
Journal of Research in Rural Education, Spring, 1996, Vol. 12, No. I, 3-15

Corporate Managerialism in a Rural Setting:
A Contextualised Case Study

Elizabeth Hatton
Charles Sturt University

It is now commonplace to find in Australia two modes of school management deriving from corporate modes of
management: devolution ofauthority and responsibility, and strategic or school-development planning. This case study
provides an interpretive account of the process of strategic planning in devolved structures in a small, rural primary
school in northern New South Wales, Australia. It documents and analyses how the school sets about the process of
strategic planning. While student outcomes have been enhanced as a result ofpolicies and programs devised and imple
mented by staffthrough strategic planning, the case study reveals distinctive difficulties in implementing corporate modes
ofmanagement in a working class, racially- and gender-divided, small, rural school.

This case study provides an interpretive account of the
process of school development, henceforth strategic plan
ning, in a small, rural primary school in northern New South
Wales (NSW), Australia. It aims both to document and
analyse how one school sets about the process of strategic
planning under recently devolved structures. The case study
reveals that the corporate managerialism of the Schools
Renewal Strategy in NSW is insensitive to the working
class, racially- and gender-divided, small rural community
in which the case study school is located. All of these fac
tors limit the usefulness of the corporate managerial ap
proach.

Managerial Policy and the State

Until recently, state education systems in Australia
were highly centralised, with control almost entirely in the
hands of State Department of Education bureaucracies.
These bureaucracies were located in the various state capi
tals, which in Australia are also the largest cities in each
state. Individual schools had little discretionary power; in
stead, they were required to follow largely uniform state
mandated policies, regardless of local context. Moreover,
except for funds earned by parent bodies and funds avail
able through various federally and state funded social jus
tice programs (e.g., the federally funded Disadvantaged
Schools program and the state funded Isolated Schools Pro
gram), school finances were tightly controlled by the rel
evant State Education Department.

This paper has benefited from the comments of three anony
mous referees and helpful comments from the editor.
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Over the past decade, there has been a policy-driven
move to increased "local control over means and processes"
(Logan, Sachs, & Dempster, 1994, p. 5). At the same time,
"central control over direction and quality assurance" has
been maintained (Logan et aI., 1994, p. 5). The organisa
tional modes through which this mixture of centralised con
trol and local autonomy is supposed to be achieved are taken
from the management of corporations. These modes, which
constitute corporate managerialism, are (a) devolution of
authority and responsibility (i.e., the movement of deci
sion-making and budget control from centralised manage
ment to individual schools) to make each school a
self-managing unit and (b) strategic planning, often known
as school development planning (i.e., planning which is
typified by the identification of long-term goals and objec
tives and strategies to achieve them within set budgetary
constraints). They are said to increase efficiency, effective
ness, and public accountability.

The NSW government recently implemented its
Schools Renewal Strategy to achieve efficiency, effective
ness, and accountability in the delivery of education. Cor
porate managerialism underpins this initiative. A 2-year
management review of education found that "the efficiency
and effectiveness of public education in New South Wales
was being seriously undermined by the existing structures
and burdensome operational and administrative procedures"
(External Council of Review [ECOR], 1994, p. 1). More
over, principals and teachers "were delegated very little
power to manage for the best outcomes, and received few
opportunities to initiate significant and constructive change"
(ECOR, 1994, p. I). Behind Schools Renewal is the idea
that "the process of renewal must begin at the school, the
place where learning takes place" (ECOR, 1989, p. 6). The
Schools Renewal Strategy was devised to increase the ca
pacity of the state school system to meet diverse educa-
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tional needs, and to "place schools directly at the centre of
education by giving them themeans to respondreadily to
the ed~cational needs of their students and their communi
ties" (ECOR, 1994, p. 1). Thus Schools Renewal is claimed
to be a "downside-up" (ECOR, 1994, p. 1) approach to edu
cational management. This approach has brought changes
in roles for schools, regions, and the state office. It has also
introduced organisational changes, such as school coun
cils to "require the system to become totally committed to
supporting the school" rather than vice versa (ECOR, 1994,
p. 1). It is envisaged that schools should:

Plan educational goals and priorities which reflect
the needs of students and the intentions of their
executives, staff, parents and community; allocate
financial resources in ways which can best achieve
their educational goals; select staff whose knowl
edge and skills best meet the needs of their school;
support staff through systems of performance
management and staff'development aimed at
maximising achievement of the schools educa
tional goals; encourage increasing community
participation in educational decision-making
through establishing school councils; and, evalu
ate and report on the achievement of educational
goals. (ECOR, 1994, pp. 1-2)

Two basic approaches give "schools the power to bring
about dynamic grassroots change, to take the necessary
educational and administrative decisions to improve the
quality of teaching and learning, and to assist teachers to
reach a much greater degree of professional achievement";
first, "giving schools much greater control over their own
resources"; and, second, "providing system support for
school-based development" (ECOR, 1989, p. 7). Each
school, within the framework of overall departmental goals,
is required to "develop its own Renewal Plan as the basis
for its on-going program of school improvement and pro
fessional development" (ECOR, 1989, p. 10). The Renewal
Plan should be

a simple document outlining a program of action
for achieving the school's agreed goals and pri
oritiesover five years, [including] indicative
resourcing levels, both financial and staffing, to
gether with a yearly evaluation program. While
the principal would clearly have responsibility for
development and execution, the Renewal Plan
should reflect the aspirations and intentions of
executive, teaching, and other support staff as well
as parents and the community. (ECOR, 1989,p. 10)

Currently, the statement of purpose and direction found
in Education 2000 (NSW Department of School Education

[NSWDOSE], 1992, p. 29) provides the framework and
focus for planning activities at the local level. The finer
detail is found ,in the strategic plans of schools, regions,
and managementunits in state office (NSWDOSE, 1993a).

Quality Assurance (QA) reviews are a state office ini
tiative, announced in 1992 and implemented in February
1993, "aimed at increasing its capacity to evaluate the per
formance of the education system as a whole" (ECOR,
1994, p. 55). QA reviews are the mechanism that "unites
two distinct functions of the school system: school devel
opment and accountability" (NSWDOSE, 1993b, p. 1). For
its school development function, the reviews consider the
effectiveness of the way in which the school is providing
for its community's educational needs support structures
and processes required for student learning and commu
nity participation (NSWDOSE, 1993b, p. 1). The account
ability function is served by "providing the community and
the Department of School Education with information about
the success of programs and initiatives of schools"
(NSWDOSE, 1993b, p. 1). Moreover, they make recom
mendations to which individual schools must give priority
in future plans. The process of school review is conducted
by teams that "gather their information through structured
meetings with a cross-section of students, school staff (both
teaching and non-teaching) and the parent community. They
also observe throughout the school and analyse documents,
such as school plans, budgets and reports" (NSWDOSE,
1993b, p. 1).

