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Abstract

Critical incidents in teachers’ lives

This thesis derives from an experience that led to the author’s leaving the secondary 

school teaching profession. My experience resonated with the concept of critical 

incidents that is found in the literature on teachers’ lives.

The thesis seeks to demonstrate the ongoing usefulness of this concept. It draws on 

sociological analysis and literature, in particular a Foucaultian perspective, to interpret 

data derived from three empirical sources: sensitizing interviews with teachers, fieldwork 

in a secondary school and a television documentary previously based on that school. The 

school was within a UK inner-city and it began a Freshstart programme in 1999. It was 

filmed for a BBC television documentary in its first months and this was screened in 

2000. Fieldwork within it took place in 2001.

Teachers in the study were required to have either watched the documentary or been 

involved in its construction. The narrative structure of the documentary is itself driven by 

representations of critical incidents in the school and in individual teachers’ lives. Many 

teachers were thereby able to construct significant critical incident stories. Four of the 

fifteen teachers in the sample left the profession because of a critical incident. One 

remained undecided about his future and appeared not to have experienced a critical 

incident. Ten teachers identified critical incidents, but had continued with their careers. 

Their coping strategies are explored.

The thesis argues that problems underlying critical incidents arise because of a 

disjuncture between teachers’ humanitarian idealism and the conditions of their 

employment, leading to requirements for emotional labour which impact upon teachers’ 

lives. By engaging with discursive reconstructions of past events, which can be conceived 

as critical incidents, teachers become aware of issues in education and consequently 

make changes. The majority of them are able to continue in their professional lives and 

careers, despite quite important problems, but a substantial minority withdraws.
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Chapter 1 -  Autobiographical Context 

Introduction

One of the ‘soldiers of conscience’ in a recent news item, ‘Pte Hinzman said that the 

crystallizing moment for his decision to abandon the army was hearing a radio report 

while in Afghanistan about the sharing out of oil revenue in post-war Iraq’ (Warren, 

2004).

Such moments, episodes and/or experiences, I argue, are relevant in understanding 

change in everyday life.

This opening chapter will demonstrate firstly, how my life as a teacher changed after a 

certain experience. Secondly, I will introduce the idea of critical incident theory as it 

resonates with such experiences. Thirdly, more autobiographical details will be given 

about being an English teacher whose interests have included discourse analysis. Also, an 

overview of the fieldwork component of the thesis will be charted. Finally, I will 

conclude the chapter with the research questions.

A teacher’s life

To introduce the origins of this research project I need to start with an episode in my life 

as a teacher. Towards the end of my secondary school English teaching career I 

simultaneously reached a turning point in both professional (mid-career) and personal 

(mid-life) stages of my life. It was what some researchers have called an ‘intrinsic critical 

incident’ (Measor, 1985: 62). It may not be representative, but it is relevant because it 

could offer an introduction into larger social questions.

I started teaching English at the age of 22 in 1982, and this episode happened 14 years 

later during October 1996. Miller (1996), records the first female teacher as Comtesse de 

Genlis (1746-1830). She is a role model for me to correlate my experiences and ideas 

with. Towards the end of her career someone asked if teaching had been a passion for 

her. She replied, ‘It has always bored me, but now that I am old it is the only way that I 

can do any good’ (p.233). Together with Comtesse Stephanie Felicite de Genlis
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(Wyndam, 1958) and other teachers, I began sharing the common ‘fear of tedium’ 

(Huberman, et al., 1997: 45) in classrooms from about my second year of teaching.

To alleviate the monotony, I organized time out of classrooms. Taking pupils on trips 

became part of my curriculum: picnics, debating competitions, poems written on hilltops, 

drama festivals, film-viewing, working holidays on a kibbutz, and a fateful writing camp 

for gifted and talented students. Class outings were designed to broaden horizons and 

foster a love of English. A magazine reporter, Williams (1998), once wrote about a 

‘special tour of the showroom and workshop of Jati Transport, Mercedes-Benz authorized 

distributor in Brunei’ organized by me, concluding that the ‘teacher and Jati hoped that, 

with the visit, the students could be better prepared to express themselves in their creative 

assignment which appropriately enough was entitled My Dream Car’ (p.83).

My crystallizing moment or critical incident occurred in Townsville, Australia where, at 

37 years old, I was classified as an Advanced Skills Teacher (Level 1). I had 

unsuccessfully applied for three promotions during the previous two years. The fourth 

stage of mid-life transition was looming, although I still fell neatly into the third stage of 

the life cycle of the teacher as defined by Sikes, a researcher on the ESRC-funded project 

on teachers’ lives of 1985 in England. (More details of the life cycle stages concept will 

be described in Chapter 2.) For present introductory purposes, Sikes (1985) has suggested 

that throughout ‘the thirties the conjunction of experience and a relatively high level of 

physical and intellectual ability mean that in terms of energy, involvement, ambition and 

self-confidence many teachers are at their peak’ (p. 48).

As a result of doing a lone reconnaissance for a tropical rainforest walk on a Writers’ 

Camp to safeguard 42 students, I landed myself in a deadly situation. My personal life 

and circumstances away from being a professional teacher were busy ones. I was 

supplementing my state teacher's income as a residential boarding-housemistress in an 

independent school. Research by Edelwich and Brodsky (1980) indicates ‘that money 

becomes more important if the job is proving unsatisfactory in other respects - e.g. if 

promotions felt to be deserved are not forthcoming’ (p. 17). Hence, to counteract growing 

dissatisfaction and to earn extra money I became responsible for more pupils, resulting in



increased emotional labour for myself. Living there also allowed for friendships with 

colleagues from a different school policy system. My self-confidence was maintained by 

a strong sense of success as an English teacher.

As a member of the residential staff I had responsibility for 36 teenage girls and was kept 

busy after school. My duties included supervising their nightly study programmes, seeing 

that their living areas were tidy, supervising meals, writing term reports and attending 

weekly meetings, as well as weekend duty. I also willingly gave up time taking boarders 

on outings in the school minibus. By the time the Writers’ Camp arrived towards the end 

of the year, I was beginning to feel weary and, in retrospect, maybe these were the first 

signs of a pending critical incident.

I had become involved with an exciting Writers’ Camp and members of the profession 

from other institutions. We were catering for a select group of gifted and talented 

students from many schools in the region. The advisory teachers wrote complimentary 

things about my participation in the project.

Bridget had been part of the Writers’ Camp planning group almost from the beginning. 

Like the rest of the committee, she had worked hard through the preparation time. In fact, 

the theme of the camp -  Rainforest: Marvels and Mysteries -  had been her idea! Her 

imagination had been caught by the stories of unexplained disappearances in the area, and 

so we had adopted this as one of the strands we would be using to encourage students to 

write during the camp (Pepperdene & Jackson, 1996: 55).

Unfortunately, my good intentions went awry.

It was on this three-day camp that I got lost for 36 hours, but eventually survived after a 

67-kilometre walk. The media portrayed me as a heroine. Two newscasts on television 

covered the incident and there was also a radio interview. ‘Search for teacher missing at 

Paluma’, ‘Woman in marathon trek to safety’ and ‘Teacher thanks searchers after ordeal 

in the bush’ (Button, 1996) were just three of the front-page newspaper reports. There 

were numerous other snippets, cartoons and representations. The rhetorical mode of the 

television media sensationalized the event using alliterations like ‘tough terrain’, ‘cattle
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country’ and ‘high hopes’ amidst murder/mystery jargon involving ‘searching for clues’, 

‘professional army trekkers’ and attempts to ‘bracket her in so that we can locate her’.

Despite this adulation, and a newly won hero status, I had feelings of self-doubt and of 

being a total professional failure. My irresponsibility involved rescue efforts by many 

public institutions like the Salvation Army, thirty Social Emergency Service volunteers, a 

military helicopter with trekkers and dogs, the Bishop, etc. The media representation 

served the interests of television viewers, and the weekend tabloid writer said that it 

‘provided a fairytale ending to a story which threatened to turn to tragedy’ (Hobbs, 1996: 

5). I analysed transcripts of the media texts for my MEd (Donovan, 1999b).

Miller (1996) suggests that, for researchers, there is often an ‘autobiography of the 

question’ and this ‘means beginning with the story of their own interest in the question 

they are asking and planning to research into’ (p.259). In recounting this episode I have 

referred to experiences of my own. In the next section of this chapter I will introduce 

critical incident theory. My study is ‘to investigate a question or issue of significance to 

the researcher as a form of personal fulfillment’ (Bond, et al., 1999: 36). Elsewhere, I 

have listed several interests to be fulfilled by doing research (Donovan, 2001), but in 

general the question I have explored is personally motivated.

Critical incident theory

The autobiography of the question, for this current research began with an ‘intrinsic 

critical incident’ (see Measor’s, (1985) critical incident typology), as seen in the previous 

section. I also developed an ongoing curiosity about this experience in other teachers’ 

lives. Measor points out that a critical incident is ‘like a flashbulb’ (p.61). In my case it 

raised questions about the effectiveness of my life as a teacher and filled me with self

doubt. Measor’s sense is that an incident such as mine is critical because it forces ‘a 

move in the process’ (p.67) towards being the kind of teacher one really wants to be. 

Giddens describes such experiences as ‘fateful moments’ (1991: 113) while another 

definition (Flanagan, 1954) refines a critical incident as a conceptual tool (details of 

associated theories will follow in Chapter 2, where I will also differentiate between the
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three types of critical incidents and elaborate on a possible five stage typology as to what 

are seen as most critical (Sikes, 1985; Huberman, 1993)).

If I look back at my own career I would differentiate a first stage of initiation, where 

disciplining and motivating students was a priority: I was twenty-two when I started 

teaching in 1982 and proceeded uneventfully through my baptism of fire. But from my 

second year of teaching, I experienced some tedium and to overcome this I became a 

devotee of in-service training as well as having an interesting out of school life.

Stage two for me was characterized by a deepening interest in the subject area: and at 

twenty-nine years old I completed an English honours degree. It was also during stage 

two that I first began finding my teachers’ voice. Like many other teachers in an effort to 

get everyone to listen to me and to escape the classroom, I went public on some aspects 

of my work. By then I was working in South Africa, where there were reduced numbers 

of pupils to teach because of apartheid. I addressed questions to the new Minister of 

Education and Training, which I repeated in a published letter to the editor of a 

newspaper. Teachers may agree with my assertion that it is generally the ‘(s)ame old 

story’ from the current, albeit new ‘man of vision’ (Donovan, 1989).

At the beginning of a third stage, when ‘many teachers are at their peak’ (Sikes, 1985: 

48) I gained a TESOL postgraduate certificate. In the same year, 1992, ten years into my 

teaching life, I went to a conference called Exploring Human Potential, where Valerie 

Walkerdine appeared as one of the plenary speakers. Other role models were there. Dale 

Spender (1980) took time to tell me about the little tape recorder she used to illustrate her 

thesis that men are greater talkers and gossips than women and encouraged me to 

research. So in 1993, my eleventh year of teaching, I began a part-time MEd at the 

Australian university which had convened the aforementioned conference. I was thirty- 

three years old. The best of the six modules I completed included being part of a team of 

fifteen English teachers writing a book, Challenging the Text (Fraser, 1994/2001). It was 

on critical literacy classroom teaching units, with English teacher-educator, Pam Gilbert.
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My chapter, The Power o f One (Courtney, 1989), had the same title as the coursework 

literature novel that I was teaching in schools.

Before I turned forty the MEd was completed and marked my entry into stage four of a 

teacher’s life: mid-career and mid-life challenges. During a small-scale research module 

(Donovan, 1999b), I applied some analytical concepts of discourse analysis to media 

texts written about the critical incident I had experienced in 1996. The exercise seemed to 

diminish feelings of self-doubt and professional humiliation. I began looking at how the 

public and social expectations had changed my personal experiences. The process of 

analyzing spoken and written texts involved analyzing competing discourses. This 

illustrated how cooperative participants can, according to Davies (1994), negotiate a 

‘multiplicity to be celebrated’ (p.63). I was the teacher featured in the texts and through 

research analysis I engaged with my perceived failure to act responsibly. I was helped by 

work stressing that texts are produced from positions of power, but they can be 

challenged and, as Rob Gilbert (1999) has added, everyone is then able ‘to negotiate 

positions in discourse’ (p.263). My intrinsic critical incident became the pilot research for 

the bigger enquiry that is the focus of this thesis.

An English teacher/researcher

I continued teaching in another school and country for two more years until I finally and 

abruptly quit high school teaching in December 1998. I wanted a break to seek an 

understanding of my experiences. My autobiography and the understanding I had gained 

of critical incident episodes in my MEd suggested, amongst other things, that it was 

possibly time to acquire more traditional formal knowledge. By this I mean the truth and 

knowledge about teachers’ lives that is promulgated in higher places of learning such as 

universities. Throughout my teaching career I had, as noted in other studies of English 

teachers, notably Protherough and Atkinson (1991), sought out opportunities to gain 

‘additional qualifications’ (p.23). But before the present study all my research was part- 

time, while working full-time as an English teacher. Teachers often become full-time 

researchers, albeit temporarily, when, as O’Connor et al. (1999) say, they take extended 

‘time out of the classroom for legitimate professional purposes’ (p.68). Leonard (2001)
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suggests that some woman do doctoral research because they ‘need recharging 

intellectually’ while still ‘wanting to make a significant contribution’ (p.51) in education. 

The personal reward is the public recognition in academia of teachers’ ideas and facts.

Other researchers (Bond, et al., 1999) acknowledge that everyday ‘experience itself has a 

research component, in that we are constantly trying to understand our experiences and 

make them more satisfying, successful, rewarding, et cetera’ (p. 13). English teachers are 

especially equipped for research because, as Marshall (2000) indicates, they can use their 

skills of ‘analyzing and critiquing a text’ (p.l). Critical incidents in teachers’ lives are 

like flashbulbs because for me they prompted research about how interactions between 

social relations and ideas had changed my individual experience. Thus, the competing 

definitions within the teaching career suddenly become important to try and address.

In seeking to make sense of my teaching life and the critical incident episode, the 

literature that I encountered, and which I shall review in the following chapter, was most 

helpful. It used various methods, including life history, interviews, questionnaires, 

conversations, surveys and analysis of diaries and drawings. Other researchers’ 

methodological choices helped me to make decisions about my own. I always kept in 

mind the fact that, according to Thomas (1990:177) and Marshall (2000:82+111), 

‘originality’ and ‘(i)ndividualism/individuality’ are valued and fostered in the English 

subject discipline while also being a requirement for a unique contribution to knowledge 

in research. There is a correlation with Marshall’s ‘(d)issenting discourse’, where ‘the 

tone is argumentative and combative’ (p. 118), and with Thomas’s ‘assertiveness’ (p. 177) 

as other skills of criticism. I wanted a research design that built on a certain tradition and 

utilized the skills of what Burgess (2001) refers to as ‘annotation and response’ (p.205).

Bums (1997) stresses that researchers have to read ‘between the words and valid 

interpretation is necessary’ (p.375). Marshall (2000), in her research on English teachers, 

and as an English teacher herself, writes that ‘use of empathy, personal writing and close 

reading of the text -  as well as consideration of the audience and the social and historical 

context of the debate -  are all practices which English teachers seek to foster’ (p.3). My
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research design thus stresses these values and skills which I had gained during 22 years 

of teaching and learning from my subject discipline.

I wanted to explore further the conflict in teachers’ lives and in addition to the literature 

mentioned above, I also engaged with the work of Foucault. He encouraged people in 

research ‘to use this sentence or that idea’ so as ‘to short-circuit ... systems of power’ 

(cited in Mills, 1997: 17). I take this to mean challenging the institutions that exercise 

power. My research rhetoric is not as bold, though I am attempting to seek answers to 

ideas about what Mills calls ‘truth, power and knowledge’ (p. 18) with an exploratory 

focus on critical incidents in teachers’ lives.

Although 16 years’ English teaching in secondary schools might be what Bums (1997) 

cites as ‘sufficient residence in the field’ (p.324) for me to research the topic, I am 

nonetheless in a post-modem ‘condition of doubt’ (Patterson, 1997: 425). I accept the 

continuities and discontinuities that abound in the global village which is my home, and 

am tolerant of the multiplicities arising out of many varying representations of truth, 

power and knowledge.

Those who oppose Foucault prefer a world devoid of such multiple interpretations. 

Marshall (2000) has labelled the two opposite sides of the quarrel, as they appear in the 

teaching of English, in her book Philosophies o f English Teachers where she 

distinguishes the ‘old grammarians’ (p.73) from the ‘critical dissenters’ (p. 109). Ball 

(1990:17) provides an overarching frame for the ranks of English teaching within which 

such dissension occurs.

Discourses are about what can be said and thought, but also about who can speak, when, 

and with what authority. Discourses embody meaning and social relationships, they 

constitute both subjectivity and power relations. Discourses are practices that 

systematically form the objects of which they speak...Discourses are not about objects; 

they do not identify objects, they constitute them and in the practice of doing so conceal 

their own inventions (Foucault, 1972/77: 49 cited in Ball, 1990: 17).
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Recall, he suggests, that it is all about who can speak, when, and with what authority. 

Ball illustrates how English teachers’ quarrels run deeper than differences in views of the 

subject. They include issues of social justice:

At the heart of the dispute between Cambridge and London, literature and language, there 

were not simply two views of the subject, but more profoundly and politically of 

importance, two conceptions of the ‘good society’, and of the nature of civilization and 

citizenship (Ball, 1990: 59).

My more personal theoretical objective stems from less noble ambitions. I do not want to 

change society, I just want to understand it better. I need now to return to my 

autobiography to trace the origins of my ability to engage in critique of my own situation.

Academic aspirations

I have always been one of those people whom Mills (1997) refers to as ‘students of 

literature’ (p.22). This academic commitment was acknowledged during my final 

secondary school prize-giving in 1977 upon winning the Fred Morris Award to go to 

university to do a BA and then become an English teacher. It was a token monetary prize 

from a memorial bequeathed to Clapham High School, Pretoria, South Africa, upon the 

death of my English teacher from cancer a few years before. During the research process 

I learnt that the school’s name might have been copied from the ‘Clapham School, 

London 1810’ which was a ‘monitorial school’ for 200 boys (Bell, 1808 in Hume, 1989: 

8). This is idiosyncratically relevant as it suggests how the influence of the UK 

prototypes for education, even down to the naming of schools, is reflected overseas.

My English teacher for the first two years of high school was my favorite role model. But 

his friend, the physical education/biology teacher, first alerted me to the non-arbitrary 

meanings of words when she discussed our giggly, juvenile class reactions to two 

concepts: lamp-post and sex. She asked us to think about the word and our feelings if 

‘lamp-post’ meant ‘sex’ and ‘sex’ meant iamp-posf. This was probably my first 

introduction to subjective meanings in words. But, as Mills (1997) suggests, the 

‘arbitrariness of discursive structures’ (p.75) remained lost to a 13-year-old. It would take
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me a long time to get acquainted with great theorists with original ideas about the forms 

and terms of our speech. ‘Signs were described as “arbitrary” by Saussure [1974] since it 

was a purely arbitrary matter that any particular form happened to have been developed, 

as is shown by the existence of common signifieds related to formally different signifiers 

in different languages’ (Burgess, 1984b: 11). Meaning is not found in words as such, but 

in the social interactions of which that word is a part. It is the relationships between 

words that is more important than the manifestation of the word itself. Words and 

language convey particular and different kinds of culture and knowledge.

After my schooling and early introductions to the power of language and literature as 

exemplified above, there are more details of biography which influenced the way in 

which I think, and which also need to be made explicit so that the integrity of the research 

enterprise is retained.

The predominant language at Stellenbosch and its university (where I was a student from 

1977 to 1980) was Afrikaans and not my mother tongue, English, although I was almost 

fully bilingual. Stellenbosch was chosen as the best university catering for one of my 

major courses, Physical Education. At least 50 per cent of my BA was in Afrikaans. The 

student population was only 10 per cent English and survival meant adapting, which soon 

included dreaming in the language of my multiple heritage. As I was a second-language 

speaker, it could have been said, that I was, to use Fairclough’s (1989) words, one of the 

‘disadvantaged sections of the society, whose experiences of domination and racism are 

particularly sharp’ (p.235). All my energies and efforts were concentrated on survival. 

Thus I was blissfully ignorant about my privileged status in the prevalent, broader 

inequitable political structure of South Africa. There was however always the comfort of 

my second major, English. Unlike others, I have never found that the teaching of 

‘Shakespeare is arse-achingly boring’ (Furlong, 1991 cited in Phillips, 1996:182). My 

university lecturers enraptured me with this aspect of the literary canon. By my third year 

I was a devout follower not only of the Bard but of all things literary. David Lodge 

(1985) was right to claim that the ‘intellectual excitement’ of the field made me wish that 

I could make my future in the ‘profession of academic literary studies’ (p. 119). As
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Huberman (1993) notes, many secondary-level teachers often ‘still dream of pursuing 

research or a university career’ (p.6).

Language studies were largely absent from my first alma mater, where the school of 

thought was more the philology that Burgess and Hardcastle (2000) explain as ‘a study of 

both literature and language, against the background of idealist philosophy and an idealist 

sense of history’ (p.2). My memory is of copious amounts of British literature. We could 

not choose to study anything local. Rather, the major stimulus must have been the 

aftermath of the ‘development of Cambridge English in the 1930s’ (p.4), ‘and what was 

called the moment of Scrutiny [Leavis, 1963]’ (Burgess & Hardcastle, 2000: 3). My own 

theoretical position arose out of literary criticism during undergraduate examinations and 

studies of the great works of literature. And so I joined in a stream of thought embraced 

by many others: ‘The call to criticism and close reading, and the argument for the 

seriousness of literature, were an influence on generations of English teachers’ (ibid.: 4).

My second university, in Cape Town, was known by many, including the then Vice- 

Chancellor, Stuart Saunders, as ‘Moscow on the Hill’ (Saunders, 2000:103). Here I 

completed the equivalent of a PGCE in 1981 and there was little that I can recall that 

prepared me for English teaching. But there was a radical-left student element within our 

cohort who introduced us to Paulo Freire (1921-1997). His pedagogy for liberation, 

instead of being what Marshall (2000) referred to as ‘a kind of liberation through 

education’ (p.30), had become ‘liberation before education’ in South Africa. School 

pupils in 1976 began burning down their schools and attacking their teachers. (They also 

set fire to petrol they had poured into car tyres and placed around the necks of classmates 

whom kangaroo courts had judged to be traitors of the liberation movement. This form of 

execution was called ‘necklacing’.) The students were targeting their education as a 

repressive form of social control. Retributive police violence led to ‘the massacre in 

Soweto’. It was followed in 1977 by ‘the death of student leader Steve Biko’ (Freeman, 

1997 cited in Delgado, 2002: 2).
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The type of society that I grew up with was very authoritarian. When I started teaching in 

1982 the social control needed to counter anarchy included a state of emergency.

(T)he government crushed peaceful protests against apartheid, banned more than twenty- 

five black organizations, detained more than 33,000 people without trial (including 

11,000 children under eighteen), and placed heavy restrictions on national and foreign 

media (Freeman, 1997 cited in Delgado, 2002:6).

When I moved from a South African background of very militaristic social control to the 

more liberal democratic approach of Australia and the UK, I found the imperative of the 

‘agenda for social change’ (Snow, 1991 cited in Marshall, 2000:5) and social justice 

seemed much less urgent. However, in any context dissenting discourses are set up 

against authoritarian discourses. Social control is achieved when ‘citizen(s) of the planet’ 

(Tate, 1996 cited in Marshall, 2000:36) maintain the critical balance for peace and 

harmony.

During part-time postgraduate studies for BA (Honours), in 1989 after seven years 

teaching in classrooms, I experienced a personal renaissance in things literary and the 

way we talk. I read Middle English Language and Literature; Shakespeare and Romance 

Tradition; and South African Literature; and I had the choice between a special author or 

a special topic. I chose Metafiction and was introduced to a long line of literature 

characterized by Mills (1997) ‘as a particular type of self-reflexive writing’ (p.24). 

Amongst other books was, as Lodge (1992) has suggested, ‘the grandaddy of all 

metafictional novels’ (p.206), Lawrence Stem’s Tristram Shandy; Samuel Richardson’s 

Pamela was juxtaposed by Henry Fielding’s parody, Joseph Andrews. Malcolm 

Bradbury’s The History Man was joined by David Lodge’s (1985) Small World - where 

discourse appeared at least ten times (pp. 13, 24, 25, 140, 142, 154, 177, 198, 247 and 

305). The names of theorists that Lodge (1992) also refers to such as ‘the Russian critic 

Mikhail Baktin’ (p. 128) informed me that metafictional writing was called ‘doubly- 

orientated discourse’ (ibid.: 129).
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In 1993, when I began studying part-time for an MEd, the idea of discourse recurred and 

developed into critical literacy and challenging the text. Roger Fowler (1979), Roland 

Barthes (1986) and John Barth (1969) entered my critical consciousness. Analytical 

concepts of context, positioning and intertextuality were used (Donovan, 1999b). It 

seemed then that the study of literature and discourse analysis had more similarities than 

differences. Both, according to Mills (1997), allow the student ‘to analyze similarities 

across a range of texts as the products of a particular set of power/knowledge relations’ 

(p.23). I began to see that all ‘researchers within literary studies recognize that one 

accrues status to oneself by working on valued texts: that is, canonical primary texts 

and/or theoretically complex works’ (ibid.: 68). The theoretical position of critical 

literacy, challenging the text and discourse analysis, was solidified throughout the 

professionally inspired pursuit of a MEd. My understanding, as an English teacher, was 

that I shared ideas with others, like Fowler (1996), who have said ‘that our education and 

working context [make] us familiar with the hermeneutic side to literary criticism, and 

we, like the literary critics, [are] working on the interpretation of discourse’ (p. 4).

What is it asks Barton (2001), that causes ‘English teachers ... [to] go all brooding and 

reflective?’ (p. 17). He suggests this is perhaps because of ‘all the times we have taught 

texts such as Hamlet (Shakespeare, 1963) and Wuthering Heights (Bronte, 1997) that 

prompts ... introspection; or the long line of commentators on English studies who have 

so frequently portrayed us as distinctive from teachers of other subjects, as special’ 

(Barton, 2001: 17). English teachers have the potential to transfer their analytical scrutiny 

of literary texts onto broader social texts and issues. English teachers, as Saville-Troike 

(1997) indicates, know that in ‘addition to the referential meaning of the texts 

themselves, a variety of written sources may yield information on patterns of use in the 

language, and on the culture of the people who read and write it’ (p. 140).

My choice of relevant conceptual tools and my analytical interpretation of them derives 

from my personal history and academic aspirations. This leads me to use only some 

concepts to explore and understand teachers’ lives. Underneath the monocoque 

professionality of teachers is something yet to be understood through research. The 

presupposition when I first began the study was that language and literary analysis, in
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Fowler’s (1996) words, would offer ‘a supportive intellectual and political climate’ (p.5). 

My subsequent inclusion of a more sociological exploration of critical incidents in 

teachers’ lives, while also focusing on discourse analysis, has given the research a greater 

complexity.

A suggestion that I found in some of the literature about serving teachers, began to ring 

true for myself during my research.

Serving teachers, in contrast, are rarely required to think and talk at the level of discourse 

about school practices. Rather day-to-day survival in teaching is secured by the 

application of common-sense assumptions which answer the need to cope with the 

structural constraints of class-size, syllabuses, examinations, timetable, resources, etc. 

This is not to say that many teachers are not able to achieve a discursive penetration of 

educational issues (though clearly they will vary in their ability to do so); rather it is to 

argue that they are surrounded by structures that generally discourage them from 

exercising that ability (Cole, 1985: 100).

These structures are social practices, which constrain and yet are consented to by 

teachers. Complaints, suggests Fairclough (1989), are ‘part of a sort of guerilla warfare 

waged publicly, but also privately, in the conversational encounters of everyday life, 

against bureaucracy’ (p.218). The resistance to constraints imposed on teachers’ lives is 

well argued by many, including a conservative viewpoint from Phillips (1994), who 

famously, in a newspaper article on a local education initiative review, heralded that 

‘Education’s Guerrillas Prepare for War’ and went on to describe English teachers as 

‘cultural guerrillas’ (cited in Marshall, 2000: 61).

The analytical procedures that I have applied in my research are thus a combination of 

procedures from literary criticism, critical literacy, postructuralism, discourse and content 

analysis and, finally, policy scholarship. Furlong et al. (2000: 7) cites Grace (1991) as 

defining policy scholarship as ‘concerned with internal contradictions within policy 

formations, and the wider structuring and constraining effects of the social and economic 

relations within which policy making is taking place (p.26)’. What interests me as an
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English teacher/researcher is their Grace/Furlong et al. (2000) reference to the formations 

of texts so that the emphasis is on ‘where texts include both the official documents and 

represent the policy and the spin that is put upon them for the benefit’ of those in power 

intent on maintaining their social position within the hierarchy. That is, that 

‘representations of ideas, policy texts, such as acts of parliament and government 

circulars, are themselves the product of struggle and compromise’ (Furlong, et al., 2000: 

7).

Likewise, when teachers in classrooms receive the prescribed texts, there is the 

proverbial, according to Phillips (1996), ‘cultural guerrillas’ action that takes place before 

the pupils are taught within the new policy requirements. By this I mean that teachers 

interpret texts to suit their classroom needs; and when there is a clash between texts and 

needs, teachers may take action.

In sum, as a teacher/researcher, I have become equipped with the enlightenment offered 

by Foucaultian analysis, which I have brought to a research project while thinking to 

verify something that I have suspected, but which has become a study of the processes of 

teacher sense-making. I have provided a historical autobiographical theoretical grounding 

as background for this research project, and specifically for my analysis. Tripp (1993) 

sums up that in ‘the end, analysis is a very personal affair’ (p.66), and this perception has 

provided me with the confidence to choose an approach which I consider appropriate for 

my research. In the final part of this thesis, Chapter 6, I will return to power, truth and 

knowledge as they are three underlying pursuits within my analysis.

Fieldwork

As an English teacher I wanted to study for my doctorate in the country where my 

subject/academic discipline originated. I believe doing research in the UK is building on 

the teaching foundations I already have, to gain in knowledge and understanding for the 

next half of my career.

My research-training period started on 30 September 2000. At that time there was media 

attention to a new government initiative, Freshstart, for failing schools. My interest was
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deeply aroused by a television documentary about a Freshstart in one inner-city school 

regarded by journalist Woodward (2001a) as ‘Britain’s most troubled school’ (p.l), 

which had appeared as the tenth worst school out of ‘3,571’ (Morrow, 2003:13) on the 

secondary school league tables.

Freshstart began in the UK in 1998 and is a policy copied from the US where it is called 

‘school reconstitution’. In 1984 the results of the first four San Francisco reconstituted 

schools were positive (Guardian, 2000). Briefly, the three basic features of Freshstart 

after the closing of a school are that it is reopened with a new name, a new head teacher 

and a new staff. Charismatic and dynamic leadership from head teachers are rewarded 

with large salaries. I decided to use the BBC television documentary that featured the 

first two terms of a Freshstart school in the UK (Thirkwell, 2000).

Further explanations from BBC News (a):

If the [OFSTED] inspectors find that the school is ‘failing to give its pupils an acceptable 

standard of education’ it can be placed on ‘special measures’, under which it is expected 

to produce an improvement plan and undergo further re-inspections until the school is 

deemed to have reached an adequate level. Schools which are not failing, but which have 

‘serious weaknesses’, can also be required to be monitored while they implement the 

changes. Where schools are not found to improve, the local education authority (or the 

Department of Education) can appoint new governors and place the school under new 

management. Where there is no expectation of progress, schools can be closed. This can 

be followed by the re-opening of a “new” school on the site of a failing school -  under a 

scheme known as Freshstart’.

The Freshstart initiative seemed relevant to my study focused as I planned it to be on 

critical incidents in teachers’ lives and a Freshstart would appear to be a major ‘extrinsic 

critical incident’ (Measor, 1985: 62). According to a National Union of Teachers (NUT) 

general secretary a Freshstart programme, if ‘done properly and without the glare of 

publicity that generally accompanies it, could work’ (Smithers & Gregoriadis, 2000). 

Birmingham’s Selly Park Technology College for Girls, is apparently ‘one of the most 

startling successes’ (Beckett, 2001). On the other hand, the Freshstart school of the
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television programme, and later my research project, had a history of ‘reluctance from 

local parents -  including the Prime Minister, Tony Blair -  to send their children there’, 

(BBC News b). But this was not shown on the television documentary.

The borough where the school is located, according to O’Connor et al. (1999), has areas 

where the elite live in the ‘trendy terraces of gentrified’ (p.l) housing. But alongside 

them are huge council estates with many first generation migrants. A foreign journalist, 

claimed that in ‘the depressing, mean streets of this borough [he] watched a black 

motorist ask a white street-sweeper for directions, but the council worker spoke no 

English’ (Hartnack, 2000: 6). A MA thesis written about the school (Brennan, 1999) 

included parts of a report after the inspection of the LEA in 1999, which confirmed that 

English was spoken as an additional language by 36.8 per cent of pupils at secondary 

level. In 1998 the index of local conditions found this borough was ranked as the tenth 

most deprived area in England, with an unemployment rate of nearly 12 per cent 

compared to an inner-city average of 9.5 per cent and a national average of 4.6 per cent 

(p. 25-26).

The following newspaper extract (Guardian, 1999) reveals more details about ‘Old 

School’ prior to the Freshstart.

The school earned a national reputation for the teaching of refugee children and their 

staff, who, though criticized for being militant, were regarded as caring and committed. 

Nevertheless, the school received a poor OFSTED report in January 1997 and, six 

months later, it failed a follow-up inspection ... a year later the Borough Council decided 

to close the school and try again. Under the Freshstart initiative all of the school teachers 

were made redundant and asked to reapply for jobs advertised nationally -  only six 

members of the original staff survived (Guardian, 21/10/1999).

This article also suggests the historically hard task faced by these failed teachers. ‘In the 

90s the school, ... was deeply unpopular with just half the available places filled, many 

of those taken by children with serious behavioral problems who had been expelled from 

other schools’ (Guardian, 1999). Violence in the macrocosm was also occurring in the
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microcosm at school. ‘The fabric of the school was poor; it was desperately in need of 

refurbishment and found itself at the centre of further scandal amid allegations that a 

pupil carried out a number of knife-point sex attacks on girls in the school’ (Guardian, 

1999). Some of the pupils at ‘New School’ post Freshstart, were from Kosovo, and in the 

2001 autumn term, when I did participant observation, the war and bombing by the 

western alliance began again, but this time in Afghanistan.

Another press article says that the Freshstart school building itself is one of the 12 per 

cent of oldest schools in the country, ‘a dilapidated inner-city comprehensive’ 

(Woodward & Smithers, 2000a). Mukund Patel, Head of Architects and Buildings 

Branch of the Department for Education and Employment (DfEE), presented a 

breakdown of the ages of school buildings in the UK: Pre-1919 =12 per cent; Inter-war = 

8 per cent; 1944-1966 = 33 per cent; 1966-1976 = 34 per cent; Post 1976 = 9 per cent and 

Temporary = 4 per cent (Patel, 2001). The Freshstart school still features the ‘soaring 

Victorian red-brick walls’ (Guardian, 1999) of its pre-1919 period. When the Head 

teacher appointed to New School saw it, he said, on a radio interview with John 

Humphrys (August 2000): ‘I visited the school and looked at it, and I hated it. It was a 

rainy day, it looked absolutely horrendous, scaffolding up. It was a really depressing 

sight’. He compared it to ‘East Germany just after the wall came down and looking 

around some schools there, and it was worse than anything I’ve ever seen, without any 

question’.

Although the face of the buildings was changed and modernized between Old School and 

New School, the political nature of the participants remained the same. A newspaper 

report, painted a grimmer picture. ‘For although the Freshstart had succeeded in 

changing the head, all but six of the staff and the name of the school, the pupils were no 

different after the school’s refreshment than Leningrad was when it went back to being St 

Petersburg’. The pupils’ backgrounds were more explicitly described earlier in the same 

article: The school is ‘trying to educate some of society’s most deprived and difficult 

children with too few staff and inadequate funds; [it has] the task of getting refugee
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children in the inner-city to achieve the same GCSE pass rate as middle-class pupils in 

other counties’ (Bennet, 2000).

My original idea was to use the television documentary data as a primary source on 

critical incidents. The television documentary has been audio-taped and transcribed so 

that a written representation of the scene, including images and language, can be used for 

discourse analysis to illustrate, as others have done, the impact of the media in schools 

(Brown, et al., 2002). But it was impossible to use for critical incident data because of 

BBC’s highly constructed account of teachers’ lives. However, I decided that teachers I 

knew might want to watch it and that it would serve as a good trigger to get them to share 

their ideas while being interviewed by me. Accordingly, I used recorded video copies of 

the television documentary as a prompt to get eleven teachers talking about events in 

their lives during sensitising interviews. I also used it as an entree into fieldwork as my 

initial interest led to the featured Freshstart school offering me a job.

The sensitizing interviewee sample began with a first interview conducted in the UK, 

followed by seven in South Africa. They were life history interviews collected over a 

period of seven weeks starting on 20 June 2001 and ending with the tape-recorded 

interviews becoming typed-up transcriptions completed on 7 August 2001. A further 

three interviews were added in the UK during July/August 2002 with the final interview 

in July 2003. The total sample is thus 11. The interview time was between IV2 and 2Vi 

hours. After each interview I gave a copy of the interview transcript to the individual 

interviewee. Then, I got their final consent to use it as data for the thesis.

A variety of teachers from numerous places were interviewed ranging from kindergarten 

teachers to a professor of education. A table summarizing the sample can be found in 

Chapter 3 together with more particulars and the interviewing schedule. The sample 

depended on my location and the availability of teachers. I made use of existing contacts 

to draw on people who would be willing to discuss both their professional lives and the 

extrinsic critical incident they observed while viewing the television documentary about 

the Freshstart school. The latter served as a good icebreaker for stories about their own
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critical incidents. Through their responses I learnt from experienced teachers what they 

perceived were the critical incidents in their lives and the data is presented in Appendix 2.

One of the principles of data collection, according to Bums (1997), is the use of multiple 

sources. He states that it is ‘a poor study that uses only one source of evidence’ and that 

the use of ‘multiple sources is the major strength of the case study approach’ (p.374). 

Stake (2000) calls it ‘multiple perspectives’ (p.443). To this end, I also decided to do 

some participant observation. I wrote a letter with a register of interest in being a teacher 

at New School to the head teacher (28/06/01), he interviewed me by telephone when I 

was overseas, I sent off a pile of relevant documentation on my life and career for the 

LEA, QTS, OTT and TTA, after which I signed a teaching contract for one school term 

by fax, and began teaching on 1 September 2001. The head teacher knew about my 

research from the aforementioned letter and a verbal reminder from me on the first day of 

term. My teaching duties were, however, his singular interest.

For a four-month intensive teaching period, in the autumn term of 2001 that was the 

beginning of the third year after the Freshstart initiative in 1999, I was therefore a 

participant observation/teacher at New School, with an amorphous teacher/researcher 

role. I was a full-time English teacher with 27.5 hours’ weekly contact time in the 

classroom and responsibility for up to 174 students in eight classes. Over and above the 

teaching I had a tutor group of around 20 students in Year 9 that I saw every day for at 

least 15 minutes of pastoral care.

Bums (1997) suggests that ‘ad hoc observations’ (p. 374) be recorded in a daily 

fieldwork diary. A crude index of the fieldnotes was constructed so as to gauge the 

frequency of particular kinds of observations about day-to-day life and New School’s 

events, experiences and incidents in a Freshstart school. This written textual account 

provided a data set for me to cross-check many of my assumptions. The time spent at the 

newly established ‘guinea pig’ school was a highlight of the research process. More 

details about this component of the fieldwork are provided in Chapter 4.
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Research questions: teachers’ voices

This research project aims to provide a more explicit account of critical incidents in 

teachers’ lives with some autobiographical data. Documenting teachers’ voices becomes 

a worthy reference for professional development forums. Teachers are educated and self- 

disciplined people who have, according to Furlong et al. (2000), ‘skills, knowledge and 

values’ (p.l), which others, like David Hargreaves (1996), have argued they keep 

‘implicit about their practice’. I consider it a challenge to ‘render explicit the thinking and 

knowledge’ (Ebbutt, et al., 2000: 334) that I have about our professional lives.

In my teacher/researcher’s voice I will attempt to be explicit about what Davies and 

Benton (1991) call, albeit in a slightly different context, that ‘impenetrable combination 

of experience, received common sense, and personal convictions’ (p.76) which motivates 

teachers in their decisions about their teaching and lives. It is my contention that what the 

fifteen teachers in my sample have to report about critical incidents in the profession is 

relevant to their classroom pedagogy and transferable back again into their lives in a 

cycle. But like Acker (1999), I attempt to be critically distant and to avoid privileging 

teachers as a ‘unique source of truth’ (p. 18) in the interests of social justice.

My thesis will argue that it is useful to talk of critical incidents in teachers’ lives. When 

teachers talk about critical incidents a number of disjunctures in education emerge and 

are made public. Teachers have to engage in the debate so as to resolve the critical 

incident; and this leads to consequential decisions about their lives and careers.

By conceptualizing critical incidents as experiences permeated by contradictory 

definitions about education, teachers’ lives become more than just the daily survival in a 

classroom, and professional development may proceed from the critical incident. One 

reason why teachers have to cope with critical incidents is that macrocosmic problems 

are built into the microcosm of school. Waller (1932) clarified that ‘schools are always at 

the focal point of community conflict’ and to ‘a degree, the explanation of the 

contradictions of the school is to be found in the conflicts that rage about it’ (p. 16). 

Contemporary data to support this historic claim are included in this thesis and especially 

in Chapter 5 which features a race riot in a school. But, for the meantime, the analogy
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between Waller (1932) and the following quote in a letter from the UK Secretary of State 

for Education, following the events of 11 September 2001, provides supporting evidence:

Children and young people often bring tensions from their homes and communities into 

school with them and this can affect not only themselves but also the atmosphere o f their 

class. I appreciate that you and your staff will have needed to work hard and respond 

sensitively to every question raised by pupils as well as to calm their fears.

Waller’s (1932) reference to ‘community conflict’ (p. 16) and the current reference to 

‘tensions from ... communities’ reflect the ongoing extrinsic struggles that spill over into 

schools. To identify the troubles and competing definitions in teachers’ lives, I read 

widely in the literature and especially in sociology. The conceptual tools were adapted 

from the literature as we will see in the following chapter.

A critical incident (Flanagan, 1954; Measor, 1985) is a conceptual experience, often 

during specific stages (Sikes, 1985; Huberman, 1993) in teachers’ lives. Survival during 

critical incidents is not always ensured and some teachers leave the profession. The focus 

on these incidents during the empirical parts of the research is designed to find out what 

sorts of incidents (if any) teachers see as critical in their professional lives; and how they 

respond. As research is required to be original and make a significant contribution to 

knowledge, I needed to bring new evidence to bear upon the established theory of critical 

incidents. The research questions are:

What sorts of incidents do teachers see as critical?

How do teachers respond to critical incidents?

Summary

This study was driven by a critical incident in my own life leading to a decision to 

research whether the issue was relevant within other teachers’ lives. I have suggested that 

a focus on critical incidents is useful for teachers. Their experiences can be resonated in 

research projects, enabling them to understand those turning points in professional lives 

which may culminate with changing directions of teaching careers. The autobiographical
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background to the thesis includes not only my own critical incident and stages of a 

teachers’ life but the motivations of an English researcher/teacher. Consequently, the 

argument supports the need for teachers to be given time out for personal fulfilment, 

improving professional practice, or, as Parratt (2000) has suggested, ‘a quest for meaning 

and deeper understandings ... from a desire to act more effectively in the world’ (p.454).

Chapter 2 presents a review of the existing material looking at teachers’ lives. Within all 

the work on teachers, I found research on autobiographies most helpful, and within that, 

the sociological literature focusing on critical incidents.

In Chapter 3 ,1 consider the data from the sensitising interviews. The evidence, presented 

in Appendix 2 suggests that every teacher does have humanitarian idealism that may lead 

to critical incident stories ending with teachers who leave the profession. However, the 

majority of them also have a coping strategy which are shared at the end of the chapter.

Chapter 4 takes the extrinsic critical incident concept into a Freshstart school. I report on 

the data which illustrates how teachers use emotional labour to overcome the problems 

generated by external forces and which impact on the conditions of their employment.

Television documentaries are used to construct critical incident representations of 

teachers’ lives and these are often violent. Chapter 5 offers a discourse analysis of BBC’s 

documentary about a Freshstart in an attempt to illustrate how ambiguity causes 

problematic constructions that may be negatively affecting teachers’ lives.

In Chapter 6 , 1 summarize the theoretical and empirical parts of the research. I point out 

that my thesis has drawn extensively on current data to support the notion that when 

teachers talk about critical incidents the major problems that they face in the classrooms 

emerge as being caused by forces outside their remit. Consequently, individual teachers 

cope differently with critical incidents; but all do incur changes in their lives.
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Chapter 2 -  Approaches to understanding teachers* lives 

Introduction

This chapter is concerned with previous literary contributions to knowledge about 

teachers’ lives. I will offer a broad sweep across the various approaches and literature to 

locate myself epistemologically. But, the review will specifically focus upon the 

literature which provides the conceptual tools to discuss critical incidents and stages in 

the career, in order to use these for working definitions of such experiences which will be 

used in the analysis. Furthermore, I will continue to include Foucaultian perspectives so 

as to modify the crudeness/positivism of some of the work on critical incidents.

Teachers are not the only profession which has been approached in terms of critical 

incidents as a common narrative form. There is research literature about periods of strain 

amongst chemists (Strauss & Rainwater, 1962), crucial interactive episodes in 

professional lives generally (Becker, 1966) as well as work on critical incidents during 

teacher’ careers (Walker, et al., 1976). In this literature we can find instances where 

critical incidents are resolved, although it is also argued that they may contribute towards 

teacher attrition (Casey, 1992; Goodson, 1997).

Casey and Miller provide autobiographical exemplars of the work that I found most 

helpful finding out about critical incidents and teacher attrition. Casey (1992), on the 

basis of autobiographical interviews with 33 women teachers, concluded that when 

critical incidents caused teacher attrition, the narrators’ perceptions were ‘of systemic 

rather than personal problems in education’ and included lengthy ‘indictments of 

administrative authority’ (p. 190). Miller (1996) writes that, despite Casey’s work, 

women’s voices are ‘barely acknowledged in public discussion of education’ (p.xi). The 

merit of Miller’s own study, which was written up towards the end of her career as an 

English teacher-educator, was that it reflected on interactions she had had with many of 

her postgraduate students who were still in classrooms. Not only did Miller ‘pay attention 

to the actual women who have chosen to teach and to how they thought of that choice, 

[but also] how they prepared for it, and the lives they have led as teachers’ (p. xiii). A
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second merit of this study is that Miller values ‘narrative, autobiography, memory’, 

which she states should ‘take their place-alongside argument and analysis’ (p. xvi).

Epistemological location

The literature that I have read for this review becomes a referential support for me as the 

researcher. There is a vast literature about teachers’ lives in education research that spans 

many academic disciplines. The particular academic discipline of English, for which I 

had intrinsic and deep interest, provided me with most ‘intellectual excitement’ (Leonard, 

2001: 51). According to the work of Thomas (1990:177), students of English ‘see 

themselves as non-conformists and rebellious’ (Thomas cited in Leonard, 2001:179) 

valuing ‘individualism, originality and assertiveness’ (ibid.: 180). These characteristics of 

my foundation discipline are I hope to be found in my writing of this thesis, 

supplemented with the discipline of sociology. However, as Scott (1997) contends:

Whether an individual text is recognised as ‘argument’ or not is...largely a matter of 

cultural or disciplinary criteria. Thus, in some educational contexts, students’ written 

argument is expected to match a certain well defined generic pattern...while in others 

‘argument’ is used much more broadly to include recount and even narrative form (Scott 

cited in Leonard, 2001: 151).

My application of the term ‘argument’ is broad and I try to use a variety of writing styles 

to reflect the multi-dimensional residual experiences of my teaching and learning within 

the English subject discipline. Becoming a social science researcher has also exposed me 

to recent research methods where the study is the ‘lives of teachers’ and which, according 

to Biddle et al. (1997), range from ‘autobiographical narratives written by teachers, ... to 

qualitatively based studies of teachers as they struggle to cope with specific schools and 

educational contexts’ (p.4).

I intend to review current theoretical understandings about teachers’ lives from a 

purposeful choice of published research. I have selected what provide some relevant 

content and genre knowledge to focus the thesis and to assist with my personal research 

idea about teachers’ lives and critical incidents. By reviewing this literature I hope to
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develop the argument and conceptualise the patterns for my own empirical investigations. 

I am new to research and therefore, as Nias (1987) has found teachers often are, 

‘authority-dependent’: having this ‘strong tendency ... in circumstances, which require 

the formation of new schemata or the modification of old ones’ (p.5) when making 

changes in their lives.

I gave my autobiographical details which premised the reasons for undertaking research 

in Chapter 1. During the literature review I am looking to the experts for ‘referential 

support’ (p. 10), not only to increase my knowledge and understanding but simultaneously 

to acknowledge their contribution towards an understandings of teachers’ lives. Different 

bodies of literature in the field can be grouped into a variety of perspectives. I have 

followed an outline from Acker (1999:17-19) and Biddle et al. (1997: 2-5). They suggest 

there are two classic perspectives on teachers:

1. A top-down point of view. Research that sees teachers as workers in formal 

organisations set up by superordinate political structures. This sees teachers 

responding to strong leadership and management that contribute to efficient and 

effective organisations (Ballantine, 1989, chapter 6; Biddle, et al., 1997).

2. A bottom-up viewpoint. Research into the reality of classroom life, which 

shows that teachers have the lowest status in the bureaucratic organisation of the 

school system. The idealistic motivations of teachers are easily challenged 

because most teachers are female and merely seen as ‘semi-professionals’ 

(Waller, 1932; Lortie, 1975; Acker, 1999).

The literature from the latter perspective is more relevant to my study. It is a 

predominantly sociological approach that narrows the field of interest to the social 

context wherein teachers operate. By ‘context’ I mean influences at both the 

societal/institutional and individual/biographic levels. There are three perspectives within 

this point of view to which I am drawn:
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2a. Research that takes a sociological approach to teachers, seeing them as 

thoughtful actors performing to certain role expectations by members of society 

(Ball & Goodson, 1985). Similar research, informed by symbolic interactionism 

(Acker, 1999), is interested in how teachers make meanings.

2b. Life history research, which peaked in the 1920s and 30s in Chicago, and 

positions the stories of teachers’ lives as central in research. Teachers’ voices and 

narratives help researchers understand how meaning is made in their lives 

(Goodson, 1980; Bell, 1995).

2c. Research from a woman’s perspective suggests that the role of gender in 

shaping a teacher’s work needs attention in all the other research approaches, 

even though literatures and thinking on teachers have typically given gender little 

attention (Walkerdine, 1990; Miller, 1996; Acker, 1999).

In my research I have read widely and often eclectically. It is with difficulty that I 

position myself in any one epistemological and/or methodological approach. I am drawn 

to the research literature on teachers which reflects complex and subtle interdependencies 

across areas and perspectives, and the many educational researchers who were once 

teachers in classrooms, but have now made what David Hargreaves (1978) calls the 

‘escape into administration, the inspectorate, or higher education’ (p. 542).

I have mainly reviewed literature from sociology and specifically, biography and the 

interpretations of them by symbolic interactionists whose emphasis is, according to Acker 

(1999), on ‘making meaning’ (p.l 17) and which are exemplified by the work of Ball and 

Goodson (1985). Secondly, I have drawn on the values and beliefs of the feminist Miller

(1996) in her writing about teachers’ lives. Thirdly, I have incorporated the work of 

Maslach and Leiter (1997) whose research is in social psychology and is a key text. The 

location of my literature review is therefore in sociology, feminism and social 

psychology with some inclusions from my foundation discipline of English.

What follows is my attempt to give, as Benyon (1985) suggests, some ‘superimposing 

researcher order and rationality upon the often chaotic personal world’ (p. 164) of



33

teachers’ lives found in the education research literature. Like Rosen and Burgess (1980) 

I want to find a balance, but as they point out the ‘middle course is always a difficult one 

to steer’ (p.45). The chapter is divided further into four sections to provide an 

overarching referential framework.

Critical incidents

Chronologically, the earliest work I found was a reference to Francis Galton who in the 

late 1880s used ‘anecdotal records’ (Flanagan, 1954: 327-328) for his data collections on 

‘inherited [human] intelligence’ (Berliner & Biddle, 1995: 45). However, early in the 

twentieth century, Waller’s (1932) empirical study of teachers’ lives which he presented 

as ‘a sociology of common sense applied to an everyday theme’ (p.3) included a section 

on the ‘(c)ritical period’ (p.408). This variation of the conceptual tool was discussed in a 

part entitled ‘what teaching does to teachers’ (pp. 375-440). Current research continues to 

hark back to Waller’s study and this may be an indication of its ongoing merit 

(Huberman, et al., 1997: 34 -37; Acker, 1999: 22). Nevertheless, one of the drawbacks is 

that, in terms of social justice, his language is offensive:

School-teachers, like Negroes and women, can never quite enter the white man’s world, 

and they must remain partial men, except in the society of others who, like themselves, 

are outcast ... School-teacher prejudice is as difficult a thing to combat as Negro 

prejudice (Waller, 1932: 421).

Another drawback of his work, according to Huberman et al. (1997), is that the reader is 

too infrequently reminded, that despite having been a ‘teacher in military and public 

schools’, Waller (1932) actually gathered his empirical data and conclusions from 

‘experience and material set largely in rural and small-town Pennsylvania of the 

Depression years’ (p.35). Many examples from what Huberman et al. (1997) cite as one 

of the ‘first great sociological treatments of the teaching career’ albeit with ‘cruel 

conclusions’ (p. 34) fill the 459 pages of Waller’s treatise. Some selected examples, to 

sample the flavour of this study, are given below. All have links with critical incidents. 

The last is pertinent to me personally as an English teacher.
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When a teacher is afflicted with an inferiority complex, as many teachers are, he makes a 

deal of unnecessary trouble for himself in his classroom (p. 53).

Those who have observed the high degree of success of the highly stable, relatively 

simple personalities in teaching have sometimes been inclined to argue that fools were 

the best teachers (p.241).

Writers on the subject of the teaching population in general seem agreed that there are too 

many teachers of mediocre personal and mental qualifications, and far too few who 

would rank in the superior class either as intellectual agents or as persons (p.380).

English teachers have special problems and develop special adjustments to them; it is 

perhaps more difficult for a teacher of English to take leave of his role than for any other 

teacher (p.413).

The implications of these quotations are that some stereotypes about teachers are being 

perpetuated by continued reference to Waller’s study in research paradigms. I argue, as 

do others (Weber & Mitchell, 1996), that these stereotypes should be challenged. In so 

doing, the reasons for keeping alive negative portrayals of teachers’ lives may become 

transparent and the interests of those responsible for these aggravating portrayals will be 

exposed.

Although I have mentioned some possibly negative representations of teachers that make 

for drawbacks in the Waller (1932) study, there are merits. One is that it is an example of 

how ‘qualitative research must always go before quantitative research’ (p.3). Waller’s 

study continues to be a springboard from which other research is built upon, such as this 

study of mine. My research focus on critical incidents depends on what has been 

established and focuses rather more on the bum-out and drop-out that can result from 

critical incidents (Casey, 1992).

Some researchers, for example Woods (1994), use the term critical events for 

‘exceptional activities’ (p.309) or what Maslow (1973: 77) calls a ‘peak experience’ in
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teachers’ lives. But, my use of the term critical incidents focuses on the opposite: the low 

points of teachers’ lives.

Chronologically, the second important work on critical incidents that I found helpful was 

Flanagan’s (1954). Reports from him record that it was at this period that ‘the critical 

incident technique was more formally developed and given its present name’ (p.329). 

Two examples of the critical incident approach as advocated and used by Flanagan’s 

research teams, specifically about teachers, were ‘an exploratory study of teacher 

competence’ reported by Domas (1950); and ‘the teacher characteristics study’ reported 

by Jensen (1951).

Since its inception, the critical incident approach has gathered momentum. Atwal (2002) 

reports that it is ‘an extremely flexible technique’ (p.447) and is able to cite recent studies 

using the critical incident approach (Norman, et al., 1992). But the original Flanagan 

(1954) definition is still relevant: an incident is

any observable human activity that is sufficiently complete in itself to permit inferences 

and predictions to be made about the person performing the act. To be critical, an 

incident must occur in a situation where the purpose or intent of the act seems fairly clear 

to the observer and where its consequences are sufficiently definite to leave little doubt 

concerning its effects (p.327).

As an example, my own critical incident as described in Chapter 1, was observable -  

highly so, since even the media were able to report on it. It was critical because it 

affected students, teachers, and the community; and the consequence was a life-changing 

experience that made me leave secondary school teaching.

Tripp (1994) cited Miles and Huberman (1984) who note that the term critical incident 

originally came ‘from biography where it refers to some event’ that marked a ‘change in 

the life’ of the person (p.69). Tripp suggests that these events are rare.
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The flexibility of the critical incident approach may also be argued to make it suffer from 

ambiguousness. However, the rational for my research is premised on a Foucaultian 

perspective which contends that critical incidents are a familiar narrative, storyline or 

discourse and therefore available for reflective practitioners to make sense of their lives 

through multiple interpretations of the experience.

After Waller (1932) and Flanagan (1954), as mentioned in the introduction to this 

chapter, I found useful the work of Strauss and Rainwater (1962), who for example, 

discussed ‘periods of strain’ in the lives of chemists (p. 105). Becker (1966) wrote of 

‘these crucial interactive episodes, in which new lines of individual and collective 

activity are forged ... and new aspects of the self brought into being’ (p.xiv). More 

specific to education is Walker et al. (1976), who in their work on teachers’ careers used 

the term ‘critical incidents to describe such events’ (Measor, 1985: 61).

A third major contribution to the study of critical incidents in teachers’ lives came in an 

ESRC funded project on teachers’ careers and lives. One of the researchers, Measor 

(1985), focused on critical incidents in the lives of 48 teachers she interviewed, and made 

significance a division between three types: ‘extrinsic ... intrinsic, as well as personal’ 

critical incidents (p.62).

• Extrinsic critical incidents are events in the world, such as caused the destruction of the 

World Trade Center in New York on the 11 September 2001. At a similar level, localised 

political activity that changes education policies (like a school becoming a candidate for a 

Freshstart) is also an extrinsic critical incident.

• Intrinsic incidents occur in the various stages in teachers’ lives. They include: stage one - 

the first teaching position; stage two -  subject culture/specialization and career moves; 

stage three -  peak performance; stage four -  mid-career challenges; and stage five -  pre

retirement.

• Personal critical incidents are associated with events in life outside paid employment, 

such as birth, or deaths, marriage and immigration.
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The drawback of much research on teachers’ lives is that as it is from the educationalist’s 

perspective it may advocate the type of professionalism which requires personal events to 

stay at home and not enter the workplace. Nonetheless, the merit of biographical research 

is that it often illustrates that personal critical incidents do spill over into the workplace. 

During 1987-90, a study of 13 adults in a small school recorded the following personal 

critical incidents:

... two children were bom (with two maternity leaves), one ectopic pregnancy and three 

miscarriages, one husband’s death and another’s heart attack, a marital separation, and 

several deaths of parents and grandparents. Added to these serious life events was a 

stream of everyday illnesses, injuries, car breakdowns, house moves, problems with 

children and so forth (Acker, 1999: 156).

