

opportunities to contribute to the profession as a whole. Teachers need tangible ways 

of being involved in professional development that extend beyond the limits of their 

own classrooms and indeed beyond the limits of their own schools. As several teachers 

at St Ceciha's stated in Chapter Four, "the classroom is not enough". They desire a 

sphere of influence broader than their own students. They desire more involvement 

outside direct teaching. Cohegial practices at the whole-school level improve teachers' 

knowledge and understanding of the bigger picture of education. Professional 

cohaboration can and often does extend outside the confines of a teacher's own school, 

but this can occur only if teachers are given the broadest possible opportunities for 

cohegiahty within the boundaries of their own schools. 

The somewhat limited notion of cohegiahty and cohaboration expressed by Hargreaves 

(1994) and Little (1990b) behes what cohegiairty means in practical terms for many 

teachers in schools in Austraha. A broader definition is now required and further 

empirical data that extend this concept in practice have been provided by this research. 

Cohegiahty and cohaboration clearly are perceived to have negative and positive 

aspects. However, it is important to state that cohegiahty as a practice is not static. 

Practices change as different teachers join work groups. Practices also change as 

teachers move among classes and schools, as was evident from comments made by 

teachers at St Cecilia's in Chapter Four. As different tasks are attempted, the dynamics 

of groups change. Cohegiahty is not necessarhy a stable state. Although the culture of 

cohaboration may continue, the way it operates in the school may change. 

There is a continuing reconstruction of culture as the organisation itself evolves and 

becomes, as noted by Greenfield (Greenfield & Ribbins, 1993). People are always in 

the process of producing themselves as part of the organisation and renegotiating the 

relationships within it. If the school itself is in a process of becoming, then it is not 
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really possible to say that collegiality has reached a perfect state in the school. 

Collegiality, rather, is an ideal that a school staff may value and continually strive to 

achieve. Brundrett (1998) suggests that it might in fact be an unattainable ideal, but 

that in itself does not mean that it is without benefit for those schools which seek it. 

7 .2.2 The Co-Existence of Contrived and Genuine Cohegial Practices 

As discussed in Chapter Two, Hargreaves (1994) uses a micropohtical perspective, as 

opposed to the more common cultural perspective, to analyse cohegiahty. The use of a 

micropolitical perspective opens up for consideration the possibility that cohegiahty 

and cohaboration are imposed on teachers as an exercise in organisational power. Such 

'contrived cohegiahty' is set in opposition to a more spontaneous form of cohegiahty 

Hargreaves terms a 'cohaborative culture'. These forms of teacher culture differ 

substantiahy. Although Hargreaves ahows that they may be administratively supported 

and facilitated, he maintains that cohaborative cultures arise because teachers 

themselves see the value of working this way, and find it both enjoyable and rewarding. 

Contrived cohegiahty, on the other hand, arises through administrative control, and is 

imposed on the teachers regardless of their desires. This takes the voluntary and 

spontaneous nature out of the working relationship. 

Hargreaves (1994) also maintains that contrived cohegiahty is implementation

oriented, in that it serves the purposes of administration rather than the purpose being 

selected by teachers themselves, as is the case in cohaborative cultures. Therefore, the 

outcomes of the former are predictable, but the latter are unpredictable. "When they 

[teachers] do have to respond to external mandates, they do so selectively, drawing on 

their professional confidence and discretionary dudgment as a community" (Hargreaves, 

p. 192). Significantly, Hargreaves argues that work in a cohaborative culture is 

pervasive across time and space. It is not tied to formahsed meeting times and specific 

locations as is the case with contrived cohegiahty. Even though they form part of it, 

Hargreaves contends that scheduled meetings and planning sessions do not dominate 

the arrangements for teachers working together in a cohaborative culture. 

Hargreaves' (1994) descriptors for contrived cohegiality and cohaborative cultures 

suggest that the situation in a school must be 'either-or', in that there is httle ground in 

between the two. This, however, does not appear to be the reahty in describing patterns 
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of interaction for teachers at St Cecilia's School. My findings challenge the notion that 

these two forms of teacher culture can be clearly separated in a school (Jarzabkowski, 

in press). Collaborative activities such as staff meetings, curriculum and policy 

development and school based professional development defy the notion of a 

collaborative culture, meeting all five characteristics of contrived collegiality according 

to Hargreaves' descriptors. However, at the same time other activities such as year

level planning, collaboration and team teaching with specialist teachers, subject 

coordination (key teacher duties) and other non-mandated informal collaborative 

exercises suggest a genuine desire for collegiality within the school. 

While it could be implied that the organisational structure that created key teacher roles 

was administratively contrived, it is difficult to say that the cohegial work that 

ultimately resulted was also so contrived. The extent to which key teachers interacted 

professionahy with their coheagues in the course of their specific but unpaid duties 

could be dependent only on the enthusiasm and dedication of the holders of those 

positions. A significant example of Hargreaves' (1994) cohaborative culture also exists 

in the informal gatherings of teachers. There are many occasions during any week 

when teachers whl gather to 'talk shop'. These occasions demonstrate the nature of 

such cohaboration as truly spontaneous, voluntary, development oriented, 

unpredictable and pervasive of time and space. Even discounting the focus on student 

behaviour, teachers spend a great deal of time talking professionally. As Nias (1998) 

points out, many experienced teachers see this as a valued part of their professional 

work. Many teachers at St Ceciha's also attested to the benefits of this practice. 

Frequently, informal gatherings are seen as opportunities to discuss and share with 

other professional people the experiences of the ~ob. This cannot be undervalued as a 

cohegial practice, especiahy the emotional benefits to be gained from interacting with 

coheagues at this level. 

What becomes very obvious is that it is difficult to define the cohegial culture at St 

Cecilia's School using Hargreaves' (1994) descriptors. Different cohaborative 

activities carried out by teachers in the normal course of the school year ah contribute 

to defining the culture of a school. It is difficult to designate the school as belonging to 

either contrived cohegiahty or a cohaborative culture under these circumstances. 

Clearly, there is a need to reconceptuailse cohegiahty as it operates in primary schools. 
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What this research suggests is that Hargreaves' (1994) definition of a collaborative 

culture is too restrictive, given the realities of collegial practices in schools. His 

requirement that a culture of collaboration must be spontaneous suggests that long 

standing habits of collegiality will not exist in schools. This, however, belies evidence 

offered by Nias et al (1989) who relate stories about schools where collegial practices 

have been maintained for years. Similarly, the culture of caring and sharing evident at 

St Cecilia's School could not have been created overnight but was ongoing and 

sustainable. These cultures of collaboration have existed in schools regardless of 

teacher turnover. This has often been the case because of strong support from 

principals, but it is also the staff who must contribute to maintaining them. The 

condition that a collaborative culture must be voluntary, spontaneous, development 

oriented, pervasive over time and space and with unpredictable outcomes seems too 

rigid in the lived situation. 

7.2.3 An Element of Collaboration in All Primary Teachers' Work 

This section considers in more detail why various elements of teachers' non-classroom 

work have developed into collaborative activities, moving away from the tradition of 

isolation which has long been the picture of teachers' work as suggested, for example, 

by Lortie (1975). Data from this research lead me to posit that there is now an element 

of collaboration built into the work of all primary teachers in Australia. I suggest that 

teachers in primary schools in Australia today are unable to avoid some degree of 

cooperative work with their colleagues. Naturally, this proposition is an extension of 

case study research, but it is also based on the author's considerable experience in 

schools. Given the advances in school-based management in government schools, and 

the increased focus on participatory or shared leadership in schools in general, it is hard 

to conceive of a situation where teachers are totahy isolated from their coheagues. 

