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Beginning teachers have a range of concerns when they commence their first appointment. Foremost 

amongst these is classroom management. While beginning teachers aim to meet new curriculum 

challenges and develop their personal pedagogical approaches, these concerns are often made 

subordinate to their strong desire to maintain control at a classroom management level. As a result, 

educational spaces often operate as zones of containment rather than spaces of learning.

Using an auto-ethnographic approach that seeks to use personal experience as a means of illustrating 

broader cultural experiences (Ellis, Adams & Bochner, 2010), this paper will outline one beginning 

teacher’s journey from adaptations to a space of containment, to an understanding that pedagogical 

transformation also requires a transformation of spaces – both in their uses and their design. 

This paper includes photographs and spatial drawings of a science laboratory built during the Building 

the Education Revolution era, to outline the evolution (Loughlin, 2013) of both the science laboratory 

space and the beginning teacher’s understanding of the dialogic nature of space and pedagogy.  According 

to Blackmore, Bateman, Loughlin and O’Mara (2011), there have been few studies of educational 

spaces that focus on pedagogical change. This paper aims to contribute to this area as well as provide 

some practical suggestions for ways in which beginning teachers can be assisted in understanding the 

importance of space to pedagogy, and then in turn, the impact of effective pedagogy on classroom 

management.
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TRANSFORMING LEARNING SPACES AND THE IMPACT ON PEDAGOGICAL 
DEVELOPMENT
Education and the professional practice of teaching others has been an ever-changing field of knowledge. 

In recent years, the focus of teacher practice and education has shifted from teacher centred instruction 

to student centred learning. More recently, the development of spatial changes for learning has matched 

this new approach to teaching. Notably the influence of recent theories and studies, such as Hattie’s 

‘visible learning’ (2009), and the 21st century learning needs of students (Chism, 2006; Fisher, 2002; 

Temple, 2007) have impacted upon the design and intended use of teaching spaces. Much research, 

although some would argue not enough (DEECD, 2009), has been done into how effective these new 

learning environments are and their impact on teacher pedagogies (Blackmore et al., 2011). However, the 

research has primarily focused on established teachers, ones who are already working within schools 

and classes; teachers who have transitioned, with their classes into these new learning spaces, and limited 

research has been conducted on the impact of these spaces on beginning teachers. This paper employs an 

auto-ethnographic approach to illustrate the experience of one beginning teacher, the impact of learning 

spaces on the development of pedagogy, and how this may relate to broader cultural experiences (Ellis et 

al., 2010).   

Research on the impact of new design teaching spaces, specifically, those typically identified as open 

plan or New Generation Learning Environments (NGLEs), has identified two key factors that affect the 

outcomes and pedagogical products of new spaces (Blackmore et al., 2011).

1. If teachers are involved in the design process of new spaces, a greater acceptance and transition of 

teaching occurs - often with more positive outcomes. However, if teachers are not consulted in the 

design phase, resentment can build and lead to a negative outlook resulting in unwillingness or 

inability to adapt to the new teaching space. 

2. If supported with adequate learning and training in the use of new spaces, transitions can be 

improved. However, without this training teachers can revert back to “default” teaching methods. 

This ‘default’ practice, is often a practice centred on teacher driven instruction and the containment 

and confinement of students. The spatial manifestation of this default practice is often visible in 

teachers creating walls, blocking clearways and windows with student’s works; essentially rebuilding 

contained classrooms through the construction of physical boundaries. 

While these findings are indeed important, it leaves a large group of the teaching population un-

represented. For instance, beginning teachers face a number of challenges both in their own professional 

development and attempts at assimilating into schools. A survey completed by the Association of Teachers 

and Lectures (ATL) (2015) has revealed that almost 50% of graduates leave the profession within the first 

five years due to the mental and emotional strain of the job emerging from the workforce climate and 

the classroom itself (The Guardian, 2015). In an industry that has an aging demographic, this raises the 

question: ‘how are do we best support and promote the professional development those entering the 

profession?’