The fourth and chronologically final work on critical incident theory that I have found 

helpful is that of Huberman et al. (1997). He offers a reinforcement of the extrinsic part 

of the definition, stating that ‘discontinuities may occur from extrinsic forces such as 

non-normative events as accidents, political events, or economic crises’ (p.42). In 

addition, Huberman et al. (1997) have summed up the bigger Swiss empirical study he 

completed in 1993 where the stages’ conceptual tool features. It was funded by the Swiss 

National Scientific Research Fund and included ‘five years of work, 160 [secondary 

school teacher] interviews of five to six hours each, 30 pages of transcribed notes per 

respondent, some complex statistical analyses, coupled with qualitative analyses, some 

700 pages of technical reports’ (p.xi).

The merit of this study was that there is a section on ‘difficult moments in the career’ (pp. 

257-259). Here the researchers ‘investigated more dramatic episodes’ to find that ‘two- 

fifths of teachers were affected and roughly at certain peak years (7-12 years into the 

career ...)’. Although the period lasted ‘between a few weeks and three months’ the 

impression was one of “ cracking up’, the feeling that ‘I can’t go on’, that ‘I’m empty’ or 

otherwise in profound disarray’ (p.258). Below is an attempt to combine the most 

meritorious parts of the work done by Huberman (1997) and Sikes (1985).
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Stages

Huberman et al. (1997) argue that ‘it is possible to discern more or less regular patterns in 

the ways teachers’ work lives generally unfold’ though they caution that while ‘searching 

for broad regularities, one may yet remain open to irregularities or heterogeneity in the 

timing of life events’ (p.41). I start with a definition of a career, which according to Seale 

(1998) is ‘a person’s progression] through a social setting’ (p.325) or as the ‘totality of 

work one does in a lifetime’ (Sears, 1982: 137).

Sears’ (1982) definition ... is based on the concept that one’s career is a series of paid or 

unpaid occupations or jobs that one holds throughout his or her life ... He suggests that 

career development is a lifelong process involving psychological, sociological, 

educational, economic, physical factors, and chance factors that interact to influence the 

career of the individual... (Isaacson & Brown, 1997: 10-11).

I argue, as do others (Sikes, 1985), that the differentiation of teachers’ careers into five 

stages aligned to specific age groups is helpful if not perfect. Some of the suggested 

stages overlap, for example stage two and stage three. Goodson (1997) recommends that 

‘(t)he question of teacher stress and burn-out would, I believe, be best studied through 

life history perspectives’ (p. 149).

Stage One/Ages approximately 21-28

Cole (1985) suggests that at this stage, some NQTs suffer from inertia and are weakly 

committed to a career in teaching but lack viable alternatives. If these types of trainee 

teachers make it through teacher education, Sikes (1985) declares they will still have 

problems with that first shock of ‘disciplining and motivating students’ (p.31). She attests 

to the ‘secrecy that surrounds a classroom’ (p.38) in which beginner teachers try to hide 

their problems from the other staff.

However, as Waller states (1932), there are many ‘virile and inspiring persons’ (p.379) 

required in education and who choose teaching as a career. But unfortunately, the disease 

of negativism can also hit these idealistic and competent newcomers. This is because, 

according to Sikes (1985), older teachers, in later stages, are ‘extremely vocal in 

expressing their dissatisfaction, cynicisms and/or career frustration’ (p.39). New teachers, 

who are ‘enthusiastic workers ... pose a threat to the status quo ... the idealistic face
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potentially greater and more painful disillusionment, especially if they lack like-minded 

colleagues who can help them sustain their ideals’ (ibid). A NQT teacher of English, 

Simpson, writes about being ‘assailed by multi-directional slings and arrows, against 

which it is impossible to take arms’ (1993: 107). Novices may look to religion, critical 

friendships, and domestic relationships or outside school activities for support 

(Richardson, 1995).

Measor (1985) states that during ‘the first eighteen months of teaching, the majority of 

teachers we interviewed had serious trouble controlling pupils they taught’ (p.62). 

Smithers and Robinson (2001) in turn found that it is during these first three challenging 

years that more then half of teachers leave the profession. New to teaching at 40 years 

old, English teacher Rosemary Chapman (1995) points out there were ‘inevitable gaps’ in 

her teacher education as ‘no lecturers were prepared to take responsibility. No tutors 

seemed to think it was within their jurisdiction to provide us with guidance about 

classroom discipline, well known as the newly qualified teacher’s biggest headache. This 

was left to the class teacher’ (p.35). Lortie (1975) suspected that ‘little educational 

inquiry is rooted in a concern for the actual difficulties facing classroom teachers’, with 

his teachers reporting that research is often ‘impractical’ and ‘irrelevant’ (p.242).

Huberman et al. (1997) outline stage one as ‘(c)areer entry and socialization’ (p.59), with 

reference to other life cycle researchers who typically refer to this stage as ‘a period of 

survival and discovery’ (p.42). Afterwards there is a period of stabilisation, which means 

committing ‘oneself to the order of teaching’, but ‘such decisions are not always easy to 

make’ (Sikes, 1985 cited in Huberman, et al., 1997: 43). A stage of ‘experimentation and 

diversification’ (ibid: 45) then follows, which Huberman earlier called ‘(d)iversification 

and change’ (Huberman, 1989 cited in Huberman, et al., 1997: 59). Here an ‘out of 

school life’ (Sikes, 1985:46) can keep teachers in schools.

Stage Two/Ages approximately 28-33

Two points deserve mention about this stage. The positive teacher careerists are likely to 

move into subject specialisation and possibly become heads of departments. Those 

teachers in the negative ‘cliches’ (Sikes, 1985: 45), or art, drama, physical education and
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home economics teachers who have what Bennet (1985) calls a ‘low status subject’ 

(p. 121), might well have ‘concurrent careers’ (p. 131) with ‘more lucrative and 

prestigious employment in design, commerce and industry’ (p. 130).

One teacher interviewed by Bennet scorned those who were ambitious for their teaching 

career, saying that -  ‘Top men are Yes men’ (Bennet, 1985: 124), while others referred to 

‘backscratching’ (ibid,: 128) as despicable but necessary for career advancement. Some 

interviewees even suggested, according to Sikes (1985), that career-mongers who 

embrace the hierarchical structures of bureaucratic society are deserting the social 

emancipator projects in some subjects, together with the mindset of teacher as cultural 

worker.

Goodson (1997) contends that the ‘teacher’s life style, both in and outside school ... 

impacts on views of teaching and practice’ (p. 147). Research ignoring questions about 

work/life style will have to change if critical incidents in teachers’ lives are to be heard. 

Lord Puttnam, interviewed in the press by Bennett (2000), as the then chairman of the 

GTC, pointed to the 80 per cent of teachers who survive but who need help to resuscitate 

their careers. Similarly, research on teachers’ workload supports the ‘notion that head 

teachers and governors should be accountable for their schools’ work/life balance’ 

(PricewaterhouseCoopers, 2001: 78).

David Hargreaves (1978) found that exhaustion, caused by the emotional labour of the 

job, is another major characteristic of teachers’ lives. Developing this idea, he notes:

Too often, this exhaustion breeds an out-of-school apathy by which teachers are too 

drained of energy to follow up their interests. And if they do not succumb, then by 

perverse masochism they use their leisure time to come back for more of what exhausted 

them in the first place - running youth clubs and taking evening classes (p.540).

This unbalanced life-style perspective is in direct contrast to Bennet’s (1985) findings 

through questionnaires and interviews with 70 art teachers. His informants were able to 

avoid ‘critical incidents’ as their perspectives were possibly more balanced:
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Art teachers use schools as a resource, just as schools use teachers. Art teachers utilise 

the conditions which teaching offers (holidays, facilities, security, regular income and 

relative freedom and flexibility in their working conditions) that enable pursuit of their 

interests. Could other teachers take a lesson from this? (p. 133).

Stage Three/Ages approximately 30-40

Research into what Ball and Goodson (1985) call ‘subject subcultures’ (p. 19), albeit also 

with respect to the head teacher as a ‘gatekeeper of teachers’ careers’ (p.20), suggest it is 

in a third stage that teachers are most innovative and at their peak in either 

administration, curriculum, pedagogy or possibly further upward career moves. It appears 

30 to 40-year-old teachers who had domestic commitments seem to be most content as 

this is what research has found.

Teachers who have children of their own often develop a different perception of and 

attitude towards pupils. The relationship becomes more parental and perhaps in some 

ways more relaxed and natural. Mother/father teachers see their own kids in the pupils 

and become more sympathetic (Sikes, 1985: 50).

However, Sikes (1985) added: ‘People at this stage of life often have to do a lot of 

adapting to and coping with reality’. Some teachers will continue to ‘drive themselves 

into the ground, and they’re brilliant teachers’. The big warning, she says, for this third 

stage is that, ‘rising aspirations can result in burn-out’ (p.48).

According to Dworkin (1997) Freudenberger (1974) was the first to use the term ‘burn

out’ to mean a ‘wearing out’ and ‘failure to cope with stress’, accompanied by ‘a loss of 

idealism and enthusiasm for work’ (p.462) while other research by Maslach and Leiter

(1997) included characteristics in the person of being ‘cynical ... exhausted ... [and] 

ineffective’ (p. 17).

Acker (1999), on the other hand observed that ambitious and committed teachers, who 

are also caringly sponsored, ‘would not stand still long enough for me to capture them on 

paper’ (p. 188), so successful were they. Sikes (1985) once referred to them as the ‘Whizz
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Kids’ (p.49) of teaching. Huberman et al. (1997) also cite the ‘activist thesis (Sikes, 

1985)’ (p.45) as characteristics of stage three:

It is possible then, that teachers passing through this ‘phase’ of their career could be the 

most highly motivated and dynamic, the most engaged beyond the boundaries of their 

own schools in district-wide curriculum committees or collective action (ibid).

Stage Four/Ages approximately 40-50

Sikes (1985) suggests that this stage ‘is as traumatic as adolescence’ (p.52), covering the 

so-called mid-life crisis. Bell (1995) allocates a chapter to Spencer’s personal life history 

upon reaching his mid-life, mid-career crisis stage. He writes: ‘As an English teacher in 

mid-career, I am feeling like Macbeth. In these turbulent times I am not without ambition 

but I have no spur to prick the sides of my intent so this chapter represents a personal 

search for the causes of my career inertia at the age of 39’ (p.40).

There is research, such as Huberman’s (1993) study of 160 teachers, which has recorded: 

‘Mid-life crises’ are statistically marginal - middle-class - phenomena’ (p.9). But, if the 

majority of teachers are ‘middle-class’ (Lortie, 1975:35; Connell, 1985:199; Sikes, 1985: 

41; Webb, 1985:86), then, as Ball and Goodson (1985) recommend, these teachers’ 

‘problems and perspectives’ are relevant to study if teachers are to be understood as 

‘rounded social actors’ (p.8). Spencer (1995), writing about his English teaching life, 

concurs: ‘Family bereavement too has undoubtedly altered that life and pre-occupied my 

mind for some considerable time’. He adds that this coincided with a ‘re-assessment of 

my career’ (p.47). When personal critical incidents like death coincide with intrinsic 

stages like mid-life crises, then both events further aggravate the feelings of self-doubt.

Huberman et al. (1997) also refer to this stage as one of ‘stock-taking and interrogations’ 

(p.59) or ‘reassessment’ (p.45). For men, the ‘deepest crisis period ... began at age 36, 

and lasted as long as 55’, with the questions being ‘Am I going to climb up the career 

ladder? Do I want to spend the rest of my life in the classroom?’ (p.47). For women, it 

began at ‘around 39 years of age’ and ‘was shorter in duration (until age 45)’ with the 

moot points being ‘unwanted aspects of the job definition or too unpleasant working 

conditions’ (ibid). Specific ages and age groups vary between the Sikes and Huberman
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conclusions; so, the fact that the critical incident and stages conceptual tools are flexible 

heuristic devices and not hard-and-fast periods, are vouched for by their data.

Three more stages that Huberman (1989) included were serenity, conservatism and 

disengagement in his repertoire for teachers’ lives and careers. For the purposes of my 

study I have ended with a single fifth stage, which I argue, may encapsulate the three 

components of serenity, conservatism and disengagement as well.

Stage Five/Ages approximately 50-55

In this fifth stage teachers take opportunities for early retirement or to drop-out, and the 

stage thus evidences disengagement. Sikes (1985) found that ‘( o ) l d e r  teachers tend to be 

in senior posts as head of departments or faculty’ but also that ‘the knowledge and 

experience of older teachers is rarely sought and made use o f  (p.55). However, there are 

‘new initiatives’ which ‘seek to bring back teachers who are over 50 into the profession’ 

(Goodson, 1997: 149). Sikes (1985) confirms the idea of serenity and wisdom: ‘All the 

retired teachers I talked to had a fund of stories, and they were an important source of 

pleasure. The message the stories apparently hold for the older teachers was that, after all, 

being a teacher had been worthwhile’ (p.57).

Measor (1985) also defined critical incidents and argues that knowledge about the stages 

in teachers’ lives is very important, because they emphasise the ways in which an 

‘individual is confronted with choices and decisions’ (p.62). This section of stages/ages 

therefore ends by acknowledging, in accord with Measor (1985), that ‘(c)ritical incidents 

then have a far-reaching effect upon teachers’ careers’, but it also accepts that ‘there are a 

number of critical phases in any biography’ (p.76). During specific stages, such as mid

life and mid-career, some teachers may be more vulnerable to a critical incident (Spencer, 

1995). Teachers’ working lives often end with optimism and, despite all the travails, in 

the retirement stage, many teachers say much ‘of the satisfaction that can be obtained 

from teaching is in a sense vicarious’ (Sikes, 1985: 56).

The material in the previous chapter, which illustrated how my own teaching career can 

be understood and organised retrospectively in terms of stages, is also evidence for the
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value of the stages/ages conceptual tool in understanding an individual teacher’s life. 

Sikes (1985) too concludes her chapter on The Life Cycle o f the Teacher with reference to 

the very normal human phenomena of ageing and how her investigations enable ‘teachers 

to compare and share and learn from each others’ experiences and feelings about a 

personal although absolutely central and universal aspect of their lives’ (p.57).

Foucaultian modifications

The critical incident concept can also be seen as a discursive tool for teachers who 

according to Lacey (1977) are ‘seeking an understanding of their own predicament’ 

(p.76). In any narrative form the protagonist may seek a scapegoat to blame for the 

perceived misfortune, alias the critical incident. Lacey (1977) identified from his 

research, which included ‘five case studies of student-teacher socialization’ (p.96), that 

there are ...

... two recognizable directions in which this [teacher] blame can go:

• Upwards towards the system, the head, the other teachers, that is the radical direction.

• Downwards towards the pupils, that is the establishment response (pp.84-85).

I have found that most research has supported the second notion: that it is the students in 

classrooms who prompt the critical incidents and is what Lacey (1977) would identify as 

‘the establishment response’ (p.85). Thus for instance Huberman (1993) writes that 

‘(p)upils are one of the principal causes of ‘burn-out’, or at least the crucial element that 

sets it off; in particular ‘very difficult classes’ with problems of discipline or contact 

(disorderly or rowdy behaviour)’ (p.258). Bryan (1995) also discusses critical incidents 

and pupils that prompt them. Like many others, he became ‘a teacher by accident’. 

During his apprenticeship he was asked to write an essay about being a good teacher and 

he identified five issues, the most important being pupil-teacher relationships. Revisiting 

classrooms to teach and conduct research 30 years later, he felt the same way and 

maintains that ‘classroom coping strategies’ (p.70) are paramount. ‘To maintain 

discipline in the classroom was then, and I believe still is, a first level of competency for 

acceptance by one’s peers’ (p.72).
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Riseborough’s (1985) research shares the idea that teachers sometimes become learners 

during critical incidents caused by pupils in schools. It is supportive of Lacey’s second 

notion. Pupils, suggest Riseborough (1985), force teachers into ‘absenteeism, nervous 

breakdown, deviance, resignation, turnover, physical and psychological illness, physical 

attack, suicide, knowledge withdrawal, etc’ (p.262).

His contribution to the tradition of research into teachers’ lives is meritorious: 

‘Pessimistically, feels things could get worse. Optimistically, sees teaching and learning 

as just one way of trying to ensure they do not’ (p.268). As a sociologist he refers to 

teachers as actors who likewise operate where ‘all social arenas are educative for actors 

within them’ (ibid.: 207-208). Like, Hargreaves (1978), they find that schoolwork causes 

‘that distinctive progressive exhaustion which is a major characteristic of teachers’ 

because they ‘stand in for parents, policemen, priests and social workers’ (p.540). The 

central focus is the pupils. As Miller (1996) has said: ‘Teachers must always have their 

eye on two quite different time-scales at the same time: on children’s lives and 

development between, say, five and eighteen, but also on what may have happened 

before those years, and, most significantly, what will follow’. Miller sums up the feelings 

of many teachers about their working lives: ‘The role I occupied was inherently 

anomalous, quite outside any equivalence with scholar, mother, administrator; yet 

involving all those possibilities, and also more and less than any of them’ (p.l 11).

As teachers learn from their experiences with pupils, so too come the decisions about the 

course of their lives. Riseborough (1985) identifies three types of teacher in respect of 

their careers; the plunger, the sinker and the swimmer.

• The plungers are those teachers who ‘morally and physically exhaust themselves, 

keeping afloat, earnestly trying to square a contradictory circle’ (p.230), but 

eventually they learn the ultimate lessons about both their students and 

management and then succumb to cynicism or early retirement.
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•  Sinkers can be compared to a ‘high priest teacher’, a failed teacher who during the 

‘holy war’ at the chalkface has ‘morally gone under’ (ibid.: 234). This war can 

also just be a silent one as attested to by Miller (1996):

My witheringly superior student will be observing me. He doesn’t seem anxious to get 

going himself. He is, temporally, I imagine, an Althusserian [1984]; and I am no hero 

teacher in his eyes, but a culpably female and liberal one, who is doing my working-class 

students no favors (p. 120).

• But the metaphors are mixed. Swimmers on Riseborough’s terms are the winners. 

In fact he says teachers can be swimmers, plungers and sinkers in one lesson. The 

challenge is on-going and teachers’ careers, he proposes, are cyclical not linear.

He points out that ‘critical incidents’, like my story in Chapter 1, ‘can occur at any time 

in one’s career’ (p.258). It is, Riseborough (1985) writes, the students who are the 

‘gatekeepers’ (p.251) of teachers’ careers. Ball and Goodson (1985) agree: ‘Pupils 

subvert the teachers’ conceptions of their substantive self. Teachers type, channel and 

direct pupils’ careers and may affect their life chances beyond the school’ (p. 17). The 

extended extract below serves to illustrate, in a sociological register, an explanation for 

what the progression is in teachers’ lives.

For survivors the typical teacher career moves from liberal, thick-skinned, paedophile to 

reactionary, callous misopaedist, from innervated, optimistic role-embracer to enervated, 

pessimistic role-distancer; and from an initial career race to find cleanwork to pride that 

they have the skills and stomach to do dirtywork. ... Ultimately, dignity comes to be 

found in the dirt; to have the moral qualities to be able to handle the dirtywork 

respectable society wants handling. By so doing teachers become pachydermised; battle 

hardening experiences help develop a monocoque professionality (Riseborough, 1985: 

243).

Taking Lacey’s (1977) first direction for teacher blame, noted above, i.e. upwards 

towards ‘the system’ (p. 84), teachers with more radical understandings describe critical 

incidents by calling upon extrinsic factors in their work blaming ‘the system, the head, 

the other teachers’ (p.85). This is where my area of interest lies: extrinsic and upward.
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School classrooms are seen as a microcosm of the students’ future worlds. According to 

Bryan’s (1995), ‘( s ) c h o o l s  reflect the wider values of society; classrooms are nested in 

schools, and teachers and pupils continually modify their relationships in the light of their 

perceptions of what happens in individual classrooms’ (p.69). However, Bryan (1995) 

also emphasises that ‘an understanding of institutional settings is an essential component 

in the processes of teaching and learning’ (p.73). This understanding, he notes, comes 

about with ‘informed reflection, which is a prerequisite for professional self-development 

(and) requires substantial o ff the job training’. Extrinsic issues, control the relationships 

between teachers and pupils: ‘Classroom discipline and control are no longer private 

issues’ (Bryan, 1995: 78).

Lacey (1977) uses sociological terminology that equates with Foucault’s ‘radicalism’. 

Teachers tell stories about how extrinsic critical incidents changed their lives and careers 

and challenge the establishment response. Challenging the system calls for a Foucaultian 

perspective but not a revolutionary or anarchical one. Some scholars take issue with a 

Foucaultian perspective because it seems to lack agency. Francis Schrag (1999) argues 

that ‘by embracing Foucault, scholars can announce their resignation to the status quo 

while appearing to protest it’ (p. 381). A Foucaultian perspective probably suits teachers.

Power, truth and knowledge

Mills (1997) explicates the ways in which Foucaultian analysis offers insights into 

understanding teachers’ lives within a critical social theory of language, reconciling the 

contradictions of ‘power, knowledge and truth’ (p. 17). Narratives about extrinsic critical 

incidents reflect the disjuncture of a teaching position. The tension between theory and 

practice in schools continues across all educational research institutions and is essentially 

another articulation of teacher agency in conflict with structural impositions.

Mills (1997) suggests that Foucault’s ‘work should be seen as an intense debate about the 

role of the intellectual in political struggle’ (p.32) on account of power and how it 

permeated institutional life. Mills (1997) outlines how Foucault ‘has also gone on to 

describe the process whereby ... disciplinary structures ... informed the way that other 

power relations are lived out in the wider contexts of schools, churches and military
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institutions, so that individuals learn to discipline themselves or learn self-discipline 

through this notion that they are potentially under surveillance’ (p.39). Moreover, as 

Fairclough (1989) says, ‘power, whether it be in or behind discourse, is never definitively 

held by any one person, or social grouping, because power can be won and exercised 

only in and through social struggles in which it may also be lost’ (p.43).

Anderson and Grinberg (1998) cite the many areas of education that have been 

influenced by Foucault’s work, which include ‘teacher development (A. Hargreaves, 

1994; Jones, 1990; Labaree, 1992; Popkewitz & Brennan, 1994, 1997), classroom 

management (Heilker, 1994; Tavares, 1996), teaching methods (Biesta, 1995; Luke, 

1992), educational equality (Ryan, 1991) and computor-mediated instruction (Spears & 

Lea, 1994)’ (p.332). All this research presumably helps the teacher/researcher understand 

how power and knowledge, implicit in competing discourses about education, can affect 

and change teachers’ lives, especially when teachers have to engage with critical 

incidents emanating, as I argue they do, from the permutations of contradictory 

perspectives, intolerance of multiplicities and social ambiguities regarding teachers.

In my own research I kept returning to Burgess’s idea (1984b) that ‘(d)ominant power ... 

has always to defend itself and is always confronted by the power of resistance and 

critique’ (p.23). Foucault teases out this perspective with the following question: ‘If 

power was never anything but repressive, if it never did anything but say no, do you 

really believe that we should manage to obey it?’ (1979c:36). The comfort of competing 

ways of talking about subjects, according to Mills (1997), lies in the ‘notion of moving 

views of power’ (pp.38-39), where we ‘see power as a relation’, with ‘degrees of power 

involved in the relation rather than an assumption that in any power relation there is 

simply a powerful participant and a powerless one’ (ibid). However, in the UK teachers 

context, the power of the ‘dissenting discourse’ (Marshall, 2000:18), which labelled them 

‘the enemy within’ (p. 13) and provoked a ‘SAT’s boycott’ (p. 153) during 1992/1993, 

has been quelled and confronted with an ‘authoritarian discourse’ (Fairclough, 2000: 41). 

The fostering of dissenting discourse remains a popular pedagogic approach used by 

English teachers, but in contemporary social contexts it is counterbalanced by
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authoritarian discourse from the politicians. As Burgess (1994) points out: ‘It may be no 

use crying foul where the referee is actually government and where political power is 

ultimately decisive’ (p.45). Politicians exercise their power and this affects teachers’ lives 

in schools. Yet politicians must also respond to extrinsic events.

Harold Macmillan, former British Prime Minister, provided a colourful illustration of his 

own experience when, upon being asked by a journalist what had determined his policies 

in office he replied, “Events, my boy, events” (McCawley & Wallace, 2002: 14).

Fairclough (2000) illustrates that the powerful language means ‘getting tough’ (p. 106). 

‘Tough’, he says, is the keyword and part of the speaking style of political leaders. Tony 

Blair, the British Prime Minister, ‘has had to learn to be tough and the resolute Margaret 

Thatcher has been a model and inspiration here, as well as Bill Clinton, who also affects 

the combination of being tough and being fair’ (ibid.). Fairclough (2000) offers an edited 

example of Tony Blair being tough in a speech using the authoritarian discourse:

but here’s the hard choices, the money will be there, but in return, we modernize the 
system, no failure, no muddling through, no second best, high standards the pursuit of 

excellence discipline and leadership support from home not for some children, in some 

schools, but for all children in all schools [applause] each school that needs it. and every 

educational authority will be set targets for improvement, failing schools and educational 

authorities will be taken over, teacher training will be reformed, head teachers will have a 

proper qualification and poor teachers will go [applause] and I’ll say why. people say my 

job is pressurized, so is teaching, and don’t let anybody think we are tough on bad 

teaching because we don’t value teachers, we are tough on bad teachers precisely because 

we do value good teachers who need high quality teachers working alongside them 

[applause] and parents play their part, there will be home-school contracts for all pupils. 

I say sign them. There will be new measures to tackle truancy and disruptive children 

new homework requirements support them, and when a school disciplines a child, why 

not back the teacher [applause], the high ideal of the best schools in the world, reached 

through hard choices (Fairclough, 2000: 107).

Fairclough (2000) also conducts an analysis of the speaking style of the Prime Minister.
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Before he begins speaking, Blair wags his finger at the audience in a school-masterly 

way. The first section of the extract consists of short parts separated by pauses. At the end 

of each, Blair’s mouth is set into tight-lipped expression, which repeatedly conveys in a 

bodily way the message of ‘toughness’ (Fairclough, 2000: 107).

Authoritarian discourse allows little opportunity for manoeuvre or challenge, as Hall and 

Millard (1994) illustrate. They show how tough political machinations and 

power/knowledge relations can be understood using three Foucaultian concepts: 

‘hierarchical observation’, ‘normalizing judgement’ and the ‘examination system’ 

(p. 156). These concepts are exemplified in an explicit practical description of how 

OFSTED works authoritatively to control any dissenting discourse, and the lived reality 

of this in teachers’ lives:

...teachers observe pupils, inspectors observe teachers, the Government inspectorate, Her 

Majesty’s Inspectors (HMI), observe inspectors...The structure is a pyramidal one - the 

exercise of disciplinary power is facilitated by the fact that, within this hierarchy, the 

observer is also being observed both from above and from below (p. 157).

These three ideas contribute to the disjuncture in teachers’ lives and they emerge within 

teachers’ stories of extrinsic critical incidents in their careers. I shall argue throughout 

this thesis that it is certain social ambiguities that contribute to critical incidents, and that 

they are still relevant in teachers’ lives. Mills reminds researchers of the feminist slogan 

from the 1960s, which insisted on the fact that ‘the personal is political’ (1997: 79).

Pennycook (1994) contends that Foucault’s approach to discourse was ‘avowedly anti -  

Marxist’ (p. 126). In fact, Pennycook repeats, there is an absence of any root cause of any 

social phenomenon, in Foucault’s analytical approach, a ‘fundamental scepticism about 

the possibility of achieving certainty about anything’ (Lodge, 1985: 27):

Foucault’s approach, by contrast, avoids an ontological or teleological search for an 

ultimate determinant such as class or social relations of production and instead looks to a 

multiplicity of social, cultural, political, economic, technical, or theoretical conditions of 

possibility for the emergence of discourses. Thus the constraints on human freedom of 

thought are no longer reducible to the nature of ‘man’, to the sexual drives of the
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subconscious, or to the relationship to the means of production, but rather a product of a 

multiplicity of relationships (Pennycook, 1994 : 128).

Texts, as formations and/or productions, artifacts, also presuppose the intertextuality of 

texts. Lodge (1992) suggests: ‘Some theorists believe that intertextuality is the very 

condition of literature, that all texts are woven from the tissue of other texts, whether 

their authors know it or not’ (p.98-99). So for example, when sociologists like Whitty 

(2002) refer to ‘the ‘holy trinity’ of class, race and gender’ (p.6) the intertextual 

resonance dates back to the ancient biblical texts, the Nicene Creed in the Book of 

Common Prayer (1662) and Hymns with the ‘holy trinity’ of the ‘Father, Son and Holy 

Ghost’. Intertextuality escalates their sociological image onto a transcendent level of 

significance by alluding to a complex and crucial conceptual theological theory. By this I 

mean, no text is original as each text relates to some previous text.

Readers of texts, be they reading official policy, realistic narrative or researched recounts, 

will interpret and be interpreted differently. Readers will make different intertextual 

references, as Bowe and Ball (1992), suggest ‘they come with histories, with experience, 

with values and purposes of their own’. Writers of official policy, realistic narrative or 

researched recounts cannot ‘control the meanings of their texts’ (p.22). This 

understanding of the mutability of texts surely could be argued as one of the converging 

places of sociological and literary theory. ‘There is no privileged reading of any text’ 

(Stallings, 1995: 31).

Foucault (1979c:46) notes that ‘(t)ruth is of the world’ (cited in Mills, 1997:18) and 

Mills adds that truth ‘is something which societies have to work to produce, rather than 

something which appears in a transcendental way’ (ibid). Questions of truth can be taken 

as varying representations of reality specific to context.

Hoey (1996) advises that ‘the more we examine the facts of language use on a large 

scale, the more we shall uncover about how our language shapes our thinking for us’ 

(p. 163). If our thinking is shaped for us then according to Lodge (1985): ‘Language is the 

net that holds thought trapped within a particular culture’ (p. 141). Fairclough (1989)
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points out that ‘(e)ven when people are most conscious of their own individuality and 

think themselves to be most cut off from social influences - in the bosom of the family, 

for example - they still use language in ways which are subject to social convention’ 

(p.23). This culture specificity in multicultural society makes for ‘ambiguity [and] also 

suggests social preconditions for action on the part of individual persons; the individual is 

able to act only in so far as there are social conventions to act within’ (p.28).

Foucault reminds any teacher/research that there is no ‘innocence about the doing of 

research’ (Measor & Sikes, 1992: 230). For the purposes of my research and its analytical 

process I am arguing for at least two strengths when adopting Foucaultian modifications 

to positivism.

• Firstly, as Fairclough (1989) points out, while analysis in its essence requires 

development ‘collectively in some sort of group’, it can also be used in a ‘purely 

personal exercise’ (p.244). This is the dual motivation behind my research project. 

If I gain in knowledge, during the research process, about the powerful 

domination of some people by others through choices made concerning language, 

this for me personally ‘is the first step towards emancipation’ (p.233). The 

example given was between dissenting and authoritarian discourse. Later, in my 

professional capacity, I can take my thesis forward by sharing it with colleagues.

• A second strength of this type of analysis, Fowler (1996) suggests, is that the 

‘dialogue might be internal, for a reader, [but]...s/he will gain knowledge about 

society and its values by becoming aware of alternative beliefs’ (p.7). The internal 

awakenings are not always reflected in a thesis text, but the research process has 

ensured a similar experience for me.

Fairclough (1989) makes a pertinent and powerful assertion: ‘If one becomes aware that a 

particular aspect of common sense is sustaining power inequalities at one’s own expense, 

it ceases to be common sense, and may cease to have the capacity to sustain power in 

equalities, i.e. to function ideologically’ (p.85). Extrinsic critical incidents in teachers’
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lives may suddenly, like a flashbulb, turn this internal suspicion into an external reality. 

The internal contradictions between policy and practice cause personal and individual 

feelings of inequity that may become public and professional issues of injustice. Personal 

and professional development can occur through research processes, including social 

science analysis, which encourage the freedom to imagine and empower the 

unconstrained researcher. Fairclough (1989) suggests that interpretation depends on what 

he refers to as ‘members’ resources’. This is what ‘people have in their heads and draw 

upon when they produce or interpret texts -  including their knowledge of the world, 

representations of the natural and social worlds they inhabit, values, beliefs, assumptions, 

and so on’ (p.24).

Fairclough (1989) also contends that researchers have to overcome the axis which is set 

up between social positions and knowledge. Because those people in prestigious social 

positions do learn to operate formally he surmises that:

an easy conclusion for those who don’t [operate formally] is “I can’t because I’m not 

clever enough” rather than “I can’t because I’m working class”. Thus formality both 

restricts access and generates awe (p.68).

This insight is supportive for the novice researcher. As Mills (1997) says, hierarchical 

structures are still in operation within research paradigms so that even ‘if your research 

work is factually accurate or insightful, if it does not accord with the form and content of 

particular disciplines it is likely to be disregarded, or to be regarded as non-academic or 

popular’ (p.69). Hierarchy undermines the idealism that presupposes all research effort 

are worthy. Mills (1997) indicates the overriding ambiguous reality about institutional 

knowledge production: ‘Foucault questions the notion of creativity, arguing that it is rare 

for something original to be said, and even when a new idea is produced, it is produced 

within the constraints of what has previously been thought’ (p.73).

The concepts of ‘members’ resources’ (Fairclough, 1989: 24) and imaginative 

researchers relate to the combination of analytical procedures used in my research. In this 

section of the literature review chapter we have seen, with the help of Foucault and
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others, how some discourses, define our ‘sense of reality and our notion of identity’ 

(Mills, 1997: 15). Other discourses are also available as variants, for example, the tension 

between dissenting or authoritarian discourses. Fairclough (1995) notes that ‘discourse is 

the language used in representing a given social practice from a particular point of view’ 

(p.56). Thus, suggests Mills (1997), we go on to ‘map out for ourselves new terrains in 

which we can construct different and potentially more liberating ways’ (p. 15) in which to 

exist and complete our research.

Conclusion

Chapter 2 has considered a wide range of research on teachers’ lives. I have tried to 

synthesise and organise it in such a way as to acquire formal knowledge to become a 

‘referential support’ (Nias, 1985: 107). This enables progression towards a ‘subtle and 

complex’ (Rosen & Burgess, 1980: 4) interpretation of rationales for critical incidents in 

teachers’ lives.

I first gave a broad sweep across the literature on teachers’ lives. Then I reviewed four 

significant contributions to critical incidents theory: Waller (1932), Flanagan (1954), 

Measor/Sikes (1985) and Huberman et al. (1997). From there a working definition 

emerged of an observable human activity with definite consequences, from which 

inferences can be made. The literature supports the idea that critical incidents are a 

significant reality in teachers’ lives, but do not happen constantly. Workload and stress 

studies find teachers are working a ‘week at 52.5 hours’ (Naylor, 2001: 3) and this not 

only reflects an ‘overworked society’ (p.4) but ‘systemic inertia’, with a failure ‘to 

address the root causes of the crisis affecting teachers’ (p.7).

This chapter also suggests that teachers’ lives follow a progression in which critical 

incidents occur within critical types of intrinsic stages: the first three years into the first 

job, career moves, teachers at their peak, mid-career and pre-retirement. Research shows 

that the initiation stage of becoming a teacher is most critical as ‘(n)early 20 per cent of 

all first-year teachers quit’ (Schramm, 1996: 1), and ‘teachers most commonly leaving in 

the first three years’ (Newham, 2002: 5).
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Finally, it has been argued that teachers may see themselves are marginalised and 

oppressed by a hierarchical power system. Illustrations were given of individual teachers 

biographies and especially those occasions when they tell stories about critical incidents, 

because:

[i]f you’re not able to understand real individuals, you can’t understand what is universal 

and general (Gramsi, Letter to Tatiana 19 November 1928, in Lawner, 1973:136 cited in 

Riseborough, 1985: 203).

In my study, as a teacher/researcher, I have consulted a body of literature about critical 

incidents that have impacted on teachers’ lives. This has helped to focus the enquiry. As 

Hargreaves and Goodson (1996) have noted, ‘ ... it is the teachers who ultimately hold 

the key to the success of the educational enterprise and it is surely time that we began to 

see the world of schooling from their viewpoint’ (p.24). A by-product of reviewing the 

literature has been that I have scrutinised the methodologies used in previous research 

projects about teachers’ lives and I have presented the merits and drawbacks of numerous 

empirical studies, and explained why I found research on autobiographies most helpful.

This review suggests that knowledge of theories about teachers’ lives may help one to 

understand the competing discourses within perceptions of teachers and teaching. Some 

educators aim for a more ‘democratic professionalism’ (Furlong, et al., 2000: 174). But if 

teachers themselves feel marginalised and only part of the ‘mediating class’ (Durham, 

1978: 685), then the impasse that Riseborough (1985) presented will remain intact. 

Critical incidents and social ambiguities in teachers’ lives may always remain a tension. 

Only when teachers’ voices are an inclusive part of education research can the critical 

nature of their working lives be made explicit:

Teachers are not simply pre-socialised and selectively recruited agents of repression 

imposed on children from above by an arbitrary State power; they become what they are 

culturally through negotiation on the chalkface. It is hardly surprising teachers contradict 

themselves as they move from the educationalist context (that is the educational 

paradigm) to the teacher context (that is, a class context) (Keddie, 1971). It is a symptom 

of a teacher’s lived experience of a wider societal contradiction mediated on the 

chalkface (Riseborough, 1985: 245).
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Maslach and Lei ter (1997) have shown that when teachers must mediate between the 

social ambiguities of ‘human values’ and ‘economic ones’ (p.22) in classrooms, they 

burn-out after suffering critical incidents. In sum, the selected research illustrates that 

teachers’ lives can be seen as highly complex form of work. Drop-out or burn-out at 

times of crisis, such as teacher shortage, low retention and slow recruitment, highlight the 

critical nature of teachers’ lives.

;This literature review is a selection: it can only attempt to offer ‘snapshots’ (Weber &< 

Mitchell, 1996: 110) to capture some of the huge body of knowledge around my topic. It 

may have limited application to others, but it is principled in its choice by my generic 

claim of lived and vicarious experience as a teacher. That is to say, in this chapter some 

theoretical and conceptual tools and perspectives about teachers’ lives have been 

gathered and the two conceptual tools of critical incidents and stages, together with the 

modifying Foucaultian, put forward as useful elements on which to build the analysis of 

the empirical material presented in the following chapters.
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Chapter 3 -  Interviews 

Overview

This chapter reports on the sensitizing interviews I conducted in order to collect data 

about critical incidents in teachers’ lives. Firstly, I will explain how the interviews were 

conducted and analysed. The interviewee data is included as Appendix 2. Then I will 

provide in the chapter a critical assessment. Finally, the coping strategies of teachers will 

be given.

Method

Bums (1997) says that ‘the most important sources of information’ (p.372) are 

interviews. ‘Interviews’, he adds, ‘are essential, as most case studies are about people and 

their activities’ (ibid). The ‘questions were usually open-ended with a conversational 

tone’ (Bums, 1997: 373) and the answers enabled me to cross-check and ‘often to 

corroborate facts already gleaned from other sources’ (p.372). The research question for 

this first part of the study was broadly:

What sorts of incidents do teachers see as ‘critical’ in their professional lives?

In the interviewing context, Stake (2000) suggests that interviewing means gathering 

‘perceptions to clarify meaning’ (p.443). Accordingly, with interviews, I am starting the 

process of ‘verifying the repeatability of an observation or interpretation’ (ibid). I 

conducted life history interviews with eleven teachers. Their biographies provided me 

with data as they all were able to narrate an experience of a critical incident. The 

interviewee sample depended on existing contacts in my geographical location as I 

moved country. My intention was simply to draw on people willing to discuss their own 

life histories and critical incidents. For confidentiality, each interviewee has a pseudonym 

and throughout the thesis have been made anonymous. Thus ‘Hope’, and that name, with 

the page number from the interview transcript, will refer to the italicised citation in the 

data archive e.g. (Hope: 70). The following table summarizes the teacher interviews in 

the order they were undertaken.
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Table 1 -  Teacher interviews

Name Birthplace Age Teacher category Sex

1 Sue (2001) England 30 Secondary - English female

2 Joy South Africa 67 Kindergarten Head teacher female

3 Cleo .. Zimbabwe 67 Primary SEN female

4 Hope .. South Africa 40 Primary Year 4’s female

5 Viv .. South Africa 60 Secondary/Adult - Art female

6 Ted .. Mozambique 67 SecondaryTTeachers/University - Maths male

7 Di .. South Africa 64 Secondary - Art / Primary Head teacher female

8 Rob .. South Africa 70 Secondary/Teachers/ University - Prof male

9 Pete (2002) England 35 Secondary - Maths male

10 Des .. Ireland 40 Secondary - English / Head of Year 9 female

11 Mat (2003) England 37 Secondary -  Deputy Head teacher male

The interviewees reflected generally upon the personal and professional perceptions that 

they as teachers thought these ‘critical incidents’ had generated in their lives. All the 

interviewees had viewed a copy of the BBC Freshstart television documentary referred 

to in Chapter 1 (Thirkwell, 2000). Those outside the UK I supplied with a copy and asked 

them to view it before the interview to spark discussion. The interviews therefore also 

include comments from the respondents about the construction of their colleagues’ lives 

in the media. Not only have the local respondents viewed the documentary, but two of 

them, Mat and Des, had taken leading roles in it, while another, Sue, had been teaching at 

the Freshstart school during filming. The purpose of the semi-structured interviews was 

to cross-check an assumption, made originally intuitively by me but also located in the 

literature, that critical incidents emerge from competing themes in teachers’ lives and 

contribute to teacher attrition. Both my sensibility about critical incidents and the 

literature serve as referential support throughout this study.

The interviewing schedule included leading questions about critical incidents and other 

themes in teachers’ lives. By providing respondents with the conception of critical 

incidents that had been extracted from the literature, I was able both to share information 

and elicit information. With this symbiosis between researcher and subject, I was 

attempting to avoid the criticism that life history or biographical research is ‘something
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of a parasite’ as it depends ‘on someone being prepared to give an account of themselves’ 

(Measor & Sikes, 1992: 209). I also did not want to squander the time of the teachers that 

they had agreed to give me, without being reimbursed. I thus got straight down to what I 

perceived was important for the study.

1. Critical incidents. I told the interviewees about my own critical incident. I asked about 

things that happen at school which make teachers leave. For my teacher interviewees I 

also explained how this phenomenon has been studied and written about in the education 

research literature, see Chapter 2.

2. Stages. I asked what is it that makes some teachers persevere and others leave? How 

do intrinsic critical incidents fit in a life history? Are some career stages able to keep 

teachers more positive than others? What recourse is there for those teachers who reach 

stages of their professional lives when they feel ‘enough is enough’?

3. Idealistic teacher archetypes. I discussed with the interviewees the ideal which is 

supposedly the teacher’s chief humanitarian concern: to cater for the needs of each 

individual child. During some interviews I recalled Dead Poets Society with Robin 

Williams playing the part of John Keating ‘where an idealistic teacher stirs up the 

conformed waters of a 1959 prep school, inspiring his students to “suck the marrow out 

of life”. A wonderfully acted and beautifully told story of the quest to maintain your 

individual identity and follow your dreams’ (Weir, 1989). I asked if this is the ideal 

teacher, or should the teacher carry some responsibility for the pupil who, in the film 

committed suicide?

The original interview also included questions on management and organization, gender, 

professionalism and English teaching as a subject specialization, but here I shall focus on 

just the above areas.

The interviewees’ perceptions of their life histories and interpretations of critical 

incidents were helpful in three ways:
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1. Their comments provided both confirmation of and opposition to my own 

interpretations. The data served as a cross-check for my own perceptions and 

resulted in a reconfiguration of insights. For example, as a teacher, when I had a 

critical incident I felt both heroic and tragic. I wondered if it generally is true that 

teachers may need to become humble and admit that they made mistakes instead 

of bluffing themselves that they are totally worthy. One of the respondents did 

indeed state at the beginning of his interview: that teachers should be ‘humble’ 

(Ted: 91); and again at the end of the interview Ted said: 7  made mistakes ... and 

I  am not going to collapse because 1 am not going to try and blujf myself that I  am 

totally worthy, I am also trying to look at my weaknesses perhaps’ (p. 108).

2. During the interviews, I was also able to ‘tap the respondents folk knowledge’ 

(Ball, 1987: ix) about critical incidents and other important discourses in teachers’ 

lives and careers. Could competing issues have caused disjuncture in teachers’ 

personal lives and possibly caused critical incidents? The interviewees gave 

explanations about the particularities of their own life histories while sharing 

reminiscences and attitudes about their teaching lives. Similarities and differences 

in life histories coming from the range of teachers interviewed provide data that 

can be used for both proof and purposes of illustration. Richness in data was 

assured as the respondents were from two national contexts, thus representing a 

broad range of experience and culture.

3. The initial focus on my own critical incident and the BBC Freshstart television 

documentary (Thirkwell, 2000) was an icebreaker and overcame what Measor 

(1985) had found in her interviews, that ‘values, attitudes, roles and identity are 

things which are very difficult for people to talk straightforwardly about’ (p.72). 

Prompted by the BBC constructions of teachers’ lives my respondents reflected 

generally upon their perceptions of other teachers and their own professional 

failures and humiliations. In the sharing of information about teachers’ lives and 

critical incidents there was a simultaneous inclusion of other important issues.
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Each interview generated approximately 18 pages of transcribed data. After transcription 

of the tapes a crude index of teachers’ comments, was constructed so as to gauge the 

frequency of particular kinds of statements. The initial index included: critical incidents, 

stages, humanitarian ideals, management and organization, gendered profession, 

professionalism, English teaching and the BBC Television Documentary. The informants 

were divided into those teachers who did and did not leave teaching; and those teachers 

who did not see things in terms of critical incidents. Obviously not all of the supporting 

evidence can be presented since the thesis had a word limitation. The interviewee data is 

therefore included as Appendix 2. It has been the researcher’s intention to analyse and 

report faithfully what the teachers had to say about critical incidents in their lives. But the 

reality is that a research sociologist, as Measor and Sikes (1992) contend, is not a 

‘passive transcriber, nor a dispassionate observer’ (p.212). Therefore I self-consciously 

recognize that what I have produced is neither a passive nor a dispassionate text; yet my 

honest aim remains to produce a convincing account that provides supporting evidence 

for my thesis.

Critical assessments

The interview extracts in Appendix 2 demonstrate the interviewees giving explanations 

for critical incidents while sharing reminiscences about their lives as teachers. I have 

purposefully tried to present their responses holistically and thematically, as I wanted to 

avoid treating their teachers’ voices as mere ‘objects’ for research. The focussing 

questions I shall try to answer in this final section are:

1. Do teachers see critical incidents in their professional lives?

2. Do teachers continue to see and speak about them using terms like critical 

incidents?
3. Is there some commonality in the incidents that teachers see as critical and in 

their responses to incidents?

4. Do I think critical incidents are still relevant?

5. Why do some teacher’s leave and others continue and cope after such events

and how do those who stay manage to cope?
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Critical incidents and common responses

In general teachers do not speak about their lives and careers in terms of critical 

incidents. I had never heard of the concept until I arrived in the UK in 2000 and began 

my research. However, once my sample of 11 teachers were introduced to the idea, 10 of 

them quickly identified with the conceptual tool and used it to provide the rich and 

interesting data that I have summarized in Appendix 2. Mat was somewhat querulous but 

did use the term.

Most of the respondents agreed that critical incidents serve as flashbulbs or ‘the red light’ 

(Joy: 45) in teachers’ lives. For one it was when he ‘suddenly came down to earth with a 

bump ’ (Mat: 191). For three of the interviewees they had made them decide to leave the 

profession. One is undecided about his future but the majority, seven, have stayed on.

Every interviewee enjoyed some aspects of teaching their pupils and working with 

dynamic colleagues. Nevertheless, mediating on behalf of pupils is the most common 

cause of critical incidents’ bringing teachers into conflict with pupils, colleagues or 

ambitious, competitive parents. One interviewee described feeling that when teaching has 

begun to ‘eat into your life’ (Sue: 5) it is a critical sign. Another is currently involved in a 

critical incident that involves a mother who is ‘playing the race card’ (Hope:72). Some 

admit to a continuum of critical incidents, but find that head teachers can be most 

antagonistic. This might be, recall as Bryan (1995) has suggested, because: ‘Classroom 

discipline and control are no longer private issues’ (p.78). Yet teachers working in 

schools where there is a breakdown of authority are regularly told that classroom 

discipline is your ‘problem’, so ‘get on and deal with i f  (Hope: 78). Lack of effective 

autonomous leadership by head teachers and other gatekeepers in the system is often 

blamed for extrinsic critical incidents that cause teachers to leave the profession.

Finding commonalities in teachers responses to critical incidents is complicated if the 

significance of certain stages during teachers’ lives is taken seriously. The essence of the 

conceptual tool of stages was captured by the third interviewee, who said that ‘no teacher 

is at a perfect stage’ (Cleo: 62). However, every individual teacher will have a different
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response for a variety of other reasons besides the stage of their life and career. For 

example, the first interviewee was 30 years old and the youngest of the respondents. The 

others were in their 30’s and two 40-year-olds. While others were retired teachers with 

less humanitarian idealism and more exhaustion caused by the emotional labour of their 

job. According to the literature we might expect the first interviewee’s to be at the second 

stage of her career where she would want to ‘maintain an identity as a specialist’ (Sikes, 

1985: 47) by possibly becoming head of faculty. But, frustrated by the chaos at New 

School, she chose TESOL as a form of subject specialization that may open new doors to 

take her onto the next stage of an English teacher’s life. Both 40-year-olds are women 

with domestic priorities, while the 35-year-old man has half-hearted academic ambitions. 

Rob’s allusion to the fact that ‘seven years ... is biblically interesting’ (p. 127) confirms 

that knowledge about common experiences at certain stages in a teachers’ life cycle is 

important and may be viewed as a commonality (Sikes, 1985; Huberman, et al., 1997).

Emergent from the data were two themes that could also be seen as a commonality and 

may be the reason for the disjuncture in teachers’ lives: humanitarian idealism and 

emotional labour.

Humanitarian idealism

The second interviewee, Joy, maintained the need for teachers to put themselves on some 

kind of pedestal. Viv disagreed. Another said, emphatically, ‘teachers are on a pedestal’ 

(Rob: 125). In education there are buoyant martyrs and bland idealists but it is best that no 

one raises himself or herself or any one else onto a pedestal, as no one is perfect. Viv felt 

that schools, society and life could be related to the teaching of art, which is a messy, 

complex process. Viv was also suspicious of idealism. Yet, Des said that ‘you cannot 

shoot someone * (p. 162) for being an idealist. The third interviewee felt that teaching is an 

innate gift and a talent, ‘bom, not made’ (Sampson, 1921 cited by Sugrue, 1996: 160). 

She also maintained that an ‘air o f authority ... quiet control ... self-confidence’ (Cleo: 

156) were the best coping strategies. Many interviewees see teaching as a vocation or a 

‘calling’ (Pete: 144). Two interviewees who most closely identified with the idealism 

discourse had dropped out of teaching. They were Des and Joy.



64

Emotional labour

This theme was well represented during the interviews. A summary of one interview 

revealed that teachers live with fears about their lives, both in terms of media humiliation 

and political or professional condemnation. 7  am working with people who are 

frightened to be a teacher* (Sue: 7). Empathy or metaphorically being able to walk in the 

shoes of one’s students and colleagues is a trait that ‘comes naturally in any case' (Joy: 

40) and was a very emotionally taxing characteristic when classes are too big and the 

context too challenging. One interviewee thought that her work meant *to teach the 

children' (Hope: 88), therefore your job is done if you have taught well.

The politics of a ‘Freshstart school that affected a lot o f teachers personally and 

professionally' (Sue: 14) was felt to be unjustifiable. The consequences of stressful 

situations in the working conditions that cause teacher drop-out were felt to be well 

understood, as was the political manipulation behind many education initiatives designed 

to foster ‘professionalism’. The political aspect is a negative and extrinsic part of 

professional organizations when used as stepping-stones for promotion; and this 

perception causes tensions for teachers who mingle with statutory groups such as unions. 

There is also a difference and incongruence in the way individual teachers define 

professionalism: from professionalization as defined by statutory bodies -  i.e. 'the unions 

and the professions' (Rob: 131), ‘teachers colleges, educational institutions ... and from  

the public expectations' (Ted: 96). These institutions are the ‘voice of technical 

competency’ (Goodson, 1997:140) and the ‘directive teaching culture’ (Burgess, 2001: 

208) regulating and constraining teachers’ lives. Lack of authority, with control in the 

hands of other gatekeepers, seems to mean that teachers, like the pupils, have to sit ‘up 

straight’, button their lips and have ‘eyes forward’ (Robertson, 1996: 49). The entire top 

down approach demands emotional labour when teachers mediate the commands from 

above to their pupils in some very challenging contexts and circumstances.

Teacher attrition

The competing discourses of humanitarian idealism and emotional labour may be one 

reason why teachers leave. However there is no simple answer to the fifth focusing
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question: Why do some teacher’s leave and others continue and cope after such events 

and how do those who stay manage to cope? Every individual teacher’s story illustrates 

why some leave, why some continue and how the survivors cope. The conclusion I draw 

from these focusing interviews is that the majority of teachers engage with critical 

incidents and stay on in the profession. My hunch that critical incidents would cause a lot 

of teacher attrition was not supported.

However, in a qualitative research design such as this, the complex symbiosis of the 

themes is evident from the individual voices and stories told by the teachers. This data set 

begins to illustrate the competing issues inherent in the respondents’ biographies. The 

purpose of the semi-structured interviews was to check my sense about representations of 

teachers’ lives and critical incidents from the literature review and my experience. I have 

also cross-referenced them with some of the literature. ‘Multiple perspectives’, says 

Stake (2000: 443), allow for increasing validity and reliability albeit within ‘the 

complexity of changing situational contexts’ (Bums, 1997: 322).

The diversity of the interview data summarised in Appendix 2 illustrates the wide range 

of perceptions and indeed the error of making narrow representations about critical 

incidents in teachers’ lives. The value of flexibility in the critical incident approach 

proved it to be a sensible research focus during the interviews. The validity and reliability 

of the data are suggested above. The reminiscences prompted by my interviewees provide 

a rich description and broad representation of the sorts of critical incidents that do exist in 

teachers’ lives. Moreover the interviews do suggest the competing themes of 

humanitarian idealism versus emotional labour can be blamed for some of the critical 

incidents which caused teachers (here Sue, Joy and Des) to leave the profession. Schools 

were shown to be obstructed by the divisions in society, which are replicated in the 

violent subculture that was experienced by Sue, Mat and Des. Ted remained in the 

profession, but admitted to having spent his teaching career challenging the system in an 

effort to speed up change. The relevance of the critical incident concept is that it allows 

teachers to discuss themes and issues of their lives which are having an effect on their 

status and commitment.
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The interview data illustrate multiple perceptions and one of them is that teachers feel 

that they are humiliated when they are blamed for the ills of society. Despite the travails 

of teaching, seven of the eleven teachers interviewed continued in their careers because 

the motivation to stay on is that being a teacher is a worthy vocation. Teachers actually 

do make a contribution in society as some of the literature in Chapter 2 vouched for: 

‘Ultimately, dignity comes to be found in the dirt; to have the moral qualities to be able to 

handle the dirty work respectable society wants handling’ (Riseborough, 1985: 243).

Coping strategies

The following can be extracted from the interviews.

1. Teachers can try to train their minds not to think about school when they leave it. Having 

separate compartments in their lives and an out of school life is one coping strategy (see 

Cleo, p. 164).

2. Teachers who are (or see themselves as) firm, structured and transparent in all their 

teaching practices have little to fear from inspections or being checked up on by the 

hordes of gatekeepers (see Hope, p. 167; Des, p. 185).

3. Teachers must believe that they are tough and strong characters. Consequently, because 

they are not run of the mill people, they will metaphorically and strategically ride the 

waves of critical incident challenges in order to cope and survive in a complicated 

profession (see Viv, p. 169; Joy, p. 183).

4. Instead of taking the establishment response and blaming the pupils for their problems, 

teachers might rather do battle with the system as a strategy to cope and force the positive 

change to occur (see Ted, p. 171).

5. Teachers can also cope better by acknowledging that their lives and careers may be 

passing through various stages (see Rob, p. 176)

6. Ambition and seeking promotion is a coping strategy (see Mat, p. 188).

7. Changing teaching subjects, classes and even schools is an antidote to boredom, besides 

being a coping strategy (see Rob, p. 174).
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8. Teachers who maintain a passion and enthusiasm for teaching are able to cope better (see 

Rob & Di, p. 175; Joy, p. 183).

9. Quitting secondary school teaching is also a coping strategy (Sue, p. 181).

10. A final coping strategy is religion broadly defined. Some teachers like Cleo clarify their 

teaching lives in a vocational spiritual sense: ‘It was a gift but also a calling’ (p.64). Also 

when I asked Des if teaching was a calling, she agreed, saying that I don’t think that you 

can sustain it otherwise (p. 182). Interestingly, other teachers have shared something 

about a spiritual dimension to their lives. There is supportive research that teachers with 

strong religious convictions are survivors. ‘Religious teachers reported lower levels of 

burn-out than non-religious teachers, thus demonstrating the effect of religious belief as a 

buffer’ (Pines, 2002:136). Similarly, Nias (1985) indicates that teachers seek out 

referential support often from ‘religious views’ (p. 110). Teaching is, she suggests, a 

commitment to ‘pursue humanitarian ideals’ (ibid.: 116) and can be connected to religious 

beliefs. What Saint Paul wrote in his letters encourages teachers to develop coping 

strategies that may overcome the disjuncture that permeate their lives:

We also boast in our sufferings, knowing that suffering produces endurance, and 

endurance produces character, and character produces hope, and hope does not disappoint 

us (The Bible, Romans 5 verses 1-11).
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Chapter 4 -  Participant Observation 

Context

Two years after the school in central London, referred to in Chapter 1, which began with 

a Freshstart in 1999, I became an English teacher within it, and also it was agreed a 

researcher, making observations. This was as a result of my earlier interest in the school 

and its need for staff. The head teacher responded positively to my letter registering an 

interest in being one of his teachers (28/06/01). I was offered a post as an instructor for 

one term initially which I accepted and the following paragraph is from the letter sent by 

the LEA to me.

I am pleased to offer you a fixed-term appointment to the post of full time instructor at 

New School, with effect from 1 September 2001. You are being appointed because o f a 

short term teaching need at the school and this appointment will automatically come to an 

end on 31 December 2001 unless your contract is terminated before this date (17/07/01).

Thus, the four months of intensive teaching/researching were from 1 September to 31 

December 2001. The research questions I sought to answer were the same as when I 

talked with teachers in the previous chapter, but also particularly interested in critical 

incidents in the day-to-day life of the school especially in the light of the highly 

constructed BBC television documentary. I sought a fuller picture of various critical 

incidents and events (see next chapter).

Bums (1997) states that the ‘major problems associated with participant observation are 

concerned with potential for bias’ (p.373), and to negate this he advocates that the 

researcher ‘stands aloof from the case being investigated and eschews group 

membership’ (ibid). My research training and absence from secondary classrooms for 

two years and eight months ensured that previous close involvement with pupils who 

have always held my immediate empathy and interest had now largely shifted to teachers. 

I tried consciously not to ‘assume advocacy roles detrimental to unprejudiced reporting’ 

(ibid). Stake (2000) adds that there are problems with studies ‘that prevent the researcher
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from ‘whistle-blowing’ or that limit the exercise of compassion’ (p.448) and it is both of 

these aspects that I kept constantly in mind.