Methodology

This case study sought both to document and analyse
the process of strategic planning in the school and to eluci
date rural teachers' and community members' cultural per
spectives on this process. Cultural perspectives derive from
cultural knowledge: "the knowledge people use to gener
ate and interpret social behaviour" (Spradley & McCurdy,
1981, p. 8). This social knowledge is learned from, and
shared with, others through social interaction. It provides
"standards for deciding what is, standards for deciding what
can be, standards for deciding how one feels about it, stan
dards for deciding what to do about it, and standards for
deciding how to go about doing it" (Goodenough, 1970,
pp. 258-259). This conceptualisation recognises the sub
jects of social research as cultural and social beings.

The theoretical underpinnings of this study are drawn
from symbolic interactionism, an approach to the study of
human conduct focussing on the meaning of events to
people in everyday settings. Central to symbolic interac
tionism is the Meadian conception of self (Mead, 1973, p.
144), in which the self is viewed as a social product that
develops through the process of socialisation (Berger &
Berger, 1977). Communication, particularly through lan
guage, is crucial in developing the self, because it is through
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dialogue with others that the individual becomes aware of
the views and attitudes of others (Cuff, Sharrock, & Francis,
1992). What is crucial is how situations are perceived and
interpreted, since perception, not reality in itself, influences
behaviour (Thomas, 1928). The major methodological im
plication is that "if human beings are, indeed, organisms
with selves, and if their action is, indeed, an outcome of a
process of self-interaction, schemes that purport to study
action should respect and accommodate these features"
(Blumer, 1966 cited in D. Hargreaves, 1975, p. 16). It is
for this reason that an interpretive methodology is employed
in this study.

As Jacob (1988) points out, such methodology involves
the use of a range of data collection strategies, including
the three major approaches utilised here: nonparticipant
observation, documentary analysis, and informant inter
viewing. Nonparticipant observation was used in lesson
observations in classrooms and in meetings of teachers, the
Parents and Citizens Committee (P&C) and the Aboriginal
Education Consultative Group (AECG), and for observa
tion of a school Quality Assurance (QA) process. Docu
mentary analysis involved collection and analysis of system
and school-level documents, strategic plans, Disadvantaged
Schools Program (DSP) submissions, I school policy docu
ments, and the like, and was used to compare official views
with actual practice. Informant interviewing involving a
standard unstructured ethnographic approach (grand tour
questions followed by appropriate probes) was utilised to
explore the cultural perspectives of teachers and commu
nity members (Spradley, 1979). The school was visited on
average once a week for a year. Data analysis proceeded
through grounded theorising which has its roots in sym
bolic interactionism (Glaser, 1978; Glaser & Strauss, 1967;
Strauss, 1986).

The Local Context Described

The Town

Meiki 2 is a small rural town on the western slopes of
the Great Dividing Range in northern NSW. The town has
a population of 850 Aboriginal and non-Aboriginal (mainly
Anglo Australian) people. Aborigines, who constitute ap
proximately one third of the town's population, originally
lived out of town on a mission (a settlement controlled by
a church to which Aboriginal people were confined). Those
who were among the first group to come to Meiki School

'The DSP has been a longstanding Australian federal re
sponse to issues of poverty, class, and education. This targeted
poverty and education program reaches the poorest 14% of the
school population (Connell, White, & Johnston, 1991).

2Pseudonyms have been employed for places, schools, and

the like.

after the closure of the mission school in 1950 recall it as a
frightening and traumatic event, given their former isola
tion from non-Aboriginal people.

The community is impoverished. Approximately 75%
of Meiki' s population is unemployed. However, among the
Aboriginal population, the unemployment rate is as high
as 95%. Furthermore, the two communities are racially di
vided. According to many parents, there is a discriminat
ing attitude evident in both black and white communities,
However, the discrimination exercised by non-Aboriginal
seems to be significant in shaping life in Meiki. As one
non-Aboriginal parent said, "a lot of whites take the atti
tude they don't want anything to do with the Aboriginal
community, they don't want anything to do with anything
that's bought by 'black money.' To me, [it's] archaic atti
tudes like that which just keep making the trouble."

The town has not always been as small or impover
ished. It was once a thriving mining town, with tin as its
main resource. Meiki suffered a serious setback when it
was no longer economical to mine in the area. There has
been no alternative source of work for the community since
the shut-down of mining operations 7 years ago.

The School

Meiki School is a small primary school in the state
school system established in 1874. It is the only school in
town and serving about 140 children. Meiki School was
previously a central school, serving students from kinder
garten, the first year of compulsory schooling, to Year 10,
the last year of compulsory secondary schooling. In 1974,
Meiki School became exclusively primary. Students travel
25 kms by bus to attend secondary school.

Reputation. The school has an unenviable reputation
with respect to children's behaviour and academic results,
which does not correspond to the present reality. The town
and the school are stigmatised largely because of its Ab
original population. So negative is the school's reputation
that staff encounter adverse reactions from their peers. This
negative view of the school and the town itself is particu
larly strong in Dangar, the nearest neighbouring town where
the local newspaper is based. The school has appointed one
teacher "publicity officer" to promote the school through
the newspaper because positive items about the school
rarely appear. Compared to other schools that "get page
features, and photographs-the lot," the Meiki principal
believes that his school doesn't "seem to get a fair go."
Moreover, he adds, "they tend to focus on the negative
things all the time, because it fits their image of Meiki.
Anything that we put in that can be taken negatively, they
take it that way."

School environment. First impressions of the school
are that it is smart and well kept (an impression that is
heightened by the poverty of some of the housing in town).
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There are a number of signs indicative of the school's de
veloping relationship with its Aboriginal community, in
cluding an Aboriginal flag which flies with the Australian
flag, Aboriginal paintings on the front path leading to the
school, and a billboard proclaiming the school's status as a
Centre for Excellence in Aboriginal Education.

Classrooms, with one exception, are spacious; all are
attractive. Children's work is displayed throughout the
school. The school has a comfortable staffroom, a large
library, and a small, but pleasant, Resource Room for the
Aboriginal Education Resource Teacher (AERT) and the
Aboriginal Education Assistant (AEA).

The only major lack is a school hall. The principal is
now working with community groups to attempt to get one
built.

Size and complexity. The school is classified as a small
school. Demands on principals of schools in this category
vary dramatically, depending on the size and complexity
of the school. The principal ofMeiki School illustrates this
point by making comparisons between his current and
former situation. His former school was located at the lower
end of the small schools range, whereas "we're towards
the upper end of the band, so I've still got a full time class
and doing the administration side of the school as well."