One way of analysing teachers' cohaborative work is to consider the compulsory 

aspect. Both teachers and administrators can readhy categorise various types of 

cohaborative work as either compulsory or non-compulsory. At St Ceciha's, teachers 

were unable to avoid collaborating with their peers in the areas of curriculum 

development, school-based professional development activities, pohcy creation and 

their involvement in general operations of the school through decision making at staff 

meetings. Participation in such cohaborative activities was compulsory for these 

235 



teachers because it was considered by the school's administrative team to be part and 

parcel of every teacher's job. According to researchers like Hargreaves (1994) and 

Smyth (1991), this would constitute control over teachers' work, and from a solely 

micropohtical perspective that is understandable. 

However, three important points must also be considered: the democratic, ethical and 

practical issues associated with cohaborative work. It is difficult to consider a more 

democratic way of working in a school. The fact that teachers have a role to play in the 

decision making process of the school, be it in curriculum and pohcy development or 

the general operations of the school, suggests that democratic principles are important 

at St Cecilia's School. The notion of cohegiahty as a broad democratic practice has 

recently been put forward by Fielding (1999). Equahy, a case is made for an ethical 

dimension to teacher cohegiahty (Brundrett, 1998). Even though they are compulsory, 

such cohaborative practices provide the opportunity for joint, consensual decision 

making such that those who have a stake in the issues have the chance to become 

involved in the debate and the final decision. This is an ethical, vahd justification for 

these types of cohaborative work. 

Even more pragmaticahy, there is the practical aspect of such work to be considered. It 

makes sense that activities such as curriculum development, policy creation and school

based professional development be done cohaboratively. Besides the fact that they 

impact on the whole school community and have the capacity to affect criticahy student 

learning across the grades, it is hard to conceive how or why each teacher should carry 

them out on an individual basis. These activities are therefore necessariiy cohaborative 

because there are pragmatic reasons for operating in this way within the school. 

Besides the compulsory cohaborative work outlined above, it is clearly evident that 

teachers cohaborate with their coheagues on other activities for which there is no 

external pressure to do so. In the case study school many teachers jointly worked on 

classroom planning and programming, voluntarily accepted key teacher positions and 

their attendant duties, gathered informahy for professional discussions and cohaborated 

with speciahst teachers, even in some cases team teaching with them. Little, if any, 

administrative support was provided for these activities by way of release time or other 

resources. 
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The inability to be able to provide parallel release time for teachers is not unique to St 

Cecilia's School, but is largely the result of a fairly traditional primary school teaching 

structure and limited funding for teaching personnel additional to that estabhshed 

structure. However, despite the lack of this type of support, many teachers willingly 

cohaborated on such activities. Verbal encouragement from school leaders to pursue 

cohective work may have had some influence on this. Implementing a devolved 

structure of teacher leadership through key teacher appointments also seemed to 

increase the interaction teachers had with one another. The fact that year-level 

teachers' classrooms were physicahy close to each other also played some part in 

developing and maintaining those relationships. What is important to reahse, however, 

regardless of leadership support, is that a desire to work cohaboratively must have 

some associated benefits for teachers themselves. 

This research clearly reveals that from a teacher's perspective working cohaboratively 

saves teachers time and inspires better teaching. Teachers beheve that collaborating 

with speciahst teachers and year-level teachers improves the quahty of teaching 

practice by creating better ideas for and about teaching, but sharing the load in writing 

units and planning programs also saves valuable time. The desire of teachers to work 

cohaboratively may be related to the intensification of teachers' work. With more 

demands being put upon teachers' time, many look for more creative ways to handle 

traditional teacher tasks such as term planning and unit development. The benefits that 

teachers obtain from shared work, in particular by gaining better quairty ideas in less 

time and sharing the planning load, is likely to encourage them to continue the practice. 

The notion of habit should also be considered. The custom of collaborating with 

coheagues in administratively controlled situations may itself have a 'spill-over effect' 

onto year-level planning and other less formal cohaborative practices. The habit of 

collaborating may become more institutionalised as the practice is repeated, provided 

the experience is a positive and rewarding one. Once commenced in a more contrived 

fashion, teachers may see other benefits of working together and become less averse to 

the practice, to the extent that some no longer want to work in a more isolated fashion 

as was the previous custom. 

Given that there is feasibly an element of cohaboration, compulsory or otherwise, now 

attached to all primary teachers' work, an acceptable extension of this notion is that the 
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level of collaboration will not be consistent. It certainly does not appear to be 

consistent amongst teachers at St Cecilia's School. If the collaborative work is 

generated in part by teachers themselves because they choose to work in this fashion, 

then this is understandable. Observation in the case study school suggests that teachers 

differ in their desire to work cohegiahy for a myriad of reasons but significant among 

them are the social or interpersonal issues. 

7 .2.4 Incorporating the Social and Emotional Dimensions of Cohegiahty 

This research has firmly paved the way for incorporating social and emotional 

dimensions into the concept of cohegiaiity. Whhe researchers such as Sergiovanni 

(1990), Ibara (1988) and Hargreaves (1994) have made clear their behef that 

cohegiahty can be successful without a level of congeniahty, this case study research 

gives clear support for the incorporation of some degree of social, interpersonal 

connection into the notion of cohegiahty. This research suggests that in practical terms 

it is very difficult to judge exactly where the bounds of cohegiahty and congeniahty he. 

Life in schools is not sufficiently clear cut or able to be neatly dissected. Considering 

the myriad of different events in which teachers participate along with their coheagues, 

particularly in the staffroom setting, it is not easy to isolate and identify those that 

contribute solely to either congenial or collegial development. I contend that 

congeniality is actuahy a component of cohegiahty. I am supported in this argument by 

Campbell and Southworth (1992, p. 76) who maintain that cohaboration has four 

component strands 

• personal relationships (e.g. social interaction and cohesion) 
• professional relationships (e.g. paiI·ed teaching, working parties, 

curriculum leaders) 
• social and moral intentions (e.g. beiiefs about behaviour, pupil 

discipline), and 
• curriculum intentions (e.g. curriculum poiicy statements). 

I go as far as to suggest that, from the teachers' perspective in this study, successful and 

comfortable personal relationships are in fact necessary for genuine cohaboration to 

take place. Hargreaves (1994, p. 192) maintains that cohaborative cultures "emerge 

primarily from the teachers themselves as a social group". This suggests that such a 

culture arises out of the social group. Cohaboration must necessarhy be seen as both 

enjoyable and rewarding for teachers, otherwise the practice would not continue. 
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Therefore, the state of staff relationships becomes very important as a foundation for 

genuine collaboration in primary schools. It is evident from this research that school

wide collegiality is not something that can develop overnight. It requires that school 

leaders and a body of teachers support it. Whhe a principal can mandate that certain 

activities be conducted cohaboratively, for cohegiahty in its fullest understanding to 

develop requires that a core group of teachers builds a community to support it. 

What could clearly be seen from the data was that a lot of teachers at St Ceciha' s 

School valued the social aspects of their relationships with other staff members. They 

felt that it was important to know them on a level deeper than 'teachers', to know them 

as 'individuals'. In this way they could be more understanding of one another, and 

could provide the personal and professional supports necessary for good working 

relationships to be maintained. Working relationships were perceived to improve 

through the development of social relationships and emotional relationships. This 

research supports the work of Ashforth and Humphrey (1993) in suggesting that such 

social experiences create shared memory for a group, develop a sense of community 

and build relationships based on appreciation of peers as individuals rather than 

stereotyped role occupants. 

What is most interesting, because it has been httle explored, is the social influences on 

teachers' combined work. Again it becomes clear that personal relationships play a big 

part in motivating teachers towards increased cohaborative work. Teachers are inclined 

to work more intensely with those they get on with sociahy. Of course, this does not 

exclude the reaiity that teachers can be friends and have different teaching ideals. As 

this research revealed in Chapter Four, teachers find it harder to work cohaboratively 

with those whose teaching practices and values differ from their own. However, I 

argue that if a social relationship exists it wiil be much more likely that cohaboration 

wih take place than if it did not. Teachers are much more likely to seek professional 

assistance from those they know on a personal level, and those they trust on an 

emotional level. They are more willing to disclose their professional weaknesses and at 

the same time chahenge the behefs and values of others if they feel a social and 

emotional connection with a coheague. Professional growth reiies on the development 

of core interpersonal relationships. It is squarely based on social and emotional 

foundations. 
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The emotional dimension of collegial relationships appears to stem from the type of 

core work that teachers do. Teaching is a strongly emotional activity (Nias, 1996) and, 

because of this, emotional experiences are part and parcel of teachers' work. Because 

there is a need for emotional 'venting' about core work, teachers come to know their 

coheagues on a much deeper level than might be the case in another setting. 