An independent stance, however, is in conflict with the need that teachers have for 

collegiality. I had to decline out-of-school social invitations, which guaranteed aloofness 

with colleagues, because time had to be spent on preparation, marking and writing 

fieldnotes. As an English teacher I was an ‘insider’ of a group that makes up the largest 

profession in the world, but as an OTT and foreign fee paying international researcher I 

was an ‘outsider’ (Hitchcock & Hughes, 1989: 32), from a country other than the UK. 

‘Othering’ according to Mills (1997:106) is part of Foucaultian vocabulary where texts 

are written about one country when the writer comes from another homeland. Being the 

other or/and outsider meant I was different and there was, I presumed, an automatic 

aloofness by local colleagues towards me and the other OTTs.

It was a challenge to survive as a teacher/researcher at the chalkface in what one 

journalist, proclaimed was the tenth worst performing school in the country. 

Documenting the ordinary was the most time consuming part of data collection. The data 

archive from which I attempt to answer the research questions includes the following:

•  fieldnotes comprising 65 pages (roughly 60,000 words) about my colleagues, and in

particular four who were my special research focus;

•  fifteen staff bulletins issued weekly;

•  three newsletters from the head teacher’s desk issued irregularly (September and 

December 2001, February 2002);

•  two head teacher reports (17 October 2001 and 24 January 2002); and

•  one OFSTED inspection report (15 November 2001).

I analysed the data in the same way as the interview transcripts. With the help of a crude 

index, I highlighted and gauged the frequency of particular kinds of evidence. I was 

looking for an emergent argument that emanated out of the themes and issues which now 

included: critical incidents, stages, humanitarian ideals, emotional labour, English 

teaching and the BBC Television Documentary. My aim was to teach alongside inner- 

city school teachers in order to investigate these many issues and themes. However, here
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I have had to focus and look singularly at critical incidents. This reduction may mean 

some of the sense of complexity in teachers’ lives, which is originally what I set out to try 

and convey in my research gets lost. But, I still want to describe how various issues and 

themes cause tensions in teachers’ lives, thereby attempting to overcome what Lortie 

(1975) proclaimed: ‘Schooling is long on prescription, short on description’ (p.vii).

I had been away from secondary school classrooms for nearly three years and my 

research training, especially in social science methods, equipped me to handle a difficult 

teaching terrain. Nevertheless within days my prior absence from school seemed only a 

brief momentary lapse and my pupils almost resumed central place in my life. Cazden 

(2001) suggests that ‘(t)eachers have to make many demands on students, demands both 

to act in certain ways and to refrain from acting in other ways’ (p.39). She adds that 

‘speech events’ are the

collaborative work o f two or more persons. In this sense, school is always a performance 

that must be constituted through the participation of a group o f actors. Teacher and 

students may have different visions of how the performance should be performed, so the 

teacher assumes the dual role o f stage director and chief actor (2001: 40).

Cazden’s sociological language could be the same as an English teacher’s while 

exploring Shakespeare or other fictionalized drama in class. Cazden also refers to 

Lortie’s (1975) ‘apprenticeship of observation’ and how ‘the traditional lesson acts as an 

idealized script in the teacher’s head’ (Cazden, 2001: 40). The aggressive and ongoing 

drama, which may also be called extrinsic and intrinsic critical incidents, contained in my 

fieldnotes (hereafter FN: these are given in brackets and with date) focuses on the 

interactions with pupils. Inevitably my research interest on teachers’ lives took a 

secondary place, as I struggled to accommodate the demanding collaborations of this four 

month teaching period. The classroom factors with which I had to come to terms 

included:
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1. Increased pupil numbers. The first section of the head teacher report (24 January 2002) 

‘on the progress and development of the school’ mentions the increasing numbers of 

pupils on the school roll (p.l). In May 2001 the school roll was 587, by October 2001 

there were 689 pupils, whereas in January 2002 there were 708 pupils.

2. Fluctuations in pupil roll. As OFSTED noted: ‘over 60 pupils have joined the school this 

year [2001] since September in Years 8 to 11’ (p.2). This made for inconsistent class 

registers but at one time I counted and 'had responsibility for 174 pupils across eight 

classes' (FN, 3/10). In another era, it could be presumed that ‘no teacher meets with more 

than 80 pupils in a week’ (Hargreaves, 1997b: 113).

3. Ethnic mix. The student population was 45 per cent white and 30 per cent black 

(OFSTED, p.2) while the remaining 25 per cent can be gauged by the eight languages in 

which pupils sat for GCSE exams: ‘Arabic, Bengali, French, German, Italian, Spanish, 

Turkish and Urdu’ (newsletter, September 2001: 8). The European languages may well 

have been taught as the more commonly learnt second languages.

4. Ratio of boys to girls. There were a significantly larger number of boys than girls at New 

School. In fact 434 boys and 274 girls or 1:1.6 (Head teacher report, 24 January 2002: 1).

5. Poverty. 334 out of 708 pupils were eligible for free school meals.

6. Special needs. There were 28 students with SEN Statements and 225 pupils with special 

needs but no statement (p.3).

In this chapter I shall focus on four teachers, three of whom continue to be teachers. The 

exception is Ms PE, who left New School after one term. I will refer to each teacher by 

his or her abbreviated subject specialization or administrative position, indicating what 

issue or theme his or her teaching demonstrates. Identifying one issue per teacher is only 

a heuristic device, as teachers obviously do not operate with only a single theme in their 

heads. But presenting data requires this conceptualised and referential framework and for 

each teacher some issues and themes are more obvious than others in their lives. The 

following table summarizes some details of the four individuals I observed.
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Table 2 -  Teacher observations

Abbreviated name and role Lessons 
taueht oer 

week

Tvoe of critical 
incident

Staee 
in career

Gender

1 Ms PE - Physical Education 26 Personal 1 female

2 Ms ART - Art/LSC/NQT 24 Intrinsic 1 female

3 Mr T - Head of Technology 24 Extrinsic 2 male

4 Mr HT - Head teacher +/- 6 Extrinsic 4 male

Other teachers and staff members, designated by their initials, will also necessarily be 

included as the specific critical incidents for the four teachers’ are presented. But before 

beginning with Ms PE’s critical incident, which shows the violent school environment, 

and because collegiality is important in teachers’ lives (Talbert and McLaughlin, 1996), I 

want to mention more about the general staff atmosphere and context at New School.

There were 101 people on the staff list in the autumn term 2001: 49 were teachers, 34 

teaching over 20 lessons a week. (Twenty-six lessons is the maximum contact time out of 

30.) Of the 15 teachers who were teaching less than 20 a week, one did five and two did 

eight.

Mr HT, had one of the lighter teaching loads but was in control of this inner-city school 

and as the leader and manager was occupied often in setting the tone and context for 

Freshstart. On the second day of the autumn term ‘Mr HT welcomed Ms PE who is a 

netball specialist from abroad, only here fo r  a term to start with’ (FN, 4/9). The arrival 

of Ms PE, who was young, energetic and with a bouncy blonde ponytail, was a relief for 

Mr HT. He had announced before that another Australian ‘was not coming back and so 

had not lived up to his contractual obligations' (ibid). Having Australian citizenship 

myself, I was interested and curious to be joined by Ms PE. There were five new teachers 

from my other homeland, South Africa, and one from New Zealand who was also acting 

Head of Drama. Another New Zealander had joined New School earlier in the year and 

another Australian ‘been acting Head of Media since the beginning of this term’ (staff
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bulletin, 19 October, week 8: 3). Thus, there were a total of ten teachers/instructors from 

overseas - a fifth of the teaching corps - and all teaching over 20 lessons a week. We 

were being ‘being offered “fast track” [to] QTS (Qualified Teacher Status) to support 

[our] overseas qualification and this [was] endorsed by the Head and Chair of Governors 

on behalf of the school’ (Head teacher report, 17 October 2001: 5).

However, in the next report some people (24 January 2002: 5) were still categorized as 

‘unqualified teachers, eight full-time and 12 part-time’ and were being paid on 

instructors’, not teachers’ salary scales. On my final visit to New School on 1 March 

2002, seven months after beginning the fast tracking for QTS, the ten OTT (Overseas 

Trained Teacher) status was unaltered. My last visit was to be observed teaching by a 

TTA (Teacher Training Agency) representative as part of the QTS (Qualified Teacher 

Status) bureaucratic process. (I failed to complete, as the head teacher later refused 

permission for a final classroom inspection.)

OTTs might be seen to be undermining the local lobby for better wages and working 

conditions. A letter about the miserable remuneration packages for teachers in general, 

written on 21 November 2001 from the LEA Chair and sent to the Secretary of State for 

Education and Skills, was shared with staff in their weekly bulletin. It was about the cost 

of teachers’ salaries in the borough supposedly going up by more than 8 per cent in the 

last year. The letter asked for a fair financial deal from the government and contested its 

funding strategy for 2002/3 (30 November, week 14: 8):

In this context we find it amazing that the Government appears ready to accept research 

which has concluded that teachers’ pay has fallen in this large city by 4 per cent 

compared to the rest o f the country. I know that we in this borough are not alone in 

asking you to challenge that data which appears to us skewed by both the high turnover 

among teachers in the city and a small sample size. I would urge you to look urgently at 

this matter. If there is no change in the Government’s position, the likely result for the 

borough’s schools is a funding cut next year of £3.5m.

The big group of ten OTTs was economically expedient for New School, as the budget 

monitoring summary sheet records staffing as the highest expenditure (Head teacher
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report, 24 January 2002: 14). Similarly, Swientozielskyji (1995) reported that some 

schools find that ‘salary expenditure’ can account for ‘85 per cent of the total budget’ (p. 

83); therefore, paying ten instructors rather than teachers helped New School. The 

OFSTED report stated that the ‘school has set a balanced budget for 2001/02 but 

continues to have a deficit of more than £0.5 million ... The burden of this deficit is 

evident in resource shortages in some curriculum areas - and this is having an impact on 

the quality of pupils’ experiences’ (p.6).

Despite the financial ambiguities which stratified teachers/instructors and influenced the 

working conditions of their lives, Mr HT appears proud and supportive of all his staff and 

in the third paragraph of the September newsletter wrote the following to parents and 

carers about his teachers:

The school continues to be fully staffed by graduate teachers who are specialists in their 

subject areas, right across the curriculum, and this is again a considerable achievement 

and boost for morale, as this is undoubtedly one o f the worst periods for teacher 

recruitment in the city that I have experienced in my career.

In the same newsletter, under the headline ‘News from the Heads o f Faculty', the Head of 

PE wrote: ‘We have been able to bring in a good quality female member of staff, Ms PE. 

This addition to the staff has allowed PE to become single sex, boys and girls being 

taught the same curriculum, but separately’ (p.6 & 7). It was therefore sad that, although 

Mr HT reported ‘we have been delighted with the start Ms PE has made and the speed 

and certainty with which she has settled to her duties’ (17 October 2002: 3), and although 

she was being paid less than most of her colleagues, as one of the OTTs, she would 

become the target of pupil violence.

Personal critical incident - Ms PE

Every Monday and Thursday New School colleagues had a 10-minute briefing at 8:35am 

in the staff room. Ms PE’s critical incident happened on 9 November, a day after the two- 

day OFSTED inspection.
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‘Well apparently a horrible thing happened on Friday to the Australian Ms PE. She was 

head-butted by a pupil in Year 11. Two teachers saw it happen and it was mean. M r HT  

was so overcome in the staff briefing today that he looked as though he was going to cry 

and he said, ‘ Well done, Ms PE, you are very brave to have come to school today’ (FN, 

12/ 11).

The critical incident occurred while Ms PE was on lunchtime corridor duty just outside 

the girl’s gym hall.

‘At the staff meeting Mr HT said that the head-butter would be permanently excluded. 

Another teacher said that M r HT had also actually been there and had been called by her 

and the Head o f  PE, who was also there. Mr H T advised us to avoid isolated situations 

with the students as what happened to Ms PE just rocks people to the core. The case will 

be presented to the chair o f  governors tonight. Also that means staff must be very vigilant 

with duties as it was another teacher who first saw the problems’ (FN, 15/11).

Later in the term, at the end of the month of November, more details about the head- 

butter’s conviction were shared with the staff.

‘Other news was that the head-butter goes to court tomorrow. At the moment he is 

pleading guilty but they suspect that tomorrow he will plead not guilty so that he can take 

advantage o f some plaintive story. And then key witnesses are to be brought in, one o f  

whom is M r HT, who was on the scene. The bail conditions are that he may not be 100 

meters from the school and staff is not allowed to talk/communicate about him to parents 

teachers etc as that might also affect the witnesses. If anyone sees the head-butter M r HT  

is to be told immediately. M r HT feels that it is a mark o f progress that we as a school 

have presented a rock-solid front on this and that the school has been taken so seriously 

by the police. He also thanked Ms PE again fo r  her courage. So we as staff have to 

remember no talking about head-butter to anyone’ (FN, 29/11).

In the staff bulletin of week 13, issued at the time of Ms PE’s critical incident (p.3), there 

was a police appeal about another attack by pupils on teachers:

Following the incident outside school on Monday 1 October, during which a window got 

smashed, the police are appealing for witnesses. The incident occurred at about 3:25pm
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and involved a couple o f boys with catapults. They were firing stones at pupils, parents 

and teachers and although many people saw them, they need a witness who saw them 

firing the stone that smashed the window (23 November).

Ms PE’s personal critical incident, in the turbulent context at New School which in itself 

was undergoing an extrinsic critical incident as a Freshstart school, was underscored by 

the daily classroom dramas which required tough and strong teachers. There were 41 

pupils (36 boys, five girls) on fixed-term exclusions between 1/11/01-18/01/02 and the 

head-butter got a permanent exclusion soon after (Head teacher report, 24 January 2002: 

7). The day following his attack on Ms PE when I visited the head teacher’s secretary I 

saw 'the police were at school taking the testimony o f the young Ms PE who was head

butted by one o f the senior boys' (FN, 16/11).

Ms PE never took a day off school and remained buoyant although rather atypically 

subdued. In November she taught all of her 26 lessons a week and was allocated 14 credit 

points for the highest number of covers, a total of seven. In December Ms PE was 

‘attending all week - Monday 3 to Friday 7’ on the ‘Year 7 Residential Course Outdoor 

Centre’ (staff bulletin, 30 November, week 14: 7). At the end of term she decided to 

return to Australia. In his farewell speech at the Christmas party 'Mr HT said goodbye to 

Ms PE and said that he fe lt really ashamed at what had happened to her and that she had 

been so brave’ (FN, 21/12). On the surface it appeared that Ms PE might not have seen 

the head-butting incident as critical, but in retrospect it will be interesting to know how 

she incorporates the experience into her biography.

In sketching the incident, I have also described the context of New School. The violence 

that some of the interviewees from Appendix 2 experienced when they were teaching at 

New School, prior to my participant observation, continued as a daily part of their lives. 

My retelling of Ms PE’s story makes clear what a central part Mr HT played as stage 

director and chief actor. In a context where ‘assaults on principals went largely 

unreported because they were accepted as part of school life, especially in the inner 

cities’ (Saunderson-Meyer, 2001: 18) teachers at New School were fortunate that Mr HT
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cared to pursue convictions against criminal behaviour. He also chooses to ignore 

government demands for inclusion of disruptive students.

Mr HT’s story will be returned to in later sections, but for the meantime we turn to look 

at seven teachers at New School in five different stages of their careers.

Teachers at different stages in their careers

Stage 1: Ms Art

Ms ART was a recently qualified NQT and coping very well with the first stage of a 

teacher’s life. I was able to observe Ms ART at the biweekly tutor group meeting, as she 

was responsible for the 9As. She impressed me with her confidence and optimism when, 

during the training day on school development, she volunteered to be our spokesperson.

'Then we went into groups and discussed problems and the Head o f Year 10 kept saying 

he was a parent himself, and the Head o f  Year 7 became quite negative saying regressive 

education is now focusing on results, knowledge and skills, so vision is actually never 

achieved. Ms ART then did a nice chart with our aims and purposes' (FN, 4/9).

I also noticed her at another occasion, an INSET on Behaviour Management Strategies, 

which was run over four 45 minute after school sessions by a person from the borough’s 

privately run education authority (staff bulletin, 21 September, week 4: 7). During this 

session, Ms ART, using PowerPoint to enhance her presentation, explained about the 

Learning Support Centre that she had responsibility for. 'Silly time at INSET although Ms 

ART and colleague did a nice little thing on the LSC, brave young teachers' (FN, 8/11).

Ms ART used to accompany her SEN pupils to their classes occasionally for support. 

One day she came to English. 'Year 7 ’s were okay and Ms ART fronted up to support a 

pupil and that was good. They wrote for 20 minutes and then we read fo r  about 20 

minutes as well and it was generally calm’ (FN, 11/12).

Ms ART was often at school very early, sometimes in the dark, and we used to be in the 

photocopy room together and have a quick chat. Her teaching passion was appealing and
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her colourful art classroom was above mine, so from below I would often hear the music 

and happy thumping of creative teaching and learning. I was genuinely surprised when 

she was one of two recipients to be awarded NQT status, as her capable teaching seemed 

to belie the enthusiastic and youthful stage of her career. Ms ART was confidently 

cruising through her initiation stage, where disciplining and motivating pupils is of 

primary, critical concern.

Stage 2: Ms M H

Subject specialization often characterises the second stage of teachers’ lives: between 28- 

32 years old. Ms MH, the drama teacher and colleague, was only teaching five lessons a 

week at New School because she was ‘seconded fo r  three days a week to develop drama 

across the borough’ (newsletter, September 2001: 6). She had an office at New School, 

working closely with the acting Head of Drama from New Zealand and a select group of 

pupils. One such group performed Macbeth in The Shakespeare Schools Drama Festival, 

2001, where the ‘aim is to bring the curriculum to life’ (staff bulletin, 14 September, 

week 3: 18). Later in the year MH was invited with her group to perform for the Year 9s 

who were studying Macbeth for their SATs. The production was brilliant as was her 

crowd control.

‘The assistant Head o f English reminded everyone o f the Macbeth in P3+4 and that some 

Year 10s would be performing...The Macbeths were great except that a sort o f  

congestion occurred afterwards with some o f my pupils behaving really badly and so I 

took them into the meeting room fo r  an impromptu revision test on Shakespeare’s life’ 

(FN/3/12).

Stage 3: KH, MB and PG

The third stage of teachers’ lives is between 30-40 years and is a time of moving up the 

career ladder. Three teachers at this stage have been promoted at New School since it 

opened in 1999. KH, who was a senior teacher, was later an Assistant Head teacher; Mat 

or (MB), who was a Maths teacher and Head of Year 7, was an Assistant Head teacher, 

but in 2003 he has become a Deputy Head teacher at another school; while PG, who was 

Head of Music, had become Head of Arts and Media. On a personal and domestic level
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PG has become a happy family type and was one of the NUT union representatives. 

‘Then Mr HT spoke to us about the union's reps coming to him: PG (who had a baby 

girl this weekend) and the Head o f Year T  (FN, 24/9). PG and MB, embody the accrual 

of personal power and political status through union membership to further their 

professional teaching careers. This ambition is obviously their coping strategy.

Stage 4: Teacher/Researcher

The fourth stage of teachers’ lives is between 40-50 years, which Sikes (1985) records ‘as 

traumatic as adolescence’ (p.52). I represented this stage at New School and my 

autobiography and researcher ambitions bear testimony to how I am trying to overcome 

what Sikes recognizes from other teachers’ stories as being a stage of needing to adapt to 

a ‘plateau in their life career’ (ibid). Rather than being one of those ‘cynical and bitter’ 

teachers who Sikes identified as ‘stagnating rather than generating’ (p.54), I set out to 

change the course of my teaching life career by doing research and writing a thesis.

Stage 5: JO

The fifth age group is between 50-55 and is the pre-retirement period. JO, who was the 

Head of Maths when New School began in 1999, has now taken a step down and back to 

being a classroom Maths teacher. I felt closest to this colleague, although I have not 

maintained any contact since I left New School. She had a fund of anecdotal information 

to tell me about the Freshstart. JO and I attended year-group meetings together and had 

the most challenging tutor groups, Year 9Gs and Fs.

'The meeting ended with a cloudburst and so I went upstairs and watched the hail with 

JO, who said that her basement cleaning exercise had not worked so well, as her little 

grandson was having three birthday parties this week fo r  his third birthday! So that was 

sweet and she was making cakes' (FN, 1/10).

And the following month 7  met JO ’s little grandson, when she gave me the 

“Successmaker” lesson plan fo r  Year 7’s which we prepared together fo r  OFSTED’ (FN, 

6/ 11).
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With the return of a colleague from maternity leave, JO was expecting to lose her Maths 

classes and to concentrate on the computer-assisted literacy/numeracy package called 

‘Successmaker’. She was also very helpful with the Year 10 coursework, which we word- 

processed in her IT classroom. JO has a very active out of school life with children, 

grandchildren, theatre-going and an offer to develop curriculum overseas. She spent some 

of the mid-life, mid-career years abroad as a Maths co-ordinator on Saint Helena. 

Although one of her dreams was to complete a Ph.D., she has no regrets about her 

teaching life, as being a teacher had been worthwhile.

The passage of these seven New School teachers through the professional life cycle finds 

them coping with five intrinsic critical incident stages, as I have tried to report: Ms ART 

with passion; Ms MH embraces change; KH, MB and PG through ambition; I myself 

through research; JO by compartmentalising her life into school and out of school 

commitments.

Extrinsic critical incidents -  Mr T and Mr HT 

M r T

In this section a teacher’s action to resolve the challenges of teaching is suggested, as he 

demonstrates humanitarian idealism. However, my data suggests that it is a short-term 

coping strategy.

During my participant observation, it was announced on the second day of term that ‘we 

would have a staff briefing fo r  the next four days because o f the building problems' (FN, 

4/11) and two days later, in this meeting, 7  sat next to Mr T who told me that he had 

taught abroad in South Africa and his parents were from Jamaica but he was largely a 

city person’ (FN, 6/09). Immediately we established a pattern of rapport, albeit based on 

rare contact as, apart from staff briefings, I infrequently went to the staff room. I have 

recorded a particular collaboration with Mr T: at ‘break playground duty I  joined another 

colleague outside fo r  rounding up pupils and saw the Year 9s performing so badly in 

Technology that I  went to fetch Mr T, who asked me to bring him the school 

photographer's schedule’ (FN, 5/10). That day had been interrupted and colleagues were 

told: ‘The pupils’ photographs will commence with Year 7 at 9:30am and carry on from
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there. A runner will be sent to your class; please accompany your class to the hall and 

remain with them until they are finished’ (staff bulletin, 28 September, week 5: 3). Mr T 

was late for his class because of the photographs but often seemed a little off-task and 

forgetful.

The idealism that is manifest in Mr T ’s friendly and open character appears in writings 

for the school communiques. The OFSTED report had shamed his faculty for pupils’ 

GCSE examination results. ‘For example, the results in design and technology were poor, 

with many pupils failing to achieve a grade as a result of inadequate or non-existent 

course work’ (p.2). Mr T admits the problems in 'News from the Heads o f Faculty’ 

(newsletter September 2001: 7-8), but in his writing he remains idealistic and optimistic:

Welcome back -  I would like to draw your attention to a famous quote by President 

Lyndon Johnson: ‘There are no problems we cannot solve together, and very few that we 

can solve by ourselves’... In the technology department we value the very essence of 

Lyndon Johnson’s statement. I can tell you we have had to face our share of problems, 

and yet we have pulled through. Our technician left ... not because he was burnt out 

physically but to enroll at Middlesex University to ... become a Textiles Technology 

teacher ... As I have written in the past, results do not come easy. We need your help to 

improve our teamwork ... If a student thinks or behaves as if they are the entire picture, 

then they will naturally never see the big picture o f high achievement or decent results 

required by you as parents, prospective employers and the government. The truth is that 

in technology, teamwork is at the heart o f great achievement.

Mr T conveyed his idealism and esprit de corps beyond the Technology Faculty. He 

appeared buoyant and optimistic, while writing of the opposite:

I saw an unusual headline advertisement in a magazine; I am going to share it with you: 

Pessimism is a very easy way out when considering what life really is, because 

pessimism is a short view of life .. .if you take the long view I do not see how you can be 

pessimistic about the future of the world. Robert Davies.

Mr T went on to define pessimism:
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According to the Oxford Dictionary pessimism means to be gloomy or expect the worst. 

Some students are burdened with this attitude when they arrive at school and take it out 

on their peers, or teachers. Some staff feel pessimistic when they are trying to deal with 

certain classes, workload or just basic surviving day to day (newsletter, February 2002: 

8).

He cajoled Year 1 Is into productivity:

Situations in life are normally 90% attitude and 10% circumstance, rarely the other way 

round. Whereas GCSEs cannot guarantee a happy life, at least when you are going for a 

job or college place in this country and they ask you for the grades you can say with pride 

exactly how hard one worked (ibid).

Mr. T’s humanitarian ideals are similar to those shared by many teachers in their life 

histories and are a consistent coping strategy in some teachers’ lives. ‘He thinks of 

himself as the gardener who will nurture learners and help them to bloom’ (Sugrue, 

1996:166). Mr T’s mannerism and presence at school had an infectious quality that was 

encouraging and uplifting without being sentimental or romantic. In a last tribute to this 

strong teaching personality I include what Mr T wrote to parents:

I was taught to believe that a successful organization values the art o f communication. 

Naturally being in partnership with you and your children requires the utmost clarity as 

far as communication is concerned...Communication is essential to our well-being 

(newsletter, December 2001: 6-7).

Such teachers’ ideals are not reflected in the bigger picture of the world in which schools 

operate and working conditions for teachers emanate - as the next section suggests.

Outside/extrinsic factors

After my first day at school I recorded the following:

‘The reception area is being painted. The school is still a building site. A big Victorian 

block in the middle has been removed, there is a tall yellow crane, two tractors and lots 

o f rubble around the old 1960s boiler chimney which has asbestos in it. I walked around 

the back to the basketball courts. Also I found the four demountable classrooms where
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either science or technology is now being taught. Then the Finance and Premises 

Manager called out to me. It is from her that I must get the P46 and keys next Monday. 

She was wearing a red safety helmet to comply with Health and Safety and she said that 

we are not allowed to walk through the middle o f the school fo r  a while. She gave me a 

bit o f  a tour and then left me at security in reception while she talked to some o f her site 

assistants. There was an engineer, talking to her. Later she said to me that he was the 

authority engineer come to check on building progress. The English staff room was too 

hot, very untidy, boxes o f  books all over, crammed with two TV and video sets on wheels, 

a broken OHP and not very organized chaos it seemed’ (FN, 29/08).

There was definitely a feeling of deja vu amongst teachers who had been there from 

1999. They continued to teach in the same building-site chaos as in the previous years.

Upon returning to school for the first day of the Autumn term in 2001, staff had a 

‘training day on school development’ (staff bulletin, 14 September, week 3: 5) delivered 

by a consultant. The meeting started in the hall with noisy builders outside. My fieldnotes 

provide evidence of the outside factors which effect teachers’ lives and which are 

referred to as extrinsic critical incidents.

'We talked about education being the transition from childhood to adulthood. But by 

9:50am the drilling noise was so bad as the builders smashed down the stairway that we 

broke up fo r  tea and at 10:15am asked the librarian if  we could shift into the library, 

which we did’ [later in the meeting] ‘M r HT informed us that Health and Safety officers 

required assembly in the gym hall. One o f  the PE teachers warned that the floors had just 

been lacquered, so to be careful with chairs. The Administration Block will be out o f  

bounds tomorrow when the pupils return fo r  their first day o f the term and fo r  a while 

thereafter’ (FN, 4/09).

Problems with institutions that sometimes cause extrinsic critical incidents, like 

Freshstart, had challenged three former head teachers in New School and remain for Mr 

HT. Teachers need classrooms to teach the pupils who learn in them, and the lack of this 

basic resource affects many lives. The head teacher’s report on buildings and premises 

suggests continuing broken communication between institutional authorities.
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The Governors will no doubt be aware of the serious difficulties that the school has 

encountered with the progress of the new Technology Block and the new Sports Hall. It 

is the Head teachers understanding that the new Technology Block has been delayed due 

to the failure of the borough to release monies for the second stage of the building 

programme at the rear of the school, and this is currently running three months behind 

schedule. It is also the Head teacher’s understanding that the progress of the Sports Hall 

at the front of the school has been delayed due to a dispute between the borough and the 

Water Authority regarding the location of a mains sewer beneath the proposed Sports 

Hall development. This stage of the development is running approximately four months 

behind schedule (24 January, 2002: 1).

Mr HT included a copy of the letter from a New School governor to the Architects’ 

Department in which there were strong words like ‘mismanagement ... significant and 

repeated delays to the works...repeatedly failed...cancellation of scheduled meetings at 

short notice...negotiated timescales’ and finally a ‘breakdown of communication within 

the partnership arrangement between the school and the borough council’ (p. 17). 

Partnerships fail because organizations lack communication. This breeds distrust and 

destroys collaboration. Failed school, local authority and government partnerships 

seemed to be affecting teachers’ lives at New School every day in 2001.

Amidst school building chaos there was another extrinsic critical incident during my term 

at New School. There was an anxious atmosphere in the time the Secretary of State for 

Education referred to as After the events o f September 11. The media, especially 

television, were giving intense coverage, to ‘many searching examinations of the state of 

the world and the division between cultures’ (Vidal, 2002). A letter was sent to all head 

teachers in England which was shared with staff at New School in the weekly staff 

bulletin. It was addressed to ‘Dear Colleague’ (19 October 2001, week 8: 4):

I know that the events of September 11 generated new pressures on teachers, support 

staff and pupils and I just wanted to thank you for your hard work to create and keep a 

positive atmosphere in your school. Children and young people often bring tensions from 

their homes and communities into school with them and this can affect not only 

themselves but also the atmosphere of their class. I appreciate that you and your staff will
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have needed to work hard and respond sensitively to every question raised by pupils as 

well as to calm their fears. I am sure parents and pupils will also be grateful for the 

understanding staff have shown at this time. Please pass on my thanks to all your staff for 

their efforts and thank you once again for your own hard work in difficult circumstances.

On 29 November, New School also received a letter from the Mayor of the city about the 

problem of ‘bullying’ and the fact ‘that Muslims and Asians feel under threat from a 

backlash against their communities’ (newsletter, December 2001: 13-14). It continued:

I know that schoolteachers in a city that is home to a substantial Muslim population and 

around half of all Asians living in Britain are very sensitive to this situation. I want to 

offer my support to the teaching staff who are doing their best to encourage tolerance and 

understanding. I would particularly urge schools to emphasise the important contribution 

that Muslims make to our city, and ask you to assist myself and other agencies in 

discouraging racism and intolerance towards Muslims. Underlying respect for all faiths 

cannot be more important than at this time...Whilst recognising the need to avoid 

exaggerating this problem, there is a need for every institution in the capital to take it 

seriously and nowhere can this be more important than in our schools where the next 

generation is learning to live in this diverse city [which] is proud of its diverse peoples 

and faith groups. Its diversity is a source of strength and offers positive teaching and 

learning opportunities.

The letter also said that the problem ‘extends beyond Muslims living in the city, with 

Sikhs reporting abuse aimed at them because of their beards and turbans’ (p. 13). The 

media’s focus on the ‘war on terrorism’ in Afghanistan after 11 September 2001 filtered 

into classrooms for the whole of my teaching and participant observation research that 

term.

During the 1995 Croatian Serbian conflict in Kosovo ‘planes dropped about 500 bombs’ 

(Chomsky, 2000:134) and in 2001 assisted with ‘244,000: the number of cluster bombs 

the ... Air Force claims it dropped in Afghanistan’ (McLaughlin, 2002:6). Within the 

history of warfare I wondered how the Mayor expected teachers to pacify and placate 

their students while others were arguing about the current ‘imperialist slaughter in
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Afghanistan’ (Spartacus Youth Group, 2002:1). War generates money for countries with 

huge arms industries. Refugees with their children are victims of war. These children 

were at New School and in its classrooms. It was my perception that as my colleagues 

and I taught these children in these situations, we lived between competing value systems 

and divided loyalties both in the microcosm of school and the macrocosm of a violent 

society. ‘[T]he issue of refugees and asylum seekers has become entangled with outrage 

at the increase in terrorism in the modem world. Even educated liberal Britons find 

empathy difficult. In the “war on terrorism” asylum seekers have become the “them” who 

are against “us”’ (Vallely, 2003:3). New School’s history included, according to Brennan 

(1999), a ‘reputation for being for refugees’ (p.29) and of having ‘a large number of 

refugee children’ (p.26). The majority of my Year 10 class was Muslim. One girl was a 

refugee from Kosovo and another, from North East Africa, possibly Somalia was 

illiterate.

Apart from the extrinsic events connected to terrorism, for me as a teacher and for my 

colleagues, the Year 10s were the dominant focus. They were being prepared for their 

GCSEs. These were important for their individual job opportunities, growth and 

development as well as for the school’s performance on the league tables. In 2000 only 5 

per cent of pupils had gained A-Cs in the GCSE exams, ‘making it the tenth worst 

performing school in England’ (Woodward, 2000a: 2).

There were 26 students in my Year 10 class. Their history at this Freshstart inner-city 

school had been fraught and was now continuing within a violent and explosive world 

situation and internal UK xenophobia. This was matched by the ongoing building 

problems. Knowing their Freshstart biographical background helped me empathise and 

understand the Year 10s whom I was teaching.

1998 the Year 10 class for whom I was responsible were then Year 7s, in their first year 

at secondary school, and the decision was made to close their school, so throughout that 

year they were taught that they belong to a failing school. All their teachers’ lives were 

affected, as they were made redundant so had to find new jobs. The head teacher was
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replaced. During this year the new head teacher and some of his staff were in and about 

the school making plans to change everything for the Freshstart.

1999 the Year 10 class were then Year 8s, in their second year at secondary school but 

the first year of the new educational reforms. Their old failing school had a new 

Freshstart name, and there was a new head teacher and a whole team of newly appointed 

teachers. The school grounds were a building site, there was no timetable, let alone 

classrooms, and film crews with the cameras from the BBC were there, filming what the 

newspapers reported was ‘gripping sensational television: the death of a dream in two 

hours’ (Woodward, 2001a: 2).

2000 the Year 10 class were then Year 9s, in their third year at secondary school with 

their fourth new head teacher. The television documentary was viewed by the nation in 

the first month of that year amidst furious public legal battles. The governors of the 

school feared it would stir up more trouble, not only for the tarnished image of the 

Freshstart school but also for the bereaved and restless community. In the press,

solicitors explained why: ‘A Somali refugee pupil at the school, , was murdered two

weeks ago during the summer holidays, allegedly by a gang of Afro-Caribbean youths. 

Arrests are likely soon’ (Woodward, 2000b).

2001 the Year 10 class, all 26 of them, now with very poor learning and teaching 

experiences within the school, have their Freshstart high school careers at stake. They 

are faced with yet another new, nervous teacher speaking odd-sounding English (to their 

ears). I kept saying GSCE instead of GCSE. As an OTT what did I really know about the 

National Curriculum and the new Literacy Strategy?

Why was I nervous? I conclude this short history of these Year 10s at New School by 

mentioning just two reasons from baseline data for my anxiety:

• There were the behavioural challenges of local gang warfare that led to deaths, violence 

represented in the television documentary, and ‘knife-point sex attacks on girls in the 

school’ (Guardian, 1999).
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• There were the pedagogical challenges of having 46 per cent of the students with special 

educational needs, and 61 per cent with no English as a first language; and the average 

CATS [new version of IQ tests] (21 September 2001, week 4:2) score for the class was 

82. Only two students scored above the national average, which is between 90 and 110.

Freshstart and the other extrinsic critical incident of 11 September 2001 affected 

everyone at New School: teachers, pupils and parents. The Year 10s and I started 

teaching and learning together on 5 September 2001. Six days later, the World Trade 

Centre tower in New York was destroyed. A few days later one of my Year 10 girls from 

Pakistan stopped wearing her head covering, and when I commented on the fact, she said 

something about American boys are killing Muslim girls and she did not want to be 

identifiable. Two months later, in a class discussion, I found out more about the Year 

10s’ religious affiliations. Half were Muslim and a quarter was charismatic Christians.

‘My colleague and I had a little talk this morning and she said that she was a sociologist 

for life and now there was a Labour Party conference and they were not even talking 

about the war' (FN, 2/10).

At one staff meeting the Head of Year 7 announced that there was to be a demonstration 

in Hyde Park at midday on the 13th against the war for the NUT members' (FN, 11/10).

Ms PE with her personal critical incident, set alongside Mr T with his humanitarian 

idealism, both exemplified strong personal ideals set in a tense atmosphere, both in the 

school and in the world. Partnerships are thwarted by distrust and lack of communication 

as Mr T reminded the New School community (see p.82 above) in the newsletter 

(December 2001: 6-7). I turn now to report on how Mr HT copes with critical incidents.

Mr HT

He who has already been shown to be integral as the stage director and chief actor at New 

School, embraced his job with all his energy and emotions to try to overcome the 

disparate context. He seemed to exemplify many of the coping strategies identified at the 

end of the previous chapter. In this chapter I have drawn upon the methods he used to 

communicate consistently to the school community: a twice-weekly staff briefing, 

through newsletters, staff bulletins and head teacher’s reports. All this promoted efficient
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liaising and building of relationships with colleagues. His management and leadership 

style seem crucial for any interpretation about coping strategies to resolve critical 

incidents in teachers’ lives.

Mr HT seems to be everywhere and to know all about everything. He was unequivocal 

about his position: 7  run the school’ (FN, 26/11). This role is illustrated in the following 

vignette.

‘Well, Mr HT was really unhappy in the staff meeting today. He said that there were 

three people late at lessons in Period 3 last Thursday. We have to clear out of the staff 

room quicker and improve on staff punctuality. He also handed out labels for us to 

change the tutor times today. The Head of Year 7 told us about the Year 7s' residential 

next week Mr HT also said that the staff bulletin is private - only for us teachers and not 
parents, governors or students. He said, 7 run the school.’ He said that he doesn’t 

welcome governors’ intervention. We are going to have our Christmas party with another 

of the governor’s connections on Monday 17th December. The men also teased each other 

about the rugby loss against South Africa on Saturday. Then Mr HT said again that he 

ran the school and not the governors. I asked a few people if they knew what he was 

talking about, but no one knew’ (ibid).

One of the Freshstart criteria for the head teacher is dynamic leadership and Mr HT 

exemplified this at New School. However, he always collaborated with his group of 

actors as he verified in the media: ‘A good school has: enthusiastic and committed 

teachers, supportive parents, motivated pupils’ (BBC News (b) 2000).

A particular feature of Mr HT’s style was his involvement with the pupils. Although he 

did not teach many classes, he was often in the corridors and in classrooms. I was very 

anxious for my first class but was consoled in a staff briefing.

7 sat next to a colleague who asked if I was nervous and I said ‘yes’. Mr HT said that we 

must be very firm with the children and could call him for anything. No referral room 

today. ‘Flagrant disobedience’ would not be tolerated. We were not to let go of the reins 

and we were to establish routines' (FN, 5/09).
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Later in the third lesson it was time to teach ...

‘ ... and I went up to have my first class with the Yr 10s and it was hectic. We got the files 

done and read through the course work and I got the letter order of GCSE wrong. Also 

went through the classroom rules and Mr HT came in as well. One pupil had barely sat 

down without his uniform and I told him to get rid of his gum so he sauntered up to the 

rubbish bin. I went to the back of the classroom, then sent the pupil out but he stayed 

around for a bit then disappeared. Luckily that was just when Mr HT came in but I had 

already sent the pupil out so Mr HT went to find him and bring him back and he admitted 

to the graffiti I had found on his desk’ (ibid).

The pupil was excluded for at least a day and this early mediation on my behalf 

confirmed for me that Mr HT was an effective leader and manager of people who stood 

by his teachers and knew his pupils.

Another way that Mr HT got to know the pupils in New School was by running a 

Saturday morning head teacher’s detention. On one such occasion, 22 pupils were to 

attend, eight of whom I taught; in fact six of the twelve Year 9s at detention were in my 

classes (staff bulletin, 2 November, week 10: 3). Mr HT was supportive of teachers’ 

concerns about pupils, as he supervised detention and knew the troublemakers. If 

detention seems Draconian it may be due to the fact that OFSTED identified behaviour as 

a key issue: ‘improve pupils’ standards of behaviour and their attitudes to learning’. It 

was also one of two key issues deserving the highest commendation of ‘good progress’ 

(p.5-6). Two other key issues got ‘reasonable progress’ (p.4 & 6), while one - teaching - 

got ‘limited progress’ (p.5). One key issue was not evaluated: this was the budget, with a 

‘deficit of more than £0.5 million’ (p.6).

Another forum where Mr HT got to know his pupils and his teachers was when he was 

school camp organizer or ‘Party Leader ... attending all week’ (staff bulletin, 30 

November, week 14: 7) at the Year 7 and 8 Residential Courses. Afterwards,

'the staff meeting was the usual, Mr HT saying he had had the best week since he had 

been at the school with the Year 7s and also that it was a good centre, the kids enjoyed it
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and he thanked us for our support and the support from the accompanying staff. The Year 

7s benefited both socially and educationally apparently’ (FN, 10/12).

The Year 8s went later to the ‘Residential Team Building Course at an Outdoor Centre 

outside of the city. The idea of this programme is to strengthen friendships, work 

collaboratively with each other and generally to have lots and lots of fun’ (newsletter, 

February 2002: 5). Beforehand Year 7 and 8 pupils enjoyed

the visit of an instructor from the Outdoor Centre who brought an exciting video showing 

the activities...The staff and students are looking forward to the opportunity to build on 

the good relationships already made and to create a better understanding between all 

(newsletter, December, 2001: 3).

Bromcom looks like a cheap laptop and is carried by all teachers. It is the electronic 

registration completed in each of the six daily lessons and tutor group. It replaces the 

manual class register. Bromcom gives rise to many problems. A colleague who was Head 

of Maths in the winter term of 2001 commented:

‘ The thing that is the major strength of New School is the goodwill of the teachers. For 

example, the Bromcom that doesn ’t work. Other teachers would have thrown them on a 

pile in the staffroom and said that the technology must be fixed up before they use it. But 

we don’t* (FN,9/11).

Despite the goodwill, Mr HT needed to be firm and authoritative with both his pupils and 

staff. Head teachers and inspectors are amongst the hordes of gatekeepers in teachers’ 

lives. Before the OFSTED inspection Mr HT reprimanded us during a staff briefing, as 

my fieldnotes record:

'We got a real drilling by Mr HT and it was basically about three main things: referral 

system, Bromcom and punctuality. About the referral system: only 70 per cent of teachers 

are writing incident reports after sending the pupils to referral room. Yesterday five 

teachers did not write incident reports on the referred students. Bromcom: yesterday 

three teachers did not do their Bromcoms. If Mr HT can follow these things up then the 

inspectors will see through them as well. And Mr HT is still going into classes and seeing
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teachers teaching with kids having coats on in class. He kept saying ‘colleagues, we are 

professionals and we have to have high professional standards’. On Monday there will 

have to be faculty meetings to get things straightened out. Punctuality: there are about 33 

kids persistently late and their parents are condoning it, so the parents who are lying in 

bed are going to be targeted now. I f they are 10 minutes late they are not allowed into 

lessons and will go to Mr HT in an old maths classroom and then parents will be invited 

to come and see him. We must mark them absent. This is a hard-nosed attack and one 

Assistant Head teacher has warned him that he must be careful with some parents. We 

have to prepare OFSTED lessons 2-6 on Tuesday and 1-4 for Wednesday. Mr HT said 

that he will ply them with coffee for as long as he can but these inspectors are as crafty 

as he is, so we must be ready. At 2:00pm on Wednesday they will give a report to the 

governors and senior team. We must be sure to have all our books marked, tomorrow we 

will get the baseline data on our kids and we must also be seen to be doing the 

differentiation. We are introducing the minor assessment period also which means we 

must give a mark soon. So to sum up: the coats, Bromcom, punctuality, referral system 

and all have to be done and we must keep our side of the bargain up as best we can’ (FN, 

1/ 11).

Mr HT is a gatekeeper and he is in control, but he combines this with caring, and despite 

strong, authoritative language, is respected by the teachers and the pupils.

Discipline and Punishment - OFSTED

OFSTED reported that progress was ‘good’ in the key issue of ‘rais[ing] pupils’ levels of 

attendance and improve punctuality’ (p.6). However, the inspectors noted that the 

‘implementation of the electronic registration system suffered technical difficulties last 

year’ and that during ‘this visit some lessons began late as pupils, and occasionally staff, 

arrived after the publishing starting time...In one class seven pupils arrived well after the 

start of the first session’ (ibid).

Later the Head of Year 10 confessed to the staff in one of the 10-minute briefing 

meetings that this had been in his lesson. Despite such a failure ‘good progress’ (p.6) was 

the judgement made by the inspectors on this key issue. The Head of Year 10 wrote: ‘As 

levels of attendance and punctuality continue to improve and standards of behaviour
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improve, there is an increasing emphasis on achievement’ (newsletter, December 2001:

4). In other words, another key issue was to ‘improve the quality of teaching’ (p.4) and it 

was this area that New School, and therefore the teachers, scored the lowest progress, 

which was deemed ‘limited’ (p.5).

At senior and middle management level ‘the school [did] not have an effective system to 

judge what proportion of the teaching is satisfactory, good or unsatisfactory’ and in the 

classrooms ‘the overall quality of teaching has changed little. Just over three-quarters of 

the teaching was satisfactory or better. The proportion of good or very good teaching has 

improved to about a third of lessons’ (p.4). Mr HT spelt this out in a staff bulletin: ‘Just 

over 75 per cent of lessons were satisfactory (same last time), with 33 per cent good (25 

per cent last time). The quality of learning i.e. progress [achievement] is related to the 

quality of teaching. It will only be possible to improve pupils’ progress through good 

teaching’ (16 November 2001, week 12: 6). ‘Lessons are planned for three levels of 

ability, but show low expectations’ (p.5). It did occur to me that with a third of the 

teachers being OTTs they might be skewing the evaluation and could be blamed.

The names of the minority group of teachers doing good or very good teaching remained 

unknown. I was inspected in the third lesson of the first day:

‘The library OFSTED class went okay except that there was no white board-marker and 

everything else went to plan except that she asked one pupil a question though he had 

been absent all of last week. Another pupil was being impossible. I said (None' for 

support in my lesson preparation but o f course the Library and Resources person and the 

Library Assistant were there, and then the former gave a speech on the Christmas book

mark competition which I put up on a whiteboard and got them to write in their 

homework diaries. The boys were let go last and were all good. I asked the female 

inspector for feedback and she said curtly that there was none on a 20-minute inspection, 

so I left' (FN, 6/11).

I still do not know how my teaching was graded, but read later in the press that the head 

of OFSTED who is involved in ‘an overhaul of school inspections...also admits some
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school inspectors were rude to teachers in the past’ (Woodward, 2001b). The anxiety that 

is generated in teachers’ lives by OFSTED was a totally new experience in my teaching 

career. As part of the educational reforms these inspections are a legal mandate and 

subject teachers to regimes of accountability and imposed discipline. In the spring term of 

2002 the press announced that New School ‘was passed fit by school inspectors’ and it 

was ‘providing a good education in challenging circumstances’. As it is no longer on 

‘special measures’ (Woodward, 2002), the teachers are presumably satisfactory and no 

longer can be judged as showing only a ‘limited’ improvement in the quality of their 

teaching (newsletter, December 2001: 4). This was good news. After all, Mr HT was 

proved correct: as he used to say in staff briefings, ‘Colleagues, we are professionals 

and we have to have high professional standards' (FN, 1/11).

The seriousness with which Mr HT regarded punctuality and attendance is vouched for 

by his using the Education Welfare Officer at New School to ‘deal more speedily with 

chronic absences through the court proceedings’ (Head teacher Report, 24 January 2002:

5). The threat to the community of legal action is taken earnestly at New School. There 

was also a twice-daily reminder of the consequences to me personally and the pupils who 

used the public transport buses. We drove past iHM Prison Mansville and then HM  

Prison Womansway’ (FN, 8/2) to school and then back home again. (Pseudonyms have 

been given to the prisons.) At a Year 9 bi-weekly, after-school meeting that I attended 

for my tutor group, the Head of Year told us that

‘students with chronic absences [two boys’ names were mentioned whom I taught] have 

got parents who, when the school Education Welfare Officer goes to check on them, the 

Mom says she does not care and so then she can get a £4000 fine or get to go to prison 

for three months! So that was interesting. Then the school Education Welfare Officer has 

to take her to court’ (FN, 1/10).

I found the twice-daily sight of the prisons increasingly distressing during my participant 

observation. Every day when I looked down at Womansway from the bus I often 

wondered if some of my pupils’ mothers were inside. Later, passing Mansville I 

speculated when the head-butter would get to be behind bars.
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Conclusion

This brings to an end the participant observation chapter, which has linked four 

individual teachers to the themes and issues that have been pursued as important in 

teachers’ lives during my research. I will conclude by drawing out the critical incidents 

from the day-to-day lives of some of the teachers at New School that I observed. My time 

as a teacher/researcher at the school served as a reality check to the BBC television 

documentary which had been my first introduction to Freshstart. This chapter has 

foreshadowed what I will present in Chapter 5.

The OTT, Ms PE’s critical incident showed the violent context and the individual and 

personal courage needed by teachers to cope with physical abuse. Within a supportive 

environment controlled by Mr HT, who embraces the new trend of zero tolerance, Ms PE 

was helped to continue teaching albeit only until the end of the term when she returned to 

Australia. In the meantime her coping strategy appeared to be contemplating departure 

from the profession in the UK. The fact that she was an OTT complicates any final 

conclusion. After Ms PE’s departure from the UK, the criminal charges against the head- 

butter were dropped.

Ms ART’s apprenticeship as observed began with a youthful sense of enthusiasm and 

commitment to her career, dispelling beginner-teacher fears that the traditional and non- 

traditional teaching lessons cannot be united. Her focus on the needs of the SEN pupils 

was a calculated strategy to wrestle with the demanding daily challenge in NQTs’ lives: 

maintaining discipline and motivation in classrooms.

Mr T’s idealism shows another crucial side to teachers who often use it as a coping 

strategy. By writing in the school publications, which were instituted by Mr HT to help 

communication, Mr T inspired both pupils and colleagues, despite his technology 

department being shamed by the gatekeeper OFSTED. His charisma and optimism 

buoyed everyone along.
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Mr HT exemplified the emotional labour inherent in teaching. His professional life story 

is able to demonstrate this theme. At school he carried the interests of both his 587/708 

pupils and his 49 teachers, while he also took responsibility for mediations with outside 

statutory bodies. He was everywhere and knew everything. By transparent written 

communications in 15 weekly staff bulletins, three newsletters issued irregularly, two 

reports and interpreting one OFSTED report, Mr HT facilitated great leadership and 

communication acumen during multifarious partnerships with pupils, teachers, parents, 

carers and the statutory bodies. The latter, it must be said, did not always appear to have 

the interests of pupils or teachers as their first concern.

However, although every teacher in the school demonstrated one or more of the main 

themes in this thesis, I began to modify my argument to see these themes only as a 

conceptual strategy for ‘superimposing researcher order and rationality upon the often 

chaotic personal world’ (Benyon 1985:164) of teachers’ lives, a point I shall return to in 

the concluding chapter.

In Chapter 5 ,1 will give an account of the BBC television documentary as an exemplar of 

the way media constructs critical incidents in a school and teachers’ lives and how, 

through such constructed accounts, we come to understand our lives, and our decisions, 

as triggered by incidents.
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Chapter 5 -Television documentary 

Explication

This chapter aims to present analysis and interpretations of the television documentary 

introduced in Chapter 1, referred to in Chapter 3 and 4 and presented in Appendix 2. 

Initially I had hoped to use this text as a central source of data on teachers’ lives, focusing 

on critical incidents, but this was naive because like all television it was so constructed by 

its authors, the BBC. Nonetheless this chapter is devoted to it because it does offer 

contributions to public understandings of how teachers’ lives, failing schools and 

management of staff, are represented by the educational media. The chapter will discuss 

the production of the television documentary, the product itself, and give some indication 

of how it was consumed by the public. At the outset I want to stress that this is not a 

media studies chapter, but rather a discourse analysis of a television documentary that 

arguably used ‘critical incidents’ in teachers’ lives to drive its narrative forwards.

A central theme in the television documentary was the series of statutory decisions 

(authoritarian) that caused a (or a series of) extrinsic critical incidents for the head 

teacher. These resulted in the worst year of his professional life, and finally caused him to 

drop-out. Compounding his problems was the presence of the BBC crew, which was 

gathering so-called newsworthy items for public consumption while deriding the teaching 

profession. If the question for this chapter is:

How do the media construct public representations of critical incidents in teachers’ 

lives?

Then the short answer is that they leave the statutory decisions made by e.g. the 

politicians, educational administrators, policy makers and bureaucrats, left out of the 

picture and put all the blame for the failure of the bungled educational reform initiatives 

on to the teachers, especially the Superhead and particular individual teachers. But deeper 

analysis of the television documentary suggests it does include some representations, 

which do reflect disjunctures in teacher’s lives.
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The documentary as a whole represents often idealistic teachers attempting to execute 

emotional labour with colleagues and pupils in raced, classed and gendered positions that 

are difficult and complex. Many teachers are shown having critical incidents, and 

younger teachers are shown employing coping strategies that are different from those of 

older teachers. The Superhead is the central focus of the television documentary, but one 

Maths (Mat - interviewee 6) and two English (Des - interviewee 7) teachers’ lives feature 

prominently. Their lives are constructed by BBC in a way that can have multiple and 

ambiguous interpretations.

Production

Selling television productions to make money by increasing sales is fundamental to the 

BBC enterprise. But there were problems to do with the propaganda potential of this 

particular media production, which has meant that it is now largely inaccessible. There is 

a copy of the television documentary available at the institution of my research, though 

informally catalogued with a reference number of J2421. But it is not commercially 

available from BBC. It is one of a so-called ‘trouble’ series, by an executive producer 

who focuses on exploitative work related business documentaries. The BBC makes these 

documentaries into videos to release and sell for education and training purposes, e.g.:

• ROPE AROUND THE NECK: Superhead takes on failing school.

• BACK TO THE FLOOR: Find out what a business is really like-spend a week with the workers.

• BLOOD ON THE CARPET: Tales of corporate bloodshed in the world of big business.

• TROUBLE BETWEEN THE COVERS: Follow a publishing firm through a tough first year

(Thirkwell, 2000).

But unlike most of the other ‘Trouble’ programs, this one has not been subsequently 

released, nor are any transcripts or other information available from BBC.

It was reported at the time of the screening that:

Governors at New School...are embroiled in a furious legal row with the BBC over a 

new fly-on-the-wall series...The city law firm Goodman Derrick [says the] series was 

damaging, distorted and inaccurate.. .He also claimed that broadcasting the series would
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be highly irresponsible as it follows just a few weeks after the murder by a gang of one of 

the school’s students -  a Somali refugee (Woodward, 2000b).

The BBC ignored the warning and the presentation of the television documentary to the 

nation went ahead.

The three episodes of the television documentary each take two hours to view. I have 

watched the recorded copy many times. I have also made an audiotape, which I then 

transcribed in full (see Appendix 3 - Table 4). To present the content, it has been divided 

into three separate columns so that alongside the spoken content is an image description 

together with a line reference. For practical reasons, this being a written thesis, I provide 

supporting evidence in the following way with extracts from the transcript. Pseudonyms 

have been given to all the characters, for example the Superhead SH (Sam Hind) and N 

(Narrator) and abbreviations to camera shots (such as CU (Close up) and LS (Long shot)) 

which are explained after the extract. Below for example, is the start of episode two:

IMAGES LANGUAGE Line
Numeral 2 in metallic blue, flame Female voice: The challenge of putting hopes and dreams into 650
coming from right top comer, hits practice now on BBC. 651
it, explodes and disappears left 652
CU of the Superhead + the N: The government has engineered a new species of Head teacher. 653
Secretary of State for Education Sam Hind [pseudonym] is a Superhead. The embodiment of a 654
+ lots of happy students posing controversial government initiative to transform our worst 655
for cameras + photographers. schools. His first term started a week late after the local 657
Flashback shots of parents, authorities ambitious rebuilding program overran. The building is 658
students arriving on first day, still unfinished, the timetable is in disarray. And the school is 659
grading tractor, fencing put up as about to face a discipline crisis. 660
scaffold, pouring concrete, BBC
TD logo: grafittied white letters
on blackboard background

Pan camera scans, sweeps, follows, tracks or traverses the scene
CU close up shot
MS medium shot
LS long shot
CS crane shot, from very high, possibly from a helicopter camera
Mix blends, combines, merges and interweaves images
VO voice over, no image but a background voice is heard
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As Fairclough (1995) stresses, the media aims to inform and entertain. We shall return to 

this in later sections, but first we need to deal with the issue which is important in any 

media production: the positioning of the addressee (i.e. who is the intended television 

audience). How do linguistic choices attempt to align the reader/hearer/viewers with a 

particular point of view?

The narrator in the television documentary, the actor Brian Cox, is projected as the figure 

of authority. We never see him but the voice over has the ‘authoritativeness of the 

language work[ing] together with the authoritativeness of the image’, as the above extract 

shows. ‘The audience is projected as receptive, waiting to be told, wanting to know’ 

(Fairclough, 1995:4).

The next extract, which is from the first episode of the television documentary consists of 

‘declarative sentences-statements’ for example the school ‘is the subject of a daring 

experiment’ and ‘is about to become a guinea pig’ (Fairclough, 1995: 3). These are 

sensational sentences and

statements about what will happen in the future...[such] categorical statements are part of 

how a relationship between the [narrator] and the audience, and social identities for [the 

narrator] and the audience, are established at the outset of the programme. The [narrator] 

is projected as a figure of authority, someone who knows (has the “facts”), and someone 

who has the right to tell. The authoritativeness of the language works together with the 

authoritativeness of the image - and the delivery, which is measured, emphatic and 

serious (p. 4).

Fairclough (1995) adds that there is also within the narrator the element of the ‘media 

artist entertaining the viewer as consumer’ (p.7).

The attention grabbing features are thus a state school as a ‘guinea pig’, the dramatic idea 

of a ‘daring experiment’, the lure of monetary rewards as the government is giving £8 

million, and the shock that Superhead is being paid £70.000. Images of Sam Hind as the 

Superhead also, according to his wife, ‘raises expectations. The word super, doesn’t it, 

it’s like you know, he’s going to suddenly leap into a pair of red tights and blue pants and
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take to the airways’ (TD, L.31-33). Viewers see both the Superhead and the narrator’s 

tension as a ‘trade-off between the evenhandedness required’ for the ‘more traditional 

information giving, authoritative role, and the more sensationalist demands’ of the 

narrator and Superhead/teacher as ‘entertainer’ (Fairclough, 1995: 6), with the 

forewarning that he is about to have ‘about to have the worst year of his professional life’ 

(TD, L.25+26).

Media productions that cover education, especially in this Freshstart television 

documentary, assume an authority and right to construct the cliffhangers out of the 

individual critical incidents experienced for entertainment value. The main critical 

incident turns out to be a ‘riot’ in the school’s playground. Consequently, critical 

incidents give the producers great ‘production’ material with the narrative driven along 

fast and furiously.

Fairclough (1996) points out that the ‘images have primacy over ... words’, but the 

language account ‘provides an interpretation of the images, identifying the people’ (p. 6). 