Moreover, while he previously had a total of four staff
to supervise, he now has IS. Consequently, time is an is
sue. Racial divisions in the town's population also make
demands on the principal's time. Instead of merely having
one parent group to relate to,

in a place like Meiki, you've got an AECG and a
P&C, and both of those tend to operate indepen
dently of each other, so you need to work with
both. And they're both very sensitive. You need
to be seen to be spending time with both groups,
socialising, and getting on side with them, if you
like. A little bit of genuine interest shown. If you
do that, you get a much better response from them.
But that entails time.

The fact that the school is also classified as a disad
vantaged school also addsto staffing and budgeting com
plexity. Consider, for example, the requirements of the DSP:

That involves submission writing, meetings, get
ting parents together, staff together, and coming
up with programs we want to run in the school for
the 12 months. Then once you've got the money,
then you've got to organise the spending of it. Then
you need to report on it each 12 months. And ev
ery 12 months you need to reapply for the money.
So there's a lot involved in DSP. It's a big, big
workload.

Not surprisingly, the principal works long hours before
school and at least four nights a week. In addition, he de
votes Saturdays to a weekend sports program.

Budgeting. Budgeting is complex and time consum
ing. As well as the base operating grant supplied by the
state department, the school receives the following "tied"
(to be spent as per submission) social justice funding: (a)
federal funding under the Aboriginal Students Support Par
ent Awareness (ASSPA) program, (b) Priority School fund
ing for a Pupil Parent Support (Aboriginal) teachers aide,
and (c) DSP federal funding. In addition, the school also
benefits from non-tied state Isolated Schools social justice
funding.

The base grant from the regional office needs careful
monitoring. Although the school supposedly is self man
aging and "the regional office assures you that they're not
going to take money off you if it' s not spent," the principal
suspects that, in time, unspent allocations will be used to
justify giving less money to schools. "It's important that
you spend the money you've got, spend it well, and don't
waste it-but also don't have a lot sitting in a bank ac
count, because they'll want to know why it's there." Al
though no schools have yet lost a surplus, the principal drew
attention in 1994 to recent publicity in a Sydney paper in
which the Director General of Education' expressed con
cern about "schools hoarding money and the kids not get
ting the benefit of it."

Funds beyond the base grant, such as tied social jus
tice grants, add to the complexity of budgeting and plan
ning, since "there's only certain things you can spend that
on. But then you've got to fit that in to your overall man
agement plan of the school as well. So you've got all this
tied money that's fitting in the big mesh." The principal
estimates budgeting and monitoring of budgets alone takes
him about 20 days a year. His official classroom release
time, however, amounts to a mere 16 days a year.'

Staffing. Few of the staff have been in the school long.
The secretary and one teacher, who have been at Meiki
School roughly 20 years are the exceptions. The school is
classified as the second least desirable type of location to
which teachers can be transferred in NSW. Teachers are
only required to stay in the school for 3 years before they
are eligible for incentive transfers; principals are required
to stay for 5 years. Few principals last longer. As the ad
vanced skills teacher (AST) notes, "It's not the school that
you retire in-it's a stepping stone to somewhere better."

Although a number of staff are currently eligible to
take up incentive transfers, none has. The executive teacher

3The Director General is the leading bureaucrat in elemen
tary and secondary education.

"Teaching principals are given funding to employ supply
teachers to allow them to attend to management tasks without
also having to attend to their class.
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(ET) says, "I think the stable staffing has occurred because
of the nature of the principal." Stability, however, is a re
cent phenomenon. Prior to the current principal's arrival,
the ET says, "there was quite a considerable turnover of
staff' because staff found the incumbent principal difficult
to work with.

Although the school is small, there is a teaching staff
of nine, including a teaching principal who teaches Years
5/6,5 an AST who teaches Years 4/5, an ET who teaches
Years 2/3, two teachers who take the morning and after
noon sessions of Year I and also perform other teaching
tasks, a kindergarten teacher, a teacher who works in the
morning with eight students who integrate in regular class
rooms each afternoon, and an AERT who is responsible
for the Aboriginal Early LanguageDevelopment Program
(AELDP). There is another teacher who comes into the
school one day a week. There are also three aides: (a) a
Teacher Aide Special who accompanies a severely intel
lectually handicapped child; (b) an AEA who works with
the AERT in Kindergarten, Years I and 2, in resource mak
ing and in community liaison; and (c) a Pupil Parent Sup
port (PPS) aide who works with Years 3, 4/5, and 5/6 for 3
hours per day and who also provides help with speech prob
lems. This aide is currently doing a preservice teacher edu
cation course.

The relatively large staff size is a result of extra staff
made available by the state through social justice programs.
For example, the AERT's position is provided on a short
term basis by the Department of School Education to assist
in developing the literacy skills of Aboriginal students in
K-2 through the Aboriginal Early Language Development
Program (AELDP). The PPS (Aboriginal) aide position is
funded by Priority Schools Funding which, according to
the principal, is "Special funding because they consider
we're a school in need of extra attention because of our
low achievement levels. So they give us money to catch up
the academic deficiencies in the school.:"

Community input. Given the racial divisions in the
community, two groups contribute to the affairs of the
school: the P&C, which tends to be exclusively non
Aboriginal, and the Aboriginal Education Consultative
Group (AECG), which the principal relates to as though it
were a P&C. Some of the non-Aboriginal community see
the P&C as an ineffective body because few people attend
regularly. Those who are involved suggest apathy is a fac
tor in poor attendance. However, it seems that poor atten-

5Classes which, of necessity, combine more than one year/
age group are called composite classes.

"Aboriginal students' levels of achievement in schooling
have historically been very depressed (Malin, 1994). Meiki
School, like many others, has staffing and social justice funding
targeted at Aboriginal students in an attempt to redress this situ
ation within mainstream schooling.

dance partially occurs because the P&C is perceived by
some parents as being for professional and business people
who are "top knobs [or] who think they're the top knobs
[with whom some parents] don't want to mix." This is con
sonant with Arfwedson' s (1979) view that "there is a 'steer
ing group' [of parents] in each school consisting of the most
active and influential parents who have higher status than
the average status of the parental group as a whole" (in
Hatton,1985,p.263).

Moreover, some of the women say family commit
ments make participation in evening meetings difficult.
There used to be a daytime Mothers' Club in the school.
This organisation, attended exclusively by the non-Aborigi
nal community, appears to have served to recruit new help
ers for school-related functions. There is some regret that a
previous principal closed down this group since those that
do contribute feel "pushed to the limit."

Consonant with the Schools Renewal Strategy, a
School Council will soon be functioning in the school. A
constitution has been drawn up, ajoint meeting of the P&C
and the AECG has been held to ratify the constitution, and
elections are likely to take place soon. While the constitu
tion has been written to ensure Aboriginal and non-Ab
original representation, the three Aboriginal representatives
will be a numerical minority.