Professional support is founded on emotional awareness, since being aware of the 

needs of others ahows teachers to provide appropriate supports, be they professional or 

personal. At the same time, an emotionahy supportive environment can prevent 

teachers from becoming isolated from their peers because of the culture of community 

that is developed. These issues whl be discussed in more detah in the section on 

bounded emotionairty. 

What was evident in the case study school was that there was a core of teachers who 

strongly beheved in building community. It was this core group who was able to 

provide the necessary impetus to create professional, social and emotional relationships 

that created a culture of cohegiahty at St Ceciha's. Cohegiahty as a way of working 

appears to prosper in an environment of healthy staff relationships. It is posited that, if 

teachers feel themselves to be part of a cohesive, caring group, they are much more 

likely to develop genuine cohaborative practices than if this is not the case. A spirit of 

care and consideration for coheagues, and a genuine desire to share knowledge, 

resources and time in a non-competitive environment both contribute to positive staff 

relationships upon which more successful cohaborative practices can ultimately be 

based. 

In re-appraising the notion of cohegiahty in the primary school it is important to 

understand that the range of teachers' work is not rigid or immobile. It is difficult to 

capture a picture of separate categories of teachers' work because different tasks ah 

feed into the larger picture of teaching as a social activity. Likewise, and because of 

this, it is difficult to separate staff relationships into neat, static professional categories. 

The intellectual, material, social and emotional aspects of staff relationships are 

intricately linked to one another and merge into a pattern of interactions played out 

dahy by teachers in the course of their work. Despite this, the next section attempts to 

focus on the more emotional dimensions of teachers' work. 
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7.3 Expanding the Notion of Emotional Labour 

This section contributes to new knowledge in the area of emotion work in 

organisations. In particular it considers the non-classroom work of teachers in the light 

of existing knowledge about emotional labour, suggesting that colleague-focused 

emotional labour is different from client-focused emotional labour. Emotional labour 

in the principalship is also contrasted with the emotional labour of teachers, indicating 

that the emotional labour performed by principals may necessarily be different because 

of the emotional support mechanisms that do or do not exist for individuals. The 

reasons for, and uses of, emotional labour in the interests of collegiality are considered 

in this section. Lastly, what emotional labour looks like in practice in the primary 

school is outlined. In sum, this section advances understanding of the performance of 

emotional labour, first as a non-client-focused activity, and second as a specific kind of 

work in the school setting. 

7.3.1 Coheague-Focused Emotional Labour 

Hargreaves (1998a, 1998b) maintains that teachers perform emotional labour in the 

classroom. My discussion of this topic with teachers at St Ceciha' s School would 

support this. However, it is not the emotion work with students that is specifically the 

focus of this research. What has not been much investigated to date is the emotional 

labour that may be performed by teachers in their non-classroom work. This research 

adds some important insights into the performance of emotional labour by teachers and 

school leaders. Chapter Five showed that school leaders and teachers are emotion 

managers, that is, they manage their own emotions and those of their coheagues, and 

they do this in the course of their non-classroom work. 

Hochschild (1983), who first framed the concept of emotional labour, coined its usage 

for employees who were encouraged or required to display certain emotions in front of 

their chents. In some cases they were even taught techniques that would assist them to 

do this. The existing hterature on emotional labour focuses on workers in service 

industries and how they relate to their cirents, be they, for example, debtors or airline 

passengers (Hochschild), hospital patients (James, 1993), amusement park attendees 

(Van Maanen & Kunda, 1989) or supermarket customers (Tohch, 1993). What my 

research suggests is that the emotion work performed by school personnel in the non-
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classroom context is different from that performed in the classroom, and different from 

that required by workers in other industries. There are three considerations that support 

this claim. 

In the first instance, some 0£ the emotion work that school personnel do is not focused 

on clients, that is, students or parents. It is performed for the benefit 0£ colleagues. 

Emotion work performed for this group must necessarily be different from that 

performed for clients, since colleagues are 'insiders' to knowledge about the work 

involved in similar positions within an organisation. Colleagues can be treated 

differently from clients because they already understand the hardships or challenges 0£ 

the job. Chents must be prevented from observing the frustrations 0£ 'serving' them, 

but coheagues need not be similarly shielded. In this way, the emotional labour 

described by Hochschild and other researchers 0£ service industry workers is 

necessarhy different from that described in this research on cohegial relationships. I 

use the term colleague-focused emotional labour to set it apart from emotional labour 

performed for chents. 

It is important to point out that my research is not the only one that investigates 

emotional labour outside the chent-focused position. For example, Pierce's (1999) 

study 0£ paralegals in law firms confirms that emotional labour can be performed in 

other contexts. Although her research hones in on emotional labour in organisational 

members' relationships, she specifically investigates the performance 0£ emotional 

labour by paralegals, a largely female group, for their lawyer bosses who were 

generahy male. Significant issues such as the power differential and the reproduction 

0£ gender relations make her study interesting but less relevant to the debate on 

coheague-focused emotional labour. The coheague-focused emotional labour 

described through my research is not obscured by prominent power or gender 

differences, since the primary school staff was largely female and the formal and 

informal power structures relatively flat. 

Another important reason why teachers' emotional labour is different from that 

performed by many other service workers is due to the kind 0£ contact that they are 

required to have, or choose to have, with their co-workers. The cohegial practices for 

teachers are far more expansive than they would be for many other service workers. 1£ 

teachers were not required to work cohaboratively with others on tasks such as decision 
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making, curriculum development, subject coordination or year-level planning, for 

example, there would be less need to perform emotional labour with colleagues. While 

in highly structured dobs such as those performed by flight attendants, debt collectors, 

check-out operators or amusement park workers, employees may work side by side, 

there is no requirement that such employees collectively become involved in higher

level management or administrative issues. They are given little latitude regarding 

what work will be undertaken or how it will be performed. They are not expected to 

work with colleagues on an 'intellectual' level, whereby important decisions are 

collaboratively made about professional issues. Because they have little control over 

their work, these kinds of employees do not have to relate to their colleagues in the 

same way that school personnel do. They are not put in the position of having to 

negotiate a professional position as part of their work. Their emotional labour need 

therefore not necessarily extend to their colleagues. 

Another important facet of the type of emotional labour performed by school staff with 

their colleagues, which sets it apart from that employed by other workers with their 

clients, is self-regulation. Teachers who use emotional labour for the sake of 

collegiality do so without monitoring or supervision. There are no work rules that 

govern the interaction school personnel have with one another, and no authoritative 

personnel to control it. There is no obvious pressure from others to manage emotions 

in this way. Individuals at St Cecilia's School chose to regulate their own emotional 

behaviour. It is difficult to state specifically why this occurs, other than to suggest that 

cultural influences may be exerted. A socialisation process, societal, occupational or 

organisational, which encourages individuals to do this, is feasibly at work, thus 

lending support to the research of Rafaeh and Sutton (1989). Certainly emotion 

management appeared to be a part of the staff culture at St Ceciha's School. It could 

also be bound up in the professional identity that some teachers see themselves as 

having, a notion ahgned with the work of Ashforth and Humphrey (1993) and Nias 

(1998). Regardless of the motivation, the issue of self-regulation sets the emotional 

labour of school personnel apart from that of various other service workers. 