There can ‘also [be] apparent inconsistencies between words and images’, as the next 

extract shows. In the linguistic account the government is promising £8 million pounds, 

but the images show no completed evidence of this budget. (Note also that subsequent 

reports said that only ‘£1.3m not £8m’ was spent on refurbishment (Guardian, 2000b).
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IMAGES LANGUAGE

Subtitles top right comer, silver Female Voice: ...rising from the ashes of dashed educational 1
bucket in middle with silver back dreams and building debris. It’s a new school now on BBC, Rope 2
ground. Numerals coming over around the Neck. 3
from right, collide with bucket, 4
then go off left, www.bbc.co.uk N: This school is the subject of a daring experiment. Shut down 5
Renovated 1960’s school block after years of violence, truancy and poor exam results, Old School 6
CU Old School sign 5 images of in the local borough is about to become a guinea pig in a 7
trashing: deserted littered controversial government initiative. 8
passage, shattered window pane, 9
red graffitied door, CU English This man will be paid nearly £70 000 a year to give this notorious 10
R59, blackboard chalked with inner-city comprehensive a Freshstart. Sam Hind is a New Labour 11
notes. Superhead walking Superhead. 12
towards camera and down steps SH: We have a community here that has lost faith in itself. And we 13
with building hat on his head, CU need to enable them to believe in themselves again. To say yes we 14
Superhead: Sam Hind’s face can make a difference to the kids who live locally. 15
Building contractors at work N: When they return from their summer holidays Old School’s 16
School buildings pupils will find their school reborn as the New School or NS for 17
Shakespeare’s portrait trashed short. Here it’s Sam’s dream to revolutionize learning by bringing 18

arts and media techniques into regular lessons. 19
Building grader at work The government is giving Sam Hind it’s full support and the local 20
CU Sam Hind and blue back authority is promising £8 million pounds over 5 years to make 21
view as he walks about new sure that the new school is a high profile success. 22
buildings T: Crumbs, what have I taken on here? Ha! 23

24
25CU Superhead’s face N: Sam Hind doesn’t know it yet but he is about to have the worst

Sam Hind in playground, graffiti 
and BBC TD Logo

year of his professional life. 26

There are also no images of government or local authority people to accompany the 

language which mentions them. So right from the start the linguistic account seems, 

‘rather restrained in blaming* (Fairclough, 1995: 7) the government. The last sentence 

(L.25 & 26) generates a sense of alarm, for it is rather Sam Hind who is to have the worst 

year of his professional life and to be blamed, not the government or the statutory bodies. 

Sam Hind is very successfully constructed by the BBC producer as the scapegoat for the 

failed political experiments. This information detracts from the full truth about who is to 

blame for the Freshstart chaos.

http://www.bbc.co.uk
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Documentary as a genre 

O ’Sullivan et al. (1998) states that

the founder of British documentary film-making, John Grierson, argued that 

documentaries should combine information with education and propaganda. He oversaw 

the production of over forty documentaries on aspects of British life in the 1930s and 

1940s. The idea was to engineer social reform by highlighting some of the deprivation 

and hardship endured by working-class people - as in Coalface (1935), as well as 

providing a degree of poetic sensitivity to ordinary lives-as in Night Mail (1936) (p.l 17).

According to these researchers ‘(i)n terms of representing the “truth”, documentaries are 

generally accorded the highest status. To “document” a subject implies keeping a factual 

record for future reference’ (ibid). This background is helpful in understanding 

constructions and representations of teachers’ lives in the television documentary.

In the last decade, there have been many ‘fly-on-the-wall’ documentaries exploring 

educational issues. Some examples, available from roughly 1500 video copies of media 

representations of education at the institution of my research, are listed below.

J4139 -  Summerhill (1992) 74129 -  Eton (1991)

J3212 -  Beneden (1992) J4295 -  Park High (1992)

J183 -  Decisive Discipline (1989) J2412 -  School (1996)

J1309 -  The future is female (1994) J3984 -  Play for Tomorrow (1991)

J2038+2040 -  Kingswood: A Comprehensive (1982) *J46 -  Black Britain (1996)

J850 -  Inside Story - Battersea Technology College (1993)

These documentaries almost all dramatise issues in education, such as racism. So see for 

example *J46 (above) and another J47, entitled Black Bag (1996), where the video box 

blurb says that ‘four times more black pupils are expelled from British schools than their 

white peers’. Some of the documentaries involve teachers more closely, e.g. J2321 is 

called Class Wars (1996) and was a ‘(r)eport by a teacher who went undercover in her 

own school to investigate the collapse of discipline. Plus the alarming results of a survey 

carried out among 20, 000 pupils revealing why so many now routinely carry weapons’.
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This makes for interesting viewing as the teacher carried the television camera concealed 

in her handbag, so the footage is shaky but seems very authentic. One of the most 

notorious documentaries, J49 exploring education issues was William Tyndale (1996) 

whose narration correlates ‘schools and teachers as whipping boys’. Similar references 

to teachers are found in J850, above, where one commentator says: ‘In certain institutions 

with certain individuals we have been too kind to teachers at the expense of children’.

Fairclough (1995) points out that audiences of ‘around 12 million people in Britain’ can 

watch television documentaries.

[A]udience size underscores the potential influence and power of the media, and the 

interest that the state may have to control it. The main categories of participants in 

television documentaries, for instance, are reporters (a category of mediators), audience, 

and various categories of public domain “third party” who may be involved -  politicians, 

trade unionists, scientists and experts of various other types, academics, and so forth 

(p.39).

In some of the documentaries noted above, officials like the Education Secretary do 

feature. In the television documentary under study, the then Secretary, also appeared and, 

pointed out in the press at the time (Smithers and Gregoriadis, 2000), ‘David Blunkett 

endorsed Mr Sam Hind’s appointment’. This suggests the government also endorses the 

role the BBC plays in presenting government educational initiatives, and commends the 

‘head teachers and teachers willing to put their heads above the parapet for the greater 

good of schools and their profession’ (Baker, 2000: 7). Baker (2000: 33) argues that 

media coverage has recently undergone ‘a distinct change of tone’: from derision and 

victimizing of teachers and schools to co-operation and conciliation, but the ambiguity in 

the television documentary of my study fails to support his argument as I hope to indicate 

in this chapter.

Although the makers of documentaries may seek a ‘sincere’ presentation, this 

commonsense naturalness in tone is precisely what critic and dissenters are suspicious of. 

What Fairclough (1995) calls the ‘conversationalization in public language’ (p.9) become
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discourses, which blur the distinction between the public and the private domain. Recall, 

he has also suggested that a

formidable axis is set up between social positions and knowledge; since those in

prestigious social positions do learn to operate formally, an easy conclusion for those

who don’t is “I can’t because I’m not clever enough” rather than “I can’t because I’m 

working class”. Thus formality both restricts access and generates awe (Fairclough, 1989: 

68).

He warns that media ‘output is very much under professional and institutional control, 

and in general it is those who already have other forms of economic, political or cultural 

power that have the best access to media’. So it is that ‘public persons’ [David Blunkett] 

are likely to give ‘opinions’, while ‘private persons’ [Sam Hind] give of their

‘experiences’ (Fairclough, 1995: 40).

The professional, institutional control and technological expertise that goes into the 

production of any television documentary is made visible when the credits are run on 

screen at the end of each episode. Job titles include: Executive Producer; Series Director; 

Film Editor; Series Producer; Assistant Producer, Production Co-ordinator; Unit

Manager; Dubbing Mixer; Sound (6); Additional Camera (6); Camera and Narrator. In all 

twenty-two people shaped the Freshstart documentary, only two of whom are women. 

The confirmation of the excellence of their performance is in their ‘seamless editing’ and 

‘smooth narrative flow’ which give ‘a sense of irrefutable truth and authenticity which 

disguises the editorial values and choices’ (O’Sullivan et al., 1998: 117).

Fairclough points out that ‘individuality and personality’ are ‘foregrounded through 

transmitting individual qualities of voice’ and that television makes ‘people visually 

available’ (1995: 38).

Rapid cutting between images generates action and excitement, while close-up shots of 

people (“talking heads”) reduce social distance and convey an egalitarian ethos. The 

condensed thirty-second combination of sounds and images in a high-budget television 

commercial can stand as an archetype of the capabilities of the medium, and indeed the
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dominant cultural form in television -  used as the basis of news programmes and soap 

operas alike -  is a sequence of disconnected short segments no longer than five minutes 
in duration (ibid.:39).

The rules for producing speech and interpreting speech acts in the media need to be 

outlined to illustrate how a particular effect is achieved in television documentaries. 

Baker (2000) is probably right to comment that ‘the media is often the only national 

platform for public debate’ (p. 4) and ‘the only way of reaching really large numbers of 

the public’ (p.8) thus the most important rule becomes ‘communicating in plain 

language’ (p. 10).

It means simplifying arguments. It sometimes means leaving out some of the caveats, 

which make the claims seem more reasonable. It therefore risks alienating the 

knowledgeable expert in order to engage the generalist viewer, listener or reader. If we 

are successful in broadcasting (and we are trying to be BROAD-casters, reaching out to 

all) then we reach both (p.5).

So the rule for producing speech and interpreting speech acts are, to see ‘the operation of 

broadcasters as “mediators” who translate news into the common-sense terms of 

audiences’ with the ‘use of a conversational communicative style’ for the ‘structuring of 

news stories’ (Fairclough, 1995: 24). But not every audience is totally gullible. As some 

press commentators noted:

It has become a reviewer’s truism that the future of the observational documentary is 

threatened by the wariness of the participants. Viewers who had seen The House or 

another of the early excursions in the genre would either refuse to admit the cameras or 

behave with obsessive circumspection in their presence. But Sam Hind disproves this, 

because of a personality so emollient and trusting that you feel he’d agree to an offer 

from a stranger in the street to look after his wallet and car keys for him. The series is like 

watching the innocent in a thriller or panto. You keep wanting to scream to Sam Hind: 

‘They’re behind you!” or rather, in the case of the students, not behind you (Guardian, 

2000a).

Fairclough clarifies the production process as follows:
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In the case of a television documentary, for instance, on one level what is going on may 

be an educational and informative process: the programme is giving viewers a better 

understanding of some issue of current concern. Documentaries, however, tend also to be 

persuasive: they try to get viewers to see things in a particular way. And they also aim to 

be entertaining, to tell a good story as well as elaborating a convincing argument, and to 

produce a pleasing film (Fairclough, 1995: 24).

This section hopes to have indicated the politicised extremes and biases in the historical 

production work of documentary. It has suggested that television media as a crucial voice 

in the public domain have many complex rules together with powerful technological 

expertise for making representations on any educational research topic.

Product

The final product of the television documentary included three episodes with many 

critical incidents illustrating the disjuncture in teachers’ lives. The narrator’s voice is 

fundamental in the construction of the narrative. Some media products are crudely 

obvious, specifically the authoritarian discourse explicit in the title (fictionalised) of Rope 

round the Neck. It refers to the Superhead who with this negative and derisive choice of 

words is held responsible for the chaos. There are also overtones in the choice of the title 

to what Foucault (1977) has indicated are the ‘public tortures and executions’ (p.54) 

described so graphically in his book Discipline and Punish.

The public execution was the logical culmination of a procedure governed by the 

Inquisition. The practice of placing individuals under “observation” is a natural extension 

of a justice imbued with disciplinary methods and examination procedures (ibid.: 227).

The Superhead is on trial and blamed for the school’s failure. This image and language, 

Tony Trew would suggest, ‘has the effect of making the actions of the [Superhead] more 

salient than ... actions’ of anyone else. There is ‘a value judgement implicit in the 

headline as to who is responsible’ (Trew, 1979 cited in Mills, 1997:148). The film 

focuses on the tragedy of the failing Superhead in the failing community. But in effect it 

does not explicitly expose the political machinations or hidden agenda. As a teacher 

interviewee said: ‘I  felt he was scapegoated to an extent in as fa r  as the question should
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have been asked ‘Who employed him?’ Because it was a [abusive adjectiveJ 

appointment, that's where the blame lies' (Des: 162).

Scapegoating one person instills fear and warns the viewing masses to be more vigilant 

unless they too suffer the same public humiliation. Fairclough (2000) points out that:

[the] word tough occurs pervasively in New Labour language, and is another important 

populist element. For instance, on the day when the Welfare Reform Bill was published 

(10 February 1999), Tony Blair provided an exclusive article for the Daily Mail under the 

headline It Really Is the End of the Something for Nothing Days, and predictably it 

includes: It’s tough, but it’s the right thing to do (p.42).

When the government representative, Secretary of State for Education, David Blunkett 

(DB), paid a visit to New School, it was screened on the Freshstart television 

documentary and he also used the same tough language. The hidden agenda of the 

dominant discourse for teachers requires themselves to be authoritarian and ‘in control’ 

but also subject to greater hierarchies of statutory authority. Teachers must be submissive 

and subservient in the face of a powerful and tough government with their macho 

authoritarian rhetoric and allied statutory bodies, like OFSTED, that act as gatekeepers 

and enforce teacher accountability, compliance and subjugation.

DB: I asked a little eleven year old when I arrived this morning whether he thought that Sam Hind was a 
good guy or a tough guy and he said, ‘Oh he is, he is a good guy’. And I realized straight away that a good 
guy and a tough guy are actually one in the same things. Is that right? In terms of making sure that what 
you want to happen, happens. That people are clear about what they are doing, what’s expected of 
them, whether they are staff or whether they are pupils or whether they are parents. And that is a 
symbol of a school literally arising out of the ashes. The New School here in the borough, actually being 
able to show that a Freshstart really works (L. 572 - 582).

There are also other authoritarian elements in the extract above. The phrase ‘making sure 

that’ connotes firmly exercised authority, as does ‘clear about what they are doing’. This 

tactic of ‘referring to people’s responsibilities in terms of their “behavior” evokes the 

control of its inmates on the part of a penal or other disciplinary organization (e.g. a 

prison or school)’ (Fairclough, 2000: 42). The language of disciplinary institutions with 

consequences for all transgressors is evoked in the reference to all the targeted 

troublemakers ‘whether they are staff or whether they are pupils or whether they are
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parents’. By the end of the Freshstart television documentary the audience sees that the 

Superhead, who did not make sure that ‘what you want to happen, happens’, became a 

victim and prime candidate for a scapegoating. The implications of rule by fear from 

higher powers, like the governing body, the LEA, the secretary of state and the prime 

minister as powerful public persons show the authoritarian discourse demanding 

accountability from Sam Hind the vulnerable private person.

Sam Hind: Um, I am who I am and I think people have taken me for this post because of who I am and 
what I am. And that includes the strengths as well as the weaknesses. Somebody many years ago described 
me as a, like a marsh mellow: soft on the inside and soft on the outside. Um, and I don’t think that there is 
anything wrong with that. If the only way we can persuade young people to learn and be positive is through 
fear something is going drastically wrong in society. I have got a protestant work ethic. So I feel I have to 
go in. And that is part of my upbringing and my culture. Um at times I feel can I do it for another day? Um 
and the answer is yes. I have to. ‘Cause I believe that is part of ones job is, you just do it. And you do it to 
the best of your abilities. Yeah (L. 1857 -  1869).

It is not clear who are the ‘people’, the ‘we’, or the ‘you’ in the extract above and this is a 

part of the hidden agenda. In this and in the preceding extract we see typical media 

representations with ‘public persons’ (David Blunkett-tough/power) who give ‘opinions’ 

and make rules while ‘private persons’ (Sam Hind-weak/victim) give of their failings and 

‘experiences’ (Fairclough, 1995: 40).

In the public representations of the Freshstart school, teachers had their historical 

authority taken away from them. The television documentary through images and 

language represents the difficult position of contemporary teachers and publicly deriding 

of teachers who are unable to deal with broader educational disjuncture undermines the 

historical authority and status of teachers. MB says, ‘I think that we have to be very, very 

clear and we have got to use words like crisis because when people do use words like 

crisis we get yelled at for being negative’ (L.l 108-1110). Teachers appear not to be 

getting it right in schools no matter how hard they try. As the Deputy Head U  says 

during one of the many critical incidents, ‘And I just felt that to have, to create disorder 

trying to, to implement order would be, would be the kiss of death really’ (L. 1208 & 

1209). The words, metaphors and language are crucial in the representation of teachers’ 

lives with images on the television screen.
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‘To scapegoat educators’ is a means of ‘diverting attention’ from other ‘deepening social 

problems’ that governments are unwilling and failing to address (Berliner & Biddle, 

1995: 7). In the next section I will attempt to show how the construction of critical 

incidents in teachers’ lives drives the narrative while simultaneously shifting attention 

away from the government officials who are irrefutably responsible for New School’s 

extrinsic critical incident: the race riot.

Entertainment

The following press commentator offered one explanation for the hidden agendas arising 

from the failing Old School.

The then Blairite Islington council was prepared to let the school rot (literally) so an 

example could be made under the Freshstart scheme. Experienced staff was made to feel 

unwelcome in New School and were turned down for jobs. Rather than “benefiting” from 

new personnel, the school suffered from lack of continuity. Stability and structure were 

sacrificed for soundbite. The result was chaos -  increased truancy, vandalism and 

discipline problems. It was not a fight last October over a bag of chips that defeated Mr 

Hind. He was a victim of the very politics he so eagerly embraced the attempt to blame 

teachers and unions for poor results rather than direct resources to where they are most 

needed (Caldwell, 2000).

The newspaper reporters also reveal other political machinations that were happening off 

screen during the first year of New School. It seems that being ‘tough’ themselves is not 

part of the language for those with the power in the statutory bodies. Woodward and 

Smithers (2000a) report that ‘an unhappy Mr Hind complained about a lack of support 

from the governors, and from local and central government. There were unrealistic 

expectations, the political will was not there when things got tough...And there were 

other issues. A by-election in December turned a Labour council into a Liberal democrat 

one and with it came a different attitude to Freshstart'. The LEA was replaced by a 

private education consultancy who ‘took over the boroughs schools in the first major 

privatization of school services, a measure announced in January though not operational 

until April’ (ibid). The representations from the media show the political context of
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teachers’ lives. The changing value system, which credits economics over education, 

becomes critical. Some details of the economics follow from Hatcher (2001):

After a critical OFSTED report on the LEA, the Government sent in 

PricewaterhouseCoopers, a management accountancy company, to prepare a contract (at 

a cost of £260, 000) for privatizing the LEA’s services. The contract, for seven years at 

£11.5 million a year, was awarded to Cambridge Education Associates, who are 

responsible for personnel and payroll matters, school inspections and school 

improvement, governor support and special education needs. The contract is subject to 

tough targets and penalties set by government, and to cap on profits of £600, 000 a year

(p.68).

And from another newspaper reporter: ‘Sam Hind ...found himself caught between some 

hostile left-wing governors opposed to New Labour’s education policy and a Lib-Dem 

controlled local authority that wouldn’t release the money he needed’ (Bright, 2000). The 

rumors about withheld money were confirmed in another article entitled Corrections and 

Clarifications which indicated: ‘New school, was refurbished at a cost of £1.3m, not 

£8m’ (Guardian, 2000b). Media (mis)representations do contribute to ambiguity about 

hidden agendas however the economic motivations that lurk beneath the rhetoric are 

exposed. Woodward and Smithers, (2000a) added more details about the governors:

Under the chairmanship of Ronald Robust [TD. L.172] formerly a left wing activist for 

the National Union of Teachers, the new board of governors produced a position 

statement, with strong views on the previous regime. They criticized the decision to get 

rid of the former teachers. They accused Mr Hind of having ‘misled’ them and accused 

the borough Council of ‘gross mishandling’ of the redevelopment programme. And they 

demanded that the new controllers write off a budget deficit which may reach £800.000.

On television screens the hidden agenda remains secret while the entertainment provided 

by the narrative follows the classic plot of a modem day tragedy. The series is divided 

into three episodes with the characteristic opening feeling of optimism though some 

foreshadowed doubt; followed by a massive event or extrinsic critical incident for the 

school in episode two. This is the climactic premonition of the tragedy that is going to
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happen in episode three. The viewer becomes involved with the different stories and 

juxtaposing episodes, part at home, part in the person and part in the playground. An 

advertising blurb from the media programme guide Radio Times about the series 

summarizes the narrative:

Television Documentary

Hope and Glory supplied the fiction: this superior fly-on-the-wall documentary gives us the real 
day friction. Sam Hind was the so-called “superhead” to whom New Labour handed the task of 
turning around the ailing Old School in an inner-city borough. Armed with boundless idealism 
and a challenging array of ties, the German-born Sam Hind tries to maintain motivation as staff 
and pupils struggle with a half-built school, an even less complete timetable and a highly 
choreographed high-profile visit from education secretary David Blunkett. It’s clear this series 
won’t be short of drama. However, happy endings are not guaranteed.

Part One:

The first in a three-part series follows the progress of a revolutionary educational experiment. 
Sam Hind, one of Britain’s first “superheads”, is charged with turning round an inner-city 
comprehensive. He will have the toughest year of his working life.

Part Two:

Continuing the story of one of Britain’s first “superheads”. Halfway through the first term at the 
inner-city school that he is charged with transforming, “superhead” Sam Hind faces a difficult 
challenge as a pupil riot breaks out.

Part Three:

Concluding the story of one of Britain’s first “superheads”. As term end approaches, things are 
increasingly tough for Sam Hind at his inner-city school, with discipline problems, low morale 
and teachers threatening to quit__________________________________________________

The blurb indicates how far removed from conventional stereotyping this representation 

of a Superhead and his teachers’ lives will be. But the story is so much more complicated 

than the blurb suggests, because all these roles are being played out against the 

background of the contextual tragedy of an inner-city school. Individual teachers’ stories 

unfold in different ways and none of them achieves heroic stature. The film is further 

distinctive because the focus is on the Superhead rather then on an individual teacher or 

the government officials. However, numerous other teachers’ lives are implicated. The 

Maths teacher MB and the two English teachers, DC and LM are all secondary to 

Superhead but have specific contributions, within this evolving drama, of the school 

coming to pieces. Along the way are the perspectives of other teachers, parents, 

caretakers, builders and students.
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Teachers and school support staff are involved in the type of media production 

exemplified by the television documentary. Below, the characters and their allocated 

abbreviations from the transcript (see also Table 4 -  Appendix 3). This will be how they 

are referred to in the chapter. Teachers and other people with an * in front of their names 

were still at the school in 2002 and their lives have also been reported on albeit briefly in 

an earlier chapter, when it was my privilege to work with them: JO=Head of Maths; 

KH=Senior Teacher; MB=Maths teacher and Head of Year 7; PG=Head of Music and 

MH=Drama Teacher.

Abbreviations for characters in RoDe Around The Neck

AH Assistant Caretaker

B Bonny, Superhead’s wife

CM Cameraman

DB David Blunkett, Secretary of State for Education

DC English teacher and Head of Year 9 (Des from interviewee sample)

DM Supply teacher

FJ Superhead’s son

FM Mother of Year 11 B and Year 7 F student

Ja Jason Year 1 IB student

Jk Jake Year 7F student

JL Joe Lowman, incoming associate principal

*JO Head of Maths

*KH Senior teacher

LM English teacher and Head of Year 11

LB First year Science teacher

U Deputy head teacher

LM Learning mentor

*MB Maths teacher and Head of Year 7 (Mat from interviewee sample)

MO Mother of excluded pupil

*MH Drama teacher

O various officials for secretary of state visit, photographers, policemen

*PG Head of music
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S Students, a variety, some of whom are unnamed and others now anonymised
SM Security man/guard gatekeeper at the school entrance

SS Seamstress or dressmaker/shop seller or florist

SH Sam Hind, Superhead

Te Teachers, a number that remained unnamed and others now anonymised

TP English teacher DC new husband

WM Workmen, electricians, builders, handymen, janitors etc unnamed including *HG (TD,

L.1020) a member of the board of governors 

Pa Parents a variety of whom remain unnamed including *RR or Ronald Robust (TD, L.171)

in dual role of parent and chairman of the new board of governors

In the second episode, radio and newspaper sensationalism thrived with the declaration 

of a ‘race war’, the community was abuzz, ‘in a blaze of publicity’ said BBC News (f). 

But who is the enemy in this race war? Not the generous government giving £8 million 

and not the neutral BBC recording all the details and reporting objectively on what 

occurred. Possibly the enemy is the ungrateful mixed community of poor refugees, 

seething with diversity and racial tensions: Turkish, Somalis and West African amidst 

English middle and working class political divides. The poverty of one family is shown 

but most of the rest of the community remains rather typically ‘inaudible because the 

media of communication do not represent what they have to say. Except when there is an 

eruption: political activism on a scale that cannot be ignored is metaphorized in terms’ of 

the race war (Fairclough, 1994: 114). He adds that the ‘poor are attributed with two 

political options: inert passivity and silence, or irrational and uncontrollable explosion’ 

(ibid). On screen aggressive black and Turkish youths do nothing to alleviate prevailing 

white middle class anxieties about what Grace (1994: 55) calls ‘urban disorder (the social 

control imperative)’. The answer is to get tough, like in a war zone. Police are brought in 

to quell the tribalism from erupting and the presupposition remains that this community 

is not fit to be given all the generous money and positive Freshstart initiatives at the 

school.

The Superhead and MB face the camera and refer to the violent outside interference in 

school (which was also reported on the main BBC News on the day in question).
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SH: There was a kind of mob atmosphere. It was quite scary without any question. Um, disturbing. Sigh. I 
was disappointed with what has happened. I knew it was something, which didn’t come just from inside the 
school but was external to us. There are clear difficulties between different cultural groupings. And, and 
certain parts of the Turkish community and certain parts of the black community just do not seem to get on 
at all. And a fight, which is a fight between two girls, becomes a racial issue. And it shouldn’t (L.824-832).

MB: It’s a horrible atmosphere at the moment. And all you can do is to squash it, if you can. It’s a shame 
we have to have police. And it’s a shame that we have sort of ugly little groups that look like they’re 
winding the police up actually (L.816-819).

‘Wars’ are the most sensational type of news to report, and rhetoric fuels the oppressed 

and exploited into further news breaking events. (It is interesting to note that the 

Secretary of State’s visit for the opening of New School took place on 21 October, three 

weeks after the race war, on Friday 1 October 1999. However, the television story places 

this high profile endorsement from the government in the first episode of the series and 

the riot in the second episode, switching the events to increase the entertainment value of 

the narrative and to fabricate and reconstruct how ‘(t)hings are about to take a dramatic 

turn for the worse’ (L.610 & 611)).

But who are the people intent on undermining these teachers and their tireless efforts? 

Not the majority of the parents, but the one whose daughter is excluded after sparking the 

race war. In effect what BBC has done shows how ‘(s)tability and structure were 

sacrificed for soundbite’ (Caldwell, 2000). According to a newspaper report,

(t)wo weeks before secretary of state David Blunkett was due to visit the school for the 

official opening, a riot broke out in the playground. Up to 40 pupils became involved in a 

lunchtime row over a bag of crisps. The police were called to break up the teenage mob 

after teachers had failed to pull them apart (Blackstock, 2000).

Ja the Year 11 student says it was because ‘someone got their mobile phone jacked’ 

(L.874 & 875). The mother of the victim gave another story. In the series there is 

additional complicity from the media as they are all shown on screen, the ‘television, 

radio and press’ (Fairclough, 1995:199). A sensational BBC news report is read as a 

voice over and is accompanied with images of chaos on the screen as shown below.
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IMAGES LANGUAGE

BBC News
Friday 1 October 1999 
CU of Victorian school block + New School 
logo/sign MS of pupils outside school gate 
+ milling around, station wagon car, girls 
jumping up + down, police cars, ambulance, 
teachers patrolling with police.

Female newsreader: “Now some news just in. Police were 
called to the boroughs flagship New School today after 40 
pupils ran amuck there. The incident began with a fight 
between a Turkish and black girl. It escalated with teenagers 
from the two ethnic groups coming into the school. One girl 
was taken to hospital, others sent home early while order 
was restored.” School noises. Police sirens. TD. L. 784-790.

The camera zooms in on some students who say it’s ‘because we are black’ (L.799). 

Another British boy says, ‘lots of fights’ (L.804). A Turkish boy says his father wanted to 

send him to another school but he told his Dad, ‘give the school another chance’ (L.812). 

MB patrolling the playground identifies ‘ugly little groups that look like they’re winding 

the police up’ (L.818 & 819). Superhead, who looks physically exhausted, pale and 

dehydrated says there was a ‘mob atmosphere’ (L.824). He clarifies: ‘I knew it was 

something, which didn’t come just from inside the school but was external to us’ (L.826- 

827). This could refer to people intent on undermining the Freshstart or relate to deeper 

social problems needing to be addressed outside of the school. Problems include: 

poverty; stagnant economies; racial, ethnic, religious and linguistic differences; prejudice 

against coloured people; inner-city ghettoes; violence, drugs and more (Berliner & 

Biddle, 1995:7).

After the riot scene the producers do not seek out any government voices that either 

support or denounce the failure of the teachers to be in control. Teachers are no longer 

the authoritarians. This silence is in itself evidence of a ‘culture of blaming the teachers’ 

(BBC (c), 2000). The invitations to make a great school and dreams come alive now 

become a denial for that vision to become a reality. The teachers are all shown at the 

emergency parent meeting in support of their colleagues and most of the parents except 

for one, the mother of one of the excluded students, are supportive. This mother’s (MO) 

unconditional love and concern for her child is passionate and clear. Her angry tirade 

makes for entertaining television, not unlike the Oprah Winfrey show, but is contrary to 

the perceptions from other pupils and the narrator who declares: ‘There are many 

different races at New School and most of the children get on well together’ (L.866 &
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867) . The television viewer is taken from the school scene to the home of pupils Jk and Ja 

who says: ‘The media got hold of it and said that it was blacks against Turks, it was about 

a mobile phone’ (L.868 & 869) and ‘it wasn’t about race. There’s no really big thing 

between the blacks and the Turks, any more’ (L.871-872).

The teachers also lament the lack of bureaucratic support for the exclusions. MB is 

positioned out of his professional role and within the realm of fistic thrills as we see in 

the next extract. His boxing gloves allow him to vent his frustrations, punching away in 

an energetic and imaginary fight. He is sometimes interviewed in his home but mostly in 

the gym where he keeps fit. (Fairclough (1995) claims that ‘internal struggles and 

courage’ can be ‘visually represented through a gestural metaphor of physical 

confrontation’ (p. 172).)

IMAGE LANGUAGE Lines
CU MB boxing at his gym, angry 
+ disappointed, hot and sweaty

MB is wearing a VSO (Voluntary 
Services Abroad) white t-shirt. 
(He spent some years teaching in 
Eritrea, Africa).
MB is Jewish.

M: Last summer there was a change in the law, which made it 
almost impossible for any schools to permanently exclude 
somebody. Now that was changed slightly in the autumn. But it 
is still very, very hard. So as a school that took in an awful load 
of kids, excluded from other schools, just before we opened, 
doesn’t make our lives very easy. (Panting). It used to be the 
case that the ultimate sanction a school had was permanent 
exclusion and now lots of kids think it will just never happen. 
So it’s like removing even more of our punishments.

842
843
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MB shows how he feels as a teacher about exclusions. DC and LM agree in the corridors 

of the school that this expulsion is ‘all legitimate’ (L.864), the black girls were not ‘little 

angels’ (L.865) and Superhead’s expulsion was not ‘just a knee jerk reaction’ (L.865). 

However the mother appeals, and the governing body overturns Superhead’s orders to 

exclude the girl. The way teachers have had their authority taken away is clearly 

represented as being understood as a contentious issue in the public domain.

SH: As the Head you wonder what a student has to do in order to be permanently excluded. I believe that 
the evidence was there, the incident was so serious that permanent exclusion was the right decision. 
Clearly the governors did not feel that we had exploited all possibilities. And therefore decided on 
reinstatement (TD. L. 1258-1262).

MB: I think that someone should go along and interview the governors or whoever it was and say the 
Secretary of State said well done for getting tough. So what support is this giving to the school? Because it 
isn’t giving us any support. It’s totally undermining us (TD. L. 1263-1267).
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The erosion of teachers’ authority exacerbates community tensions. A letter to the press 

put it succinctly. ‘A school is a young person’s community and when teachers and pupils 

have poor relationships it is the peer or gang leaders that have the power. They can 

destroy the school and threaten the future for all of its students’ (Gold, 2000). The 

language and images are visually very effective as MB says that this decision is part of 

government policy to reduce exclusions but that a school with no consequences for 

misbehaviour and no punishments will not work. The State speaks tough while teachers 

are expected to operate softly. ‘The riot...that was the real failure of the school, of this 

softly, softly attitude. School with no punishments just really doesn’t work’ (L.972-974) 

says MB with close up Rambo type images of him again boxing in the gym.

Apart from the riot, which is the major extrinsic critical incident in the life of New 

School as constructed by BBC, there are other violent examples from the community that 

the teachers have to cope with. DC implies that some pupils seemed to be taking out their 

resentment of Freshstart which had replaced their beloved Old School on the new 

teachers: ‘They came into my classroom and there was some work sitting on the side. 

Somebody set fire to it’ (L.731-732). LM has another horror story about pupils to tell:

LM: Deidre’s the Head of Modem Foreign Languages and the kids took her car keys. And put, and got 
inside her car and started driving her car around, and I think started driving it around the car park and then 
tried to drive it out the school gates. At which point the security guards tried to stop them but they have just 
they have crashed the car I think. And smashed all the front up (L. 1271-1276).

In the science class students ‘have left the taps on...they’ve ended up flooding the 

classroom’ (L. 1006-1008) and the supply teacher, DM says: ‘Just disruptive kids, I mean 

it is typical behaviour. Typical’ (L.1010). Almost every teacher at New School has a 

critical incident but none so severe as the Superhead. The ambiguity about what 

Fairclough (1995) calls the ‘presupposed taken-for-granted status’ (p. 124) of authority is 

clearly that without organization and management things go wrong and visa versa. 

Accordingly, in the next section, we analyze what teachers do when trying to cope with 

the Freshstart and its implications for their lives and careers.
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Teachers who stay

The assaults on the teachers that cause critical incidents are used as the driving theme in 

the narrative that BBC constructed for their documentary. The cliffhanger for audiences 

is to know whether the teachers under attack will go or stay at New School. First, I will 

present the teachers that decided to stay: PG, the Head of Music and the MB, Head of 

Year 7. Their coping strategy is their ambition and passion.

In the next extract from the transcript there is a very favourable representation showing a 

deeper understanding of teachers’ lives from the BBC. There is an incident where PG 

comes across a group of Year 11 students, S and specifically Ja. He is anti-school but 

one o f ‘the lads’ (Willis, 1977: 153). PG reminds them that while they are complaining 

about ‘everything that is wrong’ they are forgetting about ‘everything that is right’ 

(L.1684& 1685).

IMAGES LANGUAGE Lines
PG Head of Music PG: You are talking about spending the money on new computers. 1680

Now what have you got over there in the computer room? 1681
Pan of Ja and PG Ja: Yeah, tables that break, stuff that lefts open. 1682

S: No I wasn’t saying that, I was saying that... 1683
PG: You say everything that is wrong and forget about everything 1684
that is right... 1685
S: No what you mean everything is right? How come? 1686

PG puts his hand on heart PG: Can I finish the sentence? 1687
Ja: Go on. 1688

Pan as above of PG + Ja PG: Of course there are things that are not right yet. But it takes 1689
Students playing on pavement in time. Also there is a lot of stuff here that wasn’t here before that is 1690
back ground, bare wintry trees on new that is good. That’s a whole intranet over there. 1691
the street Ja: One of the things that is new that is not good actually is the 1692

headmaster you got to agree with that to a certain extent. He has no 1693
control over the school. 1694
PG: I disagree. 1695

PG looking straight at Ja who is Ja: And the kids are running the school and the teachers just has no 1696
looking at the ground + control, Sir. 1697
PG getting quite angry. PG: Well I disagree that the kids are running the school. That may 1698

be your perception but having said that the whole point about a 1699
school is supposed to be a democratic situation. So if you are 1700

Ja looking flummoxed involved in running the school, if that’s what you are saying to me, 1701
why don’t you do it a little bit better than you are doing at the 
moment?

1702
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The content of this extract suggests how PG’s idealism and passion for a democratically 

run school is shown as enabling him to thwart the criticisms of Ja. He sees through the 

current confusion and focuses on the benefits of the Freshstart initiative. But the 

dominating negative focus of the television documentary, which is the failure of the 

Superhead, is specifically articulated in the extract above in Ja’s words, ‘One of the 

things that is new that is not good actually is the headmaster you got to agree with that to 

a certain extent. He has no control over the school’ (L. 1692-1694).

Only three New School teachers go; so the television audience cannot ignore that many 

of the teachers stay on and are very committed, as PG exemplifies. MB certainly remains 

motivated to stay and he says towards the end of the television documentary, ‘If the 

school is still here and working next year then yeah I’ll be there. But if it all falls apart 

then no I won’t. I hope to be here. I really, really hope to be here. I hope to be like the 

last one out, if it really all falls to bits’ (L. 1827-1830).

PG, MB, LM and DC are all between ages 30-40 and so at their peak in terms of physical 

and intellectual capability. They have their limitations but they also have got a 

determination and ambition in the sense that they can make the school work if they stick 

at it.

One of MB’s critical incidents is depicted in the vignette below. ‘Not a manly thing to 

do’, (L.777) say a scornful student and elaborates sarcastically on how MB called on a 

woman teacher for assistance during a critical incident which again establishes the violent 

attacks on the teachers.

IMAGE LANGUAGE Lines
CU MB in yellow staff room, 
right arm on filing cabinet and his 
own file in left arm, talking 
firmly at the camera, leaning 
forward occasionally to 
emphasize points

MB: I was going passed a classroom and a teacher ran out and 
asked for some help and I went in there and there was a load of 
chaos basically caused by one kid. He was lying on a desk 
making a huge noise and I asked him to leave and then I asked 
him a bit more forcefully to leave and then he threw a chair at 
me, swore at me and threatened to kill me. Um and then ran off 
the other way before I could catch him. And we sort of chased 
him around school and he ran over and he climbed out through a 
hole in a fence. And then his mother came in later and we had a 
fairly long discussion about it. And the agreement was he would

764
765
766
767
768
769
770
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certainly not be in today or tomorrow. 774
CU of Yr 7 little Turkish boy + 3 S: He chucked a chair at Mr MB and Mr MB got so scared and he 775
friends, shaking head, various ran out of the door. This is not a joke. 776
uniforms as camera pans to show S: Not a very manly thing to do is it? It’s not a joke he ran. 777
others enjoying camera’s S: It’s not a manly thing to do but he ran out of the door and he 778
attention in the playground called some other person to handle him. 779

S: He called a woman to come handle the situation. 780

Television viewers see the teachers performing tasks of disciplining recalcitrant pupils. 

But as the caretaker suggested, teachers fail to meet the expectation of them as authority 

figures needed to establish good working habits and discipline in schools. Establishing 

co-operative relationships with pupils amidst tasks of administration, and assessment as 

instructors, organizers and managers is complex. LM says, ‘Come in and sit down please, 

quick sticks’ (L.447) or DC saying, ‘Okay, stand up, put your chairs under please. Right 

off you go, bye bye’ (L.535 & 536). MB is shown repeatedly investigating student 

truancy, and also having to warn students from trespassing on the building sites.

Teachers as figures of authority, policemen without boots, but as George Riseborough 

(1985) rightly says the ‘stomach to do dirtywork’ (p.243). Dysfunctional toilets at New 

School are interpreted as symptomatic of a dysfunctional society that treats pupils and 

teachers at schools like ‘guinea pigs’ in cages to be controlled and disciplined through 

experimentation and OFSTED inspections. It could be argued that teachers are 

ambiguously presented as being required to be an extension of the long arm of the law 

following up the rhetoric of Tony Blair with the actions. ‘Tough on crime, tough on the 

causes of crime!’ (Fairclough, 2000: 42).

The camera shows MB comforting a bullied boy in a computer classroom and reassuring 

him with, ‘I don’t want you walking out of the lesson. I don’t want to see you unhappy. If 

there is a problem we need to talk about it. Okay?’ (L.714-716). His sincere efforts and 

the time consuming dialogue of counseling pupils represent him with understanding both 

as an affectionate big brother, a traditional mathematics teacher and Cambridge graduate.

MB’s loyalty to his own professional career is evident in the respect he has for everyone. 

Though tirelessly provoked by the pupils he never loses his composure. He is the good
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teacher personified and confirms his commitment to staying on to FM when he rides on 

his bike in the rain to say goodbye to the family destined for Wales. According to the 

press he ‘books his place in heaven’ (Woodward & Smithers, 2000c). With mud 

splattered on his face and the camera’s close-up he says, ‘I hope to be you know like the 

last one out, if it really all falls to bits’ (L. 1829-1830).

FM, mother of Ja and Jk predicts that she will read about him in the newspapers as ‘the 

new head master within a few years’ (L.1831 & 1832). This is a dream of many good 

teachers who persevere in their chosen career and MB never seems to lose his passion 

and ambition. These are his coping strategies. BBC also films him in the gym boxing and 

that is supporting evidence for a balanced work/life perspective, which coincides with the 

coping strategy of compartmentalizing: school versus out-of-school life.

Another teacher who stays is JO and represented as in her pre-retirement: an intrinsic 

critical incident stage. As the Head of Maths she features briefly in the documentary, with 

a peripheral story constructed for the television to demonstrate a service ethic, 

commitment and collegiality. Her voice is heard at the end of the third episode as 

depicted in the box below. She stated that the Freshstart failure meant ‘we have let the 

kids down’ (L.1957 & 1958), yet despite this ‘Monday we go on’ (L.1964). This is her 

response to the cliffhanger for teachers who can choose to either stay or go: ‘Monday we 

go on’. She would be one of the veteran teachers, trusting and emollient, super-skilled 

and deeply understanding of the community and the pupils with that ‘monocoque 

professionality’ attributed to them by Riseborough (1985: 243).

IMAGE LANGUAGE Line
CU of JO in playground with 
graffiti walls in background 
Red juniper, gold crucifix as a 
symbol of her religious 
convictions, humanitarian ideals, 
spectacles, post middle aged, 
smiling, trusting, optimistic. 
Pre-retirement

JO: We knew that it was coming I think and I am friends with a 
couple of people who’d hinted at it. But I don’t think any of us 
realized that it was going to be so sudden. And my immediate 
reaction was what could we have done to prevent it. You know 
sort of feeling that it’s, that we have let people down. We have 
let the kids down I think and I don’t know how we could have 
stopped it? But, so that’s my gut reaction at the moment. We have 
had a really good couple of days as well, talking about strategies 
for um improving behaviour in a very positive way and it is sad 
that Sam is not going to be around to see it in action. Because it is 
talking about the sort of thing that I think is part of his ideals. So, 
so, sigh, Monday we go on.

1953
1954
1955
1956
1957
1958
1959
1960
1961
1962
1963
1964
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JO ’s faith, trust and belief in the students are a reflection of her most salient reason for 

being a teacher: her pupils. She does not use the established coping strategy, which is 

often to blame the students. She remains loyal to the management who trust that the 

teacher’s first focus is the students so that then the positive hierarchical structure 

survives, supports and perpetuates itself. Because she believes the trust is there from 

management, she remains professional with the students and as a teacher she reciprocates 

with loyalty. Recall, the Superhead said at the beginning: ‘We must be able to trust each 

other’ (L.43). Later JO talks about the incoming associate principal:

JO: What we’ve heard is that he is a former head who may be coming in to advise us about discipline. He is 
an old-fashioned headmaster type. You know, speaks very nicely to them. I mean not being sort of bullying 
or anything but extremely firm and very supportive towards to the staff. He is great. Ha ha ha. Terrifying to 
look at as well. The rumours are that he used to play for Arsenal or at least trained with Arsenal. And I can 
believe it. He looks like a sports man who has kept himself in trim (L. 1711-1718).

Another teacher who stayed was the drama teacher, MH who tries to remain positive in 

her classroom as she mimes and claps to role model for her students as they repeat ‘S U C  

C E S S ’ (L.350). These BBC constructions of teachers’ lives show an understanding for 

the commitment and emotional labour needed in difficult working conditions.

Teachers who go

On the other hand, the overall successful positioning of MB in the series is contrasted 

with a failing beginner science teacher, LB, aged between 21-28. This is a critical stage in 

teachers’ lives, but in addition the Science classes have been adversely affected by the 

incomplete building project. Bearing in mind public anxieties about falling standards 

especially in mathematics and science the story, that is not shown on screen about the 

science labs is an important omission. At New School no experiments can be done in 

science classes and students are bored with textbooks and copying notes from the 

whiteboard. After a disastrous class, screened and featuring LB, a first year teacher says 

about students, who are the most salient context for teachers:

LB: They either like you or they don’t. Children are very black and white, in a lot of things. You are either 
good or bad. There’s no, oh, he’s okay. It is either; I like him because he lets me do what I want, or I hate 
him because he is always telling me off, so probably three quarters of them think I’m a dork or a waste of 
space or something (L. 1654-1659).
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He articulates teachers’ feelings of rejection by their students who rebel against a 

hypocritical inequitable adult world. LB’s self-defeating words reveal low teacher 

morale: he exemplifies a prime candidate for burn-out and/or drop-out. (LB did in fact 

leave New School before I went teaching there in 2001.)

But if some teachers, like LB, are ‘shipping out’ and planning their departure from the 

school community, both English teachers, DC with colleague and friend LM are starting 

optimistically at New School. They are positioned in the documentary as having 

embraced the ethos of New School. DC says when she spots her first cohort of students, 

‘They need to be educated. So we’ll do it. We are creative, we are creative and positive 

and not a bit worried’ (L. 146-148). LM is also positive, ‘But we are presenting it as a 

kind of we’re all in this together, Dunkirk spirit kind of thing’ (L.300 & 301).

Despite the New School organizational nightmare, the eager hopes and anxious fears of 

LM’s eleven-year-olds in their English classes are expressed in ballad form. These pupils 

had lived through the traumatic closure of Old School and bid farewell to many teachers 

who had been familiar, so their fear of New School was compounded:

New School is the best New School is the best

It’s better than all the rest New School beats all the rest

Everyday I want to go back I was scared of coming here

I go to school grinning like a maniac But now I have no fear

(TD, L.439-442) (TD, L.451-454)

Anxious pupils ‘have more identification with teachers as being in loco parentis, or more 

accurately in loco matris than at any other period of schooling’ (Sugrue, 1996: 167). The 

documentary positions the two English teachers at home in their kitchen (as they are 

sharing a middle of the range, duplex apartment) together with a fat cat as a pet. The 

theme of teachers’ lives to do with humanitarian and scholarly idealism from university 

or college days is constructed as part of these teachers narrative early in the television 

documentary.
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IMAGE LANGUAGE Lines
Pan of DC + LM walking up their N: New teachers DC and LM are sharing a flat. New School is 60
garden path to front door. their big break. 61
LM English Teacher L: It is what you dream about when you are on teacher training. 62
Kitchen scene pan of them D: Making your own school. 63
making coffee and talking to the L: Yeah, making your own school and it just being completely 64
camera comfortably. that you devise it. 65
CU of DC+LM in their kitchen D: Cause we used to talk about that on teacher training college 66
DC English Teacher didn’t we? Yeah, imagine if we ran a school? 67

L: Imagine if we ran a school. Who would you employ? You go 68
through your whole school. I’d employ this person, oh no that 69
person’s crap I wouldn’t employ them. 70
D: And there we were in that opportunity, chance to work 71
together. 72
L: Yeah. 73
D: Because we love each other. 74
L: Well I think you’re all right. 75
D: Chance to work together and you know put all these ideals 76

CU of black and white cat
into practice.
L: I said to Denise if I’ve got that job I’ll kiss your cat’s arse.

77
78

Low and behold the next morning. Get a phone call from Sam, 79
you have the job. And I was so, oh no I have to kiss her cat’s 80
arse.

The representations of the English teachers in their conversations at home and then in the 

corridors or staff room at school show how the mismatching themes become critical 

incidents in the complexity of teachers’ lives. They cannot only be idealistic scholarly 

characters presenting ballads in a traditional teacher role; they also have to be motherly to 

reassure the anxious students from a violent community and so they demonstrate 

emotional labour. But because of the chaos at New School they decide to leave. DC is to 

be a bride and LM her bridesmaid. They escape into the fairytale princess world of many 

female fantasy dreams. A Cinderella bride self-consciously admits to using emotive 

language: DC compares her working day to that of a ‘war correspondent’ (L.1482) in a 

‘war zone’ (L.1462) where she is required to discipline the types of ‘bovver boys’ that 

Miller (1996: 5) wrote about. They wind silver chains around their knuckles as they 

verbdly abuse her. The contrasting images of a bride and a war highlight the tension in 

her teaching life. The camera lens flicks between the wedding dress preparations, which 

DC says is ‘the reality of my life at the moment’ (L.1459), with the seamstress fitting her 

ivory wedding gown, and ‘back to the real world’ (L.1481) at school, where, she says, ‘I 

haven’t had a term like it, you know I have been in the back of an ambulance. There’s
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been arson attacks, there has been the normal day to day stuff like the school operating 

without registers and fire bells’ (L.1478-1481).

Stages and intrinsic critical incidents in teachers’ lives are also suggested as this English 

teacher discusses whether to stay or go, despite having initially professionally and 

enthusiastically embraced the ethos of Freshstart.

DC: And I would have gone. If I could have got a job for January I would have gone as well. To be 
perfectly honest with you. Um when I had another interview I kind of um withdrew during the day. 
Because I don’t, I don’t, jump around from jobs. You know I was three years in my first school, three years 
in my second school. I have always moved for a promotion. Um I wouldn’t go to another scho..., a second 
school, only to stay there a term or two (L. 1499-1505).

Teaching is DC’s career but the violent context was undermining it. In my interview with 

her she told me what she was unable to reveal to the BBC cameras: ‘And the final thing 

fo r  me came, it was a serious o f incidents really, but was when Stuart ...[a student the 

BBC filmed wrapping a gangster-like silver chain around his knuckles as DC attempted 

to negotiate a part-time timetable with him] ... and his brother Roland were stabbed. 

Stuart was stabbed in his leg going to help Roland. Roland had over 60 stitches and a 

punctured lung\ I asked her if this had happened on the school site and her reply was: 

Leaving school, leaving school (Des:161).

The television cameras accompanied DC to her wedding. This invasion by the media into 

a private ceremony to make it public in the television documentary further exemplifies 

the closing of the gap between personal and professional representations of the teachers’ 

lives. LM speaks for DC, dropping a bombshell at the celebration, about DC’s resignation 

from New School, because ‘she wants to start anew’ with a ‘new house’, a ‘new 

millennium’ and a ‘new job’ (L. 1600-1601). DC has unrepentantly ‘faxed her notice’ 

(L.1598) to the school. Teachers’ lives are affected by stages in life like a new beginning 

marked by marriage, and more broadly by the extrinsic critical incident.
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IM AGE LANGUAGE Lines

Female bridal party, beautiful Wedding reception noises. 1586
photographer taking shots of 3 LM: Get the wine off the alter. 1587
bridesmaids in maroon, DC in O: Darling, darling, come on looking at me, DC, darling. 1588
beaded ivory long gown, little girl TP: Whose pinching my bum? 1589
flower girl being held by DC. DC: Who do you think? 1590
CU of LM in contact lenses, LM: I have got DC a job. I feel like I have poached her a bit but I 1591

beautifully made up with red haven’t. She has left willingly. She is going to come away with 1592
rose, maroon velvet dress with me. Which of course I am really happy about. Cause it doesn’t 1593
long silky scarf smiling into mean the end of working together, which I have really enjoyed. I 1594
camera, more CU of LM have really enjoyed working with her. And she is the cracking 1595

girl to join our department. But it means I’ll be her boss. 1596
CM: And it means no more but for New School. 1597
L: No more DC for New School. She faxed her notice in saying 1598

Mix to dancing floor, DC that, you know, I am not coming back. She’s married Mrs P, 1599
she’s married and she, you know she wants to start a new. It’s a 1600

Pan of DC + LM dancing new house, it’s a new millennium, and it’s a new job. 1601
together and pointing and DJ: Don’t be unhappy young man there’s a place you can go. I’ll 1602
showing off say, young man when you are short on your dough, you can stay 1603

there make sure you can go, maybe we can have... 1604
Camera pans TP + DC laughing + N: As the new year dawns DC and LM become the first staff 1605
dancing + kisses for everyone as casualties of New School. They will not be the last. A new board 1606
they dance and move towards the of governors has been elected and a private company is set to 1607
bridal car, amidst confetti + take over the running of the borough’s education. Sam Hind must 1608
streamers and wave to everyone now win back the trust of teachers, pupils and governors if he is 1609
as they drive off into the night to survive. 1610

DJ: YMCA, YMCA. 1611

On screen DC and LM appear as a minority group, teachers that have taken the option to 

leave an unrewarding professional life, who have failed, like Sam Hind. Teachers who 

leave, ‘have let the kids down’ (L.1957 & 1958). The pupils have no choice and are left 

behind in the failing school. And the pupils say to the television cameras three times that 

‘the best teacher is leaving’ (L.1556) when it is LM’s last day at New School. But as she 

clarifies her move from the ineffectual context, so we observe her need for a satisfactory 

lifestyle and career in both professional and personal contexts. LM inverts that 

positioning of humanitarian idealism when a teacher is emotionally committed to caring 

despite exploitation, workload and stress and says ‘the school wasn’t working for me’ 

(L.1493).

LM: I decided that the school wasn’t working for me. I just decided that I wasn’t going to stay there. My 
friend has this thing about leaving. If you, if you don’t like it then you can, you know you leave. Because 
you can go and be more effective somewhere else where you can feel more effective. And I don’t, I didn’t 
feel particularly effective at New School (L.1493-1498).
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LM makes explicit on her last day in the television documentary construction the 

mismatching themes of many teachers’ lives: she does ‘thank God I am going’ (L. 1536), 

but she admits that ‘10 % a very small percent of me will miss the kids. Oh you know I’ll 

miss the staff (L. 1536-1538). She also gives another example of the contradictions of 

teachers’ lives. When representing authority, the students are ‘aggressive ... every lesson 

for fifteen weeks’ to her and even ‘trying to shut my leg in a filing cabinet’ (L.1543- 

1546); but then many pupils accompany her to the school gate on her long walk to 

freedom in the pouring rain. The image is one of chickens huddling around a mother hen 

and loco matris. The vignette of the caring, nurturer illustrates the theme of emotional 

labour in difficult working conditions. Her parting words to Sam Hind are cajoling him 

into looking after himself in the wet weather: ‘You need an umbrella’ (L.1549). Then she 

says thanks and goodbye.

Sam Hind also expresses sorrow, collegiality and solidarity at loosing LM, ‘I believe that 

she could have done a very, very good job moving forward with the school’ (L.1572 & 

1575). Sam Hind never resorts to the establishment response of blaming those beneath 

him: his pupils or his teachers, for the situation at New School. The pupils, no matter how 

anti-school, feel sad and betrayed when teachers go, even the Superhead as we see from 

the extract below and in the next section of this chapter.

Ja: A shock I wasn’t expecting him to leave, at all. I can’t believe that he was at the school for less time 
than I was and I have only been here for half a year. Ha ha ha. Oh God and I am a student. Oh that’s 
terrible. I think that he could have taken the school a bit further. At least finished, don’t... finished a year, a 
year is not a long time. And it is like walking out and making such, such chaos in the middle of a year. It’s 
a bit like I mean he just leaves. It’s not beneficial for the school to have a teacher walk out especially a 
Head teacher let alone a Maths teacher or something. Walk out in the middle of the year and then just like 
have, have to get a new teacher, a new head teacher in the middle of the year when there’s exams going on 
and people need the kind of coordination and things like that. Bah (L. 1927-1939).

The main focus on a teacher who goes is, of course, Superhead. In the first part of the 

television documentary the Superhead is positioned positively at the helm of this 

controversial government initiative at a school with a history of violence, tyranny, poor 

exam results and dashed educational dreams. Teachers are only human and MB says that 

he is ‘scared’ (L.105) and Superhead also admits to being ‘nervous’ (L.162) but reaffirms 

that ‘staff are starting to kind of really pull together and do things together which is great’
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(L.160 & 161). He regrets that the building progress and timetables are ‘just a bit too last 

minute’ (L.161 & 162). Other newspaper journalists add that the New School ‘staff are 

resourceful and caring in circumstances that would have tried the patience of a saint’ 

(Woodward & Smithers, 2000c). Here are examples of teachers with strong personal 

identities, which are complemented, with images on screen of characters from other texts 

like a portrait of Shakespeare (L.18) and a poster of James Dean (L.692). The idealism is 

infectious and Sam Hind is initially positively represented in the television documentary.

SH: I think all young people as part of growing up go through the James Dean experience where you feel 
you are kind of on your own you are fighting for kind of things you suddenly for one kind of reason 
believe in. Um You don’t even know if what you are fighting for is really important but at the time you feel 
it’s really important. So it’s about growing up and starting to stand up for yourself as a person. I am a rebel 
I think yes, I think I have got a cause. And I think all young people out there have a cause. Because they 
deserve a good education, they deserve more than they are getting (L.691-700).

He also gives an opening speech to his Freshstart colleagues showing the idealism that is 

created initially at New School. Through the television camera the school ethos is 

presented and the dream shared. During the speech the camera pans across the fresh faces 

of the new eleven year old pupils as they listen to With a little Help from a Friend by the 

Beatles: the young people who ‘deserve a good education’ (L.699).

The ideals are constructed but the failures begin to emerge in the practical application of 

Freshstart even before the end of the first episode. Superhead fails to deliver a timetable 

and DC laments the absence of it: ‘The kids, especially the Year 7’s, get really anxious 

because it is chaotic and then you know, they need the calm and they need the order. 

They got their timetable at half eight this morning to go to half eight lessons. Kids didn’t 

know, kids didn’t know where they were going, teachers didn’t know where they were 

teaching’ (L.377-382). Superhead takes the blame for the absent timetable.

SH: Why is the timetable not ready? Because I have not finished it and I take all the blame for it. 
But...its...um, the first thing that I spent time on really was to make sure that the building was in a state 
that we could actually use. And I probably lost sight of the timetabling process, because it does take it’s 
time (L.360-364).
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According to Maslow’s (1954) hierarchy of needs, then Superhead was prioritising 

correctly. Shelter first, a new look matching the new ethos of the school, a sense of 

belonging, and the rest would follow.

The Superhead is also featured at home and the camera zooms in on Sam Hind’s middle 

class family life, comfortable home and Mercedes Benz. He is filmed in his kitchen and 

despite the £70 000 in his remuneration package the responsibility of his job, he 

confesses, only leaves his mind when he is cooking. ‘Cooking, almost the only kind of 

thing when I don’t think about school’ (L.248 & 249). At school the Superhead 

positioned as an affable, surrogate father, loco parentis, out on the playground at 

lunchtime encouraging the students to get back to class. He has improvised with what the 

students fondly call a ‘foghorn’ (L.677) because the bell system is still not working.

Scapegoating is a phenomenon not beneath BBC and the statutory bodies. Superhead has 

had his confidence shaken with the lack of support from the governing body about his 

exclusion orders after the race riot. He is beginning to lose support from some of his 

senior team and the television camera feature the weary mob of teachers in administrative 

positions on a Friday afternoon. A short extract from this session screened at the end of 

episode two shows the teachers trying to negotiate more time off so that the timetable can 

be properly done. Superhead is adamant that they have to consider ‘the wider issues in 

terms of what the perceptions are out there’ (L.l 186 & 1187).