School culture and climate. Relations between staff in
the school are characterised by mutual respect and coop
eration. Staffroom atmosphere is characterised by relaxed
good humour. Relations between the teachers and students
are generally characterised by warmth and good humour.
Many of the children seek affection from their teachers.
While three children were suspended in 1993, severe dis
cipline problems are less frequent than they were in the
past.

A major problem facing the school is the failure of the
discipline policy to ameliorate male aggression in the class
room and violent aggression in the classroom (see Hatton,
1994a). Aggressive, insolent behaviour is disproportion-

. ately played out on female staff. Male staff are automati
cally accorded more respect than female staff.

Home-school relations. In a small town, home-school
relations can be complicated by community politics, in
cluding racial politics, which are exceedingly difficult for
the school to resolve. Nevertheless, relations between home
and school seem to be positive. There is, however, consid
erable variation among parents. There are parents who are
thoroughly intimidated by the school, who rarely visit, and
who see the school as a hostile environment. Teachers are
treated with suspicion by these parents. Parents do not name
the relation between them and teachers as a class relation,
but it is clear that many experience it as that.

By contrast, those parents who are actively involved
in the life of the school claim that "you're always welcome
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here." Social distance, it would seem, may be breached by
contact. One parent, who had been intimidated by the
school, now says: "I mean, I come here of a morning and
they say, 'Come in and have a cup of tea.' It makes you
feel they're not higher than you-[that] you're the same as
them."

The school has a history in which the quality of home
school relations varies with the incumbent principal. The
current principal is well regarded by both Aboriginal and
non-Aboriginal groups. Several factors seem to be involved,
including the principal's decision to live in town and the
principal's informal, open, and unpretentious personal style.
One parent sums up a view held by many: "I think [the
principal] is a wonderful fellow. Before, you couldn't go
and talk to a principal here. If you had a problem in the
school with your kid, you couldn't go and talk to [him]
about it. He knew everything. Your kid was a bad kid. Your
kid wasn't right."

One aspect of home-school relations that appears to
be problematic is gender relations. Female teachers are not
only spoken to disrespectfully by pupils, but are sometimes
treated impolitely by male adults. The principal says, "The
thing is; in working class communities such as this the view
towards women is not the best. I mean, they don't see
women in the best light."

The gender issue is of sufficient force that it shapes
important decisions. For example, the female ET had been
approached by the Regional Director to assess her interest
in being the new principal before the current principal ap
plied for the position. Her response was, "if I'd had some
male teachers on the staff and I had a guarantee of a male
executive teacher, I would have considered it." The need
for males to "stand up to" males in the community was a
recurring theme. When the principal's wife was asked to
speculate how the town would have responded if she had
been appointed principal and her husband as class teacher,
she said she would "have been in for a very hard time be
cause women in authority don't seem to carry any weight."
She adds that when the ET was acting principal, "she did a
fabulous job, but the community didn't see her as in charge
because she wasn't perceived to be as powerful [as a man]."
The principal's wife says of her husband, "I think just the

.size of him' is a good deterrent in a town like this. It is
fairly rough and tumble. And, you know, they know he's
the front rower and they sort of think twice." Community
.members and parents also claimed that a male, preferably

'. a large male, is the only appropriate choice for a principal:
"If-there is a fight or anything, it's better to have a man
around than a woman." The principal is concerned, though,
that "in this sort of community, you don't get a lot offeed
back; you're not sure whether you've got their support or
not ... They don't come out and say 'Oh they're doing a
wonderful job.' They wouldn't say that."

School Strategic Planning Processes Described

Doing Strategic Planning

Strategic planning at Meiki School has been under
taken in two distinctive ways under two principals. The
former principal required curriculum committees to pro
duce copious documentation. However, he took sole re
sponsibility for the strategic plan. It was detailed and
complex, whereas Schools Renewal calls for a "simple
document" (ECOR, 1989, p. 10). Staff claim they did not
understand the document. Moreover, teachers felt it to be
so far removed from their realities that very little of it was
implemented. Ironically, this Strategic Plan was proclaimed
by regional authorities as a model to which schools in local
area and beyond should conform. After the arrival of the
present principal in 1992, strategic planning took on a more
collaborative nature.

Planning of the 1994 Strategic and Management Plan
began in 1993 and extended into 1994. Priority initiatives
were derived from the principal's performance management
statement. They included devising a new report form, ad
dressing the issue of the school's stigmatised reputation,
implementing the School Council, and attempting to gain
a multipurpose hall for school and community use. These
were subsequently discussed at staff meetings. In late 1993,
a pupil-free School Development Day (SDD) was held to
which parents were invited. Child care was made available
to enhance parental participation. Sessions held on that day
included designing a new report card, options for class al
locations for 1994, and budget allocations for 1994.

The program and curriculum committees, including co
opted parents, met early in 1994 to write their sections of
the strategic plan. The ET worked out a complicated time
table to allow committees release time of one to one and a
half hours, to do their strategic planning. Using this time,
the committees extended their long-term plan to cover the
period 1994-1998, and they developed and wrote a detailed
plan for 1994. The process began with a review of the 1993
detailed year plan and a review of the Program plan for
1994 to generate the current year's program.

Committee responsibility for plans is so total that when
they are written, there is no further debate. Plans are taken
to a staff meeting merely to familiarise staff with the con
tents, since to do otherwise would involve "chasing your
tail forever," as the principal said. The principal simply
collects finished planning from each committee and "puts
[it] into a booklet." From that point on, the committees are
"responsible for making sure that they do what they said
they were going to do."

The extent of teacher involvement in strategic plan
ning at Meiki School is captured in this remark from a
teacher who was an executive teacher at her previous school.
Asked if she missed being part of the executive, she said,
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"No, because everything that I was involved in as an ex
ecutive I do here. In fact, I think I do more here: We're
involved with budget, we're involved with discipline. [The
principal] puts everything at a staff meeting that we ever
had [put] at an executive meeting."

A major innovation was the involvement of parents in
strategic planning both on the SOD in 1993 and on the com
mittees in 1994. A group of approximately eight parents
attended the whole school development day; others came
for one or two sessions. The school is conscious that this
aspect of the Schools Renewal Strategy, which is currently
being emphasised at regional level, poses special difficul
ties:

It's a community-based school and we've really
tried to [involve parents], but we've got very re
luctant parents because they feel inadequate.
School to them is a horrible place. They've got
horrible memories of schools. The only time that
parents ever get involved in schools is when the
kids are in trouble.

Differences in class and ethnic resources and disposi
tions showed clearly on the SOD as the principal pointed
out: "You get some that are very confident. We had a [pro
fessional person who] was very confident. He got up and
expressed his opinions. Of course, there were several there
who you hardly heard boo out of for the whole day." The
two Aboriginal parents present, according to the principal,
were very quiet: "They tend to be. If you do get a comment
out of them, it's something you've got to go and seek out.
It's a rare Aboriginal person who will stand up and make a
speech."