It is therefore posited that emotional labour may be different for different kinds of 

workers. While teachers may have chents as other service workers do, what sets them 

apart in relation to the performance of emotional labour is the non-chent-focused work 

that they also must do. Teachers are requhed to work with coheagues on cohaborative 
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tasks that affect their work. Beliefs and values are revealed in this kind of work and 

professional practices can be opened to the scrutiny of others. This makes teachers 

much more vulnerable within their professional community than many other employees 

whose duties may be more prescriptive. I argue that workers whose jobs require 

intellectual collaboration and which allow them a certain amount of autonomy in what 

and how the work is performed are likely to perform emotional labour in front of/with 

their colleagues. This is not to say that they must necessarily do this at all times, but 

that certain kinds of collegial work will make emotional labour more significant. 

Of course educators are not the only professionals who may perform this kind of 

emotional labour. Professionals in legal, medical and social work fields, for example, 

may find themselves in similar positions where they are required to make collective 

professional decisions and debate professional issues within their communities. It is 

suggested that such personnel may also find themselves performing emotional labour 

with colleagues but only, as will be discussed later, if they value the professional 

community that they have created and are attempting to maintain. 

7.3.2 Emotional Labour in the Principalship 

It is interesting to note the difference in emotional labour performed by the principal 

and the teachers at St Cecilia's School. As shown in Chapter Five, the principal was 

not able to share the emotional experiences of her work in the same way that teachers 

could with their classroom work. I suggest that this is because of her unique position of 

authority in the school. The principal admitted that she often sought the assistant 

principal as a person to whom she could unburden some of the negative emotions of her 

position, but was less inclined to do this with the teachers. An assistant principal is 

much more likely to understand the challenges of leadership and the demands of 

administration than are teachers who have not been involved in this kind of work. 

In this regard, the principal is set apart in the cohegial community. He or she does not 

have the same status as a coheague nor necessarily the same cohegial network as a 

teacher. A principal would not necessarily expect the empathy and understanding of 

teachers about hisi'her work that teaching coheagues expect of one another. For the 

most part, the abihty to share the emotional experiences of the position is not avahable 

to a leader of a smah primary school, at least not within the immediate school 
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community. School leaders therefore seek others in similar positions to unburden these 

emotions, or use sympathetic family members or friends outside the educational sphere, 

a point to which the principal of St Cecilia's attested in Chapter Five. Interestingly, 

Blackmore (1999b) discovered that women principals in her study of rapidly changing 

times in education in Victoria sometimes found themselves forced to break ties with 

other principals. In this way they would find fewer opportunities for emotional sharing, 

something which seemed to give great support to teachers in this study. 

Blackmore and Sachs' study of women principals and emotional labour (Blackmore, 

1996, 1999b; Sachs & Blackmore, 1998) differs from my research in one fundamental 

way. Their investigation of emotional labour was set in the context of managing 

change within an education system. My research is not set against such a backdrop. 

However, it clearly reveals that, within the context of an 'ordinary' school in 'ordinary' 

times, the female principal of St Cecilia's School performed emotional labour. From 

her perspective emotional labour had two purposes. She performed emotional labour in 

an effort to maintain the emotional health of her teachers, and she appeared to use 

emotional labour as a personal encouragement to carry on when work pressures became 

difficult. 

While Sachs and Blackmore (1998) indicate that women principals perform emotional 

labour in an effort to show that they can cope with the demands of leadership, 

traditionally a male-dominated position, it is also important to look at another aspect of 

this. Showing that one can cope with the position of leadership can reduce stress for 

one's teachers. Hayes (1994) noted that teachers wanted their principal to demonstrate 

more than just an ability to cope, but to show that she could adequately handle that 

position. Observance of constancy and stability in administration and leadership can be 

reassuring to teachers. In this way, a principal, in managing his/her own emotions, is 

intentionally or unintentionally managing the emotions of the rest of the staff. Teachers 

are not burdened with the knowledge that difficult times are being experienced 'in the 

office'. 

The principal of St Cecilia's School certainly perceived her emotional labour as 

contributing to the maintenance of emotional health for the teachers at her school. She 

performed emotional labour for the sake of her coheagues. However, what was also 

interesting was the fact that the principal used emotional labour for her own 
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encouragement. When she was stressed by negative experiences, she deliberately tried 

to convince herself that such feelings were needless and unhealthy. She tried to work 

her way out of negative feelings so that she could carry on with her job. There did not 

appear to be any external pressure for the principal to do this, thus suggesting that it can 

be viewed as a personal coping mechanism. Emotional labour with this personal 

intention may perhaps be a replacement for the emotional support of coheagues. The 

principal' s lack of opportunity to unburden negative emotions on a suitable coheague 

may encourage her to seek deep acting techniques to remove such emotions from 

continual engagement. 

In this way, the emotional labour of a principal may be different from that of a teacher. 

Teachers may perform emotional labour for the sake of cohegiairty. A principal may 

regulate emotions for personal gain as web as to maintain a cohegial environment. 

Whhe some employees may be taught to use deep acting for the sake of customer 

service and customer gain (Hochschild, 1983), I contend that a person in an 

emotionahy demanding job without the support of empathetic others may choose to use 

it to create personal emotional harmony. Emotional labour may be used for personal 

advantage, that is, as a coping mechanism, as web as for the sake of coheagues and/or 

chents. 

7 .3.3 The Function of Emotional Labour in the Interests of Cohegiahty 

To add to knowledge about coheague-focused emotional labour it is important to 

consider its possible functions in the educational setting. Of course it was difficult for 

teachers at St Ceciha's to articulate the perceived functions of emotional labour since, 

as has been highlighted by Hochschild (1983), emotional labour is a largely invisible 

feature of many jobs. Teachers were for the most part unaware of the significance of 

the emotion work they performed. However, analysis of the data does reveal some 

possible purposes and uses of emotional labour at St Ceciha's School. 

One popular explanation for why teachers checked their emotions when working with 

others was the desire to avoid open conflict. In general they were loathe to chahenge 

coheagues openly on educational matters or administrative issues that affected their 

work, which supports the work of Nias (1989a, 1998) and Weiss et al (1992). A few 

actively avoided such confrontation whhe many would engage coheagues in debate 
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only when they felt they were in control of their own emotions. This is not to say that 

teachers did not discuss contentious issues but that emotional labour was a strong 

component of these kinds of discussions. This can partly be explained by the expressed 

desire by some teachers at St Cecilia's School to show consideration and tolerance for 

others' opinions. By and large teachers respected the rights of others to hold different 

opinions. They respected their colleagues as professionals with knowledge and 

expertise similar to their own. They did not like to take a strong stance against others, 

and were more likely to look for points of mutual agreement than to challenge others 

actively, a position supported by the research of Nias et al (1992). 

Emotional labour also comes into play because primary teachers appear to show 

sensitivity towards the emotional needs of others. Although teachers at St Cecilia's did 

not specifically articulate it, the desire to maintain emotional health of the community 

and to build and maintain communal relationships could be seen. Emotion 

management was a function of this process. 

As was clearly articulated by the principal of St Cecilia's School, one function of 

emotional labour is the avoidance of 'emotional contagion' (Hatfeld et al, 1994), 

because when one covers one's true emotions others are unlikely to pick up or catch 

those negative emotions. Others are thus less likely to become similarly negative in 

outlook. This supports the notion of George and Brief (1992) that the affective 

dimension of the primary work group can influence those within that group. Masking 

one's own negative emotions thus prevented burdening others in the staff group and 

was another function of emotional labour in the interests of collegiality. 