Because Sam Hind is threatened by and sensitive to ‘the perceptions ... out there’, he 

refuses to hear or collaborate with the consensus reached by his ‘professional’ people, all 

managers, the pastoral team and heads of various departments. He forgets that at the 

beginning he said that his teachers would be the ‘critical friend who says, come on, yes 

I’ll defend you, but you’ve ballsed up here’ (L.44-45). The Deputy Head echoes the 

paradoxical feelings of exhaustion and frustration with, ‘people are very tired now’ and 

says that ‘to create disorder trying to, to implement order’ is ‘the kiss of death’ (L .l207 & 

1209). Eventually Superhead agrees to one day off and the implementation of a detention
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system. Teachers are represented as professional managers trying to be organised during 

this extended scene where once again the narrator sets the tone.

Narrator: Two months into term and Sam Hind’s unique arts and media methodologies yet to take hold. 
Truancy, vandalism and ill discipline are rampant. The teachers think the lack of detentions and the ever- 
changing timetable are to blame. Some want the school to be shut down to give them a chance to rewrite it 
(L. 1083-1087).

DC: If we are serious about doing it then put in the commitment for the school. Cause we put in the 
commitment to get in Mr Blunkett and we put in the commitment for getting in the BBC and there’s lots of 
time and money around available for all these things. This is the bare bones of running a school (L.1092- 
1096).

DC: Sam. Each one of your pastoral managers, your key stage managers, you senior team have sat here and 
reached a consensus. As professional people and are presenting it to you. All of your managers on the 
pastoral side are saying this (L.l 177-1180).

Sam Hind’s escalating troubles are suggested at home when his wife and son are 

interviewed. Both reveal their understanding and empathy for him as husband and 

biological father. His professional life requires him to ‘father’ 650 students and then 

mentor, inspire and be a role model to his colleagues. His wife says that he gets 

‘withdrawn...irritable...sitting taped to the computer’ (L. 1225-1226). The son says it is 

best to be quiet and keep out of arguments, ‘to keep your mouth shut and hope for the 

best’ (L .l236). The camera follows Superhead for a walk on the grey rainy moors behind 

his house and this gloomy weather is foreshadowing his resignation.

At ths Christmas end of term function, also featured in this third episode of the series, 

Sam Hind positioned as the still somewhat confident Superhead in charge, congratulates 

and thanks his staff for the website: ‘Hot colors, an original approach, clear language, 

quick navigation and excellent organization’ (L. 1519 & 1520). This earlier celebration at 

the eid of the autumn term 1999, the first term of New School and the optimism is a 

contrast to the sadness of his last day at the end of the spring term 2000. Sam Hind leaves 

the school, a defeated lonely figure retreating into the wet darkness. Only a security 

floodlight lights up the pathway. Free from the professional demands and a fifteen-month 

commitment to New School, alone, except for the narrator who concludes the series.
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Consumption 

Reactions to the documentary and readings of the text

On one level, BBC wanted to show what happened when big money was put into a 

school, but the television documentary illustrates how this action failed to improve 

things. It provided a considerable response, especially in the national and local press and 

radio.

The government money improved the resources for many of the pupils at New School 

who soon had access to the best that information technology can offer. At the beginning 

there were already:

changes to the building, the walls are painted in vibrant colours; a new restaurant (not 

canteen) called Heroes is being put in; a new main entrance is under construction; there 

will be a broadcast-standard radio studio with state-of-the-art equipment; a 60- 

workstation computer centre for independent learning, a theatre. He’s hoping to secure 
£4m sponsorship in addition to the £8m public money to realize his vision. In three years’ 

time he wants to achieve the national average in GCSE results (Guardian, 1999).

No longer could there be complaints about inadequate resources. This provided jealous 

reactions and competitive responses.

New School, a failed school of 650 pupils, has £8m thrown at it and employs 70 staff 

(Can this genial German rescue our failing schools?, G2, October 21). I am a Governor of 

another borough community school, which has 663 on roll, and is situated in the former 

shire coalfield. Our success is due to hard work from staff and pupils. Underachieving 

pupils on entry to the school show remarkable GCSE results. We exist on a miserly 

budget of £1.3m and 35 staff. OFSTED recently stated that our IT resources are poor -  

because there is no money. We need a hard play area for the youngsters, £100, 000 is 

required. We have no money. Where do we get it to give our young people a fair deal? 

(Duffield, 1999).
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Here it is worth remembering that the first of the three part series was very positive and 

showed New School opening with a visit by an important government official. The 

English teacher, DC, described it as an ‘extremely slick’ (L.555) performance to show off 

a ‘New Labour showpiece’ (L.553) and the promised investment of 8 million pounds.

DC: David Blunkett’s coming in, it’s all sing and it’s all dancing. And kids are quite excited about it. I’m 
less so. Um, because I think we are here for the students, not for the image and so everyday should be a 
special day (L. 544-547).

David Blunkett concluded his little opening speech with political rhetoric: New School 

‘that is a symbol of a school literally arising out of the ashes. The New School here in the 

borough, actually being able to show that a Freshstart really works’ (L.579-582).

A question could be: Why this story? One answer may be that the whole thing has been 

an ingenious set up by BBC and the government so as to warn the public of the 

consequences of bad behaviour. Initially, a lot of money to a school with an idealistic 

head teacher who is liked and supported by everyone. His students are the most salient 

ingredients. ‘The dream in the kid’s mind about what they could do is the most important 

thing’ (L.47 & 48). But later the Superhead is stripped of authority when he needed 

support the most in relation to his exclusion of the rioting pupils. So it appears the 

governors and the LEA are the ones who sabotaged the pupils dream to belong to a good 

school and to be part of a community that really cares about the young people. What the 

documentary does not suggest is the extent of the government’s responsibility for the 

abortive educational reform initiative. Almost all the blame is given to the Superhead, 

with failing teachers presented as dispensable, inefficient functionaries and only a small 

part of the homogeneous herd after all.

Scapegoating the Superhead

On another level Superhead can be blamed for the failure of the venture, but throughout 

the television documentary, and in other commentaries there are suggestions and clues 

about the context. The second episode portrays a race war in the microcosm of school but 

the television viewer is not shown the bigger picture where what we can imagine off 

screen is a number of migrant communities and intimidation by powerful forces.
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Sam Hind outlines the universal nature of the problem after the parents’ meeting. Firstly, 

in answer to the mother who is appealing her daughter’s exclusion and secondly, for the 

cameraman: ‘What happened on Friday is the result of prejudice, of difference between 

races and people not being prepared to get on with themselves and with each other’ (L. 

948-950) and ‘Yum, clearly our view was very different from what you heard there. But 

I appreciate the emotion and the concern about racism, which all of us feel and all of us 

suffer from’ (L.966-968). Superhead in particular suffers the racist sentiments. There is 

the double irony with English teacher, LM embracing the ‘Dunkirk spirit’ (L.301) and 

Ja’s support for the English associate principal in the light of Superhead being German.

In each part of the series some reference is made to Superhead’s ‘otherness’ and his 

Teutonic nationality. In episode one, LM opens the newspaper and the headlines 

announce ‘He’s German. He flunked English at school. Meet Britain’s first Superhead’ 

(L.245-247). Later the narrator gives some more background. ‘Sam moved to England 

from Berlin as a student. He rose to become vice principal of a performing arts school in 

another borough before leading a local comprehensive in a county’ (L.273-275). Even the 

cameraman (CM) cannot resist asking about Sam’s (SH) nationality when he is cooking 

at home.

SH: Some old frankfurters go in there. That’s very German, I think.
CM: How German are you?
SH: How German are you? Hmm, difficult to say, isn’t it. I am sure that there are different parts to my 
character, which are a result of growing up in Germany and having very German experiences. When I get 
really kind of upset about the mess around the place and things not being organized properly and things not 
happening quickly enough then I think I am very German probably. At the same time I have lived in this 
country for so many years that it’s you get used to it and you think, yeah, that’s just the way it is in 
England (L.277-287).

In episode two, the camera zooms up close to the German Mercedes Benz emblem 

(L.976) on the car bonnet that Superhead drives and Ja’s comment about the new English 

associate principal above, ‘He’s English as well so that kinda helps’ (L.1732), is very 

indicative of the underlying racial problems in society. Another irony is that it is an 

outsider from the war time Nazi enemy who has the dream and was the first choice from 

the statutory bodies in their appointment of someone exemplifying ‘sensitive liberal 

leadership’ (L .l366) instead of ‘traditional macho authority’ (L .l365).
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Joe Lowman is an associate principal appointed by the board of governors a month before 

the Superhead resigned. We have already seen what JO said about him, he is an ‘old 

fashioned headmaster type...not being sort of bullying or anything but extremely firm 

and supportive towards the staff (L. 1712-1715). The television camera captures an 

image of him as totally bald or with a shaven head. He is an ex-Arsenal soccer player 

who does ‘mountain bike riding’ and is an ‘ex-marathon runner’ (L.1720) according to 

the Deputy Head. The associate principal never speaks to the camera but is filmed eating 

chocolate bars with the pupils and supervising them at the school doors. Most viewers 

will agree with JO who says that he is ‘terrifying to look at’ (L. 1715 & 1716). Sam Hind, 

to the camera, welcomes the prospect of ‘help’ (L .l733) and he compares it to ‘business’ 

(L .l736) when it is very positive to have the assistance of two or three managers to ‘help 

with the management and organisation’ (L.1737 & 1738).

But it seems the other staff, particularly MB feel that in his ‘heart of hearts’ (L .l743) this 

must have threatened Superhead. Apparently the incoming associate principal, Joe 

Lowman had said that he was no ‘hatchet man’ (L .l746) but MB certainly felt otherwise:

MB: I think when Joe Lowman came in. I think Sam probably felt pretty threatened by him. Um, he 
probably thought that things were going to get better but probably in his heart of hearts knew that things 
were actually pretty bad and that this was going to be exposed. Although I don’t think that was Joe 
Lowman’s intention. He said many times that he is not a hatchet man. But certain things were definitely 
going to come out. (TD. L. 1741-1747).

Consequently, by the third episode of the series, when Superhead is scapegoated by the 

statutory bodies that employed him, it is only a little eleven-year-old girl who is bold 

enough to whisper, ‘I think it’s the government or someone like that. Like pushed him 

out of school, practically’ (L .l945-1946). My reading of the documentary is thus that 

mismatching and contradictory themes about teacher’s lives are well represented in 

public domains. There are also elements of racism/xenophobia. Teachers with their 

humanitarian idealism are trusting and emollient, nevertheless if they continue in this 

way when in positions of authority they are to blame when things go wrong.
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Alternative readings

There are various other readings of the television documentary which were put forward: 

journalists (Toynbee, Woodward, Smithers, Beckett, Russell), parents, teachers I 

interviewed, the public. The intrinsic nature of the media allows for many interpretations. 

Media exposure can be a ‘devastating experience’ for ‘individuals involved’, but it ‘can 

be brilliantly manipulative in its use of language and image’ (Epstein, 1996 cited in 

Baker, 2000:1).

Toynbee (2000) stated that the television documentary was the saddest story, and the 

viewer cannot help feel a twinge of regret at the departure of Sam Hind from New 

School. He remained true to his ideals. MB commends him for his ‘belief that if people 

really, really wanted to make it work, they could make it work’ (L .l845-1846). But the 

‘gap’ between theoretical ideals and practice, between ‘where we were and where we 

wanted to be was just too great’ (L .l846-1847). As teacher MB says, ‘we fought with 

our will power well for two complete terms’ (L .l854 & 1855) but ‘the gap wasn’t quite, 

you know, bridgeable’ (L .l855 & 1856). MB sums it up with ‘I don’t really think 

teachers could have tried harder to make it work’ (L .l852 & 1853). In spite of 

Superheads departure the narrator concludes: ‘Everyone connected with the school 

remains determined to make it a success’ (L.1984 & 1985). There are many sad faces 

when he announces his resignation and teachers are filmed going home with their 

farewell red carnation from Sam Hind. The carnations that he bought for each member of 

staff also emphasise the ‘otherness’ of his continental character. In accordance with the 

documentary genre, the narrator has the last words as seen in the final extract:

IMAGE LANGUAGE Lines
CU of Jk (Yr 7) + Ja (Yr 11) 
outside their apartment play 
fighting
Credits rolling over the images 
LS of modem side of school 

buildings and window panes with 
reflection of trees 
Credits Backview of Sam Hind 
walking in front of graffiti wall, 
alone CU Carnations/Credits 
CU of Victorian Block and BBC 
TD logo

N: Ja failed to turn up for his GCSE exam. His brother Jk is 
settling in well in his new school in Wales. All but 15 of the 180 
children in his year have chosen to stay on at New School. The 
schools new governors appointed a temporary head teacher. In 
June OFSTED report said that the quality of education at New 
School was not satisfactory but noted a significant improvement 
in behaviour and management. Now the new term has begun. 
Under yet another head. Everyone connected with the school 
remains determined to make it a success. 3 more Freshstart 
Superheads have now resigned. 6 months after leaving New 
School Sam Hind is still considering his next career move. 
School noises.

1977
1978
1979
1980
1981
1982
1983
1984
1985
1986
1987
1988
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The narrator declares above that three more Freshstart Superheads resigned shortly after 

Sam Hind. In press numerous opinions were given: ‘Freshstart is not an easy option, but 

the alternative of leaving a school to fail until it drifts into closure is not acceptable’ 

(Smithers, 2000). Mr David Blunkett, was reported as saying:

In the next three or four years we have budgeted to put resources into Freshstart where 

the alternative would be closure or gradual death. You can let a school die, and there are 

advocates from the right who believe in letting market forces operate. But the victims of 

that are the kids who remain there until the school literally dies on its feet. And those are 

the kids who have been abandoned, and they end up being the ones who are on our streets 

at the age of 16 (Woodward, 2000a).

The whole inner-city debate grounds the issue at the point that education is most 

challenged and it is for this reason that the media enthusiastically picked up the story. 

Baker (2000) points out the ‘fact that most national education correspondents live in and 

around this large city -  as do their editors -  may also shape the view of schools given in 

the media.’ He continues by writing that he suspects ‘there is greater anxiety over 

standards in state schools in the city than in most other parts of Britain’ (p. 16).

The Freshstart television documentary is set within the context and politics of a failing 

school: failing to get the national average standards in state schools. Public awareness 

and interest are set against political questions to do with whether the government’s policy 

towards failing schools is the right one. A survey of public opinion done for the 

Independent Schools Information Service (ISIS, 1998), by the largest independent 

company in the UK called Market & Opinion Research International (MORI), found that:

(P)eople with children in state schools are less satisfied with what they are getting for 

their taxes. This poll showed 55 percent of parents would send their children to an 

independent school if they could afford it. Two thirds of these said they thought they 

would get a better standard of education in the private sector. Twenty-eight percent were 

attracted by smaller class sizes (cited in Baker, 2000:12).
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The political context set within British educational history is specifically about reforming 

education with the notion of failing schools that have to be closed if they do not perform. 

The press, recall also reported that the concept ‘is based on the idea of “reconstitution” 

developed in San Francisco in 1984’ (Guardian, 2000d).

As Baker (2000) has said, media do have an obligation ‘to put problems in context’ and 

he continues:

If, for the sake of argument, it is 2 per cent of schools that are failing then the other 98 

percent clearly are not failing and we should not pretend otherwise. Equally if those 2 

percent are all in areas of social and economic deprivation -  and that is a factor in their 

‘failure’ -  we should also say so. Yet which should be the figure in the headline: 2 

percent or 98 percent. The news is surely about those which are failing (p. 13).

The National Union of Teachers is deeply suspicious of Freshstarts. ‘It’s a quick fix,’ 

says the NUT regional secretary. ‘It allows too much of the baby out with the bath water’ 

(Guardian, 1999). The same press article also records the historical context and hard task 

faced by the teachers at Old School:

In the 90’s the school, situated in the midst of the boroughs row-upon-row of tum-of-the- 

century terraces, reached its nadir - results were poor with sometimes fewer than 10% of 

pupils scoring five GCSEs at grade C or above (the national average last year [1998] was 

45%); it was deeply unpopular with just half the available places filled, many of those 

taken by children with serious behavioural problems who had been expelled from other 

schools (Guardian, 1999).

All of this is significant for it illustrates how difficult the teachers’ lives are at inner-city 

schools. Woodward and Smithers (2000a) indicate that:

Mr. Hind argued that the school should close for a year while the building programme 

was completed. Not possible, the borough council said, our other schools are already full. 

Phase one of the programme -  a new entrance, library and canteen -  went ahead. During
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the summer, the builders discovered asbestos. Then they ripped up seven science 

laboratories by mistake.

In the Freshstart television documentary the Superhead says after a fire drill, ‘At some 

stage through the building program somebody, I assume by mistake, ripped out the old 

fire alarm system but had not planned to put a new one in’ (TD. L. 1399-1401). The 

assumption that ripping up science labs and fire alarm systems are mistakes and costly 

coincidences are suspicious. I have little evidence that some people were sabotaging the 

Freshstart initiative but a letter titled ‘Labour’s Blockhead’ written in the Socialist 

Worker by a parent of the borough is suggestive of an unsupportive mindset to the 

governments education reform efforts: ‘I felt a certain sense of grim satisfaction as it all 

went tragically wrong’ (Unattributed, 2002:1).

There is much awareness and public interest in policy developments that address social 

anxieties about education, as it has been a central government strategy within the context 

of raising standards. Recall from Chapter 1, journalists gave their readings. One wrote 

that the Freshstart policy according to a NUT general secretary if ‘done properly and 

without the glare of publicity that generally accompanies it, it could work’ (Smithers and 

Gregoriadis, 2000). Another mused that Freshstart school ‘Birmingham’s Selly Park 

Technology College for Girls is one of the most startling successes’ (Beckett, 2001). It 

was also reported in the press, after my fieldwork period, that the Freshstart in my study 

has succeeded, despite the negative construction of it by BBC, after almost three years 

since it began and at least ‘seven OFSTED visits’ (Woodward & Smithers, 2002).

There is still conflict about Freshstart as the School Standards minister at the time of the 

documentary, Estelle Morris*, herself said: ‘Freshstart is about raising standards in the 

most challenging circumstances. It is not an easy option and cannot be used to avoid local 

difficulties for schools that should close’ (Russell, 2000b).

Education is a public commodity and as one television education correspondent, says:

*  She replaced D avid  Blunkett as the Secretary o f  State fo r  education in 2001, and resigned herself in O ctober 2002.
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[0]ur audience is bored with reports on the arcane machinations of politics, they want 

more on education, health and the environment. In short, they seemed to be demanding 

less of the old agenda of politics and trade union bargaining and more on the issues which 

directly touch their daily lives (Baker, 2000: 19).

Curthoys and Docker (1989) suggest that audiences ‘seek out aspects of commercial 

television as a consolidation and confirmation of their everyday lives...The kids use it 

subversively against the rule-bound culture and institution of the school’ (p.68). Teachers 

are central to education and also use television for consolidation and confirmation. As 

Marshall (2000) shows in her research, teachers can be ‘flattered and fascinated by the 

way in which they see themselves portrayed ... It is an appeal to vanity’ (p. 141). Media 

coverage of education implicates teachers’ lives and has indeed a long history: some of it 

more flattery and others more complaining.

There are also mixed public reactions to any particular media representation. For 

example, the Freshstart television documentary was described as a ‘wonderful series’ by 

one journalist (Toynbee, 2000) who advised viewers to watch this ‘truly honest and 

accurate film’. On the contrary, eight Parents in Press (2000) contend that it is not ‘a truly 

honest and accurate film. [While] the Head of Year Seven [told them he] gave many 

names of children to be filmed and the director only filmed a tiny minority who were 

anti-school’.

Public opinions according to Fairclough (1995) are made ‘in the weekly TV and radio 

programme guide Radio Times'. He points out that ‘similar weeklies play an important 

part in enticing viewers to watch programmes’ (p. 150) and result in the varying 

perspectives and alternate readings. Enticing viewers is an ethical issue and Fairclough 

asks whether national broadcasters ‘should tolerate and sustain the discrepancy -  which 

they surely understand -  between what is claimed to be going on and what is really going 

on’ (1995:169). He adds:

Broadcasting organizations ... have, as conditions on their license to broadcast, public 

service obligations to provide impartial and balanced coverage of social and political 

news, and educational services. There is therefore a tension between the pressure to
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increase ratings through opting broadly for more entertainment, and the pressure to 

provide public service information and education (p. 44).

Media interest in education, Baker continues, is

... a political battleground. As the consensus broke over comprehensive education, and 

later over teaching methods and curriculum content, so educational views separated along 

party lines. It was the stuff of conflict, political pressures, lobbying, argument. In short 

what journalists are interested in. And rightly so: nothing is a more fundamental 

expression of the sort of society we want than views on education. Journalism should be 

focusing on where such arguments are being waged (Baker, 2000: 11).

The television documentary analysed in this chapter is a very good example of how 

politicians and journalists are able to exploit vulnerable people in institutions to suit their 

own needs and ends not all of which are as altruistic as Baker suggests. Teachers’ lives in 

the media are also about entertainment and this presupposition is supported by ‘the 

Oscar-winning film producer and chairman of the National Endowment for Science, 

Technology and the Arts’, who also was the ‘new chairman of the government’s General 

Teaching Council’: Lord Puttnam’s ‘most innovative scheme is to recruit actors to help 

train teachers, on the basis that: Watching a good teacher in action is a performance’ 

(Bennett, 2000).

Conclusion

Set in the failing school context, the teachers in the television documentary considered 

here are represented and constructed, initially, as failing authority figures, with their first 

duty of maintaining control and keeping discipline through emotional labour thwarted by 

a multiplicity of problems at New School. This, on the one hand, suggests, teachers are 

set up ‘towards work which involves the regulation of working classes be it teaching, 

policing, nursing, etc’ (Plummer, 1997: 38); while on the other hand, their working 

conditions are so challenging that for some of them the only way to cope is to quit. The 

television documentary suggests that when teachers are over idealistic and not pragmatic 

enough at certain stages in their careers, critical incidents occur. Ultimately the teacher is 

alone and has to choose whether to stay or go. In the series teachers are seen struggling to 

maintain any authority. Aspirations of teachers to embody values that make them
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exemplary professionals with specialised knowledge to be imparted to the younger 

generations, is undermined. There is no authority. To mediate between the mismatching 

themes of emotional labour in challenging working conditions and humanitarian 

idealism, the teacher operates as loco parentis. In the challenging context of New 

School, the complexity of the teaching job is spotlighted by a highly constructed 

television representation charged with both informing and entertaining the public as it 

portrays critical incidents in teachers’ lives.

To conclude, this chapter has looked at how critical incidents are constructed and read in 

a BBC television documentary. It has shown the sincerity in the presentations, 

perceptions and pictures of teachers’ lives, but argued that this commonsense naturalness 

in tone is suspicious. The conversationalization of discourse, which blurs the public and 

the private domain and includes ‘a public language for use in the media which is 

modelled to varying degrees and in varying ways upon the practices of informal, 

colloquial, conversational speech’ (Fairclough, 1995: 38).

The complexity of the teachers’ lives, presented with language whose mood and modality 

has ‘shifted in a more populist direction’ (ibid.: 128), serves the objective of the 

documentary, to both inform and entertain. While this is a manipulative and calculated 

move to maintain existing power relations, but also seems to be the soporific that 

audiences require. Media audience surveys, public opinion polls, and television ratings 

ensure that the populist majority gets the right mix of entertainment and information. 

Baker and Fairclough agree that the ‘audience is bored’. It could be argued that ‘parents 

do not like to see their children’s achievements constantly denigrated unless there is good 

reason’ (Baker, 2000:33) so teachers become the scapegoats. My interpretation has 

attempted to go deeper than the simple scapegoating thesis to show that the 

representation of Sam Hind’s tragedy does allow for greater understanding and 

knowledge of teachers’ lives.

There are many messages and readings that can be taken from the television documentary 

and Baker (2000) believes that the ‘demolition job’ (p.34) on education is over. All the 

teachers and especially the Superhead took great personal and professional risks in
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agreeing to co-operate with the BBC. The risk, as Mortimer (1998) has stated, is that it 

‘won’t always work out the way you wish’ (cited in Baker, 2000: 34). However rather 

than remain ignored and demolished in the ‘insecure profession’, Baker offers the 

challenge and invitation for ‘the teaching profession to regain its voice in that debate via 

the media’ (ibid). In opposition, I would argue together with Berliner and Biddle (1995) 

(and hope to have provided supporting evidence), that teachers have always been ‘a 

traditionally unempowered group’ (p. 147) and some media constructions and 

representations reinforce this reduced status.

The material presented in the documentary does, however, show the analytic usefulness 

of the themes identified in the thesis. All were spotlighted to varying degrees.

1. Critical incidents occur as teachers decide whether to stay or go.

2. Stages are shown to influence teachers with marriage and career moves.

3. Individual teachers have different coping strategies.

4. Teacher idealism is thwarted by miserable working conditions.

5. Teaching requires loco parentis or emotional labour to mediate between what the 

gatekeepers/authorities want and the needs of the pupils and colleagues.

In sum, the Freshstart scheme for failing schools, highlights the mismatching themes and 

disjuncture in teachers’ lives where they are most challenging. The continued failure is 

seen by the shadow Secretary of State for Education, Theresa May, to be ultimately due 

to ‘the restraints they are under from Whitehall’ (Russell, 2000). The importance of the 

failure of the local authority was not represented and similarly the politicians were 

excluded from the documentary. Ultimately in the documentary, it is teachers as 

individuals, not as a group, nor their context or the social structure, which is presented as 

making the resolutions. They are attributed what is probably much too much agency. 

However, the Head of Social Science at new school did say originally, ‘I think we can do 

it. I think it’s always nice to have the spotlight on you when you feel you can make a 

difference. It’s different than having the spotlight on you when it’s critical’ (Dore, 1999).

* * *



144

Chapter 6 -  Conclusion 

Introduction

This chapter summarizes the journey traveled in both the theoretical and empirical parts 

of this research. Firstly, I will deal with the research process in relation to the original 

questions. Secondly, as an English teacher/researcher I am interested in how language is 

used to control the representations that are made by institutions with power, specifically 

about truth and knowledge, hence I will reconsider other ways of interpreting my data in 

the light of the varieties of discourses of professionalism that abound. Thirdly, for cross- 

reference purposes, I shall attempt to show how the argument emerged from the data to 

modify the theoretical approach. Finally, the contribution of the research will be 

considered; I will include a critique of the study, focusing on its strengths and its 

weaknesses.

Retrospective

In Chapter 1, I began with a personal example, specifically what I saw as a critical 

incident in my life, and one which was broadcast in the media. This introduced the 

questions that I saw as crucial for understandings about teachers’ lives and critical 

incidents. The research was narrowed down to two focused questions:

What sorts of incidents do teachers see as critical?

How do teachers respond to critical incidents?

I explained that the research approach developed from the concerns and theoretical 

frameworks of an English teacher/researcher.

Chapter 2 selectively reviewed the literature chiefly from sociology, gender studies and 

my foundation discipline of English covering teachers’ lives. The idea of critical 

incidents and stages in the career were introduced as conceptual tools. Then various 

teachers were introduced whose lives were studied through sensitizing interviews -  

chapter 3; in come cases also, participant observation -  chapter 4, and through the
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medium of a television documentary -  chapter 5. The glare of publicity provided by the 

media had, I argue, a critical impact on teachers’ lives.

Table 3 -  The teachers who feature in C hapter 3 .4  and 5

Research
Method

Name Birthplace Age Stage Professional Background Sex Critical Incic ents
T=Teacher Extrin. Intrin. Person.

interview Rob South Africa 70 5 Higher Education T M Z S
"interview Ted Mozambique 67 5 Higher Education T M Z
fPartObs. Mr HT England 54 4 Secondary Head T M Z Z
^terview Di South Africa 64 5 Primary Head T F Z s

Interview Joy South Africa 67 5 Kindergarten Head T F z #
" Int. Part. 

Obs. TD
Mat England 37 3 Secondary Deputy Head 

T
M Z s

Int. TD Des Ireland 41 4 Secondary T- Head of 
Year 9

F Z s
#

Part. Obs. Mr T England 28 2 Secondary T - Head of 
Dept. .

M Z

Interview Viv South Africa 60 5 Secondary T F z
i Interview Pete England 35 3 Secondary T M *

Interview Sue England 30 3 Secondary T F Z z #
1 Part. Obs. Ms Art England 23 1 Secondary NQT + LSC F Z z
! Part. Obs. Ms PE Australia 24 1 Secondary OTT F •/ s z  #
I Interview Hope South Africa 40 4 Primary T - Year 4 F s
) Interview Cleo Zimbabwe 67 5 Primary T - SEN F s

Abbreviations for Data 
Collection Method

Nationalitv Stages Gender

Int.= Interview England = 6 1 = 2 M = Males = 6
Part.Obs.= Participant South Africa = 5 2 = 1 F = Females =

Observation Mozambique = 1 3 = 3
TD = Television Ireland = 1 4 = 3

Documentary Australia = 1 
Zimbabwe = 1

5 = 6

# Teachers who have left the profession = 4 

* Teachers who are undecided = 1
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Chapter 3, as one of the empirical sections of the research, focuses on critical incidents 

experienced by the interviewees and their reactions to the construction of teachers’ lives 

in the BBC television documentary. Some of the data is shared in Appendix 2. The 

interviewees also reflected generally upon ‘stages’ in their lives as teachers. I analysed 

examples of the competing issues in the respondents’ interview transcripts about their 

lives and then looked for commonalities across the sample.

Three of the eleven interviewees have had what they saw as critical incidents that had 

made them decide to leave the profession. These critical incidents show reasons why 

there is a teacher attrition problem. My findings complement Huberman’s (1993) larger 

empirical study of 160 teachers’ lives, where ‘one third ... passes through some period of 

crises’ (p.20). The general conclusion from my sample’s experiences is that ultimately 

the product for teachers who wrestle with the clash of humanitarian ideals and conditions 

of employment is increasing emotional labour. The intensity of the latter finally makes 

some teachers decide to leave the profession. Broadly speaking, teachers have very 

different ideas and thoughts: acquiescing at times to systemic constraints and often also 

alluding to tensions between humanitarian and the requisite emotional labour.

One interviewee had not had a critical incident and another disagreed with my definition. 

However, the former (Pete) told remarkable stories about previous colleagues critical 

incidents, which included imprisonment for one, and two forced retirements after sexual 

abuse had been uncovered in the school where they all taught. Moreover, although the 

latter (Mat) was reluctant to import ‘critical incident’ into his discourse he did say: And 

New School although it was hard, the whole way through, it wasn ’t a particular incident 

that made me leave. It was a desire to be promoted’ (p. 190). I think the hesitance by two 

male respondents to admit to or use the term critical incident has something to do with an 

astute political awareness by Pete and Mat of the new power regimes which do not 

tolerate anything that resists the ‘toughness’ of the status quo. If teachers cannot 

overcome the challenges in education that cause critical incidents then they are not tough 

enough and must go. Talking about critical incidents may reveal some personal fragility 

or hidden weakness. It may imply being over emotional which may then border on 

hysteria, turning into strident claims and attacks against the authority of the government.
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Chapter 4, describes selected incidents from my experience teaching/researching in the 

BBC Freshstart school. This produced further evidence to justify the multiple 

perspectives of the research. Information was collected and recorded in daily fieldnotes 

during observations about day-to-day life, critical incidents, events and experiences in the 

secondary school. I saw how critical incidents in teachers’ professional lives were 

sometimes overcome and resolved. Nevertheless, there was one teacher where a critical 

incident ultimately changed the course of her personal and professional life. Moreover, 

for three teachers who remained, overcoming the critical incident challenge depends on 

high levels of emotional labour and it was only by holding onto their ‘strong personal 

identity’ (Talbert and McLaughlin, 1996: 129) and their ‘humanitarian ideals’ (Nias, 

1985: 116) that the majority of teachers could say ‘we go on’.

OFSTED, which judged the teachers’ performance during an inspection while I was at 

the school found the teachers that I worked alongside were exhibiting only a ‘limited 

improvement’, and so ‘special measures’ were reinforced. Teachers seemed to be the first 

to be blamed despite the overwhelming evidence that supported the often-violent reality 

of their conditions of employment.

Chapter 5 deconstructed parts of the BBC television documentary. This discourse 

analysis shows how critical incidents were set up to drive the narrative so as to entertain 

and inform the public, allowing for multiple readings/interpretations. On one level the 

analysis illustrates how statutory decisions caused a race riot in the school playgrounds. 

This extrinsically generated critical incident then had ramifications for the head teacher, 

resulting in him having ‘the worst year of his professional life’ (see p. 138): ‘the toughest 

year of his working life’ (see p. 156). The documentary producer constructed the narrative 

so as to scapegoat the head teacher. Nevertheless, many of the representations of 

teachers’ lives in a violent context revealed their conditions of employment were 

diabolical. A perceptive, empathetic and compassionate viewer could not fail to be 

outraged by what was screened. Many people who viewed scenes of it with me, (see 

especially the one described on pp 123 +124) either turned their eyes and heads away or 

asked me to fast forward, so anguished were they by watching the humiliation of a failing
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beginner Science teacher. The most notable was visiting US Professor Courtney Cazden 

(8 February 2002 and also cited on p.70) who asked me to switch the video off, so 

horrible did she find these scenes.

Types of professionalism

An alternate to the Foucaultian perspectives in my analysis and interpretation of the data, 

might be provided by discourses on teacher professionalism. Professionalism is broadly 

defined by Furlong et al. (2000) as ‘the skills, knowledge and values of teachers’ (p. 1). 

Horder (1995) says ‘professionalism was never a politically innocent concept, and was 

always manipulated by both the state and the teachers’ unions according to their interests’ 

(p. 17). Moreover,

ever since the middle of the nineteenth century, when teaching became something more 

commonly done by women than by men, the very notion of teaching as work has been a 

confused one. For if the qualities and the duties of the teacher approximate to what the 

good mother does naturally for her own children, there can be no need for a training, nor 

indeed for any of the paraphernalia of professionalism (Miller, 1996: 101).

Sixty percent of all teachers in Britain are women: ‘Seventy four percent of primary 

school teachers and forty five percent secondary school teachers’ (Miller, 1996: xi). 

Rosen and Burgess (1980) suggest that in ‘our school system segregation is firmly 

installed. We segregate by sex, by age, by religion, by class, by attainment’ (p. 109). We 

also stereotype and female teachers live with ‘sexist stereotypes suggesting that women 

were naturally emotional (rather than logical) and therefore should be subordinate to 

men. Thus, since the majority of teachers were women, it seemed reasonable to set up a 

bureaucracy of men to control them’ (Berliner & Biddle, 1995: 54). Recall, this 

demarcates an unlevelled playing field and it ‘may be no use crying foul where the 

referee is actually government and where political power is ultimately decisive’ (Rosen & 

Burgess, 1980: 45). The professionalism agenda is controlled by statutory powers, whose 

experiences are often divorced from the real life and critical incidents described in my 

thesis. Other commentators have made the following disciplinary connections:
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For example, the benevolent discourses of staff development and supervision have 

genealogical connections with less benevolent discourses such as those associated with 

school inspection (Andeson & Grinberg, 1998: 342).

Another definition of professionalism is ‘something that defines and articulates the 

quality and character of peoples’ actions within that group’ (Hargreaves & Goodson, 

1996: 4). As editors of Teachers’ Professional Lives, they recognize that ‘(b)uilding 

collaborative communities of critical colleagues is as difficult in educational research as 

it is in schoolteaching’ and they emphasize ‘the value of professional dialogue’ to gain 

‘greater knowledge and understanding of these important challenges that confront 

teaching and education’ (ibid.: vii). They declare that the new political bias is towards 

the rhetoric of teachers being managed and organised with ‘different connotations of 

what it means for teachers to be professionals’ (ibid.: 4). My research approach, which is 

a testimony to teachers’ voices and their professional development, seeks through 

analysis of critical incidents to further challenge and expose the shallowness of the 

current managerial, prescriptive view of schooling that is in competition with 

humanitarian idealism. I hope to have shown the enormous amounts of emotional labour 

that are needed to confront desperate conditions of employment which produce critical 

incidents and vice versa: critical incidents demand more emotional labour. However 

current research into teacher work overload shows that teachers are in fact being told to 

‘do more with less’ (Schramm, 1996: 1; Maslach & Leiter, 1997: 39; Naylor, 2001: 9).

Hargreaves and Goodson (1996) divide professionalism into what they call six 

‘overlapping discourses’ (p.4): classical, flexible, practical, extended, complex and 

postmodern professionalism. These typologies suggest an alternative way of interpreting 

my data.

1. Classical professionalism

This is modelled on the professions of doctors and lawyers where a scientific body of 

knowledge is privileged. ‘By explicating this knowledge, it is argued one can make 

teachers’ intuitive, practical know-how and techniques into visible, codifiable, 

professional knowledge’ (Hargreaves & Goodson, 1996: 6). The authors call this a ‘devils
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bargain’ (ibid.: 7) because academics in striving to be scientific have failed classroom 

teachers.

(S)chools of education, particularly those located in the campuses of prestigious research 

universities, have become ensnared improvidently in the academic and political cultures 

of their institutions and have neglected their professional allegiances. They are like 

marginal men, aliens in their own worlds. They have seldom succeeded in satisfying the 

scholarly norms of their campus letters and science colleagues, and they are 

simultaneously estranged from their practicing professional peers. The more forcefully 

they have rowed toward the shores of scholarly research, the more distant they have 

become from the public schools they are duty bound to serve. Conversely, systematic 

efforts at addressing the applied problems of public schools have placed schools of 

education at risk on their own campuses (Clifford & Guthrie, 1988: 3-4 cited in 

Hargreaves & Goodson, 1996: 7).

Similarly, in my data, OFSTED and other gatekeepers of teachers’ lives have set up 

criteria, standards, checklists and inspections to emulate scientific ways of evaluating 

teaching. Recall from Chapter 4, how Mr HT spelt out how OFSTED inspectors 

quantitatively worked out that teachers were not being professional enough:

‘Just over 75 per cent of lessons were satisfactory (same last time), with 33 per cent good 

(25 per cent last time). The quality of learning i.e. progress [achievement] is related to 

the quality o f teaching. It will only be possible to improve pupils’ progress through good 

teaching ’ (16 November 2001, week 12: 6). ‘Lessons are planned for three levels of 

ability, but show low expectations’ (p.5).

In my research I did not come across scientific criteria for emotional labour, which has 

yet to be quantified, by OFSTED or other gatekeepers. Yet it is the unquantifiable 

emotional labour that I have argued clashes with humanitarian ideals to produce critical 

incidents.

2. Flexible professionalism

This is identified by the authors as one of the four forms of ‘new’ professionalism. They 

cite research by Talbert and McLaughlin (1996) showing that students are the most
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salient context for teachers and that professional communities that mediate teachers’ 

adaptations are central to this type of professionalism. However, the authors call this 

giving the teachers a ‘local anaesthetic’, because by focussing on their own professional 

communities they ignore ‘bigger social missions of justice, equity and community 

beyond their own workplaces’ (ibid.: 11). This is a good example of how far removed 

some members of societies professional expectations are from the overloaded working 

reality of teachers’ lives.

McLaughlin and Talbert (1994) have researched the argument that a ‘professional 

community’ is needed to support individual teachers through professional development. 

During 1987, in the Centre for Research on the Context of Secondary School Teaching at 

Stanford University, they ‘embarked on a mission to integrate various lines of work on 

teaching contexts and to conduct new, multi-method research on context conditions 

affecting teaching and learning in diverse school settings’ (p.65). Their study included 

interviews with 800 teachers in 16 Californian and Michigan high schools. Their findings 

supported collaborative communities and professional dialogue. ‘Professional 

communities mediate teachers’ adaptations’ (ibid, p. 63 and Acker, 1999: 23). They also 

found (Talbert & McLaughlin, 1996), after interviewing the US teachers that their sample 

believed a true professional to be a teacher who had:

• a specialized knowledge base and shared standards of practice;

• a strong service ethic, or commitment to meeting clients needs;

• strong personal identity with, and commitment to the occupation; and

• collegial versus bureaucratic control over entry, performance, evaluations, and 

retention in the profession (Talbert & McLaughlin, 1996: 129).

From my data and personal experience I would endorse this latter definition of 

professionalism. However, during the current period of contraction, where teacher 

training is being located more in schools there is a dependence on already overburdened 

‘local communities of teachers [who] are the vehicles for enhanced professionalism in 

teaching’ (Talbert & McLaughlin, 1996: 144). This idea was mooted by Dan Lortie 

(1975), who suggested, ‘collegiality would be a ... route to teachers’ enhanced
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professional authority’ (pp. 235-40). Recurring theories that sometimes prove more 

rhetorical than practical during research projects, can contribute to critical incidents, as I 

have illustrated in my data. Idealism about collegiality, communities mediating teachers’ 

adaptations, critical friends, apprenticeship of observation, professional dialogue and 

reference groups - which are not attainable in practice - make teachers resist increasing 

political prescriptions from professionalization projects. During times of minimal 

preparation, teachers’ institutions are stopped from encouraging teachers to be reflective 

professionals involved in what Englund has called ‘a pedagogical [rules for knowledge] 

project, concerned with the internal quality of teaching as a profession’ (1996: 75).

3. Practical professionalism

Here the authors suggest that high status is given to a teacher’s practical knowledge and 

particularly the notion of ‘reflective practice’. The innovative projects by Sugrue (1996), 

as well as those of Weber and Mitchell (1996), risk being ‘romantic’ despite being able to 

‘superbly deconstruct the intellectual pretensions of university based, scientific 

knowledge’ (Hargreaves & Goodson, 1996: 12). Once again, professional teachers of this 

calibre are critiqued for being taken away from ‘broader moral and social projects and 

commitments’ (ibid.: 13).

‘(P)ractical professionalism is easily hijacked in the service of dubious policy projects, 

which restructure education inequitably and narrow the teacher’s task and the teacher’s 

professionalism to delivering goals of that restructured system technically and 

competently but unquestioningly’ (Hargreaves & Goodson, 1996: 14).

At its best, the discourse of practical and reflective professionalism superbly deconstructs 

the intellectual pretensions of university-based, scientific knowledge as a basis for 

teacher professionalization. At its most critical, it also connects the practical reflection of 

teachers to broader social agendas of equity and emancipation -  making practical 

reflection social and critical, as well as personal and local (Hargreaves & Goodson, 1996: 

12).

English teacher/researchers, have stated: ‘If you cannot increase reflective power in 

people, you might as well not teach, because reflection is the only thing in the long run
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that teaches anybody’ (Heathcote, 1976 in Desfountain, 1994:62). The supporting 

evidence from my data is the autobiographical inclusion of my commitment to reflecting 

upon an incident or fateful moment from my life that made things change. Crystallising 

moments - defining moments - have been mentioned throughout this thesis. But 

sometimes, teachers’ lives preclude time to reflect and consider deeply immediately after 

a critical incident. Therefore asking teachers to share their experiences in research 

interviews as I did, or taking time out of the classroom as I did, might qualify as practical 

professionalism.

4 . Extended professionalism

This is the form David Hargreaves, now retired Chief Executive of the QCA 

promulgates. Andy Hargreaves and Ivor Goodson cite an article ‘based on careful and 

extensive research of a qualitative and quantitative nature with English secondary 

teachers’. This ‘finds that the national Curriculum has made serious dents in teachers 

professionalism’ (Goodson & Hargreaves, 1994: 15). Teachers Helsby and McCulloch 

interviewed (1996), felt that they were in a ‘content-based straitjacket’ as if they were 

‘teaching in a box’ (p. 15).

At its core, the new professionalism involves a movement away from the teacher’s 

traditional professional authority and autonomy towards new forms of relationships with 

colleagues, with students and with parents. These relationships are becoming closer as 

well as more intensive and collaborative, involving more explicit negotiation of roles and 

responsibilities. The conventional classroom focus of teachers’ work is now set within a 

framework of whole-school policies, and the planning and implementation of agreed 

priorities. In relation to curriculum, there is greater concern than in the past with 

continuity and progression for students, and so for better coordination between teachers. 

The strong focus on student learning and achievement as well as on institutional 

improvement leads to more sophisticated models and practices of professional 

development. Teachers are not merely working more cooperatively; they feel a stronger 

obligation towards and responsibility for their colleagues (D. Hargreaves, 1994 in 

Goodson & Hargreaves, 1996: 15).
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5. Complex professionalism

The authors warn that this professionalism leads to ‘teacher exploitation and burn-out’ 

and is resisted by ‘penny pinching governments unwilling to reward highly skilled 

teachers at the levels they deserve’ (ibid.: 19). Ball and Goodson (1985) support the 

complexity of teachers’ lives that is heralded by this type of professionalism.

Devaney and Sykes (1988) argue that schools need professionalism on the part of all 

teachers, not just among the elite leadership cadre. The reason for this, they propose, is 

that children are the producers of schoolwork and that schoolwork is highly complex and 

likely to become more so as problem-solving, cooperative learning strategies and higher 

order thinking skills are given increasing emphasis. All teachers, say Devaney and Sykes, 

are leaders of their students, and as such, preside over production processes of great 

complexity (also Sykes, 1990). Such teachers must be ‘knowledgeable, experienced, 

thoughtful, committed, and energetic workers’ (p.20). To stimulate and support such 

teachers in being able to handle the complexity of their work, Devaney and Sykes argue 
that a culture of professionalism must be built in schools and school districts (Ball & 

Goodson, 1985: 17).

6. Postmodern professionalism

The authors profess this final definition is ‘to get teachers to misrecognize their own 

exploitation and to comply willingly with increased intensification of labour’ (ibid.: 

p.20). They predict a renaissance to this professionalism in the forthcoming decade:

This revival can use professionalism to justify and mask overextension and 

deprofessionalization among teachers; or it can re-invent teachers professionalism in 

ways that maximize discretionary judgement, embrace moral and social purposes, forge 

cultures of collaboration along with self-directed commitments to continuous 

improvement, and embody heteronomy, complexity and commitment to care (ibid.: 21).

They devote the rest of their introductory chapter to validating their plea for further study 

of professional lives. Subsequently Furlong et al. have suggested adding ‘democratic 

professionalism’ (2000: 174), which incorporates sociological/political agendas requiring 

teachers not only to be saviours of pupils but also to embrace previously marginalized 

groups. My data and research generally supports the pessimism about the
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professionalism project that Robertson (1996), an Australian contributor, metaphorically 

sums up as still a ‘case of the managerial tail moving the pedagogical dog’ (p.48).

In the prolific literature on professionalism, the authoritarianism and directives for 

teachers revealed through the rhetoric is prescriptive. It supports what Goodson (1997) 

calls the ‘voice of technical competency’ (p. 140). The mismatch is between what 

Englund (1996) suggests are the politically prescriptive academic ‘professionalization’ 

and the ‘professionalism’ (p.75) of the pedagogues. This, it seems, may cause critical 

incidents. Overloaded and exhausting work expectations make for what one English 

teacher reports.

Stress is caused by feeling bad about oneself and constantly being made aware of one’s 

inadequacy even though one is actually quite good at the job. Very few teachers are saints 

with an endless capacity to take the blame for the cracks that are appearing in our society 

(Richardson, 1995: 67).

Riseborough records what teachers told him during interviews.

In our school now there are four teachers who have had nervous breakdowns since 

September. Our Head of English has been two months having his nervous breakdown and 

there are other people that are taking time off (1985: 227).

My own critical incident data too endorses that professionalization/professionalism 

projects have much to answer for.

A review of the argument

A teacher’s life often includes what I, following Flanagan (1954), Measor (1985) and 

Sikes (1985) have called critical incidents, some of which contribute to low morale and 

teacher attrition. Many will find this study reflects experiences similar to their own. I 

hope this thesis can make public the issue of critical incidents which flare at various 

stages in teachers’ lives, since critical incidents need to be broadly understood and more 

widely acknowledged as a central experience of many teacher’s lives.
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Today’s media focus on teacher attrition in ‘national crises’ proportions suggest some 59 

per cent of teachers have departed the profession by the age of 35 (Newham, 2002); 

around 20 per cent drop-out in the first teaching year (Schramm, 1996); and 40 per cent 

quit within their first three years (Sulatycki, 2001). Less sensationally, teacher 

recruitment and retention are issues that governments have to address by supporting 

funded research into the crises. One such initiative was a PricewaterhouseCoopers (2001) 

study which found that there was a pool of inactive teachers ‘numbering 300,000’ (p.61).

So what has happened to their development as teachers? The clash between humanitarian 

idealism and emotional labour, unless resolved, may become critical incidents which 

result in drop-out and thus thwart teacher development. Teachers do not consciously 

operate with these connections in their heads. Only research allows this 

conceptualisation. But the education research literature, interviews with experienced 

teachers, observations of teachers’ lives and the BBC television documentary all illustrate 

the tensions and they are often experienced as critical incidents, either extrinsic (as with 

Freshstart) or intrinsic.

Intrinsic critical incidents, according to Sikes (1985) and for the purposes of this thesis, 

have been considered within five stages of the teaching career: five particular periods of 

teachers’ lives where there is more vulnerability to critical incidents.

• Ages 21-28 - motivating and disciplining students;

• Ages 28-33 - subject specialization and an out-of-school life - possibly further study;

• Ages 30-40 - career moves and teachers at their peak - possibly domestically content;

• Ages 40-50 -  mid-career/mid-life crisis, which can be as traumatic as adolescence; and

• Ages 55-60 - when teachers are faced with questions of whether to take advantage of 

early retirement offers.

Examples of personal critical incidents are births, deaths, illness, accidents and 

immigration (Acker, 1999).
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Critical incidents were shown in the thesis occurring in the course of teachers’ duties. 

Each of the eleven teacher interviewees had a critical incident story. During the 

participant observation there was an extrinsic critical event: the events of 11 September 

2001. The head-butter’s violent attack on the OTT was both a personal and intrinsic 

critical incident. There were also numerous personal critical incidents, for example one 

colleague became a father and one of the kitchen staff died. The Freshstart government 

initiative featured in the BBC documentary was itself an extrinsic critical incident, but it 

also used data about teachers’ lives to construct a series of its own critical incidents.

The empirical findings also demonstrate the tension inherent between teachers’ idealism - 

their focus on the individual growth and development of their pupils and each other - and 

their labour. During the interviews the consensus was that teaching is *a gift but also a 

calling’ and 'the whole satisfaction comes out o f these children that you teach’ (Cleo: 

67). But making the dreams of pupils come true is thwarted when the teacher has 

‘responsibility fo r  174 pupils across eight classes' (FN, 3/10), as in my own participant 

observation experience. The television documentary highlighted a situation where there 

were no timetables, no toilets and a race riot to defy teachers’ noble ideals. 

Simultaneously there were demands for huge energy output as the teachers practiced ‘the 

Dunkirk spirit kind of thing’ (TD. L. 300) in an attempt to overcome the challenging 

context with their own emotional labour. The high expectation of teachers’ capabilities is 

gratifying but also unrealistic. Teachers frustrated by trying to cater for the individual 

needs of so many pupils will suffer critical incidents and may crack up.

The management of teachers and students in schools has always been hierarchical and 

subject to economic rationalisation (Bell, 1995). People are attributed status and social 

value by their monetary earnings. Teachers are not paid in accordance with the 

contribution they make in society (Webb, 1985). School management is a reflection of 

national, political and economic systems and teachers have little control over this part of 

their lives. They are required to do a lot with a little and put up with oversized classes, 

inadequate resources, overloaded curriculums and regimes of formative and summative 

assessment procedures both for their pupils and themselves.
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As one teacher interviewee suggested: ‘You can do without most things, although I  think 

you have got to like the children, yet you have got to be organised’ (Rob: 120). My 

participant observation vignette also indicates how Mr T waxed lyrical about ‘optimism’ 

and ‘communication’ in school newsletters. But when he misplaced ‘the school 

photographers' schedule’ (FN, 5/10), he failed to get to class on time and so his 

unsupervised pupils created chaos in the playground. Mr HT, the emotional labourer who 

was a leader and communicator, effectively dealt with violent students who were out of 

control. In contrast there was an interviewee who worked for a head teacher that thought 

classroom control and student discipline was personal, so individual teachers had to 'get 

on and deal with i f  (Hope: 78).

The emotional labour theme was well defined during the interviews. Most respondents 

felt it was best represented and illustrated by teachers who despite critical incidents can 

say ‘Monday, we go on’. But the first interviewee felt that the politics of a ‘Freshstart 

school affected a lot o f teachers personally and professionally ’ (Sue: 14), and as she felt 

it was unjustifiable she left the profession. Another interviewee revealed that teachers 

live with fears about their lives, both in terms of personal humiliation and political or 

professional condemnation. Some institutions and authorities that are the ‘voice of 

technical competency’ (Goodson, 1997: 140) and the ‘directive teaching culture’ 

(Burgess, 2001: 208) are regulating and constraining teachers’ lives. My observation 

which included an OFSTED inspection saw officials judging my colleagues and myself. 

We were deemed to be poor teachers with low expectations of our pupils. The tension in 

the theme of emotional labour is broadly illustrated from the empirical data archive. The 

second-last interviewee exemplified teachers’ empathy for pupils by calling herself a 

‘pupil vigilante’ (Faith: 179), while Mat, after four years at New School, was wondering 

if teaching has been worth it.

In this section, I have given a brief summary across the data sets. There are many other 

examples to illustrate the clashes between humanitarian idealism and emotional labour. 

As Stake (2000) says, it is the ‘(m)ultiple perspectives’ (p. 443) from the data that make 

the theoretical and empirical sections of the research powerful, as they exemplify the
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internal contradictions and tensions that teachers manage in their monocoque professional 

lives.

The contribution of this study

My exploratory study had as its aim to review theoretical accounts of teachers’ lives, to 

describe the critical incidents, and to share understandings of what may be causing some 

teachers to leave the profession. The theoretical review indicated that the significance of 

critical incidents in teachers’ lives were established in prior studies. My research 

therefore sought new empirical evidence of this issue as a contribution to knowledge. My 

main conclusion is that teachers can be educated to cope with critical incidents by 

changed ‘readings’ of these ‘incidents’ and by understanding how their colleagues have 

overcome the problems in their professional lives.

The increasing exhaustion that contributes to teacher attrition may be addressed by 

sharing the knowledge gathered in this thesis so as to better understand critical incidents 

as well as the competition between humanitarian idealism and emotional labour.

The weaknesses in this research have arisen from multiple sources but most significantly 

from financial and time ambiguities. These constraints are not so different to the 

imposition I felt as a teacher. Naive idealism, possible in theory but never in practice, is 

one of the issues in teachers’ lives. If there is a utopia and if there are perfect stages for 

teachers, both eluded me, contributing to my mediocre teacher/researcher performance. 

This study reflects only ‘an apprenticeship piece of work’ and has disappointingly not 

become the much desired and worked for ‘magnum opus’ (p.23) of a doctorate.

However, a strength of the research also arises out of some of its weaknesses, specifically 

its time and resource constraints. Teachers, who have learnt to do a lot with a little in 

schools (Schramm, 1996; Maslach & Leiter, 1997; Naylor, 2001), transfer these and other 

skills to research projects. Personal and professional development is a necessary part of 

teachers’ lives and has been implicit within this thesis. Some teachers move out of 

schools and into research. Their skills and interests, for example in written and spoken 

texts, which are developed in classrooms and on behalf of their pupils can be built upon
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to research other education issues. I have given to this research project wholeheartedly in 

terms of perseverance, hope and belief in the integrity of my endeavours and character. 

There was little more that I could do, but my best, on behalf of all teachers in the 

profession.

The second strength of this project is the essential quality of being in and of humanity 

and wanting to give a public voice to a complex social experience, albeit in the 

microcosm of schools. Despite Bottery and Wright’s suggestion that the ‘problem for 

teachers is that they are human beings’ and therefore ‘limited both in their lifespan and in 

their knowledge capacity’ (2000: 8), it is precisely my membership of society as a 

teacher/researcher which validates the contribution that I have attempted.

A third strength has been that as an English teacher I am an insider within a specialized 

professional context. As an OTT and foreign fee paying, fulltime researcher I am also an 

outsider and therefore not beholden to the local context either micro-politically or macro- 

politically. Consequently, part of me is of, but not rooted in, the UK, and certainly not in 

the form of teaching currently encourages (required) in the UK.

The major strength of the research has been the tripartite methodological data collection. 

The beginning was autobiographical. Then there were theoretical concepts found to have 

been established from the literature. Moreover, the empirical interviewing of experienced 

teachers to get their individual responses about critical incidents crosschecked my later 

observation of professional teachers in the Freshstart school. The latter allowed me as a 

researcher to experience that ‘whatever the Government does to make teaching difficult 

and unrewarding, there are still some marvellous people going into the profession, and I 

feel very proud...to be working with them’ (Chitty, 2001: 19). The story of what the 

government does to teachers in the UK is clearly constructed for all to see in the BBC 

television documentary.

In sum, the present personally and professionally rewarding research exploration 

compiles a useful list of coping strategies (see pp. 66+67) in teachers’ lives to describe
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their monocoque professionality. I have tried to share an understanding that is not 

singular in focus but includes a complexity beyond critical incidents and that shows the 

potential for development of teachers. I hope to arouse both personal and public attention 

for increased knowledge and broader understandings in the profession. Teachers’ lives 

are a continuing professional development, in which critical incidents occur, arising out 

of the clash between humanitarian ideals and conditions of employment, and consequent 

emotional labour. Teachers must resolve the competing tensions, if they are to survive in 

their working lives.

I have suggested how the competing themes, chiefly exemplified through clashes 

between extrinsic problems (imposed on teachers’ lives through factors which set up the 

conditions of employment) impinge on their personal idealism and have the potential to 

impede rather than foster development in teachers’ lives. My concluding argument is that 

teachers’ lives can only develop if these tensions are overcome. I have taken an important 

step by presenting the themes both theoretically and empirically in this study. Teachers’ 

lives should be more that just about survival. They need a sense of career and will leave 

schools if not cared for and about.

In conclusion

In this thesis I have striven to represent teachers supportively as Goodson (1991) does 

when ‘Sponsoring the Teacher’s Voice’ (p.35). Furthermore, the autobiographical 

sections that have been included as part of my methodology are also regarded positively 

by Goodson (1997), who acknowledges ‘the importance of biographical and personal 

perspectives (p. 137). In the empirical data many teachers agreed that their professional 

lives are a matter of bravely affirming that, ‘Monday, we go on’.

Some ‘30-million men and women throughout the world are professional teachers’ 

(Abraham, 1984: 55) and ‘teachers constitute by far the largest population of 

professionals in industrialized nations -  numbering more than three million persons in the 

United States alone’ (Biddle et al., 1997: 1). All of these teachers return to work in 

classrooms at schools day after day, week after week.
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Nevertheless, some teachers are deeply hurt by what I still continue to believe it is useful 

to term critical incidents and they suffer public humiliation in their careers. Lortie (1975) 

confirmed in interviews with 94 teachers and surveys of over 5000 that: ‘Teachers 

experience periods of genuine distress, and the occupation provides little regular 

reassurance to allay such feelings’ (p.200). Many teachers retreat from the profession 

although, like my withdrawal from the classroom to do research, this is often temporary. 

Critical incidents or fateful moments can be surmounted, and, since they signal the need 

for change in teachers’ lives, they are conducive to both personal and professional 

development.
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Appendix 1 -  Abbreviations
BA Bachelor of Arts

BBC British Broadcasting Corporation

DfEE/S Department for Education and Employment/Skills

EMAG Ethnic Minority Achievement Grants

ESRC Economic and Social Research Council

FN Fieldnotes

GCSE General Certificate of Secondary Education

GTC General Teaching Council

INSET In-Service Education and Training

IT Information Technology

LEA Local Education Authority

LSC Learning Support Centre

MEd Master of Education

NQT Newly Qualified Teacher

NUT National Union of Teachers

OFSTED Office for Standards in Education

OTT Overseas Trained Teacher

PE Physical Education

PGCE Postgraduate Certificate in Education

QCA Qualification and Curriculum Authority

QTS Qualified Teacher Status

SATs Standard Assessment Tasks

SEN Special Educational Needs

TD Television Documentary

TESOL Teaching English to Speakers of Other Languages

TTA Teacher Training Agency

UK United Kingdom

US United States
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Appendix 2 -  Interviewee data 

Teachers who did not leave: critical incident

From the 7 teachers in my sample who have not left teaching, almost all from outside the 

UK, I could draw out some emergent or established themes: humanitarian ideals and 

stages, and identify different types of critical incidents and coping strategies.