Most discussion from parents concerned the class size,
class composition, and report cards. The class issue was
contentious because teachers say parents looked at arrange
ments "from their child's point of view." Indeed, teachers
now believe that one of the skills parents need for partici
pating effectively is to learn to "think for all, not just their
own."

The report card issue was more productive. Teachers
who are also parents try to provide a parent's perspective
on school matters. However, they feel "to get information
from people who are not teachers but just parents [is use
ful, because] you may be on different paths." According to
teachers, the day left parents feeling daunted: "a lot of the
things we were doing they didn't feel comfortable with. It
was very new. The strategic planning is foreign to parents,
so they didn't have a lot of say in that."

During the first semester of 1994, the school under
went a 4-day Quality Assurance Review in three key areas
of the strategic plan which it had nominated for review:
ReadinglWriting, Community Involvement, and the Disci-

pline Policy. The team of six reviewers, which included
two co-opted parents, observed classrooms, analysed docu
ments, and conducted interviews with teaching and ancil
lary staff, parents, and students. Preparation at school level
for the review is demanding. For example, in the 52-page
document containing School Review Guidelines
(NSWDOSE, 1993c), principals are given a four-page
checklist of tasks to complete prior to, during, and after the
review. Despite the intensive 4-day review, the process did
not reveal any surprises or areas of oversight. The school
received a report which closely reflected their own evalua
tion of their endeavours.

Staff Perceptions

The time-cost dimension of strategic planning is of
concern to the staff. As one teacher said, "A lot of times
we'd wish that [the principal] would do it in the office
just go in and tell us what we've got to do and get it over
and done with." In addition to SOD staff meetings fully or
partially devoted to strategic planning issues, 'the principal
estimates that

it took 3 full days of meetings to actually nut out
what was done (then, of course, you've got your
clerical hours). I suppose, on average, each per
son would have probably put 4 working days into
it-probably 40 working days total. That's just for
the curriculum areas. A lot of time.

Despite the fact that some staff members were reluctant
and, to some degree, remain reluctant, to be involved in
strategic planning, they concede that involvement in stra
tegic planning is a positive feature of their work: "I think
the ownership that it gives is really worthwhile. People feel
that they're not having it done 'to' them. It's a decision
that we're all making and we're all having a say."

There is little doubt that the teachers are responding
positively to ownership of, and involvement in, the plan
ning process. One teacher claims that compared to what
was happening in the school under the previous principal,
there are now "huge differences in the whole feeling within
the staff. Everyone is more relaxed, but, at the same time,
more supportive of their principal." The teachers'; support
is partly due to appreciation of the principal's emphasis on
streamlined planning compared to the previous principal,
who allegedly was preoccupied with

making everything look good on paper (but often
what was happening wasn't nearly as impressive
as what was on paper). Whereas now, what's hap
pening is impressive. There's none of this spend
week-after-week presenting, binding, and [so on].
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Teachers claim that in the former situation "you sort of just
got told," whereas currently, "everyone has a better idea of
what we are supposed to be achieving this year." While
being on many committees means "everyone has got lots
of hats to wear," and that it is "exhausting," it's also "good
because everyone knows what's going on because you're
involved in most things."

The principal, like his staff, also questions the time
cost dimension of strategic planning involving the staff and
the community, and acknowledges the positive outcomes
of staff and community ownership of school-wide plan
ning. He says wide ownership, at a practical level, "slows
it down. It would be much easier for me to sit down in the
office and write it. I reckon I could knock that up in prob
ably a week, which is a lot less than 40 days." He con
cedes, however, the plan is unlikely to "mean as much" if
written by him. "You're weighing the two things. The ad
vantage is that, yes, it's more likely to be done. And the
disadvantage is it takes a long time to actually get it done."

Another concern is that there are aspects of planning
under devolved structures, which the principal perceives
as uneconomical:

I think it's window dressing. I really do. I think a
lot of the things that I'm saying in [it] would be
very similar to things that have been said in other
schools, and a lot of it's put there to fill up space,
if you like. I think that the process could be short
ened a great deal without having any real influ
ence in what's going on in schools. I would
imagine a lot of the programs-the administra
tion programs, student welfare, human resources
would have common elements so that you could
be sharing in time and effort.

These concerns are serious given the rhetoric of effi
ciency and effectiveness, which provides the justification
for the Schools Renewal Strategy. It is clear that doing stra
tegic planning within devolved structures has created a
context that has significantly intensified the principal's
work. Significantly, much of the new work is trivial and,
he says, diverts him from more important work:

Like the budget business. A lot of principals have
said it: They feel like a bill-paying service for the
Department. I'm now paying the electricity bill
that used to be paid by regional office. And yet
I've got to sit down and come up with these plans.
Let's go down the list: energy (should be looked
after by regional office), maintenance (regional
office), equipment service (regional office), post
age (regional office), short term relief (regional
office), phone (regional office), waste disposal
all that stuff [was done] by regional office. So they

cleaned out regional office and put the work load
onto us, and we're not getting the compensation
for it in time. They've saved quite small wages
when you think of the clerks and so on who used
to do that stuff, and then they're squeezing more,
for the same amount of money, out of principals
and taking away from what we're actually meant
to be doing. (emphasis added)

In this small school, the principal and the ET are the
first to feel the impact of intensification of their work aris
ing from strategic planning under devolved structures.' In
tensification, however, is evident for all members of the
staff. Consider the AST, who not only heads up both the
English and the Library Curriculum committees but is also
a member of the Creative and Practical Arts and the Com
puter' curriculum committees. Additionally, she is the
teacher who takes responsibility for school publicity.

Part of the difficulty both the teachers and the princi
pal are experiencing is, as Watkins (1993) points out, a
product of the inherent contradictions in imposing the time/
space considerations of representative committee structures
on top of the traditional, timetabled nature of teachers' work.
This contradiction is exacerbated in rural schools, which
tend to have few teachers to service the committees. Teach
ers cannot, as is possible in larger urban schools, decline to
participate (see, e.g., Watkins, 1993).

Of course, the distinctive nature of Meiki School makes
its own contribution to intensification. Even without devo
lution and strategic planning, it would be a busy place.
Moreover, there rarely seems to be a week in which some
thing out of the ordinary, such as hosting events as a direct
result of the school's status as a Centre of Excellence, is
not happening. Given the uniqueness of the school and its
clientele, which makes it eligible for many sources of funds,
its obligations as a designated Centre of Excellence, and
the fact that the principal is a teaching principal with time
consuming planning and management responsibilities, it is
not surprising that strategic planning is seen as a mixed
blessing by the principal and the staff.