However what does this have to do with space and its impact on pedagogy? As a beginning teacher, I 

can speak first hand of the forgotten pressures we face. Teachers who are transitioned into new learning 

spaces often have the training to accompany this transition, or years of experience to assist them, and a 

reputation and repour with the students to reduce the strains. As a beginning teacher, you lack both the 

training, experience and often pedagogical knowledge. Teachers working in senior schools and specialty 

areas often face the added pressures of sharing their learning spaces with others. This sharing of spaces, 

which requires an adjustment to each other’s needs, can seem inappropriate and time consuming. 
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So here are the issues. As a beginning teacher you are entering into:

• A space designed to be used in ways you are yet to be taught or shown

• A pressure to perform - thus anything that may cause student management issues is generally 

avoided

• The need to build your pedagogy within a space that is shared

• Learning to navigate the negotiation of shared learning spaces 

Using an auto-ethnographic approach, I seek to document these challenges and the developments they 

effect in my experience as a beginning teacher. This approach allows for reflection not only on my 

practice but also on the inherent impact of space upon my pedagogical developments while highlighting 

areas that could have been supported during this process. 

EXPERIENCES AND LINKS TO PEDAGOGICAL DEVELOPMENT 
Beginning teachers often enter the practice of teaching with wide and varied backgrounds which greatly 

affect their development, views and ideas of the teacher that they wish to become. I, like many others, 

come from a varied background that has impacted on, and shaped my development. Coming from a 

Biotechnology background, I am now part of a pilot education program based on an internship model at 

the Melbourne Graduate School of Education. Within this program, after a rigorous selection process, I as 

a Masters student gain my initial teacher training over a seven-week intensive course before entering into 

the classroom on a point 8 loading for two years, interspersed with one-week intensive teacher education 

programs during the summer and winter breaks. To support our development as teachers, we are 

guided through our transition into teaching with a delegation of mentors and clinical specialists. These 

experts regularly watch and review our teaching practices and guide us through the process of clinically 

analyzing our personal practice and the consequent effects of student learning and outcomes. 

Entering that first classroom, I had definite ideas on the teaching strategies and pedagogical 

developments I was going to employ in the coming months. However, as like many beginning teachers, 

I was faced with the reality of the classroom context. The desires to meet new curriculum challenges 

and develop my personal pedagogies were made subordinate to the strong desire and need to maintain 

control at a classroom management level. This desire was reflected by more experienced staff through the 

classroom layout and their construction of boundaries. Gislason (2009), talks about how school culture is 

the scaffold for practice - something that was reflected in my experiences, in that what I was presented 

with as a beginning teacher, the actions and behaviour of more experienced staff, unknowingly began to 

shape my practice. 

Figure 1: Recreation of original class space.
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The initial space can be seen in the recreation figure 1. The space was cluttered, cramped and dangerous, 

with zones being completely unused, windows and doors blocked to reduce outside distractions, and 

reflected an attempt to revert to default pedagogies and solo practices. The space had the potential to be 

a functioning and inviting place, yet had caused so many headaches for my fellow staff members that it 

had been reverted to the best of their ability, to reflect previous approaches to teaching, rather than being 

utilised in the open and collaborative nature for which it was designed. As Graue, Hatch, Rao and Oen 

(2007) highlight, the changing of space does not equal a changing in practice, particularly without the 

professional development to support such a change. 

Initially this room, although awkward to work within, caused me no identifiable troubles. It was not 

until my teaching was viewed by another professional that the impact of space on my pedagogy was 

highlighted. I had become comfortable within the norm of practice because I had not been trained in 

how to change it - I was lacking the knowledge of how to change the issues around me, let alone identify 

them. Tripping on cables, not being able to see students or their work, and having to stand on the legs 

of tables just to see all the students seemed to be a normal challenge for me. Even my presence in the 

class was said to look uncomfortable. I had not even considered that the issues in student management I 

was experiencing were a result of space - rather I thought it was simply my teaching practice and lack of 

experience. I subsequently began the process of awakening to the importance of space to pedagogy, and 

in turn, the impact of effective pedagogy on classroom management. 

The cycle began with a reflection on what I wanted to achieve as a teacher, what pedagogical goals I 

sought, and how I might best meet the needs of my students. Magnusson, Borko and Krajcik (1999) 

described the development of pedagogical content knowledge as a non-linear and ongoing process that 

is influential in the reflection process, always aiming to improve and develop knowledge of practice and 

students.  I was not the only practitioner to use this space, and thus consultation and consent was needed 

for me to experiment with the room. Fortunately, I was lucky enough to be given full rain on any changes 

I saw fit to implement within the space. For many beginning teachers, simply the knowledge that the 

space needs to change is not enough, they must be given permission and guidance through this process. 

Remember, beginning teachers are trying to assimilate into a school culture, not to stand out.  