Cleo

The third interviewee, (see Table 1), is a 67-year-old female from Zimbabwe who taught 

for 40 years. She is retired but is still an unpaid teacher of street children who are cared 

for by a church organisation in South Africa. She suggested why teachers nowadays have 

to be either very tough to overcome critical incidents and stay in the profession or face 

the prospect of leaving: ‘It would take a huge amount o f dedication and devotion to 

children ... I  don't think teachers have the determination as soon as the going gets tough. 

I  think you have to be pretty resilient to cope in those kinds o f situations' (ibid). Cleo was 

not unsympathetic to teachers who had had critical incidents which she described as 

arising out of ‘chaotic backgrounds' (Cleo: 54) when teaching children who were 

‘socially feeling very much the underdogs o f society' (Cleo: 55). As a teacher whose 

career was in SEN, there was the recognition that most pupils need ‘security' and 

‘structure' with teachers who ‘mustn't be so kind o f sympathetic and soft with the 

children, that you don't lift them' (ibid).

Cleo continued in the teaching profession until retirement, having had total responsibility 

for two of her own small children after a divorce. One way of coping was, as she said:

‘training my mind not to think about school when I had left it. And I think that is the only 

reason why I went on all the years that I did. Because I had separate compartments in my 

life and did not let them mix. But I must tell you, that right to the end of my teaching days, 

some days with some of those special children by 4 o ’clock or 4.30, I would have the 

shakes ... Because I had actually burnt up all the energy that I had and I would come 

home and eat and eat and eat. And then I would be fine and I would go to the beach and 

walk and so on. Yes, but I actually can remember getting the shakes because you had



165

expended so much energy with children having bad days and having to call parents in. 

You did not show it, but at the end of the day it was as much as you could take. So I do 

think that teaching pushes a teacher quite far to the edge quite often’ (Cleo: 62).

Extrinsic critical incidents were well understood by Cleo, who had worked for some 

disreputable head teachers. One of these '‘used to play a trumpet in a band at night and 

was half asleep all day. But he was given a school’ (p.66). Another 'was just an ex

woodwork master and actually the school staff were fighting because he was not coping. 

And I actually moved out o f his school’ (p.67). Cleo had had a clash with him that 

became the critical incident that caused her to resign from that school but not to leave the 

profession. The headmaster had supported a parent whose child Cleo had judged 

incapable of going into nursing. As she tells the story:

‘The headmaster didn’t back me at all with the parent which was very hard because I 

knew exactly where I was going. So I eventually said to him, *Look, the only thing that 

you can do is to call in a psychologist and test this thing out’. And he thought that he 

would do that. Then one day, my classroom door opened and in comes this head teacher. 

And he said to me, ‘Come here’. So I went into the passage. He said, ‘Do you know what 
this child’s IQ is?’ So I said ‘Yes’. He said, ‘What do you think it is?’ I said, ‘Probably 

62 or 3 ’. He said ‘60! ’ ’ (ibid).

Cleo had been teaching the child for six years but the head teacher had ‘simply cut 

across’ (ibid) her professional judgement. She left the school soon after this critical 

incident, which had occurred in the fourth stage of her teaching career.

Like the teacher interviewed and cited by Sikes (1985:50-51), Cleo stated that ‘it does 

help when you have had your own children’ ... ‘and I  remember, I  am sure as a young 

teacher, I  probably dealt with children with less sympathy. Maybe I  was more fun then, 

you see there is always that side, you see, no teacher is at a perfect stage o f their lives'’ 

(p. 62). Cleo was la great believer in nipping something in the bud i f  you can’ (p.58) and 

commented on challenging pupils. ‘Poor children actually get into a pattern where they 

know that they can buck the authority in the school. And they are not happy, I  don ’t think, 

like that’ (p.59).
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The teacher that Cleo felt was the most professional colleague that she had observed on 

the BBC television documentary was the older female Maths teacher JO, who was in the 

fifth stage of her career. ‘ Well, she knew where she was going. And i f  I  had been a child I  

think I  might not have found her glamorous or exciting but I  think I  would have trusted 

her, that she knew where she was going’ (p.56). Cleo also felt that 'you don't want staff 

that shout and yell and scream at children and lose i f  (ibid). It was necessary to have an 

'air o f authority ... quiet control ... self-confidence’ (ibid). I asked where these inner 

resources came from.

4Some of it is from experience. I still think that it is a gift. My mother had it and /  have 

always had it. When I was a student at aged 15 we did the Cambridge school certificate 

in Zimbabwe. For a year I had to wait around at school because I couldn't go to college 

until I was 16. I went twice a week to the primary school over the road and did student 

teaching and I remember, then, a very experienced teacher saying to me, ‘Now look, you 

are a bom teacher, you have just got if. And I said, ‘Yes, I know when I stand up in front 
of children that I can do it. ’ It is something innate - I ’m not sure of course - you get it 
over the years and it does make it easier. I am sure that you can learn it too. But it is 

perhaps just a gift that one has’ (Cleo: 56).

Later in the interview this gift was clarified by Cleo in a vocational spiritual sense: 'It 

was a gift but also a calling’ (p.64). And a final point is that throughout this life 'the 

whole satisfaction comes out o f these children that you teach’ (p.67).

To summarise this interview: Cleo’s voice confirms that children are central to her 

teaching life. Teaching is seen as something you are bom with, a gift, a talent and 

substantiating the theme of being ‘humanitarian’ (Nias 1985: 110). Cleo felt that 

compartmentalizing one’s life with a sense of direction or a chosen course in one’s 

personal and professional life history was a significant coping strategy. The challenges of 

extrinsic critical incidents set off by men in authority positions over women teachers who 

they do not trust was well-illustrated in the interview with Cleo and is also supported in 

the literature (Benyon, 1985).
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Hope

She is a 40-year-old South African woman who is still active in the teaching profession. 

Her intrinsic critical incident was concurrent with the interview and was about inverse 

racism, or to use a colloquialism, ‘playing the race card’. She remembered working for 

two male head teachers whose leadership styles were different. Hope’s point was: ‘7 think 

the principal must be allowed to get on with his job, which is teaching and controlling the 

schooV (Hope: 70). There was much empathy for teachers who have critical incidents, 

but also a recognition that there always has to be structure: 7  don 't think teachers can be 

firm  enough. I  think we should all have a bit more structure’ (p.73).

Part of the head teacher’s controlling of a school is managing teachers: 7  think maybe 

teachers need to be checked up on' (p.81). Organisation of teachers is not easy. When 

Hope first began her career she recalled that as ‘new teachers we were so keen to do 

everything and be involved in everything’ (p.80) and '‘the headmaster was very, very 

much in a leadership, lonely, role there and you knew exactly where you were. He was 

very strict and formal - you handed in your prep every week and all that kind o f thing' 

(ibid). ‘But he didn't teach' so with regards to discipline she thought that ‘he thought, 

“Well, it's your problem get on and deal with i f ' ’ (p.78). The second head teacher, who 

was Hope’s current colleague, was also teaching and was more highly regarded:

‘ Well, our principal is a very good example. Because he teaches but he only does phys. 

ed. the boys mainly. And so he knows the children. He takes the little ones, the grade 3 ’s, 

for phys. ed. And he gets to know them at age 9, 10 ... and he watches them all the way 

up and he knows each child which a lot o f principals don't... the boys just love him ...he  

just has a way with them on the sports field. And I quite honestly don't think that he is 

that good in the classroom situation but on the sports field he is brilliant. That is his 

forte. And he gets all those little boys to take part in rugby ... in sport... the highlight of 

the week is their hour with him. Number one, he is a male role and they just love it, 

absolutely wonderful. Then, he knows them, so when you are actually having a problem 

with a child he can say: ‘Oh yes okay, I had him for phys. ed" (ibid).

However, the second head teacher’s contact with pupils meant that support for teachers 

during critical incidents was not guaranteed. Hope, who is in the fourth stage of her
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career, was currently very stressed and in fact going through a critical incident with an 

irate mother who was adamant that her child was a victim of racism and ‘was definitely 

playing the race card’ (p.72). South Africa, like England, is sensitive about race and ‘it is 

a big issue. Because when this mother o f mine comes in, she immediately brings it up* 

(ibid). There was resonance between the racial issues in the BBC Freshstart television 

documentary in England and Hope’s story from South Africa. On screen the English 

mother states:

My daughter is not an angel but I know that she was a victim in this case. And I am here 

to put my side across in public as I will do in private in the next coming of days. All right. 

And this is the scar she has to bear. And even if she does come back to this school what 

safety, what guarantees can we offer our children for their safety because there is a race 

war going on in your school, Mr Superhead. There’s a race war going on, black people 

don’t like Kurdish people, Kurdish people, West Somalian’s don’t like West Africans 

what’s all that about? I have heard from adults who said there are wars, literally wars 

going on in this borough. Between different races and different cultures and different 

groups and you know nothing about it. And as parents we’re the last to know. And when 
it all gets out o f hand that’s when we hear about it. It’s not on. I mean the morning she 

came into school she spoke to a teacher about the attack She spoke to a teacher, there 

was a teacher in the playground who took her away before she could be attacked. Now 

you have expelled her permanently for being a victim. A victim of racism and violence 

(TD. L. 914-931).

The current intrinsic critical incident with its racial overtones was causing Hope to 

compare the two head teachers that she had taught under and their management styles as 

she was needing more support. As a younger teacher ‘we just did what the principal told 

us to do and that was that’ (p.86) but now in the fifteenth year of teaching 7  get irritated 

and I  think they can be so petty and so, about little things. I  know our principal is not 

married and has no children and his whole life is school. Definitely and he is good at 

that. But they can be very petty with little things that they should just solve and i t’s 

annoying’ (ibid).
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Hope’s voice illustrates the difference between the head teacher who was a teacher and 

the head teacher who was a manager. Both had their strengths and weaknesses. The point 

was made about the politics being unsupportive of education and the fact that teachers do 

need to be managed. The challenges of the difficult situation for the teacher when parents 

are not supportive of the school were demonstrated during the interview and reflected in 

the BBC television documentary. Hope thinks the irate mother, despite her real concerns 

for her child, is contributing to a critical incident for the teachers. The strength of this 

interview is that it also shows how issues for teachers that contribute to critical incidents 

overlap the two national contexts from where the majority of respondents originated.

Viv and Ted

The fifth and sixth interviews from Table 1, made for a slight change in format, as they 

were a teaching couple, and so I interviewed them together. Both are South Africans 

although Ted (67 years old) was bom in Mozambique of Portuguese decent. Viv (60 

years old) has a healthy attitude to engagement with critical incidents, as will be revealed. 

With a subject specialization in art, Viv, who in her retirement still teaches privately, 

related the learning and teaching in schools ...

to the teaching of art. In art you can’t do it for people, they have got to do it 

themselves. They have got to make their mistakes. They have got to be able to fix up their 

messes. You help them, but you can’t, you don’t do it, you don’t touch it, if they mess up 

again you go from that state of mess and you try and make something out of that... You 

know it is not like you can give them a blueprint and they just reproduce it’ (Viv: 91).

Here, Viv endorses, the words of Protherough and Atkinson (1991), that sensible teachers 

practice ‘the Dewey-inspired emphasis on learning by doing’ (p.9). Individual 

responsibility is noted and also teaching contexts ‘where the little groups will actually 

influence the bigger group, there won’t always be top down stu ff (Viv: 91). Little groups 

of negative anti-school people, be they students or teachers, always capture the attention.

Viv had concerns about my question concerning the idealism of teachers. ‘Idealism ... 

and I  think, ‘Oh I  don’t like it’. You know it is not real ... some teachers get into a fix,
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they want the world to be utopia and it never can be because i t’s so, we are all so 

damaged. That utopian idea that earth has got to be heaven' (p.93). These initial 

reservations about idealism, it was agreed later, were sometimes unfounded. Viv was 

critical of the teachers who were not ‘all as supportive o f their colleagues as they could 

have been' (p.l 11).

Praise for teachers who overcome critical incidents gives credit to their mediating 

abilities and is supported by the literature (Durham 1978).

‘Sometimes teachers always have to make those big moves to wake other people up ... no 

one does any really heart-searching, but by witnessing a critical incident or being part of 

one, it forces those who have any sense of duty to do some heart-searching and perhaps 

not make the same mistakes again' (Viv: 111).

Teachers, Viv said, are ‘definitely strong characters, they cannot be run o f the mill' and 

are always 'tough' (p.92). Critical incidents have always been part of Viv’s life for there 

had not been only one ‘incident' rather ‘many incident's ’ (p. 104). She tells the story of 

how one day:

‘the principal walked in and took over a class that I was teaching. They were a bit 

naughty but I was busy going around getting them under control and she walked in and 

sort of took over. And I just walked out and I went home. I thought, ‘No, this is not on ’. 

So, that was an undermining of my style of controlling the class, with her style. And I 

went back, but not the same day. They just sat: 30 students who didn't have anybody to 

teach them. And even in my little private classes I have a few people that are stirring, just 

a little dissatisfied with something' (ibid).

Viv has a healthy balanced coping strategy or attitude towards critical incidents: 'Well, 

you know I  just ride the waves' (p. 104). Teachers differ widely in their views about how 

to go about controlling the classes. The second interviewee, Joy, said: 7  think you really 

have to put yourself, unfortunately, on a type o f a pedestal and you have to, within 

yourself, work to stay there i f  you are able to maintain that' (Joy: 35). Whereas in 

contrast Viv said:
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‘ We mustn ’t put people on a pedestal and expect them to be ideal heroes. Because they 

are going to fail, eventually, somewhere. We are going to see human weaknesses; there is 

no perfect person. So if people depend too much on an individual, they can be slalomed 

and let down. They have to realize that we all can be criticized for something. We all are, 

deserve to be, criticized for something. It brings the prize down. We can get there if we 

try hard enough’ (Viv: 95).

A fitting note to end this respondent’s perspective on teachers’ lives. Viv’s voice 

illustrates how schools, society and life can be related to the teaching of art: we all have 

to make a mess and then find our own way out of it, hence the best learning is 

experiential and vicarious. In education there are martyrs and idealists but it is better that 

no one raises themselves onto a pedestal, as nobody is perfect and there is no utopia. She 

felt there is often too much anti-school sentiment. Viv continues to have critical incidents 

specifically related to her teaching style, but no critical incident has yet stopped her from 

teaching. As a coping strategy she is literally and metaphorically able to ride the waves of 

challenge and criticism with a resilient toughness.

Ted

He as the husband to Viv, he had been teaching for 35 years and the last 15 were in a 

teachers college for 11 years, and at university for four years. School teaching included 

‘a year in England ... at a comprehensive in 196V (p.92) followed later by ‘five months 

... at a grammar school in 1974’ (p.97). He identified that the UK was ‘advanced, 

streets ahead o f us at that time’ and the time warp meant innovations had not impacted 

on his homeland, South Africa. 7n England I  was a failure as a teacher. I  just used to, 

you know, tried to enforce the old South African discipline ... and I remember the deputy 

head saying to me that you have got to use your personality, stop standing behind rules. 

And I  really didn ’t grasp it properly’. Ted perceived that the progressive era of the 60s 

and 70s was followed by a conservative backlash. 'Yes I  fe lt a little bit sad about that 

because then I  was in teachers ’ college at that time and I  was using a lot o f British 

material, you know, fo r  Maths teaching. And suddenly we were getting this, Maths is 

being taught wrongly, too much investigative work and go back to the three Rs’ (p.92).
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As this respondent has had teaching experience in both national contexts from which the 

majority of interviewees have originated, the analysis of data and synopsis of the 

interview illustrates how similar are the issues and themes in two countries.

I commiserated about the return of conservative ideals and Ted confirmed, 7  know, I  

agree with you, most parents feel that the teacher must stand up there and must hold 

forth and i f  they are not doing it, you know, they are failing’ (p.95). Ted admitted to 

being ‘highly biased’ (p.98) *in terms o f being critical o f schools as schools and always 

wanting to push and change the whole structure o f the school’ (ibid).

7  have always battled with the system virtually. And then I used to win groups of 
teachers, not against the head necessarily but to help, to undermine the system, not to 

bring down the school, or the college, or you know class, but just to help the change to 

come’ (Ted: 105).

Not all of his students responded well to this coping strategy, which eventually led to an 

extrinsic critical incident for Ted, as he reported later. There was one point that Ted 

wanted to make about external authorities and politicians whose policies contribute to 

extrinsic critical incidents for teachers:

‘Can I just say something on management before we go on? I think the timetable, from 

what I know of schools, there is often something permanently wrong with timetables, and 

they were never ideal. So I think timetables are often used as a scapegoat because o f the 

ills o f the system. The inner-city school which has got problems and they blame the 

timetable when they should just say, ‘Look, we have got problems and whether the 

timetable is ideal or not, the school would still be having these problems” (p. 101).

In 1974 Ted taught in an inner-city school in Nottingham, which his wife confirms was ‘a 

slum clearance school. Very rough school. Very wild school’ (Viv: 92). As Ted 

recognized, there were extrinsic or ‘outside factors' (Ted: 99) that were deciding the fate 

of the school and this Ted felt was ‘a really sorry state’ (ibid).
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Often, it was felt that'teachers who had critical incidents made departures from teaching 

which were ‘impulsive' (p. 105). Ted had seen examples of ‘where idealism clashes with 

reality ... and sort o f  bonks teachers on the head' (ibid). Admiration for teachers who 

overcome critical incidents remained high to the end. 'Yes, I  am fo r  all teachers' (p.l 11). 

A reason that this teacher gave for teachers quitting was to do with 'a faulty perception o f  

themselves' (p.96) which came from ‘teachers' colleges, educational institutions ... and 

from the public expectations' (ibid).

Ted related a critical incident in the fourth stage of his career that his wife twice said was 

an ‘inquisition' (Viv: 104) against him.

‘7 remember once being called... (this was when I was at college) ...by the deputy rector 

to just go and see her. And she brought me into a room where all the rest of the subject 

heads, the maths and science heads, were there sitting with students, head students o f the 

classes waiting for me to criticize ... and I hadn’t realized that this was all rigged ... I 

just thought well I am having problems with students . . . I  must keep adjusting. But they 

had been to the deputy rector and she’d listened to them and hadn ’t come to me and said 

... Maybe she had tried to say things but I hadn’t listened to her. But if she had said to 

me, ‘Look, students are coming and we’re thinking of having a meeting’ ... I was rather 

flabbergasted to suddenly be sitting down and seeing all this arranged against me sort of 

. . . I  protested to the rector and he said: ‘Oh no, don’t blame the vice-rector, I was behind 

it too. I knew about it. ’ So I said, 7 didn ’t like it. I would have liked to be told 
beforehand, that I was going to face a disciplinary’ ... But I went on after that and 

continued applying pressure for change until the rector started to come over to my point 

of view as well' (Ted: 104).

Ted’s voice recalls that the fallibility of teachers and the education system can be seen as 

a valuable prompt that the public should take a critical look at these institutions which 

fail to provide resources in which teachers may put into practice their humanitarian 

ideals. Ted himself admits to having spent his career challenging the education system in 

an effort to speed up change. During this interview the distinctively different issues 

between the four local interviews and the seven overseas interviews are shown, because 

this respondent had prior teaching experience in England. The difference has to do
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possibly with a greater feeling of ownership by the English of education as a public 

commodity where everyone in the community must have a fair chance at it.

Rob and Di are married teachers and our conversation comprised a joint interview over 

dinner in their home. Both teachers began their careers in secondary schools as Maths 

and Art teachers respectively. Rob is a 70-year-old professor of education and Di is about 

64, having held a position as head teacher of a primary school when she retired from full

time teaching. They are South Africans and both are still educationally active in 

consultancy and textbook writing. This experienced partnership lamented situations 

where teachers were without support. ‘ You know, when we were principals we moaned 

and groaned and griped about inspectors, but if  we were in trouble, i f  we needed advice, 

i f  we needed help, i f  we needed to expel somebody, we would phone the inspector. And he 

would give us advice. He would tell us the way to go about i f  (Di: 114). Respectively Di 

and Rob had 30 and 40 years of experience, including in a school with few buildings and 

a problematic timetable: extrinsic critical incident. The story is told as follows:

‘ You and I taught in a school in 1961. The school was a new school once again, the 

school expanded at such a rate that many of the kids were in tents. There were buildings 

and there were tents. In fact the principal of the school was a guy called Wilky and the 

school was called Wilky Circus because South Africa used to have a [Boswell] Wilkie’s 

Circus. We taught in tents. But what Wilky did, he didn ’t know how many kids were going 

to come. He knew what resources he had... So he put everybody onto the previous year’s 

timetable and he let that run. And then he took two or three of us, took us out of the 

teaching situation, gave us all the information and sent us home for three days to do the 

timetable. So we made the timetable, brought it, implemented it, ran it for two weeks, 

making notes o f errors, and we had a weekend then to correct those and from there we 

ran. That was another kind of solution to the whole thing. And that was a big school. 

That was 1750 kids with 56 teachers' (Rob: 126).

There was some discussion of the relevance of critical incidents that included personal 

and private issues in teachers’ lives. Di found it unnecessary but Rob felt that this aspect 

was very important. ‘ Well no, no, I  think we should try to understand both. I  think we
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need to know what teachers do under stress. Critical incidents indicate there is a stressed 

situation and many teachers are under stress and they have to be understood as being 

under stress' (Rob: 124). Either way the teachers face tensions and disjuncture from the 

competing themes: ideas and opinions about teachers that contradict each other. For 

example: 7  think teachers get a terrific amount o f criticism' (Di: 125) but also ‘Oh no, 

teachers are on a pedestal' (Rob : 125).

Moving on to the central focus in teachers’ lives, my interviewees shared what they 

thought was necessary for coping in this career. Interestingly, it is obviously not a subject 

specialization:

7  was a Maths teacher, Maths and Geography, but I have taught many things from 

Religious Education to History to whatever it may be. And then I taught Education itself 

So there was no passion for a subject. A passion for kids and teaching, not necessarily 

kids, but a passion for teaching' (Rob: 120).

‘Actually I was an everything teacher, but you won’t believe it, I started off as an Art 

teacher. 1 ended up as a Maths teacher. But in between I taught a lot of English and a few 

other things as well' (Di: 118).

These teachers felt that the enthusiasm in their careers had been primarily for their 

teaching, and furthermore, being able to maintain that passion is a coping strategy.

This next section of the interview will illustrate perspectives about the first stages of 

teachers’ lives that is the initiation. To begin, ‘That’s the first couple o f years o f teaching, 

it was hellish. Very difficult. But it was a good learning curve fo r  me, I learnt a lot about 

teaching' (Di: 118). Later, as head teachers when looking at prospective staff, they 

looked for ‘stability' (Rob: 122), but did not ignore the personal stages of life that 

candidates were at. Any school administrator would want the following from its teachers:

"a few years of service out of them ...So when choosing staff I would ... not go for young 

women who have come in with engagement rings or pregnant. Or come in newly married 

with thoughts of children ... So I want to choose those that are making a career out o f it 

... /  can’t guarantee that men are going to be any better now, this is the one problem. 

Because the men go into the profession as a stepping-stone to the outer world. So, they
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are not going to get married and fall pregnant, but they are going to the outer world’ 

(Rob: 122).

Rob’s comments supported the idea that teachers’ lives have different stages:

‘Yes I have no doubt in my mind. I believe in the seven-year itch. And maybe because my 

life has worked that way, I find it in so many people. You became a teacher and then you 

could become a senior assistant after seven years. Seven is biblically quite interesting. 

But at the same time I think everybody, and I  think this applies not only to teachers but to 

others:... if it doesn’t apply in your career, it might apply in your life. So the seven-year 

itch, and people g e t... confused. ... And seven years is an obvious number ... Very few 

people can teach for 30 years, teaching the same subject, in the same classroom, to the 

same boys. And those stilted old ... kinds of, I don’t want to use the word, public school 

image ... teachers became totally enclosed. Good teachers, but stale. I f  you go to a 

school and you teach for seven years, change subjects or change schools. And you see 

living in South Africa this may be a different thing from living in a place like England. I 

should imagine Australia is like South Africa. England has it that you grow up in a 

village, you go back to the village, you teach in the village, you get married in the village, 
you have children in the village, you die in the village and everybody is happy. Born, 
bred and dead almost in the same street. And I think this is quite sad and I don’t think it 

fits the modem world. Because with IT and television and those kind of things so many 

things open up. So I personally feel there is a need and I ... think there is a definite need 

for change and movement. And if possible movement upwards’ (Rob: 127-128).

Rob’s doctoral research degree included a comparative study between South Africa, 

Scotland and Germany. His stereotypical representation of rural England indicates a 

negative perception that he has of this country. However, the positive endorsement of 

stages in teachers’ lives provides clear supporting evidence for one of the themes and 

issues that are important in my study.

Rob and Di’s contribution together shows admiration for teachers who survive critical 

incidents, and simultaneously irritation at what was deemed the root of the problem: 

disorganisation, for example, timetabling problems. Highly rated is a passion for teaching 

and, secondly, for students. The consequences of stressful situations that cause teacher
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drop-out were felt to be well understood as were critical incidents and stages in teachers’ 

lives.

Pete

Inevitably there are some respondents who are undecided about continuing their lives in 

classrooms. In my sample there was one such teacher. He, at 35 years old has 'taught fo r  

10 years, three years in the tutorial colleges and seven years in schools' (p. 143). This 

Englishman says: ‘First o f all I  am a mathematician and then I  have a commitment to 

teaching’ (p. 150) whereas the previous interviewees who had not left teaching said that 

there must be above all ‘a passion fo r  teaching’ (Rob: 120), Pete does ‘think o f it as a 

calling and I  think a lot o f teachers feel that’ (p. 144) but adds that this ‘doesn't mean that 

you don't need money and there has to be a balance’ (p. 145). I was able to learn many 

things from this interview. The interview transcription amounted to 16,672 words and 

what follows can only be a synopsis of his points of view and experiences.

Pete admits to being conservative, but he had a clear grasp of the critical incident concept 

and shared some critical incident examples. Firstly, an extrinsic critical incident where 

‘the school that I  was teaching at was going through a difficult period’ (ibid). Secondly, 

when referring to a teacher who was imprisoned, he agreed that this was ‘undoubtedly’ 

(ibid) a personal critical incident, (see Measor, 1985: 62).

‘ There was a teacher who had abused some of his children and had ended up in prison. 

And that would have been some five or six years previously, but then there was an 

investigation to see whether the Headmaster and Deputy Headmaster had been negligent 

in the way they dealt with matters. And after a lengthy investigation certainly the Deputy 

Head resigned and the Headmaster refused to resign, but after some discussions behind 

closed doors a very generous redundancy deal was agreed, and so there was really 

rather a shake up at the top. And this caused a great deal of unhappiness and instability 

in ... a very small community, everybody knew about i f  (p. 145).

In the Freshstart television documentary Pete thought 'there were a number o f critical 

incidents that were overlaid on top o f each other (p. 142). Certainly a crises ... the
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dissatisfaction o f the teachers, the riots, the press attention ... the continuing collapse o f 

the timetable, they were all crises and overlaid together in a short period o f time. The 

effect was enhanced’ (p. 143). However, Pete did offer me a warning as he thought that 

the media representation does not tell ‘us anything about teachers’ lives. It was a grossly 

atypical situation. It was highly unusual; there were many many schools that are 

absolutely nothing like that. And so to draw any conclusions about teachers’ lives 

generally from  that is foolish ’ (p. 149). He went on to warn me that 'there is a great 

danger that you can attach too much significance to what was in the context, essentially, 

a throwaway remark’ (p. 139).

We discussed the purpose behind the media representation of the domestic/personal 

situations of the teachers. Pete agreed 'that certainly the media manipulated the way the 

film  was cut and pasted at those stages’ and continued that i t ...

‘... may be something to do with trying to show that they are ordinary people and that 
they are friendly and approachable and just like you and me and all the rest o f it. I 

suspect that was their motive. I think that backfires because I don’t think people want to 

perceive their teachers to be just like you and me. I think they want them to perceive their 

teachers to be other in significant ways ’ (p. 139).

Pete went on to qualify, what he feels is expected of teachers by the public and this is in 

agreement with respondent Ted, who said that some 4parents feel that the teacher must 

stand up there and he must hold forth and if  he is not doing i t ... he is fa iling’ (Ted: 95). 

Pete commented on the Superhead.

7 have never ever been in a school where I have seen the headmaster wander around the 

playground with a foghorn or any bell or anything else. Headmasters shouldn ’t do that. 

And the fact that he sort o f gets his hands dirty in that way, rather than just fixes the 

problem or gets someone to fix it undermines his creditability as a headmaster (p. 142). I 

also thought that the way he addressed a pupil as ‘mate’ [TD, L.1043] is totally and 

utterly inappropriate for a headmaster to address a pupil in that manner’ (p. 141).
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Pete picked up the ‘grammatically incorrect’ (p. 146) phrase of one of the English 

teachers who said: ‘Oh my God, it’s gone really awful’ (TD, L.730) and said: 7  got the 

feeling that she just spoke sloppily and I  don’t think that English teachers should speak 

sloppily ’ (ibid). He went on:

7  wasn ’t confident that they were professionally capable as they may well have been. It 

all seemed to me that they thought it was all just a bit too much of a giggle and a bit too 

much of a laugh. And I also thought they epitomised scruffy dress as did the year seven 

leader and I think you don ’t want that. /  think that teachers should dress smartly ’ (p. 139).

He also gave more perceptions about the BBC television documentary construction of the 

Maths teacher, who is also in my interviewee sample (under the name of Mat):

‘My view was that he was inept ...h e  didn’t have leadership potential, he was kind of 

nervous, he sort of had to dress up specially because the Year 7s were there when really 

he would have rather been in slacks and an open-neck shirt. He wasn’t really sure of 

what he was doing, he didn ’t know where the classrooms were, he didn ’t know how the 

maps worked and for someone who is going to lead the newest people in the school I 

think you need someone who is a hellava lot more competent than he was, Cambridge 

degree or no ’ (p. 140).

Generally my interviewee felt that the teachers and Superhead ‘were foolish to go there at 

a ll’ (p. 147). But he was not judging harschly for if these opinions sound harsh then I have 

misrepresented my interviewee. When I required him to say who was responsible for the 

‘chaos’ (p. 137), Pete stoically refused to take the establishment response and blame the 

students. However, he seemed a little reluctant, even fearful, when he directed the blame 

upwards towards the system, saying: ‘Well, I  would point a finger at the LEA, I  suppose ’ 

(p. 149). He gave the priority in teachers’ lives as; 7  think that one thing that teachers 

want to do is teach ’ (p. 150).

Pete offered some concluding thoughts about teachers’ lives and the chaotic context at 

the television documentary school. 7  don’t think it is appropriate to talk about 

professionalism o f teachers really in the context. I  think to exercise a profession you have
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to have a context in which to do it ... But by and large in the context o f what was 

described by one person as a ‘war zone ’ (L.1462) [DC English teacher] and what the 

television said was a *race war ’ going on (L.919) [Mother of excluded girl] I  am not 

really sure, it is not clear to me what it might be to be professional or otherwise in that 

context. I  don’t see how you can make judgements. In the context o f wars people do rash 

things’ (p. 152). Pete said that in the television documentary there was ‘ambiguity’ 

(p. 154) and therefore many meanings.

Pete’s voice illustrates that one of his perceived priorities in teachers’ lives was 7  think 

that one thing that teachers want to do is teach’ (p. 150). He felt for teachers wanting to 

teach followed on with a passion for their subject. Teaching was a vocation but needed to 

be properly remunerated. He identified many personal critical incidents from his own 

teaching colleagues and in the Freshstart television documentary. He soundly 

condemned the ambiguous media presentation of the Freshstart school and the 

inappropriate conduct of the teachers but overall was emphatic that the television 

documentary was a grossly atypical (p. 149) public portrayal of English teachers’ lives. 

Pete is undecided about his future as a teacher so is presently completing his Ph.D., 

which has been funded by the ESRC.

This completes the section of the seven teachers who did not leave teaching. In the 

following section, I present data from the three teachers in the sample who have left 

teaching and draw out some more emergent issues or themes: emotional labour, media in 

schools and types of critical incidents.

Teachers who did leave: critical incident

Sue

She is a 30-year-old woman who had worked with the teachers at the television 

documentary inner-city school in its first and second Freshstart year. Sue’s comment 

about the extrinsic critical incident inspired by the Freshstart initiative and compounded 

by media presence was:
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''That it is disgraceful this Freshstart school. It is a disgrace, an absolute disgrace and I 

think that people like David Blunkett [former Secretary of State for Education] need to 

actually take some responsibility for what happened there. Because it actually affected a 

lot o f teachers personally and professionally. Students' education for many years has not 

been of a quality that is justifiable. Standards have been ridiculous you know’ (Sue: 14).

Sue left New School in April 2001, two months before our interview and four months 

before my teaching there. Despite her departure, the commitment to her teaching life is 

suggested in her responses to my questions. She has enrolled in a TESOL course to begin 

the second stage of her career, which is subject specialization. She has left secondary 

school classrooms but possibly not the profession, yet. Teachers’ authority or toughness, 

we agreed, had disappeared:

7  am working with people who are frightened to be a teacher. I am working with people 

who actually don’t know what it basically means to be a teacher. And I feel that is 

disgraceful. I just can’t work with people like that ... because we are just thinking so 

differently’ (Sue: 7).

Though a teacher of English and bom in England, Sue is second-generation British as her 

parents emigrated from India.

‘Oh yes, I mean I am British, but yes I am not really happy about the way the class 

system seems to cause so many divisions and problems in society. And how, basically, 

nobody is really doing anything about the very troublesome schools that are in very 

difficult social contexts. People are not really helping teachers to be a positive role 

model in the community’ (Sue: 28).

The reason for Sue’s departure from the profession was largely to do with conflicts with a 

senior teacher over pupils’ behaviour. 7  have several incidents, critical incidents like 

that, with others ... and the way that she failed to listen to teachers, completely lets 

teachers down and just takes the side o f the students and colludes with the students in a 

very unhealthy way’ (Sue: 7). In this comment, the interviewee stresses lack of 

collegiality is unproductive, precipitating critical incidents and working against the 

teachers’ and pupils’ interests.
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Sue told me about the assistant caretaker who spoke of the lack of authority in the first 

and second of the three terms in 1999 at New School.

‘He got fired ... because he attacked some people. He has got a really bad temper. He 

has got one o f those tempers that just suddenly comes out of nowhere ... Well the whole 

environment was nasty, ugly and potentially aggressive. And it is not surprising that 

some people just got confused in the way that they should be behaving. And obviously I 

think he did get confused in the way he was behaving and took it too far with one o f the 

students’ (Sue: 13).

Sue is an example of one of many teachers at New School who have had a critical 

incident in this tough life of teachers at some inner-city schools. The ability of the 

teachers to cope in their lives depends on the authority they are given by their colleagues 

and other official gatekeepers. Lack of authority makes for extrinsic critical incidents as it 

is in this violent context that teachers’ lives are most challenged. Both Sue and the 

television documentary narrator mention the assistant caretaker and provide supporting 

evidence of the context in the Spring Term 2000 at the television documentary school. 

The caretaker describes the school in one succinct metaphor as a ‘shithole’.

IM AGE LANGUAGE Line

A H (Assistant Caretaker)
Close Up of assistant caretaker in 
the school foyer, pointing, palms 
upwards, exasperated + irritated. 
Female teacher walks into toilet 
Paper on ground + student eating

AH: This place is a shithole. Look at the place. They are allowed to 
eat food and chuck it all over the place. This place will never 
become nothing. It needs authority. There ain’t none. Cleaning up 
behind the kids when they make mess. Some revolting jobs they do 
in the toilets. We have got to clean it up. It’s not right. This school 
is a school for the kids to learn not mess it up: smash windows, 
steal video recorders, break into the place.

1611
1612
1613
1614
1615
1616 
1617

Sue reveals that her life as a teacher includes fears in terms of public humiliation and 

political or professional condemnation. Schools are not helped by the class divisions in 

society, which are replicated in the violent subculture and were experienced by the 

interviewee. While she enjoyed some aspects of teaching, her pupils and working with 

some dynamic colleagues, it was while mediating on behalf of the former that the latter 

betrayed her. The critical incidents made her repeat that teaching 'does eat into your life’
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(Sue: 5). This teacher, instead of trying to cope with the challenges of Freshstart, which 

affected her professional teaching life, decided to quit.

Joy

She is a 67-year-old South African woman who took up teaching as a second formal 

career after nursing and motherhood. She felt teaching would:

‘blend very well into the family because o f course I wanted to be at home with my 

children ... thought the holidays were going to be great but found that once I was 

actually launched onto the teaching scene /  realised what a different perception I now 

had o f people who taught. From the pre-primary school teachers right up to professors at 

the university, right up to any teaching situation. That it is a very, very demanding 
profession no matter where or why or what. That it makes terrific demands on one’s 

physical, mental, spiritual, everything development’ (Joy: 50).

We talked about the decision to leave when the statutory impositions get too tough.

‘ Well I guess with the finance, it would depend on the teachers’ circumstance, man or 

woman. If they are keeping food on the table it is obviously going to be of insignificant 

importance that they are frustrated and exhausted and they just have to go on. 

Nevertheless, if they are in the fortunate position of being able to cease their teaching 

activity, to me, they should immediately stop’ (Joy: 43).

Joy gave the interests of the pupils as a reason why one should leave the job if one is not 

coping.

'One should not remain in a position, particularly in teaching I should imagine, if you 

are unmotivated, and unfortunately when you are dealing with children any frustrations 

and irritations are to the detriment of your pupils’ (Joy: 43).

The critical incident that occurred in about the thirteenth year of this once-happy teaching 

career was to do with the pupils. Furthermore, in this case, the critical incident emerged 

from mediating with uncooperative parents.
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‘ There was increasing pressure on children as young as three to compete with their peers 

and siblings in a detrimental manner. They were not being given their necessary maturity 

for their age. The parents were pushing three year-olds’ (Joy: 44).

As the teacher says, ‘the thin edge o f the wedge’ (Joy: 45) occurred when the father of the 

little girl that was being controlled by ‘very ambitious parents ... phoned the nursery 

school and was atrociously rude to me. He came in and apologised but I  realized, well, 

this is the red light. And I  just couldn't take i f  (ibid). Pupils are always the focus for 

teachers and mediating on their behalf creates critical incidents.

The second career in the teaching profession ended at age 50, which is the fifth intrinsic 

critical incident stage, when early retirement options are considered. Stages connect with 

incidents, as they are a vulnerable period in a career in which incidents are more likely to 

occur. Joy regards her 13 years of life in education as having been a ‘privilege’ (Joy: 51) 

though she had to be ‘very strong, physically and mentally ’ (Joy: 37). Having been a part 

of both the nursing and teaching professions, she thought that:

‘the interest of other human beings is a tremendous draw-card o f both of those fields, 
tremendous. I don’t think that boredom can set in. Anything that is done, routine and 

daily can become boring of course but I don’t think to the same extent. And I think from 

an interest point of view, certainly in my life, I always feel that I have had the best o f two 

worlds. First o f all, in a very minor way to be involved in health and secondly, to be 

involved in education’ (Joy: 51).

Joy’s voice concurs with the literature: happy domestic lives keep teachers at school. My 

analysis of Joy’s data is that had she been unhappy at home she would not have chosen 

teaching as a second career, but a job that would have kept her away from home and her 

own children more, especially during the school holidays. The decision to leave teaching 

is easier when the career is not controlled by an economic imperative. A critical incident 

arose from mediating on behalf of the students, but here an over ambitious and 

competitive parent challenged the teacher and caused Joy to quit the profession. It was
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felt that teaching was not a career for 1 mixed-up people’, as people in education have to 

be ‘very genuine’ (Joy: 34).

Des

She was a 40-year-old woman, who did her teaching training at 30 years old and taught 

for eight years at UK inner-city schools. She believes she is ‘a very good teacher’ (p. 164) 

and was known as a ‘vigilante fo r  the pupils’ (p. 179). 7  don’t know how I  do it as I  am 5 

foo t 2 but somehow I  manage to communicate being quite fierce with being quite 

trustworthy and quite caring ’ (p. 169). She has left teaching for motherhood and explains 

why there is a national crisis in teaching:

7  was the only teacher in the whole school to get a grade one from OFSTED coming in 

and observing my lessons, but you know, ask me to keep up to date with paperwork and I 

can’t do it. I can tell you anything about any child I teach, you know I can pull it out of 

the bag in the classroom. I am very good at value added on exam results, things that 
you ’d think are important, but I think the reason that people are leaving the profession in 

their droves is that they can’t keep up with factors at work, that essentially, they think are 

extraneous. The policy will change again and I will be having to do something else 

instead. I couldn’t leave my job behind at 3.15 or for the holidays. It expands to fill every 

available space and even though I did it as a wife, certainly as a mother /  don’t consider 

myself to have that space’ (pp. 169-179).

Des said that although the Freshstart television documentary had a ‘particular slant’, 

(p. 157) it was balanced and ‘actually very fa ir ’ (ibid). As one of the English teachers who 

featured prominently on screen, she said that ‘the media thing we took in our stride to be 

honest’ (p. 170). ‘At my previous school I  was Head o f Media Studies fo r  three years’ 

(p. 176) and so she was alert to the ploys of the investigative BBC:

7  was explicitly asked to camera, whose fault I thought the mess was? And I said 

something like ... ‘What do you expect me to say? What do you want me to say to this?’ I 

felt very cross about it and I went and I said to Superhead, 7 think you should know that 

the BBC are specifically asking questions like this’. And he said, ... ‘Don’t worry, don’t
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worry I have negotiated final editorial control with them’... and I said, ‘You don’t have 

final editorial control with the BBC’ (p. 176-177).

Des and her colleague were watching as ‘the cameraman was told one day to go around ... 

filming puddles ... rainwater puddles’ (p. 177). So they media wise English teachers asked each 

other: ‘MMM what do you think they are going fo r  there, what do you think they are 

constructing there?’ (ibid). The teachers knew that a construction of their teachers’ lives 

was being machinated. Thus Des and her colleagues on screen ‘were deliberately, really 

quite calculatedly not being drawn into and not entering into the rights and wrongs o f 

New School. Because it is just not politic, it is just not sensible ’ (p. 173).

Throughout the interview she claimed that BBC ‘was fair, if  not favourable compared to 

what was actually going on’ (p. 173) in terms of the violence that the first interviewee Sue 

recalled. Des asked, ‘Do you watch this program “Big Brother’’?’ and followed with an 

analogy to her public representation as an English teacher on screen. She explained that 

on the ‘Big Brother’ television program, ‘the people who are terribly unpopular are the 

ones who ... talk about people behind their backs. Teaching is a professional field  and 

you don’t go and conduct yourself that way’ (p. 173). However, being politic, sensible and 

not talking behind people’s backs are critical issues when they require teachers to cover 

up for inadequacies and inefficiencies in education. Teachers who have to mediate 

between warring factions are involved in emotional labour as maintaining honest and 

trustworthy relationships require energy, perseverance and commitment.

I asked her to expand on these issues in teachers’ lives and in the context of whether she 

would co-operate with the investigative BBC again.

‘Yes ...on  one level because it is the biggest interview of your life. Because people are 

interested in education, [and] they are in the field and interested in what’s going on. So 

there is a very good chance when I eventually go back to work that whoever interviews 

me will have seen me. And what if I had been running down our education authority, 

running down my head teacher, running down my colleagues? So partly, retaining my
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professionalism, was loyalty to Superhead, loyalty to the kids and partly it was just 

principally sensible and self-interested’ (p. 173).

On principle and idealistically Des had agreed with the Superhead’s philosophy:

‘He was very well researched in his educational philosophy. He liked looking into things 

like neurophysiology and how the mechanisms of learning works and how we could 

implement this and he was an idealist and you cannot shoot someone for that’ (p. 162).

But in practise she felt he was not prepared for the ‘existing troubled situation ’ (p. 160) at 

New School as he had only been a head teacher in a ‘little out in the sticks ’ (ibid) school 

and he ‘could not delegate ’ (p. 161) so their relationship became fraught. Her departure 

from New School was due to practical disagreements with the Superhead. She feels ‘not 

exactly that he was scapegoated’ by the media representation but knows that the big 

unanswered question is ‘why was he appointed?’ (p. 162).

Des was in the fourth personal intrinsic critical incident level, mid-life, as she was 

‘coming up to 38 and I  hadn’t got kids’ (p i68) so with her wedding celebration, featured 

in the Freshstart television documentary, and subsequent marriage, she says:

‘That for me was decisive, I would have stayed at the school because I would not have 

done a bunk and left them in the lurch or whatever but I made a decision to go when a 

suitable career opportunity arose because I was prioritising my marriage because I felt 

that I couldn ’t do both. Ideally, in another professional environment, in another school, 

you could, but I think increasingly the demands of teaching mean that you can ’t. You 

can’t. Not that there shouldn’t be accountability but there is so much paper work 

there...even in the time that I have been teaching I have seen a lot of changes and new 

frameworks and I almost don’t think that the classroom is the priority anymore. It’s not 

enough that you are a good classroom practitioner’ (p. 170).

With these comments Des sounds like a previous respondent, Pete who stated that 7  think 

that one thing that teachers want to do is teach’ (p. 150). But, like Des, he felt that 

teachers were being prevented from doing so. To conclude I asked her if teaching was a
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calling and she agreed, saying that 7  don’t think that you can sustain it otherwise ' 

(p. 182).

Des’s voice, as one of the four based in the UK shows similarities and differences with 

the overseas interviews. Despite a commitment to education and her teaching life, she is 

now a mother and has left the profession. She has no regrets about having had her various 

‘critical incidents’, including the extrinsic one involving the media and collaboration with 

the BBC. She felt she retained ‘a degree o f professional loyalty’ (p. 159) by not telling the 

entire violent story as she experienced it at New School to the television crews. She falls 

neatly into the mid-life critical incident stage and after eight years in teaching was still a 

‘pupil vigilante’ (p. 179) having chosen the pastoral rather than the curricular or 

administrative route up the ladder when she became the Head of Year 9.

In the next section, I will present the one teacher who did not see things in terms of 

critical incidents. All the others, presented above, found the critical incident concept a 

helpful way to describe certain experiences in their lives. Like me, most of them were 

initially unfamiliar with the concept but soon adopted it into their discourse.

Teacher who disputes critical incident concept 

Mat

He at 37 years old was ‘a student teacher in 1992’ and is now ‘a deputy head’ (p. 183). 

He was the hero of the Freshstart television documentary. Mat’s loyalty to his own 

professional career is evident in the respect he showed for everyone on screen. Though 

tirelessly provoked by the pupils he never loses his composure. He is the good teacher 

personified and confirms his commitment to staying on at the television documentary 

school to a single mother/parent when he rides on his bike in the rain to say goodbye to 

her family destined for Wales. According to the press he ‘books his place in heaven’ 

(Woodward & Smithers, 2000c). With mud splattered on his face and the camera in 

close-up, he says, 7  hope to be you know like the last one out, i f  it really all falls to bits’ 

(L. 1829-1830). The single mother/parent predicts that she will read about him in the
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newspapers as ‘the new headmaster within a few  years’ (L.1831 & 1832). This is a dream 

of many good teachers who persevere in their career and Mat never seems to lose faith.

When I taught with Mat at New School in 2001 he was one of the assistant head teachers 

and was as calmly confident and committed to his teaching life as he appeared on screen. 

In the television documentary, filmed in 1999, Matt was a Maths teacher and Head of 

Year 7. Mat is easily identifiable as what Sikes (1985) might refer to as one of the ‘Whizz 

Kids’ (p.49) of the profession. However, he is also honest about the price he pays for the 

emotional labour of his teaching life. This is represented, with a sensitive understanding 

of the issues and themes in a teacher’s life, in the television documentary extracts below.

MB/Mat: ‘Oh, this is exhausting. I am so tired. I went back to my old school last night 

and they had an old boys meeting. And they were trying to decide whether to sell this old 

rugby clubhouse and here we are trying to deal with like, you know racist gangs. You 

know it is a different world. It’s really funny. The difference is unbelievable’ (L. 1020- 

1025).

MB/Mat: ‘It’s so bad you couldn’t believe it could ever be this bad. Now the stuff I have 

seen here is worse than the worst I have ever seen anywhere else. And describing, I have 

just come back from Liverpool and I was talking to a friend about the school that she 

worked in. And she was saying how terrible it was there. And talking to her it doesn ’t 

seem half as bad as what we have got’ (L. 1428-1433).

When I interviewed Matt in 2003, he had left New School and admitted that he could not 

look back with sentimentalism or rose-tinted glasses (p. 183). The issue of how emotional 

labour has contributed to negative feelings about the job is evident when he declares:

7 look back at New School as a hard time. It was a hard four years, very hard and it was 

different and I used to think that the enemies would crop up and as soon as you shot 

down one, another one would crop up and there were different enemies every term 

virtually. And sometimes the enemies were teachers, sometimes they were managers and 

sometimes they were kids, sometimes they were just external people and events. But it 

was a hard, hard job and I think it has had, it had a bit of an affect on me because my
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energy level is not there at the moment in my newest job. And I think that there was some 

element o f burning out at New School. I think I would never want to work like that again, 

because it was so unpleasant for so long. So I mean that was part o f the time that you 

were there, but you know all different reasons. And it sort of effects the fact that I can't 

go into a new job, bouncing with energy because I just think I am going to get shafted 

and end up having to do too much and having to do stuff that I don ’t really want to be 

doing. So it has had a sort of long-term negative effect on my energy for the job and I do 

often think about leaving teaching altogether ' (p. 183).

I defined critical incidents for Mat and asked if in his teaching life he had had a critical 

incident. At first he denied having had a critical incident and so I asked him to define a 

critical incident:

7  would have said something that makes you sort of stop and really take stock of the 

situation. Now I mean I suppose that made me stop and take stock and I then left. But it 

wasn't, I don't see it as that. If someone said that this was a critical incident okay, but I 

don't. I suppose it was critical and it was something that happened, so I suppose in that 
respect it is a critical incident. But all it did, it didn't divert my course. My course was to 

get promoted. And I had gone into that school saying 7 want to be head of year' and I 

came out of that school saying 7 want to be head of year'. And you know, ‘you have not 

given me what I wanted and my course is still clear. But I am just relocating myself to 

somewhere where I can then achieve what I want to achieve quicker' (p. 188).

Later Mat refuted again my notion of critical incident, stating simply that it was self- 

interest that has made him leave schools. ‘Yes. I  left that school, as I  say, because o f a 

clash. Not because o f a clash but my expectations and their expectations. And New 

School although it was hard, the whole way through, it wasn 't a particular incident that 

made me leave. It was a desire to be promoted* (p. 190).

Des, in the prior interview, identified her teaching as having the motivation of being 

‘principally sensible and self-interested’ (p. 173). Similarly, Matt identified that his 

teaching ‘course was to get promoted* (p. 183). His ambition may be seen as a coping 

strategy as he always sets himself a new challenge for his career. In the interview he
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eventually came around to my definition of the critical incident concept and 

complemented my definition with his own interpretation. ‘But the fact was, it was a 

critical incident fo r  me in that, then I  suddenly came down to earth with a bump and 

realised that in fact they were not going to give me what I wanted' (p.191).

M at’s voice illustrates how at his stage he is at the threshold of mid-life and mid-career. 

Typically it is the time for an intrinsic critical incident and he admits:

7 go from time to time thinking that I should just leave. And sometimes this thing, this 

driving force in my life, since I was about 20 is suddenly called into question. It is called 

into question frequently now. And it certainly has been the whole time that I was at New 

School. And I am not sure that that is burn-out. I think I have deliberately chosen a 

difficult path. I have deliberately gone for fast promotions' (p. 191).

While being a Whizz Kid, Mat is also able to articulate the intensity of the emotional 

labour component of his job. In sum, Mat identified critical incidents from his own life, 

while not wanting to call them that, and was candidly honest about their cause: self- 

interest. However, this ambition and desire to be promoted into the ideal position is the 

coping strategy which has kept him in teaching so long.
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Appendix 3 -  Table 4 -  Television Documentary

The series is divided into three episodes and they can be found on the following pages:

Episode 1 p. 193 L. 1-630.

Episode 2 p.205 L. 650-1301.

Episode 3 p.217 L. 1358-1988.

I have highlighted some of the sections used in the main text, especially Chapter 5 with 

an asterix = *. The largest sections from the text with their corresponding highlighted in 

the appendix are listed in the table below.