There are significant negative costs arising from the
intensification of teachers' work. For example, the princi
pal expresses concern that one result of the demands on
him is that his classroom preparation suffers-that he of
ten has to cut comers in classroom planning. Some teach
ers also admit that at busy times, attention and energy may
be reluctantly displaced from teaching children to planning.
Children might have to be set a task while teachers do pa
perwork.

"Larson (1980), in the context of a discussion of the prole
tarianisation of educated labour, describes intensification as the
process in which the quantity of work increases, often at the ex
pense of its quality.
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There are other costs. Take, for example, the case of
the principal and his wife, a teacher. They have three chil
dren under the age of six. The principal's wife finds her
personal and professional life is shaped by her husband's
work. There is no possibility of a division of labour at home:

He's [at school] quite often till midnight. He'll
come home and have tea at about six-half an
hour, three-quarters of an hour, and then he's back
over again. Which means I look after the kids,
which is difficult because I've always got [school
related work] that I have to do at home. So I'm
sort of juggling housework while they're awake
and then when they're in bed I can finally settle
down about ten and do something.

The principal's participation in his family life is affected.
Other teachers also feel the effects of intensification on their
personal lives. It is plausible to assume that hidden, per
sonal costs such as these were not taken into account when
Schools Renewal was devised. Efficiency and effective
ness it seems are being achieved at considerable personal
cost at Meiki School (see Hatton, 1994b).

Parents' Perceptions

Parents who participated in the SDD offered some ex
planations of what they saw as poor attendance. One par
ent claims that the written invitation is ineffective in Meiki:
"If you put out a general notice, you'll get the same few
that always tum up. If you want people to come, you have
to go and knock on their door and give them a personal
invitation to come- tell parents that it is okay to come to
the school and to have their say." Another parent notes that
the size of the town creates particular difficulties:

There's 850 people in the town. When you cut out
all the kids, you reduce the number of [available
people], then you break it down further and you
largely find that it's always the same people at the
main committee meetings.

Parents who did attend allegedly had difficulty with
"teacher talk." One parent's view was that teachers could
gain "a misrepresentation of what really is going on," since
rather than speak up in an intimidating situation, "most par
ents just sit in the back and say, 'Yes, yes, yes, yes, I've
got nothing to say, you're doing a fine job, blah, blah, blah.'"
This, he suggests, is "the problem of Meiki being Meiki,"
where to understand what people think,

you've personally got to go and sit down with that
person in their house. Even if you got them to come
to a meeting, they still wouldn't say anything.

You've got to sit down there with your problems,
over their table, and say, "Now listen, Joey is hav
ing a bit of trouble at school, what do you reckon
it is?" I realise there's no way [the principal] can
do it.

Personal invitation was used to co-opt parents on to
planning committees. One parent explains, "I brought the
kids to school one day and [the ET] came out and said,
'We're having a planning day about computers and things.
Just come in and have a sit and listen.' That's how we got
to come into that one." Another says that if the invitation
had come through an open letter, she "probably wouldn't
have come." Because of the personal approach, however,
she did.

The parents were initially nervous, even "terrified,"
about participating in committees: "We didn't know what
was going on when we first came in. It was the first time
we'd ever been to one."

Language was again an issue. In this context, though,
teachers offered explanations in layperson's language. In
small groups, the teachers were perceived as very support
ive. Similarly, when parents attended an inservice program
on networking, they found teachers helpful. Despite their
initial nervousness, the parents were excited about the ac
cess to new knowledge the inservice program gave them.

One parent says she has changed her perception of
teachers as a consequence of being involved. She says now,
contrary to a common community perception, she sees
"teachers as human people, not stuck ups":

When r first come up, because I was one of them
people-sit back in the thing and think, "Yeah,
yeah, yeah," And you don't like getting up and
making a fool out of yourself because if you say
something they're down your throat and you think,
"what did I say?" Now I can come and talk to any
of them.

She adds that she knows that many parents refuse to even
approach the staffroom:

You can go and talk to a parent and it's, "I'm not
going over there to the staff room. No way am I
going in there." Like that's a place for them awful
people sitting in there. It's just the way Meiki is
really, the way they were brought up. There'd be
parents who just would not come in here and face
the teachers and say, "Well, my child's unhappy."

Obvious Iy, class-based perception of status differences have
implications for community involvement in schooling.
While it is obviously not impossible to change parents nega-
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tive perceptions of teachers, it will again make consider
able time demands on teachers to do so since one-to-one
approaches seem to be required.

Analysis

Impacts and Effects ofStrategic Planning at Meiki

J:i,. Rural location, combined with factors such as poverty
and historically entrenched racism, make Meiki a site in
which educational disadvantage is likely. However, ac
cording·to the rhetoric of the Schools Renewal Strategy,
teachers- have the potential to address educational disad
vantage, given the control they now exercise over educa
tional decision-making and planning under devolved
structure. There are signs that· this is happening at Meiki
School. Achievement results provide a useful benchmark:
The 1993 and 1994 state-wide Basic Skills results are the
best achieved to date, with results on or above the state
average. Significantly, the school's results have historically
been well below the state average.

Despite the fact that Meiki' s students are among those
whose academic results are usually poor, these results pro
vide some indication that the school is effectively working
towards meeting the educational needs of its client group.
Its effecti ve use of social justice funding and state provided
extra staff, together with its capacity to plan in ways which
harnesses the support of teachers for policy and meets the
educational needs of students, seems central to its success.

Perhaps one of the most beneficial effects of involve
ment in strategic planning has been a major change in teach
ers' perceptions of their work. Teachers have shed a narrow
conception of their work in which "You taught your class
without any coriceptof what might be down the road in 2
years time. You don't really think about that. Youjust look
at that narrow little classroom and say, 'Well right, I've
got to get them from A to B'" (ET). They now have a
broader, long-term view of their work. As one ET said:

Because staff here are all actively involved in the
planning, you need to look so much further and
you need to look wider. You really have to get in
and say, "Well that's my class, but what about the
whole of the school?'.' And it makes you really
consider the whole school, and then the whole
school in the long-term process.

It is thisbroader and longer term view that has facilitated
staff commitment to having two Reading Recovery spe
cialists despite costs to themselves. The ET says, "They
were prepared to give up time that should have been theirs.
But they could see that it was a long term process, that
everyone.would benefit The school certainly benefits."

Corporate Managerialism in a Rural, Working Class
Setting

Strategic planning under devolved structures is cur
rently, at Meiki School, a fulfilling process that enhances
the functioning of a school by making teachers feel they
have a stake in and ownership of developments in the
school. In these circumstances, teachers cease to feel they
are mere functionaries, and feel they have a say in the
progress ofthe school. The school, as an organisational
unit, clearly benefits from the teachers' willingness to com
mit wholeheartedly to policies. This has been achieved even
when staff have concerns about the time involved in strate
gic planning; when they believed it easier and less demand
ing simply to do what others say they should. If, as in this
case, appropriate policies are devised, enhanced educational
outcomes for students can and do result.