In the research by Nias (1998) it was shown that teachers felt it was necessary to act as 

role models for their students, and for this reason they avoided open conflict with 

colleagues. This notion was similarly expressed in my own research, and as such, 

being a role model of 'good behaviour' is played out through the performance of 

emotional labour. Perhaps most significant in this idea of the teacher as role model is 

the socialisation that creates this image of the teacher. Societal and occupational 

socialisation may implicitly build such an image, which teachers feel pressured to 

adhere to in their non-classroom collegial activities. No doubt organisational 

socialisation, through production and reproduction of school culture, similarly 

influenced the emotion management of teachers at St Ceciha' s School. 
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7.3.4 Emotional Labour in Practice in the Primary School Setting 

The fact that teachers manage their emotions in this way in front of their coheagues 

reveals another aspect of their non-classroom work, previously unidentified. From 

Chapter Five it is clearly shown that teachers at St Cecilia's School managed their own 

emotions. One way to do this was to employ a 'cooling off period before engaging in 

debate on contentious issues. For tile most part, teachers at St Ceciim' s wanted to talk 

out their differences, but did so in a very controlled way, without a strongly emotive 

approach. Although they may have felt emotionahy charged about a particular issue, in 

general they tried to gain the support of others without revealing too much negative 

emotion. Support for certain decisions was often rallied before a meeting, in an 

informal gathering where opinions could be sought and judgements made in the relative 

safety of smaller numbers. At staff meetings there appeared to be a clear attempt to 

gain consensus without the use of strongly emotional displays. 

In managing one's own emotions there is necessarily an ilnphcation that others' 

emotions are also managed. Later writing of Hochschild (1993) highlighted the 

management of others' emotions as an added dimension of emotional labour. Chapter 

Six revealed many examples of how teachers at St Ceciha's School intentionally 

attempted to improve the emotional health and well-being of their coheagues through 

caring and supportive behaviours, emotional awareness and community building 

activities. However, managing others' emotions may also be done in a less obvious 

way. In situations with the potential for conflict to arise, for example in decision 

making activities, the degree to which a teacher at St Cecilia's avoided emotional 

outbursts could be seen to affect the emotions of any possible recipients. What is 

clearly evident from this research is that teachers hid their negative emotions from their 

coileagues, but only those that related to their cohegial work. Most teachers at St 

Cecilia's were quite happy to admit to and share negative emotions caused by 

classroom work, but were inclined to use surface acting to hide negative emotions 

brought about by non-classroom work with others. In this way they discreetly managed 

the emotions of their coheagues. They did this for the sake of the staff community, 

which ultimately benefited themselves as weh as others. 
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In general teachers at St Cecilia's School were able to express the idea of surface acting 

in managing their emotions. They explained how they hid their true emotions by 

pretending to be positive, or how they subconsciously transferred the negative emotions 

'to the back of the mind', to be kept out of the way until they could be dealt with later 

in an appropriate or acceptable manner. Emotional labour in practice may involve 

simple masking of negative thoughts or a process of thought transfer in most situations. 

Interestingly, few teachers were conscious of deliberately changing their negative 

thoughts to positive ones in pursuit of collegiality. This, however, was quite different 

for the school principal. She was able to explain quite clearly her use of both surface 

and deep acting in an attempt to hide negative emotions from other staff members. Just 

as Hochschhd's (1983) flight attendants were trained to think differently about 

situations that caused negative emotions for them, the principal articulated how she 

used techniques to turn her emotions towards the positive. This could be done by 

looking to the future and avoiding dwelling on past mistakes, and by attention to 

outward appearance. The use of deep acting in the performance of emotional labour is 

considered to be more difficult than surface acting (Hochschild, 1983) but when 

employed by choice, as in the case of the principal, was beheved to have more 

permanent benefits. 

Data from the case study have provided new insights into the conceptualisation of 

emotional labour. This research opens possibilities for considering different types and 

purposes of emotional labour. First, emotional labour performed for the sake of 

cohegiahty may be different from emotional labour performed for chents. In this way, 

the emotional labour performed by teachers in cohaborative work with other staff 

members may be different from that performed for students and parents, and may be 

different from that performed by personnel in other customer-focused roles. Second, 

emotional labour has been proposed as a possible coping mechanism for some people 

in highly stressful jobs to substitute for the inabihty to unburden or vent negative 

emotions. Some principals may rely on emotional labour as a way of coping with the 

stresses ofleadership because they do not have the necessary emotionahy supportive 

environment of peers. 

In the primary school setting, emotional labour may be played out in both surface and 

deep acting, thus supporting Hochschhd's (1983) work in this area. A significant 
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contribution to knowledge is gained through an analysis of the possible functions of 

emotional labour in the school setting. Of specific interest is the use of emotional 

labour to display oneself as a role model for students, to avoid burdening otliers with 

negative emotions, to avoid open conflict and to show respect for others' 

professionahsm through tolerance of individual perspectives. The notion that the 

management of emotions is part and parcel of the caring, supportive organisation, and 

that it can be used to bulld community based on interrelatedness, requires a discussion 

of the concept of bounded emotionahty and how it may be practised in the primary 

school. 

7.4 The Practice of Bounded Emotionality in the Primary School 

As proposed earher in this chapter, emotional labour is more likely to be performed for 

coheagues in situations where there is a considerable amount of collegial work required 

at an intellectual level and where workers have a reasonable degree of autonomy in 

how tliey do their jobs. However, I suggest that the extent to which tliey do this wlil be 

dependent on the value tliat staff members place on the building and maintenance of 

community. Teachers and school leaders may perform emotional labour with their 

colleagues if they value their interpersonal relationships. It is in this context that the 

concept of bounded emotionahty, as developed by Mumby and Putnam (1992) and 

extended by Martin et al (1998) apphes. 

Tliis section considers two main issues. It first investigates how elements of bounded 

emotionahty are manifest in the primary school setting and some possible reasons why 

bounded emotionahty may gain acceptance in such an institution. It then outlines how 

bounded emotionahty can create both rights and obhgations for organisational members 

in the pursuit of collegiahty. 

7.4.1 Visible Elements and Possible Explanations 

Coming from a postmodern, feminist perspective, Mumby and Putnam (1992) proposed 

bounded emotionahty as a way of organising in contrast to bounded rationahty, a 

manner of operating in some traditional, bureaucratic organisations. As Putnam and 

Mumby (1993) explain, feminist theory opens up possibilities for reconceptuahsing the 

nature of organisations by treating gender as a critical factor in shaping the routine 
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practices of organisations. Emotional expression and awareness, social relationships 

and interpersonal experiences are more likely to gain acceptance in organisational 

studies conceived using feminist theories. While my research does not ground itself in 

feminist theory, the strongly gendered composition of the primary school staff in many 

parts of the western world suggests that valuable links might be made between the 

organisation of primary schools and some feminist ways of organising. Without 

wishing to imply that primary schools are strictly female or feminist organisations, the 

fact that many have female principals and largely female staffs offers possibilities for 

the development of forms of organising that are different from the more bureaucratic 

models. 

Mumby and Putnam (1992) see care, nurturance, supportiveness, emotional awareness 

and an emphasis on interpersonal relationships as some features of organisations 

operating under bounded emotionality. There has long been the perception that such 

attributes are linked with the image of women and also of teachers. Such attributes 

were also visible within the staff community at St Cecilia's School, suggesting that 

bounded emotionality may have been in operation. As outlined in Chapter Two, a 

variety of characteristics was developed by Mumby and Putnam to identify the ideal 

model of bounded emotionality. Some of these are discussed below in support of the 

proposition that St Cecilia's School operated under the basic principles of bounded 

emotionality 

As Nias (1996) and Hargreaves (1998a, 1998b) suggest, teaching is an intensely 

emotional activity. This may partly explain why emotional sharing in such an 

occupation becomes so important. It was quite clearly shown in Chapter Six that 

teachers at St Cecilia's felt very free to vent or unload negative emotions about their 

classroom work with their coheagues. It was considered a cathartic experience to be 

able to talk to empathetic others about the trials of teaching, both to moan and to laugh 

about the hardships and challenges of working with children. The errant student is a 

popular topic in the school staffroom, largely because teachers know that their 

coheagues understand and sympathise with them. From their own research of a 

feminist organisation operating under the principles of bounded emotionahty, Martin et 

al (1998) suggest that voluntary self-disclosure and emotional sharing are important 

features of such an organisation. 
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At St Cecilia's School colleagues very freely offered advice, practical support and 

emotional encouragement to those who openly expressed their teaching frustrations. 