Extract no. Found in thesis text on page: Found in appendix on page:

1 99 205

2 102 193

3 116 207

4 117 208

5 119 222+223

6 120+121 207

7 122 227+228

8 125 194

9 127 221

10 136 228



193

IM AGES LANGUAGE Line
Subtitles top right comer, silver Female Voice: . ..rising from the ashes of dashed educational 1*
bucket in middle with silver back dreams and building debris. It’s a new school now on BBC2: 2*
ground. Numerals coming over Rope around the Neck 3*
from right, collide with bucket, 4*
then go off left, www.bbc.co.uk N: This school is the subject of a daring experiment. Shut down 5*
Renovated 1960’s school block after years of violence, truancy and poor exam results, Old School 6*
CU Old School sign 5 images of in an inner-city borough is about to become a guinea pig in a 7*
trashing: deserted littered passage, controversial government initiative. 8*
shattered window pane, 9*
red graffitied door, CU English This man will be paid nearly £70 000 a year to give this notorious 10*
R59 blackboard chalked with inner-city comprehensive & freshstart. Sam Hind is a New Labour 11*
notes. Superhead walking towards Superhead. 12*
camera and down steps with SH: We have a community here that has lost faith in itself. And 13*
building hat on his head, CU we need to enable them to believe in themselves again. To say yes 14*
Superhead: Sam Hinds’s face we can make a difference to the kids who live locally. 15*
Building contractors at work N: When they return form their summer holidays Old Schools’s 16*
School buildings pupils will find their school reborn as the New School or NS for 17*
Shakespeare’s portrait trashed short. Here it’s Sam’s dream to revolutionize learning by bringing 18*

arts and media techniques into regular lessons. 19*
Building grader at work The government is giving Sam its full support and the local 20*
CU Superhead and blue suited authority is promising £8 million pounds over 5 years to make sure 21*
back view as he walks about new that the new school is a high profile success. 22*
buildings SH: Crumbs, what have I taken on here? Ha! 23*
CU Superheads’s face 24*
Superhead in playground, graffiti N: Sam doesn’t know it yet but he is about to have the worst year 25*
and BBC2 TD Logo of his professional life. 26* p. 102
LS Superhead’s county home, SH: Superhead, Superhead is a bit phony but I just don’t like the 27
Mercedes parked outside term. 28
CU of family in dining room FJ: You can imagine the headlines, Superhead’s son doesn’t tidy 29
seated around table. CU of son, tall room. Shocker. 30
thin and blond. CU of Bonny, wife B: Deadmeat. It raises expectations the word super, doesn’t it, it’s 31
to Superhead and mum to their son, like you know his going to suddenly leap into a pair of red tights 32
FJ, short and blonde. and blue pants and take to the airways. But I don’t think that’s 33

going to happen somehow. 34
Graffiti school walls, graders and N: Through the summer Sam has been putting his plan into action. 35
building workers all around. He has become involved in the massive rebuilding program which 36
Thursday 31 August 1999 the local authorities squeezing into the summer holidays. And he 37
New staff arriving walking over has appointed an entirely new staff. Two weeks before the start of 38
building debris, behind scaffolding term they come together to share the dream. 39
fences. Staff meeting, staff seated SH: I do believe you are all amazing. I believe in every person 40
in rows listening, CU’s of English there is something really special. If you could just press that 41
teachers: DC and LM. Beginner button to make them bloom, flower and stand out. You are all 42
science teacher: LB and other new special, the same as our kids. We must be able to trust each other. 43
staff including: PG, Head of But that we also are the critical friend who says, come on, yes I’ll 44
Music. CU’s of Superhead during defend you, but you’ve ballsed up here. You will say it to me and 45
animated presentation of speech. I will say it to you. You will say it to each other and sometimes, 46
Staff all has nametags, men in ties, sometimes it is only fair that kids say it to us. The dream in a 47
women smart, camera focus mostly kid’s mind about what they could do is the most important thing. 48
CU of Superhead using hands and If you could take that dream and help them, partly, step-by-step to 49
face with speech. make that dream a reality, they will be motivated. They will run 50

with us, they will work with us, they will queue up out there 51
CU DC, English teacher at home before we start and they will not want to go home at the end of the 52
eager day. I promise you that. Let’s support their dreams. 53

LM: He was brilliant, he just completely sold you the school and 54
CU MB, Maths teacher in front of you believe everything he said because it is what you want to 55

http://www.bbc.co.uk
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school gates, school block in hear. 56
background MB: It’s highly infectious, and everyone has gone home now 57

really buzzing saying yeah lets go out and do it, bring on the kids, 58
tomorrow, you know we are ready for them. 59

Pan of DC + LM walking up their N: New teachers DC and LM are sharing a flat. New School is 60*
garden path to front door. their big break. 61*
LM English Teacher LM: It is what you dream about when you are on teacher training. 62*
Kitchen scene, pan of them making DC: Making your own school. 63*
coffee and talking to the camera LM: Yeah, making your own school and it just being completely 64*
comfortably. that you devise it. 65*
CU of DC+LM in their kitchen DC: Cause we used to talk about that on teacher training college 66*
DC English Teacher didn’t we? Yeah, imagine if we ran a school? 67*

LM: Imagine if we ran a school who would you employ? You go 68*
through your whole school. I’d employ this person, oh no that 69*
person’s crap I wouldn’t employ them. 70*
DC: And there we were in that opportunity, chance to work 71*
together. 72*
LM: Yeah. 73*
DC: Because we love each other. 74*
LM: Well I think you’re all right. 75*

CU of black and white cat DC: Chance to work together and you know put all these ideals 76*
into practice. 77*
LM: I said to DC if I’ve got that job I’ll kiss your cat’s arse. Low 78*
and behold the next morning. Get a phone call from Sam, you 79*
have the job. And I was so, oh no I have to kiss her cat’s arse. 80* p. 125

CU MB in gym boxing, sweating MB: Getting the job at that school was absolutely brilliant. Sam 81
and white VSO T-shirt phoned me up at about 7 in the morning, two days after the 82
MB Maths Teacher interview and said I am very pleased to tell you you’ve got the job 83

a Year 7 co-ordinator. I was over the moon. I was really really 84
looking forward to starting. I thought it would be a great place to 85

CU of builders in the hall digging work. New project, totally new environment for me you know, 86
up rubble and spading it into a very very exciting to be in at the beginning of something like this. 87
wheelbarrow. CU of Superhead SH: Yellow is my favorite colour I love it. I could go anywhere 88
outside. Pan of Superhead sitting at with yellow. And the new block I hope will be yellow as well. I 89
his desk, shirt and tie, yellow mark everything with green, with green pens because green being 90
walled office. S A M in a natural colour is less threatening than red. And I think it is 91
colourful labels on bookshelf actually a kind of more positive message that you are giving by 92
MH drama teacher just using a different colour. 93
Professional dressed in black MH: I know that the buildings are not going to be ready but how 94
jacket, back at first staff meeting, close are we and when are we sort of expecting to get a timetable 95
seated with DC and LM together in terms of what we will actually be teaching. 96
CU of smiling Superhead SH: I hope that I can do it by Monday. Staff laughter 97
CU LM + MH laughing together LM: Me and DC have been laughing all morning about ethos. 98

Cause that’s all we do, the ethos of the school. 99
CU DC more anxious and serious DC: To be honest I am keen to get down to the bread and butter 100
looking at colleagues for assurance stuff now I think you know the ethos was made clear right from 101
and support the interview stage and you know we have subscribed to that and 102

that’s why we are on board. And I’d just like to get down to the 103
planning lessons. Yeah 104

CU MB, outside school same as MB: I am scared, I am worried about it. It’s a big challenge. I 105
before, checked red+white shirt mean the challenges. There were big challenges at a high 106

achieving school but the challenges here I’ve seen them. I saw 107
them last term and that does scare me a bit and I hope that we are 108

Hall, builders and electricians sort of up to the task. 109
checking the switches WM: A couple of days left, it’s not working well, not at all. 110
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Thursday 9 September 1999 N: The new term begins tomorrow. 111
Pan of Sam walking around SH: What will happen between now and tomorrow 10 o’clock is 112
incomplete hall, fresh concrete, to actually get this space ready for an assembly. So it will be 113
scaffolding, CU in his building hat cleaned and chairs will be put out for 180, 200 people. Doesn’t 114
and smiling expectantly. feel like it at the moment although even in this room, at this stage 115
Fade pan of dirty hall red sign: you can feel the buzz cause there is a theatrical feeling almost in 116
Danger Keep Out Building Site here. 117
Friday 10 September 1999 DC: No MB he is not there. 118
Opening Dav. Concrete pouring MB: Not in the hall? 119
Pan DC walking towards camera DC: In there? 120
and MB, building ditches and MB: No the hall hall, the assembly hall. 121
debris, camera follows her back DC: Oh right, okay. 122
view, dodging scaffolding and then MB: Go around there, around the concrete steps. 123
CU as she speaks to the camera. DC: I am looking for a building that I don’t know where it is. Ha. 124
Builders sweeping, drilling, chairs N: Today is the first day at secondary school for the 180 new 125
put out arrivals in Year 7. MB will be their Head of Year. 126
Staffroom pans drama teacher in MB: I am just looking around and 2 of the classrooms are still full 127
red jacket and CU of MB, smart of rubbish and the hall is like there is this dusty horrible layer on 128
jacket and tie. Yellow walls the floor. Yeah and I am wearing a suit today as you said. 129
Other staff seated at computor, CM: So you are getting ready to perform? 130
business of preparation MB: What at the assembly? Yeah, I don’t need anything. I just 131

have to stand up and say it. Sam is the one with the visual aids so 132
Pan and mix of computor wires if there is a power failure he is going to have more problems than 133
dragging on floor and workers. CU me put it like that. 134
DC + LM mixed with chunking DC: It might be going down to the, it might be installing our 135
and workman doing computers. 136
computor/electrician business MH: It’s chunking. 137

LM: No this bits chunking. 138
MH: What are you doing? 139
WM: Laying the trail for the new computer network 140
MH: Is it chunking? 141

Computor workman points to wall. WM: Ah pardon? 142
CU DC. CU of staff building hats MH: Is it chunking? 143
on hat stand and clock on wall. WM: This is chunking. 144

Altogether: Oh. 145
Pan and mix of parents and DC: There is children walking behind them, they need to be 146
students dodging rubble arriving at educated. So we’ll do it. We are creative, we are creative and 147
school positive and not a bit worried. 148
CU of Jamaican mum and daughter N: The ambitious rebuilding program is running late. With only a 149

handful of classrooms ready all the year 7’s are told to come to 150
assembly then go home again and wait until the end of next week. 151

CU of shy student with big silver Pa: I am a working parent so I will have to arrange alternative 152
chain next to graffiti wall childcare. You know until they start on Thursday at 8.30. So it’s a 153
CU of Anglo/Saxon mum pity really because it is so, such short notice. Because we only 154

found out that they will be starting till next week Thursday. 155
CU of Sam standing on S: Ha, have a look yourself, they haven’t even finished it. They 156
scaffolding, blue shirt, bright tie haven’t finished it so I don’t know what they are going to do. 157
with trees in background Pa: I was sort of surprised that they would let the children 158

anywhere near this building. 159
SH: I think now, staff are starting to kind of really pull together 160
and do things together which is great. It’s just a bit too last 161
minute. So yeah, by now I am, yeah I probably I am nervous, 162
yeah obviously. But not kind of...brilliant, thank you. 163

Workers hands cabling over to WM: Okay. 164
Sam SH: Yeah, cheers 165
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WM: Is that long enough? 166

CU MB in playground SH: Probably yeah. 167
Pan of new green chairs arranged MB: I was right about the power. There was no power in the hall. 168
in lines for assembly, Islam girls But I said Sam would sort it out. 169
with head covering Pan of Beatles: What would you think if I sang out of tune? 170
Superhead and Mum+Dad at SH: I do understand and I do appreciate your kind of concern. 171
entrance to hall. Moslem girl Pa (RR): I think they expected the impossible to get the site done 172
students walking by. Line of in 8 weeks. 173
students being directed up old WM: Well that staircase is unsafe that they have been going up 174
staircase. CU of worker busy with and down. So we will put this one. It’s only scaffolding, but they 175
new scaffolding for safer stairway. will still be able to walk up and down it. Probably haven’t got 176
CU of yellow out of bounds sign. enough funds. 177
Year 7 Assembly SH: As you can see to talk about last minute would be a bit of an 178
In assembly Year 7’s in new understatement. We are just about ready for you all. And that is 179
uniforms, black trousers and skirts, the first bit of good news that you are here. That you as the first 180
white shirts. MB seated in front students coming to this school will create the new school. The 181
and CU’s of some of the students, New School. And you can only do that with a little bit of help. 182
some yawning and CU of Jk Beatles: What would you think if I sang out of tune? Would you 183
CU of MB occasionally looking at stand up and walk out on me? Lend me your ears and I’ll sing you 184
his paper, students attentive, mix a song and I’ll try not to sing out of tune. 185
between MB and students. MB: I’d like you to cast your minds forward a few years. Maybe 186

five or seven years to when you leave the school. When you leave 187
the school then you really, you really begin adult life. One of the 188
things you take with you is the name of the school that you’ve 189
gone to. When you turn up for an interview for going to college or 190
for a job the first thing they’re going to look at is what school you 191
went to. The first thing they’re going to ask you. And if you went 192
to a good school it reflects very well on you and there’s the 193
presumption that you will be a good person. And of course it 194
works the other way as well. A school is only as good as the 195
people in it. And that means you. The whole community is 196
watching this school to see just how well it turns out and there are 197
great hopes that this school will be very successful. This is a new 198
start; it will be an excellent school. Maybe one day all schools 199
will be like this. You’re very, very lucky to be here. 200

CU of Year 7 in the playground S: Ter, terte te terte ter te terte te. I get by with a little help from 201
with a group of friends around my friends. See it’s like saying that if you can’t, the message is, 202
Ja from Class 7F kinda like if you can’t do it yourself like you should ask your 203

friends help and then maybe you’ll like pass. 204
Small, clean kitchen scene, Jk the Jk: Everyone got the wrong like impression. Like we thought cool 205
Year 7F and his brother Ja Yr 11 now he is going to do that every time now. 206
and their mum, FM, drinking from FM: Would you have liked it if had did? 207
mugs at the table. CU of Jk and Jk: What? Did it every time? 208
Mum side on FM: Like have different assemblies every week with different 209
Jk’s brother Ja Class 1 IB music. 210

Jk: Depends on what kind of music? 211
Brothers have matching blue shirts Ja: You can’t expect... 212
on and school satchel hanging from Jk: What was the song about? 213
hook behind door Ja: ... Year 7 and 8 year old and 11 year old kids to understand 214

the meaning of a song like that. 215
CU rrix of Jk and Ja. Jk: I was just listening to the song. But I wasn’t thinking about 216

what it meant, I was just sitting there, listening to it. 217
Ja: If I was running that school I wouldn’t go and play eleven year 218
olds a Beatles song. 219

Year 11 Assembly N: There is one more assembly today. Sam must now captivate 220
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Hall assembly scene with LM, the 15 year olds, most of them veterans of the old Old School. 221
Deputy Head: U  and Superhead Beatles: Will you stand up and walk out on me. Lend me your 222
sitting in front. Camera from back ears and I’ll sing you a song and I’ll try not to sing out of tune. 223
pans and then CU in front of Oh, I’ll get by with a little help from my friends. Oh, I’ll get by 224
pimply boy and pretty girl, variety with a little help from my friends. 225
of ethnic origins, irregular SH: JO will you just come and stand here and as they go through 226
uniforms baseball caps. Pan of staff if they want to shake your hand. Try and do it seriously. If they do 227
lining up at exit to hall to shake it seriously. All right, okay anybody, no. Yeh, well done, good. 228
student's hands. CU of handshakes Come on, well done. Are you going to do it? 229
some black and white mix. CU of S: What? 230
fist like shake with Superhead and SH: Are you going to do it? 231
a tall student boy. Happy mixture it S: Yeah. 232
seems and images. CU’s of lots of SH: Are you going to do it? Are you going to achieve? 233
hands S: Yeah. 234

SH: Yeh, you again. What we are trying to say is are you going to 235
try to commit yourself to achieve? 236
S: Yeah. 237
SH: You can do it. Take it seriously. All right. Well done. You’ll 238

End of day, hall deserted, empty make it. It will make a difference. All right. All right. Try it. 239
green chairs. Superhead pan You’ll make it. Yeah, I think it worked it wasn’t planned it was 240
walking around and then sits on just like responding to them and they responded brilliantly. If you 241
edge of table CU talks to camera had seen them 6 months ago it wouldn’t have been like that. So 242
CU LM paging through The Sun, let’s revisit it in 9 months. Yep, leave me alone. Ha ha ha Whew. 243
chair on table in classroom, reads LM: Yeah, Superhead. I probably have the most difficult teaching 244
from it: He’s German, he flunked job in the country, Sam says. 70 grand. 245
English at school. Meet Britains MB: The first Superhead is turning around one of the countries 246
first superhead. CU MB worst schools despite being a German who failed English. 247
Kitchen scene at Superhead’s SH: Cooking, almost the only thing kind of thing when I don’t 248
home, all same clothes as last time. think about school. 249
Cracking eggs close up. CU of CM: What is? 250
Superhead’s face from side on. SH: Cooking, I just do whatever I kind of want to do. Ymm and I 251

actually enjoy it. I think it is very creative. I never follow recipes. 252
Bonny also in kitchen Although I like reading recipe books. This is my kitchen. In every 253

house I’ve had a kitchen which I felt was my kitchen. 254
Pan of them both, Superhead hands B: I know. 255
on hips. Bonny: getting things to SH: Well that’s right, Bonny can use it, that’s no problem at all. 256
put on the table. CU of cooking B: But just not get in the way. 257
implements hanging from roof. SH: It’s moving things isn’t it, moving things. So I know when 258
Wooden cupboards, yellow, light Bonny moves things I get all kind of upset. Like all me hanging 259
streaming through large window bits and things like that. Stuff you need for everyday cooking. 260
Bonny setting the table B: I thought that the sofas would look very nice another way 261
CU of Bonny standing next to around so I did it and I didn’t think anymore about it. Sam comes 262
dining room table with lounge home for the weekend and you would have think that the end of 263
French doors in background the world had come. He changed it all back. Cause he was just so 264
overlooking big garden. freaked out by the fact that it all had changed. Yeah. 265

SH: Bonny’s moved. 266
B: There’s not a lot I can do about all that is there really? I 267
changed the watercourse a couple of weeks ago but that didn’t 268
cause you any stress, did it? Cause that’s the garden. But with the 269
garden if I do any changes out there. If I plant anything, you know 270
the next day he is saying well why hasn’t it flowered? You 271

Bonny makes a thumping fist think... humph. 272
CU Superhead in kitchen opening N: Sam moved to England from Berlin as a student. He rose to 273
fridge door and then slicing become vice principal of a performing arts school south of the 274
frankfurters, CU of hands and knife city before heading a local comprehensive in the county where he 275
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still lives. This is his first attempt at running an inner-city school. 276

CU sideways of Superhead with SH: Some old frankfurters go in there. That’s very German, I 277
spectacles, smiling, open + affable think. 278
as he speaks to camera. CM: How German are you? 279

SH: How German are you? Hmm, difficult to say, isn’t it. I am 280
sure that there are certain parts to my character, which are a result 281
of growing up in Germany and having very German experiences. 282
When I get really kind of upset about the mess around die place 283
and things not being organized properly and things not happening 284
quickly enough then I think I am very German probably. At the 285
same time I have lived in this country for so many years that it’s 286
you get used to it and you feel, yeah, that’s just the way it is in 287

Building contractors + workers England. 288
Piano teacher in suit playing Piano scales. 289
Images of building work, ladders, N: 3 days later another partial opening as years 10 and 11 turn up 290
paint, sheets on floor, mess for their first lessons. Year 7, 8 and 9 must wait another week. 291
Monday 13 September 1999 More classrooms are ready but the timetable is still under 292

construction. 293
CU of Year 11 boy, skinhead type S: Well I was told I have got to go to a class X003 but a minute a 294
in black jumper go I was just told to go walk around for a bit, so I am just going to 295

wait around here until it’s time for me to go to class. 296
CU of shy Year 7, no jumper, at S: I got told I was starting at 8.30 this morning. But now I got told 297
graffiti wall, with silver chain I got to wait until 10 o’clock. And I could be in bed. 298
CU of LM, clutching papers + LM: I hope that their hearts don’t sink when they see that it is not 299
whiteboard pens, smiling + brave quite finished yet. But we are presenting it as the kind of we’re all 300
at outside classroom door. in this together, Dunkirk spirit kind of thing. 301
Drama class, pupils in a circle MH: 3, 2, 1 302
coping enthusiastic teacher, MH S’ s: Reeeeeraaaaa 303
clapping and chanting MH: Let’s do it clapping so vera is absolutely great so, we can to 304
Year 10’s in uniform if we will so 123 go. 305

S’s: so Vera is absolutely great so, we can to if 306
Students look as though they are MH: Keep going. 307
having fun + keen S’s: so Vera is absolutely great so, we can to if 308
CU of DC next to staircase, DC: I had a phone call from before school, which is a police 309
smiling but nervous matter. We have got kind of one child threatening to stab another 310

child. 311
Back view of shy boy camera Police sirens. 312
follows him here and there. He is S: We were sent over there then back over here then back over 313
wearing an oversized green jacket there now we have got to go back over here. So I don’t know. 314
MB running up stairs, into Meant to be a new school, I don’t think they’ve got a clue of what 315
classroom sticking up paper they are doing. 316

School noises. 317
CU of student in playground S: We haven’t got boards in classrooms or anything and we have 318

to write like on on bits of paper so that’s the problem. It just 319
doesn’t feel like a school. 320

Monday 20 September 1999 N: Sam can’t delay the inevitable any longer. Today, 2 weeks 321
Pan of Superheads back view after the rest of the country went back to school all 630 students 322
striding down yellow corridors + will finally be on site together for the first time. 323
into blue Ladies, inspecting CU of SH: This is the ladies, which has got the toilet seats which we 324
loose toilet seats and Superhead don’t have in the other toilets, ah but it has not been cleaned at all 325

yet. 326
CU LM, long black skirt + white LM: Amen, Atash, Kermal, Andrew, Serena, Aslan, Tolgat, 327
shirt, standing in centre of class on Santiago, Bilal, Kaleb, Rahel, Troy, Laila (again) and Marzelo, 328
table, pupils seated Marzeno. Those people are going to D 0 1 7. D Block is here. 329
Jamaican pupils huddled under S: We have timetables but we are not sure you know like you 330
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umbrella examining timetable have E block, A block and the classrooms... 331

S: ..to get by so you have Year 7’s where you are supposed to be. 332
S: We have got technology now but we don’t know where. 333

CU Superhead on mobile phone, SH:... You should have 5 rooms. Okay. I honestly don’t know. 334
sweating, wiping brow, pacing All right. Cheers. Sigh, Woh, Woh, Woh. 335
CU Head of Music teacher, PG: PG: You all media, you all got media yeah? 336
helping pupils push trolley with S’s: Yes 337
TV in rain CU LM in classroom LM: We have not got timetables yet. But we have got another 338
with chairs on tables and no pupils temporary timetable. So the kids are a bit flummoxed again 339

because they thought they were really going to get a timetable 340
CU Yr 11 girls + boys examining Te: This is the timetable for today only. So that’s where you are 341
timetables in crowded corridor + going. Going across, going across, okay, so that means 3rd floor, 342
Mixed LS another teacher ground floor, 2nd floor, 1st floor. 343
CU LM in playground Yr 7’s LM: Who’s your learning mentor? 344
clustering around her S’s: You, you are. 345
CU LM big smile loco parentis LM: All right. 346
Another teacher instructing Te: 1st floor, 3rd floor, ground floor, okay? 347
Cu LM directing+consoling LM: 8C, 8C, 8C you have got PPD. 348
Pan drama class, black uniform Te: EEEE do not forget it. 349
CU drama teacher, MH miming S’s: SUCCESS, success!!!! 350

MH: Okay, keeping that chant then, I want you now to whisper it. 351
CU of pretty student with long SUCCESS, success 352
blond hair S’s: SUCCESS, success 353
CU LM still outside directing S: What am I going to be in Miss? I am already late, 354
anxious pupils here and there LM: Right. 355

S: I am very late. 356
Boy student rolls his eyes LM: Well I tell you where to go, El 13, that’s Phillis, isn’t it? 357
CU of Superhead talking to camera S: We checked there is no one there. 358
in suit, tie, green jacket, yellow LM: El 13. 359
walls in background. SH: Why is the timetable not ready because I have not finished it 360
LS pupils bouncing on scaffold and I take all the blame for it. But ...it’s...um, the first thing that I 361
outside. Pan students milling spent time on really was to make sure was that the building was in 362
around corridor looking at a state that we can actually use. And I probably lost sight of the 363
timetables. CU wasps on wall, time tabling process, because it does take its time. 364
paper+floor Te: There is a wasp infestation. Could you at all, or see if there is 365
Johnny stamping on wasps in class a spare room in X? 366
Back view of Superhead following School noises. 367
into LM’s classroom LM: Johnny sit. 368
CU Superhead in front of class SH: Right can you please just sh. Come on. Can we just calm it 369
with nametag on + green jacket down. 370
Pan of students LM: Johnny. 371

SH: It is still going on. 372
S: Sorry Ms. 373
LM: Thank you 374
SH: Thank you, just calm it down, if you are calm any bees or 375
wasps that are in here will be calm as well. 376

CU DC pale with her glasses on DC: The kids, especially the Year 7’s, are get, and really anxious 377
talking side on to the camera in an because it is chaotic and then you know, they need the calm and 378
empty classroom CU of a they need the order. They got their timetable at half 8 this 379
Wasp on the window pane morning to go into half 8 lessons. Kids didn’t know, kids didn’t 380

know where they were going, teachers didn’t know where they 381
were teaching. 382

Pan LM+her class with wasps LM: Excuse me, Johnny. 383
School noises. 384

CU LM empty classroom still LM: I am really happy for you. It was really difficult. It was, it 385
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cheery and smiling was a really difficult lesson. Because it is a class I have never met 386

before, it’s a class I am never going to see again, probably. It’s a, 387
it was in a room that I am not going to be teaching in. It was a 388
class that I didn’t know that I was going to have anyway. And 389
then there was some lovely bees. 390

Students walking in playground School noises. 391
Pan of LM+DC, eating and CU of DC: It was an absolute nightmare. 392
their dialogue outside on a wet LM: My morning was an absolute nightmare as well. But for 393
concrete playground organizational reasons and wasps in the room. 394

DC: We don’t have boards, we don’t have pens, the kids don’t 395
have books. 396

CU of raindrops into puddle LM: I know. 397
Pan of school block with scaffolds, DC: And I am on lunch duty. 398
builders at work, drilling LM: I know. 399

DC: Where do we get lunch? 400
CU Superhead, same as before, SH: I think we are on the way. It would have been nice if it had 401
yellow background, nodding and been easier. If it, if we hadn’t come across so many problems in 402
smiling terms of building and in terms of organizations etc. But in the end 403

it will come together. Loud drilling sounds. 404
Pan of red brick 5 storied Jk: Oh that was terrible. 405
apartment block, derelict+poor Ja: Ha ha ha 406

Jk: When you see it said like C469 I am just going... wot? 407
Inside the block the FM’s kitchen Ja: Yeah all the blocks were, all the blocks were... 408
scene again, boys in blue, Jk now Jk: Can’t we just have one classroom and the teachers could come 409
opposite to Ja. to us. 410

FM: They were like telephone numbers weren’t they? 411
FM chewing, Ja head on table Ja: Yeah the blocks were confusing and then because they didn’t 412
CU’s and mix as they all chat + even have the Year 1 l ’s put into their proper groups by then. So 413
seem jolly as they deride what is everyone had the same timetable. 414
happening at New School Jk: Everyone used to go to the same lessons. 415

Ja: Yeah, everyone used to go to the same lessons. 416
Jk: Yeah, I had 3 lunches. I just had them because it was, was a 417
bonus for a little while. 418
Ja: And you go to your first 2 lessons, go to your 3rd lesson and 419
then you’d have lunch and then the period after that you’d have 420
lunch and then the period after that you’d have lunch and then 421
you’d have a lesson and go home. 422
All: Ha, ha ha. 423

Back view of MB talking to Jk and MB: Why are you so late? 424
friend Alex Jk: Me? 425
MB pointing MB: Yes you. 426

Jk: ‘Cause 427
MB leading + Jk following MB: Right you come with me. Come with me. Alex go to your 428
walking briskly to office through lesson. No Jk, you have been off for about 2 days, 3 days. 429
hall being prepared for visit, pot N: A month into term and Jk is beginning to skip lessons. 430
plants. MB: And you turn up 45minutes late and the first thing I see you 431

doing is going to the vending machine. 432
Jk: I wasn’t going to the vending machine. 433

MB stands behind his desk MB: Well it looked like it to me. Take a seat, I’ll talk to you in a 434
Jk slumps into chair hugging his sec. Don’t sit like that. Right let me have a look at this. I know it 435
bag. Not in proper school uniform. hasn’t been. Who did you get it from? Simon? Do you understand 436
CU of Jk sitting up the problem? You have been off for what, where you on, in here, 437

what for 3 days, right and then you come in 45 minutes late. 438
CU of LM in her classroom LM: New School is the best 439
reading ballads. Light, fresh paint It is better than all the rest 440



201

IMAGES LANGUAGE Line
window overlooking playground Everyday I want to go back 441

I go to school grinning like a maniac 442
S: She is a maniac yeah? 443
S’s: Ha Ha Ha 444

CU Jk and Alex at door, pan on LM: Oh yes, fancy Jk being late, 445
them looking at class S’s: You are late Jk. 446

LM: Come in and sit down please, quick sticks. 447
LM looking over shoulder at girls LM: Oh can I read this out? Oh yes I think I can. Here we have 448
ballad, reads it while class listen the start of a very good ballad I am sure you will agree. Listen to 449
quietly and attentively the rhyme scheme. 450

New School is the best 451
New School beats all the rest 452
I was scared of coming here 453

CU LM clapping and pupils copy But now I have no fear 454
her Pan playground scene LM: Oh look yours is identical. 455
Back view of MB running up stairs School noises. 456
+ follows Jk into a classroom. MB: Jk, Jk, Jk, Jk, what’s going on? 457

Jk: Nuffin 458
CU MB pacing slowly up + down M; Okay. 459
in front of white board, right index Jk: What are you guys doing? 460
finger pointing in the air, lecturer MB: They’ve just finished. Listen guys, what class is this? 461
preacher stance, neat in tie and Okay just 2 things, very briefly, one, there are far too many small 462
jacket, computers on 1 side, big incidence occurring and when I come to investigate them it turns 463
class of subdued + complaint out, it starts off as just a bit of fun, a litde play fight and people 464
pupils. Ends with pan of whole like pushing each other about and it’s all a great laugh and 465
group +MB LS from behind the suddenly one person decides it’s not such a great laugh. How is 466
class the other person supposed to guess that suddenly you’ve stopped 467

enjoying it and you are starting to find it unpleasant. Second 468
Camera following MB along thing, don’t go into the building site under any circumstances. 469
corridors as he talks, down dark Okay we caught 3 people there yesterday. 470
stairs, broken floors, deserted This one room is impossible to get to. The problem is the map 471
places doesn’t show that the bottom of the staircase is closed. And I 472

think, that that thing about going onto the building site was 473
someone trying to get to this classroom. Which you know you can 474
say that they have some excuse for that but I think it is more 475
important that they know. I’d rather they wondered around school 476
for 20 minutes than walk through the building sites. Yeah that has 477
to be, that has to be the case. 478

MB looking round classroom door DC: How many syllables has it got? 479
opened slightly S’s: 3 480

DC: 4, too bad 481
DC: How many syllables? 482
S’s: 2 483
DC: 3, how many syllables? 484
S’s: 5,2, 1 485

MB looking at file, map, MB: This is A? I have just seen A. Okay thanks. No well they 486
confusion, keeps running along weren’t where in the place that I thought they were going to be. 487
with camera following MB School noises. 488
DC+LM sitting close on their DC: On that wall are the top 100 sexiest men and the whole of 489
couch in their flat at home October was spent doing our top 100 men. 490
CU of list on wall LM: Yeah. 491

DC: And we still got 3 more men to get on the list. 492
LM wearing black shirt LM: Sam. 493
DC in red shirt same as last home DC: He is no 87. 494
shots LM: So basically what you do is go 1, Kevin Spacey, yeah, 2 it is 495
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really somebody really obscure Robbie Williams, except she likes 496

Playing to the camera+laughter Robbie Williams. 497
a+much fun between the two + DC: I like Robbie Williams. MB, obviously. Ha Ha 498
friendship, holding cups of coffee LM: Ha Ha. I laughed a bit loud there, MB is lovely. In the top 499

100 sexiest MBs in the world, MB is numero uno. 500
CU of LM playing to camera No comparison. 501
holding finger up in the air DC: Yeah but if you put a piece of coal up MB’s arse you would 502

get a diamond. 503
CU of DC+LM on couch LM: Ha Ha 504

DC: At the end of the week, wouldn’t you? Ha Ha. 505
LM: Ha Ha. He is so compressed. 506

CU of brown wooden rowing boat MB: This is the seat of a boat. That was a little gift from the boat 507
seat with writing on + MB’s hand club when I’d been the president after one year. It’s nice, it’s a 508
shining it while at his home nice, Cambridge is full of stuff like that, you know, little bit of 509

glorification but then why not? I spend most of my time, when I 510
CU of MB at home in black am doing the positive things printing out certificates saying so and 511
jumper, relaxed, confiding + so class monitor, deputy class monitor did this did that. And I 512
positive, a little bashful think that is really important and I that’s their reward for doing a 513

good job. And so this was what they gave me. 514
Thursday 21 October 1999 N: Today New School will receive a high profile endorsement 515
LS from school gate framing 3 from the government. The secretary of state for education is 516
storied school block paying the school a visit. 517
CU of Superheads yellow office SH: Here, take, take a look at this, this picture. One of the 518
CU of white paper with black students took of David Blunkett. Perhaps we should get David to 519
penned portrait, bearded sign it and we have it here and then one day we’ll be really 520

valuable and we can build another studio when we sell it. Ha Ha. 521
Shy Year 7 winks at camera, S: The school is officially opening today. 522
cheerful with outsider older student S: Not doing a very good job of it are they? 523
in beany in CU trees behind + S: No it is. You have not had a look in there have you? It’s all 524
school staircase right you know. It’s all right. It’s getting better. It’s gonna be a 525
Builders on scaffolding, drilling good school. 526
CU of Superhead in hall, pacing on SH: Yes you can. Yes. Okay. Right where our guides? Guides do 527
mobile, checking things and we have guides, do we have guides, do we have guides? Okay, 528
walking around Mix governors does it look all right? Yeah. Good. Ahaaaa. Just mingle talk to the 529
walking up staircase, Superhead kids and stuff like that. 530
DC in front of quiet class, in black DC: Right you have been an excellent class this morning. I look 531
clothes, camera from back of forward to seeing you this afternoon. Have a good visit in 532
classroom between. Remember you are representing yourselves, you’re 533

representing the school. Have a good time and I’ll hear about it in 534
lesson 9. Okay, stand up, put your chairs under please. Right off 535
you go, bye bye. 536

Pupils excited + skip out S’s: Bye Ms 537
CU’s Superhead + officials outside SH: Okay it’s just arriving. 538
watching car drive in, O: Photographer here? 539
photographers hustling around with SH: Oh it might not be his car, sorry. 540
voices in background 0: It’s looked like...pull up by the stairs. Did you have some, 541

catch him there, as he gets out. 542
SH: No it is not him yet. It’s just a smart car. Ha ha ha. 543

CU DC in her empty classroom DC: David Blunkett’s coming in, it’s all sing and it’s all dancing. 544
answering camera crew, not And kids are quite excited about it. I’m less so. (CM prompt 545
looking directly at camera, holding supposed) Um, because I think we are here for the students, not 546
paper for the image and so everyday should be a special day. 547
Big black car P856RUL comes Rain noises and school noises. 548
through gates + stops in front of DB: Good morning, what do you say? Ha ha ha 549
lots of press photographers. 2 SH: The students and heaps of journalists about. Eddie go on that 550
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students hold the blind Secretary of side. Slowly walk him in forward 551
State on either side+Superhead DB: Right see you all in a minute. 552
CU DC still in her blue painted DC: It’s a new Labour showpiece; we have had somebody full 553
classroom answering to the time for the last week making the arrangements. So I have no 554
camera, nodding + smiling doubt it will be extremely slick and exactly what is required. 555
LS of Superhead in darkened SH: And one of the most motivating aspects of young people’s 556
crowded hall, CU spotlight on Mr lives is to believe in the dreams they have. And help them to 557
Blunkett, CU Superhead looks to achieve it. Building work as you can see, still continues. 558
ceiling + fixes glasses Audience laughter. 559
CU Superhead with plants, SH: And I do think that those dreams of yesterday are the hopes 560
coloured balloons behind for today and hopefully together as a community, will be the 561
+spotlight, self- reality for tomorrow. 562
assured +scanning his audience Audience applause. 563
CU of journalists + huge cameras S’s: Music, this being a new era, forever, etw casino, the watch it 564
LS of black students on stage ya ya do ya ya do ya, young blood. All systems all addictive thugs 565
dressed with microphones singing which we love represented by my true baby love. 566
+ dancing mixed with CU’s of S: I reckon,. ..school crowd noises. 567
smiling governor, Mr Blunkett, MB: We will call you if we want you. 568
pressmen, CU of the students S’s: Music, but it feels right, it feels good, so good, oh so good, 569
wrapping on stage, CU Superhead, oh so good, oh so goodoo. 570
CS MB controlling crowds of Audience applause. 571
students outside door DB: I asked a little eleven year old when I arrived this morning 572
CU of Mr Blunkett at microphone whether he thought that Sam was a good guy or a tough guy and 573
with Superhead alongside him, he said, ‘Oh he is, he is a good guy’. And I realized straight away 574
spotlighted, sounds of camera’s + that a good guy and a tough guy are actually one in the same 575
flashes things. Is that right? In terms of making sure that what you want 576

to happen, happens. That people are clear about what they are 577
doing, what’s expected of them, whether they are they are staff or 578
whether they are pupils or whether they are parents. And that is a 579
symbol of a school literally arising out of the ashes. The New 580
School here in the borough, actually being able to show that a 581
freshstart really works. 582
SH: There are lots of kids, up here, on top there’s a platform, lots 583

Younger students milling ahead of kids waving here, it is not quite raining but we have just had a 584
Mr Blunkett + Superhead walking quick look. 585
with them, photographers on DB: Hello, are you all right? 586
scaffolding above, Mr. Blunkett S: Yeah 587
with blind dog black Labrador DB: Good. 588

SH: In the middle, just the middle if you would just turn back a 589
bit, looking just slightly above you, 45 degrees upwards you can 590

Superhead guiding Mr Blunkett see the photographers. 591
and holding sheets of paper DB: That way? 592
Pan of Mr Blunkett pointing up O: There is crowds of children behind you, about 30, 40 children, 593
Students all around, CU of we need you right in the middle of them. 594
photographers in action, clicking + S’s: Hoorays and clapping noises. 595
flashing + jostling, talking DB: Okay gently now. Good. Sam thanks very much indeed. 596
CU of Mr. Blunkett shaking Good luck with it. 597
Superhead’s hand + climbing into SH: Thank you I do need it. Ha ha 598
car with plenty of attendants DB: Of course you do, so do I so we share it. Ha ha 599

SH: I know, I know, all the best, take care, thank you. 600
CU of car + door closing + DB: Whew, well done everybody. Excellent. Whew, now watch 601
speeding off, students waving, out, careful, careful. 602
running, jumping + camera from S’s: Bye yeh whistling 603
back view pans car leaving the 0: Hello, I am from The Sun. I know someone came down 604
school gates. Photographer voice yesterday and grabbed you, you must be a very busy time for you. 605
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over to Superhead Can I just do a quick picture of you with some pupils around you? 606
Credits begin to roll SH: They are all running after the car. Ha ha. 607
Back view of students, one eating School noises 608
from a bag of crisps, many ethnic N: Today will be the high water mark of Sam Hind’s stewardship 609
groupings obvious of New School. Things are about to take a dramatic turn for the 610
Screen credits rolling worse. 611
CU of Superhead seated, head MO: What guarantees can we offer our children for their safety 612
resting on hands at parents because there is a race war going on in your school Mr Sam Hind. 613
meeting. CU black mother with There is a race war going on. 614
microphone + leather fur coat School noises. 615
BBC2 logo of Rope around the SH: They deserve a good education, they deserve more than they 616
Neck are getting. 617
School block pan Music black + MB: Just at the moment people are desperate to get this thing 618
white crane shot of students in working. We have got to use words like crisis. 619
playground, graders, builders. CU Ja: This school is so messed up this year, everybody’s bunking. 620
of MB CU of Ja, students fighting Jk: All my mates do it yeah, so like I just think why don’t I do it 621
+ kicking slow motion, CU Ja, with them. 622
background music CU Superhead Ja: No one is taking it seriously. 623
CU of cleaners vacuuming, CU of MB: He threw a chair at me, swore at me, and threatened to kill 624
MB CU of students in slow motion me. 625
waving at camera CU of Superhead Female voice: The struggle continues, Rope around the Neck, 626
at home and ending with crane shot next Thursday at 9.50. 627
of students in playground. All the SH: You don’t even know if what you are fighting for is really 628
above in black+white film+music important. 629

Female voice: On BBC2 630
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Numeral 2 in metallic blue, flame Female voice: The challenge of putting hopes and dreams into 650*
coming from right top comer, hits practice now on BBC2. 651*
it, explodes and disappears left 652*
CU of Superhead +Mr Blunkett + N: New Labour has engineered a new species of Head teacher. 653*
lots of happy students posing for Sam Hind is a Superhead. The embodiment of a controversial 654*
camera’s + photographers government initiative to transform our worst schools. His first 655*
Flashback shots of parents, term started a week late after the local authorities ambitious 656*
students arriving on first day, rebuilding program overran. The building is still unfinished, the 657*
grader, fencing put up scaffold timetable is in disarray. And the school is about to face a 658*
ing, new concrete, BBC2 Rope discipline crisis. 659*
around the Neck logo. Flashback of S: It’s meant to be a new school. I don’t think they have got a clue 660* p.99
shy boy camera following him here what they are doing. 661
+ there. Superhead with handheld Fog horn repeatedly 662
klaxon LS of him on concrete play SH: Come on. Please go to your lessons. 663
ground, high fences, big boys, one Fog horn again 664
bouncing a ball, delaying going to SH: Come on. Go. 665
class, Superhead pointing LS of Fog horn 666
him walking quickly to 6 boys SH: Hey, stop it, hold it, stop it you two. 667
fight- ing, 2 kicking, boxing + the S’s: Stop it, calm down, fuck it, calm down man 668
others trying to restrain CU of Yr 7 S: It’s Sam Hind and he is blowing the horn to say it is the end of 669
smiley white student + about 3 or 4 lunchtime. 670
others, mixed race milling around CM: So what are you going to do about it? 671
enjoying camera attention, all S: Not sure, I might go into class. 672
playing up CM: Or? 673
CU of beige bottle with big red S: I might not. 674
speaker on it, making noise CU of S: Yeah, don’t like classes. 675
Superhead waving it around as he Fog horn 676
explains in the playground with SH: Fog horn, it’s not a fog horn, ha ha, so it’s really just to 677
school block in the background, communicate because we don’t have any bells working yet, we 678
pupils walking behind him. have to have some other indication. Um normally we try to do it 679
Back view of Superhead directing just by watch but this isn’t really that pleasant but quite often end 680
students up scaffolding stairs of lunch times and end of break times, kids just want to hang 681
CU of rusty gates panning onto around for longer than they should. 682
blue+white derelict old entrance to Come on. Foghorn 683
school, dead potplants, mix N: Old School in the north of the inner-city is getting a freshstart. 684
builders sawing wood, paint pots Branded a failure, it’s been relaunched with new teachers and a 685
+debris in hall, builders carrying new name. New School. NS for short. Here it is Sam’s dream to 686
grids outside with matching navy teach the national curriculum with a unique arts and media 687
COLES shirts, graders + tractors emphasis. There will be a TV studio and a classroom computer 688

network. Instead of traditional macho leadership he is promising 689
an atmosphere of mutual respect and no detentions. 690

CU Superhead in his home office, SH: I think all young people as part of growing up go through the 691
mix wooden duck hanging from James Dean experience where you feel you are kind of on your 692
ceiling, poster of James Dean own you are fighting for kind of things you suddenly for one kind 693
smoking in trench coat on wall, of reason believe in. Um You don’t even know if what you are 694
noticeboard, CU of Superhead fighting for is really important but at the time you feel it’s really 695
looking intently at camera+poster important. So it’s about growing up and starting to stand up for 696
nodding his head, talking with yourself as a person. I am a rebel I think yes, I think I have got a 697
emphasis + passion, background cause. And I think all young people out there have a cause. 698
clock = map of world Because they deserve a good education, they deserve more than 699
Mix of variety of boys + girls in they are getting. 700
playground, no school uniforms. School noises. 701
MB Head of 180 new pupils in MB: Now you are quite sure? Then why did you walk out of the 702
Year 7 CU MB bending + student lesson? 703
sitting facing computor screen, S: Because everybody, urhum, because everybody thinks they can 704
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other students in background, MB just push me around. 705
leans close to student talking MB: So that’s being, that’s bullying, that’s bullying. Well listen, 706
comfortingly and eye to eye with listen they can’t do that. Okay they can’t just push you around 707
student who keeps tapping like that. 708
computor keys S: They think they can, they can make me do anything. 709
Little boy in background smiling at MB: Well they can’t make you do anything. If they make you do 710
camera anything that’s called bullying. And we know that. And they are 711

not allowed to do that. But walking out of the lesson isn’t going to 712
be any good at all. Because it is giving you a bad name. Right, if 713
somebody gives you a hard time I want to know about it. I don’t 714
want you walking out of the lesson. I don’t want to see you 715
unhappy. If there is a problem we need to talk about it. Okay? 716
S: Hello Sir. 717

MB glances at Bob, a student MB: Hi Bob. Okay? 718
DC and LM English Teachers LM: I was worried before I moved in together we were working 719
On their home couch, CU still with together at the same school. I had a few, well there weren’t 720
coffee mugs + same red + black reservations, it was kind of. Do you know who I kept thinking of, 721
shirt, laughing + smiling do you know Richard and Judy? Cause they live and work 722
companionably + playing with together? Ha ha. 723
their hair, obviously playing up to DC: Even our mothers can’t tell us apart from Richard and Judy. 724
camera crew. DC watching her, LM: So I was a bit worried about that but then actually it’s it’s 725
mix of CU’s and pan of the two of been a big bonus. Because the school is so hostile, um, we just, it 726
them on the couch was nice to see DC. 727

DC: Friendly face. 728
LM: Because you knew her. And you knew that you could run up 729

CU side on of DC and go uh my God, it’s gone really awful. 730
DC: Do you know they came into my classroom and there was 731
some display work sitting on the side. Somebody set fire to it. 732
LM: Oh. 733
DC: Year 7 kids work. 734

CU MB, standing in front of MB: Hello Briony, it’s MB here, you spoke to me yesterday. Um 735
bookshelf of files, telephone now, Roger seems to have come into school this morning. I 736
handset onto left hand ear hole, thought our agreement, your agreement with me was that he 737
Neat in jacket, tie + white shirt would remain off school for the next 2 days. 738
MS of scowling Roger Yr 7 Telephone response 739
student seated in room alongside, MB: Um I think that we are going to have to insist that he stays at 740
big red jacket, Nike pants + trek home for the next 2 days. Um, may we send him home. I will just 741
shoes ask him to go home now. 742

Telephone response. 743
Pan MB walking towards Roger MB: He is here now do you want to speak to him? Okay one 744
holding out handset, mix minute. Roger, Roger, speak to your Mum please. Please will you 745

speak to your Mum, she is on the phone. She is on the phone. 746
Your son is refusing to speak to you. He is just frowning at me. 747
Telephone response. 748

MS of Roger and CU of telephone MB: Roger your Mum says that you should go home now that 749
handset which MB uses as a she’d like to speak to you. Right he says he is going home he just 750
pointer, emphasizing, then replaces walked out of the door. Okay thank you very much, bye bye. 751
it to follow Roger passed MB: Roger can you please leave the school now. Okay. 752
Superhead who is standing in S: I am moving, get off me, do you understand a word, away. 753
staffroom talking to another man MB: Problem? 754
MB following Roger to gate S: I missed me bus. 755

MB: Bus? 756
S: Yes. 757
MB: 35 minutes late? 758
S: (Roger shouting) Away. 759
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CU MB in conversation with black MB: At least until after half term okay. 760
security guard with umbrella SM: Okay. 761
LS Roger walking down path away MB: Thank you very much. 762
from school gates SM: Okay Sir. 763
CU Roger in yellow staff room MB: I was going passed a classroom and a teacher ran out and 764*
right arm on filing cabinet and his asked for some help and I went in there and there was a load of 765*
own file talking firmly at the chaos basically caused by one kid. He was lying on a desk making 766*
camera, leaning forward a huge noise and I asked him to leave and then I asked him a bit 767*
occasionally to emphasize points more forcefully to leave and then he threw a chair at me, swore at 768*

me and threatened to kill me. Um and then ran off the other way 769*
before I could catch him. And we sort of chased him around 770*
school and he ran over and he climbed out through a hole in a 771*
fence. And then his mother came in later and we had a fairly long 772*
discussion about it. And the agreement was he would certainly not 773*
be in today or tomorrow. 774*

CU of Yr 7 little Turkish boy + 3 S: He chucked a chair at Mr. MB and Mr. MB got so scared and 775*
friends, shaking head, various he ran out of the door. This is not a joke. 776*
uniforms as camera pans to show S: Not a very manly thing to do is it? It’s not a joke he ran. 777*
others enjoying camera’s attention S: It’s not a manly thing to do but he ran out of the door and he 778*
CU of a taller friend called some other person to handle him. 779* p. 120

S: He called a women to come handle the situation. 780* + 121
CU DC in school corridor with DC: There’s no sanctions, there’s no detentions, um when it is 781
colourful students lockers, she open hour..., when it is open season, you know, kids are kids, 782
shrugs her shoulders+smiles they are going to go for it. 783
BBC News Female newsreader: Now some news just in. Police were called to 784*
Fridav 1 October 1999 the borough’s flagship New School today after 40 pupils ran 785*
CU of Victorian school block + amuck there. The incident began with a fight between a Turkish 786*
New School sign and black girl. It escalated with teenagers from the two ethnic 787*
MS of pupils outside school gate groups coming into the school. One girl was taken to hospital, 788*
+milling around, station wagon others sent home early while order was restored. 789*
car, girls jumping up +down, cars School noises. Police sirens. 790* p. 116
Pan of 3 black girls talking to 2 CM: But why, why did they when people knew this? 791
policemen with backs to camera S: Because we are black. 792

S: No, because they had a problem with some other people yeah, 793
and they thought it was us. And it just came out... 794

One black girl with fist raised + S: That is not the point. They know it wasn’t us, they proved it’s 795
then index finger raised to ears pan because we were black. I heard them with my two ears. 796
unchanged S: They said because we were black. They are just warning us, 797

that’s all. 798
S: Yeah, I know they don’t like black people. 799
S: They don’t like us, they don’t like us. That’s what they said. 800

CU of single black girl on S: A whole heap of Turkish people came down and like Turkish 801
basketball courts people so they were going to beat up the black people and it just 802

started and ended up in a big fight. 803
CU of Year 7 white boy + friends S: Lots of fights. 804
packed around him + milling S: And you get scared. 805
around, girls too S: I don’t like it. 806

S: Last Friday there was a big fight. I didn’t like it. 807
S: Luckily I got out of class early. 808

CU Yr 7 Turkish boy shaking his S: It was very frightening yeah. I had to go home because my dad 809
head, same one who reported on was quite scared because if that happened to me. My dad goes 810
MB + Roger incident why are you going to school. He was about to move me but I said 811

give the school another chance. 812
S: Yeah. 813
S: Cause it might get better. 814
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Pan of blonde teacher on patrol S: No he is my enemy. 815
looks behind at boy student mix to MB: It’s a horrible atmosphere at the moment. And all you can do 816
black male teacher patrolling + is to squash it, if you can. It’s a shame we have to have police. 817
voiceover, CU MB, looking in And it’s a shame that we have sort of ugly little groups that look 818
playground, fence behind, MS of like they’re winding the police up actually. 819
bigger student patting policeman O: Will you get off the road please, get off the road. 820
provocatively on shoulder, police MB: Most of my lot has gone home. Because they have gone 15 821
cars, CU MB minutes early which is a bit unfortunate cause 2 of them had a 822

fight and I would have liked to have seen them before they went. 823
CU Superhead outside observing in SH: There was a kind of mob atmosphere. It was quite scary 824
playground, pale, drawn, dry lips, without any question. Um, disturbing. Sigh. I was disappointed 825
sunken eyes talking intently to with what was happened. I knew it was something, which didn’t 826
camera, school buildings in come just from inside the school but was external to us. There are 827
background clear difficulties between different cultural groupings. And, and 828

certain parts of the Turkish community and certain parts of the 829
black community just do not seem to get on at all. And a fight 830
which is a fight between two girls becomes a racial issue. And it 831
shouldn’t. 832

Pan of Yr 7 boys with 2 policemen, We believe in non-violence so if anybody is involved in a violent 833
arms crossed in surveillance pose act then they just don’t have a place here and they should be 834
in playground + out on street in excluded, permanently. 835
front of school N: On the day of the riot, Sam makes a swift and uncompromising 836
MS blonde teacher directing decision. He expels 3 pupils. Permanent exclusion is a rigorous 837
students out +black teacher bureaucratic process. Everything must be done by the book 838
watching police, minivan with beginning with the collection of detailed witness statements. Then 839
police/ambulance role even Superheads have to win the approval of their governors and 840

parents have the right to appeal. 841
CU MB boxing at his gym, angry + MB: Last summer there was a change in the law, which made it 842*
disappointed almost impossible for any schools to permanently exclude 843*

somebody. Now that was changed slightly in the autumn. But it is 844*
still very, very hard. So as a school that took in an awful load of 845*
kids, excluded from other schools, just before we opened, doesn’t 846*
make our lives very easy. Panting. It used to be the case that the 847*
ultimate sanction a school had was permanent exclusion and now 848*
lots of kids think it will just never happen. So it’s like removing 849*
even more of our punishments. 850*p. 117

CU LM in school corridor, big red LM: We rushed in. That particular incident was a fixed term 851
+ grey faireisles poloneck jumper exclusion and then get a case together for permanent exclusion 852
talking to LM not in camera view, but we rushed in. It was, you know, a decision that was made on a 853
chewing gum Friday afternoon. 854

DC: With nobody around to interview and investigate. 855
CU of DC profile with LM LM: No. The paper work was awful. We had nothing to support 856
Talking, green, red lockers in that. 857
background, 3 pupils at end of DC: Well there were, there were scraps of paper, anecdotal stuff 858
passage. Mix to LM nervously which were put together into a report but not enough, not enough. 859
playing with lolly wrapper LM: You know how much it takes to exclude a kid. 860

DC: Yeah. 861
LM: Not scraps of paper and anecdotal evidence. 862

CU of DC profile as she talks to DC: I think it is going to be really problematic and the thing is, it 863
LM, nodding her head was all legitimate. You know it wasn’t one o ffs  and they were 864

little angels and it was just a knee jerk reaction. 865
LS of red double decker bus going N: There are many different races at New School and most of the 866
passed 5 storied red brick block children get on well together. 867
where FM lives, CS of brothers Ja: The media got hold of it and said that it was blacks against 868
still in blue jumpers with FM Turks, it was about a mobile phone. 869
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drinking from mug FM: I thought you told me it was the blacks against the Turks. 870
Jk + Ja sitting side by side Ja: It was but it wasn’t ra, it wasn’t about race. There’s no really 871

big thing between the blacks and the Turks, any more. 872
Jk: There’s no racists. 873

Ja Class 11B Ja: That all finished. It was about a mobile phone. Someone got 874
their mobile phone jacked and then two people started fighting. 875
Jk; Whose, that girl? 876

Pan of Jk chewing his fingers + Ja: And then someone else joined in and said how dare you hit her 877
FM listening to Ja who uses his and started fighting and then all teams. And the blacks stick up for 878
hands, fists for emphasis the blacks and the Turks stick up for the Turks. But it wasn’t 879

racially motivated. 880
Ja’s brother Jk Class 7F Jk: This Turkish girl got bruises all over her faces. She, I don’t 881
Pan of FM + Ja listening to Jk who know what was wrong, can’t remember. But I think she couldn’t 882
mimics girl knocked out by breath very well because she was...squeak...she was, she was cry 883
bending his head out of view of she was knocked out on the floor like that, like that on the floor 884
camera, behind FM and it was like really and me... 885

FM: Ah this is awful. 886
CU Jk looking at his Mum Jk:... and that was when I was friends with Alex, when I was with 887

Alex and we were like all around there. 888
FM: Not very nice is it? 889
Jk: No. 890

Thursday 7 October 1999 N: 6 days after the riot there is an emergency parents meeting in 891
LS side on of Victorian school the assembly hall. Most parents support Sam’s decision. But one 892
block at dusk, ominous looking refuses to be pacified. 893
CU of 6 windows with white panes MO: I am one of the parents whose child goes to this school. My 894
of 2 stories, resembles prison, child was permanently excluded. She was known to be one of the 895
barred up + closed up aggressors. Can I start by saying, I am not sure what happened. 896
CU of black lady in grey leather But the Thursday evening she was at the bus stop on her way 897
coat with black fake fur holding home with another boy. Now a group of children approached her 898
black microphone speaking and the boy and asked them if they wished to fight. Now, they 899
confidently, eye contact with were outnumbered. It was 2 of them and about 15 other children. 900
audience + paper in free left hand Now they boy got on the bus and left my daughter at the bus stop. 901
which she puts down next to over My daughter tried to walk away they punched her in her head. 902
head projector and proceeds with She dropped her bags, turned around to defend herself and was 903
left hand on hip under jacket rescued by a complete stranger. Now I have done my own 904
occasionally using this hand for investigations and I have obtained impartial, objective witnesses 905
emphasis. About 80 parents in hall. who can verify that. Now my daughter was attacked at the bus 906
CU side on of Superhead seated + stop. Now the following day you’re saying to me she prepared 907
leaning forward, hands in prayer this fight. She wanted to fight. She was there to defend herself. 908
shape, head leaning onto hands + She was attacked, my daughter has got bruises. She’s at home 909
then folds hands together + rests with bruises, she’s been permanently excluded. Now I must say 910
chin on his hands, tense pose. CU the other 2 people that are permanently excluded had been 911
of mother who addresses excluded prior. My daughter hadn’t. Okay. This incident 912
Superhead. Mix CU of audience happened. I’d like to know what investigations was taken place, is 913
DC, Yr 11 boy + father it a knee jerk response? My daughter is not an angel but I know 914

that she was a victim in this case. And I am here to put my side 915
across in public as I will do in private in the next coming of days. 916
All right. And this is the scar she has to bear. And even if she 917
does come back to this school what safety, what guarantees can 918

CU of top half of angry mother, we offer our children for their safety because there is a race war 919
MO head nodding towards going on in your school, Mr Sam Hind. There’s a race war going 920
Superhead behind overhead on, black people don’t like Kurkish people, Kurdish people, West 921
projector Somalians don’t like West Africans what’s all that about? I have 922

heard from adults who said there’s wars, literally wars going on 923
in this borough. Between different races and different cultures 924
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and different groups and you know nothing about it. And as 925
parents we’re the last to know. And when it all gets out of hand 926

Pan of Superhead sitting with a that’s when we hear about it. It’s not on. I mean the morning she 927
line including 3 black teachers and came into school she spoke to a teacher about the attack. She 928
others up front. Mother puts hand spoke to a teacher, there was a teacher in the playground who took 929
on heart away before she could be attacked. Now you have expelled her 930

permanently for being a victim. A victim of racism and violence 931
against her. Can you answer that? 932

CU of mother, Superhead SH: I can actually but I won’t do it here now. 933
voiceover MO: You won’t do it here now. 934
CU mother shaking head SH: No I won’t. 935

MO: You see this is where we have to send our children. And 936
CU mother facing audience they placed, you are, you have pastoral care for our children when 937
Superhead walks over and is they come to school. As parents we have the right to know what’s 938
panned in CU with mother still on going on before it gets out of hands. 939
microphone. Superhead has own SH: I totally agree with you and that’s why we are here. 940
microphone, nods head in empathy, MO: And you said that you investigated. It seems like news to 941
gentle + pacifying you 942

SH: No it isn’t? 943
MO: It’s not? 944

Pan of a section of the audience SH: No, because I was quite aware as many people are about the 945
largely black women old and difficulties, which have been in this, area before. I don’t think it’s 946
young, braided hair, profiles been hidden at all. I wouldn’t use the same language as you do but 947
CU of profile of Superhead talking I actually agree with you. What happened on Friday is the result 948
sincerely into microphone, white of prejudice, of difference between races and people not being 949
wall behind, nodding head prepared to get on with themselves and with each other. I don’t 950

want to comment about your daughter specifically. 951
Voice over of mother coming from MO: She has got bruises, she is covered in bruises. And you 952
back of hall, camera pans staff permanently excluded her. Because she is not an angel. If she was 953
seated in front, mix with audience a complete angel with a track record. With no track record she 954
panning until finds mother now would have been held as some kind of hero. Okay? But she is not 955
seated but angrily expounding, an angle so you have excluded her permanently. These kids are 956
shaking head and using hands for disturbed they should not be in a mainstream school along with 957
emphasis other kids. Knife, stabbing someone is nothing to them because, 958

they have seen worse. 959
Audience clapping. 960

CU of MB in brown jacket just MB: I imagine that she is appealing and we’ll fight the appeal and 961
before going home after the I don’t know whose going to win. But I hope it is us. I don’t think 962
meeting, serious Superhead in it does this school any good at all if something of that nature is 963
background overturned. I think it sends completely the wrong signals. But I 964

can’t prejudge what they governing body is going to do. 965
CU of Superhead after meeting SH: Yum, clearly our view was very different from what you 966
with yellow walls in background heard there. But I appreciate the emotion and the concern about 967
No spectacles on racism which all of us feel and all of us suffer from. 968
Closer up of Superhead with CM: So to what extent was the right decision taken in the case of 969
voiceover that particular exclusion? 970
CU Superhead determined + firm SH: Oh it was the right decision. No doubt about it what so ever. 971
CU side on MB boxing hard in his MB: The riot,........ that was the real failure of the school, of this 972
gym, vigorously, sweating softly, softly attitude. School with no punishments just really 973

doesn’t work. 974
N: The mother appeals against Sam’s decision. 975

CU Mercedes logo on front of SH: I am going to a exclusion meeting which is part of the new 976
Superhead’s car CU of him driving procedures under the changed regulations for exclusions and the 977
with spectacles on, looking right + governor’s discipline committee meeting to consider my 978
left as he talks to camera man permanent exclusion of a student. 979
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sitting in passenger seat + drives CM: And why won’t they let you make that decision and be done 980
Voiceover camera on Superhead with it? 981

SH: Oh, because the regulations state that if there are long-term 982
Trees, buildings, traffic out of exclusions or permanent exclusions, it has to go through a 983
windows with Superhead always in discipline committee. And the school has to show that it’s tried to 984
the camera’s CU deal with the situation in many different ways and trying to 985

support the student. It is all part of government policy to reduce 986
exclusions. There are only 2 decisions possible. One is to, um 987

CU of traffic light stop confirm my decision to go for a permanent exclusion. Which then 988
is likely to lead then to an appeal. To an independent appeals 989
panel, which is part of the new regulations. Or, that the governors 990
feel that we have not tried everything we could have tried in the 991

CU of Superhead hands on wheel situation and that the student will be permitted to be reintegrated 992
emphasizing, left palm upwards into the school. I think the latter is very difficult. It gives the 993
CU of Superhead driving back to wrong kind of messages to people that certain behavior is 994
school again perfectly acceptable um and that we can’t do anything about it. 995
Pan parking lot at school, CU SH: Well the outcome of the meeting is that there hasn’t been an 996
Superhead sits awhile eyes outcome. And we have adjourned because we ran out of time. 997
focussed on students bouncing Um, after 3 hours or so, we’ll see what happens next. Parking 998
baskets resting head on hands here. Yeah. Well it’s nice to come back and see the kids playing 999
LS of students through fencing and doing the kind of things you would expect kids to do. And 1000
MS Superhead + female teacher hopefully not having had too many incidents and things have been 1001
carrying trays with cups, milk okay, hopefully, yum, hm, yeah. 1002
bottles, early morning, thumb up S: Yoh Sam you’re still great. 1003
2 Janitors vacuuming, students SH: Tommy. 1004
watching, teacher calling roll S: Yes. 1005
DM Supply Teacher DM: This is supposed to be a science lesson. They have left the 1006
Voiceover CU of DM shaking taps on. Um first period, left the taps on, the classroom hasn’t 1007
head + both palms upwards been checked, they’ve ended up flooding the classroom. 1008
JO comes in to talk to janitor CM: Who has? 1009
Students walking, talking DM: Just disruptive kids. I mean it is typical behavior. Typical. 1010
panning and mix, DM pointing School noise. 1011
Begins writing on whiteboard DM: Hey, you at the back, you should be in your chair. Yeah, first 1012
CU of handyman/janitor, shaven of all you came in late, you should be in your chair. 1013
side head + combat green jacket School noise. 1014
young + strong, smiling WM: You can’t do the lesson can you? I mean you have got a 1015

vacuum cleaner, you’ve got two guys working in there and 1016
Older fellow, unshaven, glasses everything else and so you can’t do a lesson. So that periods 1017
Students filing out of door + MB wasted so. Next period will be fine, it’s all dry in there now. 1018
walking towards it to come in, sort WM: We have got a broken window to fix now so excuse us. 1019
of hides behind door as he talks to MB: Oh, this is exhausting. I am so tired. I went back to my old 1020
camera looking down at his opened school last night and they had an old boys meeting. And they 1021
file were trying to decide whether to sell this old rugby house and 1022

here like you know we are trying to deal with racist gangs. You 1023
know it is a different world. It’s really funny. The difference is 1024
unbelievable. 1025