Obviously, there must be some doubts about the over
all appropriateness of Schools Renewal Strategy. Certainly,
the staff in this school are making the strategy work, but
they are doing so at considerable cost. Of course, it could
be argued that it is not that teachers at Meiki are exploited
by the demands of Schools Renewal. Rather, it could be
that they make a personal choice to work as hard as they
do. Aside from the sheer demands of strategic planning at
Meiki, there is a complex dynamic at work that cannot be
explained by personal. choice. The staff and the executive
alike have responded positively to the challenge of school
development work. This response has given them all a
greater sense of control and achievement in their work than
they had previously. This has created its own dynamic. As
a consequence, there has been an obvious generation of
commitment and a desire to work hard. Moreover, the feel
ing of being appreciated and respected, which is evident
between the staff and the executive, motivates both parties
to "put out" for each other. This, too, adds to the momen
tum within the school. So, the coincidence of these cir
cumstances encourages the staff at Meiki to participate
willingly in the intensification of their work and thereby in
that of their own exploitation.

Arguably, features of the Schools Renewal Strategy,
are class-biased and better suited to some contexts than to
others. Many of its features are much easier to realise in
middle-class urban contexts in which parents have class
based resources that facilitate confident involvement in the
governance of schools. Consider, for example, theeffort a
principal at Meiki School would have to expend to make
the personal approaches to parents to secure adequate pa
rental involvement in schooling. And consider this in the
context of a principal's already highly demanding life. It is
clear that if the Schools Renewal Strategy is to be effec
tive, contexts like Meiki require extra permanent resources
to achieve this. If, for example, the principal's position was
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a non-teaching one, he might make time to visit families
and encourage participation and involvement. Without this
level of attention, it is hard to see how a school in a small,
rural community, which battles to get adequate participa
tion in P&C and AECG meetings, will also manage to
achieve adequate participation in a School Council. A re
cent combined meeting of the AECG and the P&C called
to ratify the School Council constitution yielded only 14
community members, six of whom are also employed in
the school.

Again, the lack of context sensitivity of the Schools
Renewal Strategy is evident. Recall the way in which one
community member drew attention to the small size of the
community and the regular attendance of a small group of
parents at committee meetings. This same man claimed that
if committee attenders in the town were marshalled into
one room, the name of the meeting could be changed every
half hour without anyone entering or leaving. It is likely
that issues of class, gender and race are intersecting with
the small size of the town to produce this outcome.

Nevertheless, it is likely that a School Council will be
difficult to sustain in this context. During the course of this
case study, another smaller rural community in the north
west of NSW abandoned its School Council because the
P&C Committee and the School Council membership in
cluded all but one family. This family felt seriously ag
grieved and excluded, and the problems and tensions that
resulted in the community persuaded the principal to con
clude that the School Council was not workable in this con
text.

It is obvious that the inclusion of parents in planning,
particularly in curriculum committees, has had some posi
tive effects. For example, some parents come to see teach
ers in less status-differentiated ways, which, in turn, results
in a more productive relationship between teachers and
parents. However, it is appropriate to ask whether this, and
indeed, wider, involvement in school governance through
a school council, is the best form of involvement in school
ing for these parents. While parents in middle-class com
munities might bring knowledge and skills to share on, say,
a computer committee, few parents at Meiki come into cur
riculum and program committees with ready-made re
sources.

To facilitate their effective involvement, the school is
sponsoring the involvement of parents in inservice pro
grams. However, the school's base grant is not differenti
ated to take account of the greater difficulty of making
corporate modes of management work in small, rural, work
ing class settings, so the costs involved in inservicing par
ents are necessarily diverted from other uses. It is worth
asking whether this allows the school to make the most
efficient and effective use of limited resources. Rather than
place the school under pressure to demonstrate community
involvement of the kind consonant with the Schools Re-

newal Strategy, it might have been appropriate to consider
the context and to encourage it to continue to foster the
involvement of parents in classrooms for Reading, its Health
and Hygiene Days, its extensive clubs program, the Ab
original Studies curriculum, and the like. Many of these
activities allow parents to participate in areas in which they
feel comfortable and skilled.

Just as many parents are not well placed to advise on
curriculum, it similarly is hard to see how the School Coun
cil will be well-placed to advise fairly on matters of staff
ing. Consider the issue of community prejudices about
females. Given widespread sexism, it is possible that fe
male applicants for a principal's position interviewed by
the school council could encounter gatekeeping tactics as
bad, if not worse, than those many would have encoun
tered prior to the I980s in the centralised system. And imag
ine the difficulty an Aboriginal female applicant might have
(see also Deem, Brehony, & Hemmings, 1992).

As is the case in New Zealand, the notion of the com
munity on which the reforms rest suggests that residence in
a particular area "implies both a commonality of interests
and a consequent unity of purpose" (Moss, 1990, p. 140).
Communities are treated as "harmonious wholes" as though
there are no divisions by class, gender, or ethnicity. "Power
is regarded as equally distributed, or at least potentially so,
amongst members of the community, and the commonal
ity of their interests ensures that they can come together to
articulate uniform and coherent views" (Moss, 1990, pp.
140-141). Certainly, as in the New Zealand case, there is
complete oversight of the fact that Australian society is
structured by a capitalist economy that is constituted by
unequal class, race, and gender relations (Jones, 1990).

[I]f groups of people are left alone to administer
their affairs they will reach "optimal solutions," ...
[this] stands in contradiction with the vast body
of scholarly research and argument [showing] that,
without intervention, the most powerful groups are
invariably enabled to reproduce a situation which
benefits them. This might be optimal for domi
nant groups, but hardly for anyone else whose in
terests do not coincide. (Jones, 1990, p. 98)

This is a flawed utopian view of community. Far from
there being a commonality of interest and uniformity of
purpose, the data demonstrate the divided nature of inter
ests and purposes in the Meiki community. Far from being
a "harmonious whole," the community is a site of signifi
cant conflict in which power is not shared equally. Despite
stratification within the non-Aboriginal community, it was
evident that this community has more social power to have
its needs met within the school than the Aboriginal popu
lation. And given that Aborigines will always be a numeri
cal minority on the School Council, this situation is unlikely
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to change. Moreover, given the fact that particular kinds of
skills and competencies are unevenly distributed among
individuals within a community like Meiki, representatives
on a School Council are again likely to be confined to a
steering group. Those with cultural capital (Bourdieu, 1977)
are likely to capture the positions available on the School
Council, since these are the people who are most likely to
see themselves, and be seen by others as having appropri
ate skills, knowledge, and capacities.