What appears paradoxical is that teachers could express negative emotions about their 

work with students but were much more guarded in their negative emotions about their 

collaborative work. It is posited that the principles of: bounded emotionality controlled 

emotional expression in this particular case. In some situations the degree of emotional 

sharing was extensive while in others it was voluntarily constrained. What becomes 

apparent is that emotions were bounded. 

Teachers at St Cecilia's knew a great deal about the personal lives of: their colleagues 

because sharing at that level was acceptable and encouraged through social interaction. 

They also knew a great deal about the students in others' classes and the trials that 

various colleagues faced with difficult students because sharing such information was 

common practice. Indeed, most teachers shared a great deal about themselves with 

their colleagues and in doing so developed a special kind of relatedness. Community 

was founded on this relatedness. Caring and supportive behaviours resulted from it. 

As suggested by Mumby and Putnam (1992), in such a climate individuals take 

responsibility for shaping the organisational experiences of: others. Based on the close 

relationships formed, teachers at St Cecilia's felt it important to consider the emotional 

needs of: colleagues. They therefore constrained themselves emotionally as a show of 

commitment to relatedness within that community. 

Bounded emotionality in this context was recognisable through the caring and sharing 

of: the organisational members and their commitment to community. Staff members at 

St Cecilia's School had developed a culture where emotional sharing was acceptable 

but at the same time they were interpersonally sensitive to the extent that they 

voluntarily controlled the boundaries of what they felt and what they expressed. The 

wide magnitude of emotional sharing, largely about personal lives and teaching trials, 

served to cultivate the "psychological well-being of: organisational members" (Martin et 

al, 1998, p. 429), or what I describe as the emotional health of the community. Thus it 

is possible that staff members can be emotionally expressive in one way, but control 

their emotions in another. In doing this they create and maintain community. 

There are no artificial controls over such a community, because it is developed and 

sustained by the members themselves. As expressed by Greenfield (Greenfield & 
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Ribbins, 1993), the organisation evolves through the action of its members. It is not 

through the action of leaders that this emotionahy supportive community can be 

created, manipulated or changed, although in the primary school context the principal is 

generahy considered to be a part of the cohegial community. 

It should be noted that, in the theoretical model of bounded emotionahty according to 

Mumby and Putnam (1992), emotional labour is replaced by "spontaneous emergent 

work feelings", emotions that emerge from human interaction rather than being 

controhed for instrumental purposes. However, Martin et al (1998) suggest that in 

practice it is impossible to maintain a distinction between the two. In supporting this, I 

have previously reasoned that there are different kinds of emotional labour and that 

they can co-exist within the primary school, and that teachers' cohegial work is 

significant in several aspects, thus encouraging the performance of coheague-focused 

emotional labour. It is therefore not inconsistent to suggest that this form of emotional 

labour can exist in situations where the principles of bounded emotionahty prevail. 

7.4.2 Resulting Burdens and Benefits of Cohegiahty 

In linking bounded emotionahty to the school context, the significant point that should 

be made is that cohegiahty can be a burden as weh as a benefit to teachers. Chapter 

Six outlined the caring and supportive behaviours, the emotional awareness and the 

community-buhding activities that many teachers at St Ceciha's School undertook. 

This they did quite voluntarily and spontaneously, but it is important to look carefuhy 

at the actions required for one to be considered cohegial in this particular situation of 

bounded emotionairty. 

The abihty to remain emotionahy present for others, ready to assist them when 

necessary, is the sign of strong attachment among organisational members, according to 

Kahn (1998). Social workers in his research (Kahn, 1993) revealed that when they felt 

cared for, they were much more willing and able to do the same for their coheagues. 

Similarly at St Ceciha's, at various times an individual could be a caregiver and at 

others a recipient of care. The nurturing and supportive community that is 

characteristic of organisations under bounded emotionahty is an example of mutuahty, 

of give and take, of multi-directional support. Repeated acts of caregiving, or regular 

lack of such acts, estabhsh either strong or weak attachments among coheagues and 
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they rapidly fall into patterned habits of thought and action in relation to one another 

(Kahn, 1998). 

This study has provided some empirical data on the caring and emotionally supportive 

community of a primary school. It has given consideration to the patterned habits of 

caregiving and community-building that have the potential to foster the emotional 

health of the staff group. Observation of the interactions of school staff at St Cecilia's 

suggests a close resemblance to the dimensions of caregiving identified by Kahn ( 1998) 

as accessibility, inquiry, attention, validation, empathy, support, compassion and 

consistency. As noted by Noddings (1984, p. 24) "[c]aring involves stepping out of 

one's own personal frame ofreference into the other's". 

Caregiving of this kind has an important place in a study of collegiality and 

emotionality. Teachers at St Cecilia's School could expect professional, social and 

emotional support to be provided by coheagues in such a caring environment. 

Additionahy, they were entitled to be emotionahy expressive about their core work, to 

verbalize freely the joys and frustrations of their teaching. These could be identified as 

benefits or rewards of cohegiahty as it operated under the principles of bounded 

emotionahty. 

However, being a supportive coheague also required teachers at St Cecilia's to behave 

in a certain way. It required them to be sociahy and emotionahy responsible under the 

principles of bounded emotionahty. Specificahy, emotional labour had to be performed 

when necessary, and could be demonstrated by being tolerant of others' subjectivities 

and considerate of others' professional and personal needs. However, this could be 

done only if one became committed to the community and took the necessary steps to 

forming successful interpersonal relationships with others. Part of the obhgation of this 

type of cohegiahty was to forego individuahsm or, more specificahy, personal and 

professional isolation from the group. 

As was shown by this research, teachers at St Cecilia's expected that their cohaborative 

relationships would be based on equahty and reciprocity. They were not very tolerant 

of those who they beheved did not 'pull their weight', for example, in volunteering to 

do extra tasks, sharing planning or resources or contributing to decision making 

processes within the school. They expected others to join in social events when 
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possible and to ask for assistance when necessary. They also did not readily accept 

those who chose isolation over community. Most teachers wanted two-way collegial 

interaction and frowned on those who chose to be too self-sufficient or who were not 

sufficiently comfortable to participate fully in the professional, social and emotional 

sharing that was part of the culture of the staff. In this way, teachers at St Cecilia's 

implicitly acknowledged that collegiality at their school had obligations, and that to be 

a 'good colleague' required one to do one's part to build community and thus 

contribute to the emotional health of all. 

It is obvious that there are obligations associated with collegiality in its fullest sense. 

While teachers may gain many benefits in their collegial relationships, reciprocity is 

important, as is the expectation to join fully in the communal life of the staff. 

Organisational socialisation would help to reproduce this behaviour over the long term. 

In this way, an organisation that operates within the principles of bounded emotionality 

provides both burdens and benefits for organisational members. Thus, collegiality of 

this kind can impose both obligations and rewards for staff members of schools, a 

notion not previously considered. 

As shown through the discussion above about emotional labour and bounded 

emotionahty, teachers' work is much more complex than has previously been 

conceived by researchers. Because of the non-classroom work that teachers perform, 

either spontaneously and voluntarily or through administrative control, they are 

required to manage their emotions in ways previously not contemplated or 

acknowledged. Teachers' non-classroom work has an emotional dimension to it, 

brought about by professional and social interaction in the workplace. If teachers were 

isolates, then emotion work would be irrelevant outside the classroom. However, as 

this research clearly demonstrates, this is not the case, and a considerable amount of 

emotion management is required to be a teacher in the fullest sense. Being a 

'coheague' requires a teacher to be an emotion manager and thus has both obhgations 

and rewards. 

7 .5 The Primary School as an Emotional Arena 

It is important to consider what this research contributes to knowledge about the 

physical location of emotion work and cohegial activity within an organisation. As 
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suggested above, many service workers perform emotional labour in connection with 

their chents. Places where workers interact with their chents are usuahy sites for the 

performance of emotional labour. It has already been estabhshed in this research and in 

that of Hargreaves (1998a, 1998b) that the classroom is a site of emotional labour for a 

teacher. Whire there may be certain requirements for emotional expression in the 'shop 

front', in the tearoom or cafeteria, for example, such behaviour would not be expected. 