CU of hands sawing machine Drilling 1026
Pan of teacher walking to girls + Te: Okay who needs batons. 1027
boys Yr 10’ students in class at S: It’s here. 1028
woodwork benches in aprons Te: Over there? 1029
VO but camera pans woodwork N: For the 3 girls excluded lessons continue as normal. 1030
activities + female teacher close at Te: What’s this great big chunky bit out of there? Ha ha 1031
work with pupil. S: I don’t know. 1032
CU Jk outside, smiling broadly Jk: Today I don’t know well I just kinda didn’t want to go to a 1033
holds up timetable + points to his lesson so I didn’t go to it. You know what I mean? This is my 1034
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classes, friend looking over his timetable and um this is today. I have had lunch, production, I 1035
shoulder at camera, other young didn’t go to that. 1036
students milling around butting in CM: What about PPD? 1037
Pan of back view of Superhead Jk: I don’t know if I am in PPD yet, probably skip that as well. 1038
with other students, looks right + And RE and Spanish I’m going cause I like, I don’t like RE that 1039
sees much but I like the teacher. 1040
Jk then walks towards him, only S: Jk behind you. 1041
the tops of their bodies visible SH: Jk come here. How often do we have problems with you 1042
behind builders blue scaffolding, mate? 1043
sunshine Jk: Not a lot. 1044

SH: Shoes? Oh come on, don’t give me that, not a lot. 1045
Jk: Not a lot any more. 1046

Superhead points to his shoelace SH: Right is it getting better is it? 1047
Jk: Yeah. 1048

Pan of Jk + Alex walking home, SH: Right, can you do your shoe up please and stop chasing 1049
school buildings, red door in somebody who doesn’t want to be chased. 1050
background. Jk: I am in trouble. 1051
Cameraman VO questioning CM: Why? 1052

Jk: It’s just that I usually bunk my lessons and stuff. 1053
CM: Why? 1054
Jk: I don’t know it’s just all my mates influence me and stuff. 1055
CM: Yeah, so what happened this morning? 1056
Jk: Well I am on this review sheet and I have to give it to him 1057
every day. And I have to get the teachers to sign it and stuff. 1058
CM: Why, why are you on that sheet? 1059
Jk: Cause I have been bunking lessons. 1060
CM: So why do you bunk lessons then? 1061

CUof Jk Jk: Well my mates influence me to do it, all my mates do it yeah 1062
so like I just think why don’t I do it with them. It’s a bad thing, 1063
it’s a really bad thing but I just feel that if I didn’t they’d take the 1064
mickey out of me. And say that I like I am like a chicken and 1065
stuff. 1066

CU of Ja in blue jumper with a Ja: Sam like, is giving all the Year 11 ’s and now a bad deal 1067
group of mixed ethnic group because this school is so messed up this year that all, the results 1068
behind him at school no uniform here are going to be worse than Old School’s. And like I just think 1069

Sam’s doing a terrible job and I think Old School’s, even though I 1070
wasn’t here then, I still think that the results and that are not going 1071
to be better than it is now. 1072
CM: So why is he doing a bad job? 1073
Ja: Well because all of the students are getting a rough deal. They 1074
have about 11 timetables already to have to work off, the rooms 1075
aren’t right, there’s like, everybody’s bunking, no one is taking it 1076
seriously and things are getting broken and it’s just being 1077
vandalized. 1078

CU of black girl, palms upwards S: They screwed up on everything like that. No I am being 1079
Hair bunched into high ponytail confused. My GCSE time 1080
Crane shot of students sliding the Ja: That’s exactly what I think. 1081
staircase banisters, yellow walls S: I am sure I will fail my GCSE. 1082
Higher crane shot, aeroplane high N: Two months into term and Sam’s unique arts and media 1083
students like ants playing in methodologies yet to take hold. Truancy, vandalism and ill 1084
playground, jumping over benches, discipline are rampant. The teachers think the lack of detentions 1085
hawk takes off from eaves, LS of and the every changing timetable are to blame. Some want the 1086
Victorian block school to be shut down to give them a chance to rewrite it. 1087
Wednesday 17 November 1999 LM: Staff are not coming in because they are feeling under 1088
CU LM in staff meeting pressure from the timetable. You give them a half asked, you give 1089
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CU DC after camera pans about 10 them the next option which is another half baked idea more staff 1090
staff seated around table, deputy are gonna leave because the 2nd plan didn’t work. 1091
head + drama teacher DC: If we are serious about doing it then put in the commitment 1092
CU of deputy head women for the school. Cause we put in the commitment to get in Mr. 1093

Blunkett and we put in the commitment for getting in The Daily 1094
Telegraph and there’s lots of time and running around available 1095
for all this things. This is the bare bones of running a school. 1096

LJ Deputy Head LJ: We did say the other day that, that if we didn’t feel that that 1097
was possible then we don’t do it. We don’t do it half cocked, cost, 1098
we just can’t. Not again. 1099

MH Head of Drama MH: I think what ever happens, I think, there are going to be 1100
CU of drama teacher, speaking fast some staff losses from this school. Whatever happens there are 1101
next to DC mix + pan as DC going to be staff losses. And you cannot stop that. 1102
speaks DC: I do think what ever we are doing we need to look at the 1103

greater good of sorting out this thing. 1104
MH: I am not saying we don’t DC, I am just getting a little bit 1105
sick and tired of being in a arts and media school where drama 1106
and dance is being put a the bottom of the pile + that’s how I feel. 1107

CU MB with senior teacher on his MB: I think that we have to be very very clear and I think that we 1108
left leaning forward have got to use words like crisis because when people do use 1109

words like crisis we get yelled at for being negative. 1110
Pan drama teacher, DC+ Jennifer DC: Also I think, he has got every single one of his managers 1111

sitting here saying the same thing. 1112
Deputy head voiceover CU of DC LJ: I think we need to get Sam. 1113
looking very serious DC: You know, how can we not agree should I get him? 1114
Camera follows DC who goes out Te: He is just there. 1115
of room to fetch Superhead. DC: Is he there? 1116
CU of DC sucking pen + firm MB LJ: We need to run some things by you really just to see what you 1117
as Superhead walks behind DC + think before we move any further forward. First of all, that there 1118
sits next to deputy head who is at were 50 minute periods, can you, cause I came in late on this, can 1119
head of table you just? 1120
CU of man in suit, head on hand: KH: I think, I think my concern is that we are not entirely sure 1121
KH Senior Teacher that the timetable and the system is right? 1122

Te: It’s not. 1123
Pan of KH with LM on his right as KH: And that’s why it needs to be checked and checked and 1124
staff voiceovers checked. 1125

Te: Well that was what I was on about? Languages. 1126
Camera opposite to Deputy Head Te: The language times are drivel. 1127
Pan of KH + LM using her left KH: So listen, the alternative is to let it sort of like okay we get 1128
hand, palm upwards, seated from or we might end up saying we’ll give it the weekend , we’ll 1129
leaning forward on table rush it the weekend, everything will be tired. 1130
MS Superhead at head of table, LM: We have got one and a half days to do it. 1131
firm + unrelenting the CU of KH: It’s not going to happen. 1132
Superhead LM: You are not going to do it in one and a half days. There is a 1133

chance that we will do it in 4 school days next week. 1134
SH: I think that we need to, to actually move things forward. And 1135

Voiceover but camera CU of if it needs to do some simple things first then we do that but I 1136
Superhead looking at LM think we cannot just now say oh we need another week to do it 1137

and stuff like that. 1138
CU Superhead lips pursed LM: Right that’s what we are trying to avoid because we didn’t 1139

want to put a half-baked plan into action when students were very 1140
Still CU of Superhead with LM’s used to half-baked plans before. So we thought we’d like to. 1141
voiceover. CU from side on LM, SH: Personally honestly I don’t think they were half-baked plans 1142
big bushy curly hair covering most overall. 1143
of side of face LM: Well speaking as a teacher it’s a lot of it does seem to have 1144
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been half-baked. Instead of doing it in one and a half days now, 1145
taking another 4 days next week to make sure that everything we 1146

CU of female deputy head, need is in place. So that we can hand the tutors, the new tutors, a 1147
resigned + exhausted with pack that makes them feel secure in what they are going to be 1148
Superhead on her right side delivering. 1149
CU of DC pointing at Superhead LJ: I don’t know whether there is time to get through every single 1150

glitch before Monday. 1151
SH: But you see I don’t think we can say we can take another 1152

CU Superhead arms folded across week. 1153
chest next to deputy head, DC: But we have done the individual point of view bit and got 1154
submissively on his right you in on the group perspective. 1155

SH: I don’t think it can be justified. 1156
SH: But then people asked and I did listen to to you in terms of 1157
saying moving it up for a week. We are now in a situation where 1158
you are saying we need another week. And then I can see we need 1159
another week. And it goes on like that. 1160

CU of MB leaning on table, MB: I think if you had sat in on the two meetings we have had 1161
speaking firmly, fast, convincingly, today you would know that we are 100% behind you. And there 1162
eyeballing Superhead not overly have been different perspectives. Susan is saying let’s move 1163
aggressive, just firm forward earlier. I was saying that at lunch time. Norbet was 1164

definitely saying lets move forward earlier. Um other people are 1165
saying hold on a sec, it’s got to be absolutely right before we do 1166
it. And that has been the consensus and we have discussed this in 1167
a very full and frank way. And we have come up with the 1168
conclusion that we don’t think that it can be done. And that it 1169
shouldn’t be done if it’s not going to be completely right. 1170

Pan Superhead, deputy head and SH: I am sorry, that is totally unreasonable. I honestly think so. 1171
drama teacher, arms uncrossed, but You are not going to get the support in this kind of a situation 1172
firm + calm + stubborn, shaking from from parents or the authority or the governors. Um and that 1173
his head, not eye balling his staff to me is the really worrying element. Um I think we do need to 1174

move forward without saying time, time, time. We actually need 1175
to do it. 1176

Pan of drama teacher, DC + DC: Sam. Each one of you’re pastoral managers, your key stage 1177
Jennifer, DC looking at Superhead managers, you senior team have sat here and reached a consensus. 1178

As professional people and are presenting it to you. All of your 1179
managers on the pastoral side are saying this. 1180

CU Superhead, shakes head, SH: I am sorry I don’t hearing, I’m not hearing that at all. What I 1181
looking down in front of the table am saying is look, to keep throwing things I mean it doesn’t make 1182

any difference, come on. You need to consider, not just in terms 1183
of the organizations in which you are looking to. And I can 1184
appreciate what is being pushed forward and put forward. But you 1185
also have to think about the wider issues in terms of what the 1186
perceptions are out there, what are the issues are in terms of 1187
actually taking. I mean MB is now asking for 2 days out. I just 1188

CU of drama teacher firm+calm, don’t think it is reasonable. 1189
MH MH: Okay so 2 days are not reasonable at all then okay. But I still 1190

don’t think that it is in a position to go on Monday we have got to 1191
sort out the 6th form timetables and it is important that they are 1192

Drama teacher, MH looking down sorted out and done, worked well. But I need to be able to do 1193
onto table, DC properly. Because I want it to work well and I want it to function. 1194
side on right of frame And I want everyone to have confidence in the system and people 1195

need to have confidence in that and if that means giving time then 1196
I think the time should be given. 1197

CU of Superhead with teachers DC: I mean MH’s is a slightly different thing. 1198
voiceovers, head in his right hand. MB: I think just at the moment um people are desperate to get this 1199
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CU MB right profile thing working and I would have said the full day on Friday was 1200
CU Superhead holding right hand the absolute minimum that we need. 1201
up shaking it towards MB SH: Don’t do it MB. I just do not think you can ask for 2 days. 1202
CU of deputy head, LJ rubbing her It’s just not..it’s not work. 1203
side head LJ: Could we do it then could we do it then clear the timetable? 1204

SH: Because it is so disruptive doing that, that’s the whole 1205
CU MB, contemplative voice of problem isn’t it? 1206
deputy head + then CU of her, LJ: One of the hardest things about it I think people are very tired 1207
Panning to CU of Superhead, now. And I just felt that to have, to create disorder trying to, to 1208
frowning then wipes his brow, mix implement order would be, would be the kiss of death really. And, 1209
to deputy head... .all staff break and it does seem if we can do that and at least do it for next week. 1210
into talk Ah the week after.... 1211
CU of Superhead’s balding top Staff all speak. 1212
head two hands clasped on either MH: One of the things to do next week then is to make sure that 1213
side of it, chin dropped onto his Friday’s planned in a workable way. I think to try and plan it now 1214
chest/jumper sort of defeated I think isn’t going to work but to plan it in a workable way and 1215
Pan of MB zipping up rain jacket, agree that it won’t be an entirely passive day. 1216
bike helmet on, onto bike + rides N: Sam agrees to close the school next Friday so that the 1217
off into dark + rainy night timetable can be rewritten. When it reopens on Monday it will 1218
Pan Superhead at his computor in also have a traditional detention system. 1219
his home office, CU of Bonny all B: I think that when things aren’t going well then he comes home 1220
with same clothes on as before in you know it shows very much in how he is. ‘Cause he tends to be 1221
home scene shots. Bonny has a fairly noisy person normally. Um likes to have lots of media on 1222
spectacles, short cropped hair, thin sort of like the TV and the radio and the CD all going at the same 1223
+ short, wearing earrings and time which drives me bonkers. Um but when he is you know, 1224
smiling open face, talking easily to when his on a down weekend, he is very withdrawn, quiet, you 1225
camera, nodding head + smiling, know a bit irritable um and sort of sitting taped to the computer 1226
buck teeth, ash blonde most of the time. So yeah, so it’s quite different, quite worrying at 1227

times. 1228
Pan of son, FJ in his untidy FJ: His moods sometimes when his, when we come down to eat 1229
bedroom, Bart Simpson head/bust and that sort of thing can be quite, you know you just get the 1230
+ lots of black files on bookshelf, sense that you should stay quiet and just leave, stay in the 1231
tape recorder, seated on swing background. Yeah. 1232
chair in black T- shirt + jeans, CM: Why? 1233
hands folded in front of him, FJ: Just you know for a fact that if you are going to get into an 1234
nervous shy but smiley argument he is going to win and that sort of thing. So it is just best 1235

to keep your mouth shut and hope for the best. 1236
CU Superhead in his kitchen SH: Obviously I am unhappy about some of the issues we are, we 1237
MS Bonny pouring orange juice at are facing and that things have not moved on quickly enough. 1238
set dining room table There was a lot of criticism about the way the school was looking. 1239
CU Superhead back in kitchen with Student’s behavior was just unbelievable poor. And that we were 1240
his spectacles on not coping. And my line was yes that we were on an edge all the 1241
Nodding his head way through this. Um I think quite a few inner-city schools 1242

probably are. At any one time an incident can happen which 1243
MS Superhead walks next to throws you kind of off track. Um, I actually believe that overall 1244
stream we have moved forward but it is a very slow, step by step move. 1245
Monday 29 November 1999 N: 8 weeks after the riot the governors reach their decision. 1246
School corridor LS Jennifer, LM: Jennifer do you know what they thought of the exclusions 1247
another teacher walking towards was. 1248
LM + DC Te: (Jennifer) Today? 1249
CU LM (polo neck) + Jennifer LM: Yeah. 1250

Te: (Jennifer) Yeah, she was reinstated. 1251
CU MB in school canteen sitting MB: You are joking. That’s ridiculous. I was actually thinking of 1252
next to black student eating his a letter to write to The Guardian asking um what the government 1253
lunch expects us to do. To try and maintain discipline. 1254
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Pan LM + Jennifer (camera shy) DC: Do you know why. Do you know the reason they gave? 1255
with name tag on Te: (Jennifer) Why? Because they didn’t feel that the school had 1256

carried out all of the strategies that it might have done. 1257
CU Superhead outside in black + SH: As the Head you wonder what a student has to do in order to 1258
white spotted jacket, spectacles on, be permanently excluded. I believe that the evidence was there, 1259
serious, pursed lips the incident was so serious that permanent exclusion was the right 1260

decision. Clearly the governors did not feel that we had exploited 1261
all possibilities. And therefore decided on reinstatement. 1262

CU MB in canteen, pupils milling MB: I think that someone should go along and interview the 1263
in back round, shrugging governors or whoever it was and say you know the secretary of 1264
shoulders, leaning forward as he state said well done for getting tough. So what support is this 1265
talks to the camera, shakes head. giving to the school? Because it isn’t giving us any support. It’s 1266

totally undermining us. 1267
CU Superhead, shrugs shoulders, SH: I am worried about it but at the same time that’s the 1268
smiles governors decision and they are in the position to make those 1269

decisions. I disagree with it. But that’s it, end of story. 1270
CU LM in polo neck leaning LM: Deidre’s the Head of Modem Foreign Languages and the 1271
against green locker in corridor kids took her car keys. And put, and got inside her car and started 1272
telling story in sort of disbelief driving her car around, and I think started driving it around the car 1273
Looking side off, not directly at park and then tried to drive it out the school gates. At which point 1274
camera the security guards tried to stop them but they have just they have 1275

crashed the car I think. And smashed all the front up. 1276
CU of DC, arms folded facing DC: If it ever came to light who damaged her car and endangered 1277
Talking to LM out of camera shot a security guard and another member of staff with dangerous 1278

driving and whatever, whatever, whatever, even if it came to light, 1279
who that person was. The fact of the bureaucratic matter is that we 1280

Pan of back view LM chewing couldn’t have them out of school. A child can have a weapon at 1281
gum and front view of DC still school. A child could have used a weapon on somebody else in 1282
leaning against locker, classroom school. 1283
door opened behind her LM: And had it not been their fault. 1284

DC: And had we counseled them. How are we going to support 1285
them through this. Not just you are a danger to yourselves and 1286
other people you can’t be here. 1287
LM: You have no legs to stand on. 1288

CU DC, shaking her head DC: It’s bureaucracy gone mad. 1289
CU LM looking at camera LM: These kids now are basically untouchable in the school. 1290
Cleaner/handymen walking down WM: I am not sure you can sit these in normal bins. 1291
blue walled staircase holding toilet AH: Yeah you can as long as it is in the box it’s all right. Outta 1292
seats to outside and camera follows sight, outta mind. 1293
them into sunlight going towards N: Sam and his school are struggling towards the end of their first 1294
the bins passed students term. After Christmas things are going to get even more difficult. 1295
Credits begin to roll on screen Ja. Let me ask you a question who runs this school? Who mns this 1296
CU Ja in white jumper with friends school at the moment? We do. Sam doesn’t run this school. 1297
around him. Mix to pan of janitors School noises. Whistling. 1298
throwing toilet into big bin marked 1299
CORN. Rope around the neck Female voice: The concluding part is at 9.50 next Thursday on 1300
BBC2 logo CU of smiling 
Superhead, arms folded with 
yellow traffic sign: SCHOOL

BBC2. 1301
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Green metallic numeral 2 tipping Female voice: (after sliding silver sounds) Now on BBC2, end of 1358
over to its left term, end of problems. 1359
CU of Superhead in staffroom, N: This man is getting paid nearly £70 000 a year to transform 1360
head in hands clasped on side one of Britains toughest inner-city schools. Things are not going 1361
showing the camera his balding according to plan. 1362
patch CU Ja, outside in white Ja: Who runs this school at the moment? We do. Sam doesn’t run 1363
jumper with students around him this school. 1364
Pan of Superhead in playground N: Sam Hind’s dream is to replace traditional macho authority 1365
bending over giving advice to a with sensitive liberal leadership. And to inspire his students by 1366
small Yr. 7 boy, flashbacks of using arts and media skills to teach the national curriculum. But 1367
bouncing basketballers, CU of the local authorities massive rebuilding program is running late. 1368
name of schools, foghorn, There is an ever changing timetable and his decision to expel the 1369
policemen + vans during the race alleged ringleaders of a playground riot has just been overturned 1370
riot from the street, Rope around by his own governors. Now the New Labor Superhead faces an 1371
the Neck BBC2 Logo uphill struggle to reimpose his authority. 1372

School noises. Whistling. 1373
CU Superhead open necked yellow SH: I, as a principal have promised things to, to staff, to parents, 1374
shirt with background of unpainted to students and they haven’t come through. Um and in that kind of 1375
peeling walls + new haircut, situation you think oh can you continue, do you want to continue. 1376
looking intent Um, is it worth it? 1377
Black security guard foghorn N: It is nearly the end of the first term at New School. 1378
blows in hand walking up steps. Foghorn/Klaxon 1379
Pan Superhead in class of Yr 7’s SH: Okay, fire alarm. So, yep that that horn is the fire alarm horn. 1380
boys seated in U shape art room S: Is there a real fire? 1381
Pan of class SH: NO it’s not. Will you stop, stop what you are doing please? 1382

Class noises. 1383
CU side on pointing finger SH: Can you stop what you are doing? Listen. I am waiting. Can 1384

you stop what you are doing? There are still some people fiddling 1385
Students seated about. Foghorn. Stop what you are doing. Thank you. Right, leave 1386

everything you have got on the table. Take your coat please and 1387
queue up here do not leave the room. 1388

Students putting on jackets S: I am taking my bag. 1389
Boys pulling faces at camera and Class noises. Foghorn. 1390
acting up SH: Do not leave the room please. Okay queue up properly 1391
Back view of students moving please. 1392
towards assembly point outside. Foghorn. School noises. Foghorn. 1393
Superhead on megaphone mixes SH: Stay with your teacher please who has just been teaching you. 1394
with students, rainy day Can you just stand there please thank you. I am still waiting. 1395

Please quieten down. Just make sure you took the openings 1396
please. 1397
Foghorn. 1398

CU Superhead in rain jacket, SH: At some stage through the building program somebody I ass 1399
megaphone at his side, hand in ume by mistake ripped out the old fire alarm system but had not 1400
pocket facing camera, smiling planned to put a new one in. Which is an interesting experience. 1401
CU of little white Yr 7 girl S: I think that the fire alarm was stupid because we have not got a 1402
surrounded by group of various proper one fitted yet. And you can buy them from any shop. The, 1403
ethnic mixes, mostly black the horn things for football matches or anything. And our teacher 1404

let us sit in the classroom for 5 minutes while the beep thing was 1405
going off. And no one thought anything of it. So by that time we 1406
could have been burnt alive. 1407

From background, black pupils S: And dead. 1408
Foghorn. 1409

CU LM in polo neck black jumper, LM: The foghorn um I thought it was very professional and I 1410
wind blowing her hair, smiling, think that we should ban electric alarms and just have a man 1411
outside of school block walking around with a big foghorn all the time. I think it should 1412
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LM English Teacher be compulsory in major institutions where there are lots of people. 1413
Pupils in corridors + foghorn man Foghorn. Twice. 1414
MS of black boy huddled, cross in MB: This is exactly what I was talking about in assembly about 3 1415
blue walled comer, then MB, file or 4 weeks ago. When people are mucking about and suddenly it 1416
in hand, into view scolding him, turns into a big fight. And the thing that really irritates me is I 1417
deputy head in background have to waste so much time sorting this stuff out. Now we are 1418
MB Head of 180 new pupils in Yr going to sort this out later on. The question is are you two fit to go 1419
7 students to a lesson together? 1420
Pan MB + Neddy, a student in S: (Neddy) No. 1421
corridor, scowling, head down + MB: Or do I have to keep you apart for the whole day? 1422
grumpy Deputy Head, U , listening S: (Neddy) You have to keep us apart for the whole day. 1423
Behind classroom door/window MB: Why what is going to happen if I don’t? 1424

S: (Neddy) I am going to beat him up again. 1425
MB: Neddy, I don’t really think that’s a very productive thing to 1426
say. 1427

CU MB at home wearing same Its so bad you couldn’t believe it could ever be this bad. Now the 1428
black jumper as when he showed stuff I have seen here is worse than the worst I have ever seen 1429
the rowing boat seat, facing camera anywhere else. And describing, I have just come back from 1430
+ talking confidingly Merseyside and I was talking to a friend about the school that she 1431
Wipes his nose with finger worked in. And she was saying how terrible it was there. And 1432

talking to her it doesn’t seem half as bad. As what we have got. 1433
DC Head of Year 9 DC: I haven’t invited Sam and I don’t think that I shall. Because it 1434
CU DC in pearly bridal crown still would be a courtesy invitation and um you know it has been a 1435
with price tag on, fiddling with hair busy and difficult term. And I am asking a number of other 1436
as she examines herself in front of colleagues and I just think it might be difficult for people to let 1437
mirror in the bridal shop+ talks to their hair down. We don’t, you know, I am not friends with Sam, 1438
camera but head also looks around he is my boss. And I want TP and I to have family and friends at 1439
atLM our wedding. And it’s you know friends or friend potential people 1440

that I have invited from school. 1441
CU DC seated in classroom facing What I am going to ask either Sir or your learning mentors to do 1442
big Stuart, a student and one other, is to have you on an attendance review to them. 1443
Ken, not in view only voice over S: You must be crackers. 1444

DC: You are not getting to your lessons. 1445
CU of Stuart not in uniform, red S: I’m not gonna, you want to know why I don’t go to my 1446
jacket, clutching big silver chain lessons? 1447
wrapped around his fists DC: Stuart, Stuart, Stuart you want to negotiate part time 1448

timetable with me? 1449
S: Yes. 1450

Pan with backview of DC on right DC: Okay. It is a waste of my time doing that if you are not going 1451
side of frame, full on of Stuart to go to your lessons. 1452
seated, legs splayed but bent S: I am not getting to my lesson. Every teacher gets on my nerves, 1453
forward, two learning mentors in here, every teacher. 1454
attendance DC: Right, what I, what I... 1455
CU Stuart biting into now S: You know I just don’t like to agree with the school rules 1456
unwrapped long silver chain anyway? 1457
Zooming from shot of bridal grown DC: It’s a different world isn’t it? And this is, well it, this is kinda 1458
with dressmaker laying train to CU real. This is the reality of my life at the moment. And school is 1459
of DC, pan with dressmaker in very real in a hard way when you are there. It does, actually, 1460
view. actually I was going to say a very emotive phrase. It feels like a 1461

war zone at the moment. Sigh. And this is just, this is just restful 1462
and relief. 1463

Voice over from LM LM: This is the complete opposite to school. 1464
DC: It really is. 1465
LM: What is more opposite than this? 1466
S: Outside school... 1467
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Back view of another student DC: Sir? 1468
walking away from camera S: ...promises yeah? 1469

LM: Come here. 1470
Pan DC gets up to prevent student DC: He thinks he is going home but obviously you are going to 1471
from leaving room have a word with us Ken and sit down please. 1472

S: Why? 1473
DC gestures to chairs 2 yellow DC: Because we need to speak to you about some behavior today 1474
jacketed learning mentors in view so if you can take a seat please. 1475

LM: See, see. 1476
Ken biffs the wall, DC: You are going to hurt yourself Ken. 1477
CU DC in bridal shop I haven’t had a term like it, you know I have been in the back of 1478

an ambulance. There’s been arson attacks, there has been the 1479
normal day to day stuff like the school operating without registers 1480
and fire bells and...It’s kinda like back to the real world. Its like 1481
I’ve been out there being a war correspondent and now I have 1482

CU LM, seated on the floor in come home. 1483
grey+red polo neck, puts hand LM: I get to organize the hen night and put DC in an ambulance 1484
through hair, mix DC when she has drunk too much on that night. 1485
CU DC DC: Cause that’s right. I often drink too much don’t I LM? 1486
Voice over camera on DC who is LM: She’s a bit...Ha ha ha 1487
looking up at camera mimics SS: This is your moment for yourself isn’t it? 1488
tippling. Voiceover of LM: Exactly, exactly. 1489
dressmaker/seamstress but CU of SS: You and TP. 1490
DC still admiring herself in front LM: And it’s just, it’s lovely. I am lovely. Ha ha ha. 1491
of the mirror SS: Here we go again. 1492
CU LM in the kitchen, same coffee LM: I decided that the school wasn’t working for me. I just 1493
pot on shelf in background as first decided that I wasn’t going to stay there. My friend Loiusa has this 1494
time camera called to their flat., thing about leaving. If you, if you don’t like it then you can, you 1495
black shirt know you leave. Because you can go and be more effective 1496

somewhere else where you can feel more effective. And I don’t, I 1497
didn’t feel particularly effective at New School. 1498

CU DC, seated on window seat, DC: And I would have gone. If I could have got a job for January 1499
one leg up, confiding in the I would have gone as well. To be perfecdy honest with you. Um 1500
camera, then CU of her face, when I had another interview I kind of um withdrew during the 1501
shaking head day. Because I don’t, I don’t, jump around from jobs. You know I 1502

was 3 years in my first school, 3 years in my second school. I 1503
have always moved for a promotion. Um I wouldn’t go to another 1504
scho..., a second school, only to stay there a term or two. 1505

CU LM, shaking head and LM: And leaving the place seems so far away. You know I know 1506
scratching face, coughing it is only a couple of weeks away. But leaving it seems so far 1507
Both look a little tense and uneasy away because you deal with the incident in front of you. You 1508
talking about these things know you deal with the car crash or you deal with the kids whose 1509

you have to be excluded because they are hospitalized another 1510
child, you deal with it. Cough. All those things. But I, you know, 1511
and it has only come through in the last two weeks, in the back of 1512
my mind somewhere is this little thing, it’s all right, it’s all right, 1513
you’re going. 1514

CU back view of Superhead who SH: Okay sorry about that. Sorry to disturb you again. 1515
sits down, staff pan, drinking, MB Laughter 1516
in swingchair, some with SH: Early days for this reborn school and early days for it’s 1517
Christmas hats on, smiling, lots of website. 1518
black staff, camera focuses mainly But the signs are promising. Hot colours, an original approach, 1519
on MB as Superhead speaks and clear language, quick navigation and excellent organization. 1520
others in background, women + Watch this website for exciting developments. I hope that over 1521
men time, those attitudes will apply to the whole of the school and not 1522



220

IMAGES LANGUAGE Line
just to the website. And the next thing, something that I have done 1523

CU now from side of Superhead + in all of these meetings as well which is to say thank you. Um we 1524
other staff, including KH, standing have got here. Um and that’s, that’s amazing. And it is amazing 1525
with cup in hand because you have enabled it to happen. Um. 1526
Women staff + toddler S: (small baby kid) Jell. 1527
CU of deputy head eating a chip SH: Absolutely, ha 1528
CU of two young females Laughter and clapping. 1529
CU of Superhead who hangs his SH: Apologies, um this is the first school where I have not 1530
head in mock shame. provided every member of staff with an individual Christmas 1531

Card. 1532
Te’s: sighs oh ahhs ha ha.. .well that says a lot. 1533

Fridav 17th December 1999 LM: This is my last day in the school. And um I have mixed 1534
CU of LM seated in her staffroom feelings about this day actually. Up and what, a bit of me, about 1535
swing chair, playing with her left 90% of me is thank God I am going. But then about 10% a very 1536
ear and talking to camera slightly small percent of me is I will really miss the kids. Oh you know 1537
down of her, staffroom tables piled I’ll miss the staff. But then it’s the same where you leave 1538
high with papers and files. everywhere isn’t it? There is always a bit of you that misses it. 1539
CU of LM’s face only But that’s my day. So I will wonder around having mixed feelings 1540

about the whole day. And when I was telling kids that I was 1541
leaving today, they really odd. They really, really not nasty but 1542
they’re really aggressive to you for, the whole, you know, every 1543
lesson for 15 weeks. You telling the same kids to do stuff and 1544

CU face with smile of resignation then when you leave it’s Oh no Ms don’t go please we really like 1545
you and saying You were trying to shut my leg in a filing cabinet. 1546
What sign of affection is this? No we really like you, where are 1547
you going? 1548

Pan back view LM walking to You need an umbrella. 1549
Superhead, shakes his hand, she SH: Yeah. 1550
has umbrella LM: I am going Sam. 1551

SH: All the best. 1552
LM: Thanks for your help, thank you. 1553

2 black students hugging LM while SH: All the best. 1554
looking at camera, she still with LM: Okay, Bye bye. 1555
umbrella S: The best teacher is leaving, 3 times. 1556
CU of Superhead outside just after SH: We have got two people leaving at this stage. I wish they had 1557
he has said goodbye to her, looking given it the year. Because I do believe that going through and 1558
intently at camera, nodding and having gone through it, in a year’s time or by the summer they 1559
shaking head. will have very, very different feelings about what they have 1560

achieved. And just going around today which could have been a 1561
really, really difficult day due to assemblies and tutor groups and 1562
things like that. It felt really good. A lot of positive things are 1563
going on. 1564

Pan of student pulling LM’s red S: Have a nice time at your new school Ms. 1565
scarf, touching them on shoulders, LM: You are going to have to stop bargin’ me now. 1566
patting them + shaking their hands Student noises 1567

LM: It doesn’t matter. Oh do I win, oh ha ha do I win? 1568
S: It was nice having you Ms. 1569
LM: It was nice Williard, thank you for the time that you made 1570

CU Superhead, same pose as my life easy. 1571
before SH: I believe that she could have done a very, very good job 1572

moving forward with the school. And I think she would have 1573
enjoyed it and going through the challenge she would have 1574
succeeded. But she was not prepared to go through that challenge. 1575

CU LM in coat + umbrella, pupils LM: Bye bye. 1576
all around her, holding onto her, S: Have a smashing millennium. 1577
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reluctant for her to go, through LM: I will have a smashing millennium, aren’t I lucky, all these 1578
gates passed classrooms millennium people. 1579

S: Bye Ms. 1580
LM: Bye bye, have a nice holiday. 1581

Little black girl hanging onto her S: Bye bye Ms. 1582
Back view LM+ pupils fade out LM: Bye. 1583
Female bridal party, beautiful S: Celebration time come on. 1584
photographer taking shots of 3 LM: Oh my days. 1585
bridesmaids in maroon, DC in Wedding reception noises. 1586*
beaded ivory long gown, little girl LM: Get the wine off the alter. 1587*
flower girl being held by DC. CU O: Darling, darling, come on looking at me, DC, darling. 1588*
of LM in contact lenses, beautifully TP:: Whose pinching my bum? 1589*
made up with red rose, maroon DC: Who do you think? 1590*
velvet dress with long silky scarf LM: I have got DC a job. I feel like I have poached her a bit but I 1591*
smiling into camera, more CU of haven’t. She has left willingly. She is going to come away with 1592*
LM me. Which of course I am really happy about. Cause it doesn’t 1593*

mean the end of working together, which I have really enjoyed. I 1594*
have really enjoyed working with her. And she is the cracking girl 1595*
to join our department. But it means I’ll be her boss. 1596*

Mix to dancing floor, DC CM: And it means no more but for New School. 1597*
LM: No more DC for New School. She faxed her notice in saying 1598*
that you know I am not coming back. She’s married Mrs TP, she’s 1599*
married and she, you know she wants to start a new. It’s a new 1600*
house, it’s a new millennium, and it’s a new job. 1601*

Pan of DC + LM dancing together DJ: Don’t be unhappy young man there’s a place you can go. I’ll 1602*
and pointing and showing off I say, young man when you are short on your doe, you can stay 1603*
camera pans TP + DC laughing there make sure you can go, maybe we can have... 1604*
-t-dancing+kisses N: As the new year dawns DC and LM become the first staff 1605*
for everyone as they dance and causalities of New School. They will not be the last. A new board 1606*
move towards the bridal car and of governors has been elected and a private company is set to take 1607*
wave to everyone as they drive off over the running of the LEA. Sam Hind must now win back the 1608*
into the night trust of teachers, pupils and governors if he is to survive. 1609*

DJ: YMCA, YMCA. 1610*p.l27
Spring term 2000 AH: This place is a shit hole. Look at the place. They are allowed 1611
AH Assistant Caretaker to eat food and chuck it all over the place. This place will never 1612
CU of black caretaker in the school become nothing it needs authority there ain’t none. Cleaning up 1613
foyer, pointing, palms upwards, behind the kids when they make mess. Some revolting jobs they 1614
exasperated + irritated. do in the toilets we have got to clean it up. It’s not right. This 1615
Blond teacher walks into toilet school is a school for the kids to learn not mess it up smash 1616
Paper on ground + student eating windows, steal video recorders, break into the place. 1617
CU little black girl in headphones S: This is the little ones on radio at 2.30pm. 1618
Pan of all black students at N: Some things are going well. The state of the art radio studio is 1619
keyboards + tall black teacher in finished and it’s popular with the students. 1620
base ball cape + white jumper Ja: The radio station is wicked. That’s one thing that is great 1621
CU Ja + friend in road about the school. It’s got a radio station that is brilliant. 1622
Pan of girl students playing and N: Sam’s vision is for arts and media techniques to be used in one 1623
acting out + walking around class, third of normal lessons. In 8C’s chemistry lesson inexperienced 1624
other girls standing around, mix to graduate teacher LB is reviewing today’s test. 1625
LB with box of tests, boys student LB: ‘Cause you were chatting. Sit down and quite please, you 1626
comes up to ask him something, have got a few minutes left and we are going to look at some of 1627
another girl stabs at first girl with a the parts of the test. Sorry. 1628
compass, Class noises. 1629
LB takes girls school bag and LB: Adeline can you sit here please. Move your bag. Alison can 1630
moves it to another desk you move here please. Where are you sitting? Okay I’ll ask again 1631

for people to stop talking. Girls that includes you. Alison 1632
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S: Wot? 1633

A boy stands up and begins LB: Can you move to here please. 1634
moving chair above his head S: No. 1635
Chaos mix LB: Cause you are unable to stop... 1636

S: I never sit there... 1637
LB: Alison, Alison, move to here. Move. 1638

LB takes her books and moves S: I am not going to move. 1639
them to the new table to where a LB: You move or you go, that’s the choice. 77 Yes you have been 1640
girl is sitting who doesn’t want the very good. Alison move, move now. 1641
other girl next to her so that girl S: No. 1642
goes and sits next to another LB: Luner be quiet. Jafer. Okay I want you to write this in. Okay? 1643
LB at front of class puts his fingers Adeline. Alison I didn’t ask you to sit there I asked you to sit 1644
on his lips and tries to start writing there now move. Now. Move. 1645
something on the board. LB S: Alison and I work well together. 1646
moves to the two girls table CU of LB: Alison move here. 1647
students watch S: Me and Alison work really well together. Ha ha ha 1648
LB’s voice as camera pans on two S: Can we go now? 1649
black boys with pens but no books LB: No you cannot, you can be quiet. Write them back, I am sorry 1650
on their desk, one is sleeping, girl I have got them the wrong way around. Iodine solution you test 1651
sticking her tongue out at another for starch with and glucose you test for with stuff called Bera 1652
girl. CU of LB after class of pupils solution. Write it down and do not talk. 1653
have left. Laughs and smiles into They either like you or they don’t. I mean children are very black 1654
camera not too stressed by it all, and white in a lot of things. Um you are either good or you are 1655
modest bad. There is no oh he is okay. It’s either I like him cause he lets 1656

me do what I want or I hate him because he is always telling me 1657
off. So probably %’s of them think I am a dwork or a waste of 1658
space or something. 1659

CU of gas supply taps on science N: Science teaching at New School has been badly affected by the 1660
tables + water taps with no pipes + local authorities rebuilding program. The old science labs were 1661
empty sinks ripped out last summer and their replacements still aren’t ready. 1662
CU of little white girls in Yr 7 in S: We don’t have no science equipment, we just copy off the 1663
playground with students around board or write out of a book. So we are learning is really boring. 1664
popping in their comments S: We haven’t done any experiments yet. And every other school 1665

has done experiments. 1666
S: It’s boring. 1667
S: And we’re just sitting in science copying off the board and text 1668
books. 1669
S: Rubbish. 1670

CU of Ja in his white jumper Ja: They spent millions of pounds on trying to make it better and 1671
outside of school gates its just like. 1672

S: Failing. 1673
CU of little shy boy in black S: They spent all the money making the school look nice instead 1674
hooded jumper of making the school be you know good. 1675

S: Yeah, I agree and he doesn’t know how to do his job. 1676
Teacher walking up to the group of Ja: What was that Sir, he is talking bullocks? Don’t you want to 1677
students talking to the camera say something if you feel everyone is talking... no it’s true. There 1678

is no need for putting him down and saying he is talking bullocks. 1679
PG: Head of Music PG: You are talking about spending the money on new computers 1680*

now what have you got over there in the computer room? 1681*
Pan of Ja and PG Ja: Yeah, tables that break, stuff that lefts open. 1682*

S: No I wasn’t saying that, I was saying that... 1683*
PG: You say everything that is wrong and forget about everything 1684*
that is right? 1685*
S: No what you mean everything is right? How come? 1686*

PG puts his hand on heart P: Can I finish the sentence? 1687*
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Ja: Go on. 1688*

Pan as above of PG + Ja PG: Of course there are things that are not right yet. But it takes 1689*
Students playing on pavement in time. Also there is a lot of stuff here that wasn’t here before that is 1690*

back ground, bare wintry trees on new that is good. That’s a whole intranet over there. 1691*
the street Ja: One of the things that is new that is not good actually is the 1692*

headmaster though you got to agree with that to a certain extent. 1693*
He has no control over the school. 1694*
P: I disagree. 1695*

PG looking straight at Ja who is Ja: And the kids are running the school and the teachers just has 1696*
looking at the ground + PG getting no control, Sir. 1697*
quite angry. PG: Well I disagree that the kids are running the school. That may 1698*

be your perception but having said that the whole point about a 1699*
school is supposed to be a democratic situation. So if you are 1700*

Ja looks a bit of a fool involved in running the school, if that’s what you are saying to 1701*
CU of shy boy in hood shaking me, why don’t you do it a little bit better than you are doing at the 1702*p.ll9
head + pan all students moment? 1703
CU Ja with plaster on his ear S: Sam shouldn’t be the headmaster. 1704
Shaking his head S’s: (talking at once). Sits on his arse do you know what I mean 1705
Thursdav 10 th February 1999 Ja: He is intelligent, he is a clever man but he just hasn’t got what 1706
Crane shot through rainy glass it takes to run this kind of school. 1707
window as Joe arrives in steely N: The private firm that is taking over the LEA invites 1708
black suit + shaven head, red file experienced ex-headmaster Joe Lowman to join the staff. His 1709
under arm amongst students. official title will be associate principal. 1710
JO Head of Maths JO: What we’ve heard is that he is a former head who maybe 1711
CU JO in spectacles in front of coming in to advise us about discipline. He is an old-fashioned 1712
school buildings mix with Joe headmaster type. You know, speaks very nicely to them. I mean 1713
Lowman stopping boys from not being sort of bullying or anything but extremely firm and very 1714
leaving the doors, camera in CS supportive towards to the staff. He is great. Ha ha ha. Terrifying 1715
position to look at as well. The rumors are that he used to play for Arsenal 1716
CU to JO, smiling or at least trained with Arsenal. And I can believe it. He looks like 1717

a sports man who has kept himself in trim. 1718
LJ Deputv Head U : He does a lot of mountain bike riding, ex-marathon runner, 1719
CU in school canteen + CU of Joe like me you see I’m an ex-marathon runner. But I don’t do 1720
Lowman as she speaks sitting mountain bike riding anymore. We like him, I think he is going to 1721
eating with the students, surveying be very good. 1722
CU of Turkish looking Year 11 S: The new guy, who’s the new guy, who’s that? 1723
boy outside, hooded shy boy and S: See no ones really met him, he is just here. 1724
group of them S: As the new head teacher are you saying? How do you know 1725

that. You see you don’t get that information in this school. 1726
CU of Ja looking straight at camera Ja: No what’s happened is there is a new teacher come in kind of 1727

basically I think a new head. But he is going to work on level 1728
terms with Sam and um he has come in. I seen him in the canteen 1729
the other day and he has got a good presence. He is a better I think 1730
he is a better teacher than Sam. He has got a lot more charisma 1731
and I think. He is English too so it kinda helps. Ha. 1732

CU Superhead in his kitchen both SH: I think having someone coming in to help with the job is 1733
hands on room dividing cupboard something positive. And as I said, I wouldn’t mind having another 1734
as though for support, same clothes two or three coming in. Because it is what we need. Um in 1735
as before, implements all behind. business you would never kind of question the idea of somebody 1736

coming in to come and help with the management and 1737
organization. Why are we questioning it in education. What is so 1738
special about a principal or head teacher in a school that he can’t 1739
have others working with them. 1740

CU MB boxing in gym with same MB: I think when Joe Lowman came in. I think Sam probably felt 1741
VSO (Voluntary services Abroad) pretty threatened by him. Um, he probably thought that things 1742



224

IM AGES LANGUAGE Line
white T-shirt were going to get better but probably in his heart of hearts knew 1743

that things were actually pretty bad and that this was going to be 1744
exposed. Although I don’t think that was Joe Lowman’s intention. 1745
He said many times that he is not a hatchet man. But certain 1746
things were definitely going to come out. 1747
MB: Box box box Sigh. Yeah. 1748

CU Superhead in kitchen with eggs B: If he felt that he couldn’t continue then fine, you know, I’d 1749
CU Bonny same clothes as before rather he got out than ended up a sort of a slavering wreck. 1750
LS Modem School block. Pan of FM: Could I just ask you why your behavior in Maths was so bad 1751
FM, Jk + MB outside in sunshine today when you did some homework and you got a merit for that? 1752

So what happened today in Maths? 1753
FM looking at Jk white double Jk: Don’t know. 1754
story houses in back ground, FM: You don’t know? 1755
wintry trees, green fence. CU of Jk: I was a bit late so and I didn’t know what to do. So I just sat 1756
MB there and done nuffin. 1757

MB: Well no actually Jk I think I explained what to do and then 1758
there were little things with you and all those all those other 1759
people. Yeah, like irritating that boy next to you that always 1760

FM looks at MB works well. The thing... 1761
FM: Has just been moved to the front of the class like you said he 1762
was going to be? 1763
MB: Well he came in at the end and so that was the seat that was 1764
left. 1765
And then there was the other thing. Do you remember? When I 1766
went out of the room? 1767
Jk: Oh yeah. 1768
MB: Well say it. 1769

MB looks at Jk who has a big Jk: I nicked some of my friends’ pens. 1770
cough and bends to the ground, FM: You stole one of his pens? 1771
smiling Jk: And I gave it back. 1772

MB: You know, I mean ... 1773
FM: It’s no good is it? 1774
MB: ...it is no big massive huge deal but it is so many little things 1775
and I just see this sort of rather a defiant attitude. Yeah, it’s 1776
getting to the point Jk where, you know, we are running out of 1777
options. 1778
FM: Hey. 1779
Jk: Ha ha ha 1780

LS of 5 storied bleak apartments FM: We are going to leave the capital and it means that Jk will 1781
CU of FM in kitchen, same white move schools and, and it is quite a big deal because Jk’s 1782
jumpers and sons in blue shirts adjustment to secondary school hasn’t been, hasn’t been helped 1783
again by the problems at the school. But he has also just had trouble 1784

adjusting to big school anyway. And um so he will be moving 1785
Jk eating cake from a plate schools and... 1786
Jk Class 7F Jk: I just don’t like the whole idea of moving to Wales. 1787

Ja: Yeah but why, what, what are you scared about moving, are 1788
you or what? 1789

CU Ja reaches over for cards Jk: No I know I can it’s just she wants me to move there so .. .Ja: 1790
Jk’s brother Ja Class 1 IB They talk so fimny up there... 1791

FM: Well, believe me when you guys arrive they don’t 1792
understand a word that you are saying 1793

CU Ja Ja: Oh we don’t use a lot of slang. 1794
FM: Well you don’t think that you do, but you do. 1795

CU Jk Jk: Wales boring. 1796
Ja: Oh no. 1797
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FM: Oh why don’t you say what you really think? 1798

CU of plate of cake with Jk’s Ja: Don’t worry Jk, we’re gonna go where everyone knows our 1799
fingers picking at it CU Ja name. De de de de der. We are. That’s what it is like man. It’s like 1800
mimicking piano playing Cheers. Yeah, everybody knows your name... 1801

FM: You like walk down the street... 1802
Ja:...and you business. 1803

CU from the side profile of FM FM: Yeah. I don’t like the capital anymore and I don’t think it’s a 1804
who looks down onto the table as healthy place to bring up children. And Jk’s had some difficulty at 1805
she talks and looks to the ceiling school with going, playing truancy and disappearing quite late 1806
too into the evening. And um I just think that it will be a better 1807

environment, a safer. I mean it’s safe if there, you do get naughty 1808
kids there, but... 1809
Ja: You get naughty kids everywhere. 1810

FM uses her finger on the table to FM: .. .but if he runs one way he is going to have to swim and if 1811
show what Jk will run into he runs the other way he is going to bump into a lot of sheep. 1812
Camera in a car following MB on a Rain drops. 1813
bike who pulls up at FM’s MB: Come down. 1814
apartment + rings bell Jk: Me? 1815
LS Jk looks out of window at MB MB: Yeah because I can’t come up I am messy. I’ve come to say 1816
below in his yellow band goodbye. Fond farewell to Jk. 1817
protective riding gear. CU Jk in Jk: How many, how many detentions did I have? 1818
same blue shirt CU of MB with MB: You had 859 in the course of the year. 1819
mud on tip of his nose from Jk: Lucky man 1820
cycling in the rain with no mud MB: His the, he is top. He has won a prize. If there was like a 1821
guards on his bike medal for most detentions. 1822
CU FM FM: But things might be a bit different now. 1823

Jk: Yeah. 1824
MB: Things will improve. 1825
FM: Are you committed to staying? 1826

CU of MB wiping mud off his MB: If the school is still here and working next year then yeah I’ll 1827
cheek be there. But if it all falls apart then no I won’t. I hope to be here. 1828

I really, really hope to be here. I hope to be you know like the last 1829
Mix to Jk and his 2 friends one out, if it really all falls to bits. 1830
CU FM FM: So if I read in the press that you are the new headmaster 1831

within a few years I’ll know. 1832
MB: Yeah you say I knew that. 1833

Pan of the group FM: I knew him then. 1834
CU Jk + MB fist/handshake Jk: See you later mate. 1835

Birds tweeting and brook babbling. 1836
CU ducks on pond on moors SH: It is a very different sound isn’t it to the inner-city. And I still 1837
Saturday 19th February 2000 prefer the city. It’s been harder than I’ve thought. The support has 1838
Nine days after Joe Lowman’s been less than I thought would be there. The challenges have been 1839
arrival Superhead walking next to much more challenging. The staff have come together in many 1840
stream and ducks, surveying the ways more than I expected. But in other ways are less actively 1841
country scene, smiling, walking as involved in making that difference at the moment and I think that 1842
he talks to camera is because of tiredness and feeling that it is just a kind of never 1843

ending demand on them to make things better and better. 1844
CU MB at his home in black MB: He had a belief that if people really, really wanted to make it 1845
jumper looking at camera, lifts his work, they could make it work. But I think the gap between where 1846
eyebrows and then away at his we were and where we wanted to be was just too great. You know 1847
desk, smiles and shakes head, kids were not going to form themselves up into nice handy sort of 1848
doesn’t look directly at camera classroom sized groups with the right teacher at the right time just 1849
through the speech by chance. You know with the best will in the world, the very, 1850

very best will in the world, they just would not be able to do it. So 1851
I just think in some cases, I don’t really think that the teachers 1852
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could have tried any harder to make it work. That was absolutely 1853
a battle of will and we fought with our will power well for two 1854
complete terms. To make it work. And you know, still the gap 1855
wasn’t quite you know bridgeable. 1856

CU Superhead on the countryside SH: Um, I am who I am and I think partly people have taken me 1857
moors for this post because of who I am and what I am. And that 1858

includes the strengths as well as the weaknesses. Somebody many 1859
years ago described me as a, like a marsh mellow: soft on the 1860

Smiling inside and soft on the outside. Um, and I don’t think that there is 1861
anything wrong with that. If the only way we can persuade young 1862
people to learn and be positive is threw fear then I think 1863

CU and confidingly at camera something is going drastically wrong in society. I have got a 1864
protestant work ethic. So I feel I have to go in. And that is part of 1865
my upbringing and my culture. Um at times I feel can I do it for 1866
another day? Um and the answer is yes. I have to. Cause I believe 1867

Long stare into lens + sad smile that is part of ones job is, you just do it. And you do it to the best 1868
of your abilities. Yeah. 1869

CS from top story at Ja Removal laughter 1870
CU postcard, blue sea and sky + Jk: Our new house. Dear Jk and it is right there. 1871
houses, FM + Jk + Ja in road FM: And it is that pink house there. See the ridge with the water 1872
looking at postcard pan rushing round down by the kitchen in there right. 1873

Ja: And all the girls are going to be right along there when I go 1874
down and visit in the summer. 1875
FM: Ha ha ha, ha ha ha. 1876

CU Jk in back of removal van, Jk: The school was just getting so worse that I took advantage of 1877
camera focuses up at him it and which I really shouldn’t have done and then met the wrong 1878

people. And then well, met the wrong people that’s it, that’s all I 1879
Pan of Jk shifting boxes in the back can say. I believe that I can change. If that makes, if that makes 1880
of the van with his feet any sense any sense. I can believe that I can actually change. And 1881

you believe that you anyone, that if you could change, you could 1882
change. 1883

CU of FM in apartment loading up FM: People get stuck that’s the problem and when you can 1884
bedding and help man walks imagine that you are not stuck anymore then you can do anything 1885
passed, she smiley + looking that you want to do. That’s a powerful feeling, so I am off. Ha ha 1886
straight at camera ha. Lock stock and two smoking children. 1887
Ja smoking, drinking beer Departure noises. 1888
Ja + Jk pulling down truck door + Ja: Fuckin hell, trying to kill me. 1889
waving goodbye Hoot Hoot 1890

Ja: Leaving the capital city, off for a new start in Wales. 1891
Hoot Hoot. Hoot 1892
Ja: So that’s it. 1893
Hoot. Hoot 1894

CU of Ja, smiley in a blue shirt and Ja: So that’s the end of a chapter. My Mum’s gone to Wales now 1895
white trek pants. He and his friend for good, I think. I am here in London, taking it easy. Got my 1896
walk down the street and the exams to do just hopefully get though them. Hopefully get some 1897
camera follows their back view and work. Get my own flat. Off I go then into the big wide world on 1898
then fades my own to make some, to make some money and some ah get 1899

Fridav 10th March 2000
some power. 1900
SS: Can I help you? 1901

CU of Superhead coming into shop SH: You have got an order for me for some carnations. 1902
CU florist/shop seller behind SS: Oh right, some carnations right, done them. I’ll just finish 1903
counter, wrapping carnations and wrapping these up. Someone’s lucky. All right. 1904
takes money SH: Brilliant, excellent. 1905

SS: All right? 1906
SH: Thank you very much. 1907
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F: Thank you very much, right, see ya, 1908
SH: Thanks, bye. 1909
SS: Bye, thank you. 1910

CU of Superhead in car at traffic SH: Ohh. I am resigning today. Yeah. It’s the right thing to do I 1911
lights with yellow TILE KING believe. UM I think there’s too much criticism of different aspects 1912
shop sign through his Mercedes car of the way I operated or worked. Um and it’s not moving forward 1913
window + 2 yellow daffodils on his quickly enough. Um and I think this job can only be done if 1914
lapel. Uses his right hand to absolutely everybody out there supports the person who is trying 1915
emphasize points and left hand to do it. And I haven’t really felt that support for some time. The 1916
steering then switches hands. CU carnations are for each of the members of staff to say thank you in 1917
of carnations on backseat appreciation for what they have done over the last few months. 1918

Because they have been absolutely stunning. That is a congenital 1919
thing I give flowers when I say hello and I give flowers when I 1920
say goodbye. Um I was brought up like that. Just part of the 1921
culture. 1922

Back view of a male teacher on LM: Just been told that Sam has decided to stand down. He didn’t 1923
mobile walking with a red say a lot more than that. Um just that he has got to now and he 1924
carnation peeping out of his black announced that he is going to be leaving as of now. That was 1925
satchel. CU of LB outside about all he said. We all got a carnation. 1926
CU of Ja outside no uniform Ja: A shock I wasn’t expecting him to leave, at all. I can’t believe 1927

that he was at the school for less time than I was and I have only 1928
been here for half a year. Ha ha ha. Oh God and I am a student. 1929
Oh that’s terrible. I think that he could have taken the school a bit 1930
further. At least finished, don’t... finished a year, a year is not a 1931

Swings to the side and headphone long time. And it is like walking out and making such, such chaos 1932
in his left ear, school in the middle of a year. It’s a bit like I mean he just leaves it’s not 1933
Buildings from across the street, beneficial for the school to have a teacher walk out especially a 1934
cars driving behind Ja head teacher let alone a Maths teacher or something. Walk out in 1935

the middle of the year and then just like have, have to get a new 1936
teacher, a new head teacher in the middle of the year when there’s 1937
exams going on and people need the kind of coordination and 1938
things like that. Bah. 1939

CU pan of 3 little white girls S: There’s a rumor that he’s like he’s left because of personal 1940
faults towards Mr Joe Lowman who’s now the associate principal. 1941
S: I think they pushed him out of school. 1942
S: Yeah, cause he... 1943
S: Cause I don’t know, I just think, I can’t think what they could. 1944
I think it is the government or someone like that. Like pushed him 1945
out the school practically. 1946

MS through window Superhead’s Building noises and cars departing. 1947
back view in his office Microbus MB: I have never seen anything quite like that before. I have 1948
pulls away with female teacher never seen flowers given away by people who are leaving. He 1949
holding her red carnation gave away these little books with words of wisdom for teachers 1950
CU MB outside, a bit sad but and I didn’t get one. There weren’t that many. I think I’ll have to 1951
smiles about the little books write my own. 1952
CU of JO in playground with JO: We knew that it was coming I think and I am friends with a 1953*
grafittied walls in background couple of people who’d hinted at it. But I don’t think any of us 1954*
Red jumper, crucifix, spectacles, realized that it was going to be so sudden. And my immediate 1955*
nice middle aged lady reaction was what could we have done to prevent it. You know 1956*

sort of feeling that it’s, that we have let people down. We have let 1957*
the kids down I think and I don’t know how we could have 1958*
stopped it? But, so that’s my gut reaction at the moment. We have 1959*
had a really good couple of days as well, talking about strategies 1960*
for um improving behavior in a very positive way and it is sad that 1961*
Sam is not going to be around to see it in action. Because it is 1962*
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talking about the sort of thing that I think is part of his ideals. So, 1963*
so, sigh, Monday we go on. 1964*p.l22

Dark night, security spotlights, LS Footsteps, car sounds, police sirens 1965
of the Victorian school block 1966
behind fences + Superhead comes 1967
walking along in his raincoat from 1968
left hand side of frame, stops for 1969
last CU over his shoulder and 1970
smile at the camera with sigh then SH: Big heavy sigh 1971
camera follows him as his back 1972
view disappears around the comer. 1973
Blackout 1974
Credits start to roll. 1975

1976
CU of Jk + Ja outside their N: (Brian Cox) Ja failed to turn up for his GCSE exam. His 1977*
apartment play fighting brother Jk is settling in well in his new school in Wales. All but 1978*

15 of the 180 children in his year have chosen to stay on at New 1979*
Credits School. The schools new governors appointed a temporary head 1980*

teacher. In June an OFSTED report said that the quality of 1981*
LS of modem side of school education at New School was not satisfactory but noted a 1982*
buildings and window panes with significant improvement in behavior and management. Now the 1983*
reflection of trees new term has begun. Under yet another head. Everyone connected 1984*
Credits with the school remains determined to make it a success. 3 more 1985*
Back view of Superhead walking freshstart Superheads have now resigned. 6 months after leaving 1986*
in front of graffitied wall New School Sam Hind is still considering his next career move. 1987*
CU Carnations /Credits
CU of Victorian Block and BBC2
Head of Block logo

School noises. 1988*p.l36
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