This process of reflection may seem a normal practice for established teachers in some instances, 

however not in all. Teaching has changed from teacher centred transition to student centred learning, and 

without adequate training, teachers are defaulting to earlier pedagogies and are failing to complete this 

process. Thus the positive impact of these new spaces is lost and they are being reverted back into spaces 

of confinement. To instigate change, I needed to be able to involve hands on tasks, see and move among 

my students to gather formative data on their learning. In addition, I wanted to raise the discussion levels 

within the classroom all strategies supported by Fullen and Langworthy (2014), in the report on new 

pedagogies to support deep learning. I knew these approaches would work with my cohort, as they had 

been methods of learning and engagement that they responded best to in previous classes. 

Many of the pedagogical approaches I sought to develop were based upon literature and understandings 

of the learning outlined by Hattie (2009), Fullan and Langworthy (2014), Driver et al. (1994), and the 20 

Principles of Educational Psychology along with the developmental progressions of the Structure of 

Observed Learning Outcome (SOLO) taxonomy (Biggs, Collins & Edward, 2014) and Bloom’s taxonomy 

(Anderson, 2010), among many others. This led to the development of phase two, of the space design and 

instruction (  2). 

After implementing some spatial changes, the functionality of the key teaching zone was improved, but 

many issues around space usage, practical activities, safety and teaching combined classes were still in 

need of review. This secondary layout did however change my pedagogical approach to teaching. The 
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use of peer to peer learning and timely teacher feedback are identified to be among some of the largest 

effectors in student education (Hattie, 2009), and by allowing my students to now access each other 

and for me to also access my students this methodology was easily implemented. The increased ease of 

access to students also allowed for regular observational and formative data to be collected throughout 

the class, and adjustments in tasks and instruction to occur in a timely manner. Combined with research 

into students’ misconceptions in Science by Driver (1994), early detection of student challenges became 

instrumental in developing lessons and scaffolding students though tasks (20 Principles of Educational 

Psychology, 2015). In addition to these instructional benefits, my increased access to students and my 

adjustable proximity to them working affected many of the student management issues that I was dealing 

with. With the revised layout, the use of a variety of student management methods became easier to 

implement, and challenges within the class were reduced, as was the strain on my voice. 

Figure 2: First stage of spatial redesign.

Stage three (Image 3) of development required the assistance of a colleague James O’Toole, who, working 

as a classroom teacher and drama specialist, had recently completed his VIT on designing functional 

teaching spaces with a focus on drama. It became apparent in my discussions with him that drama 

specialists are one of the few, if only, teaching areas in which the manipulation of spaces for academic 

and pedagogical outcomes was explicitly taught. Mr O’Toole, presented with a varied understanding of 

students’ positioning in relation to the space, the patterns of where attention would be drawn within the 

space, and thus was able to facilitate in formulating a design that met all of my pedagogical and safety 

needs was.  

The final design may seem more cluttered than previous layouts, but it is the most effective adapted 

layout version to date. The design configuration entails;

• Three separate zones of teaching within the classroom. 

• Increased safety around practical activities and demonstrations

• Two zones of operation within a functional space to simultaneously teach multi-year level classes 

• Retention of clustering students to continue the group learning and discussion

• Access to connection points for ICT integration has also been enhanced

Further stages in the development of a functional teaching space will seek to improve the visual 

presentation of the class - ensuring students feel ownership of the room.  It is hoped that this will help 

to develop an engaging and welcoming learning environment, and reduce the clinical and containing 

aspects of the original environment. 

Why did all these changes need to happen in the first place and why is it so important for a beginning 

teacher? Reflecting back to the introduction, if a space is not designed with the teachers input, and if 



44

adequate training is not provided, then transition into new teaching spaces has the potential to negatively 

affect not only the teacher but also the students’ outcomes. Every new teacher enters into practice without 

input into the spaces within which they will operate, and without training in how to use the spaces they 

are given. Beginning teachers need, the right training and guidance on how to use the spaces I which they 

teach. 

Image 3.1, 3.2, 3.3: Final stage of spatial redesign.

Beginning teachers also need to be given support on modifying space to meet pedagogical development 

needs. The best way for this to occur is through mentoring - pairing beginning teachers with people who 

are willing to push and develop the practices of their staff to meet the needs of their students. As Oblinger 

(2006) outlined, space has impacts upon pedagogy, and without guidance, the chance of meeting the full 

potential of any given learning area is unlikely to be met. 
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