Hochschild (1983) comments on the gahey as a place for flight attendants to drop their 

emotional masks with their coheagues. Likewise, emotional displays in the school 

staffroom may be totally different from those that are acceptable in the classroom. 

However, the situation is more complex in the primary school than in many other 

workplaces. 

This section extends the concept of "emotionahsed zones" (Fineman, 1996), suggesting 

that roles of occupants and functions of locations greatly influence the acceptability of 

emotional behaviour in any one site within a school. It also investigates the staffroom 

as an emotionahsed zone and concludes with the assertion that the primary school itself 

is a significant emotional arena. 

7 .5.1 Extending the Concept of Emotionahsed Zones 

Fineman (1996) suggests that one could make a cultural map of the locations or zones 

within an organisation where different types of emotional expression are permitted or 

acceptable. However, as has been shown in this research, teachers also perform 

emotional labour for coheagues. What this research reveals is that the primary school 

staffroom it a critical emotional site, but that its function as an emotionahsed zone is 

not always the same. 

Fineman (1996) makes the point that, at different sites or 'zones' within an 

organisation, rules apply about what is acceptable emotional behaviour. Such rules are 

usuahy implicit. They are sociahy constructed and culturally transmitted and 

organisational members quickly become aware of the appropriateness of emotional 

expression in specific areas. This is much more clearly evident in service organisations 

where there is a 'front office' for dealing with customers. Workers' emotions may be 

regulated in some locations but they may have autonomy over them in others. Fineman 

(p. 556) suggests that some locations "offer workers an amnesty from their normal 
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emotional labours, a chance to enjoy self-expression through a different set of 

emotional codes". He also notes that some emotionalised zones are defined only 

temporarily, such as corridors, carparks, washrooms and other places where colleagues 

may meet and exchange confidences. 

In a school, however, it is much more complex that this, as this research reveals. It is 

not actually the location that defines the emotional behaviour. A teacher's management 

of emotional expression in the carpark chatting to a colleague after school will be 

different from that when she is out there on after-school duty and different again when 

talking to a parent who has stopped her to discuss a student. Emotionahsed zones 

within a school are influenced not only by location but also by the roles of the people 

who meet there. 

However, acceptable emotional expression at different sites is not even solely 

influenced by the people who meet in them. What this research shows is that it is also 

the function of the site at that particular time which controls the emotional behaviour. I 

contend that ah sites within the school are emotionahsed zones in one way or other, 

because of the regulated or the autonomous emotional behaviour they permit. 

However, the acceptable emotional behaviour whl vary depending on the function of 

the site at the time. By far the most popular site for cohegial activities at St Ceciha's 

School was the staffroom so it requires special mention as an emotionahsed zone. 

7 .5.2 The Primary School Staffroom as an Emotionahsed Zone 

The functions of the staffroom may be multiple in smaller schools. Primary school 

staffrooms may alternatively be used as lunchrooms and places to cohect during break 

times, as meeting rooms for smah groups or the whole staff and as workspaces for 

teachers who may have their classes covered by another teacher. This was the case at 

St Ceciha's School. Whhe the complement of people present in the staffroom during a 

break may be very similar to that of a whole-school staff meeting, the interaction and 

emotional expression that occur at these two times may be very different. It is the 

function or use of the staffroom at any one time that predicts the extent and type of 

emotional expression. Kainan (1994, p. 157) also picks up on this duahty, suggesting 

that "[t]he staffroom is 'behind the cmtains' of a play called a lesson; at the same time, 

it is another stage for a play cahed 'meetings in the staffroom"'. This is what makes 
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schools much more complex emotional sites than many other workplaces. For teachers, 

collegiality imposes different conditions for emotional display at different times. 

Emotional expression in the staffroom is thus influenced by the function of the 

staffroom at any particular time. When teachers at St Cecilia's School met in the 

staffroom for breaks they were emotionally very expressive. They shared negative and 

positive feelings about issues that affected their personal lives as well as their work 

lives, particularly their core work of teaching students. When these same teachers met 

in the staffroom for a formal staff meeting or curriculum development meeting they 

were much more emotionally controlled. Although this was not a conscious change for 

teachers, Chapter Five reveals that most staff members were aware that their colleagues 

had the right to express professional views that might be different from their own. By 

and large they were inclined to check or manage their emotions in responding to 

differences of professional opinion. This is not to say that challenges were not made, 

but rather to acknowledge that professional debate required staff members to manage 

their emotions much more diligently than they might at other times. 

Therefore, in the same location with the same people, different kinds of emotion rules 

may apply. Extending the work of Fineman (1996) I posit that it is the function of the 

interpersonal encounter that regulates what is acceptable emotional expression at any 

site. The staffroom of the primary school is a particularly important site for emotional 

expression and emotional constraint. Staff continually and subconsciously make 

adjustments to their emotional behaviour in moving in and out of this location every 

day. The requirement to do this is created by the extent of the collaborative work 

teachers may now undertake and the collegial culture they may create. It is also 

brought about by the multiplicity of the functions of the primary school staffroom and 

the obvious centrality of the staffroom as a communal site in the primary school. 

In concluding this section it is important to point out that the primary school itself can 

be classed as an emotional arena. For teachers, there are few areas of the school where 

emotion management is not required at some time. Classrooms can be the sites of 

emotional experience and emotional constraint. The playground is similarly an 

emotional site because teachers are still 'on duty' in such a public place. The staffroom 

can be the site of both emotional expression and control, depending on the function of 

the room at any point in time. Similarly, the office can be an emotional site for both the 
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principal and teachers. This research has added considerable weight to the positioning 

of the primary school as a significant emotional arena, very worthy of further 

investigation in studies of emotion work in organisations. 

7.6 Fruitful Areas for Future Research 

While this research adds significantly to the understanding of teachers' work in the 

primary school, it also poses many questions, and opens up possibilities for a variety of 

other studies. This study has looked specifically at the emotional dimensions of 

collegiality in one primary school over the course of one year. It would be interesting 

to conduct a follow-up study in several years to look at what factors may or may not 

sustain the culture that led to the development of a emotionally caring and sharing 

community at St Cecilia's School. 

It would also be worthwhile to investigate how the concepts of collegiality and 

emotional health merge in other schools, both primary and secondary. Secondary 

schools in particular are known for their balkanised culture (Hargreaves, 1994) so there 

would be merit in investigating the emotional health of such schools. Replications of 

this study at other sites could help build up a typology for the concepts of emotional 

health and emotional labour as they are practised in educational institutions. 

As outlined in Chapter One, this research took place in what I term 'ordinary' times. It 

would also be interesting to determine what part the emotional health of a school plays 

in times of crisis or in a time of rapid change. As authors such as Blackmore (1999b ), 

Evans (1996), Hargreaves (1998b) and Little (1996) would attest, periods ofreform are 

known to be times of heightened emotional activity. A longitudinal study that tracked 

staff relationships through a turning point or a crisis would offer an added dimension to 

our understanding of the link among emotional health, collegiality and the management 

of change. 

While studies on emotion work in classroom teaching are gaining in popularity, and my 

research has added to the body of knowledge on non-classroom work and emotionality, 

it would be worthwhile to look in depth at the relationship between the two. The extent 

of emotional stress and emotional labour experienced by teachers within the classroom 

may be connected, either directly or indirectly, with the development of emotionahy 
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supportive staff communities. There would be value in attempting to determine if or 

how the emotions of classroom teaching relate to the emotional health of a school 

community. This could also tie in with studies on teacher burnout. 

Another important consideration in a study of collegiality and emotionality is gender. 

The primary school has a largely female-dominated workforce. The case study school 

had a female principal. Emotional awareness has traditionally been perceived as a 

female strength (Hatfield et al, 1994), or even a female weakness (Mumby & Putnam, 

1992). Further research that took specific account of gender issues would be valuable, 

and could add greater knowledge to our understanding of the role of emotional labour 

for male teachers and principals. 