Implications for Rural Schools

This case study shows that there are genuine problems
with the imposition of corporate managerialism in this
small, rural, working-class community, problems that go
beyond a reluctance by the teachers and the community to
comply with devolved management structures. Indeed, this
case study documents ways in which local context, here a
specific rural context, is insufficiently accommodated by
the central imposition of corporate managerialism. There
is some irony here since the imposition of corporate
managerialism is intended to "improve the responsiveness
of the public school system to diverse educational needs"
(ECOR, 1994, p. 1). The move to corporate managerialism
disadvantages schools such as Meiki because of its class
bias, which is exacerbated in this case by a bias against
small, relatively isolated communities. The picture is fur
ther complicated by the racial and gender division that
characterises the local context. Working class, rural schools,
such as Meiki, are given no specific funding to meet the
special demands of introducing corporate managerialism.
If the overall move to corporate managerial ism in New
South Wales is to be fair and defensible, then carefully
crafted supplementary policies must be introduced to ac
commodate the distinctive features of the local context.

There is a broader issue to which this case study also
directs attention.s That is, how might policies be evaluated
prior to implementation in order that in-built biases such
as those revealed by this study are detected? Such an ap
proach would have the virtue of obviating the need for com
pensatory supplementary policies such as are now necessary
in New South Wales. This case study reveals some useful
parameters by which to gauge the impact of policy. Con
sider, for example, the usefulness of examining policy for
implicit class bias. An examination of the role parents are
expected to play in any policy would quickly reveal if there
is bias of the kind evident in the modes of management
associated with corporate managerialism. A supplementary
way of looking at this issue would be to consider whether
there are likely to be differential demands placed on teach
ers in different contexts to foster the involvement of par-

81 am grateful to one of the referees for drawing my atten

tion to this issue.

ents. Likewise the impact on small schools and small com
munities, which are frequently rural, can be revealed by an
examination of the demands of any policy on human re
sources (e.g., teachers and parents). Finally, an examina
tion of the concept of community on which any policy is
premised would usefully reveal whether or not the reality
of unequal class, race, and gender relations in countries
like Australia is taken adequately into account. If bias is
revealed prior to implementation, then it can be addressed
before creating situations in which those already disadvan
taged by such factors as geographical location, social class,
race, and gender are further disadvantaged by well-intended,
but inadequately scrutinised, policies.

References

Arfwedson, G. (1979). Teachers' work. In U. P. Lundgren
& S. Patterson (Eds.), Code, context and curriculum
processes (pp. 87-100). Stockholm: Gleerup.

Berger, P., & Berger, B. (1977). Sociology: A biographi
cal approach. Harmondsworth: Penquin.

Bourdieu, P. (1977). Reproduction in education, Society
and culture. London: Sage.

Connell, R. W., White, V. M., & Johnston, K. M. (1991).
The disadvantaged schools program in Australia:
"Running twice as hard." Deakin: Deakin University
Press.

Cuff, E. c., Sharrock, W. W., & Francis, D. W. (1992).
Perspectives in sociology (3rd ed.). London: Routledge.

Deem, R., Brehony, K., & Hemmings, S. (1992). Social
justice, social divisions and the governing of schools.
In D. Gill, B. Major, & M. Blair (Eds.), Racism and
education: Structures and strategies (pp. 208-225).
London: Sage/Open University Press.

External Council of Review. (1989). Report ofthe commit
tee of review of New South Wales schools. Sydney:
NSW Department of School Education.

External Council of Review. (1994). Renewing schools: The
emerging culture. Sydney: NSW Ministry for Educa
tion and Youth Affairs.

Glaser, B. (1978). Theoretical sensitivity. Mill Valley, CA:
The Sociology Press.

Glaser, B., & Strauss, A.-L. (1967). The discovery of
grounded theory: Strategies for qualitative research.
Chicago: Aldine Publishing Co.

Goodenough, W. (1970). Co-operation in change. New
York: Russell Sage Foundation.

Hargreaves, D. (l975)./nterpersonal relations and educa
tion. London: Routledge and Kegan Paul.

Hatton, E. J. (1985). Equality, class and power: A case
study. British Journal ofSociology ofEducation, 6(3),
255-272.

Hatton, E. J. (I 994a, December). Discipline policy in a
multiracial, working class rural primary school. Pa-



CORPORATE MANAGERIALISM 15

per presented at The Australian Sociological Associa
tion Annual Conference, Deakin University.

Hatton, E. J. (1994b). Strategic and management planning
at Meiki Primary School: A contextualised case study
in NSW. Queensland: Primary Planning Project.

Jacob, E. (1988). Clarifying qualitative research: A focus
on traditions. Educational Researcher, 17( I), 16-24.

Jones, A. (1990). "I just wanna decent job": Working class
girls' education. In H. Lauder & C. Wylie (Eds.), To
wards successful schooling (pp. 89-104). London:
Falmer Press.

Malin, M. (1994). Aboriginal education, policy and school
ing. In E. J. Hatton (Ed.), Understanding teaching: Cur
riculum and the social context of schooling (pp.
315-325). Sydney: Harcourt Brace.

Mead, G. (1973). Self. In K. Thompson & J. Tunstall
(Eds.), Sociological perspectives (pp. 144-158).
Harmondsworth: Penguin/Open University Press.

Moss, L. (1990). Picot as myth. InS. Middleton & A. Jones
(Eds.), New education policy today. Critical perspec
tives (pp. 139-149). Wellington: Allen & Unwin.

Larson, M. (1980). Proletarianization and educated labor.
Theory and Society, 9(1),131-175.

Logan, L., Sachs, J., & Dempster, N. (1994). Who said plan
ning was good for us? School development planning

in Australian primary schools. Report for the School's
Council of NBEET from the Primary School Planning
Project. Brisbane: Faculty of Education, Griffith Uni
versity.

NSW Department of School Education. (1992). Education
2000. Sydney: Author.

NSW Department of School Education. (1993a). Manage
ment plan 1994 with strategic directions, 1994-1998.
Sydney: Author.

NSW Department of School Education. (1993b). Quality
assurance review report. Sydney: Author.

NSW Department of School Education. (1993c). Quality
assurance: School review guidelines. Sydney: Author.

Spradley, J. P. (1979). The ethnographic interview. Sydney:
Holt Rinehart and Winston.

Spradley, J., & McCurdy, D. (1981). The cultural experi
ence: Ethnography in complex society. Chicago: Sci
ence Research Associates.

Strauss, A. L. (1986). Qualitative analysis. Cambridge,
MA: Cambridge University Press.

Thomas, W. (1928). The child in America. New York:
Knopf.

Watkins, P. (1993). Finding time: Temporal considerations
in the operation of school committees. British Journal
ofSociology of Education, 14(2), 131-146.