A final suggestion on possible future research is to encourage further exploration of the 

concept of bounded emotionahty in the school setting. First it would be valuable to 

determine whether the principles of bounded emotionahty exist in other schools. 

Further to this, a study that focused particularly on investigating the specific 

characteristics of the ideal model of bounded emotionahty and how they were enacted 

in schools would add greatly to our understanding of this httle researched alternative to 

traditional, bureaucratic models of organisation. 

7.7 Methodological Reflections 

Given that this research has opened many doors for future inquiry it is suitable to finish 

this thesis with a reflection on research methodology. It is appropriate to consider what 

this research set out to achieve and to reflect on the usefulness of the strategies chosen 

to accomphsh that purpose. As indicated in its title, this research has focused on 

cohegial relationships, in particular the emotional dimensions of teachers' non

classroom cohaborative work. Kahn (1998, p. 44), points out that 

[t]raditional hteratures on work relationships ... miss a focus on 
caregiving, and more generahy, on the emotional connections that are 
the subtexts of organizational life. Such connections are not easy to 
access. Nor are people always aware of their importance. And too, they 
are relatively messy, making it difficult for researchers and 
organizational members alike to delve into their meanings in 
organizational life. 
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Kahn is certainly correct in several ways. Caregiving was not the primary focus of this 

research but developed into a major theme because of its obvious prominence as a 

cultural feature of St Cecilia's School. It could easily have been missed had I chosen a 

different methodological stance. Kahn is also right in suggesting that such emotional 

connections are not easy to access and are "messy", and that participants themselves are 

usually unaware of the emotional connections of organisational life. Therefore, to 

uncover their meaning takes particular skill, made easier or more difficult by the 

selection of certain approaches to data gathering and analysis. 

In a very up-front way I must give credit to the choice of ethnographic case study for 

the opportunity it provided for gathering appropriate kinds of data for a cultural study 

such as this was. Significantly, the length of the study, over one full academic year, 

and the role of the researcher as a participant observer, have offered insights into 

teachers' hves at St Ceciira's School in a way that no other method would have 

ahowed. Being both a participant and an observer over such a long period provides a 

detahed picture of the ebb and flow of school life in 'ordinary' times for 'ordinary' 

teachers. The use of formal and informal interviews as weh provides participants' 

perspectives and gives participants 'voice', as weh as permitting a valuable form of 

triangulation. Material from interviews gives direction to fieldnotes and vice versa. 

Interviews ahow for clarification and highlight diversity in perspectives on issues. 

This research has largely been exploratory and descriptive, based not on investigating a 

problematic issue but on uncovering the reahties of teachers' non-classroom cohegial 

activities, particularly their emotional dimensions. As Fineman (1993a, p. 222) notes, 

[cjapturing emotion in process requires some methodological ingenuity. 
It lends itself to a 'tracer' form of ethnography where the investigator 
fohows people and their moments over time, in situ [ emphasis in 
original]. 

The intensive study of one case using ethnographic techniques ahowed me to gain 

insights into cohegial relationships because I actuahy became a member of the staff 

community. I was able to work in the school alongside the staff, to experience the joys 

and woes of teaching their classes, to share in their professional development sessions, 

to participate in their special assembhes and reitgious activities, to join in their social 
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activities, in sum to experience what it was really like to be a member of staff at St 

Cecilia's School. 

As expressed in Chapter Three, being a participant observer has some special 

challenges in that one may be trying to do two things at once. However, to gather data 

in either one or the other role alone would not have provided the extensive picture of 

the lived reality of collegiality at St Cecilia's School that I was able to obtain in the 

dual role. Of course the interpretation of this lived reality is my own. Ethnographic 

reporting is always constructed according to choices made by the writer. However, I 

have attempted to display a "realist tale" (Van Maanen, 1988) together with an 

appropriate portrayal of my role in the research process. This thus gives the reader a 

chance to use "naturalistic generalization" (Stake, 1994) to create his/her own 

awareness and understanding of the issues that have arisen out of this research. 

This research was not conducted using "grounded theory" in its strictest sense, as 

designed by Glaser and Strauss (1967), because I approached it with some 

preconceived notions based on existing literature. However, the "fuzzy 

generalizations" (Bassey, 1999) I have been able to make arose from data analysis and, 

interestingly, some of them were quite unexpected. It is appropriate at this point to 

make comment on the use of NVivo, a computer package to aid non-statistical data 

analysis, which I used for this research. 

Any computer software is only as useful as the capabilities of the human analyst who 

employs it. In this case I found NVivo to be an excellent data management tool. Its 

coding and retrieval systems were outstanding and its user-friendly interface was an 

added bonus. Although the program was capable of modelling and other advanced 

techniques, I did not use these facilities since this research was not intended to generate 

substantive theories or models. Although I occasionally used the word search facility, 

it was not terribly appropriate to this kind of research since it was important for me to 

capture the essence of conversations much more so than the actual words. I found that 

blocks of text needed to be larger than phrases to create meaning. However, the ease of 

coding and retrieval made coding data a much easier experience than had this been 

done manually. 
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Given current concerns regarding the use of computer aided analysis (Richards & 

Richards, 1994), it is important to state that the process of category development within 

the data analysis process, as outlined in Chapter Three, was purely my own design and 

not influenced in any way by the facilities of NVivo. The creation of coding 'trees' 

made organisation of coded data readhy visible but it was up to me as the analyst to 

decide what points from the data were relevant and where they should be placed within 

the coding system. It was not within the computer-assisted data analysis phase of the 

research that the generation of new ideas about teachers' work became evident. This 

phase only highlighted the content and richness of the data. Further analysis of a higher 

level actuahy took place in concurrence with the writing of the data chapters. 

Organising these chapters, what would be incorporated and how, provided the 

opportunity to look at the bigger picture and it was only at this stage that theorising 

about cohegiahty, emotional labour and bounded emotionahty became possible. 

7.8 Conclusion 

This research has added to new knowledge in the area of teachers' non classroom work. 

It has provided the opportunity to reconceptuahse cohegiahty as a practice within 

primary schools, demonstrating the value of non-classroom cohaborative work and the 

importance of its social and emotional dimensions for primary teachers. It also posits 

that cohaboration is a component of all primary teachers' work today, although there 

may be administratively controhed components as weh as teacher generated cohegial 

practices in operation at any one time. 

This research has also contributed to the study of organisations in exploring the nature 

of emotional labour in schools and the emotional milieu in which primary teachers' 

work. It has added to the broader picture of how emotional labour may be practised, 

with the proposition that coheague-focused emotional labour is different from client

focused emotional labour. I suggest that teachers perform both types of emotional 

labour within the course of their dahy classroom and non-classroom work. Emotional 

labour in the principalship has also been revealed as a special kind of work for school 

leaders who attempt to create and maintain cohegial communities. 

This research has also contributed to organisational studies through its linkage of the 

concept of bounded emotionahty to the primary school. Bounded emotionahty as an 

263 



alternative mode of organising has allowed a possible explanation for the paradox of 

emotional expression evident at St Ceciha's School. It has provided an interpretation 

of why teachers can be so emotionahy expressive about their core work whhe at the 

same time being emotionahy constrained in their cohaborative work with coheagues. 

The caring and supportive primary school staff community may be shown as a specific 

example of bounded emotionahty in operation. The primary school itself is a highly 

emotional arena and this research has contributed significantly to advancing knowledge 

about it as a workplace for adults. This is vital to all educators for, as Hopfl and 

Linstead (1997, p. 8) note, 

the emotional patterning of organizations, whether associated with a 
strong consciously articulated corporate culture or not, can make 
learning difficult or easy; make creative work flow readhy or struggle to 
be reahsed; make changes emergent and organic rather than belaboured, 
discontinuous and painful; make working a pleasant and growthful 
experience or a torrid ordeal. It whl have two dimensions, neither of 
which is entirely separable from the other - learning to feel and feeling 
to learn. 
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